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(1) '

"A boy who had just left school was
asked by his former headmaster what

he thought ol the new builaings.

'It could all be marnle, sir,' he replied,

'but it would still be a bloody school.' "

Newsom Report, Part 1, P.2

H.M.S5.0. 1963.



Iist of Tables

Preface

Abstract

Introduetion

Chapter 1.

Chapter 2.

Chapter 3.

Chapter L.

Chapter 5.

Chapter 6.

Chapter 7.

N===7

Contents

"The Victim of Rosla"
(i) TWho is the victim?

(ii) Pocus on the North East.

The Dimensions of the Study
(i) Research Site.
(ii) Research Methods.

Policies of Compulsion : Historical and
Contemporury Fears.

(i) Policies of Compulsion.
(ii) Economic Considerations.
(iii)Contemporary Fears about Rosla

The Problem of Control

Page

iv

vio

viii

3

g

w

(i) Why does the problem of control arise? LY

(ii) How are children controlled in
schools?

Pupil Reaction.

(i) Playing Up.

(ii) The development of sub-cultures.
"Tf they could choos€eeeoo."

(1) "Running Sores"

(i1) "Why should I go?"

(iii)Leisure Activities

On the Threshold of Tork

(i) Framework of occupational choice

(ii) Life projects and interests of the
'"Newsom' children.

(iii)The occupational choices of the
Sunderland 'early leavers'.

(iv) Agents of Occupational choice.

55
6L
6L
66
72
73
76
78
82

83

85

91
195



Chapter 8.

Chapter 9.

Chapter 10.

Appendix 1
2

-{111)

Curriculum : Salvation or Downfall

of Rosla.

(i) Planning for Rosla.

(ii) The realities of the situation.
(iii)How the pupils feel......

A Different World !

(i) The internal organization of school.
(ii) A question of balance.

(iii)Systematic status confirmation/
An alien vulture.

Future Shock
(1) An inevitable failure?

(ii) A possible solution.

Notes & References.

Bibliography.

113

113
118
122
132
132

135

139
15
1L5
k7

. 150

151
152

158



(iv)

Iist of Tables

Table
1-1
1-2
3-1
3-2
3-3
L -1
h -2
L -3
-
5-1
6 -1
7-1
7 -2
7-3
7 -4
7-5
7-6
7-7
7 -8

The relationship between region and voluntary

~ 'staying on' at school.

| The relétionship between region levels of

attainment and entry into full time further
education, 1969-70.

Sunderland's pupil-teacher ratio in relation
to other N.Eastern areas.

North Eastern pupil-teacher ratio in relation
to other regions of the country.

Comparative attendance records of A, B and C
stream pupils.

Page

10

11
37
38

L3

A typology of compliance relations within schools. 5L

The frequency of use of incentives to motivate
boys to study.

The frequency of use of incentives to motivate
girls to study.

The frequency of application of deterents in
order to achieve social order amongst male
pupils.

The dominant values associated with particular
streams.

The ranking of leisure activities according to
pupil preference.

Pupils' job aspirations and their relationship
to parental membership group.

' The effect of one's social class membership

group on pupils! occupational aspirations.

The influence of sex on the level of job
aspirations. '

The influence of school on the level of job
aspirations.

The ranking of occupational values according to
the preference of the 'early leavers'.

The influence of sex on the importance attached
to particular occupational values.

The stages at which decisions relating to
occupational choice were reached by the 'early
leavers'.

The influence of sex on the stage at which a
decision relating to future occupation is
reached.

57

58

59
69
79

92

97

99

102

103



(v)

The influence oI sex on willingness to be
geographically mobile.

The ranking ot agents of occupational choice.
Pupils' fantasy job aspirations.

The relationship between real and tantasy job
aspirations.

The intluence of sex on pupils! fantusy job
aspirations.

The ranking of teaching methods according to
pupils' assessment of effectiveness.

The pupils preterence for 'most usetul subjectu!
and most efrective 'beaching method!

The pupils' favourite subject ranked according
to pupils! preference.

The influence of school on subject preference.

10L
106
109

110

111

127
128



Preface

Much of the sociology of education in this country has
concentrated on demonstrating éatterns of inequality in the
British educational system. On the assumption"that inequality
does exist, my intention has been te investigate the quality of
education available tb those children whose choice it is to leave
school at the earliest possible time. The problems of educating
'less able children' have become more apparent ie recent years,
particularly in view of the government measure to extend the
compulsory mind mam leaving age to 16 years.

My work within two Sunderland schools has taken the form of
eritical observation rather than evaluation. A great deal has
been forecast about the effect of the Raising of the School Leaving
Age. Because of its hypothetical nature the significance of what
is predicted remains obscure. My interest has been in discovering
the level of involvement 'less able' children have in their schools.
I have attempted to highlight their real life interests and the
problems likely to emerge following their compulsory retention in
school for an extra year.

~ In preparing this thesis I have received help from a number of

sources, in particular I should like to record my gratitude to the
pupils, staff and headteachers of 'Cavendish' and 'Victoria!
Cﬁmprehensive Schools, whose assistance was invaluable. My thanks
are also due to the chief education offiéers of both Sunderland and
County Durham education guthorities, who were extremely co-operative
in giving me the benefit of their knowledge and experience and
providing me with information about resources and plans for Rosla.

I must express my thanks to my parents and to Dame Enid Russell-
Smith for their practical support throughout the critical stages éf'
writing up this investigation and to Paul and'Anne for their help
and encouragement in the latter'stages. Also, my thanks are due to
Mr. David Byrne formerly of the Demartment of Sociology and Social

Administration for his helpful comments on the first draft.



(vii)

Finally.I am indgbted to. my supervisor Mr. W. Williamson of
the Department of Sociology and Social Administration of the
University of'Durham, whose patience, encouragement-and'sense of
humour have ensured the completion of this thesis. The impact
of his advice and critical comments have been immeasurable,

remaining weaknesses in the text are mine alone.

March, 197..
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Abstract

Much sociqlogy of education in this country has examined the
pattern o inequality which exists within British educational
institutions. In this thesis I have investigated the quality of
education available to the tless able child!, in the light of the
raising of the school leaving age.

The 'less able child! or 'victim of Rosla! is regarded not
only as intellectuwally disadvantaged but also as socially and
culthral;y deprived. My study.focussed on the North East, an area
characterized by economic stagnation, where freguently issues which
constitu@e only mild irritants elsewhere, can develop into severe
problems.

The major themes of the thesis relate to the control and
involvement of pupils in the latter stages of secondary education.
I considered the apprehension of teachers to the extension'of a
compulsory system of education; a system based on control and
dominated by the norm of selection. This is a significant feature
in a rigidly stratified society which affords educational success
only to the few and destines most pupils to the realm of relative
failure.

Controlling pupils in ;chool constituted the major anxiety for
teachers anticipating Rosla. Even before Rosla, 'early leavers!'
were considered difficult to manage. Pupils! reactions varied
from mild forms of 'playing up' to outright rebellion.

'Less able children! are obviously not involved in school.

I attempted to determine where their interests lay and how they
anticipgted the adult world qf work. Having considered the decision
making process in relation to occupation and the life projects of

the pupils it seemed likely to me that Rosla was destined for

failure in spite of attempts to reform curricula and school organizatioﬁ.

My onclusion is that 'control!'! is a norm so deeprooted in the

educational sphere that only a radical assault on the whole fabric of

AL . T . T P SN o, ™ . =
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Chapter One

" Introduction "The Victim of Rosla"

By -the end of the school year 1972 to 73 nearly a quarter of
a million young people in England and Wales will be required to
remain in school for an extra year because of an act of parliament
passed nearly 30 years ago. The decision to raise the school
leaving age was taken in 196lL, a policy provided for in clause 35
of the 194), Fducation Act. An announcement by the Secretary of
State.for Education and Science, of an extra building grant, set
. the ball rolling.l' This move was given a mixed reception ranging
from unbounded enthusiasm on the part of educational theorists to
grave doubts among many teachers and pupils.

Raising the school leaving age could be seen as an act of
idealism, one means of securing a measure of equality in the
British education system, all too frequently criticised for its
elitigt structure; but it does not end there. It has to be put
into practical terms, not just of money, manpower and scarce
resources but in terms of the involvement of both staff and pupils.

My interest in this policy arose from an investigation I had
made into the effects of streaming in schools.z' My attention
had been particularly drawn to the less able children whose
horizons in the present system seemed to be severely limited.3'

It had become all too apparent from my early personal study into

the internal organigation of schools, that as low stream pupils became
more aware of their lowly status and.failure, as well aé their

reduced occupatibnal opportunities, voluntary staying on became

both irpelevant and unthinkable. To leave school was to escape

from an alien culture and community.h' It was doubts about a

policy of compulsion, in relation to these, the less able children,

who were going to be most affected by Rosla, which prompted my
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present inquiry; I was concerned that'what appeared as a
solution to educational thEOfists, was more than a little

problematiec to many people more integrally involved in the practical
processes of teaching and learning. Attempts to extend the

compulsory minimum leaving age had been going on for some time.
Those who advocated compulsion had 1ong fought a battle with thoSe
who asserted that only volﬁntary atténdance at school was desirable
during late adolescence. In the event, compulsion won the victory,
but the real possibility énsued that man& schools might find
hardship in controlling let alone involving these often recalcitfant

adolescents in the extra year.

Section 1 Who is the victim?

Initially it is important to build up é more detailed picture
of the children under discussion. It is easy to speak in rather
general terms_about less fortunate or less able children usually
fQund in the low streams of-secondary schools and_vgriously laBelled
as problem children, 'young tigers! and the like. It is neceséafy
however, to narrow down this particular image.

Anyone involved in the job of teaching, or in the world of
education as a whole, knows that the range of capabilities to be
encountered among the pupils of even a single.school is very wide.

It is impossible to come to terms with the educational problems of

any relatively deprived group inisolation from the social context

of their deprivation. What is required is a description of the

early leaver, the least successful pupil; to discover just who he is.
Hutchings and Bradley describe such children as the "less

intelligent from culturally deprived homes and under achievers at

school,"s' Such a thumb nail sketch,.however, does not go far enough.

in clarifying which pupils afe being dealt with. .The above

description must be extended to cover attitudes,anﬂ some say even

physical characteristics. " Also requiring explanation is the belief

that working class homes frequently provide both cultural and material
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impoverishment, a belief all too often based on limited knowledge
of linguistie retardation.

Attempts have been made to point out differences between
pupils, in overt characteristics of all kinds. Often 'differences'.

in appearance are most obvious in the form of untidy or poor clothing,

or so teachers, involved in the Schools Council investigation of the

'disadvantaged child', seemed to think7'

The tendency and danger
may however be for teacher; administrator and research student alike,
actually to believe in a general label, which encompasses all types
of problems both social and educational and lends credibility to a
'low ability stereotype'. Conclusions then may be drawn from minor
overt characteristics which might have a bearing on a child's
chances of success in the educational system.

One headmaster implies a correlation between low standards of
_ personsl hygiene and low «bility children.

"Pyt a number of these children together and they smell,"e'
he said.

The need for clothing grants and fres school meals rurther
draws atiention to some cnilaren. Poessibly too quickly, socially
disadvantaged pupils, become to the teachér, synonymous with
"problem chilaren". Certuainly veachers itrequently aruw attention
to a minority oi chilaren who are airricult to integrate invo
school. It coulu be. however, thul the tTeachers are playing a
part in prouucing the problems by allowing stereotype labels to
emerge wnicn serve to separate Tne sneep rrom the gouts. Often
called 'problem children', it is a popularly held belief in the
veacning profession Toat such pupils can aisrupt a4 wnole class.
Unaware of any subconscious stereotyping, teachers turn very much
to the home to look for the cause of retardation.9' School provision
is considered adequaﬁe; in fact the assumption that it is as effective

as possible, under the circumstances, is rarely questioned. Homes are

branded with inadequacy and poverty is'cérrelated with stupidity.
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One view of a Birmingham 'A' stream teacher is an indication of
the type of attitude of some teachers towards pupils of lesser
ability, "the poorer the home, the more stupid the child".lo.
This correlation between material impoverishment and stupidity
has been considered by a number of researchers. The Schools Council
refers to a 'two nations' society where increased material prosperity
of the coﬁntry as a whole, throws into sharper relief the plight of
those having no share in it. Acéording to the Annual Reports of the
Supplementary Benefits Committee, neither the extent of poverty nor
its reflection in living conditions is widely appreciated. Although
the majority of the less able children may not live in absolute
poverty, even those homes not depressed by ill-health or lack of
material provision often fail to provide any breadth of experience.
As Coates and Silburn demonstrated iﬁ their study of St. Anns in
Nottingham, the efflects of relative poverty can be extremely far
.reaching.ll'
The background of the early leaver can be sketched with the aid
of material researched for Crowther and used in the Newsom report.
A thirdsof these children live on housing estates which wvary from
the bright and modern to drab and ageing. Many others live in the
0ld and overcrowded centre of a big city or industrial area where
there are few amenities, (entertainments, community associations etc.,)
and often a concentration of social problems. About a fifth come
from rural and mining areas and less successful children tend to come
from the larger families irrespective of class or social background.lz'
On the basis of information on father's occupation, from the
Crowther survey, Newsom shows tﬁat five out of six of the less able
children are likely to be children of manual workers, skilled or
unskilled. Traditions Wifhin the home, often mean heavy d&mestic
pressures on girls still at school and the taking of part-time jobs

on the part of boys. Of relevance here is a report of the Sunderland
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Rosla working party, sub committee deéaling with problem pupils.

Mariy of their findings reveal similarities to the Newsom descriptions.
The survey conducted by means of a questionnaire covered sixteen
secondary schools and 9,417 children. Only 33% of this fumber were
considérgd extrems problems.

A taxonomy for prdbiem'éhildren was seen by the teachers and
committee to involve 3 facets:

A - Family Environment

B - Individual Development

C. - Resultant Behaviour
The equation developed, C = f£(A) x f(B), makes no reference at all
to the influence of the school as an organization which demands a
particular kind of compliance. It follows that the teachers! résponses
generally assumed the school to have made little contribution to the
emergence of such problem children.

The schools frequently devoted much of their attention to the
question of family background, which tended to play a major part in
their typology of problem pupils. On the Whoie, answers involved :

(a) homes which were materially poor, often large families,

disorganized, neglected.

(b) homes where control was,unétable, parents weak, interest

uncertain.

(e) homes where parents were ﬁrong headed, unwilling to
" support the school. 3.
Some mention was made of certain individual problems involving
parents, (prison, unemployment, alcoholism, emotional instability,
illiteracy). One school mentioned parents who disliked their
children to the extent of wanting to be rid of them, another mentioned
the short term hedonism of some parents.

This belief in the inadequacy of homes rather than schools has
been extended to imply the impoverishment of working class culture.

It is widely accepted that intelligence is made up of a number of
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factors, some of them inherent .and others acquired by learning
from the moment-;f birth. In the case of working class children,-
environmenf'is often seen as impeding the chances of_children
expressing themselves, of acquiring new skills and of understanding
the society in which they live. Many commentaiors, Douglas aﬁong
them, show that differences brougnt about by environment are
considerable, and greatly affect the differences in measured ability
which appear between children of different classes, so that albhough
there are indeed 'clever' children and 'backward' children - many |
psychologists would now hold that what these differences reallj
reveal are the cumulative effects of impoverishment, (material and
cultural poverty here being regarded as synoqymbus). This explanation
is completely consistent-with the beliefs of the fourding fathers of
the English education system, who discounted working class culture
as all that was repugnant and wished to influence working class
children, through teacheré and education, to accept middle class
culture and abhor their own.lh'

Figurés produced by Douglas_certainly provide cause for concern.
He estimated that a third of working class children judged on ability
at eight should have got a grammar school education and did not.

Of the eleven year old children with an I.Q. of 110 - 11}, 60% from
upper middle class homes get to grammar school while 30% of the
children from homes without books and material wealth are awarded

a grammar school place.ls' Of more concern, however, is the way in
which the restrictive effects of adverse enviromment are exacerbated
by those people in a position to givé positive help.

Since the publication of the ideas of Bernstein on language
development and its influence on the development of academic
potential it has been all too easy for teachers to latch on to
fashionable ideas about linguistic deprivation. Theories are
misinterpreted, and frequently use of the restriected codg'or

rudimentary language pattern is viewed as an educational handicap
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linked with the .ir;édeqﬁacj of home, 'ra'tlrlxer than as a different
pattern of speéch: The ﬁorking class chiid\is thus put.at a
diséd&antage when he first comes to school and is Eénfrdntéd With
its middle class culture, middle class teachers and their elaborate
language pattern.

Tt is often gaid that working class pupils are not interested -
in ideas, that they cannot héndle abstractions, only being interested
in people and concrete situations. This guif, betweeﬁ those who have,
and the many who have not sufficient coﬁmand”of ﬁofds to be able to
listen.ana discuss rationally, is recognized and complained about by
teachers, little realising that their own attitudes and lack of
underst;nding might have been at the root of these ﬁroblems; It is
not surpriéing that such socially maladroit ;hildr;n-react'with
resentment in a school situation, against those other'pupilé and
adults who are better able to organize themselves. Thus in defining
the less able child from a teacher's point of view, oﬁe must- include
ideas about a lack of parenfal concern, where frequent use of accurate
English with a rich vocabulary is uncommon. Teaéhérs also stress the
tendency among these children to quafrél, be destructive or malevolent -
living in a wélter of noise where he who shouts loudest survives.

The sources of social and educational handicap ;un very deep.
Vaizey asserts that if the Working clasé were dyed blue, the social
isolation of large groups of working class children would be as
visible as the social segregation of the present coloured minority.l7'
This comes as nolparticular surprise, for acéording to Duane, every
system of education in whatever country reflects in detail the
"predominant values, assumptions and social relationships characteristic

of its parent society.nm The tendency of every education'system is
therefore to perpetuaﬁe the existing form of its parent society or
rather the form of it s parent society as it existed a éeneration or
two previously. Charééﬁeristic of British society is a large pool

of relatively unskilled labour and this pool is mirrored in the
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microcosm of the school by a large group known variously .as 'C'
streamers, slow learngrs or less able children, .in fact the group
described above, which represents the 'goats' of the system.

Tn attemtping to formulate my own research picture of the
'victim of Rosla', it has become increasingly apparent to me that
the 'less able child' is more a stereotype than a reality.. Thus we
see that he or she is usually identified as being a working.clags
pupil, socially and intellectually under-nourished not just stupid,
but untidy, smelly even smaller and spottier. This pic@ure is not
so surprising: in a rigidly .stratified society with a relatively
inflexible occupational and status hierarchy, some children must
leave school willing to take on the least rewarding jobs, if
occupational and economic stability is.to persist. As stgtus is
increasingly awarded to those with educationai_success.so it could
be said that the education system continues to ensure that
differentials will be perpetuated with the waste products of the
educational system performing the lowest jobs in the occupational
hierarchy.

Thus a.qﬁrror image of the stratified society is likely to be
reproduced inside school, embodying the same social relations ang
definition of people which exist outside school. It is as if
soclety calls upon the schools to manufacture its lumpen proletariat.

The potion of 'who is the victim of Rosla', or the 'less able
child{, becomes in itself very problematic. It might bg argued that
a society which needs sewage plant workers also needs less able
children. In th;s way the category of 'less able.child' can Be
seen as a particularly insidious stereotype of .a.child whose
educational failure m%ght well have been manufactured.in.an
educational system_which for him is under-resourced, intellectually

inadequate and coercive.
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Section 2 . FPocus on the North East

Having spent a number of years in the North Fast of England,
my decision to conduct a study into the education éf those 'less
able children' affected by the gompulsory gxtensiqn of schooling,
in that area, specifically in Sunderland, was guided by a suspicion
that, although Rosla,presentslproblgms‘in all areés, these problems
might well be intensified in an area of relative economic stagnation. '

The North Eastern region of England includes some of the smallest
and poorest authorities in the country, a situation which is unlikely
to be signif;cantly changed after local govéfnment reorganizatiop in
1974. Sunderland is fortunate in that the size of the school
populatipn is fairly static, unlike much of the North East where
rehousing.schemes and boundary changes have brought about a
fluctuating population.

Iﬁ relation to Rosla, original estimates.of the number of extra
pupils to be expected in 1972, proved to be an exaggeration.
Between 1966 and 1970 the percentage of pupils, nationally, wishing
to remain voluntarily in schools increased from 43.1% to 5hL.5%.
In spite of high unemployment, however, the schools in Sunderland
continued to attrac? only low proportions of students to stay én
volunturily afver fifteen. As can be seen in Tablel-lthe North has
in fact the lowest regional peréentage_of those fifteen year old
boys and girls staying on beyond £h¢ leaving age. The proportion
would be even smaller, if figures for Cumberland and Westmorland
were not inclgdeq in the Northern region, for in those areas, staying
on rates are higher. Rosla will, therefore, have a more pronounced
effect in the North even only numerically speaking, than for instance

in the South East.
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Table 1 -1 To demonstrate the relationship. between region- and

voluntary 'staying on' at school

4
65.
60" South East
(Highest Regional
55 - percentage)
50 -
L5 - England and Wales
Lo -
35 A North
(Lowest Regional
percentage)
30 o
25 |
1965 1966 1967 1968 1969 1970

%# Includes Cumberland and Westmorland where staying on rates are
higher.
' Source D.E.S. T.E.S. 10/3/72
Percentage of 15 year old boys and girls staying on beyond the

leaving age in maintained schools. 1965 - 1970.



.11 -

As in other parts of the country, the voluntary rate is usually
highest in the more prosperous areas e.g. Darlington, where in 1971
the rate was 57.3%. In contrast to this, at the lower end of the
scale.is Sunderland where only Li5% of pupils stay on voluntarily
after i‘ifteen.l9' Concomitant with the above is the low proportion
of all leavers who finish school with neither G.C.E. or C.S.E. passes
and have no incentive to pursue their studies in furthef education.

This fact is illustrated in Table 1-- 2

Table 1 - 2
Entry into Full-Time Level of
REGION Further Education Attainment
% %

East Midlands 19.4 52

Weles 2i3.8 51.3
North 18.9 50.7
Yorks/Humberside 19.8 ' 49.8
West Midlands 18.8 48.8
North West 19.2 48.8
East Anglia 22.6 n8.6
Greater London 19.1 | 38.0
South East 2L.0 37.9
South West 25.6 37.5

# Percentage of all leavers with neither G.C.E. or C.S.E. passes
of grade 5 or better.

To illustrate the relationship between region, levels of attainment
and entry into full time further education 1969 - 70.

Source T.E.S. 10.3.72.
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Unemployment among school leavers varies throughout the
North Eastern region. In .the new industrial estates around the
new towns, jobs are still available, in the older, traditional
areas, dominaied by one or two industries such as mining or
shipbuilding,- they are few and far between e.g. in Sunderland
there were 1,175 boys and girls 15 - 18 yrs old unemployed on
April 10th 1972. With summer leavers this total was likely to be
inflated still further.

It was on the basis of such evidence that I chose Sunderland as
the place for more detailed investigations, on the assumption that
the problems of Rosla would be seen there at their most severe.

In considering the regional problems associated with Rosla, it
is essential not to lose sight of the ideology and processes which
have led nationally to this present extension of compulsory education.
This particular move finds its origins more than a century ago. It is
the logical extension of a long tradition of attempts to provide for
school attendance from as early as the Factory Acts.zo' By looking
at the historical sequence, ideologies and subsequent justifications
surrounding steps taken towards muss education, it may be possible
to determine the development of a social policy pattern. It is
this inter-relationship of the system of education with society and
the social and economic determinants which implemented, and may
continue to control 'education'!. in this country, that must be
taken into account when investigating the possible efrect of the
raising oi the school leaving age.

In summary, this study rfocuses on the likely effect of the
raising of the school leaving age on a group of children in two
schools. The schools themselves are in an educationally deprived
area of the country and the children examined are consid ered almost
universally to be Mless able" and to present difficult educational
problems. In one sense therefore, this study is focussed on a very
extreme context but a context which nevertheless, could be found to

some degree in almost any local authority in England and Wales.
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. Chapter Two .
The Dimensions of the Study:

In summing up the imtroduction I mentioned the apparent
narowness of the investigation I have made. In this Chapter I
intend to clarify both the dimensions and limitations of the
present study'befbre progressing to “the theoretical bases or
results of my research.

Section 1 Research-Site

The empirical investigation I attempted-was largely conducted
in two purpose built comprehensive schools in Sunderland, and looks
at the dealings of these schools with the "less able children".

I have already mentioned my reasons for choosing to conduct
my research in Sunderland, it is now necessary to fill in the
background of this town.al. The County Borough of Sunderland lies
on the north-east coast. It is a large industrial town, the
‘commercial capital of Gdunty Durham and its largest town with a
population of over 220,000. Coal mining and ship-building dominate
Sunderland's industrial scene, although these traditional industries
have been hard hit in recent times by retrenchment and rationalisation.

The general level of prosperity within the town is low. It has
been described by a senior education officer as an 'artisan town'.zz'
In recent years, with its traditional industries standing still if
not declining, strenuous efforts have been made to diversify the
types of industry offering employment in the town. While these
demonstrably have achieved some success.this has not been enough to
prevent serious unemployment in the town, particularly for young men
and school leavers. In fact, unemployment stands at 8.7%, except
for Hartlepool, the highest percentage in the North East.

This low level of prosperity is reflected in poor'housing and
living conditions particularly to be fourid in the East End of the

town, though rehousing schemes are well under way. Although each

school I studied had a distinctive immediate" énvironment it would
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be true to say that they draw their pupils from a town which has
a lower proportion:than average-éf people in the upper and middle
income brackets.

Despite this relatively depressing picture, there has been a
good deal of expansion in the realm of education. The policy of
comprehensive education has been adopted by the éuihority and eight
comprehensive schools are operative. To avoid accusations of having
presented a distorted picture, unrepresentative of the schooling
received by 'the majority of Sunderland school children, I ‘decided
against using a secondary modern school as ore of the bases for my
study. In such schools both resources and buildings were likely to
be less adequate than the recenfly built comprehensive schools.

