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Introduction

The convergence of public order policy and educattonal reform m Brtun has gen-
erated compelling, 1t mconsistent, nnages ot the “responsible parent’. On the one
hand, parental responsibihinies are invoked as legitimate socuahzing powers set against
the “collectivist’ influence of the educational establishment. On the other hand, these
same responsibilities are implicated as part of an ever-nghtenimg alleged causal chain
which hnks dehnquency and child abuse to inadequate parenting. What we are not
offered are realistic mmages ot how the parents thenmselves routnely negotiate what
Brontenbrenner (quoted m Popenoe 1988, p. 3301 calls the “enduring mrrauenal
emotional mvolvement® wath children.

Current public anxieties over family hfe reflect the way that social comment-
ators and politicans trade on common sense m dentfyang these contheting unpres-
stons of parental responabilities. Many of these anxieties can also be detected m
the more acadenue hiterature on parental dechne. This book assesses these common-

sense and acadenue assuniptions which collectively constitute the hdea™ of 4 parent’s

responsibilities from the pomt of view ot parents themselves

The idea of the parent as both vicum of state intervennion and perpetrator ot
morai neglect has 1ts ongins n the wider polincal and social structures. It albso on-
ginates at the agency level from those with a professional mterest in the weltire of
both parents and children. Welfare agencies tind themselves m a smular double bind
situatton Socral workers and teachers are both charged with mterfering in fanuly
affarrs and called to account in the assessments of parental culpabihiey.' A second amm
of the book, then, v to assess the role that these “welfare’ agencies play in the con-
stiition of parental responsibihties. In parvcular, 1 adopt a case-study approach m
identifving the weltare respensibilities of the teaching profession. In the process. 1
exanime the grounded assumptions that teachers make about parents and assess the
quahty of relations between the home and the school

In this brief introduction 1 et out the arguments addressed in the book. But
tirst [ must address the relevance of teaching as a weltare professton. for the boundary
between the home and “welfare” has been sharpened recently by concern expressed
about the ‘interventionist’ role ot the social services. Dingwall er al. (1983) point to
a dilemma m social work by suggesting an mverse relanonship between the success
of the state 1 undenvntimg the weltare of the child and the well-being of the fanulv.

Thev [the soctal services] cannot be given the legadl power to underwnite
an mvestgatnve form of survettlance without destroving the hiberal fanuly,
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At the same tme, the state cannot ont out. There 15 a collective interest in
the moral and physical wellbeing of future citizens, in the quahty of social
reproduction, as a necessary condition for the survival of this particular type
of soctery. (p. 220)

Social workers have nevitably become the target of cntics of the weltare state;
perhaps because of the hghly visible nature of the in.rusion mto the tamily m the
interests of the chuld's welfare; perhaps because the social services are depicted as
plaving a surrogate parental role 1n child rearing when fanuly breakdown occurs.
What 15 sigmiticant here is the 1dea that the state makes collective claims on the
child’s well-being. Whether these claims supersede the individuahste ‘nghts” of
parents 15 a question which mforms the discussions with the parents and teachers.”

The apparently intractable relationship between parents and ‘welfare” agencies
cannot be so eauly apphied to relations between the home and the school. The
intemperate tone of the polemic aganst social work, sometunes suggests that the
very existence of social work as a profession 1s at stake. State provision of schoolng,
on the other hand, does not produce the same degree of apoplexy among the state’s
detractors; possibly because 1t 1s commonly accepted that the school has a legtimate
pedagogic role to play m child development.’ Criucs of the state education system
have focused on the welfarist ethos which allegedly pervades schoohing. The Black
Papers (Cox and Dyson, 1971), an early mfluental crinque, offers a sustained attack
on the state and educaton. Educationalists on the political nght argue that there 1
4 need to restructure parent-teacher relations according to free market principles
because of the perception that the school does not act i the best mterests of the
parent as consumer. The teaching profession, according to 1ts critics, is imbued by
collectivist, *pertmisave’ principles which undernune the responsibility and authonty
of the mdividual parent (Cox and Dyson, 1971).

Two pomts flow from this cntique. First, the development of a weltare net-
work n school s often taken as evidence of the "abusive’ powers ot local educa-
tion authorities and the teaching professton because 1t draws parents mto a more
dependent relationship with the teachmg staff and underpins the dommant teaching
asstmption that parents, particularly of the working-class varety, are an obstacle in
the teaching process. In Chapter 3 T assess the kinds of assumptions that parents and
teachers make about their respective “spheres of nfluence’. More specttically, T draw

on the accounts of a sample of teachers with pastoral responsibilities in illustrating
the mental maps that teachers have of the relationship between the home and the
school. T then go on to assess the ways that these 1deas underpin their encounters
with parents.

A second pomt relates to teaching practuice. Teachers who hnked problems
that children had 1n school primarily to factors located outside of the teaching con-
text would présumably tend to overcompensate for children from “problem’ back-
grounds when fulfiling their teaching responsibihties m class (Sharp and Green,
1975). Nottons of standards” which are continually mvoked by critics of the educa-
tion systemn do not sumply refer to the content of education. They refer also to the
way teachers deliver the curniculum in terms of classroom discipline.
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Introduction

The teachers in this study, as well as mediatung between the home and the
school, have more conventional classroom teaching responsibilities. They are thus
well placed to comment on both the influence the school has on the home and any
impact that home -school relations might have on teaching practice. Chapter 2,
then, deals with the extent to which the managenal skills of the teacher 1 class are
necessartly diluted by a teaching approach that emphasizes the emotional and social
as well as the intellectual welfare of the child.

Chapters 4 and 5 shift from the ‘educatonal’ to a parental frame of reference
by drawing on the accounts offered by a sample of working-class and nuddle-class
parents. This 15 not simply a shift from the professional to the personal. For notions
of “education’ and “welfare® structure the understandings that parents have of their
own responsibihities towards their children. [ onginally started from the premise that
what parents and teachers do are fundamentally @ifferent. In Chapters 4 and 5 |
document the ways in which parents assert thetrr moral and social responsibihities
and against what 15 percetved to be an mncressingly morally and socially fragmented
outside world. In the process parents otten invoke the intluence, the skills and the
supenior knowledge ot the school in constructing for themselves a sphere of respons-
tbility. The relationship between the home and the school, then. does not neatly
dovetal with an mphcrit division of responsibility between the home and the
school.

In Chapter 4, [ concentrate on the route business of setting up boundaries
within the home that often necessitate setting up boundaries between the home and
the outside world. Discipline and control are concepts that structure the daly busi-
ness of clisroont teaching. These concepts abo routinely structure the responsibil-
ities that parents have for their children’s welfare. They are delmeated in Chapter 4.

In Chapter 5, the debate around the itervenuonist powers of the school as a
moral agency are more exphatly addressed m referring to responabilities tor sex edu-
cation. Questions of unputed parental responstbility can be tested empincally through
the accounts that parents and teachers give of therr expeniences in educating children
and pupils 1n sexual matters. More fundamentally, sex education can be used to 1lfus-
trate the possibihties open to schools tor underwniting the welfare ot children which
do not necessanly undernune the sense that parents have of their own skills i super-
vising thetr children’s moral weltare.

The concluding chapter locates the major findings of the book within the con-
ticting 1mages of parenthood otfered at the begmuing of this introduction. Parental
responsibihties here are constructed out of two competing conceptions ot parent-
hood which reflect quite ditferent 1deological emphases i pubhic pohcey,

[n this book. then, I locate assumptions and explinatons held about child
reanng and child support at a level which 1s meaningful to parents and teachers, For
what parents and teachers say matters. Yet, the academic and political agenda 1s et
by 4 general state of atfairs that makes assumptions about the average parent and the
average teacher. In the tollowing chapter, T outhne an ongomg debate within aca-
demia that converges on the theme of fanuly dechne. It one sense this notion of
dechine 15 being tested through the accounts that both parent and teachers give of
therr respectve social worlds, Tnanother sense, the micro level of analysis allows for

R
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the terms of the debate, terms that reflect to some extent public policy pronounce-
ments, to be translated by those interviewed into their own working vocabulary of

p ractices.

Notes

A recent headline v the London Fveming Standard ran *How the state stole our sons’, 7th
Janwary, 1993,

An imphcit indvidualism runs through this model of home=school relations, what Morgan
(1983) terms 'methodological tamihism®. The fanuly 15 articulated as a single unit 1n rela-
uon to the outside world. The familv 1 a rhetoneal and pohucal sense takes on the same
charactenstics as the “individual” where arguments are put torward for the restriction of
‘tollectivist” trends 1in society (Mount, 1982).

This 1s not to 1y that there has always been a consensus over the necessity tor ~ompulsory
education. In the late mineteenth century, conflict was nte between parents and the state
over the mtroducuon of compubory education, See Donzelot, 1979; David. 198t); Janueson,
1987 More recently, the alleged mereave m school absence has suggested that he taken-
for-granted compubory nature ot schoohng v now bemg quesnoned {Carlen, Gleeson
and Wardhaugh, 1992)




- Chapter 1

The Home, the School and State
Intervention

. Introduction

In the fint part of this chapter 1 draw on an deologically and politcally dispar-
ate group of scholurly work which converges around the theme of ‘dechne’. In
more general terms this decline refers to the Weberian notion of disenchantment,
with fanuly disorganization taken as the primary indicator of moral dechne. Declime
s here refers to social changes which undermime the unportance and the restlience of
parents,

What | take to be the “decline thesis’ in this chapter is conposed of three
framewaorks of intervention. Although they can be viewed as quite different, pos-
sibly even incompatible models ot “social control’, 1 go on to argue in the second part
of the chapter that they suffer from sumilar empirical and theoretical shortcomings.
The first model defines loss of parental authority as a consequence of more power-
- ful external influences replacing the social and moral roles of parents. In another
sense, dechine refers to the gradual replacement of ‘natural’, “tradiional” powers with
- more externally defined responsibilities which at best keep parents permanently on
the defensive, at worst disorient and ahienate parents. A final way of understand-
ing “declme’ 18 to question the common basis upon which a theory of fanuly hife
1s erected. In most mstances the modern fanuly presupposes a public—private dicho-
tomy that counterpotses the ‘natural’ personal skills and nghts that parents have with
the powers of vanous child support agencies. Rather than being seen as a umeless,
— natural state of bemng, parenthood and by imphecation “the fanuly” 1s a product of
- relatively recent social and political change. Within this context, the education sys-
; tem arguably plavs a formative rather than destructuve role m the process of mam-
tanng strategnie control over at the very least, working-class hfe.

The second part of this chapter also offers an assessment by focusing on the
: methodological as well as theoretical shortcomings. This 1s then used as the basis for
. outhmng my own empincal approach to the problem as well as offering a ratonale
for the .amphng frame.

Welfare and Family Life: Supplanting the Parent

Intervention can be read as o sumple histoncal transfer of soculizing powers from
parents to outade sources. The resurrection of the fumly by modermists such as

5
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Parsons and Bales (1956) and Fletcher (1966) was countered by conservatives such
as Riesman (1950), Bronfenbrenner (1970) and the Bergers (1983) in the United
States, Popenoe (1988) 1n Sweden, Meyer (1977) in France, and Mount (1982) m
Britain, who argue that parental authority 1s under threat from a vanety of external
sources ranging from the state to the peer group. Parental authority i these terms
15 seen as a necessartly private locus of social and psychological resources, which par-
ents draw on ensuning that therr children develop moral characters. Any movement
rom the outside into this private realm 15 argued to have a deleterious effect on
relations between parents and children.

Within this locus of external intervention, the school 1s argued to play a prom-
ment part. The Bergers, m charactenstically polenncal style, argue that the famuly
has now lost 1ts pnmary moral functions to the education system (1983, p. 191).
Whereas sometimne 1n the late nineteenth century the school only reaffirmed the
values that were transmmitted within the fanuly unit, 1t 1s now attempung to set itself
up as the only moral frame of reference which would render the authority that
parents have less effecuve.

Christopher Lasch takes up this theme by argumg that the school is now
mbued with anti-intellectual 1deas that undermme the division between “education’
and ‘socialisation’ (1979, p. 239). The ntellectual content of the curnculum has
been diluted by the demands of what Lasch calls *hfe adjustments’. Pupils learn
about practical expenential things that Lasch argues are normally passed on by
parents. Lasch quotes statements made by ‘leading educationalists” from the early part
of the century:

Social political and industnal changes have forced upon the school respons-
ibilities formerly lud upon the home. Once the school had mainly to teach
the elements of knowledge, now 1t is charged with the physical, mental and
soctal traming of the child as well. (1979, p. 268)

A key parental responsihlity that incorporates ‘physical, mental and social
traming’ 15 sex education. I discuss this in more detail in Chapter 5. But 1t 1s worth
mentioning at this stage that the recent debate over sex education 1s framed along
the same lies as the decline thesis.” Critics hke Thomas Szasz, set up an antagonistic
relationship between the school’s moral functions and the 1dea that sex educanon
15 a parental responsibihty because parents are best suited to take ‘care and control
of the sexual hfe of (their) children’ (1980, p. 153). He argues that the systematic
mtroduction of a sex education curriculum in schools has raken away a parental
nght to mtroduce moral and sexual matters to their children.

Riesman (1950) more systematically focuses on the ways that schooling under-
mmes parental authonty through what we nnght consider the legiimate practice of
classroom teachmg. According to Riesman, in the earlier histortcal penod of ‘mner-

direction’ the teacher had a formal pedagogic relanonship with the pupil that was
serupulously separate trom the more affective ties the cluldren had with their parents.

Seating . s arranged formally  The walls are decorated with the rums
of Pumpen and the bust of Caesar. For all but the few excepnonal children

1
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who can transcend the dead forms of their classical education and make the
dead forms come alive, these etchings and statues sigmfy the urelevance of
the school to the emotional problems of the child. The teacher herself has
neither the understanding of nor the ume for these emotional problems,
and the child’s relation to other children enters her purview only 1n dis-
aplimary cases. (1950, p. 58)

The mnplicauon here 15 that the emotional needs of the child can more appropnately
be dealt with within the home. This division of labour between the school and the
home separates out the affecuve from the nstrumental, the moral from the ntel-
lectual. It thus reduces any confusion that nught result 1n the mind of the child from
the potentially compeutive nature of the relanonship between the school and the
home, 1f the tormer attempts to provide a more socto-moral frame of reference.

Riesman argues that the division of labour broke down in the modern penod
of ‘other-direction”. He cites the changing physical environment of the classroom
which now engenders greater infornality 1 pupil-pupil and pupil-teacher relations.
He goes on to argue that the spatal organization of the classroom changes as pupils
no longer sie m mdividuahized spaces. They are more likely to be placed with other
groups of children who, rather than displaymg stmlar intellectual capaciues, are
grouped together according to how well they get on with each other; *human rela-
uons’ enters the classrooni. As Riesnan states, ‘where to sit becomes problematical
- a clue to one’s location on the fnendship chart” (1950, p. 61).

The human relations analogy 1s further extended as the teacher 1s inore concemed

with the ‘management’ of the classroom than any unilateral exercise of penal discip-
linary forms. Lines of commumcanon cross through the teacher as attempts are made
to engender cooperatve, rather than compeuuve, relanons between pupils. Teach-

en 1n these terms become focal potnts for expression of ‘public opimon’ (Riesman,
1950, p. 62). Ultimately, the ntellectual skills which were previously installed
mdividual pupils are argued to have been displaced through this managenal approach.

This model of terventon, then, suggests that progressive teaching practices
need to be seen within the context of an education system which 15 now imbued
with hberal 1deas about ‘sociabizing’ the child. The new teaching ethic extends the
teacher’s pedagogic responsibilities into the realins of psychology and social work.
Teachers are more concerned with associating educational fatlure with inadequate
parenung. Teachers no longer play the role of pedagogue because their respons-
ibihities extend 1nto the home 1n the search for solutions to educational failure as a
social rather than educanional problem.

The Structuring of Parental Responsibilities

Rather than the school eclipung the home as a pnmary soctal and oral reference
tor children. a second iterpretation of mtervention emphasizes the responsibilit-
ies that replace parents’ traditional powens. Lasch (1979) and Harris (1983) argue that
external agencies are mfluenual in the way that they acuvely encourage parents to
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take responsibility for their children’s well-being. Not only 1s the state involved
in the assertion of parental responsibilities, it 1s actively supervising them. There 1,
here, an element of both giving and taking away. The state through the school and
the soctal services 1s constantly supervising the child-reanng capacities ot the parent.
This means intervening by taking away ‘natural’ parental skills whilst at the same
unie encouraging parents to take more responsibility for their children’s well-being.
According to Harns and Lasch. this leads not only to powerlessness, but a more
generalized anxiety.

Both authors link this anxiety to changes i the social structure which has led
to mtrustons into the home. Lasch refers to the ‘proletanamzation of parenthood™:
the same changes which have depmied the work force of their “craft’ skills, are
having 4 smilar mmpact within the home. This » echoed by Harns.

Childriising becomes o technical task judged by the effects 1t achieves.

Parents, hike other producers, are judged by the quahlity of their products,
(1983, p. 241)

Harns outhines the way teachers, among others, put pressures on parents to ‘turn
out' their children. Parents particularly mothers. are seen by teachers to be respons-
ible for their children 1n an uncondinonal sense. Independently of any notion that
risbehaviour i school might be a consequence of madequate teaching, parents are
encouraged to believe they are responsible for the musbehaviour. The child's behaviour
in public becomes an indicator of the parent’s techmeal performance. Apart from
the pressure this puts parents under to get things nght, parents are depnved of the
means needed to achieve success in child rearing,

Lasch makes the same pomt with reference to the influence of Dr Spock. Lasch
applauds Spock’s reversal of his earlier advocacy of ‘pernussiveness’ to encouraging
parents to be “authontaran’ and to take responsibility (1979, pp. 280-4). Yet, th
posttion 1s also cnticized. Lasch argues that Dr Spock now tells parents that their
authonty 1s sacrosanct whilst simultaneously undenmining their capacity to exercise
this authonty by ‘retmndmg them of the incalculable consequences of their actions’
(1977, p. 172).

Lasch expands on this pomt in The Culture of Narcissisne. Implicit i the demnands
on parents to recapzure their authonty is the model of the “perfect parent’ (1979,
pp. 291-2). The latcer 1s the a-social anthropological *mother of more patterned soci-
eties’, whose consummate relationship with nature 15 one which modern parents can
never hope to emulate. The trony for Lasch is that any biologacally based or natur-
ally yiven notion of authonty cannot by detimtion be culturally presenbed

For Lasch, then. the central problem for parents s that they are deprived of
therr "natural’ powers by professionals and then encouraged by the same people to
take responsibility for their children’s present and future well-being. This 15 not
simply the replacement of the maternal istinct with “therapeutic’ solutions. Where
parents are deprived of their responsibilities. Lasch wdentities two scenanos: at best,
parents act directly on behalf of state-sponsared agencies of control where they have
httle deciston-making powers: at worst, parents are totally depnved of any role
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the reaning of their children. The problem tfor Lasch is more complex n that the
therapeutic solution incorporates the notion that parents are central actors m the
process of sociahization.

Having first declared parents incompetent to ranse ther offspring without
professional help, social pathologists ‘gave back’ the knowledge they had
appropriated — gave 1t back in a mysufying tashion that rendered parents
more helpless than ever, more abject 1n their dependence on expert opin-
ion. {Lasch, 1977, p. 18)

Harris (1983) 1dentities more nnmediate problems for parents which reflect the
wavs 1in which the school 15 able to exercise control over their own hives as well as
thewr children’s. Parental control, according to Harns, becoines increasingly more
difficult where children spend proportionately less time within the domestuc pur-
view. It becomes unpossible to restrict children’s movements because they are
expected to spend proportionately more time away from thewr parents at school and
with friends. Parents’ problems are further compounded by the kinds of messages
they pick up about how their children relate to their teachers. Harris argues that
teachers encourage children to break down the traditional generational differences
in status by acting as confidantes rather than authority figures (1983, p. 239). The
concept of control assumes that parents are forced to adopt a more hierarchical role
in keeping therr children within their purview. This goes against what he terins ‘the
donmnant child-reanng deology’ where authority is downplayed in favour of close-
ness and equality. Within this context, parents appear to have all the responsibil-
ity without any of the concomitant power. Whereas the school. because 1t reflects
the dominant child-reanng 1deology and because of 1ts leginmate role in providing
knowledge and skills, appears to have all the power and 15 able to attnbute problems
i the dasroom o madequate patenting,

Social Constructionism and Mate: aal Responsibility

The previous models of mtervention focus on the way that external agencies, such
av the school, have an mipact on family hte. There 1s an wnphet essentiahsim here
m the way that ‘natural’, “traditional’ skills have been refashioned as ‘responsibilities’
by external sources. Furthermore, this essentialism 1s reinforced in the way that these
mfuences are seen as ahen and mysufying - having a negauve effect both on par-
ents’ sense of self and their abilicy to take care of their children.

Adopting a more soctal constructiomst” approach would require moving away
from wdennfying the essential nature of the ‘socializing’ role of parents and the
educanonal’ role of teachers. It we refer to the work of the French school of socual
constructiomsm, namely Anés (1960), Donzelot (1979} and Badinter (1980), the
conceptual framework which posts an opposittonal relationship between the private

and the pubhc 1 abandoned m favour of what Deleuze, m the preface to Pohang
of Famlies, calls a ‘hybnd domam - the socual” (Donzelot, 1979, p. x).
Lasch and Harns have both adentified the way the school and other “caring
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professions’ nadequately attempt to shore up the boundary between the school and
the outside world. But the lack of success here is due, quite simply, to the impossib-
ihity of agencies being able to replace or reconstruct the pnivate space upon which
tanuly hte 1s built. Donzelot, on the other hand, has a quite ditferent view of the
relationship between the fanuly and the outside world. His thesis s not simply a
story of the rescue of the fanuly by the welfare state. Rather, Donzelot was

positing the famnly, not as a point of departure. as a manifest reahiey, but as
a moving resultant, an uncertain form whose tethgibiliey can only come
from studying the system of relations 1t mamtams with the soclopolitical
level, (1977, p. xxv)

The modern tanuly here 1s not some essentially private locus of values and morality
which had been mtruded upon by alien external forces. The French school docu-
mented the development of a dicourse which focused on the responsibilities that
mothers ought to have for the protection and nurtunng of children. For Donzelot,
the i1dea of the modern fanuly grew out of this discourse.

Early twentieth-century versions of this discourse focused on relations between
the fanuly and the school. There were several pronunent elements, Debates took
place over umversal education. On the one side there were the chusts who saw this
m terms of the collapsing of distinctions between “good” and *bad’” schools (1Donzelot,
1979, p. 203). On the other side there were those who saw the school as a means
by which delinquency nught be regulated.’ Donzelot also documented the intro-
duction of educational psychology, parent assoctations and parent schools as the state
moved towards strengtheming links between the family and the school.

The key to the synthesizing of what Donzelot tenned famihal and educational
norms was the introduction of the confessional technique 1n school (1979, p. 209).
Problems that children had in school were to be thoroughly dissected in discussions
between inothers and teachers. Mothers were to be encouraged to divulge all their
famuly secrets about therr relations with their children. Mothers were also encouraged
to supervise their cluldren’s time at home n an effort to detect any signs that might
idicate the source of the problem (ibid., p. 206). Ulamately, the teacher/councillor
was to encourage mothers to take responsibility for these problens through improving
the conununication that they have with their children; by ceding to their children’s
demands and by uncovering their children’s true desires. The school thus became
an important means through which mothers were able to understand, moralize and
soctahze thetr children.

The more traditional models of mtervention and the French school of social
constructionistn are by no means mutually exclusive. The replacement of parental
authonty with an allegedly weaker set of responsibilities can be read as the replace-
ment of a patnarchal authonty with a maternal responsibihty. Harns’ corollary of
the “anxious mother’ converges on the way that the “‘public gaze’ for Donzelot falls
particularly on the mather. Yet there 1s one crucial ditference here, Lasch discusses
vartations of the mother-centred familv 1 pathological terms. "Momism’® and the
matritocal black tamily are linked to the rise in youthful disaffection and dehn-
quency. Donzelot, on the other hand, delineates the way thae the mother-centred

1n
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fanuly was constructed through the convergence of social, economuc and mtellec-
tual forces as 2 means of regulating working-class children and solving the recur-
rent problem of delinquency. Donzelot argues that the French education system
m the early twentieth century was mstrumental in the development of 2 maternal
responsibiliry.

Walkerdine (1990), from a Bnush perspective, adopts a sinular approach m
identifying this process as a form of ‘covert regulation’. Focusing on mothers of
voung children, Walkerdme argues that the 1dea of a maternal responsibility sug-
gests that mothers are held accountable for therr children because of a middle-class
model of ‘nornal” child development that tilters through the schools. A pathology
of madequate soculization 1s constructed through this covert regulation mn class
that imphcated workmg-class mothers by encouraging them to believe that they
are responsible tor therr children’s educational falligs. Walkerdine's analysis 1
interesung because 1t turns the traditional conception of dechine on 1ts head. Fol-
lowing Sharp and Green (1975) the hiberatiomst (in wadiuonal terms “perinissive’)
potental of child-centredness obscures the subtle ways through which cluldren are
controlied. The monitoring of the ‘whole child’ at ‘the child's own pace” 15 taken
as part ot an ever tightemng systemn of checks and controls within which the child
i placed.

In Chapter 2 1 take up Walkerdine's position in more detaill when dehneat-
ing the role of the school and the individual teacher within 4 weltare network. In
the following passages I want to assess the common themes that run through these
models of intervention 1 more cntical terms, These arguments focus on the con-
junction of social and political change and the development of the caring profes-
sions. Notions of ‘welfare” and the ‘tutelary complex’ converge on the fanuly by
redefining and restructuning domestic relations according to external and culturally
alien norms. Famuly relations are opened up for public scrutiny, generaung depend-
ency relations that conflict wath the way parents mternahze their roles as respons-
ibilittes. The decline thesis presents us with a range of sophisticated and provocative
readings of the condition of modern fanmly life. But there 1s hittle empincal evidence
to substantiate the negative effects these external sources have on parents. Further-
more, there 1s httle to suggest that the “average’ parent s wholly reliant on the state
for bringing up therr children i terms of how the daily routme business of bnnging
up children has been dramatically atfected. From the point of view of those involved
» the ‘intrusions’. there i« also httle empincal detail on how teachers, social workers
and educatonal welfare officers undermine the authority that parents have.

These enuques of the state also suggest that the modern tanuly has been
mvreasingly subjected to a sertes of ‘social controls’. Whether this 1s conceptualized
10 terms of the “de-skilling” of parenthood or a discourse on parenthood, parents are
argued to have a much weaker sense of therr own authority and have fewer spaces
within which to make meaningful decisions on their children’s future. Despite
L asch's devre "to convince the reader that the contemporary fanuly 18 the product
of human agency, not of abstract social “torces™ ', what we have here 15 the essen-
tal nature of fanuly hfe deternined, more or less, by professional and msticutional
agencies of ‘social control’ (Lasch, 1977, p. xx).
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The structural notion of deterinacy, in one sense, 1s much weaker 1 Donzelot’s
work. For he suggests a more contingent relationship between the vanous social
forces that converged on the family. Nevertheless, there is lietle sense i which
‘human action” m the form of resistance, rejection or strategy were prominent fea-
tures of family hfe. With the exception of Harns' work on the emotional con-
sequences of ‘intervention’ for the family, there is little analysis of the ways in which
parents responded to the overtures of the vartous agents of the state (Giddens, 1991,
p- 177). Given the complex and sometimes contradictory nature of these agencies’
actions, we cannot simply nfer a blanket interventtomst or policing role from some
Al-encompassing notion of welfartsm (Digwall, Eekelaar and Murray, 1983). Apart
tfrom tendencies towards professtonalization’ and “bureaucratization’, there 1s little
setse of commitment or conviction trom those agents of the state who are argued
to deternine the nature of family life. As Dingwall ef al. argue. presenting the socal
worker, the teacher or the local doctor as magents of social control presents a one-
dimensional preture of a subtle reality’ (hid, po 210).

Lay Social Theories

What 1» missing from these accounts, then, s ngorous empincal analysis that not
only addresses the mechansins for detinmg a parent’s responsibility and the con-
sequences this has tor the parenr, but attends to the perceptions of other key actors
most closely mvolved m this process. In this book, I address the different ways in
which both parents and teachers make sense of their respective roles and respons-
tbilittes. I also outhne the understandigs that both parents and teachers have of the
itersection ot their respective social worlds. Parent and teacher talk comes in the
form of accounts generated from interview data.’!

The analyucal focus for these accounts 1s a body of grounded knowledge, a set
of common-sense 1deas that parents and teachers hold about their present circum-
stances and future onentations  From the nterviews with parents and teachers 1
chiat what Dingwall er al (ihid.. p. 56) call lay social theories. These are defined as:

commomense, practical guide(s) which we can consult to make sense of
evervday occurrences and to formulate approprate responses.

The Ly social theory comes close to Berger and Luckmans’ (1968) ‘recipe knowledge’
and Gubrium and Holsteins™ (1990, p. 143) ‘natuve theonzing' in that the framework
of ideas and meanings that people draw on 15 a ‘working’ knowledge mmmediately
applicable to everyday situations. Although there 15 a temptation to counterpoise
thiv kind of knowledge with the more sophistcated knowledge generated by social
scientists, more recent work has suggested that the lay person relies more and more
on the conceptual frameworks provided by social scientists as a way of coping with
the uncertaines associated with ‘post-modern’ routines (Giddens, 1991). Neverthe-
less, the lay socnal theory can be clearly delineated according to three disunct charac-
teristics First of all this knowledge 1 rooted i immediate and practical experience
- what Giddens calls “practical conscrousness’ (1984, po xxu) Tlus knowledge 15 1n
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turn framed within more generalizable understandings of the way m which the
social world 15 organized. A third feature 1s the nonmative and prescriptive tone of
these statements which gives them an mimmediate but general understanding of the
way the world 1s. Lay social theones, then, in this book, are both moral statements
and explanations of the professional and social worlds expressed by teachers and par-
ents which reflect the pracucal understandings they have of social problems that are
routinely confronted.

It follows from this theoreucal emphasis that the research techmques were
largely ‘qualitative’ with an emphasis on idepth interviewing. Enough has been
sud about the methodological miphications of interviewing,” but I will bnefly make
two ponts here. First. thie mterview, if approached carefully and sensitively, 1s an
effective technique 1 constructing theones about practices not normally amenable
to mwore traditional research spproaches. Parents and teachers were, accordingly,
allowed a degree of lautude in accounung for their own social worlds. Second, to
some extent | tned to namrahze the interview as an encounter’ (Goffiman, 1972).
The mterviews alfowed me to corroborate what the teachers and parents were say-
g as their accounts unfolded much n the same way s 10 any conversation where
bouth parties periodically check the nternal consistency of the accounts that they
hear. But I was also able to counter the dangers of over empathizing with respondents
by establishing at the outset that I was interested 1in documenung and analyzing the
respondents’ social worlds. The researcher has a quite speaitic role to play m docu-
mentmg and amalyzing socal hfe

The interviews wath the teachers are contextuahzed m the followimng chaprer
and also discussed i Appendix 2. In interviewing the parents I might have chosen
to mterview the mothers and fathers together. However, 1 decided to mterview
them separately for two rexsons. Fintly, [ take Lamg and Estersons® (1970) meth-
odological mpumction serntowsly — they beheve that treating interviews with fam-
iy members together avaf they counted as observational data does not really bring
us any closer to understanding the fanuly routine.” Any attempt at presenting the
fanuly. m the words of Burgess (1926), as a ‘umty of interacung personahties’ 1s
restricted where the mreraction bemny observed takes place as part of a dualogue with
an “outsider’, the researcher. Secondly, any attempts at contextualizing mnterviews
with faimly members as it they connted as observation data, need to be offset by
the advantages of ‘prnvacy” in charactenzing the mterview between researcher and
respondent (Allan, 1980). Interviewmg mothers and fathers together, then, would
have ihibited erther parent from answenng questions fully and freely, especially
where the questions concerned the topics of power, authonty and sexuality within
the home. On this basis, T interviewed parents separately m their homes.

Targeting the Parental Sample

In this tinal part, I provide a rationale for the parental sample on the basis of three
key vanables: social class, age of the children, and the gender of the parents targeted.
(The specttic details of the parents interviewed can be found m Appendix 2.)
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Class

Debates around the decline of the fannly tend to presuppose a particular fammly
torm.” Riestman, Lasch, and the Bergers, in reasserting parental autherity over other
external sources of support, eulogise the middle-class form i that parents are no
longer able to produce the bourgeots individual. Donzelot’s analysis of nineteenth-
century French soctety compares the middle-class and working-class famuly forms.
But his argument falls back on the “trickle down’™ theory where social change 1s
reduced to the embourgeotsement of tamily hife; the nwenneth century being presented
as the dominance of a bourgeois-privanzed fammly form.”

Harrs" work is more pronusing m that, by looking at the emotional mtenor
of the family, he argues that we cannot deduce the precise form that fanuly rela-
tions take from the mode of production (1983, p. 244). Yet, there is little 10 suggest
that any famly members are able to escape the proletarianizing effects of late cap-
talism." The work of Zaretsky (1982) and Holman (1988), on the other hand, s
instructive - idenufying the class-based nature of welfare consumpuion and state
activity. Zaretsky coiticizes the proletanmamzation thesis by arguing that any marxast

theory of the fanuly needs to distingansh the character of family hife along socual class
lnes (1982, p. 190). Holinan, following Walkerdine, focuses on the way in which
the state targets the poorest fannhes for ntervention.

Research that focuses more specttically on the links between parents and teachers
tends to suggest that nuddle-class parents have a structural affimty with the schooling
system (Bernstein, 1975; Newsons, 1976). Unencumbered by the community and
the subculture, middle-class parents are able to direct their children into middle-class

and professional positions by taking advantage of the post-war expansion in educa-
tion. Little 15 sard about how these structural aftimties were played out 1n the form o
of contacts and netwotks with teachers. Little 15 said about the quahity of relations
between parents and teachers.

Sharp and Greens' (1973) analysis of child-centred teaching pracuces draws
on accourts from both parents and teachers. Yet, the focus i1s on relattons between

parents and teachers m a ‘deprnived’ working-class area. This work sull begs two
questions: 1s the adoption of a child-centred approach as much a product of the
soctal geography of the commumity as any deep seated commutment to a particular
teaching philosophy? If not, how might a child-centred approach m a middle-class
school influence the quality of relations between the teachers and parents? Lareau
(1989), wrting within a North Amencan context, does not directly address these
questtons. But m her ethnographic analysis of parents and teachers i a imddle-class

and working-class area she does provide more qualitanve evidence to back up the

. general trend in the sociology of education, mentioned earhier, by suggesung that
T access to cultural capital detenmines the quality of relations between parents and
teachers. Ownership for nuddle-class parents strengthens their atfimties with teach-
ers. As in Connell ef al.'s (1982) notion of "mutual nustrust’ between the working-
class home and the school, Lareau argues that the absence of cultural capital produces
“eparateness’ — parent—teacher relations here charactenzed by anxiety, mustrust and
IMSCOMINUNICton.
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I have argued that we nred to go beyond the macro level in uncovering both
the quahity of relations between parents und teachers and the ‘mental maps” that they
both draw on in making sense of their responsibthiies. Apart from the size of the
parental sample, the exploratory nature of this approach hmits the generation of
statistical correlations. Nevertheless, the inclusion of a straufied sample according
to social class 1s a useful starting point i 1dentifying the parents to be interviewed.
Froimn time to tume the data 1s used to highhght possible ditferences between working-
class and middle-class parents.

Age

The parental sample was alio defined m terins of the stage the parents had reached
in the family hfecycle. First, [ take up the pont made by Graham Allan (1985,
p. 42) that very hittle work has been done on the parenting of adolescent children, It
may be that child rearing 15 seen to be a more complete and uncondinonal respons-
ibihev wn early childhood for parents (Ribbens, 1993, p. 82). [t may be that parent-
hood or motherhood at this stage of the family htecycle conforms more precsely
to the domunant concept of ‘socialization’ which suggests a linear and determin-
wstic relationship between the parent and child. 1 also suggested in my review of the
dechine thests, that research and analysis on ¢! 4 rearing tends to focus on parenting
in the early years because this period 1s taken to be the most formauve m the hfe
of the parent and the cinld.

This book addresses these issues empirically by drawing on data from parents

of adolescent children. In Chapter 4 T first assess the ways in which parents attempt

to balance the demands made on themselves as carers and the need to allow therr
children a degree of adolescent autonomy. There 1s here the suggestion of a more
dynamic relationship between parent and child. At the same nme, I argue that
parents sull have a sigmiticant “formative’ nfluence during this period. Secondly,
early indications from the teaching sample suggested that 14- and 15-year-old chil-
dren were the most difficult to manage i the classroom. Given that the book 1
concerned with the ways that teachers ‘explan’ problem children with reference to
the roles parents play, it inade sense to focus on this age range in the interviews with
teachers. Given also that there 1s an implicit comparative frame of reference between
parenting and teaching it was important to mterview parents with children at this
‘chtficult” age. Thirdly, the 14 to 15 age bracket was important because it was the
point where parents took a formal ‘educattonal’ responsibility for their children's
tuture school career.

Chapter 3 assesses the quality of parent—teacher relations by focusing on the
subject chowce process which gave parents and teachers the opportunity to discuss
the future academc careers of the children.

Crender

I mentioned earlier that the paucity of soctological research on parents and adoles-
cents reflects an over-emphass on the early formative period of child reanng. Ths
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may ako account for the neglect of the tathenng rale with researchers tending to

assume that 1t is mothers who play the formanve role in the early years. I return
to this theme m Chapters 4 and 5. A brief comment 1s necessary here in estabhshing
the possibility of the father playing a more formative role.

From the earher discusion on the nse of the concept of parental responsibil-
iy, the dechne thesis identfies the loss of paternal power and authonty as a major
source of moral dechine and confusion. There 1s no need to rehearse the well-
worn theme of the ‘absence’ of the father tigure. What 1s being argued by Lasch,
Donzelot and, more recently, Dennis and Erdos (1993) 1s that problems parents have
with ther children are a direct consequence of the gradual replacement of paternal
authonev wich an allegedly weaker form of materal responsibihty. In Chapter 5 1
question the assumptions made about the margnal role that fathers play in child
rearing. Furthermore, the margmal roie of the father is argued to be a consequence
of parents becoming more open to external sources of mtluence and support with
mothers bemg speafically targeted by welfare sgencies and the ‘therapeutc’ com-
muntv.' 1 assess this i Chapters 3 and 3 by drawang on the lav social theones and
general perceptions that teachers have of the respective roles of mothers and fathers.

Notes

Although sex educatior would appear to be o fundamenul aspect of socralization m
most soddeties, it s less of 2 public 1sue 1 some countnes. According to Goldman and
Goldman {1982, p. 70), Sweden has a more open approach to “discussions on sex’ and
a public consensus over sex education i schools,

This pomt 1 discussed m more detatl in my review ot Anderson, D (1988) Full Cinde?
Brnging Up People my the Post-Pemussive Socety (Wyness, 1990).

David (1980) has produced 4 wseful text on these developments m Brieam.

The methodological problem of separating “teaching” and “parenung’ trom teachers with
Jhitdren who were interviewed s discussed m Appendix 1.

See Wyness, 1994b, for a review of these imiplications

In Bott's (1964, pp. 19-20) case het research was hampered by beimng percerved by some
of her respondents as both contidante and therapist.

There are, of course, senous cultural fumitations on domng a tull ethnography of tanuly
ite See Wyness (1996, torthcomnng).

See Bernardes (1983) and Grttins (1985) for a cnitique ot the “untversal’ nuclear famuly
See Lynn Jamueson, 1987, for an extended cntique of this.

This 1s evident from an earlie  paper where Harris distinguished between two fanuly
types, the “disintegrated’ and ‘child centred’ farmihes (Harris, 1980). Harnis follows Lasch's
notion that the individual’s public identities have been proletariamized. They both tol-
low: the marxise line that the <kills of the work force have been expropnated by a capitaiist
class through the mtroduction of screntfic management technques. Depnived of therr
skills, workers are torced to seek a meanmngtul social idenury through the tamily. This
leads to what Harris terms an “implosion®’ within the domestic umie. In his later work
this 15 associated with a form of child-centredness. But in an earher paper. Harns sug-
gested that implosion could lead to a quite different model of domestic relauons. Racher
than nvesang all therr emotional resources within the tanaly, idividuals opt out ot
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meaningful fanuly interactions and adopt 4 more negauve consumenst approach to the
home. Parents, rather than mvesuny all of their energies in therr children as a means of
compensaung for their “external’ alienation, are treaung the home more as: *a umit of
consumption, 4 base to which members return to eat and sleep and watch TV' (Harns,
1977, p. 399).

Fanuly hfe, rather than complementing the mstrumentahism of the public sphere,
then, 1s duplicating on a smaller scale the disintegration that has taken place m the public
sphere of work. Now this model of family relations acts as an nteresting theoretieal
counterpart to child-centredness. It also converges with Donzelot's mterventionist modetl
of famuly life which counterpoises the ‘rejected’ child with the “over protected” chnld
(1979, pp. 193-194). As | discussed earlier this typology 1s absent from Harns's later
work on the fanuly. Harrs leaves us with only one donunant type of famuly generated
by a later torm of the caprtal. socual structure.

Parsons takes a charactenstically optinustic line here by documenung the replacement

of formial powers over children with more informal, culturally given sets of responsib-
iities. The professionalization of motherhood 1s the mvestment ot the process of child
reanng with a rauonality (Parsons and Bales, 19536, p. 20). Parsons seems to be arguing
that mothers are no longer helpless victums of biology and nature. For the very notion
of soctalization means that mothers are ivolved mn ¢ more techmcal and sophisticated
process of decision making at every nunutely detined level of cluld reanng. Mothers are

able to rationally assinulate the mformation they prck up fron the outside about how
their own children behave. Mothering ts thus no longer conflated with nawre.




Chapter 2

Schooling, Discipline and Welfare:
The Institutional Context

Introduction

The emphasis on ‘standards’ withm the present discourse on educaton not only
signals dissatisfaction wath the content of education but also the way teachers pres-
ent themnselves to the pupils. The cntique of classroom discipline has its origins in
the Black Papers where the emphasis was very much on children being ‘trained in
cwilised manners’ and where the ‘duty [of the teacher] was to direct, not to remain
passive and uncommutted to ligh standards of behaviour and learning’ (Cox and
Dyson, 1971, p. 21). ‘Liberalism’, ‘welfarism’ and ‘child-centredness’ were all cited
as causes of this teaching malaise (ibid., pp. 98-9).

