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ABSTRACT

This thesis is based upon a three year research
project into the experiences of 14-15,year old male
working class youth, It highlights, empirically,
the areas of school, spare-time activity and ideas
about future work as the experiences of major
importance., These three areas were studied over a
two year period in schoolsjin Sunderland., A variety .
of research tethniques were used. However, the
empirical side of the research,is of 1little importance
without the theoretical and methodological ideas that
were worked out alongside the empirical research,

Within these three areas of experience the thesis
tries to show the way in which sociology has imported
into its study a series of concepts that are not those
of the boys. Thus through the filters of ideas about
'education', 'delinquency' and 'careers' sociology has
tried to 'make sense!' of working class youth experience.
However, these concepts are at such distance from these
boys that they can only warp their experiences beyond
recognition,

The thesis tries to show that in these areas if the
sociologist is prepared to listen to the different forms
of language of the working class youth then a much more
separate world view can be seen. One that perceives
education as an attack; the police as people that 'pick
on us for doing nowt'; and jobs as things that you end
up in, Discipline is not a series of rules but a series
of power struggles in school and on the streets. The
boys reactions to these power struggles are tactical
rather than moral; 'truancy' and 'deviancy' axe—when ’
tonded—as—sush are tactics in this struggle.

g )
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However, much 'delinquency' on a Saturday evening is
a series of activities that the boys do not perceive
as law-breaking, Rather they perceive it as action within
thelir ovm cultural categories. the interaction between

the hoys working class culture and that of th: school and

law represents the substance of the thesis.
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TWO QUOTATIONS ABOUT THE THESIS

(1) METHODOLOGICAL IMPOSSIBILITY

"The fact that we cannot manage to achieve more
than an unstable grasp of reality doubtless gives the
measure of our present alienation; we constantly drift
between an object and its mystification, powerless to
render its wholeness., For if we penetrate the object
we liberate it but we destroy it, and if we acknowledge
its full weight, we respect it but restore it to a
state which is still mysEfied. It would seem that we

are for some time yet always to speak excessively about

reality. This is probably because ideologism and its
opposite are types of behaviour which are still magical,
terrorised, blinded and fascinated by the split in the
social world. And yet this is what we must seek: a
reconciliation between reality and men, between

descriptions and explanations, between object and

knowledge". B actwes L\%k) |9“)

(2) WORKING CLASS EXPERIENCE AND BOURGEOIS VALUES
BARFHES (49545—359)
'But then what about school, says you. Ah now with

school begins his contact with the upstairs world which
so far he has only known of as buffered off by his
parents. And school, which is the council school, of
course, is in origin quite aﬁﬁgﬂto working class life.
It does not grow from that life, it is not "our" school,
in the sense in which other schools can be so spoken of
by the folk of other classes. The goverfnment forced
them on us, and the real shaping of the working class

boy goes on after they are shut. That is a very important

point to remember, that school in working class life
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expresses none of that life, it is an institution

clapped on from above. Thus all his life a man from this
environment will regard many knowledges and skills with a
suspicion which is incomprehensible to those who found

that learning to be their natural birthright.

In the council schools you are taught a respect for
white collars, punctuality (the best prizes usually go
for this), a certain amount of docility, patriotism,
religion and the rest of the half-hearted precepts which

teachers are unwillingly pushed into spreading".

Tok Common &. (1938: 60-61)
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Self-conscious introduction

This thesis is about the experiences of 14-15 year
old working class males. It pays particular attention
to their experiences connected with the education system.
It also covers the areas usually dealt with under the
sub-titles of leisure, delinquency and career. Much of
it challenges these concepts as organising concepts for
understanding these experiences, It is based upon

empirical work carried out in two schools in Sunderland.

Introductions to theses in sociology need to provide
much more information than they normally do. This is
because the nature of the endeavour of writing up
soci@logical research projects has changed recently. Or

to put it more correctly we are now provided ,with a way

1
of writing about the actual research process, that has

meant that the whole mode of writing up research has

become problematic. This has meant that the writer now

has to provide a very different set of information than

in the past, Cicourelé a writer whome criticisms of the

way in which research is reported influenced my project

a great deal, has stressed the need for much more
biographical detail that provides the reader with insights
into the background and values of the writer, thereby
uncovering some of the issues that he may treat as un-
problematic5. In its extreme sense this is an impossible
-task to try and achieve, since the writer cannot write us

an imclusive autobiography before each study, but as will

be said throughout this introduction, the impossibility teoF
achievawa task totally is insufficient reason to leave it

out altogether.
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1C\Koure& (196¢€ Chp. 1) and more recently the whole
literature on self-reflexive sociology; e.g. Gouldner
(1970). However, the ideas and language behind this new

method can be found in Sartre (19éé>
2 Cicourel (196% Chp. 1)

3 "The error of the sociologist is not that he thinks
politically or sociologically but that he is not aware of
it. Awareness may help him avoid some of the gross errors
of myopia. (1) Mistaking his own normative values for
'objective' fact; thus the liberal sociologist may mistake
his belief in the consensual sockty for ac»vx\ Consensvs

(2) projecting a normative theory appropriate to the
experience of one group on to another group; this is what
Ellison means when he says that the liberal sociologist

is not necessarily speaking for the Negro. Indeed, the
errors of myopia are perhaps greatest whenever the middle-
class sociologist presumes to describe the world and
motivation of persons in lower status. Seeing the lower-
class Negro within a white liberal vocabulary may be very

realistic politics, but it is not very accurate sociology".

Horton &. (1966: 713)
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The introduction is also meant to inform the reader
of the way in which the research is carried out. This
consists not only of methodology but also of the theory
that created the methodology. Any discussion of
methodology must now treat a great deal more of the
whole enterprise of research &g problematic. The
assumptions behind a great deal of sociology has been the
general neutrality of certain research methods. Thus
these are never really discussed as being of substantive
importance. A writer writing up a piece of research
should no longer expect immunity from failing to cope

with these problems.

However, perhaps &he most obvious failure of writers
To weruse (Far)

of sociology research is,/to describe the research process
as it actually happened. Instead they conform to an ideal
typical form of writing approximating to the model of (%)
Theory - Methodology - Research - Results - Conclusion.
Anyone who has carried out an empirical research knows
thaf this is not theé way in which research is actually
done. Admittedly researchers do have theoretical ideas
before working out their methods; and they do draw con-
clusions from their research, but the restrictions of
theory to the chronological first place, followed by
methodology, fails to appreciate the moving process of
theory creation and the continuing use of methods
throughout. Glaser and Straussirmay have been prescriptive

in their advocation of grounded theory, but at the same

time they were merely describing the research process as

it actually happened rather than as it was written,
Definitely, as far as this research was concerned the
oreratl there was no static statment of theory at any

point. Indeed in the very act of writing up the thesis,
G Claser B STRevss A . Caew)-
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a great deal of theoretical rethinking has happened about
the possibilities and limitations of sociological research.
Most importantly though it was when I was in personal
contact with the boys in Sunderland that my theoretical
ideas about my research changed most rapidly (see
chronology). Thus the relationship between theory and the
research act is a dialectical one since the understandings
of the boys actions in Sunderland were understood through
my theoretical ideas yet my theoretical ideas were
formulated partly by the relationship I had with the boys.
Therefore this introduction will not read like a

theoretical statement that led to the research,

Nevertheless, whilst I would say it was absurd to
style theory as a thing apart, it is vital to spell out
some of the central tenets that have guided the research
in some way. This is important for two reasons. Firstly
because it is part of the attempted honesty advocated
above and secondly to act as a kind of glossary to enable
the reader to understand the rest of the thesis in the way

that it was written, This is not to mean that it is

impossible to criticise from outside of its own position
should

but rather that these theoretical statements/allow the

reader to understand the thesis and then criticise it from

the position of understanding.

I have related four major areas of my particular
sociological world view that I felt have been of constant
importance through my research. These do not add up to a
theory of sociology; indeed there are considerable tensions
between parts of these areas and parts of others., Yet
they represent sets of ideas that continually informed my

research at all stages and at all levels.(Therefore to

leave them out 51mply because of dlfflcultles is once more
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to fail to inform the reader). These four major areas araé:

i. The differences between a universalistic conception
of belief system as against a class conception,

ii, The use of history in understanding both institutions
and experience.

iii. The importance of different languages that arise
from different experiences.

iv, The use of experience as the unit of analysis.

These four areas will not be theoretically "proven" in the
thesis as they are intended as overall maps and guides for

the reader,

The areas of information that will be provided in this
introduction are: a personal biography; a simple chronology
of the research; a discussion of the theoretical maps out-
lined above; an outline of the specific reasons behind the
choice of the school as the area of study within these maps;
and a specific discussion of the time and space of the

location of the research.




BIOGRAPHY 1948-1969

I was born into a family that was from the working
class of South London, and went to school in a grammar
school in South-East London, Whilst I did well at school
and was considered bright there were certain points about
the social organisation of the school that were mysterious
to me. There were things that I was expected to do that I
could not see the importance of; for example go to the
school play even if Ididn't want to in order to support
the school. There were boys from very similar backgrounds
to myself in this school and we tended to go around
together and work out a strategy for coping with the
institution. The strategy we evolved was based upon
politics in the shape of socialism and an intellectual

discussion of the social sciences,

This is of importance only in so far as I believe it
has informed by approach to the school continually. In
that even in my school where we were highly motivated in
terms of wanting to go on to higher education there were
things about school that were mentioned by the teachers
as being more important than the content of the lesson.
These created problems for some of the boys and it is this
experience that provides a part of the background to the

research.

The combination of politics, the social sciences and
a familial interest in the welfare state led me to the
L.S.E. for my first degree studying B.Sc. Sociology in
Branch III. This degree led me to a certain sort of
approach to topics that I was interested in and considered
worthy of research., The stress of the degree was upon

applied sociology rather than a theoretical approach;
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the students who have studied Branch III do tend to select

'social problems' orientated research topics rather than
pure theory or methodblogy. Whilst at the L.S.E. (1966-
1969) I took part in\The Troubles at that institution
which greatly effected my outlook upon the idea of an
intellectual career, especially so since I wrote a
dissertation upon the meaning of student unrest whilst I
was there. This dissertation and involvement led me to
look at acts of rebellion as being experienced as action
for themselves rather than as means to an end. Thus
student sit-ins and strikes could be seen as attempts to
challenge the power situation not only in terms of
direction but also in terms of the mode of action itself.
Therefore to see the sit-in as a weapon is insufficient
since it is also an end in itself. I felt this was also
true with other forms of deviance and by 1969 I was
strongly interested in understanding actions that came
wilthin the aegis of the sub-discipline of the sociology

of deviance,

I decided to try to go to Durham to work with Dr.
Stanley Cohen who was writing at that time about vandalism,
and I decidedSto study young working class males in an
institutional setting (because of the study of L.S.E.
students within their institution) with special reference
to acts of deviance. I cameto Durham from L.S.E. with a
uni-dimensional view of methodology, a view that was

totally positivist, and was going to attempt a research

strategy around the ideas of alienation within the school.

CHRONOLOGY OF TH® RESEARCH

The three years over which the research was carried
out would obviously need a much more detailed biography

which would be necessary coupled with the actual chronology

5" TCOHEN, STAN (1968) — — T
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of the research, This of course is difficult since it is
not easy to pick out those things that are relevant and
important, from the whole detail of three years of life,
So I have simply attempted to accentuate those areas that

I felt were vital.

OCTOBER 1969 - DECEMBER 1969

I read studies of delinquent subcultures and gangs
and realised very early on the impossibility of both
operationalising the concept of alienation and yet keeping
its real experiential meaning. However, I still felt that
it was important to focus attention upon and institution
which the boys were involved in. This seemed to lead to
studying the school especially following recent studies of
delinquencxg Methodologically I began to see the difficulty
of defining an area of study in anything but the terms of
the wider society. I started to read the new deviancy
theory which led me to the idea of taking the definition of
the problem FROM the boys I was interested in, I selected

Sunderland as the place of research.

JANUARY 1970 - MAY 1970
Contacted Sunderland Education Department (who were

very helpful (see below and conclusion)). I decided to ask
two schools Cunningham7 Secondary Modern School and
Munigipal Comprehensive School to allow me to carry out
research in them. I selected these schools on a knowleéedge
of Sunderland and because I knew a teacher at Municipal
School. The two schools looked very different upon
immediate entry and this impression was confirmed by the
impressions of the deputy education officer,
6 See below. Studies include COHEN, A.K. (1955),

DOWNES, D. (1966), HARGREAVES (1967), PHILIPSON (1971)

POWER (1972)

"7 The names of the schools and the boys have been chaneged
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I then contacted the headmaster of Muﬂcipal School to
allow me to give a pilot questionnaire to some thirty boys

and to interview fifteen boys.

I then constructed a questionnaire which was attempt-
ing to understand several areas of experiences of the boys;
their experience of school; their ideas about future work;
their spare time activities and a self-report delinquency

survey.

I read sociology of education literature and method-
ology and methods literature. The limitations of the
education studies and their links to educational ideology
were immediately seen as possible pitfalls for the thesis.,
Also the crippling nature of positiwvism was realised both
by reading and by discussion in the Department of Sociology

at Durham,

MAY 1970

Application of questionnaire to thirty early school
leavers. I realised in a very concrete way the gap
between the methods used and the social experience of the
boys I was concerned with, It was obvious that the boys
and I thought differently. I seriously started questioning
the whole nature of the enterprise, Over this summer the
implications of the fact that I wasn't a 14 year old boy
from Sunderland nearly persuaded me that the enterprise of
sociological research was in fact impossible. There were
obvious difficulties in coming to grips with the way of
life of someone who was distant in terms of experience
from the researcher. However, there were some things that
I felt I could understand about the boys and decided to

continue with the research,
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MAY - JULY 1970

I analysed the questionnaires and carried out pilot
interviews with fifteen boys. This revealed a totally
different network of experiences than I had expected. By
mid-June I realised that it was becoming impossible to
limit the scope of the research within the sub-discipline
of sociology of deviance. I perceived one of the major
problems of the boys as that of having to go to school.
In the interviews I met one or two very confident boys

buvu‘ Vo beel

('Nanker!'and 'Phelge')8 who fel# able to tell me everything
of importancgzggéat school. This was very importand and

provided me with insights that enabled the rest of the

research to be created.

JULY 1970 - SEPTEMBER 1970

I read Mead, symbolic interactionists and phenomen-
ologists and felt that they provided a set of useful
approaches but felt that they lacked any real analysis of
constraints in situations and that this detracted from its
usefullness in understanding social experience. In this
and a continued reading of interactionist deviancy theory
I felt that the idea of power was absent or underplayed.
This led me to the sociology of education in an attempt to

find the location of the power of the teacher.

OCTOBER 1970 - NOVEMBZR 1970

Draw up the new questionnaire in an attempt to make
it less directed to a positivist conception of the research.
I also began to read the literature on working class
culture to try and understand the way that sociology
talked about the boys' background. I found this literature
contained a great deal of class bias in its interpretation

of working class life.

8 'Nanker' and 'Phelge' were the nicknames of the two boys.
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DECEMBER 1970

Gave gquestionnaires to both schools. Tried to give

NunNiaLPAC CUNMING HA™M
out 60 in ¥ school and 40 in € school. But due to a
MUV LG PAL

muddle less boys showed up and 48 boys in 2 school and

A/ IV MV AT
45 in € school filled in the questionnaire. I decided

CIN i HA™M

that headmaster of €& school was likely to prove unhelpful
given much further contact and that it would be better to

Fheotker
concentrate interviews on # school (see below).

JANUARY 1971 - MARCH 1971
A vmcifat

Carried out interviews of 47 boys in ® school.

APRIL 1971 -~ JUNE 1971

Coding of questionnnaires, Put them in the computer,
Also wrote out the interviews myself, since this gave me
an intimate knowledge of every interview both as a whole

and as a series of specific pieces of experience.

JULY and AUGUST 1971

After initial paralysis at the thought of organising
and writing it all out, I decided to try and tackle the
'careers' sectibn first. Reading around this area and a
little into industrial sociology and the basic ideas of
working class culture. Realised that the only way to
locate the set of meaning, called working class culture
and the education system was historically. I wrote careers

section,

SEPTEMBER 1971 ~ OCTOBER 1972

Writing up of thesis,
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THEORETICAL MAPS

If, as the chronology of the research states there is
no overt and coherent theoretical stance made at the
beginning of the research then it may seem difficult to
justify a section called 'theoretical maps'. However,
because it may not be possible to point to a set of theories
that sums up the research, that does not mean that there
was no theory involved in it; rather it means that these
ideas could not be located within a school of sociological
theory, but that they existed as part of the way in which I
interpreted the world. It is these background theories
that need exposition here for as Cicourel says,

"T assume that the critical task.of the researcher

is to show the reader how the research materials are

élways understood by reference to unstated back-

ground expectancies that both members and observers
employ to recognise and to understand the activities"

(Cicourel 196%; 1S )

1) UNIVERSALITY AS A WORLD VIEW V. CLASS SOCIETY AS A
WORLD VIEW.