The two schools I did choose were among the largest in the
authority ‘both purpose-buiit and exaﬁples of the way in which the
L.E.A. foresaw development. My decision to study only the two
schools was a function of both accessibility and resources. Not
only were there financial limitations but time also was a scarce
cormodity, there being only two terms available for actual
involvement in schools. In an attempb to consolidate information
obtained by means of questionnaires I made use of extensive
observatioﬁ; thus I felt it urwise to broaden the study at the
expense of accuracy and depth.

The first school I studied, ®avendish 1is a ten form entry
comprehensive school with pupils numbering nearly fifteen hundred
and ranging in age from 11 - 18 years. .The school population is one
of immense variety, with a basic discrepancy existing between numbers
of boys and girls on register, this becoming more noticeable after
the IVth year when a much greater proportion of girls remain for
VIth year courses. The simple explanation for this discrepancy is
that the school still'dccepts sixty 'selected girls', a hangover

from pre-comprehensive days. The school in fact, is only a recent

development a combination of a girls' technical school; a mixed
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modern and a girls' and boys' modern school. The o6pening of the
comprehensive school bad entailed the. closiire of the older
neighbourhood schools. Cavendish therefore, built within a
highly desirable middlé class residential area, provided a radical
change of environment for many of its pupils. The standing.of-the
school in the community is quite high.
The same is true for Victoria . School, an eight form entry,

11 - 18 year olds,equally mixed comprehensive school. Victoria
howevef, is situated in a2 council estate and draws most of its
pupils from this immediate locality. Both the schools are well

endowed as regards buildings and.recreational facilities. Although
Victoria can be said to draw on predominantly working class_ homes
for its pupils, Cavendish is probably presented with more acute
problems -of social mixing with many pupils from the 'rough East Ena'
being brought to Cavendish. and‘confronted with large numbers of
selected, oiten middle class girls.

Both schools are subject to zoning and the contributory

Junior- schools vary in character, but in keeping with the social
economic make-up of the town, the.majority of pupils come f;om
working class homes. The actual respondents selected for the present
study, in reality chose themselves by their decision to leave school
at the earliest possible date. In Cavendish these children were
to be found in a special band for early leavers, called the Newsom
baﬁd. At Victoria because of #he character of mixed abilify
grouping within the school, the respondents were drawn from three
parallel bands. All respondents were in their fourth and last year
at school varying in age at the time of the study from fourteen to
fifteen years of age. The total number of respondents who filled
in questionnaires and took part in discussions and interviews

was one hundred and fifty.
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Section 2 ‘Resedrch Methods

Bécauéé of'the-confinéd nature df'fhe study, it was felt
necessary to determiné as wide a picture as possible by the use of
a combination of research methods. The.empirical data on Which'l
this-accouﬁt is largely based, was collected by quesfionnaireé,
essayé, observation and interviews. The limits of the research
site have also inevitably affected both the processing of daté and
the géneral validity of the findings. But as Moser poimts out
in his analysis of Survey Methods in Secial Ihvestigation.

"ot every empirical research ﬁfoject requires the formal aﬁparatus
of the large scale survey. Sometimes it is mofe'pfofitable to study
intensively a handful of available cases rather than é'fepreseniative
sampie; to use conversational rather than formal interviewing: not
to aim at-é set of statistics about a group so much és'at a full
description of each individual. There are many shades of survey
approach and the researcher's art is to know which to use for his
problem." 23.

Each of the above methods presented me with problems, and
inevitably some elements of bias emerged. Althougﬁ I have‘attempted
to minimize the effects of the latter, it would be unrealistic to
suggest that any conclusions can be unreservedly accepted. Their’
limitations afe those imposed on them by the limits of the méthods
employed.'

Initially, my role was that of observer, a role in which it is
difficult at any time to sustain the concept of true value. Ong of
the majdr problems was combining within the classroom the dual roles
of active participant and detached observer. This problem was
intensified By the anxiety of both schools to give me a cleérly'
defined position with some teaching responsibility. The role which
one is allocated ciearly affects the ways in which both staff and

pupils react to the researcher. Thus teachers viewed the student

of sociology with suspicion but were immediately co-operative when



-17 -

I accepted the opportunity to take over their classes for a

number of lessons. Fortunately this decision was made halfway
through the period of observation and alloweq some  'before'! and
'after' comparisons. Certainly I became aware that I was no longer
identified as a threat but increasingly as an ally. The teachers
obviously felt that a dose of their medicine, so to speak,would

soon dispel academic idealism.

“As an.observer who gaineq a good deal of éupil confidence,
it was always difficult to evaluate my own effect én the situation,
particularly after I had taught a number of lessonms. Pupils, like
teachers, seemed anxious to pigeon hole the researcher. My problem:s
were intensified b& the tendency of teachers to glamourize my étud&
to obtain co-operation. The danger of affective involvement also )
arosé in relation to the pupils, as one came to recognize their '
problems and to understand and sympathise with many of their
grievances. It became extremely difficult to organize systematically
data relating to social relationships. T was constantly éware of
the need to prevent distortion of observations by actively
pin-pointing my biases.

I had hoped to play the part of a passive observer who is more

of an outsider and being relatively anonymous is therefore allowed

more detachment. However, particulérly in the first'school, teachers
felt this kind of role would give me little iésight into the problems
of educating early leavers. I accepted my lof in the hope that my
ability to observe would not Ee obliterated in the process 6f active
involvement. Simultaneously I hope that my role has faéilitated
my understanding of the classroom situation and thus increased the
validity and meaningfulness of my observations.

The questidnnaires were administered towards the ena of my
periods oi observation in both schools. Despite &ll precautions'
disiortions are inevitable when using this partiéﬁlaf tool of social

research. It is unwise in ITact to muke the assumption that verbal
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response in a questionnaire is indicative of behaviour. Many
things can influence responses such as the lack of secrecy in
replying or distrust or prejudice in relation teo the'ﬁerson
administering the questionnaires. Answers are often superficial,
but although such sources can produce misleading data, the most
obvious bases of distortion can be avoided at the planning stage.
The worst ambiguities of wording and ordering of questions should
have been ironed out early on. In the case of the questionnaire
used in this survey, however, it did not become apparent until

too late that one or two of the questions were beyoﬁd the
undefstanding of many of the early leavers. The 1engtﬁy explanations
required before answers could be given, in these cases introduced
an element of bias which forced the abandonment of -some data on the
grounds that its validity was questionable. Such an action
demonstrates the limitation of a questionnaire designed at a staée
when knowledge of the pupils involved was minimal. I also realised

that it was unsafe to assume knowledge on the part of respondents
or in fact a willingness on their part to admit ignorance.
Thus, although the questionnaire has been important in

obtaining much of my information on occupational choice and
curriculum, I must admit to reservations about some of the

evaluative questions. Their usefulness is that although subjective,
they provide an indication of the value placed on certain aspects
of school. They have little or no value as a measurement e.g. - two

subjects with:the same opinion may ﬁlaee themselves at different
places on a scale because they form a different impression of the

significance of the degrees of the scale.

These same reservations apply to the next method of imvestigation
which I used. Essays written by the 'early leavers' are not of
great advantage to a scientific analysis as they tend to be too
subjective in nature. However, they are valuable like tapes when
used in conjunction with other sources. Although the essays caused

problems of selection and interpretation, they can be seen as
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useful in revealing the pupils'! experience of school. '.-Some
qualification is essential for not only is it difficult to verify
whether the children have -distorted the tmith, it is also easy
for the investigator to distort in the selection and interpretation
process. . .Thus, .for example, although issues surrounding school
uniform are a major bone of contention for 6lder pupils, it is
unlikely that so much attention would have been drawn to it in -
essays, if a uniform inspection had not taken place that.mgrning.
With these reservations in mind, I have attempted to reveal a’
balanced picture of pﬁpil attitudes through the use of essays but
in particular in conjunction with intervieﬁs.

The aim in interviewing is often to achieve uniformity in the
asking of questions and recording of answers, in an attempt to avoid
possible conscious or unconscious bias on the part of both the
interviewer or respondent. By the informal natire of-the interviews
I made, such uniformity was not possible, if desirable.l Although
there are dangers of over rapport'in such interviews, having spent
several weeks observing the pupils, I was anxious not to inhibit
their spontanedus responses. This-was particularlj true at. Cavendish
where I had witnessed a number of interviews mé&e by the Careers
Advisory Service. Many pupils admitted after thése that they had
been nervous and anxious to make the right impression. The effect in
fact was to present an uncharacteristic self which I was anxious to
avoid in my interviews,whether or not in the prdcess, some confusion
of responses resultea. In my opinion the role of this informal
inter%iewing is more flexible and although ha;d to compare, may .
provide a more.valid picture of complgx responses. It also lends
itself to the small scale survey, being normally both slbw ard .
expensive. | |

The data obtainea from the questionnaires was proceésed in the
férm of cfoss tabulations. It was not ;ubjgct to statistical

analysis largely because it was felt to be inappfopriate for this

survey in which the emphasis is on attitudes and involvement and
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the demonstration of the atmosphere and choices pervading the
education of less able children. The use of largély informal
techniques of investigation necessitated an informal presentation
of findings in a style softer than statistics. It was also felt
that the numbers involved were too small to justify such analysis.
They were small firstly‘becausé of lack of resources or time to
spread the survey to other schoels, and secondly because the
researcher was entirely dependent on dealing with those pupils
made available for observation by the heads and teaching staff.
The research was frequently cormducted in situations not suitable
for rigorous scientific enquiry, in view of its absolute dependence
on the co-operation of the schools, where occasionally visits were
céncelled on the last minute and restrictions placed on relationships
with students especially, and sometimes -stafl as well.

I am however, particularly conscious of the absence of any
chi-square tests on the results from the questionnaire.
Their omission was a policy decision taken on the grournds that I
was dealing with whole populations rather than samples. My feelings
were that they could throw very little light on my anaiysis and
time would be betier spent in the interpretation of data colliected
through other methods of investigation. I felt justified in my
decision on the grounds that Social Research should be more than
an inquiry merely garnished with a few statistical tables amd a
few technical worlds. I wanted to avoid the pitfall suggested by
Michael Schofield which I think would have been applicable in the
case of my data.

"This statistical sophistication has acquired a kind

of glamour and some researchers have used refined

methods of analysis on crude data which given the

2L.

results a quite misleading appearance of precision.!
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Having determined the limits of the present investigation,
it is necessary to consider in the next Chapter the issues |
surrounding the Raising of the School Leaving Age. It presents
a large number of problems which cannot be viewed in isolation
from problems arising from the other years of secondary education,
nor Prom the overall organization of schools and curricula.
Also, as schools are institutions central to the functioning of
our society their relationships with the economy cannot be ignored
and should be coupled with their relationship with the class structure
and distribution of political powers both in an historical and

contemporary context.
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Chapter Three

Policies of Compulsion

Historical and Contemporary Fears

Section 1 Policies of Compulsion

In discussing the extension of the compulsory minimum
leaving age it is essential to have an understanding of what lies
at the root of this policy of compulsion.

Until the end of the seventeenth centry English education was
organized in general in relation to a firm structure of -inherited
and destined status and condition. The apprenticeship system
served the crafts and trades, the grammar'and song schools the
priesthood, while the chivalry system trained the future knights.

The labouring poor were largely left out of account. Some form of
mass éducation for the working classes first began to be provided
at the beginning of the eighteenth century and throughout the
eighteenth and nineteenth centuries the Charity and Sunday’ Schiools
were the principal channels of education.

The principles on which policies of compulsory education were
féunded, have been laid fairly and squarely on to moral and
humanitarian grounds, a kind of moral rescue of the poor, but
equally so they can be seen as a means of securing social discipline.
There is little doubt that a belief in the virtues of education in
preventing lawlessness, in training the social rebel, was a powerful
influence behind the Charity and Sunday School movement. According.
to Adam Smith writing in 1776, "The State derives no considerable
advantage from the instruction of the common people. The more they
are instructed the less likely they are to the delusions of
enthusiasm and supersiition which among ignorant nations frequently
occasion the most dreadful disorders." 25.

Perhaps more than anything two factors contributed to the
setting up of a state system of education. .Firstly the rise of an

organized working class which demanded education, and seéondly the
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needs of an expanding and.changing economy. Certainly whatever
the motives for introdﬁcing coﬁpﬁlsory education, there were
obvious economic demands of an industrializing society, needing a
labour-torce willing to tolerate the discipline and rigidity of
large scale organization.

- The year 1870-saw the introduction of the state system of
education, although since 1830 .there had.been state aided
voluntary schools and state supervision. Although the 1870
Education Act established the principle of state provision for
education, it was nevertheless, very much a -stop-gap measure to
make up for the deficiencies in the voluntary school set up,
rather than to replace it. |

"For -purposes of comparison, it is possible to see ‘the
-establishment of an education system for the working classes as
"one of the strongest of early Victorian obsessions".  .Certainly
men like Mill, Carlyle, Ruskin and Arnold campaigned for education
as a genuine résponse to the growth of demoncracy. Others regarded
the 1870 Act as a protective measure fearing the consequences, if
our "future masters™ had not been educated to recognize their own
inferiority. This whole idea of using education as a mechanism
of social control is later discussed at length. A third group of
'people were characterized by men like Ashley who saw it as their
duty to ™morally rescue" the working classes. They propounded the
need for mofal and religious instruction, to allow any chance of
improvement to the lower orders. It is this humanitarian ideal
.rather_than any other more base motive which has become deified
in the present system. The Church with its voluntary schools
tended to agree in principle with a national education system,
buty, anxious not to lose its power, envisaged this system as
viagble only if it maintained "some exclusive ecclesiastical
domination".2 '

Forster made use of economic necessity as his principal
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argument for the provision :of elementary education. . However, the
economic justification should not be viewed -in isolation ‘from the
political -fears.and red herrings of nineteenth century England.
Igngraqt as the middle classes -were of the society with which they
lived side by side, they recognized in the workingiclasses a threat
to the security of property, .position and -the maintenance of
public order. .

- Politically the society seemed extremely fragile, liable to
collaﬁseaat“any time, under pressure from extremist working ‘class
groups. . A éreater;diffusion of knowledge in' the férm of a national
system of education controlled by the upper orders was .seen as a
bulwark against post Chartist doctrines of Republicanism and
Socialism, a control mechanism of society at large, in the hands
of powerful elites.

In considering the emergence :of a compulsory systen of
education, it is essential to ‘realise ‘that :the scheme proposed was
for the working classes only. The upper classes were 'to continue
to be educated differently in their own public, schools. : The form
which working class "education was to take, was very much within -
the limits set by the existing .social framework.

It can be demonstrated that religion and philanthropy were
not alone in promoting education for the masses; they were joined
by more utilitarian motives. Amongst these motives was fear,
expressed frequently in parliamentary and contemporary discussions.
Shipman maintains that, -

"The debate over the desirability of extending -

education was between those who saw it as a.-

threat to the docility and industry of the -

masses and those who saw it as a means to

" .these ends." 21. -

To ‘isolaté educational developments would therefore be to

project a false picture. Industrialization and the movement into
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towns that accompanied it: demanded reforms of: &1l kinds; if .
revolution of the kind experienced in a number: of European:
countries were to be avoided. ?8"'The government. attempt ed. to
come to terms with public health and factory legislation, law -
reform, penal reform and electoral reform all in an effort to .
maintain a relative degree of equilibrium, in a radically: ¢hanged
society, where the new urban, industrial family was outside the
close social control exerted in older village life..

Charity school ideologies were to be enshrined in the new
system-and echoed in religious rituals, as in Philip Doddridge's
children's hymn'of'the eighteenth century,

" 'WTo those whom He hath éloath'd with power,
I should be subject every hour.

To parents and to rulers too,

Pay honour and obedience due™ 29,

* 7" Humility and -submission ‘to superiors were to be cornerstones -
of ‘the new institutions. This type of education offered therefom,
only-a limited amount of freedom and opportunity :to -the workirng -
classes. ' fducation was condicted in a munner calculated not to
raise aspiratvions zbove their station.

With the passing-of the 1867 Reform-Act and the enfranchisement
of the urban working classes, the cdll for an education system for
directly political purposes' became even more strident and highly
charged. To many,; a necessary concomitant of the:extension of
voting power was education. Iowe was not alone in hoping to avoid
- the dominance of an unruly mob by educating them. He argued that
the working class should be educatéé'to appreciate and defer to
the higher cultivation they would meet amongst the upper orders
of a hierarchic society. The lower classes would then
auntomatically recognize themselves as inferior and accept their
subordinate position in society. To ensure such willing

subordination by agreement rather than constraint, and make such
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a societal image possible, the higher classes were to continue to
be educated differently in their own .schools.  In this way, although
political power had passed into the hands of the working class with
the .enfranchisement of the people, actual political power would be
preserved by their former lords, threugh superior education and
cultivation."

By teaching working class children to abhor their own origins
and culture, their power would be neutralized and harnessed to
economic labour as oppeosed to pelitical activity, a form of social
control in the face of any impetus for revolutionary change
amongst the working class. Kay-Shuttleworth put this another way
when he asserted that this system would teach the artisan "not
only occupational skills but also the nature of his domestic and
social relation, his poéition in society and the moral and religious
duties appropriate to it".31'

Accompanying reforming zeal for an education system for the
masses, was a widespread belief in the inadequacy .of working class
culture. There existed amongst educational policy makers a severe
disapproval of a total way of life where power was confirmed by
physical means. This type of condemnation was coﬁsistent with the
beliefs of a middle class which knew little of the lower orders.
As a Times leader_pointed out on September 2nd, 1851.

Monly now and then, when some startling fact is

brought before us do we entertain the suspicion

that there is a sociéty close to our own of which

we are as completely ignorant as if it dwelt in

another land and spoke.a different language, with
which we never conversed, which in fact we never saw." 32.
In view of such ignorance, it is net surprising-‘that especially
relevant to middle class thinking was the fact that indiscipline
bred in the home and the community made it difficult for children

to settle down to work industriously in mills and factories.
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' *Tt 'was particilarly in the -area of the failifgs’of the
working class family-that a ‘direct link was made by éduééﬁionélists
and politicians, who diagnoséd a political problen ‘of instability -
snd found an educational remedy, which substituted school téachers
as a ‘form of highly trained, highly motivated mercémary, in place
of "inadequate parents". This measure has been relatively
successful; ‘it was after all, fairly ‘easy to point the finger at
ﬁopular culture which inevitably reflected the poverty and lack of
power associated with working class daily life. It is also edsy
to extend such a belief, to the present day inadeqdac} of working
class culture, as an environmmental determinant of ‘lack of success
at school.

" Thus it can be demonstrated that althoﬁgh'motives in promoting.
education ranged from control to genuine concern for the advancement
of the labouring masses, the links of education with fears about
political instability are extrehely strong;' Tt is necessary to-
bear this in mind even when considering moral and financial
justifications ‘and considerations. In the case of the latter,
these were ceftainly a major hurdle for reformers to overcome and
it is these economic limitations and problems, which were us -
influential in the nineteenth century as -they are at present, to
which I now turn my attention.

Section 2 Economic Considerations

To 19th century reformers like ILord Shaftesbury, economic
progress was seen merely as a bonus of the setting up of the state
system of education. Mark Blang, however, claims that the concept
of human investment, through education,'hés transformed the economic
analysis of our society. Education is seen as a crucial type of
investment for the exploitation 6f modern technology. This fact
underlies recent economic growth and development-in all major
industrial societies. A connection between 'development! and

education had already been recognized in the late eighteenth and
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early nineteenth centuries. -

Built into the voluntary, charity school system was the
belief that-hard work broughtabout spiritual cleanliness
(simultaneously it had the important side effect of increased -
productivity and industrial prosperity). The aims of many of the
charity schools were explicitly geared to the manning of- the
growing inﬁustries - as Bishop Porteus declared in 1786, ™that

most desirable union of manual labour and spiritual instruction".BB'
As'an outcome of such beliefs, proverbs like 'the devil finds work
for idle hands', were constantly repeated within schools, to secure
an industrious and sﬁbmissive attitude in the disciplined world of
work.

Although education had been demonstrated as a potentially
extremely valuable commodify, the Victorian belief in economy of
goﬁernment constantly stopped it from carrying out costly reforms
until they could be seen to be entirely necessary. Unproved threats
of revelution proved insufficient to stir thé government, whereas,
well disciplined, literate, Prussian soldiers proved conclusively
the economic advantages of education,by demolishing the French, in
the Franco-Prussian war of 1870. Education now appeared to be
essential and Germany provided a model. E&emenfary education was
seen as a basis for further practical instruction which would

enable the workers to adapt to the changes necessitated by

technical development. Thus financial misgivings relating to_the
cost of provision of state education were overcome and replaced
by a limited degree of enthusiasm for a system apparently.destined
to increase prosperity. |
Since the late nineteenth century a number of moves have been

made to extend compulsory education. These, too, have been

assessed according to their economic viability and have been
characterized by financial squabbles. During the inter-war period,

for example, the proposal to raise the school leaving age from



fourteen'to:fifteen,'was'sﬁpported at least in part, by the
contennion thap a better edncated working population wWas nore

llkely to get Brltaln out of the economlc depre551on.. It was also
argued at the time, that it was cheaper to pay unemnloyment beneflt
to ‘some fourteen year olds, than to prov1de an extra year's

échooiing for all of them. Since 19&7, however, it has been possible
to relate increased educational provision in this counpry to
technical and economic development.

In considering the economic implications of the present
extension of compulsory education, it is necessary to take account
of twoiaspects of what is usually termed, phe economdos of edUGation.
The first aspect deals with the impact of schooling on 1aoour
productivity, occupational mobility and the distribution‘oflincome
i.e. the economic value of education. The second aspecf is that
dealing with the internal efficiencj of schools and”with the
relations between the costs of education and methods of financing
these coste. '

In relation to the first category phe links between education,
manpower needs and economic development have repeatedly been
proposed as a criterion for expension and improvement‘in the
national-education system. In some countries, actual educational
development plans have been formulated and implemented, dependent
on the truth of this statement. The argument:relating to
edncational investment is not solely confined to technical
educapion expansion,.it is also held that a general education is
in many respects a pre-requisite for the achievement of certain
skills, This is consietent with the idea that a lst Class Honours
degree in classics is qualification enough for any job. |

In recent years this line of sfudy and planning has been
assoclated with fhe Organization for Economic Co-operation and ,

Development Thelr schemes were aimed at ascertdlnlng which levels

of education corresponded to, or were necessary for, ‘the dCQUlSltlon
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ot skills requirgd by various sectors of tge_econpmy. This gives
a basis for quéntifying the educational neéds of thg economy and
for expansion in the education system. By‘implication, if
educational output is inadequate, skills in sufficieﬁt qﬁantity
or quality will nét be forthcoming, thus causing a depression in
productivity, output and economic growth rate. _

Although this is qnl& a simplified description of part-of ”
the "man-power planning® approach to educational planning and
development, it is possible to level some criticism ap it in the
context of the imminent raising of the school leaving age. Rapid
technological changg means that the link between educatioﬁal and
occupational pategories is by no means as fixed as manpower
planning suggests. Some qualifications, e.g. an arts degree, may
lead to many different types of occupations in indust?y and
administration. On the other hand higher education in medical
science is quite specific, and transfer to occupations other than
doctor quite exceptional.

Furthef eucation is now revealing itself as an important méans
of technical tréining, it is certainly arguable that "as far as
demand for skills is concerned, it is probably more important and
certainly more flexible than an extra year of full time general
educationﬁ.Bh' This is not a denial of the value of general
education, rather a pointer to its probable, minor direct
significéncez in the case of fiteen year old leavers, for manpower
needs. |

It is difficult to deny the validity of attempts at manpower
forecasting and educational planniﬁg, it is possible, however, that
the kndwledge available is insufficient to evqlugte thé precise
effects of an extra year of genefal education, espepiaily in view of
opportunitites available for part-time further education,
apprenticeships and 'on-the-job! trainiﬁg. .

It is true that there exists a positive correlation between
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life—time earnings and education. But, as education is aiso
positivel& correlated with wealth, sociai'class-aod abiiiﬁy,

such statements 1ose some of their validity. Unlike a coﬁpleted
secondary or higher education,aﬁ extra year of-compulsory fuli

time education does not lead in most cases to any distinctive
qualification or degree, and its direct value for vocational purposes
may not be significant. Thus the rate-of-return enal&sis of
education does not provide a particularly reiiable guioe.to policy
in the case of the extra year, especially taken in the context of
the 1ow motivation of the large majority of these reluctant learners.

It is difficult to assess the cost of Rosla as its ﬁoStpoﬁement
from 1968 to 1972 complicated its position in relation to public
expenditure. The bulk of the necessary capital expendituré was
transferred from 1968 - 70 to 1971 - 73. In the context of the
inflation oflthe economy, Rosla capital expenditure origindlly
estimated at about £33 million per annum is now considerably more.
Capital costs, however, are not everything: current expenditure
with regard to the extra year is also going ﬁo be much'higher than
it would have been. - i -

Hard to analyse are the indirect and secondery effecfs of the
extra year, such as the extent to which pupils'receiving this
compﬁlsory extension of education, deprive the economy'of potential
members of the labour force, thereby lowering nationel output.

(Tt is worth noting that in the present economic and politicei S
climate, Rosla will give high unemployment figures a temporary
.breathing spece.) .

Another secondary effect, is the possible acceleration of the
existing trend towards increased 'staying'on' after fhe minimum
leeving age. Repercussions here would be felt not onl&.in-ﬁhe
secondary sector, but would be reflected in greater deﬁand for
higher and further education.

It can be shown both historically and in' a conteﬁporary '
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context, that once a certain leaving age has been fixed the
number of children staying on voluntarily beyond that age
gradually increases. Weinberg believes this combinatiop of
"terminal educational age with 'staying on' is a most sifnificant
educational variable. It certainly makes it possible to consider
a further advance in the compulsory minimum leaving age. Yet,
though, social and economic arguments Jjustifying prolonging full
time education have long been accepted, the provision of extenaea
eaucation for tne masses has until recently always awaitea « long
aelsyed, process of legislation. The assumption within this
rationale of legislavion is taat "wnatever tne case in favour of
extension of schooling, the majority of pupils and parents could |
not be expected to respond to it voluntarily". 35.