A more recent and even-tempered version of this argument was pubhished by
the Department for Education (Alexander, Rose and Woodhead, 1992). Teachers
were accused of applying (and m some cases misapplymg) child-centred ideas. Teach-
g became a form of ‘apphied child development’ which detracted from the busi-
ness of imparting knowledge in a more individualized sense. The prescriptions are
clearly laid out. An emphasis on whole class teaching around traditional subjects
projects the teacher back nto the centre of the class. The teacher, acts as the vis-
ible oracle and source of legitimate forms of communication 1n class. The teacher
donunates by imuiating everything, and evervthing 1s connected to the mntellectual
advancement of the pupil. In this situation, teachers are 1n the best position to assert
themiselves in checking pupils who get out of hand. Disciphine, thus, becomes the
public 1mposttion of a set of behavioural guidelines which function both to manage
the present teaching situation and shape future nonons of public propriety and
‘citizenship”.

In one important sense, whether or not there 1s any truth in the claim that
teachers plav a much weaker controlling function 1n class 1s 1rrelevant. For the rad-
1cal overhaul of the content of educanon — the ntroduction of the National Cur-
riculun and Standard  Assesstnent Tasks (SATs) — forces teachers back nto the
trachinonal mould.! The sheer scale of introductng a standardized cumculum, sus-
taned through systematic and periodic assessments, gives teachers hittle opportumty
to ‘indulge’ 1n more liberal teaching pracuces (Brehoney, 1990).

Yet, the cructal ink between the impositional nature of these standards and the
voluntanistic emphasis on parental choice 1s the populist noton that parents, 1f given
the chice, would advocate a retuin to tradittonal teaching methods (Adamn Stth
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Institute, 1985). Now recent research (West and Varlaam, 1991) appears to support
the contention that *good discipline’ 1s one of the most important critena drawn on
by parents in choosing a school for their children, but we cannot automatically take
this as a cntique of existing practice 1 school.

Assessing the quality of present-day teaching approaches 1s not the purpose
of this study. But we can mterpret the sigmficance of school disciphine following
Wolpe (1988, p. 19), in the way that the disciplinary system 1n school is seen as the
fulcruin for the successful organization of day-to-day classroom activities.

In this chapter I take the proponents of traditional discipline to task on two
other grounds. Firstly, that they rely on inferences from theoretical considerations
over the education system. To put it simply, according to this thesss, the system
15 weltanst and the professional ethos is child-centred, therefore teachers adopt
teaching styles that are consistent with these tendencies. This overly determunistic
approach neglects the effect that the schoc! ttself has on the character of teaching.
The tension between the standardizing effects of the Nanonal Curriculum and
the individuahzing thrust of school management generates interesting questions
about the status of the individual school (Hargreaves and Reynolds, 1990; Hardy
and Vieler-Porter, 1990). But the construction of new types of schools will anse out
of a combmation of legal and political forces imposed on schools front the outside
and pre-existing locahized differences which depend more on the individual repu-
tations of the schools themselves. We, therefore, have to account for the impact of
the school ethos on the runmng of the school and the organization of classroom
activities. This 15 discussed 1n the first part of this chapter where [ introduce the
schools.”

A second point of departure from the tradinonal hne on disciphne rests on my
argument that 1f the school takes more responsbihity for the welfare of the child,
then 1t s mevitable that teachers become more than just *a controlhing power upon
{the) will and appetites’ of children (Boyson, 1973, p. 138). It does not follow from
this that teachers have abdicated their pedagogic duties m favour of a more surrogate
parental role. In the second part of this chapter I outline a more posiuve, disciphinary
role for the teachers through the developmient of a welfare network m school. This
mcludes an outhine of the links that the school has with outside agencies, the way
that the pastoral system and disciphinary framework feed off each other in producing
a network of knowledge and commumication and the potenual this has for extend-
ing the school’s influence into the local commumy.

Finally, despite the constraimng effects of pohey, socul structure and to a cer-
tam extent the school ethos on the individual teacher, we cannot predict with any
certainty how a teacher will behave in a class when contronted by thirty adolescent
students. The third part of the chapter 1s taken up with an analysis of actual teach-
my practice taken from teachens’ accounts of their disciphnary practices m class. This
can be presented as empincal vanety which challenges any generahzed notion that
teachers have lost therr diciphnary powers. But at this level of analysis we abo
denufy the creative possibilities for classroom control; possibilities that only anse
out of teachers adapting to contingencies; possibilities that are normally translated
mto teachmg routines (Hargreaves, 1979). Although teachers refer to ideas, poheies
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and structures outside of then unmediate control, there 1s still a strong sense of rel-
ative autonomy in the way that they manage the classroom situation.

Discipline and the School Ethos

What teachers think and do with respect to the “consumers of education” and their
pedagogic responsibihties 1s mnewitably intluenced by the school environment. The
individuahizing tendencies of the educanon market place - the introduction of
league tables — cannot completely negate pre-exisung locahized ‘reputational’ dif-
ferences that charactenze schools. These are inade up of underlying sets of norms,
values and practices associated with what we mught term a school's ethos.’

In this section [ want to mtroduce the different characters of the schools with
reference to their disciphnary approaches. Modes of disciphne and control are key
themes i this book. They were also useful subjects through which teachers were

able to discuss the ethos of their schools. But in case | contnve a collective opimon

from the teaching staff about the unique character of their schouls, 1 the following
1 distil from the teaching interviews features that make up the ethos of the school
and present, where relevant, conflicting accounts of the ethos from different teachers
within the same school. In most mnstances this does not necessanly produce a frag-
mented image of the schools. As I will demonstrate, differences of opimon norinally
revolve around the extent to which teachers think their schools hve up to their
reputations.

Broadly speaking, when asked what they thought their school stood for, five
of the eight teachers at St Mary's and Waterston spontancously mentioned “standards
of behaviour’, ‘top—down discipline’ and ‘firmness’. Teachers from Boreston and
Stenhouse, on the other hand, emphasized a more cooperanve model of teacher—
puptl relanions. Four of the eight teachers spontancously mentioned “pupil-centredness’,
not bemng ‘authontanan’, and ‘negotiating” with the pupils av ways of descnbing
a collecuve teaching approach.® [ was not able to assemble 1 picture of the fifth
whool, Logan High, from what the teachers said. [ briefly refer to what seemed to
be relevant to that school at the end of this secuion.

St Mary's Cathelie School®

Given that there are few Catholic schools in Scotland, St Mary's 1s situated 1n the
middle of a much wider catchment area than the average Scottish school, a catch-
ment area that stretches across the northern and western boundanes ot the ciry and
takes m a commuter belt of small rural towns and willages. Although 1ts 612 pupils
are predomimantly Roman Catholie, over the past few years St Mary's has attracted
a mnonity of non-Catholics. There were mixed feelmgs about this. Some teachers
ww this populanity as a comsequence of the school's ethos; a “tirm but faur” approach
to dicipline underpinned by a strong communitanan Chnstan sense of purpose.
Othen hnked the school's populanty to the new educational reforms. The assistant
head when referrmg to the new reforims argued that
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opting out would be disastious for us. It would encourage more non-
denominational parents to send thetr children here.

For Bill Short, an assistant head with twenty-eight years' experience at St Mary's,
taking the school out of local authorty control was tantamount to allowing local
parents from all denominations a dictatorial influence that would dilute the school’s
unique Catholic character. Mary James expressed the same concern over the loss of
Chnsuian purpose but referred to this as a product of mternal change.

I'm a firm behever in discipline and there are other staff who are, but
there's a feehing that we don't all agree with what comes from the top. 1
feel that, not from our deputy who's very strong on discipline, but the
head's 4 bit lax here. You know, very much for the kids and falls over
backwards to accommodate the kids at tumnes which T feel 1 not good.

Haterston High School

Waterston High was the largest school with 1141 pupils. Situated on the outskirts
of the eastern city boundary in a residential area with a predonunanty nuddle-class
population, the stff pnded themselves on bemng able to produce high acadenuc
achievers. Waterston thrived on s reputation for being located, according to Liz
S, n ‘an area where parents have very high expectanons’.

The teachers were presaging, possibly inan unconscrous sense, the pressures
that "magnet’ schools are now under to mamtam their ‘market positions”. Because
1t was one of ax ‘niagnet’ schools within the cry, i both educational and discip-
Timary senses the school had a reputation to ive up to. This was expressed by one

teacher 1 terms of the soal class backgrounds of the pupils,

The school 1s not poor m the things that really matter because the kids are
meerested m their work, they take a pnde in their work and 1t 1s of a high
quality It's a school where there 1 very htde deprivation i terms of money.
People are basically well off. There are cluldren away from school just now
kang — t's 1 well-known hobby here. so 1s golf. The sorts of things that
indicate that they have money. . .. The cluldren pay a great deal of atten-
tion to where they book their holidays, their parents” type of car, designier
brands things hke this.

In one sense, the size of the school shaped a positive tmage that teachers had of the
school 1 relanon to how they felt they were perceived by parents as teachers m
what Wexler called “the pursurt of professional excellence’ (1992, p. 72). In anorher
wense, this ‘success’ worked aganst any strong collective feehngs that the teachers
had about the school. Vivien Wilhs puts the pomt well

In a big school 1t's ditticult to have a cohesive ethos because of the trag-
mentatton by cach year head having their own hitle area of responsibihity.

,f-_'< -
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Each in their own way s stnct and lets the kids know what 1s expected
of themm. In fact, as a cohesive unit it doesn’t always come across as one
voice. Thai's to do with size and the fragmentation of the building. There
isi't a central area where the school can meet.

Stenhouse Acadenmy

Stenhouse Academy, situated n a small town approximately forty kilometres east
of the aity centre, has 400 pupils with a4 guidance staff of six. Qver the past fifteen
vears, with the closure of the nunes and a major car manufacturing plant, the area
has been marked by severe mdustrial and demographic decline. Jean Bryce predict-
ably confirmed that a high proportion of this population were working-class pupils
at the poorer end of the socio-economic spectrum.

Stenhouse ts a poor area. The rector read out some document that said we
were the most deprived area i the region outside the city. We have a lot
of one parent families, separated famihes.

As a centre for Orange Lodge activities, Stenhouse s also an area known for 1ts
religious sectanantsm.”

Although n cultural terms Stenhouse was quite unlike Waterston, there was
an nmportant similanty mn the way that the staff from both schools tended to express
the school ethos in terms of parental expectations. But, whereas for Waterston
teachers tended to emphasize the supportive nature of the catchment area, at Stenhouse
the ethos was asserted in contradistinction to the way parents expected the school
to behave. Parental expectations here were hnked mmere to how teachers ought to
diseiphine therr children. )

The focal point for this tension at Stenhouse was the headteacher who had just
armived from another tough school within the region. He had an almost evangelical
approach to changing attitudes both 1 and out of school. Durning our first discussion
the head took out a belt from his drawer and stated, ‘T sometimes produce this prece
of leather 1 class and refer to 1t as an anuque!” The belt symbolized for him the
negattve, represstve image of the school that he had acuvely been trying to change
as a teacher and headteacher. The belt also symbolized the predominant disciplinary
approaches of the parents from within the catchment area when he claimed that
many children took an ‘awful beating from their parents’. Corporal punishment was
scen by the parents as the only answer to the problems of mdisciphine in and out
ot schoal According to the head, his views on disapline were very much at odds
with those of the parents. He argued that:

disciplinary problems can be mmumized by treating the pupil as a4 motvated
imdividual with his own particular socual goals. Teaching has to be directed
towards the individual’s own abihty.




Schooling, Discplin and Welfare

The pupils were to be encouraged to work through syllabuses that reflected a
mult-level approach. Thus blackboard-oriented approaches were dropped in favour
of what Denscombe has called a *classwork management approach’ (1985, pp. 121-
35). The head's argunent here was that children were less likely to misbehave 1f
they were kept mnterested in a syllabus that reflected their own independent needs.

Teaching behaviour m this school was seen in terms of Green and Sharps’
(1975) managenal approach, with teachers moving between ditferent groups of
children who were involved n tasks that were more suited to their levels of abihity.
Like the school that Green and Sharp studied, Stenhouse had a reputation for taking
in “ditticult’ pupils.” A child-centred approach 1n class was seen as more appropriate
where children were less likely to accept more conventional teaching methods.
According to the head, this teaching approach would further the educational ends
of the school, which were about making education more relevant to a mixed abil-
1ty school. Disciphne for the head, then, was not seen as an end product to be asso-
clated with 1ts successful exercise by one powerful individual, but an inherent part
of the teaching process. Furthermiore, although Stenhouse has its fair share of problem
children, and despite the exigencies of the education market place, the guidance staff
prided themselves on not continually excluding difficult pupils. This fed into the
reputation the school had in the w-der educational comnmunity for being able to deal
with children that other schools had discarded.

There was some confirmation of this position from the Stenhouse staff. Ruth
Smith, who had been at the school for nineteen years was asked about the school
ethos:

MIV: 1 got the mmpression from the head that this probably wasn’t the
approach expected from the parents.

RS Possibly not. But you've got to get through the day: vou've got to
survive.

MV Are you told by the parents to belt them?

RS:  Yes they often say that. We'll say that we can't. They'll say, ‘[ don't
care just do it". That's how they deal with it. They tend to beat
them about the head. I don’t think that’s particularly helpful. I'd say
70-80) per cent of staff are child-centred. You can be firm at the
same time. The kids don’t run amok but we take into account the
difficuluies the kids have and try to deal with individual kids with
problems i an individual way 1 as much as we can when dealing
with groups of kids.

MY What role does discipline play?

RS It's important. But at the end of the day the child comes first.

1 Prartext providsay erc || -
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Mt You see discipline as more positive than negative?

= RS Yes, I think so. One or two older members of staff are hard liners.
‘ [t’s very difficult to have one set of rules for wee Junmy because
he's got problems and another set for the rest of the class. I suppose
the kids are very understanding.

It we tum to one of her colleagues, lan Hart, a relative newcomer to teaching, the
same views were expressed over the role of the teacher m class but 1 the form of

a critique of the school.

IH: 1 would say that they [the teachers] all sound to me as if they are :
teacher-centred. Whereas [ see myself as being pupil-centred. ’

MiL: How do you see disaipline in this contexe?
— IH:  [I'm already aware that mconsistencies can puzzle the kids. If they
. come mn from one class where they've had an authoritarian teacher

and they come mto my class . . . They don't get to do what they

want, but [ am there to help them. [ don't know if they adjust o

the change and then going in the opposite direction to another class

nuybe causes them problems. But T have to say that I'm going to

I stick with my methods because I'm getting results and no one can

, dispute that. The kuds are absorbing the knowledge. They are learn-

i mg mn a way in which they are retaiming. They're enjoying 1t and

they're learnmg. One or two of the teachers aren't very happy. I've

only been here a short time and [ think I'm the first person who's

: gone for this pupil-centred approach. They may feel it's undermin-
ing the way they are working,

Boreston: Comnunity School

Boreston, a small school with 443 pupils and a gmidance statt of four, 1s situated close
-.‘,.-'. to the aty centre within a large catchment area. The social class composiion 1s
mixed but shightly skewed towards the working class. Seventeen per cent of the
. school population 1s of Astan descent. [t has strong links with the local commumty,

being a busy mght class centre and meeung place for a variety of commumty groups.
It has also attempted to integrate some adults with the children in day-time classes.

The staff interviewed tended to emphasize the same collective approach to
teaching and disciphine as Stenhouse without parents’ expectattons as such a potent
frame of reference. The spint of the school s well captured by Joan Leshie, a teacher
with fifteen years’ expenence.

The school should be a canng community. There 1s the lidden curriculum

and extra-cumcular part of the school is very unportant for that. For
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example, giving all St kids [children m first year of secondary school]
residential expenence together outside of the school. But there 1s pressure
against that from within the curnculum; the parts of the cumnculum, par-
ticularly new areas, that have been imposed trom outside. There 1s contlict
between the declared ethos and pressures from outside. The comnntment
to anti-racism — mult-culturalism. An essential point to the school 1s to
represent society as multi-cultural and value other races and behefs — edu-
cation against racism — that has a high profile. It's for me a very vibrant
part of the school because 1t 1sn't something that comes from management
It comes more from the statf who are consistently and persistently trying
to develop anti-racist education. There 1s abo a gender working group
promottng awareness of gender nsues. There 15 also an mput trom the
tradittonalists and sometimes there s conflice. The school has been under
pressure to close because of falling rolls. Tt s under pressure to produce
exam results. There 1s a healthy reaction to that m that 1t has a commumey
school ethos. 1t's open to adults and has facilities for small kids, the play-
group. The school 1s treating the kids as responsible beings which has been
atded by having adults around some in clases. ... One of the good wavs
of getung contact with parents s having adubts 1n school. They get a
Havour *tthe school. what a inodern school 1s Tike. They know evervbody,
that’s a good thing.

Here we canadenuty a farrly complex set of conflicts berween the school ethos and
outside pressure exerted on the curnculum, and between progressive and traditional
elements within the school. According to Joan Teshe, the formal status of the school
N4 commumity school made 1t much more open to parents. This made 1t much
easier for the school to set itselt up as an mumportant source of support to be drawn
on by parents,

Although there tended to be 4 mix between a hberal head and 2 traditional
deputy the emphasis was more on the hberal elements at Boreston. This was ex-
presed by Suvan Bruce, who had descnibed her previoud school as “authoritaran':

The pupil i someone to be encouraged .. . own feelings, beliets, opm- N
o We should tap mto that rachier than imposing something else on top.
Things Iike behaviour and progress are thing that should be open to nego-
titron rather than a dictatonal approach. That's the nub of Boreston.

Like Stenhouse there was a similar sense of purpose among the gudance staft)
but hke Stenhouse there was no unanumity over the commitment of the school
to these ams. One member of the gmdance team, Jun Crag was much less cer-
tair, about the school’s canng and hiberal approach. Jim Craig was a relanve new-
comer to the sehool having spent ten year workmg i 4 conmunity school with
a4 radical onentation on the outskirts of town. Although his own approach was very
child-centred, he was sull to be convineed that this was the general approach at
Boreston
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It projects 1self as a canng environment but [ have to say | haven't really
noticed 1t. As indwviduals, the staff will say they're canng etc. Their day to
day approach to the youngsters . . . they are not very warm, not hostile, but
not very warm.

Logan High School

The first four schools can be defined, roughly speaking, according to whether they
had more traditional or child-centred approaches to discipline. The staff at Logan
«hool were less able to 1dentify a school ethos. It was similar 1n social geography
to Stenhouse with a predomnantly working-class population but was situated well
within the city’s western boundary. Logan had a senous problem of recruitment, the
school having been run down over the past ten years from 1ts capacity of 1000
pupils to the present figure of ipproximately 460. Like Boreston and Stenhouse, the
whool had been under threat of closure for several years. The staff reterred par-
ucularly to the way that the 1981 Parents” Charter had lengthened the waiing lists
at the five or six ‘magnet’ schools at the expense of thewr own school rolls. The
problem appeared to be more serous at Logan with two teachers refernng to how
this had produced ‘low morale’ among the staff.

The School as a Welfare Network

The existence of an educational welfare network suggests a series of mstitutional
links between the school and outside welfare agencies. Given the present context
of concern over child protection and delinquency we cannot underestumate the
mmportance of these links. T discuss them briefly at the beginming of this section and
refer the reader to more detailed expositions of school-agency hnks (Johnson ¢ al.,
1980 Clarke, 1986; Maher, 1987; Carlen. Gleeson and Wardhaugh, 1992). But I
wish to reman largely within the penimeters of the school and concentrate on the
routine aspects of teaching which mcorporate what Finch (1986) tenms a “care and
contral’ element. Teaching interpretations of “care and control” are discussed later
m the section and form the basis of the analysis of parent-teacher relations m the
tollowing chapter.

Imtally, I am setting out a welfare network as a system of soc1al and emotional
subpart provided for and formahzed withmn the schools. 1 am thinking pnincipally
of the gurdance system which functions alongside a system of sanctions that hnk the
whool *management’ to the *front hie” teacher, What 1set out in the toliowing, 1s
1 model of the school's structure drawn from documentary evidence and nterview
material from the tive schools studied. Beanng m nund the differences n ethos
between the schools, where appropnate 1 refer to vanations between this model
and the particular schools. With the excepnion of the C.atholie school, where the
gudance system revolves around a coordinating chaplan. the schools more or less
approxinate to the tollowing model of a welfare network.
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External Links

Links between guidance and educational welfare and psychology have been routn-
1zed through formal and mformal meetings in school which take place at least once
& week, With the exception of one or two teachers, the educanonal psychologst
and education welfare officers were seen as mtegral parts of the schooling system as
teachers sought to deal with pupils with a range of social, emotional and learning
difficulties. Teaching opinion over these links ranged from the enthusiastic (‘very
valuable meetings’) to the welcoming ("we share the load’} and pragmatc (‘the
psychologist is a resource and I'll tap whatever resource 1 available’),

For the most part contacts with the more ‘policing’ agencies such as the social
services and the police were occasional, largely restricted to serious cases. Inter-
estingly, Craigmount, the one ‘magnet’ school w the study, was in the process of
regulating links w:th the police and social services through a youth strategy; a nulti-
agency approach set up to deal with the problem of *chuldren at risk’. Whereas at
Stenhouse where teachers were dealing wath far more sertous social problems, there
was a weaker relationship with external agenctes such as educational psychology
because of ‘lack of resources’.

Intermal Network

What s more apparent about the school’s welfare funchion s the existence of an
mternal and quite complex flow of information between teaching staff with var-
ed sets of teaching and ‘welfare’ responsibilities. This tends to revolve around the
disciphne system in school, located at the interface of a hierarchy which separates
school management from front line teachers, and a guidance structure which acts as
both an early warning system and post hoc source of inforunation. On the one hand,
there 18 1 management hierarchy which is referred to in terms of the increasing level
of seriousness of the offence committed by the pupil. At a certan pownt disciphne

becomes a purely formal process which involves management taking decisions on
the educational future of the pupil. On the other hand. there are lesser sanctions
which front hne teachers administer. Farst, there are those sanctions that teachers
deploy daily m keeping the class under control. These include the use of body
language, the raising of the voice, and the moving of pupils to other parts of the
classroom. Although these sanctions were set out m the school handbooks and
parent puides, the circumstances within which teachers mvoked them were not

dictated by school policy. Further up the disaiphnary hierarchy, sanctions increase
n severity and sertousness and, importantly, mvolve an external referent. These
sanctions are more formahzed n the sense that they are usually recorded and involve
a thurd party, erther a member of the management team, the gdance teacher or
the parent. The key ones are listed below:

Puwnshment exercies Either hnes or essavy on topies chosen by the teacher

These have to be signed by at least one parent.
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Detention (after school).  Keeping children within school outside of normal school
hours. These have to be recorded and the parents informed.*

Behaviour forms:  Children are given forms which have to be signed by the
teacher after every class with a brief remark on behaviour. They also have to
be signed by at least one parent. They are then reviewed after a designated
period of ume,

Withdrawal from the classroom:  Invoked normally where classroom behaviour
has reached crisis pomnt. A referral is made to the principal teacher and the year
head. The pup! is normally sent to the Umt, variously known as the ‘referral
centre’, the ‘sinbm’ and the ‘cooler’ for a predesignated pertod of time.”

The most serious sanctions are those that involve an enforced absence from
school. Finst, school management can exclude pupils from school for a limited
period through temporary suspensions. Secondly, there are permanent exclusions. This
is a hotly contested issue at the moment and { will have more to say on this subject
n the final chapter. But at the time of the research, the decision to exclude a child
was still taken by the regional director i conjunction with advice from the teaching
staff involved.

When discussing exclusions the teachers were all able to produce exceptional
circumstances where the offending pupil had committed such a serious infraction of
the school’s rules that the pupil was excluded without reference to any previous past
record of nusdemeanours. But in the main, the use of exclusions followed a pre-
dictable path of misbehaviour met by incrementally more serious sanctions. These
sanctions were mvoked because the school was able to produce compelling evidence
over a lengthy period of time that the pupil had a lustory of problems in class. As
one teacher remarked:

If the puptl has got to the stage of suspension or exclusion ... we have
had a lot of contact with that pupil and parents. We would have a fawly
comprehensive pieture of that pupl.

One cructal factor here 1 the existence of & guidance system which supple-
mented and to a certan extent underpinned the systen of sanctions. Guidance was
made up of promoted teachers whose teaching ume 1s spht between their pas-
toral responsibibities and their subject timetable.™ They are responsible to a jumor
member of the management team, usually an assistant head. Guidance teachers will
recetve referrals from heads of departments and principal teachers. These will have
onginally come from front hne teachers. These referrals are formal preces of informa-
ton on a pupil who is giving some cause for concern.

For example, one of the perenmal problems that the teachers have 1s pupils
who persistently do not do their homework They have exhausted the level of sanc-
trons that subject teachers are able to mvoke on their own, and are referred upwards
to thetr panctpal teacher and outwards towards gdance. Information flows upwards
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from the subject teacher as sanctions increase i severity, and mformation Aows side-
ways as the guidance system s alerted to potentially senious disciphinary problems.

The Early Wanung System

The carly warming system cropped up time and tune again m the teachers’ accounts
of their guidance responsibilities. The teachers were clearly aware of the need for
tormal recognition of a child’s problem from other teachers before taking further
action. But the notion of teachers being able to detect problem children very early
on served to emphastze the foral and ‘pre-formal’ charactenistics of the school.
The former refers to an ongoing network of informal hinks that run parallel to the
formal flow of mformanon within the school. The latter refers to the early stages
of ‘problem formation” before the pupil's behaviour 1s recorded 1n any sigmticant
sense.

First, teachers, especually the more experienced, were able to detect problematic
symptoms in the first few weeks of 1 child’s secondary school career:

In ST |ycar one of secondary school] after ten weeks we'll circulate views
from teachers on the kids, a setthng-in report. Even at that stage the sore
thumbs will be showing.

Experience, according to Ruth Smuth from Stenhouse, 1s combined with the char-
acter and size of the school,

A lot of the mformation I get tends to be informal. Once you've been mn
a job for a long ume you can spot them from day one virtually. Because
the school 15 small and many of the teachers have been here for a long
ume, and because there are very good informal ties between the staff, we
tend to have good communicauion and know how the kids are behaving
and become aware of a problem at an early stage.

Where teachers do start to report on these pupils, guidance will sull try to keep the
problem at the pre-formal stage by feeding into the mtormal reservorr of teacher tlk
in the statf room. Susan Bruce had responsbility for the vounger pupils and tended
to bring up the subject of problem pupils casually in converation:

ST are just beginning to find their teet as certain characters are emerging.
I tend toaf I get a few bad reports on that pupal Ul say to other teachers,
by the way so and so v causing a few problems’

Whether we are tlking about & formal or nfonnal early warming system,
pmudance, mthe sticutional sense. can be seen as & system for detecting problem-
auc symptoms carly on and building up case histontes of problem pupils (Best and

29

= PArullText Provided by ERIC

.-




Schooling, Welfare and Parental Responsibility

Decker, 1985). Teachers are able to draw on wider and more detailed versions
of the child’s moral, social and educational development. Provisionally we nmght
say that a framework has been provided that gives teachers a great deal of ‘polic-
g potential. Rather than produce a smple pedagogic summary of the child, the
guidance teacher 1s able to construct a detailed case history of the cluld's social
development.”!

If we acknowledge the sequential development of ‘problems’ m school, the
home 1s mevitably drawn on by guidance. In the following chapter | discuss the cul-
tural lnmits to a more complete enclosure of the family within this network. But it
1s worth mentioning at this stage that the pre-formal and informal aspects of the
network were often discussed by the teachers 1n the interviews as a way of emipha-
sizing their ability to contain problems within an educational context. The carly
warnmg system could be invoked as a means of alerung others to potential problems
in school. But teachers were reticent at this stage to involve parents. Dorothy Small
provides an llustration of this pomnt.

DS: In the early warning system [ would have the child in to discuss the
situatron, and quite often this chat is enough mitially.

Do you contact the parents through the early warning system?

Not necessarily. At that pomnt the teacher just wants us to be
alerted. [t may be that after several early warnings that I would say,
now we've talked about this, you've been give a punishiuent exer-
ese and you're back here again. It really would be unfair to your
parents not to let them know how you are doing.

Disaplinary  Troubleshooters

Guidance extends even further; 1t goes mnto the realm of desires and anxieties of
children. First, guidance teachers took responsibility for the non-examinable aspects
of the curniculum, such as personal and soctal education, which included sex edu-
cation. (I wall discuss this further in Chapters 5 and 6.) Guidance teacher also took
great pains to stress the importance of their ‘confessional’ role 1n providing a private
space for adolescent problemn solving. As one teacher stated:

Getting to know the cluldren, for a guidance teacher that’s paramount. To
get the kids to talk to you: to tell me their problems at home and at school.
They come to me as an outsider before they want to go to their parents.
etther because they think 1t'll upset them or they're scared of the parents.

Now this was not smply a way of aserting a non-interventonist means of moral
mfuence over the child = even though teachers favoured ‘educational’ solutions to

the problem of ‘madequate parental sociabization” (see Chapter 3). Teacher here were
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keen to emphasize a therapeutic mode as a way of asserting the non-disaiphinary
nature of their gmdance responsibilities,

I have discussed the way that the gwidance system underpins the framework of
sanctions in school. Where children were causing teachers some concern, gmdance
teachers were usually mformed and asked to play a role. For some gmdance teachers
this was a perennial source of ditficulty and confusien. From their own vantage
pomts as classroomt teachers, discipline was an aspect of their teaching approach
they were acutely aware of. As [ will go on to demonstrate later in this chapter,
classroom control was an mmportant precondition of teaching. All teachers were
expected to be disciplinanans in this respect. But the guidance teacher's percep-
tion was that where a subject teacher wasn't able to handle the classroom situation,

and where a child's behaviour warranted inclusion within the formal disaiphnary

watem, the school would look to guidance tor the answers. Guidance teachers
within the schools were bemg seen as disaiplinary troubleshooters. According to
Bill Smart. this put them i a negauve hght in relation to the pupils.

Generally, niv role s 4 go-between supporting the pupil. T.don't see myself
as the disciphnanan - that's the AHT'S [assistant headteacher’s] job. isaip-
hine 15 a dodgy area [ always telt. 1 see myself as responsible for discipline
in niv house (as a house master) and as a teacher m general. In terms of
suspending or excluding kids T see myself as making a case tor the child.
Sometunes 1t's a hopeless task, Pl be there with the AHT and the parents
and the child saying that he has this or that problemn and that perhaps to
exclude would be a bad thing . . . ar the end of the day I see myself as the
provider of mformation for these pupils.

Bill Smart saw mself more as an advocate of the child i crrcunistances where the
child needed support in presenting a case agamst possible suspension or exclusien.

Other teachers lke Jean Bryce were happy to stress the surveillance aspects of
therr role. where children who seemed to be causing some concern could be given
support. But this support was supposed to connote the care and attention sometimes
required from guidance rather than the negative associations often made by her
colleagies between gutdance and sanctioning: ™

It's going to be very difficult, but I am working with a nice wee girl who
doesn’t cause any trouble 1n class. Some folk think it's only the trouble
makers that occupy our time, but this lietle girl 1s pleasant, chatev. But she's
beginning to keep the wrong company. She's also a bit flattered by the
attention of the bovs who are looking at her for the first mime. We'll have
to spend a lot of ume and care on her, 1 think.

Guidance teachers here were echomg the distinction made between “weltare’
and ‘disciphne’ in the Elton Report (1.E.S. 1989: 114). Teachers who had a tend-
ency to draw on the gurdance system as soon as there was a problem m class were
less hikely to be good disaplinanans. teachers with good “group management skills’
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(b, p. 69). Yet, there is no tension here between welfare and disciphine. The Elton
Reeport stresses the importance of a pastoral network as an educational safety net
which teacher are expected to draw on for two reasons; as a last resort after class-
room techmques of control have been exhausted, and as a means of detectng early

aareer’. Guidance teachers were also keen to strike a balance
between providing a "background” to an indsaplined pupil and working through

stghs of a deviant

adolescent traurmas with individual pupils. The pastoral system m school, rather than
replacimg the more mformul and individualised techniques of control - class, can
be seen as a precondiion for dealing with a wide range of behavtoural, emotional
and socal problems i class.

This 18 an mportaut point of departure trom the educational ernique discussed
n Chapter 1. For the suggestion here 1s that taking a welfarist approach to problems
m school necessanly dilutes clasroom disapline. Diserpline and control i class 1in
these terms ate narrowdy detined mterms of the ‘postional” difference between
teacher and pupil (Bernsiemn, 1971).

According o Bernstem, the educational sericture not only creates a welfare
network within school. but undenn:nes the indiadual teacher’s capaaty o exer
cise an educational authonoy i ddasss As reachers focus on educational tulire and
indncrphine m dass, m o terme ¢ the socnl and emotional backgrounds of the pupils,
they become less concerned with asserting thewr authonty i class. Teachers pres-
ent themselves in Riestman™s (19303 guse of the ‘compere” who provides merely the
broad parametens within which puptly work st therr own pace withm the group

The orgamization of claswork has changed i response to the new educatonal
values Group work v argued to encourage cooperative rather than individuahstie
etforts trom pupth. Withmn this context teachers find 1t dithicult to take the kind of
nnmeduate acnon e clas argued to be necessany i establshing and mamtannng
contrel, Two pamts are worth makmyg here Finse thiy argument suggests that the
posttonal ditference between teachier and puptt alters as the reacher works through
a group of pupily ustead of denanding the undivided attennion of the whole clasw,
The work of Sharp and Green (19755 has shown that diaphne and control take
more subtle hidden formas when teachers wse group work. indeed, ostablnhing clas-
roem control through group work nuy produce o ditterent kind of moral pupl -
the covperatnve rather than compennve ciafd But 1t dees not follow dhat children

R . i
are any less subject o the muence ot the teacher.  In the followime amalvaes 1 areue
'} : ) :

it o managertdd” approach, racher than bemyg a deviagon from a tradinonal norm,
16 an altemenve approach to dwaiphine and control m chw,

A second pomt rehites to how and when teachers mght take onamore man-
agerial role m dass The recent cntigne of 2 loss of control 1 sehools toceses on
the way that sehoolv sinee Plowden have unenneally adopted asenies of fishionable
teaching approaches Clearly, the datly requirements of the curncuhan, the level of
the children being tughe and the potentally heterogencous nature of the pupik’
chiracters means thot teachers sefectively dras on the appropriate teatures of any
teachme philesophy where and when relevant Inothe ollowmg Tadenafv o tes
teachers who see thar teaching sevle as part of 4 professed teaching ideology In the
mtervies s Tosked teachors o sdentiiv the core teatures of ther eaching sevles and
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therr associated belefs. T have organized these behets m tenins of general categories
ot teaching laid down by the cnues of “schoohing and welfare’. Yet, within these
broad categonies [ have also discussed the ways that the exigencies of teaching dictate
a more adapuve approach to any teaching phitosophy or belief system.

Classroom Discipline
Autononty asid Classroonm Practice

In thin secuon I address classroom practice more directly by treaung the class-
room a4 ‘micro-culture’ (Visquez and Martinez, 1992). That 1s, the assumption
nude here about the mature of teachiers” work s that the quality of action between
teachers and pupih cannot simply be determined from either the moral or organ-
1zattonal character of the school or, more broadly speaking. the structure ot the
educatnon system. Despite the well-detined location of the individual teacher within
the teaching system, the majority of teachers asserted a degree of autonomy within
the classtoom.

One of the key themes runmng through this book 1s the extent to which the
wdea of the famuly av o private sphere v compromied by the ocnhzing” acuvities
of other. Yet, the same sense of separition from the outade as 2 means of more
personal and mternal control could be detected from what teachers said about therr
professtonal identities: For 1z Sim- from Watenton High, the classroom was a pn-
vate professonal space:

Teachimg v 2 very private thing. You're m your own clhssroom and
aithough vour head of department will put his head m. or should put
his head m, vou're virtually unsupervised.

I hinted carhier at teacher autonomy when discussing the way that teachers
were expected to deal with disapline problems i class in the first mstance i their
own tenns rather than drawing on guidance. Teachers were very conscious of the
extent to which they referred puptls to those outside ther mumediate teaching
locus '* A few teachers were quite happy to ensure that the school management was
aware of the steps they were takig as regards to certun puptls. Ross Stewait saw
this as an mmportant way of safeguarding his position from potenuial negative reacuons
to his teaching

Some teacher run their own personabized detentions. 1 tend not to. [ hike
the managenient of the school to be aware of what's gomg on within the
«chool. Lots of teachers have thewr own modes of disciphne. Quite often
it never comes out 10 the wash ... Although T don’t over indulge i at,
when there's something specitic, Tl put it down on paper. T want the
mamgentent to know what Pm domp. Mo of the tme most ot the
teachen wall deal with things themselves
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Yet the general issue here 1s the assertion of classroom responsibihity as a form of
professional autonomy. [ referred earher to the “sm bin® as a means of deahing with
breskdowns m class. Teachers tended to thimk that removing a child from class
could have a damaging effect on a teacher’s competence. One school, Boreston, had
a much niore liberal policy here i allowing teachers to use the full range of sanc-
tions available. Susan Bruce compared the sanctions used at Boreston with those
used at other schools:

I'd use the wt for deahing with really troublesome kads. It's not seen as
a big deal here. It's not an admission of defeat on the part of the teacher.
In another school you would have been interrogated as to why this pupil
was out ot your class.

Teachers in the other schook would occasionally refer to informal versions of the
s b, usually m tenns of how the constant need to be seen to be superviang
a problem child lmited the extent to which they were able to place the child “out
of sight’. Some teachers were able to mprovise:

They'll get a puinshment exererse, that's basiec 'ty 1t Any inore problems
and Ul put them outade the class. This isn’t a good thing because they are
umsupervised. In my [brology] lab there’s a wee room and I put them 1
there sometimes and they cant do therr work there. (Norah Bowles)

Teachers were conscrous about drawing on external support i deahng wath
clasroom indisciphine becanse 1t reflected badly on their ability to teach, not simply
how they were judged by other teachers, but how they were seen by the pupils.
When asked whether he tended to hand out pumshment exercises m class Tan Hart
repled

t did fall e to that tap when [ started teaclimg. 1t's a agn of fatlure to
do that That w atself opens up new avenues and new posaibilities tor the
teacher to demonstrate his ncompetence ... at's public m front ot the class
when a kid's given a P.E. [pumshment exerase] It that kid refuses to do
that P.E. that does far more damage to that teacher's credibihiey thanif they
had not given the P Eand just shrugged his shoulders.

Suntlardy from Anne Smart
[ very rarely ever use the early warnmy system, apart trom children domg
the *O" grade course who haven’t done their homework. I think {'d rather
sort tiis out without drawmy on other teachers. T think the children think

A the better of vou it vou sart 1t out yourself,

The responsibilities placed on teachers to keep order within the dasroom tended

to put them ma unique position - finding solutions to the perennial problem ot
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keepmy the class interested and well behaved. Despite some of the rationales offered
by the teachers as a form of democracy within class, all teachers were 1 the business
of setting the clasroom agenda. All teachens were thus in the business of asserting
a control over affairs within class. Contrary to recent cnuasms of schoohing which
contlate *disorder’ mn class with progresave teaching philosophies, T follow Denscombe
(1985, pp. 143—6) n arguing that quite disparate teaching styles can be seen as dif-
ferent techniques of control.

Denscombe dentified three approaches to classroom control adopted by
teachers; donumation, cooptation and classwork management Dominaton approx-
ymates to the conventional teaching approach of ‘chalk and talk’ (Hammersley.
1990, p. 54). It abso comes close to the nouon of teacher sovereigney proposed as the
only acceptable form of teaching by the cnucs of welfare. The emphasis s placed
on status, respect and deference; mn Denscombe’s words “a pubhc display of the
hierarchical relatonship which obtains benween teacher and pupil® (1985, p. 99).
The other two approaches. on the other hand, emphasized the downplaying ot the
teacher's "public” authonty. whereby the status of the teacher underplayed 1 an
attempt to win over the contidence of the pupils. Cooptation places more emphasis
on pupil participation m the orgamzation of the clssroom agenda. and the e of
reason 1 trving to restrict misbehaviour m clas. Cliswork management places
greater emphasis on the teacher, wsing such factors as classroom space, the curnculum
and the vanable quality m educanonal attanment levels ot the pupils "managing’
clasroom behaviour

Very few of my teaching respondents fitted the categones exactly and there was
cotiderable overlap between dommation and claswork management. and between
Jaswork management and cooptation. The former overlap has more to do with the
changes 1 curnculum and more general changes mteaching But there vosull g
wme in which the differences are great enough between donnnation and class-
work mamgement approaches to warrant separate categones. The overlap i too
wreat berween the cooptation and chiwwork management approaches with my sample
I have, thus, brought both categones together under the utle of “Louptation as
daswork management’

Domurance

Tirteen of the teachers saw the extermal mmposaition of forms of behaviour asan
integral part of their teaching responubilities, ‘Dascrphne” was something thae was
exercined from the top down™ Sometimes this meant the head setung an example.
More often than not 16 was left to teachers to mipose therr authonty within the
Lawroom sitwation Yet, although there were genent sumlanties i tenns of an
emphasis on 2 pubhc display of dominance i class. there were agmticant differences
m how teachers aserted s donmuance T became apparent through the mterviess
with these teachen that. although they were artialaung therr approaches i terns
of how ey were able to nnpose their status on classroom proceedings, this tended
to take several ditferent forms 1 have, therefore, broken down this group mto three
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sub-types which reflect the different verbal approaches teachers used in asserting
their authority in class.

Six teachers argued that they had to constantly assert an authority through their
superior verbal skills, These teachers rehied more on a confrontational approach. These
are teachers who see verbal confrontation as part and parcel of their disciplinary
roles. Bill Smart from Waterston saw the raising of his voice i class as an important
visible expression of his authonty, In these terms the socnal and intellectual powers
of the teacher are manmifest 1n an attemipt to mamtan the upper hand 1n a situation
where the teacher 1s heavily outnuinbered by the pupils. Bill Short from $t Mary's
would often give his pupils a "quick blast of the voice” when his back was turned
or when he had to leave the room and returned to find that his pupils had moved
seats. For one of his colleagues, Tan Dury, there was alnost an expression of sheer
enjoyment i verbal confrontation:

{He] mvarably ended up in an eyeball-to-eyeball confrontaton . . . kids
like confrontation, adults don't. Most adults will back off from confronta-
tion, I won't. I'll have a controntaton any dav of the week. I'm certanly
not gomg to be dictated to by wmall kids.