The use of universalism as explicit theory is a con-
tinuing strand in sociology from Comte to Garfinkel, and
an analysis of its importance and its place in the
intellectual tradition of the past150 years is beyond the
scope of this thesis. What is important is to recognise
its importance and its pervasiveness as an overall world
view. It reverberates in each of the substantive areas of
sociology that this thesis covers; culture; education,
youth culture, rule-breaking and careers, What Gouldner
says about Parsons can be generalised,

"Ungirding the phantasmogorical conceptual super-

structure that Parsons has raised there is one un-

---- - -shakeable metaphysical conviction;-that—the-worid
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is one, and must be made safe in its oneness. Its&

oneness, Parsons believes is the world's most vital

character. Its parts therefore take on meaning and
significance only in relation to this wholeness,

In his thrust towards unitariness, Parsons' system

has a living connection with the tradition of

Sociological Positivism, whose abiding impulse was

to organise and integrate the social world",.

(GOULDNER 1971; 199)

It is this drive towards oneness that has informed
the more middle-range theorists and practitioners of
gociology that comprise the bulk of the sociology
criticised in this thesis., Therefore it is those actually

using the idea of universalism that is important here,

Sociologists often find themselves carrying out
research in areas where the actions of individuals need
explanation or understanding precisely because they are
different from actions that are expected. Thus, if my
assertions about the importance of the world view of
universal belief systems is correct, then they are engaged

in understanding differences of action whilst operating

with a theory based upon similarity of value systems.,

This must exclude certain methods of understanding and

point to certain others.

For example if it is believed that one 15 year old
boy in Sunderland has a similar set of values, not only
to every other 15 year old boy in Sunderland, but to every
policeman, J.P., teacher, parent and Member of Parliament,
then we must explain why this boy may act in contravention
of these values. For example in the field of truancy.

If everyone believes in the usefullness of education, why
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do some boys play truant and break their own (and everyone

elses) values?

This method of explanation is, for obvious reasons,
most notable in the field of deviance, for if we believe
that two 15 year old boys are part of the same social unit,
with the same ideas about rules and law then we must
explain why these rules are broken by one and not by

another.

In the sub-discipline of the sociology of deviance
recent work9 has shown that older criminology rested totally
upon the mode of explanation outlined above. The question,
"Why does he do it if he knows it is wrong? was the major
one asked by criminologists. Despite apparently rejecting
this, I would contend that much of the theory and most of
the research carried out within the sub-discipline is still
informed by a world view of a universal value system.

This however, takes a different form and rather than focus
upon some trait of the actor, they put attention on the

act; or to be more specific, the conditions of the actor

at the time of the act as well as the conditions surrounding
the act.

Thus for Matza,

"Delinquency is only epiphg¢nomenally action. As I
have stressed throughout, delinquency is essentially
infraction. It is rule-breaking behaviour performed by
juveniles aware that they are violating the law and of
the nature of their deed and made permissible by
neutralisation of infraction elements",

(MATZA, D. 1964; 161)

The object of the study has changed from the older
criminology attacked by the interactionists, by the use of

9 BECKER, § (1963 ); COHEN, S. (1970), TAYILOR, L. (1970)
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a universal value system creates similarities in the mode
of explanation. The area of study is reduced to explaining
why, in certain circumstances these rules are broken when
they are aware that these are laws; any theory has to
explain how the individual momentarily negates this moral
and legal code to enable him to commit the infraction. The
important point for Matza is the universality of the power
of the moral and legal code as a determinant of legal
action (as against illegal infraction). For it is this
power that stops the many forms of different actions that
could be performed,

"There are millions of occasions during which a

delinquency may be committed. Except for occasions

covered by surveillance virtually every moment

experienced offers an opportunity of offence. Yet

delinquency fails to occur during all but a tiny

proportion of these moments".

(MATZA, D. 1964; 69)

In this way the sociologist is left trying to explain
the occasions when delinquency occurs a8 a form of

aberration from the great mass of actiomns.

If we accept the importance of the universal laws and
moral rules for Matza it is important to try and under-
stand where they come from,

'The set of moral rules would appear at times to be

almost 'natural!'.

"Plural evaluation, shifting standards, and a moral

ambiguity may, and do, coexist with a phenomenal

realm that is commonly sensed on deviant., Thus the
deviant nature of many phenomena is hardly problem-—
atic, the best evidence being that no operative

member of society bothers to develop a position one
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Thieves, except for Genet, do not believe in
stealing, though theyengage in it defensively
justify it, and even develop a measure of expertise
and a sense of craft. There is little need to
choose abstractly between a common and perhaps
natural human morality and what has become known as
cultural relatavism",

(MATZA, D. (1970; 12)
and

"] want to assume that deviant phenomena are common
and natural, They are a normal and inevitable part
of social 1life, as in their denunciation, regulation
and prohibition, Deviation is implicit in the moral
character of society. "To give oneself laws and to
create the possibility of disobeying them come to

the same thing" (Jean-Paul Sartre).... Straying from
a path need be regarded as no less comprehensible nor
more bewildering than walking it. Given the moral
characters of social 1life, both naturally happen".

(MATZA, D. (1970; 13)

In these extracts Matza would appear to be claiming
that the rules of a society are made by all the members of
that society (as far as they are non-natural that is) and
consequently since everyone plays a part in making the
rules then everyone recognises these rules., Thus Matza
discusses divers sets of actions within a framework of
universally accepted and universally understood norms.
Throughout this thesis I will return to groups of
sociologists that depend for their theoretical validity
upon the idea of a universal value system throughout a

society.

This argument is only put schematically here in the
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introduction, The precise way in which I feel the newer
interactionist theory of deviance fails to transcend the
failures of the older criminology will be outlined in
each substantive area and drawn together in a conclusion,
For the moment though it is important for me to locate
the interactionists with others who base their theories

on universalistic ideas.

I would want to base my position upon a model of
society that could be called a class society (though it
is by no means within Marxist theory). I would want to
claim that values and morals are arrived at by groups of
people who share common experiences, and that there are
many significant experiences that are not common to the
whole of society. Thus I use the word class to
differentiate these groups and will attempt to specify
the common experiences it is based on wherever I use it
significantly. I stand then with Thompson who bases class
on experience,

"By class I understand a historical phenomenon,

unifying a number of disparate and seemingly un-

connected events, both in the new material of
experience and in concoursing. I emphasise that
this is a historical phenomenon. I do not see

class as 'structure', nor even as a category, but

as something which in fact happens (and can be shown

to have happened) in human relationships.

More than this, the notion of class entails the

notion of historical relationship. Like any other

relationship, it is a fluency which evades analysis
if we attempt to stop it dead at any given moment
and anatomise its structure. The finest meshed

sociological net cannot give us a pure specimen of



18
class, anymoré than it can give us one of deference
or of love, The relationship must always be embodied
in real people and in a real context., Moreover, we
cannot have two distinct classes, each with an
independent being, and then bring them into relation-
ship with each other. And class happens when some
men as a result of common experiences (inherited or
shared) feel and articulate the identity of their
interests as between themselves and as against other
men whose interests are different from (and usually
opposed to) them.
(THOMPSON, E. (1968; 9-10)

Obviously then there are a number of aspects of this
model of society that is important to explain, Firstly
the nature of these common experiences and the way in which
they are not common to all members of society. Secondly
the wéy in which these different class experiences relate
to each other is an interaction of great importance.
Thirdly the experience of these interactions is for each
class one of the major problems of their way of life. The
thesis if it simply stressed the existence of clgss ways of
life as being different from each other could, of course,
posdt the fact that each class could live without inter-
ference with each other. However, in each chapter I will
attempt to show that one of the major problems for the
bourgeoisie is the action or the fears of action of the
working class, Thus throughout I will lay stress upon
these aspects of both working class culture and bourgeois
culture that are problematic for each other. In education
I will outline the way in which the bourgeoisie came to
perceive of the way of life of the working class as

problematic to them. As for the working class they were
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living and acting purely in accordance with their
experience. However the bourgeoisie created a series of
institutions that were designed to change the action of
the working class - most notably the education system.
This solution to the problem for the bourgeoisie was in
fact the problem for the working class youth who
experience the education system as problematic. Their
solutions to the problems posed by the experience of the
education system (i.e. truancy, mucking about) then became

the problems of the middle class.

In this way the solution for one class was the problem
for another, because their experiences of the institutions
in question were not simply different but were in the first

place directed at another class and used state power to

enforce that definition. Thus the chapter on education
will attempt to show the way in which the bourgeoisie

gaptured the definition of education,

Similarly in the field of law and the police: the
problems of the bourgeoisie led them to the solution of
creating a police force to clear the streets. This
solution to the problem of fear of trouble on the streets
then became the problem for the working class boys of

Sunderland.

The dialectical relationship of problem/solution
between the boy/agency of control becomes very important
when understanding the empirical relationship. Solutions
for the boys ARE problems for the institutions, problems
for the boys ARE solutions for the institutions. This
relationship is missed in all of the studies of social
problems, for they accept in one form or another the

definitions of the institutions whether as the organising

e e e .-
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locus for their understanding or as the only possible
'problems'. Thus, whilst Becker (196 ; Chp. 1) correctly
highlights social problems as those problems defined as
such by groups in soclety, he then fails to discuss the
problems of that wider society as experienced by them.
Instead he discusses the same problems that have always
been discussed in social problems readers. In this thesis
'problems' will be located specifically to groups and
individuals in institutions. Thus their complex
relationship between the problem of having to go to school
and the problem of truancy can ONLY be untangled by an
analysis which concerns itself all the time with the
question Whose problem? Aneurin Bevan provides us with a
useful example taken from the General Strike.
"One experience remains vividly in my memory. While
the miners were striking in 1926 a great many people
were moved to listen to their case. Certain high
ecclesiastical dignitaries even went so far as to
offer to mediate between the mine owners and the
miners., They were concerned that the terms the coal
owners were attempting to impose upon the miners
were unreasonable and would entail much suffering
and poverty for hundreds of thousamds of miners'
homes., Their efforts failed. The miners were beaten
and driven back to work under digraceful conditions.
For years these conditions continued. But were those
high Church dignitaries moved to intervene then? Not
at all., For them the problem was solved. It had
never consisted in the suffering of the miners, but
in the fact that the miners were still able to
struggle and therefore able to create a problem for

the rest of the community. The problem was not their

suffering but their struggle". BEVAN, A. (1952; 4-5)
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Whilst I have spent some time criticising the idea
of a universalistic world view, I would not hold with the
opposite idea of a purely individual cognition @ither,
The reasons why I think this view fallacious are outlined
throughout the thesis in empirical terms, There are two
arguments of a more theoretical nature that I would level

in this chapter though.

Firstly, whilst it is true that each individual does
experience the world through their own unique biography
and whilst this does make their experience of the world
unique, it is not possible at the moment for individuals
to purely 1live as sentient beings and not to compromise
the uniqueness of their experience. The very nature of
relating to another person creates a common experience of
sorts and this creates a means of communication that
itself compromises the uniqueness of experience. Thus
whilst it may be philosophically possible to imagine a
unique person experiencing the world substantive
experience at the moment is social in character and has

common elements,

Secondly, it is important to realise that whilst a
persons biography is totally unique in all its minute
detail some parts of it are more important than others.

I will argue throughout that some experiences are felt as
more significant by individuals themselves and these
experiences are shared., Thus despite the fact that each
boy biographically has an idiosyncratic day, it is
important that they all go to school together. That that
experience is felt as important and is experienced
together. Similarly with spare-time activity on the

streets. As Mannheim has said,
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"The degree in which the individualistic conception
of the problems of knowledge gives a false picture
of collective knowing corresponds to what would
occur if the technique mode of work, and productivity
of an internally highly specialised factory of 2,000
workers were thought of as if each of the 2,000
workers worked in a separate cubicle. Precisely
because knowing is fundamentally collective knowing ..
it presupposes a community of knowing which grows
primarily out of a community of experiencing".

(MANNHEIM, K. 193( ;%17

It is this community of experiences which creates a
community of knowing, a felt set of common experiences

that I have called class.

2) HISTORY AS LIVING: HISTORY AS METHODOLOGY.

Despite the need to define class as a historical
phenomenon sociology has continually failed to understand
either the history of institutions or the way in which
individuals experience can be understood historically.
Throughout this thesis I will attempt to use history to
provide a guide to understanding both institutions and
experiences, Again Thompson provides us with some of the
best leads in this.

"Sociologists who have stopped the time-machine and,

with a good deal of conceptual huffing and puffing

have gone down to the engine room to 1ook/te11 us
that nowhere at all have they been able to locate

and classify a class. They can only find a multitude

of people with different occupations, incomes, status

hierachies and the rest. O0Of course they are right,

since class is not this or that part of the machine,
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but the way that the ﬁachine works, once it is set
in motion - not this interest or that interest, but
the friction of interests, the movement itself, the
heat, the thundering noise".

(THOMPSON 1965; 357)

An experience such as class can only be understood
over time, as a movement, as friction between groups.
Many sociologists have attempted to stop the time-machine
and understand social situations in a historical term, and
for the most part those who have studied delinquency and
education have consistently failed to interpret these
institutions in any located historical setting. (Indeed
books have been written which deliberately attempt to keep
history and sociology conceptually theoretically -
methodologically distinct1o). Increasingly however and
from a whole range of different viewpoints these a-historical
analyses are coming under attack11 and spec¢ifically worth
mentioning in this category are the attacks on Goffman,
He is a sociologist who has attempted to interpret
situational realities with great sensitivity, yet never

gives these studies any historical basis.

Each discrete interaction ritual or set of eye move-
neRts is analysed apart from any conception of time and
space., These sets of actions appear to happen via vacuum,
and the individual actors enter and leave the vacuum,

This represents an attempt to create a set of generalities
about social life that are applicable to a whole series of
situations, However, in attempting this creation of
generally applicable concepts Goffman fails to locate the

experiences that he extrapolates from in the real world.

10 TLIPSET, S. (196 )
11 COHEN, STAN (1972); LEACH,




24

Instead they appear in a sort of series of capsules of

action with very little consequences and preconditions,

Goffman talks only about institutions as closed off
entities in time and in space. To select institutions
in this way almost inevitably would lead to the lack of
use of history. For example if I had totally kept my
research within the confines of the school then it would
have been easy to exclude any sense of history, since
there would be a tight sense of a world cut off in space,
time and society. Individuals who run institutions of
this sort tend to stop the time-machine themselves.
Admittedly it is appallingly difficult to treat history
with the same conceptual rigour as sociology, for if it
is difficult for me to appreciate the experience of being
a 14 year old boy in Sunderland when I am with him, how
much more difficult is it for me to appreciate his father's

and his grandfather's experiences of school,

As Laing has said;
"The intelligibility of social events requires that
they/giways seen in a context that extends both
spatially and in time, The dilemma is that this is
often as impossible as it is necessary. The fabric
of sociality is an interlaced set of contexts and
meta-meta contexts., As we begin from micro-
situations and work up to macro-situations",

and
"Phings often go out of view in space and time at a
boundary between here and now, and there and then -
a boundary which unfortunately consigns here and now
to unintelligibility without information from there

and then, which is however beyond our reach",

(LAING, 1968; 14)
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Thus the sorts of techniques that enable us to
understand actions in here and now situations are not
open to us in understanding there and then situations.
Historical sources are biased towards the articulate
bourgeoisie viewpoint and the sorts of working class

biographical histories that are necessary are rare, .

However, the difficulty of elucidating experiential
history does not invalidate its existence. FEven given a
total impossibility to understand a persons past
experience this does not invalidate the importance of
that history upon the present experience of the individual
or group. History effects contemporary action in a
number of disparate ways, ways which as Laing rightly
says may be impossible to fully discover; but that non-

theless exist.

Apart from the existence of history as affecting the
experience of people it is important to try and understand
the history of institutions and the way that they evolved.
Whilst this is easier than understanding the importance of
experiential history, it still represents difficulties as

1SCusitonws A DouU

will be seen in the seseiiors on the-Greationmovf the

Bducation 3ystem and the—Orestien—of the Bolice Force.