Since 19&8 there have been unprecedented changes in the
degree of participation in educational decisions by parents and
their children. Compulsion does not remain the only mechanism
for retaining the young people in the school system; individual
choice now plays a major role. In the middle 60's, pupils for
upper forms were recruited for the first time f;om lowly secondary
modern schools; grammar schools alone were'unable to meet demands.
In contrast with these large numbers of enthusiastic voluntary
students, the fifteen year old leaver becomes further stigmatized -~
the failure of the system. Introduction of academic prospects to
the secondary modern schools brought with them the seeds of conflict
and probably intensified feelings of deprivation felt by low stream
pupils.

It is through conflicts such as this, that the extent of doubts
and fears about Rosla 1973 became apparent. Economic problems could
be largely overcome by policy makers: more difficult to achieve

is a genuine belief in the type and quality of education to be

offered in the extra year.
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In summary, it is clear, that no government especially in the
contemporary economic situation is unlikely to make proposals
which prejudice either economic or political stability.

Econoriic development is ;ntegrally bound up with educational
investment, it is not easily measure@ in terms of capital outlay,
or financial recoupment, as its effects are long term. Doubts
however are being expressed ;bout the level of the rate of return
that will be felt from the extra school year. However it is not

on economic grounds alone that the success of the extension of the
school ieaving age will be assessed, it is also a social issue and
could have radical effects both within schools and for individuals
who otherwise would have been 'forced! out of the system at the age
of fiftegn. |

Section 3 Contemporary fears about the raising of the -

school leaving age.

Having considered the historical arguments surrounding the
genesis of a compulsory education system, it is a short step to
consider the arguments for Rosla in 1973.

The mbral'argument in favour of compulsion still has some
force, but not in the crude form in which it appeared to nineteenth
century writers. Economic and political -arguments are still fairly
generalized. Doubtful economic benefits and a more informed interést
in current affairs, possibly leading to a more responsible use of
the vote hardly seem specific enough to justify a major change in -
educational policy. | '

The proposed raising of the school leaving age to sixteen has
called forth heated responses froﬁ all sides ever since it was first
seriously discussed in 194}, Within the last few yedrs large groups
of people have expressed doubts as to the advisability of such a
policy. These ranged from children, parents and teachers to local

education authorities, employers and even Trade Unions. It was in

fact, in the face of a formidable measure of criticism, that the
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governmerit, and what has been called a well:intentioned ﬁinofity,
persisted in the policy to extend compulsory schooling. -

Tn spite of the decision having been made, opposition has
not substantially subsided. Many of the above bodies have been
vocal in their recognition of probable troubles ahead. The ﬁractical
problems confronting head-teachers are fairly obvious; lying mainly
in the fields of staffing, accommodation and courses. DMore’
specifically, they relate to lack of investment, poor conditions
for work, large élﬁsses, high rates of absence and often rapid staff
tufnover, with large proportions of temporary, supply and
probationary teachers. Although attempting to treat these problems
separately it is essential to recognize that each has a bearing on
the other. Lack of success in solving the problems in one field
will reduce any success in other fields. It is important, too, to
note here, that not all the problems particularly relate to the

" school. More loosely they can be termed problems of environment,
including those associated with delinquency, unemployment and
'contact' with the social services.

A.comment by Crowther reveals that it is not teachers alone
who are aware of the above problems. He, as the arch-exponent of
extended compulsory education, made'his own reservations known
ip paragraph 167 of his report, where in speaking of school he
questions whether "it is the right place for the ordinary boy or
girl who is rising 16". He asks whether it "can provide for him,
and not only for his abler brothers.and sisters, a sufficiently
progressive and demanding programme to feed his'mind, hold his
interest, develop his sense of responsibility and proVidé him
with growing independence, including the opportunity to make and

profit by mistakes". 36.

This type of doubt 1s at the bottom of many of the fears felt

within schools; it revolves around the quesﬁionablé value, for 'C!

streamers, of an extra year of general education. Bearing this in
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mind it is possible “to narrow thé problems down into a number of
categories.’

Firstly one must appreciate the actuallsize of the problem.
Tts dimensions stretch further than accommodation and equipment
into areas such as stafring.

Certainly there is still doubt as to whether there-are
going to be sufficient places of the right kind, properly
furnished and equipped, available for the extra pupils in 1973.
Although the Department of Education and Science were very optimistic,
in their circular No. 8/71, that building preparations were well in
hand by March 1971, and that a successful transition would take |
place in 1973, the position has been further complicated by
reorganization of secondary e€ducation on comprehensive lines.
Aithough large allocations were made available for Rosla it was
made clear that no extraz money would be provided to meet the cost
of re-organization. The L.E.A.'s were thus presented wikh two
major tasks at once. Since they work within a limited educational
budget it is more than likely that financial provision originally
ear-marked for Rosla is being diverted to comprehensive
re-organization. In fact it is known that only in a very small
number of cases has the money been spent on secondary extensions
specifically fof the use of Rosla children,

Sunderland L,E.A. is probably typical in this respect, in
that it intends merely to maintain what is called a "roof over
‘heads" policy in relation to the extra children. In spite of its
massive increase of school population after Rosla, it has no schools
ear-marked for development, to provide suitable and properly
equipped rooms for the less able children. The Deputy Director of
Education of the town, emphasized that it was pursuing a long term
strategy of better provision for all pupils in all its schools by

re-organizing the secondary system of education which is at present

a hotch potch of old and new. 31.
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Four main schools, all with post war buildings have been
chosen for massive developﬁent into comprehensives. A1l the Rosla
allocation is being spent in this way. The two .schools benefitting
most from the expansion are two, four form entry grammar schools,

- which are to be made into ten form and eight form entry comprehensive
schools respectively.” In each case the schools will retain their
sixth forms. The two former secondary modern.schools are to be
eleven to sixteen  schools only. In some cases in accordance with
the re-ofganization plans, small. extensions e.g. laboratories -are
being built. These however are not ear-marked or necessarily -
suitable for the use of the less able children.

In fact, one of the major causes for concern throughout the
country-is that, although major allocations for Rosla have been
made, little advantage for the teaching of the "Newsom" children,
will be felt during the initial yearsqu the- change.

Even if buildings are adeqguate, it islquestionable whether
there is enough money for equipment, within the schools, to back
up the £1 million spent by the Schools Ceuncil on- curriculum.
development. It is doubtful, alsb,'that;Rq;la-children will
receive the priority advocated for them by such bodies as the
D.E.S. and the Newsom committee. One comprehensive school head-
master makes this clear, when he argues that,

'Mife are in danger of concentrating too many

résources on a group that relatively speaking

does not merit them. There are, in short,

higher priorities.”

It would be naive to expect a headmaster of this opinion, to
concentrate his limited resources on a course he considers non-viable.

Crucial to any discussion about the chances of- success of Rosla
is some consideration of stuffing problems. Recruiting the extra
number of teachers to cope with thelexpansion does not appear to

have been creating any major, difficulties, altnough it is not possible
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to estimate relieb}y the size of teaching force needed in 1973.
This ie_becaﬁse_"what is_not_#npwn{ end whap_qennot even_be guessed
at, 1s how many of What klnd of teacher W111 be needed to cope Wlth
the partlcular pupils who W111 be caught by the ‘extra year of school

life". 39

_With the new courses it is argueble,,that the staffing
ratio for these pupils will need to be more generous then at the
present time. -

Far from being purely recruitment of numbers, however, Rosla
according to D.E.s. should involve the attracﬁien of experienced
and specialist teachers. Unfoqtunately there are certain;y
insufficient of these specialists.traiped in)dereers guidance
and youth options to meet demands. It is also unlikely that they
will be attracted to the North East gf England where working
-conditions tend to be less faﬂograble than in more proeperous
regions. . -

Sunderland itself has a very. high pupil-teacher ratio of 19.8.
It compares unfavourably_even_with most of the other northern local
education authorities.

Table 3 - 1 To illustrate Sunderland's unfavourably high puplls
teacher ratio in relation to other North Eastern areas and the

number of extra teachers recruited to maintain pupil/teacher
ratios after Rosla.

Northern L.E.A. Pupil/Teacher'Ratio Extra Teachers being '
recruited for Rosla

Durham 19.8 _ 800 .
Northumberland 19.8 L60
Sunderland 19.8 %0
Darlington 19.3 209
Teeside 19.2 175
South Shields ~18.9 L7
Tynemouth 18.5 ' 23
Newcastle ) 18.3 5l
Hartlepool : 17.8 ' -

| Gateshead ' 16.7 -
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Iable 3 -2

North Eastern pupil/teacher ratio in relation to other regions

of the country

Pupil/Teacher Ratio in maintained secondary schools
Region 1970 | 1969
North 18.7 19.0
Yorks/Humberside 18.5 19.0
North West 18.2 18.3 .
Wales 18.2 18.3
E. Midlands 18.0 18.2
South West 18.0 18.2
W. Midlands 17.9 17.9
E. Anglia 17.7 i7.8
S. East 17.5 17.8
Greater London 16.4 16.7
England & Wales 17.8 17.9
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Table 3-L,2 illustrates this fact and also proviae a guide to
teacher recruitment for Rosla. In one Sunderland school which I
visited, two teachers shared responsibility for over sixty children.
Simultaneously, very small groups were to be found in the top
examination streams. It almost seemed as if the school relied on
a high degree of absenteeism to make staffing ratios more adequate.

The fact is that in many cases, teachers are disinclined to
to teach the least able children. The N.A.S. makes this quite
clear in its pamphlet "Ready in Time™.

"But to put it bluntly" it says,"not many existing

teachers relish the teaching of B and C.stream

classes of 1L-15 year olds. There are even feﬁer

who look forward with any delight to the .prospect

of taking B and C stream classes of reluctant
15 - 16 yr oldsm 1O

This brings me to one of the major problems of Rosla, certainly
as far as the teaching staff see-it, that is the pupils'’
involvement. The question to be answered, is just why staff are
disinclined to teach thgse students for an extra year of general
education.

In many ways these children are considered to be very different
from their fellow pupils. The 'Schools Council Report Young School
'LeaQers' embellishes the stereotype of the'problem child'as
outlined in Chapter 1. It seeks to demonstrate thét their attitudes
to school amd its objectives, their choice and evaluation pf subjects
and their acceptance of school behaviour are all signiticantly
different from more willing learmers. Certainly it asserts that
theMless able child's" perception of the work and life of the school
is likely in many cases to have made his experience of schools
fundamentally different from that of the children who stay on

voluntarily.
The bulk ot the extra school population are commonly labelled

'Newsom children'. Mostly secondary modern pupils, there are a few



- 4O -

above average students 'capable' or Grammar School type examination
work according to the National Association of Schoolmasters.
The rest rénge from a much larger group of average and below average
children who have considerable difficulty in remembering and
applying learning, to a fourth remedial group where pupils struggle
to gain an elementary mastery of reading, writing and mathematics.hl

The first group of extra pupils is adequately provided for in
the present school organization.  The purpose of their extra year
will, it is believed, be apparent to them. In view of the impact
of external examinations on secondary modern schools, they will be
in a position to ensure some measure of academic success Which in
turn would probably offer higher job prospects. Disciplinary
problems of this group are likely to be minimal, if students
conform to the attitude to general discipline, of examination
groups, at the present time.

The remainder, constitute the group whiéh will be most difficult
in the teachers eyes to cater for. It is a popularly held belief
among teachgrs that these pupils see little relevance in exam.,
courses and that most are not capable of attempting them. On the
other hand it could be argued that few have ever been given the
chance to try them. As one comprehensive school headmaster spelt
it out in an article about the "Waste of an Extra Year,"

"The great majority of fifteen year old leavers

know their teachers pretty well and they are fuliy
aware that most school curricula are such that there
is nothing.to be gained by staying on at school,
unless they are likely to take examinations; they
see thréugh the flimsy challenge of C.S.E. Grade 5.

. They have passed the open staff room door too often

not to have seen the staff tea cups being washed up

by the fourth year early leavers." L2.
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This tends to be looking at the situation from the pupil
viewpoint. The teaching staff are all too aware of the kind of
problems these pupils symbolize. A sizeable proportion are--
considered difficult in relation to school-disecipline.: Often
poor attenders; they fail to do homework regularly or conform to -
school standards or rules;, such as the wearing-of school uniferm..

According ﬁo the N.A.S. Report, these -are the children who
will present the real hard core,of resistance to another year of
school life. Ten per cent .of boys and seven per cent of girls
are estimated as exceptionally difficult discipline problems. ' -

Frightened teachers insist thét the 'problémsJ_associated with
these children are not confined to actual school énvironment, nor
are their numbers randomly distributed according to region.

This type of child-is thickest on-the ground they say in the North
and Midlands-and forms at least half the roll of schools in the
worst areas.hB' In reality then, what appears as ‘a relati§e1y v
manageable % nationally, represents quite large numbers of

"gum chewing, whistling, bored, bulky teenagers sitting on the

back seats of their classroom taking little notice of their teacher,
unabie to concentrate for more than a few minutes at a time," in
schools which are likely to be the oldest, least attractive, worst
equipp;d and have greatest instability of staff. L.

The Newsom committee concedes the special difficulties a
percentage. of the Rosla children are likely to present in relation
to school discipline. Although it would be dishonest to ignore
present problems of control already apparent among 3rd and Lith year
tB! and. "C' streamers, it is obviously going to be compounded
because of Rosla. It would be lacking in-foresight to imagine that
retaining any children involuntarily in school for. another year
will have no effect on their attitudes, behaviour and éerhaps more
imporfant other. children in the -school.

Methods of control within schools vary. They need not be
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rigidly authoritarian, maintained by physical sanctions. Often
children behave in a disciplined way because of a personal,
relationship between pupil and staff based on mutual respect.

"Ability to discipline has often been regarded as a major
qualification in the teaching profession. . Most teachers have an
age and ability range of pupils with whom they can work most -
happily and successfully. Outside that threshold they might prove
quite unsuccessful. Experience may widen the ability to contrel
classes but whereas a good teacher working with adequate facilities
can maintain good discipline without undue strain, the same teacher
may well be unable to obtain the same standard when he is frustrated
by unfavourable cenditions.

Tales about blackboard jungles are perhaps exaggerations, but
they certuinly offer food for thought to those teachers involved
in extended non-examination courses. The N.A.S., the most militant
of the teacher's unions is-probably a little nearer to the mark
when it says :-

"Tt's easy for educational theorists to talk

glibly from a safe distance of the benefits
to the pupil of Rosla, but it will not be
easy for the teachers who will be in the

front line of the battle," LS.

against what one teacher called the "Young Tigers'". L6.
Battie and jungle image is intentionally used to describe their
fears surrounding Rosla; far from being purely humorous it is a
genuine likelihood in the minds of many teachers.

Closely related to and often at the root of discipline problems
is-absenteeism. Both Newsom and Crowther recognized the extent of
this problem. Truancy tends to increase as the pupil grows older.
Those of the lowest ability have the worst record, particularly
girls. This is usually explained by the temptation to keep

daughters at home to cover all sorts of domestic problems.
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Absenteelsm iﬁcreases markedly in the lith year and Educational -
Wélfﬁre Officers or attendance officers frequently admit to
merely keeping the business within reasonable limits. ~ The
problems are endless, yet probably only the tip of the ice-berg
is seen and dealt with. There can be little ‘doubt that these
problems will be accentuated if umwilling pupils are forced to
remain in school until they are sixteen. Even in the most
progressive comprehensive schools where voluntary sﬁaying on
accounts for 70 - 80%, the rate of absenteeism among the duller
pupils is high and is not insignificant among children of higher
ability.- Some Newsom figures'in the following table reveal the

extent of the trend with 'A' stream pupils having a better

attendance record fhan'B' and 'C!' stream pupils.

Table 3 - 3
A Stream B Stream C Stream
Boys Girls Boys Girls | Boys Girls
Truancy 3% 5% 6% 73% 15% 18%
Total Absence] 1-2 wk 1-2 wk | 1-2 wk 2 wk | 2-3 wk 3 wk
3rd Yr.

Source Newsom Report H.M.S.O.

Truanting pupils have had enough of school and show their
dissatisfaction with it by staying away. When they do come to
school, the;r presence can upset a whole form and nullify the
teacher's efforts. _There appears to be a close link between
truancy and juvenile delinquency and even according to the most
optimistic forecasts it seems both will increase. It is also these
children who afe usually held responsible for vandalism within
schools. Feérs for the bright new glass palaces are very real.

If an increasing number of pupils are staying away from schools,

it is clear that they are not involved in their work. Doubts about
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the usefulness of new courses for the fifth year ha?é”led to much
discussion about new curricula and teaching methods.

. In the governmert circular 8/71 it is madé clear that if old
classroom attitudes and teaching methods-canhqt be changed in order
to make the pupil a partner in his own education, then the reformers
plans are doomed to failure. b7.

The major impediment to success in the extra year is the
external examination system in which the learning of half the school
population is not assessed. In the logic of both comprehensive
education and extended education for all, the early alienation
that follows exclusion from exams and fhe courses leading to -them
séems incongruous and inappropriate. It could bé that the futility
of exams for some children will lead to a reappraisal of secondary
educational aims, eventually influencing the development of the
whole system. It is not inconceivable that in the long run, a
more fundamental solution fof the schools, may lie in the deferment
of all major selective arrangements until the tertiary education
stage is reached.

At the moment, provision for the school leaver is ail too
often characterized by a confusion of aims, both vocational and
academic. Increasingly traditional British ideus are being
challenged to accept a technical bias in secondary education which
is particularly acceptable to the pupils. Unfortunately there is
a danger that teachers will feel themselves threatenea beéause
their beliers and practices are called into question.

A basic conrlict exists between stari ana pupils. For a long
time, pupils ideas of what they most want from education and
headmasters and ideologists' ideas have been widely divergent.

The former group tend to be dominated-by a vocational rationale,
while the latter group identifying with ideas of "learning for its

own sake", almost denigrate useful knowledge.
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New forms of examination are doing a lot to move towards
freedom and expression in secondary educatiion. ben-examination,
extended courses, in fields such as the hu;énities have been
formulated for children of lesser ability.. How far these courseés
will be régarded by the pupils as legitimate areas of study remains
to be seen. Under the shadow of compulsion, there have already
been numerous mirmurs regarding the practicality of courses which
tend to extol the academic and abhor the vocational education.
Unlike their.contemporary counterparts who wish to stay on, many
Rosla children see their chance of early advancement in practical
experience or apprenticeship slipping away, while simultaneously
no carrot of examination success entices them to better jobs.

Mach depends oﬁ whether local education authorities will
promote the development work suggested by the Schools Council- and
whether they will be sufficieﬁtly enlightened in their approach.to
experienced teachers to secure their support for the development
courses. That is the only sure basis for the new curricula: it
is no use depending solely on educational reéearch.

Doubts about the extra year revolve to a large extent, around
keeping pupils sufficiently interested in their courses not to
disrupt the running of the rest of the school. It has been
forecefully argued that even if the traditional restrictive
atmosphere can be maintained up to fifteen years of age, any
attempt to continue it for older age groups and to exclude pupils
from decisions about their -courses would be to EOurt disaster.

A review of the curriculum and attractive new buil&ings etc., will
not reconcile these students to an additional year of compulsory
education unless it meets their needs and retains their interest.

If there is no radical change in approach to these pupils it
may well be that the imminent extension of the school 1eavinglagé

may merely reinforce the educational prison - which may be little

more than a "vast, formal, educational machine grinding into

L8.

meaninglessness."
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With plenty of opportunity for discussion and planning over
Rosla, numerous possibilities for a revision and greater
integration of curricula, and more flexible approaches to
organization within schools have been- brought under scrutiny.
in considering the impact of Rosla, one must not be blinded to
the contemporary problems of lack of communication and under-
standing within the classroom. Even the most progressive courses
cannot overcome undetected barriers to interaction between teachers
and pupils. If what is being aimed for is a coherent educational
experience for all secondary pupils, it is little wonder that
Roda has thrown up a whole set of educational doubts not just
about the future but also in relation to the status quo.

Policies of compulsion are thus being implemented against
a background of qualified disapproval, poor resources and
inadequaté planning. For children who in any case find school
problematical the prospect of staying on an extra year in
conditions which, in some cases, threaten to be worse than they

have been used toalready, must be a bleak and frightening one.
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Chapter Four

The Problem of Control

In the néext few chapters I will be coencerhed basically with
problems of social control and the nature of a young person's
involvement both initially within school énd uléimately in the
world of work. The issues to which I have confined my study-
relate largely to thosé areas apparently -surrounded by the
severest doubts and fears. Imitially, turning to the problem of
contrd, I shall consider the roots of this problem'and-the methods
tgachers have used and are using to come to terms with it. blearLy
children are cdntrolled to'a lesser or greater degree in schools,
it is necessary to determine which sanctions prove the most
effective and what other means to impose order on the pupils are

at the disposal of staff.
As control is inextricably bound up with children's

involvement in school, I shall then try to see.why the less able
children seem to be the least involved. ILack of interest in

school, and achievement in the context of that particular social
structﬁre does seem to characterize this group: of significance
then, are the areas in which their involvement obviously lies.
Within which groups and activities is their satisfaction found?
This analysis of the pupils ability to be involved in any activities
leads to some consideration of the kind of life projects and life
interests open to these students, and their relationship or lack
of relationship with school pursuits.

School can be viewed largely as a prelude to onds working
life. In the cuase of academically successful children it is

possible to see how qualifications etc., achieved at school are

instrumental in securing particular career opportunities. The link
for less able children appears more tenuous. In trying to determine
the sort of life chances that these children have, it is probable
that a picture will emerge of the way in which a child's

occupational imagery is built up. As well as looking at the pull
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of the local labour market, the relative influences of family,
peer group,'social class, school and even the careers advisory

service must be estimated. Included in such a discussion will be i

some consideration of regional limitations relating to suech things

as the employment market and mobility patterns. _ _
It is often held that heredity and home environment are the ?
major influences on life chances, but it may be that this kind
of convenieﬁt explanatio# is in part a figmeqt of the imagihation_
The school obviously influenceé a child's dévelopment, but rareiy
questioned is the assumption that this influence is for the g&od.
Quality and extent of influence also goes unquestioned by those
many people Wﬂo feel that the school is a major rod of salvation.
If the institution's effectiveness is queried at all,lit_is the
pupils themselves who are blamed for any failure. |
Incréasingly, one can see more attention béing drawn to
curriculum change as a solution to problems of lack of interest

particularly in the extended year. Many reports have been produced

but the ideas they contain may not be congruent with the ideas of

the pupils, nor may the resources be available to implement them. '
"Controls on behaviour operate for all statuses and at both informal

and formal levels. They are built into the social structure like
stabilizers on an ocean liner".h9° As I have suggested in

Chapter III, Section 1, control is an historically significant-

concept in the development of the compulsory education syétem in

England. Controls can range from the trivial to the severe, from
the local to the societai. Séhqols provide the setting within
which the actions and reactions of both pupils and teachers can
be viewed through the rationale of control. Any discussions on
education, whether of its purposes or justifications, demands an
understanding of this problem, lack of consideration of it Would
be Utopian.

Frequently a teacher's ability to keep-discipline is the

criterion for both his emotional and professional status.
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The -inidignity of ‘a moisy; ‘rebellious cliss s & black mark;
remembered in'the staffroom for much iongef-fhéﬁ'ﬁédr academic
resulfs. ~There :i'.s"l:'Ltf;Z'Lé'‘m1o1.rid'<-:1;-,'‘l'ic.mr't.ev'er,'"1:’ha'1:-i)r'd"bler'ns'-o':E"-'""=
indiséiplipe.arisé. :EVen‘iﬁ a cluﬁ; ﬁhidh.ﬁeopié'ﬁaﬁé joined
Qoluntarily becaﬁse of éome common.interesf, tﬁere are qften acute
problems qf social cqntrol. Such problemé'aré 1ike1y‘to be_muéh
more acute in schoéls, to which recruitment is not voluntafy. .
An intensification of suéh issues is.likely to be one of the effeéts
of Rosla. As one pupil at Cavendish put it, in an essay he wrote
just before leaving school,

"ihen I leave school I will be very glad. fhey hask

us to stop on for exams but if you do not learn

enethink in the 10 year that you have beep there

you will not learn anithink in a nother year you

stay there.m"
With such attitudes prevalent the schools face a hard test, in an
area where problems have been "accentuated anyway by the accelerated
rate of social change, which has made it even more diffiecult for
the youﬁg to identify themselves with the values which it is the
business of schools and colleges to transmit"; 50.

Section 1 Why does the.probiem of control arise ?

Threat of disorder frequently brings forth use of social
control mechanisms, yet initially the issue at question is not
so much the means employed in_ achieving it, but just why the-
problem of ¢ontrol arises. This necessitates a look at
organizational-theory, applicable t0 schools as to many other

institutions.
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-Etzioni claims.that thé-central element of organizational
structure .is compliance. This characteristiec is universal,
existing in all social.units .and as such is a major element in
the - relationship between those who exercise power and those who
are subjeect to it. Thus, any discussion of control within schools
demands an awareness of the power basis that exists there.
According te Goldhamer and Shils, "a person may be said to have
power to the extent that he.influences the behaviour of others
in accordance with hisléwn intentions". 527 Intentions need not,
however, be specific to an'individual, they can be designed to
influence a person to follew a collectivity. It is into this
category that.schools fall, where teachers promoﬁe and eﬁforce the
rules of the institution as part of their contract.

If a person holds power, he has the means at his disposal to
manipulate those inferior in rank, through either reward or
deprivation. In essence a power position implies the subjection
of some other group to that power, so that, for instance, to
state that teachers have a power position implies the subordination
of pupils.

Etzioni perceives power to have three possible bases, it differs
acfording to the means employed to make the subjects comply.
Physicual or co-ercive power rests on the application or threat of
physical sanctions. These range from the influctiop of pain or
death, to the generation of frustration.

Material or remunerative power is based on control over
material resources and rewards through the allocation of salaries,
wages, fringe benefits, services etc., The thira basis for power
is symbolic or normative. It rests on the allocation ana
manipulation of symbolic rewurds and deprivations such as prestige
and acceptance into a group. In a sense the social type of
normative power becomes orgunizational power only when the

organization can iniluence the group's powers uas "when a Teacher

P
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uses the c¢lass climate to control a deviant’childw.

