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Foreword

The reader will find commentaries on the four Partsof this book in the Introductions
at Chapicrs 1, 4, 7 and 14. This Forcword has two purposcs: 10 indicaic why
Education for Workisconfined in scopeto education in English-speaking countries;
and 1o acknowledge assistance and permissions that helped in the jobof wriling and
compiling the book.
In the past, social scientists and educationists have tried to define ‘the human
condition’ in gencral as a basis for policy making and curriculum planning in
education (LeVine and White, 1986). We have iended to view those who lived in
non -Western countries as lacking in development, especially the kind of develop-
ment that wide processes of formal schooling were thought to provide. There has
been a frequent atiempt to translate the “best from the Wesl' to these countrics, to
supply what they are thought tolack, to open their horizons to advantages that they
have not encountered. We know now from a range of studies, such as those
underiaken by the Harvard Project on Human Potential, that these carlier viewsdis-
regarded the multitude of benefits and advantages that do not fit into the categories
of desired outcomes in Western educational thought; we know that non-Western
peoples have visions of utopias growing from their traditions that arc often very
different from our own; and we know that they possess “distinctive and coherent
images of well-being, public viriue and personal maturity chat guide the education
of children and motivate the activitics of adults” (Levine and White, 1986 p. 12).
Knowledge of this kind places severe limitations on the scope of a book that
looks at policy and curriculum practice across socicties. It limits that scope
incvitably 10 a tight consideration of Western education, ideas and values about
work. More than this our scope is further limited by the practical constraints that
language places on scholarship: a book that owes much to the works of Anglo-
Armnerican scholars like Dewe 7, Popper and Russell has its perspectives narrowed
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by thecultural constraints within which those scholars themselvesoperated. Weare
certainly [ar cnough advanced in our thinking 1o recognise that gencralisations in
the social sciences are much rarer than we had once thought; *education for work',
[or example, can have inany manilestations across sociclies and cullures, For all
these reasons, then, this book is limited in its scope 1o *education for work” in the
English-speaking countries from which the authors of its cighteen chaplers are
drawn: the countrics that make up North Amierica, Britain and Australasia. For the
book 1o be read in those countries will be enough: for it Lo be read beyond those
countrics will be a bonus,

Acknow ledgments

The UNESCO lastitute of Education i Flamburg provided the impetus for this
book, m partcularthe former Executive Ediorof UNESCO's faternational Review
of Education, Paul Fik, In bringing the manuscriptinto its final stale 1 gratefully
acknowledge the help of Michelle Cheetham, Gillian Hammond, Elaine Martin,
Charmaimne Keys and Alison Gunming. Tam grateful to Ivan Snook for his scholarly
comments on the chapters that introduce the (our Parts of the book and [lor his
supportinother ways. Finadly, lam indebted 1o the fourieen contributors of chaplers
for their unstinting coinmitment Lo the project. Some of the chaplers have been
reproduced with the permission of the ariginal publishers:

Chapter 2*Towardsahumanistic conceptionofeducation [and work)"” by Noam
Chomsky in Work, Technology and Education edited by W. Feinberg and H.
Roscinonl. Universily of lllinois Press: Urbana (1975) pp. 204-219.

Chapter 3 "Education, schooling and the world of work™ by Colin Wringe in
British Journal of Educaticnal Studies 29 (1981) pp. 123-137.

Chapter 11 "Socialand technological change: diversity orcommonalily in post-
school education™ by Douglas Weir in British Sfournal of Educational Suudies 32
{T984) pp. 118-124,

Chapter 12 “Youth unciployment: a review of the literature™ by Adrian
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Introduction: The Meaning
and Place of Work

by David Corson

Cutural and Historical Influences

Iis o risky business o make cecommendations abou policy ineducation and then
try o apply those recommendations across cultures, This is why our congern here
i with “education for work™ only in those cultuges that are broadly alike i the
knnwlcdgc.lx‘licl':\umlcxpcricnccsul‘llwirpcnplcs'.mnnlricsllmlarclingniﬂliculiy
and anlturally similag, Eventbis dues not climinate the problem, though, for ‘work'
itse IF nieans difterent tungs in diftesent cultures. When we come 1o discuss the
meaning of *work " across culhiies 1t isalsoa risky husiness 1o try Lo general ise abont
that meaning. Clearly “work” niwans very dillerent things to people depending on
their cultural backg s and social history, Contrasts in meanings of this kind
hecome marked when we Compare agaienn cultures with the wrban-industrial anes
that are pur conceri i this ook,

For example. in agragian societics cummon ceconei ic and demographic comdi-
tons are porleayvd 1 widespread approsal of “chikd labour® andd macommitient
1o ‘natural fertility” (LeVine and White, 19863, both of (lrese conditions i
alfect the way that work is viewed in those socielics, In urban-industrial societics,
on the otlier hand suchas the Lnglish-speaking demo racies that we age coneerned
w il the rise of wage labour amd biircaucratic ctmplaoyment has conme 10 provide an
alternative 1o the agriculural and crall prochiction that shaped peaple’s expecla-
tions and views about work i earkier tmes. The workplace has become separated
{rom the home: vecupational roles have become distinet from kin-based roles and
relationshups: labour markel valies ave penetrated mto Tannly decisions about the
Mitare of offspring: parents have come 1o =ee that children’s job prospects are fae
removed Liom any torm ol socialisation that they can possibly receve within the
Family: and parents are not nally well placed o make the soctal connections
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necessary 1o put their childien in touch with work (hat might suit and satisfy their
wimts and talents.

There was o hrutal intermediate stage in the development of the conlemporary
view of work in urban-indnstrial socicties, a stage reached inwestern Enrope in the
cighteenth and nineteenth centuries. Our views of work are still heavily coloured
by events inthat carly modern period which saw a decline in the ability of parenis
lo provide their offspring with genuine training for work. As 2 result the influence
ofparenis over therrchildren’s lives weakened. This snpervisory control was passed
instead 1o the foremen and overseers of carly capitalism, nncommitied (o the
workers by any lies of alfection or bload bul commitied mainly o the success of Lthe
work in which their charges were engaged. This pericel gave birth 1o William
Blake's *dark, sauic mills” and his *Spectre risingover Alhion® which Jan Branson
alludestoin Chapter 8of this volume. The stage wassel for the cruel perieds of child
labour snd worker abnse that accompanicd the onset of the Industrial Revolution,
ascrofevents that fosiered working class reform mevementsthatare still very much
with us in the form of trade unions and other labour organisations.

Thischange inthe way that work wasorganised produced anathe r setof sellie
auribates thatstill influence our modern interpretationsof work: almost universally
wark hecame a contracual arrangenieni orgamsed along lings that were and are
broadly burcaucratic. The workers of the late Industrial Revolution (and 1heir
descendants 1oday) were asked notonly totender their skills in exchange fora wage
butalsol conform toa new code of socizl behaviour: this code involved a radical
change in the ways they viewed themselves, their work and their relationship o it
Instead of having commitment o their work established tor them as a resul of skillg
Jearned and refined in the Gimilv or by therr . raft membership, workers very olien
had their loyaliy shaped for them artificially by the bonds of a contract with their
cmployer, cither written or more commonly verhal, An arrangement of this kKind,
theugh. praduces shallower loyalties 1o work itself: the meaning and value of work
changed asaresult. Waorkers instead foand an outletforthe commitment, that could
na longer be tocated in work, in the canses esponsed by the trade and professional
organisations that of fered them membership by occupation type. They ceased to be
hound as much by i sense of loyally 1o any given lorm of cmployment in any
particular locale: very often wo they were not hound necessarily hy a strong
comniitment 10 any particular standard of production or level of service in their
waork,

These and other changes in urban-indnstrial socictes have prodaced changes in
the way that work itself is viewed, We might argae (that work has hecome o less
natural” fonm of behaviour in developed socienes tan it s in agrarian anes, since
ibisdirected owards ends that are themselves fargely artificial: inthe sense that the




endlsare fabricated by human beings themselves and not by the needs that we have
as a hiological specics. This argument, though, that what is natural is somechow
better. is not very helpful: it suggests that a move ‘hack 1o nature’ is something Lo
be prized and recommended. The reality, though, is that returning 1o a more natural
approachio work andlilestyicis beyond the reach of the majority ol neople nurhan-
industrial socictics and not remolely desired by them cither, Work has a meaning
for most people, atleast in contemposary English-speaking socictics, that is firmly
sct by thesocialisation and enculluration processes that they have been through. For
most people the meaning of *work” isthe way il is because it could be no other way.
How can we approach and understand this meaning of ‘work’ m a way that will
reveal the place of work in the Tives of people in urban-industeial socicties and
cstablish, at the same time, some of the necessiry connections berween work and
cducation?

Occupational and Recreational Work

Onesoctologist’sdefinition contrasts "work” with ‘recreation’, Waork 1sameans
an end. while recreationis anend in itself: *Waork isa purposeful activity perlormed
by men [and women] in producing goods or services ol value, whether for
remuneration or mot” (Anderson, 1963 p. 133). This distinction between wark and
recrcation, the one a means W an cnd and the other an end in nse'f, s an important
one for my discussion, If we doaceeplitasa reasonalle distincuon and "work” . as
aresult,ischaracterised as ameans wan end, then drastic implicationsmight follow
for "educition for wark'. Fhelieve, though, that we cannot acceptthis “means o an
end” interpretation of the meaning of “work”. 1f we subscribe 10 the common view
that"the meaning ol aword isitsuse ing language’ then any reasonable andconmmaon
instance of the word ‘work” being uscd 1o describe an acuvity of recrcanion will
suggest thit the ‘means to an end” and ‘end in itself” distinetion is not watertight.
Are there instances of reereational activities 10 which the English wortt *work”
can be appropriately applied? The recreutional ficld of *hohles® suggests itself
mmediately. So many hohties are conducted in workshaps, using wals of work
operated on workbenches, Do we refer to the aclivitics themselves as work? The
answer 1s that we commonly du refer 1o hobby activities is work withoul altachimg
any speciadistsense o the meaning of the word 'work’. The phitatelist, torexample,
might say “lam at work on my collection ', Even thase who play ganices ¢r exercise
for reereation describe their activilies on occasions as work, Mountaincers or chess
playcrs might reflecton their activitics, the former deseribing them as “hard work
scaling that ¢hi ™ and the later as “casy work disposing of our opponents’. Recrea-
tienal activities. then, can be desenbed as “work’. even when there are no overt
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goods or services of value produced. Tt is clear from this discussion thal work can
be both a means 1o an end and an end in itself.

Work becomes a means toan end when it is performed in an oceupational role:
as the work activity of a job. Let me usc the terin “recreational work” 1o describe
the form of work that is an end in itself; let me use ‘occupational wark” for that
varicly of work which is instrumental 1o some other goai (usually the remuncration
of workers or Lhe survival of themselves and their sociclies). Recreational work is
voluntary in every respect, for it is of the nature of recreation that it ceases Lo CXist
tor pcople compelled to pursue il Recreational workers are free 10 ¢hoose the Llime,
the venue, the duration, and the intensity of their work activity. If they are not
reasonably free Lo choose these aspects of their work then Lthey are not recreational
workers, since their work isiastrumental to some other goal (forcxample, placating
the forces that impinge upon their freedom of choice).

On the other hand occupational workers may be iess free Lo control these
intruding aspects of their work since they are usually under contract 1o pecform
centain things. They are consteained 10 accept certain lim iting conditions of time,
venue, duration and intensity that might not be 1o their liking. These occupational
waorkers may nolbe able 1 exclude these constraints from their interpretation of the
meaning of the work they do. Their work is so influenced by these factors that the
meaning of ‘work” for them hecomes an antalgam of interests, circumstanees and
forces which may scem 1o others 1o be separate from the work activily itself. This
work isalessunalloyed form of work than is recreational work., unless occupation:l
warkers are able o separate the work from the constrains, cither in practice or by
some mental adjusunent that allows them to perceive the *work ' and the *con-
straints” as distinct.

Constrained and Unconstrained Occupatiunal Work

Workersdiffer mackedly inthe degree of constraint under which they wark, Atone
extreme, for exauple. gal'ey <hves or assembly line workers are subject Lo
influences of ime, venue. intensity and durstion thatare quite outside thewr control.
We nnght call these people “constrained occupational workers' or “Libourcrs”
Moving along o the other extreme of the continuum there are., for instance, nemy
professional persons or acadomic rescarchers who can alford (o adopt a quite
whimsical and licentious approac hia maersof time., ve nue, intensity and duration,
Wemight call these people "uncanstraingd occupational workers™. The meaning of
“wark” for this latter group of workers s much closer to the work ac tiv iy itsell thian
it is for the more constramed occupational workers who tend 1o pereene the
contraints affecting theie work as part of the work.

15
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in fact the meaning of work for unconsirained occupational workers is very like
the meaning of work for recreational workers, since recreational work is perfornied
inan atmosphere relatively free from intruding constraints. The further along the
continuum that workers move from unconstrained 1o constrained occupational
work. the less like recreational workers they become.

Unconstrained occupational workers, like recreational workers, are more able
Lo see work as an end in itself; they are able to see itas a desirable allemative 10
recreational work or cven as a special form of recreational work activity. They are
doubly rewarded by their work: even without its remuncration, it sull represents
‘meaningful work™. The more constrained occ upational workers though are not en-
couraged to sec work as much more than a means o an end. Their work has a
meaning that is separate from themselves and from their non-work activitics, The
meaning that they place on work is unavoidably linked with the remuncration that
they receive for it

Inapaperthatis very relevant e ourtheme here, Robin Atfield (1984 contends
that “meaningful work® responds (o an essential human necd, oflfening most people
their best chance in life of the necessary good of seli-respect. He bepins with the
iraditional accounts of work offered by Herbst (1973) and Arcndt (1938} he shows
that these accounts are very like an account which Escheté ¢l 97hrderives fram Karl
Marx (o disiinguish ‘meaningful work® from Tabour' {categories sunilar o my
unconstrained and constrained occupational work). Atfickd concludes that Marx’s’
weli-known premise is true @ free and creative productive aclivity, ol the Lype
provided by meaninghil work, is an essential human capacity. Aufickl argues that
hecause meanmgful work in our culture and the self-respect that goes with it are
usually linked with having employment, then we shoutd recognise the valie ol work
10 the individual and accordingly plan for fultemployment asa high social priority.
Many of the chapters thal follow lend support 1o this view : it1s asocial value that
this book embraces.

A fundamental valuc at stake in the ‘education for work”debate inthe inchividual's
entitlement 1o freedem. In English-speaking socicties we are accustomed 10
cherishing this value ahead of others; we are ready 1o allow a gaod deal of social
inequalily 10 exist in order Lo preserve individual's rights © freedom. Perhaps the
leading apostle of freedom’ in the (wentieth century has been Bertrand Russell, His
humanistic conception of Man remains a standard iibertarian viewpoint; it leads
directly Lo the libertarian edncational theorics with which he wasassociated: it also
tendsto hbertarianconceplsof social organisation that lay stressona particular view
of the nature of work. Noum Chomsky. writing in Chapter 2 as a social and
educational theorist, supports the humanistic conceptiva of education and work’
advocated by Russell; he also extends this sct of ideas 10 show that the view is
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cohcrentwith the ideas of Kropotkin and Marx. In this chapter Chomsky points out
the dangers of a form of schooling that does not educate for eritical autonoiny but
secks rather 1o train workers 10 labour uncritically and conforn1 with authoritarian
idcologies. He ranges widely over recent events in education and in socictics: in
particular he scizes onthat central event in the mid-twenticth century that has been
a catatyst forso muchclse, the Victnam War, to argue against forms of training and
indoctrination that conirol minds, restrict key freedoms and serve 1o bolster policics
of oppression.

Chomsky scis this libertarian view, which sces work as a free and conscious
activity that is necessary (o life, against the common cconomist's stance: the
‘contrasting and morce prevalent view of the nature of work, namely that labour is
a commaodily 10 be sold on the markel for maximal return, that it has no intrinsic
value itscl. Constrained occupational work, in which the constraints arc (olerated
inorderlocnsurcan end-of-weck wage, comesmuch ¢loscr 1o this view of the nature
of workthan does unconstrained occupational work. The fatier, which is bothan cnd
initselfand ameans toan ~nd, iscloser in nature to the libertarian view, which sees
work as having value for its own sake: a necessary part of a normal healthy Tife.

The factors that motivate occupational work and determine ils value for
individuals include the level of remuncration for the work, the constraints that
impinge upon the work activity itsclf, and the ability of workers o separate the
mcaningof the work activity itsclf from its constraints and its remuneration. Il they
scc work as a commodity 1o be sold, then its remuneration is very important as a
motive, and remuncration will be a part of the meaning of their work. They may
cmbrace more strongly the constraints that impinge upon their work, thereby
increasing their capacily to sell their work asacommodity. The constraints become
an intricate part of the work aclivity.

On the other hand, if individuals are able to separate the work activity from its
constraints and remuneration by approaching work more in the fashion of recrea-
tional workers, then they become more like crafisinen, they become more like the
skilled workers of agrarian socictics who love their labour for its own sike.

‘My work mcans a lot tome” is the statement a craftsman might make. It is the
sortof stalcment made by people who see value in their work. Thisisadifferent upe
of ‘meaning’ for work. It depends perhaps on workers sceing the other meaning of
their work [irst its point or significaree) so that they make their own assessnient
of its valuc and place in their lives.

Theattitudesof people to work reflect the way their cultnre values work. Inmany
ancicnt cultures occupational work was not highly valued, while recreational work
was valued. For the Hebrews and Ancient Greeks work was painful drudgery that
brutalized the mind. Aristotle, for example, distinguished between ‘work™ and
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‘|leisure” and regarded work as infenior to . an-work. In his "Politics” he argues that
the many have to work o give the few the chance of leisure (and this lias happened
in many periods of history).

For the Roman ruling class in the first century AD, when up to ninety percent
of the poputanonof haly were slaves ortheirdescendants, occupational work of any
kind, apart from warlarc or statccraft, was despised. Since the Renaissance, though.
attitudesto work in the Western world have changed. Luther, forexample, saw work
as “the basc and key to life™, an activity 1o be prized for its own sake.

The Renaissance view of work finds the reasons for work in the work itself. This
contrasts with the so-calied Protestant view of work, which places valuc on the
religious rewards associated with the activity and warns against ihe powerful guilt
that might arise if one were not Lo work (Best, 1973). Neither the Renaissance nor
the Prolestant view is now fashionable. The Renaissance view has declined with a
recognition that the joy creative work can carry in practice scems limited 10 asmall
minority, and the Protestant view has declined with the decline in the scarch for
religious rewards. ‘The meaning (as valuc) of occupational work to modem
individuals and their socicly needs expression in terms that go beyond the ideas of
Renaissance and Protestant thetoric. The humanistic conception of work thal
Chomsky presents in Chapter 2 scems much eloser to the ideal that is shared by men
and women in today's urban-industrial sociclics.

Why clseis work of value o the modern individual? Occupational work remains
very mucha way of life. Incarlicrtimes, before there wasa strict division of labour
and a ‘job register’, people were defined as individuals according 1o the work
activitythat they performed: people ook their identities and often theirnames from
the distinguishing marks of their work; they lost their identitics if therr work lacked
these marks or if they themselves lacked work. These marks of identity remain
today. Cassirer observes that the mark of individuals is not their metapliysical or
physical nature, but their work. Work is “the system of human activitics which
defines and determines the circle of humanity™ (cited in Entwistle, 1970 p. 20).
More than this, though, Auficld (1984) shows that work is a vital componentof the
human essence. For individuals work has a worthwhileness that takes ready prece-
dence over the value of its products. Work defines their individuality; it distin-
guishes for others their preferred way of lile, and it lays the important building
blocks for self-esteem that are provided when individuals have distinguishing
marks [or their identity. Work is regarded by many as the central Tife activity; it has
created human civilisation.

Social theorists and political figures though sometimes oversimplily matters:
they wrongly argne that since human individuals appear to e driven by anced 1o
spend much of their lives at work then they have a duty through that work 0
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contribute 10 the societies to which they belong. They further argue that socicties,
then, have anoverriding goal tomect in the cducation of their citizens: Lo equipthem
in thei. schooling with the means of contributing 10 maierial production in the
serviceof those societics. Colin Wringe in Chapier 3 looks at earlier views that have
been held by educational thinkzrs about the relationship that should exist between
school and work. He bypasses the ‘clitist’ view, held in the days when the graduates
of cducation were not expecied to enter work, a view which therefore saw no
connection between school and work. Wringe also looksatthe ‘liberal’ view, which
growsoutofolder positions: on this view anyaccidentat link between education and
work isa happy bonus, but schooling should not deliberately address the task of
preparing students for adult social functions. Thirdly Wringe addresses the
‘deschooler’s position® on this question and sees it as a straightforward acknow-
ledgement that schools work 10 convince most people that they do not measure ap
and that they should see their occupational future thercfore as restricted 10 menial
work. Finally he briefly examines Warnock’s position: that any learning is
*education’ if il contributes to the ‘good life’ made up of virtue, work and
imagination. Using these vicws as a backdrop Wringe outlines the position that
teachers scem obliged to adopl as professional persons: firsily, because of the
commitment to truth that is part of every teacher’s responsibility in the task of
educating, certain things need 1o be communicated frankly to children about the
world of work; he itemises these things. Sccondly, he gives scveral reasons why
preparation for work is a morally acceptable part of schooling, provided that the
preparation isintended aseducation, not simply as training. Wringe, like Chomsky,
sces theaim of training as the production of a conforming mind, while education's
aim s the development of rationat autonomy. He concludes by urging a change in
the balance between education and training. In Chapter 4 . retum to the education/
training issue, a theme central to this book.
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Toward a Humanistic
Conception of Education
and Work

by Noam Chomsky

Ihad the very great personal honour to deliver some memorial lectures for Bertrand
Russell at Trinity College, Cambridge (published as Chomsky 1971), and in the
course of thinking about and preparing for them [ had the pleasure of reading and
rereading a fair amount of his work wrilten over many years. Russell had quilc a
number of things 10 say on educational topics that arc no less important loday than
when he first discussed them. He regularly took up -not onty discussed but also tricd
tocarry out- very interesting and provocative ideas in the field of cducational theory
and practice, He claimed throughout his years of interestin thisarca that the primary
goal of education istoclicitand fortify whatevercreative impulse Man may posscss.
And this conclusion, which he formulated in many different ways over a period of
years, derives from a particular concept of human nature that he also expressed in
many different forms. 1t grows from what he called a “humanistic conception,”
which regards a child asa gardener regards a young tree, that is as something with
a cerlain intrinsic nature, which will develop into an admirable form, given proper
soil and ain and light.

Elsewhere he pointed out that “the soil and the freedom required for a man’s
growth ar¢ immcasurably more difficult 1o discover and to obtain ... And the full
growth which may be hoped for cannot be defined or demonstrated; it is subtle and
complex, it can only be felt by a delicate intuition and dimly apprchended by
imagination and respect.” Therefore he argued that education should be guided by
the “spirit of reverence” for “something sacred, indefinable, unlimited, something
individual and strangely precious, the growing principle of life, an embodied
fragment of the dumb striving of the world.” This is on¢ view of the nature of
education, based on a certain conception of human nature that Russell called the
humanistic conception. According to this conception the child has an intrinsic
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nature, and central woitisace dive inpalse. Pursuing that ing ol thinking, the goal
of education shonld be o provide the sml and the trecdom required for the growth
of this creative impulse; 1o provide, in other words, a complex and challenging
environment that the child can imaginatively explore and, in this way, quicken his
mtrinsic creative inpulse and soenriclh his life in ways that may be guite varied and
unigue. This approach is governed, ai Russell said, by a spirit of reverence and
humility: reverence for the precious, varied, individual, indeterniinate growing
principle of life; and humility with regaed 10 mms and with regard 10 the degree of
insight and understanding ol the practitioners. Because he was wellacquainted with
modern science Russell wis also well aware of how linls we really know abont the
ansand purposcs aflman life. Therefore the purpose of education, from this point
of view, cannot be Lo control the child®s growth 10 a specific predetermined end,
because any such end must be established by arbitrary authoritarian means; rather
the purpose of cducation must be Lo permit the growing principle of life 10 lake its
own individual course, and to facilitate this process by sympathy, encouragement,
andchaltenge,and by developingirrichand differentialed contextand cavironnent.

This humanistic conceptionof education clearly involves some fachial assump-
lions about the intrinsic nature of Man, and, in particular, aboul the centrality to that”
intrinsic nature of a creative impulse. 1F these assumptions, when spelled out
propecly, prove 1o be incorrect, then these particular conclusions witli regard 10
celucational theory and practice will nothave beendemonstrated. Onthe other land,
if these assumptions are indeed correct inucliof conlemporary educational practice
is rationally as well as morally guestionable.

The Inmmanistic conception of Man leads 1o what might be called I|l'.-crmr|.1n
cducation theories. 1t also leads ina namical and direct way 1o libertarian concepts
of social organization that incorporaie closcly related ideas concerning, lor
cxample, the centeal and essential coneept of the nature of wark. In this conlexl
Russcll quoted a remark by Kropotkm that .. overwosk is repulsive o human
naiure - not work. Qverwork for supplying the few with luxury - not for the well-
being of all. Work, labour s a physiological necessily, a necessity of expanding
accumulated bodily cnergy, a necessity w hich is heatth and lile wsell™ (Russcll,
1919 p. 100). Elabocating on this thenie, Russell pointed out that " il man had 1o
be templed o work instead of deiven o 11, the obvious interest ol the community
wonld be to make work pleasant,” und social institutions would be organized Lo this
endl. They would provide the condittons, w other words, under vchich producuve,
creative work would he freely undertiaken as a pactofnormal, healihy lile. To place
these particular rensarcks inan approprizaie listorical context, one who conceives of
the “species character™ of man as “free, conseious activity™ and "productive hie,”
in the words of the carly Marx, will also seck 1o create the higher form of sicicly
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hal Marx envisioned m which labour has become nol enly a means of life, but also
the highest want in lile.

There is acontrasting and more prevalent view of the nature of work, namely,
that labaur is a connnodity 10 be sold on the market for maximal return, that 1t has
no intrinsic value in itsells s only value and immediate f-arpose is 1o slTord the
possibilily o consume, for on this account humans are primarily concerned with
maximizing consumption, not with producing ercatively under conditions of
freedom. Fhey ace unigue and individual not by vitnme of what they make, whatthey
do for others, or how they transform nature; cather individuality is detenmined by
matcrial possessions and by consumption: I am what Fam because ol what Town
and usc up. Thus on this view the primary aim cf life must be 10 maximize the
accumulation of commodities, and work is undertaken almost solely for this aim.
The underlying assumption, of course, is that work is repulsive Lo hunian nature -

contrary 1o Krapotkin, Russell, Marx, and many others - and that leisure and
possession, rather than creative labour, must be the goal of humankind.

Agam the issue involves faclual assumptions, On this conception of huinan
patnre the goat of education shonld be to train chitdren and provide them with the
skits and habits that will Tit then in an optimal way for the productive mechanism,
which is meamingless in itself from a human point of view bul necessary 1o provide
thcm with the opportunity to exercise their freedom as consuincrs, a frecdom that
canbe enjoyed in the hours when they are free from the oncrous burden of labour.
Such an idea is, of course, repugnant 10 one who accepts Russell’s humanistic
conception of human nature, but it bears repeating that between these contrasting
views of work and education there is a factual judgment involved with regard 10
intrinsic hunman natnre.

This queston, in shorl, is whether creative work ean be the highest want of life
or whether labour 1s a burden, and idleness and consumption of commoditics the
highest want and goul of lite.

1L may be that the humanistic conception expressed by Russell, Kropotkin,
Marx, and many others 1s wronp. | believe it is correct, but in either case there are
dircel consequences with regard 1o social organization as well as education. "Fhis
possibility has been recognized by secial critics who tried 10 claborae the
humanistic coneeption and draw appropriate conclusions from it. For example,
Russell guoted a pamphlet of the National Guitds League, a British working-class
radical socialistorganization of the carly partof the century, which ried 1o develop
a point of view rather like the humanistic one outlined above. In the course of
speaking about what Russcll called the humanistic conception of Man, itadmits that
*Iherc isa cant of the Middle Ages and acant of *joy in labour.™ Bat it goeson 1o
declare that ™1t were hetier, perhaps, 1o risk that cant™ than to accept a philosophy
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that makes " work apurcly cominercinlactivity, asonlless and joyless thing™. Agam,
my personal bias is toward Russell and the “medicval cant,” but T am not dirccily
concerned 1o defend this position here so much as 1 want Lo suggest a connection
hetween the concomilant view of human nature - specifically with regard 10
creativity and productive work - and ceriain questions concerning educational
practice: namcly, whether it should be oricnted toward freedom and challenge or
toward guidance, direction, and control.

This debate beiween the positions did not originate in the present century, To
mention one case of considerable historical importance, Wilhelm von Huinbaoldt,
an extremely imporiant and (oo-neglected thinker whose works have only been
mle readily available in the last few years, wrote aboul educational practice and
its foundation in acertainconcept of kuman nature, along the lines of the humanistic
conception we have beenconsidering. He said that™. . 10 inguire and Lo create - these
arc Lthe centres around which all human pursuits more or less direetly revolve™. " All
moral culire,™ he wrote, “springs solely and immediately from the inner life of' the
soul and can only be stimnlated in human nature, and never produced by exiernal
and artificial contrivance. ... Whatever does not spring from a man’s free choice,
or is only the result of instruction and guidance, does not enter into this very being,
butremainsalientohis tne nature; he doesnot perform it withtruly human energics,
but merely with mechanical exactness™. 1Fa man acis in this way, he says, we may
*“wldmire what he does, but Jespise what he 18 (Humboldt, 1969 pp. 76; 63; 28).

This view had implications for educational practice similar 1o Russell’s, andl, of
course, related implications for social theory. Apain, one who regards human natyre
in this light will proceed Lo search for secial forms that will encourage the truly
human action that grows franinner impulse. In this case, Humboldi writes, ... all
peasants and crafismen might be elevated into artisis: that is, men who love their
[abour forits own sake, improve it by their own plasue genius and inventive skill,
and thereby cultivate their imellect, ennoble therr character, and exalt and refine
their plensures. And so, humanity would he ennobled by the very things which now,
thengh beautiful in themselves, so olten wend 1a degeade i (bl p. 27)

1 lumboltwas an imporant educational theorist as well as apractitioner. e wis
one of the founders of the mudern university system aned at the same time he wis
agreat hbertaran social thinker who directly inspired and i many way<anicipaed
John Start Mull. His rationahstic conception of human nature, emphasizing free
creative actionas the essence of that natnee . wis developed further in the hiberiarian
social thonght of the industrial period, specifically in nincteenth century hibertainn
sociulist and anarchist social theory and their accemipanying doctrines concernin
cducaional practice.,

Letme reiterate the point that these viewsinvalve questions of {act coneerning
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human sahire, and that there are certain conc lusions that one may draw from these
factual judgments withrespect locducational theory and praclice, sociaf theory, and
the activism which naturally {lows from a conscientious commitment Lo the
conclusions of that theory. Judgments about these matiers arc, in fact, very oflen
determined not so much by evidence as by ideological commitment. This is not
particularly surprising, though 1t is not1oo happy a state. Itis not surprising because
there is very little evidence that bears on these issucs, yel we carnot avoid making
judgmients on them. We may, and commonly do, tacitly accept most of the
judgments which prevail 1 a given society. it other words, we make these
judgments rather mindlessly in confornuty o prevailing ideology. ltrequires ctfort
to make them thoughtfully, recognizing the inadequacy of the evidence. But there
are 1o other alternatives.

In this kind of situation the ncll hypothesis would be the point of view that
Bertrand Russell expressed. That s, in the absence of conflicting evidence, the
proper course should be W approach these problems with the reverence ancthunility
that Russell suggested in discussing his "humanistic conception™. In the absence of
compelling reasons 1o the contrary, one should be guite cautious aboul Urying 1o
control someone ¢lse’s life and character and mode of thoughl. The acceptance or
rejection of the null hypothesis has political and social as well as pedagogic
conscyjuences for the educator and wcacher. There are, in other words, significant
conseguences 1o one’s thinking or lack of (hinking aboul these issues and a
corresponding personal and professional responsibility.

To become somewhat more conerele, consuder the matier of control of behav-
wur. [n a cerlain sense this will be abhorrent 10 the person who accepts the
humanistic conceptionof education. There is no doubt thatcontrol of behaviour can
be carried out tosome de gree, Etfective lechniques of conditioning and control exist
that have been investigated experimentally in great detail. But it would surely be
2 mistake 10 consider that these investiganons have significantdy advanced our
understanding of learning processes. Forexample, there are numerous resulisonthe
elfects of various schedulings of reinforcement on the frequency of simple
responses. Have we learned that learning Lukes place through conditioning, by the
application of such methads in a natural or contrived environment? Of course we
have not learned anything of the sort. Leaming involves the interplay of an innate
endowment, innately determined maturational processes, and a process of interac-
tion with the envirorment. The patern of this interaction and the natre of the
various factors is largely unknown, asany honest investigator will concede. In some
domains - kmguage is an cxample - such evidence as is available scems 1o indicate
that the innate component is extremely significant and that, in considerable detail,
the form and character of what is leamcd is determined by an innate schematism
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of mmd. InTact, precisely those characienistics of langnage that make itan effective
mstrument lorfree thoughtand expression seem o have their arigins in this innately
determined structure. Tt s Gairly ¢lear that language cannot be seriously regarded
as a systein of habits and skidls acquired through traiming. Rather it must be
nunderstoal as an claborale mental structure largely determined by innale properties
ol mind. This point ol view may be aight or wrong when itis spelled oot in detail,
hut there 15 no inherent mystery about st One could make itguite precise and quite
explicit; itis i no sense mysierivus, What is mysierious, perhaps, is the biological
or neurophysiological basis for these (and other) mechanisms ol mind, hut that is
another question entirely.

Theressa pomt of confusian that might be mentioned here, a confusion that one
Iinds amang many tinguists who have wentihied the Tree ereative use of language
with the system of ntes that permit that {ree creative nse, that is, with the recursive
property of grammars that pernnits arbitearily many utterances to be constructed.
These two notwons, although related, are not to be conlused. To do so would be a
category mistake, aconfusion of performance and competence. There are rules that
pernuit an indefinite range of possible expression. Such rates are an indispensable
component i the creative use ol language, Buta compnter that produced sentences
randomly would not be acting creatively, There s an interplay, a complex
retationship between consteaints and rules and creative hehaviour, I there is no
system of rules, no system of constraints, no setof forms, then creative behavionr
is quite unthimkable. Somcone who is throwing paints at a wall i an arbatrary
lashion isnotacting creatively asan artist. Similarly some system ol constraints and
forms and principles and rules is presupposed as o basis for any kind of creative
acbon. But creative action has to be understood in different terms, with this being
untly onc inndamental component (Chomsky, 1971 pp. 3-5D.

Remrning tothe question of whathas been tearned Trom the surly of condition-
ing, 1t conld not be true that these mvestizations have demonstrated that learning
results from conditioning for the very simple reason than the fundamental problem
ol learming theory has barely been posed. et alone answered, within the theary of
lcaming as it lias developed over the years. There s an important conceplual gap
in the theory of learning which makes 1L very ditticult 10 pose this fundanental
guestion and therefore casts a good deal ol doubt onthe sipmficance of any resulis
that are achieved, however interesting they may be in their own lenns, The
conceptual gap is basically this; the theory of learning is concerned with situation
and action: that is, it1s concerned with stimulus and response, But there really is no
conceplol™whatislearned ™. The lundamental problem of learnimg theory, properly
understood, 15 o determine how what s leamed s related to the experience on the
basis of whichitis learned. We can study ol we hke, the refauon between stimulus
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and respomse, but itis very unlikely that such a study will contribine w solving the
problem becanse that relationship is surcly mediated by the system of knowledge
and behef that has been acquired, by what has been learned.

Take again the case of lunguage, which is perhaps the clearest example we can
consider. Stimuli mipinge npon the organism, which carrics out certain “verbal
behaviour™, 1t is perfectly obvious that the person's behavious as a speaker of a
language isallected by what he or she knows as a speaker of this fanguage, by the
system of rules that 15 mentally represented in some fashion, which provides the
framework within whichthe largely free, creative behaviour takes place. 1 we want
tostudy learning of language, we are going (o have tostudy the relationship between
experience and what is leamed, between experience and knowlcdge, expericnce
and this internally represented sysiem of rules. We can then go ahead (o study
behaviour, that is, interaction among many factors, including immediate stimul,
mediated throngh the alrcady knawn systemof rules. We can study the relationships
between these factors and behaviour. But 1o try 1o study the relationship between
stimuli and responses directly is a sure road 1o triviality.

We could noteapect to Tind a dircet connection between expericnce and action,
omitting any reference to what is learned. Nor could we even pore the questions of
lcaming theory - what is leamed, what is known - with that concept missing. To
pose the problem of learning theory in (he first place, one must face the 1ask of
systematizing what it is a person knows or believes, or has acguired or lcarned at
acertain stage in his or her development, (The same is true of animal lcarning, for
that watter.) Later we canask how (hat system of knowledge or beliel arose from
the various Faclors thiatenter mito it - expericnce, malurational processes, and so on.
But 1o avoid any concern lor the nawre of what is known and what is learned is
siniply 1o condemin the enterprise to barrenncess in the first place.

When we pose the question of what is learned, (he few tentative answers that
seem plausible are remote from the tacit and generally unargued assumptions of
many learming theorists. The beliel that conditioning is an important feature of
tearning may conccivably be true, but at the nioment it stands as a kind of dogia.
And if, in facl, the nmanistic conception of human nature, work, and cducation
mentioned carlier iscorrect, tien the theory of conditioning may bea dangerousand
possibly pernicious dogma. Recall again Humboldt's remiark that “whatever does
notspring froma man's free choice, or is only the resultof instruction and guidance,
does not enter into his very being but remains alien (o his truge nature; he docs not
pecfonn it with truly human energies, but merely with mechanical exaciness”
(Humbeoldt, 1969 p. 28). The fact that this observation was made by a profonnd
social critic does not make it correct, of course, but there is not any scientific
cvidence 1o suggest that it is false, Indeed, 1 think that onr own expericnce and the
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insights that anse from it - which are not to be chscomnted in areas where scientific
evidence issosparse - lendacertain credibility lo thisview. Atanexperiniental level
there issomeevidence thatvoluntary, sell-willed action plays a very significant role
in learning and acquinng knowledge. The work supporls the observations and
guesses conceming the intrinsic, self-willed characier of anything of real human
significance thatis acquired by a child in the conrse of learning - or an adultas well,
for that matter.

What about the concomitant idea that knowledge is acquired in small inere-
mental sieps? Consider a teaching program for geomelry, Again there are inherent
dangers in any such approach. Perhaps the dangers are even greater if the approach
begins o work. To cducale mathematicians, you do nol train them to face problems
which are just on the border of what they have already leamed 1o do. Rather, they
must [earn Lo deal with new situations, (o ke imaginative leaps, lo actin acreative
fashion. If they are going Lo be good mathemalticizns, they must have a good
imagination and use it frequently. We really do not understand what is involved in
tuking suchamaginative, creative leaps inmathematics, orin any other domain. But
it 15 plausible 1o suppose that that ahility w uniertake these essentially creative
cfforts 1s acquired through the expenience of coming o grips with inleresling,
complex problems thatare challenging and which attract one’s attention butare nol
atall closely related is any incremental fashion to the skills that one has achieved
andacquired. Programs that work quite successfulty in leaching some fixed domain
through srnall incremental steps may precisely deprive persons of the opportunity
to develop Lthese poorly understood abilities that enable them Lo act in a normal
human fashion, occasionatly with genius; and perhaps much the same is true of
normal human behaviour.

The schools have taken guite a beating in recent decades and 1 do not want 1o
loiminthe pummelling. Personally, [do not really agree with the more ridical crilics
like Paul Goodman or Ivan Hlich who imply that the solution Lo the problem of the
schoolsis virtually toeliminate them. (On e humanistic conception of education,
itis important o provide the richest and most challenging of environments for
¢huldren so that the creative impulse will have maximum vtilization, and a welt-
planned schood should be able to provide just that environment). But I think one
cannot discount a poodd deal of what Goodman and Hlich say. A close friend of mine
canie from Europe al age 15 and went 1o an American high school in New York. He
was struck immediately by the fact that if he came Lo school three minutes late he
had 1o po to the principal’s office 1o be property chastised, but if he did not do his
wurk ina particularly intelligent fashion or if he was not creative or originai, then
people might not be o happy about it but at least he did not have 10 go 10 the
principal’soffice. And quile generally, punctuality and obedience were very highly
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valued and were (he vatues that defimtely had to be instilled. As lo originality or
achicvement, well that was nice (oo, bul it obviously was not of paramount
importance.

An approach 1o education which emphasizes such values as punciuality and
obedience is very well suited fer training lactory workers as tools of production. It
is not suited at all 1o the humanistic conception of creative and independent
individuals, which brings us back again to those assumplions concerning human
naturc and the social forces and educational practices that give duc regard 10
intrinsic human capacitics.

The consideration of assumptions of this kind is particularly importantin arich
and a powerlul country with immense potential for geod and for cvil. The carly
experiences of cilizens of the United States are @ matter of cnormous human
significance. Itisa cliché Lo say that the responsibility of the ieacher Lo the student,
like that of the parent 1o 1he child, is beyond calculation. butitis further amplificd
10the extent that this child can atfecthistory. Here in the United States we are clearly
dealing with that situation. One of the worst forms of control, developed Lo very
dangcrous extremes in totalitarian stales, is indoctrination of children. We very
rightly deplore it clsewhere. We rarcly recognize il al home. 1do not pretend to be
well-versed in this matter but I do have several children in school and [ look over
Ltheir shoulders occasionally. Some of the kinds of indoctrination than face them are,
to state it frankly, frightening. 1 went through an issuc of the Weekly Reader, a
children’s newspaper, which discussed the problem of American prisoncersin North
Vietnam. Itsaid, “A war is going on in Victnam. The war has been going for many
years. North Vietnam and South Victnam are fighting cach other. Amicricans arc
fighting on the side of South Vieinam. Many Americans have been taken prisoner
by North Victnam™. Then it talked about some American children. “The chiltren
sent their letters 1o the president af North Vietnam. The children asked hin to sct
American prisoners of war [ree and 10 let the inen come home (o the United States™.
There is also a teachers” edition which poes along with the paper, which exphains
how the tcacher is supposed 10 elicit the appropriaic answers (1971).

i.ook al what the Weekly Reader was telling these impressionable young
children: first that there was a war between North Vietnam and South Victnam. That
isof course totally false. Anybaoy inthe govemmentknows that that was false. They
know perfectly well that it began asa war between the United States and the peasant
sociclics of Indochina, in particular Sounth Vietnam, It never wasa war belween the
North and the South. I you ask when the first regular units of the North Vietnainese
Army were discovered in South Vicinam, you get the curious answer that it was in
late April, 1965 - one battalion of 400 men, approximaiely two and a half months
afier the regular bombardment of North Vietnam and Soulh Vietnam, approxi-
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mulely cightmonths afier the first bombing of strategic wrgels - alatime when there
were 35000 Amencan troops deployed. In fact US. military forees had been
engaged in dircctactions [or four or five years. Soitis hardly a war between North
Victnam and South Vietnan,

Second, the impression thal the Weekly Reader tries 1o convey is that the pilols
were captured while defending South Vietnam from North Vietnan. There is not
a word about what the pilots were doing when they were capuired. What they were
doing,of course. was destroying everything in North Vietnam outside of the ceniral
population centres, a fact which is sull (1975) not admiuced in the Uniled Stales.
There is alse not a word about prisoners captured by the United States and South
Vit for example, those who were dropped Lo their death fram helicoplers or
thosc who were lortured or those who found their way 1o the tiger cages in Con Son
iskand. And there is no particular explanation in the Weekly Reader as 10 why
prisoncrs should be released while the United States continued to drop 70,000 wons
of hombs on Indochina as it did during the month in which this article appearcd.,
Junnary 1971: (for a (tler, non-Weekly Reader account, sce Chomsky, 1969a).

But worst ol all there is not o word about w hat the United Staes soldiers have
been domg in South Vietnam and in Laos. These conntries, of course, have bome
the mam brunt of the American agression in Indochina, not North Vietham, Now
this kind ofdistoruon, which we see in the Weekly Reader, continues 1o pound on
children through most ol their adult lives as well. The corruption of the media in
this respect is extreme,

Childrenhaveto bespared indoctrination but they also have to be trained 1o resist
itm later hife. This is a very serious problem iour socicly and every other socicty.
Letme give another example, Thaveadanghierin junior high school, and in looking
ather history book on the topic of the countricsof the communist bloe, Tecame across
the tollowing: “Innocase did arevohition merely happen. The shiftio Communism
was skillfully brought about by groups of dedicated, Moscow-trained revolution-
aries”. In China and Cuba, lor example? This 15 certainly nonsense, bul it is
Pemicious nonsense, and when itis drtled ino people constantly, day afier day,
week after week, thronghout their lives, the effects are overwhelming,

This section of the boak goes on 1o discuss peacefnl coexistence. Tt says, “We
allbelieve Mirstin the existence of dilferent systems of government and socicty, and
sceondin the rightof every people to seitle independent!y all the politcal and social
problems of theircountry. We have always had respect for the sovereignly of other
natons and have adhered wothe principle of non-interference ininternal affairs. And
we strongly believe in and practise the policy of trying 1o scule all international
questions by negotiations”. Then the ook tnrns o the feaders of the Soviet Union,
Tt says that “they claim they want to end the Cold War,™ and so on. Before this can
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happen, the book continues, “we have w learntotrusteaciother™; but “Suchactions
as those the Soviet Union has taken in North Korea, in North Vietnam and in Cuba,
in which Sovict-rrained communists have taken over the reins of govemment have
given the United Staies ample cause 1o doubt the sincerity of Mr Krushchev's pro-
nouncements about peacelul co-cxistence™ (Kohn and Drummond, 1963).

There was often good rcason o doubt the sincerity of Mr Krushehev's
pronouncements, but on the basis of Soviet actions in North Viemnam, such doubt
wotlld be difficult 1o defend, particularly since this book was writlen in 1463 when
there were no Sovielactions inlndochina. There were, however, plenty of American
acuons: in that year a substanuat part of the population of South Viemam was
farcibly removed by the U.S.-imposed reginmie o what we would call'concentration
camps” if any other country had built them.,

Letme giveathirdexample, also from the lext book of onc of my own daughicrs
- this one in the fourth grade. 11 is a social science reader called Exploring New
England. The book has a protagonist, @ young boy named Robert who is told about
the marvels of colonial limes. Tn the course of the narritive the exiernnination of the
Pequot tribe by Captam John Mason is described as follows: “His litle army
attacked in the morning before 1t was light and 100k the Pequots by surprise. The
soldiers broke down the stockade with their axes, rushed inside, and sct fire Lo the
wigwams. They kilied nearly all the braves, squaws, and children, and burmed their
corn and other food. There were no Pequots lelt 1o make more trouble. When the
other Indian tribes saw what good fighters the white men were, they kept the peace
for many years. ‘I wish [ were a nian and had been there,” thought Robert™. That is
the last that Robert hears or speaks about this niater. Nowhere does he express or
hear any sccond thoughis (Clifford, 1961).

Thie example and precedent set by Mason was not forgoticn by later soldicrs. it
was, for example, cited by General Leonard Wood while justifying the Army’s
Lilling of 600 Moro mcn, women and chifdren in the Philippines in 1906 “The
rene gades had from 3 10 6 months supply on the mountain, with an abundance of
water. There was nothing 1o do but lake the pluce ... Ihelieve that some of our hard-
praying ancestors dealt with the Pequot Indians in a somewhat similar manner, and
on a great deal less provocation™ (O Connor, 1969 p, 295), The analogy 18 aclually
fairly accurate; like the Pequois, the native Moros were armed with bows, spears,
and rocks (against Wood's machine guns, bombs, and howilzers).

| think it is very important to consider such passages and 10 take thent seriously
-1 do not know how prevalent they arce - especially in the light of the My Lai
Massiere in Vietnasm or the many incidents hke it.

Even more important, perhaps, than direct and gross indoctrination s the
general paticrm of authoritarianism that one finds in the schools, and the associated
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patiernof the lechnocratie, problem-solving mode of thoughtcombined withagrean
awe of expertise - quile natural in an advanced industrial society. In some areas ol
our lives this latter patlem has reached dimensions thatcan really only be described
as pathological. To take only one dangerous example, the domain of counterinsur-
gency theory hasbeende veloped into an eiflective technigque of mystification during
recent years. The idea is 1o formulate the problems of repression of popular
movements in purely technical terms. Thus, two experts in counicrinsurgency
wiiling in Foreign Affairs explain lo us that all the dilemmas of counterinsurgency
are “practical and as nentral in an clhical sense as the laws ol physics™ (Tanham and
Duncanson, 1969 pp. 113-122). In short, the situation is a very simplc onc. We have
the goalof establishing the rule of certain social groupsin the sociely thatis selected
lor the experiment in counterinsurgency. A number of mcthods arc available,
ranging from rurdl development and commadily import programmes to B32s and
crop destniction. And the poliey maker faces the sk of combining these methods
in such i manner as 10 maximize the probability of success, Quile obviously, only
a hysieric or a sell-lagellating moralist could see an cthical problem in this
siuation; it is just like an experiment in physics.

Academic terminology can be put 1o very mischicvous use in this connection,
and itoltenis, Forexample, driving people into government-controlled cities by (ire
power and chemical destruction is called “urbanization,” which is them Laken as a
Ley index of the modernization of the socicty. We carry out what are called
“experiments with papulation control measures”. We should learn, one RAND
Carporation theorist lells us, to disregard such mystical notions as autitudes; rather
we should control behaviour by appropriate arrangements for positive and negative
reinforcements such as “conliscation of chickens, razing ol houses, or destruction
ol villages™. Or consider, for example, “the offer of fvod in exchange for certain
services I this has in the past been a strong stimulus, it can probably we
weakened by inereasing local agricultural productinn. If it has been a weak or
ncutral stimulus, it can probably be strengthened by burning crops™. This is [rom
a publication of the American Institute for Research, 1967 (sce also Chomsky,
1969b). Whalever such experts may be, they are not scientists, and the concept of
“science” suggesied by such pronouncements is not one that Russell - orany other
honest commentator - could endorse.,

Christopher Lasch once painted out that one of the dominant valuesof modern
intellectuals istheiracute senscofthemnselvesas prolessionals witha vested interest
inlec hnicalsolutions to political problems. The schools loa large extentare Waining
professionals, and they are training the general population 1o aceept the values and
the ideological structures that are developed by professionals. All of this is
particularly important in a “post-indusirial™ or advanced industrial sociely where
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the intelbrentsia are increasingly associated with the exercise of power. Thisis, of
course, nola criticism of professionalism or of lechnoiogy or seience, but rather of
the subversion of intellectual values as part of a new cocrcive ideology that secks
10 remove decision-making even further from popularcontrsi by exploiting the auri
of science and 1echnology, by pretending that social planning is muchtoo complex
for the ordinary person and must therefore be the domain of experts who claim o
be value-free technicians, but who in fact quite generally accept withoul question
the most vulgar forms of ofliciat ieology as a basis for their planning.

If you have read serious social science journals or forcign policy journals over
the last few years, you have seen that it is very common o counterpose the
“‘emotional approach” of certain people with the “rational response™ of others. For
example, the people who worry about the slaughier of peasant populatians - these
peaple arc overconte by emotion. On the other hand, those whotalk aboutarranging
inputs 1o realize a certain oulcome are “reasonable” commentators. This is an
inleresting development, the counterpusing of enlotion Lo reason, because itdeparts
significantly from the Western inteilectual tradition. For example, David Hume
wrote that “Reason is and ought (o be the slave of the passions™. And Russell,
commenting on the observation, noted that every reasonable person subscribes (o
this dictum. He surely would be an “unreasonable™ commentator by the standards
of todlay. Reason is concerned with the choiee of the right means 1o an end that you
wish to achieve, tiking emotional and moral factors inlo consideration. Unlortu-
nately 100 many modern technocrats, who ofien pose as scientists and scholars, are
really divorcing themsel ves fromi traditional science and scholarship and excluding
themsclves from the company of reasonable persons in the name of akind of reason
that is perverted beyand recognition.

All of these are matters that reguire the most careful attention of teachers. We
have 10 learn 0 adopt the questonig and iconochastic approach that is highly
valuedand carefully nurtured inthe physical sciences, where an imaginative worker
will very often hold up his or her basic assumptions to scarching analysis. We have
to adopt this approach as weachers, and also as citizens who must be social critics,
recognizing that in the demsam of sociat criticism the normal auitudes of ascientist
are feared and deplored as a form of subversion or as dangerous radicalisni.

| have heen discussing the negative polential of American power. There is also
a positive side, one that should make the work of teachers particularly demanding
but highly exciting. The United Stutes has a real potential for revolutionary social
change 10 a libertarian democratic sociely of the form that probably cannot be
achieved anywhere clse in the world. As compared with other socictics, libertarian
instinets are reasonably strong in the United States. There is also very little class
prejudice as compared with most other societies. But most of all, in an advanced
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inclustrial society the rational and human use of resources and technology provides
the possibility to free people from the role of wols of production in the industrial
process. It provides the possibility, perhagps for the first ime in modern history, 1o
free human beings from the activities that, as Adam Smith pointed oul, turn them
inte imbeciles through the burden of specialized labour. This, then, is the real
challenge of the twentieth century in the United States: to create social forms that
will realize the humanistic conception of Man, And it is the responsibility ol
teachers, of citizens, and of oursclves, o liberate the creative impulse and to free
our minds and the minds of those with whom we deal from the constramnts of
authoritarian iteolegics so that this challenge can be faced ina serious and an open-
minded way.
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Education, Schooling and
the World of Work

n Colin Wringe

That an understanding of and preparation for the so-called world of work is an
important educational mm has in recent years become not simply an established
onthodoxy but semething resembling official policy under both major Briush
palitical parties,

Amuong other things it has been ctaimed that young peaple cught to be taugat
“how mdustry creates national wealth' (DES, 1979 p. 6} and that they “need o
reach maturity with a basic understanding of the economy and the activities,
especially manutactuning dustries, which are necessary for the creation of
Britiun's national weahh® (DES, 1977 p. 35). It has been urged that steps should
be taken 1o correct the situation whereby “muany of our best trained swudents ...
have no desire w journ industry, but prefer to stay in academie life or find their
way into the Civil Service™ (Callaghan, 1976 p. 1) and held than *one of the goals
of education from the nursery school o adult education” i1s 1o “equip the child to
the best of their (sicr abilty for a lively and censtructive place i society and lo
Ot them 10 do a job of wark™. It has also been suggested that eliorts should be
made 10 meet complinnts from industry that new recruits from schools sometimes
do not have the Dasic wols Lo do the job that is required (Ihid).

Toremedy this it s suggested that “indusiry and commerce should be involved
in curriculum planming v national and local level’ (DES, 1977 p. 34 and that
consideration shoukd be given o the appointment of people with experience n
management and (rades unions as governors of schools (Thid).

From the ahove quotations it will be evident that in certain undeniably
mfluential guarters the intention s that changes should ke place in the conteat
of what 15 tanght at all levels - from the nursery school onwards - thaw would resull
in pupils making not only a more effective but also a more willing contribution
Wthe production ol gowds. Such proposals may have nuch o be saidintheir favour,
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hut ought scarcely 1o become part of the stock of received educational wisdom
without examinzlion.

IFresions Positions

Debate concerning the relationship that ought 1o exist between school and work
15 not new and it is helpful 1o take brief account of a number of positions which
are or have been widely held on this question before procecding 1o our own
discussron of it

L. Eliust and “progressive’ positions. Little need be said of conceptions of
cdocation in which preparation for work played no part for the simple reason tha
work was expected 10 play no part in pupils’ subscquent lives. By contrast, the
view was widely canvassed in the fiftics and sixtics that education should be
pragmatic, concerned with problemn solving (Kilpatrick, 1963), shorn of “inert
wleas’ and. in the case of some children at least, ‘practical’ and ‘realistic’
{Whitchead, 1962). The views wilh which we arc concerned in this paper are not
1o be regarded as simply continuous with those of the ‘progressive’ educators of
the fiftics and sixties. Those writers were certainly prepared (0 sec up-lo-dale,
practical.mcluding vocational, interests as away intothe education of young people
left untouched by what was currently on offer. But their overriding concern
remained the child-centred and morally unimpeachable one of bringing pupils to
an undersending of themselves and of the world about them. If the 1963 Newsom
Report led w a crop of curricula centred on the building trades and projecis
dismantling old cars this was in no way parl of an overl drive 10 improve
performance in the natidnal housing programsnc or increasc profits in the motor
industry.

2 Medernversionsof "liberal’ education. Some wrilers drawa sharp distinction
between their awn particular concepts of education which they sce as the essenual
and proper function of the school and the preparation for adull rokes. Pelers, for
example, concedes that training and education may have to proceed side by side
in ~chools set up for what he terms ‘mass education’, but suggests that if
performance of the school’s ‘instrumental function’ is 1o be regarded as anything
more than a necessary evil this is only because it may provide a powerfulincentive
in the canse of education and induce children o get started on aclivitics whose
tninsic altractions may anly become evident later {1966 p. 85). Oakeshott, with
evenless hestation, scathingly altacks the notion of preparing pupils for their future
roles a~ a usurper of education's prerogative, something foisted on people in con-
sequence of ‘the emergent doctrine that rulers have the right o instruct their subjects
anslthal subjects (particularly the poor) have a duty 10 contribute to the well-teing
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of the “nation™ (1971 p. 62). Education and vocational preparation are scen by
him as irreconcilably di(fercnt. [f occasionally the qualitics of educated persons
happen tobe valuable n the performance of social functions, thatis our good fortunce
and not somcthing education is or should be-designed 1o produce (op. cit. p. 40).

3. Thedeschoolers’ position. Inthe view of certain deschoolersand other radical
cducationists, alk of ‘cducation,” 'worthwhile activities', ‘an intcllectual inheri-
tancc of great splendour and worth® (Oakeshou p. 51) and so on is sheer idcology.
For them, schooling is all 1oo obviously about preparation for adult life not, as
the naive suppose, in imparting useful skills but in legitimating social incquality
by convincing the majorily that they are not good enough for anything but the
most menial occupations (see for example Holt 1979; Harris 1977).