A second group of tour teachers adopted a more psychological approach m
consarously trying to refran from ‘bawhng out’ their pupils. Thiv was taken as
the major motivating force i mantaining control. Whereas i the previous example
the teacher saw the successful control of the classroom i terms of how he would
verbally square up to a badly behaved pupil, teachers who favoured this alternative
approach saw this as a agn of fulure. There was, thus, a concerted effort made 1n
avording confrontation. Ross Stewart trom Logan High argued that the worst thing
to do s to have a confrontation with badly behaved children because adults will
alwave come off wort 1 thesw situations,

I teel a ot of kids hike the conflict sitvation and if they can see that the
teacher has had to rarse his vorce then, although theyv're getting a row, 1t
sail one up tor them because they've managed to mggle the wacher.

Here we ¢ see the chissroom as a battle of wits. Not bemng drawn mto con-
trontation on which the puptl thrives mught lead to more etfecuve control. The
emphasi s placed more on the teacher asserting an authornity through the displaying
of greater psychological skills. This v brought out m Ross Stewart's approach to
disrupuon - class where he will,

try to mamtain a normal level of converation. Quite often the more ser-
s 1t s the quieter Pl speak and the closer T brang the kid to me.

According to Ross Stewart the tvpe of pupily who engage i this kind of exerene

are the type of puptls who have nothing to lose in taking the confrontation “all the
way’
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Finally, a vonant on the both the confrontational and psychological approaches
was the economic use of the raised vowce. Three teachers were able to avoid con-
frontanon by only occasionally resorting to the raised voice. This was more of a
considered econommc act in that, as Vivien Willis from Waterston stated, ‘if you
were always shouting . . . 1t would lose its effectiveness’. Its effectiveness was measured
n terms of the mmediacy of response from the pupils. Vivien Willis descnbed one
of the few occastons she raised her voice:

There's always none {in clis] but to me the nowse level was unacceptable.
I said that we'd have to keep the noise level down or those responstble
would be pumshed. A few muinutes later somebody started arguing with
someone else over a penal sharpener and I gave that boy a pumshment.
At the end he came out and said, ‘Miss, I've never had a pumshment m
class. Nobody has had a punsshment m maths. Do you think P'm really
bad? He was really worried. The etfect on the others was amazing.

Teacliers here raned their voices sparmgly when there was a need to restore
order. They tended to adopt 4 firmer approach at the beginming of the session 1n
an attenipt at estabhshing ground rules for behaviour in class Vivien Willis started
out with a new clasws by being:

particularly firm. Stnct but fur T would hope. You can always slacken
off Later. Mostly my classes develop mto bemg farly relaxed. You set out
guidelines farly clearly and people know what's expected of them.

These teachers would tend to asociate the confrontationahist approach with a never
ending and mefficient use of a teacher's hnuted resources, where a teacher is never
able to slacken-off.

There 1s a strong overlap between the psychological and economic approaches
i that, through expenence, teachers dealing with large classes of restless pupils
couldn’t hope to compete by using verbal force alone. Confrontanon reflected
badly on teachers and prevented them trom being able to teach effecuvely. Most
of these teachers were in the busmess of prevenung situatons ever getung out of
hand Thus, there was a big emphasts on the itroduction of a code of conduct. of
vou like, a classroom ethos, in the tirst few weeks of term. This was not necessar-
ily related to externally defined sets of standards ~ the teachers were not sumply
in the business of “socahization’ - more the acknowledgement of the difficulues
encountered through teacling wathout any practicable guidehnes (Dockig, 1980,
pp. 12-39).

Coopting the Pupils and Classwork Mapagement

A domumnant approach i class suggests that ‘action” emanates from the teacher with
pp K
pupib appeanng to pasively respond o the teacher’s miuatives. Teachers adopt 4
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range of verbal techmiques for mamtainng this pesition in situations where action
onginates from outside the teacher's locus of authority. Pupils” ‘imuatives’ are by
and large rendered illegitimate through these techmques. If we tumn to an alternative
appraach to dassroom discipline in class, seven of the teachen, rather than abdicating
any responstbility for keeping order i class, undeiplayed their authority by adopting
what Donzelot ternied a “relational” approach with the pupibs (1979, p. 211). Six of
the seven teachers were trom Boreston and Stenhouse with professed child-centred
approaches. The teachers here emphasized the woptive aspects i therr work which
mvolved a degree of responsiveness to the imtiatives trom the pupils. Therr strategies
relied on trving to torm relationships with the pupils on 2 much more equal fooung
aaway of coopting their attention in class. On several occasions Jun Crag from
Boreston tried to underplay his tormal authonty. He asserted:

I don't operate as 1f 'm God, vou know, I'm up front and you guys have
to jump through niy hoops.

lan Hart from Stenhouse asserted 4 more cooptive approach i oppostaoen o what
the pupils were used to. In the process, he referred to the 1dea that & particular
teaching approach might have to accommodate the age of the pupih.

Older kids [ try to relate to more as adults and equals. The voung kids are
sull lookmyg for a donunation type of situation, a benevolent dictator.
Theyv're quite disappomted it they don't get it

Netther teacher was able to avoid a degree of boundary seting In face there
was 110 sense in which any of the teachers m the study were expressing the more
radical views assoclated with schoob ke Summerhill (Neill, 1962). Almost all
teachers saw thennelves taking tull responability tor setting the agenda m class over
what was acceptable behaviour. Jun Craig mentioned a degree of collective respons-
ibtlity wiathin the dasroony:

I tend to place the onus on shared responabiliry between myselt and the
voungster. We're equal partners. What [ will be domng will be picking up
people for latenew. I tend to throw that back on to the class. The class will
be i agreement that being late to the extreme 1s unacceptable, 1s disruptive
to the whole ddass. Not 31t something that bugs me, it bugs evervbody.

Yer, 1t was left to Jum Craig o define what was to count as an twsue that would
athirm che collectve ethos

Two other teachen who rejected a dommnant role i class tavoured a dass-
work management approach which meorporated 4 cooptive element These teachen
underplaved therr formal authonty and controfled the class through managing the
parts of the curnculum that the teacher was able to set m claw Joan Teshe and Susan
Bruce trom Boreston incorporated aspects of classroom nuanagement into ther

approach, Joan Teshie structured the pupils” behaviour i clas becane she normally
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had a degree of autonomy over the content of claswork. She then used the lesson
aa way of involving the children i actuvities m claw thereby mmmmizing the
possibility of pupil disruption.

My long-termi approach 15 to have a relationship with pupils so chat 1
nununize the formal and semi-fonnal sanctions unless the pupil 18 very
disturbed. Once | know the pupil [ don't tend to have to use sanctions,
However with this particular group I'm doing a syllabus that 1 feel s not
very excnng and mteresung. [ don't have very much control over it . . tend
to have to be a bit heavier than normal . . . nvolves not allowing kids to
at together . .. I prefer to get them to work in groups.

In sitwations where she had lew control over the curnculum some degree of “dom-
mance’ was necessary.

Susan Bruce used a form of group management i organizing any claswork
that volved a high degree of none, traditionally 4 sign that 4 teacher had lost con-
trol of the class (Denscombe, 1984, pp. 230-50)

[ wouldn't \av they [the pupth} saw me as a stern dnaplinarar On the
other hand. there’s not much mucking about. However, someone who
likes toimpaose authonty i the clasroom probably sees mv room as rather
nowny. So, on the whalz, they respond pretry well because of the tnendly
atmosphere.

Nome was tor her 4 sgn that the ddass was behaving properly i that her pupils were

more involved m o dasroom activiies [ went on ro sk her more speatically about

the kinds of informal sanctons she used.

I always work with the children i groups so I would be asking 15 1t
threatenmyg the work of the others in the group. That's my tirst cntenon
It 1t 1s 1 swould spht the group up and the badly behaved child mught be
tiken out

Comporal Pumshment and Classroonm Antonomy

In the carher discusion of the diapline system, T set out a hierarchy ot sanc-
tons that tanged from personal and intormal tnodes to more fonnal and externally
deterimned procedures. Teachers asserted their classroont autonomy by stressing the
personal and informal resources that they drew on m keeping control T have argued
that i therr guidance capacity the teachen here were advancing this posinon as g
way of keeping “disciphine” separate trom “weltire’. As classroom teachers they were
aho attesting to the importance of “elf” control as part of a4 protessonal teaching
cthic If we turn bnefly to the thorny sue of corporal punshment, the assertion
of assroom autonomy can be read mto teaching opinion over the banming ot the
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Table 21 Teaching views on corporal purushment (N = 2 0)

s Group A Those in favour of its return 7
Bill Short - ‘cure 75 per cent of unruly behaviour in the ciassroom’

N lan Dury - 'sometimes need to be cruel 10 be kind’

: Mary James - 'an important means of establishing disciphne’

. Jean Bryce - 'an important weapon in estaphishing authorty in the first couple of

N weeks of a new class’
4 Vivien Willis - “useful in certain situations. for example, bullying’

'-,-_. Ross Stewart - ‘performance of school would greatly improve with its

reintroduction other sanctions not as zffective’
George Barry - ‘'more effective sanction than anything they has 2 now’

i Group B Those unequivocally opposed 8
_" Ruth Smuth - ‘obwiated bureaucracy wasn't effective did1’t like giving the beit’
. fan Hart - "doesn’t want results through fear and oppression’
ian Howe - ‘indication of failure on the part of the teacher’
Bill Smart - 'vICIOUS hypocrnitical too often abused’
- Jim Craig - ‘totally opposed. personally and professionally’
Z Susan Bruce - ‘hated it on pninciple and any practical benefits’ R
Joan Lesie - 'hangover from Calvinism’
B Anne Smart - ‘opposed to whole 1dea of legitimate violence’ K
Group C Opposed. but recognized a cegree of effectiveness 5
1an Jones - 'I'm opposed a recent convert to the cause if used sparingly was

effective but | don't think 1t's nght to inflict pain on kids’
.. Norah Bowles - ‘| want something as effective as the belt but not the belt
- itself opposed to physical violence as any mother would be’

=] Lz Sm - ‘never hked using 1t but 1t had some deterrent value’
) Aice Tay - in principle not necessanly against only a few kids mignt
N benefit . quite often abused’

Dorothy Sman — "ambivaient quite an effective deterrent but | don't think its
reintroduction W nuld make society a more disciplined place bit
rypocritical belting somebody for fighting’

belt ' A second more general point can also be made about classroom sanctions 1f
we assess the views of all teachers on corporal punishment.

Although recent debates have focused on legislative attempts to abolish cor-
poral punishment in the independent sector, the spectre of the old traditionalist posi-
tion withm state schools has appeared in recent Government pronouncements over
the "Back to Basies' campaign (Ward, 1994, Preston, 1994). Strands of the oppos-
my hiberal position are proninent in the accounts of classroom sanctions from the
teachers opposed to corporal pumishment. Table 2.1 dlustrates the philosophical and
moral arguments. 1 also referred earher m the chapter to the way that the absence
of force av 2 sanction within the school was used by some schools, notably Stenhouse,
to ditferentuate the soctalizing role of the school from ihe socializing roles of parents
¢ within the local communny
g Without establishing any necessary relationship, we can hnk the ditferent dis-
A ciphinary styles to groups A and B shown in Table 2.1, All advocates of corporal
punishment (or the belo took a dommant hine wn class whikst all coopting teachers
were totally opposed to the belt. But if we group together the teachers who advoc-
ated the return of corporal pumshiment (group A) with those who were against the
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belt in prnciple but climed it had a pracucal and deterrent use (group C), we can
detect an mpheit cnnque of exnting sanctions and arguably the suggesuon of a Joss

of disciphnary autonomy i class. Teachers nearly ahways referred to their own per-

sonal verbal and psychological resources when discussing their informal sanctuons m
class. but where teachers found 1t necessary to take more serious action, the need
for an ‘tmmediate” sancuon, the demand for 1 more “effective deterrent’ in class and
the dewire to ‘avord bureaucracy’ were recurning themes. Those who advocated the
return of corporal pumishment tended to see the belt as a necessary, 1f not central,
means for both establishing and mamtaning authonty 1 class. If vou hke, 1t acred
as 2 symbolic marker for drawmng the teacher’s locus of autonomy in class.

The abolitton (or should 1t be ‘the return’) of corporal pumshment also high-
hghts the relanonship between mdividual approaches to discipline and the school
ethor. First of all, T compare responses from tradiwonal and child-centred schook,
St Mary’s and Boreston, respectively, Teachers were asked what they thought about
the banning of the belt

St Mary's
In favour of 1s return:
Bil Short — *cure 75 per cent of unruly behaviour i the chsroonmy’

fan Dury - “ometines need to be cruel to be kind’
Mary James — “an important means of establishing discipline’

Opposed, but recogmzed a degree of etfecuveness:

Lan Jontes = *T'm opposed . . . a recent convert to the camse . 1f used sparigly was
effectuve, but § don't think 1t's night to mflict pam on kids

Boreston
Unequivocally oppuosed:
Jm Crae Ctotally opposed. personally and professtonally’

Susan Bruwe - “hated 1t on prinaple and any pracncal benetins’
Jean Leshe = hangover from Calvinsm’ (all cooptive or classtoom management)

Opposed, but recogmzed a degree of effecuveness:

Alce Tay - ‘m ponaple not necesanly agast . onlv g tew kids poght benetit
... quite often abused’

All four teachen at St Manv's, then, beheved ina ‘top=down” disciphnary approach
at school and classroom levels. All four teachers were impheitly critical of the way
that the low of the belt had robbed them of an effecuve means ot establishing and
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mamaining their sovereignty m class. Although lan Jones had become a ‘recem
convert to the cause’, he sall emphasized the need for an immediate sanction that
teachers could draw on m asserting theiwr authonty.

Boreston, on the other hand, was much more mterested w establishing iself
as a commumity centre through its sensitivity to cultural difference. [ discussed this
earfier n the chapter, but 1t 1s worth reiterating this point because the school,
one semve, exhibited the idea of leadership through the head teacher’s mfluennal
posiion within the commumty. tn another sense, any hierarchical difference between
the school and the working-class community, and teacher and pupil was less marked
where the emphasas was both on buillding up relanons with parents across a range
of different cultural and ocio-econonnc groups and the lessening of “generatonal’
differences as the school actively encouraged pupils from all age groups. The key
word 15 cooperation and this underpinned the pervasive behet m child- or student-
centredness i the school. it aho mformed the individual teacher’s approach to class-
room disciphne i class. It was no surpnse, then, to tind that the gudance statf were
opposed to corporal punnhment i school,

Conclusion

Clasroom autonomy was 1 key theme runmng through the teachers” accounts of
how they approached disciphne and control m clas. We nnght be forgiven for
thinking thar if these accounts had been produced in the tmd-1990s, discussions of
classroomn autonomy may have sounded hke a lament tor a golden pre-Nanonal
Curniculum past It v nterestng to note, for stance, that one teacher had to
adpust her coopuve style "upwards” where she had les control over the curmculum.”’
Nevertheless, we cannot be certan that teachers have agmticantly less control
now than they nught have had m the late 1980s. In thie chapter [ have tollowed
Andy Huargreaves' notton that although pohiey frames and delmuts what teachers do
in chiss, 1t cannot completely deternmne the wavs that they control the classroom
situation,

I have argued that the welfare network m school incorporates an mportant
duaphnary axis from which guidance teachers gam more meaght mnto the range of
problems that are identitied v class. Yet, from a teaching pont of view this did not
necessartly lead to a sottening of their disciplmary positions. A majority of teachers
clanmmed that their disaiplinary approaches were sull dictated by 4 need to assert their
authonty on dasroom proceedings. Furthermore, “softness” of approach cannot be
smphy read as a loss of control i cliss. T have not simply demonstrated that “chalk
and talk’ 10 18 vanous gunes stll governs the way teachers pertorm m class. Personul
preterence, backed by a compatible set ot school values shaped for some teachers
more sophisticated and hidden forms o classroom control.

What these different approaches collectively demonstrate s the commntment to
4 particular torm ot order 1 clas. Without undentating the importance of their
pastoral roles, there was sull a tendency to think that curnicular matters took pre-
cedence over pastoral responsibilivies (Power. 1991). The teachers m thin study, at
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one level. were asserting a professional ethos which privileges the teachers’ class-
room autonomy over demands made on them by the school orgamzanon. Yet,
teachers emphasized two facets of ther.  :dance positions that compromised this
perception. First, disciphine was a formal .econdion of gmdance, m that guidance
positions were promoted posts and “good disciphine’ was taken as an mmportant
cntera for promounon. Second, the development af 4 weltare network n schools
had the effect of both formahzing and extending the knowledge that teachers had
of school activities, pupil behaviour and social ba “ground. Teachers might sug-

gost that this knowledge was accrued over tme ~ ‘naturally” ~ through an mfornul
network of teacher talk. But, guidance played a strategic role mn hnkmyg dsciphne

to school management and the school to the local conmmunty.

A tinal locahzed factor, the school ethos, condinons this assessment and under-
pins the disciplinary approaches of the teachers. The professed teaching phalosophy
of the swchool, the perceptions of the school vis-i-vis, tirst of all, the parents and,

secondly, the educanion commumty, and an undentanding of what Carlen er al (1992)

calied the socual geography of the school, underpinned the teachers mdividual behef
swstenis to varving degrees. Sharp and Green (1973, p. 47), when discusang the
mtuence of the school, argue against the ‘retfication’ of the school ethos as a set

of prinaples upon which the school was organized. As { have shown, teachers from
the same school did not always express the same views about what therr school
stood for. Nevertheless, most of the teachers were able to express a collective sense
of their school’s position on disapline. With reterence to clasroom teaching practice,

it was easier for teachers to practice their own protessed teaching approaches if thev
were congruent with the ethos of the school.
The reader nught be forgiven for thinking that teachers are hardly Tikely to

admit o diorder m their casroonns gven the mportance they placed on keep-
g order 1 cas as an aspeet of ther profesionalnm. Yet this would asume that
anv mnbehaviour i class woa direct result of something that the teacher has or has

not done In Chapter | 1 outhned the importance of an agenda that awerts the

o role plaved by parents i shapig thewr children’s behaviour outade ot the home.
. We need not then asume that teachers are bound not to adnut to problems they
face m clas when they are pertectly capable of pomting to children as products of
wneone ehe’s work. Diaplinary problems that teachers have can often be idenu-

ticd m termis of the quality of parenting. Arguably, these asessments are made much
= easter gven that the school as a welfare network opens up posibihities tor more
relational” hnks berween teachers and parents It s to these pereeptions that 1 turn

to m the followmyg chapter -

Notes

R 1 Soon to be rephiced by Clevel imdicaorny
Lhe teachimg mple o be tound s Appoendiy |
Vobor a more detaded discusson see Waness (1993, torthconnng,

See Revnobds and Sullivans audy ot eght schools winddn compares “coeran e
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‘ncorporative’ strategies as wavs of charactenzing control m schools (Reynolds and
Sullivan, 1979,

I changed the names of all respondents and schools. T have also significantly altered the
geographical setting of the schools whilse maintaiming an accurate, although adinittedly
mipressionntic. deseription of the social charactensties of the areas in which the schools
are sieuated

The Orange Lodge 15 a semi-clandestine male only orgamization of a sectanan nature.
The membership 15 avowedly Umonist, the "Orange’ referring to the succession of the
protestant Willlam of Orange to the throne in the seventeenth century.

Some teachers commented on how the Parents’ Charter of 1981 had led to many
parents within the area sending their children to schools with better reputations Ths
didn’t radically effect Stenhouse’s intake because the school often took in pupils who
had been excluded from other schools,

This can be differennated from the more mtormal vanety where detention 1s imposed
by the classroom teacher durning the lunch break

For an extended discusston of the functions of uits, see Tattum m Ribbins, 1985,
pp 43-6.

See Appendix 1 tor more detail,

See the discussion of ‘msk protiks” i the Elton Report (DES, 1989, p. 116)

In Chapeer 41 discuss the strategres that parents adope for keepmg tabs on children who
are being led astrav Jean Brvee clearly demonstrates the same kinds of anxieties telt by
parents where a pupil 15 being prcked up through the early warning svstem.
Hammerdey (1990, p. 54) makes the same point when addressing the way that teachens
tend to reter to teacding approaches other than their own in terms of disorder in class
A pomt made by Demcombe (1984) m his dehneation ot the more intormal processes
of control withm schools See also Tattum i Ribbuns (1985, p. 51)

ot Wialli's “lads” who at the level of the school had transcended the exchange of deter-
ence tor the teacher's knowledge (1977, pp. 52-8YH).

The schools ivolved in the study had all. i varying degrees, followed an informal
policy o banming corporal punishment betore 1t was made 1llegal in 1987, See also
Wolpe's (1988, p 2731) summary of the debates over corporal pumshment i <chools
and research carrred out by Cuminungs et ol (1981) 1n Scotland.

Recent analvses of teacher cultures toous on the haghtened mportance of collaboration
and cooperation as a4 consequence of curnicular change (A Hargreaves, 1994, pp 187-
212: D Hargreaves, 1994,
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Chapter 3

Parental Primacy and the ‘Best Interests
of the Child’

Introduction

The previous chapter alluded to the hmitanons of inferning teachers” actions from
the formal and theoretical requirements of the school. Although there mavbe a gen-
eral shift towards awsessing problem pupils, with respect to their socual and emotional
backgrounds rather than their cogmtive and mtellectual abirlities, this did not appear
to mhibit the pedagogic roles of teachers in class.

These limitations are more clearly identified when trving to match the poten-
il of the school for policing parents with the accounts that both parents and
teachers give of whete responsibihity hes for the moral and sodial welfare of ¢hildren.
Any noton that teachers can dictate the responsibihties parents have for the dis-
aipline of their children, or i some cases take over the parental role, needs to be set
aganst the asumptions inade about the respective spheres of influence of parents
and teachers. These assumpuons, or lay soctal theones, are examined in the first part
of this chapter from both a parental and teaching perspective.

The second part of this chapter deals with how guidance medates between
the home and the school. Given the generally expressed notion that parents take
responsibility for the disciphine of their children within the private sphere of the
home, and given also the msttutional and protessional imperanves of actung in the
best iterests of the child, the gurdance role 1s fraugit with difticulties where actions
need to be taken in respome to a perceived break down of parent-cliuld relations.
Although the current agenda tocuses on alleged incursions by state agencies within
the family, any discussion of a home —school diviston of responsibihty logically refers
to hmts imposed on parents encroaching upon the educational responsibiliies of
teachen,

Although teachers tend to refer to problem parents in terms of more conven-
tional nottons of social deprivation, [ argue that the guidance system in school gen-
erates an altermanve model ot problem parents which denves from the expenence
teachers have of parents who mphicitly question their educational expertise  Part
two, then, examines how encountern with parents generate quite different models
ot problem parents which reflect common-sense notions of intervention by both
parents and teachers

"
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The Limitations of Discipline and Surrogacy
The Parental Perpedive on Printacy

Man. of the parents unphuitly drew on Riesmuan’s (1950 notion of the psychological
gvroscope 10 summing up the difference between the role of the school and the role
of the fimily - What comes through generally trom the interviews 1s that parents

conte finst, 1m the obvious biological sense, but they are alvo seer s prunary 1 gund-

g therr chldren out nto a world outsic . of the fanuly. We can say here, then.
that parents have primacy i the sense that they are the figures who have most
mHuence over the cultural developinent of children. The setting of the moral and
cultural honung device (o not acadental metaphory i symbolized by the notion that
parents “bring up’ therr children. Parents tend to dominate i the earlv formatve
vears of the child betore the schoal plavs a part

Nowadavs. this temporal division between school and home has been muddied
by the tendencey of parents to wend their children to either nursery or pay group.
This »n borne out by the parenting sample Only one couple interviewed had not
sewi therr children to nursery. In theorv, “schooling’ — the tirst formal contacts therr
children had with the outade world = started as early as the age of three for some
parents Nevertheles, we cannot simply see this as the school encroaching upon the
time that pareots previousiy had with their chaldren at home. Parents articulated
smportant differences between school and nursery in that there was no compulsion
to send children 1o nurenes. Despite the fact that educational reform throughout
the eizhties has been underpimned by the theme of “parental choice’, parents asserted
nnportne differences berween the compulsory nature of schooling and the optional
autere of the nurery | More importandy, there was aho a sense for the parenes that,
compared to the school. the nusery was seen as a way of gently mtroducing the
cild to the vutade world, rather than having any mtnnsae edudational purpose.

Table 3 1 shows thar ot those parents who gave a reason tor sending therr
children (o nurserv. @ majonty saw 1t as etther an accepted part of bringing up therr
Juldien or as 2 mears by whih therr children were able to nux with children of
therr own age betore they went to school. There was hietle sense, then, that par-
ents expected therr dnldren o be “educated” at nursery. The nursery had more to
do with parents mtroduang thar dldren to the socul world, 4 responsbiliey that
was part of the more general paenting dea of “bringing up® their cluldren. What
parents appeat to be sayving liere w that the school has lost a social tunction of bemg
the msttunonal locus through which Children are introduced to therr peers. This
would appear to strengthen the adex that the school was primanly: the means by
which cluldren are “educated’

‘Bangnyg them up’ i not an casy phrase to neatly encapsulate for 1t seems to
cover evenvthing trom the amorphous cimotonal mvestments that parents iake to
the more ngorous exercise of diapline through the setng of standards. Drsapline,
though. 1v something that the school takes some responability for accordimg o one
parent, Rachard Stone

ih
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Tabe 31 Why parer:s sent thes cnigren 10 nursery/piaygroup IN = 25

Reasons given by parents

Nos ot parents

A parenta! norm 10

Tne need to mix with other chuaren B
Necessity {both spouses work.ng! 2

G:ving mother more time 1
Getung mother out of the house 1
Totai 25

The school has to disciphine them They've got them for the dav TS up
to them but it somethin® happened and he came home, T'd go up to the
shool to tind out what had happened

Yet, some parents offered a ditferent emphasis Jan Short argued that the tamly
and clasroom settngs are not equisalent, Teachers are dealing with ditferent problens
i chaw becawe they are dealing with groups of children. Thus, the school i tenms
of disaphne » not umply capitahzirg on the good work of the ideal parent. once
1 hild enters the classroom, behaviour v guided by quite ditferent entena There
i Bo necesany direct reproduction of the child’s minbehaviour at home i s The
wan that children respond to therr parents mavbe qualitainn el distinet from ther
behaviour 1 shool This pomnt was expressed by Jan Short

Semetimes pirents ook at things m o different way from the teachen
Parents have the one child. whereas teachers have all these othen to deal
with

It might follow from this that the responsbiliy a teacher has tor dnciphning the
Gild annot be referred back o the madequate soadhizing of the parent. That s,
if the child behaves badlyv in sehool 1t i because of factors which the parent has leele
control over. gven that the clasroom v a different setang. Interestingly. thiy point
is not pursied by Jan Short because she contmues i the vein of the other respondents
who ww a4 direct relationship between parental madequacy and problems in school,
in partular, the ditheulties the -chool encounters when parents v and pass on the
blame tor ther onwn nadeguacres as parents

Quite often the parents think thev know more than the e hiers about the
«hool and they can blame the teachers for thewr problems . You do have
to know what vour (ild 18 up to, even though they're at school all dav.
within reason. To me, kids pliy a lot more truanting nowadavs because the
parents don't know about 1t or don’t wani to hoow about it Thev tend
to blume the school, s their fault Once ther child woout the front door
iy the school's responabiites Then where does it start or stop T would
wv Aok Gt ke vour Jild to school for ever - they et older and wane
to o thenmelves there are parents who go out to work who don’t have
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A cdue what ther child doess To muse be worrving, o they've got to blame
semcone and T thmk thad's more or less what they're domg,. It's very hard
to sy s my Laade tor her beng the way she s But s got to come from
the home. If your kid v sweaning and curig thev're heanng i from
somew here Thev hear 1t at wchool but o they are i the habie of heanng
1t {reccan the home} then s just ke a second word to them

It here that the ded of parental responabiliee for disaphine v most strongly

expresed. Parents may be makmg a perfectdy ranonal clum m blamng the school,
given that their are qualiatve differences between relanons i the cassroom and
relavtons at home Yer, ultmuatels . responabihiny for parenes s not about the appar-

ent rattonaliey of a4 atwanon. Responsibibiey here s question of making judgmens
over who came tint and who has primacey

Uneanted Adene

The idea of responsbility wan unequivocally expressed by parents 1n discussions over
the nights that others had o offer them advice on how o disapline therr children,
The parents were dinost unanimoss nasserting that vther authonty tigures had no
nght to offer them advice on how o diciphne their children. One working-class
tather. Dave Daary, had a strong sense of boundary between “tanly’ and the outade
world He was asked about how he and his wife deaplined their children,

We grve them a nght ndking off: Gettng, back to the way [ was brought
up That's the way Ty o bring miv children up I vou seart 1o teach them
nght tfrom wrong to begim with,

He then otfered an unsolioited anngue of the socud services

P a total dsbehever i socul workers, Only onee have 1 ever had contact
with a socul worker . Bally (his 15 -year-old son) had been ot school for
quite & long ame with a broken anin A socal worker appeared and really
upset the wrte T was pust lucks Fawas home from mv work that day The
wav they carned on 1 put her out of the house and wld her "no social
worker will ever be back here’ . . My mother and father were my social
worken,

Soaal workers, not unexpectedly, are dearly desnated as intertopers here
becanse they were seen to unconditonally sapplant the parental role. The 1dea ot
miervention s strengthened turther as George Deary ehides a phvsical noton with
2 caltanal noton of mitrusion . The socnl worker's physical presence withm the
home remtorces the threat to the parents” semse of authorty within the taniv
(Allan, 1989, David e af o 1990,

IWowe tum to the wput trom teachers we mght hase expected a0 different




Parental Pnmacy and the *Best Interests of the Clild’

response. As 1 mentioned i the mtroductory chapter there s 1 widely held behet
thit teachers have an mmportant disciplinary role in school. Furthermore, teachers
may not be felt to have such an mtrusive physical presence within the home, We
mnght speculate that any teaching intervenuon would be related to more distant
cultural notons of “mfucence’ or unwarranted and unsohcited suggesuons dropped
castally mto conversations at parents’ evenimgs. Yet, parents were equally hosole to
any mterterence tfrom the school.

Parental pnmacy was just as forcetully and unequivocally expressed i diseussions
over the l'lght\ teachers had to ofter them advice on hiow to dl\alplmc thewr <uldren.
It disaplmary boundanes were not always dearly demarcated by parenes with respect
to a4 diviston of responstbility, the parents were unanimows in wserting thae the
teacher ad no nghe to ctter them advice on how to dusaaphne therr chuldren One
fahier. Bl Wilkins, was asked whether teadhers had ever tried o advise him on
disciphinimg bis sons

I think one or two ot them The maths teacher tned to tell us how to deal
with hi {his eldese son] 1 juse looked ac him ke and sard T bring up

ma’ weans Johldren] o wan

Mamy more parents expressed resentment that any teacher would dare to ot
advice The Shinevs were uneguivocal mn dheir regection of any attempt by teachers
to mfuence the wav they brought up their duldren Agnes Slaney responded by

drawmyg on the parenc-teacher diviston ot responabihiny
MU Do dhe teachers ever advise vou on disapline®

AS No don't kinow it 'd rake too kindiv to that T wouoldn'c dream
of telling the teacher how to educite than so T woaldn’e hike them
to tell me how o hﬂllg them up

[raphne, accordimyg to her husband, o company ditector, was somethmy thae took
place withm the home becanse parents had toomsall the monil iroscope” betore
children swarted school

VT Do teachers ever oftor vou adoace®

BN No [ wouldn't take any adiier T have strong views on chae e
alwans been strong m that respect 1 obeheve at an carly age the
should know what's nghe and what's wiong

Teachers® Assumptions and the ‘Best Interests of the Child’

Parencal primacy over disaipline was araculated by teachers when addressing the

responsibihties they had towards cildren vis-i vis parents But teacherns tended to
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offer a different approach to these responsibilties. The teachers, when asked about
their relationship with parents, stressed the importance of working together in the
interests of the child. For rnany teachers this meant that parents and teachers had
to complement each other.

Idealistically, there should be a complementary relanonship. What they're
hearing at school should be backed up wath what they are hearing n the
home about the sociahzatton process. (Susan Bruce)

At this abstrace level vanous general aims and 1deas are incorporated. The best mter-
ests o the child sometimes meant ensunng clear Iines of communication between
parent and teacher m situanions where the child 18 able to explort the spaual differ-
ence between the home and the school.

I think that anv cooperation between parents and teachers 15 bound to be
beneticral We've got the same s o do what 1s best for the kids. Some-
tmes children imagine that parents and teachen can’t communicate. They
aho trv and play oft teachers with parents. They'll pretend that their mother
doesn’t understand what 've said. When vou tatk 1o the parent vou often
find that at's a ploy (Vivien Will)

In the previous chapter 1 suggested that teachers had ditterent approaches to
the task of setting an agenda v clas. At the more abstract level of serving the best
mterests ot the child there was 4 general consensus among teachers that this would
be best served by tmproving the hines of communication between parent and teacher.
Parents and teachern were both seen as agents ot soctahization here m that the social-
ization of the child can only be successful 1f there 1s a level of consistency between
what parents and teachers do Socuhization, then, abo incorporates the noton that
there v 4 certam equaliey of responsibility between parents and teachers. Alice Tay
stated.

1 wouldn't set myself up azamnst the parent Although vou do come up
aaimst parents who hasle vou, you have to divorce yournselt” trom e |
don’t set niyseit up as an expert. 1 don’t set myself up as someone who i
more itormed than the parent or more quahitied in deahing with their kids,

At such o gh level of generalitv, working together implied that parents and
teachers each have a legitimate power over children. But i speaifying the sources
of these powers, that i, defining the areas of responsibihity that teachers and parents
ave, there nv the mtroduction of important differences. Whereas, the teacher has
certamn moral and socal as well as edncational responsibitities, the parents” respons-
thilities are bounded by bology, nature and carly affectiviey. When asked to com-
pare the nghts of parents with the nghts of teachers, Dorothy Small stated that

Our nghes are the old phrase oo parentin of coune, but however
nnch m T parentis vou think vou are, vou are still dealing with 4 group
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of pupils who are, | heatate to use the word, strangers, about whom
vou've got to objectvely say, “Why are these pupils here?” These pupils are
here because 1 want to teach them history, T want to teach them how to
be good citizens. T want to teach them how to get on socilly with each
other . . . Hopetully vou like all your pupibs, although 1t's not always pos-
sible and vou don't let themn see that vou don’t like them it you're a good
teacher. But they are, as 1t were, separate from you. Whereas, a parent who
has brought a child into the world 15 bnnging that child up i that fanuly
umt; has 2 much closer tie and has a much nearer contact .. . 1s not looking
at the child so objectively . s legally responsible tor the child unul the
age of suxteen or cighteen.

Reterence to the poation of the teacher m Mo parenns” 18 interesung. Writers of
A marxint persuasion (Shaw, 1981 Fitz, 1981) rake the intervennonst hine in suggestung,
that thin v an deological device for undenvnting a range of intervenuons within
the fanuly. But what was being expressed by this teacher was the linted and tem-
porary nature of a teacher’s powers i relation to the child.

The expression of these powers by guidance teachens served to lighhghe the
prinacy of the parenes’ responsibiliies. Accordimg to the teachers, parents are sup-
posed to doninate i the early tormative vears of the child before the school plays
a part. For the school this could mean, as v quoted mn an important study of teach-
my practice, that parenes produce “school tramed children® (Sharp and Green, 1975,
p #%6) The emphasis in Sharp and Green's study appeared to be on the role parents
plived i makig children more manageable for teachers

In this study the guidance teachers had 0 more gloval view of the impact of
parentng on the child Early parental mvestiient was crucial not just m relatton to
the underwvninng of hanmonious teacher—pupl relations, but was important m the
production of socually competent members of soctety. The teachers here mvoked a
boundary between school and home drawn on by cnties of the weltare <tate 1n terms
of the different responsibihities that parents and teachers had Inan unportant sense,
the teacher's separateness from the parent was herghtened by the knowledge and
expenience of parents with whom they came into contact Thi paradox: mtormed
most of therr dealings with parents.

Rosw Stewart lustrated s pome when discussing the dithiculues of mamam
ing the boundary between the parens’ and the teacher’s responsibies

The teacher daab with mdusiny and the futare, Speatic areas they re k-
ing for chibdren to be tramed m specttic skills The teacher comes i and
does a protessional role. Evervone has to work Full-time education v a
vital necessity That's our role i hife and 1t allows the parents to be tullv
uolved wr ther hnes of work because they need to earn a hving to man-
tan standards So the role of the teacher vouportant bue 1 chink the role
ot many teacher eatended Some teachers are the only contaces the chil
dren have Some teachers are the onbyv representation of disaplme that kids

have
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This 1s the conventional notion of the teacher as instrumental provider of
skills which histoncally replaced the educational functions of the parent (Parsons
and Bales, 1955). This version of parent—teacher relations also comes closest to the
parental noton of primacy. This version, though, 1s an 1dealized version of what
the parents who were interviewed took for granted. Ulumately, from the teaching
perspective, this 1s the pomnt where any mputed responsibilities that parents have
come mnto conthict with the experience of tryving to mamntain these disciphnary
boundaries. Ross Stewart very clearly 1dennties the expansion of this educative role
to include the moral work which ought to have been already undertaken by parents.
According to some teachers, parents are not domg ¢nough parenting because the
teacher 1s torced to take on more of the parental role. This point was remnforced by
Anne Snmuart. a colleague of Ross Stewart's.

One of my feelings 1s that parents don’t de enough with their kids and tend
to say to us T don't know what to do with them. They look to us to help
them out. Parents don’t play as big a role as they should do in bnnging
thair children up and looking after thewr interests at school. We do exira
because of the lacking of many famibies. In many ways parents perhaps
expect too much of us. They scem very helpless. They see the school, not
only 1ty role of educating the kids, but hopefully they look to us to help
them sort 1t out because they cannot <ort of come to any solution to the
child’s problem. They tend to come up to the school and ask for our help.
Very often we have put parents i touch with socual workers and other
agenaes. bthink we're very valuable i that semse. 1 don’t think that nany
parents would know what to do i they couldn™ come up to us.

Lay Theones of Problemt Parents

I have argued that 2 paradoxical situation anses where teachens” views on parents’
responsibibities are expressed o way that parents are seen to have abdicated these
responsibihties, Unhike socal work, where professionals are in 2 direct sense con-
cerned with the mthience that parents have over their children, guidance teachers
pick up on parental mfluence as a comsequence of problems detmed within an edu-
cational context. As 1 argued m the introductory chapter, the current social agenda
detines the “best mterests of the chuld” as 4 ratonale for unwarranted intrision within
the private sphere of the fanulv. Yet, where “interventton” akes place i school
there v g different kind of tension between the responsibilities of parents and the
responsibihties of teachers. The behaviour which draws the gmdance teachers” atten-
ton m clssroom siawtions 1s detined by teachers as a problem which has its ongins
within the home Thre was dearly stated by L Jones,

I know thas v a chiche but ics not the kids Nime tmes out of ten at's the
parents whe are unsettled and not disciplining therr kids properly There
are no bad kds, mvhe one or two, but vou can imagine it dad's e the
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pub every mght or mum’s on her own with four or five kids or she's
maybe out working at mghe, the whole thing unsettles kids. A good stable
fanly background with good support from mum and dad and you rarely
get problem kids They niay not be bright and telhigent but you won't
get the trouble. If you dig into the background of the ten to a dozen kids
who are a problem m the school 'y all tanulv. There's ahwavs something
m the funiy.

Earhier 1 dincussed how parents faled to differentiate between socul workers
and teacherns where their parental authonty as disciphnarians came under threat.
From the teachers’ penpectives thic difierence seerned to count. Where the protessional
ratson détre tevolves around the moral and physical protection of the child which
directly focuses on the parental role, those professionals are placed the tinng line
where there 18 4 percerved increase m state acuvity around the perimeters of the
fimnly Teachers can denufy the same kinds of finuhial madequacies s socnal workers,

but teachers can fall back on the wdea that the best interests of the child. at the very

Jeast, start with 4 basic responsaibihity towards the child's ediational well-bemg. In
practice, thie means that teachers are potentially m 1 better position to legitunate
any ntervenaon by drawing on education cnteri. Furthenmore, as T wiall go on to
demomtiate 1 Chapters 3 and 6 on sex educauon, the meral work of teachers can
usaally be presented meducational terns. Neverthelew, teachers expresed smular
anxieties over intervention within the private sphere of the fumly.