Most organizations: employ all three ‘kinds -of power but the
degree to which they rely on each differs from organization to
organizatioﬁ. A school is not an organization like a prison in
which coercien is the major form of social control, neither is.
it like an industry or business in which control is exercised
predominantly by economic sanctions and rewards. It's raison
d'etre is usually considered to be a transmission of what a
community values, normative power here seems most appropriate.
However, a school can approximate to a prison and the rat race in
a society could distort the organization of a school to reflect it.

The major reason for power specialization seems to be that
when two kinds of power are emphasized at the same time over the
same subject group they tend to have a neutralizing effect.
Applying force, for example, usually creates such a high degree
of alienation that it becomes impossible to apply normative power
successfully. By using corporal punishment on one occasion a
‘teacher is likely to find little response to a moral appeal at a
later time. This is why custodial measures are largely considered
detrimental to therapy in mental hospitals and why teachers in
progressive schools tend to oppose corporal punishment.

Response to the application of power may be positive or
negative, one of commitment or alienatibn, dependent on the .degree
of power applied and its 'legitimacy' in the eye of the 'victim!'.
Etzioni'evolved én imaginary 'involvement continuum' which
demonstrates ‘levels of response to the application of power.

It also suggests examples of groups likely to make particular
responses to the application of power. This 'involvement continuum!

can be set out as follows
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Involvement Continuum

Moral for Calculative - Alternative
high levels mild zones for high
+ve levels of commit- covering low levels of -ve levels
&— of —— ment e.g. intensity - alienation of —»
involve- parishioners involvement e.g.prisoners involve-
ment in church, +ve or -ve war. ment

devoted party e.g. part-
members. time

. employee.

Thus it can be seen that parishioners are likely to be wholly
or morally committed to their church, their values are consistent
with those of the leadership, therefore consensus is likely to
be obtained by the application of normative power.

Ezioni combined the three types of power with the three kinds
of involvement to produce a typology of compliance relations,
whiéh should prove useful in assessing why there is a problem of
contrd, particularly amongst the "least able children" in schools.

"Although ideally speaking, children should come

to school eager to be initiated into the

mysteries of civilization, in fact many of them

do not." SL.
In fact a majority of them are all too aware of the compulsory
aspect of their presence, so much so that even the most inspiring
teacher sometimes will come across pupils unwilling to submit to
the discipline of the learning situation. Using Etzioni's model,
it is possible to show how threats of disorder and lack of
involvement within the classroom will elicit responses on the
part.of the teachers according to both the type of school and
the relative position of the pupiis in its hierarchy.

Within a Gfammar School, for instance, the kind of sanctions

55.

applied are likely to be either normative or remunerative.
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This is because children in Grammar Schools are more frequently

motivated to academic success, having received a modicum of this
through eleven plus selection procedures. These pupils tend to

be exam oriented. By withdrawal of free time and the right to
proceed on to a particular examination course, the teacher is -
powerfully placed to limit the academic achievements and hence

the occupational opportunities of his studenté. Good reports, .
bonus marks, quizzes etec., could also be viewed as fringe benefits
which the teacher is in a position to allocate. The child's
attitude is likely to be calculative, academic success is
considered sufficient incentive to behave in the required manmer.

In some cases, in Grammar Schools, particularly in the junior
years normative power is also effectively manipulated. This,
"however, ﬁre-supposes a high level of commitment or motivation.
The task is basically to get the pupils to identify themselves
with the aims of the school, to share the ‘teacher's concern for
what is being handed on.

This kind of identification will probably occur most
frequently in schools with long academic tradiﬁions, good
facilities and interesting and enthusiastic staff. . These
conditions, in the past, tended to prevail, only in the Grammar
Schools where the middle class theme of deferred gratification
was firmly established, the road %o aca&emic success being
paved with formal qualifications and loyalty and dedication to
the school. Traditions are frequently strengthened by rituals,
school hymns, speech days, endowed prizes and scholarships all -
serve to emphasize that pupils ére part of a greate£ on-going
whole. Distinetive school uniform, fierce inter-school sporting
rivalry, number of university places achieved are all means to
increase the level 6f involvement in school and hence alleviate

the problem of control.
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In the case of secondary modern schools,. the carrot of, -
examination success is less appropriate. Acgdepic_traditions .
are frequently absent from schools which in many cases are the
descendants of tPe old elementary schools.. Even the physical.
environment of these schools allitoo often does. little to promote
identification with the school itself,-let.alone with any great
British academip tradition. It_is in schools such as this,
particularly those situated in densely populated urban
communities that extreme problems of control arise, and thus
may well lead to an emphasis on physical sanctions and an on-going
conflict situation.

There are exceptions, however, to every rule.. Even Grammar
Schools have their "problem children" and unpleasant incidents.
Similarly with the introduction of external examinations into
secondary modern schools, some puplls exhibit a high.degree of
positive involvement there. In other words, although power
specialization does exist, there is a cqnsiderable overlap
potential. Bearing this overlap . in mind Table L - 1 suggests
a typology of relations on the basis of Etzoni's model which will
be more specific to schools.

Table I, - 1 A Typology of Compliance Relations within Schools

Kinds of Invoivement
Kinds of Power Moral Calculative Alienative
1l (Child

Normative - 2 3

: Centred
Remunerative L 5 Exam 6

Oriented

Coercive. . 7. 8 . . 9 Custodial .

Cases one and five implying.a +ve level of commitment, .are

most likely to occur in grammar schools, or the upper streams of

comprehensive schools, but not exclusively so, whereas case nine
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is a much more usual occurrence in the kind of comtrol structure
and ievel of involvement apparent in secondary modern schools.
Non congruent cases such as 3, L or 8 (Table L4 - 1) are more
rare because organizations are under pressure té be effective.

An organization will be ineffective if for example it seeks
to use normative power and symbolic rewards in a situation when
its mémbers are highly alienated.

In summary, it is clear that the school like any other
organization has pfoblems of control. The way in which an
individual school deals with these problems is not purely
dependent on the particular ideology of the headmaster, rather
it relates to the type of school, the immedia te environment and
even the courses offered with their important relationship to
occupational life chances.

Section 2 How are children controlled in schools ?

To work successfully as a control mechanism in wider society,
a school has to achieve a measure of success in controlling
children within the confines of the institution. A number of
measures are employed to ensure a degree of consensus in schools,
however, a minority of children never come to terms with the norms
of the school énd exist in a perpetual state of conflict. At best
the relationshib between such children and their teachers can be
described as truce rather than harmonious.sé'

The nature of the truce and consequent educational experience
of pupils, is in many cases a function of the authority of the
teacher. A teacher in a school, is in a position where he has
to lead. Similarly the pupil is surrounded by constraints
defining his position as subordinate. In each case the distribution
of power has been decided outside his control, e.g. the teacher is
put in authority to perform a certain task for the community and

to maintain social control in the school while he is doing it.
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This distribution of power .therefore, is backed by all the external
forceés of the edutation system and is sunctioned by law and morality.

In the majority of schools, pupils tend to have absorbed
sufticient traditional norms, by ‘the time théy reach seconaury
school, that the authority of teachers is acceptea in some measure.
Even the most inaaequate Teacher manages to retain some element
or control. As Shipman puts it "the pupils are at least
contained within the classroom and even the -toughest gang will
hesitate to stage a walk out", 57

A measure of order, however, is often insufficient for a
teacher to accomplish his professional task of transmitting certain
knowledge and beliefs to his students. - A1l too often the necessity
of preserving conditions of order, assumes immense proportions for_
the teacher. Two extreme_fates await him. ZEither he emerges from
the fray as the traditionally forbidding figure who "subjugates his
charges_by agressive orders and coercive techniqugs like a prison
warder or an army sergeant', 58. or he becomes a bénign_child
minder who by constantly appealing to the interests of the children
has identified himself with the attitudes of a éonsumer orientated
society. Whether the techniques of the supermarket or those of the
prison are employed, the effects are the same -~ a dimimution in the
chances of success as regards "educating" students to thé
satisfaction of séciety in general, and the tea&her in particular.

In summary, individwual authority is fhen an impprtant element
in the social control of the school. _Emphasis on individual
authority on the other hand allows for inéonsistency within the
system,'a fapt which Partridge clearly demonstrates in his
assessmen# of discipline in Middle School.

"What seems to happen is that the boys do not

come to assqciaﬁe a particulaf type of peqalt&

with a particular crime, but with a particﬁlar

teacher. So the idea creeps in that if you do
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this with Mr. Y. you will get awayfwith it;
“‘but you will not if you do the saﬁeuthing

with Mr. X. Mr. P. and Mr. Z. may be looked

upon as absolute 'bastards', but Messrs. Q.

59.

and R. as a couple of 'softies'."

Control, however, is by no means entirely‘a function of
individual teacher authority. Teachers use a variety of incgntives
and deterrents to motivate their classes ranging from the granting
of privileges to demotion. Highfield and Pinsent in a survey on
rewards and punishments in schools recorded the frequency with
which various incentives were used on difficult children. _The
sample was drawn from children of all ages in all types of school.
The results can be seen in Table L - 2 and reveal that few of the
incenti;es used were other than symbolic rewards. The order varied
slightly according to sex.

Table L - 2 The Frequency of use of incentives to motivate 60.

boys to study

Type of Incentive | Rank order of use
Apprgciation - 1
Good marks for written work 2
Interest 3
Public praise L
Success in test 5
Class treat 6
Good marks for team .7
Made monitor 8
Leadership 9
Good report to parents ' 10
Maferial_reward 11
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Table I = 3 - The Frequency of use of incentives to motivate - 61.

‘girls to study

Tyﬁé of Inéentiﬁe.- ' Rank o;der of use
Appreciation - o - 1
Good marks for written work . 2
Public praise 3
Interest L
Success in test 5
Class treat 6
Good marks for team 7
Made monitor 8
Leadership 2
Good report to parents _ 10
Material reward 11 -

Appreciation, public praise, class treats are high on both lists,
yet they motivate only because the children wvalue the school.
Similarly good marks for written work, interesting work and success

in tests all play a major part, yet rely on identification with the

school and theracademic ends it serves, to inculcate motivation.
Material rewards lack entirely this normative element and'it is
perhaps significant that these are the form of incentive least
usedf

The above tables (Table L -~ 2 and Table L - 3) demonstrated

the positive means at a teacher's disposal to get a class to work.

Negative means or deterrents are also used and Highfield and Pinsent
similarly ranked the frequency of application of these. For boys,

the results can be seen in Table L - L.
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Table L - 4 The Frequency of application of deterrents in

order to achieve social order amongst male pupils.

Typé,of deferrent .| Rank- order of ﬁ;e'
Urged to make effort 1
Reprimanded 2
Under constant vigilance 3
Warned of punishment L
Deprived of marks/Given bad

marks 5
Isolated 6
Givén detention 7
Deprived of privilege or treat 8
Slight corporal punishment 9
Sent to higher authority 10%
More severe corporal punishment 10

Reported to parents 12

Here again, the importance of normative control is demonstrated.
Teachers rely on ticking off,-close supervision, isolation from
friends rather than actual physical sanctions. Because the |
deterrents most frequently used are symbolic, when physical
punishments are used the effect is to single out the recipient
as something diff;reﬁt, usually as a particular problem.
Alienation which follows such punishment will reinforce the
exclusion of the pupil from the culture of the school.@f particular
interest to the present investigation is that although physical
sanction méy in practice be a last fesort .. 1t 1s likely to be
applied frequently to those children who have not accepted the
norms of the school. What in tact happens among these children

most subject to physical punishment, is a reversal of norms.

When a teacher gets angry, an enthusiastic junior school child

62.
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is liable to reel really hurt, the most probable reaction of the
seconﬁary school leaver, confronted with the same situation is to
see it as funny. The usual response of the teacher is to fall
back on coercion.

Clear goals and procedure which normally ensure order in
school are threatened, as is the whole basis of school life.

The dormant threat of force within the substance of normative
controls sud&enlg becomes essential for the restoration or oraer.
"Force is employed, the cane being more efrective than smacking
wnich in turn has & more lusting effect than aetention.
Superficially at least the status quo is restored, however, instead
of é consensus model, a conflict model would be more appliéable

in the classroom or schnool, with pupils and staft dividing into
opposing camps.

The mzjority of pupils «nd stafr ére liable to be found on
one side, while the 'C' streamers wure mostly ©o be iound in vthe
camp opposing school values. The vast majority of this latter
group are likely to be 'less able! or 'less adapted'! children.
'C' stream children are in that stream precisely because of
past failure to make adequate progress at school. The stereotype
of these pupils, in the staffroom as I pointed out in Chapter One
is that they are most inattentive, have pronoénced anti-social
tendencies and low I.Q. scores. It is for these pupils that the
staff as a whole have least sympatﬁy and intergst, because these
are the very children who challenge the authority of the teacher
énd present the most serious threat to the order and discipline
of thg whole school. C(learly lack of involvement in school
coincides with lack of academic success.

It is one of the inevitabilities of the British education
system, with its emphasis on selection, that it offers only

scarce rewards to the able few., With teacher - pupil ratios of

1 : 30 or 4O, the dull and slow are often sacrificed in the quest
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for academic or afhletic success. By the nature of thé'systgm
teachers cannot arrange for all to succeed, however they frequently
aggravate the situation by stressing goals which can be achieved
.only by a few.

Hostility may be articulated only among older pupils but its
origins lie in the early years of school life where children
starved of success, find compensation elsewhere, usually through
group membership.

Individuals, in fact, rarely adopt deviant roles in isolation.
Innovators and rebels become leaders of groups pressing for change,
opposing authority and resisting official influences. Teachers
usually attempt to control the situation bj working on the principle
of divide and rule - i.e. isolating trouble makers and splitting up
groups of friends. At this stage the giving of symbolic rewards
becomes increasingly irrelevant, as these too are rejected as part
of an alien system. An acceptance of such norms could well
necessitate a rejection of the values of the peer group or
reference group. This is unlikely to happen becauseé according
to Foss,

"For humans, the most powerful rewards and

punishments come from the particular group

with which one wants to be identified -

that is whose members one imitates; the
"group to which one wants to belong." 63.
Conflict anyhow increases as pupils get older and receive greater
support from hostile attitudes outside school. Partridge emphasizes
this trend in his analysis of 'Middle School'. He points out that
it

"is the same boys who are caned over and over

again both by the Headmaster and the ordinary

members of staff; many of these boys become
more difficult as they get older, and their
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behaviour deteriorates, so that a small
boy in 1.D will be a nuisance in his first
year, but he may well have become an absolute

. 6L

menance by the time he is in L.D."

Such a statement offers llttle encouragement to those Who w111

have to deal in 1973-7L Wlth children affected by Rosla. School
routine with its inevitable restriction of liberty becomes poles
apart from the world of leisure Which.is increasingly glamorized.

Initially staff may attempt to control pupils by breaking
their ranks, employing other children to carry the turaen of
control as form'monitors; school prefects etc., This is effective
only so long as students in the lower streams continue to accept
the norms of the schooi.. As they progress thrdﬁgh the school,
children become aware that certain privileges ere not coming their
way. 'It is at this stage that they withdraw co-operation. This
withdrawal, creates an imbalance with prefects for example, drawn
from senior forms tending to come almost exclusively from upper
streams.

The internal organization of class groups can also be useful,
streaming the most usual procedure, isolates the 'trouble makers!
into particular classes. The processes by which problem children
gravitate into C and D streams are exttemely important. In fact,
an appreciation of the ways in which difficult children come to
predominate in these lower streams is crucial to.any adequate
understanding of disciplinary problems, and is discussed in relation
to this partieular issue in the next chapter.~

In an attempt to maintain order in what are considered by
the stafi 'problem classes!, calculated measures are employed
ranging from ritual punishment to 'never leaving the class
unsupervised for any period of time'. Ritual punishment is intendeéa
to deter the ofrendefs or otherstrom repeeting the crime. It

might take the form of fetching the cane or detention book irom
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the headmaster's study. It frequently involves punishment in
public to make sure that the rest of the eclass are left in no
doubt about what will happen to them if they copy.the action.

Teachers play off boys against-éirls, or one row against
another to achieve discipline. In particﬁlar, in a school where
control is a major problem, staff express extreme measures of
solidarity to sustain their owm and each others authority.

In this section I have sought to give some examples of the
measures commonly taken in an effort to maintain peace within
schools. Little has been said about recourse to law, as whatever
the situation within school,teachers are anxious to find a solution
which avoids the potential criminal escalation so often associated

with juvenile offenders sent away to reform school or just put on

65.

probation.
Issues of control clearly are central to any discussion of
the effecté of Rosla.
Discipline is obviously a constant-headache to both those
staff who seek to achieve it and those pupils who are subject
to pressure to conform to it. Having already considered the
options available fo the teacher in attempﬁing to control his
pupils it is now necessary to look at the other side of the coin
and consider the responses elicited from pupils to the type of

control they are subject to in school.
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. Chapter Five.

Pupil Reaction : -

The reactions of the children can be considered in two areas.
In practice, these two do not involve distirictive processes,
rather they are actions closely interwoven into the fabric of the
pupils' response to control. Fifst, in general terms I will
attempt to demonstrate the methods used by children to'play-up
their teachers. From my own observation the purpose of this is
invariably to lessen both the influence and power of the teacher.
The second issue rewolves around the process by which the difficult
children become labelled and separated apart from the rest of the
school. This latter development is well dqcumented and although
theoretical issues surrounding streaming are discussed in a later
chapter, felevant here is the way in which this process can effect

the development of sub and anti-cultures within school.

Section 1 'Playing Up'

"The art of playing up in class is one that

has been practised for'generations, yet today

there is more of this SQrt of thing than would

have been tolerated years ago. The awkward boy
is.é case apart ..eee.. bﬁt there is a wide group
of boys who are not really delinquent or unpleasant,
who are always ready to join in any 'playing up!
sessions.” 6.

Playing-up is then, a traditional activity. It may perhaps
appear as of minor significance in relation to the problem of social
control within schools. TIts disruptive effect on a lesson, however,
can drive teachers, particular young .and inexperienced ones, to
distraction, thus ensuring that only a minimal amount of work is

done. Probably the ultimate effect of such'activity is unmotivated,

. unprepared teachers reconciled to achieving little with these unruly

classes other than a degree of order and discipline.
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In Chapter Four, Section 2 -it was made apparent that in any

school few rewards are available. In secondary modern schools,

for instancé, only a minority of.pupils can expect to. take G.C.E:
Motivation diminishes such that one could anticipate finding at

the back of any classroom, children merely putting in %ime.

Some will probably have_exp?rienced little achievement .or. attention
in all their ten years schooling. Having consolidated into groups
seeking satisfaction through informal activity, theylmobolise their
own power in an effort to oppose school policy and disrupt its
working. The attitude of such pupils can be summed up by a.
quotation from.the Newsom Report.

"We had the feeling that if they treated us

like children we'd behave like it." 67.
It is possible to concede the logie of this statement, certainly
the methods pupils employ tend from the teacher's point of view
to bear the stamp of childishness rather than malice.

Disruption tends to take the form of a series of minor
interruptions. Books are left behind, pencils and ballpoints
mislaid. In the days when they were used, nibs were frequently
broken, now pens are merely empty. A class will arrive late to
make sure that the duration of the lesson is as short as possible.

A teacher will commonl} find himself left with only twenty five
minutes in.which to teach and even this will often be punctuated

by a series of irrelevant questions each jﬁst sensiblé enough to
require answering. Pupils become very good at recognizing a
teacher's threshold 6f anger, thgy'will push as far as they dare
but retreat quickly. Thus a teacher can be continually on the_
brink of making an issﬁe, but nothing is sufficiently serious by
itself. _The silence of work marred by nudging, leughing and remarks
just loud enough to be.heard, is a constant reminder to the veacher
that although on major issugs the pupils can be iorced tq conform,

the teacher does not in fact nold all tne trump caras, In this
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Way a teacher's authority can be continually undermined.
Webb in his study of schools in ‘'slum ‘areas déscribes it- as
a Tunning war against the teachers' standards, but the battle on-
the whole teﬁdé to be one of friendly combat. A teacher becomes
adept not only at ignoring some bad behaviour but also at not
seeing 4t. As Webb clearly indicates
"the hostility is so mild that it needs inverted
commas. An example would be a teacher trying to
make a class get on with a given task. They play
him up by exaggerating the bluntness or breaking
_ the points of their pencils, or 16sing rubbers, or
complaining loudly that they cannot see the black-
board, no matter where he stations 'it. ‘With
firmness, and not without humour, he overcomes
their irrepressibility. Here the 'hostility' is
like that between two football teams playing a-
really friendly match - on both sides there is

an element of play for play's sake.! '

Tn this situation both staff and pupils share common definitions
of the"cpnflict situation. After an initial jockeyiﬁg fér position
a conpromise is reached,-in which the pupils consistently.feel
they are getting some of their own back on the edﬁcation sysfem
which demands their attendance. |

Playing-up is one Wéy in which a child can reinforce his owm
self'-evaluation, éetfing away from the identity of failure which
is a major characteristic of his association with school. By
registering hié protest in the form of drumming his fingers,
tapping his feet or taiking, the pupil may alsd.enhance his
position in the peer group.

Section 2 . The development of sub-cultures

In Chapter Four, Section 2 the conclusion was reached that

many'C' stream children have become alienated from the norms and
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values of their schools. Alienation may be the pupil's
response to.coercion, or-the result of a realisation that they
have little té gain from a system geared to fulfilling'the:
requirements of an elitist society.

In theory, the culture of a school consists of common values
shared by.staff and pﬁpils. "A school, however, stresses selected
values. It excludes the ugly and evil, coencentrating on the good
and beautiful, yet rarely do such predominate in the institution.
Not only does each class and group mithin the classes develop its
own values, but there is a division between the official values )
and those held informally. Morals, manners and taste can be
derided as well as copied and certainly teachers who inadvertently
overhear pupils talking soon realise. the gap between the ideal
and the reality.

Children are in a positionsto resist the influeﬁce of the
school if supported by groups inside school. The experience of

pupils outside the school can also reinforce them in opposition to

its values. Symbols connected with the scﬁool are given new
meanings far removed from those intended by the staff. Frequently
school songs are parodied and the authority of some senior master
undermined by the skilful use of mimicry.

In all organizations there are informal groups which form

to satisfy individual need for security and friendship. The norms
of these groups not only tend to run counter to official policy,
but are all the more powerful because obedience to them is the
price of inclusion. The result, then, of alienation of any scale
is to create dissident, disinterested groups Who will try to soften
or undermine the coercion. Every attempt to stop mishehaviour by
penalties, reinforces both alienation and the ties among the group
punished. Séon little or no interest is generated towards work.
The group becomes a clique, supporting each other against the

will of the staff.
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In fact "when a teacher first meets an established class
there are already leaders and led, sages and fools, comics and

butts. There are already norms- governing work, play and relations
with teachers®. 69. Within the sub-groups there are ways of
enforcing these norms through the withdrawal or giving of friendship
or prestige, threats even violence within the informal group.

At one extreme such a group can dominate the whole tone of the
school if norms are reversed so that bullying, vandalism etc., are
applauded. TWhile staff may keep up a facade. of work, relations
are controlled by informal leaders. This is an extreme case,
only rarely would those in authority defer to the effective
leader of a group:. In ordinary circumstances the formal
relationship is preserved and a state of tension and dissatisfaction
predominates. Similarly groups of childrén do not only oppose
the staff, but can dislike each other. At its worst this can

develop among adolescents, into a protection racket, whereby

a physically powerful group dominates and exploits the rest.

These various possibilities have naturally elicited anxious

responses from teachers and educationalists. David Hargreaves in
his study of Lumley Secondary Modern School, has made a valuable

contribution to the understanding of many of the problems associated

with 'reluctant learners!'.

Hargreaves emphasized the presence of two subcultures in
Lumley, the academic and the delinquescent. By delinquescent

sub-cultures, he was déscribing those groups negatively orieﬁtated
to school, in the direction of delinquent values, though not
synonymous with delinquency.

'Hargéeaves presents an ideal typical model of the school.
Figure 5 - 1 reveals the dominant values of the 'A' and 'B!
streams as academic, whereas the values in the 'C' and 'D' forms

are predominantly delinquescent (academic values having become

deviant). In each form there will be a minority who subscribe
to those values considered deviant by the majority. In the case

of the 'D' stream however, this group will be extremely small and
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as Hargréave'é'diagramisuggesté, the 'A' and 'D' stresms will

tend to be poles apart by the time the

Figure 5 - 1- To démonstrate the dominant values associated 70.

with particular streams

ACADEMIC

LC LD

DELINQUESCENT
.

year group reach their fourth years of secondary education.

Iike Lacey, in his study of Hightown Grammar School,
Hargreaves shows the process of subcultural differentiation as
£aking place over a number of years. In the second year, in
particular, children in the low streams are deprived of status.

In secondary ﬁodern schools this is more distressing because
children are labelled as double failures, by their lack of ability
or motivation to obtain entry firstly to!é Grammar School and
secondly to a high stream in a secondary modern school. Mixed -
ability grouping in the first year merely postpones the inevitable
differentiation on academic lines.

These 'double failures' are then, subject to status frustration,
a sense which does not enable them to gain any sense of equality of
worth in the eyes éf their school. Furthermore, their occupational
aspirations for their future lives are reduced in scope and this
has the effect of further devaluing the individual. The allocation
aﬁd attitudes of teachers reinforce this devalﬁaﬁion by stressing
the limits df a low stream, which does not allow for external
examinations. HargreaVes-points out that often teachers increase

the divergence between the upper and lower streams, by reducing

the pressure-exerted on low stream boys towards academic goals.
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Alienated boys merely respond by coming up to the expectatidns of
their teachers. This tendency for people to settle into the status
which they hHave been allocated lies at the basis of objections to
streaming and the whole selection norm in the British education
system. Teachers' decisions are always justified because the
process is largely a self fulfilling prophecy when children take
on the attitudes and conseduently the performance of their new
group. Demoted pﬁpils, who obviously at some stage have revealed
some academic potential are unlikely to strive towards academic
goals, as the new sub-culture in which they find themselves, will
merely confirm and reinforce the delinquescent attitudes which led
to demotion.