4. Mary Warnock's position. Finally, account must be taken of a view of the
relationship between education and work recently put forward by Mary Warnock
(1977). This vicw merits consideration if only because of its compatibility with
the quasi-official vicws sct out at the start of this paper, and becausc it is likely
10 be accepted by simple souls as a statement of sober common sense. This is
the view that any Icaming can count as education if it contributes to the ‘good
life* compounded of the three clements of virtue, work and imaginauon. In such
a scheme, preparation for work is not only a lcgi.mate but a nccessary clement.

Education, Work and the Teacher's Commitment to Truth

The main purpose of our present engjuiry is to determinc the attitude teachers should
take 1o the advocacy of learning aimed at improving pupiis’ understanding of,
commitment 1o, and efficiency at work. It is unlikely that we shall progress far
with such an cnquiry without some examination of the moral altitude we are 10
have towards work itself. Before proceeding to such an cxamination, however,
it may be helplul 10 deal with a number of important but, | hope, relatively
uncontroversial points. It may later be necessary 1o say something at length about
what is 10 be understood by education, but for the present it is simply assumed
that this presupposes some commitment on the part of the teacher to imparting
truth about the world and contributing 1o pupils’ underslanding of their position
in it. This is a wide brief, but it docs mle out any systematic indoctrination or
deception of one's pupils, cven if this is thought to be in the public interest.
1. ‘Knowing more about’ industry fairly clearly is a proper educational aim.
This can be accepted even by the radical who believes the present exploitative
relationship between capital and Tabour 1o be possible only because the true nature
of the situation is concealed from the masses. Knowledge of *how industry works’
is knawledge of the human and social world, of other minds, of other people's
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lives und experience, I is part of individuals® understanding of the world and their
relationship Lo it for someone who does not understiund the extent to which he
or she is materiatly supporied by manafacture isin error aboul his or her situation,
Whatcver we may Lthink about the way industry is run, many produclive processes
arc examples of human achievement and ingenuily and many produclive cnler-
priscs manife sily emibody standards of efficiency, cconomy, prudence, imagination
and management ol the rules of cause and effect. There are therefore grounds for
arguing that a disinteresied study of the manufacring industry forms a proper
part of the mdividual's education in the modern world,

As a corollary 1o this, however, if study of the world of work is an essential
partafthe child's education itfollows thatitmusthe carried out, not withamaleurish
gooxd will and enthusiasm, but 1o proper professional and educational sundards
as re gards Lhe selection of matcrial, cconomy of presentation and academie regard
for accuracy, integrity and truthfulness, A scries of talks on Lthe importance and
benevolence of industry by representatives of the local chamber of commerce will
not meel the bill.

2. We say that importance was atlached to ensuring that more, and especially
abler pupils undertook a carcer in industry. Clearly, if it 1s the case thit many
such pupils Lake up other occupations because they are simply uninformed about
industry, or becanse they are laken in by the gentlemanly ideology that trade 35
unworthy, then it would be a highly desirable part of the educational process to
correct this false understanding. What must at least be considered as a possibility,
however, is thal those with sufficient ability 10 be in a position 1o choose, have
perfectly valid reasons for electing to follow the carcers they do. These reasons
may be prudentiaf, connecled with the uncongenial nawre of industrial work,
malerial insccurity or the difficulties of reconciling success in industry with an
accepuble family and personal life. There may also be good reasons of a more
idcalistic kind for finding public service or the liberal proiessions more attraclive
than the pursuitof profit, cither for oneselfor forone 'semployers, Possibly industry
in a free economy cannol alford 1o be less than ruthless, whatever the costin other
values. {1 this is true, the benefits of ruthlessness may have o be weighed against
whatever advantages are supposed 1o ow from attracung sonic of the recruits
mnchustry now coruplains of losing.

Carcers education is obviously highly desirable if 11 is what it clauns o be,
i.c. carcers education, the skilled, professional acuvity of sceking and passing on
to onc's pupils accurale, comprchensive information, duly cvaluated and inter-
preted for their benefil Clearly, however, it would be both educadonally and
morally unacceptable for schools 10 *sell” industry 1o their pupils, or present il
in a falscly attractive light.
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3. Needless 1o say, any commitment o truih on the eacher’s parl must make
the Tunction of the school as described by what 1 have called the “deschoolers’
position” unacceptable. If it were the case that schools were necessarily instru-
mental in comuunicating the falsehood - on the assumption that a falseliood it
15 - that some are N1 for menial wsks only, then it is difficult 1o sece how Lhere
could be any defensible altemative 1o the abolition of schools, whatever the cost
e soctal unrest or lost production. That schools do, in fact, proinate this helief
may just passibly he shown empirically. The claim that while schools exist thcy
must necessarily do so, however, is nol an cmpirical claim at all. There scems
no ground for holding that schools cannot in principle ever he organized lo convey
a diiferent message, despite the resistance changes necessary 1o this end would
be likely 10 encounter. Tt shoukd be added that nothing contained in the sourccs
quotedat the beginning of this paper advocates anything likely to produce a greater
crop of educational failures in the interests of the manu facluring industry. On the
contrary, the claim seems Lo be that educators are already producing Far (oo many
cizens capable of menial tasks only.

The Morality nf Work

In the previous section it was suggested that whatever moral slatus was ascribed
o work itsell, certain kinds of learning in relation 1o the world of work were fairly
clearly morally and educationally acceptable, while certain others were not. In
general, however, the rightness of encouraging oreven obliging the young to spend
time learning things that willenable them to work niore clficientlyormorcwillingly
will depend on our views of the morality of work itself. It might be thought that
the moral status of work and even the appropriatencss of calling preparation lor
it “edueation” would depend o some extent on the nature of the work in qucstion.
Mary Warnock, however, ioldsthal work - she saysanykind of work - isanccessary
partof the good life and preparation for iteducation’ properly so-called. Her reasons
are that the worker resembles the Nietzehean superman impressing his will on
the workd, and thatitis better 1o support oneself by one’s own efforts than 10 depend
ot the “charity” of others (1977 pp. 144-155)!

in the present section it will be argued that our view of the morality of work
is semetimes confused notonly by a rather obvious ambiguity butalso by a number
of contingent cvils with which some kinds of work arc often associated. It will
be held that some kinds of work are not at all constitutive of the good life and
arcat bestanccessary evil. Toundertake one's share of this evil, and conscquently
to undertake such learning as will enable one 1o do so, however, may beauniversal
obligation as well, possibly, as being in itself an educative cxperience.
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Some activitics which are described as work are undoubtedty worthwhile in
onc way or another. When artists, philanthropists, political idcalists, r¢ formersand
others speak of their work they often refer 1o something which is a kind of sclf-
chosen activity - even though they may think of it as an obligation imposced from
without. Their work may be worthwhile, cither intrinsically, as in the casc of
creative or interpretive artists, or because of the end it is supposcd 10 achicve.
Somictimes the persons in question may refer o it as ‘their’ werk, or as work which
only they can do.

But work does not have to be as sublime or spectacular asthisto be worthwhile.
Many relatively mundane jobs can be challenging and varicd and involve standards
of logic, cfficiency, integrity, judgment and 50 on. Many trades, crafts and
subordinate occupations may be such that cach situation provides its own chal-
lenges and problems to be solved within the standards of a crafi or the parameters
of a particular roic.

Work of these kinds presents litde difficulty for the claim that it may form
part of a version of the good life and that some kind of preparation for doing it
may be cducational. But this can scarcely blind us o the fact that much work does
not resemble any of the categorics of worthwhile work mentioned above. Much
work is tedious and repetitive offering no opportunity for the cxcrcise of skill,
variation or personal style. it may be concerned with the mass production of objects
of no social or acsthetic value - even of objects which are socially harmful. Many
jobs in the tobacco, confectionery and armament industrics must fali into this
category. Only extrinsic rcasons can be imagined for doing them. One needs the
money, or is glad of the chance 1o be out of the housc.

1t is this kind of work whosc moral status might be judged il we are 10 assess
the recommendation that the young should invest time and cffortin preparing for
it. And here in passing it should be noted that the fact that a pacticular kind of
work requires training and preparation is not in itseif a guaranice that the work
itself will be worthwhile. A task may be intricate and depend on knowledge not
widely disscminated, being perhaps of limited scope and of no general interest.
The necessary factls and knacks may take time and effort 1o acquire, but once they
are acquired the tasks in which they are applicd may ccasc to provide challenge
or varicty.

Thosc who perform such work may endure tong and exhausting hours so that
waking lifc isacontinous round oftoil, possibly in foul anddisagrecable conditions.
They may be subject to extreme poverty ot work in conditions harmful to physical
health. The Victorian maichgirl, overworked, undemourished, exploited, gaping
with phossy jaw bears little resemblance to Mrs warmnock’s picture of the Nictzsch-
can superman imposing his will on the universe. There is also the question of the
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worker's alicnation (rom the praduct of his labour. [ is not praposed to dwell on
the evils of explottation, but for the purposes of discussing the morality of certain
kinds of work and the preparation of workers to perform it more willingly and
efficicnlly there may seem to be significant differences between work that benefits
the worker and the community 0 which he or she belongs, and work which in
the firstinstance benefitsadistantorimpersonal employer whohas, perhaps, neither
deserl nor need, or whose interests may cven be opposed 1o those of the worker
and his or her commuunity. Clearly someone who saw a society organized in this
way as an overriding evil could not approve educational recommendations that
holstered the sysiem by making the worker more cllicient,

Nevertheless, though both poverty and exploitition raise highly important
questions of social justice, these questions may be distinguished from that of the
moral status of 1oil itself. It is undeniably possible to conceive of workers whose
work is unintercsting but whose material conditions are acceplable. It is also
possible to imagine that tedious processes of mass production may need 1o continue
even when factorics are nol privately owned,

But the defender of toil may be assailed not only by social reformers and Marxist
revotutionaries but also by those who urge that the good life consists in a relurn
to nature and renunciation of many of the things which work currently serves o
produce.

Doubtless this view has much to recommend it. As noted above, many
manufaclured items may have neitheraesthetic nor social worth, s also conceded
that labour in the pursuit of affiucnce may be carricd 10 excess, so that il displaces
other aspirations in the individual. It may be counter-produclive in squandering
resources, and destructive of the environment upon which some aspeets of the goud
life may depend.

Once again, however, these may be regarded as in principle avoidable aspecis
of industrial production. On the other side of the argument it must be recognized
as a contingenl fact about human beings that work - someone’s work - is actually
necessary 1o produce what we aced 1o survive. Itis also hard Lo deny that for many
lile 1s nearer the good life because of the various means of Lransport, comniy-
meation, heahh, study and even comfort and convenience which work producces.
This being so, the moral problem posed by tedious and intrinsically unrewarding
wark is not 0 be solved by sinply saying *We'd be better off without it

The Morality of Teil and the Division of Labour

Since all depend for survival and an acceptable way of life on the products of
toib itmay seem thatin an ideal world - in which Lol were nevertheless a nccessily
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_all should bear their pant of il Barring incapacity there scems manifest justice
0 the dictum that those who will not work should not benefit from the work of
others. 1f training is necessary befare anyonc can work in a socially eflicienl way,
then 1t seems quile legitimate to require all 1o undergo such training.

There are, of course, further questions as lo whetherthose with particular talents
are entitled 1o buy off therr obligation o do their part of the chores and engage
only in work of amore absorbing and satisfying kind. It may also be asked whether
a truly moral person would wish 10 do this, or whether sociely would be justified
in preventing him or her if the resulting sense of injustice arouscd in others were
likely 10 lead to social strife. But since “loil or sturve’ is an opton at which the
human race as a whole cannol baulk, it may also be the case that some cxperience
of 10il should play a part 1n everyone’s cducation if all are truly 1o understand
the nature of such work and the part it plays in human existence,

We niay now scem Lo be in a position to make some coherent claims aboul
the retationship between the good life. toil, and the legititmacy of schooling the
voung Lo performat. Firstly, toil. regular, serious toil cannot itself be a necessary
partof the good hife, for those who have more intrinsically salis{ying waysof carning
aliving appear to getalong very well without it. Avbest it would seem @ necessary
evil, for time spent in 10il could be spentinmore intrinsicatly worthwhile pursuils,
¢ luding more satisfying forms of work. But if 101l is not of iself a necessary
part of a satisfying life, the facts of human cxistence are such thal preparedness
o undertake it may be recarded as a necessary part of a hic that is just, 1t would
also seent o follow thal, if certain Kinds of work arc a pecessary evil rather than
themiselves part of the goad life, the Jives of thuse engaged in such work must
contain something clse. Artists, philanthropists and formers may live for their
work. For many others, by contrast, the promise of fulfilment through labour is
fraudulent. 1ty be thal all must work o hive, but it w ould be unaccepuable if
wnie were 10 hve or be taught 1o hve only o work,

Secondly, il 101l is a necessary evil, training whieh enables it 1o be campleted
more efficicatly and reduces the amount of tinie 1o e spent on 1t or enables it
lo be replaced by a more challenging or worthw hile Torm of work seems morally
desirable, Desprie the fact, therefore, that there may be some aspects of the world
of work as currently organized thatarc 1 be criticized. 1t would seem that Lo Leain
someone 1o work more efficiently i not of niself necessarily Lo lend support Lo
an evil stute of atfairs.

This, however, 1< 1o show only that preparation for work may be a moraliy
acceptable part of someone’s schoohing, 1t does not show that it may count as part
of his ar her education,
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ldueation and Training

Education and training are frequently equated by laymen and contrasted by
philosophers(Peters, 1966 pp. 32-35). The relationship between them is notsimple,
however and needs 1o be explored it we are 10 understand fully the implications
of concurring or declining to concur in any shift of the balance between them.
In this final section an attentpt will be made w show that there are important features
common 1o both concepts. In some respects 10 Lrain is necessarily to educate and
vice versa, so that at times the two activities may lake place concurrently. Against
this it will be argued that some aspects of the two concepls are incompatible, and
that the aims of edugater and trainer must samcetimes be in conflict.

Regreltably, perhaps, such an undertaking requires some analysis of both
education and training. The latter poses rather less problems. Clearly triining
entails the transmission of both knowledge and skills which will enable the Iearner
10 engage in a cerldin occupation or group of occupativns more successfully. 1
may also have implications for attitudes, commitncnls and habitual responses 0
cerlain silwations {Peters, 1966 p. 33).

No particularly original nnderstanding of the concept of education is proposed.
Broadly interpreted, the termy may include some socialization into acceplable
mades of behaviour, butis here held 1o be fundamentaily concerned with knowledge
and undersianding of oursclves, of the world about us and of the relationship
Dewween the two, If it is snggested that the world about us is known through the
familiar categories of logical, empirical, acsthetic, moral and other forms of
knowledge (Hirsl, 1965), that is quite in accordance with the view | propose, This
is the knowledge the individual needs for the general conduct of his or her life,
for one cannot choose inw to lead one’s life without knowing who and what one
i< what the world conuains, whal is possible, what is valuable, and so on.

Two nbjcctions 10 such a view of education are to be met. Firstly, 1o deline
cducation in this way is somewhat stipulative. Some may deny that ‘edncation’
is properly or exclusively used in this way and wish 10 employ it difteremly. So
Ireit. Nevertheless. itis possible o coneeive of an activity which consists of passing
on knowledge of the kind described. This activity may be regarded asan Lnportant
one without the beneht of which the lile one leads is not one’s own, 10 the sense
of notbeing what onc chooses, but becomes insicad the unexamined life spinetimes
said 10 be not worth Inang, I is with this activity - under whatever name - that
1 am concerncd and it is the implications for this acuvity that 1 wish 1o explore
when it 1 urged that more auention should be grven in schools o imparting the
hind ol knowledge that will make children into betier workers.

Secondly. it might be objected that the view ol education Fhave setout is rather
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far-feiched and does not rekie o the lives of ordinary people. Autonomy,
rationality, choice and so on, it might be argued, are concepts that belong 10 the
culture of an clite, if indeed they are not alogether illusory.

Now, this view that "1 chooss, you arc influenced, hefshe is socially or
psychologically determined” can, I think, be meionly by Hatdenial, Within certain
limits - which for some people may admittedly be narrower than for others - pecople
just do scem 1o choose such things as where they live, what jobs they will, or at
lcast wiltnot do, how they will spend their ime and money, who, or indeed whether,
they will marry, how they will decorate their houscs and so on. All these things
areconstilutive of the lives peoplelead, and in all these arcas cducated and informed
choiwces may be distinguished from those that are not.

Education and Training - Compatibility

That there should be some overlap between cducation and training is nol surprising.
Knowledge of the world is relevant bath 10 the way onc lives onc’s life and to
the way one docs one’s job. In the obvious sense it is knowledge of the same world.
ttisofien with the sante non-negotiable features of the world that we are concerned.
The second kind of knowledge is a limiled segment of the first. In our work we
use knowledge of ahighly specilic part of the world to make decisions of a highly
specilic kind. In one respect, therefore, vocational training rests on and grows out
of onc’s generl education. ldentical leamings may seem 1o form pan of baoth,
The clementary science one learns as part of one’s coming 1o understand the
physical universe may also be cssential knowledge to the professional engincer
and many things may have 10 be included in a programme of vocational training
if they have not already been learned as part of one’s general education. The line
of demarcation between the iwo may depend on the state of sociely. Leaming 1o
rcacl may be part of the specifically voactional training of a cleck, or it may be
considered part of everyone's general educational achievement which courses of
secretarial training presuppose, but ake for granied. Nor is it always clear where
vocalional training begins and general education leaves of . A joiner without ceriain
minimal mathematical, acsthetic and social undersianding or certain moral re-
sponses to the idea of safe and rehable workmanship could be worse than uscless
1o his cmplayers or clients, however impeccable his knowledge of cuuing tools
and the propertics of wood. If the recominendations quoted at the beginning of
this paperwerc to be interpreted as a demand for more basic vocational knowledge,
¢.g. for joiners with more knowledygce of cutling tools and wood and less time spent
on social, personal and acsthetic development, the result might be quite lilcratly
counterprodictive,
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If education is, if not actually to train, then at teast to provide with some of
the knowledge one needs in one's work, it is also true Lhat in some respecls lo
train 1nay be 10 educate. This, however, should not be given quitc Lthe naive
intcrpretation it semclimes receives. It may be that if training is undertaken in
a liberal and liberalizing way, this will provide a way into the education of some
who would otherwise remain outside the citadel. But this may be no more than
a pious hope. In any case such a contribution uf vocational lcarning to an
individual’s cducation would be purcly contingent.

What can more confidently be argued is that the learning of any occupation
imposcs its own discipline, in that the lcammer is obliged 10 come lo lerms wilh
part of the real world, however circumscribed that part may be. Inlearning particular
skills the trainee learns 1o act thus and not otherwise in the light of features of
the material or social world, rather than simply to respond to the instructions of
an authorily, or the impulse of individual whims.

Education and Training - Incompatibility

Despite the degree of overlap and mutual entailment between cducation, which
relates 1o the way people live their lives, and iraining which rclates 1o the way
they do their work, it should nol be thought that leachers are currently being asked
simply 1o do betier the job they see themselves as doing alrcady, or make
adjustments of no great moinent. Despite the common ground beiween education
and training aticnlion must be drawn 1o differences which must in consisiency
result in divergence and conflict in practice.

Firstly and perhaps inost obviously, cducation and training differ in the
relationship in which they stand Lo the major choices an individual makes in the
coursc of his or her life. As we know, il is possible 1o be trained as a chef or a
toolmaker, but not cducated as this or that (Peters, 1966 p. 34). For this there is
good reason, namely that education throws further light on the life-choices one
has 1o make. It preciscly does not determine them or presuppose that they have
been made already. Training, ¢.g. as a chef, by contrast, docs not typically help
onc decide whether 1o be a chef or nol. Doubtless some future chefs, like some
future teachers, ase confirmed in their choice of a carcer in the course of their
training, whilc others arc confirmed in their worst fears and arc glad of the chance
to change 1o some other occupation before it is too late. But this is not the point
of training as a chef. The point is 1o make people into betier chefs once their choice
of an occupation has been made.

Onc may consider the well-worn contrast between the teaching of potiery as
part of an cducational programme and as part of a trainin g course for fnture polters.
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In the first case the aim would presumably be 1o introduce a pupil 1o the disciplines,
satisfactions and values involved in practising a crafl, possibly enabling the pupit
to choose this or broadly simitar activities as part of his or her way of lile, or
10 understand the lives and point of view ol those who do: The training of potters,
on the other hand, being intended first and foremost Lo increase the guality and
quantily of pols in the world must necessarily be more narrowly concerned with
an exluwstive mastery of particular processes. To subject people to such training
is nol o give them a taste Tor craftmanship which they can either pursie or leave
as Lhey choose, but to invest so much ol their time and effortin this learning as
to rendler the Luer conrse not only unlikely but, under normal crrcnmstances,
ircational, The range of their choices 1s not thereby widened bul marrowed.

Educaticn and training also differ in respect of the intentions of those who
undertake them and this mustfrequently resuttin differencesin practice. We should
not, pechaps, nuke unduly crude distinetions beiween the intrinsicalty valnable
purposes of the educator and the vulitanan purposes of the trainer. It may well
be that learning to aperale a lathe can equally well be seen as a means of carning
more moncy, or as a means of hecoming a wolmaker, thatis, learning a cralt with
ils own inherent standards (Peters, 977 pp. 51-33). The recommendations giving
rise 1o the present chapter, hawever, have been made in the context of anxiely
abont prodduction and profis in British industey, and this concern, it is snggesied,
is unzmmbiguously utilitarian.

The intentions of the educator cannol be utilitarian for the reason that when
we equip someone with certain pieces of knowledge and undersznding, or pat
someone in a position o ke account of values not previously considereil, we
cannol actually tell how that person will choose 10 act in consequence. Strictly,
there can be nobehavionral abjectives in education. At mostiherccan be ohjectives
1o be spelied out interms of potential choices and courses of action made avalable
Lo the pupti. Traiming, on the other hand, which does nol in fact result in more
efhicient work-oriented behaviour has faited, and would certainly nat wieet the
recommendations with whivh we are concerned, however considered the tnnnees'
rejection of the indnstogl way of hife, or however enterprsing their mvestigation
of the alternatives.

The dhlTerent intentions of trainers and educators may even resnitin dafferences
inpractice whenostensibly the same thing is being laught. Inan educational conteat
alecamer’sabservations in the course of aperating a lathe might lead on to guestions
abont causes and explanations about the molecular structure of metals. Inaimning
sitnatien a more hikely response 10 such observations would be *Just keep your
hand stcady and your cyc on the catting edge’. And the pointis that in the context
ol a course of training of lintited duration this might be a thoraughly appropriaie
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response and nol in any way indicate that the traincr was an unrelleclive or narrow
individual. Stresson what is vocationally useful mustinevitably and guite rationally
mecan a move from knowledge-thal 10 knowledge-how, lront understanding prin-
ciples and an awarcness of uncertainties and aliernatives, to practical tips and rules
of thumh where this is all that will be required for the trainces Lo perform theie
fulure work more cfficicntly. In contrast 1o education, in which a multiplicity of
ends are proposcd in relation 10 which the individual may regulate his or her
canduct, training necessarily presupposes a single criterion of value: the efficient
achicvement of a parucular end, however broadly that cnd may be conceived.

Thirdly, as we say, trining may relate not only 1o someone’s knowledge and
skills, but may also imply possession of certain attitudes, halutnal responses and
commitments. To be traincd for an occupation, however lowly, is in a sense 10
be a professional, 10 have accepted the constraints and obligalions not of seeking
the good in general but of fultilling the expectations ol a certain socially definable
role. Not only certain lapses, but also certain quuie matural hestltions hecome un-
tlunkable in a truned person. This applics not only n such abviously brotal
occupations as thosc of the trained soldier and slanghterhouscinun, but also in many
others. The nurse who demurs 1o inllict emporary pain, the wacher who feels
uncasy about correcting children Tor fear of hurung their {eelings. the advocale
who scruples to present a chient’s case in as favourable o light as possible wonld
all do eir jobs less well and society would be the poorer. Yol precisely these
would be the hesitations of educated persons of whom it is the mark 1o ke the
general view and consider amultipliciy of values. This is nodoubt w hy we consider
itiinportant that the members of some accupations who hold power over the lives
and fortunes of others shonld be educated and not just trained. This is not simply
a renaming oF even a broadening of their training, butan atlempt lo hold in check
their erude elficiency 1n the pursuit of a single goal.

Now 1t may be thought that though there are some occupauons 1o which the
trained response is al vanance with that of the nornial, cducated person, (his is
true of cerain occnpations only. This, however, 18 no the case, for (o have become
committed o acting with a view 1o achieving clliciently a certain kind of cnd
is, in principle, 10 have abandonedl the educated person’s rational commitment
1o take cogmizance of countervailing considerations and the multiplicity of values
relevant o hman action.,

It will he recalled that at the time of the studeat unrestat the end of the 6s,
itwas frequently observed that sindents m disciphines more closely conaccted with
the existing o cupational structure - medical suudents, enginecrsand lawyers - were
inclined 1o he less miliznt than athers. Tt is not suggested that the production of
social revolationaries 1 the mm of education. Nevertheless, criticism rather than
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the conforming mind is characteristic of rational autonomy.

Possibly contingent factors, such as the social origins of students in different
disciplines, were 10 some extent responsible for the differences observed. Nev-
crthcless, lcaching and icarning which take place on the assumption that the leamer
will eventually enler a certain occupation would scem to imply some acceptance
of. and comniitment 1o, the existing occupational structurc and belicf in a degree
of permanencc in the sices quo by both learner and tcacher. For socicty to modify
its cducational aims and procedures in the way suggested by the various sources
quoted at the start of this paper is for socicty asa whole to endorse thiscommitment,
A policyof changing the balance between cducation and training cspecialty training
for entry into the manufacturing industry would therefore scem to merit the
vigilance not only of educators but of all to whom the future of the next generation
is of intcresL.
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Part Two

Work, Education and Democracy




Introduction: Linking

Education and Work
by David Corson

The Meaning of Education

My task in this chapter is nol Lo provide an original analysis of the meaning of
‘cducation', This is acentral issuc of debatc in the now well cstablished philosophy
of cducation which uniil recently centred mainly on the work of the British
philosopher of education Richard Peters. 1 nced only assemble some of the threads
of meaning identificd for *education’ within that school of enquiry in order to offer
a description suited to our theme. Despite recent critiques of clements of Peters’
work, his aticmpt 1o hefp us clarify the meaning of ‘education’ is of considerable
value.

Initiation, Knowledge, and Understanding.

Most people would agree that itis di fficull 1o conceive of educalion today without
thinking about the transfer of knowledge and the acquisition of understanding.
Nevertheless a more general use for "education’ still survives, a use that has little
1o do with knowlcdge and understanding. In English the word "cducation’ was
originally used just 1o talk ina very general way about the bringing up of children
and of animals. This older usc survives, for example, when we talk about ‘Spartan
cducation': this is an instance of the older sensc of the word being used since it is
clear that acquiring knowledge and understanding, as we conceiveof them, wasnot
an important part of the training of a young Spartan {Peters, 1970 pp. 10-11). We
alsousceducation in this general way when we talk about our own forms oftraining,
cven when they have no close connection with knowlcdge and undcrstanding.
The usual meaning of 'cducation’ 18 nol 5O limited. This mcaning Suggcests
passing on the ultimate valucs of a ccm:aunily so that people can make thosc values
their vwn and usc them in pursuing a worthwhile forin of life. This view of Peter's,
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that cducation is ‘initiation into a worthwhile form of life’, is consisient with the
views held about "human interests’ by social philosophers: both Dworkin (1983)
and Rawls (1972) crguc that the highest order *interest’ thal humans have lics in
having as good alifc as possible, a life that has in it as much as what a life should
have. In our culture knowledge and understanding are highly valued, both for their
own sakc an! for what they contribulc to technology and 1o our guality of life
generally. For us the basic requirement in being ‘educated’ is that one have
knowledge and understanding. More than this our concept of an educated person is
of someone who lives a lifc engaging in a varicty of pursuits and projects for their
own sake and whosc pursuit of them and the general eonduct of his or her life is
transformed by some degree of all-round understanding and sensitivity (Peters,
1970p. 14). The first requirement for those charged with providing cducation, then,
is: how do we organise our processes of schooling to provide studenis with ipitiation
into some worthwhile form of life?

Education as initiation into a worthwhile form of lifc demands a careful
selection of aims from the many available aims that educators can pursue. The
choice of aims will depend on those features of a worthwhile form of life that
cducators think it most important to foster. Teachers nced Lo appreciale whal any
worlhwhile form of lifc might be for themselves and they need a breadth of vision
sufficient 1o appreciale what any worthwhile form of life might be for others.
Teachers especially nced to be richly initiated into knowledge and understanding
themsclves if they are going to arrange processes of schooling aimed at foslering
the initiation of others. Like all educated persons, they need to be more than just
‘knowledgeable’; they need 1o possess knowledge thal is built into the way that they
lookat their 1ask. For instance, aknowledgeof the stag 2s of intellectual growlh, that
children from all cultures seem to go through, is a meaningless acquisition 1f
teacherscannol use thatknowledge in the design of syllabuses and in the application
of pedagogics for children of different ages. What does it mean (o have knowledge
of something if itis not brought to bear when interpreting something else relevant
to i1? This is not a knowledge consisient with being cducated. 1t is something less
than the knowledge of an cducated person, as having percepts is less than having
concepls - something akin 1o the outeomes of training as practised on animals and
somelimes on humans; but nol education.

Education and Training

The distinction between ‘education’ and “training’ is a very uscful onc for our
purposcs here, by examining it we can bring the meaning of *cducation® more fully
into focus. Weuse'training' in a narrow way and in a wider way 100. In the namow
sense we speak of training plants or animals, or cven hair. Whal we mcan here is
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‘giving the subject onc disposition 10 acl rather than other dispositions’. We very
oficn associate this narrow use of ‘training’ with psychological conditioning in
which subjects become instruments to the will of the trainer. We also usc ‘training’
inawider way, asin training aphilosopher, training an observeror teaining themind,
Even inthese usesthere isstill the sense of imparting rouline manocuvres andskills,
without rationale.

In agrarian cullures people may not need a distinclion like the one that we make
hetween ‘cducation’ and *training’. Similacly in English-speaking cullures, until
(he Industrial Revolution and the introduction of compulsory sc hooling inthe nine-
teenth century, the lwo words were used almost interchangeably. Peters recalls
*educalion’ being used of animals and birds trained by human beings, such as
hounds and falcons, and cven silkworms 1970 p. 11). As mentioned, this older use
for ‘cducation’ still survives when we talk, forinstance, of Spartan cducation or of
our own forms of training that do not have close links with knowlcdge and
understanding. Today though we would not readily speak of educating animalsand
never of educating plants: we do continue L0 speak of training animals and planis
though. The reasons for this change arc casy to follow: with the coming of
industrialism greater value was placed on literacy, numeracy, knowledge and skill;
wilh special institutions developed Lo pass on these things education came Lo be as-
saciated very closely with the many processes of instruction thal weni on in such
special institutions. Peters says that the development of the conceptofan ‘educated
person’ in the nincteenth century (characterised as an all-round developed person,
marally, intcllecwally and spiritually} caused us to tighten up the concept of
‘education’ because of its association with the development of such a person: "we
distinguish between educaling people and training them because for us cducation
is no longer compatible with any narrowly conceived enterprise™ (Peters, 1973 p.
54).

There is no such thing as a general sortof training. “Training' is specificinaway
it “education’ is not. Traming is dirccied lowards some end beyond the task of
training, whilc education means nothing less than iniliation into a worthwhilc form
of life: "We do not speak of people being educated as cooks, in engincering, or for
anything specific such as Farming” (Peters, 1973 pp. 42-43).

What is the connection then between “education’ and ‘training"? Certainly
training is often used as an ingredient of education. [ think we can conclude with
Wringe that cducation, as initiation into a worthwhile form of lifc, will usually
include training of some sort as a subordinate aclivity (for example, training in the
skills of litcracy and numerzcy). We can say, there fore, that training is part of the
experience of an educaled person; we can ¢ven say of this sort of training that iLs
aims are instrmmental in reaching that worthwhile form of life into which cducation
mitiates. But we can ncver conclude that cducation always requices training; even
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iraining in the skills of literacy ani numeracy can be bypassed by children
appropriately motivated to teach them selves. Nor can we conclude that training is
cocxiensive with education, Being cducated demands much more than beinghighly
trained; it involves the possession of a bady of knowledge along with a conceplual
scheme 10 raise that knowledge above e level of a collection of disjoinicd facts.
This means sonic understanding of priciples for the organising of facts. We need
lo undersiand the reasons behind things, an u nderstanding that raining on its own
not ust fails 1o supply, but which it can obscure.

If we want 1o connect educational processes with work, then, we are not going
10 manage it through sonic vast processes of training. The connection of education
with work is a plain onc: any process of schooling designed by people who view
cducation asinitiation into some worthwhile form of life will show regard for work
as acomponent of that worthwhile form of life, because work jsa part of the norma|
and nceessary range of human activitics. In excrcising a minimum skill men and
women are ‘at work®, It hehoves those responsible for framing ecducational
processes 1o ask: what are (he curricular processes that will reveal work as a
component of a worlhwhile form of life and that will prepare children for initiation
into that work component of a worthwhile form of life?

Work, Education and Democracy

Because huinan work is very often performed in social coniexts where issues of
power and controd, profil and loss, and even life and death are important oncs, il is
inpossible to separate the *education for work” debate from wider political issues.
There is much at stake when we are deciding, what processes of schooling are
suitable in this area: there are those in sociclies who plainly stand to gain or lose in
nuportant ways depending on the decisions that we make, Obviously students
themsclves possess important rights of control over their lives that can be lost if
educators choose badly in deciding the kind of curriculum that is appropriale: Lthe
rightio frecdom of action; the right 1o freedom of expression. Al the same time those
who cniploy the graduates of our schools have much 10 win or lose depending on
our decisions, For example, consider the capitalist or mixed cconomy socictics that
arc the social and educationat contexts for this book: we might arguc that private
enterprise organisations, theirowners and their sharcholders, would benefitgreatly
ifadolcscent ehildren were to be piven a form of schooling that stresses training in
the job skills that are most necded by those same private enlerprise organisations,

The question recurs in educational debate: can schools be servants of techno-
craticefficicney within socictics while siill properly serving educaticnal aims? The
strident crics of wonld-be cducational reformers of mid-seventeenth cenlury
England sound very familiar wday. Beverley Southgate assembles some of these
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(1987 p. 13): theury must be replaced by practice; the function of cducation is Lo
prepare “everyane lor industry and employment™ (John Dury, in 1639); nothing is
10 be taught Lhat is not socially “usclul”. “L_ct all children be fitted [or common
trades™ less “vocational™ education can then be pursued by those with time and
moncy for such luxuries (John Newlon,in 1668). Foryoung mcn should “notheidly
trained up in notions, speculations and verbal dispuics, but may lcara Lo inurc their
hunds to lubour, and put their fingers 1o the fumaces” (John Webster, in 1634).
Clearly it is ‘rraining’ that these carly theorists wanlied; somc carly version of
schooling for techinocratic cfliciency, not cducation.

Evenallowing that cducation must remain the goal of schooling and that Lraining,
has only a subordinate place, people still believe it possible to design a form af
schooling that is “cducation” but where training is deliberacly given priorily in
order 1o equip children with the job skitls needed for technocratic efliciency in
soctetics. Gary McCulloch, in Chapler 9 of this voluing, discusses policics in
education dirccted very much 10 this cnd; hie cxamines lwo Cascs: the “sccondary
technical schools® policy estitblished in Britain in the 1940s and abandoned in the
1960s; and the *city lechnologpy colleges’ introducedthere in 1987 indirccLresponse
10 povernment pelicy.

Similar demands that schools produce clficient workers, coming recently from
paliticatly diverse governments in Canada, the United Staces, Australia and New
Zealand, raise anew Lhe (uestion: are schools the servants of technocratic cffi-
ciency? The most important and serious debale on this guestion took place in the
first Lwo decades of the twenticth century in the United States. Because of the
character of that debate, and the imporance {or education of onc of ils participants,
it provides the standard rehearsal ol the issues at stake. In Chapter 5 Arthur Wirth
reviews s ‘vocational-liberal studies controversy’, a docuniented debate that
took place hetween the firstmodern philosopher of cducation, John Dewey, o one
side and the *socil el ficiency philosophers’ on the other. In drawing on Dewey's
work, Wirth s presentng for us the ideas of the central theorist in the ‘education
for work® debate. Indeed so inlluential were Dewey’s ideas in the carly 1900s that
the Bolshevik revalutionaries in the Soviet Union used his theorising as theirmodel
for progressive education and continued 10 do so up o a decade after the Oclober
revolution, unul their infant democratic institntions were washed away by dictator-
ship. 1 snggest that 1018 imprortant 1o read Wirth's chapler not simply as history,
interesting though the events are Lo historians of education; whal the reader necds
to extract from this chapier is a grasp of the enduring and recurrent issues about
‘education for work’ thal arisc in spciclics; 1SSUCs that scem Lo be resurrected by
politicians every decade or so, cspecially when uncmployment is a visible social
problem. The reader cun also extract some standard educational responses Lo the
demands in this area tat governments ofien unrcasonably make of schools,
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As Wirth points out, Dewey did not win the *vocational-liberal studies’ debate.
In Chapter 6 Robert Sherman argues that Dewey's defeat has had lasting consc-
quences for democratic socicties: he suggests that we have not come very far sinct
Dewey firstassembled the argumeats; and he recommends a return to the Deweyan
position: educators have Lo work within the scientific, industrial, corporate realily
antlus¢ education (o understand, transform and transcend incquities and oppressive
influenccs within thiy reality. Also in this ckapter Sherman discusses a form i
schooling inthe United States that was given prominence in the carly 1970s: *carcer
cducation’, where training and “fitling™ studenis 10 a function was emphasiscd
while the development of their critical facultics was not. Sherman uses his
discussion of carcer cducation as the subject matter for his treatment of the wider
issues. His conclusion is rather different from Wirth's: Sherman sees a prior nced
for educational reform coupled with social renewal if we are 1o creale lifestyles that
balance technology with humanistic concerns.




Issues In The Vocational-
Liberal Studies
Controversy (1900-1917)

John Dewey vs The Social Efficiency Philosophers
by Arthur G Wirth

The guestion is whether of not our beauriful, libertarian, pluralist and populist
¢xperiment is viable in modern conditions.

(Paut Goodman, People or Personnel and Like a Conguered Province (New
York: Alfred A. Knopf, Vintage Books, 1968) p. 274)

By looking at the sct of forces in conlention in the vocational cducation
movement (1900-1917), we can scc more than how technology acls as a pressurc
for institutional change. We can sce somcthing about the conflict of the two
Americas we, in fact, have become in the hundred years since the Civil War: the
America which defincs its aspirations in terms of the blind drive for an increase in
malcrial goods, and that other America which Paul Goodman has described as the
“libertarian, pluralist and populist cxperiment™.

To be biunt and to oversimplify, the choice then and now is whether schools arc
10 become servants of lechnocratic efficiency needs, or whether they can act 1o help
men and woman humanizc life under technology.

In the liberal-vocational studics debate the technocratic drives of what Paul
Goodman calls the Empty Socicty of mindlcss productivity showed in the social
cfficiency philosophy of David Sncdden and Charles Prosser. On the other hand,
John Dewey tricd to define an approach that would combine democratic and
humanistic values with science and industry. This chapter aims tocomparc the two
philosophical models which grew out of that debate.

The Social Efficiency Philusophers

Beginning in the late 90s the National Association of Manufacturers became a
powerful force advocating the addition of a vocational component (o the school
system. The Association had formed asa resultof the 1893 depression. Its members




soon identitred as the cause of their problems a serious overproduction which had
accompanicd frenzied post-Civit War indusirial expansion. Catastrophe, they Ielr,
would be therr lotif they limiled themselvesio the demands of the domestic market.
New opportunities lay overseas in Lalin America and Asia. Their salvation lay in
entering the inlemational economic arena. As they ventured out they found lough
compettion from aggressive German businessmen. Soon they senl emissarics 10
Germany L0 assess the source of German effectiveness. Their analysts reported that
one critical source of German advantage was the existence of a powerful set of
carelully-designed skill-training programs. There were, lor example, Lwenly-one
different schools for the building trades alone; there were Werkmeisterschulen tor
foremen and rescarch-orienied Technische Hochschulen for enginecrs al the Lop.
This finely-graded seu of raining programs was neatly meshed 1o the hicrarchical
skill needs of the technological system. It was administered by the Ministry of
Commerce rather than Education so that it would be run by practical men rather than
fuzsy-minded educators. American manufacturers became convinced that they
could compete successfully only if the Acerican school system introdhiced a set of
separale vocational schools paterned after the German model.

David Snedden and Charles Prosser in their work and wrilings developed the
theoretical rationale for the 1cchnocratic madel. I was marked by a conservative
social philosophy, a nethodology of specific raining operations based on prin-
ciples of S-R psychology, and a curricutum designed according 1o a job analysis of
the needs of industry, and by a preference for a separately-adminisiered set of
vocitional schools.

Snedden shared the basic faith of Herbert Spencer and the conservative Social
Darwinists that the emergence of scienufic-corporate capitalism was the cosmic
instroment for progress. He accepred the basic propositionol the manufac rers that
w hat was good for business was good for America. Inorder 10 help more Americans
cnjoy progress, the task of education was 1o aid the cconomy 10 lunclion as
clficiently as possible - “To make cach child a better socius,” i@ more fit member
ol a complex society.

ITis social philosophy was reflected in his recommendation for the Leaching of
hustory. The job wasio define the kind of citizen we wanted for tie well-funclion ing
sociely, then extrapolate the specitic lorms of training which would produce this
Lype. The history leacher, he said, has a heavy obligation 10 present the opinions of
the controlling majority - or withdraw from teaching. If a 1eacher held AIOTILY
views he should suppress them and express the position of the majority.

Sneddon worked from an assumption aboul the nawre of social life which he
borrowed from his sociology teacher Franklin Giddings:

Society, hike the malerial world..passes ffom homogeneity and indefineness
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of non-organization to the heterogencity and definiteness of organizalion. The
process of selection is based upon the differences growing oul of the unequal
conditions of both heredily and nuriure to which man is born. Intquality -
physical, mental, and moral - is an incvilable characteristic of the sociai
populaion. (Giddings, 18396 p.9).

Snedden put the same ided in his own words in the 1920s when he likened the
good socicty loa winning “lcam group.” A lcam is made stronger by specialization
of functions. Some, like the efficers or a submarine crew, would be trained 1o ead
and coordinate; others would be trained for their speeial functions in the ranks
{Sncdden, 1924),

Snedden argned that the ultimate aim of education was “the greatest degree of
efficiency.” We could alford o permit the universitics 1o conlinue Lo provide
inadequate education for the professionals and the lcadership class, he said; but we
could not iolerate the failure of lower schools o provide for “those who do duty in
the ranks...who will follow, not lead.” Efficiency for "“the rank and file” mecant “nol
only training for culiare’s sake, butthat utilitarian training whichlooks to ladividual
elficiency in the wortd of work.” Training in the trades and business, Sncdden saul,
was alegitimate obligation of public education. The “old educatorrelied on Greek,
Latin, and nzathematics. This curriculum, more than poverty orthe lurc of employ-
mient, was what drove children wcom school. The “new cducation,” he predieted,
would be an clective program that included both a variety of child intcrests and a
regimen designed o fit the child 1o his piace in society. It would lead (e child
~1oward the reatitics of present life™; and when the child was properly "fited,” he
would possess "such an intelligent understanding or authority as {fo) make the
exercise of arbitrary authority unnccessary” {Drost, 1967 pp.4.2-45).

Fortunately, as Snedden saw it, human beings fall into ability fevels which
parallel the hierarchical work requitements of modern socicty. New scientific
testing mnstriments combined with vocalional guidance would make it possible for
sehools todo what Charles Fliot had suggested in 1907 - differentiate children into
programs according to their *probable destinies’ based on heredity plus cconomic
and social factors. The new junior ligh schools would perform the Lask of socting
students into differentiated courses: prevocational offerings in comniercial sub-
jects, industrial asts, and agriculwral or household arts for those “who most incline
1o thein or have need of them™ (Snedden, 1908 p. 753).

Frederick Fish, President of ATand Tand Chairman of the Massachusetls Board
of Education, was impressed by the vision of his Commissioner of Education. In
1910 Fishechoed Snedden in calling the schools torevise their values by providing
iraining Lo meet “the practical needs of fife™ for “the rank and file™ (Fish, 1910
Pp.367-368).
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The Snedden-Fish regime was prepared toactas well astalk. Snedden appointed
his Teachers College colleague Charles Prosser 1o develop a system of vocalional
schools for the major industrial centres of the state.

By 1912, when Prosser became Executive Secretary of The National Socicty for
the Promotion of Industrial Education {N.S.P.1.E.), he had clarified his goal: 10
reject the impractical manual training of the gencral educators and replace it with
“real vocational cducation,” by which he mcant training for useful cmployment -

train the person to gel a job, train him so he could hold it and advance 10 a betier
job (Prosser and Quigley, 1950).

Prosser msisicd that all vocational conlent must be specific and that its source
was 10 be found “in the experience of those who have mastered the occupation.”
Throughout his long carcer, Prosser repeated endlessly the arguments of his
position. Traditional scholastic education, he maintained, aimed (o prepare the
citizen for the worthy use of leisure time. Traditional schoolmen, comumitied o the
task of fostering “leisure culture,” operated from the discredited psychotogicat
tradition of faculty psychology and formal discipline. There were several clear
reasons why new programs of vorational training could not be entrusted (o such
men. “Culturists” were cutoff from the practical world of work, and their outmoded
theory of lcarning made them incapable of managing genuine skill-training
programs. “Yocational education,” Prosscr argued, “only functions in proportion
as it will cnable an individual actually to do a job... Vocational education must
establish habits: habits of correct thinking and of correct doing. Hence, its
fundamenlal theory must be that of habit psychology™ (Ibid. pp.215-20). The new
scienlific psychology pionecred by Edwatrd Thomdike, said Prosser, assumed that
the mind is a habil-forming machine. There was an obvious fil between this
psychological theory and vocational education when the latter was conccived as
“essentially a mateer of establishing certain habils through repetitive training both
in Lthinking and doing™ (Ibid. p.216). In contrast Lo the ticory of general mind-
training, Thorndike's theory taught that “all habiws of doing and thinking arc
developed in specific siwations.™ Prosser deduced corrclatively that the content of
vocational training should be deterinined by “the actual funclioning content” of a
given occupation. “If you want 10 train a youtl Lo be an efficicnt plumber, you musl
select the actual experiences in the practice of the plumbing trade that he should
have and sec thal he gels these in a real instead of a pscudo way™ (Ibid. p.228).
Furthcrmore, general studics like mathematics or scicnce should be broken into
short unils which would bear “dircctly on specific needs of workers in Lhe
performance of specific tasks or operations.” They should, when possible, be taught
by the craftsman-teacher skilled in the task, rather than by gencral mathematics or
science teachers.
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A prototype of the plan favoured by Prosser was cstablished in the short unil
courscs which he developed while Dircetor of the Dunwoody Institute in Minnca-
polis. “In garment making, one unit mightdeal wilh kimonos, onc wilh underwear,
and another with house dresses” (1bid. p.291). At the Dunwoody Institule, units
were programmed in great desail Lo lead students step-by-step through the skilt de-
velopment cycle. Students punched inon time clocks, and instructors behaved like
shop foremen rather than public school teachers. A no-nonscnsc allitude prevailed.
If students were nol punclual, orderly, and cfficient, they were asked {0 Icave.

f this bricf description of Dunwoody conveysafecling of Prosser’soricnlation,
some of the features he wrotc intothe Smith-Hughes Actcan readily be understood.
Approved programs had to mect the criterion of “fitting for uscful cmployment”
persons over fourieen but under college age who were preparing for work on farms,
in wadcs, in industrial pursuits, and the like. Federal funds were given only for
support of vocational training classcs. General cducation costs were Lo be borne by
the states and local school districts. At least fifty percent of subsidized instruction
had to be devoted Lo practical work on a uscful or productive basis.” Funds for the
training of teachers were restricicd (o those who “have had adequale vocational cx-
perienceor contact in the line of work for which they are preparing” (Smuth Hughes
Act, 1917 pp.929-936).

Since his rationale cxcluded general cducators from the nianagenient of
vocalional Lraining, Prosser fought as long as possible for ascparalcly-administered
Lype of vocational educalion. In the final politicking prior to 1917, he had o make
somc concessions; but, in the main, he created a framework which permitted
vocational programs to stand apart. The Smith-Hughes Act did establish a Federat
Board for Vocational Education, separale (rom the United States Office of
Education and responsible only to Congress. The seven-member Board consisted
of the Secretarics of Labor, Commerce, and Agriculture and three citizens
representing labor, agriculture, and manufaciluring. The Commissioner of Edluca-
tion was added 1o allay the anxicties of the N.E.A. (Barlow, 1967 pp.1id-115).

Prosser was immediately appointed Exceutive Dircclorof the Federal Board and
served in that office in its first Lwo crucial years. He established the initial tonc of
administration, Stalcs were given (he option of sciling up scparatc boards, or of
administering vocational cducation under the acgis of their general boards of
cducation. In actuality, both the language of Smith-Hughes and the administrative
style of Dr Prosser assured that vocational education would funclion as a separate
aspect of education within the states. The genius of Charles Prosser lay in his
capacity to create well-tooled manpower training programs. Somewhere in a
technological socicty trat Lisk must be donc.




o)
Dewey’s Pusition

Snedden, Prosser and Dewey were part of a gencral reform movement which
assumed that traditional schooling would have to give way to approaches more
relcvant 1o new social-economie conditions, Gn the surface there were points of
agreement. They all condemned “sterile, bookish education.” All were convinced
that city schaols were isolated from the life-concerns of urban children. All three
wanted to broaden the curriculum to include studies appropriate to a technological
cra. Just below the - -face, however, there were profound differences. Dewey was
quile aware of -.agrecments, but Snedden was huttl and bewildered when
Dewey tashed outat him for his advocacy of separate vocational schools. Snedden
cxpressed hus sense of betrayal i aletter to The New Republic in which he said that
those who had been secking sound vocational education had become accustomed
Loopposition from the academic brethren. “Butio find Dr Dewey apparently giving
aid and comfort 1o opponents of a broader, richer, and more effective pragram of
education...is discouraging” (Snedden, 1915 p.40).

If Snedden expected Dewey o relent, he was in for disappointment. Dewey
replicd sharply that his differences with Snedden were profoundly social and
political as well us educational,

The kind of socatonal education which 1 am interesied in is not one which will
“adapl” workers 1o the existing industrial regime; I am not sufficiently in love
with the reginie for thar. Tt seenis to me that the business of all who would not
be educational lime serversis tosirive forakind of vocational education which
will first aler the existing indusuial system, and ultimaiely sransform it
(Dewey, 1915 pa2),

Furthermore, Dewey charged that Snedden had failed to meet the hieart of his
argument on pedagogical matters: ™Y argued that a separation of trade education and
general education of yowh has the inevitable tendency 1o make both kinds of
training narrower and I¢ss significant than the schooling in which the traditional
education is reorganized o utilize the subject matter - active, scientific, and social
of the present day eavironment.”

Dewey was right - the differences were profoundly social and political as well
aseducational. Snedden and Prosser, operating from Social Darwinistassumplions,
viewed individuals as isolated units with varying capacitics and potentials: if cach
pursucd his own advantage, a rough sorting out would take place which would
coincide with the skill and status nceds of a hicrarchically-organizcd work world.
The schools could aid the process by scientific counselling. Differentiated skill-
training programs, designed in lerms of emerging needs of industry and business,
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would provide the kind of tramned manpower required by the corporale system. The
emerging American industrial democracy would provide opportunily for everyonc
to have an cqual chance to run for the prizes - and all could have a sharc in an cver-
growing material prosperity. If that was not what the "American dream™ was all
abont, then what was it? Snedden and Prosser were simply mysulicd by those who
were so astigmatic as 1o look al the new scene and come away with doubls and
misgivings - or with fcar and trembling.

Dewey, of course, had a very different conception ofthe nalure of the personand
the problems of democratic traditions in the technological socicty. He rejecied the
imagcofisolated individualsmoved by the play of natural forces in the markelplace.
He operated From the social psychology position of his colleague George H. Mcad
- withits self-other conceprof personality. The self was seen as emerging from both
the patterning of culture plus the value choices of the individual. The premise held
that, if you wanled persons with qualitics capible of sustaining demogratic valucs,
they had 10 be nourished in communities marked by such values. The problem as
Dewey saw it was whether democratic values of meaningful participation and
respect for persons could be sustained under urban-corporate conditions. People
were heginming 10 repeat the rhetoric of democratic values while living in daily
contradiction of them. This produced individuals wasted by neurotic conflicts,
incapable of sustaining meaningful frecdoms,

The 1ask of overcoming the contradictions, as Dewey defined it, was lo develop
strategics for bringing qualitics of the democratic cthas into instilutions being
wransformed by science, lechnology and corporatism. Dewey rejected clitist
answers. His general strategy was (o seck means by which the qualitics of mind,
required 1o reforn institutions, could be maele available across the entire popula-
Lion.

in his design the schools were assigned a critical role: they could help the young
gain insights as 10 how human expericnce wis being transformed by science,
technology, and economic corporatism; they could teach the hypothetical mode of
thought required to handle complex problems; the schools themselves could be
wmed into communitics where the youny in living and learning would cxpuricnce
the life yuahitics exemplified in the creative work of scientisis and artis's. By
spending the years of childhood and youth in such learning communitics, the young,
iight become the kind of persons who could change mstitutional life styles so they
would serve 1o liberate persons rather than manipulate them as functionarics.

While Dewey and the progessives no doubt had exaggerated hopes for schools
as agents of reform it is not truc that Dewey expected the school to do it single-
handedly. The meliorist philosophy assumed thit institutional reform would have
to go on across the board. For example, the crtical, evaluative guality would

61




Q

ERIC

PAFullToxt Provided by ERIC

62

manifestitsell in muckraking journalism and scholarship; the lormation of unions
would counter the helplessness of individual workers and create union bases of
power and criticism Lo make changes in the quality of work-lile and product (a hope
alL odds with the 1ater myopic qualily of some unions who became content 10
collaborate with employers in simply milking consumers).

The move would be in the dircelion of creating persons capable of producing
“the planning society” in which cach institution would be cvalualed by whether
maodes of operating contributed o the growth of persons. This was to take the place
of an exploitalive cconomic sysiem which let all consequences flow from a
senseless pursuit of profits.

With concerns like these why would Dewey get seriously involved with the
vocational education movement? The imponance Dewey attached 1o the relation
of vocational 1o liberal studies is evidenced by a generally-overlooked passage in
Democracyand Education: * At the present time the conflict of philosophic theories
locuses in the discussion of the proper place and function of vocational factors in
education ... significant differences in fundamental philosophical conceptions find
their chief issue in connection with this point” (Dewey, 1916a p.358).

I shall note only several cxamples of Dewey's complex argument that new
inlegrations of Lechnological or vocational studics with liberal studies could serve
Lo revitalize school learning and eventually aid in social transformation.

First, he worked from a premise rooted in the new sociology and economics,
namely, that the basic mode employed in producing life-necessities had a pervasive
effect on all social institutions and on qualitics of sellhood. Thus, when there were
shilts from a hunting-and-gathering toa pastoral or 10 agricullural cconomics, then
modes of governing, defending and educating would change. New expressions in
the arts, religion and philosophy were incvitable. As men entered the lwenticth
cenry they were well into one of the great transition periods - with cxpansion of
scientific thoughtand 1cchniyue as the great change factor. A distinetive feature of
Dewcy’s philosophy was his conviction that human renewal might be engendered
from within the very culture of science, which also posed major threats.

Pedagogically Dewey placed the occupations at the heart of the program ol his
Laboratory School. Children, lor example, could gct the fecling ol how science and
technology had alfected such abasic processas the uring of raw wool into ¢ lothing
by lirst trying the process by hand and then observing lactory metheds. They could
study also what the social and human effects were when people moved from
handicralt to corporate industrial modes of production. The doing and the intellec-
tualizing phasces of such projeets should be conducted so that children would gel the
fecl of the scientific mode of inquiry that underlay the process - the hypothetical
style of holding ideas, and reporting and Lesting them in a climate of openness,
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Sccondly, he argued that chances 10 take part in the “doing™ aspects of such
studics would offc wnallemalivelo theancicnttradition of cqualing education with
lesson-saying in clussrooms. In his Laboratory School children worked at weaving,
cooking, constructing, gardening. Siudics in the sciences, history, language,
mathematics and the arts were related Lo (hese activities. As students grew older,
aclivitics and studics could be extended Lo the out-of-school community. Thus
Dewey developed an interest in the Gary Plan, where children ¢ ombined science
study with cxpericnces in (he school steam plant or in the steel mills of the lown.
Dewey was drawn, 100, Lo the polytechnical cducation concepts in the U.S.5.R. in
the 20sand the reforms of rural education in the “escuelas de accion” of the Mcexican
Revolution, Curcently such programs as the New Jersey Technology for Children
Projecl, the work of the Center for Technological Education in the San Francisco
Bay Arca, the Parkway Plan in Philadciphia, and the University Without Walls
cxperiments would contain features related to Dewey’s rationalc.

Thirdly, there was the valuational aspect. in Individualism Old and New and
clsewhere he inade his cconomic critique in whichhe argucd thatthe sin gle-minded
pursuits of profit in a laisscz-faire cconomy involved a tragic misuse of the power
of scicnce and technology. Children and the young had Lo be educ atcd so asto leamn
how to ¢ xaminc the conscquences of lechinology . He stated the criterion they should
feamn lo cmploy in an often-quoted statement in Reconstruction in Philosophy:

All social instilutions have ameaning, a purposc. That purpose is to st frecand
1o develop the capacities of human individuals withoul respecl to race, sex,
class or econonic status ... (The) est of their vaiue is the extent to which they
educate every individual into the full stature of his possibility. Demnocracy has
any meanings, butif ithas a moral nicaning, it is found in resolving that the
supreme test of all political institutions and industrial arrangements shall be
the contribution they make to the all-around growih of every member of a
society (Dewey 1950, p.147).

The goal was to develop a populace who would take that criterion seriously and
apply it lo all institutions.