Nevertheless it is important to stress that incompleteness

of technique is no longer sufficient excuse for refusing

to try and tackle a problem. It is better to have at least

some of the historical setting of contemporary actions
rather than none at all.

12 The two sorts of history of working class life that
seem to have any validity are those from the working
class words. COMMON (1938a; 1938b; 1951),

SEABROOK (1970), ORWELL (1970; Vol. 1 194-243)

and those who respected the historical articulation
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of working class.

THOMPSON (1963); RUDE (1969); HOBSBAWM (1968; 1969a; 1969b)

3) LANGUAGES
Following from the differences between classes based
upon different experiences, there is a further theoretical
point of direct relevance methodologically: the
differences in languages used by these classes and the
different patterns of communication,
"Tf a social group, by virtue of its class relations,
i.e., as a result of common occupational functions and
social status, has developed strong communal bonds;

if the work relations of this group offer them little

variety, little exercise in decision-making; if
assertion if it is to be successful must be a
collective rather than an individual act; if the
whole task requires physical manipulation and
control rather than symbolic organisation and
control; if the diminished authority of the man at
work is transferred into an authority of power at
home; if the home is overcrowded; if the children
socialise each other in an environment offering
little intellectual stimuli; if all these attributes
are found in one setting, then it is plausible to
assume that such a social setting will generate a
particular form of communication which will shape
the intellectual, social and effective orientation
of the children",

(BERNSTEIN, 1972; 472)

Bernstein now means much more than 'simply' two

different types of the same language. He is referring
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to different methods of communication for different
classes of people, in short he is talking about different
languages. Instead of seeing the working class and the
bourgeoisie as using different dialects of the same
language we must see them as speaking different languages

representing different sets of experiences.

Obviously this has all sorts of important effects
upon the way in which the social world must be viewed,
but the one that I want to stress here is the effect it
has upon the methodology of the sociologist, writing,
talking, thinking in one language who tried to understand
a set of social relationships that are structured,
expressed and communicated to him in a different language.
For example what happens if, following from the universal
perception of the social world the sociologist believes
that the individual he is studying sees the world and
communicates with him in the same language. This is of
course more than a simple methodological point about the
way in which sociologists should write their questionnaires,
it strikes at the very heart of the interpretation of

experience across class lines.

For example to return to David Matza's discussion of
moral rules (note above) he notes that "Thieves except for
Genet do not believe in stealing, though they engage in it
defensively Jjustify it, and even:develop a measure of
expertise and a sense of craft". He also criticises Cohen
for claiming that delinquents believe in delinquency where
he13na1yses a number of situations in which the delinquent
fails to show commitment to his delinquency, Matza here14
betrays a totally class-limited view of belief and commit-

ment, for it is true that thieves do not believe in

thieving in the way that Matza believes in the anti-war

movement or.anti-positivism, - -- — - T
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For Matza to believe in something is to hold a consistent,

articulated set of values that underpin your every action,
| He seems to expect thieves to take up a position in
debate against the forces of law and order, to try and
argue using logic, and arguments to get the police to
change their ideas. To try and produce books and
pamphlets condemning private property and to try and
change the moral order. Similarly he would expect the
boys in Sunderland to attempt to change the law on
compulsory education if they really believed in their
dislike of school. It is insufficient evidence for him
that these people actually engage in stealing or truancy
as an activity, simply because it is not backed up by an

articulate and coherent set of values.

But as Erikson says,

"Now, it is obviously easier to recognise ideologies
whenever they are strongly institutionalised or
highly verbal. The true meaning of ideology for
identity formation, however, can be fathomed only

by descending into those transitory systems of
conversion and aversion which exist in adolescence.
Such implicit ideologies are often overtly and
totally unideological; yet they often exist at the
most vital point of a young persons or a groups life,
as a basis for a tentative and yet total orientation
in 1ife, without knowledge or, indeed curiosity of
the adults around them",

(FRIKSON, E. (1954; 68)

1% COHEN, A.K. (1955)
14 MATZA, D. (1964; 30-60)
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Thus there are different modes of expression of
commitment and belief and the sociologist as a political
individual finds himself constantly tied to the more
bourgeois forms of commitment involved in rationality,
consistency and articulacy. However, any sociologist
that forgets the existence of alternative sets of
languages will soon be surprised by changes in actions
of those he studied.
"The British Journal of Sociology for September 1966
carried a report of a study of the Luton Vauxhall
workers by John Goldthorpe. It concluded that 'in
spite of the deprivation which their jobs on the line
may entail, these men will be disposed to maintain
their relationship with their firm, and to define
this more as one of reciprocity and interdependence
than, say, one of coercion and exploitation',
<§.J.S. Sept, 1966. John Goldthorpe;"Attitudes and
Behaviour of Car Assembly Workers") Goldthorpe
informs us that 77% of the workers had a 'co-operative
view of management' and the conditions in the plant
were 'no longer likely to give rise to discontent
and resentment of a generalised kind'. About a month
after the publication of this report the Luton workers
broke into open revolt. 2,000 workers tried to storm
the management offices singing the Red Flag and
calling "string him up" whenever a director's name
was mentioned. (Times 19/10/66".)
(BLACKBURN, R. (1969; 2007)

So it is possible for Goldthorpe and Matza to carry
réyear LL\ \oq_\e
out/upon a universalistic conception of values in society

and to discover by the use of classbound ideas and class-

bound techniques that members of the working class believe

in the values and norms of bourgeois society; but this
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leaves them with the need to explain why these people act
in such a way that is in contravention with their beliefs,
For the delinquent does break rules, the workers do strike
and the truant does not go to school just after a
sociologist has elicited responses from them that they are
in favour of private property, against strikes, and in

favour of education.

However, if it is possible to appreciate the different
languages used by different classeslto express themselves,
then it is possible to understand ideas like commitment
and belief to be represented by different things within
different classes. Indeed as Hintze has said "an ideology
is an indispensable part of the life-process which is
expressed in actions?Sand to understand an ideology as

purely expressed in words is insufficient.

Yet it is an important point to understand why certain
values are regarded as universal, even if they represent
only the norms of one group. The answer to this ties in
the important point mentioned before about the interaction
between classes,

| "Why does one conception come to dominate the social
perspective of the given community? How is the
meaningful interpretation of action constituted?

Democratically? Hardly. The channelling of inter-

preted meaning is class structured. It is formed

through lived engagement in the predominant class -

controlled institutions of society. What of the

character of those institutions which more
specifically pattern the development of socially
shared m#anings - ma#s media, schools etc. ... The

The definition of activity, the share description of
an act and the very meaning of the function of acting,

_ 15 _ HINTZE, 0.-{1931;--232) Quobed o BEmorx (1854 147) —
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are largely shaped through the production of power",
(LICHTMAN, R. 1970; 79)

Thus the articulations that sociologists accept as
the universal normative values of every member of the
society can be located very firmly as the values of that
section of society which has created a whole network of
institutions one of whose major purposes is the insinuation
of these values in every member of society. Barrington-
Moore does communicate the atmosphere of these
institutions (in the following extract);
"o maintain and transmit a value system, human beings
are punched, balked, sent to jail, thrown into
concentration camps, cajoled, bribed, made into
heroes, encouraged to read newspapers, stood up
against a wall and shot, and sometimes even taught
sociology. To speak of cultural inertia is to over-
look the concrete interests and privileges that are
served by indoctrination, education and the entire
complicated process of transmitting culture from one
generation to the next."

(MOORE, 1966; 486)

Indeed for working class boys in Sunderland this does
represent their experience of the pressures and violence
perpetrated on them in order that a certain system of
values should become universal guides for action, The aim
of this thesis is to understand their experience within one
such institution.

Thus this thesis is not simply informed by the existence
of different classes, but also recognises the different
languages used to communicate experience within these
different classes. This recognition must always be kept in

mind when interpreting empirical evidence concerning the
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actions, beliefs and sentiments of the working class
since the very act of expressing their communications
in a different language raises difficulties in

interpretation.

4) EXPERIENCE

Throughout this discussion of theoretical strategies,
about class, language and history, I have consistently
used the word experience to describe a certain way of
human being. The use of this word is deliberate and will
be used throughout the thesis.

"Experience n, test, trial, experiment; practical

acquaintance with any matter gained by trial;

repeated trial; long and varied observation, personal
or general; wisdom derived from the changes and
trials of life; the passing through of any event or
course of events by which one is affected; an event
so passed through; anything received by the mind as
sensation, perception or knowledge; v.t. fo make
trial of, or practical acquaintance with; to prove

or know by one; to have experience of; to suffer to

undergo16-

The process of experiencing the social world is for
me one of the major components of sociology, it is easy
to see why such a process has not been more widely used.
For 1like the use of history, the use of experience
presents great methodological problems, but like history

these problems are less than those of ignoring it.

16 CHAMBERS 20th CENTURY DICTIONARY
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Most importantly 'experience' predetermines certain
methodological problems that few sociologists have
attempted to expound on.

"Natural science knows nothing of the relations

between behaviour and experience. The nature of

this relation ... is not an objective problem,

There is no traditional logic to express it. There

is no developed method of understanding its nature.

But this relation is the copula of our science’if

science means a form of knowledge adequate to its

subject. The relation to experience and behaviour

is the stone that builders will reject at their peril.
Without it the whole structure of our theory and
practice must collapse.

es+ perception, imagination, phantom, reverie,

dreams, memory are simply different modalities of

experience, none more ‘'inner' or 'outer' than any

others",

(LAING, R. 1967; 17-18)

The only way that I have found to group the meaning
of experiences is to attempt to understand phenomena in
their totality as they are experienced in time and place.
The alternative to this is to attempt to select aspects
of experience as a whole or situational experiences and
treat these as separate essences. There are two major
methods of doing this that raise very great problems.

The first is perhaps the most bogus of the two which
is an attempt to objectify social facts or experience;

"T yse the term objectification to denote the

observer and the actor attempts to convince the

reader of the credibility of the properties or

elements being attended and labelled 'data' for
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purposes of making inferences and taking further
action., To objectify some event or object or mood
therefore is to convince someone that sufficient
grounds exist or existed for making specifiable
inferences about "what happened".

(CICOUREL (196%; 2. )

This is linked with the next section which discusses
objectivity, but concerns us here because of the process
rather than the reason behind the process. The process

being the selection of certain parts of a social 'fact!

or experience and the reason being to render the account
within a certain set of meanings and to a certain end of
persuading someone that the account is true. The
gelection of certain parts of experience has been one of
the major methods of sociological research and has been
criticised lucidly by Blumer and called Mhe scheme of
sociological analysis which seeks to reduce human group:
life to variables and their relations", The extraction
of one variable from the totality of a way of life then
comes to stand for that way of life or experience and
depending on the ka\ by which it is done is successful

in becoming that way of life in the reader's mind.

The second technique is that of the use of metaphor,
analogies or models, This starts off by saying that a
certain activity is like the analogy or the metaphor
(which may either be explicit or implicit),

"Thus it is, for them, a short step from saying

society is like a biological organism, like a

machine, like a big human being to saying it is

each one of these. If the sociologists who forget

the word 'like'libwed as they produce sociology, they

would write using a telex (which is like a typewriter),
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come to work in their pafamen (which are like a

suit), mark every corner with a cross (which is
like the way human beings remember their route",

(CORRIGAN, Philip R.D. (1972a; Appendix 3)

This represents more than an attack upon metaphor
as explicitly used but together with Blumer represents
a criticism of the way in which concepts come to stand
for the experience of an individual and then becomes
that experience., This is something that mystifies more
than it illuminates since it nearly always comes to be
treated and understood as if it was that experience.
The importance of at least attempting to retain the
experience of the individuals concerned as the unit of
analysis immediately implies several methodological

problems,

The models of what is the nature of sociological
enquiry are many. This is not the place to enter into a
ch\1ve of all of these models, What concerns me here is
the development of a methodological model that directlx
locates a series of methods within the theoretical
strategies that inform us. It is important then to have
a mode of sociological enquiry that:
a) Recognises that there are different distinct groups
within society and that concepts of universals in terms
of attitudes, values and experiences cloud, that there are
different experiential problems for different sections of
the population18.
b) Recognises the way in which experiences and institutions
can only be understood in terms of a process over time,
¢) Recognises that?history of a different set of
experiences creates a different way of communicating and

that it is wrong to expect a consistent language over a




whole society.

d)

Recognises the totality of experience of individuals

that can only be understood as that totality,

18

The differences in the nature of these experiences
cannot be overstated. ©Space does not allow a full
investigation of the manner of these differences,
but it is important.
"We worked in pits, steel works, foundaries, textiles,
mills, factories. These were the obvious instruments
of power and wealth., The question therefore did not
form itself for us in some fashion as 'How can I
buy myself a steel worker, or even part of one?!
Such possibilities were too remote to have any
practical impact",

(BEVAN, 1952; Chp. 1)

and to underline the background to these different

experiences as well as the need for some historical

situating of experiences -

"In view of all this, it is not surprising that

the workingclass has become a race wholly apart
from the English bourgeoisie. The bourgeoisie

has more in common with every other nation of the
earth than with the workers in whose midst it lives.
The workers speak other dialects, have other
thoughts and ideals, other customs and moral
principles, a different religion and other politics
‘than those of the bourgeoisie., Thus they are two
radically disimilar nations as unlike as difference
of race could make them",

(ENGELS, F. (1845; 157)
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THEORETICAL KEY TO THESIS

In writing this thesis I have discovered that it is
insufficient to simply present the above 'theoretical
maps' and then enter into the substance of the thesis
and expect certain resulting ideas to emerge in every
section. This is utopian, For in the section on
education and the section on spare-time activity there
are similar themes but these themes are not well
communicated since they are within a substantive dis-
cussion of spare~time activities etc. Thus at this stage
in the introduction I want to construct a theoretical
statment which has in actuality been constructed through

my experience of my research, but for the reader's sake

these theoretical constructs must come before the reading

of my research and act as a sort of key to that research.

The major concern of this work is with:

1) The working class boys experience and their values
evolved through their experience,.

2) the fact that these boys live in a society where the
values that arise from their practical day-to-day
experiences are not the values of those that control the
major institutions in society

3) that these instititions and, in particular the school,
were created by the individuals who control them, in an
attempt to make their values universal

4) that these boys are forced by state power to attend
those institutions which attempt to enforce bourgeois
values

5) +that a tension arises between the values and guides
for action recommended by the school and the values and

experiences of their everyday life,
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It is at this point where the sociologist enters the

situation to analyse the boys' behaviour, attitudes and

values, He enters with an overall world view and life-

style that is not that of the working class and therefore

finds it difficult to perceive these tensions as tensions

rooted (in one side) in working class experience. Un-

fortunately it is much easier both personally and method-

ologically for the sociologist to perceive purely the

other side of this tension, that of the bourgeois values.

any other ideologists since they are looking for values
and experiences articulated in a certain fashion.

However, in some places this tension has been outlined.

and

This is usually as true for Marxist scholars as for

Phis is what the bourgeoisie and the State are
doing for the education and improvement of the
working class. Fortunately the conditions under

which this class lives are such as give it a sort

of practical training, which not only replaced
school cramming, but renders harmless the confused
religious notions connected with it. Necessity is
the mother of invention, and what is still more
important, of thought and action ... If he (the
English Working Man) cannot write he can speak, and
speak in public, if he has no arithmetic, he can,
nevertheless, reckon with the Political Economists
enough to see through a Cbra—(-dkl repea*ing
bourgeois”,

(ENGELS, 1962; 146-147)

"the working class is more likely to support deviant
values if those wvalues relate either to concrete

everyday life or to vague populist concepts than
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if they relate to an abstract political philosophy".

(MANN, (1966; 432)

The sociologist does not then experience "the
concrete everyday life of working class", its 'practical
training', but does experience the bourgeois values that
are being propogated through certain institutions. Thus,
not surprisingly this becomes the focus of study. These
values are taken as universal (see above) and as such
become values that some people act on and some people
don't, Deviancy has tended to be the study of why people
hold certain values and act in certain ways which may be
contradictory. For the purpose of this work the values
of society will not be seen as universal but those wvalues
which are usually described as universal will be called
bourgeois values and thus the problem of compliance or

none- compliance with them becomes a different problem.