C and D streamers constantly reject the pupil role, replacing
it with an autonomous peer culture. Roles are redefined in terms
of the world cutside school. Pupils anticipate their adult roles,
exhibiting behaviour which they feel symbolizes adult status.
Activities include smoking, drinking and ih some ¢ases,.it becomes
mainly to do the law down. Pupils have in the earlier stages of
their education been subject to conflicting demands. By the Lth
year the choice is usually clear, it involves a rejection of school
values or a rejection of standing with friends. Thus, for instance,
a pupil who appears to be friendly towards a teacher is subject to
ridicule as, "the values of the backstage culture come to insist
on group solidarity against 'them', just as 'they' present a -
united front from the staffroom“.~? *

Self-esteem has become a collective product of the sub-
culture. The larger the school, the.larger the chain of command -
from headmaster to pupil, the more opportunities there are tor
informal-cenﬁ?es of power to become autonomous. It is worth
noting that in the whole period of my investigation in both schools,
no child in the classes I studied ever.saw the headmistress unless

he Was.in trouble of an exitreme kind. - Chilaren from low streams
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come to terhs with the school- eulture through the§eTin£prma;
groups. Wbrking class -children in. particular, know. the feeling
of being simultaneously exposed to middle class values and
deprived of status in those terms. Children tend to opt out of
work when they cannot see any uséful or tangible reward for their
labours. Opting out may mean passive withdrawal, playing. up,, or
staying away from school. In the context of the Sunderland
schools I studied, all three responses were apparent in what was.
virtually the ninth stream down.

" ‘Thus it-can be 'seen that the pupils' reactions are to band
together to form a common block in face of the enemy. Full scale
confrontation rareiy takes place, pupils content themselves with
"gueriila warfare" and the odd open skirmish. Their most positive
move is usually to withdraw co-operation either through non-

attendance at school or lack of attentiveness within classes.
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Chapter 8ix

If they could choose

In the first five chapters I have attempted to give a broad
and to some extent theoretical account of issues surrouhding Rosla.
I have concentrated largely on issues of contrel and involvement
in schools, revealing disenchantment amongst both staff and pupils.
I have highlighted the fears of teachers in relation to Rosla,
and the disappointment of many who have fought to retain the
principle of voluntary 'staying on' to sixteen. Possible pupil
reaction has also been documented. It is now necessary to move
away from theoretical and hypothetical accounts and in turn focus
the study on the two schools in which I carried out my.own
intensive investigations.

Inevitably much of this chapter involves an element of
subjectivity; it draws its material from my personal observations
and assessments made through countless informal conversations
and some more structured interviews. To exclude its contribution
would be to deny all validity t6 the non-scientific, the human
aspects of research.’ It is essential that to understand the
problems of Rosla one must in some way become aware of the
atmosphere or tone of the school which the 'early leavers!
experience. I shall attempt tp paint a fairly accurate picture
of the main bones of contention which plague the pupils, and their
more usual attitudesland responses. .

Throughout my investigation I was constantly aware of the
existence of an invisible barrier between 'us' and 'them'.

I found myself in the position of 'misfit' swinging on a pendulum,
one minute being identified with the staff, the next with the
puplls. Apart from the constant value conflict fhis presented

me with, i felt that my role in many ways facilitated my task,

allowing me a good deal of latitude in pin-pointing such things

as contentious rules and perennial grumbles.
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In discussing the above, T shall attempt to give concrete
examples of pupils"léck of involvement in the school culture.
Simultaneously I should like to consider the -extent to which, if
at all, the tentacles of school encroach on the private life_bf
pupils.

Section 1 "Running Sores"

In any institution requiring a degree of discipline and
predictability of action, some system of miles is likely to
exist. If these rules are accepted by the majority as necessary
and valid, they usuaily operate relatively smoothly, causing
friction only when the status quo changes. In the case of the
scﬁools I studied, however, there appeared at all times to be
less 'consensus' and more a 'constant battle'! on issues relating
" to school rules and their attempted implementation.

In my own opinion the school rules (with one or two exceptions)
seemed in many cases to be reasonable and formulated -for the safety
of pupils. They were, however, rarely explained to pupils by’
staff and this lack of explanation possibly constituted one of
the roots of the conflict. Conflict there most certainly was,
largely relating to a number of rules which constituted the
constant thorns in tvhe pupils' flesh. These -centred round school
uniform, hair length, chewing and what was considered 'petty
discipline' in schools. Whatever the reason for lack of
co-operation amongst pupils, whetner it be misunderstanaing or
the runction or the rule, or aownright purposeiul aisregara or
it, in an attempt ©o revain inaividual liberty, rules were
'running sores' to tie early ieavers and were irequently referred
to by pupils in their essays. The following excerpts are typical

of the pupils! attitudes and antagonisms.
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- "T thinck the school riuls are stuped.
You get wrong for the least little thing
and another thing you cant chow Bubbly
gum in school they make you sick the way

they go on about things."

- "this school makes me sick with All its
childish rules, like having to have your
hair cut two a serten height and other

idious things.™"

- "T do not thing mush of some of the school:
rule like having to be in class 5 mimets
after the bell went becaus if you are late
you get you name took at the gaet I will be

glad to lever school."

- Mye have our own rules of which is not very
good you have to keep off the grass not to
run in the cofridors not to carry your
haversack on your shoulder in‘classrooms.
You have to keep on the left hand side of

the corridor.®

Throughout my investigations such statements were frequently
reiterated. Mény pupils felt that rules emphasized trivia;
'why on earth could one not eat an icecream in school uniform?!
Most failed to recognize safety elements in rules, which were
seen largelf as providing staff and prefects with amunition to
fire at these who were not members of the elite.

The 'biggeét grumble' by far related to school uniform.

Boys felt they looked silly in it, that the colours did not suit
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them aﬁd'ﬁhét"it merely emphasized their continued 'juvenile
status'.'"Thewgirls-feit'éven more badly, as‘'to them it threatened
their.'cﬁancéé with the lads'. They hated the regimentation of it
21l and could find no reason to justify staff decisions on length
of skirt, colour of stockings etc. It is easy to feel sympathy
for the adolescent girl with a life project dominated by thoughts
of early marriage, when she is told that only grey or fawn knee-
length socks are allowed and not 'white ones'. It is rigid
interpretations of rules which have led to pupii accusations that
teachers are living in 'cloud-cuckoo'! land if they think 'mums'
are going to buy some stockings for week-ends and special ones
for school. It is also the very 'unrelatedness' to working class
culture which stands out at such times. - The pupils' viewpoints
can be appreciated from the following statements.
- "The school uniform is a load of rubbish -why do

we get uniform for I éan nof thing of any resones

the teacher take a fit if you go the rong troue

on I would not ﬁind'if the school pay for the

uniform but they do not and that get on my wick."

- "I hate school because you can't wear troWsers to
- come to school with and you cant wear kitted tights,
you cant wear ring, you can only wear black or

brown shoes.”

- QThé schooi uniform should not be kept. This is

| because same parents cannot éfford to buy it:
and the pup'ils- do mot allways like it. T think
wé.éhould b; able to We;r what Wé iike-at school,

as long as it!'s decent.n"

It would of, course, ‘be -quite easy for teachers to dismiss .

such viewpoints on the grounds thut they come only from a minority.
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It is true to say, however, that this- "minority' is substantially
to be found in- less #ble children's' classrooms. - If Rosla-is
to..be successful ana increase, the involvement of tne.'early-:
leuvers' in the school's culture it uppears to be essential
that pupils opinioens be .allowed some "creaibllity, possibly
leaaing to aiscussion ana some element or .compromise. Arter zll,
és has been pointed out in Chapters L and 5, the success of
Rosla will stand or fall on the ability of staff to involve
their pupils. If constant battles rage on minor issues, the
major opportunities of the extension of the school leaving age’
may be lost. Further issues of involvement relating to
attendance.at schools are dealt with in the next section.

Section 2 "Why should I go?"

"If I hated school all together I would -not.come at all™,
wrote one of -the respondents to the survey, in assessing his
inte?est in school. This is by no means a statement of bravado:
staying away for long periods is the most extreme but most
definite way in which pupils can express their lack of involvement
in, and alienation from the school culture.

In antkipating problems associated wit h the extension of
the school leaving age, it has often been put forward thﬁt one
oflthe major worries will be actually getting the young people
to come to school and remain there. In the schools I studied
absenteeism was ﬁot considered to be a major problem, but a
closer look at the registers revealed some interesting information
on the foufth year leavers. Although the average attendance
was 81%, this figure though low, painted far too rosy a picture
of the situation. A minority proved to be extremely poor attenders,
one boy having achieved eighty three out of a possible two hundred
and forty nine attendances. This represents only a 33% attendance

and although this is unusually low, a 48% attendance was far from

uncommon.. The teachers at one of the schools freely admitted
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they could do little sbout it. They felt the courts did not
pull their weight and anyway with hiéh-étaff—pupil ratios-théy
were ofteén relieved to be without someé of the 'trouble makers'.
At this particular school there was a tenden¢y to try and control
the probiem through the use of sarcasm on the truant's return.
The effect, was usually to confirm alienation and often lead to
a further period ‘of absence. A couple of teacher's dealings
with truants, ran as follows

(s) '"Hellow son - what you doing here?"

" "Been bad"

"Haven't just been bad - béen wicked"

(b) "Hello - who's this - haven't seen you for a
long time (a few minutes later when the girl
is tryiﬁg to find her pen)....Yeu come béck
ﬁo school aqd you don't even come prepared to
work. (again a few mimutes later as the-
commotion coptinues)_
to me "That girls going to be.in negd of caré and
protection before long if she doesn't improve

her ways."

The teachers certainly did not feel they were 'picking' on these

pupils-in'anywayé they merely felt they had to draw attention

to the absence in the hope that this would dissuade other pupils

from_folloWing their example, though in;the latter case the |

teacher was more bitter than normal. Frequently truancy and

delinquency are associated by teachers as involving one and the

same kind of child and that probably accounts for the above outburst.
In extreme cases, then, children withdraw their labour - as

they 106k'upon it. A more -common way of"Showiné'dissatisfaction'

with the school is 'dolling off!, sliding away at some time

during the morning or -afternoon 'session-after registration.
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This is particularly easy te-do when changing over from one
teacher tq another. In interviews and disqugsions many pupils
admitted to 'dolling off' particularly for something specific_
like a football match at-Roker.Park.

Many of the girls were quick to distinguish 'dolling off!
from truancy. As one put it "I used to 'doll off' when I didn't
like lessons but I don't play truant!". One girl who had.in
fact been subject to a suspension from school for two weeks felt
very hard done by. She said she got caught every time she
'dolled off' but if she'd stayed away properly and played truant
she'd have got off more lightly.

Whether 'truanting or dolling off', both show a degree of
disenchanfment.with school which does not bode well for Rosla.
Only a minority is involved, but the lack of continuity it
brings to a situation makes even traditional teadhing methods
difficult let alone group projects and the like.

The majority showed their disaffection in the ways described
when considering 'playing up'. In the Sunderland classes there
was an air of inatte;tion from morning till night, filing nails,
combing hair, passing notes and perhsps less annoying bﬁt equally
as etfective in ruining a lesson, passive withdrawal, looking
ouv of the window etc., The chiludren were obviously not involvea
in sehool for, from their questionnaire responses and interviews,
it became clear that their minds were on the adult world of work
and leisure. Issues surrounding occupation are discussed in the
next Chapter, but their leisure interests have a contribution to
make to the description and understanding of the early leavers.

Section 3 Ieisure Activities

"On a nights I go out with my mates we will proberly
have a game of fottball and then go up this lad's

house where we carrie on. Friday nights we go to

the pitcurs we always go never mind -whats on about
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six of 'us go. Saturday the‘best'day of the
week I stop in the house and watch T.V.

I like very much watching sport."

This is a typical example of the kind of interests a Sunderland
boy will have outside school; his leisure is bound up with that
of his friends. The pattern is similar for the girls, particularly

on weekday evenings.

"On the night me and my friends walk round the
town or sometimes we go down the club and
listen to the records or go on the trampaleen
and sometimes we go to the Rink on a Tuesday

night.n

The following table demonstrates the most frequent leisure

activities of the young people in the éample.

Table 6 - 1 The ranking of leisure activites according

to pupil preference

Leisure Activity Preferred pastime according

to pupils - %

Go out with friends 6l
Watch T.V. 16
Go to Dances . 5

Go to the Cinema -

Walks ' 5
. Sport L

- Any other o 5
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As far as weekday act1v1t1es are concerned, they vary only

marglnally accordl g to sex Wlth ?3% of boys as opposed to 69% of girls
liking to go out with friends best of all. Often the activity

is purely walking about and hanging around coffee bars,

amusements etc.,

"My friends and me go for walks. On a Tuesday
night we go to the rink and dance and have fun.
Other nights we go to the fun fair spent our
money stand and talk. We it closers at 8 oclock
we go to someone house and listen to records or
watch the T.V. If we have no where to go we just
walk %rpund or if it rain or cold we have a early

night."

Frequently both boys and girls grumble that their mid-week
activities are limited by the fact that they have to be in by a

certain time, in order to be fresh for school.

- "when you are still at school it stop you from
going out with your friends and you got to be in

the house by a certain time."

Big differences, according to sex, are apparent in relation
to week-end leisure activities. Forty three per cent of boys
enjoy playing or.watching sport whereas only 16% of girls do.
Thirty five per cent of boys also enjoy watching television but
this is not nearly.so popular with ginds who by preference would
go to dances. The activities of girls, however, are often limited

at week-ends by demands made on them to babysit.

- "On the week-end me and my friend Babysit and if
we don't we Jjust walk round the town or go in

another friends house to watch the Television

or play records.
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Far from being regarded as a burden, -babysitting is accepted as
part of their role as maturing young women. 34% of girls are -
happy to be involved in it at week-erds. .
Rarely does school encroach on activities cutside itself.

The majority of leisure activites are peripheral to school
life providing few links on which to build a bridge of involve-
.mént between pupil and starr. Oné o; the schoois did- however,
run a successiul youth club auring the week ana this is perhaps
one, way of strengthening interest in the school ﬁy offering

something to the community outside the normal 9 - L hours.

- "school is good on Monday nights becuase there
are youth activitys on from 7.0 p.m. till 9.15 p,m.
I and -my friend take part in Judo and volley ball.

We meet people our own age and cart get into trouble."

Thus there is one bright spark on an otherwise. bleak scene,
where school is called names like concentration camp and prison
and is characterized by barriers rather than enthusiastic
involvement. A lot of these less able children do not seem to be
touched by the school which is if anything, subscribed to purely
as a necessary evil. Apathy is iés trademark and it may well
bring about the downfall of many Rosla schemes which demand the

ingredient of student involvement.
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Chapter Seven

o On the Threshold of Wbrk . _

Thg mein thrust of Chapters IV, V and VI reveéled that the

problem pf_control is intégrally b?ﬁnq ;p with involvgment.

The children 1east-interested.in school, therefore, causé thé

. most trouble. Although punishments may prove effecti%e in keeping
order, the& do not really get to the root of the problem. If.Rosla
is to be a success and the extra year anything more than a sham,
an extension of monotony and concomitant probléms of order, it is
gping-to be essential to interest this type of chila. Chapter V
Section 2 revealed the role of the peer group or sub-culture in
offering an alternatiﬁe set of values from the school. It is
attitudes determined by these values which play a significant role
for the adolescent suffering trom status frustration within the
school. Perhaps most important is the adolescent's identifiéation
with the adult world of work, reflected in his constant desire to
leave school and be out earning a living. -

Although an increasing number of children since the end of
the War have remained at ochool beyond the rinimum ieaving age,
this has not altered the fact thav the majority orf boys and girls,
now as in the past, leave school at the first oppo;tunity to do
so and start out to.work. A complex of factors ranging from the
informal influences of home environment to the selective proéesses
of educational procedures help to Shape these events. Alienation
from school perhaps accounts in part for the large degree of
enthusiasm the 'less able! pupils retain for the world of work.

In the Schools Council Enquiry !'Young School Leavers,72'
of interest is the information concerning differences in opinion
aﬁd attitudes between various groups of young people. One such
difference concerns the main purposes of education, dividing
early school leavers and their mrents on the one hand, from

teachers on the other. The divergence took the form of leavers
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Widely seeing education in férms of the provision of knowledge
and skills which would enable them éo gét the best jobs and
careers of which they wefe capable. Teachers; however, very
generaily rejected the achievement of vocational success as one
of the major objectives of education;

In this Chapter, I intend to consider the life projects and
interests which less able children develop. This necessitates
not only a brief look at the theoretical framework surrounding

occupational choice, but also involves an analysis of the

occupational imagery and aspirations of 'less able children!',
.and how realistic these are in the context of local occupational
opportunities.

In the case of the Sunderland school-children, it is essential

to determine their attitudes to work, whether, for instance, they
are geared purely instrumentally towards it. The relevance of

school and curricula can also be assessed particularly as they
relate to the development of occupatibnal imagery.. Finding a
job, is after all, a major step, a transitional phase in which
school, family and peer group, as well as bodies like the Careers
Advisory Service, all play u part. Obviously the pull of the
local labour market is strong with 55% of pupils leaving school
as early as possible in Sunderland, but one must question this

occurrence in a town where unemployment figures are high and socio-
economic life-chances low.

Section 1 Framework of Occupational Choice

In a society where inequalities are reiniorced and perpetuated
through the hierarchic world ot work, it is obvious that some
people must be prepared to till the semi-skilled amn unskillea
jobs. While it is positea thap our society is now a much more
open one, ama the class structure much less rigid; to suggest
that opportunities ror personal udvancement are availuble to
anyone is misleaaing. Last century children were brougnt up

aware ol thelr 'svatlion in lire', and wo be convent to rollow in
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the footsteps of their parents. This century the emphasis is
somewhat changed towards 1nd1v1dua1 advancement yet in practice
the changes 51nce then have not been as substantial as is
generally supposed, with many youngsters st111 contented to take
on the "dead end_qohs". of 1mportance, is the way in which the
early leavers,_come on the most part, to choose these apparently
less attractive occupations; exactly where have their job
aspirations been formulated and which_agents have helped in
their selection?

Social scientists have increasingly directed their attention
to 'mon-intellective' determinants of occupational and general
life aspirations. Determinantshave been sought amongst social,
cultural and motivational factors. Parsons, Kahl and others
have underlined the importance of social class niembership as a
major determinant of the occupational aspirations and achievement
of youth. 73. Other studies emphasize the.effects of cliques,
peer groups and related peer cultures, and their influences upon
the organization of adolescent attitudes, activities and
achievement. Very many sociologists have concentrated on the
effects of home environment, and an increasing number are
considering.the role of formal vocational guidance organizations.
Perhaps, on this whole issue, Michael Carter's thesis on
"Into Work" is as fair a representation of the role of the
family and other groups, as agents determining occupational
preference. Increasingly, however, a need has been seen for
some definite theory of occupational choice. Musgrave formulated
a deterministic one with its central focus on the economic
socialization of a child and the learning of occupational
stereotypes. He ultimately related the choice to the influence
of social class and other reference groups.

Box and Ford opposed Musgrave's consensus model which they

thought-ignored conflict in the process of occupational choice.
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Box-and Ford feel that there is alréady an implicit theory of
occupational choiceé which émphasizes a réﬁiohai reconciliation
of individual values and job expectations with the:reality of
the market situations. They make the assumption that an individual-
will seek to maximise self interest by finally choosing the
occupation where he perceives the highest probabiiity'of
obtaining employment in the highest ranked occupation. )

The above theories are not muﬁually exclusive, neither do
they reveal the entire picture. Other researcharslike Kitsuse
and Cicourel questioned this whole line of enquiry, seeking to
establish the 'school' as a major mechanism of social differentiation
with both allocative and selective functions. Hefé occupational
choice is seen as an educational decision making @ ocess.

Obviously a degree of confusion exists in this whole area of
occupational choice and this confusion is mirrored in the responses
I received from both teacher an& pupil alike during the course of
my investigations. The one certain thing the investigation revealed
in this area, was that the young people had very definite ideas
about their future aftter leaving school, wherever these msy have
been formulated. In the next section I shall try to establish
just what kind of 1ife projects and aspirations these fifteen
year old pupils had evolved on the verge of passing through the

transition from school to work.

Section 2 Life Projects and Interests of the 'Newsom' children

In this section I shall use thé label 'Newsom' to describe
the less able children, because that is the way in which they
were described in one of the Sunderland schools I studied. There
was no ' pretence not even a veil of disguise, 'L, Newsom' were the
dunces, the problem children, and were differentiated accordingly.
In earlier chapters it was establishéd that these children are the
least inyolved in school, yet clearly they do have other interests

and not all of these are likely to be channelled into unpfodudtive
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activity or -delinquency. 78. ‘After .discussions with many.of
these children, it soon became appareﬁt to me that their-
obsession-lay with the .adult world of work. -

Generally speaking, school tends to be viewed by the-Newsom.
grow ..of Cavendish School, solely as a stepping stone to a job.
If education becomes irrelevant at the secondary stage it is
because its relevance to future life.cannot be feadily discerned
or does not in fact exist. Few children, even the brightest
academic hopes crave intellectual understanding for its own sake.
Many want the certificate but not the learning; it is not
surprising theh, that children realising they have little to gain
from the system, divert their attention away from the acudemic
world of exuaminations and certificates towards more realistic life
projects. The sights of the Newsom cﬁildren are clearly focussed
on the future, a future whicn excites them in the face of the

. monotony of the classroom. As they approached the leuving uge,
pupils were very keen to talk of their plans. ay l§oking at
their comments one should guin some insight into their lifte
projects.

At both Cavendish ana Victoria school. sex Was an
important aifterentiuiting factor as Iar as interests were concernea .
Thé boys, on the whole, concentrated on their future occupational
life whereas many of the girls saw marriage as the most important
event on the horizon, though they also viewed work with some
enthusiasm.

It is possible to discern many simiiarities in the life
projects of these various children, for instance, in response to
a question whether they would move away from the area .in which
they lived, in order to get a job or go to cellege, more than
half said that they would not consider moving anyﬁhere. Quite a
large number in fact, indieated a preference for staying in the

particular area of Sunderland in which they had been brought up.
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Te stress further the limited horizons ef-these.children, one
need only add that of the sixty two who were prepared to consider
a move, over one third of these-‘would restrict their mobility to
the confines of the North East, in some cases County Durham alone.-
The life projects of both'girls and boys are rarely wildly
unrealistic, however, in mahy cases children who aim for
apprenticeship are happy to £ake anything that comes along up
to a point. Most boys did not aspire to further-educétion,they
recognized they were not 'overly bright' and at most hoped to
acquire a skill. Some of the boys refer to marriage as part of
their life project but not nearly so many as the girls. A cross-
section of ambitions should convey the situations of these
ehiIaren.' Their horizons are fairly limited yet they showlfew
signs of fear or doubts about security, most are just glad to be

moving on and siy so when descfibing their plans :- 79-

"T will be leaving séhool in three week's time

I am very glad because I have had four year's

of hard work. When I leave school I hope to be
a butcer but if I cant be a butcher I would be

a cabnet maker, I would like very much to be a
cabnet maker side all my mates at Ditchburns I
-have haé a look in Ditéhburn's and it looks very

interesting and exciting."

"when. I ieave schooles end hoap to get a good job
I will hope that it is nothing like.séhool. The
job I hope to get is a miners job to keep all the
mechine in good working order and I to be.able to
go to the bottom of the shaft and help them to

| put the coal into the wagones -and then geﬁ them out
of the pit."

A few ‘boys even from hN"aspire‘to-éppfenficeéhips,'énd Sometires

g \\
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through family contacts manage to get in, even though they lack
the official qualifications. One boy had already secured such a

position, much to his relief.

"y havé never really liked going to school very
much andII étill don't like it. When I leave
school I have got a good Jjob lined up for me
"as an aperntise joiner at Ferm near where I
liye this place is called Norsdrams builders,
I have always liked working with wood and with

my hands."

A large number of boys had considered the possibility of going
into the armed forces. There is a tradition of entering the
services in this area of high unemployment. Sometimes it is
viewed as a preference, frequently however, it is merely an
alternative to being out of work. Most who consider the services
at all, tend to think in terms of entering the army. Many have
definite plans to acquire a training there. A large number of
boys admitted to being impressed by the glossy pamphlets and
sophisticated advertisements of the recruitment centres. The
armed forces, provide in consequence, a safety net for a
poﬁentially weak employment market. As one boj describes his
plans,

"I have no regrets for what I have done when I

leave I know one placé where I can get a job.

The job I hunt for is the one I hope to get I

am going to go to college if possible for one

day a Week. If I can not get a job I am going

to go into the army for 3 yr. when I come out

I will just have to hope for the best.”
Another is more specific,

"T need some subjects for the job I want when I

leave school but the teachers are big heads some
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are anyway the treat youw as if you are like " .
" animals it is like a consentration camp when -

T leave school would like to join the navy as

s Cook or Chef. I think school ;as a Wwaste of

time and if you had a job to go ﬁo ybu should

be able to leave school when you are 13."

Some of the girls also include the armed services in their ambitions,
but much less frequently than.the boys, Again hatred of school,
tied to a desire to get a job is a repetitive theme. Most of the
girls in the groups I talked to had very similar ambitions,

usually focussing 6n getting a job at one of the local clothes

factories.

"When I leave school I am hopiﬁg to work at
Jacksons the tailors in Hendon road.l This is

a big factor& and there are two main jobs for
girls that is the machineiét and the pfessers.
Jacksons is one of the best places we go to aﬁd
there is a few people in our class Wﬁnting to
work at Jacksons. If I do get in Jackson I
would like to be on the press, if I do not get
in Jacksons I am going to Brian Mills or

Janet Frazer."

One or two girls aspire to shop work but factories are dominant
in the girls' thinking, who usually state as one of their reasons

for this ambition, the influence of a member of family or a friend.

"I am fourteen years of age and I leave school in
the summer. When I leave school I would like to
work at New Group through fencehouses my sister

June works there they make clothes and I know

some people that works through there."
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MWhen I .leave school I what a-good job to .
go- in a factory. .My mind has been on this .
since the 1 year sence. It is Heworths.

I what to go to because my friends are going
there and my friend sister gone they that now

my friend is going they."

Marriage is the other dominant theme, many want to get married - .
before they are twenty and often Wouldglike to live in Sunderland
for the rest of their life.

"Mihen T get married I would like to live in the.

East End and not very far away from where I

live now.n"

"T would like to be engage for two or three year
. before I get marriad and if I do get married I
would not be very far from my mother because I

like to go and visit them when I have spare time."