With a rationale like this Dewey joined those who resisted the pressurcs fora
dual system in the vocational cducation movemenl. The only defensible approach,
Dewey argued, was 10 INCOrporale a new kind of industrial cducation - as part of
generaleducation reform - whose aim wouldbe tocultivale “industrialintclligencc”
throughout the population.

A gencral education designed to promolc industrial intelligence would provide
a genuine aliernative 1o German dualisnn:
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Insicad of trying 10 split schools into lwo kinds, vne of atrade type for children
whonitis assumed arc 10 be eraployees and onc of aliberal type for the children
of the well-to-do, it will aim at such a reorgan’ zation of existing schools as will
give all pupils a genuine respect for useful work, an ability o render service,
and a contempt for social parasites wheiter they are called tramps or leaders of
“society™... iwill indeed make muck of developing motor and manual skill, but
nol of a routine or automatic type. It will rather utilize active and manuzl
pursuits as the means of developing constructive, inventive and ereative power
of mind. It will sclect the materials and the technique of the trades not for the
sake of producing skilled workers for hire in definile trades, but for the sake of
securing indusirial intelligence - a knowledge of the conditions and processes
of present manufaciuring, ransportation and comimerce so that the individual
may be able w make his own choices and his own adjustmcenis, and be master,
so far as in him lics, of his own cconomic fate. It will be recognised wat. for
this purpose, a broad acquaintance with science and skill in the laboratery
conrol of materials and processes is more important than skill in 1rade
operations. [t will remember that the future employee is a consumer as well as
a producer, that the whole iendency of society, so far as it is intelligent and
whelesome, is o an increase of the hours of leisure, and that an education which
does nothing to enable individuals 10 consume wisely and 1o utilize leisure
wisely is a frand on democracy. So far as method is concerned, such a
conception of industrial education will prize {reedom more than docility:
initiative more than awomatic skill; insight and understanding mare than
capacily 1o recite lessons or to execute tasks under the direction of others
(Dewey, 1940 pp. 131-132).

Neither Congress nor the people were of a mind w heed such talk. By 1917 the
urgent need 1o increase military production provided the special motivation
requiredio spur federal action. Congressand the President gave Charles Prosser and
his colleagues the measure for which they had worked so long and hard.

As we reach the last decade of the twentieth century a major challenge for all
societiesis locreate life styles which willovercome the divoree of iechnology from
humanistic concerns. If we ke it, educational reform and social renewal wit po
on 1gether. The eme gence of cducational experiments aimed al providing
liamanizing expericnees with technotogy will be one kind of sign. The Nourishing
of bland, well-cngincered school efforts 10 serve narrow technocratic ctficiency
needs will be a counter-indication. The inner conflict, over which kind of socicty
Amnicricans want (o ¢reale with the power of science and technology, continues -
only the stakes dre geting higher,
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Vocational Education and
Democracy

by Robert R Sherman

The debaic over vocational education, which took place in the first Lwenty years of
this century, has current parallels and applications. For all practical purposcs, the
debate was won by the social efficiency advocales. Professor Wirlh has noted that
there was litle inclination to heed Dewey's theory, and the need for increased
military production during World War I provided the special motivation for a
federal program based on the social efficiency theme. “Practical needs™ won out
over “theory.” But the victory has had consequences to the present day. It has
continued 10 define the shape of democracy and the role of education in a
democracy.

An obvious ¢ xample is the operation of schools. Muchcureenteriticism has this
as its locus and resembles similar criticism in the debate over vocational education.
For cxample, there is {and was) the belief that education is impractical. Much of
whatis learned i schools is said 1o be unrelated 1o the way the world actually runs,
and schools do not prepare students for what they will do in life. Thus, education
is said 1o lack “relevance.” The remedy advocated for this is that schools should
insure thatstidentsare able lo perform ina work socicty. Thisisto say thateducation
shonld be held “accountable™ for what it produces. If public schooling cannot
produce graduates wha can “do something,” other forms of education should be
tricd. So there is suggesied today such plans as “voucher systems™ and contracts
with business corpormions 1o operate the schoaols.

A consequence of this thinking, if not an assumplion, is that education should
“serve™ socicly by providing manpower and by helping it operate cfficiently. The
purpose ol the school, so the thinking goes, is Lo sorl, shape, and certify students for
the needls of commercial and governmental enterprises. The way W do thisisto run
the schools as a busitiess: the business approach will insure the wise expenditure of
resources and will utlize for cducation the same seuting and logic on which work,
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to be entered shortly, is organized. Thus, whatis 1o be lcarned and how depends not
on philosophic purpose, psychological and sociological knowledge, and educa-
tional experuncntation, but on commercial needs and busincss management
techniques,

Itseems to be of litle conscquence that these recommendations have been ried
before and have not proven their worth. A thoroughly convincing critique hasbeen
madec of the business efficicncy movement in education (Callahan, 1962). It shows
that the demands for such things as relevance, practicality, scicniific management,
scparate schools, teacher ratings, accountability, and so on, all arc refated 1o the
belicf that education should be run as and for the benefit of business and the
depressing results that have come from acting on that belief. Yelt, still itis thought
that whatever is wrong with education can be changed by making it more praciical
and cfficicnt.

We must not be trapped by words, Ata time of high costs and competition for
resources, no one will get far by denying that cducation, unlike other aclivitics,
shouldbe cfficicntand practical. Cutbacksin cducational programs and services are
making this point with force loday. But what “cfficicncy™ and “praclicality” are
taken 1o mean makes a difference. Of course education should be run with a
minimum of waste and with the idea that it will make a difference in the conducet
and quality of life. But it does not follow from this that the purpose of schooling is
tosort, shape,and cenify workers for the economic sysiem and that it shouid operate
by following busincss management techniques.

It has been noted previously that the view that education shoulkt service a
practical social inlerest narrows the vision of what education and democracy can
be and provides an inadequate basc for response to forces affecting secicty today.
This would be true for any practical interest to be served. The point needs
cxplanation. Mot all demands for relevance or practicality today are motivated by
the belief that students should be educated 10 operate cffectively in a business
socicty. Some critics hold that the schools serve that function 100 well and that the
qualityof lifeisdiminished becausc of it. Thusitissuggested thatschooling actively
should resist the business interest; the school should act pelitically loremake socicly
in some other image,

The usual response to this criticism is that the schools should not be politicized
toserve a special interest, Bul itis mystifying that so many who give that response
donotseeitslogical implicationsfor prescribing the sorting, shaping, andcertifying
functions that schools have practised for so long. Those functions serve the special
inicrests of busincss more than anything clsc. It has been argued that some interests
should be preferred (Calvin Coolidge once said, “The business of America is
business™), but such a view has practical political and educational problems of ils
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own. For example, determining what shall be preferred and how change will be
encouraged and carried oul are pointsal the heart of this debate. The only real way
outof the dilemma of determining which interest the schools should serveistoinsist
that they should not aim forany particular or practical result.

That should not be taken o mean that education can be unrelated 1o the social
scene or Lhat it should be practised on the level of high abstraction. ILis 10 say that
in addition 10 better logic (and for those who believe ends and means must be
consistent, better logic is important), the problem of deciding whose interests will
be served in a democracy is a false issue. Insofar as possible, all interests need Lo
and should be served. In order 1o do this, ol course. the s¢hool must be a weneral,
not a special, azency. Thus students should not be expected to have a “proper”
interest before they can be educated, or submit 10 an undemacralic authority in Lhe
name of discipline, or be satisficd with a limited pereeption and availability of
apportunities when vhey finish.

We have nol come very far since John Dewey [irst put some of these views in
perspective. For example there was in the early 1970s a new push toward the kind
of cducation thought Lo beinadequate by Dewey. Commissioner Sidney P Marland,
Ir, of the US Office ol Education, put his prestige and authority behind “carcer
educatian™ (Marland, 19712; 1971y 1971¢; Schwartz, 1970; 1971a: 1971b;
1971¢). Vocational education, Marland says, has not insured that everyone who
receives a diploma is qualificd for immediate employment or higher education.
Businessmen complain that graduales are not prepared with business skillsareven
basic skills, These failings come from having fallowed not vecational educauon,
buta general education that is “ill-conceived and nnproductive,“a Tallacious com-
promise belween the true acadenic liberal arts and true vocational offerings.™
Furthermore, general education is “discriminatory™ inthe same sense thatracial and
cthnic considerations are discriminatory, because those who receive itlose outin
the joh market. Y aungsters thus are the unfortunate Vinmates” ot general cducation,
and atleducators must share the *guill” of the sy stem s failure o equip young people
to get and hold decent jobs.

What isneeded, according to Marland, is aplan tor carcer education, Thisshould
blend academic and vocational curricuta, and by school leaving age such an
cducation should have prepared a sindent far higher education or useful and
rewarding emplayment. Throughout Marland's discussions. however, the attention
mainly1sonemployment. The US Office of Education, he says, willact te improve
the prenaration of the young for work. Career education will *fit a person to a
functioneliciently,”as well as make himaware of why he isdoing whathe isdoing.
Such an education will be “relevant.” The smallest child shonld get an “indocri-
nation” 1o the world ol work, “to the real world™ (the term may not be Marland's;
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Schwartz, 197 1c). Carecreducation should begin asa gencral conceptand gradually
become more specilic, sothat somewhere hall'way through high school “entry level
skills™ are gained and i the last years of high school work skills are acquired.

With such vicws it should not be surprising to find Marland advocating an
alliance with busincss (0 produce the individuals described above. His language is
that of business: boards of cducation serve onc “stockholder” -the child, but parents
and taxpayers also arc called “stockholders.” Marland's appointment as Commis-
sioncr was opposed by tcacher and labour organizations because of histies with an
industrial-cducational complex “greedy fora sharc of the educational dollar.” (The
words arc George Mcany's. Prior 1o his appoiniment as Commissioncr, Marland
v2as president of an institute involved in “performance contracting” undcr govern-
menl grant.}{Schwartz, 1970). Hebelievesa new pastinership isnceded ineducation
between schools and industry, and prior to his confirmation he vowed (o name a
"businessman withmanagement background ™ asdepuly commissioncr for manage-
ment in the Office of Education

Later Marland advocated that “public relations professionals,” with one [ootin
cducation and the other in communications ("'the world of the non-specialist
public™, be employcd o bring rationality to the debale over cducation by
interpreting the need for reform and the realitics of whatever change is possible,
Educatorscannot gange these thingsaccuralely, he said. Marlund claims tobe aware
of the risk of anti-intellectualism he runs with thesc views, but he thinks that carcer
cducation, which would “shore up and rationalizc the Protestant work cthic,” (again
the tlerm may not be Marland's: Schwartz, 1971 ¢) would make grade and high
schools more realistic and provide the implicit motivation for academic learning
undergirding the carcer mode. For all students, carcer education should provide a
solid understanding of the free cnlerprise sysiem and the opportonitics and
obligations it holds for us.

We have been through all this before. There is no indication in the vicws
expressed that Marland is aware that business, industry, and technology arc the
primary forces that have changed society. His suggestion that students beeducaled
for carcers sounds good, but it would feed those forces rather thanenable onc locope
withihem. Thecmphasis on “fitting™ 102 function, “shoring up” the work cthic, and
understanding the “opportunitics and obligations™ of the free cnterprise sysiem
suggests thal criticism and reformulation of the system isnol envisioned. The case
is notone-sided, of course. Marland says carcer education is intended for individual
fulfilment, that it should not preciude one who trains for andenters work from going
on 10 higher education later, and that it sceks 10 crase the snobbery associated with
working with onc’s hands. All of these are good. Bul a close attention to his plan
suggests more defects than merits.
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Another defect is that carcer educition scems Lo be just another atlempt 1o use
the schools 1o ™solve™ social problems. It has taken a long time lo realize what
Dewey knew long ago, namely, that education is not done directly. It follows from
this that cducation cannot be successful in directintervention into social problems.
Considerable empirical evidence is claimed 1o confirm that conclusion today.
Recent leaders in the federal government have not tired of making this point
repeatedly when assessing atempts 1o eradicate, for example, poverly and racism
through cducation. Yet the same people continue to advocale a kind of vocational
education that has the same intent. These observations should not be taken lo
diminish the urgency of dealing with social problems or to suggest that education
has no bearing on them. The point is that many officials arc inconsistent in their
thinking about the matters. 1t is common to hear that other instiwtions than
cducation are vital in dealing with social problems, it the advice is as little
understood as itis followed. The pointis thateducation cannot be relied on as some
magic 10 repair the lives of those wasted by other forees. This is as true for carcer
as for any other kind of education.

Marland believes it would be a bold new approach to lurn some carcer education
programmes over to industry. Three models can be tried - the school-based, home-
based, and business - or employer-based; but the lastis the "most radical,” he says,
because it calis for an aliernative sysiem of education. It would be voluntary for
students and by contract with the school system. (Presumably students who did not
leam could cause the business Lo lose itscontract,a result different from dismissing
studentsat Dunwoody Instituie! yOne wonders if Marland simply has jumped on the
“alternatives in education” bandwagon. It scems incredible to call an old idea for
operating the schools along business lines “radical™ or (o be enthusiastic about its
possibilities in light of past criticisms and current appraisals of such attempts
(Callahan, 1962). Marland testificd before a congressional commiltec in 1969 that
“nosound evidence has been offered 1o demonstrate that improved circumstances
for tezichers have brought improved education for children” (Schwartz, 1970). He
docs not scem inclined to apply asimilar test to the business operation of schooling,

A nother old risk iscvident in the carcer education proposals. It is the separation
of the imellectual [rom the practical. The claim is made that career education is
designed to bridge this gap, 1o make learning and work conlinuous throughout life.
[But some of the language uscd and proposals made by carcer education advocales
gives another impression. Advocaies talk about “combining” vocational training,
education in academic fundament+'s, and work experience; and Marland has been
quoted as saying that vocational-technical study should, among other things,
“recognize excellence in arcas not primarily intclicceal™. These are mild cxpres-
sions, certainly, and there can he no quarrel with the desire Lo mark the dignity of
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work. But they do show aseparation of the intellectual and the practical of the kind
that John Dewey opposcd. Perhaps as a gesture toward bridging the gap, Marland
says that, whatever their goals, students most likely will not want cither vocational-
technical training or academic Icarning, but rather a combination of the two. The
idea scems to be wishful thinking if viewed in light of the pressures within which
such choices usually have 1o be made.

A morc scripus cxpression of the dichotomy between the intellectual and
practical comes in the current widespread denigration of schooling and the ime
spent in formal education. Marland seems to have jumped on the *“aliernatives in
cducation” bandwagon in order 1o justify the involvement of industry in cducation,
But he cnticizes also the pervasiveness of education in American society. For
example, he asks whetheror nol we are producing too many Ph.D. s and if the dream
for higher education has become a “fetish,” a national “lolem,” surviving longalter
its gods have dicd. He suggests that we have lost sight of what cducation is for, bul
he does not say directly what that is. But it is ¢lear from the ideas examined here
thateducation properly is “for”1he jobmarket, so that when there no longer s anced
in thatarca (Marland never tires of telling that cight outof e persons will notneed
credentiats for work in the future), it follows that educational offerings, opportu-
pitics, and aspirations should be rimmed. This educational “vision™ clearly is
different from Dewey's. It ties education o narrow practical interests and empha-
sizes that in most things throughout life it is unnccessary.

The same poinl can be made with equal force about the “alicrnatives in
cducation”™ and “deschooling™ movements in gencral. One must not be misled by
the freedom implied in “aliermatives” or by the claim that these movements simply
express an educational "pluralism® basic 10 democratic and progressive thought.
Noris it the intent here 1o deny that much is wrong with the operations and uscs of
education tday and that many, and some drastic things should be tried in order 1o
correct the problems, The point, however, is that glib movements toward “allerna-
tves” and “deschooling™ run risks of the kind opposed by Dewey in the vocational
cdlucation debate. Such movements make wider vision and socul unily more
ditficult o realize. The movements reflect a belicl, claimed here 1o be erroncous,
that the proper purposes and uses of education are limiled and that a more gencral
conception of education has little witity. Thisbelief isa dim vision fora democratic
socicly Lo aspire 1o, and acting on it would produce results (c.g., intellectual and
moral separations) that were the basis of invidious (znd undemocratic) social
distinctions made in the past.

Noris it the case that a secicly Lrying Lo be democratie me st aceept because of
a commitment 1o “pluralism”™ all allempls o use education as anyone pleases. A
sunple realization of o ends aml means peed 10 be consistent shoukd nyake that
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clear. Somc allemative educational sysicms may not work for the common good.
The belief that “*alicrnatives™ are “cxperiments”™ with other forms of education must
be considered also in light of the values and practices it secks Lo lest. In this regard
it is instructive lo note that Dewey insisted that his school in Chicago was a
“laboratory,” nol a demonstration, praclice, or training scheol, because its purpose
was 1o (est implications of democratic educational theory (Wirth, 1966). Finally,
how arc “alternatives™and “deschooling” helping individuals 10 become more able
1o deal with the industrial, lechnological, and corporale forces in their lives? Many
persons Lry o ignore such forces by lurning away from them, but their clfects
continuc nevertheless. All these pointsare notpresented Lo suggest that new “forms™
of education should not be sought, but rather that the current “alternatives™ and
*“deschooling™ movements may have more theoreticaldefects than practical merits.
The delects were anticipaled in the debale over vocational cducalion ycars ago.

The netelfect of the belicfs and proposals analyzed above is thal educalion and
democracy are being undermined. In part this is duc to their own [ailings, af course;
but it is duc more o the loss of vision we have for them. It is incredible that there
is loday such widespread advocacy of the view hat educadion really is unnecessary.
Mostatierpls loaccount for this sitvation have litle merit. For exampie, itdoesnot
help 1o equivecale on the point by noling that thecriticism really is of “schooling,”
not education. Not is it necessary here 1o debate the meanings of education and
democracy. A suggestion of thesc things has been given in the debale analyzed
above. Rather. the point here is that we do not follow the best sense of what
education can be and we have lost the belief thatit can help 1o secure democracy.

It is evident from Professor Wirth's chapler that the main quesltion raised in Lhe
debate over vocational education is whether or not democracy is viable under
rnodern conditions. He begins by referring 1o Paul Goodman's expression of the
issue; he observes that Dewey's belief that human renewal can emerge from Lhe
same scientific culture that poses threats is scorned today (Lhough it sullis shared
by a few radicals); and he ends by noling that the conflict conlinucs among
Americans over the kind of socicty that should be created with science and
technology. Many different crilicisms are made of democracy, and its education,
today. Some believe democracy is no longer viable because it has become jusl
another ool of agprandizement and oppression. 1Lis morally bankrupl and beyond
redemption. Others believe that all political systems stifle liberty. But the central
issue raised in the debale over vocational cducation is whether the conditions of
maodern life, conceived and dominated by science, and not democracy itself, are so
defective that a liberal and humane socicty no longer is possible.

Anyone can have an opinion about the matler, but it is impossible Lo delermine
apencral answer conclusively. That is because the matter lurmson one's view of the
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efficacy of human offort ard whether or rot the resulis of science, on balance, are
good orbad. We can note, hewever, a few things that should be abvigus by thistime.
Oneis that, whatever the circumstiancesol lile, they arcthe only, and thusthe proper,
place for education to begin. As Dewey suysaboutchildren, soitis with otherthings;
we start with precisely the assortment of activities with which we do swart.
“Education must Lake the being aghe is ..." {Dewey, 1916a). Wishing Lhings were
otherwisc is not the way of education, Thus, we have 10 work within the scientific,
industrial, corporate realily.

Sccondly, making things otherwise by a direet atack on the conditions equally
is beyond the ken of education. But this should not tead to pessimism; rather, it
should give a betler sense of what education can and must be. Obviously thisis the
crux of the debute. The social efficicney advocates did not aim high inthe role they
gave W educaton, and thus it is aot surprising Lthat their theory served special
interesis betier than the general welfare. Dewey. on the other hand, saw clicarly that
the general welfare (more extensive and thoroughgoing liberty, both individual and
social) depended on using education to undersiand and thus to transform and
transcend the limitations and restrictions of special interests.

Some persons suggest loday that the widespread achicvement of maierial
affluence has made Americans satisficd and no longer inclined 1o extend the
demacratic vision. Thus, in the same way the argument ahout science gocs, these
circumstances make democracy increasingly difficult to preserve, There can be no
question that the circumstances bring new difficultics, but the gencral conclusion
that they are incompatible with democracy is faulty. Examine the converse. Caniit
be suggested seriously that, if there were not scicnce and material wealth, life in
general would be more satisfactory? Is this not the age-old argunent that in order
Lo be creative and dynamic people must be in want? Iuis sobering to recall that these
views have been held for millennia not by the masses of people but by small groups
who themselves have not been in want. On the other hand, there is the view that
science and material wealih probably have done more to spread freedom widely
than any other thing.

The sk for the philosopher today, through education, is 10 recreate and
publicize the democratic vision and to indicate how intellectual and physical
cnergics and resourcescan be directed o accomplishing that vision. Of this kind we
need more education, not less. And if current education is had, we need abeuer form
- nol the abolition of it 1t should not be surprnising that people are troubled abow
away of life that is changing - about students wha seem 1o lack motivation and arc
ill-prepared and @ thousand other things. These problems may not have been
common 0 their own hives: or, if they were, their existence long ago has been
Torgotten. A matoral reaction is 1o try 1o suppress them, And o often education is
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usedas an casy atlemptio sol ve the problems. Thus, such practices as homogencous
groupng, sorting, authoritarian management, and similar things are tricd because
they promise lo make life and cducation casier, even though they violaie in many
ways the democratic vision.

#ut the democratic cducator cannot yicld 1o these things. The dilemma of the
democratin the twenticth century is 1o find ways 1o prescrve and exiend democracy
without sacrificing it for work, material goods, and order. Long ago Dewey noted
ihus as the problem between individualism and socialism: 10 determine how this and
that Tactory and ficld operation can contribute 1o the cducation release and growth
of human capacitics - as wcll as the production of malerial goods (Dewey, 1944).
Professor Wirth has said (in his last paragraph) that “1f we make it,” if we "create
life-styles which will overcome the divorce of technology from humanistic
concerns .. educational reform and social renewal will goon together”. Butthe case
really isthcother way around: if wecontinue educational reform and socialrenewal,
then we will make il. The social efficiency advocates did not sce the world “steady
and whole™ in this regard; they had litile understanding and no vision, and therein
lies the Timitations of their social and cducational theory.
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Introduction: Policy in
Social Context

by David Corson

Two Types of Policy

We can identify two clear meanings for the term “poticy” which havea wide general
currency. Firstly there is policy in the limited scnse: policics of this kind provide
major guidelines for action by creating frameworks that provide direction yctallow
diserction. This form of *policy’ anticipates action; it usually involves the creation
of detailed policy documents and is the kind of policy thal we are ablc Lo stalc, and
must state, with a considerable degree of explicitness. Sccondly there is a broader
sense forpolicy: acourscofaction or inactiontowards the accomplishment ofsome
intended or desired cnd: this kind of policy may cmbrace both what is actually
intended (inclading ‘policy” in the limited sense) and what occurs as a result of the
intention. These ideas are developed elscwhere (Corson, 1986).

Our concern in Part Three is with policy in the sccond sense: matiers of broad
social policy reflecting changes in community valucs that are often referred 1o in
policy documents but rarcly made clear. Policics of this type affect socictics in
genceral: in cducation they address the large sysiems in which schoolsare sct. Later,
in Part Four, we deal with policy inthe limited sensc: the policicsthatarc formalatcd
in cducational institutions and embedded in documents to provide a framework for
the operation of a school and its curriculum.

The Problem of Utopian Policies

Pcoplc who are asked to translate large-scale social policics into action within
- specific settings often have difficultics in understanding both the policics and their
task. The reasons for these difficultics are not hard to discover if we refleet fora
moment on how large -scale social policics come inlo being. Frequently important
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changesin secialand cultural values {(such as changed atlitudes 1o gender in our own
culturc) recerve their first public recognition and widespread articulation in the
policicsandpromiscs of politicians or political partics. These policies and promiscs
arc rcaclions to climates of opinion that politicians try 10 be scasitive Lo. In their
public slatements, soliciting the support of their constituencics, politicians ofien
offer avague cxpression of beliefor pitrposc; usually this isaccompanicd by ancven
vaguer statement of a course of aclion or inaction intended 1o lead towards the
accomplishment of some intended or desired end, an end that recognises and
responds as explicilly as possible Lo the original changes in social values, If a
governmentreccives amandale for these policicsand promises, social policy action
of some kind will ofien resull.

What policy-makers in education arc often charged 1o do is 10 respond, in a
concrele way, lothese vaguc changes in social vatues and the political promiscs that
arc based upon them. As a result policy-makers are regularly confronled with
difficultsocial policy dilemmas of the kind addressed in the chapiers of Part Three:
the need to educate for full employment while acknowledging the reality of high
rales of unemployment; the need to preserve some semblance of cquality of
cducational opportmity while providing an adequately diverse range of post-
compulsory cducation provisions; the nced to prepare young people for the
possibility of uncniployment without destroying their employability; the nced 1o
instill a “female™ aspect into education for the workplace withoul producing
counter-productive male resentment; the need toaddress the training needs for work
that lay-personsin thecommunity advocate while still mecting educational criteria.

The responses of politicians and burcaucrals 10 these key issnes, that reflect
changes in social and cultural values, are very oflen impetuous and ulopian ones.
Often politicians have neither the time nor the background Lo implement fully
corsidered and sensilive policies; their planning will rarcly offer realistic agenda
lo transform the original visions into cullural action; intrying o achieve theiraims
in planning, politicians and burcaucrats will oficn unknowingly trample on soine
other setof important values or sensitivitics. What politicians and burcaucrats often
deliver for implementation is hohiste and utopian.

Holistic ptanning, in which a decision is Laken at the momient of planning that
a complete reconstruction of some kind is possible and desirable, is fraught with
risks. My purpose here is simply 10 draw altention to these risks while offering an
allernative approach. Holislic planning may be very appropriatc for simple
organisations where policies can speak unambignonsly to participants: in these
circumstances policy makers can reasonably advocale a trial of their policies and
expectsome measure ol success il the policics themselves seem reasonable. [n the
case of social or educational sysiems of structural and ideological complexity,
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however, the diversily of views, values, ends and sensitivitics that relate Lo any
broad policy make the design of coherent holistic policics very difTicult 1o attain.

These ideas arc at the base of Karl Popper’s advice (1961) on the process of
social policy formulation. Let me make it ¢lcar that my borrowing of Popper's ideas
in this and other arcas implics no blanket acceptance of Popper's personal political
positions (which arc difficult to categorisc in any case since al various times in his
life Popper hasembraced Marxist, social democrat, libertarian and liberal poinis of
view [1976]). It is Popper’s opposition to totalitarianism in any form, whether
political, cultural or intellectual, and his well-known theory of knowledge itself that
arc relevant 10 my purpose here.

Popper’s explicil criticism of social policy planning relates to vast social and
political programmes, such as the ‘Five Ycar Plans® in the carly decades of the
Sovict Union or more recently “The Great Leap Ferward in the People’s Republic
of China. Teday we have ample evidence that these grand schemes and many others
like them incvery country havenotonly fallen well shortof theiroricclivesbuthave
produced social costs and private agonics out of all proporticn @ their limied
achicvements, In the 1980s the so-called monctarist cconomic policies applicd by
governmcntsof all political shades, in North America, Australasiaand Britain.olfer
evidence Tor this claim. The past approaches to ‘etlucation for work’ by govern-
ments in English-speaking countrics, that are discussed in the pages of this book,
may havc been more humane in their results than thesc huge programmes; yct they
are stil! widcly regarded by their eritics as sacrificing 100 much of importance in
order 10 gain loo little, An alterative approach to social policy derives from the
following points:

1. Popper’s view of what is possible in social rc form grows fron his theory of
knowledge: all knowledge 1s the product of our conjectures in responsc to problems
and our trial and error refutations of partsof those conjectures (Popper, 1963; 1972);

2. Our conjectures arc our theories about the world, about what is possible, 1o
which weapply ingeniousand imaginative testsiaiements in order 10 climinatecrror
from them;

3. A social policy, for Popper, is a conjecture about what is possible: its value
depends upon how susceptiblcitisto refutation: this micans that its formulation, or
the formulation of its stages, must be unambiguous:

4. Any policy that is not a refutabic theory in the sensc of being testable agamst
expericnee (cither the policy as a wholc or parts of iv) is a holistic or utapian policy
and in principlc is beyond the rational control of its authors.

In changing any social institution a policy maker's approach for Popper should
be a ‘piccemeal” one [he nses this term in a different way from the pejorauve use
that is often applicd to it]; social change requircs small adjustments in the dircction
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of reformand improvement. 13z explicitly contrasts the piccemcal refoniner withthe
holistic or utopian social engineer who attempts revolutionary changes that are
impossible to control from the outsel: the greater the changes attempted by the
ulopianist, the greater will be their unintended, uncontrollable and severe reperc us-
sions upon the values, aims and sensitivitics of the participants in the planned re-
construclion. An altemalive may well be found in what Harman (1980) bricfly
proposcs: thepolicy innovator nceds o be able odesign featureslikely Lo invigorate
rather than diswurb. He quoles Bardach who wams that “designs for disruptive
change arc relauvely casy Lo conceive, whereas their counlerparls require more
sophisticated analysis and more disciplined imagination™ (Harman, 1980 p. 148).

Some Policy Problems and Tentative Solutions

"Educational policy in non-Keynesian and monctarist Limes™ says Peler Musgrave
“must be complex, taking accounl of a wide range of factors™. This is nowhere more
clearly the casc than “when thinking about the transition from school (o work. The
morc narrowly the problem is conceived, the smaller will be the range ol praclical
suggestions made™ and “the more likely these cures will be (o increase rather than
10 lowerthe level of alienation amongst students™ (1986 p. 301). 1 think that we can
firmly conclude that some overriding policy decisions need (o be taken beyond the
level of the school if we arc to deal with the range of *cducation for work” issucs
confronting socictics: grassroots solutions on their own will not sulfice; soine clear
policy Icad from outside the schoolsis needed. My starting point is 10 recognise that
Musgrave’s “problem’ is not one but many problems. By addressing sone of these
many problems in tum and offering tenlative solutions o them, T hope that some
good might resull, In later chapiers of Part Three other key problems for social
policy are discussed alony with suggestions for their resolution.

Problem I: student alienation from secondary education and their prowing
rejection of the things that schools offer, including education for work.

Wenow know that this isa widespread problem, perhaps the most serious problem
for contemporary cducation. The Chief Inspector for the Inner London Education
Authorily sces ILEA s present secondary school sysicin exerting on many pupils “a
destruction of their dignity which is so msassive and pervasive that few subscquently
recover from it” (Hargreaves, 1982 p. 7). Nor is it just the notorious inner-urban
scuings of London, New York, Sydney or Toronto that ofter up examples of this
alienation. The cvidence from many scttings is public and compelling (sec Fensham
ctal,, 1986). A solution othis problem in large socicties, where reforms are diftic ult
o implement, may be discovered in the exainples of surucwring paneras for
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schooling thal are practisedin three smaller social seltings: Tasmania, Canberra and
New Zealand. A trial application in larger social sellings of onc or a blend of the
following struciuring patierns may reduce student alicnation and suggest ways of
re-applying similar inlersectoral palicrns more generally in those larger seltings.

Firstly, in Canberra, a system-wide change from six-year high schools loa4d +
2 system, with the last two ycars in sccondary colleges, produced dramatic
improvement in the attitude 10 school of the students in their final two years in the
senior secondary colleges, with no detrimental change among the students in the
new four year junior high schools (Anderson, Saltet and Vervoorn, 1980).

Sccoadly, in Tasmania, which provided the model for the Canberrainnovation,
academic senior secondary colleges have been the norm for two decades. These
colleges provide a counter cxample in answer L0 the common criticism that senior
high schools arc instilutions designed for children and inhabited by young adults.
Allhough senior school retention rates in Tasmania remain the lowest of the six
Australian states (for reasons of population decentralisation) the morale and
commitment of students in senior colleges is very high, even in those colleges that
have intakes of students widely mixed in social background and ability level.
Furtrer insights for policy in the ‘education for work’ area can be derived from a
recent Tasmanian initiative lo merge the work of the hard with the work of the mind
by intcgraling the lechnical college sysiem inlo one new organisation with these
senior secondary collcges. Thisinitialive foundered noton educalional or social but
on industrial grounds: thosc of long-standing influence in the two component
systems felt their interesis threatened by a policy that might well have provided a
model for other similar social seltings (Corson, 1986). Ir the 1970s in England’s
Leicestershire LEA a similar development operated with considerable success:
community colleges were cstablished there inlegrating lechnical. senior sccondary
and community cducation provisions. This venture has since suffered from scvere
funding cuts. Communily colleges for post-compulsory sludents, however, are a
common feature of North American education (OECD, 1985).

Thirdly, in New Zealand, the problem may even be avoided in many places
through Lhe unique inter-sectoral relationships that have prevailed there since the
carliest days of Lhe national education syslem. ‘Intermediate Schools’, provided in
New Zealand for many children, may serve to reduce levelsof adolescentalicnation
(although adolescent alienauon is stilt common in arcas where ethnic incqualities
exist), These schools span what arc in niost olher countries the last of the primary
and the first of the secondary ycars of schooling, thereby reducing sccondary
cducation by one ycar. The arrangement is not without its crilics; { doubt whether
just two years of ‘middle schooling’ is justification enough for other unseliling
elfects that Interincdiate Schools may promote; however both in New Zeatand and
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clsewhere the creation of middle schools, catering for pupils variously in Lthe cight
to fourteen year age range, has been promotcd partly to lessen the adeleseent
alicnation that derives from long years of “claustration” in a high school.

Problem 2: preparing all children for all thelife transitions that confront them,
inctuding transition into work as part of a “worthwhile form of life’
Partofthedifficulty here isthat ‘Lransition to work ' cannot provide an unambiguous
aim for schooling: this is not an cndpoint that schooling can genuincly be dirceled
towards when unemployment is a common destination for many school gradualcs;
nor can it ever be a discrele aim for education, a point made by many contributors
to this book. Several of the chapiers that follow in Parl Three address this problem
in detail; Part Four of course, by considering the curriculum of schools, is devoled
tosuggesting solutions. There arc three initiatives at system level that [ recommend
as partial solulions: a core curriculum; a gradual restructuring of the wage bond; and
the gradual introduction of work expericnce for alt in secondary education,
A’corccurriculum’ would aim o specify the combination of school subjects and
sore details of the minimum content that are necessary to achicve the aims of
education. It would do this for three overlapping reasons: firstly Lo initiate chitdren
into a worthwhile form of life; sccondly to give them a chanee 1o *succeed” {in
conventonal terms} if they want to; and thirdly Lo prepare them to cope with the
normal unceriaintics of adult life including the risk and the hardship of uncmploy-
ment. A large part of this initiation, as [ have argucd in Chapier 4, consists of
iniliation into work as part of a worthwhile form of life. A *core curriculum’ would
recognisc this fact by specifying the minimum criteria needed for cnlering occupa-
tional work. Thesc crileria, however, need not necessarily include anything beyond
the achievements that arc alrcady considered minimal for graduates from a
successfulsecondary cducation and that can be generalised 10 mostoccupational or
recreational work scitings: literacy; numeracy; oracy; mastery of and unrestricted
access 1o Lhe mother Longue(s]; an acquaintance with the history of the culture and
of related cullures; an undersianding of the natural world; an acquain(ance, bascd
on cxlensive cxperience, with literature and the arts; and interpersonal skills
including the application of those cthical idcas needed for cveryday living.
ltscemstomeafulilc underiaking to be much more specific in seiting out acore
curriculum than [ have been above, unless it is mere curriculum content that is
spelled out from which schools and tcachers can choose what suils their own
context. Thereis acounter-cxample, though, thal is much more specific: the British
Manpower Services Commission's heroic atlempt to set out the 103 basic or core
skills nceded by young people o prepare for work (MSC, 1984). This listis not very
helpful; it misleads rather thaa clarifics. Richard Pring (1986), for cxample, offcrs
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an alternative and very different list of possible skills, developed in the United
States. He argues that any choice from the infinite range of skills availablc to us
depends on the concepis and values through which we analyse what nceds to be
done; what constitutes a basic skill is hopelessly confused and 10 have non-
cducationists prescribing what skills should be taught in schools adds 10 the
confusion. If these approaches to defining cducational aims arc given their head
education will lake a backseat role Lo Lraining, rather than the reverse position that
was advocaled in Chapters 3 and 4.

A corc curriculum has already been altempted in Australia (CDC, 1980, the
notion received government approval in Britain in 1987 afier a long debaie; and,
as part of wider changes 1o the level at which curriculum decisions are taken, a
national curriculum is supporied at system level in New Zealand {New Zealand
Education Department, 1987). Clearly establishing a core curriculum is an impor-
lant innovation: ensuring that all children have access o it is the real task.

My second response 1o this problem was the restructuring of the wage bond.
Peter Musgrave (1986) advocates a policy guarantecing a minimum wage for all
lhose above the legal mintimum school leaving age, whether in the workforce or not.
Musgrave believes that advanced industrial socicties can afford L0 pay a minimum
income, that is not a dole. He believes that this policy would influence the
willingness of adolescents Lo do without work and would modify their views of and
needs from schools ata time when work is no longer available for all. Cerlainly the
school would become a more desirable alicrnative for young adults if it were not
perceived as the only alternative 1o the dolc that it often represents at present. The
transition [rom school to work might also become a less traumalic exercise. This
propasal offers a less than optimal solution, however; the point of view advocaled
throughout this book, is for social and educational policiesdirecied towards fullen-
ployment.

The third point, work expernience for all, can be betler claborated as a solulion
to the next Lwo conlingent prohlems.

Problems 3 and 4: retaling students’ learnings more securely to the world of
work; and creating genuine refations between schools and society.

Arcady solution to both these problemsis the gradual adoption of education policics
at the state level that supporl work experience for all adolescents. This scems the
right course foreducational systems to support on simple cconomic grounds: there
is strong evidence now to suggest that while the costs of vocational programimes
within schools are considerably higher than thosc of general education, their
henefits to sociclics in simple economic lerms are no More than comparable. Those
planning in-schoal vocational programmes would be well advised to consult and
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scrutinisc that cvidence (Hu, 1980; Grubb, 1985; Weisberg, 1983; Nystrom and
Hennessy, 1985; Psacharopoulos, 1987): ‘work cxpericnee for all” may well be the
allernative way to go in English-speaking sociclics (hat are not as yet heavily
commitled Lo vocational education. Perhaps some small-scale trial of gencralisablc
policies for work experience could be the place Lo start.

The advent of comprehensive secondary schooling in English-speaking coun-
trics has rarcly been accompanicd by more than narrow interpretations of ‘compre-
hensiveness” (Poole, 1983). Elsewhere cducational history has created very differ-
ent approaches: in Denmark and France the curriculum during the years of
compulsory schooling incorporatcs work-related studics (Watts, 1983); in West
Germany young people who have completed their full-time general education enter
a dual system that combincs practical education, in a firm or a scparate training
cstablishment, with a gencral cducation aimed particularly ag *studics in work”; in
Swedishcomprehensive schools work expericnee is incorporated for all throughout
the sccondary years inorder to relate pupils’ Icarnings more pointedly and sceurcl y
1o the wider world of work, and to forge new relationships between sehools and
societics {Blackhurn, 1986),

The possibility of concurrent part-time work and part-time schooling offers
another pitttial solution to both these problems. Peter Musgrave cites the educa-
tional grounds autlined by Karl Marx in Das Kapital 10 support this idea for
restructuring the labour force; the proposal has further value on cconomic grounds
in times of high unemployment.

The central educational reason for introducing widespread work cxpericnce
schenies, though, follows from recognition that schools do have an obligation 1o
preparc children for work and other adult roles as part of their iniliation into a
worthwhile form of life. Acquiring knowledge and understandingsabout these roles
is best accomplished while actually engaged in them, rather (han through the
artificialand vicarious practices often used in schools before young people have had
much involvement or expericnce in the rolcs.

Problem 5: narrowing the cultural distance between poticy makers and the im-
plementers of policy at the school level.
This problem rclates to the relative absence of knowledge and cultral cxpericnce
that is genuincly sharcd between those who lay down “cducation for work’ policics
and those who arc asked (o take action in implementing them. Even the sk of
understanding this complex problem is a difficult one; offering solutions may
depend on reaching that understanding first.

In understanding the difficultics thal confront the implementers of large scale
policics we can find relevance in the work of Thomas Greenfied (1978). There are
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grave dangers 1 uncriticaily applying o policics the rational or conventional
approach toundcrstanding educational organisations, whichadoptsa broadsyslcms
porspective: secing organisations as socisl sysiems. The role of the policy maker on
this accoun! is 10 gencralise, abstract, universalise and so come 10 understand
ultimate social reality and plan for it. Organisalions arc secn as phenomenal entities
engaged in goal-sccking behaviour; they are instruments of social and culwural

‘order. In [2liowing this sysiems approach policy makers sl themselves the tasks of

identifying social structurcs and showing how ihey work or fail lo work inachieving
ends. Any pathology in the body of an o ganisation that policy addresses cat. be
cured in principle hy identifying its aztiology and by then rearranging il.:
organisation s structures, which means making planncd alicrations in its hicrarchi-
cal arrangements: tinkering with the structures.

in opposition Lo theconventional systems approach is the significant movement
of theorists, including Greenficld, who question how much of imporiance we can
really know aboul educalional organisations. This question responds 10 another
more cnduring debate which questions what schools ought to be doing: the Tormer
debate is of courze dependant on the lalier al many poinis, and it informs my own
interest in linking educational administration (as means) more closcly with
curricuium planning {as cnds). Theories about educational organisations arc secn
as very limited in what they can tcll us. To observe an organisalion is to sce il
according 1o our pre-conceived beliefs about what reality is and what is significant
in our cxperience of reality. Our judgracnls arc affecied by the beliefs and valucs
we hold. so that an objective interpretation of an cducational institution is difficult
te reach. Ou this account organisations consist of the accumulation of the realitics
and moaningful actions of involved individuals: they are arcas of belief, not of
knowledge, and their problems are not structural, they ar¢ ideological. Effeclive
cures for the pathologics of orgaaisalions, on this account, arc 10 be found in
assessing the intentions of participants and in attempting to change some of those
intentions atter examinieg values problems within the organisation, rather than in
atlempting hirst 1o fiddle wiih the organisation’s structures. (In Chapter 14 iy 10
put these ileas 1o work: Lhe task for cducation for work at the school level is mainly
10 change teachers’ conceptions of what they tdo, which does not necessarily incan
char.ging curriculum content very much).

This later view ahout organisations scems closer 10 what practitioners now
believe abott schools and school systems. A central 1 2int in this view is that there
is not much that we can know about organisations without finding out about the
values, inclinations and motives of the people within them. Policy makers are
restricted therefore 1 what they can really achieve: the very possibility of
constructing effective large-scale policies, as mentioncd above, is constrained by
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the number and diversily of views of organisanonal reality thal arc possessed by
planned participants in the given policy.

Presthus’ study (1962) examined the ways in which individuals in organisations
accommodale 10 burcaucralic pressure of the type that policies regularly bring:
some uncriticallyadopt the values of the organisation’s policy and become ‘upward
mobiles’; some rejeet the organisation’s values of success and power and become
‘indifferents’; and some cannot make the accommodations necessary Lo achicve
security within the organisation, cven while not willing 1o become indifferent Lo it,
and become ‘ambivalent’. There may be other responses. A policy that fails 1o
address the organisational realitics of participating individuals, their values and
ends, risks pushing people into a range of undesirable accommodation modes.
Policics in ‘education for work' face twin problems: addressing the changes in
social valuesthat they sctout to address; and convincing implementers that the aims
of the policics themselves deserve loyally, commitment and genuine efforls at
mutual adaptation in the dircclion of the policy’s broad intentions.

What [ am suggesting may beclearerif [ give ancxample: Consider the solutions
suggesied as responses 1o Problem | above. Before implementation of these
structurat solutions, the prospective changes need 1o be carcfully negotiated: they
need o be carcfully trialled on a small-scale; and they need to be explicitly
documented as part of a corporate plan, that is subject o public scrutiny, alongside
and integraled with wider policy initiatives.

Perhaps the only starting point in solving this problem is {or widespread
collaboration 1o oceur between people at sysiem level and people al institutional
level. “In the context of the conteinporary nauon staie™ say LeVine and White
“ncither official policy nor grassroots voluntarisin alone can be relied upon to
realize desired potentials; they must work wgether convergently and synergisti-
cally” (1986 p. 217). Culwre beconies a critical term in all this: policy makers and
implementers need o share cultural madels of lile, education and social perform-
ance il the possibilities for their collaborationare tobe enhanced. Problems can then
be explained and understood; sniall-scale and entative solutions can be tried out;
and some hope of munuwl alaptation can be cnvisaged. Finding an ideological basis
for collaboration of this kind is one of the key problems addressed in the chapiers
that follow in Paet Three.

Key Policy Issues in Edueatian for Waork

A central problem an reducing the distance between policy makers and policy
implementers relates wmallers of gender, edocatonand waork. Most policy makers
in cducation are male, wlile many policy nnplemienters are female: most work
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contexts and most work 1asks themselves have their historical origins in life ideals
that are cxclusively male, while nearly half the workers in contemporary sociclics
are female. The links between gender and the labour market receive deiailed
analysis in the litcraturs (for example: Walby, 1987; Brenner and Ramas, 1984).
The cvidence clearly argues for change; part of that change can be broughlt aboul
by a meticulous reoricntation of cducational policy Lo lessen the impact on students
of the following curriculum and pedagogical processes: that preparc femalce
students for *female’ jobs (sce Wanda Korndorffer's ficld study findings in Chapter
18); that integrate assertive boys into the ‘official’ life of schools but cx¢lude
asserlive girls (sce Jim Walker's comments in Chapler 15); that encourage boys o
be resentful of girls who have carcer interests in traditionally inalc-dominated oc-
cupations; that allow harassment on gender grounds in the workplace o be
perceived by young people as a part of the ‘normal’ social inlcrcourse that
accompinics life ‘at work’; that encourage boys and girls 10 see their future
responsibilitics in the care of dependants as limiled by traditional gender-speeilic
roles: ot that cncourage girls 1o sce their life options as very differcnl from the
options available to boys. These and other factors in geader incquality, both at
school and a1 work, nced Lo be firmly acknowledged by policy makers before they
cngage inany act of policy creation, so that recommendations insensitive 10 these
factors arc not randomly included in documents. An official and agreed document,
providing a *policy on gender cquality” for the enlirc system, should be routincly
consulted and available at all stages in the policy-making process.

In Chapter 8 Jan Branson gives an cxample of the method of arriving at policy
that is sctout in this chapler: she aticmpts Lo dis.over what the real problem is and
then poscs solutions 1o it. She begins by tracing th= history of recent feminist theory.
There have been some significant changes in perspective here: there is, LN CCrLAIn
schools of feminist tbought, a move away from carlicr vicws Lhat saw thc priorily
fyr women as a process of winning greater control in malc.dominated sociclics or
succeeding in male-dominated jobs. Insicad a ncw perspective has arisen that
attends 10 a more subtle and perhaps more impostant nced that isdecmedlo precede
these other nceds: changing that socicty and those workplaces soasto include more
of the *female’.

Branson ack nawledges that struclural arrangements, guarantceing cquality of
opportunity in the workplace fer women and a measure of affirmative action, have
their place. She also applauds altempis to climinalc biascs in cducational conlenl
and organisation. Taking her Icad, though, from recenl idealist movements in
feminist theory she examinces the more subtle processes of discrimination that arc
at work through and beyond education; she asks about the rolc that the tradi ©nally
*female’ parl of lnanity might play in the development of a non-cxploitative
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socicty. Fastening on the nature of the “difference’ that is implicd by gender she
addresses the massive contradiction that girls experience within the school and the
workplace,

Branson’s recomnicndations for an *education for work” policy thal recognises
this contriliction are radical andl long-teem: she sees a very different relationship
between educanon and work ¢volving which will involve very different sociclics
as well, Soine examiples will illustrate the imbatance that she secs between the
‘male’ and the ‘female” within education itself: the dominance of the maths and
scicnees, whiclare the < sojects of ordered calculation, over the greater subjectivity
of Hitcrature, arts and humanitics; the stress on compelitive assessient, cather thgn
the sharing of knowledge Tor comnunal enlighlcnment: inensive and excessive
specialization in the final years of schooling; strict entry reyuirements Lo scicnce-
based professional facullies; and the existence of artificial barricrs that are 100
sharply drawn between family, school and work. She is anxious 1o sec an end 1o the
view that cerlain Quman attributes and values are “male” or ‘fenmale’; the starting
point for this is lor the *female” 1o be rerntegrated into atl aspects of our lives. Her
chapter suggests changes through education that nught be socially *transforniing”
in the way that Dewey suggested, a point which Robert Sherman addresses in
Chapicr 6.

In Chapter 9 Gary McCulloch is concerned with a very diflerent set of policy
1ssues. His theme is one that runs throughout this book: the tension in ‘cducation
tor work” pohicics between addressing the aceds of *work”, that are perceived as
important by parents, employers and increasingly by politicians, while addressing
the need w meet accepied ectucational criteria at the same time. This problem, he
betieves. has lessened the imypact that vocational progammes have hadl, notably in
Fngland and Wates. He examincs, firstly, technical and vocational schooling as
practised in Brain from the 19405 10 its demise in the 1960s; and scecondly the
Technical and Vocanonal Education Initiative (TVED of the 1980s. The failure of
the secoadary techaical schools to live up Lo the ideals set for them is pul down o
therrinability woHernuch that was really different from other forms of schooling;
they provitled acither a particulacly reputable form of educauon nor an ¢llective
tranng ground for the world of work. The TVE sditficulticsare due to itsapparent
tisregard of the needs of education in favour of those of work and the cconomy,
McCulloch looks ahead 1o another emerging British policy 1n education for work:
the developnicatof *city technology colleges'. e foresces the now familiar tension
between cducation and work affecting this new enterprise: hie recommends that any
new policy in this area shonld attend w the eerors ol the pastand Teaen lram them,

Inintroduamg Pact One of this book Twent w somie lengths 1o draw a distinction
berween recreauon and work, only 1o draw them together agam mmmediately to
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<how tha: recreational work is closcly linked with certain kinds of occupational

work. There is a common view that, because occupational work is becoming

scarcer, there will be an increased demand by people for lcisurc in the future;
| perhajis cducation, then, should he addressed more dircedy 1o initiating people into
leisure as part of a worthwhile form of life? An answer (o this follows from that
carlicr discussion: if we understand the way that recreation and unconstrained work
are related as “ends in themselves’, then this suggcsts that in preparing people for
“wark' ol this kind education is also preparing thcm for Ieisure, since pursuine
leisure and pursuing recrealion are similar and overlapping activitics.

In Chapter 10 Harold Entwistle argucs against the cominon assumption that
leisure can compensate for alicnation at work and that onc task of cducation in a
world of alicnating work is to mect the need 10 initiate studenis into a varicty of
Icisure pussuits. One reason offered againstthisapproachlo schooling isthatitquile
simply representsanatlemptat blatant social control: it isanother formof the ‘bread
and circuses' used by the emperors of Ancient Rome, the ‘bread’ wasa formof dole
that the cmperors were able o dispensc by keeping personal control over the
empire's corn supply, and the ‘circuses” were regular entertainments or leisure
activitics provided frec of charge on as niany as half the days of the year. Another
reason that Entwistle advances against the ‘education for lcisurc' snpporiers is that
this policy is based on the false assumption thal we can redecm people from the
Jehumanising effects of heasily constrained occupational work by tcaching them
how 10 nake constructive use of their spare time. He arrives at a conclusion that is
taken up in many places in this volume: it is a mistake to conceive of work, play,

recreation. hume life, pohticatact vity and sociad service as discontinuous. Work,
especially,cannotbe divorced from the restol Tife; itis, asDewey, Russelland Marx
suggested, the central life activity: il has created human civilisation. IFrom all this .
1L Tollows that Ieisure aud work are inseparabic. Education dirccted toward
prepering cluldren fora working life anda leisure life of guality must be conceis od
in the widest possible terms 1o include the moral, the political and the aesthetic
dunensions. A liberal education isone that frees leamers from whate ver constraimts
mght lander their development as persons. The traditional, liberal, humanistic
curnculum suitably up-dated provides the answer in liarnessing technological in-
ubvation to the task of humanising work and Icisnre,

In the contemporary “cducation for work® debate we return 1o the British
rypencnce agmn and again for good reason: in no other English-speakmg country
has e fhe ravayes of unemployment been as severe; and nowheic else has the range
of policy sesponses been as diverse. In Chapter 11 Douglas Weir exarnines the
nnpactof secialand technological changeonthe forms ol schoolng necded by post-
connpulsory schoel adolescents. Using the plain language of a person dealing with
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ihe problems of ‘education for work’ on a daily basis, he sets out lwo policy
problens for us: how can we provide fairly for children with different educational
destinations and aspirations; and liow should we cducate for lcchnologicalchange?
He takes as his starting point, in answering the first gucstion, the assumption that
we nced vocalional education for all. Afier making some informed prediclions
about the future of work, he decides on a curriculum that provides an education
developing the broad *skills’ of decision-making, flexibility and problem-solving
{goals, it scems 10 me, of any considered form of education); he believes that an
experience-based curriculum, based on these crileria, will escape the pitfalls of
current atiempts Lo maich training capacily to manpower needs. The second parl
of Weir's cliapter builds on the first 1o suggest how we should approach the
claltenge of information technology: the Lask is not one of instructing in the use of
today's technology, which we know from cxperience will be obsolete Wwmorrow;
itis Lo identify the underlying skills that can be taught to all and incorporalc these
skills as part of a common core of knowledge. From this conclusion Weir offers 2
solution to his first problem: we provide for children with ditferent life destinations
and aspirations by giving o all a common basic competence and a common slock
of knowledge and understanding that includes the small common core of new
tlechnology skills.

Teacliers arc repelled by the idea of ‘educating for uncmployment’. Harold
Entwistlc in hischapter makes a nice logical point that an activity of that kind docs
not make much sense in any case. Nevertheless, in practice, il seems brutal for
cducation sysiems to ignore the social reality of uncmployment and o remain
inscnsitive 10 the likelihood that it will affect nany school graduales, interfering
with their initiation into a worthwhile form of life or even any hope of such a thing.
Some form of planned preparation for the reatitics of uncmployment should be
included as part of every schoot’s curriculum. Policy decisions in this arca arc
probably best made at the school level itself, where people know their local necds
and have some idea about how best 1o respond to them. Yet without some
coordination, withom funding and withoul 4 few idcas provided atthe system level
itis unlikely that busy teachers and schoal administrators will give more (han
cursory atlention 1o this problem. Adrian Furnham's chapler reviews studics on
youth unemploymient from North America, Austalasia and Britein, He draws no
overt conclusions for education policy: my pornt in including his chapteris to give
some guidance in curriculum content and underline the suggestion that scheol
systems do need 10 give attentian 1o this question as a priorily policy matler,
Fumhami’sreview coverssix themes: problems of psychological adjustmentamong
uncriployed sc hoolleavers; theirattnbationsof blane fortheirown uncniployment
and for unemployment generally; edacation about the problems and prospects of
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unemployment; jobchoice, willingnessto work, and work experience inthe young;
changes in values as a result of unemployment; and training in the skills needed 1o
go for job interviews. His conclusion that the reactions of the young to unemploy-
ment are often different from those of adults is an important onc for teachers and
parcats (o grasp at atime when adolescent suicide is on the increase: being able Lo
sce the world through the eyes of the young mustbe very nearly the firstrequirement
of a good 1cacher.

Beuierthan policies for unemploymentare policics for full cmployment. A lenct
of this book, supported or implicd in some way by most cornlribulors, is that full
employment should be a social aim for humane and civilised socictics. Educalion
policics are only a part of broad social policics that might be used inachieving full
employment. Tan Shirley, in Chapter 13, ends Part Three by revicwing alternative
setsofsocial policies adopled by urban-industrialcountrics in response 1othe global
cconomic upheavals of the 1970s and 1980s. He begins by giving a very clear
summary of events preceding this ‘crisis of capitalism’. Relevant 10 our concemns
in this volume the most interesting aspectof the crisishas beenthe way thatdifferent
institutions and policics introduced in similar countries have resulted in markedly
different rates of unemployment. Some countrics, such as Canada, Britain, Bel-
gium, Holland and Denmark plunged into massive unemployment; other countrics,
such as Austria, Sweden, Norway, Japan and Swilzerland were able 10 minimise
their rates of unemployment. Shirley summarises the five roads 10 success in the
tatter countries that helped them o avoid highuncmployment. He sets (hese faclors
within 1wo allernative developmental paths: the path offered by policics cmanating
from what he citlls the *New Right'; and the path offered under the rubric of ‘Left
Revisionisin ', He discusses these wo oricntations lo social policy, extracting their
dominant features. The New Rightapproachemploys restriclivemonelary policics,
the dismantling of social services, tax reductions, privatisation and deigulation;
the Lefi Re visionist approach introduces a policy for full cmployment, manilests
4 conservative concern Tor order and stability, and incorporales a degree of staie
interventionism 1 monetary policy. It is clear from present cvidence that the Left
Revisionistapproach is more successiul overtime in providing full cmployment for
nscitizens. Shirley concludes by urging usnot o see education policy too narrowly:
he disagrees with the New Right's conccpticn of cducation as a commalily,
divorced from otlier aspects of life, to be purchased by the individua! and used in-
strumentally and individually. He urges us 1o sce education puticy lor work as part
of a wider set of socral policies linking work, income and power in sociclics.
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Gender, Education and
Work

by Jun Branson

Gender, education, work. The [irst encompasses the other two bul together thiey do
not forma coherent whole. They are butaspects of the wider socio-cultural process.
Education and work ure inextricably linked in the Weslern consciousness for not
only is aceesstothe world of work assunied tolic through education butcompulsory
schooling is an ideological practice which engineers socicty’s consent for the
opcration of a ruthless, dehumanised 1abour market in whieh access to privileged
employment is governed by the possession of cultural skitlsand qualities governed
by gender and ethnicily which cannot be gained at school. Equality of opportunity,
success through individually-based intelligenee and aptitude, achicvement through
frecand cqual competition, these are the ideologics of education which blind people
lo the structured inequalitics fundamental 1o capitalist production, inequaliticz
based on class, gender, cthnicity and the distinclion between the disabled and the
able-bodied, categorics of cxperience which overlap inthe complexitics of individ-
ual identity and culwral experience.