For we would not expect individuals to act on values
that they do not agree with, instead we would expect them
to act on values that they do agree with. Rather the
question behind this work is why they sometimes act in
accordance with values that are not their own. This
obviously presents the problem in a totally different
light with different emphases, for it focuses the main
spotlight on the forces that create compliance rather than
those that created deviant action. One of these major
forces are perhaps the dominant norm themselves but only
one of these forces,

"Parsons' focus is not primarily on the manner in

which the power of one actor may be controlled by the

power of another but rather on the restraints that
are placed on man's power by a moral code. But, if

a decisive consideration for system stability is the
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control of power, this it would seem can be done in

various ways, moral constraints being only one of

them",

(GOULDNER (1970; 244)

If one accepts that moral values is only one method
of power and that what have been taken as dominant
internalised values in society are only dominant because
of the nature of the power of these individuals that hold
them then one has a different model of compliance. If one
also accepts that working class boys values evolve from
their experience of the world which Klein et al describe
as very different from that of other boys, then one has a
method of compliance that is most obviously not one of

internalised norms.

This piece of work is about a group of boys who
experience the world through ideas and values that have
evolved from their world. They come into contact with ..
institutionsthat not only have different value systems
but that are trying to change the boys value systems and
actions, The interaction between these values is at the
instigation of the institutions not at the boys. Thus at
school, in youth clubs, in careers advisory centres and
with the police the boy is under attack upon his values
and his actions. He is under attack not simply by means
of these values but by the power that is immanent in the
institutions that have been created by the values. When
he obeys these institutions he does so NOT because they
embody values that he 'agrees' with, but because they
have the power to enforce compliance. Values themselves
are not important to the boys, fhey are important when

they have a close relationship with power and sanctions.
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The boys have to learn the lesson of Alice at school
and on the streets,

"When I use a word" Humpty Dumpty said, in a rather

scornful tone, "it means just what I choose it to

mean, Neither more nor less",

"The question is" said Alice, "whether you can make

words mean so many different things".

"The question is" said Humpty Dumpty, "who is to be

master, That is all",

(CARROL, L. 42274 )

SOME NOTES ON METHODOLOGY

The impossibility of a 'correct' methodology.

Faced with these theoretical maps it is indeed
difficult to conceive of a perfect methodology that fits
these prerequisites., However, it is vital to stress once
more that this is not the way in which this three year
research was carried out. There was no caﬁial relation-
ship between the theoretical strategies, rather the latter

were worked out at the same time as the former.

Thus, for example, it will be seen in the chronology
that in the summer of 1970 the focus of the research
changed and enlarged. As a result of talking to the boys
in the pilot I was told that for them the problems and
difficulties of part of their life was having to go to
school. This was in fact a new idea about the research as
far as I was concerned, yet with regard to the theoretical
maps above, it became important to research this
experiential problem, It was understood in terms of a
process over time of different classes of society, yet
without trying to analyse the class structure as a thing

apart from the peoples experience. Tor as Sartre has
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written in criticism of Marxist methodology,

"This method does not satisfy us. It is a priori.
It does not derive its concepts from experience -

or at least not from the new experiences it seeks

to interpret. It has already formed its concepts,
it is already certain of their truth, it will assign
to them the role of constitutive schemata. Its sole
purpose is to force the events, the persons or the
acts considered into prefabricated moulds",

(SARTRE, (1960; 37))

Any methodology used must only exist within the
tensions of the above four theoretical maps, more it is
impossible to satisfy them all in every way. So any
methodology will reflect some parts of all of the above
theoretical maps, and none will reflect all of them.

For example, it is not possible to provide an analysis
over time of the bourgeoisie in 19th Century England of
the complexity of the discussion of experiences of one
hundred Sunderland schoolboys and this leads to
difficulties and possible mistakes. Yet NOT to understand
the problem of having to go to school in either historical
or class terms is to make it difficult to understand the
boys experience. It may also be true that it is im-
possible to understand the totality of another persons
experience of the world, given the different languages
engaged in by researcher and researched, yet to recognise
the impossibility of certain problems is not then to

ignore them.

Why Schools.

There are biographical, theoretical and methodological
reasons why I chose the school as the area of experience

that I was most interested in. Within the field of the
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sociology of deviance an« criminolosgy the school was viewed
almost universally up uvntil the 1950s in a very distinct

wey.

It was seen basically au - buttress {or soclety
against the forces of delinguency. The role of education
in society itself (as outlined in Ll’m‘hw"}fﬁ) was accepted
within criminology. School was accepted as stopping
delinquency rather than 1ln anyway haring a generative

efiect,

Cohen, A. (1955) in formulating the subcultural theory

chabler
(outlined in F,A i

2) focused his attention upon the
school a» an institution that played a part not in the
suppression of deviant action but in ite generation,
However he maintained the idea of z dominant value system
that the occhool succeeded in gettins the boys to internalis
Whilset my criticisms of this will be explained elsewhere it
is important here to note the way in which the school was
conceptualised for the first time as an institution
creating problems for the boyn - despilite the different
nature of the problems outlineé this reprecented a cone
siderably different way of looking at the school as regard
to delincuent activity, Similarly the nature of the

school as an institution above ideology was brousht into

ques;tion,

wWithin the sociology of education (outlined more
fully in gggh::ﬁ 3) this last process was shown to happen.
It is only very recently (with the exception of WAULR
(1924) and GOODMAN (1950) that any sociologists have begun
periously questioning the ideology 6f education, So it
was within the sociology of delinquency that the school
became first studied as an institution that was generating

deviancy rather than normality.

P . R
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Hargreaves (1969) in the U.K. and Werthmann (1966)
in the U.S. followed up Cohen's lead within the framework
of Cohen's theory., Whilst I disagree a great deal with
Hargreaves' work I must acknowledge that his book was
published at such a time as to direct my own and the
British sociology of deviance's eyes towards the school
as a generating milieu of delinquency. Downes (1965) had
pointed to the school as an importanfe factor for the

younger boys in his study.

In a different tradition but still looking at the
school as an institution Powers (1972) research was looking
at the relationship between school and delinquency in

Tower Hamlets,

This emphasis on the school and its relationship to
delinquent activity was of very great importance in
formulating the original focus of my research, in 1969,
since given the methodological formulations I had at that
time I was interested in looking for institutions that
éﬁEiIEd delinguent activity. As 1is outlined in the
chronology of the research this approach changed. It
changed because I became to realise the complete im-
possibility of looking for the causes of delinquent
behaviour, both from the point of view of causation and
delinquency. Causation became impossible for me to use as
a concept now I had fully understood the implications of
the new interactionist theorists, yet more importantly the
idea of focusing attention upon ;21inquent action also

became impossible. This was because I took seriously

BECKER (1963) and other attempts to turn attention away
20

19 BECKER (1963%; 1964); LEMERT (1967); MATZA (1964; 1969)
20 This obviously goes back to the methodology recommended
by the original Chicago School.
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from delinquent behaviour as apart from the total way of
life of the people involved., Thus one had to study the
total way of life of these boys rather than simply those

sections of their life that were classified delinquent.

The nature of the research changed from that of the
study of the school as a cause of delinquent behaviour to
a study of the experiences of working class boys with

especial emphasis upon the school and on spare-time activity.

Alongside these considerations within the sociology of
deviance that had led me to the school, were the ideas
outlined in my theoretical maps. Obviously my interest was
very likely to be in those areas where the tensions between
working class experience and bourgeois values could be found.
Equally, given my background in the study of social policy,

I was likely to be interested in those areas where the
tensions came into being in institutions created as
deliberate instruments of social policy; so the school was

once more the obvious choice.

There were certain obvious methodological advantages
contained in a study of working class boys experience (the
disadvantages are also great and will be outlined below).
Most obviously, if I am interested in the boys experience
of school then it is better to actually see them and talk
to them within that institution, where their words about
action will be most likely to be linked with their actual
action in the real life situation. This does of course
detract from the validity of their words about their spare-

time activities, but this was a choice that had to be made.

Similarly the school provides the methodological
advantage of creating a 'captive sample'. The researcher

gains access to the school via the education officer and
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the headmaster and once in this situation one is free to
research for as long as you want., You can generally depend
upon the boys to be there when you want them and the

response is likely to be high,

So within the intellectual tradition of the sociology
of deviance within my own ideas and for strictly practical
considerations the school became the major area of the
study. Ideally though I would like to have also carried

out research in the streets.

) . Chabler ,
The street, as outlined in 4, provides the

working class boys with his own institution, Thrasher
(1927) and Whyte (1943) found that the street provides the
freest atmosphere to carry out research using participant
observation since it provides the boys with the greatest
room for manoeuvre, in that he can refuse to take part,
restructure the whole atmosphere of the research. This
provides a much greater credence to the data as has been
well outlined by Polskey (1971). Thus provided the
research succeeds at all and the researcher is accepted
then he finds it easier to write meaningfully about the

experience since his 'data' is much more total.

Despite Backer (1964) and Polsley (1971; Chp. 3)
outlines of the problems of participant observation, there
are some difficulties that are a bit too banal for them to
mention, yet are of great importance to any understanding
of methodology. To use an extreme, but possible example;
if a Scandinavian white female were interested in the
activities of black American homosexuals she would not be
able to use participant observation, or at least it would
severely change the situation from the normal all black
homosexual one. Yet these physical given attributes are

obviously important, since they can easily ruin a research
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project. Should, therefore, only those sociologists who
can fit into social situations study those situations?
This is an obvious solution but one that would greatly
restrict the scope of possible sociological research, and
increase the number of studies on white bourgeois academics!
Importantly though, this problem does mean that participant
observation is out for many situations including mine, For,
whilst my background was similar to those of the boys in
Sunderland there were many crucial differences., Most
importantly I am 6 ft. 4 inches, very large and from London
and these boys were 5 ft. northerners. Standing on a corner
with these boys would have drastically altered their
activities amongst themselves as well as their interactions
with others, e.g. the police. Literally I stood out as a
stranger and could no more have fitted into the background
as the white Scandinavian lady in Haarlem gents toilet,
This may seem banal but a 5 ft. 2 inch male sociologist
would have had much greater access to the spare~time
activities of these boys. Instead all my research activity

took place in or near the school.

WHY IN SUNDERLAND AND WHY THOSE SCHOOLS

Most obviously I was restricted to an area within easy
reach of Durham University. Also I was interested in an
urban working class community to get to understand the boys
actions, activity and experience of life. Thus I chose
Sunderland, on the coast and about 18 miles from Durham.

It is impossible to provide the reader with a picture of
Sunderland in a hundred thousand words let alone a few

hundred,
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"Sunderland is a town which is living on the
dwindling fat of its Victorian expansion. The legacy
of the Industrial Revolution is apparent in its
appearance, its physical structure, its population
growth and in a host of social and economic
characteristics. Even (sic ) attitudes are coloured
by its past heritage. The Depression years, the
final death spasm of the 19th Century is a pre-Keynian
era, are still a real memory amongst much of the towns
population and impinge upon the attitudes of the
working population, This imprint of the past, rooted
in a continuing dependence on heavy industry, is
found to a much greater degree than in the towns of
the midlands or even Lancashire, since the spread of
light manufacturing has had only marginal effects in
the North-East",

(ROBSON, 1969; 75)

The problem of differences caused by location are
completely impossible to overcome, for the North-East of
Fngland is so obviously unique as to be idiosyncratic in
the extreme. Yet this idiosyncracy is impossible to spell
out since it consists of one hundred years of what Robson

refers to as its heritage.

The two areas of Sunderland that contain the two
schools need a brief introduction. Tavistock council
estate that contains Municipal Comprehensive School is a
large post world-war II estate upon the outskirts of
Sunderland. Tike (and unlike) a hundred others throughout
the country on the fringes of conurbations. The estate is
totally a council house estate of two-storey buyildings,
although it is built around a service area of shops and

four-storey flats that pre-date the estate. The area
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immediately strikes me as a working-class area yet if the
person that saw it for the first time had any conception
of a hierachy then they would place Tavistgg; estate near
the bottom of that hierachy with regard to the rest of

soclety.

On the other hand this person would say that Municipal
Comprehensive School was one of the best and newest
comprehensive schools in the country. It has got a
tremendous range of facilities when compared to the average

secondary school. It has a headmaster who is a fairly well-

known educationist and the staff have been handpicked by him.

He told me however that the catchment area for the school
had been specially drawn to only include two non-council
houses and both of those were occupied by Catholic Priests!
Despite this homogeneity though I would believe that
physically Municipal Comprehensive School was one of the

best comprehensive schools in the country.

The area where Cunningham secondary modern school was
gituated was very different. This was an older area; late
Victorian, most of the housing stuck between a main road
and beside the sea (yet crucially NOT at the sea-side).
Whilst being very different from Tavistock estate it did,
in fact, similarly compel the observer to label it working-

class.

The school was very different. Cramped in poor con-
ditions, a typical school board school with high Victorian
rooms with poor lighting. A noisy class in this school
could be heard o¥er half the school., The headmaster (as
will be outlined below) did not seem very co-operative and

so I could never get to know this school as well.
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Importantly I knew a teacher at Municipal Comprehensive
and I knew a teacher that had taught at Cunningham. Both
of them helped me a great deal with background information
and in the case of the one still teaching while I was doing
research, with continuing help. They weré obviously a
factor in making my choice, but most importantly, I wanted
to carry out most of the research in a school that was
physically well endowed and in one that was not, though
both were in working class areas. This was not done in
order to carry out a fully fledged comparative study, rather
to see if, along with the major research project, there were
any interesting differences, Crucially as far as my
research could tell the boys at both schools had very very
similar experiences of school and differed, significantly,
throughout the whole thesis only on the matter of their five

favourite pop groups!

CHOOSING RESEARCH METHODS WITHIN A SCHOOL

1) Teaching in the School - filling a role

Research is best carried out in most activities where
the researcher can fit into the institution as unobtrusively
as possible. Importantly though as far as the school is
concerned there is only one major participant role open to
the researcher - that of teacher. Whether an individual
researcher chooses to accept this opportunity betrays
totally the ideas that the researcher has about the social
organisation of the school, Hargreaves chose to accept the
opportunity.

"The writer spent a complete year at the school.

For the first two terms he was present for the whole

school day. He taught all the fourth year boys at some

stage, as well as other year-groups; he observed the
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pupils in lessons conducted by all the teachers; he
administered questionnaires and conducted interviews;
he used every available opportunity for informal
discussion with the boys; he accompanied them on some
official school visits and holidays; he joined them
in some of their out-of school activities. In a word
the researcher entered the school as a participant-
observer, armed with his own training and teaching
experience and with the intention of examining the
behaviour and attitudes of boys in the school and
their relationships with the teachers and one another",

(HARGREAVES, 1969; IX)

Indeed this portrays an involvement of much greater
nature than my own, specifically because of the entree
provided by the role of teacher. However, Hargreaves does
attempt to get the best of both worlds since at the end of
the book in a lucid section on participant observation he
admits that after one term of teaching the teacher-role had
destroyed any possible relationship with the lower stream
boys because,

"Within organisations such as schools, factories,

hospitals and prisons a distinction can (sic) be made

between the 'controllers' (teachers, managers, doctors
and warders) and the 'controlled' (pupils, workers,
patients and prisoners). Between these two levels
yvawns the gap of status distinction which a participant

observer cannot necessarily bridge".

(HARGRFAVES, 1969; 204)

I would say that in the school this gap was impossible
to bridge and that Hargreaves' experience backs this up,
that it was only when he had actively refused the teacher

role that the boys had any trust for him at all. The
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process of trust evolved completely negates the role of
teacher by a number of trying out mechanisms. What
happens if a boy smokes? What happens if a boy swears?
etc, All of these activities would not even be tried if

the researcher was a teacher,

2) The creation of ambiguity

However, as Hargreaves says "Any adult (who is not
dressed as a workman) appearing in the school must in their
eyes have some strong connection with the teaching

1467 5200
profession” so to obtain the trust of the boys this strong

25

connection must be severed and must be severed obviously.

For Hargreaves this was difficult as it seemed
important to him to be understood and have the co-operation
of the staff of the school. This led to maintaining the
link with the teaching profession, with the staff and
severing with the pupils. At the start of the research my
perception of this gap was that it was very wide and un-
bridgeable, that in fact one researcher could not gain the
trust of both teachers and the boys, and whilst this would
limit the scope of any research project such a choice is
vital. There are research situations, like many social
situations, that straight away need the choice of which
side the researcher is on. This creates difficulties in
personal terms in research situations where one side may
end up distrusting and perhaps hating the researcher who

is obviously committed to the other group.