"T what to get married when I am 17. I would

like to stay in Sunderland to-life."

Most girls are realistic about their plans, few fantasize about

riches, they tend to associate that with snobbishness.

"When T am older I would like to get married and
settle down and if I have children I only want
two boy and a girl. TWhen I get married I don't
wan't to be posh and have a nice house I only
wan't a house that has all that you need and
that is nice and cosy. When I get married I

would like-a man ‘with a good job."

Few girls considered getting jobs away from home. In two cases
where they had thought about it, their mothers haa intervenea to

put a stop to such iaeas.



= 97 =
"T would like to hsve been 'a nurse but my
mamuSaid-thét I could not work away from
home."-
L Wantedlto be a kennel mai& but my méther
would not let mé live away from home until.
I am older, so I might fry later on when I

- am oldér."'

Thus it can be seen that althdugn.cnildren‘are not iﬁvolved.in
school, a similar inertia éoes not exist in réiation to their
Tuture life projects. The chilaren I falkea with seemea faur
from confusea in their aims. They were not aominatea by ideus
of enteriainment and leiswre, they merely wanted 10 De away itrom
the humbling experience of school and settled info the adult
world. As their essays demonstrate, at present the need for
education and the need to become adult tend to pull in opposing
directions.

Section 3 The Occupational Choices of the Sunderland

'early leavers'.

It has been suggested that the process of choosing an
occupation takes place in stages and often ends in compromise.
Entry into occupation is not merely a matter of the choice of
Just 'any old job'. Individpal abilities and ambitions have to
be considered against local opportunities. The meaning of a job
for each person can be part of the life project of that person,
or of the life history of the family and the school. Fantasies
regarding jobs usually become less fantastic as adolescence
apprqaches. The results of this research project indicate that
the working class child, who generally becomes aware of the
realities of adult life at an early age, tends to make realistic
choices, which take into account both ability, inte?est and the

social acceptability and availability of employment.

LT
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Job Aspirations

According to the pupils® questionnéire.responses, it is
appafent that they have largely made up their minds about the
type of jobs they want to do, before they leave school.

As Table 7 - 1l.demonstrates, their aspirations are fairly modest,
with 53% of the pupils questioné& aspiring to occupations
classified into socio-economic group five, according to the

Registrar General's Classification.

Table 7 - 1 Pupilst job -aspirations and their relationship

to parental membership group.*

Socio- Father's Pupil's
Economic Occupation Job Aspirations
Groups £ - %

1 - -

2 - -

3 2 2

b 31 L5
5 66 53

# Parental membefship group classified according.to father's
occupation.

Forty-five per cent hoped to 'gain jobs in group four, smd in fact
only two pupils had aspirations higher than these.

These kind of aspiratiohs.are consistent with the pupils!
own socio-econémic backgrounds, which are also indicated in
Table 7 - 1 and classified according to their fathers!'
occupations. In fact; as a group, it can be seen that these young
people have marginally higlier aspirations than one might éxpéct

considering their fathers' occupations,-in that 53%-only, aspire
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to jobs 'in Socio-economic group five, Wwhereas 66% come from
homes of that class. This implies .that Some children at léast
have hopes of a degree of upward social mobility.
‘A closer analysis of the extent to which social class affects

the levels of aspiration reveals that, contrary to expectations,

social class has only a marginal effect on aspirations in these

the lower levels of the occupational hierarchy. As Table 7 - 2
shows, somewhat surprisingly, the higher the class the more 1ikely

aspirations are to be depressed and sights lowered to jobs .

classified into a lower socio-economic group.

Table 7 - 2 The effect of one's social class membership

group on pupils' occupational aspirations.

Pﬁpils' Job Aspirations
Socio-
Economic 3 L 5
Groups % A %
P
u 1
P 3 - 335 665
i
1
5 |
M
e
m
> 4 - 45 55
r
s
"h
i
b
G
T 5 2 L5 52
o)
u
‘P
5 %*

#* Pupils! social class.membefship group classified by father's

occupation according to the Registrar General's Classification.
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Although -the majority of-Groub 5 are happy to stay im that group,
L7% reveal a higher level of aspiration. In comparison with this,
as far as group-h are concerned. 55% would be -happy to take a step
down. The results in relation to group 3 are even more startling
but because of the very small numbers involved, they must be
considered insignificant.

Sex appears to Have a striking influence on aspirations,
the majority of'girls being extremely happy to settle for unskilled
occupations. Table 7 - 3 demonstrates this fact, clearly showing

the low level of job aspirations among girls.

Taeble 7 - 3 The influence of sex on the level of Job dspirations
Socio- Boy's "’ Girl's
Economic Job Job
Groups Aspirations Aspirations
2 Z
3 L -
L 7k 22
5 22 77

The discrepancy between level of job aspiration for boys and girls
does not come as a surprise when one relates it to the life projects
described in Section 2 of this Chapter. The girls tend to regard

a job very much as part of a transitional phase between school

and marriage. This fact plus the availability of many unskilled
Jobs in local clothing factories is probably explanation enough

for this state of affairs. It does, however, often mean that:

girls take jobs inferior to their potential. One of the main
reasons for this is that a larger proportion of the early leavers
are girls. fn the case of this study, there are 57% girls and 43%

boys. According to the class teacher of one 'early leavers' form,
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iﬁhe girls always number amongst them, some pupils who could have
‘succeeded in higher academic groups, but who are’ forced to- pursue
a course unsuited to them because of their decision to leave early.
Thése girls come to accept the dominant values ot the rorm and
tend te underestimate their chances, setting their sights lower
than need be. It is also true to say that the school one attends
may crucially errect the development oI aspirations. Table 7 - 4
shows that a signiricantly nigher proportion ot children atv -
Victoria School (58%) aspire to jobs in socio-economic group U,
than those at Cavendish , where the proportion is only 33% a
difference of 25%. Presumably this discrepancy, between schools
drawing their pupils from similar socio-economic backgrounds: will
have something to do with the kind of advice and information given

by teachers.

Table 7 - L The influence of school on Job Aspirations
Socio- Job Aspirationms - - Job Aspirations
Economic of Pupils of Pupils
Groups ' Cavendish Victoria

3 - 2%
L 33% 58%
5 67% 39.5%

Although neither boys or girls have particularly high
aspirations as far as their careers are concerned, they have

very set ideas about the sort of jobs in which they would be happy.

Overall the most popular kind of job was one in which it was necessary

to be clever with ome's hands. Sixty per cent of the respondents

said they would be happy in that kind of occupation, and the next
most popular was factory work, which 58% of the group thoﬁght they
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would enjoy. Most unpopular overall were jobs necessitating
being good at arithmetic and ﬁorking in an office.- In the case
of the former, 71% did not think they would be.happy, the latter,
63%.

These figures do not, however, present a sufficiently
.accurate picture of the ideas of the early leavers. As one might
expect significant differences are apparent according to sex.

Most of the boys felt that they would be unhappy in either office
work or work with young.people, (83% and 78% respectively) |
whereas 76% of boys revealed a definite preference for working out
of doors, in jobs.whefe one often gets dirty. This attitude is
interesting in that.it'reflects a congruence between the preferences
of the boys for the only kind of jobs they are likely to be able

to get. It shows that fantasy is usually reconciled with the
reality of the employment market; boys believing that they could
not in fact be happy in those jobs which ability and qualifications
deny them.

A similar pattern is revealed in the girls' preferences.

By a long way most popular, is factory work with 75%-of the. girls
convinced they would be happy in.a factory job. Surprisingly not

so popular is shop work, although in conversation many of the girls
admitted a preference for shop work. An explanation of their
questionnaire‘response might well again be, that they have become
reconciled to factory work and other kinds of jobs have been
relegated to fantasy, shop assistant going the way of hairdressing
and nursing! Certainly a degree of realism on their own occupational
life chances seems 1o have influenced responses, and as one would
have expected outdpor jobs and dirty jobs come low on the popularity
rankings for girls. Girls also show a particular degree of dislike
for jobs involving facility in arithmetic, 80% of them felt they
could not be happy in such work. Thus it can be seen that although

occupational horizons are limited, occupational images and preferences
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are fairly clearly defined. Also quite 'well developed .are the
leavers' ideas of what they hope to 'gét out of work and what they
will value most about it.

In choosing any job there is a tendency to weigh its merits
according to particular criteria which might'well be termed
'occupational values'. It has frequently been thought that the
early leavers are anxious to leave school in order to get some
money in their pockets, that they apparently have little interest
in whether a job is stimulating or offers opportunities for
promotion or training. Certainly the early leavers do, to all
intents and purposes, seem to view the world of work purely
instrumentally. Table 7 - 5 demonstrates the importance that
the 'early leavers' attached to 'good pay' above all other cfiteria,

in chooéing a job.

Table 7 - 5 The Ranking of Occupational Values according to the

preference of the 'early leavers!'

Occupational Value regarded
Occupational Values 4s most important according
to pupils' choices.
3
Good Pay 62
Friendly People 11
Opportunities for Tfaining 8
Opportunities for Promotion ‘ 6
A steady sort of job 5.5
Chance to make decisions . 3
Varied Work 2
Near Home 1.5
| Chance to change job easily 0
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In fact:in fhree choices ailowéd,-to'déﬁefﬁiné ﬁﬁiéh are the

most important things‘in chooéiﬁg“a joﬁ, oﬁlj'lo%.of respondents'
did not refer at all to.’good pay'. Opportunities for training

or promotion were rarely mentiohed. Apart’ from igood ?ay'. |
friendly people and a job néar-home were most ¢onsistently referred
to. It would seem from this data, that immediafe‘gratification

is very much é dominant theme; in the thinking.of these adolescents
as thej move on from school to work, a theme freéuentiy reiterated

by these students in essays they wrote on 'Leaving School!.

- "1l When i finish school i would like to work

in a factory because you get £6."

- "But when you start work you bring money in and
when I start work the money. 11 get I will give

my mother about l pound and I will keep the rest

for my-self and I will buy my own clothers.m"

- "T am looking forward for to leave school and
getting a job and settling down having plenty

of money and enjoying myself."

- Mthen I leave school I am hoping of to work in
Jackson the tailor. I will be very pleased if
I get the job, My sister works there and she gets

good money."

- "T think factory work would -be the best job for me
and not only that, but you get good money in a

factory.n"

To earn money, very frequently, was the only reason offered for

leaving school early, and expressed quite directly, particularly.

by girls in relation to buying clothes etc.,
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Sex does not .seem.in fact to have any significant influence
on occupational values: Table'7 - é'reveals only marginal
differences, though it is of interest that girls value friendly
people at work much more than ‘the boys do, 16% as against ‘LZ.
Nine per cent less of the girls consider good pay as the main
criteria in-choosing a jobsthough a large ﬁajority of both sexes
consider it most important. |

Table 7 - 6 The influence of sex on the importance attached

to particular occupational values

Occ. Value : Occ. Value
Occupational Values regarded as regarded as

most important |most important

by Boys. by Girls.

3 %

Good Pay 67 58
Opportunities for Training 9 NE 8
Friendly People L 16
Opportunities for Promotion 7 5
Chance to make decisions L 3
Varied Work : 2 3
Steady Job 5 5
Chances to change job 0 0
Near Home . 2 : 1

Similarly social class background appears to have only a marginal
effect on occupational values, 62% of socio-economic group L,
rank 'good pay"as of paramount importance in choosing a job,

the percentage for socio-economic group 5 is 63%.
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As 'godd pay' is the most important cri#erion'fop qhoosing_
a particular job, it is not surprising that earning ones own
money is the experience anticipated with most gnthusiasm by the
early leavers, However, also of significance is the enthusiasm
directed towards actually having found a job and settled in to it.
Over 60% of the respondents in one of their two choices feel tbis
is an important factor. An explanation for this might well be a
fear of unemployment, which is locally very high. An indication
of the level of unemployment can be demonstrated by the fact that
2L% of these early leavers have fathgrs either unemplpyed or
permanently on sickness benetit.

Surprisingly, being independent ot ones parents is not
frequently stated as a reason for 1ooking forward to the W;rld
of work, though it was mentioned often enough in conversation
and essays, in conjunction with earning one's own 1iving; for

example :-

- "Mihen you start work you will have your own
money to spend you whont have to ask your muther
all the time you wont have to teil her where your
gaﬁg with who the time you had to be in where you

went to school.”

- "Then I will be working for my own money ana be able
to buy my own clothes and save up to get marriea.
- I will not have long holidays like we get at school
but I can go away with my frienas. But when I am at

school I cannot own money."

- . "dWhen you are still at school it stop you from going
out with your frienas una you got to be in the house

by a certvain time."

Generally speaking the world of iWork is anticiﬁated with much

enthusiasm, school suggests pupilage, work implies adulthood, the
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one demands financial dependencé on parénts, the other symbolises
earning money, nevertheless, there are somé aspects of school |
which the early leavers will miss, just as there are things they
do not look forward to about having a job. Given two choices of
aspects of work they least looked forward to, overall 6L4%
«acknowledged that they would miss their school friends and the -
lack of finding new friends constituted one of their biggest fears

about work.

- "When I leave school I want to work at Hepworths
or Jacksons the tailors, and I want to have good
friends, around me. I would like some one to go
to work with me, or someone to go up that way to get

on the bus with me."

- "T honestly wish I was left school only one thing I
dont want to leave for is I will miss my friends"......
"T am going to try my hardist to get a job besides

my freinds Carol and Julie.™”

- "When I leave school I hope that I get a job where
there are many Friends and I hope that I have not
to travel far and I hope that I get a job said

- somebody who I know so I can go to work with them."

Sixty per cent of the respondents also wished that they could
retain the longer holidays of school dayﬁ. A sizeable minority
(25%) did not look forward to having to travel some distance to
work, perhaps more significant however, is the fact that only 17%
showed any concern at having to learn new things at work. These
the 'reluctant leavers' in the context of school, obviously
expected to be more interested and involved in their new jobs,
and therefore happy to learn new things.

Having considered the occupationdl values. and aspirations

of the early leavers, it is crucial to ask a number of questions.
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in relation to this dgta, such as :- How long have the early
leavers wanted these jobs and what do they think their chances
are of getting them? How far would they be prepared to move te
secure such jobs, and possibly most important who has been
instrumental in hglping the young people to come to their decisions
about occupation. The latter will be discﬁSsed in a separate
section along with the role of the school in the process of
occupational choice.

Dealing first with the length of time they have wanted
these jobs, questionnaire responses shown in Table 7 - 7 indicate
that decisions tend frequently to be made during the last year
before leaving school. |

Table 7 - 7 The stages at which decisions relating to

éccupational choice were reached by the 'early leavers!'.

Decision Making Time Barly Leavers involved
J .
»

More than 3 years before |, 1

3 years before 10

| 2 years before 15.5
1 year before 30
less than 6 months before 30

Perhaps of more significance; is the differences that become
apparent when the above is related to level of job aspirations.

Of the 30% who had decided on their jobs within the last six
months, 72% aspired to jobs classified into socio-economic group
five, whereas of all those aspiring to occupations classified into
group four only 19% had made their decision within the last six

months. The same distinction is apparent among those who have



known what they wanted to do ‘for two years or more, 50% had made
their -minds up, who had aspirations towards a job of group four,
whereas only 30% had definitely made a decision as far as an '
occupation ranked in group five was concerned. K11 this tends
to reveal that the earlier onds decision is made regarding a-
choice of job, the higher the level of aspiration.

‘Sex appears to have only'a marginal iﬁfluence on ‘the decision
making process, girls making theirlminds up a little later than
boys, a fact consistent with the tendency of girls to have
lower job aspirations than boys. Table 7 - 8 demonstrates this,
with L8.5% boys as opposed to 42% girls having decided upon a

pafticular job at least two years before leaving school.

.Table 7 -8 The influence of sex on the stage at which a decision

relating to future occupation is reached.

Decision Making Time Boys involved Girls involved
- % 4

More than 3 yrs before 16 | 13

3 yrs before 13.5 9

2 yrs before 19 20

1 yr before 27 29

Less than 6 months before| 2L | 29

As far as an individuals chances of getting a particular job
are concerﬁed, it is worth repeating that although both interviews
and group discussions with the least able children, revealed
incredible ignorance about careers in general, they clearly
showed a down to earth realism about their own particular prospects.

Aspirations are certainly low, but the chances of getting a job

are assessed as quite high by the respondents. Twenty.one per
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.cent thought they had a very good chance of getting the job they
wanted, 7% thought they had a fair chance and in fact, only 5%
felt they had no hope at all of realising their particular -
aspirations.

The majority of the early leavers restricted their aspirations
to the immeaiate localit&. As I have already stated a sizeable
minority of about 25% did not look forward with any enthusiasm
to travelling some distance to work. This is consistent with the
extremely limited occupational horizons of these early leavers.
Overall 52% of respondents were unwilling to contemplate a move
away from the area in which they lived, whether to get a job or
go to college. This percentage were not even willing to move out
of Sunderland into some other area in County Durham. Fbrty-eight :
per cent were prepared to move, but of that number 33% could only
contemplate moving within the North Eastern region. Significant
differences can be discerned accordiné to sex, as the following

table shows, with girls very reluctant to leave home.

Table 7 - 9 The influence of sex on willingness to be

geographically mobile

| sex Willing to Unwilling to
move move
Boys 70% 30%
Girls L0% 60%

Of striking interest is the influence that a school can apparently
have on the desire to be geographically mobile. Although in the
case of both (Cavendish and Victoria the socio-economic
backgrounds are markedly similar, there are wide diveréences in
results, examplified by the fact that only 26.5% of pupils at
Cavendish were prepared to be mobile whereas 81% from'Victoria

were qqite‘happy to move., It might be-possible to-explain such
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differences whilst discussing who has helped most in bringing

-about occupational choices.

Section 4 Agents of Occupational Choice

Mbst young people have little difficulty in keeping fantasies
separate from their workaday lives, but even at the mundane level
realistic choices are not always easy to make, often a degree of
guidance is required. Desbite the apparent complexities of the
situation the pattern of life for most people settles itself
unconsciously during the school years. The adolescent comes to
terms with the various influences of family, school and friends
and finally his sense of identity is moulded together and
crystallized in the form of a job.

It is all too apparent from the responses of the Sunderlénd
'early leavers! both in questionnaires and .discussions that very
many young peeple deﬁend on their parents when choosing a job.
Following in father's footsteps does not .-happen automatically,
but in sbite of family arguments, parents tend.te prevail in the
end and most children éccept their final advice as the most valid
they are likely tq receive.

The majority of the early leavers in the survey felt that
their parents had helped them most in either choosing a job or
thinking about a particular job. Table 7 - 10 demonstrates the
relative importance of the various agents of occupational choice.
Tt shows that the proportion who refer to parental help in
occupational chéice far excedes reference to any other agent of

occupational guidance.
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Table 7 = 10 ' The ranking of agents of Sccupational choice

-.according to importance attached to them by the pupils.

Agent of Occupational Choice
Agents of Occupational . regarded as most important by
Choice. the pupils.
. > .
Parental Help 52
Teachers} lessons & advice o 15
Youth Employment Officer _ 1
Visits to factories 11
Friends ideas 3
Any other/Printed
.Information. .5

Overall, taking into account the two choices respondents had, only
29% did not mention parents as having been a significant influence
in helping them to come to a decision about a job. Individuals
tend to settle for what is familiar, for what they know makes

for happiness and contentment, rather thah for situations which
are unfamiliar and threatening. "It runs in the family", is still
often a crucial decider in choosing a job. Sex again appears to
make quite a bit of difference, in that girls tend to rely on
parental guidance more than boys. In fact only 38% of boys see
parental help as the first most important influence, whereas L7%
of girls do. Nevertheless parental help is far and away the most
signiticant influence for both sexes, teachers lessons and advice
taking second place. The 'leavers' frequently made reference to

their parents in their essays on 'leaving school!.
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- . "I think my parents will help me get a job
for when I leave .school. Ena that is my step
mother said she would get me a job if she could

because she knows somebody who works at- Hepworths."

- "When I leave school I want to work in a factory as
I have always wanted too. I have talked to my
parents about working in a factory and they think

this is the best work for me."

- "yhen I leave school I am going to work at Luxdon
Laundry. My parents helped me to choose what was

best for me."

- "My mother said it will be best to leave as soon as
possible because there are not many jobs going in
Sunderia.n& TOdeyeeeseses My tather said I just want
to take a te;mi)orary job until I can iind a more

suitaple job."

Although many or the repondenits think tnat they will miss their.
school friends a.. lot, rew are intluenced directly by iriends in
ecnoosing a Jjob.
Vocationul guidance experts are perhups more appreciatea

tiiun mignt nave oeen expectea overall LOZ oi responaents rerfer
To nelp receivea irom unem. There is no douot that careers masters;

youth employment officers and personnel officers.between them
make an indispensable comtribution teo the welfare o0f young people
during the transition from school to work, but family and social
influences have had fifteen years start and these operate even
within the school wielding a terrific amount of influence. Formal
agencies tend on the whole to reinforce rather than reverse a -
trend though they are useful in demonstrating such things as

geographical distribution of jobs.
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1 have studiously avoided thus far, an assessment of the
role of the school in influencing ocdupétional choice. The young
people involved in this survey certainly héd'very definite ideas
concerning the part the school should play, ideas frequently tied
up with arguments about the curriculum which are separately dealt
with in Chapter VIII, however with strict reference to the help
given in choosing a Job, the Sunderland schools come out of it
relatively unscathed. On the whole, although not regarded as the
most important influence in deciding a young person on a particular
Jjob, most pupils agreed that their schools offered a considerable
amourt of help. This type of help was apparent in the form of
work experience projects, factory visits and informal discussions.
In both'schools céreers advice was given freely by form teachers,
though they were quick to admit their inadequacies, being purely
'amateurs'! at the job. '

Eighty One % of respondents felt that schools should give
help in choosing a job whereas 76% thought that their school did
offer guidance, a discrepancy of only 5%. Pupils frequently
feferred to their last year of schooling as the most useful,
because then one started learning about jobs and hence the

'real world'. -

- "this school helps all the pupils who are leaving
to get a good job they take you on visits to
different places and you ask questions about the
place you have visited you may then be able to get

a job at the place....."

- "I think the class I am in now lth Newsom is good

because learns you different things about jobs."

- "they gave us how to interview for a job and they

take us to factorys to look round and if we like

the factory we can go when we leaver school.”
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As far as attitudes to the schodls role are concerned, there
are only minor differences according -to sex. Less girls than
boys feel the school should help in the choice of a job, 80%
as against 86% for the boys. Similarly more -girls than boys
feel that their own school does not offer help, 25% as against

199, however, these differences are small and insignificant'as'

are differences between the specific schools and .the guidance

they give.

Throughout this chapter I have mentioned_the high level of
realism which seems to pervade the decisions of the early.lgavers.
They continue_to express very mundane aspirations even when given
the opportunity to fantasize and choose any job in the world.

The majority do not have any wild imaginings, their dream job
aspirations tend to be only marginally higher than their actual
job aspirations. Thus a girl who thinks she is likely to become
a shop girl or factory worker fantasizes about becoming an hair-
dresser. The following Table 7 = 11 shows the distribution of

tfantasy'! jobs according to the Registrar General's classification.

Table 7 - 11 Pupils! fantasy job aspirations classified

according to Registrar General's categories.

Pupils fantasy job aspirations Socio-Economic Group
4
5 1
9 2
20 3
50 L
16 5

Even where dreams are concerned, these early leavers demonstrate

the limits of their occupational images and horizons, 66%



- 110 =~

conceiving of vefy low level of jobs relative to the registrar
general's ranking. It is interesting here to consider the
differences between fantasy anmd reéalism by c¢omparing the two
choices of the young people in quéstion. 'Table 7 - 12 demonstrates

how closely diream aspirations are related to real aspirations.

Table 7 - 12 The félationship between real and féntasy'

job aspirations

' Fantasy Aspirations
Socio~
Economic 1 2 3 I 5
Group
R
e 3 - - 1% 1% -
a
1
A
s
b . )
i L L3 6% . 5% 29% 1%
r .
a
t
i
o}
n
s 5 1% 3% 1% 21% 144

Of those who previously had aspirations classified invo group five,
65% do not aspire above group four. The number is similar tor those
young people who aspired to group four - 67%, though significantly
few of the young people had runtasy aspirations below their reul
aspirations (1%). Overall only 9% or the entire group aspired to
group Two occupations and even less 5% to group orne.

Sex can be seen as an imporvant airrerentiaving racvor in
relation to occupational fantasies. As Table 7 - 13 shows 93%

of girls are contented with faﬁtasy aspirations in group 3, L or 5.
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The influence of sex on‘pupils' fantasy job

Table 7 - 13-
' aspirations, classified according to
Registrar General's categories
Socio~Economic Groups
Sex
1 2 3 L 5
Boys % 8 25 5 59 2
Girls % 2 5 22 53 18

The explanation for this may well be that work is viewed very
much as a stop-gap before marriage, and domestic fantasies rather
than career fantasies are more likely. This idea is consistent
with much of the information surrounding the girls! life projects.
On the other hand 33% of the boys do aspire to groups one and two,
in contrast to the 2% of the boys fantasizing about jobs in group
5. Here a strong difference emerges with 18% girls aspiring to
that group;

What has emerged from this chapter is that the 'early leavers!
in this particular survey and probably generally speaking, view
work with a good deal of enthusiasm which is not dissipated by
the realisation that the jobs they are going to do rank fairly low
down in the occupational hierarchy. These young people have come
to a rational choice, guided by parents and limited by local
availability of jobs. Their occupational horizons are essentially
geared towards the familiar. These early leavers anticipate a
degree of involﬁement in work which they have never felt in school,
where frequently the overall picture is one of disenchantment
and alienation.