Thischapter looks critically at the interrelationships between gender, education
and work in the light of recent feminist theory. 1 is not your conventional ‘review
of the Titerature” or “state of the art® paper. it doc.. not review the interrelationships
asthough‘gender’, *education’. and *work’ werc unproblematic, obscrvable, meas-
urable. Cusrent theorizing on gender scriously questions the deepest of our
assumptions aboul Lhe nature of knowledge and the mode of its transmission. As the
discussion that follows stresses, 1o understand gender, education and work we must
be prepared lo place in doubt all that we take for granted.

First a note on feminist theory. Feminist theory involves, on the one hand, the
scarch for explanations of gender construction and of the disc riminatory practices
hased in gender distinctions, and on the other speculation on Lthe means by which
sexism can be confranted and destroyed, invoiving cither the achievement of
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equality or the non-discriminalory coexistence of gender differences. Much
feminist theory cschews disciplinary labels and is concerned rather with a transdis-
ciplinary seasch for undersianding which is not bound by male-dominated vicws of
the nature and organisation of knowledge. Also, feminist theory is by no mcans
theorising for its own sake. The women's movement has at all times steered clear
of a dilettantish preoccupation with ideas per se. The history of feminist theory is
the history of a praxis, of a constant and creative interaction between theory and
practice. So the current and complex theoretical debates about the cultural
construction of gender, the theorising about sexual ‘difference’, about the psycho-
logiical aspects of gender construction, and the literary theory concerncd with the
construction of meaning, arc all integral to the overtly political womcn’s move-
ment. The theorics are complex because the issuc of gender is complex. Simplistic
determinist theorics and their associated practice have not destroyed sexism. There
is no simple solution. Women fought for the voic. They got it, but the vote did not
result in an equal socicty. So 100, as we shall comment on further below, the
movement concentrated much of its attention on the provision of cqual access 10
cducation and then on equal access 1o all aspectsof the ¢ urriculum, in the hope that
this would result in the cqual distribution of qualifications among boys and girls at
the end of school {which 10 a large exient has been the case) and that this in lurn
would Icad to the non-sexist distribution of school lcavers through lertiary
cducation and the workplace. But the workplace and the lertiary scclor renain
thoroughly biased in gender 1crms. Legislation outlawing discriminatory cmploy-
rment and work practices did not correct the imbalance. What became apparcnt with
the passage of a wide range of anti-discriminatory legislation, was that purpose ful
discrimination by mcn against women, while real and ¢xiensive, reaching its most
¢ xtreme expression in sexual violence, was but the 1ip of the iccberg and that there
wasa need 1o concentrate on the bulk of discriminatory forces that furked below the
surface, below the threshold of consciousness. Thisis the scarch that has dominated
feminist theorising for the past decade theorising which this chapter places within
the context of gender, cducation and work.

Before proceeding todiscuss gender ineducation and work the icrms themselves
nced 10 be confronted as controversial concepls, cOnCepts that will be examined in
the context of a particular view of socicly and culture. The perspective taken here,
like Bourdicu’s ‘theory of practice’, avoids the voluntarism and astructuralism of
phenomenology, and the lendencics towards dehumanised atemporality characicr-
istic of much structuralism, structural functionalism and some versions of Marxist
analysis, by viewing the individual as thoroughly social and cultural butat the same
lime unique and creative; structurally constrained but calculatedly straicgic in
thought andaction; innovative butina culturally restricted tnode; pursuing individ-
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ual objcctives but thereby contributing to the formation and transformation (the
‘reproduction’) of on-going social structurcs.

Men [and women] make their own history, but they do not make it just as they
pleasc; they do not make it under circumstances chosen by themselves, bu
undercircumstances directly encounlered, given and transmilted from the pasi.
The wradition of all the dead generations weighs like a nightmare on the brain
of the living (Marx, 1970 p.96).

‘Gender’ refers to the qualitics *male’ and ‘female’ which, while dircctly
associatcd with the biological distinction belween man and woman, go far beyond
mere biology 1o encompass all aspects of our lives as aspects of ideology and
culture. In thought and practice the ideology of genderis the basis for the evaluation
ofpcople,aclions and qualities. Stylcsof behaviour, personality Lypes, occupations,
teaching subjects, the public and the private aspects of our lives are all cultural
cxpressions of gender. All arc evaluated as ‘male’ or ‘female’, evaluated nol just
labeled for they stand in uncqual opposition Lo onc another. ‘Male” is high, *female’
islow, Soaspeople sirategically oricnt themselves towards the people and tasks that
constitule their particular experience of socicly and culture they do 5o in lerms of
the cxisting idcologies and, through their interpretations of idcology, act as agents
of the creation and transformation of social structures, of relationships structured
interms of class, of gender, of cthnicity. These structured incqualitics give risc to
different, unequal life experiences which in turn differentially orient children and
adults in their desires, their aspirations, their abilities and their achicvements. They
participate in idcological practice. The lcaming of gender-based evaluations is a
constant process, at home, at school, at work, at Ieisure; (he experiencing and
cxercising of prejudice at the hands of parents and siblings, (cachers and fellow
pupils, employers and fellow employees, performers and viewers.

‘Education’ must be understood as the constant process through which people
il rnalise their culture, through which they lcam 10 conceplualise their environ-
mcnl and sooricnt their behaviour. [Lisaprocess whichis never complete, contained
bul never static, bounded but undergoing constant transformation. The formal
cducation system isbutparlof ths process. Schooling is anoverL rather than acovert
atlempt o mould aspects of individual development. As the horse is ‘schooled’ 0
develop the physical form and athletic skills to satisfy the standards of the judges
of equestrian art, s0 too we school our children Lowards effective participation in
the pre-defined competitions they must pardicipale in beyond the school, according
to standards which, unlike those of the dressage arcna, are unstated and covertly
acquired. For the purpose of thisdiscussion we concentrate on formal education and
on sceondary schooling in particular. As such, ‘education’ is nuch more than an
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aspect of the social process labeled by the sociologist, il is, as poinied out alrcady,
a thoroughly idcological concept and practice. It is the embodiment of the most
fundamental contradictions of capitalist socicty, between, on the onc hand, the
claimed oricntation towards cquality of opportunity, freedom 1o pursue individual
interests and the achicvement of individual potential, and, on the other, the actual
practice of an intenscly uncqual world, involving for the majoritv the performance
of codlificd tasks cssential to the profitmaking and personal enhancement of others.

‘Work® is what we oricnl oursclves towards in childhood and adolescence and
what we must compensate for when forced to leave it in retirement. In idcological
lerms itis the most meaniuigtut stage of our lives. If we denot *work” we arc assumed
lazy, parasitic, disabled, still in childhood, still being educated for work, resting in
our dotage after fulfilment in work, or a housewife. “Work” is public work, labour
that sccurcs financial reward in the public world. It is the realm of homo
oeconomicus, the entreprencur, the worker, the breadwinner. Itis idcally - and that
means for a select few with privileged aceess o the means of production - an arcna
for the excrcising of individual intercst through rational calculation. Itisaruthless
place, not tolerant of weakness, irationality, cmotion or disability. It is ‘male’ in
opposition {o the ‘female’ private world. Tt is what Blake chillingly described as
*The Spectre [which}like ahoar-frost and amildew, rosc over Albion’ (Blake, 1934
p.398), over pre-industrial England and beyond with the birth of capitalism'. For
the purposes of this discussion we both recognise and transcend work as ideology.
Here we witl include in our discussion of work ail activitics pursucd to contribute
10 subsistence and support a lifestyle. As such, work may be private or public, paid
or unpaid, but is distinct from Icisure which involves the expenditure of funds and
encrgy on lifestyle.

So we arc all born into an cconomically and culturally biased environment,
biased in class, gender and cthnic terms. The child procceds through carfy
expericnce in a family of some kind, an cxpericnce measured against ideal images
of what a family ought 1o be like (television is full of them), to the combined
experiences of *family” and school. At school, the combined pressures of curicu-
lum, peer group and the demands and examples of eachers mould further, through
the creative, culturally variable and conditioned response of the student, the
development of the child as a future adult participant in productive work. The
oricntations, cxpectations and potential achievements of the student are a dynamic
and complex intcrweaving of personal, idcological, cultural and social structural
factors. The students come to the school already cquipped with vicws of themsclves

Blake's *Spectre” is ‘the masculine principle which may divide ftorn a being when s feminine
portion ... Sepafales 10 assume independent bife ... it is brutal, obsessive and setfish, and must be
reintegrated.’ (Ostriker, 1977 p 1054-5)
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and ihers learned through experience in the home, the community and the media.
Teachers, their peers and the curriculum choices available channel and develop
these views further. There are no abstract ‘opportunitics’ available, condlitioned
only by ‘intelligence’, ‘aptitude’, ‘motivation’ and the ‘facilitics’ available at the
school. These qualitics are mediated through the socialised, enculturated individ-
wal. The expericnee of gender as a factor influencing onc’s view of oncself and
others, as an identification imposcd on the individual and reacted to by the
individual, is the central focus of this chapter. That discriminations on the basis of
gender occur in the orientation of students towards curricutum and labour market,
aswcellasin their treatment by teachers, is clearly established. That female students
become the subtle agents of their own oppression through their views of themselves
and of what is rc¢levant for them as they orient themselves towards particular
subjects, peer group behaviours and future occupations, is now being acknowl-
cdged’. But why docs this discrimination occur and what, from a fcininist
perspective, should be done about it? These are the basic questions behind the
discussion that follows.

Gender and Education

As Lyn Yates has pointed out, prior to the mid 1970s gender was invisible as a
problem for research in education:

This happened by omission (failing 1o distnguish resulls by sex, or 1o note the
sex compositionof the sample, of to include girls in the sample) and by treating
any evidence of difference as self-cxplanatory and appropriate outcom s of
biology or different social roles (Yates, 1987a p.291).

The ideologics of gender were rarcly questioned, especially by csiablished
academics. Thisis not lo say that the carly 1970s saw no challenges (o the status quo
in education. Quitc the contrary. The repercussions of the Paris uprisings of 1968
were not only felt in the universitics but in the schools as well. Many teachers
responded with enthusiasm to the spate of subversive educational liteiature that
came in the wake of 1968. 1llich, Freire, Holt,and ahost of olhers were the prophets
of ancw socicty through revolution in education’. Relevant, democraliscd curricula
and open, creative classrooms were the order of the day. But whilc the educational
radicals were fervent in their opposition to capitalism and class-based discrimina-
lion, any confrontation with sexism was (0o personal, (00 close to the bone 1o be

lor a comprehensive review of the relevant lietature see Yales, 1987b.
See for example Hlch, 1971, lilich et al, 1972 and Postman & Wenpaniner, 1971.
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aken on board. Bul just as (he black power, socialist and peace movements
radicalised their wonien members by their chauvinistic refusal to take the women’s
movement seriously, so 100 were many female teachers radicalised. Convinced of
the revolutionary power of education they set ubout attacking sexism in cducation
with fervour.

By the ¢nd of the 1970s sexism in education was an issuc directly confronting
governnients, teachers, pupils, academics and the community. Curriculum contenl,
achievement patterns and general levels of privilege and disad vantage came in for
attention. documented m the main by investigation conducted by teachers’ organi-
salions and government enquiries (Yates, 1987b p.245) plus a few fcminist
acadentics. A new cducational problem had 1o be dealt with. Historians and
socivlogists began 10 document past and present discrimination until by the 1980s
sexism in educatron was an established fact demanding positive remedial action.
Research on women was suddenly the order of the day, The tacts of gender-based
discrimination poured in.

So the debates began to concentrate not on whether gender bias caisled in
cducation but an how (o do something about it, The range of issues confronied in
this scarch for solutions has been thoroughly documented by Yates (1987a p.292(f
and 1987by. On the whole, rescarch concentrated on the nvestigation of the
operation of gender within the environment of the school. Changes looked for, and
proposcd, were aiso essentially within the context of formal schooling, The links
from and back into the world outside the school were and remain 10 & large exlent
ignored or assumed. There has been, as Yales makes clear, much asseried and
assumed about the connections between school and society but far less careful
theorising about the refationship. The assumed goal was an untheorised equality.

Bt there was plenty of action, Feminist teachers were quick Lo respond 1o the
call for the reform of gender bias. Curriculum content and ¢lassroom dynamics
were, as they had been in the carly 1970s, the prime focus for action. Equal access
toinformation was the dominant concern. Girls must have equal confidence - hence
the debates over single-sex versus cocducational schooling, the calls for more
female teachersand for cqualatiention o girlsin class, Girls must have equal access
to the whole carriculum - 10 maths, physics, chemistry, metlwork, woodwork.
Textbooks must be rewritien 1o rid them of gender bias and incorporaic cxamples
relevant to girls. The gender-hiased language used in the classroom must be
reformed. All these calls for reform were in responsc (o demonstrated biases in the
cducation system, rescarch had made this clear, but it was assumed that it was the
bias in edneationad content and organisation that generated the inequalities expe-
ricaced tn and beyond the school. That reform of the cducation sysiem was, and is,
needed is undeniable bt what few social theorists realised was that the relorms in
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question were not grouaded in a coherent theory of the relationship beiween
schoohng and socicty, of the relationship between family and education and
cducation and work.

Education and Work

The goverunient enquiries which lollowed close on the revelations abont the sexist
nature of schooling were evidence of the anxicty felt by those who promote our
ideologres of equality of opportunity, individuality and competitive achicvement
through iniclligence, when the very embodiment of those ideologics, the school, is
brought into disrepute. The schools are represented to socicty al large by the
cconomy. the polity, the media and the schools themselves as preparation for work,
or at least as preparation for lerary planning for work. In Australia this vocational
oricnlation has been particutarly marked (Branson & Mitler, 1979 p.3941). Techni-
cal schouls for the vouational training of boys: academic high schools preparing
boys for eriiary training: and domestic science schools preparing girls for nursing,
clementary caching and housework werc an carly and overt cxpression of the
assuined role of education, Such overt streaming has been replaced by apparent
comprehensive education for all, with opportunitics for specialisation increasingly
reduced (as current debates about the development of the new Victorian Certificale
of Educaton make clear), Butihe assumed direct link between education and work
remains as strong as ever with current changes rationalised as widening and
thercfore equalising access totertiary cducation. Education as preparation for work,
as the means by which individual aplitude can be realised and developed. remains
the main rationale for school attendance and the main motivation for (cachers,

When effective theorisimg of the relationship between education and work did
not take place, the results were disturbing lor educationalists and politicians alike.
The work of Bowles and Ginuis (1976) and Bourdicu and Passeron (1977) in
particular, serivusly challenged existing views, radical and canservative, of the role
of formal education in the wider social process. In one way or another they
demansirated that the education sysiem was neithcr an autonemious arena for the
exercise of figh ideals nor the determining factor in the shaping of the world of
work. The education system was presented as shaped by the capitalist ideology,
legitimising the alienated, individuated and fundamentally unequal relations of
production. Reform of education alone appearcd as al best cosmetic, the 1ail
allempting 10 wag the dog.

While rejecting such hardline mateniahsm, Bourdieu’s view of cducation as
anliwrally condutioned experience which operated covertly to ensure the reprodie-
tion of classes, provided an understanding of the possible ways that education
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contributed not only 1o the construction of class, but as we will discuss further
below, 10 the construction of gender. In neither Bowles & Gintis nor Bourdicu &
Passeron was there any claim that the education system did not prepare people for
the workforce. Rather they concentrated on the uncqual distribution of school
leavers through the labour market and on the determinants of thal distribution. The
hasic components of the ideology of cquality of opportunity - intclligence and
aptitude (sce also Bisseret, 1979), school success, cOMPEtilivencss - were them-
selves seen o be culturally defined and determined rather than individual qualitics,
not to mention the aspirations and expectations that oriented students lowards a
curriculum imbued with cultural cues known only toa privileged proportion of the
population, and towards a labour market biased towards those who pOSSEss class
specific, gender specific and ethnically specific qualitics. For Bowles & Gintisthe
made ol production shaped these processes while for Bourdicusocialclassextended
far beyond the cconomic. He concentrated rather on the cultural production of
classes for whom cconomic practices are but onc expression of a wide range of
practices involving economic capital and symbolic capital, physical violence and
symbolic violence. The world of work itsclf is not in any way divorced from the
overall field of socio-cultural practice (Bourdicu, 1977a p.176ff). There is no
‘basc’, no ‘superstructure’.

In the rescarch of Bourdicu in particular, vital Clues were provided 1o uncover
the subtle processes of discrimination at work through and beyond education. Sub-
cultural competence emerged in his rescarch with Passeron as decisive both in the
ability of students to respond Lo the curriculum and in their oricntation towards
schooling and work. This vicw of the link between cducation and the securing of
qualifications for work was summed up in the following statement:

By duing away with giving explicitly to everyone what it implicitly demands
of everyone, the edUcational systcm demands of everyone alike that they have
what it does not give. This consists mainly of linguistic and culiural compe-
tenee and thai relationship of familiarity with culture which can enly be
produccd by family upbringing when it transmits the dominant culture (Bour-
dieu, 1977h p.494).

Thus for those who did not continue o seck comfort in faith in the idcology of
education but took Bourdicu's work scriously, education could no longer be
thenrised aboul independent of the restof the socio-cultural process. It became bul
one of many interlinking arcnas for stralegic action, one aspecl of a broader
cducational process by which cultural codes were transmitted (sec Miller &
Branson, 1987).

In Uicerising the link between school and work both the Marxist materialism of
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Bowles & Gintisand the theory of praciicc of Bourdicu presented schoolasan agent
of incquality. As neither the source of cccupational structures nor the source of
cultural competence, the school could not be pereeived asthe prime focus for reform
or revolution. It is little wonder that those imbued with the idcology of cqual
opportunily through cducation sct out to ridicule thesc theories and their transfor-
mations in the work of othersby labelling them ‘reproduction theorics” in an attempt
todcny them a role in theorising social changc*. But in nonc of these studics was
there opposition to educational reform. Quite thecontrary. Butthey were saying that
unless the links belween school and socicly were understood, jsolaled reforms
would come to little. Class formation and gender formation must be understood as
secio-cultural processes encompassing all aspects of life, with schooling bul part
of that process. Class, gender, cthricity permeated the lives of the swdents before
and during schooling, conditioning their sirategics as creative social beings,
preparing them for the world of work, Based in thorough research and all committed
to the climination of discriminatory practices, these studics basically agreed that:

There is no way within capitalist society that children will not be bomn lo
uncqual life experiences, faced with differing inlerpretations of the world Lo
basc theirown on and in terms of which 1o develop their images of themselves,
Class formations arise from the capitalist mode of production, nol from
cducation... (Branson & Miller, 1979 p. 163)

In thcorising the link between education and work most studiesconcentrated on
the formalion and transformation of class structurcs. Fow dealt with gender.,
Rescarch which did include gender as a variable revealed an ca -dical
condilioning of thought and practice throughout the cultural cxperienc. v gender.
The experience of gender, transformed in turn by ciass and cthnicity, radically
conditioned cultural competence and orientations towards school and work,
compounding the cffects of overt sexual discrimination (sce Branson & Miller,
1979: Wolpe, 1978). But whercas the link between class and the relations of
production is dirccl, the link between gender and work is more problemaitic,

Gender and Work

That there isa gender-based division of labour in production, both within Ihe public
world of paid cmploymentand belween the pubtic workplaccand the private realm

Preminentesamples of such so-called *reproduction theory® are Bemstein, 1975 & 77, Dale,lisland
& MacDonald, 1976; Willts, 1977; Branson & Mller, 1979; and Apple, 1982,
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of unpaid work, is not in doubt. Nor is therc any doubt that in the public workplace
women arc marg:nalised by their femaleness, treated asinicrlopers fromthe privale
realm 10 be paid low vrages - for the man is the breadwinner - and given little, or
morc probably no, security of cmployment. Assuchthcy occupya vital place within
the relations of produclion, variable capital 1o be hired and fired al will, filling gaps
that the unionisation of male workers and their conscquent achievement of
increasing sccurity of cmployment, had leftin the labour market, continuing, by
their femaleness, 1o downgrade the status, and thus the cost, of those service
occupations associated with the nurturing role atributed 10 women - nursing,
sccretarial work and tcaching, particularly of the very young (see Branson & Miller,
1977). The experience of these roles gencralcs aspecls of female sub-cultural
behaviour and consciousness which pernmeale schooling. But is gender-based
discrimination a preduct of capitalism?

Feminist theorising about gender and work during the 1970s had focused on
gender divisions within the public world of v-ork and on the relationship between
housework and capitalism. As mentioned at Lhe beginring of the chapter, the
relative failure of programmes oricnted towards the cradication of overt discrimi-
na:~ry practices revealed the need 1o theorise more inlenily on the Covert processes
of gender formation, the buik of the icebery of discrimination beneath the threshold
of consciousness. Initially this took the form of esscntially Marxist feminisl
aucmpts to understand the cultural and ideological construction of gender as a
consequence of the demands of the capilalist mode of production. True 10 the
conventional Marxist view that the form and even the contznt of the superstruclure
ofidcology, culture and the juridico-political is determined by the base, the mode
of praduclion, the construction of gender was seen 1o occur asan integral partofthe
generation of the relations of production characteristic of capitalist production. The
idcology of gender; the gender-based division of labour in the family; the male and
female sub-cultural expressions of class cullures; gender distinctions in education,
the church, politics, the law; all were secn as expressions of, responses 1o, the
dermands of the mode of production®. In this view, for enduring change tooccur, the
mode of production must change. Changes to the superstructure were assumed
mercly cosmetic.

Tuming from the relations of production in the public rcalm 10 the relationship
between housework and capitalism, problems associated with the articulation of
domestic production and capitalist production gencratcd a particularly profitable
debate®. The need to theorise domestic production as relatively avionomous from

I'or coverage of the Hierawre on housework and capitalisin see Malos, 1950
See for example anicles in Eisenstcin, 1979, Kubn and Wolpe, 1978,
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capitalist production and involving contrasting relations of production, scripusty
questioned the site for the construction of gender. Relatively autonomous but
integral o capitalist production, the domestic realm became the focus of attention
for feminist theorising. Examination of the idcological and cultural processes at
work within the family lcd some feminist theorists to conclude that the family was
in fact the sphere of ideological practice wherein gender was primarily construcied.
Responding 1o the Althusserian view that *superstructural’ clements of the social
formation arc notonly ‘relatively autonomous’ but through their relative aulonomy
contribule creatively 1o the overall structuring of the social formation, feminists
movcd beyond cconomic determinism 10 a more complex view of creative
dialectical interaction between its various elements. The gender divisionsof socicty
did not derive from capitalist production, rather ... the gender divisions of social
productionincapitalism cannot be undersiood wittout reference to the organisation
of the houschold and the idcology of familialism® (Barretl. 1980 p. 186 also Barrclt
& Mclintosh, 1982). The demand by the capitalist labour market for unpaid house-
work and cheap, manipulable labour, feeds off and ransforms the ideology of
gender established elsewhere. The need is for variable capital, not for women.
Women [ill the bill because they are defined as marginal 1o the workplace by the
ideology of gender,

Buttheconcentration on the family as the source of genderconstruction was also
loo narrow. Feminists asked how the process occurred, They looked to the
construction of meaning itself, a search which has led beyond the famity to explore
the roots of our cosmologies in childhood, religion, science and education. The
ideological divisions between family, education and work, between the publicand
the private, break down as feminism explores the urniity of sexist ideological and
cultural practice across the whole socio-cultural spectrum. This is not to say thal all
feminists have abandoned the view of capitalist relations of production asthe source
of gender construction (c.g. Game & Pringle, 1983) or that all have abandonea the
traditional political avenues of action for change, but the break by a significant
range of feminist theorists with traditional revolutionary strategics, concentrated as
they have been in the public realm of politics and the labour market, hemmed in by
male-defined and controlled cconomico-political structures, has involved a new
and inlensively creative confrontation with gender, a deconstruction of ‘the very
historical identily on which feminist politics has traditionally been based”’ (Barrctl,
1987 p.29).

This rethinking of the nature and purpese of feminist criticism involves a
rethinking of the ultimate social, political and economic forms towards which
feminists arc orienting themselves. Is the aim *cquality” through socialism? Or is
the possibility something entirely different? Moslt feminist politics has, like most
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socialist politics, assumed a form of socialism as its goal, the taken-for-granted
‘other® inrelation wotheircurrent livedexperience. Controversicshave simplyraged
over how this goal might be achieved, about prioritics in the programmes lor the
revolutionary transformation of socicly, and about the relative imporiance of
intellectuals and the labour movement in achicviag revolution. Socialism has been
secn as a natural historical supercession of capitalism, cmerging from the raging of
the contradictions inherent in the mode of production through revolulionary aclion
in the public workplace.

Without necessarily rejecting the importance of the mode of production in the
shaping of cultural practice, the revitalisation of the creative role of ideology and
culture has injected new life into debates about the nature of gender construction,
about the nawre of gender iselt, and about the role the ‘female’ mizht play in the
develupment of a non-capitalist, non-cxploitative society. The ‘other’ is being
rethought, not taken for granted. This theorising has far-reaching consequences far
the interpretation of the relationship of gender Lo education and work. Itthrows inlo
doubt all our preconceptions about valued knowledge and valued work.

Gender, Fducation and Work

In wrning tothe links between gender, cducation and work we need to consider the
current feminist preoccupation with “dilTerence’. These debates radically question,
among many otheraspectsof secio-cultural practice, accepted views of curriculum
developmentand the potential transformation of the workplace™. The basic question
is, should feminists seck cquality or difference?

In the search for an understanding of the foundations of gender, recent feminist
(heorists have concentrated on the contrast betweenthec ulwralqualitics *male” and
‘female’. They have concentrated on the dominance of the organisation of thought
and practice by maleness, investigated through the development of critical tacory,
throughthc exploration of iechnigues forthe deconstructionof meaningin literature
and of the development of the psyche. Literary theory and psychoanalytic theory
constantly interweave in this search foran understanding of ‘gender difference’. As
with all feminist theory its prime objective remains thoroughly palitical: ‘it secks
10 expose, nol 10 perpeluale, patriarchal practices’ (Moi, 1985 p.xiv), through the
detailed examination of the verbal and symholic forms of signification and
commupicalion. .

Fou discussion of so-calied post- stmcturahist fenunist theensing on *diffecence” see Mo 1985 and
Duchen 1986 Tt the best eaamples of such wnting, see Mo 1986, Duchen 1987, lrigaray V85,
Gallop 1982, Civous & Clememt FUR6, Mirchell 1984, Rose 1986, and Spivak 1987,
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The scarch goes deep below the threshiold of consciousness 10 our deepest
assumptions about nature and our place in it. Qur neatly structured, togical, unitary
view of nature, the polity, the cconoiny, the law, of knowlcdge itself, emerges as
distinctly *male’, oriented towards the construction and constant reproduction of
translormations of a ‘male” world in which the *female’ is devalued. The very
loundations of Wesiern science in the mechanistic theories of Newton and Galileo
arc themselves distinctly ‘male” in their imposition of a unitary, logocentric
cosmology, The ‘femaic” that emerges from the critical analysis of lierature and
the psyche is, incontrast 1o the *male’, emational and su bjective rathier than rational
and objective: ‘chaotic”, in flux, rather than unitary, ordered: communal and other-
directed rather than individuated and self-centred, The images of the contrasts are
canstantly likened Lo contrasting genitalia, both far their psychological and
ssmbolic imporincee:

As Luce Irigaray and Jacques Derrida have argued, patriarchal thought models
s eritenia for wan counis as *positive” values on the centrat assumption of the
Phallus and the Logus as transeendent significrs of Weslem culture. .anylhing
conceived of as analogous 1o the so-called ‘posilive’ values of the Phallus
counts as good, true or beautiful; anything that is not shaped in the patiern of
the Phallus is defined as chaotic, fragmented, negative or non-existent. The
Phallus is ofien conccived of as a whole, unilary and simple form, as opposcd
w the lemifying chaos of the female genitals (1bid p.66-7).

Whatever the source of these contrasling motles of thought and practice, their
theorssing has radical consequences for feminist views on cvery aspect of thought
and action in Weslern socicty. So the very mode in which subject mater is
approached, let alone the actual content of the curricula, is in doubl, as is the nature
of the economic process lowards which students are directed. The challenge for
many feminists now becomes the ridding of sactely and culture of their phallogo-
centric hias. The dominance of the maths and sciences, the logacenteic subjects of
orderedcalculation, overthe greater subjeclivity and creativity of literature, the arts
and humanities; the stress on indivicual retention of knowledge for compelilive
assessment rather than the sharing of knowledge for communal enlighicnment.
These arc but the most abvious examples of the phallogocentric bias of education.

The recognition of ‘difference” is of course the recognition of the massive
contradiction that girls experience within the school and workplace, The ecmbaoli-
mentof femaleness, they compele at school and work in amale mode. As thcy apply
themselves to their subjects, parlicularly the sciences, they live a culiural lic, a lie
experienced in the mode of organisation of all their subjecis. In the workplace lhey
imust, if they move beyond the *female’ nurturing occupations, be ‘male’, further
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living the he. Is that what women are aiming for? s this cquality, 1o be ‘male’? If
not, whal isthe aliernative? Having theorised, revealed, the degree Lo which gender
differences permeste our lives what should we aim forand how? Some wrilers have
theorised a female curriculum and beyond that a female workplace - meaning
defined in female terms, not meaning occipied solely, predominantly or cven sira-
tegically by women. Whether this would necessarily involve the marginalisation of
the ‘male’ depends on whether the ‘female’ and * male” as we know them arc incom-
patible. Given that we have, incapitalist socicly, asiluation where the ‘male’ aspect
has become dominant in all spheres of social life, thus segregated (rom the ‘female’
and consequently dehumanised, the orientation must be owards thie reintegration
of the female into all aspects of our lives, for without doing so we continie L0 live
under the shadow of Blake's brutal “spectre’, now the threat of nuclear war, born
of “miale’ competition and inscnsitivity. Blake’s “dark satanic mills” arc now the
brooding stockpiles of nnclear missiles, equally phallic, cqually inhuman and
nitary in their purpose, bred of the same mechanistic anli-spiritugl orientation
owards a selfish future. The *male” wouid of neeessity, with the revalorisation of
the ‘female’, not he marginalised since, while the ‘male” aspect dominales,
excludes, oppresses its opposite, the ‘female’ succours, includes, values its
opposite. To valorise the *female’ is thercfore 1o look towards a harmony which a
‘male’ dominated socicty can never achieve:

. eruel Works of many Wheels 1 view, wheel without wheel, with cogs
tyrannic, Moving by compulsion cach other, not asthose in Eden, which, Wheel
within wheel. in freedom revolve, in harmony and peace. William Blake,
Jerusalem (Blake, 1934 p.338).

The sensitivitics of wamen must be rediscovered, acknowledged, used, respected.

“This analysis of a potential future is of course intensely idealistic,butideals must
be the basis for action. It is hard to conccive of men not being selfishly and single-
mindcdly ‘male’. But the position taken here is that tobe ‘female’ isto be culturally
formed and defined. It is not anatural consequence of being a woman. 1L islempting
10 posit thal women are nore inclined to be ‘female’ than men, and men morc
inclined lobe ‘male’ butevenifthisisthecase theinclination existsatalevelbeyond
culture and is therefore so general as to be culturally meaningless. Atmost il would
warn of the need to ensure that neither men nor women arc marginalised from any
aspect of social life. Some feminist theorists do claim a form of biological
determinism inthe developmentof the female consc iousness® some psychoanalytic

For the most sophisticated of the essenbialist posilions sce Irigaray, 1985 and Cizous & Clement,
19%6 See atso Toril Ma's discussion of their work in Moi, 1945.
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others siressing Lhe importance of the experienee of childbirth, but in this chapter
the stress has been on the cultural moulding of dispositions. Girls live the lie,
manifest the contradictions at schoo! and al work because they have been encultu-
rated as*female’, where being “female” involves an oricntation towards thoughtand
practice in opposition 10 the valued *‘male’ qualitics that mould the public world.

Oricnting ourselves Lowards programmcs for change, and the curriculum in
particular, what is patently obvious is that capitalism and iis ACCOmMpanying
theology, scicnlific rationatism, are thotoughly *male’. Referring (0 three of the
more dirccl feminist confrontations with school curriculum, confrontations con-
cemed precisely with theorising ‘difference’ though not all from the same point of
view, Lyn Yates wrilcs:

What Grumet, Gilligan and Martin take up, though in different ways, is that if
we putwormcen Lo the fore we need Lo address a very different styie of reasoning
and a different content of the curriculum. The different styte of reasoning they
pat o is one developed not around clear-cul cause-cffeet relations and
abstract logic, but one ahich is alert 1o the human, imerpersonal, emotional,
conlingent qualities of a situation (Yates, 1987a p.332)%,

Qur public behaviour, our perforinance at school and work, are dominated by
and judged in terms of ‘reason’, ‘rationality’, a unitary, logocentric perspective

based in a mechanistic, law-govemned view of naturc and humanity. Iis oricatation
is cantrol through (cchnological mastery. But science has not always been
relentlessly ‘male’. v was only inthe seventeenth century when, with the foundation
of the Royal Socictics, scicnce was harnessed 1o serve incipicnt capitalism that it
became so (sce Uberoi, 1978). The reintegralion of the ‘female’ into science
involves the rediscovery of the spiritual side of nature, of the sensitivities that have
been devalued as *female’ and identified with women. As Lyn Yates® rescarches
showed:

-+ a case has now heen well-established that traditionat school knowledge and
practice has distoried, omitied, trivialised the contribution of women ... (1987a
p.-359).

Thisomission, trivialisation of the *female” has impoverished the curriculum for
girls in particular but for boys as well, devaluing, inhibiting, behittling the
development of their *fenale” aspect.

Among feminists at least there is little argument with the claim thal current
cducational practice is distoried, one-sided, and that *good cducation’ requires a

’ See fof example Grumes, 1981; Gilligan, 19%2; and Martin, 1954,
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curriculum, of its relationship o teriary entrance and work, and of the relations of
production in work.

This is not o theorise with onc’s head in the clouds. The signs of change, not
necessarily feminist in inspiration but nonc-the-less in the right direction, are there
alrcady in the home, the schools and the workplace. The foundations are coming
along cven if the building has a long way 10 go. Moves (o discourage inlensive
specialisation in the final years of schooling in Australia, Lo decrease the stress on
coinpelitive examinations as amechanism for Lertiary selection, revead a sofien ing
andincreased{lexibility in theapproach 1o schooling which must be cncouraged and
linked dircetly to the special role that women can play in the process. The relaxing
of cnlrance requirements (o science-based professional facultics such as lor
example the placing of humanitics swdents on an equal footing with science
students for entrance 10 medicine and veterinary science al the University of
Sydney, also fays a lirm base for the reintegration of the *female’ aspect not only
into the heavily logocentrie arcas of scientific knowledge and practice but into the
highly vatued and strategically important arcas of the workforee. Not only wonmen
but less phallogocentric men thus cnter the most valued professions.

But these trends arc only sinall movesin the right direction, indicative of the sort
of changes required. Male opposition is strong and effective, scen recently for
example in the nurses” fight for professional status, a fight for much more than
higher wages. 1L is a battle for the redefinition of the relations of production away
fromn the traditional recourse (o gender., Their rejection of the *Florence Nightin-
gale’ image is the rejection of the view of the *female’ as marginal Lo the puhtic
world and iherefese as notin need of *male’ remuncration. Until the *female’ and
thus womenare valued in the public and private spheresof action, shock tactics such
asthose of the nurses wercinevitabie, the blame faying squarcly with the politicians
and doctors who cannot face the chaltenge of a threat to their vested interest in
‘male’ domination.

Whal is required above all is a constant critical practice among studenls,
leachers, politicians, workers and cinployers which is informed by the feminist
theorising of “difference’. The idea of an allemative achicves nothing without
action. Awarencss of the one-sided, dehumanised nature of a unitary, logocentric
‘male’ position must be promaoted Lo encourage the transformation of prioritics in
leaching, research and the organisation of production. For students, the experignce
of a transfonned practice is al Icast as important as the learning of a teansformed
curriculum. The treatmentof wonienteachersand girlsas well as of the less overtly
‘male’ boys is as important as the promotion of alicrmative “female’ modes of
reasoning which are not based on a mechanistic, un itary view of nature as governed
by known laws and in need of iechnological control. Final ycar assessments must
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not downgrade *“female” skills and thus the potential » - css of girls in particular
by, for example, requiring only i bare pass in English and thus not allowing those
more ‘female’ students who do well in lilerary subjects (o bencfit from their
particular skills The hicrarchical domiiation of the sciences aod maths must be
destroyed and their content critically revised.

: What is particularly important with regard to the tink between government
policy and cducaution, s that formal cducation must not be designed and funded ‘to
sorve the needs of the econcay . This current familiar political rhetoric - paricu-

. Jarly apparent in recent roticy staterncnts by the Australian Federal Minister for
i Education - not only gives priority to capitalist cconomic activity but assumes that
the niorality of the lubour marketand ofinvestment strategics is adesirable morality
for the society as 1 whole. [n terms of the feminist theorics of dilference such an
approach intensifics the ‘male* qualitics of our socicly runmiug directly connier 10
neeessary strategies far the liberation of women and sociely. We should remember
that:

Itis only our Western secicnes thal quite recemly twrned man into an cconomic

| animal. ... [ome oeconamicus is nol behind us, but before, like the moral man,

¢ the tanof duty, the scientific man and the reasonable man. For along time man
was something quite different: ..lonly recently did he become a machine - a

calculating machine. (Mauss, 1967 p.714).

The increasingly ferventalliance between politics and the cconony involvesthe
rejection of any vestiges of *female’ values. While the same governments voice a
. concern for equial opportunity for women, encouraging girls 1o enter occupations
N dominated by men, cven to the point of Jegislating for “affirmative action’, Lthey are

in fact only promoting the prescnce of women not the intcgration of the ‘female’.
- Women must have aplaceas ‘females’ not simply as pseudomen, as ‘male’ women.
Women must have tlic right lo redefine curricula, school practices, labourrelations.
Currently they arc allowed into 2 ‘male’ defined waorld,

Political palicy is bom of the contradictions inherent in socicty. These conira-
dictions arc the source of change. Thesc are the contradictions that five rise 1o
aflirmative action, (o chanyes in assessment procedures, (0 programmes for the
integration of the disabled into mainstream cducation, othe transformation of entry
requirements for tettiary cducation. In many ¢ases govermments my be doing the
right thing for the wrong rcason but they are providing the opportunity for further
change, for the emergence of deeper con iradictions which can then be the basis for
further change. 1tis the role of educators to reveal these contradictions, toraise them
above the threshold of consciousness. They must expose, forexample, tiie duplicity
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of politicians who claim to represent all constituents equally; the destructive, de-
humanising nature of so much of the popular media, so ofien sheltering in a sclf-
congratulatory recourse 1o ideologics of creative *freedom’, usually one-sidedly
"male’, certainly phallucentric; the exploitative ruthlessness of capitalist produc-
tien shrouded in ideological recourse to ‘freedom’ (o invest, ‘individual® compe-
Lition for profit, and ‘cquality* before the law; or the fundamentally disharmonious
naturc of much family life, apparent harmony based on ‘male’ dominance and the
dualily of *he “public’ and ‘private’ domains (sce Barreut & Mclntosh, 1982); in
gencral Lo reveal the unwillingness of those in positions of power and privilege (o
understand, letalonc realise, the ideals they self-righteously mouth; and above all
lo reveal the interconnections belween these various spheres of socio-cultural
experience and strategic action.

But il cducators are to play such a constructively subversive role they must first
and feremost look inward to disccver the contradictions inherent in educational
thought and practice, 10 deconstruct the categories of their own practice Lo reveal
the currently destructive but petentially creative power of difference. It is
feminism s task Lo reveal and act on those conlradictions based in gender. The way
through to the transformation of our ‘male’ dominated socicty will only be found
through the praxis of a feminist critical practice. In concluding this review of the
interrelationships bewween gender, education and work 1wo issues need 1o be
highlighted.

First, subversive education involves nol only 'knowledge’ but the experience of
a transformed and reflexive practice. Schools must practice what they preach,
Second, a feminist cducation no matter how fervent will not generate social change
lowards a non-cxploitative or even less-ex ploitative practice unless it involves the
breaking down of the artificial barriers between family and schoot and school and
work. The institutional isolation of schooling contains its potential subversive
influence; creales a false sense of achicvement among teachers who think only in
terms of “school results’. Education is much more than formal schooling. It is a
lifelong e xperience. A feminist-inspired curriculum and teaching practice must link
up with a feminist-inspired practice at home and at *work”.




Technical and Vocational
Schooling: Education
or Work?

by Gary McCulloch

- The development of tcchnical and vocational sck - 'ing has been an important
' means of ecncouraging ‘cducation for work’, that is, onenting Lthe organisation and
curriculum of schools towards industrial and vocational nceds. However, there has
often been some tension in such policy iniliatives between addressing Lhe alleged
requirements of ‘work’ and mecting accepled or received ‘cducational’ crileria.
This tcnsion may be expressed in terms of control, as groups represenling
cducational and industrial intcrests compete for involvement and influence. Itis
: also likely to precipitate debate over the kind of curriculum appropriate for both
T types of concemn. Such tensions and problems have been clearly evident in policies
relaling to Lechnical schooling in the English context, and help o account for the
general lack of impact of suchschemes. We may assess these difficultics, and the
challenges Lhat they pose for the ‘city technology colleges’ now being promoted by
the British Government. first through an historical perspective on technical and vo-
- cational schooling intwenticth-century England, and then through detailcd scrutiny
of acurrent project - the Technical and Vocational Education Initiative (TVEI). In
general terms, the secondary technical schools of ihe 1940510 1960s provide us with
an cxample of an ‘cducation-based’ initiative in this vein: the TVEL on the other
hand may be characterised as *work-based’.

Secondary and Technical Education

Much eriticism has been voiced over the failure of English cducation to prepare
pupils more actively for the ‘world of work’. Education for work has been chicfly
associated with preparation for industrial jobs and skills which woukl impro.c
Britain's cconomic and industrial performance. But the academic tradditions of
English sccondary cducation in particular, it is said, have tended 1o neglect or
downgrade such preparation. The Duke of Edinburgh, 2 prominent advocate of
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reform, suggested in 1967 that the paticrm of cducation had been devcloped overa
periodd when a particular type of end-product had been required (c.g. the Colonial
administrator or the faxily business man) and when there had been litle or no
demand for the technologist. He asked how relevant was this out-dated structure to
those who wish 10 become technologists; the system of training crafismen and
technicians required rethinking. The Prince also gave an example of where British
cducational processes were lcading in industry: the British motor car fell down in
world markets becausc it lacked rational design - il was the product of the academic
approach.

Suchvicws becamc especially influcntial in the 1980s, when it became common
10 auribule Britain's long-lerm relative cconomic decline and conlem porary
indusirial problems to the characier of its cducation system. Thus David Young,
chairman of the Manpower Scrvices Commission (MSC), argued that “the whole
cducational system is slanted lowards academic and abstract standards and not
lowards pragmatic practical skills which arc so oficn necessary in the world of
work™ (1984a p.456). Historians increasingly cmphasised the social attiwdes
reflected in and reproduced by cducation in explaining Britain's low industrial
productivily. According to Correlli Barnett, for instance, “the genceral cthos and
thrust of British cducation are, if anything, hostile 10 industry and carcers in
industry” (1979 p.120; sce also Bamett, 1986).

Thestrength of the grammar school tradition in twenticth-century England gave
much weight Lo this general view. Statc grammar schools eswablished under the
Education Act of 1902 gencrally sought 19 imitate the liberal ideals of nincteenth-
century English public schools. They also placed a sirong emphasis on academic
achicvement. Only a small minority of the age-range reached the grammar school,
andthescin tum usnally went on to higher cducation and professional, commercial
or clerical carcers. If this was education for work, it was so in only a selective and
limiled sensc. After the 1944 Education Act, which introduced secondary education
forall, the gramrnar school remaine the chicfrouteto the professions. In the 1950s,
as the sociologist Olive Banks pointed out, the grammar schools, “cnjoying in any
case the reflected glory of their former esteem™, continued o provide “the chicf
avenuc, within the stale system of cducation, to occupations of the highest social
and cconomic standing” (Banks, 1955 p.7). They were still cffectively “the goose
which lays the golden cggs™ (Whitficld, 1957 p.18). From the 1960s, the grammar
schools were superseded by comprehensive schools designed for pupils of all
abilities and aptitudes. Despite this, as Stepiien Ball has remarked, “with a few
notable cxceplions, the expectations of parents, the demands of the examination
syslem and the increasingly critical attitude of successive governments have \ended
1o rcinforce an emphasis on internal sclection and differentiation among pupils”
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(Ball, 1984 pp.2-3: sce also Hargreaves, 1982}, Grammar school values, traditions
and curricula survived in the new setting of the comprehensives. Thus it seems no
exaggeration 1o arguc that the grammar school tradition has dominawcd English
secondary cducation throughout the present century.

Anysubstantial reformof tie curriculum and orientation of the grammitr school,
including a reorientation towards industrial and com mercial work as opposed 10
middle-class, black-coated professions, therefore tended to be regarded as a
betrayal of is liberal and academic values. As the secretary of the Norwood
comniillee on curriculum and examinations in secondary schools pointed out in
1941, “I don't sce how industry can be donc in the Grammar school, or full-lime
commerce without such changes in organisation and siaff as would desuoy its
‘grammar’ nature”, The alternative was to develop another kind of sccondary
eclucation in the shape of technical schools, designed to preparc pupils for skilled
trades and industry. But the protdiem here was that such preparation appearcd
decidedly inferior to the prospects offered by the grammar schools. Clive Griggs
has recently documented how the interest of the Trades Union Congress shifted in
theearlytwenticth-century towards providing authentic,as opposcd 1o sccond-best.
secondary cducation for the children of the workers: “Technical knowledge might
raise a worker 1o the rank of foreman but it was secondary cducation in the mould
sct by Robert Morant and A_J. Balfour [in 1902] which was more likely o provide
the social mobility nceded to join the ranks of the white coliared workers™ (1983
p.117). Thus a basic tension emerged between a need, widely perceived, 10 prepare
and train future workers in various skilled ficlds, and equally strong views on the
proper values, curricala and oricniation of secondary education. Technical educa-
tion, in short, looked mrore like ‘work’ than ‘cducation’.

In such circumstances it was bound to be difficult to reconcile ‘secondary” with
“technical’ education. The Bryce Reporton secondary cducation had argucd in 1895
that technical education should be regarded asa specics of the genus sccondary. but
this view appearcd unsustainable after 1902. 1t was not untit 1944 that a substantial
atiempt was made to develop *sccondary technical schools’ equal in stature 1o the
gram mar schools. This was based on theview upheld by the Norwood repartof 1943
that there were in reality three different types of pupils, who could best be catered
for through different kinds of sccondary school: grammar, technical and modern.
Charles Tennyson, chairman of the education committee of the Federation of
British Industrics, predicicd with considerable accuracy “that boys [sic] taking a
technical education would be likely to go on to the gencral commercial side of
industry, while those at grammar schools would tend to enter a profession™. In
practice, the grammar schools almost completely overshadowed the newer tec hni-
cal schools. By 1955 there were still only 300 secondary technical schools, with 4.4
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per cent of the 1otal number of state secondary school pupils enrolled.

The most common response lothis situalion was for secondary technical schools
10 iry to become respectable in educational terms, by emphasising their compati-
bility with liberal and academic ideals even at the expense of their ostensible
relationship with industry and work. It was suggested thal the truc conceptlion of a
sccondary technical school was “that of a selective school which is in no way
tnferior Lo the grammar school in quality of staff and buildings, age of recruitment,
freedom 1o attract children of the highest iniclligence, intellectual demands,
standards of work, including capacity to prepare for GCE [General Certificate of
Education] and advanced level courses, and the breadth of its vision and humanity”,
The Association of Heads of Secondary Technical Schools took pains 1o stress that
“the secondary technical school provides a type of education which is satisf ying to
its pupils because of the purposeful nature of the courses followed and the
harmonious blending of the academic, the practicat, the moral and the acsthetic”.
Thus there was often some dilution of the work-oriented rationale of the technical
schools in an cffort (o imitate the rhetoric and values of the grammar schools.

Sucheffortscould attimes be painfully obvious, and led 10 someconflictamong
the schools themselves. Thus for example when the Head of a certain technical
school “paused outside a school workshop, saying: “Not plumbing - non-ferrous
metal work. We tcach ihem why -not how™, another Head complained indignantly
that “We suffer too much today, and particularly in the sccondary technical schools,
from individuals who, unawarc of the significance of their work, spend much of
their ime apologising for the fact that their school is not a grammar school and
trying 1o put an academic veneer 6n what is in itself a thoroughly culiural cffort
giving an expericnce of values which no ‘academic’ education can equal”. The
secondary technical schools werc generally somewhat incoherent and unclear about
their precise role, and this hampered their attempts to gain wider attention and
respect {(see McCulloch, 1984, 1985 and 1986 for full references to quotcs here and
clsewhere in this chapter). The most important and best publicised effort to
publicise a distinctive ‘secondary technical’ philosophy, however, asserted their
cducational as opposed to their work-related value. This was the Crowther Report
on the education of boys and girls from fifteen to cighteen ycars of age, published
in 1959. Geoffrey Crowther himself, chairman of the committee which produced
the report for the Ministry of Education, was anxious o enhance the educational
aspect of such schools; as he emphasised for the bencfit of his commitiee members
in 1957, thc key need was that "the whole of this area should be gradually
transformed from being primarily designed to meet industry’s nceds {with some
education thrown in) tc being primarily designed toc ontinuc ihe educalion of a large
slice of the nation’s boys and girls (without destroying the usefulness to industry of
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the presentsystem)”, This was force fully expressed in Chapter 350f(the final Report
as “The Aliernative Road’. Notall pupils, it suggested, were attracied or motivated
by “the academic tradition which inspircs and is cmbodicd in our grammar schools
and universitics”. Some should therefore be cncouraged to henefit from an
alternative, more “practical”” route; but this route should be marked not by “narrow
vocational interest””, but rather by a “broad scicntific curiosity™. The cinphasis was
thercfore upon respectability in cducational terns, which meant eschewing dircctly
vocational curricula, instead of focusing upon active preparation or specialisation
for the various spheres of work (McCulloch, 1984).

Interms of curriculum and control, * educational” interes:s and criteria generally
dominated policy in relation 1o the secondary technical schools. They were state
schools, arganised by their local cducation authority (LEA), responsible 1o the
minister of education. They failed 10 cstablish themselves cither as a repulable
alternative form of education or as an cffcctive training-ground for the world of
work: and during the 1960s the cxperiment was abandoned.

The TVEI

The Technical and Vocational Education Initiative was cstablished at the cnd of
1982 specifically to resolve the probleins that the secondary tcchnical schools had
faced, in the interests of industry and cnterprise. Itprovediobea contentious policy

initiative because it challenged cducational control, criteria and traditions; indeed,
industrial and employment interests were much more strongly represented in the
new project.

‘Education for work” was the keytheme inthesel(-styled Great Debate launched
by James Callaghan as prime minisicr in October 1976, A consuliative paper
publishcd by the Depariment ol Ed ucation and Scicnce the lollowing year acknowl-
cdged the widely held view that “the cducational sysiem was out of touch with the
fundamental nced for Britain tosurviveeconomically ina highly competitive world
through the elficiency of its industry and cemmerce”. Especially after the election
ol a Conservative government under Mrs Margarct Thatcher in 1979, this came 10
fepresent an important arca requiring urgent reform. At the level of sccondary
cducation, the problem appeared 1o be as greal as ever despite the cclipse of the
prammar schools and the widespread adoption of comprehensives. The sccondlary
technical schools had also succumbed to the advance of the comprehensives inthe
1960s. According 1o David Young, “in the drive towards comprchensives the
echnical and vocational end of education somehow got lost™ (1984b p.426). hwas
he inidzed who came to spearhcad a new initiative intended to succeed where the
secondary echnical schools had failed.
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In November 1982, the prinic minister announced the launchofa pilotscheme
fer fourteen to eighteen year-olds in sclected schools that would be known as the
TVEL This was to prove a highly controversial development. Dispule arose because
the TVEIappearcd 10 threaten established *educational’ criteriaand vabues in away
that the secondary technical schools had never done. Indeed, whercas the earlier
initiative had been firmly controlled by the education service, the TVEI was from
its inceplion a creation of employment interests. It was 10 be administered by the
Manpower Services Commission, a body established in 1973 and responsible tothe
Department of Employment. The Department of Education and Scicnce and the
LEAs had little influence on its initial character {Dale, 1985; McCulloch, 1986;
Gleeson, 1987).ThusYoung,aschairmanoftheMSC,wasabIclogivclhc initiative
a strongly work-based rationale. “Next summer”, he noted, “nearly half a million
school-leavers will be coming on (o the labour market, and every vear that passcs
brings siill morc young people unprepared for the world of work on 10 the job
market”. Butthe TVEIcould changeallthis: “By the timciheylcave,our youngsicrs
will be highly employable™.

Over the next years the TVEI was consolidaied and cxpanded as a national
project. 11 1983 the TVEI steering group cstablished broad criteria, and sclected
fouricen LEAs to run pilot projects. In 1984 and 1985 further projects were
launched, and in July 1986 it was announced that the TVEI would be extended into
a national scheme, part of the curriculum of alf schools, fromt the autumn term of
1987. According to this policy staiement, entitled Working Together - Education
and Training,“Children go to school so that they can develop their talents, become
responsible cilizens and be prepared for work - for others and on theirown account.
The schools - and, for some, the colleges and universitics - have the task of laying
the foundations for effective learning and training 1hroughout life”. Within this
context "the main purpose of the initiative has been 10 1est methods of organising
and managing the education of 14-18 year-olds across the ability range (o improve
the provision of technical and vocational education in a way which will widen and
enrich the curriculum and prepare young people for adult and working life”. This
conformed with MSC's aims for the TVEI, that it would encourage more young
people 10 scck and achicve “the qualifications/skills which will be of direct value
10 them at work™. Young himsc1f was clevated in spectacular fashion in September
1984, becoming Lord Young of Graffham and Head of the prime minister’s
Enterprise Unit. He was soon 10 become secretary of state for employment, and
continued 1o pursuc his belief that although "the purpose of school is not just to
prepare you for work it should be a help and not a hindrance” (1984a p.453).
Meanwhile the new chairman of the MSC, Bryan Nicholson, was optimistic that the
influence of the TYEI would soon pervade Lhe education system as a whole,
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The sponsors of the TVEI were s00n using more reassuring language Lo ensure
wider acceptability and the consolidation of the policy. Young himself could
suggest, for cxample, thatalthough the TV El would give young people ‘employable
skills’, this was not what it was "essentially concemed’to do: “TVEI is about
cducating people, about broadening the curriculum to give them now subjects to
which 10 relate™ (1984a p.457). It would have been mollifying also to see, as onc
critic noted, that “TVEI has proved 1o be very varicd - so varicd that thereisno such
thing as a TVEI stereotype™ (Maclure, 1985). Even so, the MSC's controt of the
venture siitl scemed to cnsure 2n essentially work-oricnicd and employment-based
devclopment. For this reason it aroused much hostility and resentment from
cducational groups and interesis, despite the fact that it representcd amajor national
investment incurriculum development. It was quickly labelled ‘Norm's Academy’,
after the then sccretary of state for cmployment, Norman Tebbit. Yonng, it
appearcd, was “the polished bogeyman of the education world”, because he
“personificd the attempted takeover of the classroom by the training world”, (TES,

1984). Such opposition was well expressed by Maurice Holt, a principal lecturer in
curriculum studics, who has complained of an *industry-led view of the purposc of
schooling” in which “*working life” is to determine both the knowledge and the
‘personal skills” addressed by the school curriculum™ (1987 p.61). According Lo
Holt, “givenits direct connecuion, throughthe MSC, witha govemment commitied
10 radical right-wing dogma, one would have 10 be remarkably purblind not 1o sc¢
TVEl as a very serious, if not fatal, threatto a tradition of liberal education that has
survived two world warsand the narrowness of the gram mar-school ¢ urriculum, but
may not yet survive the market-cconomy technocrats of the 1980s” (Holt, 1987
pp.81-82" For such critics, the TVEI was symptomatic of a 'ncw vecationalism’
that disrcyarded the needs of education in favour of those of work and the economy
(scc Bates, 1985; Dale, 1985). Thosc concernéd to defend the comprchensive
schools and the idea of thc common curriculum against what they sec as a
politically-motivaicd attack, were especially critical of the TVEI's ambitions. The
general secretary of the Trades Union Congress insisted that the initiative should
“ensure that vocational preparation docs not mean early specialisation and narrow-
ing of study options”. The Labour Party, in the words of its shadow minister Giles
Radice, also sought to foster “a more gencrous, less narrowly 'vocational’ vision
ofcducation than the Torics”. Such doubts and opposition maie the TVEL howevcr
well resourced and managed, politically vulncrable in the longer teim.

Thus. if the secondary technical schools had tended o cmphasise their ‘educa-
tional® basis, the TVE] gencerally stressed ils work-oricnted character. The secon-
dary technical schools’™ atlempt 10 achieve cducational respectability failed to
convince: the TVEL's morc radical, cmployment-based approach threatened to
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confirm the suspicions of educators regarding the unscund, potentially aljen
tendencics of technical and vocational schooling.

Towards the City Technology College

ln the wake of the TVE] exercise, the new secretary of state for education, Keancth
Baker, announced 10 the Conservative Party annual conference in 1986 plans 10
develop “city technology colleges’ (CTCs) for pupils from cleven to cighteen years
of age, in collaboration with local industries. These, it appeared, would be akin to
the carlier secondary technical schools in that they would be scparal¢ institutions
with the status of secondary schools, but they would be administered by local
industrial and business interests independent of the education service. The now
familiar tension between “education’ and ‘work’ scems likely 1o affect the new
enterprise. Critics were quick 1o note that the new proposals “look like a throw-back
10 the technical schools of the 19505”, and “certainly toll the knell for many 2
shrinking inner city comprehensive maintaining a sixth form”. But onc ‘grain of
comfort’ for such obscrvers was that the DES rather than the MSC arc running the
scheme. lis success may well depend on the extent to which it is able o establish
and reconcile both educational and work-based criteria and objectives. The control
and the curricula of the CTCs will be subject 10 intcnse scrutiny. If they are to be
effective in promoting education for work, they will surely nced to stcer a path
between the educational Scylla of the secondary tcchnical schools and the voca-
tional Charybdis of the TVEI.