Guidanee teachens tended 1o see problent pupth m terms of then tumly back-
grounds. Guidanee teachers were part of 4 commumication network between the
home and the school that was set up to deal with the child whoswe problems could
onlyv be etfectively dealt with through the tumly Yet, there wasvome ambivalence
expressed over the aciion that the mdividual teacher takes te remedy this situanon
For, a we have seen, the majonity of teachers saw discipline outade of the educa-
tonal context s an mumutable parental responsbibity The teachers had a strong
weme of therr educational responsibilities and went to great lengths to underplav
therr role as primary daphnarians

1 don't tend to pont out to parents what rthev should do might sk af
therr clnbdren are very ared w school T menton that and sk what time
he woes to his bed Ty nake sone nonses about them conung in carher
But { don't often sav to parents, “Look, he should only have one pound
for pocket money 1 don’t see it as v role to tell parents the error ot then
wavsy, (Norah Bowles)

[eachers who were parents themselves wetned to be more weelv aware af the
pitils of setang themselves up s expertsan child reanng

P the bt person to tell parents how to decphine then hids With certon
paarents. dine Uy thetr hids, vou can pomt out how (hlng\ are done m
whool and enquire as 0 how things are done at home. Ava teacher and
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4 parent myselt vou've got to be careful about how you approach things.
Ui very wary about pomnung the tinger and accusing them of this or that
I'm mterested to get parents and kids to talk about their expenences at
home If handled properly. parents will respond. Thev'd be the firt to tell
vou to mind vour own busmess 1t vou asked about therr wancuoming. (Bill
Snart)

Although teachen tended to define children who were 2 problem i school
a products of madequate parenting, they were wary about attempting to solve the
problem through getung involved in family matters. The problem was compounded
by parents who solicited help from the gudance statt. Several teachers clamed that
some parents saw the mndance teacher 1 a more positive hghe as an ultimate sane-
tuary 1 situations where parents had lose control of therr children. Teachers were
well aware that this situanion would ulumately force parents mto a more dependent
relattonship with the school which could easily breed parental resentinent towards
the school. With the guidance teacher as the link between the home and the school,
gidance teachers were more acutely aware of how parents mught see the school
than other teachers. Although windance teachers wanted to foster relations with par-
ents who were having difticuleies, they didn’e want parents to become dependent
on them

We're a hne of communication between the rest of the school and parents

can ad to them in helping them to brng up therr children. Helpmg
their children go through educaton happily . .. 1 hke parents to think that
they can use my first name . . . to get away from the dea of me as somebody
m authonity or an extension of the school management and diserplary
struceure [ty important that they don’t see us as checking up on them
or their kids. We're there as a resource. (Joan Leshe)

These tenvtons were Tess apparent i dicusstons with teachers from St Many's.
Teachers from the Catholic school tended to be more at ease with parents than
teachers trom the non-denommmational schiools. The paternalism of the Cathohe
school through s communal tes with the church made the surrogate parental role
much caser to manage. When asked whether parents ever solicited advice on
diserphne, fan Dury rephied

All the nme. There was a tunny sitwation three vears ago with a fanuly 1n
Bilkonr They had a hutle boy. a nght hetle bastard. T'd taken hun home one
day, tather had heart rouble and wasn’t able to exert himself | was situng
on astooband Taad to the tacher, *I'd put hun acros vour knee and wallop
him " He sand, "Well, vou do 1t Lan', and the boy was beside me, 1 said,
‘Do vou mean hke this®” [goes through the mouons of spanking the boy].
He satd *Yes, but harder and | yave vou permission to do that I you hke
FH put e mowntmg ™ Tand, *1 don’t know af that will be necessary but |
promuse to do at.” T had no mtention of domg it When T was leaving he
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gave me the stool Twas sicang onand sod, "Take e with vou s the nght
hewghe ” He wasn't joking,

It mav be that the image of the school as part of the Catholic commumey in the
northern part of the aty weakened the boundaries between the home and the school
and thi had the etfect of weakening any nonon that the school nughe, from e
to tme, have to play an intrusive role. But thiy sull needs to be othet aganse the
common notion among the parents and teachers - this study that the parental
responsibilities were serupulowly separate from the school’s

[n the previous chapter we discussed the mappropnatenes of 4 more pedagoge
approach to teaching at Stenhouse. Teachers acknowledged that many pupils came
from deprived backgrounds where they had miwed out on cruenat levels of parental
support. This tended to be reflected m the dicusions over the kinds of relanonships
that they had with parents trom the school. Jean Bryce expresed the concern that
at his school parents too ealy assumed that the sehool or the socul work department
would tike responubibity tor child reanng.

I3 thus area a lot could be done for us to iy and nuake the parents more
aware about what goes on within the whool. They don't know what Tdo
a4 gndance teacher. We should et the parens know who we are and
what we do and alo what therr responabihioes are . They do tend to
shune responsibihiny to the approprate department and pust leave e chere
and then cnaaze the sestent 1t there's a fatlure,

Teachers i these situations may, to all intents and purposes, be acting as surrogate
parents Yet, teachen at Stenhouse were not advocanng, that they ought to ke over
from parents. The teachers here were venv conscious of what they ought to dom
atuations where problem pupils were the products of problem parents. Jean Bryee
made 1t veny dear that there was o need tor the guidance teacher to advise parents
more speaticaily where thar responbilies Ly as child rearens

Fimallv. there v an interesung contrast between the views of teachers trom
Stenhotse and the teachers from the communy school i Boreston. Both had
professed some form ot child-centrednes. Yer. nther than e the extenston of
the teaching role a4 negative compensaton tactor, teacher at Boreston tended o
eXpress more positive reasoms tor actng m- o parentis Withm the same absract
famework of “the meerests of the child’, gudance teachers trom Boreston: tended
to see therr guidance role 1 two wavs s an saportant mediate hink between the
home. the sehool and the outside world, and av 4 pnvate torum where children
might air personal problens

1 dunk 10y umportant that teachiors do teel that they are 1 suppose i fow
parentes. They need to take onmore than juse thar subject and getinvoelved
i outdoor educanonal viats et to know the kids For ayndance
teacher that's paramount. What s ernent ava guidance teacher i to get the
kids to talk to vou, to tell me their problenn ac home and at school Tve
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had one or tvo sitwations where 've had to broach the problem at home
with the parent and persuade the child that they can talk to therr parents
about 1t They conte to me as an outsider before thev want to go to therr
parents, crcher because they thimk acll upsee them or they're scared of the
parents (Susan Bruce)

The gindanee reacher, rather than simply compensatung for parental deficiencies, was
creanng 4 private space tor adolescent problem solv ag which would fachitate much
doser Tinks berween parent and child. Although teachers trom Boreston and Stenhouse
had sinlar child-centred approaches i class, their guidance roles were dictated by
external criteria Whereas, at Stenhotse, teachers spent more tine cotupensaung for
earher parentab imadequactes, at Boreston the kinds of pupils they had. the emphass
on openmg the school out to the commumey, and the more nuxed catchment area,
Mowed windance eacherns to spend more ume 4 gudance teachers of pupils racher
than parenes. We nighe add that the role of the guidance teacher was much more
contidently asserted at Boreston than at Stenhouse because the guidance role was les
bound up wach the parental role. Finally, we nnght add thar where teachers were
able to detine their protessional role i relation to the pupils rather than the parents,
teachens had @ much stronger <ense of gandance having an educauonal funcuon.

Sovral Class

Fhave already establnhed that imuch of the gindance teacher’s ame s taken up with
problemi children. T have also established that gndance teachers are strategically
plhiced o coneruct accounts of these pupils which highhighted their social backgrounds.
I now turn to the adeas that teachers have about the types of tannhies with which
they have most mvolvement. We need to know more about how the teachen
undentand these s socual problems, One way of domyg this 1s to assess the relative
miportance of socnl class as aentenion of evaluation when teachers idenufy problem

behaviour i chiss Te s plauable 1o pomne out that gmdance teachers were predom-

mantlv mvolved wath children from economically and socually deprnived fanhes,
parenits whoe had neither the matenal or mitellecrual support to otfer their chil-
dren (Caren el 19920 pp 94101, Paterson, 1989, p. 46). Table 3.2 provides
1 rough ginde o the sigmibicance of soaal class as an explanatory framework trom
the mnpresaons that teachers gave 1 response te the question on class

From this rough calculanon there was g fack of comsensus over the nnpace of
the Enmle's sodo-economie sttus on the behaviour of the child in class. The wsue
was compharted by the two working detimuons the wachers had of the prob-
ety thev most commonh contronted as trone hine and guidance teachers, namely
cducatonal and behaviounl problems. Norah Bowles from the poorest school
commented on this

The Tess able childien rend to came trom a poorer background becanse

they haven't had the support. or the parents aren’t interested 1in school, or
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Tabe 32 Do you think social class 1s important in assessing misbehaviour and
indisciphne in school?” (N = 20)

Teacher response

No of teachers

Strong social class connection 9
No stiong soctal class connection 11

A they don’t get support tor homework or support entoramg the school’s
divciphine. Many of the badly behaved come trom middle-claw backgrounds.
I think there’s a distmcnion there, The lew able kids educationally probably
cotnie from poorer backgrounds but badly behaved kids in this school came
trom nuddle-chass backgrounds 1ty across the board

Teachers can draw on examples of highly moovated nuddle-class pupils with
- behaviovral problems Ahce Tay who had just moved trom i school m an affuent
a1ty subub to the more culurally mixed mner-city commumey sehool saw hieele
connection between socul clas and problemy pupthy She was asked about what ovpe
of children caned problenmis i class

Sometimes 1ty the brightest kids trom the bese backgrounds. Te's an atttude
problem that you wouldn’t find 1 other kids. They can be very supenor
sort of, T don’t have to hsten to thiy' 0 Maddle-class kids are very con-

4] tident 1 therr percepuons m how things cheald be, Often they'll openly

h¥ K s ; ‘ ?
— cnticrze teachers. You do get this kind ot arrogance winch vou don'e get

: i a wchool ke this,

- Thiv pomt was alwo expressed by one of her school colleagues, Susan Bruce She was
o asked whether dass was an important factor.

[ don't think so 16 quite widely spread i this school across ditferent
cthinie backgrounds and socnal backgrounds. One of the most dithicult bovs
v in NS4 [vear four of secondary school], his father 1s 2 Labour Counciilor

Although T suppose T do deal with hiim shghes ditferentdy because 1 wee
b as a eader BT can persuade him that an aconvey s worthwhile he
tends to carny ot of other bovs wath ham

N Susan Bruce here meroduced the wdea that even af there i lieele apparent causal
= connection between mubehaviour and socnal class, teachers nught be expected to
b respond to a child’s nusbehaviour i terms of therr socnal class, This can be mter-

preced s sers af expectazions teadhers had of how cinldren rom particudar backgrounds
onght to behave Thic pome was ako brought oue by Ross Stewart who emphasized
the unportance of the socual geography of the school At the same tme. however,
he was abo able to pome to middle-class “exceptions” who swere able to avord bemng
Libelled av 4 problem
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I'm generalizing here, but our wont cluldren tend to come from the
Silverton area. It's recognized as the poorest district. We seem to get more
remedial children from there. Having said that we have one or two pupils.

one n particular who comes fron a good home who 1s probably one
of the nastiest pieces of work you can tmagine. The annoying thing 1s that
pupil 15 educated and knows exactly what he’s up to.

What can be said here  that the models, 1deas and preconceptions that guid-
ance teachers had of these problents tended to be detined 1 terms of particular types
of socnl relanony wathm the family. This was clearly expressed by lan Jones when
aked about whether he saw problem pupils m terms of their social ¢lass backgrounds.

[ty never m my mund, 1t's never a consideration. Maybe if | reflected on
it by looking at individual pupils but at the ume 1t's wrrelevant. Ie's not
soctal claw 10s what's happenmyg at home. A rich kid can have just as nuany
hassles 1f parents are divorced as a poor kid.

Within these considerations gudance teachers undoubtedly came across clearly
defined products of socto-economic deprivation. The four guidance teachers from
Stenhouse, the school i the poorest area, tended to think there was a lnk between
the poverty m the area and the high numbers of problem pupils in school. Yet. this
needs to be set agunst the idea of there being fanuly types that exist independ-
ently of socto-economue factors (Toomey, 198%). Lay socal theories on problem
children may be shaped by the need to avoid any labelling tendencies i the class-
room or. more simply, as a vrotessional reaction to “clissis’ Therefore, we need
to be careful when dismissing social class as the baws for the liv theonizmg (Wyness,
forthcoming). Nevertb-tc.s, she quality of reiations within the fanmly would appear
to structure understandings that teachers had of problens children (Emerson, 196Y;
Eaton. 1Y83) The folluwing quote 1s from « teacher at Logan High, a school where
waial clas conditions ought to donunate the explanations teachers have of problem

children

I would say. rather than conung trom certun backgrounds m the soctal
sense, | would ay that they came rom certain types of parents. You tend
to tind a pupil who 1s a barrack room lawver shouting the odds mstead of
domg what 1s required of him - Demanding his rights in the sense, "l no’
fur'. T would say that the parents are either ke that or they're posably
parents who have several children who have not got tull control over the
atuation, where there s 1 lot of competiton at home to be heard. More
that kind of thing than social background. T can think of pupils from this
kind of parent (the barrack room Liwyer) m all kinds of groups. and T aan
think of the more disruptive kids trom fanthes where thev've got to com-

pete tor attention. Agan that can come trom varvmg socual classes, (Dorothy
Stalh

h
[




Parental Primacy and the “Best Interests of the Child'

Matemal Irresponsibility?

A second causal € -tor was hinked to gender differences within problem famihes
which converged much more with the notion of the mother being the target of
welfare. Walkerdine looks specitically at the way mothers are targeted by teachers
in the way that she suggests that the quahty of mothening 1s hnked to explanations
of deviant children (1990, pp. 36-7). There 15 some suggestion from the teachers
m the present study that problem children could be explained with reference to a
maternal uresponsibiliey. Teachers were asked to comment on which parent re-
sponded to pumshment exercises handed out to thewr children at school. Thirteen
teachers claimed that mothers sign the formis before they were returned to school.
The myonty of teachers ook this as an mdicaton of a maternal responsibihey for
discipline within the home  Responses here were compounded by an awareness of
children from single parent backgrounds. But mothers seemed to be mvolved where
there was another parent around.

It's one parent who seens to be i charge of sanctions at home. The ocher
parent’s mvolvement is. "Oh, that's the wite’s job™ Ideally, 1t would be
great 1t both parenes came to the school, but m reality 1t's juse the mother.
When we are 1n contact with the home 9 per cent of the tme 3t 1s the
mother who plavs the role of the carer of the child, who comes to school,
dincusses the disapline ind ateendance (Vivien Williy)

Teachers otten made judgmenes about the mother having responabihty Reference
was made to the wav children are able to exploe parental ditference n terns of one
parent being weaker than the cther

Mothers usually agn but Task tor both signatures so that both parenes are
aware Somettmes the children plav one off aganst the other They'll get
the one that they can get round therr hetle timgzer to agn e (Anne Smart)

There v some suggestion that problems didn’e simply stem trom an over

relance onmothers as disaphinary figures Alan Prout’s (1988) work on mothers

_ and therr prinan school-aged chnldren suggeses that one of the wass that teachers
l judge the competency of mothers was through the mothen” handling of therr
children™s sickness absence trom school. We can detect a smlar process here but

rather than Juse compare mothers aganst some seandard of macernal normuhey,

mothers were bemg compared less faivourablv waith their spouses Some teachers tele

chat mothers had o weaker dnciphnary approach than tathers Punishiment exerases

were eften accompamed by

excuse e notes trem mothers Our kids tond e go for big sasters and
grannies as well All the ottt opoony (Rosw Stewoare,

I would siv probably mothers fagned punshiment exerases because they
think that mum would be less strong about bemng upset. Setetiies we
st on the tther vgninge (Dorothy Simall
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Schvoling, Weitare and Pasental Responsibihity
Abwent Parenns

As outhned i Chapter 2, a lot of tme s spent by gindance teachers with parents
whose children are picked up through the guidance/discphnary network. Although
parents can be alerted to these problems very early on at general parents meetings,
teackens tend to mvolve parents when the child's problems reach a certam degree
of wenousness; when several of that child's teachers ratse the nsue with the gurdance
teacher 1 aho referred m the previous chapter to how the early warming mechansm
encouraged classroom teachers to contact the guidance/discipline network when a
chuld started to exhibre certam problemate syimptoms'. The problemn can be gendy
raned at routine annual parents meetigs where behaviour can be more discreetly
mcorporated mto general discussions about school performance. From the teachers’
pomt of view these mectngs are held every vear for all parents, organized by school
vear. These are formal mectngs that teachers expect parents to come to, to discuss
thetr children's progress. These meetings can alo be miportant torums for the dis-
custon of diseipline. In practice, disciplie merges mto other areas of equal import-
anee. But teachers will somenmes need to focus on the behaviour of a particular
hild when asked abour that child's progress by the parent,

Parents want to know two things does my child behave m s and how
well v he domg in the subject. Most of them ask af therr child gets
homework, and clan that thev never see the culd domy enough home-
work  The mamn worry seems to be over ther cnld’s behaviour. (Anne

Sinart)

The problem tor teachers here s that this process ought o mvolve all parenes
1 routne low - level mteractions with teachen In practice, however, teachen generallv
onl, get to see parent. whose children are not causing any great convern. Within
thewe routme conteats teachers never get to see the parents of problem children,
Foachens wore exprossing 4 conunonly telt concern abour the kinds of parents who
had tew contacts with the scheol (Macbheth, 1984, p 39). lan Hare went on to
provide onoesplasaton
I we could divide Fds up into well behaved, normal and badly behaved.
iy parenes with bady tor the tine two categones: These parents are o
comne o recenne any Hack - The veny bad ones sy awav: These are the
been

ones who have to be mvited o mdivaduallv Some paents have

(it zed [0 otten by poitce anda woaal workens they never come o schooi.

Joar Fohie, from Boreston, made 4 annbar distincaon when ondining: the problems

that some parents ticed

The ambitious parents conte conceined for therr kids” futures: The group
who 1t s very difireult to see are the ones whose kids are having problems

for reasons tiat might be related to the home atwimen, imancal prosue,
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manal problems, problems with houung: or people who have often had
bad expertences thennelves and see sehool as quite an oppressive place.

The teachers were argung that problem children were a product of some form of
parenul depnvanon. These were seen as obstacles for certan parents, preventng
them from taking up the more routine lines of communication with the school.
Teachers were then forced to draw on the guidance/discipline neework wathin the
schoolban order to contact these parents. These contacts took the form of erther
mtormal phone calle by the guidance teacher or more formal lecter.

The schools were very consarous of heightenimg relattons with parents by
requesaily their attendance m school. Teachers were aware that parents tended to
see these requeses av impheat cnticims of their disaphnary skills. Teachers often
adopred les conventioml tetes i tnane o avoud the necesity of indnadual “ron-
sultanons’. Boreston had set up a parents” meeting specitically for absent parents wich
unfortunate unmtended consequences.

You very rarely see the parents vou wuni to see: We had 1 parenss” meeting
where teachery were told to imvite parents they wanted to see. That was
actuadly gquite meeresung A couple of parents came who were very deten-
e - CWhae dooyvou want to sec us tor®” = 1 thik they abandoned e,
vecanse they thoughe 1e had generated so much resenunent trom che parencs
because thev know of parents who hadn'e been aalled in. Thev're not
bemg called m, bue Tam’. (Ahce Tay)

Quite often & phone call or a reply to a letter was suthoene In some circume-
stances more draistic measures were adopted e oving o trach down parenes who
apparenth didn't wont anything o do with the school. Parenes were erither sum-
moned to the school or home viate were sonetimes aranged moan effort to get
hold ot parents who were unable or unwilling to come into school. Although chir-
teen of the teachers saw home visits av part of therr mndance responsibihities, thev
were treated with some caunon. One school in particular, Stenhouse, which to
wome extent hud set inedt up as asocal dlternanve to the home, had no policy on
home it and guidance tachers were quite suspietous when the itenviews turned
to this subject Having wud thiv home viaes, on the face of 1t posed tewe dithicule-
1es tor teachers ather than the ame thae they consumed  In arcunstances where a
parent was unable to get to the school and where the teacher wasinvolved m gving
work to pupih with long-term thinewes, the teacher would nommallv negotiate a
mutuadly convement tmne wich the parent

The home visit could be seen s an mportant means of building up stronger
links with the parents and as 0 way of vetang a more accurate prcture of the prob-
terns the chnld faces within the hone. Yet, there was here the same tension between
wanting to get an accurate preture of the problem pupal’s home Jife and the expen-
ence of dealing wichi thae pupal’s parents. Although teachers thought home vise
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Schoolng, Welfare and Parental Responsibility

the difficulties mamntaiming her role as a teacher on occasions when the visit was
imstigated by the parent

Not many of us do home visits, On a couple of occasions 2 parent has

asked 1f 1 would go to the house and I've done that. On another occasion,
when 1 was trying to speak to another parent whose kid was involved with
the youth strategy group and she was tinding 1t difficult to get here, 1t was
just as easy for me to go there. That was very mteresting because you don't
feel nearly so confident . . . 1ts a totally different situation. You're so used
to marching along, "Come i, Mrs so-and-s0". You're in her terntory. It's
verv, very ditferent.

There 1s a sense here that the teacher was nvading the private termitory of
the parent. Because the viat did not create any heightened sense of occasion, and
because there was little sense that the teacher was questioning the diciplinary or
moral responsibilities of the parent, it 1« the reacher who feels uneasy and dison-
ented. To use the language of Goffinan, there are few famihar props to hold on to;
httle or no evidence of an educational setting. Where the visit was a result of par-
ents tefusing to respond to letters from the school or, more generally, where the
parent 1s unsure about what the teacher v domg m the home, there 1s more hke-
hhood that parents will also feel uneasy and mterpret the visit as a shght on their
parentng skills.

Jun Craig, another cooptive teacher, was one of the few teachers to adopt
homie visits as an integral part of his teaching renie by setting aside one nighe 2 week
to visit parents. He adopted a crusading approach to his job in his advocacy of
stronger parent-teacher links.

['m settng up projects, contacting famihies that will be involved, work
experience, soctal skills tvpe things. I'm talking through the difficulties that
exat at school and how 1 saw things developing within the school. It they
(truanting pupils] continued attending, the kinds of alternatives that I could
affer . . see 1f I can get an agreement with them to stay at school or take
up the oftered alternanve.

Sometimes even his skills as educatonal mediator were severely tested. On
oceaston he had visited a parent whose son was causing problems m- dass.
commented on how he was received by the parents.

[They were] mtally o it defensive A recent one was a woman who was
quite msistent that she wasn't going to listen to me until she'd had a cup
of cotfee T was domyg the job of the guy freni the pools coming to offer
thent a mi'hon pounds She wasn’t mterested m that, She thought T wa
voing to ave her a hard time There was a lot of ressstance. Tt took a wiile
to cealize that 1 was bemyg guite mice and offenng ber scomething,




Parental Primacy and the ‘Best Interests of the Child’

From the teachers’ perspective the lack of farmhanty with the individual parent
or parenting couple’s environment acts as an unportant check on the professional-
wim of the teacher. But the boundartes of their educational roles are tested m more
fanuhar circumstances, when parent—teacher meetings take place m school. The
mvasion of parental termtory s just as sensitively picked up by teachers when the
wibject of disciphne 1 brought up. There is some vanation in the degree of teaching
elf-consciousness which agun relates to the kinds of approaches that are made by
parents and teachers. Where parents acovely solicit advice from teachers on how to
diciplme their children, the meeting can be sustamed without a great deal of hos-
ulity and suspicton from the parent. There v abo a sense in which the teacher 1
more at ease here as parents unburden their problems. Norah Bowles, who had
earlier argued that teachers should not be put m the powtion of advising parents
about how to disciphne their children, only felt comfortable i this advisory role
where the parent was openly askig for guidance. But even thiv was tempered by
the fact that as a young teacher she couldn’t really be expected to know how to
wlve 1 parent’s problen s,

Thev'l often sav, what do you think? There are quite a4 lot of money
problens How much should he give him? I'll say, "He doesn’t need twe
pounds a day. He'll get 1 good school imeal for axty pence.” More often
theyll say, 'l cannae do a thing with lume Uve tned everything, [ don’t
know what I'm gomg to do next " Most of the nme | can’t think of things
tor her to do

These meetings are normally much easier for both parties where there 1s 2 lot
of commuimaition between the home and the school; where parent und teachers
srike up “working relagonshipc. Thiy approach was adopted by two ‘cooptive’
teachers

Il discuss disapline when 1t's on the agenda. [e's a very dehcate sue . need
to establnh g relanomhip before 'm prepared to pomt out these things
{ Joan T eslie)

1 the phone a lot. T have comstant communication with parents that
have asked me to keep an eye on their uld. Parents otien phone me. 1
have lots of communicaton with parens. (Anare Smart)

Given that the mayjonry of teacken tended to denufy behavioural and educa-
tonal problems i farmitial tenms, and gaven that within the school they are expected
to act on the infortnation they have on the child, the discussions with parents tended
to reach cntical points where the subgect of parental sanctions becomes unavoidable.
Where they know the parent and where they are aked for advice, the meeting can
be dealt with relatively harmomously. But most of the teachers are at their most
wiconfortable when they are put moa povtion of having o offer unsohated advice
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Schooling, Welfare and Parental Responsibility

to parents on how to bring up thewr children. This potenually sets up a conflictual
relationship between the parent and the teacher as both parents and teachers become
more consciows that the boundary between the legitunate responsaibihiies of parents

and teachers s bemg threatened. Teachers often skirted around the subject of par-
cutal dinaiphine.

Ud ash leading quesaons ke "Does he have o ot of friends®” "Does she ga
out 1 lot at mght*” and, do they know swhere she nogomng® and leanve i to
them to deduce that T don't quite approve of that T wouldn’t see 1t av my
role to advise theme (Susan Bruce)

Another approach adopred by a tew of the teachers was to contront the parene with
the problem Lin Howe would mvelve the child i the dicustons as a way ot con-
vinang the parent that thee child o ther responsibiliey

YIS Do vou ever discus then disaphnary role®

I Yes | have the pupil present as well, Sometimes the parents want
to talk about 4 problem 1 the home and thev sk wee Johnny o
leave. Mavbe that's why there's a problem at home because the boy
nn't mvalved i tving o find 4 solunion. often have to contront
parents,

How do they react?

[y imsed Some gooon the detemsive Some will wcknowfedge
what Poyosaving and quite often parents agree,

Rosw Stewart ised “shock” tactics merving to convinee the parents of what he
wuw wn the et evidentdy madequate role ot parnicular parents The transeript s
worth reproducing m tull,

R~ Intterent iembers of sttt have ditferent methods. What T tend to
do T have a report. ©tend to take out all the adverne comments
made by all the teachers concerned and hst them. Pl it there and
sy ‘unmly, digusting, matenove et Pl read outa st of tweney
or <o of these adjecuves and Tl v to the parents. do you know
who this desenibes? These are comments made by colleagues about
vour 13-vear-old son or daughter 'mi deseribnng vour daughter to
vou as a group of protessional people. Thev'li sav, *Oh. T didnace
ken it was that bad He's ne’ hke that at hann, he's amice wee
I.l(lli‘.{ -

MU Icthere eva any howhn:
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Parental Primacy and the ‘Best Interests of the Child’

RS, Occasionally I'lNl get hosubty and sometimes I'll converse with my
head teacher first before approaching them. But 've never had
parents who have remamed hosule all the way through the meet-
mg. | don't think ['ve ever had a parent leave here n a hosule
mood

MY Do vou discuss parents’ disciphinany roles?

RS We ask them quite often directly, what sanctions do you use at
home? Sometumes they use very few sanctions. We'll suggest that
they stop the pocket money or suggest they are i by, say, half past
etght. At the same time vou discover a family breakdown by talk-
my to the parents. You ask them, well what about meal tme. "Oh,
we never eat together. When the father comes home he wants to
at down with his beans and chips and watch the television. He's
no’ mierested. Wee Johnny, he'll no eat with us. He's always out
plaving ” So vou have this breakdown where at no time do they
ever deliberately draw the tunily together to torm relanenships.

He recounted another meeting.

We had one ease [we can tatk abour this more treely because she left school
4 tew years ago), a really well developed wrl who was cauung w ot of
trouble within the shool. We cailed the parents i, The parents’ reaction
was. “She's an awfy nuance at honte and we give her money to go out’,
I asked them, ‘Do you never wonder sbout the nsmy statistics on attacks
on voung @ark? This gl at the age of 15 was all dolled up and could be
mnstaken for 17 or 18 The parents”  awer to this indisaphne achome was
to mve her a fiver and send her out for the nighe beease that gave them

peace and quaet.

Orerambntions Parents

Guidance, 2y most of the teadhers continually pomted out, was often misconstrued
as dinaphne mas negative guise Although the Natonal Curriculum has largely ar-
cunsenibed any nonon of curriculum choice, one of the ‘posiive’ gindance respons-
ibihities was to help pupils select the subjects they would take for the duration of
thetr school careers. The subject choice process (SCP) s particularly relevant to this
study 1 that the target age of the respondents’ children was 14 or 15, the age at
which they would be choosmg their subjects. [t was, therefore, of particular relevance
for the parents as well av the teachers. The SCP i of interest because there are par-
allels with the process of detimng classroom indisciphine i terms of problem par-
ents. More directly, although the SCP doesn’t follow a symmenical pattern with the
disciphinary process, m certam respects the teachers define ccrtain parents, intmately
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involved with the school through the SCP, as problems. These are what I term
‘overambitious’ parents.

Let us consider the differences between the absent parent and the overambi-
tious parent. Firstly, whereas the former s a result of a lack of communication with
the school, the latter 1s a result of the opposite, communication which is over and
above what the teachers see as legatimate parental mvolvement. The parents’ meetings
where the subjects are discussed are seen by the school as an important indicanon
of the degree of parental support tor their children’s educational well-being. As with
all meetings parents are actively encouraged to take part. Yet, the subject choice
mecungs, unhke the meetings that teachers have with "absent’ parents, are funda-
mentally aboue the educational well-bemy of the child. As well as having expertise
in their own fields, guidance teachers act as mediators between the parent and
the relevant subject teachers. Guidance teachers also give parents an overall picture
of what the child would be best advised to do 1n relation to what that child 1s cap-
able of, and what the child wants to do. In theory, the chorces that are made are
mformed by the child’s performance n school rather than any imputed behavioural
pattern exhibited within the home. No matter how motivated teachers are 1n out-
of-school texms, they have much less control of the mteracnonal settings where
teachers engage with absent parents. Where the meetings take place at designated
tmes within school, and where the discassion centres around the educational well-
being of the child, the teacher has the upper-hand.

A second and related difference between absent and overambitious parents 1
the absence of other social agencies. Moving up the disciphinary sysiem with absent
parents means formalizing the problem by linking up with the educational welfare
officer, the social worker and sometimes the police. Although the problem child
1s brought to the attention of the teacher as a problem pupil, ithe further up the
disciplinary hierarchy the child goes, the more hkely the problem will be dealt with
n non-educational terms: the more problematic the child becomes the less appropnate
the teaching role becomes in solving the problem. Ihthiculues that anse through the
SCP. on the other hand, are managed solely by the teachers.

Problems arose when parents questioned the educatonal ¢ntena lad down by
the school. Parents sometunes disagreed with the school's advice on what subjects

their child should take. These difficulties tended to surface more n ‘lugh ashevement’

schools. Teachers from Stenhouse Academy and Logan High - schools within more
depnived areas and wirh falling school rolis ~ had fewer problems with parents who
questioned the advice given to them by the school. The following teachers were
asked about vverambitious parents.

We don't get many hke that. Our choices are linuted here .. we don't
have many parents as meticulous enough to come up to the school and
insist that therr child do this or go to another school. (Genrge Barry, Logan
High)

Not reallv Thev sometimes have unrealistic 1deas about what their kid can
do. My husband works 1n another school which 1s totally different and he
has a ot of these kinds of parents. (Ruth Smiuth, Stenhouse Acadeniy)




Parental Pnmacy and the ‘Best Interests of the Child’

Although there 15 no hard evidence to back this up, the problem of overambitious
parents appeared to be more promunent in the other three schools. When asked
what criterta she used when discussing the subject choice with parents, Vivien Wallis
from Waterston rephed:

The wishes of the child . .. carcer nterests of the child . . . their apparent

strengths and weaknesses T think that parents tend to be overambitious for
therr kid, We have had some very unhappy expenences where children
have been put mto clases to which they were patently not suited. They
were tiken there more or fess screaming. There have been disasten.

Withimn these terms the best interests of the child can only really be assessed by the
< teachen.
: Overambitious parents, then, are those who are percewved to be interfering

with the cducatnonal process This s not expressed directdy by the teacher i terms
at a4 rejecnon of their advice, but m how parents are gong aganst what 15 best for
their child m purant of thur own ambittons as parents. Teachers picking up these
signaly have a dithicalt task i trying to persuade parents thatat s the child that 1

the focus of attention

i Some parents try to force their ambitions on thewr chnldren. This happens
. quite a lot It's really 4 case of trymg to convince them that 1f vou look
v it their grades and the comments .. You have to try and peruade them

o that they're not suitable for certam subjects and would perform better in

soniething thevre good at or ke, (Mary Jamey)

: To a certam extent the mtroduction of the standard grading system for some
" teachers meant that this was less of a problem. Standard grading widened the scope

for educanional attamment in that 1t allowed children to achieve at a lower level of
- atainment that previoushy had not exnted.”

All the tume, parental expectanon doesn’t match up with the reahty most
of the time. Pushy parents wanting their kids to do certain things and therr
kids aren’t up to 1t It's changing a bit with the introducnon of standard
grades. The standard grade offers kids the choice of working at an appro-
prute level. It was a big probiem m the past. Parents wanted their kids 1o
do ‘0" grades and 1t wasnae on. (im Craig)

In the end. the school does require the parent’s signature on the subject choice
form. For Bill Short, the assstant head at St Marv's, 1t 1 the parent who deades.

Y The school has always adopted the policy that ultnately the parent should

N
deade. We'll only recnunend a course of acuon. We can sy that there's no
chance that this kid wall get these subjects, but1c's ulumately up to the par-
ents, We're sonetimes able to persuade them of the best course ot action
I 67
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Teachen have vanous ways of coping with a aciaton where their protesstonal
advice s superseded by ‘parental ambinon’. The meeungs can be stretched out over
a pertod of weeks as teachers try and persuade parents that therr children won't
cope. But the advantage the teacher has over the parent - the knowledge the
teacher has of the child’s performance - s usually quits effective in bringing parents
around.

One tinal point concerns the management of the boundary between the home
and the school aserted by the teachers. Earher in the chapter we discused how
teachers tended to think that mothers were responsible for hinking up with the
school i disciphnary matters. It may be worth differentnng berween ugnificant
and rounne aspects of “boundary mantenance’ here (La Fontame, 1990). Mothers
may dominate in routine matters, this was not the case with less routine matters such
as the SCP. The teachmyg mmpression here was that fathers were more actively
mvoived m discusions with the school over their adolescent child's acadenne future
and were s hikely as the mother to agn the subject choice torm, Dorothy Smart
summed up thie view

If you want 4 general feehng, the tather tends to be the one that pushes
the (huld to do the academie course The pressure 1s more from the father
to the academic subjects, the mother tends to advise the child not to take
on teo much at the one e

When asked who tended o be mvolved on the SCP, Lan Howe stated.

Both. Father take a greater interest at tns stage i ther child's education
than any other stage. Maothers will come to normal meetngs bug at S2
tather will come as well.

Conclusion

There 1 ne escapmy the importance attached to parental primacy by both parenes

and teachen In the consruction of a model relaonship between parent and teacher,
stress was pliced on the diseiphinary role of the parent as the moral and social guard-
1un ot the child's development. Paradoxically, the division between disciphne and
cducation was sharpened by the lay socul theones expressed by teachers about the
orggns of problem children in school.

An expandug guidance network gave teachers a much clearer picture of the
kinds of probleins that some parents faced i bemy able to control and disciphne
thetr children. Guidance teachers were inmened within an insatutional framewaerk
which tocused their attenton on the famly backgrounds of these children. Primacy
here was attirmed throngh s marked ibvence. What they saw and expenenced from
ume to ume, through their roles av imediators between home and school, were par-
ents who did not contorm to any notions of inner direction or parental authonty.

OX




Parental Primacy and the “Best Intevests of the Child’

It was these types of parents thao guidance teachers had to deal with in satisfying the

more abstract notion of the pupil’'s best interests.
: Possibilities of intervention may be legiimated through lay theones of social
class. In some schools, where there may be a collecuve sense of ocal depnvaton,
teachers take a more surrogate role on the basis of the class complexion of the par-
- ents. But, 1 general, the assumpuions that teachers miade about the famihal nature of
the problem restncted the form that their actions took towards dealing with the
problemi child.

The highly sensitive nature of “disciphnary talk” i school between parent and
teacher was reflected tintly, n the ditficulies some teachers had in deahng wath
umoliaited requests for advice; secondly, m the ways that teachers tmed to chicie
mtormaton about disciphine i the home without seening to questions the parent’s
- authoney; and thirdly, by parents themselves who adanantly claimed that discipline
B within the home wae not on the teacher's agenda at parents’ meeungs.

j Where there was a tradinon within the local community of close hnks between
- the sehool and the parent, teachers found 1t much easter to set up contacts with

parents who were having difficulties with therr ¢nldren. In these situatons, gud-
ance teachen tound 1t much easer to detine their responsibilities as complenientary
Y soctal supports to parents rather than as surrogite parents
- The previous chapter suggested that teachers can be categonzed according to
two cntena; the kimds of schoolbs that the teachers belonged te and the different
techniques used 1 controlling class.oom behaviour. The former was important in

1

determimimg the ease wath which teachen were able to handle these percerved fornn

of mtervention. Where there were few tes wath the local community and where

the local commumty had a high level of soaal depnivation, teachers were niore
inchned to see thennselves m more negative tenms as picking up the preces from

: parents who had apparently abdicated their responvibilities,

The revere of this was found m the schools where parental expectation was
= high 1w terni of pupil achievement. Guidance teachers were playmg what they
; cotnidered to be a more tegaumate role 1 providing an meellectual and emotional
. support to exntential adolescent problems ot development. They were also more
: active 1 providing the educatonal backup dunng the subject choice penod which,

m effect, provided the occasion for a demonstration of their educanonal skills. Yet,
hike the absent parent the overambitious parent served the purpose of aftirmimg the

- division of responsibility between home and school mn that these parents from ume

to tume mtervened within what was conadered the teacher's locus of responsibihity

m clamung that they knew more about therr children’s educational capabilivies than

the school

Notes

i Althoagh parents are legalisv enotled to educate their daldren at home, the condittons
and arcamstances surroundmg this postion are w0 exceptional that veirv few parents
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would consader this a vable option. Certainly, no parent trom the sample expressed this
a5 an option

dinnae ken = do not know; haim = home.

An 1mportant educatonal debate in Scotland 1 the early 19805 took place over the
relevance of the examimation svstem It way argued thar a ugniticant number of 14- and
15-yvear-old pupils were excluded from gamming any torm ot tangtble benetit trom the
school. Standard grading was a pre-nanonal cuniculum attempe to deal wich this problem
by ntroducing o foundavion level of attamment See Meikle's arucle, 1980
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Chapter 4

Parenting, Supervision and the Uncivil
Society

Introduction

The previous chapters deal with the way w which discipline 1s handled within
educational context. In this chapter [ look at the ways in which parents disaipline
and control their children within the “pavacy” of the home. The tist part of the
chapter takes a more negative hne m respect to disciphinary matters by looking at
how parents sanction their childr ‘n when they step out of ine. Yet, as was discussed
carhier, dincipline does not have to be conceptuahized solely in terms of repression.
The concept of discipline tends to connote images of the intolerant, strap-wielding
patriarch but a niore positive mage of the parent as disciphnanan 1s presented here.
Discipline 15 seen as the means by which parents are able to set boundares within
which children develop a sense of moral and psychological securiry.

Disciphne. then. s bound up with the general welfare of the child. In the
weond part of the chapter this 1 examined with reference to ideas parents have
about how their adolescent children conduct themselves outside of the home. |
argue that this i turn shapes the way that parents try to supervise their clhildren’s
public activiies. The previous chapters emphasized the normauve and common-
sense restnctions placed on the school n underwntng the ¢child’s moral and social
welfare. Although the structure of the school encourages a more hohstic attitude
towards the child, the particular frame of reference adopted by both parents and
teachers here has been the separation of the spheres.

The tollowing analysis outhnes the accounts parents gave of their children’s
developing moral characters and idenuties a shift i the parental frame of refer-
ence. The following two chapters revolve around the development of their children’s
cexual 1dentities. In this chapter, notons of moral danger underpin the perceptions
that parents have of their children’s tme spent away from the home. In both cases
the school's moral and social role becomes more central. This inevitably points to
a1 more complex relationship between parent and teacher than wvas suggested in the
“separate spheres’ model dincussed earher.

Authority, Sanctions and Adolescence

[he previous chapter demonstrated the widely held behet that parents ought to
arcunnsernibe their children’s views ot the world in one form or another. Although
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the Weberan notion of 4 rauonal authonty opens up the theoretical possinhey for
a more open and negounable relationship hetween parent and child, there s sull a
strong semse that parents are ulumately tving to mantain an obedient relaton-
ship between themselves and their children (Hood-Wilhanis, 1990). Some parents
expressed o degree of contidence about the authonty they had over their adoles- -
cent children, whiht others tended to think that adapung to the chuld's adolescent
status was 4 problem In the former case, parents were able to discuss with contidence
the kinds of sanctons they used when their adolescent children stepped out of hine.
Six parents clammed tha their children knew how far they were able to go; rasing
their voices was usually enough to brng them back mto hne (five nnddle class: one
workig claw). If we look at two middle-class examples of more verbal approaches
to mnbehaviour, we can see that dthough parenes nught step back trom adopting
the miperanve "thou shalt not’ torin, they were. nevertheless, very conscious of how
thetr authoriy as diseiphinarians had to be tirmly aserted. Bran Sliny clanmed:

They need to undentand the reasont for 1t fthe sancuon]. We've alwaws
brought them up to have a chowce I vou want to do 1t your way you've
pot to be aware of the consequences If vou want to do it my way well
fair enough I thev're misbehaving unless s 2 major thing, then there's no
chowce Invanably they're told the privileges thev've got wll stop. That's
been safhcient. Fve abways believed that disaipline v nceded from a very
early age. They've always respected me for disapline. They do occastonally
step over the hine but they are always aware that they are stepping over the
ine, so they never go too far. A word from myselt and they step back.

He went on to emphasize the chowce s children had maccepung the rules which »
were mntlled very early on .

I encourage them to be ther own selves, so, sometimes they do step over
the hue. Sometunes Pl have to tadk to them about 1t, but 1 have no fears,
They have therr own persomaliies and U've developed that with them.

Brian Shiny comies dose here to the notion of ner direction in that there 1s exph-
it reference to how a child < individuahiey s secured by stressing the importance of
discipline.

Bob Alnon, placed more emphasis on the generattonal notons of respect and
deterence Children could be nade to undentand why therr parents had sancooned
thein but this didn't necessanly lead to a lesseming of the “distance’ between father
and child

MIL: What are the situations when vou disaphne Peter [oldest son|?
B4, He's cheeky, the same av any other lad. He has a bad halut of

not watting “ull you've finshed ulking and hunching m. Prob-
ablv talking back although 'y probably lew that and more thang
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to explun why he's done something wrong! Every kid does things
that miggle thewr parents. As long av vou try to bnng them round
to thiking that, that s not the way to do thimgs, not enforcmg
them ..

M Do you tny and reason with them?

B4 Ohno, ! aon't reason with him. [ mean it he's sad something he
sheuldn't have sad then he's told and then he's wold why. Te's not
omething we'd st down and discuss. [ don’t believe in children
telling their parents or other adults what they should be domg. I'm
not mto them saving veu do this or alkin® i any way disrespecttul,

Parents found it ditficult to answer questions about the efticacy of the more
materal sanctions wed Some parenes tended to see the preterence they had tor
particular sanction 1 tenns of the degree to which it worked. Yet, rather than bang
wen as wavs i which mabehaviour can be dimnsshed, they were seen prunanly
as punshments, One of the mam effects of ancuons was that they were meant to
hurt. Although their eldest son. Philip, was proving to be a bit ot a handtul, the
Wilkons were able to handle hin by “grounding’ hime that s, depriving lim ot his
tree time outside of the howse.