If Rosla 1s to be successful and not present too many
headaches of conimo; it demands an involved respoﬁse from its

'reluctant learners'. It is necessary to determine why the pupils

are not involved in school work and in what way this can be
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remedied. Many educationalists are extremely'cbnscious'of the
role the curriculum can play as saviour."Curfidulum'changes

and associated new teaching methods are seen as the'solution to
problems of lack of involvement, however if the changes are
misguided and unappreciative of the pupils' position,the root of
the problem may not be reached and may well be. compournded still
further. It will take a lot to convince a. boy who recognizes
that a couple of C.S.E.'s will just put him a year behind getting
an apprenticeship so nips in smartly at fifteen years while he
has the chance, that the extra year is going to prove of value
to him. Conceiva%ly the 'victims of Rosla'! will suffer when

all the children of similar age are applying for the same jobs,
the sentence may well be a year's extra monotony and a dead-end

job.
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Chapter Eight
Curriculum : Salvation or Downfall of.Rosla

"Buildings are important; and teachers are more
important still, but the raising of the school
leaving age to 16 will be judged by the quality
of the education provided. R.S.L.A. ought not to
consist simply of tacking on an "extra year" but
should involve a review of the curriculum as a
whole, so that the years up to 16 represent a
coherept educational experience for all secondary

pupils.n?

Only 7% of the early leavers in the Sunderland survey
admitted they were sorry to leave school. This feeling is a
clear reflection. of their lack of interest or involvement in it.
Both Crowther and Newsom advocated the raising of the school
leaving age but recognized simultaneously the inadequacy of
present courses to satisfy the less able children. Rosla does,
however, provide a_suitable context for following up the curricular
‘implications, particularly of the Newsom report. If Rosla is to
be successful, then 93% of 'early leavers' who were happy to leave
school at fifteen rmust find school stimulating enough to dissipate
resentment against their compulsory retention. Curricula changes
and the use of new teaching methods have been discussed by a
number of interested bodies and planning committees as mentioned
in the next section.

Section 1 Planning for Rosla

The Department of Education and Science made clear its
awareness of the problems associated with Rosla in its Circular 8/71.
With the Schools Council it has'made a number of suggestions to
facilitate successful adaptation to the new leaving age. Both the'

D.E.S. and the Schools Council question certain assumptions about
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the- scope and ability of Qless_able children”, stressing the
'unknowns' evolving from Rosla. The Schools Council points out
that voluntary 'staying-on' to sixteen reveadled powers in pupilsl
which many did not suspect; similarly the 'undiscovered' in the
'Rosla' children should not be anticipated as'all bad.

The Schools Council met as early as October 196l to discuss
a programme of activity for Rosla; some of theif suggestions have
been documented in the Schools Council Working Paper No. 2,

"Raising the School ILeaving Age",82' and the Schools Council

Committee for Wales publication, "Another Year to Endure or Enjoy" 83.
Both bodies stress their purely advisory role, the Schools Council
can only offer suggestioﬁs; it is up to headmasters to. implement
them.

The consensus of opinion is tﬁat'Rosla presents not only
problems of continuity from the Fourth year, but also an
opportunity for a revision of the whole secondary school
curriculum tailoréd to the increasing physical maturity of pupils
within schools. The D.E.S. feels that the rapid personal
development which tzkes place in the latter years of school, will
constitute a major thorn in the flesh of pupils who resent their
humiliating school boy status,‘in contras£ to their 'adult! lite -
outside school. Edward Blishen in his novel "Roaring Boys",
sKetches the picture tollowing the last Rosla in utne late 'forties!t,
which is possibly applicable today;

"The school leaving age had been raised to fifteen.

This was a raw issue with most of the Stonehill
Street boys and their parents. They felt that it
amounted to a year's malicious, and probably
illegal, detention........ We teachers were nothing
short of robbers. We had snatched a year's earnings
from pockets. We had humiliated them by detaining

them in the child's world of school when they should
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have been outside smoking, taking the girls

8l.

out, leading a man's life."

The Schools Council and D.E.S. felt that this increased maturity
could provide a major opportunity on which to bqild educatiénal
capital, or it could prove a disastrous pitfall. The 'opportunity'
it was felt, would lie in the pupil being éncouraged to make
decisions about the kind of person he intends to be, the nature

of his relationships with other people, his adaptation to his
environment and his expectations from life. Although the above
could be conceived as the distinctive task of all secondary
educatiop it is perhaps most relevant to programmes afforded

by Rosla.

It is in "hypothetical areas" such as these which Rosla
(with its reluctant pupils) presents problems outside the range
of the direct experiences of teaching staff. BSuggested courses
are cloaked in cliched terms and advocated for 'smooth adapt-
ation.! They should be outward-looking and relevant to
future life, according to the Schools Council, containing a
substantial practical eiement with the emphasis on real tasks
with adult equipment. Planning across subject boundaries is
applauded, as is the principle of school-based enquiry with its,
focus on decisions made in the past, and speculation on where
'pupils' and humanity in general will.find themselves in the
future.

Tt is my opinion that this kind of approach demands an
acceptance of the pupil's 'near adult' status, awareness and
attitudes, even on the part of teachers. It has implications
not only for the selection of topics but the treatment of topics
as well. Adult procedures in the classroom will not go down well .
if a different kind of relationship between teaéher and pupil

obtains in the corridor or out of school activity.
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"Tf the teacher emphasizes in the classroom,
his common humanity with the pupils and his
common uncertainty in the face of many problems,
the pupils will not take kindly to being demoted
to the status of children in other relationships
within the same institution. Indeed they may

write off the classroom relationshib as a "soft-sell"."BS'
Relationships therefore, need to be consistent and relaxed. There
is evidence from further and adult education and from those few
schools which have successfully held appreciable numbers of the
less able pupils for a Vth year that !'attitude and empathy' are
the keys which can throw open doors where current experience of
a Lth year course might suggest they must remain closed.

What is at stake is a rigid academic tradition, which has
successfully alienated annually, large numbers of children.
A compromise is called for and this usually relates the work of
the schools to the pupils' own view of their needs, to their own
central interests and to their own evaluation of what is relevant.
These necessarily are the points of departure because, although
the teachers Wieid the power of compulsion, it is the pupils who
hold the trump card of involvement. Teachers and pupils need to
get together such that pupils are carried forward by the relevance
of what i1s taught, to the next stage in their future development
and understanding. Of consi erable importance is the fact that
these pupilslwill not readily perform tasks without knowing why.

The Schools Council, also felt it essential that national
projects should be viewed as guidelines. They were formulated
only as,the foundations on which local circumstances and local
initiative could build for the success of Rosla.

The theme of involving students both in decisions about
courses and in the actual content of them has been substantially

expanded in the Durham Education Assembly's Report No.l on Rosla.
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The' report stressed that the -course must not be simply a
miscellaneous collection of interesting studies and activities
however -attractive each of these might be individually. The
emphasis must be on a unifying theme such as the 'Contemporary
World', or 'Home, Family and Environment', so that the pupil feels
that different subjects and different approaches by a number of
teachers do fit together. Relevance is a temm consistently
repeated throughout the D.E.A.'s report, particularly as it relates
to the pupils. They must feel the courses are relevant to the
business of living in the outside world. If this attitude 'is not
developed, many of the assembly felt that disciplinary and -
absentee problems could get out of hand.

While most of the report relates the Vth year course to a
look-zhead to employment, there is no suggesfion that the course
should consist even chiefly of vocational training : where this is
mentioned, it is specifically rejected in favour of a broader
based curriculum.

- "The education provided will not be vocationally
guided and must be designed to create a wider

approach to life."

- "The extra year's work should be creative rather
than vocational." 86.

Perhaps by statements such as these, of a particularly concrete
nature?'staff are already sowing seeds of destruction within the
course.

The Durham committee also advocate the introduction of an
element of choice into the fifth year compulsory course. #
Psychologically this may help to make staying-on more acceptable.

Absence of choice was certainly one of the biggest grumbles of

some of the early leavers I interviewed. -

% One suggested course incorporating the principle or choice

is quoted in Appendix I.
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As one boy put in his essay on 'Leaving School!,

"T thing if you do not lick a surton théng
that jou do not licg they should not make

you do it just lick in all the other L years
con and only iy nowson are the only glass which
con not pick their own subject and us are

stuk with some we dont like.™

In the same way as choice is considered desirable, teachers'
also feel the need to offer some incentives to their less
academic pupils, they realise they cannot rely on "examination
motivation". Some teachers have formulated award schemes,
(certificate, mgntion on Speech Day etc.,). However, these award
systems stand or fall on the values of the children involved.

In the discussion of sub-cultural development in schools in
Chapter Five, it became apparent that anti-values 6ften deveioped,
denigrating success in the terms of £he school. The pupils will
need to believe in the value of the aﬁard before they will be
prepared to be involved in a scheme. Perhaps one way of making
the compulsory fifth year welcomed rather than rejected would Be
to offer more appropriate incentives, i.e. the giving of adult
privileges which in some cases could tak; the form of common room
facilities etec., Doubts have already been expressed about such
privileges, due to fears that a "let-up" on authoritarian
discipline would only sow seeds for future disruptién of the
educational process, resulting in a general lack of order.

Section 2 The Realities of the Situation

In relation to new schemes concerning.Roslg, there was a good
deal of complacency in both the Sunderland schools. It was felt
in both cases that there was no need to develop new courses,
because the present Lth year schemes still had plenty of scope

and room for expansion. Although this sounded fairly unimaginative
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the teachers were vocal in defence of their présent courses which
they felt were the best in the area and realistic with it. There
was a good deal of talk about 'pie in the sky' projects which
these teachers felt would never get off the ground due to lack
of resources or enthusiasm.

According to the teaching staff, the Lth year leavers
group had a wide and interesting curriculum revolving around
projects and informal group work.

One of the projects was copcerned with the historical
Sunderland, during its period of prosperify in the nineteenth
century. Pupils went out to collect data on buildings, shipyards
etc., Other schemes, incorporating babycare and 'health and
beauty! were also being envisaged for the éirls: as were house
projects, with girls and boys pairing oft as 'young married
couples, costing and setting up a home'. The latter.seemed a
very good idea but the teachers had to admit that it had not
really got off the grourd. On closer enquiry, the same pattern
emerged for most of their schemes, though this did not seem to
dissipate the enthudasm of the staff. A few days of observation
of the 'Sunderland project' revealed that even here, there was
little enthusiasm, with many students aamitting to 'dolling off!
after having found out only a minimum amount of information.

This came as no surprisé, the 'Newsom' group of this
particular school in Sunderland had very slim resources available
for project work. All equipment, charts etc., had to be kep£ in
two cupboards to avoid mutilation by other pupils. The frequent
vandalism associated with the 'Newsom' classroom could hardly
be blamed on the 'early leavers'. Their classroom was in an
unenviable position, éompletely isolated from all other classes
for most of the day, yet invaded at.lunchtimes and used as an

extension to the next door dining room.

# One course, so:desdribed'by“the teachers is quoted in Appendix II
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Divided only by partitions, the classroom was often left in

as disgusting a state as the canteen, and any pictures, charts
or drawings left on the wall were covered with witticisms or
mutilated with graffiti. Little wonder then, that the pupils'
enthusiasm waned when they could make no display of their work.

Just as the room itself was effectively isolated and
limited in scope, similarly most subjects were limited by
available resources. There was no allocation for the use of -
science laboratories for the 'less able children', and the
swimming pool was banned for them, following an incident with a
L.N pupil a few years earlier. It was the same story in relation
to most of the specialist rooms: handicraft, a popular subject
was severely cramed for space in the classroom. It also suffered
because there was insufficient money for materials and the
children themselves could not afford to buy the articles.. they
had made. This fact, of course, worked most against the children
from the poorest backgrounds who either made 'placemats' which
they could afford, or had to reconcile themselves to selling:
off the finished articles, such as rugs and table lamps.-

The effect of a continual need to hunt around for resources
‘tended to make it easier for staff to reconecile themselves to
relatively monotonous pursuits, such as number patterns which the
better children had mastered nearly.ten years before! It is also
true that those given the 'N's' to supervise were never told to
follow a particular course, a representative comment heard in the
staffroom "Throw 'em a maths book and tell 'em to get it done".
This in contrast to the apparent 'wet.nursing' of examination
streams.

What did become clear, after a number of weeks' observation
in one school, was the extent of the power held. by the class

teacher, the man in this case, described by the other staff as

being paid to be the 'bogey man'. Having taught boys for most
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of his career, this particular teacher felt alienated from the
whole comprehensive set up which had necessitated an
amalgamation with a girls' school. He didn't like teaching the
girls but some attempt at integration had to be made, to pacify
the teacher dealing mainly with the girls (the girls were far
more numerous; though on the whole more able). The teacher in
question tended to clear off as often as possible with the boys,
leaving something like fifty five girls for one other teacher to
deal with. Obviously this meant an impossibly high teacher/pupil
ratio which could never have been tolerated in examination.streams,
but frequently went unnoticed because of the relative isolation
and flexibility of the Newsom groups.

This same male teucher also held dogmatic views in relation to
industrial relations and made few bones about it. He felt justified
in indoctrinating the pupils in the value ol work per se. This kina
of attitude was demonstratea by = lesson conauctea auring the
'Miners! Strike! in 1972, which went out of its way to stress the
middle class ethic in relation to work and the interdependence of
industries. On the board was a diagram of a ship with its parts
labelled e.g. paints, rudders and props. Alongside the diagram
was the following comments.

"Most of these items are made by separate factories

and works. Therefore if there is a strike in a
shipyard it not only effects the workers in the
shipyard but the workers in all the factories
which produce these items. They are 'laid off!' -
Reduced wages throughout the industry means people
will be buying less. Therefore shop-keepers will

become affected by the same strike.m

There followed a discussion which centred very much on the ill-

effects of strikes. The other point of view was not put at all,
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although there was some murmuring among some of the boys against

the teacher. The comment of the teacher is perhaps perfectly

valid, though it does demonstrate the power of a teacher to

influence his students. The danger is obviously more significant

in this case where this form has a class teacher, responsible for most
subjects, unlike the rest of the Lth year who are taught by a variety
of staff of differing persuasions.

Leaving aside the beliefs of all the teachers, it is apparent
that most people are satisfied with the peéent provision for the
early leavers. Admittedly a reasonable basis does exist, but
satisfaction on the part of the staff is only half the story.

It is'essential to question whether the students are satisfied or
whether from their poipt of view the staff are barking up the
.wrong tree. Even bearing_in mind a1l the plans made for Rosla
and the types of courses presently being taught, it is conceivable
th;t the planners are working on the wrong lines.

Section 3 How the pupils feel.......

The children in fact, do appear to feel substantially
differently about their courses. Pupils attitudes can be
demonstrated by looking at their response to both the subjects
included in their curriculum, and the methods employed to teach
them.

- As far as 'subjects'! are concerned, it is clear that the

pupils relate their experience of schooling to the imminent adult
world of work. English and Maths are clearly considered to be the
most useful things done at school, with only 39% of children

feeling any other subject is more beneficial. Sex appears to
influence assessment only in a minor way with 63% of those who
think English is most useful being girls and 64% of those who
think Maths is the most pseful subject being boys. The influence

of the school, although discernable, is also slight with pupils

at Cavendish revealing a preference for Maths, (33% as against 30%)
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and pupils at Victoria a preference for English; (LOZ as
against 31%).

Pupils on the whole like to be assured of the relevance of a
subject to. future experience. When this assurance is not apparent,
the young people become alienated from the subjects involved.

One pupil summed up this attitude,

- "In this school they learn you theng that you well
not nead when you leave for instants the is French
whet is the good of french. Then ‘therere is
Geography. they tell you whet other people grow
in the countreys and what would you wont to no
that when some peole will not go as fare as what

you talk about."

As pupils hold some éubjects more relevant than others,
similarly they reveal preferences for particular types of
teaching method. In the plans for Rosla, the committees have
often emphasized the need for new approaches, a commercial attempt
to market the educational goods more successfully by means of
films, projects, tapes etc., Although such methods may well
relieve the monotony of the extra year it appears, according to

pupil response, that they are not valued highly as a means of

learning. ©Pupils are emphatic in their belief that they learn
best by a lesson ifrom a teacher. The folloWng table demonstrates

this fact.
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Table 6 - 1 The ranking ot Teaching Methods according to

pupils' assessment of effectiveness.

Most effective method
Teaching Method according to
pupil assessment.
3
A lesson from a teacher 70.5
A film 9
Finding out for oneself from books 8.5
A television lesson . 7
Lesson illustrated by filmstrip 5
A radio lesson 0
Lesson by Record/Tape 0

This preference for a lesson from a teacher appears to conflict
with another stated preference for working with others rather than
by oneself. However, it seems that the 784 who prefer group work
probably value most highly a class discussion guided by the teacher.
This does not require the same degree of active participation, on
the part of the pupil, as individual work which may have to be
marked or tested for comprehension.

A preference for the most traditional teaching method seems
to be more marked amongst girls than boys. Eight-four per cent
of girls feel they learn best by a lesson frpm a’ teacher.
Although the majority of the boys, 53%, are in agreement with
the previous statement, a substantial minority reveal a preference
for M"audio~visual enquiry". Eighteen per cent of boys find films

useful, against 3% of girls. In fact, overall, only 9% of girls
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chose a method involving any use at all of .visual recordings
whereas 36% of boys did. L |

As teaching method is often influenced by school policy,
time-tabling etc., it is not surprising that the school itself
and therefore the teaching staff within, can be séen to aftect.
thé attitudes of their pupils towards particular teaching methods.
At Victoria school 86% of respondents feel the most effective
learning method is through a lesson from a teacher; the same
belief is held by a substantially smaller majority at Cavendish
school, 67%.

For those associated with Rosla who are planning to abandon
traditional policies it might be relevant for them to realise
that both in subjects and in teaching methods the pupils view
school purely instrumentally. Table 8 - 2 demonstrates the
preference oi pupils tor both traditional subject matter ana

Trauitional presentation or it. No interest at all is shown in
tape or radio lessons, similarly few pupils find subjects like

music, art or P.E. in anyway useful. The pupils can-appreciate,
however, the relevance of English, maths and in the case of the
girls, Cookery, to their futuée experience. Overall, the respondents
reveal a Preference for old, well tried methods and subjects. In |
fact LOF of respondents show both a preference for a traditional

subject and a traditional lesson from the teacher.
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Table 8 - 2 The pupils preference for "most useful subject'

and 'most effective teaching method'.

Most Useful Most effective Teaching Method
subject according to pupils' assessment
according to
pupils’ Teacher| Film | Books| T.V.| Film-| Record/| Radio
preference. Strip Tape
% % 3 % % % %
English 22 L 1.5 |15 | 1.5 - -
- Maths 18 N N 2 2 - -
Cookery 12 - 1 1 1 - -
Handicrafts : 3 - - - - - -
Geog/History 1.5 1 - 1 - - -
Music/Art o1 - - - - - . -
Typing/Technol. 5 - 1 1.5 - - -
P. E. 1.5 - - - - - -
Other 5 1 1.5 - - - -

Even when asked which were their favourite subjects, the
pupils! choice tended to favour to a large extent those subjects
which ﬁave practical ties with the adult world. The following
table demonstrates this fact, the only exception appearing to be
P.E. On further questionning the P.E. enthusiasts admitted to
this preference either, because of membership of school teams
(ﬁatches and practices conducted out of school hours) or in a few

cases out of a passion for 'football' in any shape or form.
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. Table 8 - 3 The pupils' favourite subjéct ranked according’

to pupils! preference

Favourite Subject Pupiié' Prefererce -
1 .
Cookery . ' ' 22
P.E. | | 16
English | lﬁ
Handicrafts 11
Typing/Technology 11
Maths 10
History/Geog. 7
Music/Art L
Other 3

Overall there appears tp be an even distribution of preference

within Victoria School, no subject being an outstanding favourite.
The picture is different for (avendish where the practical subjects
of Cookery, Handicrafts and P.E. are clear favourites as Table 8§ - |

indicates.
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Table 8 - L " The influence of school on subject preference

Victoria Ca&endish
Favourite Subject School Pupils' School Pupils!
Preference Preference
4 %
| P.E. 1L 22
English 12 10
History 1 3
Typing/Technology 16 2
Héndicrafts 9. 20
Cookery 9 29
Maths 12 12
Art/Music g -
Other 9 -

As one might expect, sex does have some iﬁfluence on the kind'of
subjects preferred. Boys tend to distribute their preference
fairly evenly with Maths, P.E. and Craft each attracting 19% of
the respondents but no one clear favourite. On the other hand the
giris do exhibit a decided preference for Cookery, 33% saying it
is their favourite subject, 15% more than choose any other subject.
Unlike educationalists, planners and teachers, an emphasis
on the vocational aspect of study is apparent in most of the
pupils! thinking about curriculum. The most unpopﬁlar subjects
are Music, History, Religious T®ducation and Art, as the following

comments suggest these appear irrelevant to the pupils.
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- "I thing that school has been go in some way
and bad in other when we get history I can not
thing‘wot good it is going to be to to me when

I lever school and the same go for ﬁusic Art

P.E. French R.E. The subjects that sued be
taurt are metalwork woodwork math english
gerograph enganeering subjects which will

help you get a job."

- "Tn the 1st and 2nd year I got french and french

had nothing to do with the job I wanted and R.E.

is also a subject with nothing to do with work."

- "some of the lessons we get are no good for to get

a job I do not like art, or music or geography,

french.”

In fact the only thing which the respondents were absolutely
unanimous about is 'that people should learn things in school
which will help them when they go out to work!'. In the few cases
when the school is explicitly praised by the pupils it is because
it seems to be spplicable to future experience, not so much of

work but in the domestic situation.

- "T think the I Newsom class is good because it
learns you all about when you get married what
to do about a house and furniture how you measure
carpets and plan room everything about settleing

down.n

- "Gardéning is a very good lesson it helps you to
know how to garden so when you get married and
get your own house and you will know how to garden

so gardening has been a very helpful thing."
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It appéars that if curriculum changes are going to be the
salvation of Rosla, and many other problems associated with the
education of the less able children, the conflict between academic
and vocational must be resolved.

It is apparent that teachers, unlike their pupils, have
generally rejected the achievement of vocational success as a
major objective of education. Many of the Rosla plans seem to
continue to make the assumption that anything atv all vocational
is to be avoided. In some cases the emphésis seems TO be on
'gifference' as opposea to 'relevance!. The 'relevance! thut
teachers strive to introduce need not necessarily be recognizea
as such by the pupils. For pupils, 1t clearly nas to do with tne
immeaiave or with the very nearly imminent; thus activivties
relating to working life cluster at the top of the scale, more
general activities group at the bottom. '

Basically the reasons for exisiing problems stretch back to
the beginnings of the secondary system of education built on the
narrow and selective foundation of the Grammar School with an
elementary education deemed adequate for the majority of the
common folk. For a long time the two distinctive traditions
have influenced the teachers but there is little doubt that
the academic or grammar/public school tradition is the stronger.
This kind of model has certain characteristics namely, a compartment-
alization of teaching and learning by labelled subjects, limited by.
time~tables and subject specialization of teachers. Secondly an
expectation of pupil identification with the teacher and his values
and finally incentives for work such as marks, prizes etc.,

In recent years the extension of such awards to larger numbers of
pupils in secondary schools has lengthened the 'academic tentacles!.
It is still not, however, successfully applicable to the majority.

If the academic model is unsuitable it may be that the vocational

model may be less so.
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It would perhaps be better to refer not to: 'vocational' but
to an 'alternative model', which depends on the joint working out
of.a programmne, by pupils and staff meeting With-student wishes.
and teachers' skills. A programme arrived at in this way would
in all probability be vocational as pupil interest and wishes are
1ikely to lie in that area. Such an alternative model makes no
assumption of pupil identification with teachers. If anything,
the identification will be the other way round with the teacher
beginning where the young person is, 1istening, encouraging,
discussing and promoting learning on the basis of teacher-pupil
understanding.

A radical change of policy of this kind would necessitate
a reconciliation of the attitudes of the old 'hard linérs' -and
those invoived in the 'softer' approach to the teaching of -'less
able children'. A truce must be reached in the staff room before
there is any chance of success in the classroom. -Any curriculunm
is doomed to failure if teachers fear that-in some way they are
weakening or undermining the system by listening to rebellious .
adolescents and accepting their feelings and opinions. .In a
different way the Rosla curricula plans may also be ddoméd because

of failure to enlist support from the .pupils.
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Chapter Nine.

A Different World!

So far it has been establishéd that Rosla is at least going
to bring in its wake, a difficult transitional period for schools.
The problems revolve around curriculum, resources and the level
.of involvement of pupils. This latter is liable to be the most
important influence, either limiting or extending the amount of
indiscipline and absenteeism. Pupils have revealed that their
main interest is Fheir life projects, if interest is to be
established in curriculum it is clear that some changes are
needed and these changes seem doomed to failure unless the pupils
are convinced of their applicability to future experiences.
Problems associated wit h curriculum are nof confined to the need
for vision and relévance, they are simultuneously associated with
the limitations of local educastion authority resources. It is
of little use to contrive a course finely balanﬁed between the
traditional and the experimental if buildings and staffing are
not generous enough to accommodate iwc.

These are the pfobiems, it is necessary now to gquestion,
how far these can be overcome by schools, or if there is something
within the school itself which is likely to inhibit the realisation
of Rosia aims? In thié chupter I shall consider the role that
the internal organization of the school plays, as well as the often
unconscious way in which the staff cultﬁre stamps itself on the
school putting limits on the expectations and the development of
the 'less able pupils’'.

Section 1 The internzal organization of school

That ineguality of opportunity exists between private and
state sectors of education is a recognized fact which is often
deplored. That some inequality can be traced to policies of

internal organization of classes within state schools, is an

increasingly frequent observation. Considerable zattention has
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been devoted to methods of grouping pupils, to discover whether
the roots of failure and consequent problems associated with low -
stream pupils in any way lie within the schools.

Streaming is the traaitional system for organizing classes.
It developed in state schools in the 1920's ana 30's reaching its
veak in the early fifties. Designea to reduce the special
problems facing the reorgaqization of elementary schools into
junior and senior units, it developeu from « temporary strategy
To a more or less settleu institution in the British eaucation
system, rarely challenged by either teacher or aaministrator,
that is until recent years.

Several commentators have come to question the valiaity of
a system based on an 'outdatea' belief in the long term stability
of intelligeﬁce testing. 67. Jackson Hargreaves ana Douglas and
many more researchers have come to the conclusion that. streaming
can be seen as a reflection of social rather than educational
differences, "perpetuating social divisions, generating feelings
of failure among many children and elitist ideas among others." 88.