Leisure, Work and

Education
by Harold Entwistle

Leisure apnd Employment

One assumption which has grown out of post-industrial technological innovation
is that it will greatly expand the sparc time available to most workers. Indeed, it is
often assumed that the shift towards automated, labour saving technologics has put
us on the threshold of a Gotden Age of Leisure. If diminishing opportunities for
cmployment scem 10 be an incvilable consequence of the kind of technological
innovation characteristic of the post-industrial socicty, it secms only rational to
assume that work could be spread more thinly amongst thosc in the labour market,
making for aradical reduction in the working day or the working week; or, perhaps,
there is the possibility of longer vacations, cven ‘sabbatical’ leaves for industrial
workers.

However, it is only by thinking about work and lcisure in an economic and
political vacuum that it is possible to conclude that opportunities for leisurc will
increase as a consequence of automation. If we ignore political and €CONOmic
constraints it docs appear axiomatic that if the application of new industrial
technologics should spell redundancy for large numbers of workers, this ought also
to lead 1o reorganisation of the work force so that everyonc benefits from the
dramatically increased productivity which is implicit in the new industrial tech-
niques. Unfortunately for this analysis, *Westem' socictics are rooted in free
enterprise, capitalist cconomics in which (asa matter of fact - this point is not made
polemically) p.oduction is for the sakcof profitand not primarily for the satisfaction
ofhuman nceds. Nodoub, satisfying human needsand wantsisoften also profitable
(in making a profit the baker, the shoc and clothing manufacturer, the builder, the
show business entreprencur are all mecting human needs and aspirations), but if
salisfying a particular nced is not profiiable, it remains unfulfilled in a free
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calerprise capitalist socicly. People are in business 1o make profits; they are not, on
the whole, philanthropists, This is, essentially, why we deve lop mixed cconomies:
the rationale for developing the public sector is that there are human needs (inthe
arcas of cducation, health, ete.) which would not be addressed in any ccononiy
which is primarily fuclled by the profit motive. Indeed, a major juslification of
socialism hinges on the notion that the quality of life depends upon the public
financing of goods and services, the univarsal provision of which privatc industry
would not find profitable. Even scicatific rescarch is decrcasingly devored (o
projects concerncd with the climinalion of poverty and disease or raising the
standard of life: the main purposc of rescarch and innovation is to counteract the
tendency of the rate of profit to fall and 1 create new opportunitics for profilable
invcsiment,

The reason for insisting that incapitalist cconomies the profit motive ulimately
overrides human need, is that the worker’s need for more spare time {or, when
threatened with redundancy, his or her nced for a job) is not a “service’ which
induslry can provide consisicatly with the pursuit of profit. The fundamental
weakness of the view that with the intensification of automation, vastly increased
‘leisure’ is an inunincnt probabil® +, is that it can bear litlle relationship to the facts
of lifc in capitalist cconomics. Lnder capitalism, labour-saving innovations arc
made 1o reducc costs and increase profitability, not benevolently 1o create Ieisure
for workers. As the inanaging director of Standard Motors once putit: "“We are not
installing £4 millions worth of cquipment in order to employ the same nuinber of
men. We can’t carry people for fun’. Given this kind of cconomic imperative, tech-
nologically induced ‘leisure’ hecomes merely acuphemism for unemployment. For
however produclive an cconomy may be, potentially, from a technological point of
vicw, so faras technological innovation requires a significant reduction in the work
force it opcerates 1o reduce cffective demand for goods and services. Unless
compcensating opportunitics for work are created in other private or public enter-
prises, the only way we have of financing miass *leisure” is through the dolc, welfare
benefits or pensions. For workers, technologically induced redundancy is not an
invitation to leisure so much as an imperative towards their finding other jobs
elsewhere inindustry or inthe public scctor of the cconomy. Hence (thisconstitutes
a further reason for assessing the work-leisure relationship in terms of particular
cconontic and political systems) structural redundancy in a capitalist socicty also
createsthe problem of maintaining a satisfactory level of cconomic activity through
its effect on demand for goods and services, In a markel cconomy, pcople have 1o
be in receipt of income in order to keep industry in business. Yet the rhetoric of
futurism ofien seems predicated upon the assumption that an increased capacily 1o
supply goods and services aulomatically generates its own effective deman.
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Aswell as in qualitative terms of how many jobs are available and how much
lcisure time workers can expect Lo have in an automaied cconomy, in qualitative
terms also, the future of Ieisurc isinseparable from thequality of work. Onccommon
assumption aboul the relationship between work and lcisvie is that leisure can
compensate foralienation at work. Indeed education for leisure isapt tobe proposcd
onbehalf of those whose work appearsio be routine and nrindless. To the exient that
such people might experience a reduction of the time spent at work, it is thought
desirable 1o ensure that their spare time is filled profitably and creatively. The
assumption is that Lhe average man lacks the personal culiural resources towards
that end. Advocacy of education for lcisure (ends 1o focus upon the nced for
initiation into a variety of pursuits, usualty of a ‘play” or *recreational’ nature. No
doubt there is often a genuine concern that the quality of a person’s life should be
enriched inthisway. Butonc critic of whathave been called *professional leisurists’
secs the emphasis upon developing 'leisure industrics’ and 'leisure training” as a
modem version of the nincteenth century’s concern for ‘gentling the masses'”:
Jeisure is 10 be the new apium of the people. As Parkin puts it, in a modemn socicly
subtle ways are found of ‘ensuring social disciplinc and conformily by cntrusting
this task 1o the welfare professions in their capacity of moral entreprencurs’ {Parkin,
1979 p. 18). Onc apologist for ‘professional leisurists’ has argued: *Since the
average citizenis unable to inventnew uses forhis Icisure,a professional clite shares
ahcavy responsibility for discovering criteria for ways of cmploying leisurc and
crcating enthusiasm for common cnds within the moral ends of the community’
(Quotcd by Parker 1971 pp. 128-129). As Parker observes, this point of vicw 5 not
only clitist: the notion of ‘moral ends of the community’ also implics ‘that only
certain kinds of leisure are to be promoted and that they arc inicnded asa mcans of
social control” (Parker, loc. cit.). there is also an implication of change for the sake
of change in thecriticisim that theaverage person is incapableof invenling ‘new uses
for his or her leisure’. This presumes, without explanation, that ofd uscs for leisure
arc somchow inadequale.

It may be. of course, that the way in which many people in our socicty occupy
their spare time leaves much to be desired from the perspective of whal constitutes
an educated life. A conclusion of this kind necessarily involves value judgements
about the kinds of activities which are considered worthwhile componcnls of the
gxd Life. Andalthough thesc judgements whichare madcaboutotherpeople’slives
arc apt 1o be dismisscd as clitist or paternalistic, they arc inescapable for social
reformersand, especially, for educationists. In one form or another, the judgement
that most people make less than the Lest use of their sparc time is commonplace
amongst scholars and intellectuals. Sociologists and historians from Engels down
10 the present day (often actively involved in the working class movement) have
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poiated 1o the deleterious effect of industrialism upon popular culture, and (0 (he
teadency of the working class 1o search for irrational, escapist solulions to the
prablems of life. However, in correlating the prevalence of mechanical, escapist,
soul destroying sparc time preoccupations with the existence of a particular kind of
industrial and cconomic organisation, these sympathetic critics of the quality of
much aclivily spent outside the workplace are also pointing to the unreality of the
compensatery conception of education for leisure; the assumption that you can
redeem people from the dehumanising cffects of their work by teaching themn how
Lo make constructive and profitable yse of their spare time. For there is an air of
unreality aboutanotion of education for cisure which assuines that you can cducate
a person whose work s rivial and repetitive away from the pursuit of wrivial,
mechanical, spare Lime activitics and lowards those which arc intellectually and
acsthetically demanding. A nunber of modern industrial sociologists have con-
cluded that the relationship between work and Ieisure has (o be one of correspon-
dence. As W.E. Moore hasput it: ‘leisure isa problem where work is a problem and
probably proportionately. The “constructive” use of Ieisure is likely 1o depend in
considcrable measure on Lhe constructive definitionof jobs'. Life-styles, that is, are
a package of essentially sympathetic activities, at work, at play, domestically,
politically and culturally.

This conclusion opens the way towards a conception of Ieisure richer than one
which conceives it merely as 4 vacuum which remains 10 be filled when the
cconomic imperalive (o cam a living has been accommodated, and which poses the
problem of education for Ieisure as one of helping people *to fill their leisure hours'
conscquent upon a reduction of working hours or ¢ven ‘the enforced leisure of
uncinployment’ 1t is more fruitful to conceive of Ieisure as itsclf a way or'life, a
manncr of conducting all life’svarious activilies. Itismisiakentoconceive of work,
play and recreation, homelife. political activity and social service as discontinuous.
Work, especiaily,cannot beciccumscribed from the restof life. Whether or not work
provides inlrinsic salisfactions it tends 1o determine one’s style of living. Work
frequently determines the character of our personal relationships, our friendships
and, hence, the quality and pattern of recreational aclivity. Itmay be the mainspring
of our aclivity ascitizens, determining whether and how we perform social service,
as wellas ourpolitical allegiances. To change one’s work isoflen also Lo alterone's
enlirc pattern of life.

This conctusion that work is integral (o life and, especially, (o Ieisure is shared
by diverse intcllectual, religious, political and popular traditions within Western
civilisation. Variously, work is regarded as an opportunity for worship and for
sharing with God the Worker the task of creating and rencwing the universe; as the
essentially human activily which distinguishes Him from the beasts, as the raison
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o' é1re of social organisation; as the mainspring of human culture, especially of the
arls {Entwistle 1970, Ch. 2). The educational implications of this assumption that
work is the central life activity, since a civilisation is the creation of human work,
are most rigorously pursued in the principle of polytechnical cducation, the theory
and practice of cducation in Marxist states. Dewcey's educational theory and the
Project Mcthod which he inspired are also rooted in the assumplion he sharcd with
Marx that what brings people together in a communily is the organisation of
different econoimic tasks 10 minister 10 human welfare. The eclebration of work by
different cultural traditions is paralleled by the common and widespread fear of
uncmployment. This is not simply a (ear of cconomic deprivation which could be
overcome by gencrous welfare handouts. As Lord Beveridge put it in his classic
report, Full Employmeni in a Free Society: *idleness is not the same as want, but
ascparatc evil, which nien do not cscape by having an income. They mustalso have
the chance of rendering useful service and lecling that they are doing so’. Nor is it
oniy a matter of enabling a person (o contribute towards the common gaod.
Especially in the kind of socicty where a good deal of political power is exercised
through the major economic institutions of both capital and labour, those cut off
from these institutions are also politically impotent. Some politicians and media
pundits, as well as some cducationists, have concluded that pcople will have to
accept the fact of prolonged, even lifelong, uncmployment and there is even talk
in “official’ circles of education for unemployinent. One is at a foss to understand
what this last could possibly mean, but it is inconecivable that educationists should
cven contemplate this notion. What the bland insisience that people can be
persuaded to acceptunemployment asinevitable leaves outof accountisits political
implications. According to what principles do we sclect those who arc tobe denicd
cmployment, not only as a source of political power, but also as the only means {0
an cconomic existence beyond mere levelsof subsistence? The prevailing political
and moral climate remains onc where social insurance payments have to bekept so
low that they are not a disincentive to work. Those fortunate cnough (o remain in
employment will need considerable persuasionto agree 1o the diversionof revenues
from taxation towards welfare benefits capable of sustaining cven a moderaizly
affluent standard of living for the unemployed.

The conclusion that lcisure is linked closcly 1o work and, indeed, that tuasure is
most profitably conceived as a way of life compounded of a varicty of sympathelic
lifc activitics isunderlined by the notion of a lcisurcd class. Historically the lcisured
class was nol a social group without the obligation to work, dedicated 1o idleness
and the mere pursuit of pleasure. The leisured class pursued what Veblen called
‘honourable cmployments’, as landowncrs managing their own estalcs, for cx-
ample, thus providing emiployment for others, as well as govemment and the
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administration of justice at various levels in the State (Entwistle 1978, Ch. 6). The
leisured class was also the ruling class. Its work was in government and in the
management of a rural economy, functions that have economic significance, But
although in ane sense leisured class employments were obligatory (its continued
privilegesdepending on the provision of good governmentand work for others), the
essence of its leisure consisted in the freedom with which it could pursue it
distinctive work. Freedom or flexibility about how and when work can be done is
the essence of leisure.

For Marx too freedom was a necessary condition of the worker'’s detivery from
alicnation, and itis interesting that his bricf description of the ideal working life in
a Communist socicly should evoke the lifestyle of the Teisured class:

In Communist socicty, where nobody has one exclusive sphere of activity but
cach can become accomplished in any branch he wishes, production as a whole
isregulated by society, thus making it possible for me 1o do one thing today and
apother lomorrow, 1o hunt in the moming, fish in the aftemoon, rear caule in
the evening, criticise after dinner, in accordance with my inclination, without
ever becoming humer, fisherman, shepherd or critic.

ldyllic and redoelent of upper class life as this is, it has been taken as a point of
departure for modern refleetion upon the ways and meansof improving the guality
of working life and, hence, of the qualily of leisurce. Dahrendorf has asked, why not
‘collect people’s taxes in the morning and repair their cars in thé afternoon,
assemble (elevision sets in the morning and go to polyteehnic in the afiernoon?’
(Dahrendorf 1975 p. 76). This notion of redecming workers front the alienating
effectsof industrial specialisation by sharing socicty’ s work sothateveryone cnjoys
creative tasks and suffers the unpleasant chores would require an entirely novel
mode of economic and industrial organisation and, so far as this kind of flexibility
could be a possible outcome of technological innovation, it posits a need for
political education asa necessary componesit of vocational education, This is to say
thal workers and citizens need 10 learn the dynamics of post-industrial cconomics
and the structural (cconomic and political) changes which they must influence if
they are to share the benefits of technological innovations.

Hence, vocational cducation must be conccived more widely than in its
pejorative identification with technical raining for manual occupations, Even in
that context, as in historical examples of apprenliceship, there was a moral
dimension to the training of craftsmen. As well as the *mystery’ of his craft, the
apprentice was expeeted to acquire a cultural orientation in which acceptance of
ntoral and social responsibility towards the client, the community and the fratcrnity
of one’s craft was of major importance, Also, to the craftisman the notion of “a job
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welldone’ hadacsthetic overtones: especially, the acsthetic dimension was implicit
in the creation of art forms associated with these cconomic communilies, particu-
larly dramaand music. And prior (o the intensification of industrial disciplinc which
resulied from collecting craftsmen into factorics, the work patierns of industrial
artisans shared some of those characteristics of *leisure in work” (cspecially in
relation o liming) that we have suggested are the prerogatives of a leisured class.

Thus, 1o have a vocation in its traditional sense is 1o do a job in acultural context
reguiring an appreciation of the close conncclion between lechnical skill, personal
(aste, citizenship, moralily and, perhaps, religion. In this sensc, vocational cduca-
tion requires technical and professional training, but also political, acsthetic and
moral education. It is this necessary reference to other cultural dimensions, as weil
as 10 the individual's capacity foracquiring “technical’ skills, which canensure that
vocational cducation becomes a liberating cxperience. A liberal education is one
which frees the learner from whatever constraints might hinder his or her develop-
ment as a person. And if our conclusion that future problems of work and leisurc
arc likely 1o be asmuch amatterof political organisation and of the choices we make
aboul what constitutes ‘the good life’ (including the obligation 1o make that
available to as many as possible of our fellow men and women) as Lthey are of the
commercial and industrial management of technological innovation, then political
and moral education are inescapable components of vocational cducation and
education for leisure.

No doubt all this points, conservatively, to somcthing like the traditional,
humanistic, liberal curriculym, suitably modernised o encompass new forms of
knowledge and properly concretised to speak to a variety of student interests,
talents, aspirations and nceds. But as is often the case in periods of normative
confusion, a return 1o cducationat first principles may be the most appropriate way
of finding our way out of current social dilemmas and of cstablishing Signpos!s
towards ways of harmessing technological innovation for the humanisation of work
and leisure.
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Social and Technological
Change

Diversity or Commonality in

Post-School Education
by Douglas Weir

This paper concentrates on the educational needs of those beyond the minimum
school leaving age but outside the higher education sector. The group under review
in Britain therefore comprises young peoplein the post-compulsory years of school,
those in further education, those in the Youth Training Scheme, those in employ-
mentwith associated education and (raining, and those uncmployed but with access
1o cducation through the so-called ‘21 hours rule’ and other devices.

That group is the target population for the new curricular prescription called
vocational preparation, a group for whom a large fund of new resources has been
created, partly in order 1o disguise the orue extent of unemployment (nearer five
miltion than threc million) and partly 1o demonsirate the accuracy of facile
equations devcloped by the government such as: more vocationally relevant
cducation = more skilled manpower = morc take-up of labour by industry = more
competitive production = more wealth = reduction in unemployment and/or its
clfects.

In determining what should be the major elements of vocational preparation
there is such a varicty of alternative prescriptions that it is not yet possible to see
how vocational preparation contribuies to coping with social and technological
change. For example:

(a) Is vocational preparation par of the curriculum for all, or is it for
those below the group who can oblain higher education places?

(b) Is vocational preparation primarily training, with an cmphasis on job
skills, or primarily cducation with an ¢mphasis on personal effective-
ness?

(¢) Does vocational preparation concentrate on the direct applications
ol information technology such as keyboarding, programming, systems
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analysis, or on the indirect applications such as cooperation, flexibility,
problem-soiving, greater participation in the community?

(&) Should vocaltional preparation take (he view that since social and
technological changes affect or witl affect all of us then every young
person should be prepared now; or should it take the vicw that these
changes will have a different effect, both in time and place, and that
therefore we should be prepared for change only when there are
particular effects relevant to us as individuals?

While the choicesare not as stark as the questions suggest, itis vital totake a view
now on the needs of young people, and determing the priority tasks.

On the matter of ‘who is the curricutum for?', we have seen for 100 long a
divisionin curric ular structure where value judgements have been made o the effect
that there is a category called academically able young people who require 10 be
stretched in preparation for higher education. They do not require vocational
education since they will not ‘ work’ and they do not require social cducation since
theirown ability, extra-curricular provision, and support from the home will ke
care of that need. The converse value judgement is to the effect that there are less-
able young people who cannot achieve sufficient cognitive mastery for university,
who do not partake of extra-curricular provision and who lack hoine support. For
them, a socialcurriculum is required. Andsince they willbe workers orunemployed
in preparation for work, a vocational curriculum is also required.

These value judgements have resulted in the low status of social and vocational
studies in schools and colleges, in the low status ascribed to professionals such as
engineers, and the oft-quoted path 10 leadership in industry and commerce which
is open lo accountants and lawyers more ofien than to engincers and scicntists.
These phenomena and others are directly associated, by some writers, with the
relative economic standings of Britain and the Federal Republic of Germany.

If social and technological change will require us 1o reverse the status position
of the academic and vocational curricula, or at feast to bring them into balance, then
the priority would seem to be vocational preparation for all. That in tum would
require adifferent balance to teacher education, both in content and methods, and
a re-cxamination of the entry requirements to higher education since, without these
two changes, it would be unreasonable 10 expect parents 10 invest in vocational
preparation.

On the matter of whether vocational preparation is primarily concemed withthe
manual and associated intellectual skills which have dominated the further educa-
tion curriculum, or the social and emotional skills which have dominated commu-
nity education, there is clear evidence of conflict at present
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Taking ashon-term view suggeststhal young people who lcave school atthe age
of 16 arc primarily motivated by the desire toenter full-time employmentor raining
which lead sto some specific range of eccupations. That view demandsa curricuiom
in post-school education which isat best job-specificorat worst, occupation-family
specific, and which appcals (0 young people because it allows practice in skills
which they see cxisting in the present labour markel.

The trouble with the shorl-term is thal it lcads to a backlash from the young
people involved and Lo 2 backwash extending Lo younger people who might be
considening the same curriculum. These effects occur because al the end of the
specific, job-oricnted course it is realised that the jobs which have been aimed for
arc nol available 1 most of the learners and, further, by concentrating on a narrow
rangc of jobs, the leaming or training has effectively closed off other entry points
Lo the labour markel.

A furtherelement whicheniers into the short-lerm view is Lhe political pressure
from governmenl to be seen to be doing something about jobs. In their view Lhat
means distorting the curriculum towards jobs (which in cffect do not exist) and
towards the visible, i.c. practical, aspects of ecmpioyable skilis.

The longer-lerm vicw, on the other hand, tries to distinguish between young
personwants and young person needs. L iswilling Lo Lake the risk of having an initial
lack of motivation in young people by facing them with a curricelum which does
not promisc a face-value correspondence between the leamning and present jobs.

The longer-term view derives from speculalion about the fulure shape of socicly
and the cconomy. Thal speculation leads 1o a number of ¢onclusions such as:

- full-time employment will continue 10 (Tuctuate at between 80% and 90% of
those available for work '

- information technology will, al worst, aggravate the unemployment trends
and, alt best, provide more opportunitics for pcople 10 take a larger part in their
socicty, both in its decision-making and in its social scrvices aspect

- those who are cmployed will find the content of their jobs changing regularly

- employment patlerns will be characterised by frequent job-changing

Outof allof these, a picture is created of the need to create a curriculum which
enhances those skills of decision-imaking, Mexibilily, and problem-solving which
some new society requires rather than a curriculum which enhances the narrow
range of practical and personal skills associated with conventional job-holding.

Thealicrnative curriculumn which one view of vocational preparation permits is
nol incompatible with the desires of government. Like all good vocational
preparation il will be experience-based and practical, it will be open to all young
people and it should, in the long run, creale more jobs. The present sysiem of
vocational education and training creales shorlages and surpluses of labour by
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rying to match training capacity 1o manpower needs (an impossible task), or by
training forstock. The altemnative system would break free of that morass by training
for adaptability and transfer so thal, as new manpower needs emerged, there were
always peoplc available with the disposition and capability to be trained for these
new needs.

That linc of argument then throws light on how we should approach the
challenge of information technology. Any training approach to soCial and techno-
logical change is always cmbarrassed when the demands of the labour market
change faster than the training system can cope, ¢ither in producing personnel or
in utilising equipment. That potential cmbarrassment is all the greater in asituation
such asinformation technology where we have gone from first-gencration tofourth-
gencratior hardware in the twinkling of an cye.

The task of vocational preparation therefore is to identify the underlying skills
in using information technology and to separate these from the skills which are
peculiar to this year's equipment or applications. It is important to identify the
dangers in over-specialising in information technology. Some of the dangers have
alrcady come to pass in schools and colleges where computers and associated
hardwarc are seen in onc of iwo ways - a means of training compuicr specialists or
ameans of increasing the cagnilive mastery in subject arcas such as mathematics,
physics, geography, eic. Each of these applications ignores two further and more
important applications - information technology as a means of facilitating social
skills such as discussion and problem-solving, and as a means of helping young
people grasp the relationship between technological change and social change in
the workplace.

In the case of information technology as an aid to the development of social
skills, care must be taken 1o link this with a continuing concern for the mainicnance
of good relationships within family groups and social groups. An ¢xtreme version
of information technology would give priority toeach of ussiiting inisolation facing
ascreen and interacting with it, rather than using the person-machine interaction as
a method of developing social skills for quick transfer 1o the interpersonal
interaction of social and family life, In the casc of information technology as a force
for change in the workplace, its successful implementation does not require that all
workers necessarily understand the technical working of their data source or
machine 100, but it does require that workers are prepared for the changes in the
way they work, the way they relate to fellow workers, their need to control the
machines rather than vice versa.

While therefore it is heartening to sce vocational preparation schemes such as
YTS include topics like ‘computer literacy” in the common core studics, it is
discouraging o see teachers, lecturers and supervisors translate this into *here is

127




130

how the compuler works’. Of much greater importance is 10 use the experience of
working with information technology and its applications 1o help people refiect on
and adapt 10 its implications and opportunitics for themselves as people.
The discussion so far Icads to the key question of how far vocational preparation
shouldassume a uniform spread of social and technological change acrossasocicly.
If we do make this assumption then clearly sigmificant investment is required in
national programmes designed to heighten awareness and speed up the develop-
ment of expertisc amongst all citizens. That secms to be what is intended by
government bodies with an interest in pronioting change. Their case seems 1o be
founded on a premise about the impact across the country of pervasive media like
tclevision and its spin-offs, or an international cconomy, based on inter-dependent
national economies.
Reality is somewhat diffcrent. Despite television and other unifying factors,
some parts of countrics are stubbornly different from other parts of countries.
Despite ‘acomputer in every school” many young people will not be introduced to
that tool of information technology. Despite ‘the car built by robots’ many jobs are
barcly affected by technological change.
If we have learned onc thing from further education since the war, it is that
‘training for stock’ is a waste of time when the time between training and
employment is long and when the training concentraies on specialist occupational
skills rather than broader vocational skills. While retraining followed by a six
months gap before the chance comes 1o use the new skills is tolerable, training onc
17-ycar-old in speciaiist skills which he or she cannot use for four or five years, if
| ever, isnotacceptble. The same lesson must, therefore, be learned from the current
rush to impart information technology skills to everyonc.
The solution rests on a carcful diagnosis of the impact of change, possibly
categorising it as follows:

(a) Most people will be faced with ‘change X'
(b) Many people will be faced with *change X’
(c) Few people will be faced with ‘change X

and then proceeding to work out the knock-on cffects of particular changes so that
we can establish howachange which directly affects a few people, nevertheless has
a conscquential impact on the lives of most others.

Such a diagnosis would produce a-vocational preparation cusriculum with a
smallcorcofchange clemenis which everyone needstobe exposed toand two major
branches representing direct impact and indirect impact respectively, with connece-
tions made between the two. For example, my children may be into a particular
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lechnology but require 10 be reminded of the effect that thatoverwhelming interest
could have on our survival as a family, while my concem for the maintenance of
the family should be flexible cnough o accommodate the introduction 1o onr home
of any particular technology.

That at kast brings us (o the resolution of the distinction between diversity and
commonality in post-school education. Il we continue 1o practse diversity of
provision to the exient we have during this century, and even since Lhe introduction
of comprehiensive schooling, we will exacerbate the social, political, racial and
geographic tensions which exist in socictics. If, on the other hand, we sce
rechnological change as a means of raising the common competence and common
stock of knowledge and understanding, we may reduce these (CNSIONS.

In curricular terms that implics an cnlarged common core of knowledge,
attitudes and skills across all cducation and training, within which the small
common core of new technology skills resides, and a core 1o ensurc thatcven when
programmes of swdy diverge into specialisms, cach specialism not only kes
account of local needs but ahove all reains a measure of common “social™ or
‘lechnological® content with other specialisms.

The uses of information technology and other aspects of technological change
mmust be steered away from a (ool for governments Lo use in Inass propagandising,
and for capitalists 10 usc in creating an international mass of identikit consumcrs,
towards a tool which, when placed in the hands of individuals, cnables them 10
cnhance their personal identity within a liberal social conscnsus.

New technology and vocational preparation have been misunderstood and
misapplicd so far. They have to be subjected 1o close scrutiny and scen as i means
of producing a curricular change where commonality based on social need
dominates diversity based on wechnological necd.
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Youth Unemployment:
A Review of the

Literature
by Adrian Furnham

Since the carly 1970s, when the problem became most acule, there have been a
number of important studics in youth uncmployment (Baxter, 1975; Fowlcr,
Littewoodand Madigan 1976; Roberts, Duggan and Noblc, 1982; Main and Raffc,
1983). Many of these have looked at the same factors - health, self-esteem, causal
cxplanations - that have been investigated in the adult population, but some have
been quite specilic 1o young people.

The underlying causes of increased youth upemployment are of course mani-
fold. They include demographic factors (change in the birth rate and an extension
of the school carcer), micro and macro economic chan s¢s {change in tcchnology,
diffcrent productivity agreements) and educational and training factors (the rele-
vance and appropriatencss of education). Changes in youth uncmployment arc
naturally associated with changes in adult uncinployment but move with a greater
amplitude. It has becn calculated that if the unemployment rate for males rises by
1 per cent, the uncmploymcentrate for young males under 20 years (excluding school
lcavers) riscs by 1.7 percent (Makeham 1980). Compared withother groups, young
peoplechange jobs more often or start withoul jobs, hence, as the recession deepens
and rccruitment is cut, young people are among the most vulnerable.

Psychological adjustment

A number of studics have looked at the cmotional, social and psychological
adjustment of unemployed school tcavers. Using a questionnaire developed from
the idcas of the neo-psychoanalytic thinker, Erikson, Gumey (1980a) looked atover
400 unemploycd Australian school leavers. It was hypothesized that having a job
helps school Ieavers 1o clarify their perception of their identity, and not being able
10 get work Icads 1o a confuscd perceplion of self or no development duc 10 a

139




E

Q

RIC

133

moratoriunt. The hypothesiswasconlirmed for [emalesbut not males. Furtherinore,
the unemployed males showed a significant shift towards the mistrust pole of the
first dimension of trust-mistrust, and the employed of both sexes shified signifi-
cantly on the industry-inferiority subscale. He concludes “... it seems reasonable o
conclude that unemployment has (he effect of inhibiting development in school
lcavers, rather than inflicting traumaas is somelimes popularly supposed” (p. 212).
Gumey (1980b) also found that over a4-month period after leaving school, self-
esteem increased only for those young people who obtained work.

More recently, Donovan and Oddy (1982) investigated the social and emotional
developmentofasmall, but carefully matched, groupof employed and 1nemployed
school lcavers. They found that school leavers who were unemployed were more
depressed and anxious, had lower self-estcem and poorer subjective well-being,
were lesswell socially adjusted and showed a higher incidence of minor psychiatric
morbidity than school leavers who had acquired jobs. They also found a significant
interaction belween employment status and gender on the locus of control scale -
unemployed males tend 10 be more external than employed malces, whereas these
differcnces were minimal for females. They write: “Cenrainly the apathy and
hopelessness frequently associated with unecmployment could be linked to an
increased lendency 10 attribule events to uncontrollable forces™ (p. 24).

Similarly, Feather (1982) found both male and female, young, uncmployed
people had higher depression scores, lower self-csteem and Protestant Work Ethic,
and reported that good and bad outcomes Lo everyday cvents were less important
10 them compared with employed male subjects. He uotes:

These tesulls therefore indicale that both lower self-estcem and less effort 1o
finda jub were assoctaled with increasing lime ot of work. They also show thai
the active pursoit of employnient tended Lo be more frequent among those with
higher sell-estcem, stronger Protestant Ethic values and higher levels of
concemn aboul positive and negative events (lower apathy}. But frequency of
jubsearch was lower among those unemployed whoreported more depressive
symptoms. These findings may imply a sortof reciprocal determinism in which
the state of continued unemployment has effects on the peeson, and the person,
so modificd by his or her experience. begins lo behave in ways that alter the
probability of finding a jab (p. 320).

Stafford (1982) cxamined the impact of the Youth Opportunilics Programme
(devised 1o offer 16- 18 year-olds opportunitics for training and work experience (o
incrcase employment prospects) on young people’s employment prospects and
psychological well-being. She found a significant improvement in employment
prospecls alter participation in the scheme, which also acts as a buffer against any
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detrimental effects of unemployment. However, the beneficial elfects of the
programme do nottastand the detrimental effects of unzmployment return for those
ex-trainccs who remain uncmployed.

Otherstudicshavenoted the medical and psychological healthcostsof being un-
employed. In Britain, Banks, Clegg, Jackson, Kemp, Stafford and Wali (1980) gave
647 recent school leavers the General Health Questionnaire (GHQ) - a sclf-
administered screening test for detecting minor psychiatric disorders. There was a
large significant difference belween those unemployed (3.78) and those employed
(1.27), but there were no significant sex differences. Further analysis showed that
although the uncmployed scored higher on the GHQ, this relationship was
maoderaled by their molivation to work, such that the uncmployed witir a high
molivation towork scored higherthan those with lower work motivation. Sirilarly,
in an American study, Greenberger, Stciner and Vaux (1981) compared the health
and behavioural consequences of 16-18 year-old schoolchildren who had pasi-time
jobs 1o those who had never worked. Although they recognized the potentially
posiliveinfluenccon adolescents, Lheir work focused onthe costsof jobsiress. Their
study focused on sclf-reported frequency of psychological and physical health
symptoms, school absence, and the use of cigareties, alcohol, marijuana, and other
things. The results indicated that the working youlhs (especially boys) reported
fewer sontatic symptoms than the non-working youths, and that cven boys who
waorked under stressful job conditions repont fewer somatic and psychological
symptoms than boys who hold less stressful jobs. However, the results did show that
cxposure 10 job stress is related (o alcohol and marijuanause for both boysand girls.
Theauthors proposed fourexplanationsfortheir finding that work is associated with
fewer symploms in boys bul more in girls: differential selection (hardicr boys are
likely 10 take more stressful jobs); differential attrition (hardier boys are likely 1o
remain al stressful jobs while those less sturdy are likely Lo lcave); differential
reporling about health {(boys who work undersiress are less likely 1o report health
problems than are girls): and sex differences in socialization (boys are led 1o expect
more stress than girls),

Other studics have been concemed with the effect of youth uncmployment on
rapid labour wrnoverand delinquency. For instance, Baxter (1975) studied chronic
job changersin the carly 1970s. Job changers tended (o be less intelligent, more
ncurolic, from poorer homes, and less socially and occupationally skilled than their
counterparts whodid nol change jobs sorapidly. However, Raffe (1983}, in a study
of employment instabilily in young people, found hat although instabilily was
generated niore by occupational than personal factors (unstable jobs not unstable
workers}, their chances of linding new employment depended on personal Faclors
morc Lthan ontheirearlicr occupational experiences. Similarly, Raclin (198 1) found
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that carly carcer unemployment is not a critical factor in retarding personal
cconomic growth (relative to educational background and first j~bexperience), but
does have negative job attitudinal consequences. Young males who are carly
entrants in the labour force and who spend the bulk of their work in part-time
employment do as well economically, and beter occupationally, in their later work
experience than do full-time employed youth.

Millham, Bullock and Hosie (1978), in a study of over a 1000 boys in approved
schools, found that cmployment experiences were a crucial factor in promoting
cconomic and social well-being. Though the authors were careful not lodraw causal
links between uncmployment and delinguency, they did find that regular work did
build up offending boys’ confidence, changed their job aspiralions, enhanced their
self-perceptions and remotivated their interest in numeracy and literacy.

The problem with pearlyallthe siudicson youth uncmploymentand psychologi-
cal adjusiment is that onc cannot infer cause - only correlation. That is, it is quite
possible that poor psychological adjustment leads to a young person being
unemployed, rather than the other way around. The only study that atlempted a
wong itudinal analysis of the problem, however, yiclded ambiguous results. Warr,
Jackson and Banks (1982) interviewed two cohorts of recent school leavers overa
2-ycarperiod and found that measures of psychological stress and self-csieem were
found to he correlated with the duration of unemployment for young men. In onc
cohort of women, the young people appeared 1o be better adjusted the longer they
were uncmployed, apparently because of their reduced commitment to the labour
market along with a stronger personal involvement in family matters. The authors
offer two compatible cxplanations for their puzzling findings - the associalion
between well-being and length of unemployment may differ belween age groups
(older people with more commitments may experience greater distress) and,
secondly, that longer periodsof unemployment than those studiedin this study {over
a year) lead 1o distress. )

Similarly, Banks and Jackson (1982) interviewed two age cohorts of young
people up10 2/, yearsafier leaving school 10 investigate the associalion between
uncmployment and risk of minor psychiatric morbidity. They found a positive
retationship between unemployment and morbidity after controlling forsex, cthnic
groupandecucational qualifications. Further lon gitudinal analyses showed that the
experience of uncmployment was more likely 1o creale increased psychological
syniptoms, rather Lthan the reverse. More recently, Jackson, Stafford, Banks and
Warr (1983) studied longitudinally two cohorts of young people in the first 3 years
of their working lives. Thiey found, as predicied, that psychological distressis higher
for the unemployed than for the employed, and that Changes in employment stalus
lead to changes in distress score. Furthermore, this relationship ismoderated by the
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person’s commitment o work - the more comnmilled suffer nwore from the
experience of unemployment,

Attribution and expectation about employment and unemployment

Although there have been some studics of adull explanations of uncmployment
(Furmham, 1982a, 1983), considerably Icss work has gonc into establishing young
people’s belicfs about, and actual atempis at, getting a job. Feather and Davenpart
(1981) tested their cxpectancy valence theory on young people: a person’s sclions
arc scen 1o be related 1o the expectations that a person holds and to (he subjective
valucs of the outcomes that might occur following the action. They found, as
predicted, that higher motivated, more depressed, uncmployed youths blamed
stable external factors for unemployment and rated the attractivencss of work more
highly thanlessdepressed youths. Althovghinconpatible with learned helplessness
theory, the results supported their theory which assumes that positive motivation to
seck employiiient is identical 10 the multiplicative combination of expecuney of
successin gelling ajobandthe perccived netattractivencss of uncmployment. They
nole:

One might assunie that work will have stronger positive valenee for individu.
als with strong Protestant cthic values than for those people for whom these
values are weaker. If this assumption is valid, then it follows thal people with
a strong Protestant ethic value will be maore persisient in their efforis 10 get a
Job and that 1hey will suffer more negative effects if they fail 1o obiain
cmploynical {p. 337).

Gumey (1981 3in fact examined the attributions for the causcs of unemployment
in both cniployed and unemployed groups of school leavers. In a first study he
atemptediodiscover, among a population of Australian school leavers, whether the
uncmployed differed in theirautributions of emiployinent from those who succeeded
in getting work and, secondly, whether any differcnces were antecedent (o, or
conscquent upon, unemployment, Subjects were asked 1o ascribe the abilily 1o get
work cither to intcrmal or external factors 1o the job seckers, and Lo fill out a simple
cighl-itcin scale devised by the author. He found that unemployed males attributed
both getting and nol getling work significantly more to ¢xternal factors as has been
found previously, bul there were no differences in the female groups. Gumey
suggested that the lack of differences among the female groups may be duc Lo their
Iesser defensiveness and nced 10 blame external factors for being unemployed. in
asccond longitudinal study, students were given a 12-ilem attribution-for-getting-
Jobs queslionnaire prior Lo leaving school and again approximately 4 months later.
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He suggestied that:

The uncmployed may belicve themseives powerless (o change the circum-
stanees of their lives (exiemal locus) but the fact that they are without work,
whereas others are not, and that they remain so may lead them cventually to see
themselves as responsible for their condition (inicrnal altribuiion) wilh conse-
guent sell-blame and sclf-derogation (p. 89).

The results showed that prior Lo leaving school the groups dic notdiffer, yel later
it was not the unemployed who changed their attributions, bul the cmployed who
shificd significantly loward a more inlernal sct of causal ascriptions, Overall,
Gurney (1981} seemed unable toaccount forhis “counte r-intuitive and unexpected”
findings, suggesting perhaps that subjects of Lhis age have their sclf-eslcem based
on numcrous other things such as parental evaluation and peer group’s approval,
rather than exclusively on work which is more often the case with aduls.

In a rather different study, Dayton (1981) looked at the way in which young
people looked for a job. He sct out lo delermine what job-secking approaches were
being used by young people and what factors they found posilive and uscful (aids)
and what negative and worthless (barricrs) in a job scarch. Using a population of
250 young Amcricans, Dayton found they regarded their own posilive personal
altributes (personality, flexibility, academic ability) as the most important aids in
their job, and external factors (labour unions, welfare and uncmploymentinsurance,
government lraining programmes) as least important, Employment success and
satisfaction was corrclated with carcful analysis of which job suiled them best, the
assemblance of a placement file, letters of recommendation and a c.v., combincd
with persisience in the job scarch.

Rescarch wilhin the framework of attribution theory would, however, lead one
1o make a number of predictions about school childrens’ expectations and belicls
aboutgetting ajob (Furnham, 1982a, 1982b, 1983). For instance, people more pranc
lo uncinployment, and the uncmployed themsclves, tend to make more ¢xicrnal
attributions for the causes of uncmployment, in contrast o those in jobs and unlikely
to become uncmployed. Furthermore, studies have shown that cxlcmal attribulions
arc (o some extent protective of self-csteem in Lhe contexi of achievemeni. Hence,
Furnham (1984) predicled thal females more than males and working-class subjects
more than middle-class subjects - for whom unemployment is statistically more
probable - will be prone 1o make more external altributions about getting a job.
Further, it was suggested thai Lthese attributions will also be reflected in the number
and type of job-scarch stralegics adopted by young people and the barricrs and aids
that they consider operale in job-hunting success. in this study, Furnham sct oul to
cxamine sex and class differences in 240 British school leavers’ atisibutions aboul
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unemployment, the most and least job-search sirategics, and which school course
they believed most and least useful in getting a job. The results of the four different
parts of this study suggest that, overall, awributions about getting a job are
frequently internal (i.c. topersonal attribuics or abilitics) rather than environmental
or socictal factors. Confidence, perseverance and qualifications were all considered
to be primary factors responsible for success in finding employment, yet this is
moderated by the belicf that jobs are not currently availabic (a fact which is
attributed 1o the government). Yet failure 1o get a job was rarely attributed to the
personal short-comings of the job-secker himself. Thus, these resulistend to support
the well established, auributional finding that success is attributed 1o internal
factors and failure 10 extermal factors.

Where there were significant sex differences, it was found that females were
more external in their attributions than males. This conflicts with Gumey (1981),
who found that unemployed males were more extemal in their attributions about
employment than employed males, but that there were no differences between
employed females. However, the extensive locus of control fiterature has shown
that where sex differences exist in generalized locus of control beliefs, females are
morc cxternal than males. Similarly, class differences tended to show that working-
class subjecis tend 1o place more emphasis on structural or external factors
(Furnham, 1982a). Again this is to be expected and in accordance with previous
literature on the topic (Furnham and Gunier, 1984).

Theresulis on the aidsand barricrs confirms the findings of Dayton (1981), who
found that the subjects saw their own personal atiributes as the greatest aids and
external factors as the biggest hindrances. Similarly, regarding strategics, class and
sexdifferencesshowed that the middleclasstended to rate all job-hunting strategics
as morc uscful than the working class, and girls showed less faith in following up
specific job choices than boys. The subjects all stressed the importance of summer
and after-school work for experience, but tended 1o rely on personal contacts rather
than dircct approaches 1o employers. It would be interesting 1o compare these
belicfs with those of emplayers, who may have quite different beliefs concerning
which factors make an applicant more employable, The belief in the usefulness of
A-levelcoursesrevealed that both males and females believed science courses (and
English) were the inost useful in getting a job, aithough females tended 1o opt for
artscoursesand males forscience at A-level. Femalesalso believed that ariscourses
were more useful than scicnce courses, so providing arationalization for the choice.,
Hoswever, a study such as this was unable (o determine whether females chose arts
subjects and then felt it necessary to justify their choice, or whether they actually
belicved them 1o be most useful per s¢ and hence sclected them accordingly. It is
of course also possible that when candidates select a particelar course they do so
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for many reasons, only onc of which isits uscfulness for getting a job. Further, the
belicved importance of science courses may reflect recent govermment emphasis
and funding towards the “hard” scicnees, rather than the arts or social sciences.
These results also indicate that aitributions are 10 some cxicnt a function of the
cxpeclation of work.

Education about unemployment

Because it hasbecome sowidespread, various rescarchers have argued forsome sort
of cducation about the problems and prospecis of uncmployment. Some (Stirling,
1982) have gone so far as to suggest that we nced 1o prepare school Icavers for
uncmployment, arguing that because as many as onc-third of school fcavers in
Britain (in 1982-83) may cxpericnce uncmployment they nced 1o know what 10
anticipaic and iow to cope. Furthcrmorc, high levelsof youth unemployment have
produccd a questioning of, and disenchantment with, the whole education sysicm
(Hargrcaves, 1981).

Darcy (1978) argucd that young people nced 1o beedacated inall aspects of job-
sharing and 10 be encouraged to have ancw definition of work, 10 include not only
paid employment but a varicty of other activitics. To this end he belicves a carcers
education programme should involve such topics as the mechanics of collecting
benelits, the acquisition of job-sceking skills, the expericnce of uncmployment,
lcisure and community roles, and the politics of theright 10 work. Watis (1978) also
considered the implications of school-leaver uncmployment for carcers cducation
in schools. He argues that carcers educators have not seriously dealt with the
problem of uncmployment becausc they do not feel competent to tackle it
cffectively: they arc awarc of its highly political and ecmotional overtones; it might
affect deleteriously the work cthic within and outside the school; and because the
tcachers fecl instinctively hostile to the concept of preparation for uncmployment.
A number of possible curricular objectives arc listed, including equipping children
with cmployability, survival and leisure skills. Four alicrmative aims are described,
depending on whether onc is focussing on change in socicty (1o help students sce
uncmploymentasaphenomenon resolved by social and political measures); change
in (he individual (to maximize students’ chances of finding meaningful cmploy-
ment): Status quo in the sociely (torcinforee students’ motivation toseck work); and
status in the individual (o make students aware of the possibility of uncmployment
and how best 1o cope with it). Many of the cducational responscs and strategies arc
dependent on whether one belicves uncmployment Lo be voluntary (aversion of the
will 10 work), cychical (cycles of recession and cxpansion) or sirnctural {a major
¢hange 1n the relationship berween capiialand fabour). These solutions may include
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adeeperinculeation of the workethic, job creation schenies, ete. Carcors cducation
15 scen as the education of central life interests and personal growth and develop-
ment, rather than the matching of people to (non-gxistent) jobs.

Asapractical measurc, Lavercombe and Fleming (1981) attcmpted (o idenlify
(by using auitude measures) those schoolchildren at risk of longer periods of
uncmployment and hence in particular need of supporl, information and skills.
Although they found that their measures did not predict which pupils would take
longestio find jobs, they believed all pupils should be prepared for unemployment.
Their results suggested thatemploycrs have little confidence in whattcachersreport
concerning expecied examination results, attendance records or attitudes to school
authority or work, when selecting among young applicants,

Fleming and Lavercombe (1982), in a study of 29 professionals working with
young pcople. found that the professionals varied considerably in their Lopics and
approaches. The sort of topics discussed by the professionals in schools were:
whether work itself is the major basis of self-respect and how the uncmployed can
compensate; how 1o spend onc's leisurc/free time; the mechanics of claiming
supplementary benefits; and possibilitics of continuing education and the politics
of uncmployment. In talking with uncmployed school Icavers after school, the
professionals belicved their primary role was giving support whilc being as honest
as possible. They also believed that their activitics helped combat boredom and
anxicty, helped the young get a job, and helped personal development. The
professional who belicved that there was a chance of a youlh’s return to work
cmphasized job-secking and -keeping skils, while those who were inore pessimis-
tic aboul the future of work concentrated on developing survival skills suitable for
the uncmployed. This seemed a basic division among the professionals, some of
whom believed their job was primarily 10 help young people get a job, and others
whobclieved it was1o help young people cope and amuse themscelves because they
never had a job. Not surprisingly, many of the professionals scemed depressed and
exhausted by a job (hat confronted so starkly the discrepancy between young
people’s aspirations and the lack of jobs avaitable.

More recently, Cofficld (1984) has considered the future for the whole of
cducationin aworld wi thout jobs. He suggests that young pcople arc Icarning Lo live
with uncmployment as a result of moving in and out of jobs and government
schemes. Furthermore, he notes how the education system and particular schools
should be willing to adapt their curricuium for new circumstances. He proposed a
ncw organisation formed by schools, universitics and colleges of ¢ducation that
would translate research findings into industrial terms and vice versa; give
cducational institutions rapid and reliable feedback on the general and specific
skills needed by young workers at the beginning of their carcers; and use latest
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rescarch findings 1o update cducational curricula.
Thus:

in return for asteady siream of articulate, literate and numerate young workers
andmanagers with the appropriatc skills, local indusiry would pay to keep both
the University and local schools in the vanguard of progress (p. 41).

Although somewhat optimistic, this visionary bul practical approach appears 1o be
necessary 1o help prepare young people for the future.

Job choice and wurk experience in the young

High raies of uncmployment naturally affect school lcavers’ perceplions, eXpecta-
tions and cxperiences of cmployment. Although it has often been suggested that
modern youth are reluctant o accept menial and non-menial cmployment, have lost
the willingness 1o work, and arc no longer believers in the Protestant Work Ethic,
studics have shown this not 1o be the case (Borus 1982). Onc cxample of young
people’s cagemess 1o work is the number of part-ime jobs that they have. Therchas
been a general assumption tha working 1caches young people “responsibility”,
fosters “social cooperation™ and helps in the attainment of new and important job
skills, though there is nota great deal of hard evidence in support of this (Rugguro
and Steinberg, 1981).

As Stafford and Jackson (198 1) have pointcd out, the literature on the ransilion
frum school to work has been derived [rom two approaches - the psychological,
which stresses individual choice in work, and the sociological, which scesenlry 1o
work asa process of allocating.

A casc sludy of 24 young people’s work aspirations and job-secking in an arca
of high uncmployment showed that it is through the job-search process that young
people lcarn about the accessibility of jobs when these influence their aspirations.
Beeause familics and fricnds are so important in the job-scarch process, young
people from unemployed or unsupportive familics arc most at risk. This suggesis
the importance of the family in the choice of job, the ability to gela job, and the
coping stratcgics used while uncmployed.

However, scarch-for-work stralegics are in part aconscquence of opportunitics
and cxperience. Education,age andrace might act in favour or againsi young people
getting work. Ina study of immigrant school leavers’ search for work, Fowlerer al.
(1976) found a larger proportion of native Britons had access 10, and calers, the
“primary labour-market”th rough jobs with formal iraining, relatively good pay and
prornotion prospects than did immigrants who were relegated 10 the secondary
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markel. They found that explanations in terms of unrcalistic aspirations or
inadequate job-hunting strategics are satisfaclory in only a minorily of cases, while
discrimination scemed the most obvious cxplanation.

VYalues

School leavers develop aspirations about the Lypes of jobs that they would like,
These aspirations - or work values - can and do affect their job satisfaction and
personal adjustment, Where there is a large discrepaney in such things as skill
utilization, influence and job varicly there is likely 1o be a high incidence of joh
dissatisfaction. Various studics have shown that the uncmployed feet progressively
less able 1o usc their abilitics and influence their environment in order 1o oblain
desired outcomes.

Dowling and O’Brien (1981} predicied that school leavers whohad experienced
asignificant period of unemployment would lower their desired Ievels of skill-
utilization, influcnee and varicty in employment. They administered a question-
naire 10 652 Australian school Icavers and then again a year later when some were
employed, some unemployed and some in further education. They found that the
employed showed a significant increase in their desire for skill wiilization but no
change in desired influence and varicty, while the students showed an increase in
all these work values, Contrary to their prediction, there was no significant change
in the work values of those uncmployed. These results are explained in terms of
methodological crrors or insufficient attention to individual diffcrences. Rump
(1983) hasargued that in the stucy of uncmployed and cmployed young peoplcone
needs Lo

distinguish those whose unemploymeni has been temipered by carlicr employ-
menl from those who have never been in work: those sludying by reason of
preferenee from those studying only by reason of failure 1o ubtain employment
and those in employment who have been so for most of their post-schoal
cxperience from those currently working who have nevertheless been unemn-
played for a long period prior 10 ubtaining work {(p. 90).

Dowling and Q'Bricn (1983) reanalysed their data in line with Rump’s
suggestions, but found nosignificant differenees. Studies on adulis have, however,
shown a change in values as a tonsequence of unemploymient.

Job interview Lraining

One consequence of mass yonth unein ployment has been a focusing of atention on
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the job interview and the skills required init. Many people became awarc of the fact
that because of skill deficits on the part of both intervicwers and inlervicwees,
potentially able candidates were getting rejected because of their poor performance
in the job interview,

Subscquently, there has been a great deal of carcful detailed work on the verbal
and non-verbal skills required 1o be successful in a job interview seiting {Holland-
sworth, Glazeski and Dressel, 1977; Tessicr and Sushelsky 1978; Hollandsworth,
Kazclskis. Stevens and Dressel, 1979). Hood, Lindsay and Brooks (1982} allocated
school leavers to cither an intervicw training or discussion control group. The
inlcrvicw-training group received acombination of modelling, coaching, rolc play,
feedback and discussion (o train both verbal and non-verbal skills. Later, the school
lcavers were assessed using vidco-taped and role-played interviews which wcre
made at the beginning and theend of cach training phase. The trained group showed
significant improvemenison global, as wellas specific, ratings: question asking and
answering, fidgeting, smiling, cye contact, gesture, posture and interest compared
1o the control group. The researchers all demonstrated the generalization and
maintenance of these treatment ¢ffects over time. in conclusion they noted:

Studies that have been concemed with interview training for various pupula-
tions of adolescents indicated thal such raining tay have a worthwhile
contribution 1o make in preparing them for secking employment. In view of the
current employment siwation, performance in the interview is morc critical
than ever before and interview Lraining may fulfil a preventive funclion in
interrupting the process of failure in interview, lack of work expericnce, and
further failure in interview, before it becomes cntrenched and leads Lo other
psychological problems (p. 592).

Heimberg, Cunningham, Stanley and Blacenberg (1982) conducted a similar
study in Amcrica which aimed (0 investigate the cffect of social skills training in
preparing unemployed youth for the job intcrview, Firstly they conducted a scrics
of detailed intervicws with uncmployed youths, their cmployment counsellors and
potential cmployers to obtain information about the appropriate “tarpet” behav-
jours in a job intcrview. Subjects were then given a trial run in order 10 determine
how much training they nceded. The performance of the training group was
compared 1o lwo groups of conurolicd subjects - onc rele played the interviewee in
anactual job intervicw. Although this study did have some limitations (Only quasi-
randomization of subjects to conditions}, it was cstablished that subjects recciving
social skillstraining surpassced control subjects on anumber of verbal paralinguistic
and other measurcs employed in the role play asscssment and overall pe rformance
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as rated by an independent set of observers. Yurthermore, role-play ratings at the
post-testing session were found to moderately predict ratings by employers in the
acfual interview, ’

Although this interview training for young pcople is probably more an out-
growth of social skills training validation than a response to youth unemployment,
it clearly will be of considerable usc to prospective job applicants.,

Conclusions

Research on youth unemployment is scattered across a wide number of disciplines:
economics, education, psyehology (elinical, educational, occupalional, social) and
sociology. Nevertheless it can be divided roughly into two arcas: those studics
concerned with the cause and consequences of youth unemployment, and those
studies concerned with preparing or training young pcople for unemployment and
employment respectively.

Asinnearly every areaof social scicnee research, the resulls arcequivocal; nev-
ertheless, various themes emerge. For instance, studies on the psychological
conscquences of unemployment tend to point in the same direction - namely that
unemployment causcs stress, a lowering of self-esteem and a change in expecta-
tions. Similarty the work on auributions and expeciations has revealed some
consistent findings. Taken together, the literature implies a vicious eirele for the
uncmployed sehool leaver. If, for any reason, the young pcrson is unable to find a
job, he or she might loose self-csteem, become physically ill and might ehange
expectations of getting a job. Lowcered job expectations will no doubt affect job-
scarch strategics which in turn lower the probabitity of getting a job, soconfirming
the belief. Hence a self-fulfilling propheey or reciprocal determinism (Feather,
1982) may account for the despair of many school leavers.

The literature on education and training is clearer and more optimistic. Older
cdueational topies and values are being challenged, though there remains some
disagrcement about the preeise direetion in which we should move. On the other
hand, there is close agreement and a moderate degree of suceess in the training of
young pcople for job interviews,

Although researeh in this area is eomparatively recent, difficult and expensive,
this is no excuse for poor studics. One reason for the cquivocal, ambiguous and
unconfirmed findings is clearly methodological. Certainly individueal differences
nced to be waken.more into account. There are three categories of individual
differences which need 10 be controlled for in experimentation in this arca, Firstly,
there are psychological differences in personality. seif concept, beliefs (e.g. work
cthie), cte. of young people before and after any uncmployment, or cmployment,
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cxpericnces. Secondly, there are demographic differences in age, sex, national
group. religion, schooling cic. which condition any young person's world view, ex-
pectations, ctc. Thirdly, there are work experience differences in that some young
people have had full- or pari-time work cxperience. voluntary work experience,and
no work cxperience. Each and all of these variables have been examined in onc of
other of the above studics. The problem has been that in concentraling on one
variable others have been ignored or, worse still, confounded. The reactions of
young peoplic 1o unemployment seem sufficicntly different io those of adults, and
arcclearly of utmost imporance in theiradjusiment 10 the adult world, lo merit good
rescarch.
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State Policy And
Employment

by lan Shirley

To the ancient Greeks work was a curse, a brutalizing of the mind conditioning
“man’ and making him unfit for a truthful and virtuous life - it was a necessary
material evil which any visionary clite should avoid. Similarly, the Hebrews
thought of work as a painful nceessity, the product of original sin - it was the means
by which human beings might atonc for their sins and cooperate in the redemption
of the world. Luther went further - he identified work as the base and key of life,
the undertying assumption being that perfection in one's work was the best way
to serve God.

Whilst these and other perceptions of work have altered over time, the most
dramatic change occurred with the advent of capitalism and with what Kcane and
Owens (1986) refer 10 as "The Employment Socicty”. By employment socicty is
meant acertain 'mode of production’ in which work is conceived as a commodity
to be bought and sold in the market place along with other commodities. Work in
thissense is synonymous with a particular type of employment, namely that which
conditions individuals to scll their capacities to cmployers in return for some form
of remuneration. Although the mediation of capital and labour intercsts is highly
specific 1o cach country, the capilalist State has played an increasingly significant
role in the formulation of employment policies and in responding to the escalation
of uncmployment in the wake of the world recession,

This chapier sets out to examine the role of State employment policics during
the 1970’s and 80's as the global economy went into recession. The focus is not
on the nature of this recession, but rather on the alternative policies adopted by
nation States in response o the intemational crisis.

Capitalism and the State

In order to examine the degree and nature of State involvement in our social and
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political lives, it is necessary 10 racc what Habermas (1975) refers to as the iwo
historical tendencics which have radically aliered contemporary forms of advanced
capitalism. These tendencics are - the cscalating power of the State and the
wransformation of scicnce and technology. Habermas addresses both issucs by
wracing the origins of capitalism from its philosophic bas¢ through tothe systematic
use of science as an idcological instrument of the State and in this process he
identifics four social formations.