We have problems. He [Phibip] hates to be kept o He likes to get out all
the tme. Obviowshy it T sav he hay to stav i, that's that That's what

disciphine 1sall about. (George Wikon)

Thiv was remtorced by his wie,

You get to know your kidy . the most punishmg thing for Philip e to
be kept in - he tends to push it a wee bt further and he knows he's o
come i at 10,30 He came moon Saturday might. Te was 1115 when he

came m. Without discussing it George said "You are moall dav tomorrow.”
That 1w punshing to Philip (Jean Wilvon)

Another sanction, the withdrawal of pocket money. was ween by Jamce Whate
and hobel Hart's children as a depnvanion. Jamce Winte was asked about her chil-

dren's reaction to losig therr pocket money, She replied.

They weren't amined. They were hard up that week They just didnae get
it. They had tae do withowt

A simthar resporne came from Isabel Hart,

Lhe best way to depave him [her son s tie stop hie pocket money and
I )
it him o b room
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Parents also emphasized wie ineffective nature of certain sanctions in terms of
how thev didn’t work a< punishments. Although grounding was a popular sanc-
t:on, parents that favoured other forms tended to argue that keepmg a child at home
was imeffective where a child preferred to stay at home rather than play outside with
tnends. When June Wilkins was asked whether she ever grounded her eldest son,
she rephied:

He's no a laddy for gomng out. I think I'd be penahzing him of 1 sent hun

out! He's 4 computer freak so 1 take that away sometunes.

Problem: Children or Problem Phase. 4 Case Sty
Given the exnsting pressares on parents, and the ‘private’ nature of their respons-
ibiities, we might expect a degree of selt-censorship or “fronung’ where parents are
asked to account for disaiphine wathin the home (Goffman, 1969). The Terrys, for
whatever reason, chose to discuss the problems they were having dealing with ther
oldest son's behaviour (the Wilkons, sinnlarly, later in the chapter).

As 1 stated earlter, there 1s no necessary contradiction between the concepts of
chldhood and independence. Childhood can be seen as a preparation for the real
world of soctal responsibihity and commutnient. Yer reconciling earher parenting
routines with an awareness of the changing nature of childhood for some parents
1s beset with problems. This 1 exemplitied by the Terrys.

M What do veu do for sanctuions®

GT. We keep asking him, keep plugging away. We don’t mnake an wsue

of it. We don't really forget it either.

MIE. Do they Inten to vou?

GTo They get very upset if we're annoved. But they tend not to do

anvthing about it

M Whar would vou do then?

T Shout at them | suppose.

M Do vou send them to therr rocas?

GT o Hdo that ay well

MIP Etfecuve?

G Not really. It doesn’t stop then: dong it.

o4
83
3 . 3 ) g ) v
’ : i . ;‘ . “
L A .
LY A ’ [0




Parenting, Supervision and the Unciml Society

In the previous section, parents claimed that they had developed methods
for dealing with their children’s misbehaviour. From this perspecuve we might echo
the sentiments of one teacher that parents have ‘got the measure’ of their chil-
dren because they were able to gauge what were the most appropriate and “panful’
sanctions to be used when their children stepped out of hne. George Terry nught
be said to have failed because he didn’t know his children well enough.

. Although this may, indeed, be the case, the 1ssue 15 complicated when a par-
ent feels that a child has reached the age where musbehaviour 'mght be more exph-
atly related to adolescence The lack of understanding that George Terry had of
his children nught be interpreted more positively as recognition of the changes in
his children’s development ~ the move towards asserting their own individual iden-
uties. Within these terms, George Terry was having difficulty adjusting his discip-
hnary approach accordingly. Although George Terry scemed resigned to having
httle impact on his children’s behaviour, his wife hinted at the problem being one
of adjustment 7o her oldest son’s attempts at asserting himself as an individual with
reference to her own value system

The eldest one, he has now taken to questioning your values as 1t were,
We're sitting down to a meal mn peace. He'll say, “Why should you do this?
Why shouldn’t you get up i the mmddle of the meal and do something
ele? It's a difficult one. If you've got values 1t's difficult to jusnfy them
— they're so deep rooted and taken for granted. Why shouldn’t you take
vour meal mto the front room — all his friends do 1t, sort of idea. This 1s
quite a conflict at the moment (Chrstine Terry)

The problem of cont ‘olling her children has become more acute because her oldest
won 15 now perceived to be questioning the nornis of behaviour that she takes for
granted. Although this 15 not made exphiait 1 the quotation, we mght speculate on
the nature of Chrstine Terny's problem. Once Chnsune Terry had detected the
begmmngs of an “adult’ personahity 1n her eldest child, any misbehaviour becomes
more difficult to deal with. When her children were much younger her role as a
divaphinarian had a much clearer rason d'étre. As s expressed by parents i the fol-
lowing section, young children need more direct and expliait guidance n learning
the rules of behaviour, Sanctuons have a legitimate role to play m setting a moral
agenda within the home. The problem for Chnstine Terry 15 that this disciplinary
1ole becomes more difficult to sustain when the child reaches adolescence. Chuldren
are assumed to have a reasonable idea of the moral boundanes, this in part being
a central feature of their developing independent characters,

We can talk, as Rapoport, Rapoport and Streliez (1977) do, of the necessity
of guiding the adolescent child through tricky moral terran. But the means by
which parents achieve this are more difficult to 1denuty. Moreover, the role of the
parent as disciphinanan ats uneasily with parents who feet that their children are too
old for nore direct and exphicit forms of disaiphine. In one sense, Christine Terry
mterprets her son’s mnbehaviour as a symptom of an underdeveloped sense of the
moral boundaries - the outcome of years of unsuccessful stnving by parents to mstili

o
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a moral code. In another senise, Chnstine Terry’s anxieties are caused by her son’s
abilicy to undermine her values because he is reaching a stage in his life where his
own dentity reflects 2 vague sense of values which are different from her own.

The Use ot Fone

Although current debates over phyacal punishment wathm the home have tocused
on whether smacking should be abolished per se, a common assumpuon made 1s that
phyacal pumshment becomes a progressively less important sanction as ciuldren get
older.” The extent to which parents show an awareness ot therr child's adolescence
might be better assessed, then, in termis of the extent to winch parents sull draw on
torce as a sancuion. Although the majority of parents no longer regularly used force
within the home, fourteen parents (32 per cent) clutned to occasionally raise therr
hands aganse therr adolescent children when they got out of hand. ¥t we allow for
the greater numbers of mnddle-class parents, there s no agmticant difference along
soctal class lines m the numbers who use torce (nme middle class: five working
class). Physical punishment tended to be administered as a spontancous reaction to
1 parteular madent dhat annoyed a parent. But one or two parents sull used force
1 part of a repertorre of sanctions. When asked what she did when both her ado-
leseent children were badlv behaved. Betty Dearv, a part-tune home help, rephied.

Do you want me e tell ve? That shpper. there, and then up the stars and
to thetr beds They get a good wallop.

In Tom Mawear's case 1t followed g wenes of threan

Although 1 tend to shout a lot at them, T alwayve threaten as well | overy
seldom carryv 1t through. I'm nor agamst kids getting their backsides skelped
when they need 1. That's what's wrong with them nowadays. It they keep
tatking back to me there s gomyg to be some intant justice nght there and
then.

Yet. this view needs to be tempered by the fack of speciticiry over the particular
children who were sull being smacked. Tom Mctear, a pohiceman, later on n the
meerview sgnalied 4 change i relanonship with his eldest son.

With the best will i the world there comes 0 ume when vou can no
longer teli them what to do. You've got to move trom teling them o
advising them. ['ve had this already with my oldest. T cannae now brow
beat and tedl hun what to do. T aan onlyv sav T don't think 1t would be wise
to do thi or that.

The Meteans had three children. Ahstair, the oldest, was 18 years old and had just
left honse to Join the RAF The other children, still ac home and at school, were
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vounger. Although Tom Mctear was not signalling a change in his relanionship with
his adolescent child — his 15-year-old daughter was one of the younger children -
there was a sense in which both father and eldest son had just come through a
ditheult adolescent pertod. Tom Mctear now seemed to accept that rather than
mnpose his will through using force, he was now advising his son on the best way
of doing things. Mctear, then, acknowledged the changing status of hus children yet
stll tended to think that adolescent misbehaviour could be dealt with using a degree
of force.

The Wikons both agreed that smacking was only appropriate for small chil-
dren. Nevertheless, the problems their eldest was causing occasionally pushed them
mto situations where they raised their hands. It 1s worth reproducing Jean Wilson's
lengthy account of how she attempted to deal with Philip’s behaviour because 1t

wentities force as a reaction rather than part of any fanuly policy on disaipline.

I've not sort of said 1'm gomg to smack his behind but 1 have because they
do dnve vou  I've lashed out at Philip. I've punched him before and |
can see the day commyg when George ther husband] and Philip will have
1 go at each other. Because Pluhip just in his manner . .. George will say
something and Philip will make some sinart remark. George will jump up.
The two of them are standing there. [ often think that if Philip was to go
to hft his hand 1 could «ee a ... you know . . . as tor saying. 'I'm gomng to
gve him a domg’, that's never happened. There's been the spontaneous
slap or punch. Sometimes they're so cheeky. The other morning I went
mto Phibip’s room . . . of coune the way the boys do their hair now. They
have to have mousse and gel. I'm runnimg a hotel and I've got to be kind
of udy when they go down there m the mormng. 1 wash my hair and 1
keep my mousse under the sink. I can't tind 1t. 1 go all the way through
the hotel in my dresang gown to Plhalip’s room to get my mousse. | start
shouting at him and he tumns to me. Instead ot saying ‘Sorry mum’, he says,
‘Have vou got « brain?' 1 sort of picked up the mousse and threw it at him.
[ty over 4 second.

What s mteresting here is that parents were not really disaiphning their adolescent
children by hitung them. There was no sense here i which force was used av o
means of tranming therr children for adulthood. Rita Bames, hike Jean Wilson, would
react by ‘clouting’ her son when she felt he was geting on her nerves.

1 clout hum from tune to une for being cheeky .. It's not really cheek
He tries to see bow far he can go. He's quite funny actually. But sometaimes
I can’t be buthered with him bemng funny.

Interestingly. Rita Barnes's hushand recounted an madent he had with their son
where he uwsed force The relinonship here was almost “adult’ m character i that
both father and son apologsed for ther conduct
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We were just back from holiday and we fell out one mght. It wasn't a
smack — 1t was a slap. It was something that really got to me. It has to be
something that 1 would tend to see as very serious before that would hap-
pen. Probably the last ume I.macked him before that was two years ago
a particularly bad thing which I blew up at and I lashed out at. I probably
shouldn’t have. As 1t tumed out I apologised 1n the morning as he apolo-
gised to me as well. (Will Barnes)

‘Training’ tended to take place much earlier and was associated with smacking.
Parents argued that very small children were only able to discriminate between right
and wrong through smacking. Thirty-five parents (85 per cent) mentioned that they
smacked their children when they were much younger. Very few parents ruled out
corporal punishment in principle, but a majonty of parents now felt it was inap-
proprate to lift their hand as a means of disciphning their adolescent children. This
view was best exemplified by Alice Davies, when asked whether she ever smacked
her children.

When they were small, yes. When they were at the stage when they just
didn’t understand. If you tried to explain [ mean if somebody 1s hurting
somebody else, pulling the cats tail. If they're at an age where they can't
understand what the cat’s gomng through and you can't explain that it’s
hurting the cat, and 1t’s not a very good thing to do, vou've got to do
something,

Elisabeth Johnston, saw an “associative’ benefit 1n siacking a very young child.

['ve smacked them both on very particular occasions and that was when
they went out. .. when they both ~n out onto the road without luoking
and 1t was dangerous ... and [ did  nstantly so that 1t should feel trau-
matic. [ have also smacked him when he ran away from me at Tescos and
I fooked tor him and was very upset. | rationalized the smacking in terms
of 1t's like gomg out onto the road. You really could have got picked up
and taken awayv and this was a hfe threatening situation and you must never
do this agam.

Most parents argued that smacking was an inappropriate sanction for their
adolescent children. The majonty of parents who still occasionally raised their hands
to their adolescent children saw this as a spontaneous response to incidents which
had annoyed them. Parents tended to explain these as 1solated incidents where their
children had taken them way beyond their tolerance thresholds. But there 15 a more
interesting possible explanation. The use of force reflecied the general ambivalence
that parents felt about sanctioning their teenage chitdren. On the one hand, parents
reacted to their children because they thought they ought to know better at their
age. Force was bemg used romcally to sltustrate the outmoded nature of the sanc-
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tion. On the other hand, parents fclt that their children had not quite reached adult-
hood. Force, acted as a timely renunder that parents sull have the upper hand.

Supervision and the Uncivil Society

As was discussed 1 Chapter 1, the outside world 15 a testing ground for the way
that parents and adolescent children relate to each other. As children get older thev
spend more time away from their parents. Time taken to build up relationships witit
peers and other adults can be seen as part of the routme breaking of early parent—
child ties. In a posiuve sense, children are learnumyg to take responsibility for their
actions. For some parents this 1s taken to mean that children behave 1n a more
grown-up fashion with others outside of the home. Parents commented on the way
their cluldren conducted themselves n restaurants and 1n front of other members of
the famly. John White commented on how his children were able to hold their
own 1n adult company: “They're both witey laddies, telling jokes and dancing wath
the women at parties.” For others, this notion of the responsible child is problematc
because this 1s bound up with general concerns parents have about how their chil-
dren negotiate the outside world on their own. It is to this problem that [ turn to
now.

[n Chapter 1, [ outhned the problems that parents might have commg to terms
with their children's public persona. External influences can put parents under con-
siderable pressure because of the ways that a child’s behaviour outside of the home
15 assessed 1n terms of the quality of parenting. Chapter 3 might be taken as some
form of confirmation of this, in that teachers tended to see problem pupils 1n terms
of thetr fanuly backgrounds. As [ have argued, theones about pa:ental control would
tend to focus on how these kinds of pressures might dictate the ways that parents
disciphined their children. The work of Harns (1983) and Seabrook (1982) suggests
that the kinds of pressures that parents were under would lead them to want to have
more physical control over thzir children’s whereabouts.' Translated nto sanctions
this would mean that parents tended to prefer to ground their children, keep themn
within their purview. This 1s taken up at the end of the chapter.

[ want to now consider disciphne and control in more general terms as
the means by which those in authonity are able to set a moral and social agenda.
Undoubtedly, the way that parents and teachers deal with muisbehaviour can be seen
as an important means of instilling a moral code. But 1t we look more directly at
the way that authonty figures are able to dictate how children negotiate the social
world, then we need to look at discipline and control as a more positive means by
which authonty 1s expressed. This section focuses on how disciphine can be linked
to the kinds of perceptions that parents have of their children’s public behaviour and
the way that these perceptions structure what we nught term strategies of posive
control (Wyness, 1994a).

Parents were asked whether they had any concerns about their children’s beha-
viour outside of the home. Given that the book focuses on ithe alleged countervail-
ing moral and socual powers of the school, parents were asked first of all whether
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Table 4 1 Parental Worry abcut the School, by Social Class

Middle class Working class Total

Yes 13 (54) 9 (45) 22 (50)

No 11 (46) 11 (55) 22 (50
i Tota! 24 20 44

* Figures in brackets refer to percentages of parents within each social class category

Table 4 2 Parentai Worry about 1ne Qutside Worid, by Sociat Ciass

Total

M:ddle class Working class
Yes 14 (58) 9 (45} 23 (52)
Nc 10 (42) 11 (55) 21 148)
Total 24 20 44

* Figures in brackets refer to percentages ot parents within each social class category

they wommed about thew children’s behaviour at school. This was followed by o
more generai question about the outside world, The latter was designed to cover
the public terram outsade of the home and the school. A« Tables 41 w0 4.4 show,
. around halt” of the parents worrted about what their children did outside of the
domesue purview. This s divided up mto two areas; concern expressed about behu-

viour 11 school and behaviour with friends outside. Tt 1s also clear trom Table 4.2

that these concerns were expressed by both nuddle- and working-class parents. Both

_-:j'.' groups of parents expressed the same reasons for their concerns i relation to the

' question on the outsaide world - parents were concerned here about the physical and

moral secuney of thewr children.

. Tables 4.3 and 44 suggest that mothers tended to worry more about therr

N children’s public behaviour than fathers. Mothen tended to spend inore time with

-0 therr children than therr husbands did because they were around the home more

o than therr husbands, Almost all fathers were m full-tume employment compared o

- onlv 23 per cent of therr spouses.’

- The anxieties that both parents expressed over their children’s well-being outside

of the home 1s the focus of this chapter. Harne (1983) only assumed that mothers

were more hikely to worry than tathers. His thesis was based on the Newsons” work
which. although cluming to be about parents, was i fact based on evidence from

- mothers only (Newsons, 1963; 1908, 1976). There 1 lutde evidence of paternal

o anxiety bzeause fathers were not mterviewed.

' Furthermore, the overemphasis on the Newsons” study of early ¢hildhood
obscures any understanding of possible changes 1in domestie arrangements as the
children get older. This might make it hkely that fathers becaine more anxious
about their children’s well-being because they have become more aware of therr

children’s well-being  Although mothers were home more than fathers, their ado-
lescent cluldren spent more tne outside of the home than they did when they were

r younger. Some corroboration of this comes from the responses that parents gave to

the question: Do you see less of vour children as they get older? Twenty-ax parents
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Table 4 3 Parental Worry about the School. by Sex of Parent

Mother Father Total
12 {55) 10 145) 22 {50}

No 10 (45) 12 (55) 22 (50)

Tota! 22 22 44

* Figures 0 Drackets refer to percentages of parents wthin each social ciass category

Tapie 44  Parental Worry about the Outsde World by Sex of Parent

Mother Father Total

Yes 14 (63) g 4t 23 (52)
No 8 (37 13 (5% 21 148}
Tota 22 22 44

* Figures 'n brackets refer to percentages of parents w.(hin each social class category
.

{39 per cent) damed that they saw lew of therr dhuldren now. The gender division
i oimpoertant with seventeen mothers and mine: fathers sy vos. Mothen were
around the house more when the children were vounger. They were thus more
ikely to nouce that therr children were spending less tme at home as they got
older. Fathers who had less inpue when the chuldren were younger did not necessanly
notice the same difference Froun this we might say that the decrease i time spent
by mother with therr childrer brings them more into hne with the amount of e
spent by fathers wath children. For many couples the ames when their adolescent
children were at home would tend to comade more with the tmes that the father
was home. Both parents were around for a greater proportion of the tane that ther
children spent out of school. As [ stated earlier, Harns based his argument on evid-
ence drawn from work done wath mothen and voung children It questions around
parental anviety were put to this category of parents we nught expect there to be
1 wreater dispanity between mothen” and fathen” respomes Asat the research
focuses on parents of adolescents Although more mothers than fithers worrted about
therr children™s behaviour outside ot the home, more than v thind of the fathers
hared these anxteties. The tollowing data then portrays th concerns that both
mothers and fathers have.

In relation o concern over the school, there was some clas difference. Middle-
class parents tended to expres concern about how their children’s behaviour and the
behaviour of others nught mhibat their children’s chances of educational swicees
Whereas, for workmg-class parents the concern was that their children were behav-
mg properly. This can be demhotistiated 1t we comipare tvo responses ftomn parents
to the question: Do you ever worry about how your children behave 1 school?
Rt Barnes. 4 care asntant m 4 nuesiye home, hnks her son’s behaviour i chss to
his resules

Oh ves, T do wormnv about 1t but T've never had the occaston o think he
i nisbehaving. T would have heard from the school. Hi French teacher
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says there's a lot of nousense in the class. I've asked if William is one of
them and she says he can be sometinies. But because of the results he's
been getting, 1'd tend to think that he is concentraung and behaving in the
class.

George Deary, a sheet meul worker, the behaviour of his children was what
important rather than an, educational ends that 1t nught facihitate.

Oh aye. We try e thrash that home to them aw’ the time, that they’ve
tae behave well. Their total behaviour in everything. 1 mean we cannae
make them saints but ... on saying that I'm probably only one n about
hundred parents. The wife and [ are only one in a hundred famihes that'll
do that,

Parental concern was more or less equally felt with respect to both the school
and the outside world. Yet, unlike the outside world, the school was perceived dif-
ferently i that parents had the potential to know indirectly through the teachers
about the behaviour of their children. Rather than see this, as Harms (1983) does,
as grounds for potential confhct between parents and teachers, several parents here
were able to assuage their doubts about their children’s behaviour by checking with
teachers at parents’ meetings. Evelyn Dobbie, 2 nuddle-class mother, expressed her
worTes.

I think about 1t. 1 often wonder. I can often 1magine him at school, fooling
about. That wornes me sometimes because he could be distracting other
people. he never stops talking. We've asked about it when we've been
down at the parents’ evenmngs but no great hassle, no” any great problem
as he's getting older he’s calming down and setthng down. We've tried to
get over to him how important this year 1s to hun and get hin to knuckle
down. He doesn’t seem to have any problems. We have asked at the
school

Again there 15 an emphasis on lhinking behaviour to educational performance. But
here, abso, some anxiety was expressed about refernng to the teachers. The situation
does potentially lead to the scenano put forward by Harrs that children have the
power to betray their parents through letting them down in front of the teacher.
But the school 1s iterpreted here by Evelyn Dobbie in much less conflictual terms.
The school 1s used more as a resource to be draw on.

George Wilson, on the other hand, linked his children’s public behaviour to
their parenting role. He was asked why he worned about his children’s behaviour
at school. He replied, ‘Because the school would think 1t was lack of discipline 1n
the home.” George Wilson had gmven up a well-paid job with the bank to go nto
buvness with his wife They had moved to another part of the aity a year previ-
owshy and were now runming a small hotel. lmtally, they had not moved Philip to
4 school within the new catchment area because they didn’t want to disrupt s
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schooling and they were aware ¢f the difticulties teenagers sometimes had break-
g old ues and making new frends. Philip was eventually moved when he got
into trouble with some other pupils.

; He was 1n a fight ... we got a phone call {rom the school saying Phihip
- was m trouble at the school. Philip and some wee laddy had fought m a
park near the school. They were going to be suspended and we had to go
to the school the next day. Both laddies apologised and said 1t wouldn't
happen again. So we decided after that we'd get Phibp transterred to
= Boreston. (George Wilson)

2 The move to Boreston enabled the Walsons to "keep tabs’ on Philip because Boreston
was much closer and he was able to come home at lunchtime. Moving school didn’t
solve all therr problems, however. As his mother put it

Phubp was being late quite a lot, even at Boreston — he was dawdling. They

' have a good system there, They phone you up n case he's not coming
- back and report it to you. We got really angry that the school should have
to phone us up. He hadn’t been telhng us that he'd been continually late.
We werenae aware of it because we had been sending him out m plenty

- timne.

) This pomnt was resterated by her husband. Their contacts with the school had
. icreased 2 an unwelcome but. as George Wilson goes on to state. necessary speed.

The teachers know that we're on their side. I've said that to the guidance
teacher. We've said to her anything they do, no matter how smuall 1t 1,
phone us. We'd rather have stupid phone calls than nothing at all. We

" want to know what's gomng on.

The Wilsons were rehieved that the school was able to keep taby on Philip,
but given the trouble he was causing the school, there was sull a worry that people
might think they had caused the probletn. The Wilsons were very consaous o)
how others evaluated thetr roles as parents. But their anxicties inouvated them to
draw closer to the school 1 an effort to solve the problem of their son’s musbeha-
viour. Clearly, somie parents did express a concern about what the school thought

of them as competent parents, This did 1o some degree offer evidence for Harmis's
thesis that parents worried about how the wotld outside perceived them. But as
Wikon and Herbert {(1978) argue m thar study of parent—clhuld relinons m
deprived area. parents were aho worried about what the outstde world did 1o

e their children,

Allatt and Yeandle (1992) discuss the says that parents redefined the monl
- order once their older children became unemploved. The moral order 15 assoctated
2 with the outide world, a relauvely ordered and secure space where children are
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morally bound by their werk commitiments. Allatt and Yeandle looked at how the
trust the parents i their study placed in their children was threatened by unem-
ployment. Children without the routine of work and the sense of commitment that
goes along with work were more likely to dnft into other more morally dubious
public activities. Yet, this loss of trust was not based solely on notions of their chil-
dren being unable to direct themselves towards more civic activities 1 the absence
of employment. For what 1 bemg argued here 1s that the child finds 1t easter to
develop this capacity for responsibility within a moral framework of guaranteed
employment. Once this 1s taken away, parents question their children’s abilities to
negotiate the outstde world because the outside world has become a more forbid-
ding and ahen environment. Allatt and Yeandle depict some conception of a moral
environment through the images that parents convey of both the fulure of their
children to mature mto responsible citizens and the lack of public means by which
this nmught be achieved.

What 15 interesting here 1s that the children in Allatt and Yeandles’ study had
already experienced the posability of 4 moral order through their early work experi-
ences, The parents with adolescent chuldren i this study were not able to draw on
the expeniences their children had of work. Parental anxiety mn the present study was
marked when discussing the world outside of the home and the school. This was
a general area marked out by the streets and parks; areas which some parents asserted
were their terntories when they were young. The frame of reference, then. for these
parents was not the world of work but the parents’ own childhoods which were
depicted as pentods of relative safety where they had free rein over areas which were
now blocked off trom adolescent expression and play. As George Wilson stated. *1'd
love to see all the kids roammg the streets unul mudnight, but you can't.’ These
areas were problematic now because they didn't have the moral and physical security
assoctated with their own past adolescent experiences.

It v worth mentioning here that the parents m this study probably had a
much stronger semse of their responsibility towards their adolescent children than
the sample m Allatt and Yeandle's study. The status of ‘unemployed child’ shifts the
burden of responsibility away from the parent towards the moral order. As Janueson
and Corr (1990) pomt out, where children have some expernience of work there was
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Thomas, getung mvolved with the wrong company. His tather was asked whether
he ever disapproved of Thomas' friends.

I'll tell hun that's hun finshed runming around with him. It's no’ very
often hke, but we've seen trouble with some kids and we've stopped him
before he's followed suit. (Tom Hart)

wife alo worried about Thomas' chotce of frienus. She cted an example:

There was an instance this morning. 1 got a phone call asking for Edward.
I mean who knows that his nmuddle name 1s Edward? It wis a wee lassie.
Anyway | said Thomas was at school and 1 asked who was calling. She said,
‘Veronica'. 1 sad T'll give you two seconds to get off this line. The phone
went again, ‘Is David there?” So I just slimmed the phone back doon.
Thomas says, 1 cannae think, Mum, who that could have been.” If 1
thought he was getung up to anything hke that, that wid really annov
me. If he was m a crowd usang swear words or anything like that, I'd
get really angry.

There 18 an e here of whether the child can be trusted. Quite otten parents’
anxieties centred on their feelings that their children were ummature, they were
naive, not vet worldly enough to make the ‘nght’ chotces. Ria Barnes ‘worrned all
the tme’ about her son. "His chums are like him, too trusting” Thiy pent was
retterated by Jun Short who clanned that Tus eldest daughter had to learn when to
accept people at face value.

I've chastised her a couple of tmes. [ve told her you've got to be a wee
bit two faced and know when to turn 1t on. 1 go on atout how vou should
be m public crosing vour "t and how it can be ditferent from how you
are 1 pnvate.

Jim Short beheved his daughter had o learn how to mampulate the external
world. There v almost a Goffimanesque entique o children here in having a navety
o out of place m 4 context where guile. diplomacy and a lack ot trust are the moral
hallmarks of the outade world. Yet, the self here v himted by the concerns of
parents; tor children apparently only need to ‘turn 1t on’ outside of the home. Ths
nterpretation of the self 18 2 much more permussive verton than Gotfman’s, yet s
more comstramed by the demands of parents. What we have here then iy tangible
concern being expressed by parents in moral terms over the physical well-bemng of
ther children

Nomal Xibeharionr

The parents’ concern over their children’s lack of cynicism i their relations wath
outsiders can abo be 1dentfied through ideas parents have about common-sensical
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models of what constitutes god behaviour. Some parents emphasized the import-
ance of betng a ‘good citizen”. Witness the following response by a parent to a ques-
tton on aspirattons.

My main aim for him 1s that he becomes a decent ciizen, someone [ can
be proud of, that he has respect for people and property. (Will Barnes)

Other parents invoked linuts to the noton that their children needed to
behave according to some bourgeors notion of gentile civility. Parents undermmined
the notion of cvility by invoking ‘normal misbehaviour’. In the conventional sense
parents, teachers and public figures concern themselves over bad behaviour. Now
it 15 true that parents did articulate 1deas about how children ought to behave with
reference to more convenuonal notions of respect or deference. But in conversation
with some parents over their children’s behaviour, and here we are speatfically
referring to boys’ behaviour, parents have a concern that certain children were too
good to be true. Parents had some intuttive notion of children who didn’t quite fit
m to a natural mode. There was an unspecitied unease about certain children which
couldn’t be articulated in the more conventional language of the ‘indisciphned
child”. This unease was clearly articulated by Isabel Hart when discussing a friend
of her son that she disapproved of.

There was a wee boy who came to the house and he was that quiet. 1
thought there's nae wee boy that can be as quiet as that. [ said to Thomas,
T'm no’ very keen on him son.’ He said, "How?' 1 said, ‘He just seems
awfy quiet.” He seemed too sweet to be wholesome. Now Thomas has
been mforming me after I'd told him not to go with hum that he's nto
drugs. [ said there was just something about the wee laddie, he wasnae a
typical boy if you know what 1 mean, very withdrawn.

What 1s mteresting 1s the imtial assessment made of the boy bemg almost too well
behaved. For Isabel Hart her fears v.cre borne out by her son’s friend’s shadowy
mvolvement with drugs (an nteresting assoctation benween the withdrawn addict
and the withdrawn childy.

Parental Anxicty and Gender Idennity

The existing literature on soctahization (Sharpe, 1976; Newsons, 1976), suggests that
boys are streamed mnto the public sphere of work through bemy relatively unsupervised
outstde of the home trom an early age. Gurls, on the other hand, learn about their
future domestic responsibilities through identitication with their mothers and this
1o remforced by a gendered ideology. We would expect, then, that by the ume
children had reached adolescence, they would have a strong sense of their gen-
dered identities, such that girls had hittle desire to roam the streets and boys would
be constantly asserting therr termtonal nghts outside of the home. There are two
problems with this approach. First, both bovs and g@irls spend a high proportion of
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their waking hours outside of the home. Research has suggested that the school
streams boys and grls into difterent social spheres with fatetul consequences for - 1rls
(Stanworth, 1981; Lees, 1993). But the sunple fact that girls are on a par with bovys
m terms of the quanuty of ume they spend outside of the home 1 schools suggests
that the gendening process 1s not quite as linear 1 the way that girls’ domestic
solitude prepares them for domestic labour. Second, 1f boys are encouraged to
explore the socal world outade the home as preparation for their public roles,
rather than needing less supervision than girls they would appear to need more
wpervision. If girls have lttde desire to roam the streets — that 1s, they have been
successtully “socialized” 1into the domestic role — then the problemn for parents might
be how teenage boys are successfully able to negotiate the public world

The following section on techmques of control can be read as contimmation of
this n that parents tended to discuss how they would supervise their sons’ external
activities. Any quantitative assessinent of this pont 18 impossible because of the him-
sted number of cases. But a few parents did worry that their daughters were getting
mto bad company. In the previous section | referred to Jim Short’s daughter. | refer
now to the case of Kathleen Bone, who at 14 years wanted to spend more time
outade the home with her friends. This posed a problem for her parents who felt
that she had started nuxing with the wrong company. Her mother, Mary Bone,
expressed her concern.

We had a problem, that's why she changed school . . . with the friends she
made. She was there at Willam Street school tor three years. She had come
from a small class of grls at pnmary ... The way they sphit them up nt»
classes = Kathleen was on her own. It was a shame, she was the youngest.
They [the teachers| didn't think too hard about putting her m. They just
threw her 1n with other kids she didn’t know. She had to make her own
friends and she's quite a shy grl. Obviously, she got over that. She got
on 1n fint and second year. She got friendly with children from Castleton
[working-class area on the outskirts]. They wanted to go about just wandenng
the streets and we wouldn't let her. She was always taken to wherever she
wanted to go and then taken back. They then asked her to go and play
with them m the flats. We put our foot down and sard no. From there 1t
became worse. At first the teachers didn't notice 1t. These grls were really
being nasty to her at the school. It got to the point where other teachers
noticed 1t. i was up at the school three or four tumes .. . She was very

unhappy, sometimes hysterical, and there were some nasty phone calls. S0
I said nght, I'm takig her away from the school.

Several points can be made here. First, there was the same emphasis on the jomt
role played by parents and teachers m safeguarding the child’s moral and physical
well-being. Second. there was a strong emphasis placed on the parental purview; the
children being chaperoned to and from therr friends’ houses. The concern bemg
expressed here was the unsuttabihity of the streets and the dilaprdated blocks of flats
that the other gk played m. This point was remnforced by the father.

Full Tt Provided by ERIC
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In my opunon they're at an age where there v nowhere for them to go.
They're too yveung to be hanging around street corners Where does a 14

vear old go?

Thirdly, both parents emphavized the distance between the home and thew daughter’s

L bl U

new school. As the school was not within the Bones” catchiment area, there was an
added difficuley of ensuring <he ot home trom school safely. Finally, imphicit 1n
Mary Bone's statemient was the noton that Kathleen was at some disadvantage vis-
a-vis the res of the k. Kathleen was the youngest, she had been separated from
: her primary school friends and forced to make new friends Kathleen was alo. in
her mother's words, not ver capable of lookmg after herselt” outside the home.

We wouldn't let her play in those fts. We snd no, and she didn’t want

- to. She thought that was wrong as well .. She's a shy grl and wasn't able

. to tight back She dudn’t hke to be nasey to anyone. We were ali upset
shout 1t

Kathleen was 1 some sense. then, hke the boys in the previous quotinions, iore
casity led
Schwoling and Supervision

In the previous section both the Wilsons and the Boney exemphitied the importance
ot hinks between the home and the school as a way of mamtaiming the phyacal and

monal mtegnes of the (nld. Whether the problem ongmaced within school or with
peens outstde, the emphasis 1 on parents and teachers working together.

A tew parents were more specttic i the range ot responsibilities that they
beheved the school had m superviing therr children. First, within a given ume and
) wpace children were lett in the care of the school whilst parents went about therr
- datly routines. A corollary of this was that parents expected therr children home
from school at pre-designated times. Parents were very consaous of when the
whool ¢losed and how long they expected their chldren to take to get home from
whool. Parents were quick to complam to the school it their children were bemng
kept behind without therr knowledge. One example of this is the concern parents
expressed over the school's wse of detention as a sanction. Children, particularly at
St Mary's with a wide catchment area, relied on the school bus getting to and from

home and school. Detention caused logasucal problenis because children had to stay
behind atter school and as 4 consequence had to make therr own way home.” Bill
- Wikt reflected many of the concerns over the uncvil sociery when discussing

detention .
I dinnae agree with detentton because of our sitwation. If he's Late trom

school he goes to hrs granny's and his granny would worry You're
really feared for your kids at mght, especially m the dark. There's s lot of
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crazies gaun’ about. Likes of when | was a kid we used to play to ten and
eleven at night and our parents never worried becamse there was nothing
= to worry about.

Secondly. the school was seen w be indirectly responsible for policing the streets.
In discussing the sanctions that were avatlable to teachers, Jean Wilkson felt that the
whool had 4 responsibility to keep troublesome children within school.

i'd like to say right away that I don’t approve of this suspension. Not that
- nune have ever been suspended, but they often talk about 1t. The teac hers
' often threaen them with suspension. I've told mme if you were suspended
[ would take you along there every morming at mme. | would say to the
- head, here’s my child for his education. They nught tell me to take lum
_ away agan, but I would be along there agam the next morning, [ don't
agree with that at all. What are you teaching a kid by suspending lum?
They thmk, great. Some of the worst wee hooligans down n the west end
were roanung the streets. They'd been suspended. maybe for fighting or
: wniethuing hike that. They got a week's suspension. That's all wrong. You're
B better to have them where you can see them and see what they're up to.

This sue was picked up by some of the teachers. Teachers in general tended to
: argue that the most senous sanctions, exclustons and sispensions from school, were
- Iast resorts where the pupil had exhausted all other attempts by the staff to try and
accommudate the puptls” problems within school.” Teachers tended to try and balance
the mterests of the school = the disruption that problem pupils caused n class - wath

the need to take firm action against the mdividual pupil where the school's rules had
been breached. But these *protessional” concerns sometimes overlapped with a4 concern
for public order. Teacher abo worned about the consequences of exclusion for the
pupil concermed and the local commumey. lan Howe from Waterston High was
asked about exclusions,

- 1. It's mevitable from the clissroom situation. [ thmk 1t's wrong to
put puptls out of school unless alternative arrangements have been

made.
M But the reggon has o statutory obligaton.

i Yes, but that's not automatic. There's gomg to be 1 penod of tme
when they are at no school and 1t's up to the parents to apply to
the director of education to be reschooled. In my expenence I've

i known pupils who've been excluded and I know of one who as

:,j_' carly s 82 [second year of secondary school] was excluded and

never went back to school. He started workmg with his facher.

He's well mto his twenties now. He's a labourer-come-bulder.

He's never nussed a day's work and he's never been out of work

ance bemy excluded. But m general T do worry about exclusions,

)
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A third point made by parents stressed the playground as an area of potenual
danger. Bullving 1n school was a problem that parents were very aware of. Eight
of the parents who worried about how their children behaved at school were
concerned pnmanly about bullving {four wortkimyg class: tour middle class). Betty
Dearyv. a working-class mother, was one n particular,

I've had a wee bit of bother. 1 hav'nae been to the school abour ir, wath
Jean She’s been getnng bullied quite a bie. The last day was only a fort-
s night ago and one or two of the grls had pushed her down the stairs and

o stood on her fingers. I said to her "I'm gomg mto the rector on Monday’
. She's an easy gomyg yarl, she's very helpful. but she doesnae like geton’
picked on. They're there tae leam, no’ tae be bullied aboot.

The concern over playground supervision was looked at from ancther angle
by the Terrys. The problem here was the moral danger their children muight find

themselves ot left unsupervised by the school at lunchemes.

They (the children) can leave at lunchume. When 1 was at school you
weren't allowed out at lunchume. It's not so much the danger. It's more

the dinner money. They're (the pupils) given money . . . walking around
the town bewng more mteresting than school. There 11 some sort of lack
here bearing i mind that you've got to send your child to school and
they're (the teachers) m the posinons of being parents while the child 1s at
school. It's a hangup at the moment where teachers don’t think certnn
f things are their domain. Whereas if you're going to have a child n the
- school, vou're responsible for that child unul they come home. Not just
i tor the penods when you think you are responsible for them

Keepg Taby’

. Buchner (1990), 11 a recent article, reflected the theme of parental decline, discussed
t the tirst chapter of this book. when he argued that children are freer now from

parental control because they spend more ume outstde ot the home. Consequently,
childhcod had been ‘mdividualized’; children's hives were less deternnned by adutt
influences. Two comments can be made Finst, I have documented how parents
in thi studv were comsaious of the ume that their children spent outside of the
- home. It didn’t tollow from this that adult control over dnldren had dsappeared.
’ T'he concerns about their children’s abihities ro negonate a dangerous outside world
draws parents mto a much more well-detined framework which emphasizes their
children being in a @iven place at a g@ven ume. The school's supervisory respons-
ibthties can be held up to more ngorous scrutimy. Concerns about the school on
owcaston become o acute that parents start 1o see the school as having pnmanly a
‘baby ity funcunon e keepig therr cildren safe (Aviram, 1992). Given the
input the schoel nnght have 1 the negotaton of the child’s idependence, we
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cannot say that children are left alone to negonate their independence. Furthermore,
we cannot assume that more time spent with peers meant that parents had less
control over their lesure ume.

Parents had no mstitutional means on which to fall back, where their children
inhabited terrain outside of the home and the school. Yet, the overall sense of being
m control of the child’s moral and physical security 18 seen ulumately as a parental
responstbility. This heightened sense of needing to know what the child 15 doing
and where the child 15 dong 1t has lead to both 1mddle-class and working-class
parents adopting strategies for contaming their children within their purview.

Parents suggested several ways of montoring or ‘keeping tabs” on therr chil-
dren. Several parents mentioned that they knew who their children’s friends were;
one or two knew the parents of these children. lan Robbiwe was actively involved

with what his sons did m their spare tune.

I know who Alexander goes about with. It all to do with the rugby. |
= awist 1 coachmg at the rugby club.

The Dobbie’s concern was assuaged by knowing the kinds of friends that their son
fad because they had smmlar mterests and dispositions.

I often wonder what he's hke. Is he any different from what he’s hke
: the house? But there agam his pals have got the same nterests. Compared
to some of them round here he's very quiet. He hkes his pipe band, model
ratlway and he's quite happy with his bike. He never goes about in a gang.
(Evelyn Dobbie)

John Dobbie stressed a second way of keepmy tabs on his son's activities; by keepig
his son occupied. He was asked whether he worrted over what s son did outside

the house.

- I thimk about 1t but he's not a lad for the crowds. He tends to go with one
5 or two pab. He doesnae hang about with a gang. He wouldnae be allowed
- I'd put my foot down. We keep Michael's time pretry well occupred -
he doesn’t know it but 1f he had too much free tme he would then go

—. ] out looking,

; According to John Wihite, his eldest son was at the dangerous age of bemyg
receptive to the wrong type of external influences Lyke the previous respondents,
he was quite happy that his son was kept occupred by the Bovs' Brigade which,
although 1t took him away from home, was seen as an acceptable outside past-tume.
There was also a semse m which this was acceptable because Tis son's classmates were

members,

We'll tell them there are a certam couple of liddies T don’t fancy There's
one 1w particular and 1 told him, “Keep away fac him because’, T says, faw’
vou'll get fae that Laddie i trouble at school, trouble from the police ™ The
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laddie has been 1 trouble with the police after we'd told Jim to stay
away . .. the younger one 15 no’ at that stage yet . .. Jim 1s at the age now
where 1t's awfy easy to get caught 1t m a thing like that. If you run with
the pack you've got to do what the pack says. Ye' know what [ mean. He's
lucky he's got the BBs {the Boys' Brigade]. The more sensible type of
laddie goes to the BBs. A lot of his mates go from Boreston.

The Boys™ Brigade was not only see as a means of keepmg him off the streets, it
was 2 way of integratung the child into the moral order (Allatt and Yeandle, 1992).

Parents would also refer to a vast array of what Greentield (1984) called “clec-
trontc babysutters' (1987, p. 144). Several parents mentioned their children having
televisions, stereos and computers m their rooms, Children's leisure time seemed
to be much more easily accommodated within the home.