According to Jackson this kind of division conforms with
differentiation within the wider context of British society,
'At, 'B! and 'C' streams merely being examples of the many triads
present in society, reflected in grammar, technical and secondary
modern schools, upper, middle and working class and even in the
Mass Media by different radio channels like the Third Programme,
Home Service and the Lﬁght.89'

As the unstreamed principle is generally followed by
European and American education systems, it could be hypothesized
that education is significant in perpetuating cultural ditferences
in British society, working as an institutionalising element,
steering children into an apmr opriate position for the economy
and mass media to take over. 90. Certainly the process of

streaming is very much a self fulfilling prophecy with most of
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those children graded as 'A' in their primary schools progressing
quite successfully over academic hurdles;:

Streaming is often an ongoing  process from five to fifteen,
with the initial selection procedure taking place early on in the
school career, at a time when environmental factors have.piayed
the dominant role in a child'; developmént. The timing-of this
process initially favours the middle class child. Douglas claims
that at every extension of the streaming process, this initial
advantage is liable to be consolidated. In his own study of
'The .Home and the School!', Douglas points out that a child once
in a high stream is likely to stay and improve his performance
in succeeding years, making a striking contrast with the
deterioration in those childrén of similar initial ability, placed
in lower streams. These findings were supported by other research
of the !'sixties'!, the picture remaining consistent, with-'C! -
streams, centres of declining morale, effort and attainment.91'

One éonsequence of disenchantment and lack ot involvement of
groups is that teachers become disillusioned.. Higher streums are
invariably better taught simply because there is more continuity in
material, teachers lessons are better prepared, motivation is high
and rewards such as examination success are more tangible.

With the realization that the practice oI streaming seems to
promote visible fallure to less able children, it seems essential
to rind an alternative method of internal organization if they are
to be involved and interested in tine extra yeui'. Although I have
been discussing streaming almost as if it is a universal process
within schools, alternative forms of groupings are now diverse and
many schools are explering one or other of the less rigid forms
of organization.

Firstly there are many variations on the theme of streaming,
with broad ability bands being most frequently used. These are

coarse modified forms of streaming, enabling an arrangement of
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parallel groups, i.e. unstreaming within a-bapd. ‘Like setting;
although a -move in the right direction, these refinements of
streaming still tend to segregate the 'poles of ability'! such
that thé Newsom child cannot even take P.E. with the 'A! band.

Mixed ability grouping is a comparatively recent development,
with each class theoretically containing an equal proportion of
pupils of high, medium or low inmtellectual ability. Such a system
of grouping is gradually being given more ecredibility by teache}s,
who .originally considered it radical and impracticable.

If the success of Rosla is not to be inhibited by internal
processes of gfouping pupils, radical changes need to take place
in British secondary schools, where according to Benn and Simon
over 50% of schools employ some refinement of streaming.92'
The main argument against mixed ability grouping has always been
that of the dénger of lowering academic standards. ZEvidence has
emerged to contradict this view which will probably, according to
present trends, lead t¢ a compromise which avoids the extreme
positions of rigid streamers or mixed sbility supporters.””’

If academic standards remain at least as high as with streaming,

on social grounds alone, some refinement of mixed ability

grouping could be adopted us an alternative to the present system.
By careful organization with the provision of a stimulating
educational and social climate, not only the Rosla children, but
pupils at all levels, may profitably study in a number of unstreamed
groups throughout the curriculum. Reorganization dinto comprehensive
échools and the extension of the school leaving age could possibly
dispel from the education system, a process which brands a large
number of children, initially as incuzpable intellectually and

.later as unmanageable.

Section 2 A question of balance

The above comments and findings prowide guidelines for

rocussing attention on the type of groupings used in the two
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Sunderland schools-of iy enguiry. Both schools-havé reaclied their
own compromise on screaming and must be considerea inaiviauelly,
as upparently minor aifterences could Nave quite substantial
efrects.

Cavenaish Sechool

The school i> ten-rIorm entry, each year having approximazely
120 boys and 180 girls in it. The basic discrepancy between
numpbers Ol D0Yys ard girls is due vo vhe 1act chav Sunderland is
5011l at o transitional stage in its movement towards comprehensive
reorganization, and sixty selected girls are still sent to the
"former" grammar school. The contiﬁued acceptance of the principle
of selectivity naturaliy holds repurcussions for the organization
of the school.

The years are each divided into three ability bands denoted
T, R and N. 'T! is the most promising academic band and the 'N!'
the slowest and least able academically. .Banding takes place
even in the first year, established entirely on recommendations
from previous schools. There is a slight attempt -at mixed ability
grouping but this is only in the first year for one and a half
days per week with children working in house groups of mixed
ability. During this time pupils doé Art, Technology, P.E. and
Religious Knowledge. Although in theor} the headﬁistress had
hoped to extend the principle of non-streaming up the school, in
practice she felt her hands tied by the need to prove -the viability
of this the first Sunderland comprehensive on academic grounds.
Traditional yardsticks of examination success demanded, according
to the headmistress, ''"purposeful grouping",9h' with fine setting
even_withip bands, for such subjects as Maths and French.

Forms are in general mixed, but each year contains two or
three all girl forms because of the preponderance of selected
girls in the school. These girls tend to form the academic elite

of the school being placed in the 'T' band. A fair degree of
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rigidity exists within bands, subject choices tend to-limit
movement across 'band barriers'. Those placed in the remedial
group in the first year have little chance of climbing out of it
even by the fourth year. ~

Because there is a great deal of enthusiasm surrounding the
comprehensive ideal, some attempt to combat the limitations of
hierarchic ability grouping has beenh made within éavendish.
The mixed ability house or tutor groups used for registration etc.,
are designed to promote friendships across ability groups. The
overall effect of such grouping is to camouflage the realities of the
situation. The primary prestige hierarchy is the academic one, ‘it
is recognized by both staff and pupils and is related to fﬁiure
occupational placements. Mixed ability tutor groups merely serve
as 'icing' on the 'ideological cake', their purpose 1s mainly. -
administrative and a sop to the educationalists who ‘criticize:
inflexible organization.

Viectoria School

The situation is somewhat different in Victoria which has -
the advantage of being a purpose built comprehensive school which
is not required to regard any of its intake as -'selected'.

Victoria school pursues a more flexible form of grouping,
with initially all the first year intake being placed in mixed
ability classes. The groups serve as. administrative and tutorial
groups as well as academic working units. At first pupils in
all eight forms take all subjects, but after two terms a minority
drop French to concentrate on extra remedial work. On entering
the second year, there is a further selection process, this time
to segregate high flyers who begin German at this stage..

Unlike Cavendish, however, the large majority .of pupils
remain in three parallel bands of mixed ability. Altthough the

very best and least capable have been skimmed off this group,.

the result is a fairly wide range of -both social backgrounds and
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ability. Setting does take place for maths 'and English, but other
subjects like general science, history and -géography are taken in
mixed groups even through t6 G.C.E. '0' level and C.S.E.

Except for a very small group of remedial pupils this kind pf
organization means that 'early leavers' are mixed in with msny
pupils aiming to stay on voluntarily to sixteen. The result accord-
ing to my observation, is a less marked degree of alienation among
fifteen year old leavers. This inference was backed up by inform-
ation from the questionnaires showing that in contrast to-
Cavendish, where only 35% were in favour, 60% of pupils at Victoria
thought Rosla was a good thing.

Although at Victoria pupils appear to be more recenciled to
their education, possibly through the use of a more flexible form
of organization, there was much fear among the staff who felt that
the quality of education had suffered as a result of social
integration. One teacher who had formerly been responsible for a
fourth vear leavers group, felt that 'less able children! who
would normally have been in the lowest stream, were struggling
in general subjects. He also felt that children were well aware
of their own inabilities, certainly staff frequently differentiated
groups even within mixed ability classes. One member of staff made
her feelings quite cleuar to me.She said she could not understand
why these sub-groups could not be put together and referred to as
the hopeless group,

Mihat's wrong with differentiation, why can't I

talk about them as they really are, not just as
the kids who are leaving school who can't stay
on or won't stay on - we're not allowed to call
them less intelligent - its rediculous, Nits,
Nitty-Grits, thats what they are ! "

On the face of it then, both schools have settled for a

different compromise on organization. The latter school seems to
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have- adopted- a- system which may provide a.more-socially balanced
educatiog for the Rosla children, ,however, both schools have their
problems. Accomplishment of aims in'connection with Rosla is likely
to be contingent on the 'preparedness' of schools to compromise
further on grouping.

Non-streaming is only part of the plan which overall would .
require a retorm of curriculum and individualization of learning.
Teachers remain to be convinced on most of these counts, though
one might question the priorities of a well oiled educational
machine, if all resources are pooled in favour of traaitional
methods, at a time when re-organization and Rosla demand experiment-
ation to overcome their particular problems.

Section 3 Systematic Status Confirmation/An Alien Culture

If pupils 'anti-social' reactions within school, are in any
way a response to their positions in its organizational pattern,
and the kind of identity they have built-up there, factors with
roots in selective grouping procedures are liable to make their
influence felt. ZEven where the best intentions exist there-still
appear to be situations in which staff unconsciously confirm the
1! streamer in his "inferior status". The results of this process
of confirmation have been noted when tracing the development of
sub-cultures. 55.

When children enter secondary schools their educational *
identity has been partially established in the records. Their
placement into streams or bands is an outward indicator of status.
According to Nell Keddie, this label in itself is possibly of less
significance than assumptions made about ideas and meanings, relating
to both the ability and knowledge of the children involved. She
feels that many things are taken for granted, that they are contin-

96.

ually referred to but never made explicit..

The 'C'! stream identity appears to emerge through teacher/pupil

interaction and not just as a function of internal selection
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procedures. The criteria on which teachers make judgements
apparently ‘remain largely implicit and consensual within the
staff-room. -It is relevant then, to examine those features of
school organization which may critically affect the patterns-of
interaction and styles of éction which emerge within a school.
It may be that the definition of the situation, which sees anti-
social responses on the part of !C!' stream children as 'normal’
behaviour, serves to perpetuate the very struectures and processes
which appear to be éontributing to 'C! stream mentality, identities
and careers.

Much sociology of education defines educational failure in

terms of socilal class or ethnic differences, relying on a concept

of social pathology. As I pointed out in Section 1 of this chapter,
attention has recently been diverted to defining processes
occurring within the school itself as the source of ingqualities.
In turning to these processes it is possible to see_cgtegorization
of pupils and not only according to visible selection procesSes
although in all probalbility greatly influenced by these.

Nell Keddie in her investigation of classroom knowledge
draws attention to a number of ways in which deviant identities can
be maintained, even within a school which has a high degree of
institutionalized innovation. Her study specifically highlights
foundations of alienation which have frequently gone unconsidered.
Because of its particular applicability to Rosla children, and
its fairly new perspective I have drawn considerably from her
material.

Keddie casts as problematic both knowledge and ability,
she raises questions concerning two aspects of classroom knowledge.
Firstly - what knowledge teachers have of pupils, and seco;dly
what counts as knowledge to be made available and evaluated in
the classroom. The investigation also takes into account the

fact that most teachers themselves find problematic the teaching
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of low stream pupils, with problems of social control and problems
in preparation and presentation of teaching material.

Keddie considers the often unconscious evaluation process
which tsakes place among teaching staff. The negative aspects or
a normal 'C!' pupil emerge whenever a teacher compares 'C' and 'A!
pupils. By their characterizsation of 'C! stream pupils as "that
kind of child" and "these children" teachers reveal that they feel
that 'C! stfeaﬁ pupils are unlike themselves. The inference is
that the 'A' stream pupils are more like tnemselves, & point
brought out very forcibly by Keddie.

Although teacvners siress that there is no such thing as an
ideal pupil, they still retain an image of the co-operative,
conscientious, lively, non problematic pupil. As 'A' streum
pupils approximate more closely to tThe above descriptions tnzn
'C! streamers, they vend to pe viewed as the ideal ior means of -
comparison. The 'C! stream pupil is characterizea then, as a chila
who tends to disrupt teacher expectations and violate norms of
appropriate social, moral and intellectual behaviour.

Children in the 'C' stream come to serve as points of
reference for the children in higher streams. The 'A' stream
child makes 5 favourable comparison of his position with that of
the 'C!' stream child. Already he is made aware that he has gifts
which at present give him prestige and in the future wiil lead to
superior occupational opportunity if he will comply with the demands
of the school. The important point is that this position of
superiority is endorsed by the staff and mediated to the child
through the constant presence of the 'C! stream pupils. Although
'At stream pupils will ultimately achieve success, the school
has already assigned that same success to them as it has éssigned
failure to the 'C' streamers.

Thé recognition of pupil status differences tends to produce

a polarity between 'A' and "C' pupils in which they reflect
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reversed images of each other. Thus explanations from staff
and pupil alike embody universal assumptions,
| " I1C' pupils are.....
'Low'! ability are..™

Presﬁmably student and probationary teachers have to be
socialized into such beliefs. If a concept is questioned, its
universality is threatened and as such the balance of the system
becomes disrupted. Thus if a new teacher views 'C'! streamers
regction to séhooi rules as normal, the 'A' streamer who conforms,
then becomes the deviant. A situation would arise in which the
teacher would be pressurised to accept 'mormal standards', he
would be branded as someone 'selling out', incapable of controlling
childrén without crrying popularity. Informal sanctions would be
applied to bring a teacher back into line, or discredit him so
that he no longer constitutes a threat to the system. The 'A!
pupil would be restored to his position as 'ideal pupil', and
courses formulated_which embody an image of that pupil.

According to Keddie even an apparently undiffefentiated
curriculum is geared in a subtle way to meeting the needs of 'A!
stream pupils most successfully. Certainly the effects ot the
above assumptions spill over irom administrative convenience into
the world of the curriculum and actual manipulation of knowledge
and material in the classroom.

With the image of the "mormal 'C! child" in mind, a teacher -
might pronounce regarding the usefulness of particular material
for "A's", but as likely to be comprehended only in vpart by the
n"Crs", whose thoughts are predirected away from zbstract concepts.
Teachers continually express regret that a major problem in
motivating 'C' stream pupils is their tendency to see education in
vocational terms. Many seem unable to recognize that the examination

courses simultaneously fulfil both academic and vocational purposes

for more successful pupils (i.e. university ana college aspirations)
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Higher education is not perceivea as vocatlonal, but represents
- o0 the 'A! child the same gateway to adult life as an
apprenticeship to-a:slightly less able.

'C' stream pupils do not find the vocational rationale of the
course meets up to their expectation of what their kind oif work will
be like. The response to this treatment is usuully to behave in an
inauppropriate manner according to ithe teachers' norms so coniirming
their position as a particular type of child. A pupil who is
perceived as -‘‘tatypical' is seen in relation vwo the norm for whav
stream. "She's bright for a 'C' " may not in fact particularly be
an assessment basea on apility - 1t may oe more en explanation ror
gooa social cvonaucu reilecuing values congiuent with uhe veacning
staff.

"Thus what teachers 'know! about pupils as social,

moral and psychological persons is extended to.
what they know about them as intellectual persons"” 9.
One of Keddies main points is that it would be disruptive of

interaction within the staffroom to question that 'B' ness exists.

Working from the assumption that there is such a thing as 'B' ness

or 'C' ness, a teacher may well react differently towards various

groups. He may allow a greater amount of noise and less achievement
in terms of work from his 'C' pupils. Thus a teacher does not
deliberately restrict material, he merely chooses out that which '
he sees as valuable to his 'C! pupils. Teachers will, however,
admit in these situations to being able to get away with not
preparing work for 'C! pupils which they would not risk if they
were teaching the "A's", It is not really possible to estimate
the degree to which his expectations are instrumental in creating
the situatiqn'as he defines it. Thus in the case of the form
teacher of LN at Cavendish. School, when he describes his class to
an observer as "little animals" it is difficult to assess the way

in which this feeling will colour his attitudes, expectations and
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interpretations of behaviour.

The conclusions that can be drawn from Keddie like approaches
to the sociology of education are disturbing and do not bode well
for the success of Rosla. The school may be seen as maintaining
the social order through the processing of pupils and knowledge
" in mutually confirming ways. It seems that hierarchical
categories of ability and knowledge may persist in mixed ability
classes, leading to differentation even within an undifferentiated
curriculum. This is because teachers select pupils as of high or
low ability, origins of which categories lie outside the school
and within the structure of society itself with its wider
distribution of power. Even radical innovation will not be very
successful in relation to Rosla, unless the categories teachers
employ to organize ability andlknowledge, are recognized by them

and undergo fundamental change.
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Chagtér Ten

Conclusion

Section 1 An inevitable failure?

In cﬁnéidering the issues surrounding Rosla it has becomé
clear that theylare both complex aﬁd.problematic. A discussion
of the repercuséions of this policy necessitates the.highlighting
of the main.themes of my investigation. -

An appraisal of the impact of Rosla has conditioned an éttempt
to define the children most affected by it. What has emerged is
that the 'victim of Rosla' or the 'less able child' is a
'steredtype', manipulated theoretically by édministrators, teachers
and policy makers in a sea of political and economic considerations.
Rosla is not then an isolated policy; the institutionalized orders
of a modern industrial society critically impinge upon it.
Voluntary aspects of eaucation are drowned in economic niceties
of '"manpower planning', sowing seeds of alienation and fragmentation
of social groups within the institution of the school. Even teacher
and pupils fears about Rosla have proved iheffective_in stemming
a tide which finds 1its source in an area moré‘powerful than the
monolithic séhool system.

Throughout the study, education has increasingly emerged as
the manipulator of the masses', a means to control and subjugate.

As Everett Reimer suggests, "Schools are themselves dominating
institutions rather than opportunity networks."98' Rosla will
merely be the logical extension of a system based on compulsion
and limitation of freedom, strengthening rigidity and
differentiation between children, cloaking expediency in a sham
of egulitarian principles.

Rosla has at least provided a breathing space for theorists
and educators a like. This time to rethink policies, and plan

new schemes, has in practical terms, however, been a bit of a

'flop'. I n the event, it has produced little new.



- 1L6 -

Reports have been published with great rhetoric and theoretical
embellishments but judging from the schools involved in my
investigation little will change. The reality of the extra year
is liable to confirm former fourth year courses, already rejected
by pupils. The 'less able pupils' will continue in their role as
poor relations. After all, any hierarchic pyramid requires a
large group prepared to form the base.

The plans suggested for Rosla in the Sunderland area seemed
to be missing the boat, bearing.little resemblance to the interesté
of the children.involved, interests which are vocationally
orienfated to the adult world or work, marriage and ramily lite.
Pupils show real entﬁusiasm for 'real life' beyond the confines
of school, with its rules and uniform.- Teachers éubscribe to
these interestis but are in most cases standing on the other side
‘of an unbridgeable chasm, alienated from working class culture,
applauding for exumple, the delignts of the cricket ma£ch Tather
than the 'thrills of the snooker hall'.

What then is Rosla likely to achieve? The pictufe is not
all bleak. For a few, it will bring the rewards of examination
success and possibly the road to higher education. Even in the
Sunderland schools I studied, there were one or two girls who were
leaving because their parents wanted them to. Such would ﬁow be
caught in the safety net of Rosla, instead of finding themselves
as 'machinists' or 'pressers' in the local clothing factory. Tor
the many, however, Rosla will mean a continuation of monotony,
discipline and unappreciated rules. Courses will still be largely
irrelevant and do little to Justify the extra year to the pupils
involved, "and to justify it to some of these pupils would require
some secarcely imaginable feat of seduction™. 99-

As for the teaching staff, Rosla will serve as confirmation
that they were right in their oriéinal assessment of the low stream

pupils as 'no hopers', 'failures' etc., Teachers will see Rosla
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as the cause of another headache in an organization already
embodying sufficient tension. A consequence of this is that
teachers are liable to revert to more traditional methods and
Subjects in which at least they feel they hold the whip hand.
'Pupil involvement' will probably be viewed as a necessary
sacrificial lamb if pandemonium is not to break out with its
humiliating repercussions on staff status and credibility.

Section 2 A possible solution

Pupils and staff alike are kicking against the pricks of
Rosla because they are aware, for a variety of conflicting reasons
that the present education of 'less able children' is generally
unimaginative, and not viable as a measure to inérease opportunities.
It is cleér that too many schools hesitate to provide 'real jobs!,
'real leadership opportunities', real adult responsibilities,
which the pupils want, preferring to water down courses to more
manageable proportions.

It is this watering down process which brings about suggestions
for less authoritarian organization, more flexible grouping, team
teaching etc., all of which are considered more appropriate to
present day concepts. Genuine students of the preblems of
institutioﬁalised education want to "cut down the loss of student
hours in parroting and forgettin, and the loss of teacher hours

in talking to the deaf™® 100.

They advocate activity as opposed
to M"passivity" and. "conformity". However the ultimate fate of
all such schemes is oblivion if the basis of the whole system

is not attacked. Rosla reveals problems which are rooted in an
education process with its founaations in elitism and selectivity.
The sponsorship norm is embedded in these tfoundations to the
extent that any injection for the survival or the system will
disproportionately Tavour the able and thererore put rurther

101.

in jeopardy the 'success' oi the victims or Rosla.

Issues surrounding Rosliw have led me to an awzreness that
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'rotteness' in educational foundations demands neither destructive
body blows or injections for survival bringing false hope; rather
it demands the administering of a fatal dose.

Increasingly in thé late sixties and early seventies there
has been an emergence of a group of theo?ists known as the
'deschoolers!. They stress the need to think in another direction -
to look for an organization of education less wasteful of human
resources and social wealth than the present one. These people
feel that radical alternatives are needed to the present system
of education. They suggest a new approach based on the right of
a young person to participate in a way that he can urnderstand and
apprecia@e, which will involve wide changes in education itself.
As one of the respondents to my survey put it, somewhat less
clearly,

"If there was more understanding between pupil

and teachef and, not so mush 'you are hear to

lern!' it would be more barable for both sides."

The question really is, whether the country can and will
afford to forego the principle of compulsion in education and
substitute a system attractive to and workable by all. The snswer
' is probably 'no', although many theorists would accept that
"no growth to freedom occurs except by intrinsic motivation".loz'

The only real possibility of 'success' in Rosla could well
be measured by the willingness of officials to admit that by

extending the school leaving age they are merely compounding

their mistakes, 'Institutional Diminution' rather than 'expansion!
is liable to be a major lesson learntfrom Rosla,
"Classroom attendance becomes a problem when it builds
sterile walls around too much of normal life.
Similarly curriculum becomes a problem as it
approaches international universality. How much
required attendance classroom teaching and-

-curriculum is tolerable is not a matter for academic
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discussion. Free people, choosing freely
as individuals and in voluntary groups among
an ample array of alternatives can best make

103.

these decisions."

Perhaps the most accurate assessment of what the extra year
will or will not have to offer can be understood from the words
of one of the lucky ones who scraped in to leave at fifteen
years. This pupil had the opportunity to *stay on voluntarily',
his response was as follows.

"They hask us to stop on for exams but if you do

not learn enethink in the 10 year that you have
bean there you will ﬁot learn anithink in a

nother year you stay there."
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Appendix 1

A suggested time-table

Boys
8.1, a.m. p.m.
M | Statistics Gardening or Projects
P.E. (Dance)
T |English Biology or Music Social Service
(Comprehension)| or Humanities (BBC) (1 term)
(1 term of each) Art (2 terms)
W |Science in Maths in the Home Careers
The Home
Th |English Visiting Lecture Clubs or
(Literature) or Discussion Societies
F |English P.E. (Games) Woodwork/
(Drama) Metalwork
Girls
a.m. a.m. .M.
M |statistics ‘Gardening or Projects
P.E. (Dance) .
‘T |English Biology or Music Social Service
(Comprehension) | or Humanities (BBC) (1 term)
(1 term of each) Art (2 terms)
W Home Economics Careers
Th |[English Visiting Lecture or Clubs or
(Literature) Discussion Societies
F  [English P.E. (Games) Needlework
(Drama)

Source : Durham Education Assembly Report No.l on Rosla D.E.A. 1971

p.58.
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Appendix ii

A Residential Centre

At this point a suggestion which has terrific possibilities and
implications was made i.e. that a separate centre be built, possibly
by the students themselves (under guidance, of course) to house
conferences or activities on a daily or weekly or even longer period
basis. This building, purpose built, to have a coffee bar cum lounge,
with full canteen facilities capable of catering for 60 to 100 students
for meals during conferences (catering could be done as part of a
domestic science project) lectufe-cum-film hall for general use, with
smaller rooms for group work-discussion etc.,

Conferences and activities could be planned on a multi-lateral
basis, possibly with each school in turn acting as host, organised
and planned, and manned by staff with special responsibility for the
1l to 16 year olds. It could also be used for evening and weekend
activities, careers forums, study and exhibition centre for displays
of work done, of projects completed and the actual building of it
may well be a challenge element we are looking for, whilst the fact
that it is 'their own structure' may well preserve it from vandals
and so prove good community training. It would also get pupils
from different schools together in an 'away-from-the-school' atmos-
phere'! which we believe is so essential for this course.

Another way in which it could be used would be for say a fort-
nightly scheme of course to be planned and each school to send a number
of pupils to each course so that all pupils would have a month at the
centre during their final two years at school. With dormitories they
could stay on a residential basis if required, as an experiment in
commnity living, planning the whole period of residence as part of
their course e.g. organising cleaning, catering, maintaining and
possibly extending as well as planning an instructive and interesting
programme, compiling reports, undertaking projects and learning to
live together in harmony, going home only at weekends if situated
locally, or using the weekends more for leisure pursuits - hiking,
climbing, orienteering, light-weight cemping etc., - on an 'outward-
bound' basis if the centre should be built away from the locality.

Problems, or course, will no doubt arise e.g. Money ! Trade
Unions! Insurance against accidents etc., but we feel that the idea
is well worth further exploration, ana it would appear that a school
due to close coula possibly be adapted for their use, although it
would probably be regarded as just another school and so defeat the
object.

Source : Durham Education Assembly Report No.l on Rosla D.E.A. 1971
p.62
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"Please sir, I'd like to éay

I would rather leave than stay
Around this school another Day
Please sir.

Please sir, yoﬁ must agree

This school work is no use to me,
I'1l never get a good degree.
Please sir.

I am at the awkward stage,

I want to earn a weekly wage,

So please don't raise the leaving age

Please sir."

Song by Tony Capstick