The first of these formations is defined as primitive in that familial and tribal
structures played a cruciai role in bringing order to the social and political lives
of the citizenry. Change was rclated 1o factors such as age and ccology, with
dependency between wibes subject 10 cconomic cxchange, war and conquest.
World views and norms were integrated with rituals and taboos and the satisfaction

l of basic nceds such as food and shelter appeared to be the major motivating factor
in the production of goods.

With the advent of traditional socicties there was a shift from familial forms
of organization in the production and distribution of social wealth, o private
ownership of the means of praxluction. The kinship system surrendered its central
functions of power and control o the State. In the course of thistransfer, the family
Jostall of its cconomic functions and some of its socializing functions. With privaic
owncrship of the means of production, a power relationship was cstablished which
allowed the privilegedclassio appropriate the socially produced wealth and along
with appropriation came class repression and Lhe exploitation of labour. These
conditions led eventually to the transformation of the political system and 1o what
Habermas refers 1o as hberal capitalism.

During the carly stages of liberal capitalism, the Statc played a somewhat
limited role, mainly concerning itsclf with providing the conditions under which
{he market cconomy might expand and flourish. Although State and private scclors
appeared to be independent of one another, the State received its power from the
cconomy and inturn, the polity used its knowicdge oextend the interests of capital.
These interests advanced the notion of *fair exchange’ betweea capital and labour
as the epitome of individual freedom and conipetition.

By the carly 20th century the sysiem was in crisis. A series of depressions
culminating in the Great Depression of the carly 193("s brought the crisis to a head
and the Stale re-engaged the cconomy. Instead of acting as a complimentary
organization to free-ranging market lorces, the State became directly involved in
cconomic policy. It begantoestablish longtermand non-competitivecontracts with

q{ the market sector 10 arcas such as delence. 1t sci up a system of incertives and
subsidies for capital. It guaranteed the financial sector against collapse. 1t nation-
alized certain eleinents of cconomic life and itacwally replaced the market in non-
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profitable scctors, thus creating and improving conditions for the realization of
capital.

During the development of what might be referred 10 as monopely capitalism,
old class conflicts were absorbed into the structure of the Welfare State. Arbitration
and mediation systems were developed and pension plans emerged. The apparatus
of welfare in the form of social security payments, health and cducation services,
uncmployment benefits, state housing and compensatory payments of one sort or
another were designed to deal with the worst excesses of market forees.

Al the samc time, increasing State involvement in both production and
distribution highlighied the conflict of interests between socialized production and
privalc appropriation. As the Stale was now actively engaged in the repraductive
process, it had to find a way in which it might balance the contradictory interests
of accumulation and legitimation. This was achieved with varying degrees of
success by advancing the State as an independent arbiter representing the public
interest and the common goed and thus pelitics was portrayed as being largely
trrelevant in the light of such *benign' administrations. Questions which were
regarded aspolitical matters in previous times were now defined as technical issucs
requiring objective, scientific analysis and resolution.

This process of legitimation clearly required a particular form of science which
treated knowledge as a politically neutral commodity devoid of value imputations.
In essence, it corresponded with the 'mainstream’ wradition in that it accepted
existing cconomic and social relations and in line with the natural sciences it sought
10 organizce the world into discrete categorics for the purposes of accurale
description. By adopting this form of science, State practitioners wereable todefine
social phenomena such as unemployment in narrow technical terms, thus excluding
the possibility of political action.

Incontrast tothis mainstream position, *critical’ theorisis maintain that itis cpis-
temologically impossible to distinguish between fact and value in analysing and
describing human development. Whereas mainstream theorists distinguish be-
tween belief and technique in the tradition of the natural sciences, the critical
tradition argues that all language is socially constructed. This mcans that the very
categorics by which we describe and interpret human behaviour arise out ofspecific
social and political situations and even where we use a technical language we are
fabricating categorics which are rooied in valucs and beliefs. As we cxamine the
diffcrent ways in which national states respond to the economic crisis of the 1970's
and 80’s, the significance of these value and belief sysiems wili become apparent.

State Responses to the Global Recession

The economic achievements of the global cconamy during the 1950's and 60's
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created what Armstrong ef al. (1984) have called the golden age of capitalism. The
post-war cconomic boom made it possible for western stales 10 develop a concern
with distribution as well as production and with social wellbeing as well as maierial
progress. Many believed that it was feasible 10 build welfare States unmarred by
conllicts such as gender, class and race and in Amcrica Danicl Bell (1973)
confidently predicied an end 10 ideological and political differcnces.

A broad consensus certainly appeared 1o be established right across the political
spectrum and although this consensus varied from country to country, the major
political partics gencrally accepted the notion of a mixed cconomy - that is a
capitalist system of production and distribution with the Stale accepting respon-
sibility for cconomic policy and the cnhancement of social wclfare. Trade unions
sccured employment as a component of the social wage and workers responded
1o these assurances by accepting capitalist ownership and control. Employers’
associations tolerated workers® rights and provisions in rcturn for 2 profitable
cconomic environment and governments of all political persuasions planned for
cconomic growth and for a future of apparcnt affluence. Political consensus was
based on widespread public confidence and this in turn helped maintain accumu-
lation. Accumulation gencrated jobs, regular increascs in living standards and re-
sources for welfare as weli as profits - these factors in turn reproduced the consensus.

By the end of the 1970’s, the consensus was fractured. Production slowed and
uncmployment soared. These conditions represented what Armstrong et al, (1984)
have called an overaccumulation crisis in relation 1o the labour supply - a crisis
marked by excess productive capacity and 2 decline in the rate of profit.

The basic idea of overaccumulation is that capulalism someclimes generales a
higher ratc of accumulation than can be sustained and thus the rate of
accumulation has cventually 1o fall, Towards the end of the post-war boom,
an imbalance between accumulation and the labour supply led to increasingly
severe labour shortages. The exeess demand for labour generated a faster
serapping of old equipment. Real wages were pulled up and older machines
rendered unprofitable, allowing a faster wansfer of workers 10 the new
machines. This could in principle have occurred smoothly: as profitability slid
dorwn, accumulation could have declined genily to a sustainable ratc. But the
capitalist system has no mechanism guarantceing a smooth transition in such
circumstances. In the late 60°s the initial effect of overaccumulation was a
perivd of feverish growth, with rapidly rising wages and prices and an
cnthusiasm for gel-rich-quick schemes. These temporarily masked, but could
not suppress, the deterioration in profitability. Capitalist conflidence was
undermined, investment collapsed and a spectacular erash occurred. Ovcrac-
cumulation gave risc, not to a mild decline in the growth rate, but 1o a classic
capitalist crisis. (Armstrong ef al, 1984, p. 235).
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Whilst the fundamental problematic is dcfined as the declining rate of profita-
bility, it is important 10 note that the era of conscnsus did not substantially
undermine the essential relationships underpinning capitalist cconomices. Despite
the gains of the labour movement as reflected in welfare provisions and in moves
towards industrial democracy, workers were still obliged to sell their labour power
lo employers and whilst the actions of these employers could be timited, they were
not able 1o be controlled. The essential decisions over investment werce taken by
the owners of capital on the basis of private profitabilily. When this process of
appropriation was interrupted during the 1970°s, it produced stecring problems for
the advanced industrial socicties and cndangered social integration. Not only was
the consensus shattered, but class differences were unmasked and in this process,
the fundamental conflict over power was cxposed.

As farasthischapicer is concerned, the most interesting aspect of the breakdown
of consensuscentreson the way in which nalion statesresponded to the inte mational
crisis. Itis here that Goran Therbom’s (1986) work is important because his primary
objective was 10 explain why the economiic crisis of the 1970’s and 80's as
cncounicred by different instilutions and policics resulled in radically different
rates of uncinployment. By assembling national profiles for cach counltry so that
policies could be historically and culturally tuned to the particular context from
which they were drawn, Therbom noted that “the gulf between high and tow un-
employmentcountrics (was) widening” (Therbom, 1986, p.67). Whereas countries
suchas Belgum, the Netherlands, Britain, Canadaand Denamark plunged into mass
uncinployment, Austria, Sweden, Norway, Japan and Swilzeriand were able 10
maintain uncinployment ratcs of between O - 5% of the labour force,

By focussing on policy process as well as ouicome, Therborn wasableto cxpose
a number of popular myths. These included the prevailing concem over public
versus private seclor development and exporl orientation versus domestic demand
-asargumentsthey appearedto be fueled more by ideological heat than by scientific
knowledge and analysis. Indeced, both opponcents and proponents of the wel fare state
werc criticized for seleeting profit rates, levels of social expenditure and taxation
or the size of public scctor employment as key explanalory factors in comparalive
levels of unemployment, Whereas the Welfare State of Sweden, with generous
social commitments and a relatively developed public control of the cconomy, had
beenextremely successful in maintaining full cinployment, Belgium, Demnark and
the Netherlands which also have extensive sociad policics, were inost unsuceesstul.
Of those countrics which can be described as market states, Japan and Swilzerland
were successful, whereas Australia, Canada, Britain and the United Stales, were
spectacularly unsuccessful.

It was also apparent at a general level that differences in the level of economic
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growth accounted for minor differences in the level of unemployment. The same
was true of the numbers of people secking wort. and as far as wage resiraint was
concerned this did not in itself lcad 1o full employment of intcrnational competi-
tiveness. Further myths were exposed when ey tencts of right wing libcralism were
examined. There was no significant relationship 1o be found between inflation and
unemployment - in fact this relationship was close {0 2¢ro0 - whilst factors such as
labour costs, social expenditure and unemployment compensation were also
relatively insignificant.

Therborn offers two main lines of explanation for the differential success raies
of the sixteen nations. The first line of explanation centres on the economic and
political history of these nations and suggests that during the cyclical troughs of
the economic crisis, certain nations displayed a capacity and resolve (0 resist
redundancies by institutionalizing a State commitment o full employment. These
countrics were Austria, Japan, Norway, Sweden and Switzerland - “the only low
uncmployment countrics in the conicmporary crisis”? (Therborn, 1986, p.23).

By contrast, nalion stales such as Belgium, The Netherlands and Britain
followed restrictive monctary policics in an atiempt 10 bring down inflation.
Whereas the late Keynesian notion of an inflation/unemiployment rrade-off became
widespread just before the onsct of the crisis in the carly seventies, the monetarist
advisers 10 Thatcher and Reagan unconditionally accepted the notion of trade-off
as a short term solution 10 their country’s economic ills and gave priority 10
combating inflation. They implicd that a rise in uncmployment was necessary for
cconomic success and these siralegies were accompanicd by ideological stalements
which have since become the hallmark of the New Right. Statements such as “cut
down the public sector” and “strengthen the market” ensured legitimation for
economic strategics which in tum provided the shortest and fastest route t0 mass
uncmployment,

The second line of explanation advanced by Therborn, focussed on policy
constraints and pressurcs. By tracing macro economic and labour market policics
over lime, he was able (o consider the pressures generated by factors such as the

i labour supply as well as constraints such as an imbalance in international rade.
. This linc of argument negated the OECD (1977) emphasis on wagesand prices and
demonstrated that the five successful countries all developed a range of State
intervention policies which were designed to promoic full employment. In the
Swedish case, these interventions 1ook the form of active labour market policies
based on special public works and public vocational training programmes. In
Norway the State provided substantial public subsidies for privale employment,
a tradition that was cstablished even before the development of North Sea oil.

In Japan, the cmphasiscentred on expanding publicinvestmentand ona publicly
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co-ordinated private labour markel policy organized by the big industrial and
business concerns. Behind the sustained growth and exports of Japan througt s
the period of the recent ccononic crisis lay a comprehensive restructuring of
Japancsc industry; first from (extiles then from ship building and steel into car
making, clectrical cngincering, ¢'cctronics and services. This restrucluring pro-
gramme ook place without first naking people redundant.

In Switzerland, policy mzkers concentrated on controlling the supply of
immigrant kibour and this was complimented in the Austrian casc by a public
invesiment programme and investment incentives. The State, in cach of the
successful five, had more power vis-a-vis international and national markets than
was evidenl clscwhere and they avoided the stop-go policics and inconsisiencies
which characterised countries with high uncmployment. The five successful
cauntrics all generated a remarkable national unity around a set of concrele policy
prioritics and this unity convinced the various partics involved in triparlite
ncgotiations, that there would be consistency in the level and form of State
inlervention. )

While the five roads to success were all different, several deminant factors in

the fight against unemployment can be isolated. These factors can be summarized
as follows:

A comntiument 1o full employment both as a political priority and 4s the
dominant cthic of ccanomic policy. The countries which were successful
translated this policy objeclive into action and as such it was embodied in
the policy making structures of both public and private enterprisc.

State intervention geared (0 procluctive investment, both public and privale,
was favoured over boosting consumer demand.

Aclive labour market policy measures including public works, vocational
training and special employment in public scrvices. These measures were
designed to adjust supply and demand factors in the labour market within a
broader policy framework of full employment.

The creation of pan-lime jobs with full social rights and in co-operation with
the trade union movement was favoured over a general reduction in working
time.

A tax structure which reflected a trend away from pay-rol! taxes and social
contributions loward laxes on capital asscts and consumplion.

A labour movement committed 10 technological change and job fexibility
under conditions of full employment and (0 wage moderation under condi-
tions of rising real wages.

A conscious decision by all partics not to use high unemployment as a means
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of securing other policy objcetives.

Although the political persuasion of government had nothing 1o do with the
success or otherwise of employment stralegics, the five successful countries
were all outside the common market and their cconomics were not deeply
penetrated by forcign capital.

By summarizing those factors w hich promole cmployment and uncmploy ment,
it is possible 1o identify two altemative development paths which appear lo be at
the forcfront of State policics in the 1980°s. The first option as advocated by the
Ncw Right argues that markel forces, the free exchange between capital and labour
and compclition between capitalists, is the only “natural” way 10 satisfy basic
human nceds. As aconseguence, social phenomena such as uncmploymentare best
resolved by leaving market forecs to find their own solution.

‘The alternative option which can be classificd as Left Revisionism is based on
cconomic sovereignly, a sccure domestic market and an institutional commitment
to full cmployment. In policy terms, this means an cmphasis on productive
investment and a consistency of purpose both in terms of state intcrvention as well
as in the fiscal and monctary policics being pursucd. Whereas the New Right
stralegy incuces mass loyalty, butavoids participation, thc Revisionists seck a just,
participatory and sustainuble development path. In thic Swedishcontext, this means
“Ihe whole people at work™ because full employment is considercd a nccessary
prerequisite for developmient.

The New Right and the Revisionist Left

In order lo appreciate both the strengths and limitttions of these development
options, il is necessary o cxaminc the theoretical frameworks and assumptions on
which these strategics arc based. As Dobb (1973) suggests, this means starling with
those socio-cconomic conditions which shape the class relations of socicty. One
of the more pereeplive interprelations of class relations in the modem cra is
advanced by Jessop (1987) who describes the central feature of welfare capitalism
as 2 mode of cconomic growth based upon a combination of mass production and
mass consumplion. This mode of growth was distinclive because it represented the
first formation under capitalism which produced a productive alliance between
capital and labour. The alliagnce was important in providing a strong matcrial
foundation for Keynesian cconomic paolicies committed to full employment and
1 thic expansion of the welfare state. These cxpansionist policies ensured working
people a sharc of the action on the basis of rising profitability. rising productivily
and rising patlerns of consumption.
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By the 1970’s the alliance belween capital and labour could no longer be
sustained. Inordertocounter thedeclining rate of profitability, intcmational capital
successfully demanded for itself wrans-national mobility and the State played a
significant role in this restructuring programme. Giobal “states” such as the
International Monetary Fund and the World Bank created the conditions necessary
for the restructuring of capital and within the western world, national States such
as the United Kingdom, America, Australia and New Zealand aligned themselves
wilk the philosophy of the New Right giving it a certain legitimacy.

In policy terms, the strategy of the New Right is based on flexible production
with short runs of varied products oricnted toward particular markets. Flexible
production is based on highly differentiated patterns of consumption and it is
associated with what Jessop refers Lo as portfolio lifestyles for the affluent. It is
also associated with the incvitability of surplus populations. Whereas mass
production and mass consumption are identificd with the growing importance of
the semi-skilled worker and with a leveling of income standards, differentiation
is centred on a skill flexible core and a "marginal less skilled, more part-time,
somelimes in work, sometimes out of work, periphery’. (Jessop 1987). A central
feature of this strategy is the subordination of all individuals 1o the logic of a free
market incommodities. Traditional income and employment security is traded for
acheap, young and mobile workforce, a low wage regime and a highly speculalive
devclopment path. Whereas the goals of his programme are defined in terms of
cfficiency, consumer choice and user pays, its mcans cenlre on a restrictive
monclary policy, deregulation of the economy, the privatisation of the public sector
and the dismantling of social services,

The theology of the New Right is an amalgam of three strands of thought. The
firstis thedoctrine of cconomic individualism which assumes without question that
markels are beneficial and governments harmful, and that individual freedom and
governmenl action exist in inverse ratio to cach other. The second strand cmanates
out of extreme libertarianism, which bases its case for laissez faire capitalism on
moral grounds and the third sirand comes from Austrian economics and its disciples
Schumpicr and Hayck. The ideas arc not new and the practices date back to anti-
union pressurce groups cstablished before the Second World War,

The doctrine of economic individualism is based on the belief that the history
of western civilisation is the history of free individuals cngaged in intellectual
thought. It is strongly rooted in the tradition of weifare cconomics, {Hunt, 1980)
which maintains that all human behaviour is conditioned by the hedonistic
aspirations of cach individuai wanting 10 maximize hisfher productive capacilics,
Itignoresthe fact that individual desires arc themselves the products of a particular
social processand, in essence, it is an apologia for existing cconomie arrangements.
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Even when advocates of economic individualism claim that they are motivated by
progressive and humane intentions, they incvitably view individuals as onc-
dimensional beings commitied {0 a basic moral position that exults infinite greed.
It is a tradition which produces an ahistorical view of isolaied, alienated competi-
Lors, Lhus ignoring their cullural history, the institutions they have established and
the reality of power differentials.

Despite the flawed assumptions on which the New Right theclogy is based it
has success fully changed the agenda for economic and social policy debates in Lhe
1980"s and this is where the monctarist theorics of Milton Fricdman have been
significant. As Gamble (1986) observes, monctarism in the 1960°s was merely onc
positionin atechnical debate on how bestio stabilize the economy. It grew in favour
along with the liberalisation of world trade and the internationalization of produc-
tion. Inaperiod of flpating exchange rates and world recession, governments cither
had to adopt monctarist policics or contemplate Stringent controls on trade and
capitalinorder to insulate the domestic cconomy against inlernational fluctuations.
The risein the influence of monetarism has 10 be understood against this background
with the theoretical rationale based on one of the oldest ideas in economics, the
quantity theory of money. It is this theory as defined by Barker (1982) which has
important ramifications for employment. According 10 MONCIArisis:

money is a unique assct which is held, in the long run, ona predictable and stable
ratio (o aggregate monelary expenditure, The government gives mofiey its stalus
and controls its supply so that proper control will detcrmine aggregaie €x pendilure.
Since in the long run the ceconomy will relurn 10 a natural full employment level
from any temporary disturbance, monetary convol will effectively determine the
price level, The lag in this process is variable, with its most likely value between
| and 2 years. In reducing the rate of inflation by this mechanism, some costs of
adjustment are manifested as uncmployment. Bul these costs will be reduced the
more rapdly trade unions and workers adjust their expectations and accept lower
wage increases (Barker, 1982 p.320).

Whereas the theoretical problems of monetarism centre upon the substilutabil-
ity of money, the failure of markets to clcar (hrough price changes and the way
expectations are formed, the political significance of this doctrine is the way in
which it rejects Keynesian modes of intervention as being overly ambitious. In the
monelarist *orld the only policy governments need to have is a policy for
controlling the money supply - if the State delivers sound money then Lthe cconomy
will be stabitised. The level of employment and the rate of growth both depend
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on the conditions prevailing in particular markets. These conditions cannol be
aliered by State intervention, and thus monetarism subscribes (o the doctrine of the
natural rate of uncmployment.

Although New Right adherents parade as *libertarians’, few adopt a classical
libcral position when it comes to lifestyles, gender or race relations, defence, or
law and order. On these and many other jssucs they are fundamentally conservative.
Thus the “individuals™ of the New Right are not really individuals at all, but
houscholds represented by male wage-carning patriarchs. Consequently, the
individualism of the New Right is not a theology of universal opportunity for all
imespectiveof race orcreed - itis the doctrine of privatism, patriotismand economic
“man”.

The alternative development option identified in this chapler as the Revisionisl
Left is based on countcracting what Armstrong refers to as :ne “inherent charac-
teristic of capitalism to decide employment and investment on the criterion of
private profitability”. In order 10 counteract this deficicncy, revisionists seck (o
transform the basis on which the economy operates and this requires cither the
nationalization of major sections of industry or the imposition of controls on the
privalc sector {0 achieve the same resulls.

Two theorctical sirands have been significant in the development of the
RevisionistLeft. The first of these strands is consistent with what has been refered
toas the modified market tradition (Wilkes & Shirley, 1984), and with what came
tobe known throughout theeraof consensus as welfarccapitalism. Keynes, acentral
theorist in this tradition, advanced a practical message in his “gencral theory”
asserling that capitalism Icft o its own devices was economically unsiable in that
italtemated between periods of prowracted stagnation and unemployment and bursts
of booming cconomic activity and inflation. By rejecting the automatic reconcili-
ation of conflicting intercsts as conveyed by Says Law of Markels, Keynes
advocated rational State intervention in order to increase the money supply and
counter deficicncy in aggregate demand. As 1o the level and form of State inter-
vention, then, there are variants within the Keynesian tradition. These variants
range from a limited role for the State where government simply influcnccs private
invesimentindirectly by managing aggregate demand to awider governmental role
where State e xpenditure supplants private investment as the driving force behind
cconomic activily.

Although planning and capilalism are perceived as being compatible, Keynes
and those who subscribe 10 the modified markel tradition ade primarily concemed
willi the preservation of the market system as the source of individual initiative
and the bastion of personal liberty. They have clear connections with orthodox
liberal thought in that they accept cxisting relationships of dominance and
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subordination. At the same lime, they do not approve of these conditions and thus
the political commitment of these revisionists 1O frecdom and individualism is
modified by an old-fashioncd humanism and by a cenain senshivily to human
suffering. This concem does not lead the modificd marketcers to argue for a
transformation of power relations in socicty, butit does lcad them to alicr the market
towards a morc benevolent path.

The second strand of thought within the Revisionist Left cmanales out of the
socialist radition which attacks the free market system as incquitable, undemo-
cratic, unjustand incfficient. The socialist critique focuses on the capitalistsysiem
of organizing production and draws atcntion to the division which exists between
those who own or possess the means of production (capital and raw materials) and
those who possess labour power (their ability to work). The fact that capitalisis
control the productive process means that they are ablc to retain any surplus profits
for private appropriation and Lhus revisionists seck Stale action in order 1o
amclicrate these inequitics and promote economic and social well being.

Socialist theory as advanced by Paul Baron (1957) advocales freccdom as an
cxlension of rights and powers in dircct contrast 10 the libertarian wradition which
cmphasiscs frcedom from restraint. To advance frecdom and reducc disparities
between rich and poor, socialism promotces both economic and social growth. The
cumulative impact of this growth as cvidenced by the level of productivity and
knowledge possessed by human beings in the modern era leads socialists to believe
that it is possible 1o ranscend capitalism and replace it with a socialist socicty
committed 10 the sovereignty of individual beings. Therein, the individual might
be formed, influenced and educated within a system of rationally planncd produc-
tion “oricnted towards solidarily, cooperation and frecdom™ (Baron, 1957 xvii).

Although planned inlcrvention is an cssential component of socialist thought,
there are divisions within socialism when it comes to theories of the slate. Whilst
socialist critiques of capitalism all focus on class relations as the driving force of
the welfare ctate, the Marxist/socialist tradition maintains thatonly socialism itscl,
the public owncrship of property, ¢an alter the basic inconsisiencies and contra-
dictions which plaguc advanced capitalism. By contrast, Revisionists arguc that
the welfare State has been successful in modifying market forcesand they maintain
that cxisting State struclurcs arc capable of being transformed. It is this later
position which is consistent with the development option being pursued by the
Revisionist Left.

Development models in action

When the two developient options cxamincd in this chapter arc ranslated intu
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programmes of aclion, then the implications for both work and education become
sclf-evident. The New Right perspective is consistent with the policies advanced
by the Thaicher Administration in the United Kingdom which has based its
cconomic and social agenda on five central elements:

1. Restrictive monctary policy based on the economic theorics of Milion
Friedman and Ferdinand Hayck. A tight monctary policy isdesigned 1o cause
a recession in order 1o restore the profitability of production and investment.
Its success depends on the extent to which wage increases ase reduced more
than price increases.

Dismantling of social services based on a residual notion of welfare which
views the Siatc as agency of last resort. Welfare reductions enable govern-
ments 10 hold down expenditure and they serve to discipline a worklorce
which is subject to high unemployment.

Tax reductions based on supply side economics which asserts that reductions
in personal income tax will resull in people becoming more productive. As
described by J.K. Galbraith, supply side cconomics isa thcory which suggests
that the way Lo improve incentives is 10 make the affiuent more affiuent, in
the belicf that these “benefits” will eventually trickle down 10 those who are
cconomically and socially disadvantaged.

Privatisation based on opening up profitsble areas of siate acuvity to privale
capital through the sale of public assets and thic contracting out of work
previously undertaken by State employees. It also involves the introduction
of commercial criteria into any residual publie sector which remains.
Deregulaton or the opening of the economy to international forces and a
rolling back of major State responsibilities accepted by western governments
during the post-was consensus - namely that of proteeting workers from
excessive pollution and other factors which might be detrimental 10 their
health and well being,

Since 1979 the impact of these policy enactments within the United Kingdom
has been dramaltic. The produetive capacity of Lhe British cconomy was substan-
tially reduced and official unemployment doubled 1o register 12% of the labour
force by May 1981. Unemployment varicd considerably from one region of the
country 1o another with arcas in the north of England regisicring unemployment
rates of up to 30% of the labour foree. Manufacturing output fell by 15% in 12
months from December 1979 and by 1982, company liquidations werc running al
12,000 a year which was two and half times the 1979 rate. Along with these
cconomic indicators, Taylor (1987) draws atiention o the social disorder which
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accompanicd Thatcher’s economic strategy. Crime statistics for the period 1979
- 85 rose by 40%; inacountry which throughout the entire post-war period 16 1979
had expericnced a total of three discrect sets of urban disturbances, the past seven
years produced a dozen major riots. Thus the application of restrictive monctarism
has not only provided “the quickest and surest road to mass unemployment”
(Therborn, 1986 p. 25), it has also produced a legacy of social costs which have
yet Lo be assessed.

Thealternative developmentoption which has been termed the RevisionisiLeft
is consistent with the characteristics identified by Therbom in his assessment of
countries which successfully maintained full eniployment in the face of a global
recession. Although the “successful” countries arc not casily compared, several
dominant themes have clearly contsibuted to their employment records.

i. Empioyment Policy
Austria, Japan, Norway, Sweden and Switzerland all dispiayed an institu-
tional commitment 10 the development of an employment policy. This
commitment involved the use of counter cyclical mechanisms and policics,
adjustments 10 labcur market policy and a conscious decision not 10 use high
ynemployment as a means of sccuring other policy objectives.

2. Order and Stability
The drive for employment sccurity has always becn 2 central feature in
policics advanced by union movements, but the successful countrics also
cxhibited astrong conservative concern with order and stability. Thisconcern
was assesscd as being “of cqual importance O capital accumulation™
(Therborn, 1986, P. 24).

3. Siate Interventionism

The successful countrics all pursued expansive Keynesian iype policicscom-
plemented by a consistent moncLary policy. These fiscal and monctary
policics were supplemented by a range of interventionist sirategies designed
1o mainiain full employment. Education and training programmes rcpre-
sented one of the central strategies employed, but these rctraining pro-
grammes were mescly one component of an overall development option
committed to full employment. The pursuit of this development opiion also
demanded a high degree of cconomic and political sovercignty.

The Revisionist Left position is best illustrated by Sweden which has pursued
an active labour market policy throughout the duration of the economic recession.
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The geographical maldistribution of work in Sweden was wckled by rcgional
development policies and by assistance with employce mobility. Policies aimed
ai improving the skills and mobility of the labour force and direct subsidics to
private corporations especially in ship building and steel were designed to prevent
redundancies, These interventions were supplemented by a range of special
measures designed to assist the least privileged competitors in the labour market.
Training subsidics in sheltered employment facilitated the restructuring pro-
grammc and provided new job opportunitics in depressed regions.

The outcome of these interventionist policies, as assessed in 1986, reveal a
registered unemployment rate of 3% with an additional 3 - 4% of the labour force
craployed in subsidized work, The inflation rale was recorded as 3% and at the same
time¢ Sweden conlinued 10 support a highly devcloped weifare system which
provided superannuation, free health and cducation services and extensive provi-
sions in child carc and employment leave. The full employment policy continucs
to be jointly advanced by labour and capital interests under the auspices of the
National Labour Market Board and this alliance has clearly been an imponant
stabilising factor during the period of restructuring.

Implications for Work and Education

In comparing these development options within the context of “employment
societies” wo fundamental differences emerge. The first of these distinctions
relates to the significance of work and the second is concerned with the purpose
and form of cducation,

‘The concept of work is conditioned by what Johan Galtung refers to as the “30
year life™. The period from birth to death can be placed on a continuum with lifc
defined as the period in which we engage in “productive” work. The concept of
production as mcasurcd by economists refers to that period of our lives in which
we eam moncy in the market place and in this sense the concept of life is contracting.
In the carly years of existence education and training programmces arc ¢xtended
in order to prepare students for work and at the other cnd of the continuem people
arc pensioned off into redundancy. Life represents that contracting scction of
existence in which we earn an income and establish oursclves as individuals in the
market place. In other words what is donc on the job is production and work - what
is donc away from the job is consumption and Icisurc. Thus:

LIFE
Youth Old Age
BIRTH

Ghetto Redundancy
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This type of thinking is exemplificd in cconomic constructs like Gross National
Product or G.N.P. which in economic lerms represents production, income derived
from production and e¢xpenditure of income. Yet it simply nicasures goods and
services produced for market exchange or in rewrn for taxes and the ralc and
efficiency at which land, capital and labour arc employed o those ends, It excludes
what might be described as the “informal cconomy™ and thal means child rcaring
and education, house keeping and cven home maintenance and renovations where
these services are not hired out. It also excludes other productlive processes which
are not intended for market exchange suchas the provision of food, clothing, shelter
and heat for one’s own use or for exchange within familial or communal sctiings.

The implications for sectors of our socicty such as women should be obvious.
Whereas the “beneficiaries™ of development excrcise considerable power within
the so-called productive sphere of the market, women arc largely confined Lo the
private and non-productive arena of the home. By definition, women arc unpro-
ductive membersof socicty and this relative sensc of powerlessness can be cxiended
10 members of the working class and indigenous populations. These groups are
gencrally exchuded from “life™.

If this critical interpretation of employment sociclics as advanced by Galtung
is related to the development options considered in this chapler, then there are
apparent advantages in the policies enunciated by the Revisionist Left. Although
revisionisis accept the existing relations between capital and labour as the basis
upon which production is organized, they argue that the market system is inherently
uncqual and thus State action is required in order to ameliorate these inequitics.
1n development terms, Lhis means ensuring some form of cconomic sovereigaly,
the maintenance of a secure domestic market and an institutional commitment to
full ernployment. Revisionists acknowledge the social implications of an employ-
ment socicty as well as the cconomic and social conscquences of uncmployment
and although they have yet 1o address the power relations which condition the “30
yearlife”, they have advanced arange of strategicsdesigred o improve theinterests
of labour. These stralegics nclide the concepl of a social wage, access Lo
cmployment opportunitics for women by favouring the introduction of part-ime
work and the fostering of industrial democracy sothatworkersare ablc 1o participaic
in decisions which directly affect production.

By contrast members of the New Right remain cominiticd Lo cconomic
individualism which assuines that all human behaviour is motivated by the
hedonistic aspirations ol acquisitive individuals sceking to maximize their own
productive cupacitics. [n policy lerms this means trading income and employimeni
sccurily for a mobile workforce, a low wage regime and a highly speculative
development path. Although Fricdman (1980}, one of the teading theorists of the

159

Q

ERIC

PAFullToxt Provided by ERIC



Q

ERIC

PAFullToxt Provided by ERIC

162

New Righl, maintains that the only side cifects of this economic agenda will be
“modest reductions in output and employment” the realily is Lhal restriclive
monectarism has created a “fast track™ 1o mass uncmployment. Instead of order,
stability and economic growth, this devclopment option has created insccurity,
disorder and relative deprivation, At the same time, its true social cosls are yclto
beassessed. Whereas the phitosophy of the New Right endorses individual freedom
and competition, it incvilably enhances the power of capital and the position of
cconomic “man”.

As far as education for work is concerned, then again some important distine-
tions emergce. The New Right views cducation as an investment product designed
for individual consuiners who are encouraged 1o purchase their product in the
market place. A price is extracied in some form or other by those producing
education and this price is 1o be paid by cither the consumers or their agents
(Treasury, 1986). Education is accordingly reduced to an individual construct in
the belief (hat human behaviour emanates from a moral position which exults
infinite greed. This moral position incvitably means thal the desires and aspirations
of individuals (weighted by markel power) conslitutes the basis on which social
values arc assessed. Thus concepls such as uscr pays and voucher education
emphasize individual choice and personal rather than social responsibility.

The Revisionist Lefl is also influenced by the liberal tradition and by notions
such as individual freedom and liberty, but this political philosophy is lempered
by humanitarian concerns and by a commitment to some form of social respon-
sibility. Although the socialand cullural impedimentsto cquality through education
have neverbeenadequalely resolved, revisionists have long viewed the educational
process as an important component of Lhe social wage with the capacily 1o alter
lifc opportunitics. It is this relationship between education and other components
of lifethatis subjectioallernative interpretations. These interpretalionsare notonly
conditioncd by work, but also by the way in which knowledge is perceived.

As Habermas obscrves, education was once an integral component of living,
but the process of modcrnisation has distorted its purpose and meaning. In the
progression and advancement of capitalism, the production and distribution of
social wealth was transferred from the family and the tribe 1o private ownership.
Education was separated oul as with other aspects of social and political life and
in this process of scparation, the kinship system surrendered its power and control.
The Joss of power was not only related to control over the produclive process, bul
also the ability o define knowledge and how it should be used. Whereas the New
Right views knowledge as a politically neutral commodity devoid of valuc
imputations, revisionisls maintain that it is impossible Lo distinguish between fact
and valuc in analysing and describing human development.

In adopting a position which is consisient with the mainstream tradition, the
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New Rightaccepts existing cconomic and social refations as given and in line with
the natural scicnces it secks 10 organize the world into discreet categorics for the
purposes of description and understanding. Aspects of pur cconomic and social
lives, which were previousty regarded as political manters, are redelined in narrow
technical terms thus excluding the possibility of political action. This cconomislic
view of the veorld reduces cducation to a commodity which can be purchased by
individuals for their own cnhancement and well being. The outcome is a form of
development which is individualized and privatized thus reducing the human
prospect 1o a mere caricature of reality.

The alternative development option as advanced by the Revisionist Leltviews
economics, socicly, culture and cducation as aspects of one in the same reality,
arguing (hat to isolate these componcnls ol human development would be arbitrary.
The logic of this holistic approach is articulated by critical theorists who maintain
that the categories by which we describe and interpret human behaviour arise out
of specific social and political sitations and cven where we use a lechnical
language we arc fabricating catcgorics which arc rooted in values and belicls. What
idcas arc produced, by whom and for whose benelit have always been the
fundamentas problematics in any critical examination of science and human
development. Whilst the revisionists have embarked on this journey they still have
some way 10 go because it eventually means addressing Lhe conncclion between
work, income and power. This is not just a guestion of ‘perspective’, but rather
confronting those cultural practices which emanaic out of the cconomic and social
relations of domination.




Part Four

School Policy and Curriculum




Introduction: Studies in
Work Across the

Curriculum
by David Corson

School Policy and Curricslum

In Part Four, we deal with the limited sense of ‘policies” in which the term refers
1o plans made for the operation of a schoo! and its curriculum. Policics of this kind
arc widely discussed and consented 1o before their adoption; they are available in
written form so that they can be rcferred to and regularly used as guidelines for
action: and they usually address maticrs that arc of obvious curticulum importance.
Inthe first section of this Introduction I examine the process of school-based policy
development, suggesting that all secondary schools nced to have a poiicy for
‘studics in work across the curriculum’; in the second section I recommend the
characteristics of ‘craftmanship’ as benchmarks for use by school curriculum
planners who are interested in educating about ‘work’ as part of a worthwhile form
of lifc: and in the third section | cxiend the idea of *studies in work across the
curriculum’ to include practical strategics in reaching suitable curriculum aims.

Schoul-Based Policy Development

The amount of theoretical work that has been done in the area of con-trucling
policics at the school level in cducation is slight. Although there is a wealth of
information relevant to largescale policies that have their impactacross cducational
systems, very little work has been done 1o improve our knowledge about policy
making and planning at the level of the single institution in education. Part of the
problem, of course, is that we cannot have a lot of knowlcdge about policy
construction at the school level since cach institution is so very differentinits needs
and arrangements.

There is onc commonly used definition of policy that is not very helpful (o us:
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the view that policy-making in cducational organisations is whatever administra-
tors in the ficld of education choose 1o do or not 1o do. Caldwell and Spinks (1986)
see policy inamuch lessabsiract and more useful way: a policy isasetof guidelines
that provides a framework for action in achieving some purpose on a substantive
issuc. This suggests recasonably that not all issues need a policy but only those of
substance and mportance.

Mostcurniculum issues in education come into the category of being substanual
and important. We need policies in modern schools for assisting a wide range of
children with special curriculum needs, for allocating scarce resources needed by
leachers in developing their curriculum programme, for rostering facilitics, for
integrauing the liclp of parents and the community into the school, and so on, One
policy thatreaches across all of these and other areas is a policy that sees language
as the central nstrument in leining and a chief methodology across the curriculym
tCorson, 1988). Another policy that scemsessential in the modern senior sccondary
school 15 a policy for *studics in work across the curriculum’.

A school policy that is well defined and public Iy available has the advaniage of
lendmg form and structure 1o the school’s operation. If 1t is acted upon, it brings
rationality 1o that operation since it asks thiat decisions and aclions be based on
objecnve and generaliy acknowledged criteria. A school policy is a device for
guarding agamst practices that may be insensitive o the needs and interests of
children: pracuces that often may not be deliberate professional malpractice bul
derive rather from a lack of reflection or from following personal whim, caprice or
habits of parronage.

A school that is amoral in its organisational practices is a powerful foree for
domng harm; it may be massively ‘miseducative’ by giving children clear but
unstated examples of human behaviour that are contrary 10 the explicit messages
about human behaviour and personal ethics that the school itsclf sceks 1o dissemi-
nate through is formal curriculum, As a small example, many schools in the
Westernworld in recent decades have moved quickly and compellingty 1o develop
pobicies on smaoking, by their staff members, inand around the school environment.
The point of these policies 1s 1 eliminate the double standard that was witnessed
by carlier gencrations of children who saw some staff smoking freely in and around
schools while other staff were warning children about the health consequences of
smoking and trying to discourage smoking by studer: s themsel ves.

In schiools, then, welt writien policies help us in managing complex cthical
maters. We can readily appreciate why schools and school sysiems present
situauons for decision making that are value laden and complex. The school is far
more complex. | believe, in the ethical relationships it harbours than any other
mstitution that humankind has developed (Corson, 1985b). Problems of value
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compicxily arc incvitable in a sysicm cslablished or the prentisce that in order 1o
prepare young people 1o be ‘free’ and responsible in 2 free socicty we should take
away their freedom by having them attend compulsory inslitutions for 11 or12ycars
(Lawton, 1981).

Problems of organisational and cthical complexity oflen arise in schools
because of cur need Lo accommodate 1wo scemingly opposed inclinations that
tcachers hold as professionals: on the onc hand we arc rightly anxious 1o trcal
children fairly and as individuals in schools; on Lhe other hand we arc awarc that
schoolsare places run on cssentially utilitarian lincs, where the grealestgood of the
greatest number is usually and reasonably the guiding cthical principle that has
some rclation to pragmaue reality (Corson, Cowling and Wenn, 1986). Goal
confusion can result, frustrating our cfforts as adininistralors 1o accommodale lo
cither of these inclinations with cthical consisiency.

We can meet this cthical challenge. Al the same time, knowing as we o thal

: schools arc belicf systems reflecting cach participant’s different goals and valucs,
we can deal with the effects of the organisational and ideological constraints that
Lhis situation crcates. One way lo confront these challenges in schools is 1o adopt
a collaboratively produced sct of policy documents, responsive as far as possiblc
10 the pereeptions of the organisation that cach individual has; indced this may
represent the only hope of asatisfactory plan ofaclion. Thealternative far principils
and teachers who are concerned 1o educzte for work may be Lo scc thewr task as no
morc than a serics of situations requiring decisions governed by short 1erm
exigencics 10 be met by whatever expedient measures arc 10 hand: *piccemeal’
decisions, in the bad sensc of the word. T prefer the policy approach.

Cooperative and collaborative group structurcs, of thekind needed to construct
policics that altract gencral assent, are influential in improving atliludes and the
reception of new ideas. In Greei ield’s work (1978) we find reasoned support for
the vicw that schools collaboratively managed and with agreed policics arc better
places forallconcerned, since they tend toescape the trap of having their procedures
and styles of operation modclicd on the dominant points of vicw only. In the cycs
of the public they are also more ‘legitimatc’ places, a point that relates Lo Lhe
theorising of Habcrinas (1985) which is at the forefront of social philosophy. His
conclusion is that a new form of ‘institutionalised discourse” is nceded in social
instilutions in Western democracics if they are Lo recapturc their legitimacy, their
sense of direction and the motivation of their participants and adherents. Habermas
writcs of *an idcal speech situation” in which there arc no cxtemal constraints
preventing participants from assessing cvidence and argument, and in which cach
participant has anequal and open cnance of entering into thscussion. Reinterpreting
this idca of Habermas® into the everydiy context of managing schools, we find
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support in it for the methods of policy discussion and construction that ase
recommended these days in many quarters: for example the sysiem of ‘sclf-
reflective meelings' reccommended by Casr and Kemmis (1983) or the stages of
‘school development” suggested by Prebblc and Stewart (1981),

The starling point may be in having a policy about policy-making itself that scts
up, as far as is possible, an ‘ideal speech situation' for determining how decisions
are planncd or implementced in the school. This ‘policy about policy* could include
sections on how prioritics for discussion and policy making are arrived at; the
processof selecling policy working groups; mattersof resourcesand accountability:
procedures for reporting back: steps in final decision making; the location of
responsibility for and methods of implementing decisions; and the sieps in the
¢valuation and reform of policies. If this policy is itse!f collaboratively produced,
and regularly revised, then Lhere is a good prospect of staff supporting later policics
created in line with its prescriptions: such as a policy for *studics in work across the
curriculum’. Policy making is a precise process that can work at the school level if
the steps in the process itself are well formulaied.

To say morc atthis stage might not be helpful since every school has its own sct
of contexts and circumstances that bear upon the kind of policy for studics in work
across the curriculum that itmight design. Here are some examptes of Lthese factors:

1. the way that work is practised in the local community and the kinds of work
available will influence the kind of curriculum strategics that might be
approprialte; this docs not mean, though, that the school should accept any
blame for communily uncmployment ratcs; nor should it attemipt 1o provide
solutions for local unemployment (sec Ivan Snook in Chapler 17);

2. the degree 1o which the local community is involved with the school will
determine how muchcommunity integraliona policy can have initscarly days
(although the policy’s long-term aim should be the maximum degree of
communily involvement in any studics in work across the curriculum):

3. the kinds of *youth cultures’ inhabiting the school may be major considera-

tions for planning (scc Jim Walker in Chapler 15);

4. any resources for vocalional guidance and careers counselling within the
school will need 10 be integrated into the policy 1o ensure that, while
addressing the needs of all students, the particular necds of individuals are not
overiooked (sec William Taylor in Chapter 16);

5. thenature and scope of transition-1o-work programmes operating in the local
community will influcnce school level policy decisions and Lhere may be op-
portunitics to relate these more closely i the school's formal programme (sce
Wanda Korndorffer in Chapier 18).
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I am suggesting that the development of policies for *studics in work acrossthe
curricuium’ of individual schools is a reasonable and proper course for education
in English-speaking countrics tobe taking in response to contemporary needs. The
devclopment of a school policy in thisarca dependson anu mber of factors. All of
these arc located within the school’s ambit of control: the commitment of the
teaching staff to the needs of *education for work’; a willingness to undertake some
research into the “‘education for work” needs of a particular school community; the
openness 1o consult with parents and the wider socicty in deciding poss.bilitics; and
the leadership of the school exccutive and the enthusiasm of the whoic school
community in making the policy work.

Work as Craflt

Itisa simple ruism to say that recreational work is part of a worthwhile form of lifc:
recreation isan endin itself. Occupational work canalso be pursucd for itsown ends.
In Chapter 1 this form of work is referred 10 as ‘unconstraincd occupational work”
or ‘meaningful work'; the presence of skill or judgment is a nccessary part of this
kind of work. This work is similar to recrcational work in having value for its own
suke. On the other hand constrained *labour” isless likely to be partofa worthwhile
form of life since it is directed clsewhere; it is performed under circumstances that
are not voluntary; and its worth is mcasured by scales of value oulside itself.
Schooling that prepares students for entry into work of this kind does not have
cducalion as its goal. This is a specics of training, not cducation. Education allows
i1s Students 1o sec work more as recreational work is viewed: an activity of life that
is worthwhile for its own sake.

The curriculum aim [ am suggesting here is that occupational work could come
10 be vicwed by more students as a desirable aliemative 1o Ieisure, since its point
would approach so ncar the point of recreational work, which is the activity of
leisure. Leisure 'work® could become a distinct aintin cducation, as Dewey implicd
itcould (Dewey, 1940: Sherman, 1974). For him the actual training for work should
be the least important part of a vocational curriculum. In the contemporary world
there are practical reasons to support Dewey’s casc: the rapid obsolescence of
traning and even of occupations themselves suggests that we need a hroader not a
marcower preparation for work. For Dewey “education for work’ should develop
intedligence, initiative, ingenuity and exccutive capacity in order to allow workers
1o be “their own miasters” (1915, p.42).

Allof this suggests promoting a shilt in values about *work’: perhaps for many
students these proposals would ereale, forthe very first time, a vatue for wark that
is implicitin it. By developing warkers who love their work for its own sake this
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curriculum dircction might produce graduates who view their work as craftsmen
view theirs. I have adopled six features of ‘craftmanship’ from a list provided by
C. Wright Mills (1973, pp. 10-13), alist that he extends (o ‘intellectual crafiman-
ship’ elsewherc (1970). Nor s there arcady substitute word for ‘craftsmanship’ that
is gender neutral; readers wiltknow, then, that the word in this conlextdenotes men
and women involved in activitics of crafunanship.

The following descriptions could be used as benchmarks in designing ‘studics
in work across the curriculum’ to ensure that programmes are within a frame work
reinforcing the valuc that studentsscein their work and the significance of that work
for themselves and for their socicty:

I. there isnoullerior motive in work other than the product being made and the
process of its creation;
the details of daily work are meaningful because they are not detached in the
minds of workers from the product of the work:
workeys are frce (o control their own working action;
craftsmen are thus able to lcam from their work and 1o use and develop their
capacities and skills in its prosccution;
there is no split of work and play or work and culture;
the work activity of craftismen determines and infuses their entire mode of
living.

In recommending these features of *craftmanship’ as benchmarks for curricu-
lum planners, I am wking a very strong stand against the widely cited' Theory X'
account of management: the view Lhat the average human being has an inherent
dislike of work and willavoid it wherever possible {(McGregor, 1960). This account
of minc is broadly consistent with a humanistic conception of work and a
management “Theory Y' view of workers: the expenditure of effort in work is as
nalural as play orrest; human beings will exercise self-direction in work if they arg
commitied to it; and the capacily for imagination, ingenuily, creativily, and
responsibility is widely distribirted among people, yet only pantjally utilized in
modern industrial work situations.

Work viewedascraftmanshipisquite different from work viewed as constrained
labour. There arc rewards implicitin work when workers recognise that they arc the
proxlucersof products or services that enrichor sustain life; when theirown purposcs
and mcanings are involved; when qualities such as exercisc of judgment, sense of
style, and the practice of a sensc of craft are demanded. From work of this kind, as
Arthur Wirth points out, comes a satisfaction of the human scarch for potency, as
workers nicasure themselves against their work, sensing their powers and finding
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human dignity and worth in the process (1977, pp. 56-66}. He instances the siluation
in Sweden where the automobile companics were forced 1o accepl that they could
nol hold their cducated youth in the constrained settings of traditional plants. The
result was the redesign of workplaces 10 lessen the constraints and o satisfy
workers' desires for achicvement, recognition and intcrest: to offer them meaning-
ful work. For Dewey work of this kind playsa critical rolc in self-fullilment and in
conlinuing cducation: it becomes a vocation or a calling:

A calling is of nccessity also an organizing principle for information and ideas;
for kirewledge and intellectual growth. It provides an axis which runs through
an immense diversily of delail it causes different experiences, facts, items of
infarmation lo fall into otder one with another (Dewey, 1916b p. 362).

In this quolc {rom Dewcy we can scC the links clearly revealed between
crafimanship, work and the meaning of cducation that was highlighied in Chapier
- 1o be cducated involves the possession of a body of knowlcdge along with a
conceptual scheme Lo raise that knowicdge above the level of a collection of
disjointed facts; this means some understanding of principles for the organising of
fucts, the reasons behind things. Studics in work across the curriculum, that explore
the links between *work' and “craft’, arc compatible with this view of cducation.
Student altitudes Lo thie curriculum, 1o schaolwork, and lo work in general could be
transformed by a well-concerved and integrated course of study of this kind.

Studies in Work Across the Curriculum

{n this section 1 centre discussion on the cducation of children in middle o Tate

adolescence: sludenls nearing or passing the minimum school leaving age in most
‘ English-speaking countrics. Although my approach to the lopic suggesls some
broad form of curriculum integration, L am aot advocaling Lhe abolition of subject
boundarics or atotally integrated curriculum: the loss of the subject specialisation
of teachers at this level is probably greater than the gains to be made from a fully
integrated curriculum (se¢ Lawton, 1983; Pring, 1976; Reynolds and Skilbeck,
1976). Noran | urging major changes in what schools do or in the knowledge they
convey: rather 1am simply supgesting that scnior schools might conceive of their
task inaslightly differentway. What [ am advocating is that *studies in work across
e curriculsm® should became a broad organising idea for the senior sccondary
school, a major theme to be purstied as a curriculum goal that will link what
Bernstein calls "the uncormmonsense knowledge of the school” and ‘the common-
sense knuwlcdgc.ihccvcrydnycnmlnunilyknowlcdgc' of puptls, their families ind
peer groups 1975). Recent experiences in cducation suggest that we need to treid
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cautiously in pursuing an integration of this kind. Bemsiein argues that four criteria
nced to be met if schools arc to have a culture in which both staff and pupils retain
a scnse purpose. in summary-these four conditions arc as follows:

l. lhcrcmustbcconscnsusabou[lhcinlcgralingidcaandilmus[bcvcrycxp]icil;

2. the nature of the linkage between the inlegrating idca and the knowledge to
be coordinated must also be cohcrently spelled out:

3. acommittce system of staff may have to be set up to creale a sensitive feed-
back system;

4. without clcar ¢riteria of evaluation, neither teacher nor taught has any incans
to consider the significance of what is lcamed, nor any means to judge the
pedagogy.

Considered in the light of cxpericnce in a varicty of versions of ‘open plan’
cducationatdifferent Tasmanian primary and sccondary schools (Corson, Merring-
ton and Wenn, 1986) Bemsiein's warnings are powerful and impressively accurate.
Where his conditions arc met, staff and pupiis do have a clear sense of time, place
and purposc. Elsewhere, where one or more of the conditions arc missing, tcaching,
Icaming and cvaluation all suffer from vagucness about what is o be done in the
school and how,

Denis Lawton (1983) suggesis a possible commitlee structure o facilitate
school-based curriculum planning. He incntions threc levels of decision-making:
adircctor of studics committee: departmental commitiees; and a commitice of the
wholc leaching staff. T belicve, though, that we can go much further in developing
‘studies in work across the curriculum’. In this instance we can address several
problem arcas at once in our school planning: the *cducation for work® needs of the
students; the need for a school-level policy in *education for work'; the need Lo
prommole work expericnce forall; and the need o make the school itselfmore organic
Lo the community in which it is set. The current movc in many places to develop

cflective Schools Councils for all schools (Wenn, 1986) relates 1o Bemsicin's four
condilions, cspecially his third point. These bodies for curriculum planning and for
school management generally are far more involved in the education process Uan
are the *boards of govemors” that have been com mon in some places. The task of
a School Council is (o ussist the school excculive wherever possible with educa-
tional policy-making and planning. If we cxpand Bemsicin's commitlce concepiin
point 3 1o include in curriculum discussion teachers, students and the parenial
conununily inanaclive rclationship, then his other three peints become an essential
frame of reference within which the School Council might aperale. In the senior
secandary school ademocratic organisation of this kind could find fulfilment of its
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curriculum purposc in the task of coordinating studies in work across the curricu-
{um. Further details are outside the scope of discussion here. Guidance of apractical
kind forcouncilsor schoolcurriculum policy groups may be foundinthe curriculum
matrix planning advocated by Lawton (1983). My concern here is with the kinds of
questiens that curriculum planncrs in this or any arca should ask in designing their
proposals.

A.V. Kelly (1986) bypasses the rationalist guestions that arc often asked about
school subjects: what subjects have aright 1o a place on the curriculum; or, what
subject content should we be aiming to transmit to pupils? He also bypasses the
politician’sand cconomist’s questions: what cconomic valucor uschasthe teaching
of this subject; or, what is its vocational polential? Instcad he asks very differcnt
questions: what formsoldevelopmentcan subjcct x [ortheme x, or work cxprience
x] promote; and how can we justify fts inclusion in the curriculum in these
cducational terms? For Kelly itis not the kinds of knowledge that matter, he places
priority instcad on the kinds of engagement with knowledge that arc promoted by
engaging in given curricular activilics

Kelly borrows from Raymond Williams (1958) the idca that cducation’s task is
1o anticipate cultural change, a form of devclopment that links dircctly wilh
development at the personal level. I think we can conclude that initiating into a
worthwhile form of life will certainly require a preparation for cultural ¢hange and
the development of the personal sirengths that are nceded at ‘east 10 understand, if
not tocontribute 1o, cultural irnprovement, Educating inorderto promoic these itwo
kinds of devclopnicnt was a major thrust of Dewey's philosophy so it is not
surprising that it eniers pointedly into discussion here. We do well to think first
about ‘compelencics’, then, or *potentials for development’, in planning a curncu-
lum for studics in work.

The following checklist of competencics is one that is alrcady in use in schools
for overlaying on curriculum proposals. Clearly these comypetencices relate dircctly
1o ‘cducation for work™: this means that they are also ceniral to cducation in gencral
since the former, as | have argued, is a partof the latier. The compelencics fall into
twogroups. Firstthere isa sctof competenc iesassociaicd with learning o converse,
read, wrilc and calculate. Sccond there is a se1 of competencics thit depends
considerably onthe prioracquisition of the firstsct. Thislistis borrowed frecly from
a curriculum document (Schools Boara, "986 pp. 22-23). It may be helpful for
readers 10 know that the list was compiled by principals, senior staff and lertiary
affiliates (including the author) from all the senior secondary collcgesof Tasmania.
1t therefore represents an amalgamation of vicws from across the curriculum of
upper secondary education; it encapsulates the kinds of developmental aims that
schooling at this Ievel is widely thought 1o pursuc.
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Prior Competencies
acquiring Information

This includes listening accurately and eritically to oral presenialions; using data from
comrpuicr information systems; identifying the main ideas from print and graphic
malcrial aswell as from film. television and radio prescntations; reading differentkinds
of fiction and non-fiction: obscrving and recording praclical cXpericnees,

conveying information

This includes talking and writing for pariicular purposes; using a range of mediato tell
astory or present fuc tual information; using medels toexplainideas; demonsirating the
difference between major ideas and less imporiant ones; and daing all these forarange
of andicnces.

applying logical processes

This inciudes inferring from observations, analysing and intetpreting information,
calculating numiber relationships and valucs, solving practieal and theoretical prob-
lems. [erming hypothescs, anticipating and predicting consequences, identifying as-
sumplions and evaluating requirements.

undertaking practical tasks as an individual

This involves choasing. planning and organising a range of tasks, including those that
require a range of physical dexlerity and seeing them through 1o completion without

supervision.

undertaking practical tasks as a member of 3 group

This includes activitics similar 1o thosc above with emphas:s on cooperation, negotia-
tinn and leadership,
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making judgments and decisions

This includes identifying allematives, evaluating evidence and ideas, stlecting appro-
priate courses of action.

working creatively

This includes the ability to use idcas and materials inventively - recombining ideas lo
meelnew situations and conlexts, extrapolating beyond what has been given explicitly.
Thesc creative aclivitics should not be restricled to art, drama and music.

Dependent Competencies
act autonomously

by displaying initiative, self-confidence ani conuol, resilience and entreprencurial
skill across a range of human activities.

act responsibly

by considering how actions will affcct others as well as oneself, being lolerant or firm
when appropriate, and valuing democralic processes.

show care and concern for other people

by being sensilive ko the thoughis and feelings of vthers, respectling different opinions
and ways of doing things. being friendly and helpful. being able to cxpress love and
affection.

consider questions of bellefs and values

by examining how idcas and actions reflect beliefs, giving carcful considcration to
personal, individual and group valucs in all aspects of cxperience.
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These competencics have clear relevance across the full range of human
activities. Graduates from a form of schooling that managed 10 equip all its studenls
with all of these compelencics would be welcome as beginners in any work or non-
work environment. Reading over them 1 am reminded of the kind of education that
was practised for the Icisured classes of carlier centurics whose aim was to make
the student “agrecable company’ or ‘socially acceptable’. The list would also
overlap considerably with a list compiled by a Marcus Aurelius or an Aquinas or
a Socrates. If these competencics do seem historically conservative then perhaps
there isa message inthat fact: our views about what isnceded ina desirable member
of civilised society are reasonably stable and enduring ones (like our views about
what constitutes *classical music'); there is a certain ‘canon’ of socially necessary
human competencics that are only subject to slight variation across time, not
wholesale change or even much supplementing.