Since my own research was primarily the boys'
experiences of the school rather than the total organisation
of the institution, it meant that I had to choose the boys
as the group whose trust I wanted. This created problems
with the teachers. For since in the boys perception of the

school there was no role that adults are allowed to play
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apart from that of teacher I had to create a role that
they did not find threatening. This meant that there had
to be a total ambiguity in the teacher's perception of me,
since if they had totally rejected me, they could have
together with the headmaster, hawe stopped my research.
Yet, if they had accepted me this would have meant they
may have talked extensively to me within sight of the boys
and may have éiﬁ&éﬁed the boys to co-operation with me.
Such behaviour may have jeopardised the boys trust, so an

ambiguous stance was adopted to the teachers.

This was not a difficult strategy to adopt. Firstly
because I did not have any clear hypothesis to put to
teachers when they said™what are you doing". Secondly
because I was scared of the teachers. Entering a staff-
room is not an easy set of social situation, so I spent
as much time as possible away from the teachers and the

staff-roomnm.

I was introduced to the schools by way of a letter
from Dr. Cohen (see—appondix—3t). This followed an inter-
view with the Deputy Education Officer, who seemed to see
my intention as a technician that was offering assistance.
He was concerned with the problem of vandalism and looked
to me to provide the éorporation with possible solutions
to the problem, I carried out the pilot at Municipal
School and was introduced to the headmaster by means of
the ambiguous researcher role. He believed, as did the
staff, that I was "interested in the experience of the
last year of school", which was of course true., Whilst
the staff accepted this it was mainly interpreted, once
more, as a purely technical piece of research to help
them in the Raising of the School Leaving Age. I feel

that I posed little threat to the staff except as someone
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odd. Thus for most of the staff the ambiguity did not

need resolution since I posed little threat to them,

For the boys, however, given the extent to which I
required their ideas and words, it was important to be
unambiguous, This led to certain mundane difficulties,
such as wearing ones hair short enough to be ambiguously
decent to the staff, yet long enough to be unambiguously

not on the staff side., Similarly with dress,

In Municipal School when the final research came to
be done boys knew that I had carried out my pilot the year
before. When they started answering the questionnaires
several of the boys asked worriedly about whether the
teachers would see the answers. I said 'no' and I had said
at the beginning that everything was confidential, that I'd
put the questionnaires in my bag when they had finished
them, and would keep them with me. One boy then said that
I was all right because two of his mates "Nanker and Phelge"
from the year before had talked to me and I hadn't let them
down by getting them wronged. The words of Nanker and

Phelge d4id change the atmosphere in my favour.

Thus I carried out certain strategies to get the boys
trust, but these were not deceptive strategies since I was
indeed feeling easier with the boys than with the teachers
for they represented my sentiments, interests and aspects
of my biography. Yet this itself would not have been
sufficient to place much weight upon their trust without

the important factor of my perceived role.

I told them on every occasion that I was writing a
book about them; that I was interested in them; that they
were the reason I was at the school; that I wanted things

expressed as much as possible in their language and I didn't

care about spelling, or grammar, OrT talkipg proper., This
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had a very important effect. Not only did it resolve the
ambiguity about my role in the school in that I became
Paul Corrigan who was writing a book about them, but as
importantly I became defined as interested in them. I
was going to write what they said and on many occasions
the boys were rather hurt that they should do the talking
and I should get the money for the book. So it became
defined in several ways as their book as they had an

investment in it.

This then provided the background which enabled me to
understand the boys in any way, for on their part they had
to trust me and in my part, before I carried out the main
part of the research I had to realise what the major areas
of their experience were. This was achieved, as was
described above, by the pilot research that completely

changed the nature of my project.

A NOTE ON COMITMENT AND VALUES IN THE RESEARCH ACT

The boys walked into the classroom and I started

talking and giving out the questionnaires, I told them

I was Paul Corrigan and that they could call me Paul; that
I was interested in what they thought of school and what
they did with their spare time. I told them I was writing
a book about what they thought because I was fed up with
reading books about what teachers thought. So I wanted
them to answer the questions in their own words. I pointed
to my briefcase and said that I would put the lists of
questions and answers in there and keep it with me and
then take it out of the school. That no teacher would see
them and that they would be confidential. Immediately one
boy asked how much I'd earn from the book and if they'd

get any. I said that I wouldn't get much and that I'd
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have to keep my wife and myself on that. Someone said

"are you sure that its all right to put what we think"
(this was asked a few times before tHe above event occurred)
and if they could swear. Throughout the procedure the boys
slowly became rowdier and noisier until towards the end I
was very scared that a teacher would come in and complain,
Nevertheless I didn't say anything but tried to laugh

along with them, On one occasion in a lab. the boys nearly
succeeded in gassing us all, but I didn't tell them to shut
up or behave. This created some feelings of amazement in

the boys.

Much has been written on values in deviancy research
(Becker 1967; 1971), (GOULDNER, 1968), (TAYLOR, I. and
WALTON, P. 1971) and (COHEN, 1971) and yet in as far as my
relationship with these boys was concerned I felt little
of these problems., POLSKY (1971; 140) has expressed this
best, "our society as present seems plentifully supplied
with moral uplifters in any case, so one needn't worry if
a few sociological students of crime fail to Jjoin with the
chorus", 1In contact with the boys in Sunderland I felt no
compunction to join the chorus denouncing their activities,
instead I found them to be close to my own background and

experience and THEREFORE totally free of reprehension,

In my view the teachers have enough exponants of their
perception of the situation, as do the educationists, the
police and the youth leaders. This does not mean that I
lack sympathy with them but means that I knew I could not
write from their viewpoint and that of the boys from the

beginning and had to take sides,

Within these schools there are at least two con-

flicting realities, those of the pupil and the teacher;
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it has been a difficult enough task to write about one,
I believe it would not be possible for one person to carry

out research into them both at once.

METHODS USED

1) Questionnaires (see appendix)

These were administered by myself to groups of boys
in both schools. Owing to administrative difficulties I
could not get the 60 boys from Municipal School and the
45 from Cunningham., Instead I gave the questionnaires to
48 from Municipal and 45 from Cunningham. I asked the
headmasters to provide me with boys who were most probably
leaving that year, and in answer to all the other more
specific questions that they asked about the selection of
the boys 1 simply answered that I wanted a 'cross-—section?',
It is possible that headmaster A would have selected his
40 best early leavers to impress me with his school and
headmaster B could have chosen the worst 40 from his school
in order to show his tremendous difficulties, If I were
going to carry out complete statistical tests on the data
I would have had to select my own boys randomly but at no
stage did I want to unduly anger or worry the heads., Both
in fact did say that the boys selected represented their
year quite well; both warned me that there were several
terrors and horrors in the group; both said that there were

some 'good lads' in it,.

I gave the questionnaires to the boys preceded by the
patter above. There are a variety of different techniques
in the questionnaires, but in the pilot I realised the
tremendous difficulties involved in the collection of
ideas from people whose articulations are not expressed in

the same way as the researcher - who would normally be
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labelled 'inarticulate', Many of these boys found
difficwlty in writing at all and some of them Jjust didn't
write anything or answer any questions. All the time I
said that I didn't mind about writing or sentences and
one word would do in the sentence completion. When it
came to the self-report delinquency survey none of the
boys showed any concern; the only concern was over the
questions like 'I think teachers are .........' where a

great deal of checking up was always done (e.g. "Are you

SURE you won't show Mr, X")., But overall the guestionnaire

was designed to provide a spread of different methods of
articulation, The fact that they were given out to groups
of boys gave them considerable confidence, in that they
never seemed threatened by me or the questions when they
were surrounded by their mates., This of course was not

the same in the interview,.

Why these specific questions?

I divided the questionnaire into two since I felt
that the boys would get very fed up after sixty or so
questions, Since I wanted to know about a whole range
of things, I felt that if I left the questions about
football and spare-time activities to a second question-
naire, their interest might be revived by this. However,
it must be said that there was a tendency for the number
of 'No' answers to questions to increase towards the end.
Indeed given the chaos during the administration of the
questionnaires it was surprising that there was not a
much greater number of 'no' answers! The boys could not
be described as 'well behaved'! during the filling in of
the questionnaires, but that in itself is a comment upon

the substance of the research as well as its methodology.
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Questionnaire 1 - What young people think about school
Questions 1-4 <~ These questions specifically attempted
to recreate live situations in the form of (for 1 and 3)
a yes/no answer; and (for 2 and 4) an explanation, Instead
of asking Do you like school? I wanted to give the boys a
chance to create a real situation in their imagination and
answer the question with respect to that feeling. The
answers to these questions provided an overall perception
of the boys experience of school,
Questions 5-8 ~ These questions attempted to discover
what were the most important subjects at school for the
boys. This question betrays the shifting theoretical
background of the research, in that, in the early stage I
would have thought that more boys would have mentioned that
they liked 'practical subjects' since I felt that it was
these subjects that were important to their school
experience. This sort of question is still trying to
discuss the school in the terms that, for example, I
experienced it. An institution which is based around
'subjects!'. If, however, one has a concept of school as a
social control experience then the liking or disliking of
'subjects' is of a lot less importance. The answers to
these questions proved useless, if one gives them some
thought. A boy could like English because he likes the
book that they are reading at the moment, he likes the
teacher, he likes the fact that English is on Friday after-
noon etc, Similarly for his dislikes.
Questions 9-12 on the relationship between school ex-
perience and jobs were similarly of 1little use. Their
distance from the boys experience was too great. Once more
it was based upon the idea that school was experienced as

useful, and this was not necessarily so.
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Questions 13 and 14 were about the length of time that
the boys had lived in the area and as such, were echoes
from the positivist past. It may well have been very
simple to have 'shown' that 90% of boys who wanted to
leave Sunderland also hated school ... However, by the
time that I came to analyse these questions they merely
provided useful background to the section on physical
movement on the chapter on 'careers'.
Questions 15-23 were about the boys perceptions of their
future employment, Obviously all the questions were about
expectations and some of them made the mistake of dis-
cussing ideas of planning and choice. The section on
future employment contains its own discussion of the
methodology employed here. For the moment it is sufficient
to say that this represented an attempt to come to grips
with the 'aspiration' argument, centrel to various
sociological theories of delinquency.
Questions 24-26 were about truancy by a friend to try and
guage response to that situation. Would the boys say that
it was wrong or would he go along with his friend?

Question 26 was to tryv and ascertain the extent to which

the teacher was experienced as approachable and helpful or
the extent to which the boys kept themselves to themselves
when they had a choice.

Questions 27-38 were a simplistic check-list of statements
that lacked commitment for the person answering but still
was constructed to provide the boys with sufficient scope

to betray either a consistent pro-discipline or anti-
discipline line. Unfortunately this degree of 'consistency!'
is not now part of my theoretical expectations, since it
does not allow one to cry inconsistency if it fails but

simply to point a consistency of a different nature from

that of the researcher. . -
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Questions 39-45 were about punishment and discipline as
experienced and expected by the boys. These proved useful
and would be expanded in any replication using a wider
variety of different sorts of questions.
Questions 46-61, Despite the difficulty of about half the
boys in expressing themselves in sentences this sentence
completion test was undoubtedly the most popular. Here
the boys said that they put what they wanted to and the
vigour of their answers throughout betrays their
enthusiasm. This section took the longest time; but
disappointingly question 55 'The teachers think I am'
proved too painful (and in the pilot interview when I
asked it again, one could see the difficulty and indeed
pain of the question) for most boys to answer, So it has

been dropped from the analysis,

Questionnaire 2 - leisure activities of young people

Questions 1-6 specifically about the boys involvement with
football from the general viewpoint of interest; to going
to Roker Park; to buying magazines and reading Sunday
papers; including the acid test of Saturday afternoon at

5 o'clock that most football fans spend glued to T.Vs and
radios., There were also questions about involvement in
playing football.

Questions 8-23% were again a simple check list of activities,
that did not prove very useful except for purely ethno-
graphic interest of the nature of 85% of boys like reading
comics and only2S % like reading books. But such data

does not fit easily into a text that tries to understand in
some depth the life experiences of boys.

Questions 24-42 could be similarly criticised. This is a

familiar self-report delinquency survey that contains a

four-choice answer. My impression was that_the boys.
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showed a great deal less worry about showing me their
answers to these questions‘than their answers to questions
about school, However, this provides ethnographic detail
which goes directly AGAINST the whole section on spare=-
time activities, 7For delinquency and rule-breaking is not
a thing apart. Nevertheless to be fair this was the only
way that this data could be collected given the above
remarks on the impossibility of participant observation.
Questions 43-51 were attempts to discover the boys
involvement in pop music., As is outlined in the part on

pop music in Section 4 the essential question of the

meaning of this music to the boys cannot be answered
through this small part of a research project. The
meaning of a hard rock tune to a 14 year old Sunderland
boy is too much to expect from a study mainly based on
other experiences so I have kept the discussion to a
simple involvement or non-involvement in imtitutions.
Questions 52-56 were the most abortive of the whole
research. As a quarter-hearted attempt to discover the
boys home background they are inexcusable. Since this is
what was intended I find them now rather embarassing,
they represent an attempt to try and extend the research
beyond the possible given my limited time and energy.
Whilst the research would have been undoubtedly improved
given some contact with the boys home background there was
never sufficient time and in my case I was afraid of

jeopardising the boys trust by seeing their parents.

Overall it may well appear that I am most unsatisfied
with my own questionnaire, and this is true, not so much
because I have changed my theoretical standpoint or that
I am bad at drawing up questionnaires, rather that I

always realised the great limitations on questionnaires
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for providing anything else other than background material.
In fact they made the whole set of interviews possible
since they provided not only information but also cues and

insights that were invaluable,

b) Interview
Each boy who came to me for an interview which was

Mveaicifac
tape-recorded in the careers room of '"2* school. The

interviews were carried out individually and W§Ze preceded
by the two caveats, "Remember what I said about that list
of questions well noone's got into trouble over that and
the same goes for the interview, its all confidential" and
"You remember I was interested in young people in
Sunderland, well I want to ask a few more questions ..."
There then follpwed a loosely structured interview which

veered back to a list of questions that I had in front of

me.

27 It is important to explain why I interviewed all the
boys in one school and not any in the other. In most
research many methodological considerations are not to do
with a theoretical/intellectual point but to do with the
mechanisms of the project. Thus the headmaster Of£3§:|~unqq
school was not very pleased at the prospect of me being
there very often with a tape-recorder and might have
stopped me from doing the interviews half-way through.

Also in comparing the results from the questionnaires

there was in fact no @fatistically different set of results
between the schools in any questions (with the exception of
the favourite pop groups). This was of course surprising,
but given the nature of the main interest of the research

(i.e. the experience of boys rather than the organisation

of the school) Ifelt that time and energy would be better
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invested in getting to understand one institutional setting.
Thus there were two reasons for restricting the interviews

MVIC AL

to '"P! school; one was a purely intellectual/methodological

one and the other was practica¥Z]

It must be said immediately that different boys acted
in different ways to this interview and I would make one
major proviso about the whole thesis, that it probably
misses some very vital points about the less 'confident!
boy. He seemed to find the whole idea of talking to me
difficult. Obviously every boy was effected by this
situation but some found it very difficult indeed and gave
very short answers. Of the 47 interviews (one boy broke
his leg the day before I was going to interview him which
certainly expresses a fairly intense fear of the interview
situation), I would say that about 20% of the boys were
frightened by the situation and 20% of them were totally

at ease, The remainder were on a continuum,

This is obviously unfortunate because it represents a
basically unusual situation for the boys, and as such will
refract the information in some way. However all the
physically and culturally different researcher can do is
be conscious of these problems ALL the time and work with
the methods available. Indeed the whole enterprise is

problematic.

Interview questions asked

There was a set of questions that I asked every boy,
yet I always digressed if I felt the boy wanted to whilst
attempting to return to the questions whenever possible.
In this way most boys were asked the questions listed in

the appendix though they may have varied for particular




65
boys. Therefore the questions is always given before every
response in the text since there may have been an idio-

syncratic question asked.

The topics of the questioned followed the ones in the
questionnaire, in some cases asking the same question to see
if a fuller response could be elicited, which was very often

the case.

¢c) Diaries

In an attempt to understand more fully the way the boys
spent their spare-time, and given the impossibility of
participant observiation, I asked them to fill in a diary
of the things they did every day for a week. This had little
success and given a response rate of only 20% I didn't feel
able to use any material from the diaries as explicit data.
The idea of the diaries came from Willmott (196 ) who
had greater success with the method. However, he paid £2 to
every boy that completed a diary which I am sure helped his
response rate, I felt that a reward of any sort would have
caused trouble at the school so I decided to leave it to the

boys.