Nevertheless, parents were conscious of ties that their children made outside
of the home and that 1t became much more difficult to keep them occupied as they
got older. This was not a problem for a mmonty of parents whose children had hetle
deaire to go out and play on the streets. But where children hiked the company of
their fnends outside of the home. parents quite often encouraged their children
to bring their friends 1nto the house (Newsoas, 1976, p. 219). This 15 not simply
4 combmation of knowing their friends and keeping them occupied; parents often
didn’t know all of their children’s fnends. Almost all of the parents at one time or
another had disapproved ot a particular friend. But as Jean Wilson stated, they were
very seldom turned thent away.

We try to encourage them to bang their fnends meo the house so that we
can approve or disapprove of them. They are more or few allowed o bning
anvone m.

This seemed an acceptable price to pay for keepmg tubs on therr children and
discouragig them from engaging in activities they had httle knowledge of. Parents
were more hkely o tolerate children they nnght not wholeheartedly approve of if
thew activities were contined within the home. The street 1f vou like, was brought
into the home where parents were able to keep an eve on who ther duldren were
assoctating with.

Sanctiars and Supenoien
argued carlier that parents tended to link therr favoured wancton wich the abiliey

to punish therr children. But there 18 also an mteresung connection between the
formis of sanctions that parents adopt and the desire to keep an eye on their children.

As we can see from Table 4.5, grounding was the most popular sanction wath nine-
teen parents (43 per cent) cluming they preferred this to other forms of sanctions.
Allowing for the greater number of nuddle-class parents, 1t was also 4 more common

sanction ainong, iiddle-cliss parents
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Table 45 Type of Material Sancticns Used by Parents, by Social Class IN = 32)

Sanction Midgie ciass Working class Totai
Grounded 13 6 19
Restricted to bedroom 2 4 6
Withdrawal of TV/computer 2 4 6
Withdrawal of pocket money 1 4 5
Withdrawal of food - 1 1

* Th.s Lst doesn t nclude sanctons such as force. threats and cthar more persona: torms
such as the raising of the voice

** The table sets out the number of parents who mentioned a particular sanction The
overali total of responses does nol match the totar number of pafrents because eleven
parents mentoned more than one sanction

Pocket money, on the other hand, was not something that tigured heavily
in parents calculatons 1 0 now they would sanction their children. Seventeen
- couples regularly gave therr children either pocket money or an allowance. Yet.
. only five parents stopped their children’s pocket money as a sanction. At the begin-
ning of the chapter [ pomnted to the utthty of stopping pocket money as a sanction.
Parents were also concerned 1o express reasons why they didn't stop their children’s
= pocket money. Parents argued that by depnving children of their pocket money
- they would be depriving thennelves of a central axis of parental supervision. Parental

superviston was hnked to sanctions m three ways Fint, parents tended to wse the
money they gave their children as @ way of superviving what their children did witch
their pocket money. John Dobbie’s son worked tor lim i his garage and was paid
— an dlowance. He was asked whether his son could spend hiv allowance on what he

- wanted He rephied:

- He does control it We keep an eyve on what he's domg. It we think he's
domg 1t wrong we trv and explam at to lum. e very difficule to explan o
wvings to 1 voungster, but he's domy all nghe It he blew it that was e
Thers was no moze after 1t At the end of the week 1t he spends all his
- monev he doesnae get school dinners

Parents may be less hikely to stop their children™s pocket money where 1t was hoked

to the development of their children’s budgeung skills. A second posable explana-
tion rested on more general concerns that a few parents had about the posabilities
: of their children seeking unregulated lersure outaide of the home 1f deprived of their
pocket monev. Chrstie Terrv, who had earlier complamed about lanchume super-
viston in schook, was asked about what she did when her three sons imnbehaved. :

Stopping pocket money . it would upset b But I'm worned thauaf
you cut off therr pocket money they nught oy and acquire it some other
wav | feed it's a rather debatable method to use

There s here, then. an unease about what her children would get up to i they were
deprived of therr pocket money. Unbike the utuaton where the Dobbies were able
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l to closely momtor what their children did with their money, the Terrys were con-

cerned that thyy lack of superviston would not only hunder attempts at makng their

children more economucally responsible, 1t would reduce their ability to supervise
therr children's behaviour outside of the home.

Frnally, a preference for grounding children may reflect the concerns that some

parents had about their children’s moral and physical secunity outside of the home.

Where parents were concerned with how their children behaved outside the home,

any mubehaviou: may be deale with more comfortably by parents by confining

therr children within the home. Thus, whereas from a parental perspective there 1s

a strange logic at work m the schoct expelling troublesome pupils, parents might

be more hikely to place more of an emphasis on spatal restnctions tor indisciplined

children. .

Conclusion

In this chapter [ have highlighted the difficulues parents faced balancing the
demands of responsibility for their children’s well-bemng and any awareness of ado-
lescent self-development. In discussions with parents over sanctionmg approaches,
authonty takes precedence over any concerns over the adolescent’s autonomy. The
way that parents organize a code of behaviour within the home appears to rest on
the means by which parents are able maintain a hold over what their children are
allowed to do. So much so, that, m some caves, any talk of parents and children
negotiaung household rules 1s seen as a dilution of their authonty.

Where there was any concession shown to the adolescent’s desire for autonomy,
this was 10 relation to the use of force as a sanction. A majority of parents saw force
as an mapproprate disciplinary mechanism to be used agamst their adolescent chil-
dren. Nevertheless, although physical purishment was seen to have httle moral or
educative value, where it was used 1t served to reaffinn the ‘posiuonal’ difference
between parent aud child,

We might ask ourselves at this pomt whether a parental dewire for control

: reflects an mabihty to come o terms with the child’s move away from the imme-
diate locus of parental authonty. We nught also ask whether the assertion of parental )
control reflects a problem that parents have connng to terms with the mynad of R
- external mfuences that converge on parents i the form of ‘responsibilities’. .

Any negative mterpretation of these powers has to be tempered once we
examme the wider context of discipline and control. Ideas parents have about their
cheldren’s developing public 1dentiies are largely generated from images parents

] have of the public realm as a landscape populated by folk devils and hostile forces
- (Miller, 1990). Rather than see this problem m terms of the naraissistc features of
the parent’s self-identity - the projection of parental madequacies on to the public )
terram (Seabrook, 1982) — parents tended to see these as conerete problems which PN
atfected the quaiiey of therr children’s development,

The problem of balancing the concept of adolescent autonomy with the
demands made on parents to exerene authoney reappears I respect to sanctioning
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approaches, parents found 1t difficult to diferentiate between authonty and therr

children’s indmidual responubihity. The distinction may be more clearly drawn by

parents where the frame of reference 1s their children’s public dentities. But there

s sull the same problemn of reconciling their children's demand for space outside of

the home with a need ensure that this space 15 somehow crcumnsenbed by parents.

We nught at this stage draw on Donzelot’s (1979) noton of the child's “pro-

tected hiberation’, where children are granted a degree of freedon: conditional on

a parent’s guarantee of safety. Parents attempted to provide a degree of protected

liberation i two ways. First, parents supenised. wherever possible, their children’s

ume outside of the home. Parental authonty took more non-directive and sophisucated

forms. Parents were able to avoid the visible assertion of their authoney. vis-i-vis

their adolescent children. by skilfully managing their children’s spare tume. In some

imstances this meant that parents knew where therr children were and who they

were with. In other instances parents managed their adolescent ¢ldren’s behaviour

within the home through a form of regulated pernussiveness: children were allowed

to behave as unmature adults within the contines of the private sphere of the home.

Supervision gives parents a degree of authonty over their children i the protection

that parents offer children from therr own navery This also gives parents somne

opportunity to steer their children in what they conuder to be appropnate directions.

Secondly. parents made demands on the supervisory powers of the school.

There 15 no necessary opposition between the home and the school. A tew parents

felt that they were under pressure to ‘turn out’ their children because of the super-

1or judgmental powers of the school. But. i the mam, the concerns that parents

had about an unct .l socrety were nore dommant. in a sense the parental frame

of reference has shifted. Concerns about ndividual rights and parental primacy are

displaced by public order themes of moral and physical control. 1ssues which dom-

mnate the present cultural landscape. Parents were more interested 1n how the school

could best be utthzed m the successtul management of their children’s well-being

outside of the home. Parents. when discussing their children’s general moral and

- physical well-bemng, did not appear to subscnbe to the views they expressed else-

where that there was a fundamental distinction between their disciplinary respons-
ibiliies and the “educational’ role of the teacher

When discussing the ways that therr children were able to develop successful

and secure relaitions with others outside of the home, parents couldn’t atford the

— hixury of disanang themselves from the supervisory skills and expertise of the .

«hool. In the following chapter | remnforce this pomt when [ turn to the ways that

g parents rely on the school to supervise the most public of ‘pnvate’ concerns, therr

childien’s sexual identities.

-- Notes B

I The current debates over whether corporal pumshment ought to be outlawed i Bntan
reflect deep concerns over phyvacal child abuse A lot of the acadenuc concern goes back
to varly debates over the degree to which corporal pumishment could be conceptushzed.
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at one end of 4 spectrum ot domesuie violence, as “nonmal” violence. See Strauss, Gelles
and Stemmetz (1980), Goode {1971) and, tor a usetul review ot the literature, Parton
119KS)

A “dout’ v a shghe smack vath the back of te hand

See Wyness (1994) tor 2 mor  letaled expovtion of therr work.

See Appendix 2 tor more det

As g comequence ot these concerns, detention was no Jonger 4 part of >t Marv's pohey
on school disciphine

The mmpheanons ot thiv are discussed in the fimal chapter

R
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Chapter 5

Schooling and Sex Education

= Introduction

In the previozs chapter T outhned o donmnant theme in parents’ thinking about their
child-reanng responsibilities the need to underwnte their children’s physical and
moral welfare. Cntics of welfare and schooling would tend to relate these ideas to
an alleged loss of authonty and a parallel increase n parental accountability. The
whool here 1s argued to be comphert in the opemng up of parents to public scrutiny
whilst denving them the means to sausfying demands made on them by a soctally
fragmented. sometumes hosule, public sphere.

I argued that, although parents may feel uncertan about the parameters of therr
responsibility m relation to both bringing up their adolescent children and the range
of demands nade on them from outside, the resultant anxiery did not always leave
parents ‘unskilled’. Control and supervision are cntical elements within the parental
sphere of influence (as they are for teachers in class). At a macro level of analysis,
parents are able to account for how they adapt to range of contheting external influ-
ences and accommodate any adolescent desres for independence through the con-

. cept of ‘positive parental control’.

Furthennore, parents did not articulate the demands nade on them - terms
of some all-entbracing notion of welfarsm or child-centredness. Schools and teachen
often took 4 lead m child supervision, a lead that was endored by the parent

thenselves.
In the following two chapters these arguments are further extended through an
. exanmnation of the ways m wlich parents and teachers deal with the moral and
L physical welfare of their children from another angle, the teaching of sex education
In Chapter 3, [ address this thorny issue from the ‘professionals” pot of view.
- In the first part of this chapter [ outhne a discourse on sex educaton which parallels
. the debate over parental dechne discussed 1in Chapter 1. The terms of the debate
aver sex education revolve around the mstututonal/ natural, public/pnvate opposiions
with teachers agam set up as wreconcilable moral and socual influences. In the second
y and third parts of this chapter | examme the understandings teachers have of ther
relations with the home v :h respect to sex education and how this squares with
) therr professional commitment to teaching sex educaton as part of the curnculum,
In Chapter 6, sex education 1s dealt with from the parental perspective. The
first and second parts of the chapter deal with the perenmal problem of where
responsibility for sex education hes; tirstly, between the home and the school and,
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secondly, in terms of the gender dimensions within the home. In the third part of
the chapter 1 1denufy the reference points within which parents assert their chil-
dren’s nght to a comprehensive sex education: the articulation of their own inad-
equate sex educaton as adolescents and a general perception of social change. The
tourth part of the chapter provides a parental caveat m discussing the linnts of
tormal sex talk at school. In the final part 1 sidestep the established terms of the
debate. Sex education s normally defined as the delibe rate and mtentional hand-
ling of knowledge about sexual matters. As in Chapter 4, wher: | dehineated che
mfonnal techmques of control, 1 argue that the routne busmess of brnging up
chuldren s suffused with everyday talk which contains imphent and exphei sexual
codes that generat  1deas and values. The notion of rounne sex talk within the
home 18 both an attempt to come to gnps with the mformal hidden aspects of
moril supervision and a pusable means by which parents resolve the problem
of discharging their responsibilitios as sex educators.

Sex Education and the Decline of Authority

In their review of the parenung of adolescents, the Rapoports remarked that one
of the major areas that parents have trouble supervismg i therr chuldren'’s sexual-
ity (Rapoport, Rapoport and Strehtz, 1977, p. 199). The Rapoports paid particular
attention to sexuahty av a primary source of tenston between parents and adoles-
cent children. They argued that the development of the self 15 iextricably bound
up with how adolescents percewve themselves as sexual beings which sharply con-
trasts with therr parents’ own more repressive mage of their adolescence (1977,
p- 299). This pomt seemed to have been anticipated by [Yavis a decade and 4 halt
cathier when he idenutied in parents an Cextracrdinary preoccupation with the sex
hves of their adolescent off-spang” (1962, p. 350). He argued that this was because:

- our morahity 1 sex-centred. The strength of the unpulse which 1t secks
to control, the consequent stnngency of 1ts rules and the mportance of
reproductive institutions for soctety make sex so mornally important that
beuy moral and being sexually discreet are synonymous. (ihid))

What has commonly been tiken as a pnvate ‘preoccupation’, has i recent
vears been aruculated as a public or social problem in Britain.! Academic and puble
fyzures have expressed concern over the idea that parents are no longer assumed to
be best suited to take ‘care and control of the sexual hfe of [their] children’ (Szasz,
1980, p. 153). Two developments are taken to be ssgmificant here: the ser. education
curnculum within schools and the tdenaficaton of the late 1960s and early 19705
as 2 pertod of pernmssiveness i soctal and sexual manners. Sex education here tends
to be conflated with perminsiveness in that 1t s a part of a much more pubhe dis-
coune oft sextality. Soxeducation moschooh iy wuadly seen s ancindication of the
liberalizing of sexual mores. Takk about sex here 15 asocated wich the unfolding ot
what was previously repressed (Weeks, 1981, pp. 249-72; Foucault, 1976). Thus
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discussion about the sexual act within the classroom was taken as a transgression of

moral taboos: discussions about sexual matters were argued to be legitimate only
within the home.

Bur concern was not just expressed about what could appropriately be discussed
m public, there was a concern that sex education would encourage immorahty.

It would be posible to teach students the facts ... about anatomy and
physiology of the human organs, about contraception and abortion and so
forth. Lut, as we have seen, sex educators do not want to mmpart imtorma-
non — they want to exert mfluence. (Szasz, 1980, p. 43, his emphasis)

Szasz was argumg that within b context of “sexual hberaton’, the school couldn’t
be trinted to discuss the factual aspects of sex i neutral terms. Szasz was concerned
with the mphae message of sex educators that the sexual act could be pleasurable
it own terms Sex education did not aim to reattirm a moral code about sexual
behaviour. It was argued to foster deas about sexual hberation.

The Longtord Report took 4 sumilar Ime m documenung the emergence of a
public discourse on sex. A chapter was devoted to the fonns that this discourse took
i wchools. The report stated that there was no necessary link between pornography
and sex education but that:

_the wrong sort of sex education can hardly fail to imcrease, the nght
wrt to dimmish, the appetite for pornography in childhood or later.
(L ongtord Commuttee, 1972, p 344

Vartous school authontics and teenagers themiselves were quoted man - attempt
to emphasize public disapproval over the kinds of inforimation bemy transmitted by
the school. Publications such as the ‘corrupt’ Little Red School Book and the more
soentfic film by Dr Martm Cole, Grong Up, were produced as evidence of the
kmds of media being used by educational authonies. Here the concern was over
the content of sex education clases which were argued to erther intentuonally or
unmtentionally encourage adolescents to become sexually acuve. Thus, by merely
presenting the facts on sex, educators were acctsed of corrupting school children.

‘Mordl corruption’ in schools has been contested with reterence to the discussion
on homosexualtey m schooh. Two developments are umportant here First, headimes
such as "Parents Fight Agamst Hanngey's “Gay” Educatnonal Pohey’ (The Tmes,
2%.1.87, p. 16) and “Baptst an Death Fast Over Counail's Gay Pohey® (Times
Education Supplement, 23.1.87, p. 16) provided a context within which the govern-
ment moved to prosenbe the “promouon’ of homosexuahity m schools through
Clause 28 of Local Government Act, 198% © A second concern was expressed over
the AIDS campagn which surfaced around this penod and reflected the concerns
exprescd i the Longtord Report, that the desenption of both heterosesual and
homosexual acts would encourage children to experiment wath sex betfore they were
Judged o be naturadly’ ready.

Yet there n an important ambiguity here Cntios of sex: educaiion sometimes
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suggest that schools ought to err on the side of not teaching sex education for
fear of pushing an unacceptable moral line. But Longford accepted the need for a
restricted fonm of sex education. Longford, in fact, placed firm restricuons on which
facts are accepuable for public consunption.

Straight brological nformaton, about the functoning of the human body
[and] advice on the dangers of irresponsible sexual behaviour [are acceptable]:
descnbing techmques of sexual congress fand| treating all sexual variations
- from heterosexual mtercourse, through masturbation to homosexual
practices as sunply different aspects of one reality [are not]. (Longford
Comnuttee, 1972, p. 350)

We get a quite different story here. If sex 15 taught 1 an acceptable fashion, that
1501 sex 1s couched in tenms of chastity and fidelity and heterosexuality, sex educa-
tio becomes not only acceptable but mandatery.

More recently, the publication of the Government White Paper, Health of the
Nation (HMSQ), 1992), sets out an agenda for halving the teenage pregmancy rate
i Britain. It we take this alongside a developing consensis over a sex education
curmcuium within the educational establishment (Retss, 1993, p. 125), and the
exigencies of the AIDS 1ssue, there has been a percepuble shift towards a condi-
tional pro-sex-education position.

The one consistent position adopted 1n the debates over sex education 1s the
importance attributed to the parental role. If pragmatism over sex education m
schools s the order of the day this may be a consequence of the gencral perception
that parents have allegedly abdicated their responsibilities for sex educat.on. What
15 argued to be at the root of the probivm here s the Laschian nouon of a general
dechne i parental authority. The Longtord Report dees make reference to the
problems that parents face n ntroducing sexual morality to therr children i that
parents are quite often too embarrassed or lacking 1n techmeal know-how to discharge
their natural responsibilities. But the emphasis 1s on sex education being a ‘natural’
parental responsibility. Parents were assumed to be able to solve the dual problem
of public decency and sexual morality. Not only would sex be discussed within the
appropriate sphere, 1t was assumed that parents would set the nght moral guidelnes
withmn which their children would develop their sexuahity i socually acceptable
wWays.

Like Lasch’s (1977) cntque of the state for its appropnation of parental moral
funcuons, the report by mphcation 1s arguing for the return of these functions
through giving parents back some powers of veto over what is taught in school.

Sex education 1s prnanily an affarr for parents and must be emphasised by
legashtion which will ensure that no local authonty will have the nght to
arrange programmes of sex education without the full consultaton with
parents, and any parent who objects to a sex education programme shall
have the statutory right to withdraw his or her children from such a pro-
gramie. (Longford Commttee, 1972, pp. 356-7)
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Schoviiing and Sex Education
Teaching Assumptions about Parental Responsibility
Normative Responsibility

Almont all the gmdance teachers had sex educanon responsbilities. They all strewed
the mportance of gwdance and imtruction 1 sexual matters. Dorothy Small, a
teacher with thirty years” expertence, outhned the context within which vex educa-
tion assumed such imporunce.

It [sex] s such a basic part of hfe. Ity of tremendous concern to parents
especially of girls. Relationships we make can make or mar our hves Agamn
conming back to soctety. There 15 so much i society . . . the people who
are wanuing the equality of the sexes. There are people who are nalad-
justed m some way and there seems to be ... 1t imght be staustical . . . there
seems to be much more abduction, rape, violence agamst women .. . wite
battering. Although you don't hear about it so much. Marriages not lasting
o long as they used to. Children bewng left to pick up the pieces of ther
lives. So much now seems to hinge on the httle act of sex. It leads to
people having polanzed views. People, on the one hand, saying of course
they should know about contraception, responsibihities involved n rela-
nombips, shown what a condom is and told about abortion. On the other
hand, there are those that say all this teaching of sex educauon just feads
ro promiscurty. 1t's telling themn how to do things that they shouldi’t know
how to do.

It can be seen from the Table 5.1 that there 15 overwhelming teacher support for
the view that the responsbility for guiding children through thiy tncky moral and
social terran bies with the parents. Dorothy Small again:

Given the aght kind of parent and the right kind of relationship. 1 would
think that the paent was the 1deal person to gnde therr children mto the
adult world as far as sex 18 concerned

Dorothy Small 1s drawing on a normative notion of what parents ought to be domng.
1 want to concentrate for the moment on what this nortative noton of parental
responsibility might consnt of. Although I will go on to argue that teachers claim
1 de fato responsibility for sex education, they do have a more detaled account
about the de jure respousibihty of parents.

There would appear to be three dimensions to the concept of parental respons-
ibility suggested here. First, parents take responsibility for encouragig questtons on
the subject of sex:

It a child 15 gettung into difficulties with a sexual relanonship where do they
turn to? Unlew the groundwork has been lud by the parent, they won't
be able to turn to the parent. (lan Howe)
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Table 51 Who ought to have esponsibility for the teaching of sex education? (N = 20)

Responsibility Nos of Teachers
Parents 15
Schoot -
Joint 3
Don't Know 2
Total 20

This ‘groundwork’ takes place before the children reach adolescence, before the
mvolvement of the secondary school. The teachers would expect parents to have
said something to their children betfore they got involved m sex education as a more
organized group activity outside of the domestic unmit. The tming of sex educanon,
espectally for grls, was crucial according to Norah Bowles.

It should be discussed at home when they are at primary school, especally
with the girls. Parents should speak about 1t as long as the kids ask questions
about 1t. I don’t think vou need to force 1t on them and say here are the
facts of life. If they ask questions you give her straight answers. It you've
got that kind of relatonship developed early with your child then they'll
ask you questions. It you haven’t done this early enough, sav trom the age
of five, then they're not going to ask you.'

Second, parents are to provide 4 mimmum level of factual knowledge on sex.
Interestingly, this contradicts a Webenan interpretation of sex educatton which
we ld map the fact/value disinction on to the mstrumental/affective axis. Thus,
accordmg to the teachers, parents are not charged solely with the task of drawing
monal boundanies around the ’physiological facts of hife’ which are provided by
‘mstruntentabst public agents” such as teachers. Teacher only invoked this model as
a last resort, that 15, i circunistances where parents had abdicated responsibiliry for
sex educauon.

I hke to see myselt as somebody who talks about the moral aspect of it,
the emotional side, rather than having to go through the actual facts of hie.
Having said that, growing up n the family is an implicitly moral thing and
sex education comes through there. But [ like to feel tha- when we're
discussing generally certain aspects. .. you see a 15-year-old @irl 1f she
loves somebody should she go away with somebedy etc. .. girls bemg
responstble for their own bodies that's the kind of thing I'm happy discuss-
mg. I'm not very happy telling a class of kids about sexual intercourse. 1
reallv teel that that’s up to the parents. (Anne Smart)

T hird, parents sustain a dalogue with their children on sexual matters throughout
therr childhood; a period whilh w}uld include some mput from the schools. In this
4
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situagon 1t 1 much easter for teachers to work with parents. Mary James from the
N Catholic school.

1 think there should be a mixture of both parental and school mvolvement.
tt's all nght parents teaching on their own but they do need the backing
ot the pricst, the church and the school. Parents need support because for

the uldren what the parents say doesn’t matter — thev're old fashioned! :

DParents” Invelvement

Teachers measured the extent to which parents took any responsibihty by drawing
on a set of normanve obhigations parents had towards sex education. This assessment
was based to a large extent on how children behaved n sex educatnon classes. Ross
Stewart was asked whether children ever mentioned things they had heard from
parents. He clamed that he often used to ask pupils whether they had ever discussed
sex with their parents.

In general | sometunes «av to a class, have any of your parents mentioned )
to vou anvthing about sex? Any ot them taken you aside and told you the
birds and the bees? You'll get the heads all turning to see af some one has
put a hand up. If one puts 4 hand up you might get two or three more

following suit. But agun you won't get them all honestly respondmng. |

would say 1t's a fairly small percentage of pupils who have adnutted to
some parental sex education.

N Thiy approach was abo wed by Lan Howe who came to sumlar conclusions.

- I don't think they talk to their parents about sex. I've been teaching this
for over sixteen vears and that has remained constant, an mnabihty for a
whole host of reasons to talk to their parents about sex. I asked a group
of twen  whether they had discussed sex with their parents. Probably no
more than 25 per cent, mamly girh. Mainly related to menstruation.

- . Given the inhibiing nature of introductory classes i sex education teachers
L were unlikely to get an accurate reflection of parental involvenent using this method.

e Teachers sensed that pupils recerved hetle informanon and guidance on sexual matters
' through the quahity as well as the quanuty of responses from cluldren n class on a
whole range of subjects on sex. In discussion with George Barry,

MY Would vou prefer that the children came mto the classroom better ..
intormed? :

GB. 1 dunk 1 would do if they came m with mtormuaton from therr
parents, from people who are knowledgable A lot of them come
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i with information which s picked up on street corners or trom
their big brothers or sister which v usually complete rubbih.

The asumption here s that parents erther give sensible information or none at all.
Thus 1f pupils bring incorrect or unacceptable 1deas nto the clasroom about sex,
teachers tend to take this as an indicaton of the power of more illegitimate sources
of sex education, such as peers (Lees, 1993, p. 202).

Some teachers saw dithiculties with sex education av an indicator ot more
general parental problems.

We have to remernber that all parents are not articulate enough. Therefore,
we have a responsibility within the school to make our pupils leave school
having been given the opportunity to hear and to discuss adult relatnons
responsibly. We have a responsibility to make sure that they know about
conception and contraception and the pitfalls and difficulues around that.
Ideally that's part of the parents role but we've got to be aware that all
parents aren’t capable of playing that role and that we have to make sure
that we till that gap. (Dorothy Small)

Here there 1s the mmplicit reference to the problem parent and the 1dea of the *best
mterests of the child’ ensures moral and social support from the school. Yer, lay
theories of probleimn parents also accommodated the specific nature of sex talk within
the home which affected otherwise ‘normal’ households. Explanations revolved
around the 1dea of 4 sex taboo which was expressed by the teachers in terms of

parental and, to a certam extent, adolescent embarrassment. Alice Tay expressed her

OWIl ('lllb.ll’l‘.l“llll‘ll[ m tryig to mtmducc sex to her adolescent son.

All parents should teach therr kids about sex but [ can see that it's diffi-
cult. Morahty rubs off. T don't think vou need to vocalize it. They pick
up standards . . . what's acceptable. They're hiving n a house where they
pick these things up. They'll pick up atatudes without having to sit down
and thrash them out. I've found 1t dithcult to engage my own son in con-
versaton. It's got to come naturally. Really 1ts got to come from them.
They've got to bring things up. A lot of parents tind 1t embarrassing. A lot
of the kids don't want to see their parents as sexual people. 1 think they
can be a lot more open with an outsider

Ian Durv had extensive ties with many of his pupils’ parents through twenty-
three vears of expenence at the Catholic school. As well as knowing many of his
puptls ¢n 2 pesonal basis, he had also taught many of their parents.

I do think that children should know av much about sex as they posably
can. | know muany people shy off from this —an awful lot of Catholics are
shocked when 1t's mentoned. It's something all chnldren are fascinated by,
They better have the nght attitudes and the nght information, they might
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as well get it from me as anybody else. But I'd prefer of course that parents
do this, but parents don't do this. Mary [another guidance teacher] was
domy a thing a few weeks ago when an outside agency comes in and does
things with the grls. So | took all the boys 1 told all the boys what the
grh were away for and they all sat and histened while T went through the
video the girls were seeing. I said really. wdeally, your parents should tell
vou. You should ask your parents. But [ know that many of you feel that
vou couldn't ask your parents and your parents wouldn't want to be asked.
So vou can sk me or your own gudance teacher.

Thiv was ako expressed by George Barry:

They [parents] are embarrassed about 1t. They tind it difficult to get m to,
to make a start on the subject, to introduce the subject, to set time aside and
talk about 1t. So [ think this 1s what they would have to do. They would
have to get some tme where it would crop up on television or something
hke that. [ don't thmk thev're very happy bringing the subject up.

Sexual Ignorance. Class and Gender

Teachers offered lay theones on sex education within the home by refernng both
i a model of the absent parent and a1 sex taboo within the home. Agamn, as i the
case of problem pupils, teachers were less likely to attnbute a class dimension to
these problens,

These figures i Table 3.2 are based on the impression that teachers had from
their own experiences. What teachers were clauming here was that the kind ot
traming they had recewved, the kinds of close contacts they had with the children
m conducting classes and discusstion groups on sex, and the kinds of values they
brought to the teaching process didn't lead them te *hink that there was 4 systemauc
enough difference in quality and quantity of sex education taught and discussed 1n
fanuhes along social class hnes. Sixty-tive per cent of the teachers clumed that socual
class was not a signiticant factor. Of the muinonty that were able to assess the extent
to which their pupils had received sex education in class terms, most argued that
working-class children were more knowledgable. It may be that these children were
more street wise and therefore more hkely to pick up sex educanon outside of the
home and the school This may help =xplain the following statement by Anne Smart.

... some of the ones from the poorer backgrounds had very strong views
about things; very keen to make points about a woman's role or whatever.

The better off ones were slightly more reserved 1n a sense mn discussing it

Yet, when giving reasons for why they thought working-class children had more
knowledge of sex, teachers mentoned the children’s home circuinstances. lan Howe
argued that:
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Table 5 2° The extent to whic sociai class features in teachers’ perceptions of sex
education within the home (N = 20)

Teachers' Perceptions Nos of Teachers
Sociatl class had no significance 13
Working-class children had more

knowiedge than middle-class children 5
Middle-class children had more knowledge

than working-class children 2

Workig-class children are more likely to have uncles or aunties or broth-
ers or sisters who become parents at an earher age. 1 think the voung mar-
nied relative will probably tilk about lookmg atier 2 young child.

In contrasi, teachers tended to recognize differences within familhies along more
fanmliar socological ines. In lookmyg more specifically at which parent and which
child was having parucular difficuloies, the teachers tended to focus on both father
and son (Lees, 1993, p. 201), Thiy was partally brought out m the discussion on
the sigmticance of social class, in that several teachers stated that 1t was sex rather
than clas which was far more sgificant, but also more substanuvely when asked
about gender differences

The behaviour and general dispositions of girls were seen to be different from
that e boys 1 the sex educavion clisses. A recurnng theme was that girls were more
senative and mature than boys m sex educanon classes.

Garls are more mature, more prepared to take the assue seriously. When
emonons and relations are discussed, girls are alwavs keener, more articu-
late. In general boys are more embarrassed. less keen to discuss their per-
sonal feehngs. They cover this up by joking and foohng around. (Joan Leslie)

Accordmg to the teachers, this difference i behaviour would seem to have some
of 1ts roots 1 the kinds of ways boys and girls were treated as future sexual beings
within the home by their parents. When asked about the role they thought parents

ST AP SO S 0 1 A

plaved m general, George Barry sad:

I think 4 lot of them are dong very hittle . . . mving the youngsters little
mformanion, espectally the boys. [ think the girls are a wee bit more aware
now. | think manly their mums do talk to them about it. But I would say
: in the man boys don't get a lot. Wath girls there 1s occasion, It's often
there for them to speak and get some mformation. (George Barry)

The “occasion’ thar George Barry was refermng to was the more marked physiologcal
developments of grls than boys, Ruth Smuth was asked whether she thought her
puptls had received sex education tfrom their parents

1o
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Some of them seem to. bud 4 lot of them don't. They get embarrassed.
Erom what the kids say the bovs mught talk to their dads a bit but don’t
think they discuss an awtul ot with each other. There's not an awtul lot
of commumecation between them. The girls nught say a bit more to their
mums about certamn things, penods, probably not actual sex. (Ruth Smuth)

The Parental Veto

The parental veto over sex education n schools is a key feature of the 1993 Educa-
tion Act. In one sense, the act remforces the efforts of pastoral and guidance teachers
to provide a coherent and orgamzed package of sex education classes because it
defines sex education as a compulsory component of the curmiculum.* Yet, the Act
also appears to undermune these efforts i that 1t strengthens the nghts of parents to
exclude therr children from this component of the curnculum. Although teachers
tended to articulate these nghts i terms of parental pnmacy. as | have argued earlier
they were also guided by a protessional commitiment to their pupils, commonly
expressed as “educational needs” or the “best mterests of the child’. The parental veto
nught be seen as an exphicit expression of parental pnmacy. It imght also be seen
s a form of educational intervention converging on the notion of the ‘over ambi-
tious’ or “pushy’ parent discussed i Chapter 3.

Although this research predates the Act, the parental veto was crucially import-
ant to the teachers. First, the schools taught sex as part of a broader social or health
curriculum. All of the schools made some form of formal statewnent about their
children receving a social or health education curnculuim as a compulsory, unassessed

aspect of their child's education. Yet the formal documentanion sent to parents at

the beginning of the acadenne vear rarely gave more detailed 1information on what
woenal education consisted of: sex education” was not expheitly referred to. The one
exception was the Catholic school where 1t was mentioned as an aspect of socal
and rehgious education.” A form of parental veto existed 1n this school because 1t
cluded the nght of parents to withdraw their children from religlous education
i ats Cathohie form. (There was a small mmoney of non-Catholic children.) Thus.
in theory, some non-Cathohie children could mns out on the sex educatson that
was taught within the relgious cumculum. In the other schools. parents tended to
be nformed by letter that sex education was going to be discussed as part of socul
education. but the burden was very much on the parents to question the legntimacy
of this, Parents were never actively encouraged to exclude their chuldren from sex
education classes.

Second. the parental veto highhghted 2 tension between the moral and <o-
cial ideals of the school and professional practice. In this chapter. T have identitied
the mmportance teachers pliced on parents having a formative influence on their
children’s sex education. The parent was seen as the 1deal and ‘natural” source of
mformation and guidance on sexual matters. But the degree to which teachers
beheved that parents neglected this area of their responstbility and the extent to
which parents supported the role of the school, was a suticient teason tor the school
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to take responsibihty for scx education. Any attempt to undenmme this approach
was interpreted by the schools as an mtrusion. As 1 have argued. in relaton to parent
power this was a more general problem. The problem was not that parents actively
undermined the professional raison d'étre of teachers, 1t was that a veto had to pro-
vide the means whereby parents had the power to itervene in the education
process. This was summed up by Ruth Snuth. She was asked whether she ever
discussed sex education with pareats.

It they [the parents] bring 1t up I would, A while back we used to send
a letter allowing them to opt out. But now we don't do that. I think
there’s information in the school book that they all get and they're all told
that sex education 1s taught. If they want to opt out 1 dare say they can
but we don’t make 1t easy for them.

Phus was not stmply a question of the school settung up barriers of “soctal enclosure’.
There was an mportant teachig reason for discouraging parents from opting ot
Ruth Smuth contmued.

I think 1f 2 chuld has to st m another room when sex education 1s being
taught, the other children know. It puts that child m a difficult situation.

The emphavs was on the problem: this created for children that were excluded
from normal clissroom actvities. From the chuild's pomt of view there 1s probably

a degree of sugmatizing going on, a process of which guidance teachers were only
too aware and eager to avord.

Although a parental veto would have the potential for creatng problems for
teachers, m practice very few parents tried to withdraw their children from sex
educanion clases. Av we shall see in the followmg chapter, parents placed a high
prionty on sex education m schools,

Problems with the parental veto were articulated by the teachers from Boreston
m terms of an ethnie dimension. Boreston had a signiticant mumority of Astan chil-
dren (17 per cent). Parents. partcularly of muslin girks, were more likely to insist
that other arrangements be made (Lees, 1993, p. 210). In the other schools, most
of the teachers mterviewed were usually able to mention one or two cases where
parents had objected to sex educanion on religious or cultural grounds, but these
were always recounted as exceptions. This was borne out by the parents interviewed.
None of them ever brought up the subject of sex education at parents’ meetings.

Where contact was more consistently and more formally made by the school
was m the area of health education, particularly over the AIDS 1ssue. All schools
were directed by the education department to discuss in detail the dangers of the
AIDS virus. Head teachers had to write to every parent informmg them of the
nature and extent of the information that was being discussed 1 the classrooms.
Some of the schools abo mvited parents to view the video that was gomng to be
shown to therr children in class. Thus, the AIDS 1ssue seemed to have galvamzed
the schooly into taking more action s regards to mtormimg parents
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Scheoling and Sex Education
The Professional Sex Educator

Teachers” conduct ir, class 15 a crucial indicator of their sense of protessionalism. In
Chapter 2 T outlined the different forms this can take mn routine classroom situations.
Sex education classes threaten this professionalism: partly because it is a non-assessed
and 10 many ways non-curricular teaching actwaty and thus does not fit mnto the
dommant teaching paradyzm; and, partly because 1t opens the teacher up to a range
of moral and social pressures for which their professional traming does not prepare

them. Ross Stewart felt that male teachers were at 4 disadvantage discussing sex with
fermale pupiks.”

I don't know 1f I'm nmiore sensiuve to the way girhs react because 'm amale
teacher, T try and think that I'm professonal enough to do my job, but |
sull have inhibiions. For example with a group of boys T'll more readily
tse all the names that are used for a penis. Whereas I tind myseif a hede
bit mhibited about saying ‘nght grls. the vagina. Now tell me what are ull
the names?” It'e caster when 1ty all boyvs together.

There were simtlar problems for the two female guidance teachers at Stenhouse. For
Ruth Smith:

Vocabulary can be a problem. I'm not very happy with the swear words
[ have to say, but apart from that I'm okay. Sometimes 1 ask them what
sort of words they use. One of the techniques recomimended was to brain-
storm at the beginning and use all the words. Stck them all up on the
board and get 1t out of the way. [ couldn’t quite bring myself to do that.

In Norah Bowled case.

In biology 1t was quite easy, 1t's 1in biologreal terms. I'm quite comnfortable
with them. I tend not to go red. Sometimes you get 2 few giggles but not
always because they have to try and remember st all. [ waw't too comfort-
able with svocal educanion which 1 taught for the fint ume. It becae a
more personal thing. Not ustng biological terms. The children wanted to
know the mitey gntey. [ questioned the class and [ was asking myself what
have 1 let myself 1n for? 1 tend to go red very easily. It's a thing I never

mamage to control. [ wasn't comfortable with the slang words for the
genitalia,

The problems were most acutely felt at St Mary’s, over the ssue of AIDS. The
teachers mterviewed from this school stressed the importance of discussing imorality
within the context of the Catholic doctrne. Bill Short. the assistant head, was asked
about discussion on AIDS within the school

Catholie teaching m that area 15 quite clear. The church sees 1t going
against nature. It's a natural product of mtercourse within a loving marnage,
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Homosexuality in that context s simply an aberration. We can be sympa-
thetic to hotmosexuals who feel that wav . . . are attracted to their own sex
but the acuvity 15 not acceptable.

Concerns here were more related to their own religious beliefs and the more gen-
erahized expectations that a Catholic school couldn’t be seen to condone contracep-
tion, no matter how rationally defensible the campaign was. Because there was lictle
pressure from within the school to include it within the sex education curnculum
this wasp’t seen as a problem for the teachers. They simply didn’t discuss AIDS.
Mary James becatne very angry when the subject of AIDS was brought up.

We were just suddenly issued with a package which I only saw for the firse
time last term. I hadn’t had time to look at 1. I took 1t along to a class
and started on 1t and I was really disgusted. [ took it back to the AHT
{assstant head teacher] and said 1 am not prepared to dish that out to the
children. [ felt 1t was just putting 1deas into the children’s heads on homo-
sexuality, exphatly detathing how to go about it. To me that 15 putting
ideas mto children’s heads. Some of the children had never heard of such
a thimg. It was quite dsgusting telling them how to use condoms, telling
them what homosexuals do. [ don't think there's any need for children to
be bombarded with this seutf at ehis age. [ refused to teach it. I don't feel
competent to dish that out.

Finally, teachers sometimes had to face the problem of challenges to therr
authonty from what Liz Sim called 'breakaway groups’. Willis (1977) has outhned
the ways that a group of probleia pupils skilfully exploit the fact that teachers are
m a physical nunority in class. But whereas the "lads’ were exploiting the unfairness
of the pupil—teacher exchange in Wallis® study, teachers here were reterring to the
senstave nature of the curriculum, The embarrassment of the child can be sub-
merged within the pupil group i sex education classes. This leaves the teacher m
a more vulnerable position because the very nature of sex education does not lend
iself to being separated from the personal background of the teacher. The lack of
professionalism here can on occasion be explotted by the pupil by testng out the
tercher. And; Hargreaves (1994, p. 150) refers to the ways that teachers conceal
their personal lives from “public’ consurption by ‘vonstructing a persona of (pro-
fesstonal) perfectiomsim’. This s particularly pertinent in relavon to sex educatuon.
As one teacher asserted in response to a question on the best way of tackling sex
education, the teacher has to be.

. willing not to be embarrassed. that’s the man thing. Teenagers being
teenagers, they'll try and embarrass you because 1t's a way of handhng their
own cmbarrassient. Whenever the subject comes up there's usually some
joke or smutty comnent . .. they'll project therr own embuarrassment on to
somebody else. You have to be totally unembarrassable or pretend to be.
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Discussions over teaching practice reveal that sex education cannot be ealy
mcorporated within a traditonal curncular fra nework with the same degree of pro-
fessional contidence as other subjects, Where a school 1s bound by a partcularly
strong moral code or ethos, such as St Mary's, the mtroduction of certain sexual
wsties, can quite easity be mterpreted as departing from what can be safely contamed
within the school’s moral parameters. The AIDS 1ssue seems to serve as one example

f this. In another sense, the AIDS 1ssue acted as a wsetul medium through which
teachers were able to gauge levels of awareness and opimon on sexual morality.
Dorothy Small mtroduced AIDS to a group of 15 year olds and was surprised at
therr lack of knowledge.

In the fourth year we were talking about homosexuahity. The kids had no
real idea what this was. Some of the kids were genuinely upset about the
practice of homosexuality. I wondered then whether [ should be dong this
or let somebody che.