Schooling today, though, is not much dirccted toeducating the Ieisured classcs.
These competencics are still essential ones but the context of their application in
education haschangedand ischanging. If we accept that ‘initiation into work as part
ofa worthwhile form of life' is a task for education, then studies in work across the
curriculum will give attention to the meaning and place of work in that worthwhile
form of life; it will, I suggest, promote a view of work ascraft. Suggested below are
practical strategies, in no special order, that might be effective in reaching these
aims:

1. Swdies in work across the curriculum could emphasise work skills rather than
job skills; thelist of competencies above gives a practical guide here. The task
of finding and mastering what is common to work, rather than what is specific
to‘a job", will inevitably help the discovery of the meaning and place of work
in a worthwhile form of life. A good starting point might be an explicit
investigation by teachers and students of the competencics listed above: how
do they relate 1o the work sciting?

2. Programmescould be student-centred and individualist, Forexample, the *No
Kidding® project in the Post Sixieen Centre at the University of London
Inslitute of Educalion secksto involve groups of young people actively in the
development of curriculum malterials; it produces a serics of photographic
exhibitions and related tex(s based on studenls’ work: it runs a cultural event
on the theme of *Livelihoods' and develops video programmes on Lhe same
theme. There isaneed lo give individual student capacities and interests more
weightat this level as the curriculum begins (o reflect career aspirations and
cultural factors. Jim Walker in Chapter15 gives a clear lead; he recommends
that negotiation between leachers and students be the basis of curriculum
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planning in this arca.

Programmes could explore the context of work by case study with groups
engaged in activitics that might provide partial answers Lo the following
questions @ where does work fitin the scheme of things? what placc docs
remuncration play ?can work be separated from the canstraintsof ime, venuc,
duration and intensity that affect it? is it always cnjoyable? A purpose for
including this last question is 1o aveid selting students up for possible
disillusionmentand defeat thatmightcome when therealitics of work turnout
Lo be rather different from the idealized view of work that is often passed on
in schools and among peer groups. Work expericnce programmes could also
do much to head off false impressions about the world of work. In Chapter 16
william Taylor discusses student ¢xpectations about work: aficr a period of
cxposure lowork many young people {ind cven the most menial formsofl work
10 be preferable to the indignity of being treatcd as children in schools.
Programmes could include counsclling, group discussion sessions, role play
aclivities and simulation games cxamining the non-remuncrative rewards 1o
be gaincd from work: forexample, the opportunitics [or social intercourse and
its related benefits; relMective pleasures; Lthe sense of mastery and achicve-
ment: the sense of service; the lecling of responsibility etc. All these things
arc close Lo the dynamic interests that occupy adolescent talk and meld their
relationships; not (o have them in the curriculum isto outlaw from schools a
chicf ingredient of adolescent lifestyle.

The place of work experience reccives special atiention from Wanda
Korndsrffer in Chapteri®. What we know about work expericnce ang
wransition education is so far largely negative: weare beginning (o know whal
not o do. In Chapter 7 1 recommended the incorporation of work cxperience
for all in sccondary schools, an undertaking that requires deliberate policy
change at the system level. The Ontario Ministry of Education gives a lead
with an cxplicit policy providing guidclines for work experience (1984). To
achieve the curriculum aim that is introduced in this present chapier, work
cxperience could highlight interaction willi workers who arc themselves
crafismen and who offer an example of craftmanship in practice. This mcans
amore care ful matching in future of students with workers and work sellings;
it means paying more atiention to educar’ anal factors and 10 questions of
competency devclopment than is probab- y paid now. Specifically, recrea-
tional workers and unconstrained occupational workers have an important
placcas excmplars inany work cxperignce programme; the nature of the work
isof Iess importance educauonally than the developmental experience given
10 students by enpaging in il
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6. Programnics in work cxpericnee might advance the position that the way in
which work activitics are carried out in communilics provides an organising
principle for approaching the particular community under study.

7. Programmes in work cxperience need not begin and end in the school.
Adolescent auitudes 1o school arce ofien so restricting thal very little of value
about the real world (of work) can be dealt with in the school. The school
organisation ilscll shapes the social relations of swdents and tcachers,
Relations with teachers are friendly and more cqual at aschool camp or social
cvent: this suggests that the divorce between school and non-school can be
bridged by teachers doing things in the company of students outside of
schools, not just by sending them off and secing them again when they retum,
the need is really to take the school into the world of work, not to bring that
world mside the school.

8. Anorganisingidcawithin the themeof “studies in work across the curriculum’
might link studics of the language of the culture with work cxperience by
deliberately expanding the communicative reperloire of students, both ils
lexical range and iis functional and conte xtual applications, The point, vilue
and significance of work becomes real 10 students when they are able 1o
organis¢ the vague jdeas that they have about it and link them with language
which becomesavailable 1o them for reflection and interaction. A wide range
of oral language pedagogics and activitics suited o adolescent interests and
abilitics arc available, but they are rarely used in modern senior sccondary
schools (Corson, 1987).

A key organising principle in all these recommendations is that the studies
should be experience-based.. What | am arlvocating is that we try 10 recapuure, in
our socizlisation programmes in ‘education for work’, those traits of socialisation
about work that still eccur ‘naturally” in agrarian socicties. More than this, though,
andconsistent with the complexities of modem socictics, experience-based studics
of work across the curriculum will aflow young people to view work from the
different knowledge perspectives that a broad school curriculum offers, These
studies will inevitbly introduce the satellite social problems of work that provide
constraints different from those of time, venue, duration and inlcnsity: the alicna-
tion of worker from worker; the maintenance of group motivation from within the
group; difficultics in communication; inter-group conllicis; technological change;
and the morality of engaging in certain kinds of work (see Colin Wringcin Chapier
3). From theirexperienceof work and the processesof education thatare based upon
it, young people can be edged to the conclusion that our cxpeclahons of work differ
according 1o the perspectives through which we view L.

176

PAFullToxt Provided by ERIC




Q

E

PAFullToxt Provided by ERIC

RIC

181
Key Issues for School Policy and Curriculum

InChapter 15 Jim Walkerargues that youth cultures in the sccondary school sciting
provide a foundation on which 1o build a curriculum in work. Adolescent problems
relating to work and the world of work can be better undersioed by eachers who
are Fantiliar with the various youth cultures that ¢xist in schools. This is not 1o siy
that problems arc markedly differcnt from youth culture to youth culture; Walker’s
claim is a lesser one: the perspective that individuals have on problems related 10
work will be coloured by their cultural allegiance and will be better undersiood by
outsiders Familiar with that cultural perspective. He identifics key cducational
questions in coming to understand youth culwres and in developing a coherent
curriculum thatresponds to differcnces inculral beliefs and practices. In partthere
is a nced to address both the perceived and the real problems of students. He takes
up the idea that siudies in work across the curriculum may provide an aventic Lo
successtul policy development in education for work.

As cxamples of youlh cultures, operating al the borders between school and
work, Walker draws on two cthnographic studics: the one looking at boysin ayouth
cnlure styled “the footballers'; and the other looking at girlsina youthculture styled
“the troublemakers’. He finds that the members of these youth cultures possess a
wealth of knowledge and experience of real work situations, cOMMONSCNSe
knowledge that contrasts markedly with the ohscure knowledge of work located in
icacher cultures. He recommends the creanion of curriculum’® tonchstones’ between
teachers and pupils, and between pupils and sork. These touchstoncs, for Walkcr,
are points where different cultural bodics of knowledge come logether; they provide
avenues of communication across pupil and teacher cultures that can be based on
the sharing of problems, interesls, cxperiences and standards of behaviour, The
contral method Watker recommends is negotiation: making deals with students
about solving mutual problems and acling upon them. He olTers five sieps lowards
curriculum development of this kind.

In Chapicr 16 William Taylor looks at developmental needs that individual
students have in making the transition from school Lo work. He outlines changes in
the practice and the conception of vocational counsclling that have occurred in
recent decades; there has been an overdue move away from the ritualistic practices
of carlier times that atlempted 1o match squire pegs 1o square holes. He traces the
impact on schools of ‘carcers education’, translated to Britain from the United
States in the carly 1970s (see Robert Sherman in Chapter 6), and the development
of the Schools Council Careers Education and Guidance Project. As in the Uniled
States there have been difficultics in malching the carcers cducation ideology, as
it aperates in schools, with the realities of the world of work. Taylor concludes his
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first section with a plea that the genuine nced for individual guidance and
counselling of children in schools not be overlooked by educationists concemed
with the wider issues of education for work.

Taylor's second section examines the criteria that people have for judging
quality of working lifc and the ways that education can help satisfy these criteria.
His conclusion, from a broad study of the sociological evidence, is that schools do
best for their students if they cquip them with the range of compeiencics that are
considered desirable acquisitions by cducators wherever they may be. He links
these competencics with Bloom’s concept of ‘mastery lcarning’ [an approach 1o
syllabus design in the sccondary school that has had a wide impact on the
realignment of certification procedures by accrediting authoritics in several
Australian States]. Taylor concludes by making a number of recommendations for
policy, research and practice in education. ’

In discussing Bloom’s ‘masltery learning’ Taylor makes the point that a scrious
problem is arising in socictics where gencrations of compulsory schooling have
prodluced more skilled people than there arc roles for them to perform. This is a
siluation closcly related 1o thar addressed by Ivan Snook in Chapter 17: there are
many who blame schools for not equipping cnough students with the skills needed
for cmployment, who argue that schools should be blamed for uncmployment and
that teachers should be asked 1o take a role in climinating it. Snook argucs that
schools are in no way responsible for unemployment. Drawing on slatistical
evidence he shows thatin developed countries there is no serious mismatch between
the jobs available and the skills that the uneniployed lack. If schools have not caused
unemployment, Snook asks, can they provide part of the solution 10 it? He sces
difficulties here since the things that schools are able Lo of fer their students may nol
greatlycompensate forother ‘prestige” faclors in socicties thatact for oragainst job-
scekers from different social or culwral positions. Jan Branson’s chapler on
‘gender’ points 10 one of these factors; high status language is another (Corson,
1985). Training in skillsmay mis= the pomt. Analiemative curriculumin ‘education
for Icisurc’ (sec Chapter 10) is also unsatisfuctory as a possible direction for
schooling: “it reflects a cynical ncglect of the social situation of the unemployed™.
Snook is nol prepared to distiss vocational educition courses as lightly, however.
They do give a lead to tcachers about what 10 offer in schools because of factors in
their broad appeal to studenis: vocational courses are aclive; they are relevant to
student inclinations and hopes; and they integrate commonsense knowledge with
school knowledpe.

There are lessons for teachers planning any form of curriculum activily in what
Ivan Snook has 1o say. In the context of *education tor work', though, his poinls can
be noted and applicd especially o programmes of work experience: he mentions the
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near irrelevance 1o real learning of direet instruction; he stresses the need for
children to have a rich cngagement in activitics if they are to acquire traits thought
desirable by people oulside schools; and he advises ieachers to find ways 10 excite
and challenge the young, cven while presenting them with a curriculum thal must
incvitably pay atiention Lo conservative educational virtues.

In Chapter 18 Wanda Korndorffer uses ficld work studics 1o uncover the
strengths and weaknesses of training for work programmes thai are aimed specifi-
cally at young people among the “at risk' group. She begins by cxamining the
theoretical assumptionson whici 'transition education’ isbased. ltoffersaresponsc
1o a crisis of capitalism. The emp. asis on equipping ‘at risk® students with casily
Icarncd and barcly relevant “skills® in senior secondary sche-- - and technical
colleges Lhinly disguises the real intention of such programim -a: the inculcation of
social disciplinc. Komndorffer’s interpretation of the social nicchanisms preparing
socially marginal children for alicnating manual work takes us full circle, back to
the disunctions made inChapter | between meaningful work ontheone hand, which
is desirable, contribuies 1o self-respect and is part of a worthwhile form of life, and
constrained labour on Lhe other. Transilion cducation attempts (o initiatc most of its
graduales into the laner.

In her second section Komnddrffer cxamines transition education programimes
in practice. The programmcs she discusses arc typical of programmes of this kind
tricd in various countrics: they are neilher outstanding nor poor cxamples of
practice. While there is some encouragement in her findings for some of the
activilics of these courses (nolably the kinds of engagement in real-life events thal
lvan Snook asks teiachers in schools to give more atienlion to) har general
conclusions are not encouraging for courses of Lhis kind. Transition-to-work and
other stop-gap programmes do not adequalcly caler to the perceived needs of the
clients or to the educational crileria that the programmes ignore. When training of
this kind is conducled away from cducalion it serves purpases that are other than
the purposes 2f education: Lhe needs of the state; the needs of cmploycers; the needs
of the instrumentalitics that grow in power through mounting the programmes; and
the narrow political aims of governmenls. A straightforward conclusion seems 10
arise from these latier chapters by Snoox and Komddrffer: if training for work is
necessary for young people, then it needs lo be integrated inlo a school curriculum
that has education as ils goal.
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Building on Youth
Cultures in the

Secondary Curriculum’
by Jim Walker

Introduction: A Yiew of Work, Culture and the Curriculum

Work fits differently into diffcrent ways of life, or cultures. It is nnlikely that a
perspective on work can be understoed adequately in isolation from the complex
culwral whole of which it is a parw. If this is so, then our approach (o curriculum
development needs to recognisc that adequate understanding of students' perspec-
tives on work, and suitable assistance to students in the problems they face in this
part of their lives, requires some understanding of their cultures.

Diffcrentcuitures notonly contain different perspeclives on work, but these per-
spectives are related to dislinct problems concemning work and personal life,
requiring different solutions. Indeed, it is fruitfut to view a cullure as a problem-
solving repertoire which has developed oul of the hislorical experience of the group
in dealing with its cnvironiment, and which is adapled by individuals to their own
particular circumstances (Walker 1987d). Individuals sharing the same culture not
only vary in their personalitics and abililics, but are assigned different social roles
(for instance scx/gender roles), and so may differ in their work oricntations and
problems. Within one cullure, males and females may have different perspectives
on work, indced distinct subcultures, but these need to be understood in relation 1o
cach other.

Differences between cultures are not complele or absolute. They frequently
occur simultancously with some overlapping of perspective and with shared
problems in school and work, and they can change. Thus we need 1o view cullures
dynamically: they arc inlernally cosnplez, they interact, and they may be open (o
reconstruclion (Walker 1987d).

Culwral overlap derives from the material context shared by groups with
tfferent cultures. For instance, changes in the economy and in cmpluyment 1o
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which people respond differentdy are nevertheless the commeon origin of inany of
their diverse problems. Indeed they are widely shared basic problems which are
mediated through complex social relationships which form the context to which
particular cultures are responscs. Similarly, the education system wilhin which
teacher and pupils must address the problems of their students is acommon conliext
within which to develop educational solutions.

The problems a person faces also vary according Lo the person’s age. Givena
dynamic, problem solving view of culture, this means that cultures arc Lo a large
extcntage-specific. In the secondary school, forexample, teachersencounter youth
cultures, which combine cthnic, sex-gender, social class, recrcational and other
clements in response-reperloires more or less adapted tothe problems perceived by
young people. Here there are four key educational questions. First, how rcal arc
these perceived problems? For example, are migrant groups a rcal or an imagincd
theeatio the cmployment prospectsofalready established groups? Second, are there
other real problems facing students whichare notpereeived by them? Forexample,
are students aiming at apprenticeships in traditional biuc collar occupations aware
of how they might be affccted by changes in the labour markct? Third, how cffective
arc youth cultares as resources for handling the problems facing young pcople? For
example, do the cultures of groups of working class girls provide an adequate set
of responscs Lo the problems of employment and family life they are likely to face?
Fourth, how does onc youth culture cnhance or constrain the options available 10
young peopie in other cullures? For cxample, do some of the “macho masculine”
youth cultures prevalent among boys in secondary schools adversely affect the
chances of positive learning anddevelopment of other boys and girls whosccultures
are dominatcd and subordinated by the “macho” cultures?

Any altempt 1o develop a curriculum orientation to “the world of work™ will
need 1o address these questions. Above all, sf it is to succced in a context of cultural
diversity, it will need to take account of both similaritics and differcnees between
cultures, of sharcd and unsharcd problems, and find a way of developing acohcrent
curriculum which neverthelessdoes not obscure orignore the complexities (Walker
1988c).

Teachers,of course, have their varionseultural backgrounds oo (Conncl 1985},
These become mixed in with their shared general professional culture (Hargreaves
1980) and the specific staffroom cultures of teachers of humanitics, mathematics,
the natural and social sciences, and so on {(Ball & Lacey 1980). Morcover, jusl as
pupil cultures are refated 10 wider cibnie and class cultures, teacher cultires are
related 1o witer cultuees in the arts and sciences, the cducational sysiem, and
government burcaucracie: (Bernstein 1977). Like the youth culwres of students,
wcacher cultures have their perspectives on work, deriving from the problems dnd
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contexts of the work teachers understand and have 10 perform. Teachers need Lo be
awarc of how their perspectives on work relalc to those of their students.

In this contex(, two major problems face tcachers. First, there is the problem of
cffectively addressing students' cullural perspectives astheseare played outin daily
life and as, in the minds of swdcenis, they link present realities with future
possibilitics and personal aspir.tions. Solutions 1o this problem require the devel-
opmerit of intercultural understanding, a precondition for lackling the second
problem, which is 1o develop cducational stralegices which can maximise students’
en:ployment options and promole desirable change in students’ perspectives on
work. I suggest that the solution to this problem requires addressing both the
pereeived and the real problems of students. Furthermore, the curriculum needs 1o
take into account all these problems in as coherent a way as possible. One aspecl
of a coherent cumiculum relevant 1o the world of work might well be the study of
work across the curriculum (Corson 1985a).

To illustrate this cultural approach Lo curriculum development, [ shall draw on
two cthnographic studies of the transition from school 1o paid employment,
uncmployment, and domestic work: studics of groups of girls (Moran 1988) and
boys (Walker 1987a, 1987b, 19884, 1988b, 1988c). Both siudics employed an
approach tothe stuly of culture which emphisises problem-solving activity and the
dynamic relations between different cultures.

Example 1: *The Footballers”

"The footballers” were a group of boys in an Australian polyethnic inner-urban
stngle sex school in the carly to mid 1980s. They represented a particular form of
“Aussic” male youth culture, placinga praniumon rugby i utball; they formied the
bickbone of the senior grade rughy unton teams, and at every opportunity played
"touch” football (rugby Icague with louching substituted for tackling) at school.
They contealled the largest and best scclion of the school growsts, and when they
moved around they expected others to niake way. Rugby league, their preferred
gamc, isbounchup with traditional Australian working elass culture in the arca. Most
[ootballers were of Anglo-Saxon-Celtic (ASC), or "' Aussic™ backgrounds.

"The footballers™ were at the top of a youth culwre hicrarchy, sclling the
"agenda”, as il were, for other boys. To be accepted by them, others had to develop
the capacily o trade real or mock physical violence, jokes and insults, and overtly
to rejest non-Aussie values. Footballer cullure placed a strong emphasis on
tnobility---preferably by car on cvenings and weekends— moving from one pub or
clubto another as the fancy arosc, striking aggressive postiures 1o other males, and
performing ostentatious displays or conducting propositioning raids on females—-
"hunting”,
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Short-lenn goals, especially “having a good time with your mates”, took
preccdence. Assertive masculinity worked as a repertoire of solutions 10 short-term
problems of personal identity, self-csteem ard legitimation of one’s actions in very
concrete practical contexts involving caling, drinking, moving, rclations with
femitles and, as the post-schoot years went by, the pressures of working life.

Although footballer cullure was far removed from the professionat cultures of
teachers and from most of the content of the format curriculum, the footballer group
was nol alienated from school. Bec ruse the school recognised and celebrated their
sporling prowess, the footballers had ample oppartunity for short term reward and
status at school. Teachers used sport as a bridge 10 youth culture and largely
succeeded in establisking rcasonably good relationships with these boys, whose
compelitiveness transferred 10 the classroon and provided some motivation for
perseverance with the culturally alien contents of much of the curriculum. The
footballers, at least around the age of sixteen, tended (0 accepl teachers’ credential-
ist arguments for the necessily of gaining a School Certificate to enhance employ-
ment prospects.

Such compelitive and credentialist motives, however, werc cducationally
limited by the short term orientation of the traditional working class culture of the
area, and so ASC footballers tended 10 aspire 1o little more than the kind of
employment they saw around them, what lag been achicved by their fathers, for
cxample. In the long run, this limited theiremployment flexibility and their caming
prospects in achanging labour market. The only exceplions (o tnis were non-ASC
mcmbers of the foothaller group whose fannly backgrounds, reflecting immigrant
cthnic culture, provided them with higher aspirations. These boys, by gaining cntry
into the cullurally dominant foothaller group, achicved higher youth social status,
bul were nol restricted by the short-term perspective on work. Thus at the age of
twenty one, ASC footballers remained in occupations similar to those of their
parents, and continued to live in the area, while non-A SCs had moved outof the arca
to higher status occupalions.

Footballer culture contrasted strongly with the culture of another group of boys,
“the Greeks™, whose family backgrounds stimutated them 1o stay longer at school,
toseck the Higher School Certificate, and to goon 1o higher education or to establish
their own businesses. By the age of twenty one, "the Greeks” were bccoming very
successful in their ambitions; and many of the footballers, who had looked down
on them at school, were cither envious of their achievements or expressed the wish
trat they hud themselves worked harder and persisted longer at school.

Example 2: *TFhe Troublemakers”

“The tonblentakers™ compnsed two guugs of girls mean Austratian polycthnie
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inner-urban cocducational school in the cariy to mid 1980s. They were often
described by teachers and other gicls as “iroublemakers™, “dummies”, “rathags”,
“oluts” and “moles”, They were gencrally antagonistic Lo other girls they regarded
as “goodic-goodics”. Their main inlcrest was in atlracting boys; indeed talking and
worrying about boys was their major preoccupation. Girls without stcady boy-
fricnds spent a lot of time ploiting how to mect “Mr Right”; while thosc with
boyfricnds constantly grappled with disappoiniments at the hands of males and
agoniscd over sex. Other major conceens were closely related: dress, haiestyle,
make-up, weight, and so on. The girls canic from a varicly of cthnic backgrounds,
although the smaller group was enlircly ASC.
Family cthnic differences had a pronounced influence on the gicls’ relationships
with malcs. The non-ASC girls went aut only with non-ASC boys, and would nol
associale withboys {ASC and non-ASC) whom they regarded asbencaththem: boys
who were not well presented; or likely to be in trouble with the law; Iess well-off,
less likely 10 have cars or muchmoney 1o spend. When their parents knew of their
outings with boys, the non-ASC girls were usually chaperoned. For the Tarkishand
Lebanese girls in particular, steady , intimate relationships with boys were gencrally
impossible. The familics of all non-ASC girls cxpected them 1o be “goal pirls™,
which meantretaining their virginity and showing “ladylike" behaviour, suchasnot
swearing, sinoking or wearing sexually provocative clothes. Within limiis, how-
ever, these girls tricd to look “sexy™, finding it gave them a greater choice among
males. All girls were prepared o place a much higher short-teem premium on their
celationships with niales than were other girls in the schiool, and would downygrade
their participation in scheolwork accordingly. Thus, in contrast 1o the footballers,
some of whose preferced activities were integrated into “official” school life. 10
maintain the preferred activitics of their culture these gicls risked conflict with
teachers, punishment, and failure to get their Schoot Certilicale to a much greater
cxtent than other girls.

‘Tlis was linked to theie relationships with males at school. Although they were
not intesested in males of their own age as potential boylricnds, preferring older
boys, they were friendly with an equivalent group of male “troublemakers’™ at
school, and withother peopic lrom diffecent forms who shared their interests. They
had much less mobility and independence than malcs al their own school and than
“Ihe feothallers™.

Schoolwoik, rules and teachers’ dircclives were resented and oflen rejected
when they prevented the girls from talking with cach other. The girls spent therrdays
at school Minding places where they could ik and sinoke. In the playpronnd they
were attracted to.the fence where hoys drove past in “holted up” cars. Morcover,

espectally for zirls from the most cestrictive families (Turkish, Lebanese and
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Portugucsc),a major rcason for ruanting was 1o take up opportunitics o mect boys.
Their youthculture, cricnted Lo attracting and talking about boys, wasamajor factor
inthe girls’ rejection of school and, in turn, in their rejection by the school and other
pupils who were more disposed 10 conformity. The scxual stigma implicd by “slul™
and “mole”, therefore, combined with “troublemaker” in the girls” case. The
culure’s rejection of school in pursuit of males was met with acondemnation of the
culture as a way of life inappropriate for female students in particular.

Their relations with boys, however, were fraught with ambiguity and tension.
Especially in the non-ASC girls’ casc, their male counterparts maintained a double
standard, distinguishing betwcen girls whom they wanted o marry, whoshould be
ladylike virgins,and girls thzy wanted o have “fun” with, whowere “sexy” and less
inhibitcd, more likcly to be “troublemakers”. The girls then felt placed ina position
where they had to mect both standards. They would fail to atract or would lose a
boyfricnd if they did not fulfil the “sexy” standard; they would not be acceptable
fo, marriage if they lost their virginily or their reputations as “good girls”. Their
problem was that their boyfriends wanted both.

Thus for non-ASC girls the female youth subcubture was under the dominance
and contradictory demands of male youth subculture which refiected the double
standard of the wider cthnic cultures. Because relationships with malcs were so
problematic, the fricndship groups functioncd as supports for their members’
alicmpts 10 construct and maintain relationships with males, They would close
ranks behind a member who was competing with another girl fora male'satlention,
and they constantly discussed cach other’s problems with boys, trying cclicctively
10 work out solutions.

Whereas none of “the footballers™ or “the Greeks” foresaw problems in the
relation between paid cmployment and their potential domestic situations, “the
wroublemakers® did. They regarded marriage, parenting and domestic work as their
primary role in the future, but many cxpressed disillisionment about the role,
hoping for some cconomic and personal independznce based on full or part-time
work, at least for a period. The tensions forcscen arose from lwo sources, the
complications imposed by the relationship with their future hughand, and the
presumption that it would be the wife wha underiook the bulk of the parental and
domestic work.

Although they had sometimes conllicting belicfs about the relation between
school achicvementand job prospects, they were notconvinced, given this scenario.
that achicvement at scheol maucred much for them. Their expectations of their
future were closcly tied in with their present | reoccupations with males. This
preaccupation was connccted with the girls* failure at schoo!, reinforced by whit
they perceived asteachers” rejection ofthe worth of their way of life. Thisreinforced
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their view that working hard al school was not a viable solution for them.

The carcers teacher worked hard (o make his classes intercsting and “relevant”,
toprovide an accuratc and realistic picture of the options open to the girls when they
left school. He encouraged the girls (o participate in a simulated cxpericnce of
“work lif¢” through drama but, in his words, “The kids who need it most won’t
participate ... they arc just not interested™. From the girls perspective, however, tlic
problcm was (hat it did not bite on their problems: “Oh, that's borir.g stulf, Mr —
— he's allright, he tries to help us bul ... it’s boring an’ all the goody goodics do
that ... teachers think they know what's best for us ... [ doano.”

Similarly, although the school curriculum did nothing overtly to reinforce the
sexual division of labour, the teachers® apparent failure to articulate in any other
than ancgative and judgmental way with the girls’ boy-oriented, “iroublemaking”
culturercinforced the cultural alicnation and so helped to further entrench the girls’
perspecuve on work. Teachers’ responses failed to get at this. In general they were
perceived by the girls as uncariag, even punitive, labelling the girls as socially and
sexually deviant. The school failed to come (o grips with the fact that the girls’
perspective on work was deeply embedded in their youth culture and medialed
through their relationships with boys, other girls, and teachers. 1t could not be dealt
with inisolation in carcers lessons; it needed 1o be confronted holistically across the
curriculum and in the articulation between teachers’ and pupils’ cultures.

The gencral problem, then, was quite clear. The combination of a sex/gender
urgency associated with a crucial stage of social and sexual development, with the
basic desire for a secure identity, self-csteem, and acceptance in an achicvable set
of goals, given the culture in which they were growing up, made them perceive the
wifc/mother role as their only long-icrm option. They then saw the school as
irclevant Lo stratcgies for achicving this. Unable to relate positively (o the girls
cultures as wholes, teachers were unable to devise stralegics for helping the girls
to consider realistically and work towards a wider range of oplions.

The proint 1o emphasisc here is that a culturally specific perspectis » i work is
largely what underpins the “irrclevance™ judgements made by students on school
and teachers, even when teachers themselves hold a progressive approach to the
yuestion of gender and work, cspecially women and work.

Touchstone: Building a Coherent Curriculum

Although both “footballer” and “wroublemaker” cultures had limitations which
were recognised sooner or later by the young people, they also contained a wealth
of knowlcdge and experience of real work situations, in paid employment and
domestic work, and of the socio-culiural relations in which these situations were
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embedded. Much, indeed often most (especially in the girls’ case), of this
knowledge remained hidden from teachers. A curriculum which builds on youth
cullures needs o recognise the genuine knowledge cmibedded in cach culturai
perspective, whether it is held by pupils or teachers. On the other hand, apart from
credentialism, much of the knowledge of work located in teacher euliures remained
obscure 10 or was rejected by the young people who were unable to relate it 1o their
own perspeclives.

The cducational task, clearly, is to locate those points where diffcrent cultural
bodics of knowledge converge, and start from there, building acoherent curriculum.
We attempt 10 locate what we might call touchstone: the ways in which youth
cultures articulate with cach other and with teacher culture, through shared
problems, interests, experiences and standards of appraisal (Walker 1988b Ch. 6,
1988¢). This will involve a srong comyonent of school-based curricutum develop-
ment (Reynolds & Skilbeck, 1976; Skilbeck, 1984). Moreover, 10 inCOTporale,
across thecurriculum, an approach to “the world of work™ which isboth holisticand
practical will mean emphasising not only points of cohcrence between teacher and
student cultures, but touchstone between the “academic™ subjects and the tecacher
subcultures in which they arc cmbedded. The search for touchstone necds o extend
tothe informal expericnces of pupils and their familics in work of all kinds, whether
sponsored by the school (c.g. work experience) ornot(c.g,. domestic work, part-time
cmployment while at school). Learning about the needs and problems of students
nceds 10 be supplemented by building coherently on what is shased between werk
and schoolwork. That is to say, lcaming (by tcachers and students) and curriculum
development can proceed through the discovery and cxtension of the touchsione
common to different perspectives. Appreciation of touchstone, of whatiscommon,
is a necessary condition for understanding the real significance of cultural differ-
ences, and for making informed and intelligent decisions about which oncs should
remain and which should change.

T'o discover the touchstong, tecachers need 10 understand, concretely, just how
students’ repertoires function in practice, how they gencrate particular siratcgics for
dealing with work and schoolwork (Woods [980a). For cxample, “the troublemak-
ers” strategics of “switching off”, truanting, and talking things over with friends
resulted from the girls” common preoccupation with males which was akey part of
their perspective on work and schoolwork. Teachers nced 10 understand how such
problem-solving repertoires and the cultural perspectives reflected in them influ-
ence students’ aspirations and their belicfs about the realistic options facing them,
such as further cducation, specific ¢cmployment options, or marriage and parcnt-
hood. Especially in the case of girls, there is a nced 10 positively recognise and
respect the problems for which the cullures arc attempied selutions, rather than
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simply negatively tocondemn behaviour which mightbe regarded as unacceplable.
There was an obvious inequily of reatment as between the “macho” cutiure of “the
foolballers™ and the “scxy™ cullure of “the roublemakers™. Each culure was in
large parl the oulworking of sex/gender problems, but whereas the inost assertive
boys were integrated into their school’s "official " life, the most asserlive girts werce
nol. This no doubt reinforced gender incquities in the world of work.

The search for touchstone will also mean helping students Lo lcam from cach
other's cullures as well as from tcachers. For example, the ASC “footballers”
cventually realised some of the advantages of the culture of “the Greeks”, but this
camc 100 lale, At school they tended Lo reject the other culture out of hand. In such
cases teachers might well explore the details of cach culture so as o devclop
curricular touchstone and expand the horizons of all siudents.

Interculwral leasning among youth cultures is especially important when the
problem-solving repertoircs of other groups of young people function at their
cxpense (Walker 1987b). The “macho”™ dominance of “footballer™ and *Greek”
culwres limited the leaming options of other boys in the school, notably those
regarded as “poofters™. The changing of perspectives, and thercfore of aspirations
andbcelicfs aboutoplions, is more likcly when intercultural understanding, harmony
and cooperation is promoted among young people themselves, and they can learn
to recognise aclual and potential convergences between cach other’s problems and
perspectives. (For cxamples sce Walker 1988a, 1988b Ch. 4). Power diffcrentials
between groups of yo g people can be positively addressed through the kind of
lcaming which leads 10 cultural change. Such Icaming starts with touchstone, and
leads 10 shared experience and a more cohcient curriculum.

Mo doubt this sounds all very well, bul, it could be asked, is nol more required
than siinply lcarning about each other? The answer depends on the kind of learning
cnvisaged, the kind of interpersonal and inter-group processes involved. The siress
on problem-solving means that both teachers and students need 0 be aclive
participants in determining the coursc of Icaming, and of curriculum development
itsell. They will necd to sec how the learning process addresses their problems as
they understand then. Inthe processof curriculum development steaming from the
cultural approach 1 have been advocating, the central procedure is negoltiation
{Boomer 1982). Within a coherent curriculum, knowledge is built up oul of
touchstone by negotiation. In this process, a degree of cultural convergence is
achieved, as students’ and tcachers’ cultures are brought into closer and more
productive engagement with cach other, For there 10 be realistic and hardheaded—
in aword, pragmatic—curriculum development, deals will need to be proposed and
agreed to (Watker 1987¢). Itis more a mater of discussing what cach party wants,
or is prepared Lo accept: it involves cxamining what contribution cach parly cin
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make lowards solving the problems and underlying culiural perspectives of all
partics. This understanding becomes the basis fora particular curricular coherence.
Teachersendeavouring to develop or implement coherent curriculain a praclically
effective way could break this up into five steps:

1 Find out what the relevant people, i.c. pupils and tcachers, regard as their
problems, cither cxplicitly through their own words or implicitly by their
responses 10 situations and by Lheir more sculed practices.

2. Given their understanding of what their problems are, we nextask how they
sce their options for dealing with them. Can we find out what they think are
the available solutions 10 their problems?

3. Analysc these accounts of the problems and solutions, 10 discover how
coherent arc the various culural perspectives gencrating the analysis of
problems and solutions. Are there contradictions in the views and practices
of the people concerned? (Our assumption is that contradictory frameworks
lcad to less effective capacitics for producing solutions.)

4. How do the perceived problems and solutions of onc individual or group
maich up with the perecived problems and solutions of other individuals and
groups? Is there any overlap? Any eonflic1? If so, how much of cach, and how
significant, practically spcaking, arc they?

5. Givenour answers Lo the preceding questions, how realistic and how cffeciive
arc the problem-solving perspectives being used by people involved in the
overall problem-siwation? What would have to be changed for the people
involved 1ochange their perspectives, inordertochange theovezall siluation?

These steps should cnable us to rccognise the different styles, contexts and
problem-perspectives implicit in the culiures, including thie knowledge of both
tcachers and pupils.

Wurk Across the Curriculum

Within such a coherent curriculum, 1 believe, we should stress the importance of
individual choice. Toenhance it, the priine aim shoutd be for the secondary scheol
10 provide, through acommon curriculum, & proad understanding of the “world of
work”, in all its agpects, relating this w te specific backgrounds and futurc oplions
of pupils through school-based developments and applications. Expansion of
individuals’ oplions, rather than specific vocational cducation, should be our
orientation in gearmg the curriculum to “the waorld of work". The basic problem
facing Inany girls, forexample, is their betief that their options are severely limited,
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and that thercfore many of their particuiar problems cannot be solved, but simply
have 10 be "lived with™.

So far as possible, given present credentialist structures and likely future
modifications of them, introduction of such a “work-orientation” should not be
confined lo a particular curriculum subject. It should be on a holistic basis, across
the curriculum, at all levels of the school. Obviously certain studies are easier 1o
adapt to this oricntation than others; bul overall coordination of studics is as
imporiant as adaptation of any particular subject.

There is therefore a parallel between the point about perspectives on “'the world
of work"—thathey have tobe understood as part ofa whole culture and as mediated
thrcugh many responscs 0 school—and the present argument for a holistic
treatment of work across the curriculum. The greater the coherence across the
curriculum, provided this is anchored in teacher-student teuchstone, the greater its
anpeal and retevance to students, Confincment of important concerns, needs and
problenss of young people {such as those relating to the world of work) to one school
subjcct limits the appeal and relevance of the rest of the cutriculum. The alternative,
working coaperatively lowards a coherent curriculum, pot only maximises rele-
vance and problem-solving capacity; it also opens up new possibilitics for learning
and development for both teachers and students.

! This chapter contains extracts from 1.C. Walker, School, Workand the Problems of Young People :

A Culiurat Approach 1o Curriculivn Development . Canberra: Curriculum Development Centre,
1987. Permission from the Curriculum Development Centre 10 reprint these extracts is gratefully
acknowledged. The studies reported in this chapter were conducted withthe permission of the New
South Wales Department of Education. The cooperation of the Depaniment, and the principals,
teachers and swdents of the schogls is also gratefully acknowledged.
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School To Work

by William Taylor

There is in most countrics a long-standing concern with improving the mcans
whereby young people make the (ransition from school 1o work, and a history of
reorganization and reform within the responsible agencics. Until quite recr uly,
both as a practical process and as a subject for study, the education-work transition
has been overwhelmingly in the hands of psychologists, and has been analyscd
principally at the individual level. Such theorctical claborations as existed were
rooted in the importance of relating an individual’s knowledge, disposition,
personal needs and possibilitics of rendering service to the characteristics of
particular forms of cmployment.

The history of such vocational guidance has been compre hensively reviewed by
K. Miller et al (1973) who record a move during the 1960s away from the conce)t
of vocational guidance, scen simply as the provision of satisfactory job opportuni-
tics, and towards “... on the one hand, the broader concept of hetping the individual
10 decide upon the style of lile that he wishes to lead, and on the other the more
specific purpose of teaching decision making skills. The latter is scenasanecessary
pre-requisite for coping with accelerating social change” (p. 2606).

Other recent trends have included a greater stress on the developmenial as
opposad ¢ the crisis-oricnied nature of guidance; a more son-dircclive approach,
calculated o enable individualstoidentifyandasscss theirownsstrengths rathcrthan
simiply accept advice provided by the Carecrs Officer or teacher; recognition that
the skills involved in providing vocational guidance and counselling arc specilic
and important and requirc training; awish to offer such guidance 1o alf studcnts, not
just those following the less academic courses who had hitherto been the chiel
customers of the service: and a recognition {especially on the part of more radical
critics) of the strain between a“elient centred“and a“manpower centred ™ approach.

1t would be a mistake to belicve that these ideas are new. C. Millar (1961) quotes
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an article by Jones and Hand in the /938 Year Book of the National Society for the
Study of Education, in which guidance is defined in terms that scem entircly
contemporary:

Guidance is coming 1o be regarded as the inseparable aspect of the educational
process that is peculiarly eoncerned with helping individuals discover their
nceds, assess their potentialitics, develop their life purposcs, formulate plans
of action in the service of these purposes and proceed to their realisation. The
lotal teaching process involves both guidance and instruclion as these erms
have commonly been emnployed in the past, and as inseparable functions.
Ncither can be delegated in any discrele manner to separate functionarics ...
idcally, therc would be no such thing as a separate or sclf-contained guidance
programme. Rather, guidance and instruction would be functioning as insepa-
rable parts of a unitary educative process. The needs of students would
constitute the stuff out of which a broadly defined scope would be formulated
for the school curriculum ... (p.6-7).

Alongside these modifications to the philosophy and practice of vocationat
counsclling, the effects of sociological research have begun to be feit in discussions
of the cducation-work transition. The naivete of viewing this as a process of “talent
maiching’ of individuals and jobs has come in for criticism. March a.d March
(1978) have challenged the theoretical rationality behind the “squarc pegs for
square hotes™ philosophy:

. the world of work is viewed as consisting of a pool of workers and a pool of
jobs. Eachworkerand cach job has certain attributes that are valued by poulential
partners. The pairings of jobs and workers are such that neither workers nor jobs
can do betier ... (p.435)

In fact, of course, these perfect market situations do not exist. The possibility
of substitutions both in respect of workers and of jobs is in many ficids of
cmployment very high, so high as to give the process of sclection and placement
a ritvalistic rather than realistic character.

Drawing upon several decades of rescarch on occupational and social mobility,
and thelinks that exist between achicved educational levelsand typesof occupation
entered, the sociologists have pourcd scom on the individualist idcology of
vocational counscliing. Carter (1966) showed that only a third of the boys and half
of the girls in his sample got jobs of the kind they werc asking for. Maizels (1979)
found that only onc-third of lcavers obtaincd jobs that reflected their own
aspirations. Commenting upon these, and other simitar findings, Roberts (1977)
argues:
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To predict the type of work that a school leaver will obtain, the rclevant
information concerns not what he would ideally like to do, but his educauonal
qualificalions and lo a lesser extent the occupational staus of his parents,
logelher with the local job opporiunity struclure (p.3).

On this reading aspirations were best understood “nol as preliminarics 1o decisive
occupational choices, but as products of anlicipatory socialization™ (p.3}).
Evenin terms of its predominating individualist cthos, career cd ucation hasbeen
criticised for its failure to take individual nceds into account. On the basis of their
study of the transition from school to work, Hill and Scharff (1976) found that:

Whether there is a person responsible for 'carcers’ within the schoolor not, we
found no one in any of the schools who thought systematically about the
connection of work and the psychological meanings of a given jobor occupa-
lion with Lhe stage of development, with opportunities for growth, and with
inner necds and resources of an individual student (p.268).

The work of guidance counscllors has for a long time been regarded with
suspicion, especially by those committed 10 comprchensive forms of secondary
cducation and the abolition of streaming and tracking. In the wordsof P. Taylor and
Musgrove (1969}

The spread of counsclling in our schools is one of the mosi poleniially sinister
features of the contemporary cducational seene. It can become a device for
resloring atcacher desputism whichotherforces have croded. As more children
of limilcd ability slay on in English schools beyond the statutory lcaving age,
we can expecl to sec an army of counsellors employed to cool them out (p. 11},

There has been recently aconsiderable vogue in sociological analyses thal trace
the connection - or, in lerms popularized by Bowles and Gintis (1976) the
“carrespondence” - belween the reginic and valucs experienced and imbibed in
schools, and the attitudes and behaviour consistent with occupancy of panticular
statuses in the adult world. An cmphasis upon such “correspondence”™ has become
the hallmark of those who find the educational and social arrangement of a
conicmporary capilalist sociely repugnant, and who wish by democratic, extra-
parliamentary or, in some cases, cven violent means Lo overihrow ¢xisting
structures in favourof what usually lurmsout to be vagucly conceived amangements
consistent with highly personal millenarian interpretations of Marxism.

It is a pity that the debate on these matiers has now acquired, at lcast in some
places, such astrongly idcological character. Itis surcly possible 1o demythologize
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the rhetoric of careers preparation, and o recognize the realities of working life in
an industrialized and urbanized class society characierized by a division of labour,
without becoming an exponentof revolutionary change. For some radicals, the fact
that society is unable to offer to all its youth a personally cnriching as well as
materially rewarding occupational future is a malter of grave moral concern. For
conservalives, the impracticabilily of meeting Lhe likely aspirations and expecia-
Livns generated by better quality education is seen as a threat (o social stability and
orderly reform. Both radicals and conservatives who make judgements upon these
malters are for the most part drawn from that narrow spectrum of society which has
indeed Iearned to entertain large expectations of personal fulfilment through work.
Unforlunately for the radical, fortunately for the conservative, itscems thata large
proportion of our young people havenot. Inslead they possessreasonably “realistic™
expectations about what working life has 10 offer. In the words of a recent study:

- young men and women had fcared the cniry to work. They had expected
callousiiess, cruelly, unreasonable demands, ogre-like gaffers and carping or
mischievous colleagues. The reality was always better than the expectations
cven in the most unsatisfactory jobs. For the majority, onec the initial phase was
over - and thalusually lasicd a short period of at the most six mon ths, butusually
a few weeks or even days for some - the new employee role was felt 1o be
preferable to the pupil role, despite the Tack of thought put into the changeover
by most employers.

This mecant that, in common with other research ... we found that young
people did not describe their own transition from school to work in terms of
implying crisis. Education was, as David Downes describes it “an imritant™
(Bazalgetie, 1978).

To espouse barricade eschatology (Bowers, 1978) or the utopian images of Lhe
nco-romantics is casy. Much easicr than to tacklc the problems of improving (he
gualily of working life, relating schooling and empioyment without sacrifice of
fundamental cducational values and facilitating transition between the lwo in an
existingand very real world. It isthus hardly surprising thal so many cducators have
adopted Neo-Marxist and quasi-Romantic postures. In the meantime, for some
people at least, there is work Lo be done.

Reference hasalready been made 1o charges coneerning the ritualistic character
of vocalional guidance and counselling. These have been linked with the vicw that
suchcounselling played very little partin influencing individual decisions. Thishas
been challenged by Lambert (1978) who states on the basis of an analysis of data
collected in connection wilh the National Child Development Study:
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The ... assertion that ‘there is no study of school leavers in Britain in whichthe
Carecrs service, Carecrs teachers or any other body offcring vocational
guidance has emerged as a major influence’ ... is not borne out by our findings.
For the young people in the NCDS the predominant source of infermalion
regarding their likcly first job was said to be “at school, from atcacherorcarcers
1alk or film'. Our findings havc however shown that the influcnce of such
information on their choice was likely Lo be greater on those who were doing
well at schoo! (p.158-159).

Within the past few years, *e¢ notion of “Carcers Education” which first gained
prominence in the United States, has been widely applied elscwhere. Such
application has reccived an impetus in the United Kingdom from the requircments
in the 1973 Employment and Training Act that local education authorities should
provide such a service in all their education institutions. The scope of Carecrs
Education is a good deat wider than that of vocational guidance. Ithas been defined
by Dawes (1977) in lhe following terms:

CEPs are primarily concemed 1o help young people determine the kind of life
that they want. and in thal contexl 1o consider which amongst the jobs
realistically available lo them offers the most likely and approximale fitlo what
they seck as a slyle of life and as a salisfying way of “making a living". To
achieve this. CEPs must firsthelp pupils to achicve adegrec of accurale and full
sclf-awarcness. including a realistic sense of personal strengths and limita-
lions. a capacity for accurate calculation of the probabilitics of 1heir achieving
what they find attractive, and ashrewd knowledge of whal they might do - well
in advance of meeting scleclion processcs - Lo prepare themselves for these
processcs (another anticipatory socialization function) (p.11)-

Bazalgetc (1978) hasargued thatthe site of such work shouldnotbe between school
and cmployment, but should encompass clements of both,

Since we know that unemployment is part of the post-school reality with which
pupils must contend, then & Carcers Education Programme must give due weight
1o thvis possibility. This has been recognised by Watts (1978) whosuggests thatsome
possible currricularobjectives relating 10 the issuc of unemployment would include
employability skifls, such as job scarch, job acquisition and job retention; adapia-
bility awareness, 10 broaden the range of what is contemplated as passible; survival
skills, which would encompass an awarencss of the psychological cffects of
unemployment and a knowledge of what Support services arc available within the
community; contextual awareness cmbodying an appreciation of why uncmploy-
ment is a current reality; leisure skills, aliernative opportunity awareness such as
Manpower Services Commission programmes and cducational openings and
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finally opportunity creation skiils, not omiting the possibilitics of self employ-
ment, and indrvidual entreprencurship.

Many of these principles have been incorporated in the UK Schools Council
Carcers Education and Guidance Project. Based upon a concept of Careers
Education that “involves presenting individuals with leaming expericnces which
encouragethem to make personal decisions and to act on these decisions so that they
can gain an increasing measure of control over their own lives™, the Project leaders
have argued for “work” as a subject of study within the school. They have sought
toprovide teaching materials that could be used in an integrated way in conncction
with, for example, Social Education, Economics, English and other subjects, whilst
al the same time providing cxamples and situations which pupils ntight discuss
amongst thcmselves and with their tcachers. Hitherto, there has been a hcavy
cmphasis in vocational work in schools on the informational content of what is
provided. Butif pupilsarc unwilling or unable to usc and interpretsuch information,
mercly to goonadding to itserves little purpose. Trials were conducted inover three
hundred schools, and involved more thana thousand teachers working with 150,000
children. The eaching packages are of an unconventional design, based upon a
media-style presentation designed to appeal to a broad range of pupil interests.
Since there arc great variations in the way in which schools tackle carcer work,, the
adaptability of the materials has been stressed.

Ifit is to be uscful and effective, carcers education needs o develop what may
be called both horizontal and vertical linkages. Horizontally with on the one hand
the processes of vocational cducation and training that feature in the gencral and
specialist curriculum of the school, and on the other with the ‘in-work” training that
is supplicd by employers. Vertically, in respect of those different calcgorics of
clients that have been identified by OECD (1978) as:

(1) thosc who will enter the lubour force at the end of compulsory cducation;
(i) those whowill enter the labour force at the various levels of post compulsory
cducation;
a. with an employment qualification;
b. without an iminediately usable employment qualification:
(ii1)  those new entrants alrcady in the labour force who have difficulty in finding
cinployment;
(iv) cstablished members of the labour force who arc unemployed or who wish 1o
change their employment or improve their qualification {p.21).

While, as has been emphasized. information is not in fisclf sufficicnt as a basis
for adequate counselling, it is vitally necessary. There arc certain inherent lags in
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the signalting system by meansofl which cducational instilutions respond 1o changes
in the market for labour, and employers modify their recruitment and training
policies and structures in response Lo variations in the quantity and quality of the
output from the schoolsand colleges. [t must be siressed (hatthisiscssentially alwo-
way process of mutual influence, A whole paper could be wrillen on ways in which
the channel capacity and message clarity of Lhis system could be increased, and the
“noise™ that surrounds many of the messages that it carries reduced, but in the
present conlext it must be sufficicnl 10 mention one OF tWo modest steps that might
be taken in this direclion.

In the post-secondary sphere, institutions need freedom within their budgets to
respond to needs for skilled development and manpower training that arisc, ofien
at relatively short nolice, from industrial, ceonomic and technological develop-
ments in their neighbourhoods. This requires the exislence of a strong regional or
jocal orientationon the partof someat least of the institetions concemed, discretion
in the mounting of new programmes and the closing of old oncs, and staffing
stratcgics, including buying-in of sessional instructors and the carying of a
proportion of short-term appoinunents, that will facilitate rapid adaption. Ltis partly
with this in mind that a Department of Education and Science working group inthe
Uniled Kingdom has recently recommended that Polytechnics and other public
sector institutions of higher education, should, like universitics, be “programme
fundcd” rather than having to seck approval on a course-by-course basis.

But forms of financial and course control that facilitate institutional adaption
wiil 20t work if internal structure inhibits change and requires lengthy administra-
live and pohticat bargaining dclays before a new course can be offercd. Where a
deparimental structure Lised upon strongly institutionalized disciplines or profes-
sional oricntations exists, such difficultics can sometimes be acute. The existence
of a number of fairly loose interdisciplinary groupings, centres, un its and arcas can
facilitale change without threatening the basic disciplinary or professional strue-
ture.

The efficacy of the signailing system between educzuon and the worid of work
can also depend a great deal on the existence of a conplex network of individual
con lacts, based upon professional associations, com munity groups, regular mutual
visits, one-off leclures and consultancies, lay represcalation on governing bodics
and advisory committees down Lo the individual departmenl of coursc-1eam, access
1o common literature and so on. Effective signalling depends on permcable
boundaries.

Fortunatcly, the production and dissemination of high quality information in
usable form is being facilitaied by the application of compuler technology, the
introduction of video display facilities such as those of the UK “Viewdata” sysicm,
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and the growth of community hroadcasting and cheap reprographics. Viewdata
offers the possibilities of colleges and cmployers providing frequently updated
information about job opportunitics and training students and workers through
telephone-linked television sets. Eventually such sets may be found in most homes.
In the immediate future they will be a facility provided by job centres, post offices
and public librarics,

The theory and practice of carcers education has of necessity had to be
developed in a way that takes account of the reality of status and income
differcntials; highly imperfect markets for labour: sclection mechanisms the
thetoric of which is that of mertocratic desert, but which are still powerfully
influcnced by ascription and chance; role requircments that demand early rather
than late socialization, and an economic context affected by the vicissitudes of
intermational trade, the uncertaintics of technological innovation and implementa-
tion, and the hazardsof political judgements concerning fiscal and monetary policy.
At the same time, carcers education has 10 accommodate as best it may 1o the
imperatives of cquality, openncss, recurrency of opportunity and democratic
participation by means of which educational decisions, both at sysiem and
individual level, are increasingly legitimated.

In this context there are great difficulties in matching the individualist and
development imperatives of whal may becalled the careers edueation ideology and
the “realitics” ofthe world of work. Peterson and Johnson (1977} undertook a content
analysis of a selection of the Careers Education materials used in the United States
schools, and were forced to conclude that the analysed materials are defective in
supporting carcer education’s goals of realistic student expectations’. In their
Judgemert ‘curriculum writers have tended 1o work only one side of the street and
- the resuliant unbalanced concentration on an idealized view of work promoles
naivele that sets the student up for eventual disillusionment and defeat” (p. 54).

Just as the local medical practice lacks status in comparison to the rescarch
laboratory in which the causes of particular discases are investigated and explained,
so ihe carcers educator has 10 endure the charges of the sociologists and radical
reformers that he is merely facilitating or marginally modifying for the individual
the impactof highly determined group processes, which his fack of activist political
commitment debars him from altering.

This has had its consequences for the resources and the status accorded to the
academic study of vocational guidance and careers education, and the opportunitics
available within colleges and the universities for the training and fusther education
of its practitioners. Few professors of education in the United Kingdom claim this
as their principal speciality. To complicate matters still further, the fact that most
clients of carcers education in the past were those who found it hardest to secure
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satis{ying and remun¢rative cmployment, and for whom the conceptof a “career”
was in practice Icast appropriatc, does not help the image and status of the
specialism. To mainlain the medical analogy, while the discovery in the laboratory
of a particular virus and of the means of immunizing whole populations against it
is much more ‘significant’ than the cfforts up to that point of individual GPs t0
alleviate the condition of personssuffering £ rom that disease, the possibility of such
a discovery does not cancel out the importance and reievance of the GPs’ work.
Indecd, ¢ ven when the larger medical or societal change has occurred, the nced for
individual diagnosis, prescription and evaluation does not disappear, even if its
context is very different from before.

1twould bea pityif the search for underlying historical and social determinants,
the building of ‘critical theory’, and a suress on creating the political base for
structural reform were to divert auention from the needs of individuals for
information and Face-to-face counselling and advice. A market system, which docs
not depend upon carly indenture {0 specified occupations or upon the direction of
labour, incvitably has itscasualtics. Deviging the means whereby their number can
be minimised, and those who fall can be heiped, is incvitably lcss glamorous than
the ‘barricade eschatology” that increasingly scems (0 characterize some branches
of educational discourse. But it is imporiant work, none the less.

Education and the Quality of Working Life

Lest we cmbrace too sharp a contrast between the work orientation of Yictorian
times and that of loday, we might remind oursclves that over a hundred years ago
the socialist Lafarguc wrote:

A strangedclusion possesses the working classes of the nations wherc capilalist
civilization holds its sway. This delusion drags in its train the individual and
social woes which for iwo centuries have tortured sad humanity. This delusion
is the love of work. The lurious passion for work, pushed cvenio the cxhaustion
of the vital force of the individual and his progeny. Insicad of opposing this
mental aberration, the pricsts, the cconomists and the moralists have cast 2
sacred halo over work. Blind and finilc men, they have wished 1o be wiser than
their Gods; weak and contcmplible men, they have presumed to rchabililatc
what their Giod had eursed. | who do not professtobe 2 Christian, an cconomist
or a moralist, 1 appez! for their judgement to that of their Gods; from the
preachings of their religious, cconomic or free thought cthics to the frightful
conscquences of work in capitalist socicty (pp. 9-10).

This theme has a continuous history, especially in radical thought. Marxist rhetoric
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in particular stresses the hostile and alienating character of work in a capitalist
society, in which, in the words of Behn (1974} ... Job experiencesare not rewarding
beyond pecuniary gains. Work is necessary in order to consume and consumption
is the sphere of activily where people can express their ‘freedom’ and “creativity
1o the extent that they can afford to do so ..

Itis impracticable for me 1o offer adequate evidence in the present context for
a view that lies behind much of the subsequent discussion in this section, namely
that the experiences of work in an industrialized capitalist society and in an
industrialized socialist society are notall that different. Indeed, Marx himselfin his
“eritique of the Gotha Programme™, distinguishes between the conditions of post-
revolutionary socialism, where unequal individual endowments will produce
inequality in productive capacity and therefore uncqual reward, and the position
under the eventual ‘higher stage’ of genuine Communism, when such abundance
has been achieved that individuats will receive according to their needs (Bell 1976
p. 262). Many radical humanists, recognizing the realitics of employment under
“State Socialism”, lack any historical or currently extant model of an eco-“omic
system and work relationship that accords with their own values and ideas. China
for long had a claim to their aflegiance, which it has recently begun to lose. As
‘socio-technical® theorists of organizations have argued, the pattern of relationships
in the work place is largely influenced by the nature of the technology employed.
In this respect, motor car factories are very different places from stect works, coal-
mines from hotels. The kinds of ad ult socialization that gooninthese work settings,
the nature of the everyday consciousness of the cmployee, have moreto do with the
kind of work he or she is doing than with the form of ownership and control. I do
nol want 1o argue that the latier is of no importance. There is, in fact, some
interesting empirical evidence about the effects of cmployee ownership on produc-
tivity, profitability, morale and work satisfaction. In the lightofall this,Idonotfind
it particularly profitable 1o draw sharp contrasts between a subjective experience
of work in, on the on¢ hand, the UK, the USA and Australia, and on the other, the
Sovict Union, Cuba or Albania. What is likely 10 matter much more than the
particuiar political system of the socicty in which a person is employed is the level
of industrialization and organization of the enterprise in those socicties.