I think that the small response rate is once more to do
with the difficulties of researching into a life style which
does not possess the modes of articulacy associated with our
own life style. Indeed the very idea of diaries took a lot
of explaining to these boys and I felt convinced that very
few of them had filled in a diary of their own ever, Thus
it was an alien activity that they had little involvement in
and most boys lost theirs I should think within the first

few days.

d) General Observation about methods/methodology

In an introduction it is difficult to maintain the depth
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of analysis about the theoretical maps, methodology and
finally the methods. For it is always tempting to write
about the actual methods of research in a much more crisp
way -~ to say simply that the methods of this research were
guestionnaires and in-depth interviews. However, this does
not represent the way in which the research was carried out
since it must be said that, methodologically, I lived my
research for three years; it is true that at certain times
I did administer questionnaires and I did carry out inter-
views, but these are mentioned only because they are easier

to identify. Just as important were the other methods; of

being in the school talking to boys informally at lunch
break; of reading about schools and talking with teachers

and sociologists about education; of attempting to write
historically about the education system; of reading about
Chinese and Cuban education over the whole three years. Also
most importantly (for the reader) has been the ten months
used writing the thesis up, reading and talking about the
subject, using what could be called reflexive sociology.

All of these are methods of great importance for the end

product.

"Powards an anarchist methodology"
21

In case this should appear to represent a totally
coherent picture of a three year research project there are
even a few more imponderables to disturb the picture. The
vagaries of place have already been mentioned but some of
the things I had in mind should be mentioned; for example
the boys might be effected by the distance of Sunderland
from London that means only first rate and tenth rate pop

groups play there; or the nearness of the sea might change

21 FEYERABEND, (1971) Yi#tle of his paper ... = = . .. .
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their patterns of behaviour more; or the fact that
Sunderland A.F.C. are in the 2nd division of the football
league; all these things might make Sunderland totally
different; it would be impossible to isolate them and find

out.

Similarly, and I would think more importantly, is the
location of the research in time. The years 1969-72 were
eventful years for both the boys and myself. It is not
possible to say, for instance, whether Sunderland A.F.Cs
relegation in May 1970 had a greater effect upon the boys
than the massive increase in male unemployment, What effect
does the television news of Northern Ireland have on these
boys; does it mean anything to them, as distinct from their
elder and younger brothers, that they can see barricades on
the streets of the U.K. or that British policemen and troops
can be shot? What differences have the Child and Young
Persons Act made to this cohort as compared to their elder
brothers? All these things will have effécted their lives
and have also affected the way in which I have carried out
the research and make any research idiosyncratic. Such
things must always be at the forefront of our mind in
reading and writing up research projects for whilst their
resolutions may not be possible a recognition of their

existence is very important.

Despite this I continued with the study and wrote it
up, knowing that it wouldtbe éxacf; it wouldn't be coherent;
and hoping that it would open doors rather than arriving at
a watertight closure of a topic. Given all these
recognitions of these impossibilities ocutlined in the
20,000 words above it is a wonder perhaps that I bothered
yet most importantly as Mao has said,

"You can't solve a problem? Well get down and
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investigate the present facts and its past history!
When you have investigated a problem you will know
how to solve it. Only a blockhead cudgels his brains
on his own or together with a group to 'find a
Bolution' or 'evolve an idea' without making an
investigation, It must be stressed that this cannot
possibly lead to any effective solution or any good
ideas",

MAO-TSE TUNG; Oppese Book Worship (1930; 2)
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Organisation of the remainder of the thesis

If one tries to write up a three year research project
with any honesty it is an appallingly difficult task. The
usual organisation into three major sections (A. THEORY
AND METHODS; B. HARD DATA; C. SOME IMPRESSIONS) leaves the
reader with a false impression of all the 1loose ends being
sown up. Yet it is not possible ti simply expect anyone to
read over 100,000 words., Therefore, inevitably, every
organisation has some 'rationality' and some merely ad hoc
reasoning. I have tried not to have a very rigid
demarkation between theory and empirical work, but in-
evitably this has crept in., The following is the way in

which the research has been organised.,

SECTION A INTRODUCTION
Chapter 1 Why research into 'secondary education' and

'juvenile delinquency'?

Chapter 2 What is culture?

SECTION B THE LAST YEAR AT SCHOOL IN SUNDZRLAND

Chapter 3 Education institutions as guerilla warfare.
Chapter 4 The Dialectics of 'doing nothing' and 'getting

into trouble'.
Chapter 5 The Problem of future work
SECTION C CONCLUSIONS
Chapter 6 New questions for sociology; new problems for

the state,

There will be a bibliography after each chapter.
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WHY A SECTION ON CULTURE?

In spelling out the theoretical strategies contained
in Section One I tried to show I was interested in the
totality of experience of being a 15 year old in Sunder-
land even if within this understanding of a total way of
life I spend most of the research and thesis concentrating
on aspects of this totality. For those separate areas of
their lives are experienced as a totality rather than as
discrete entities in segregated boxes. Consequently in
those areas of their 1life that I was especially interested
in, school and spare-time activity (delinquency) I put the
most stress upon those studies and theories already carried
out by sociologists that tried to understand these
experiences within the context of a total way of life
rather than discrete actions. Thus there is a need to
elucidate both the substance and base of these studies of
ways of life which is why the thesis includes a whole

section upon culture.

For this reason there is a discussion of the history
of the concept of culture with what I have styled as the
major internal contradiction of its use between pathology
and diversity. This different basic use of the concept
will then be outlined in the substantive areas of
delinquency studies and working class culture, Rather
than a total discourse on the literature in these areas
this section will follow the first one in discussing
mainly those studies that have informed my own., In the
following sections there are fuller reviews of other
studies that I found less useful. Thus this section
covers those studies wth}though engaged in a different
kind of sociological enterprise, have proved useful to

my own enterprise., It does attempt to meet the requirement
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of fitting my research into some form of framework of
other studies of culture; to show the continuities between

Cohen's (1955) work and my own as well as the differences

spelt out in the criticisms,

Having discussed the other specific uses of culture
to understand ways of life I will try and outline my own
set of ideas which must stand for the use of culture
throughout the thesis., This will stress the diversity of
cultural patterns as a reaction to different problems of

living.

1 There is a general discussion of the relationship
between the delinquent process and the totality of
spare-time activity in Chapter Four., Whilst it may
seem that something of this importance should be
discussed earlier the nature of this relationship is
one that is much better established by the use of

my empirical material,

CULTURAL ANALYSIS O DELINQUENCY

The use of the idea of culture to discuss the actions
of working class male youth that contravene law, was
actively discussed by the Chicago school. Whyte (1943),
Thrasher (1927), Shaw and Mekay (19%1 ) all discussed the
cultural nature of delinquent behaviour. Whyte found two
different cultural adjustments to the human condition of
the slum by working class youth. These two styles were
very different, one being the college boy who was upwardly

mobile, ambitious, oriented towards education as a means

of self-betterment and therefore removal from the conditions.

The corner boys on the other hand have accepted thgir lower




8o
class life and were content to remain in their structural
position, even though it was this cultural group that weré
the cause of trouble in terms of delinquent acts.
Importantly both of these responses were seen as learnt
cultural sets of behaviour arising from areas of the city.
Similarly, Thrasher, Shaw and Mckay attributed "the
persistence of juvenile delinquency in 'delinquency areas'
to the existence of a delinquent tradition or culture
which persisted irrespective of demographic change".
Importantly though the origins of the pathological forms
of culture were never discussed, rather they were
interested in how the culture was taken on by the child.
The delinquent norms preceded the child and as he grew
older commanded his compliance. It was nevér clear
whether these norms were created by the actual city zone

or area or where else they could have come from.

The other major theme of studies of delinquency
before the war was Mertors(1938) anomic theory. This is
extensively discussed in Chapter Five of the thesis, it is
important here though because of the effect it had upon
the later subcultural theorists., Based upon the
wmrkheimian idea of anomie Merton characterised American
society as anomic because it placed too much stress upon
the goals of society to the exclusion of the correct means,
This leads to the creation of illegitimate means. At the
moment the criticisms of this theory are unimportant,
what matters here is the iqjection of yet another
universalist based set of ideas into the theory of
juvenile delinquency. This led to greater stress upon the
pathological nature of the study of subculture since it
presupposed a common value system and common ideas about

correct actions.
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It was Cohen (1955) though that introduced in a more

systematic way the concept of culture into studies of
delinquency, and I will go into this at some length. It
is important to start with Cohen's view of the nature of
social action,

'Our point of departure is the 'psychogenic' assumption

that all human action - not delinquency alone - is an

ongoing series of efforts to solve problems. By

'problems' we do not only mean the worries and

dilemmas that bring people to the psychiatrist and

the psychological clinic. Whether or not to accept a

proffered drink, which of two ties to buy, what to do

about the unexpected guest or the 'F' in algebra are
problems too. They all involve, until they are

resolved, a certain tension, a disequilibrium, a

challenge. We hover between doing and not doing,

doing this or doing that, doing it one way or doing

it another. Fach choice is an act, each act is a

choice. Not every act is a successful solution, for

our choice may leave us with unresolved tensions or
generate new and unanticipated consequences which pose

new problems, but it is at least an attempt at a

solution',

(1955; 51)

These solutions are worked out in a collective group
activity, but at this juncture it is important to understand
the nature of 'the problem' as seen by Cohen., The problem
that action is meant to solve, has two major components,
The situation and the frame of reference., The situation
includes the totality of the world lived in and where the
person is located in that world. It includes the physical

setting which must be operated in and above all the habits,
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the expectations, the demands and the social organisation
of the people around. Always the situation limits the
things that can be done and the conditions under which
they are possible. The frame of reference is that
particular learnt filter of perception that each person
has that excludes certain parts of the problem that
another person with a different background would see,
Thus we can posit the same sort of situation of a long-
haired working class boy in a police station as a long-
haired middle-class student in the police station. These
two males have different 'problems' to cope with because
they have different perceptions of their situation. The
working-class boys problem may be fear of getting beaten
up and the middle-class student may be afraid of getting
rusticated from college. Thereforé their solutions will

be different.

The perception of the problems precludes the perception
of solution. However, rather than create a general theory
of action, Cohen was interested purely in understanding
juvenile delinquency as a set of subcultural actions,

Since he perceived this set of actions to be primarily
those of the adolescent working-class male, it was this
group that interested him in terms of their problems.
Cohen sees each adolescent male as occupying a cerfain
position in the status hierachy. He cannot effect this
position, it is something that the American social
structure has created for him. "To some degree the
position of the family in the social structure,
particularly its status viz a viz other families determines
the experiences and problems which all members of the
family will encounter in the larger world"., In other

words, the frame of reference and the situation of a }chon
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is to a large extent fixed by the group into which they
are born, However for Cohen this was not the extent of
the problems of the lower-class adolescent male. The
significant problem was created by the intrusion of the
wider soceity into the frame of reference of the boy. For
in a democracy like America the idea of achieved status
rather than ascribed status was also important. So it
was not simply against the background of his parents?
ascribed status that the boy was judged but also against
the achieved status of the whole, open society. There is
a uniform application of certain ideas of status across
the whole society, but there is in fact not a universal
ability to achieve this status throughout the social

system,

In fact, and crucially, the lower-class adolescent
male has a much lesser chance of achieving the status of
a successful person., Importantly Cohen stresses that the
lower~class boy subscribes himself to this societal set
of status and so cannot achieve high status in his own
eyes for though we refer to them as "middle-class" norms,
they are really manifestations of the dominant American
value system and even working-class children must come to
terms with them, These norms are a typical version of
the Protestant ethics, the burden of which, as in most
Judao Christian sets of ethics, falls heavily upon the
male, for whom upward mobility is geared to independent
occupational achievement, while for the female it is geared
to marriage. The ethic crystallises into nine criteria,
the possession of ambition; the recognition of individual
responsibility; the cultivation and possession of skills;
worldly asceticism; rationality; the accentuation of

manners, courtesy and personality; the control of physical

and verbal aggressions; the pursuit of wholesome recreation;
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and the respect for property.

This set of values is in fact alien to the familial
background of the lower-class adolescent male and so they
are less likely to do well in this set of criteria than
the middle-class child whose parental socialisation equips
them to achieﬁe these values, If this is the case then
why should the working-class child bother to try to achieve
these values. For Cohen the answer lies generally in the
interpenetration of the whole society by these values
because."These are the norms of the people who run things
in politics, business, religion and education", and in
particular in the school. For it is in the school that

the adolescent working-class boy comes up against the

ideas of the middle-class; it is in school that these
ideas are largely accepted as relevant for the boys lives
themselves and it is school where they crucially discover

that they will not achieve these values.

Thus we have a group of working-class males who are
attempting to achieve a high status in society which is
perceived as one that gives the individual an equal chance
to achieve that status. Therefore any inability to attain
that status is seen by the boy as his own fault. This is
the crux of Cohen's problem of adjustment for the working-
class boy, it is one of frustration at the inability to
achieve the status that he feels he should in terms of

the middle-class wvalues.

The solution to the problem of status frustration for
the boys is the crux of Cohen's theory of delinquent sub-
culture formation, Put simply,

"One solution is for the individuals who share such

problems to gravitate towards one another and jointly

to establish new norms, new criteria of status which
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define as meritorious the characteristics they do

possess, the kinds of conduct of which they are

capable',

(COHEN, 1955; 66)

The nature of the establishment of these new norms
is a simplistic part of Cohen's theory, yet does have some
relevance to a supposed human response. The boys seeing
that they cannot achieve well the middle-class values
simply turn the values in their head and say that they
must therefore be able to do well in these values. This
process is called reaction formation of values and it is
by this that the values of the delinquent subculture are
created., This new criteria of status has already been
proved to them as a possible one for the boys to be
successful in by teachers and other agents of the dominant
set of values; they have been told they have no manners,
are violent, have no ambition, are irrational etc.
Consequently if these become the values by which status is
conferred then these boys must do well.

Thus the problem of status frustration is solved by
the creation of a subculture that will confer status upon
these boys. Obviously the process of the creation of
cultural values is a most complex one but this provides a
fair overview of the way in which the subculture is
created, The action flowing from that subculture is seen
by Cohen as malicious, negativistic and non-utilitarian
for the youths, but is seen as delinquency by the wider
society., This interaction (i.e. between the delinquent
subculture and the dominant society) is an important one
since it reinforces the values of the delinquent subculture
by constantly negatively reaffirming these values. (Nou're

nothing but an unambitious, irrational ill-mannered young

lout"). Since these values are now positive ones the
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whole process is seen as successful for the boys since
they are now publicly praised (villified) and gain in

status,

Yet another aspect of the interaction is worthy of
comment since Cohen claims that "the delinquent subculture
with its characterisation of non-ulitarianism, madiCe and
negativism provides an alternative status system and
justifies, for those who participate in it hostility and

agression against the sources of the status frustration.

Thus the direction and type of action that provides a
solution to the problem of status frustration is seen as

itself an attack upon the cause of that problem itself.

I will make an extensive series of criticisms of
Cohen's position on subcultures, but initially it is
important to discuss the idea of culture itself. Ior many
of My criticisms of Cohen come from his use of the concept
of culture, He starts off his book with a relevant few
words about the concept,

"The expression 'the delinquent subculture! may be

new to some readers of this volume. The idea for

which it stands however, is a commonplace of folk -
as well as scientific thinking",

(COHEN, 1955; 11)

He then goes on to give barely a sketchy attempt at
what he means by this common sense idea, yet uses it as
the corner stone of his analysis, coming to be seen as
the founder of subcultural theory of delinquency. This
makes it very difficult to come to terms with the

theoretical background to his work.

DOWNES (1965) is the first writer to try and come to

terms with a definition of culture relating it to the

fieldzof subcultural theory. However, if one loocks at
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this section of an otherwise clear book, it becomes
obvious why few writers have attempted this. This section
betrays all the difficulties of searching for a definition

over such a wide field,

Nevertheless it is important to come to grips with
the wider implications of the concept of culture and I will
attempt to do this by briefly laying out the historical
basis that the idea grew up in. This will be closely
linked to my discussion in the last chapter about the
universalist ideas of society posed against a class

analysis.

THE CONCEPT OF CULTURE -~ A WAY OF UNIVERSALISING DIFFERENCES

"The idea of culture was one of the principal

- intellectual outgrowths of the worldwide meeting
between the expansionist West and the exotic non-
Western peoples, The confrontation began with the
contacts of exploration and matured into the
relationships of empire. From this experience the
West derived a growing need to find order in its
increasing knowledge of immensely varied human life-
ways. As the emerging science of anthropology
déveloped the culture concept it thereby provided
an_important means to this end of discovering order
in variation",

(VALENTINE, 1968; 1)

The elements to consider in the creation of the concept
of culture are varied. The history of the discovery of
'different ways of life' by Western Furope is a long one
and must be mentioned. The relationship between the actual
discovery of a different way of 1life and the social

relations that changed the discovery into a social and
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economic relationship (colonialism, imperialism)., Thirdly
the prevailing ideologies of the intellectuals of the 19th
century that led to the establishment of the 'social

sciences!' and the use of the idea of culture.