Vivien Willis was asked whether she found sex educanon more diftficult because of
the AIDS 1ssue.

No, 1t's made it easter. from the pomt of vi:  of discussion. People are
aware of the facts. You don’t have w teach so many facts nowadays.

Interestingly, these statements seem to contradict each other. But they do serve to
emphasize the way 1n which teachers can measure levels of knowledge about sexual
matters. Even more interesting were the connectons that some of the teachers were
able to make about the level of understanding within the classroom and the kinds

of verbal symbols that circulated within the houschold. Here we also pick up on

the changing conception of childhood, this time from the teacher’s perspective.

I've noticed that they use the word ‘cebbacy’ which T wouldn’t have
expected children to know the meaning of. It's been mcked up from
parents. The 1dea that no sex before marnage or no sex unul a stable
relationship 1s very much more to the fore now. AIDS has had the spmn
off of a lot of discussion on morahity and probably a lot more discussion
with parents on morality because 1t’s in the hving room now, on television.
Parent have been helped to talk more openly with therr cnldren. (Vivien

Wilhis)
Conclusion
The teachers, as [ discussed in Chapter 3, were working with the products of the

labours of others, no matter how madequate they night have thought the resules
were. Most of the teachers were pragmatic enongh to adjust their everyday working
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commitments to what thev thought parents had been domng with therr children with
regards o sex mstruction.

Much ot the current pohtical and moral debate over the umverahstic nature
of the post-war welfare svstem revolves around lack of differentiation berween chose
who need and those vho don't need matenal and educational support from the state
(Friediman, 1962 Levitas, 1986, Mihra, 1934}, Whether or not the welfare state
undermmes the educational tunctions of parents who are quite capable of tiking
responsiihity for the sex educanon of their children, teachers do still see themselves
as having a responsibility to teach sex education to all pupils. Wath the recent advent
of AIDS, and with the exception of teachers trom St Mary's, weachers tend to err
on the sade of too much mtornation and advice on sex. The assumptions teachen
have about the role of parents here are always conditioned by this generalized avwess-
ment Vivien Willis sumuned up this pragmadic approach besc

Sometimes parents have asked about what's m the sex educaton pro-
gramme, not often though. | think theyre quite happy. They don’t want
us o duck any sues because some of these pupils are going to leave at
16 and dusll be the last enclosed area for discussion that everybody will
be . They're going out into the world and they're gomg to be bombarded

with lots of media rdeas, and lots of peer group ideas. They're not gomg

to have a space, many of them, to think their wdeas through. For some, sex
education 1 too soon, that's the trouble. That's just one of these things,
IS better at's done than not at alb

Notes

Although sex educaton would appear to be a fundamental aspect of socuahzation m
most societies, 1t s lesw of 4 public 1ssue i some countries. According to Goldiman and
Goldman (1982, p. 7). Sweden has a more open approach to “discusstons on sex” and
4 public comensus over sex educatton i schoob. Holland 1s also used as a reference pome
tor more enlightened attemipts at mtroducing sex educanon (Wallace, 1993).

This was later etfectively rescinded. Schoal governon who are outside local government
gurisdiction had the power to deterimne sex education i schools (Sex Educanon Forum,
1988%)

I will discuss the reterence o gender later i chapeer.

Research windh pre-dates the act suggests that around 20 per cent of schools had no sex
education policy (Stears and Chft, 1991,

Sex education here 15 detined as an Cextension of the rehigious and sodal educaton
programme’ an St Mary's. Parenr Guede, 1988, p. 1L

This wasn't a problem at St Many 's as classes were single ses and female teachers had sole
responsibihity for the girk.




Chapter 6

Parents and Sex Talk within the Home
and School

Parental Perception and ne Sex Taboo

in this chapter 1 discuss the importance of sex cducation by directly addresing the
dechae thesy notion that teachers undermime a parent’s capaciey te mtroduce sex
education within the home. Table 6.1 suggests that parents do not share the same
feare as the dechne theonsed concems over wx education i school

Only five parents werted that parents had more responsibibity than the school.
Alce Roper was an excepnional case n arguing for sole responsibihiey:

M. What do vou think about the school discussing sex m terms of

health and moral 1ssues?

i

R

AR, Well, 1 elunk s the parents” job to do that rather than the wchooks.
I really think, espectally moral actitudes. It has to come from the
parents You iave to show them mornlb values.

M Some people are quite happy with the school tikig o big part m
= this

. AR:  No I think 1t's up to the parents to teach nght from wrong, what's
acceptable and what's unaceeptable. '

i MY Why parents?

AR, Who knows their children best? Also they've got to hive i the real
world, not an 1deal version which they get from school

Almost alt parents asserted the importance of the role of the school i dis-
cisang sex with thewr children. In contrast to the teachers, Table 6.1 shows that 30

per cent of all parents mterviewed thought that teacher were best pliced to take .
responsibility for sex education. This at least, i part, reflects the embarrasment
parents felt in discussing sex with therr children as shown in Table 6.2.

Table 6.1 would appear to pomt to a more general trend, that 4 myonty of
parents from both social classes thought teachers were at least as well qualified as
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Table 6 1 Parental opinion on who ought to have ultimate responsibility for sex
education, by social class (N = 44)

Opinion Middie class Working class Total
Parents 3 {(12.5) 2 (10 5011
Schoo! 5 (21) 8 (40) 13 (30}
Joint 16 (66.5) 10 (50 26 (59)
Totat 24 20 44

* Figures in brackets refer to percentages o! parents within each social class category

Table 62 Parents who expressed embarrassment when discussing sex with their
children, by social class (N = 44)

Feeling Middle ciass Working class Total
Embarrassed 8 (33) 9 (45) 17 (39)
Not Embarrassed 16 67) 11 {55) 27 (61)

* Figures with brackets refer to percentages of parents with each social class category

they were. Teachers had two important functions in this respect. First, the teacher
plaved a crucial outside role as the stranger m introdicing sex to their children,
whereas parents lacked the psvchological and moral space within which to discuss
sex with thetr children. Parents, ltke the teachers, were imphicitly drawing on some
notion of a sex taboo in invoking the role of the stranger.

In the previous chapter. 1t was shown that teachers held the view that sex
education was a parental responsibility. Parents here were reflectung a contrary set
ot ssumptions about discussing sex within the home. Farrell (1978, p. 6) quotes
Gagnon and Simon, m arguimg that:

learning about sex in our soctety 1s learning about guilt; conversely learming
how to manage sexuality constitutes fearning how to manage guilt,

Gagnon and Sunon pomt to a sex taboo which 15 general to the whole society.
Parsons (1963) 1n his analysis of sex within the tamily, however, more specitically
relates this to a prohibition on incest. More recently the issue of child sex abuse has
highlighted problems "managing sexuality’ within the home (La Fontame, 1990). If
we refer back to Harns' (1983) version of the decline thests, a tension s articulated
between a parental responsibility as a gaven moral absolute and a parent’s abihity to
control and disciphine their children. Sex education offers an interesting theoretical
parallel in that the decline thesis suggests that parents have ultunate responsibihey for
discussing sexual matters with their children. Yet the decline thesis says httde about
how parents are simultaneously deprived of the abihty to discharge this responsibil-
16 because of a set ot countervashing values which come under the general rubric
of 1 sex taboo. There would appear to be a tension that parents need to deal wath;
between the normative 1dea that parents ought to have responsibilicy for the moral
education of their children where their future sexual wdentities are cructai. and
the generaized problem about talking abaut sex. If we focus more on the latter,
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¢nticisms of the school weuld seem to be nusplaced. The skills and traiming of the
guidance teacher may very well off-set the personal discomfort expenienced by par-
ents when discussing sex. This directly conflicts with more conservative opinion on

the advantages that the privacy of the home has for discussing wsues such as sex. For

the parents the teacher plays a legitimate role as an outsider in resolving the tension
which revolves around biological and emotional closeness and sexual distance which
were discussed earlier. When asked whether she ever discussed sex with her children
Betry Deary, a part-ime cleaner, rephed

Billy [her son] has never once really said anything . . . with Jean [daughter]
I've spoken a wee big, but Billy gets awfy embarrassed. He gets embarrassed
when you try tae explain what they were saying on the television.

When asked if she had ever discussed the moral side of sex she replied, *“With Billy
I feel my face goes as red as his’. Parental embarrassment was more speatically
referred to by David Roper, an unemployed sales assistant. When asked if there
was anything he was uncomifortable discussing with his children, he sad:

I imagine Fm furly typical because 1 break out in a cold sweat when | have
to talk about sex. Probably my upbnnging. Sex was never discussed in my
house with my parents

Sumlarly, Frank Rodgers, a social worker, replied:
M Do vou tind sex difficult to discuse?

FR:  There are casier subjects to dincuss, things we'd prefer the teacher
to bnng up.

i Why?

FIR.  Because of the subject . . . people are embarrassed, naturally shy etc.
1 think 1f | taught 1t I'd die of embarrassment.

As well as parents feeling uncomfortable with sex educanion, they akso felt
unguahtied. The teacher was not oniv someone that the parents trusted. but some-
one who wus tramed to discuss sex education. The teacher acted as an infoimed
legitimate stranger

Although class ditference doesn’t hold 1n terins ot the numbers of parents who
advocated the school when discussing the technical advantages the whool has over
the parent, there 1v an interesting difference in respomse.’ This can be exenmphtied
by comparing two discusstons. The first was with John White: a plumiber.

MU How do vou feel about the school teaching sex educanon?

Ji Al nghe. [ better that they hsten to a stranger telhing them than
us. Weve no books on it or anythmg « I suppose they can put
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1t in better words and the kids will understand it better than what
we could.

M What about the moral aspects?

JH Ayeat's better for the school to talk abouu it

M Why?

Jit s easier for strangers to discuss 1t than parents. They'll no’ take

it all i and maybe liugh with parents. Whereas wie' strangers
they’ll take 1t 1n better.

M Some people say 1t's no business of the school?

JI No, no. I'm a great behever m everyone to therr own trade. The
teacher knows better about teaching than [ do. If T knew as much
av a teacher I'd be a teacher, and no’ a plumber, know what |
mean.

i

MIT. A recent thing they're saying in some quarters 1s that it was the
- parents’ responsibihty then and 1t sull should be.

JHY I'm quite happy that the school does 1t because | think with the
school domnyg 1t and vou've got them all as a umt, twenty or thirty
o' them au the gther, chey could treat it more openly. They may
get a wee snigger at the start of 1t n the first or second lesson, but
1w be treared as 4 subject after that and they can all vt and discuss
1t quite sertowsly I'd nagine.

Although broadly in agreement with this approach. George Terry, a photographer
with the Civil Service, otfered a shightly ditterent version:

MUY Have yvou ever thought about takmg vour sons aside?
GT. « Frequendy, but T just don't know where to start,
M You're having dithiculties?

GT 1 would tind 1t difficult because T wouldn’t want to confuse thent

If I started 1'd probably give them too much mformauon. This i

becommng less of a problem the older they get. When they are sort

) of nme 1'd probably give them too much. For this reason I'd cer-

tamnly prefer the school. They're better at e than Tam. They've got
more knowledge as to what children can absorb.

MH. What about the mornal aspects?
N
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GT: A great munefield. I'u quite happy for it to be dealt with in the
school. I don’t want to sound complacent but 1t’s an area where [
think the school is better.

This class difference is interesting because although these examples would suggest
that there 15 some credence to the claim that the nuddle class has greater access to
a body of techmcal knowledge, this does not automatically mean that middle-class
parents can apply this knowledge with any great confidence. George Terry, for
example, acknowledges the supertor skills of the school in that teachers knew how
to handle this knowledge. Teachers knew better than parents when to introduce
information on sex to children. Both middle-class and working-class parents mvoked
the bring them up/educate them dichotomy here again, with sex education bemng
defined in mamly educational terms. But working-class parents defer to the school
because of their general educational expertise. Middle-class parents, on the other
hand. see the school as having more spectic knowledgable advantages than themselves.
In these terms teachers have more specific educational advantages over parents.

If we refer back to Table 6.1 a majority of parents, (39 per cent), mentioned
a division of responsibility between the home and the school.® Although more middle-
class than working-class parents invoked a form of division of responsibility, there
was no social class difference in the ways 1n which teachens and parents ought to
be working together. Some parents found it casier to tackle the questions they were
aked by their children after the school had been mvolved. Like the previous
section, parents here were expressing a confidence m the schools in therr ability to
mtroduce sex formally. For many parents this meant nunmmzing the posibihiry that
their cluldren would be asking mappropriate questions or makimg comments picked
up outside the home and the school. In contradiction to the claums made by the
teachers about parents setting the agenda, parents were asserting that the school was
laving the factual ground upon which parents would be able to confidently express
their opmions on sex. When she was asked about the extent to which she had dis-
cussed sex with her children, June Wilkins, a part-time cleaner, replied:

I think 1t would probably be caster after the school's done 1t because then
agam they [the children] come and ask you the questions ... T mean teachers
are Just as quahitied as me to teach 1t

Sex. then, can be mtroduced i a professional manner withm the classroom. Ths
would provoke the child mto mutatng the discussion at home as the knowledge
picked up i the classroom 1s brought home to the parents for contirmation and
clanfication. Jim Short, a self-employed builder, indicated the problem of parental
embarrassient 1 relinon to the factual aspects of sex education but quahtied the
role of the school:

| think they [the school] have to discuss 1t now. It's always gomng to be an
embarrassing thing for parents. [ think the schools can put it over mn a very
formal wav The school i the place for it yes
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When asked about the moral dimension, he summed this up by saving: ‘teaching
morals 1s the parents” job, sex should be taught by the schools’. Sex educaton for
Jim Short, then, was the province of the schools because sex education was detined
in more factual terms.

The Davies, through their strongly held Christian convictions, were both
concerned about the kinds ot values that were being discussed within the school.
lan Dawvies had:

.. no tundamental objections. The physical side has got to be discussed
ethically and morally. Not so much 1n the vague sense of juse man and
woman, but husband and wite. I believe the nature of the relanonship
should be discussed.

Doubts about whether the school would be able to do this were expressed by Ahce
Davies.

'm happy with them dealing with the physiological aspect. T don’t know
i this dav and age that T expect them to take a moral stance because |
know that my moral stance 1s not gomyg to be the same as somebody else.
So how can the schoo! take an absolute straight moral stance?

The Davies were pointing to one of the difficulties that runs through much of the
debates on sex education; the necessity of talking about the physiological side of sex
in a moral way which mmphertly means the school taking on board some of the
moral responsbihities that traditionally parents are supposed to have had. lan Davies
again,

In terms of acquiring and mmparting knowledge, ves, because that's therr
bustness. From an ethical pomt of view they probably have to put across
a standard moral line. To what extent they can modify that to include therr
own viewponts, [ don’t know. It's an area that up until you asked me
«bout 1t I'm not one hundred per cent sure where the obliganion lies i
terns of how they direct the ethical e,

Sex Education: A Collective Parental Responsibility?

Parents often talked about parenting as a collective responsibiliey 1n relaton to sex
cducation. Yet, it became clear as the mterviews progressed that, following the
teachers, parents were articulatung important differences in the way in which they
and therr spouses attempted to discuss sex with their children. The analysis at this
pomt i restricted to the more formal aspects of sex education. Tables 6.3 and 6.4
wive a farly crude shape to the concept of collective responabihity i that parents
are able to state more or less who does what with regards to the formal aspects of
wx The hnes drawn between the categones are by no means mutually exclusive in
that although the ‘mother only® category meant that mothers had 4 major role
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Parents and Sex Talk within the Home and School

Table 63 Dwision of iesponsibility “or sex education within the home. by social class
N = 22)

Responsibility Middle ciass Working class

Joint 5 11 (50}
Mother only 2 8 (36}
No Sex Education 3 3 (14}
Tota! 12 10 22

* Figures i brackets refer to percentages of parents within each social class category

sex education within the home, on occasions fathers did become more involved.
Table 6.3 suggests that social class night sor tell us much about the way that parents
divide up the responsibility for broachimg the subject of sex with their children.
However, the same table does suggest that social class nught be important in dif-
ferentiating benween households where sex was discussed and households where sex
was not discussed.

If we turn to Table 6.4 the three working-class couples who had not attempted
to discuss sex were parents with boys only. The figures are msufficient to make the
connection between numbers of parents who had discussed sex with their children
and the gender ot therr cluldren, but some parents did articulate important differences
between how their sons and daughters would be treated. At one end of the spectrum
of parental opimon was Dave Deary who stated that:

Sex 1sn't something that's discussed much here. 1 think my wife will tell
the gurl. Girls need more enlightenment than boys. Well that’s ma opinon,
anyway. There agam, I'm getung back to the old-fashioned ways.

Dave Deary's views were atypical m that he was the only parent who completely
rejected ‘modern methods of child reanry. But parents were articulating some sense
of difference between how boys and girls ought to be treated with regards to sex
education. This difference was discussed by Chnstine yerry who had discussed
sex with her three sons. When asked to comment on the controversial nature of
sex education she said: ‘It 1sn't anything | worry about. [ nmght 1f [ had girls.” When
asked why, she adnutted: ‘T don’t know really. [ suppose girls get into more scrapes
than boys”

More generally, this difference was brought out through the more gendered
pattern of parenting. Tuble 6.4 appears to reflect the findings of Allen (1987),
Mewor (1989) and Prendergast and Prout (1989). Teenagers and parents in the
Allen study were asked which parent tended to discuss sex within the home. The
teenagers chumed that 72 per cent of fathers and 43 per cent of mothers said noth-
myg. This of course was not corroborated by the parents (we would expect there to
be some difference i response between the reciprent and donor of sex education)
with 37 per cent of fathers and 21 per cent of mothers clanming not to have dis-
cussed sex (Allen, 1987, pp. 84-7)

The unportant point to be made here 15 that, although there was no consensus
o to whether both bovs and jarls required the same level of sex education, mothers
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Table 6 4 Dwision of Resporsibiity for sex education withun the home, by sex of
children (N = 22}

Responsibility Both Girts only Boys only Total
Joint 5 - 3 8 (36)
Mother only 5 3 3 11 (50
No Sex Education - - 3 3 (14)
Total 10 3 g 22

* Figures in brackets refer 1o percentages of parents within each sociai ciass category

] had more responsibihty, Mothers took exclusive responsibiliey for their daughters.
Both parents saw this as natural given the greater insighes and expenences of mothers
in the development of female sexuality. Mother-daughter relanonships here take on
an acutely pnivatized form with fathen having littde or no direct mput. This was .
brought out by Tan Daview:

There have been no open discusstons about sex. I'm not pnivy to the extent
of her discusstons with my wife. From tume to tme my wite will go up
and say good mght and they'll get nto discussions. T hear about a discusston
having taken place but not all the s and out.

- The excluston trom the mother—daughter relattonship didn’t always mean thae
the tather had no power or mffuence over matters. Farrell argued that fathers backed

i up their spouses’ ‘responsibibity for sex education by “allowing mothers to do most

- of the mtormmg™ (1978, p. 99). Tom Mctear was able to keep an eve on his daugh-
ter indirectly through his wite who would frequentiy report back to hune

Personally, T would find 1t ditheult to stare the conversation, juse actually
broachmyg the subject. But tortunately T have a good wite n that respect.
She finds out all these wee things and talks them through especually with
the lassie She'll come to me and she’ll say, she’ll tell me what's gomg on.
That way U'm no’ i the dark. T know what's happening. It doesn’t need
me stickimg my nose . At least T can watch and see what's happenmg.

- I we turn to the sex educanon of sons there 1sn't an equivalent degree of
-~ paternal responsibility. Although there was some expectatton that fathers would be

more involved, there certainly was not the same close-knit intimacy between tathers
and sonvy which excluded mothers. For some mothers there was an acute aware-
ness of what therr husbands ought to be domng. In tive out of the eleven relevant .
households with sons there was a tenston between the fathers” reticence to take therr - j'
sons aside and thewr wives mevitable acceptance of this through having to take on -

- 4 responsibiliey which thev felt ought to e with the tather June Wilkin, although
tiking responsibihey, was sall scovely pushing her husband to do more

I imust adine when even when he's talking to me, P'd much rather he asked

his dad You know. but he won't for some reason He usually comes to
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me. There are some things that are best commg from a man. He's a big
boy now. I find it shghtly embarrassing, I must admit.

Kathleen Adamy was i the process ot discussing the moral aspects with her daugheer
and was hoping that her husband would wke responabihey for her sone

It's about ame Jum was told and my husband says he's gomg o do . He
hasn’t got round to 1t ver bue he's gor a book to help hun,

Although he clammed o do "an awtul lot of’ ponuticatng from [his} soap box’,
George Adams was having problems i getung round to discussing sex directly with
his son. There was a strong desire on the part of both the Adans that im would
he taken astde within the next tew months and there was trequent mention of the
book that George had bought for the job.

In summary, we might say that fathers had most ditheuley in reconcihng therr
parental obhgations with sustamed and consistent acton, and this forced mothers to
plav the maor and, m some cases, sole role as sex educator within the home.

Repeating the Mistakes of the Past?

In Chapter 4, the carly adolescent experiences of parents were shown to be an
mportnt component of the nomative expecunons ot parents. Thiv was akso the
case m relanion to sex educanon. Most of the parents were aged between thirey-six
and torry-four.* They were therefore growmng up m the late 19504 and early to mid-
19605; adolescence falling for many dunng the pertod betore the so-calied "permis-
save era’. Parents when asked to go back owenty and durty yean were often only
able to give veny impressionisne answers. Yet the figures from Tables 6 5 and 6.6
would appear to agree with the figures m Alen’s study mthat parents held therr
own swex education 1 Cvery fow esteem’ (1987, p 107,

According to Table 6.0 only eight parents had recenved any sex education;
4 myonty had recerved 1t at school Jean Robbre, one of the parents who had
recerved some sex education:

Gomng back to when I was vounger we didn’t talk about e m our home.
Your mum and dad didn’t tell you about anything. At school vou were
shown Al but you didn't actually catk to vour mum and dad abourt 1. ::_'
There was always a sort of barner when talking about sex.

There were thase ke the Ropers who were antical of the current sex education
teaching m school (See p. 2001, They were abo enucal of the torm that sex educa-
ton ok when thev were at school. Alice Roper emphasized the problens the school
had m deaimg with the phvsiologaal aspects ot sex. For her sex education was

taught very badly .. a nuxed class .. owith an embarrassed teacher
showmg slides and photographs. 1 prcked up halt of 1w wrong - just the
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Table 6 5. Parents’ own sex education, by sex of parent (N = 44)

Father Mother Total

Had sex education 1(5) 2 (9) 37
from parents

Had sex education 29
trom school

No sex education 17 (77} 12 (54) 29 66)
No response 2 (9 5 (23) 7 (16)
Total 22 22 a4

Sex education’

3 (14) 5(11)

* Figures in brackets without percentage marks refer to percentages within the social
class category

Table 6 6 Parents’ own sex eJucation, by social class (N = 44)

Sex education?

Middle class Working class Total

Had sex education 30125) - 317N
from parents

Had sex education
from school

No sex education 14 {58) 15 (75) 29 (66)
No response 407 3(15) 7 (16}
Total 24 20 a4

3025 200 5011)

* F.gures In brackets without percentage marks refer to percentages within the social
class category

mechanics. More a biology lesson rather than sex education. It was just
uncomfortable for everybody 1nvolved.

This was reterated by her husband:

My own sex education at school just wasn’t worth having . usually a 50-
vear-old spinster or bachelor. It was all the birdy and bees. pollen and tish
and eggs and things like that.

Ins Alson rather humourously descnibes the lengths to which other authonty figures
went to ensure that sex was discussed only n the most discreet and privatized of
CIFCUNIMANCES.

I went to a convent school and we had a book. My kids all Laugh at this
It was m 1 sealed brown envelope and 1t was to be given to your parents
tor their approval first.

Table 6.0 llustrates a shght soctal class difference but the more significant point
to be made here 1s that well over half of middie-class parents and three-quarters of
working-class parents had received no sex education. As expected more mothers
than fathers recerved sex education, yet there were mteresuny ditferences i the
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quality of responses. Within the group of parents who had recewved no sex educa-
tion, tive fathers claimed to have been influenced by external sources. These fathers

tended to mvoke the public sphere 1n vaguer, more evocative terms. Three of the
fathers defined their sources around the peer group with the ‘gents toilets’ (George
— Wilson), ‘behind the gym' (Richard Stone) and ‘dirty magazmes’ (Bob Alison)
- tiguring as focal points for their ‘education’. For John White and Dave Deary, sex
= education was something they picked up ‘through hfe’. However, whereas. more
" fathers drew on the public sphere, mothers tended to draw on what they expected
o from within the private sphere of the fanuly, that 1. what they picked up from the
outside was negatively valued tn relation to what they thought their parents should
« have been domg. If we return to Ehzabeth Johnston:

I didn't get any at school. I noticed that my mother had a hrttle cutnng
- from something that she was going to send away for, a book or something,

but she never did. T was reading other girls” books at school that their
s mothers had given them.

= | Rather than direct her cnticism at maternal neglect, 11 general, 1t was her own
: mother who was seen as wanuing. A similar pomt was made by Betry Deary, but
her cnticism was directed at mothers m general.

I know for a fact my mother never ever spoke tac me about anything. It
was the most gruelling thing when you had tae Iisten tae other people. |
- think 1t's up tae the parents really to try and explam things hke that. T went
§ out mto the wide world completely ignorant about these things . .. 1 always
mamtained our two kids would never go through life the way [ did.

I Agan, allowing for the small numbers, we may be able to discern a pattern
here by drawing on notions of the public and private spheres as gendered categories.
Mothers were critical about what they felt their own mothers ought to have done.
= A mmonty of fathers, however, were more ambivalent about therr own past; sun-
‘ ultaneously glonfymg a rugged mdividualism of tinding out for yourself i a world
Ty outside the formal contines of the home, whilst stressing the mmportance of the
formal sources for their own children.’

What was surprising about discussions on sex education was the fact that
: mformation on parents’ own sex education was offered sometimes 1n an unsolt-
crted fashion. Parents would invoke their own experiences as a means of comparison
with what their childien were recetving or ought to be recewving. Parents would
contextuahize the demands they made sometunes on themselves, but usually on the
schools, by referning to thetr own madequate sex educaton. This inadequacy was
- an mportant factor m shapmg the 1deas they had about how their own children
should be treated as future sexual beings.

This point can alo be brought out if we refer to the hmuitanons of these
accounts 1n using them to deduce anything about the parents” sexual hves Sex
education was expertenced by most of the parents as adolescents as a agmticant
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socal and moral lacuna. Yet dere would appear to be hietle manifest evidence of
this as a social problem for parents as sexual beings. Nothing was said about how
therr Lack of sex education had affected their sex lives or thewr treatment of each
other as sexual bemngs. Accounts of their pasts as children, rather than acting as
mdicators of their own “madequate socialization’, were wed as reference points
as to how therr own children ought to be treated.

Furthermore. the comparison between therr own inadequate sex education and
their children’s *need to know”, was framed within a nascent sense of soctal change.
Parents seemed to reflect some of the themes that run through the mavidualiza-
ton thesis: the loss of moral and social certamties such as class, nsttution and locale
(Buchner, 1990; Beck, 1992). Parents were arguing that there was a necessity now
for their children to know about sex m a2 more informed manner. Parents were
expresung the view that children were growing up in a more ‘pubhic” environment,
Therr world views were being shaped less by what was specitic to their particu-
lar fanubies and what was said by theu own parents, This was exemplitied by the
Dobbies. Evelvn Dobhie talked 1 more general tenns about the past experences
of parents.

Depends on how vou've been brought up yourself. A lot of people have
been brought up where 1t forgotten about. You end up getting no sex
education and finding about 1t yourself. You end up growmg up totally
ignorant. I mean why have your kids toully 1gnorant to all these things
gomy on. We dmmae just volunteer the nformation. You dinnae just come
out and say 1t It they ask questions you answer thent as best as you can
and make sure there's no embarrasment. We don’t want them to be really
shy about these things

This was corroborated by her isband John who saw sex education as part of a
much broader proces of openmg up the public arena to children

D My parents and Evelyn's parents were embarrassed. But we just
brimg 1t up - matural conversation.

MIT What about the moral aspects?

g AIDS and abortion are things that are talked about on the televi-
saon, on the news and m the papers, Michael and Alson both read
the newspaper and see the headhnes. They're taught to do that in
whool though, which s something we were never encouraged to

d(\

The pomt bemg made here i that children are bemy encouraged now o discus
attes that were previowsdy seen s only adult punints the dicussion of pohitics,
morahty and sexuahty Whereas the dechne thess might take this as juse another

indicator ot the power of socal and mornal frames of reference outside of the fanmily
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over the "natural’ authority of parents, the parents interviewed were more posttive
about the consequences for thewr children m terms of the high value placed on the
conunodity of knowledge. In Chapter 5 we saw how parents perceived their chil-
dren as morally and socually narve ~ unprepared ftor the ‘uncivil sociery’. Evidence
from parental perception about their children’s sexuality would appear to contradict
this. In relation to sexual issues parents tended to see therr children as bemng more
mature; much more worldly about sex than they were at therr age. George Terry
brought out this pomt when comparing his own sex education with that of his three
teenage sons: “Sex was never mentioned when 1 was at school. They all know far
more than I knew at their ages.” This adolescent worldliness was alvo a promment
feature in discussions with Will Barnes:

I think you've got to gve credit to the kids now. They are not that nuve.
They know what's going on socully. They are very aware, especially now,
When he was younger he [his son] embarrassed us a couple of tmes
because of the knowledge he had. You tended to think that at the age
he was at the tume he wouldn’t have that knowledge. But [ think that
was because we were a bit backward n that respect. We didn’t know that
when we v re younger.

AIDS and the Moral Limits of Scl ooling

In the previous chapter | suggested that the AIDS nsue enystathzed for teachers the
problems of discussing sexual matters with children. For some, AIDS was a medium
through which they were able to explore sensitive moral and social ssues. For others,
AIDS reinforced anxienies teachers had about sex education because it forced them
to confront issues that mught either be 1gnored (St Many’s and homosexuahity) or
nnmersed them within more general talk about ‘relanonshipy’.

If we turn to the parents, there was, i principle, no objection to AIDS beng
discussed wiathin the classroom. Yet, anxiety was expressed by a few parents over
the extent to which their children were pnivy to the details of how the virus nught
be contracted. A munonty of parent, here tended to conflate the role of the school
with the role of the media m developing a public discourse on AIDS. There were
two strands to this concern; the universal nature of the campaign, and the extent
to which a moral dunension was bemg discussed. The Mctears both expressed the
firt anxiery

We are m oan age now where children have got to know about these
things. It's just how much they talk about 1t and how much they put it
over. Some children are ready to accept. some children aren’t. even alkhough
they are the same ages. [ don’t think they take these things mto consideration
~(Tom Mctear)

This view was corroborated by his wite.
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[ suppose they have to know. [ cannae see Gordon. he’s only thirteen.
I know 1ts happening; you hft a newspaper. you see it on television. |
honestly think there’s too much talk about sex ... [ don't really think
Gordon's gomnyg to think about getting AIDS or Paula for that matter. My
older son, | did say to hun one night. ‘Do you reahze you have to take
precautions these days?* (Anne Mctear)

There 1s the articulation agam here of the ambivalence over the status of the
adolescent. Both parents had very fixed views about how and when thetr chuldren
become autonomous sexual bemngs. The Mctears were representative of a nunonty
of parents who didn't want their children exposed to the ‘mitty gntty” of the
homosexual act m the classroom.

Several other parents with religious convictions were more concerned about
the 1moral stance the school was going to take and whether this conflicted with their
own positon. Agam there was no objection to AIDS being discussed. but the advice
that some of their children were given went aganst their own moral convictions.
When asked whether he thought it was a good thing that AIDS and abortion were
discussed 1 school, Will Barnes, a Catholic parent rephed:

Yes. but 1t depends on what they are putung across. If it went aganst my
behieh 1'd be agamst 1t in the school and I'd ke to be made aware of 1t.

Kathleen Adams. a Bapust, was more specitic about what she thougit was
unacceptable:

[ saw one of the school's videos on AIDS. They said 1f you're going to
have sex use a condom. | disagreed with them saying that. They should
have encouraged them not to have sex in the fint place. Schools should
really push the no sex angle. But I do accept that there are stupid pupils
where 1t's probably necessary to tatk about condoms. For me, sex equals
Marrage.

Parents here echo the ambiguous concerns expressed through the Longtord
Report (Longford Conumttee, 1972). On the one hand. there 1s the fear that fac-
tual discussions encourage adolescents to expenment. On the other hand. there 1
2 concern that the school doesn't go far enough 1 placing the sexual act within a
traditional moral context.

These concerns need to be set aganst the more general feehng among the
parents that the school was the most appropriate place to discuss AIDS. An extens-
we campaign conducted through the medn was having a considerable umpact
on the schools’ sex education curniculum. Television drew on the famous and the
knowledgable through advertinng and discussion in putting across explicit messages
about how AIDS could be avoided. There was a general recognmuon throughout
the schools that the AIDS situation warranted a considered and unmediate reac-
ton. Schools were able to present themselves as professionally competent teaching
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establishments to the parents. We have seen earlier in the chapter that this was only
confirming what parents already thought about the school — that 1t was the most
appropriate place for the disseintnation of information on sex. Thus, rather than
seetng the sex education in school as a symptom of 4 more general arena ot pubhe
amorahty, the school was seen as the satest place 16 discuss sex.

Most of the parents had recewved letters and leaflets from the school on what
was gomg to be discussed. When discussing the mmmediacy of the problem Frank
Rodgers stated that:

it needs to be touched on ... 1 know m a lot of homes 1t's just not
discussed. At least 1n school they get the facts and they get guidance.

This was echoed by John Dobbie. When asked whether the school should be
discussing thigs hkes AIDS and aborton, he answered:

Yes, 1t's a good thing. There might be some kids whose parents never
borther to discuss these things. It'll definttely benetit them and won't do the
others any harm. There nught be things that we haven't covered. They
mught be able to help us m that mmatter. 1 cannae see 1t beng harmtul.

Sex Talk and the Parental Routine

In the previous section 1 was concerned with the more formal aspects of sex ulk
within the home. which tended to be seen by parents as problemauc. Although
many parents wanted to discuss sex with their children in a more formal manner,
parents tended to see these encounters as dramatized moinents which would create
a great deal of embarrassment. Prendergast and Prout (1987, p. 82) made the pomnt
that children tend to rely on more routine sources for information about pringing
up children and sex. Through direct expenence of bemg around close family and
other km, and through more mformal talk heard within the hotne and the local
netghbourhood, children pick up more information about child rearing than they
would from more formal discussions with erther teachers or parents. This same
approach uaght be applied to knowledge about sex.

In this sectton | outhne situations described by parents where sex 1s dircussed
in an mformal routine way with their children. Following this, 1 look at instances
where parents try and contain discussions on sex within the fanuly routine by nor-
malizing situations where children confront parents with quesnons that are poten-
tally embarrassing.”

Where parents had difficulty broaching the subject directly, sex was quite often
discussed 1n relation to a third party. Parents nught openly discuss a friend or relat-
we who 1s having an affarr or getung divorced. This was sometlung that would
sometimes crop up 1 daily discussion around the meal table. Parents” attitudes on
extra-marttal sex, divorce and teenage pregnancies will work then way through in
these discussions. The Wilsons both expressed difficulttes when discussing sex with
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therr chnldren. Both confessed that they were embarrassed and il equipped to deal
with therr children’s developing sexual awareness. Their daughter, Lynn, was 17
vears old and had just met her fint boviriend. He was starung to spend more time
m Lent s room Intenming to records. Whereas her father tended to woiry about the
length of tme they spent together on ther own, her mother stated that she “totally
trusted them®. She spoke with contidence about tha trust:

The children know what vou're talking about even within the fanuly.
George [her husband] has a brother who's fiad one wife then a girlfnend
His wite had a babe and this other @irlfnend he's gong about with now
has got a baby. It something we talk quite openty about. The kidvll dis-
cus 1t and they sav, *What 4 wayv tor Uncle Davy to carry on. He must
have kids all over the place!” It's more that sort of thing .. They obviously
know thev're sleeping together ... vou just come to an understanding that
we know that they know the tacts of hite. They have quite strong views
which thev must have got from us at some stage. Umy quite happy that
thev've all got standards. (Jean Wikon)

Routime contacts with other Jults outude of the home can also serve as oppor-
tunities for parents to discuss sexual behaviour and morahty with children. This was
brought out by Chmone Tern who mentioned homaosexual fnends who regulardy
wvisited the house.

I haven't said anvehing that I've shown prejudice about. A couple of chaps
that regularh conte round to see us are practusing homosexuvals: Bue [ never
oty to the kids this v, he's o homosexual e ke religion vou hope that
they sort things out for themselves and don’t make any wrong decivions,
[ wouldn't \av vou mustn’t.

Chinstine Terry took « farrly agnosac hne when 1t came to monahey, Her mam
worry was that the school would push any forey of moral approach. She was par-
ucubirly opposed to relyouns educanon

ve alwavs assumed that thiese thimgs had a balance i sehool. Someone had
raned the pomnt that the anti-aborton group had brought ouat a video that
they were sarcuiating i the schoole and they weren't giving the other
pomt of view They did concede that veu had o yave 4 balanced view m
sex eduvanton but to get round thisy they imtroduced it i rehgious educa-
uon [ wouls certamby rasse 16 wach the school it they broughe it n thae
way A child has got to make up ity own nind on certain things [ mean
thev could grow up absolutely anti-aborton and F'd be perfecely happy
with that bue they should have 1 balince so that they can deade ¢ e
thigs tor thennelves.

For Chnsme Terny sex talk was more tuilv integrated in famly hte becanse she tele
that to treat 1t as something out of the ordmary was to heyghten a partcular moral
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approach which would inhibt her sons” development of their moral autonomy. The
tact that they had gay triends made 1t easter to talk about sexual morality within the
hone

A more complex version of Chnstine Terry's approach was offered by Ehisabeth
Johmton. She saw sea eaucanion in ter of the fact/value distinction. The physio-
logncal aspects were easter to talk about:

By the tme John was erght he knew evervthing from ammiocenzess (she
had just given birth to Philip) to everything about childbirth. There was
nothing biologacal he didn’c know. It came as no surprise. there was noth-
ing surpnsing for hun

Ehzabeth had used her pregnaney — the birth of her second son - to discuss the
phyvsiology of sex with her eldest son. The birth of the second son was detined very
much trom withm: very much 1 “fanuly matter’. Elizabeth was able to contidently
draw on expenences that were defined umgquely i her own terms. At the same e
e wsed her own expeniences as an example of the general: what Ehzabeth was
vomg through was what all mothers were gomyg through.

Although the physiology of sex was an ntegral part of the tamily routne,
diticulties were encountered m talking about sex witiun « moral or ethical context.
Unbhke stuations where parents would rather downplay more deliberate discussions
about sex within the bome, the moral and social aspects of sex were deliberately
dramatized. When asked whether she had ever discussed the moral aspects she
patsed for o long ume and snd,

I don't think we'd wilk about that particularly o1 has o, vou know

- obviously when we talk abour marnages breaking up and responsibihiey
for it or no responsibibity forat .. we've had a lot of thends whose marmages
have spht up. We've spoken about it, and John's watched the other children
wo through 1t . .. n a jokmg way. T think we've talked about how we got
marmied or vou know our relinons before we got marmed . kidding n
public m tront of John about our different relanons betore, and John loves
these stories

The break up of many of Elizabeth's friends relanonships were defined almeost
m terms of therr mevitabthey. According to Ehizabeth “divorce s vers common these
dass’. Thie created anxieties for Elizabeth because there was a question mark over
how her dildren experience these breakups. Ehzabeth’s worny was how her own
children percerved these breakdowns. There were two aspects to this: how John
experiences lus own friends’ reactions to their parents breaking up, and more

smpottanthy here, how John mterprets this i terms of his own pa.ents’ relationshup

These tensions made Elizabeth uneasy m trying to explam how sex works
oually. Parents here cannot simply adopt the same mtimate tones of the natural 1in
talking about sex i terms of relattemsdups For parents there can be nothing routne
about parental breakdown This creates an obvious dithiculty for parents in broachmy
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the subject of therr friends’ breakups. Parents need to emphasize the excepuonal
nature of divorce 1n situations where divorce 1s happening to more of their friends.

In some nstances these tensions can be offset by humour. The situation can
at least be partially redeemed by drawing on stories about their sex hves before they
were marmied. The cuniosity of the child can be channelled through stories about
the parents before they were married. When asked whether John ever talked about
sex, Elizabeth replied:

Yes, a httle. | think sometimes he's testing us out here . . but also . . . he's
very forward with telling us his new jokes I think 1t's also his way of
asking us what this means or telling us 'look what I know now!

Jokes were his way of ntroducing the subject of sex mto conversation. This clearly,
corresponds to his parents’ tentative approach to the problem of sex as a moral
subject for discussion.

Humour teatured in other households as a response to public awareness of the
AIDS 1wssue. Families were subject to detaled informauon on the homosexual and
heterosexual act, emphasis being placed on the use of contraceptives as a necessary
precursor to se yual ntercourse. A few of the parents mentioned the influence of the
campaign through the almost institutionalized usage of the word ‘condom’. Their
children were starting to use the word 1n conversation with other members of the
familv. Alice White Liughed at how easily this had been accepted within the fanuly.

They get a lot from the television. Lan 1s at the awkward age, he's smggery
aboot 1t the now. But Jim seems tae be taking 1t 1n. His dad and my
brother, the things that they are saving to them. to Jun the now, thev're
sagging him about condoms and all the rest o' 1t. The jokes that are passed
between them sort o' makes 1t easter for them now. Then Jim will come
hame wie” a new joke for his dad and he'll say, “dinnae vou let your
mother hear that!