This said, what do we know about the criteria that people have concerning
quality of working life, and to what extent can education help to satisfy these
criteria? There is now an extensive literature on this subject: for a useful cross
section, sec Davis and Cherns (1975) Campbell (1976). Walion (1975) lists cight
criteria;

{a}  Adequate and fair compensation.
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()  Safe and healthy working conditions.

(c) Immediatc opportunity 10 us¢ and develop human capacitics.
(d) Opportunity for continued growth and sccurity.

(¢) Social integration in the work organization.

(D Constitutionalism in the work organization.

(g) Work and the total life space.

(h) Social relevance of work in life.

It is the conventional wisdom (especially, as we have seen, among intcllectuals
and cducators) that most peopledo notenjoy ahigh tevel of work satisfaction, There
is certainly some evidence to show that work is not a ‘central life interest’ for more
than a minority. To quote a useful survey of the relevant literature by Dubin et af
(1975):

In the first study of this topic, twenty four per cent of the industrial workers in
the sample reported work as a central life interest. In studics made since that
time, an even lower percentage of blue—collar workcrs in a variety of sctlings
have been found to have a central life interest in work, For exampic, only 14
per cent of the lumber workers surveyed .., and only 12 per cent of the long
distance truck drivers ... had a job oriented CLL Several studics have shown
clerical workers to differ widely in their CLI in work; 76 per centof the Anana
Socicty sampled ... 24 per cent of the Canadian retail sales clerks ... and 14 per
ccnt of the British Bank clerks.

But if work is not a central life interest, this docs not mean that the worker i3
necessarily dissatisficd. When Cantril and his associates asked 20,000 people in
countries around the world to identify features of their lives in respect of whichthey
had panicular feelings of deficiency only 26 per cent expresscd a wish for ‘more
intcresting work; [a} more congenialjob' against twicc that numberopting for ‘more
pay, largerincome ' and a full 53 percent whochose a ‘betier education than L have’.
This, of course, proves nothing. As the record of human behaviour under exteeme
circumstances testifies, we are capable of adapling oursclves (o a wide variety of
circumstances,not least thoscof the work place. The factremains that leveisof work
satisfaction reported in surveys (as distinct from the individual statements selected
by some authors to illustrate their theses) tend generally to indicate a greater
measure of contentment than superficial observation by non-participants, or short
participative visits by sociologists with return tickets might suggest. This phenome-
non has been discussed in relation 10 what is called “tolerance theory”, By a
combination of processes, including task disassociation, a focus upon pecr-group
relations, accommodation to short-ierm substitute goals which structure an other-
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wisc meaningless activily, people come to terms with the demands of their working
¢nvironments,

For many people - perhaps for most - this process of adjustment and accommo-
dation means that something is lost. Novelists and imaginative writers have donc
rather better than psychologists and sociologists in describing what has to be
sacrificed. We arc short of accounts that analyse the human costs and benefits of
socialization within the work place. We need more studies such as that of Ihde
(1975), who [ooks at the phenomenology of man-machine relations in terms of the
exicnt to which the machine is an exiension of personal capacity, a tool under
conscious control, or itsclf the determinant and director of speed and response, a
difference that can be represented as [(man-machine) —— world] or [man ——
{machinc-world)]. It has been argued by Blauncr (1964) that the possibilitics for
higher levelsof work satisfaction are greater in the higherautomated factory, where
workers feel themselves 1o be in charge of the machine rather than paced by it;
evidence on this issuc is not all in the same direction (Cotgrove 1976) and much
work remains to be done, especially in relation to the specific problems that are
presented by such factors as the employment history of the area concerned and the
specifics of the technologics involved (Sec also Bensman and Lillienfeld 1973).

In some contemporary stalements about occupational alienation, the author too
readily assumes that, ifthey had been given freechoice be fore the corrupting cffects
of workin anindustrialized socicty eroded their capacities for response, hissubjects
would have frecly chosen some other kind of work and giveniicentral life interest,
justas the author’sown work is for him. Bulthere i anotherside tothis. Coser(1974)
has written of those institutions which make “... total claims on their members and
which attempt to encompass within their circle the whole personality. These might
be called greedy institutions in so far as they seek exclusive and individual loyalty
and they attempt 1o reduce the ¢lashes of competing roles and status positions on
those they wish 1o encompass within their boundarics ... (p. 6).

The last decade has scen cfforts in several countrics to give workersa larger say
in the policics and decisions of their enterprises. Attempts to institutionalize
participation, often within the rhetoric of industrial democracy, generally represent
the application of a consensus model, in which cmployees acquire certain rights in
retum for theacceptance of greater responsibility. [ has been argued, however, that
the “conflict model” represented by cotlective bargaining and the growth of trade
union power is a more real form of democratic participation than the creation of
works councils and the co-option of employces onto Boards of Directors. But here
as elsewhere, the evidence on the desire for and effects of greater participation in
the work place isnotall inone dircetion. Aluttoand Belasso (1972) have introduced
the idea thatemployces can be “decisionally saturated”, ealled upon to participate
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1o a greater extent than they desire, as well as *decisionally deprived”. Intheir work
with teachers, they found that over-participation could give ris¢ 10 as much
dissatisfaction as lack of opportunity to participate. In fairness, however, itmustbe
said that the direction of their findings suggested that far more tcachers are
“deprived” rather than ‘saturated’, and there is a long way lo go before an
appropriate equilibrium is sccured (Taylor 1976). Long (1978), in a study of a
medium-sized regional trucking firm thathad been taken over by ilsownemployces
following a serics of disastrous losses, distinguishes between ownership and par-
ticipation, the former having no necessary connotations for the latter. In cxamining
the effects of employce ownership, he found that “Creation of a joint pay-offl
rclationship through cmployce ownership did appear 1o favourably influence
integration, involvement, commitment and satisfaction, independently of the
effects of increased participation™. Profits were up, labour turnover was down.

The implication of what has been said so far in this section is that effors Lo raise
job satisfaction, increase participation and spread the benefits of ownership, can
have positivecffectson thequality of working lifc asexperienced and reported upon
by those immediately concerned, but that, as in all things, excessive and ill-judged
enthusiasm in these matiers can have unforeseen negative consequences. Futher-
more, we need 1o be aware of the bias that particular methodologies can introduce
into studies in this area. Simonds and Orife (1975) examined worker behaviour
(rather than attitude) in relation to job cnrichment and remuneration and found
strong support “... for the view that pay increases arc important to NON-SUPETvisory
workers cven at small differentiations. 1t indicated cither indifference 1o job
routineness or perhaps that while some of the workers may have preferred less
routine jobs, a possibly equal number may have preferred more routing jobs” (p.
611).

What in this context can be said about the role that cducation might play in
improviag the quality of working life? The cstablishment of clear one-lo-onc
relations between particular kinds of educational input and subsequent gains in
werker satisfaction and personal fulfilment are not really what maers. Behind
cvery teacher's cfforts lies the simple faith that the more literate, numerate and
socially aware thestudents, the wider the rangeof personal, social, and occupational
skills at their command, the greater their confidence and capacity for coping with
adversity, then the more likely they are 10 SCCUrC a surc foothold in the world and
10 work, to derive something of value from their work experience and to render
better service 1o family and fellows. Most teachers arc not politically aware in the
sense of cultivating a capacity for what analysts of cthnic and age relations have
called “resistance” (Hall and Jcfferson 1976). They carnot predict the future
circumstances of their students, they cannot control the extent Lo which cxtemal
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circumstances, nepotism and chance will determine subsequent cccupational op-
portunitics and destinations. It is precisely this uncertainty that in the past has been
used 1o justify a general rather than a vocational education, a broad preparation for
a variety of unpredictable subsequent conditions, rather than specific raining for
a task that in five, ten or twenty years may no longer exist. In the last decade
however, the problems of unemployment, complaiats by both employers and
employees about the “irrelevance™ of what is done in schools to subsequent adult
experience, and a desire to minimize the disaffection of youth fromeducation have
come together o encourage interest in the identification of the skills and compe-
tencics of working life which might now be used as a basis for an educational
programme thatis both gencral and vocational in character. The OECD (1978) has
secured at Icast a verbal integration of general and vocational in a sentence that is
worth pondering;

Education will be completely general only when it includes peeparation for life
at work as an inscparable part of preparation for adult life (p. 18).

In1980an inter-governmental conference took place in Paris toconsider the list
of competencies drawn up by the sceretariat of OECD and circulated to member
countrics in March 1979. The Sccretitrial distinguished between three competency
domains - intellectual, psycho-social and practical. Within the first of these, the two
major headings arc reasoning (rccognizing why ccniain processes or actions
precede or follow others in a work situation; identifying and defining problems
correctly}and the ability to learn. The psycho-social domain includes personal and
social skills (of communication, acceptance of supervision and control, ability 10
work with others and alone, the taking of initiative and the assumption of
responsibilily) knowledge of the world of work, and competencics in surviving and
developing in employment. Finally, under the heading of practical competencies
come /iteracy (reading, writing, spcaking and listening, knowlcdge of another lan-
guage) numeracy, manual dexterity, elementary technology, competency in finding
a job and health and safety.

Whether the details of this list will survive the scrutiny that it wil) undoubtedly
receive in the member countrics of the Organization and at the conferences called
to prepare a final version remains to be seen. Whilst there is nothing very original
about such lists, they do represent an attempt to break down content and siatus
barricrs that still exist between vocational and general education, and to relate both
to the lives that students will live as citizens and as workers, not excluding the
possibility of periodic unemployment.

To translatc such aims into curriculum, pedagogical practices and appropriate
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modes of assessment is a larger and more problematic task. Therc is much work o
be done in bringing lcaming theory and instructional methods to bear on the
problems of skiil acquisition and So¢ ial learning. Therc is no shortage of schemes
based upon eperationalized objectives, bul most such schemes havea rather narrow
focus, being concerned with the impact of a particular unit of instruction or course
without paying 100 much atiention to student charcteristics and siluational factors.
Given the importance of attitudes and motivation on the part of students whose
aliendance will be largely on a voluntary basis, a satisfactory pedagogic model for
the integration of general and vocational education will need 1o be construcied
withina broader framework and onc which places duc cmphasis on the way inwhich
previous school and work experience influences response 1o subsequent learning.
Inthisrespect the ‘Mastery Learning” model of Bloom (1976) has the advantage of
stressing the importance of cognitive and effective entry charcteristics in relation
1o the success of instruction and its oulcomes.

In passing, it is worth noting that the claim that “most students can atlaina high
level of lecarning capability if instruction is approached sensilively and systemati-
cally, if students are helped shen and where they have leaming difficulties, :f they
are given sufficient time to achicve masiery, and if there is some clear criteria of
whatconstitutes mastery “(p.4), if substantiated, has important policy implications.
In Bloorn’s own words:

If the schools can bring alarge Majority of studenis 1o the lcvel of lcarning thal
was hitherto expected of only the most gified and able sludents, itcan nolonger
be with expectation that such students will goon to do advanced work in the
_subject, No ficld could possibly use so many ‘gificd" students, More and more
it will be necessary 1o ask whether the time and cffort required 10 learn asubject
10 a high level can be justified for the particular siudents, the school, and the
society. Thus. the increased ability 1o control anddetermine the school learning
of our students places upon exlucators increased responsibility for providing a
curriculum which is in the best interests of the siudents and the society (p.214).

When the amount of talcnt in society is & scarce resource, assumed o be
determined by genctic inheritance or by en vironmental influcnces that are beyond
the educator’s control, the task of the schools is o identify, select and nuriure Such
tatent. But if Bloom is right, and if we now have the means 1o bring everyone up
10 the level of the best, the policy problem is far greater. There are resonances here
of the old argument about *over-educating’ .of producing somany people with high
school diplomas and degrees that there will be no-one left to undertake the
compuicr-age cquivalents of hewing wood and drawing waier. I raise this problem
only quickly to drop it again, as beyond the scope of this chapter. But the
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possibilitics that Bloom's claims raise, even if we dispute the likelihood that
mastery leaming can be successfully operationalized within existing or likely
resource constraints, certainly need discussion,

So do ideas such as those of Cronbach and Snow (1977) who in connection with
ananalysisof what we havetofcarn fromresearch done on leaming interactions (“an
interaction is said to be present when a siwation hasonc effect on one kind of person
anda different effect on another™ p.3), argue that single rank, meritocratic setection
has a sirongiy conservative influence, in that it takes out of academic programmes
those who av. less easily taught and thus removes the incentive for teachers and
institutions 1o devise procedures for helping those with ‘non-standard talents’.
Whilst not sharing Bloom's assumptions about our capacity to generalise high
levels of mastery, Cronbach and Snow:

urge the social planner to be concetned not with running a fair competition bul
with running a talent-development operation that will bring everyone some-
where ncar his or her highest level of contribution (with due regard to the
educational requirements of the society). The complex technical socicty needs
ahighpercentage of persons in advanced occupations tomaintajn physical well
being and promote cultural developments. It can use (rained persons in large
nuwmbers, and it has almost no way 1o use untrained manpower. Any untrained
segmenl is a source of social chaos and demoralization (p.8).

Itis also worth noting that Cronbach and Snow’s findings are not consistent with
those of Bloom as far as eventual outcomes are concerned. “We once hoped that
instructional methods might be found whose outcomes cormrelate very litle with
general ability. This does not appear to be a viable hope. OQuicomes from extended
instruction almost always corrclate with pretested ability, uniess a ceilin g is
artificially imposed.” Those last few words are also thought-provoking in relation
Lo the aspirations that some people have for greater equality of outcomes.

Conclusions: Policy and Practice

In this final section I want, somewhat telegraphically and dogmatically, to list a
number of developments in the policy and practice of education/work relations that
would be beneficial to individual students, to schools and to society.

First, cfforts are needed to raisc the average attainments of the school leaver by
identifying those skills and forms of knowledge into which every future worker and
Citizen needs to be inducted as a basisof subsequent learning and responsible social
participation; by devising means whereby teachers and schools can be accountable
to their publics without sacrificing appropriate kinds of profcssional autonomy or
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engaging in practices that stress short-term gain at the expense of long-term
educational benefit; by more careful initial sclection of tcachers, improved inilial
training, systematic induction and carcfully deviscd and frecly available in-service
education and career development; by the identification and dissemination of good
practices, and by the selection, evaluation and effective utilization of audio-visual
and computer-based teaching aids.

Seccond, on the assumption that uncmployment consequent upon the imnperfec-
tions of the world economic order and the impact of technological change will be
acontinuing problemin many countrics forthe foreseeable future, we necd todevise
support systems and training programmes calculated to minimize the effectof such
uncmployment on social adjustment, willingness to seek work, openness 1o New
educational opportunities, and ability to render public service.

Third, we must lcam from the long debate that has gone on about continuing
cducation, recurrent education, education permanenie, lifelong education and
community education and create such structures and means of financial support as
will encourage aduit workers Lo take full advantage of post-experience training and
re-1raining opportunitics, especially during periods of involuntary uncmployment
and as a preparation for relireiment. The targets for such programmes and financial
support schemes need toinclude the wholerange from aduli non-literates to highly
qualified professionals who require 1o be kept abreast of new research findings in
their respective ficlds, While such needs cannot be met with a single type of
institution, however polviechnical in character, the plurality of organisations,
institutions and training mechanisms that make up sucha system ncedsa mininum
level of co-ordination, sufficient to ensure that gaps are identificd and filled, and
wasteful duplication is avoided.

Fourth, in those countries where agencics outside ministries and Departments
of Education have grown up - sometimes very rapidly - 10 provide a varicty of
education and training schemes to cope with unemployment and shortages of skill-
training facilities, carcful thought must be given 1o the costs and benefits of
administrative and finand ial separation of responsibility, and to the possibilities of
integrating such cducation and training within a single comprehensive service.

Fifth, atliention needs 1o be given 1o ways in which what I have called the
‘signalling system’ requires modification in the light of the looseness of fit that
characterizes levels of schooling and entry to particular occupations where aca-
demic, general and vocational education are integrated within a singte school
system or range of post-compulsory institutions. While we need to understand the
macro-relations of family background, school achicvement, occupational choice
and career progress, such understanding, and the programmes of social and political
reform to which it is linked are no substitute for the provision of appropriate careers
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education for individual students. If individual counselting and guidance is 1o be
elfeclive, it needs to penetrate both school and work place, and 10 be conceived as
acontinuously available service, notsimply asa means ofeasin g the transition from
school to work,

Sixth, we have 10 reconceptualize the idea of work in environmentally con-
scious, industrialized socictics, in a way that 1akes account of the likelihood of
structural unemployment, minimizes effects of such unemployment on individual
morale without al the same time croding acommitment to service, and lends dignity
and valuc to those who are the recipients of income transfers without destroying
motivation and the will to labour. All these things are much easier said than done.
Butitisnonctheless imporiant that they besaid, and go onbeing said, for it is through
the dissemination of ideas by the media, through debate, through discussion and
conference that such ideas are refined and assimilated and their institutional
implications worked out. )

Seventh, academics and rescarchers need 1o play their part it mobilizing all
those disciplines capable of contributing to a betier undersianding of the reiations
between education and work. At present, the discourse of economists, sociologists,
specialists in instructional methods, cnterprise managers, policy-makers and
guidance specialists share very littleawarenessof acommon problem, Examine the
bibliographies in articles and books produced by authors from these various ficlds,
and you find very little intereitation. This is particularly marked when comparing
the writings of sociologists on the distribution of opportunity and life chances vis-
a-vis subsequent employment, and those of psychologists and guidance specialists
discussing ways in which individuals can be better prepared Lo face the demands of
work. The resultis the use of a lowesi common denominator of theory, concept and
reference, with a corresponding oss of rigour and explanatory power.

The complex interdependencics characteristic of technological societies tends
to place great power in the hands of smali groups of peopte, such as the boards of
multi-national companies and the executive committees of trade unions, If such
groups pursuc their interests without sufficicnt regard to broader concerns and some
perception of the general good, then life in democratic socictics becomes very
difficult. It is always possible 1o produce intellectual justifications for action in the
pursuit of self interest. The businessman asserts the importance of market freedom;
the union leader stresses the absence of equality. The power that is wiclded in this
way crealcs situations for which our political, moral and educational systems have
yel 10 come to terms.

The growth of ceatralized political power in the nincteenth ceniury has becn
followed in this century by the growth of organizational and technical power, the
button - and the show-of-hands ballot, that can under certain circumstances threaten
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the constitutional and social stability of the nation state. Appeals for national unity
and a recognition of the public interests sit uncasily with the demythologized,
disenchanted sophistication of our age. Marx, Freud and the cxamples of totalitari-
anism we have scen in the modern world have combined to make us suspicious of
claims to represent the generat will. Self consciousness of our own darker motives
has affected our interpretation of the motives of our fellow men and women.
How then can we develop attitudes, behaviour and structures that recognizeour
interdependence and the dangers of electronic and group power, thatrecognize the
sterility of a confrontational stance between manager and workers and the actual
and potential dangers of conceptualising labour relations in terms of confrontation
and conflict rather than co-operation and conscnsus, without resorting to outdated
and reactionary calls for “national unity™ and the pious neglect of self-interest, in
ways that will protect democracy as well as fostcring flexibility in employment
paticrns and practices? That is one of the most demanding challenges that face us.




Unemployment

and the Schools
by Ivan Snook

Varioussolulions are proposed 1o ‘the problem of unemployment’. Among the most
persisient are those which depend on a belief that schools can provide a solution 1o
the problem. There are those who belicve that schools are the cause of the problem
and there arc others who suggestthat, whether or not they are causally relaled tothe
problem, schools can be (and must be) a central part of the solution. This tendency
lo blame the schools and to sad dle them with solving the probiem performs a useful
political function, Whether it is fair or reasonable is another matier.

Schools as Part of the Problem

The argument thatschools are the cause (or acontributory causc) of unemployment
runs something like this: Schools have provided curricula unrelated to life; they
have concentrated on the academic to the neglect of the practical; they have given
youngsters aspiralions beyond their capabilitics and neglected the skills nceded by
the labour markel. Hence schools are directly responsible for the growth of
unemployment. 1t is a coherent (hesis, bul is there any evidence for jt?

The first picce of evidence usually cited is the fact that most of the unemployed
arc unskilled, the implication being that if the schools had done their job, these
pecople would be skilled - and employed.

The relationship betweenlevelof skillsand incidence of unemploymentis much
morc complicated than is normally recognised. In Britain, for example, Hawkins
argucs that there was once aconnection between deficient skillsand unemployment
but that since 1980 “The composition of the unemploycd has ... moved closer 1o the
composition of the labour force itself™ (Hawkins, 1984 p. 38). Hawkins believes,
however, that there is still a relationship between level of skills and incidence of
unemployment pointing to the fact that a survey of long-term unemployed in 1979

Q11)




215

showed that only a minority had formal vocationat or cducational qualifications.
Similarly, Thompson and Ruchl {1985 p. 11) produce the following figures to
document the connection between “social class’ (as they putityand uncmployment:

Tabte 1
Male Uneniplnyment Rates In Britain: 1981
s
. Professional 25
. Managerial/Administration 33
(a) Skilled non-manual 4.4
(by Skilicd manual 9.6
. Semi-skilled 9.6
. Unskilled 15.0

Care must be taken notlodraw thiewrong conclusion fromthescdata. Twopoints
must be noted:

(1) Pcopic who arc qualificd for morc skilled positions can (and do) take
positionsatless skilled levels (icachers become postal workers, nurses beeome aids,
tradesmen become labourers and typists Lake house work jobs). Thus lower level
uncmployment is exaggeraied and higher level minimised (imagine, for example,
if cvery trained teacher and nurse doing some less ski' xd job were to be counted
as uncmployed). In addition, as Hawkins poinLs oul:

In a market where many workers are chasing few vacancies, employers arc
likely to raise their recruitment standards so that the more marginal applicants
arc automatically rejecled (1984 p. 38).

(2) Uncmployment rates depend not only on the number of job-scckers buton
the number of vacancics. Hawkins (p. 51) shows that between 1975 and 1982 the
ratioofuncmployedto vacancics in the ‘craftpersons’ catcgory osc from 2: 1027:1
and during the same period the ratio among managerial/professional groups rosc
from2:110 17:1.

So,evenifthere isthe normally assumed correlation between the skillsaperson
has and the likelihood of uncmployment, it would be ridiculous to lay blamc on the
schools. If they are turning out 100 many" unskilled people it is equally frue that
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they are tuming out too many’ skilled peopleaswell. That isto say, they are turning
out loo many people - which inthe employment sense isright: there are too few jobs
for the number secking them. If the schools were able to turn unskilled workers into
craftpersons or professionals they would not automaticail y become employed: they
arc more likely to hecome unemployed potters or lawyers,

But schoots do not normally teach particular or vocational skills. They urn out
people withrather general credentials. And here, the piclure iscven more confused.
In April 1978, the Depariment of Labour carricd out a survey of the 10,424
regisiered uncmployed in a sample of New Zealand towns and citics, and con-
cluded:

Contrary to what is generally believed. the distribution of educational qualifi-
cations among the regisiered uncmployed in the survey does not differ o
greatly from that of the New Zealand labour force as a whole {(Labour and
Employment Gazette, 1979 p. 4).

As an example, 69.3% of the unemployed had no formal qualifications bur
69.2% of the workforce had no such qualifications cither. Stmilarly 3.9% of the
uncmployed were “highly qualified” (i.c. had tertiary qualifications); 4.0% of the
workforce have such qualifications. On the basis of these data it can be said that,
comparcd 1o other similarly placed persons, a person with a tertiary quatification
is just as likely to be uncmployed as a person with no qualification at all. This
suggcestionis supporied by Susan Shipley’s findings in Palmerston Norih, although
her sample is too small to justify firm generalisations (1982 p. 103). Thus, for
example, 44% of the females employed full-time, and 50% of the unemployed
females secking fistl-time work had no school qualifications. At the other cxiremes
5.2% of the males employed full-time and 6.7% of the unemployed males secking
full-time work had passed Bursary or University Scholarship. Overall, 17.7% of the
employed and 15% of the unemployed had University Entrance or Sixth Form
Certificate,

Such figures must be used with care for they are possibly confounded by the
extreme youthfulness of the unemployed. It is possible that the young uncmployed
are better educated than older people and hence distort the spread of gualifications
(though Hawkins did not find this to be the case in Brilain),

To sum up: the evidence linking unemployment with deficient skills and
insufficiently credentialled people is less decisive than is often assumed. If
cducation were causally related (0 unemployment there would be a serious
mismatch between the jobs available and the skills which the unem ployed lack.
Such a sitvation is possible and on a very limited scale somelimes occurs,
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particularly in a developing «ation where schooling has not caught up with rapid
social change. Itisnot, however, the situation in advanced countries during the past
fifteen years. The figures cited earlicr indivale that atall levels of skill, the number

= of jobs available has decreased in relation o those qualificd to occupy them. InNew
) Zealand there hasactually been asubstantial decline in the number of jobs available
while at the same lime a notable increase in the available work force.

For these reasons the verdict of Watts must stand: Uncmployment is not an
educational problem. 1t is essentially duc 10 economic forces, and political
responscs 10 these forces (Watts, 1984 iv). Laler on, a tempering sentence from
Watts will be given and its significance for schooling discussed. For the present,
however, the paint being made is this: schools arc in no way the cause of
uncmploymenl.

Schools as Part of the Solution

it may be, however, assome arguc, that schoolscan be part of the cure. The feverish
clamour inside and outside schools to provide ‘transition education’, ‘careers
education’, ‘vocational guidance’ and *work experience’ scems 1o presume that
schools can hclpeliminate or mitigate uncmployment. Scveral differentarguments
are brought forward {or this.

1. The first is based on the conviction that the school can make a difference by
providing young people with scisof skills. This belief is clearly associated with thie
mistaken belief discussed carlier. There is, however, more direct evidence 10

* reinforce how mistaken it is. Studies overscas have shown clearly that whether or
nol vocational skills are taught in school is of lide relevance to whether a person
iscmployedor nat. The Carncgie Report, for example,concluded thatinthe US.A:

High school curriculum is clearly NOT a dominant faclor in thc uncmployment
of young men and women aficr they leave high school (Grasso and Shea, 1973
p. 100)

[n Britain, Collins on the basis of his study concluded:

Vocational cducation in the schools for manual position: is viriually irrclevant
10 job fawe (Collins, 1979 p. 16).

. Thurlow points out that there is in the U.S. A asurplus of almost all labour skills;
thus there is no need for training people for occupational skilis (1979 p. 35). This
point is accentuated by Collins who reports that 849 of businesses in the San
Francisco Bay arca arc able to retrain their employces within three months{Collins,
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1979 p. 17). He adds, “Ncarly any skill can be learned on the job, but many skills
cannot be learned off the job® (p. 136). School-work of a direct vocational sort is
useless or unneccssary.

The same point has to be made 10 those who stress careers cducation and Jjob-
secking skills and those who imply that defects of character or the school’s neglect
of moral awitudes are at the root of unemployment. No amount of careers guidance,
job skills, or character training wilt create a single job. If jobs are short (as they are)
they will not be affected by these programmics.

Of course, programmes can improve the chances of a particular peceson (though
even this claim is dubious since programmes arc often such that those selected are
alrcady more likely to get jobs}. This, of course, is not a negligible achievement but
schools which adopt this approach should be aware of what they are doing (and not
doing).

Schools which claim that unemployment is not a problem for them should not
assume the superiority of their curriculum or staff, They are more likely reficcting
the class background of their students. Oxenham has drawn attention to studies of
employersin Mexico and Sri Lanka who werc asked what differences they detected
in employees of diffcrent educational levels:

Not only was there scarcely a mention of “higher productivity’ or some
equivalent phrase, but there was not mention of superior occupational skills ...
On the other hand, 30 per cent (the largest single group but still a minority)
stated that the really significant difference lay in presentation - that is bearing,
personal presence and manncer, or ‘image’. But is presentation a product of
schooling or social class? (Oxenham, 1984 p- 67).

Similarly,according to Oxenham, studies in Indonesia, Panama, the Philippines
and Bolswanasuggest that ‘the greater the competition for employment, the greater
the importance of social connections in addition 10 social background and educa-
tion’ {Ibid p. 70). It is likely that even in ‘cgalitarian’ New Zealand, the ‘Old Boy
network’, never without its inftuence, will become more powerful as credentials
become inflated and, because of the demise of national assessment, difficult to
standardise.

2. There are those who accept the thrust of the foregoing arguments and who
arguc that the schools should cease trying to educate for employment and, instead,
educate for unemployment. This boils down usually to ‘education for leisure’, To
some ex ent schools have always tried to do this by their cmphasis on the broader
activities of tife: literature, history, music, science, physical education, ar and the
like are presumed to improve the quality of a person’s life and hence be relevant o
her “leisure” if not to her job. To this extent, the position is valid but I belicve that
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this is not the correct response 10 the chailenge of uncmployment. For onc thing,
unemploy mient is not leisure; leisure is defined by contrast 1o cmployment and, at
feast in conlemporary socicty, disappears with it. Thus ‘education for Icisure’
reflects a cynical neglect of the social situation of the uncmployed.

School pupils have always been more realistic than their teachers. They have
been well aware of thz close connection between schoo! and the labour market and
hence have not responded well 10 their teachers' tatk about the ‘intrinsic' vaiuc of
certain subjects. It is hard to see them being more favourably disposed if these
subjectsare putin thecontextof unemploymentand “feisure’. Thiscontext may well
increasc their resistance especially as the 'school's' view of worthwhile activitics
scems to conflict with that of most people and so 1o highlight the gap beiween a
monolithic ‘schoo!’ and a culturally diverse community.

There may, of course, be a valuable insight in the notion of ‘education for
jeisure’ butit should notbetooreadilysdopted asthe justification of the curriculum.
1t so casily degenerates into an unthinking con servatism and prevents school people
from really facing the challenge of unemployment and, more centrally, the
challenge of schooling in the modem world.

Itis time to add a codicil 1o the quotation 1 cited earlicr in the paper. Walts, it
will be recalled, concluded that:

Unemployment is not aneducational problem. Itis esscntially duc 1o cconomic
forces, and polilical responses 1o these forees.

He adds -

It is, howcver, a problem for education since it challenges many of the
assumptions built into the structusc of our educational system (Watts, 1984 iv).

Unemptloyment is not caused by schools and cannot be solved by schools but
there isa lesson 1o be learned [rom unemptoyment whichissignificant forcducation
today and would remain significant cven if some unlikely economic change were
to climinate unemployment tomorrow. It is, at this stage, important to remind
curselves that even in times of full cmployment

. cmployers arc very unhappy with the products of schooling
- most of what is donc at schoo! has fittle relevance to real life
- many kids don"t like school.

Strategiesto resolve uncmploymentprovide acluc to solving these three problems.
Vocational courses, as I have argued, do not have any cffect on uncm ployment and
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overall do not help individuals very much. Bui iney are not worthless because,
overwhelmingly, they are popular amonyg the young people who do them. This, |
suspect, isbecause they are (1) activerather than passive, requiring studentsto carry
out certain tasks rather than 10 absorb information from the teacher. (2) Related 1o
aimsand plans whichthe student - however mistakenty - has. Thus, the courses seem
directly relevant to subjective plans the young people have. (3) Interesting to the
student since they relate to, cxtend, and coordinate knowledge which the learner
alrcady has or is acquiring.

As we know, cmployers frequently complain about the general educational
skills of their employces, their attitude to work, authorily, customers and the
absence of traits such as honesty, reliability, sclf-reliance. Such criticisms are
reasonable cnough. The traits they draw attention o are not restricted to employ-
ment in a moderm enterprise but to I'fe in a moderm interdependent society. Schools
havcalways stressed traits such as perseverance, concern and cooperation and have
to some extent produced people with these traits. Increasingly, however, tcachers
arc realising what theorists have suggested for so long: that such traits cannot be
imparted by formal direct 1caching (as many conservatives seem 1o believe). They
have to be acquired by engagement in activitics in which these attitudes arc
nalurally cmbedded. A student, for example, who is working on acomputer project
and finds she cannot solve a programming problem can be encouraged 1o ask
someonc who understands computcrs. She is leaming not only about computers but
also about cooperation - from the activity and not from a moralising lecture.
Simiiarly, the student who helps her Jess fit colleaguc up a steep slope on acamping
urip is ‘learning to care’ in the only way it can be leared.

Thus, unemployment doces bring us back to fundamentals which are nol new at
all but are frequently overlooked in times of full employment when schools seem
to be doing their job and hence arc not challenged. The assumptions underlying
schooling need 1o be challenged but in times of cconomic growth only political
activists and academic theorists get around 1o such challenges - and few listen to
them for schools are carrying out (or appear Lo be carrying out) their main function
of preparation for the labour market. Economic down-tumns and uncmployment
disturb the complacency and frequently call forth inappropriate and counter-
productive strategics. I have argued that we must neither sink into complacency nor
adopt simple-minded solutions. Ratker, teachers, administrators and planncrs
should accept the challenge and examine critically the structures of the educational
system. The chaltenge is 1o take the mental disturbance that unemployment brings
to schooling and 10 use it to develop courses which excite and challenge the young
as they prepare for life in the widest scnse. If unemployment forces us 1o do this it
will have brought some good along with so much that is bad.
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Vocational Skills

Training In Transition
Education

Successful Practice In New Zealand?

by Wanda Korndérffer

This chapter will analyse the structural condlitions which constiwic the multi-
faceted social context within which the practice of transition cducation is con-
ducted, and explore the nature of the *success’ that such conditions permit. 1 will
demonstraie thal transilion education necds to be understood as a specilic “coping’
response to a specifically capitalist crisis - the collapse of the yonth labour markcl
. and that transition cttucation ttors and students construct a way of living within
the discourse and reality of thatcrisis. The discussion will draw on substantive field
work studics carried out in a New Zealand Polylechnic.

Transition Education - Response to a Capitalist Crisis

State-sponsvred training programmes for young people in secondary schools and
technical institutes were adircct response Lo the collapse of the youth labour market
in New Zealand. As a form of educational intervention, such training programmes
were legitimated on the grounds that they provide skills for young people which
effectively increase their opportunitics for access to the tabour market (Task Force
on Youth Training, 1982). This legitimation was derived from a set of theorctical
assumptions about the naturc of the labour market and its rclationship o the Stale
and 1o cducation. An examination of the role and cffects of such training pro-
grammes, as a stale-initiated educational intcrvention, may uscfully begin, there-
fore, with an cxamination of the theoretical adequacy of the assumplions upon
which such an intervention is legitimated.

If the market place for labour power is one of free and open compclition then
itseems (o follow that those who arc unable to sell their labourmust be lacking some
qualitics that the successful scllers possess. Atone level this appraisal of the labour
market is accurate and Supports a perspective based on the necessity for investmicnt
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in human capital, particularly through vacational training and education. However,
such an *obvious’ analysis of the Jabour market operates (o obscure the relations of
control, competition, alicnation and class division that undcrlic the buying and
selling of labour. There is an arenaof common senseideasand practicessurrounding
uncmployment, the demands of the labour market and the role of schools in
producing employable youth which excludes, by its very common sense nature, any
penctration of the labour market in a capitalist economy that might challenge those
idcas and practices. As Codd (1984, p.12) claims, “common s¢nsc knowlcdge
structures mass consciousness in ways which mask and mystify the existing power
relatons and social arrangements™ and various discourses interact with common
sense perceptions of reality to produce ageneral, if fragmented, consent o the social
order.

The discourscs produced within this arena rest on a set of unacknowledged
contradictions, the major one being that, although there are measurably insufficient
jobs being created to absorb the poiential workforce, the unemploycd are still held
to account for their Jack of employment. While capital sheds labour in (he
restructuring crisis, the process of leaving school and selling one’s labour power on
the market is seen as an individualised process of *fit’ - it is the individual who
cannot get a joband it is therefore the individual who is “unemployable’ and lacks
the skills that effective training could provide that would ‘fit’ the person into
employment. Unemployment thus becomes a temporary condition based on
individual pathology, ralher than a permanent structural feature of the process of
capital production and accumulation that devolves unequally on different scctors
in socicty. The production of temporary and modifiable pre-cmployment pro-
grammescmphasises both the short-term nature of the problem and the adaptability
of the solution to “individual needs’, and the legitimating discourse that surrounds
the programmes cohcres with the common sense notions about unemployment -
namely that individualsare unemployed because they are deficient in some wayand
that, therefore, they need skills and attitude training 10 enable them to become
productive and disciplined workers that are acceptable to employers. However:

Ifitisthe casc, asthe preponderance of evidence suggests, that most of the work
places for which vocational students atc being prepared do nol require
significant amounts of skill, undersianding of the technology involved in the
production process, nor innovalion on the part of the worker, then specific
cognitive and manual skills training seems, at best, superfluous. Especially if
the requisite skills can be quickly acquired on the job, then it scems clear that
the “investmgnt™ both by the state and the student in curricula to develop such
skills may be wasted (Violas, 1981, p.148}.
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According to Edgley (1978, p.21) industrial skills “require no particular
intelligence, can be learned in four or five weeks or 1ess, and are properly exercised
without conscious attention” and that these properties are rapidly becoming the
attributes of clerical, sates and service skills. There is substantial support for this
claim, although there are cogent arguments that ‘deskilling’ is a more complex
process in practice across firms and across industries than Braverman (1974), for
example, admits in theory (Wood, 1982). Cohen (1984, p.105) assens that “the
emphasis given to ‘skilling” in both the secondary school curriculumand the 16-19
training provision, is primarily about the inculcation of social discipline”. Marks
{1983, p.119), writing in the New Zealand conicxt, demonstrates clearly that, even
if workers did need a higher level of skill for present production, the “average skill
levels, as measured by educational attainment, increased slightly between 1976 and
1981". (It should be noted, however, that rises in the levels of education do not
necessarily reflect rises in the skill levels of work {Freeman-Moir, 1980, p.24.1)

The problem for the state, in so far as it acts in the interesis of capital, is not one
of sufficient investment in human capital 1o produce a necessary level of skill in
workers, nor is it onc of equity. The problem is centrally one of how to maintain a
culturat apprenticeship for young people, that is, how to maintain a ‘work ¢thic” and
a set of common sense cultural attitudes towards work, when work in its traditional
sense is not available (Willis, 1984). Finn and Frith stat¢ that:

the real key 1o the importance of policies conceming youth lies in the necessity
of ensuring both the reproduction of the labour force over time and the stable
recruitment of the young 1o their role as the next generation of workcrs and
parents. Andhere working class youthrepresents a ‘weaklink'; for the potential
labour foree must be prepared not only for entry to work, but also for wage
labour within the antagonistic social relations of capitalisim; this is the kemel
of the problem of the ransition from school to work (1981, p.59).

The ‘problem’ of lransition only comes to the fore, therefore, when there is a
crisis in production that dislocates ihe smooth, though fragile, transition from
school 1o work: when the framework of adult identity that work provides in our
society is fractured. And thisis not justany work, but wage labour withina particular
set of social refations, the wage labour that underpins the production of profit. One
of the ways in which the state atiempts to deal with this problem is through the
creation of training programmes and transition education aimed specifically at the
pool of young unem ployed (or potentially unemployed), programmes thatarcovent
substitutes for the lost cultural apprenticeships of ¢employment. By providing
courses which say to young people that their unemployment results from their own
lack of social and vocational skills, it is possible for the state 10 maintain a
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commilment 1o waged tabour and 1othe social relations of production inthese young
people. Such a response serves Lhe ideological function of blaming young people
for their conlinued unemployment, i.e. blaming the victim. As Siafford has pointed
out:

Criticising the personal characteristics of young people ensures that responsi-
hility and, more scriously, the blame for unemployment can be diffused and

deflecied away from the slate and transferred onlo young people themsclves
{1981, p.57).

Inaddition, transition educalionis not a homogencous process for young people
within the social relations of capitalist production: il is dilferentiated along class
lincs in its starting points, the expericnce of ransilion ilself and in its destinahons
(Clarke and Willis, 1984, p.7). The provision of training programmesand trinsition
education notl only reinforces the notion that the market for labour is freely
competitive and fair (i.c. that all that unemployed young people lack are skills
whichcan be provided through ransition education). llalso reinforces the common
sense distinction between mentat and manual labour, adivision that iscentraito the
production of capital, by replicating the hierarchical ordering of the Tabour market;
a differentiation of knowledge and access 1o knowledge, which reflects the
deskilling and alicnating aspects of the labour market for those in subordinale
sectors, is inherentin the structuresof transition education programmes. Education
inthis waty can be a process whereby capital indirectly altempts both to reproduce
anindividually conipetilive (yeLhierarchically ordercd) work force that will “fit’ the
nceds of the labour market and, at the same time, 10 conlrol workers by promoling
skill and knowledge divisions among them (Wilson, 1979, pp.8-13). And transilion
education is a part of that process that reinforccs commou scnse explanations for
such division and renders invisible the conflict between capital and labour in the
market, The crisis of youlh unemploymentisnotthat of ‘skills’, *qualificalions’ or
‘adaptabilily’ - itisacrisisin the reproductionof the *work ethic’, ‘work habits" and
‘disciplined attitudes’ in young people and 1t is this ¢risis Lhat Lhe state altempls 10
resolve at the ideological level by the provision of transition ed ucalion programmces
(Hextall, 1980). Such programmes facilitawe keeping schoot leavers in a holding
pattern until work isavailable, reproduce youth into the existing social refations of
production, maintain a work cthic in young people through periods of unemploy-
ment and place the blame for their unemployment on young people themselves,

Transition Education in Practice

Concomitant with the current restructuring of the tabour markel is an atiempied re-
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strucluring of youth itself and, particularly, unemployed youth. Insicad of being
offered credentialled skills training, young people arc 1o become ‘adaptable’,
‘flexible’ and ‘redeployable’ in their approaches o the labour market, their
possession of skills and Lhcir abilily 10 maintain themselves physically and
psychologically through periodsof unemployment. Watts(1983,p.74) refers o this
process as “training for stock’: if training does not creale jobs, presumably it
attem pis Lo create appropriately skilled workers who will be available if and when
the cconomy picks up sufficicntly to nced them. This form of training, however, is
nol in specific technical skills, but in normative atlitudes, motivation and social
competence within a framework which suggests that routine Lasks are more difficult
than they really are (Dickinson and Erben, 1982),

This context presents those who teach vocational skills in programmcs for
unemployed youth with three major structural constraints: (i) a contracting and
segmented labour market; (i) deskilling; and (jii) credentialling. The {irst con-
straint impinges on these programmes in that there is a contradiction in offering
specilic skills training forunskilled or semi-skilled work when insufficient jobs are
available at the conclusion of that training. The second constraint prescnts the
probiem of what skills should be offered in the programmes when the jobs that arc
available arc heing restructured and deskilled - work is alom iscd and homogcniscd
to such an extent that little training is needed for employment in the sector of the
labour market atwhich these courses arc aimed. The third constraint confrontsthose
who work in the programmies with the fact that, in a contracting labour market,
cmployers use ‘real’ credentials (usually academic credentials) to select and sort
young people into work. They use suchcredentials notonly as an indication of other
general behavioural and attitudinal qualitics in young people (Maguire and Ashton,
1981, pp.34-35). but also as a device 1o cut down on the sheer numbers of job
applicants (Berg, 1970). As Freeman-Moir (1980, p.29) has pointcd out, the
“growing supply of cducated lahour determines the upgrading of requirements in
industry as muchas the changing content of jobs”. Vocational skillstraining courses
for uncmployed young people cannot compete with this demand for credentialled
labour {Grubb and Lazerson, 1981, p.99).

How those who work in transition cducation cope with these constrainis may
now be discussed with concrete reference tomy New Zealand rescarch. In 1982,six
ten-week Y oung Persons Training Programme (YPTF) courses, w ithan average of
fourteen students per course, were implemenied in one particular New Zealand
technical institute. These courses became the subject of a participant-obscrvation
case study thataddressed both thediscourse andthe practicc of transition cducation.
While the study referred to below was carricd out in 1982 within a particular form
of transition education which has now been superseded, the inferences drawn from
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the data have relevance for recent wransition education practices such as the imple-
mentation of the ACCESS scheme.

The basis and form of the provision of the Young Persons Training Programme
(YPTP) have been described clsewhere (Kornddeffer, 1985 and 1986). Bricfly,
these government-funded and facilitated programmes aimed to “provide training
for young job-seckers who clearty need some form of vocational training {whether
in social or occupational skills) before they can be referred to an cmpioyer for
placement”™ (Depastment of Labour, 1979). The provision of YPTP was premised
on the notion that.even with a high rate of youth uncmploymenl, it was possible for
reuziona; offices of the Department of Labour to discover or predict specific areas
oi 1. bour shortages (for example, foodhandling or farm labour) - the Y PTP courses
would then provide the skills thal young people needed 1o take up positions in these
arcas. Trade union demands, however, limited the skills offered on the courses to
asub-apprenticeship level. The courses of fered during the period of the study were
Foodhandling Skills (2 courses), Receplionist and Typing Skills, General Office
Skills, Retailing Skills and Warchousing Skills. Two major components made up
the basis of the courses: work skills, and social and life skills.

ALthis point il is obvious that the very basis of the provision of the courses was
contradiclory: if possible job opportunitics were at an vnskilled {sub-apprentice-
ship) Ievel. then thosc positions that came onto the market would be filied readily
by young people from a long quecue of unskilled unemployed looking for work -
there was no need for courses to teach “skills' in this vocational sense. And, if the
work was either not available al the end of a course or could be learned casi ly with
one week's on-the-job training, what was the pointin offering skills courses at all?

While tutors in the YPTP courses in this study did their best to provide
comprehenzive, len-week skills training (in the theory and practice of warchousing,
for exampie), some found the process difficult 1o justify. In orderto juslify len-week
skills training for unskilled (or, al most, semi-skilled) work, they held up high
standards for studenlts. The tutors needed to convinee themselves and the students
that thesc standards werce necessary. To this end, they applicd quite deliberate role-
modelling theory and 1echniques in that they believed that, if the students were
treated as workersand ifthey were expected tohave highstandardsin theirapproach
lo work, then they would respond with high standards and be workers in the sense
of havingdisciplined, work-oriented attjtudes. These lechniques failed consistently
with the students and this failure led to frustration for the work skills tutors as the
courses procceded.

These Lutors undoubledly wanled to provide young people with genuine skills
that would cnable them togain employiment - the structural constraints and inherent
contradictions of the courses, however, ensured that they did in fact prepare the

212
v by




Q

ERIC

PAFullToxt Provided by ERIC

227

young people “for the social order’ {Gleeson, 1983, p.2). The difficulties for the
work skills tutors in providing a rcal skills training meant that they focused on the
production of work attitudes in class. If, however, the basic intentions of the YPTP
courses and the work skills tutors were 0 instill an obscrvable work cthic in these
students, they failed 10 a remarkabie degree. Tutors became more and more
frustrated during each course as the students resisted this pressure 1o conform 1o
what they saw as he social relations of 2 schooling that they had cscaped and the
work skills component of the courses provided the clearest examples of the
difficultics faced by ttors who worked to do a job within social relations that
mystified their ability to do it

The students, in general, did subscribe 10 a traditional work ethic, but it was onc
thatthey sawas being realised in work, notin training. They simply did notsee why
they should produce work attitudes in a non-work environment and expected that
they would be given anexplicitcourse of instruction in work skills not a generalised
allitudinal raining. Gaskell and Lazerson (1980-81, p.91) discovered in their study
of the transition of working class young people from school 10 work that the
expericnce of work, nc matter how routine, boring or supervised, was quitedifferent
from the expericnce of school for these young people: “Accomplishing an exter-
nally defined if routine task and getting rewarded for it is a public definition of
competence. It provides a public identity that compares favorably to the identity of
the non-worker, whether student, houscwife, or welfare recipient”. Work is
perceived to be the source of an independent, adult identity and it is this that the
structures of schooling {whether sccondary schooling, tertiary education or ransi-
tion raining programmes) cannot reproduce. Male and female students on the
YPTP courses valued work skills training cqually - geuing a job {and work skills
training wasscen as apreliminary tothis) was the central focus of both sexes’ lives.
An aliemative domestic role, for example, was cither an unconsidered or an
unappealing choice for mest of the female students. While the great majority of
students of both sexes wanted a ‘normal’ future (in terms of marmiageanda fa.nily),
they saw the gaining of cmployment as an essential prerequisiic for this future [n
other words, both male and female students gainea their social identity from paid
work. (Sex-role stercotyping typical of that present in the structures of the labour
market was cvident in the selection of students onto courses - for exanple, thirteen
of the fourteen Warchousing Skills students were male, and all of the students on
the Receptionistand Typing Skills and Relail Skills courses were female - but there
was little difference between male and female students in their responses 16 their
position in the labour market.)

These YPTP students knew that the training programme wis not ‘real work’ no
matier how insistent the work skills tutors and the Department of Labour officers
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werc that it be treated as a real job. The division of the day itself in these courses
into ‘moming = work skills” and ‘afllcmoon = social and life skills” - a division that
the students recognised explicitly as a separation of the real world of work from the
impractical world of theory - reinforced a mcssage that there is a rigid boundary
between work and non-work, between the cmiployed aad the aole-bludger. Work
skills tutors supported these belicfs with their implicit and explicit attitudes that
having a steady job was the only conccivable way of living (Hilgendor( and
Welchman, 1982, p.28). This student knowledge triggered many of their absenees,
theirunpunctuality and their refusal to produce work attitudes and disciplinc inthe
classrcom (oreven, for example, al the work expericnee restaurant when they were
with the tutor - when they were doing paid work in the restaurant at night they
produced very appropriaic attitudes and were good workers). Contrary to Hearn's
thesis that disillusionment with work may apply mosl frequently and most dircetly
o the unskilled 2nd the unqualified (1981, p.14), these students were not disillu-
sioncd with work. These young people 1ooked forward to waged employmentand
were willing workers, but they resisted returning to the authoritarian structures of
school - their resistance took the form of a marked abseniceism. Many of these
students on YPTP were adult in every sense of the word and resented feeling as if
they were back at school, being treated like kids’ by the work skills tutors - i.c. they
felt thal they were nol rusted, that they were patronised and that they had Lo *shut
up and put up’. The work skills tutors blamed the students for the structural
difficultics inhcrent in teaching in these courses (i.e. those difficultics that related
0 a contracling labou: market, deskilling and credentialling). The students
responded to the denigratory remarks and the authoritarian discipline of the work
skills lutors (whick azose from the contradictions of their teaching siluation) with
both absentecisn and delinquency (in the scnse that they often refused to produce
work attitudes and work discipline in class and in that they were disruptive and
commilied petty acts of vandalism such as writing on the bottoms of their chairs).

These students were quite capable of tugging their forclocks while raising lwo
fingers behind their backs (Ncwby, 1977), i.c. producing deferential behaviour as
part of a more complicated game of manipulation. 1n general, however, students
were very straightforward in their responses within the courses and they genuinely
respected and deferred Lo the superior knowledge of work processes and the work
place that they assumed was possessed by the work skillstutors - they were sensitive
to the fact, therefore, that, for much of the time that they spenl with the work skills
lutors, this respect was not reciprocated.

The students, in the main, were prepared to work hard in the work skills course
components al anything thal they perecived as *real’ work, c.g. copytyping,
preparing a lunch for (utors and students, speediyping, office routines skills (c.g.
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filing, banking, memos, cle.), visits Lo restaurant kilchens or warchonses - work that
was seen 10 be directly related to 2 ‘real’ job. While the students’ lack of litcracy
skills sometimes frustrated their note-taking, they approvedof akingdownlengthy
notes or lists from the blackboard. They saw note-taking as *real” work, work that
they *should’ be doing in the course, work that was seen 1o be directly related toa
‘real” job, work that would getthem a job (in this they were similartothe *4M’ girls
in Jones' 1987 study of Pacific Island girls® knowledge of school). During these
pericdds, the students aceepted the authoritarian social relations that the work skiils
tutors attempied 10 impose within the classroom because they pereeived the tulors
ashaving something that they wanted - specific knowledge that would enable them
1o get a job. While the students had rejected tI-c authoritarian relations and attitude
traming of the secondary school, they were prepared Lo accept these, 1o a degree,
within any siluation that they perceived as ‘real work' {Dent, 1978). Asaresull, the
work skills lutors lended to give them more and nore nole-Laking to do asthecourse
wore on. The students would then complain that the work skills partsof the courses
were 1o theory oriented and did not have enough work expericnce or work practice
built intothem; that there was toomuch alk and not enoughcooking or warchousing
oroffice work. The idcal siructuring of the course in their terms {and it mirrored that
of the wark skills tutors) would be one where work skills theory {(i.c.cxlensive note-
taking) took up the wholc of the moming period and work skills practice {(in arcal
kitchen or office or warchouse or shop) took up the whole of the afternoon period.
Apart from the Foodhandling students, who had a very limited access loa restavrant
Kitchen for some practical work, students did not do their work skills training in
cither a realor an artificial work situation, There were obvious practical difficultics
in providing such a situation, in providing a *training’ warchousc, for cxample, or
a “raining” shop. (This would not have been impossiblc: Frith (1980, p.31] refers
10 a factory process workshop on a training programme for young uncmployed
people in Coventry, where students worked all day on a production line making
electrical goods that were, on completion, dismantled into their separalc COMpo-
nents and sent baek to the beginning of the line.) In order 1o provide them with some
cxperience of the realities of the workplace, the students went out of the course onto
work cxpericnce on an cmployer’s premises for one to two days per week for the
last half of the course.

The work experience on employcrs’ prentises was variable and bascd on
cxpediency. Both work skills and sociat and life skills wtors attempted to match
students with suitable work placements, i.c. they atiempted 10 get the students work
experience in a specilic arca (for example, one student wanted to do his work
experience inthe morguc and thiswas arranged for him)orinanareathat they hoped
would be interesting for the student. Good matching was important: ifthe students




disliked their work experienece they were liable to simply walk out or Lo ¢reate such
a bad impression with the employer that no furlher work placements would be
possiblcin that firm; ifemployers disliked the students they were sent, this reflected
badly on the course itself and it jeopardised future work placements and the job
opportunitics of other students. Finding good work placements {and following up
onthese, resolving any problems that arose, cte.) took considerable skill and cacrgy
on the part of all the witors. However, it was difficult in the inain to find any work
placements atall: often, it was a matter of sending studentsout 1o whatever job was
available (i.c. 10 whichever employer had been persuaded that having a student on
workexperience would be intheir interest), crossing fingersand hoping for the best.
The work expericnce inthe courses often had a delayed starting datc because of the
difficulty of finding suitable placements.

Jamicsonand Lightfoot (1981) claim thatwork cxperience placements are ofien
dominated by administrative rather than curricular considerations {for cxample,
finding enough place ments) and this was the dominant constraint on the Drovision
of work expericnce in these courses. However, even if the tutors had been able to
be more seleclive asio work placements, it is unlikely that the students’ cxperience
of these would have been different. {Williamson, 1983, p.87, demonstrates that,
even where work experience placements are made carefully and are viewed as
approprialc by trainces, their reactions Lo the expericnce arc varied,) The nature of
their work experiences in the unskilled seetor of the labour markel in itself
conditioned the YPTP student responses.

The students regarded the social and life skills training provisionsof the courses
as awasle ol their time in that, in the main, they came onto the courses (o leamn work
skills that would give them a job (Kornd&effer, 1987). They wanted specific skills
that would enable them to get aspecific job, not generatisable social skills that were
seen as irrelevant to the urgent task of gaining ecmployment. The students wanted
whatthe skillstraining programme appeared tooffer: the chance of a regular, sceure
Job and the skills to gain and retain such employment. They were critical of any
coursc content that did not appear to be aimed at those ends. However, Barry
{c.1984, p.8) and Reid (1983) discovered that the main demands that New Zealand
employers make of potential employecs are dependability, willingness to *fitin®,
predictibility and willingness 1o stay on the job; that these social skills are the
marketable skills that employers refer to; thatemployers prefertoteach the required
specific job skills themselves. The paradox of these waining courses for the students,
then, was that the real skills they needed for ecmployment were thosc that they
devalued and, in many cases, rejecied - the social and life skills - rather than the
specific work skills which emgloyers prefer 1o teach on the job.




Who needs transition ed ucation?

While cmployers can be encouraged or persuaded by subsidics 10 take on young
people, by definition capitalists cannol be forced 1o employ the young within & free
enterprise labour market, governed by cycles of demand and supply, within which
individuals enter into fairlyand freelynegotiated wage contracts (Finn, 1982, p.43).
tis this reality, the reality of the youth labour market, that underpins the provision
of transition education. Glecson (1983, p.2) claims thal there is developing in
England adualsystem of training for young people: there are those who receive ‘real
training for rcal jobs’ and those whoreccive *social and life skills® for the dole. He
sugpests (1984, p.98) thal the ¢mergence of youth training has litlle 1o do with
technical changes in production or with providing the nccessary skills for improved
efficiency - rather, it is concerned with “regulaling youth labour markets and with
establishing training as a substiie for employment”, In New Zcaland this
‘cducational apartheid’ is particularly obviousin lechnical inslitutes where training
programnics for young uncmployed people have been impleinented - real courses
with realeertification for rcal jobs arc offered toapprentices, secretarial and nursing
students: ersatz skills training courses, wilh pocertification beyond a certificate of
atendance, and with little promisc of future employ ment, are offered 10 unem-
ployed youth. Moore (1983, p.26) putsthe problemof providing young unemployed
people with ‘skillstraining’ succinclly: young people “arenot least preferred [in the
labour market] because of anyihing they lack bul because of what they are”. The
only way in which they could become more altractive 1o employers is if they could
be employed on youth rates, i.c. become cheaper to employ. However, there has
always been strong opposition by organised labour to differential rates of pay
according 10 age and there arc few awards in Nevs Zealand that contain youth rates.
The issucs, then, in the provision of work skills in training programmes for
uncmployed youth, arc notsimply about the transition from school 1o work, butalso
about “the naturc and quality of work, about deskilling, low pay and the rccomposi-
tion of labour” (Markall and Gregory, 1982. p.63)

In wransition educalion ‘success’ cannot be discussed withoul taking seriously
the obvious que stion, *Success for whom?”. For the statc the very taken-for-granied
acceptance of fransition cducation rather than continued educalion is a success; for
the colleges and utors “success’ is more problematic and contesied; for the students
‘success’ is gelting a job - and on that criteria many fnd vocational skills training
int ransition cducation courses distinctly unsuccessful.
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