The discovery of different ways of 1life does not of
itself create the concept of culture or that of
universalism, an obvious alternative would be an
appreciation of complete diversity, recognising the

differences in ways of life as being substantive., Instead,

theories are created that stress that these divergent
morals, customs, ways of life, are a reaction to common
problems of living. The end product of these theories is
spelt out by Xlein in thg introduction to her work on
English Cultures,
"The theoretical background is uncomplicated. I
have taken for granted the basic postulates of
comparative sociology and cultural anthropology...
All social groups face some very similar problems
of survival',

(KLEIN, 1965; Vol. 1 x)

These 'basic postulates' are not, of course, inevitable
and if the early explorers are studied did not exist then,
Instead Polﬁ and others appreciated different ways of life
as different., Yet those in Western Furope engaged in a
different set of social institutions from merely 'dis-
covering' i.e. the Church; the Merchant Adventurers; the
Crown/set upe another ideology to understand these
societies, The words/concepts used in this latter ideology
were attacked by Montaigne in a passage of crucial

significance for the rest of this section.

"I find that there is nothing barbarous or savage

about that people, as far as I have been able to
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learn, except that everybody will call anything
barbarous that does not agree with what he is used
to. Admittedly, we have no other test of truth and
reason except the example and model of the notions
and customs of our own country; the perfect religion;
the perfect society, the perfect and complete employ-
ment of all things are naturally there".

(MONTAIGNE (1571) 188635 125 )

Montaigne recognises the mechanics of the ideology
of imperialism without linking it to the interests of
those that used the ideology, and it is in this link
that the important features of the ideology of culture
become clear, for, as Berger has put it "ideology both
justifies what is done by the group whose vested interest
is served and interprets social reality in such a way that
the justification is made plausible", (BERGER, P. 1966;
130). The interests and the justifications involved in
this ideology were those of the church and the trader.
The action that had to be justified was at the end of 500
years, no less that the complete imperialisation of the
world, The process quickened perceptably in the last 100
years so that in that time span "One part of it (the
world) Australia, North and South America) has been
physically decimated and socially disrupted so that there
are about 40,000 natives left in Australia as opposed to
250,000 at the beginning of the 19th century, most, if not
all of them hungry and disease ridden.. Between 1900 and
1950 over 90 tribes have been wiped out in Brazil. During
the same period 15 South American languages have ceased to

be spoken" (BANAJI, 1970; 85).

The social sciences in the 19th century had to start

with their base the ideology of colonialism and the
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perception of different ways of 1life as pathological,
since this was the almost universal way of viewing different
ways of life. There was a necessity to create a reasoned
order out of this diversity reflecting, as Montaigne put
it, the perfect society at home. Thus the concept of
culture provided the sufficient idea of diversity of ways
of 1life within a universalist framework of common problems
of living which were met with different cultural patterns
in different societies, If this unifying concept was not
created then there could be no ideological guide lines
justifying the exploitation and interference of Western
gsocieties in these different ways of life, Tor if they
were JUST different it lets open the possibility that they
are really just as good as the metropolitan culture.
However, once the concept of culture was linked with that
of evolutionary progress the justification for imperialism
was complete, Therefore, for example, whilst the French
had as their practice of imperialism the actual inclusion
of other cultures and societies in their own, based upon
the precept that all men are equal, the unifying concepts
of culture and progress explained the tremendous power
imbalance of the two nations. It was inevitable that the
ideology of imperialism should recognise this power im-
balance as a part of 'order in variation' and use a concept-

like culture rather than one totally resting in diversity.

As Malinowski said "the concept of culture arose inevitably
as a heuristic device, or a way of looking at facts"
(MALINOWSKI, 1933%; 15) (my emphasis) and it is important

to understand why this heuristic device inevitably arose

rather than some other.

In the 19th century the idea of social progress was

important for social scientists researching into the

western societies as well as the Afro-Asian ones. The
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working-class could be viewed as backward and needing
advancement to gain the refinement of the middle-class
yet the rise of the concept of culture as applied to the
western societies' different ways of 1life only really
occurred since World War II., This period has seen a
confrontation as varied and as important as the con-
frontation between Western Europe and the 'primitive!
ways of life., The emergence into the lighg of several
important groups WITHIN societies, all of which have
existed previously in darkness has seen the re-emergence
of the term culture. The visibility of poor, youth,
deviants, blacks and the working-class have dbesed the
same conceptual problems as the Zulu and ziwl These
groups obviously live different styles of life from the
average 'normal' bourgeoisie yet these ways of 1life and
differences need to be understood as part of a universal
system of values, attitudes etc. The term sub-culture
has come to signify a recognition of their diversity
without giving them the recognition of structural and sub-
stantive differences. This is compounded by a failure to
define the term sub-culture except by means of an analogy
which is in itself instructive.
"Speaking broadly, subcultures within a culture may
be compared with dialects of a language. Regional
class and generalised subsocieties are often
distinguished by linguistic variations, sometimes
regarded as dialects which are part of their sub-
cultures. The differences between subcultures within
a larger way of life may be similar to the contrasts
of idioms, the limited differences of vocabulary, or
accent found to differentiate dialects make them

recognisable as belonging to the same language.

Similarly, subcultures presumably share some theories,
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patterns and configurations marking them as parts
of a culture™,

(VALENTINE, C. 1968; 1C6)

However, any of the recent studies in sociolinquistics
(HYMES; 1971) and LABCY; 1964) have shown the weakness of
attempting to show the basic universality of language.

The dialect is not simply a branch of a language in the
way in which legs are part ol a table since in terms of
the individuals speaking it, interpreiing it, creating it,
it means something totally different to them than another
dialect. Thus to say that a dialect is part of the same
language is a heuvristic device, a way of organising the
facts that is not necessarily true to the experience of
the world. It shows once more the attempts towards a
universalisation of differences that characterised the rise
of the idea of culture in the 19th century and the rise of
subculture since the second world war. Both of these
concepts have arisen as ideologies in response to the

recognition of diversity in ways of 1life.

2 This term is taken from Brecht's "Threepenny Opera"
to describe the process whereby a group become visible
in society".
"Those who walk in darkness see only those in the
light and they see the light.
Those who walk in the light see only themselves and
they see the light",

3 An analogy from Hymes
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PATHOLOGY AND DIVERSITY

4
Having outlined the background to the concept of

culture I am now in a position to cover what I take to be
the major tension within the concept in all the cases
where it is used by studies discussed in this chapter.
Since it is used to understand diversity within a
universal framework of 'human' problems there will be
obvious tensions between the thrust of differentiation
and that of similarity. This tension runs through the
criticism in this chapter but is not seen as important

as that between two methods of differentiation that are
behind that tension. On the one hand ways of life are

appreciated for themselves; on the other hand words and

concepts are used within culturgd studies that betray
attempts to compare that culture with another. These I
will style the tension between pure diversity and

pathology.

Most obviously this 'comparison with another culture’
is almost always with that culture of the writer (as
Montaigne noted) and this culture is always the writers
cited in this chapter that of bourgeois Great Britain or
bourgeois U.S.A. These ideas of pathology are expressed
in terms of a lack of something in the culture under study,
or in terms of an interpretation of a piece of action
based not on a respect for differences, but on the
cultural background of the writer. In anthropology it is

only recently that the sub-discipline has rid itself of

almost complete pathological endeavour FEASH; —~ In

sociology the problem has been more complex,

4 Phe conceptual backing for this section owes much to

MATZA (1970).
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Within the sociology of deviance the tensions
between pathology and diversity with regards to studies
of culture came into the fodre with the Chicago School.
Their analysis and methodology, similar as it was to
anthropology, led to this tension., For example in TFaris
book on the Chicago School written as it is by a committed
member of the school one can see this tension in the
Bection on the gang” In the five pages on the studies of
the gang by Thrasher, Bhaw and Mckay there are several
sentences that stress the idea that delinquency, whilst
being a different form of behaviour, is not pathological,
("The motivation in each boy for beginning and continuing
delinquent behaviour was found to be normal"), However,
in talking about the neighbourhood where the delinquency
occurs it is characterised by disorganisation (... the
burden of a massive amount of research evidence pointed
towards general neighbourhood disorganisation among the
basic causes of delinquent behaviour). Thus rather than
characterise the life of the interstitial areas of the
city as that of a different form of organisation it was
seen as in some way pathological when compared to the
major ideas of organisation in the city. (FARIS 1967;
72=77)

In using the concept of culture, and in studying
ideas and actions that are manifestly different the
sociology of deviance obviously comes up against the
difficulties of pathology and diversity more often than
most sub-disciplines studying human action. The impetus
behind the new deviancy theory has been an attempt to

purge the sub-diseipline of its pathological connotations,

5 BECKER (1963; 1964) LEMERT (1965)
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Their success has been limited, but they have succeeded
in portraying the cultures that they talk about with much
more respect than the studies of working-class culture
which I will mention later in this chapter. Indeed much
of the discussion about the studies of working-class
culture will be about the ways in which they discuss these

cultures as pathological.

CRITICISMS OF COHEN

This background to the ideas of culture, leading to
the tension within the concept between pathology and
diversity leads subcultural theorists to a number of
difficulties within their analysis. TIswould now like to
turn to these difficulties with specific reference to

Cohen's work.

It seems vital. for Cohen's whole work that the

working-class boy must internalise the middle-class values

as a guide for action, Yet the nature of that process,

the extent of it and the effect this has on action is

never really spelt out or analysed. The whole complex set
of processes is used in different ways in different
sections of his work, as indeed is the aetiology of these
norms (discussed below). The process of the effect of
these norms upon working-class boys can be said to be along

the following continuum,

A. Impossible to be indifferent to middle-~ Increasing
class norms strength of

B. Middle-class norms infringe on action effort of

C, Influenced by middle~class norms middle-class

D. Internalise middle-class norms Y norms.
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In different areas of the thesis the effect of middle-
class norms on working-class is discussed by Cohen as being'
at different planes on this continuum. However, I would
argue that for his theoretical structure of reaction
formation there needs to be a fairly heavy committment to
the values of the middle-class otherwise the frustration
of their non-attainment would not be so great as to lead
to a formation of values around the opposite values,

Thus, implicitly if there was never a commitment to middle-
class values there would be no commitment to the opposites
of these values. If for instance the boy simply couldn't
be indifferent to these norms simply because of the power

of those that control society why should they try and

follow their direction and feel frustrated at their non-
achievement, It is only if we posit the fourth idea of
internalisation that the full theory of frustration can

FOllow el i .

However, this represents only half of the process,
the full relationship between values and actions is never
spelt out. It is assumed that if 'morms' are 'held' then
individuals will act in accordance with them., As I out-
lined in ChapBem 1, given the sociological technique of
finding out about the holding of '"norms' this is fraught
with danger, since it can be shown that on many occasions
people act in contradiction of the norms that they 'hold!'.
Thus while it may be true that most boys will agree to the
statment that 'to steal is wrong' the extent to which they
'hold' this as a 'norm' and act in accordance with it may
be very little. It is the confusion over this method-
ological and theoretical point that lays Cohen open to the
attacks by Matza (1964). For if he agrees that people act

on the norms they hold and also agrees that norms people
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hold can be discovered by simply a checklist of statements
then it is impossible for him to set such a firm line
around his subculture, However, if he rejects this
simplistic analytical chain then the process that his

theory in itself is based on becomes suspect.

The extent of internalisation of middle-class norms
and the method of internalisation is something that Cohen
is very unclear on. In a rassage already quoted he says
that the working-class child must come to terms with them
as middle~class values. On other occasions he calls them
American values (rather than middle-class) and yet/gzhers
he refers to them as dominant values. The nature of the
dominance is never really clear. Is it because they are
held by a majority? 1Is it because they are national? Is
it because they are held by only a small collection of
people (called middle-class) but that these people have
power? All of these it seems are true. Yet the precise
nature of the birthplace of these values is vital to the
whole process, For if we suppose it is the essence of
Americanism that commands their universality then this has
a very different effect than if they are values of a
powerful minority, with different institutions used to
propogate these values. If there are different
institutions then the degree and nature of internalisation

is different.

In its weakest semse Cohen claims "Whether these norms
are applied by working-class children or not these children
cannot be indifferent to them. They are the norms of people
who run things in politics, business, religion and education”,
Immediately it must be said that if working-class children
do NOT apply these norms then how can they become frustrated

at their non-achievement, Yet despite this theoretical
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muddle about the nature of the people who originally hold

these norms and the apparent vacillation on the vital
theoretical point on the internalisation of them, Cohen
points out a vital point about interaction in society,

that informs my whole approach to the research. It is not
possible for the children to be indifferent to middle-class
values NOT because they are inherently natural or dominant
but because they are the values of those people that run
things. This has some very important implications about
the nature of interaction between groups in society. It
does not posit the simple interaction between different
groups with different values, but rather says that certain
sets of values are held by groups who have power to enforce
these values, or at least to try and enforce them. This

account of interaction between different value positions is

one that is continvally returned to in the thesis, In
terms of education, the education system is seen as an
attempt to impose its values upon the boys, in terms of law
and policing; the police attempt to enforce certain ideas
of &iesure patterns on boys. The boys cannot ignore these
values in living their lives but this reflects not so much
the values themselves as the power of the people who hold
them. The problems in the lives of the boys are the
institution attempting to enforce the values not the

problems arising from failure to attain certain valued ends.

However, for Cohen, if we continue with his argument
it is status frustration at non-achievement of these values
that produces the problems that create the subculture,

But the precise nature of this as an experientially felt
problem by the boys is left very imprecise. Since it is
this that is at the crux of the nature of the subcultural

transformation this lack of clarity in terms of the boys

themselves makes it difficult to decide how bhest to use
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aspects of Cohen's ideas, There are several possible
interpretations from Cohen's work, Firstly that there is
a human need for status in the eyes of peers and sig-
nificant others and that the lack of achievement of this
status is itself the problem. Secondly, it is possible
that the problem is one of destroyed self-respect that
results from the lack of status, for there are many times
when Cohen uses self-respect as the focus of the problem,
Thirdly he talks about the problem as one of frustration
at the structures and institutions blocking the attainment
of status., Now all three of these form completely
different experiential problems for working-class boys.

It is different for a boy to feel he has no status because
he doesn't meet the standards of a series of norms that he

has internalised or to feel that he cannot respect himself

because he is a failure., These problems could lead to
significantly different solutions in terms of action.
From this it is possible to learn that if we use Cohen's
way of understanding subcultural formation we must
formulate exact experientially located 'problems'! to use
in the analysis rather than try to create sociological
categories which in the end would lead to entirely

different sets of actions.

Cohen never fully discusses the different sorts of
subcultures and cultures that effect his boys. It would
appear that America consists of the dominant set of values
and the subcultures that form in response to this set of
values, Consequently, whilst the dominant set of values
is called middle-class, the lower-class are assumed not to
have a significantly different set of cultural values as a
group. This is only hinted at and never thought to be

sufficiently important to pay any real attention. So the
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boys don't confront the middle-class institutions with
anything like a different culture, or if they do this is
not sufficiently important for Cohen to formulate. This
provides us with a very peculiar picture of the boys back-
ground since it is NOT suitably middle-class but is in some
way of no consequence in the formulation of the delinquent
subculture. This is a flaw that I will attempt to rectify
in a discussion of Miller and a discussion later on of

working-class culture,

The last criticism of Cohen is of the way in which he
copes with the divergence-pathology difficulty of using

culture, For the most part he discusses the delinquent

subculture in non-normative language and analyses the
values and action as diversity rather than pathology.
However, in his use of the words, non-utilitarian,
malicious and negativistic he betrays a use of phraseology
of pathology. It may not appear utilitarian to the
observer, yet the action of the youth is utilitarian to
himself and to his own culture and to style it as
negativistic is to fail to understand and respect the
culture in its own right i.e. as a response to a situation.
The subculture is at times viewed as good or bad with
regard to the dominant culture, This is to be expected
considering the time when Cohen was writing and the links
between the social sciences and social policy about
stopping delinguency. What is important is to notice how
those who have followed Cohen's paradigm have equally

fallen into this normative trag.