Jim's father was able to offset some of the tension felt when the subject of sex arose
because he was able to joke with his son about i1 “sertous” socto-moral matter. When
gomy out to the school dance he vwould joke with hiv son by remminding him ‘no’
tae forget his condoms’,

Teievision and the Normalizanon of Sea

The television was another medium through which sex was discussed in the home
This s reflected 1 reenrrent pubhic debates over the power and influence of the
meda Questions of taste, choice and censorship have been expressed which high-
hight the distincuons made between external’ and “internal” censorship of what chil-
dren watch on televiaon Should there be state censorship or should parents be lett
to determine what their children watch® Inomy <ample, parents oseillated between
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Parents and Sex Talk within the Home and School

these two posiions. Sex on television can embarrass both parents and children. For
the parents, part of the problem 1s feeling that they have a duty to respond to what
they see as unsuitable or nsky programmes. Some parents will actively censor what
therr children watch by anucipaung programmes that are thought to be too sexually
explicit. Others will mvoke their own version of the nine o'clock threshold as a way
of sereeming out potentially unacceptable programnies. Jun Short outhnes his views
on this:

I'n an old-fashioned father and [ don't like 1t [sex] bemg mentioned. 1
don't watch much television but 1if | e somethmg nsky connng on I tend
to chase them

The television. though, can be used more postively by parents 1n trying to norial-
1z¢ sex within the home. Parents dehberately avorded heightemng sex as something
special and treated 1t like any other subject that comes up - convenaton. For
George Terry this was case of:

... trving not to make anything out to be a big deal. You can have very
explicit programmies on television and they just watch and sometimes they
sk what's going on and we tell them,

Lin Davies recounted how he coped when his F-year-old son ihed him whuat rape
was after having picked up the word from the television

[ <aid something hke, 1ty a very senious assault on 4 womnan by a man. [
thought at that stage that would be enough | tend to gve the answer that
would suthice under the circunmistances, But Tabo think vou need to answer
their questions as casually as possible. That is. not to sound oo heighten
it. Make 1t as casual and nomial as posable.

For Frank Rodgers the unexpected sex scene on television and the aspects of the
sexual vocabulary questioned by therr children. although sull cibarrassing, are occa-
voms for discusston and clanfication. When I asked him af sex ever cropped up
normal discusston. he sad:

Oh yes, Tast might tor mstance They mentioned the word ‘impotent’ on
televivon. They asked what was that® We told them. Tt just came up
natural convenanon

Conclusion
in Chapters 3 and 6 1 have lnd out the problem of sex educanion s viewed from

parental an© teachmg perspectives in the con luding passages T want to compare
these penspectiv es mdicatng, il pomes of convergence: Finst, both parents and
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teacher stressed the importance of ex education by drawing on a changing social
and moral environment. In particular, reference v made to the way that the AIDS
cnsts crystallizes these changes in that 1t balances 1ssues of moral, socual and physical
sk against the older certamnties of developmenr, ‘tnung’ and posinonal differences.
Socual change here 1s identitied by both parents and teachers as the opening up ot
the public sphere to children. This has the contradictory effect of strengthening the
child’s *nght to know' and increasing the demands made on adults to regulate the
effects of this which i turn reinforces an adult’s ‘nght to know'.

A second and associated area where parents and teachen meet, at least those
that have strong religrous convictions, 1s over the attempt to impose lnmts on the
AIDS knowledge that their children or pupih have access to. The relanve succes
of these forms of censorship throws up an iterestng question: whether the home
or the school s the niost etfective censor, In relation to sex educatnon a provisional
amwer favours the school, with St Marv's bemng able to construct more tangible
hmits on what «ex education conusts of 1 school through a form of collectve onus-
aon Yet, [ have already referred to the problems that parents and teachers have
regulating their children’s vocual and moral development within a relatively uncon-
stramed public environment. The question may therefore be lew pertinent, for the
e v one of regulating rather than limitng the child’s exposure to “adult’ 1deas.

A third, more straghe-forwardly consensual area s the posinon of mothers
sex educanon Whether we are talking about actual, normative or ‘lay theorencal’
undertandings of 1 diviston of labour within the home, mothers are seen as the
respomnible agents. We have to rely on more phenomenologieal accounts about the
tunth routine to assess the roles that fathers play.

A tinal pomt where teaching and parental perspectives mtersect v over the
ditheulties expenenced teachimg and discussing sex education The diucomtort fele
by both parents and teachers appeans e traneend the veny ditferent contexes within

which sex education takes place. Although this similaney of expenence as complhic-

ated by the gendered nature of sex education m both the home and the classroom,
parents and teachen had problems brnging sex talk swathm their respective paradigms
of adult authornty . One of the ronies of sex education here s that, as Dhave abready
outhned. problems that parents and teachen have are expenenced within a con-
teat of more public talk about vex The Foucaultan nonon of a dicourse on sex
i pertinent here (Foucauk. 1976). The mportance of AIDS, the problem of child
wx abune and the concerns over cemonhip and teenage pregnancies are articulated
through a1 framework of prolibiton and control Those who have legumate moral
and sodial responvbilities for voung people are put under more pressure. Although
there v an underlying semse that sex educaton ought to be undertaken mtormally
by parents, teachens, oddly enough, appear to have a keener sense of responsbrliey.
The recent pragnatie shitt towards schoolmg ac the focus tor sex education, the
herene i unportanee attached o sex education and the contidence that parents
hud i the school's abihty o deliver sex educanon. a contidence picked up by the
teachers themselves, seems to huve shurpened the eachen” awareness of therr poa-
tons s sex educators

Naverthelew, althongh we inght argue here that an expanding dncoune on
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wex constramns those with responubilities for sex education, there 15 also a sense 1n
which the discourse opens up the posibilities and pretexts for sex education. Sexual
miages and language through the media and an adule sexual lexicon freely drawn on
by children were used by teachen and parents consciously and semi-consciously as
vehicles through which more pedagogic attempts were made at discussing the phys-
ology and morality of sex. They were ko, nnportandy, occasions for monitoring
what the child already knew.

One tinal point concerns a clearly discermble tension between the parental and
teaching detinitions of who ought o have responsibility for sex education. In one
obvious sense this v the shifting — we might even say the delegaung - of an
unwanted adult responsibility on to the sgmiticant adule other. But there 1s hede
wimnetry here Teachers differentated beeween a Jde jure responability, parental
primacy, and a pragmatie and professonal commitment to the child's welfare. From
the parents” point of view a desire to take control over the child™s sexual development
cannot easly be squared with the contidence expressed by parents over sex educa-
non 1 school. Yet, clearly for some parents this inconsistency s kess marked where
the techmeal know-how of the gindance teacher appears to overnde any strong
mner seme of responsibility.

Another way of expresmyg this incomieency 1s to balance the parents” need o
know how therr chitdren develop sexually, and the contention that their adolescent
Jnldren have a mght to be fully mformed about the moral *risks and opportunites’
confronting them. As in Chapter 4. the tenvon between parents” ‘nghts” and the
wWolescent's dewre for mdependence are much tess harshly felt of we can dentity
more routne and less interventionnt means by which parents are able to momtor
therr Juldren's sexuahiv. By drawing on the more rounne leveb of parenung, |
denatied the mtonnal modes of communication that parents used to keep abreast
of therr children’s developmy sexualinies. We nnght abo add thae parents are 1 a
mudch stronger position at this nformal fevel to check that cher children were pick-
my up the night’ values

Notes

Socttd dass does not ioom harge wthe mos recent and comprehensive study ol ses
cducation. kobel Allen's Fdiatton e Sex and Peromal Relunonshupy, 1987 Where 1t n
divcussed i oan relation to parental advocacy ot the school. Shehtly more workimg-clas
parents than middle - chiw parents tivoured the school mroducng the topic (Allen, 1987,
PN

Fhe figuse was 60 per cent i the Allen study CAllen, 19%7po X7

See Appendix 2

Phere s oan interesting discussion about she Tmitavons of relving solely on it recol-
Iecoons ot “learning” about reproducton’ an Farrell (1978 pp 34 5,

fn the Allen study. 63 per cent of mothers were dissatistied with therr own sev eduaation,
whereas onlv 41 per cent ot the fathers expressed the same opimon Thas wonld appoa
to correspond with the emder diference (19X po 107

Coddems offers an mteresting dstmenon berween ite events which disrupe the routne,
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such as births and deaths, and cntical situations which are almost exclusively contungent.
Whereas the former can stll be conceptuahzed as part of the routine m that hfe events
are not necessarily unpredictable, the latter are situanions that socral actors face which are
so unpredictable that they lead to social disorientation. Sexual pedagogy 1s an interesting
case n that although parents are conunually predicung when :hey will bang up the
subject of sex (the procrastination), there 1s also a sense ot social disonentation in the
smgular nature of the nteraction (Giddens, 1984, pp. 60-1).
References to this debate ran through The Tunes editonal columns in the nnd-1980s.
For some examples, see. 28.11.85; 21.2.86; 22.10.86. More recently, 1n the attermath of
. the Jamie Bulger case, censonship and parenung has become a pubhc 1ssue again. See P.
Wintour “Bulger judge urges debate on parent and videos', The Guardian, 27.1.93, p. 1;
E. Gorman "Horror videos do not turn children into homntic people’, The Times. 26.11.93,
p- 3. A. Leathley 'Howard hmts at censonhip laws on video violence’, The Times, 22.1 94,

p 8




Conclusion

Public Policy and the ‘Responsible
Parent’

In this book | have tned to capture, in some phenomenological sense, the bound-
anes of parents’ responsibilities and account for the soctal and moral roles of those
outside of the home who have ‘clanns’ on their children. Over the last fifteen years,
pohitictans, commentators and socal scientists have drawn, redrawn and retined this
boundary 1n the light of an alleged assault on the mtegney of the famuly by the state.
Yet. as the Newsons argue, the nature of what parents are supposed to do within
these boundanes remains elusive.

Parents are n fact chronically on the defensive over therr parental role
because the responsibihity laid on them 1s not only hnutless but supremely
personal. (Quoted m Harns, 1983, p. 240)

The ‘personahzed and himitless” nature of parental responsibility 1s partly a product
of the mternungling of brology. culture and political pressure. But there 15 also an
unportant temporal commutment that generates a contradiction within the pracuce
of parenthood The concept of primacy sigmties the parent as the first and most
unportant mfluence — a reminder to the outade world that parents sull carry the

some parental equivocation, 1t also means that parents have to accept the consequences
of the different ways that therr children present themselves to the outside world. .
Yet. although 1t appears that being first on the scene and *knowmg your child” gives '
a parent certam nghts, there is ulumately a sense 1in which parenting has a purpose
beyond sustaining a child's physical and social well-being, a function which leads to

I major responsibilines. This gives parents a sense of propriety and ownership. Despate

_ the negation of their status.

In an individualistie culture, pninacy also means that parents are normatvely
responsible for producing the ‘responuble’ ndiadual We can see the process of i
parents dirccung their children towards an independent status as the ‘withenng R
away’ of parental authonty. Parents, then, not only have to contend with the seem- '
ingly endless accretion of tasks across time, they have to know when 1s the appro-
priate tune to restnct these tasks i the interests of the children’s development.

These dilemmas for parents can be further illustrated 1f we return to the notion
ot responsibiliey for disapliming children. Both parents and teachers, m their accounts,
comtantly remum to the thepie of “brngmg up” children Like the noton of pnm-
acv this can be taken as o boundarv-setung device that separates parents from other
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autherney figures outade of the home. But at abho reters to the all-encompasing

nature of hiving with children and dealing with thetr problems on a routine basi,
Bringaing up children for some parents sigmities a degree of lantude mn interprenng
therr responabihoes This can mean a degree of give and take i relavon o bound-
ary setting within the home There v an mterestng comparnon here between
disaphine and authonty exerened withm the home and the claissroom. The more
arcutnseribed range ot teaching funcaons and the aimtitutonal backing tor school
disciphine according to some parents appear to ake it easer for teachen to disciphine
thewr children. Without a hmt of resentment, George Terry seemed to sum up this
techng among the parents.

f ope 1t's very nonceable with my three [som] thatat'a tee sher aiys some-
thing to them they beheve 1t they trust it and do it They fecl oblhiged

they tend to Isten to teachers much more than they bsten to parents,
Fve no doubt other parents would say the wame thing,

As | have argued. the present discourse on state intervention sets up negative
mages of those outsde of the home who have danns on the child™s well-beng. But
we learn very heede about the routimzed “irranionabines” avwocnated with parentng,
From a parenul perspective those agencies, ke the school, that are domg the same
kinds of things av parents vet have legiamate clas over the cluld's weltare are
bound 1 be more siecestul than the parenis themselves. This s reflecred at the
macro level with the educanonal debate focusing on the sunple tradinonalism that
ought to be brought back into dasroom diseiphine (Alexander, Rose and Whitchead,
1992). This v not to sav that clisroom control v n pracuce caster o achieve:
Chaprer 2 demonstrates the diffe. nt wavs i which an uneasy iix ot educanonal
and moral clements are mamtamed by teachers m keeping the upper hand e dass,
Furthermore, these skalls are acknowledged by some parents What 1 being presented
In parents here 16 some notion that the ill-defined and ever expanding nacure of
parental dincphne compares less favourably wath the rale bound nature of waching
where there s some degree of external assessiment of “good” and “bad” dnaphine m
claw and where there v a protessional separation between teacher and pupil. Parens,
quite suply, hack the gudehines that chey magine intorm the teaching role

Moral Uncertainty and Shared Responsibilities

Although parents sustained 1 proprictotal semse of themselves as moral guardians,
the sunple Lack of fined gundelmes can lead to parents drasing on external support
trom the sdhool i mantanng both the tegnty ot thar culdren’s moral and
phvacal well-being and their own sense of seltt We nught see this asan inconsist-
encv i therr accounts of themselves as parents, but there s no simple abdicaton
of responstbihty here We might agam reter to the rontine binmess of parenting
Ihe developnient of 2 sophisticated monitoring swatent, the active renegotiation of
public and private spheres, and the normahzng and semi-consaous suvey g ot the
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child's sexual development, were all ways that parents underwrote their children’s
weltare.

The techmques of control were, 1 part, responses to the ili-defined nature of
bringing up children. 1 have argued that discipline and conerol are cultural atenibutes
of parenting 1 that the parents and teachers interviewed saw them as central features
of their responsibihties. Despite the particular approach that a parent nught profess
to subsenbe to, all parents were i the business of boundary seting and sanctioning
as part of the daily How of parental activities, what Giddens (1984, p. 3) calls the
durée of social life. But, parents” disaphnary activities were also respoinses to general
perceptions of the outstde world as 4 realm of moral and socual uncertainey, Ths
uncertamnty hay been nterpreted more positively by socral theonsts i terms of
= notions of rsk and opportumity (Giddens, 1991 Beck, 1992). Yet, parents to some
- extent here have abvays grappled wath these sssues i that the general push away
tront the honie into the outade world involves parents conung to terms both with
. the temptanons open to therr adolescent children and with the conjectures they
nke about how they respond to them. [n Chapter 6, parents expresed posit-
e notions about therr children’s abihey to negouate the nsks and opportumnes
- surrounding their sexual development. But, in the mam, these deas were over-
shadowed by the fears that they had sbout an uncivil society

[n constructing muages of an uncivil society, parents, first of all, referred to therr
own adolescent experiences. luteresungly, parents were not offering a sumple and
consnstent prcture of 2 golden past In part, this was due to the gendered nature
of these expeniences with fathers having more of a tendency to glonfy the public
- sphere as arealm of sexual adventure and conquest. More generally, parents tended

to highlight the mportance of ther dldren’s sex education i the home and the
B school by referring to the madequate level of sex educanon offered by therr own -
parents and teachers when they were children Yet, parents offered more positive -
nnages of thar past when discusing therr lesure ume The restnicted space and
‘protected hberatnon” offered their children now was compared less favourably with
thair own adolescent freedom m retation to public spaces.

More unportantly, the nouon of moral and physical valnerabihity corresponds
to genenal fears vorced about the ability of the young to develop o healthy and
- responsible soctal identity. The sexual and public realms. 10 one sense. are two sides

' of the wimie com. opposing but complementary elements that make up the adule
socnl idenuty. Notons of supervision and control of these realms always strueture
the parenty” semse of selt and underpin, i very routine ways, the responabihties
they have towards ther children. Yet. parents abo expresed a soplstcated under-
standing ot thewr adolescent dildren’s needs which made these responvbahoes more

- prevartous and, ultimately, more negottable. As T have argued. this didn't take the
torm ot overe exchanges around the postional ditferences between parests and
children. But parents acknowledged their adolescent children’s changing saatus m
— - the wavs that they adopted strategies for keepmg tabs on them

Parents mav, as Seabrook (1982) argues, be projecting thetr own madequacies
onto the outside world m the way they constrict images about the unenal soctety,
Parents mav, 1 fact, be suscepuble to the mipace of messages about AIDS and the
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dual conceen of the child as vicum and offender. But to present parents as powerless
and ahenated 1s to obscure the ways that they adapt to these circumstances and cope
with their fears.

The Parentocracy

Given the all-encompassing nature of parenthood 1t would be difficult to conceve
of parents offering one consistent unage of themselves in relation to the outside
world. The phenomenology of parenting focuses on the negotiation of roles and
expectations in relation to the more intangible aspects of socual hife. The contingen-
cies inherent i parental practice here mean that parents take a more pragmatic view
of their roles. Parents try to sustain a predonunant nnage of themselves as sovereign
authonty tigures. But from time to time, circumstances dictate thet parents become
more relant on the school’s tutelage. There 1s an element of rationality here with
parents appeanng to delegate responsibility to the school. But there 15 also a sense
that *working at being a parent’ means accepting what is available 1n a nmiore routine
unreflexive sense (Morgan, 1985, p. 186).

Nevertheless, we sull need to make sense of the conflicing self-images that
parents present. The idea that the parent 1s both separate from and dependent on
the school has interesting parallels with the conflicing ways that the concept of the
responsible parent 1s invoked in current educatuonal and pohtical thinking. In the final
passages | will relate these images with current sets of donuuant ideas and values
which impinge on parental and teaching pracuce.

As | outhned in the first chapter, critics of the interventionnt state set up a
radically different vision of society. The welfare state 1s to be replaced by some form
of civil society based on Adam Smuth's ‘mvisible hand” with the famuly as the bavc
umt of society (Adam Smuth Institute. 1985). Parents become the sole tocal point
for the morahzing and sociahzing of children. The school, like other external agencies
of social support, 1s contracted in, bought m, even, at an early stage to educate their
children.

The 1988 Education Reform Act i 4 kev legislatve attempt at restructur-
g relauons between ‘individuals’ and the state by shitting the balance of power
between parents and teachers. A weak version of this 1 suggested by the “parents’
charter’ which has been added to the polincal lexicon as political parties debate the
relative ments of a contractual relationship between parent and teacher.! More
fundamentally, this vision uf society 18 bound up with the notion of the parentocracy
with the parent 1 a new role as ‘aitizen consuiner’ (Woods, 1988, Meighan, 1989,
Brown. 1990). Two key modes of parent—teacher relatons are suggested here: the
parent as controller of the education process and the parent as consumer

Darent av Controller

The wdea that parents have more control over the education process 1 Imked to the
local nunagement of schools (LMbS), and 1 Scotland the mtroduction of school
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boards, both central planks of recent educational reform. Although subject to central
government approval, the 1988 act allows parents to vote on schools opting out of
local government control. The financul, orgamizational and day-to-day running
subsequently become the responsibility of a small governing body with parents of
children from that school beconung majonty ‘sharcholders’.

In previous chapters [ suggested that parents and teachers, in the abstract, had
a4 strong sense of the respective spheres of influence of the home and the school.
Within this framework the formal educanonal requirements of the child were best
I+ft to the professional expertise of the teachers. Although the evidence is far from
conclusive, discussions with parents around the more specific aspects of the
‘parentocracy’ tended to rewnforce this posiion.” The majonty of parents displayed
little enthusiasm for their new found powers i policing the schools. Twenty-two
(30 per cent) parents were opposed to any signiticant change 1n the way the schools
were run. Whereas twelve parents (27 per cent) wanted more consultation and
closer parent-teacher hinks. But this stopped well short of what we mght term
parent power’. The great majoney of parents did not think that they had any night
to dictate to teachers how the school should be run. There was a spectrum of opin-
ton which flowed from a reticence to get involved — they had neither the ume nor
the incltnanon - to a complete rejection of the principle of parental intrusion into
the school. The followmg quotes from a workmg-class and middle-class parent illus-
trate this pomt.

I know nothing whatsoever about teaching and I teel, you know, | couldn't
stt on a board and dictate to teachers that vou should be domg this, that
and the next thing. (Ruby Bolton)

I don’t think that parents are quahified. They don’t know what they're
expected to do. I don’t think that I'm quahtied. I'm no’ saving that parents
shouldn’t have a say, but they should be guided by the teachers ... Are
they gomg to be able to change teachers? That's absolute rubbish. How
could I deaide who 1s a good teacher. 1I'd have to be a teacher to know
(George Whilkson)

Yarent as Consunier

The 1dea or the parent as comumer would appear, on the face of 1t, to have more
appeal because 1t corresponds o the concept of primacy as a set of nghts that parents
have over other socuahzing agencies Primacy, 1na very general sense, s all about
knowing vour child best and knowing what s best tor vour child. Within a tree
market 1deology, this can be translated mto a torm of mmonetary shorthand through
the concept of comsuter soverergnty Parents know better than the state what their
dild needs educanonally - The nuarket offers o chotce: educational vouchers become
Avirtual reahioy as parents exerase therr bargamimg powers with schools bemg com-
pelled to display their weres in the form of league tables on exam results (educational
achievement) and truancey rates (educational fulure)

Within this deological tramework. the content of educanon - the Natonal
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Cumiculum — no longer remains in conflict with parental choice. Parents are assumed
to make the connections between ‘national standards’ and educational outcomes.
With regular tesung of their children in class, parents have a running commentary
on their children’s achievements and, more importantly, a means by which their
children’s achievements can be measured against the school’s averages and the school’s
achievemnents can be measured against other schools.

From the data, empincal validauon of this 1s difficult.’ This version of the
educational market place has only recently been completed - the pubhcation of
league tables on educational performance coming too late to be discussed by the
parents in this study. Nevertheless, parents were asked about the concept of choice
by refernng to the Parents’ Charter of 1981 (Education Act {Scotland]) which
allowed parents to send their children to schools outside of their catchment area.
Parents at this stage were relanvely less informed when making choices, relying
on local knowledge rather than more objective awsessments of the schools’ perfor-
mances, Agam. the evidence 15 hmited.

Parents were asked about decisions regarding the ‘chorce’ of their children's
secondary schools. Most parents when prompted were aware of the long wainng
hists for magnet schools n ather parts of the city. A few parents indicated that an
informed choice had been made with the child’s happiness and the close proximity
of the local secondary school having more force than the more abstract and uncertain
attractions of a desired magnet school. But the vast majority of these parents claimed
that they had not “chosen' their cluldren’s secondary school m any meaningful
weme.! Thus, although parents were aware of the possibilities of sending their chil-
dren to any school within the region, a considerable number tended to deny that
the concept of parental choice existed.

One possible answer was that parents were aware of the theoretcal possinlity
ot sending therr child to a «hool with a good reputanon, but the kinds of schools
they had in nund - usually the same three “best’ schools n the region — were so
difficult to get into that the very process of weighing up the pros and the cons was
+ non=starter. Following on from this, 1t naybe that these parents still tended to refer
to an older culture of choice by invoking the independent/state school system
divide. For these parents chotce was irrelevant because *choosing’ schools only made
any sense where a parent was i the financual posinon to be able send their child
to a private school. Choosig a school - and the tree nurket for education - was
still restricted to the private sector.

The sample aze precludes any mferental leap sbout the general receptiveness
ot the new parental role, but parents i this study were clearly less than enamoured
with thair roles as controllers of education. The notion of the parent as consmmer,
snetly speaking, does not work at the economic level for there 1 lietle sense in
which parents actually consume education (Deem, 1990, p. 161). It works more at
a pohiical and psychological level because 1t appeals to the parent as the mythical
rattonal ndiadual conquenng the evils of the collectivist state. The nouon of the
respomsible parent here suggests that the new market or ler deprives the state of it
power by mythically returning all responsibilities for child development back to par-
ents and thus remforang the wdea of parental pnimacy.
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Public Order, Schooling and Welface

I have argued that the general fears parents had of children being ‘out of place’,
foreshadowed the role the school was expected to play in supervising their children’s
moral and physical well-bemg. This feeds directly into a public order agenda with
the focus on the public accountability of parents in preventing truancy and juvenile
cnme. The ‘responsible parent’, therefore, not only figures in the discourse on edu-
catonal reform, it plays a prommnent role on the public order agenda.

The 1deology of individualism only works on the basts of a psychological
appeal to the parents’ sense of self as a sovereign authonty figure. Within this model
parent~child relations are inferred from relations between parent and outside agency.
Parents recapture their nghts: hitde is smd about what parents do with them. Given
the current agenda of child protection and questions about the supervision of chil-
dren’s ume away from the home, the fuocus of attention 1s the quality of relations
between parent and child. The appeal to privacy and individualisin as a set of nights,
then, 1s countered here through the expression of these rights as public obligations.

The 1991 pubhc disturbances in Oxford and Tyneside and the more recent
concerns expressed about juvenile crime have generated a lengthy public assess-
ment of the causes of public disorder (Dean, 1993; Utting, 1993). This comment-
ary, to some extent, reflects lay social theores offered by the guidance teachers in
Chapter 3 — loss of parental authonty, a general breakdown in communication com-
pounded by impovenshed economic circumstances. Furthermore, the blaming of
parents would appear to be reinforced as ‘solutions’ suggested by a recent Home
Oftice White Paper (1992) focus on penalizing patents of children in trouble.

But public analysis 1s ambiguous here. Responsibility for public order 15 held
to be a more collective enterprise as teachers as well as parents are held responsible
for public disorder.” In one sense ‘responsibility’ here is secondary m that com-
mentaton question the ability of the school to contain the problem. The notion that
children are now out of control in school reflects the breakdown m division of
responsibility between home and school suggested by teachers in Chapter 3 -
teachers are unable to exert control m class because parents are not providing them
with “school trained’ children. But there 15 a stronger sense in which the respons-
ibility teachers have tor public disorder s on a par with parents. The analyses of
disorder m class, focus on educational causes such as a loss of educational authonty
and the adopnon of child-centred teaching practices. Educational “solutions’ have
been provided bv other in the form of teaching citizenship in pnmary schools.”
What 1v 1 effect bemng argued here 1s that notions of ciuld-centredness and loss of
authonty are mdicators of 4 more general moral decline shere parents and teachers
are culpable because they represent the loss of adult authonty (Daley. 1991). This,
interestngly, seens to converge with assessments made by the working-class parents
mterviewed m this study.

The differences between the educational and public order discourses can be
seenn ay 3 temsion between the invocation of the responsible parent in individualized
and collecuvized formis; the tenston between responsibilities as right and responsibil-
ities as obligattons. Bur the problem is not amply the selective use of the ‘responsible
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parent’ m the promotion of disparate and unpopular public _obires” The tension
1 one of education as part of the free market order undermining  ttempts at dealing
with the nang inadence of youthful indisciphne and disorder. The most recent
Education Act (1993) brings the two discourses together b making head teachers
more accountable for problems caused by children “out ot pl.. " First, the school
can no longer permanenty exclude problem pupils. Second, the head teacher has
the option of making arrangements for preblem pupils to go into “pupil referral cen-
tres’. This 15, interesung, not so much because 1t can be taken as contirmatien that
juvemle crmie is a public responsibility, but because these new measures ueed to oe
seen as 4 way of dampening down the unplications of the 1988 Education Reform
Act for public order. These unphcations have been spelt out in some detail else-
where (Carlen et al., 1992: Pyke, 1992). Given the welfare role of the cchools in
this study they are summarized briefly here.

First, the effects of the market place coupied with the weakemng of local
authority responsibilities for enrolment potenually increase the nunbers of protlem
children excluded from school; children permanently out of place, children :eferred
to withm the public order agenda as both victuns and offenders of juveniie cnime
(Pvke. 1992). As exclusion rates nise, schools ke Boreston Community school and
Stenhouse Academy, that had a reputation for accommodatirg pupils discarded by
other schools, become overloaded.

Second, overloading may prove to be an opunustuc scenzno. Boreston and
Stenhowse would not be well placed m the league tables which equate “good’
«hools solely i terms of exani scores. Although local pohtical pressurss may linut
the comequences of the reform act, schools that have an expertse m dealing with
dithicult puptls may smply disappear all together as parents niove their children
whools much higher up the league tables.

What svhools like Stenhouse offer, according to the teachers, was a network
of mtangable moral and social support for problem children and troubled parents
Ladden 1 the expected parental rush for places at quanufiably “better” schools.

Third, 1 mentoned earhier the effecrs of tesung and the Neuonal Curnculum
on the tnie and energy needed by teachers to devote to non-curncular actvities.
Although there have been recent official moves towards centring personal and social
education ‘0 schools = not least the Dearing attempt to free up 20 per cent of the
teachers curnicular time - the non-curncular actvities such as sex education are sull
vulnerable 1 a chmate where school tmetables are donminated b+ subjects thar can
be tramslated mto 4 monetary shorthand of exam resutes” This s particularly the case
for schoole with a general ethos and approach that goes beyond the traditonal
praxitns of pedagogy and fim disciphine. Schiools ke Boreston and Stenhouse,
which prded themiselves on therr Catholiciey of teachmg approaches wnd their links
with the local commumity, will have fewer options open to them i acting i the
best meerests of th- chld and the local communry (Clhitey, 1989, p. 178).

More generahy, T have documented the way gindance feeds mto disciphine and
provides a nelwork of support for children and thair parents 1 would argue that
moral and ool support from the school an which parents relv for shaping their
uldren’s socal identities s threatened by tree market and pedagogic miperatives
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that donunate current educatton thinking. It may be that T am oventating the case
here. As was argued earlier, the realm of policies and values shapes but does not
foreclose the possibilities of action. Nevertheless. concems that parents have over
their children’s well-being are hardly hkely to be assuaged by an education system
that no longer acts as a soaal and moral guarantor.

Notes

The parents’ charter was an important teature of the electoral mamtestos of the major
political parties in early 1992, Labour produced 1 social contract version in an attempt to
shift the agenda away from the mdividualism implicit in the Government's charter See
Times Educanon Supplement, 7 292, p 9.

Althaugh the 1dea of parent power was quite new «t the tme o the mterviews, parents
were bemng canvassed for their votes for the setung up ot the school boards and were
bhemny sent mformaton about therr new powers as school governors On the basis of this
it seciied appropriate to guestion parents on these new “powers’

See Davia (1993, b 75 for 4 discussion of the theoretical and niethodological conwd

eranons of work done on parental chowee

351, Bowe and Gewitz (1993) sugge« that things have moved on since then in terms of
different social class contexts of chowe

The Government “Back to Basies' campargn and attemipts by the Labour Party to shape
the publc vrder agenda kave generated recent mterest around the disciphnary role of the
school. See "Patten spalls out code to ughten school discipline”, The Tintes, 14.2.94, *Blarr
piedges high standards and firm dnapline in schools’, The Times, 277 94

See ‘Bortsh prmuary schools m anzenship', Independen: on Sunday, 28 293

Much has been made of this contradiction 1in ‘New Right tenns between the individualisuc
ind tradinonahst strands of thoughe (Levitas, 1986). Thatchensm could be seen as a suc-
cesstal artempt at integraung populist verstons of both of these 1deological positions. See
Hall {(1983).

Interestingly, the Ciizenship Four daton recently advocated placng auzenstup withm
the curmoular mainstream, thus rendenng 1t testable”™ Tintes fudmanon Supplement 5 3.93,
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Appendix |

Teaching Sample

I intenviewed tweney teachen trom five Scottnh secondan schools located wiedhin

and around 4 medium-vzed conunercid atyv. T deaded o look at guidance teachers

trom the general teaching populition for three reasons. Fust, gudance statf had
an unportant pastoral role to play i underwnung the socul and emotional aspects
of the child's education. Guidance thus deale with the duld's “welfare” m the much
broader “holstic” semse. Secondly, gndance sttt occupied @ medute position between
the school and the home, and were presunied o have @ more nformed opinton of
parents. Where parents have problems they wanted to discuss with the school, they
5 tend to be the firt powt of contact. Where the school needed to approach parencs,
the yudanee sttt were waally rehied upon to make the el contace Thirdly,
gudance teachers divided up therr time between thetr pastoral responubilities and
therr clasroom teachiy

Although the sunple mav not be strictly representaave of the wider teaching
commumty, thetr “teaching’ credentaly were precondiions of therr pronmotion to
the gudance post Av wadl i having pastoral responmibilines, therr own subject
teachimg was somethinyg mowhich they were suli veny much mvolved. Only chree
teachers commiented on how therr gurdance work had sigmiticandy reduced ther
teaching ametable, and one of those had managenal responabihiies: The pomt
bemg made here s that therr pastoral respensibihues gave them unique maghts mto
the backgrounds of the children, Within the contest of the research interview this
did not abwavs praudice the wass they were able o ke sense of the children’s
backgrounds as mote convengonal dasroom pedagogues and disaphinanan

Four gurdance teachers were mterviewed trom each ot the tive schools. In two
of the staller sohools this was 4 process of selt=selection = these sehook having only
— tour mudance teachers The teachers mthe other schools were chosen mamly on
- the basts of avalabihtn. The tollowing tble shows the myor charctersties

1S AMany s Romian Catione Schivu
- Reputation  good acadenically tough on discoine

Name Age Subect Evperence
B84 Short ** 56 Reigious educ/AHT 28 117
B lan Jones 40 Matrs 10 i
ia» Dury 52 Mcdger agaages RENE
Mary James ** 43 Remea-a 16 112
N * Figures n brackets relate to gurdance expenence © yoars

** these teachers hag chudren of ther own
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Teacling Sample

2 Waterston High Schoo!
Reputation 'magnet’ schoo!

Name Age Subyect Expenence
lan Howe ** 44 Technical 16 (15)
Bt Smart ** 33 Physical education 10 (6)
Vivien Willis a5 Maths 24 (18)
Liz Sim ** 63 English 13 (8)

3 Stenhouse Academy

Reputation 'sink’ schoo! w *n ch.id-centred approach

Name Age Subject Expenence
Jean Bryce ** 63 Remedial/Eng!ish 18 (8)
Norah Bowles ** 31 Biology 5N
Rath Smith 41 Home econonwcs 19 116}
1an Hart ** 49 Chemistry 3 (25
4 Boreston Community Schoo!

Reputat.on progressive commumly-centred

Name Age Subject Experience
Jm Crag ** 39 Technical 10 (5}
Susan Bruce 34 English 11125}
Joan tesne 47 Englisn/history 20 (16}
Ave Tay ** 39 B:oiogy 14 (9

5 iegan Hgh School

Reputaton 0w mordie’. stk schous

Narre Age supject Experence
Dorothy Smatl 52 English 28 (18)
George Barry ** 56 Technical 26 (17
Anne Smart 37 H:story 15 (8
Stewart Ross 40

Physica' education 18 {9)

From the above we can see that a4 potental ambnguity lay between “teach-
g and ‘parenting’ for eleven of the teachers Several means were used to ensure
that thev were always bemg addressed as “profestonaly. As b owas interested m
the assumptions, lay theones and undersandings that teachen had of their pastoral
responabilities, the interviews were mformal and semi-structured. There was thus
fess of an emphass placed on stindardizing the questions. Wherever possible, the
teachers were unanibiguowsly addressed as teachers A few of the quesaons could be
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answered as parent or teacher (the teachers were aware that a sample of parents were
being interviewed ay part of the wider study). Teachers often helped to clanty this
by pretacing their answers wath, "Are you asking me as a teacher or parent?’ Finally,
the teachers were all interviewed m school. The intention here was that the inter-
view setting would remforce the 1dea that teachers were being asked to comment

on their professional hives.




Appendix 2

Parental Sample

Muddle-Clas Parents

I Alison, 42, hardresser. self-emploved. PTA at primany school (1)
Bob Alison, 46, Garage/ welding business

Religion: Catholi

Mamed: 17 vears

Chldren: Peter 15, Coln 11, Lan ¥

Ruta Barnes, 44, care asitant i a nunimy home (D
Wil Barnes, 44, Area nanager of sales compam
Rehgron: Catholic

Marned: 19 vears

Chldren: Whllam 15

Mary Bone, 37, housewite (2)
Ronald Bone, 42, Computer nuager,
Religron Protestant

Mamed. 15 vears

Cinldrenr Kathleen 14, Susan 1

Alice Davies. 43, housewafe (2)

Lin Davies. 43, Computer adviser tor NHS
Religion. Bapust

Mamed: 17 vears

Chuldren. Alson 14, Antchonv 11, Billv »

Evelyn Dobbie, 36, prinuany school ausilary (part-tumed (1)
Johu Dobbie. 39, Garage owner

Rehgron: Catholie

Mamed. 15 vedly

Children: Michael 14, Albon 11, Anne 7

Ehzibeth Johnston, 42, umversty researcher, (part-ome)**
Arthur Johnston, 46, public relattons othicer with the NHS
Rehgion Jewnsh

+ PAruliText Provided by ERiC
O




Schooling. Weltare and Parental Responsibibity

Mamed: 15 years
Chidren: John 14, Bruce 3

Anne McTear, 42, NHS Suff Nurse (part-ume) (3)
Tom McTear, 44, Pohce Constable

Religion Protestant

Mamed: 19 years

Cluldren: Paula 15, Gordon 13, Walllam 1%

Alice Rodgers, 36, housewite (4)

Frank Rodgers, 39, social worker, charman of school counail
Religion: Bapuse

Mamed: 16 years

Clnldren: Ronald 15, Jetf 12, John 11. Ruth 8

Jan Short, 41, housewate (2)

Jun Short, 44, sub tire othicer and self-emploved builder
Religron: Protestant

Mamed. 20 years

Cluldren Angela 15, Ehzabeth 12

Agnes Slaneyv, 41, housewite (3)

Brian Slaney, 42, company dircctor of constructuon busimes
Religion: Protestant

Marned. 19 years

Cluldrew: June 17, Alan 14

Chrnne Terry, 37, shop asaistant (patt-tnne) b *
George Terry, 58, avil servant

Religron: athent

Mamed: 29 vears

Cheldren Tim 14, Stephen and Rachard 12

Jean Wibkon, 47, hotel propnetor (4)
George Wilson, 47, hotel proprietor
Religion: Protestant

Marned. 25 years

Cluldren Tynn 17,0 Phalip 15 Donald 13

Working-Class Parents

Kathleen Adams, 40, NHS derk (part-tune) (1)
Greorge Adanis, 44, dderk with Brinsh Telecom
Rehgion Scottsh Fpiscopalian

14% )
-1 J ':
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darental Sanple

Mamed. 16 vears
Children: Sally 14, im 10

Ruby Bolton, 42, housewife (1}

Bill Bolton, 4. clerk m an engneening busnes
Religron: Protestant

Mamed 16 vears

Clnldren. Mary T4, Andrew 13

Betny Dearv, 410 home help (part-ume} (3)
Dave Deary, 51, sheet metal worker
Religon. Protestant

Mamed 16 years

Children. Billy 15, Jean 13

Isabel Hart, 39, cleaner (part-ume) (3
Tom Hart, 41, shater

Religion: Protestant

Mamed. 19 vears

Chaldren: Thomas 15, Doreen 18

Rena Mokay, 33, housewtte, ex. PTA (1)

Bill Mckay, 37, coach builder

Relyion Catholi

Mamed 28 vears

Chldren. Gillun 14 {(Michael 260 Jane 25, Grant 24,

Jean Robbie, 420 NHS nursmg auxilary {1
Lin Robbre, 44, NHS hospital porter
Relron: Catholie

Mamed 15 vears

Cinldren. Donald 150 Alesander 17

Alice Roper, 35, howsewite =*
David Roper, 36, shop asisant
Relygron Protestant

Mamed 17 yvean

Cluldrens Janee 13, Fdward 8

Angela Stone, 42, NHS VDU operator (1
Richard Stone, 43, shift supervisor tor Briesh Coal
Religron: Protestant

Mamed 17 vears

Cluldren Paul 14, Rhona S
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Jane White, 39, home help (part-tume) ()
John White, 41, plumber

Relgion: Protestant

Mamed: 17 years

Chedren: Jim 14, Phihp 12, Carol 7

June Wilkins, 38, school deaner (part-timed (1)
13l Wilkins, 41, baker

Rehgron: mother — Cathohe; father — Protestant
Mamed: 14 years (husband’s second marmage)
Chaldren: Robert 14, Gavin 7

* denotes which school their children went to according to how the schools are
nuinbered on the lists of schools and teachers 1in Appendix 1.
** Jenotes pilot sample

The mean age of mothers and fathers was 41.6 and 44.1 years respectvely. The
modal age ot mothers and fathers was 41 and 44 years respectively. The mean and
modal lengths of marrages were 18.2 years and 17 years respectively.

Social class was used as 4 means of dividing up the sample and was drawn from
the Regitrar General's classification. There were twelve (55 per cent) middle-class
couples and ten (45 per cent) working-class couples. The social class of the couple
was dertved from the occupational utle of the spouse with the highest classitication.
In most vases the occupational titles of the sample titted neatly into the mmddle-class
or working-class categones There were three anomalous cases: two clerks and one
tull-time nurse (the latter also happened to be the only case where the wife had a
higher clasatication than the husband). On balance, T decided to place them in the
working-class category on the grounds that they hved i counal housing. Fathers
were in full-tine employment with the exception of Bill Mckay who had just been
lad off due to ill-health. Five (23 per cent) mothers were i full-tine employment:
ten (45 per cent) were in part-tuime employment and seven (32 per cent) were
housewrves.

Imtially, [ wanted a reasonable mix of parents of boys and girls within the 14

to 15 age range. As | have already stated. the target age was chosen more as 2 means
of generating disciission on 1ssues of which parents would have had some knowledge
— «econdary schook, sex educauon and curncula chowce At this stage there was a
sex imbalance with fourteen couples with boys (64 per cent) and only seven with
grly (32 per cent) within the target age range. But as the analysis proceeded the
concept of adolescence became important. Not only had 1 mterviewed parents of
14- and [5-year-old children, | had mterviewed parents of adolescent children. If
we broadened the age band to include parents with adolescent children between
the ages of 13 and 18, the sex ratio of boys to girls moves trom 147 to 14:12, Frve
parents with boyvs between the ages of 14 and 15 had g wathin the broader ado-
lescent age band
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1ssues of child protection. chitd abuse and deltnquency have generated public
and academic concerns over the ability of adults to underwrite the physical.
moral and social welfare of children At the same time. recent educational
reform has provoked dehate around the shifting balance of power between
those most involved 1n child development - parents and teachers This book
brings these two agenda together within a coherent theoretical framework and
ofters an empirical analysis grounded in perspectives of both parents and
teachers

The book draws on recent Briish. European and North American research
and provides the reader with an up-to-date account of the current state of
affairs between parents and teachers Within a context of recent educational
and social policy reform and drawing on nterview material from parents and
teachers. the author examines the common understandings of the concept of
parental responsibility Debates on sex education. the interventionist’ welfare
state. and the current state of parental anxety are explored through the
accounts provided

Schooling. Welfare and Parental Responsibility 1s an eminently readable
synthesis of theory. policy and empirical data and will be essential reading for
students. teachers and welfare practitioners
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