From Cohen then it is possible to unravel several
important difficulties. Apart from a general lack of
clarity about the meaning of culture, subculture, I would

suggest there are four major theoretical mistakes:

6 HARGREAVES, D. (1969)
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(1) A lack of clarity about the way in which working-~class
boys internalise middle~class norms and use them as
guides for action

(2) The lack of clarity with the nature of the problem
that is experientially felt by the boys. Unless this
is clear it is not possible to talk about the link
between the solution of 'delinquent' action to problems

(3) There is no discussion of any working-class culture
providing the boys with a cultural background that
limits and informs their actions when they come into
contact with the middle=~class institution

(4) That Cohen, at times, talks in pathological language

about the delinquent subculture

As has been said above, rather than attempt to provide
a critique of all the literature in subcultural theory, I
will discuss only those areas of direct relevance for my
theoretical ideas on culture. In other sections the
relevant areas of this tradition are discussed. As
mentioned above the criticism of Cohen by Matza are
important and will be discussed in Chapter 4; similarly
Cloward and Ohlin feature in Chapter 5. There is, however,
one major part of subcultural theory that needs to be

discussed in this section, that linked with Miller,.

Whilst Cohen failed to come to terms with the
existence of the working-class culture iﬁ the creation of
a delinquent subculture Miller (1958) following on from
the Chicago school tried to direct the emphasis onto the
working class culture.

"In the case of gang delinquency the cultural system

which exerts the most direct influence upon behaviour

is that of the lower-class community itself - a long

established, distinctively patterned tradition with
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an integrity of its own - rather than a so-called
delinquent subculture”,

(MILTER, 1958; 6 )

Miller saw that there was a group whose way of life,
values, and patterns of behaviour were the product of a
distinctive cultural system which he termed lower-class.
He saw this way of 1life as having a number of focal
concerns, ("areas or issues which command respect and
persistent attention and a high degree of emotional
involvement"), These focal concerns were seen as
distinctive patterns that significantly differed both in
order and weighting than that of middle-class culture.
Miller specifically talked about focal concern rather than
value so that he could overcome the inferred pathology of

the word 'value'.(MILLER, 1958; 8)

These focal concerns are characterised in a different
way from the problem solving values of Cohen. They are
part of a culture that the boy learns from his background
all the time. They evolve that way because of the pressures
of family life brought about by a weak or transient father
whose position of authority in the family is severely
weakened by his inability to contribute financially to the
family., Thus the economic insecurities of lower-class life
had an effect upon the dominance of the father in the house-
hold allowing mother to characterise the culture by the

concept mother-centred,

These focal concerns were trouble; toughness; smartness;
excitement; fate; and autonomy. Miller says that the lower-
class adolescent tries to direct his action by means of the
focal concern. This action is then said to be law violating
by the wider society and the lower-class adolescent only

learns through experience to temper this action by the
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knowledge of its clashes with middle-class society. As

Miller says,
"Tn areas where these (focal concerns) differ from
features of middle~class culture, action oriented to
the achievement and maintenance of the lower-class
system may violate norms of middle-class culture and
be perceived as deliberately non-conforming or
malicious by an observer strongly cataected to middle-
class norms. This does not mean, however, that
violation of the middle-class norm is the dominant
component of motivation, it is a by product of action
primarily oriented to the lower-class system. The
standards of lower-class culture cannot merely be seen
as a reverse function of middle-class culture - as

middle-=class standards 'turned upside down'; lower-

class culture is a distinctive tradition many centuries
old with an integrity of its own".

(MITLER, 1958; 19)

Thus the commission of delinquent acts is seen as the
product of conforming to an established culture which then

just so happens to be contravention to middle-class culture,

Miller makes two fatal theoretical errors that are
closely inter-related. Firstly, since he is at pains to
stress the traditional centuries long aspects of lower-—
class culture, he failgs to see its dynamism and the way
it has been created. Secondly, he fails to see that one
of the factors that created it was the conflict with the
middle~-class culture., His analysis of cultural conflict
is at best weak and fails to have any appreciation of the
nature of power in the wider society. Both of these
failures are connected with Miller's failure 1o analyse

the concept of culture that he so readily uses, At no
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stage does he try and locate culture in the wider society.
Thus the ideas of creation and change cannot be tackled
since it raises questions outside of his theory, located
in a wider theory of society. If he were to see culture
as a human product rather than see it as, at times, an
almost natural creation as if it is just the way in which
working-class people live, rather than being created by

the nature of their 'working-class-ness?',

It is interesting to contrast Miller with Cohen since
the latter's theory meets most of the criticisms that I
have of Miller, For Cohen's culture was an ongoing
dynamic process that groups of people created to deal with

collective problems, Zor individual problems that were

similar. This idea of a process can be contrasted with

Miller's emphasis upon the traditional aspect of working-

class culture without ever saying when, where or nhow the
tradition had started., It is inconceivable that there is
much consistency of the focal concerns of the American
working-class over 'centwries', Indeed stretching back
only 100 years one would have found a very different set
of experiental day-to-day problems for the working-class
of America. Thus to posit as Miller does the smooth
application of focal concerns evolved in the 19th century
to the problems of the 1970s., The relationship between
the past culture and the present is much more subtle than
either the seeming constant dynamism over time of Cohen
or the seeming stasis of Miller. For whilst it is true
that the situational problems of say the working-class
youth in 1972 cannot be answered by the cultural solutions
his grandfather used 60 years ago the frame of reference
that provides the set of choices is very bound over time.

Thus the methods of thinking about solutions to the
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problems of having to do homework are supplied mainly by
the 'traditional working-class culture', whilst the actual
solutions are workxed out on a dynamic basis. The
relationship then between history and present is one

where the ultural I'eClev‘H’d"history is based upon

persoil §
the collective solution of his background yet in no way
determines his day-to~day solution, rather it provides
certain limitations that cannot arise as solutions. Tor
example in meeting the problem of having to do homework
the working-class boy cannot simply choose any solution,
for example "uckling down and doing his work every night",
since the boys background restrains this choice. He does
not however use his parents and grandparents solution
since the problem is now presented to him in a different
way; instead his age and class group evolve their own

galutions,.

Over time working-class culture has evolved a number
of cultural solutions to the major problem it faces but it
has never stopped evolving, for it has never found the
perfect solutionf Thus it continues to be dynamic., It
has also had different stress for different of its members.
Thus, the wives of working-class families are a lot less
concerned with the actual practice of blacking, going slow
and striking, that their husbands have evolved. Similarly
with the adolescent youths. Different people face
different sorts of problems and evolve their own solution,
yet they remain distinctively working-class. Thus the
working-class wife supports her husbands cultural action
of striking by her own actions in the areas of economy in
shopping etc. = slightly different solutions to slightly

different problems.

One of the major ways in which cultures evolve is in
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their relationship with the power. Miller appears to
exclude this completely and misses the point made by Cohen
about the middle-class culture being held by people that
run things. TIn this way it 1s possible to see that large
parts of working-class culture could only be understood as
having been developed as solutions to the problem of
living in a socliety dominated by institutions created by

a class whose values and ideas differed greatly from theirs.

7 From a railway worker in 1938, "Meanwhile here I am
working on the railway, lucky as things go., Out of my
average _.earnings of nearly £4 a week I am able to get a
council house for 13s 64 per week; I have a radiogram and a
fair number of records ... At the weekend I generally go
drinking with my pals and talking over the stuff we read.

I do my little bit for the working men's cause when I can.
Not a bad life you'll say. DNo, not as bad as many, but

there's this about it, it doesn't get us anywhere. From

the point of view of the world in general, we're Just

hired help and the dummer the better., They want our labour,
not our brains or imagination. If we try to use either
there's an outcry that we are red desperadoes intent on
smashing civilisation, Yet civilisation is smashing all
right; the guys who have appointed themselves to run it
don't seem to have the capacity. Perhaps it has become

too big a job for the members of one class",

(P.A, McCULLOCH, "ON THIX RAILWAY I SEVEN SHIFTS; in

J. COMMON 143%)
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Thus it is not simply Cohen's delinquent subculture that
developed in opposition to middle-class culture, but the
whole culture of the working-class. It did not develop
solely as a result of this interaction but much of it has
been greatly influenced by it, and, most obviously those
parts that most come into contact with these inditutions
are most effected by them. Thus it is that in school, an
institution that I will posit was created by government in
order to implement a set of cultural values of the middle-
class, and it is this group whose values have been
especially affected by this conflict. What is important
to remember though is that these areas of working-class
culture are effected not by middle-class values but by the
problems created by those institutions created for the

propogation of middle~class values,

So far I have dealt purely with those theories that
informed my research in terms of the general approach to
the subject. There has been no attempt to discuss the
way this links with the wider areas of the substance of
working-class culture studies in Great Britain as 1 wanted
to fully develop the theories worked out by Cohen and
Miller that I found useful in approaching the research.
Obviously the criticisms of Cohen and the theoretical lead
of Miller meant that it was important for me to understand
the nature of the substance of working class culture that
provided the boys background. It will be seen in the
chronology that I spent some time reading this material in
an attempt to gain these substantive insights. It is
important though that I read these Stidies NOT to gain any
conceptual or theoretical insightéﬂg;; to understand what

the nature of working-class culture was.
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THE SOCIOLOGY OF WORKING-CLASS CULTURE - AN EXAMPLE OF

PATHOLOGICAL SOCIOLOGY

From the importance given to class 1in Chapter 1 and
above it is obvious that I would try and understand this
culture as one of the major corner stones of the research.
However, given the limited nature of the empirical
research that I had time for it was not possible for me
to study the cultural background of the boys in Sunderland.
Unfortunately, this still left me with a need to under-
stand working-class culture, since I had realised the
theoretical necessity of it, so I had to depend upon the
substantive discussions that the sociology of working-
class culture had produced. Given my criticisms of the
concept of culture, this obviously led to difficulties
since much of the substantive empirical work was very
closely bound up with the theoretical problems contained
in the pathology/diversity tension outlined above. Studies
of working-class culture in Great Britain obviously were
studies of a different way of life from the viewpoint of
academics and in most cases bourgeois academics wno failed
to respect this culture for itself. As a consequence much
of the language used to describe the material is out-
rageously pathological, even more so than the Chicago
school mentioned above. For the American tradition of
studying working-class culture, though Jjustly criticised
by Valentine (1968) as being biased in judging it in
middle~-class terms is much better than its British counter-
part. However, this is not a review of studies of
ind;Zenous working-class culture, rather it is a report
of my attempts to discover the salient factors (fbr my
reseaglich) of British working-class culture by reading

British sociology.
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At the start of this thesis there are two quotes,
widely differing in nature and intent, but both of con-
tinuing importance in my research. The methodological
quote from Barthes (1954) is concerned with the analytical
tension between entering a phenomenon to explain it and
thereby exploding its meaning, and writing the phenomenon
down extant and thereby keeping it within its own
mystification. In understanding working=-class ways of
life in this country these two difficulties have been
constantly encountered. The studies of working-class
culture by Klein (1965), Mays (1954; 1959; 1962; 1963b),
Dennis (1957) will all be criticised for destroying the
meaning of the culture by too readily describing it in
terms of bourgeois culture. The studies of communities
Young and Willmott (1957) and other studies cited in
Frankenberg (1966) will be criticised for maintaining
through the idea of community, a mystification which does
not fully come to grips with the interactive nature of
working-class culture with other cultures. For certain
ideas such as community and neighbourhood are not fully
explored as social groupings resulting from this inter-
action, One or two sociological studies notably Hoggart
(1958 ) and Jackson (1969) manage to overcome this

particular difficulty.

8 The Chicago style studies by Lewis (1959; 1961; 1966)
have justly received criticism (COATES AND SILBURN, 1970)
for its analysis of the culture of poverty, but Lewis
attempts to maintain the integrity of the way of 1life he
is studying.. Similarly SUTTLES (1969) study of slum life
puts some emphasis upon the organisation of the slum even

if this is occasionally contradicted.
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The second quote in the preface is by a working-~class
novelist (Jack Common) who was writing there about his own
experience of the interaction between his cultural back-
ground and that of the middle-~class in the institution of
the school. It is specifically the attitude of workinge
class culture to the bourgeoisie of this country that is
important to this thesis. For if the theoretical ideas
gained from Cohen and Miller are to be helpful they must
be given the substance of this working-class cultural
attitude. Thus in the school I posited that the working-—
class frame of reference would largely dictate the way in
which the choice of solution to the problem was chosen,
and that certain choices were not possible. Therefore if
the sociology of working-class cultures were to say that
the working-class uniformly had attitude characterised by
deference towards the bourgeoisie we would expect the

range of solutionsto the experiential problems posed by

the middle-~-class to be found within that frame of

reference.

The cultural reactions to the middle-class by the
working-class in this country are fairly universally
agreed by the sociologists who studied working-class
culture. However, their language differs,

"Even the most sympathetic writers on working-class

ways of life remark on what appears as a stubborn

determination not to develop ~ and not to allow
others to develop - attitudes or behaviour that
would make for a richer and more interior life",

(KLEIN, 1965; 87)

In the language of diversity, stripped of its class
bias Klein is commenting upon a mistrust by the working-

class of those dedicated group of people that Klein sees
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as out to assist them. Thesegye individuals who in
other places in Klein's book one realises are teachers
and social workers, are described in very different terms
by Hoggart.

"They are the people at the top, the higher-ups,

the people who give you the dole, call you up, tell

you to go to war, fine you, made you split the

family in the thirties, get yer in the end, are'nt

to be trusted, are all twisters really, clap yer in

clink and treat yer like npguck".

(HOGGART, 1958; 73)

Hoggart describes the use of the concepts in working-
class culture of us and them to dichotomise the social
world. In other studies of home and neighbourhood (YOUNG
and WILILNMOTT, 1957) the writers have stressed the
importance of these two ideas without really ever disuuss-
ing the way in which these two ideas arose. Hoggart
however analyses these two institutions.

"T have emphasised the strength of home and neighbour-

hood and have suggested that this strength arises

partly from a feeling that the world outside is
strange and often unhelpful, that it has most of the
counters stacked upon its side and that to meet it

on its own terms is difficult",

(HOGGART, 1958; 72)

Thus the experiences of home and neighbourhood used
so often to characterise working~class culture are them-
selves part of the general mistrust of middle-class society.

The same can be said for community.

"(If we) look at the community from the outside we
can see that there goes with it a suspicion of the

new and strange which can be strong but can also be
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disabling. It is sceptical of the police ,.. It is

sceptical about politicians ... It is baffled by

officials., It is ambivalent about immigrants. And
even more so about the educated. Community ends
very sharply ... by itself it has an important con-
gsolatory value in an unequal society, but it has
little more",

(JACKSON, 1969; 159-160)

Similady Dennis (1957) after an extended discussion
of working-class leisure activities comments upon the
Ashton miners mistrust of new environments,

"Tn this way he is able to withstand the influences

of a new environment by electing only those aspects

of it which fit in with his established pattern of

existence". (DENNIS, 1957; )

Thus expressed in different terms we have a picture

of a culture that feels itself under some form of attack

and erects institutional and ideological defences against
the middle-class world outside. I stress the fact that it
feels itself because in this section this is sufficient
legitimacy which provide us with the right to take this
feeling and its institutional and cultural reactions
gseriously. In the next section I will show how historically
this general feeling can be shown to have a great deal of

evidence; and specifically in the field of education has a

great deal of weight., In other words not only do they feel

under attack but the bourgeoisie is in fact attacking them.

This feeling of attack provides the working-class
boy's frame of reference for the general interaction
between the working-class and the bourgeoisie. This
perception has been studied in more specific detail by

gome social scientists.
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Jackson discusses the different perceptions of the
police in different class culture.

"When a policeman appears on the steps of the Reform

Club it is hardly of any consequence to its members;

when one appears outside a Hudkrsfield working men's

club the air is tense with protective hostility.

The middle-class expegts help from a policeman; the

working~class expeets trouble".

(JACKSON, 1969; 116)

It is possible to portray this mistrust by the working-
class man as one that results from a fear of anything out-
side of his club or culture, or it is possible to see it
as a response to a problem created by the police as an
institution and the way that it interacts with the working-

class. Given the nature of law and the nature of the

police, this mbstrust represents a solution to the problem
of a police force attempting to modify their behaviour.
Both Jackson and Hoggart refer to the perception of the
working-class of the law relating to betting before the
significant change in the early 1960s. Then, plain clothes
policemen would be seen waiting for some time in pP4bs:s to
catch a four pennies being bet in a game of dominoes,

while anyone with an account of a Commission Agent was f