THE UNIVERSITY OF

WARWICK

University of Warwick institutional repository: http://go.warwick.ac.uk/wrap

A Thesis Submitted for the Degree of PhD at the University of Warwick
http://go.warwick.ac.uk/wrap/36101

This thesis is made available online and is protected by original copyright.
Please scroll down to view the document itself.

Please refer to the repository record for this item for information to help you to
cite it. Our policy information is available from the repository home page.



PARENTAL PARTICIPATION IN
PRIMARY EDUCATION.

Carol Vincent.

A thesis submitted for the degree of Doctor of Philosophy.

Centre for Research in Ethnic Relations

University of Warwick.

April 1993.

ake



Table of Contents

Acknowledgements
List of abbreviations
Summary

CHAPTER ONE

Parents, Power and Participation: Some Themes
The nature of the state education system
Power and participation

Theorising 'the community'

Social democratic ideals: community education

Conclusion

CHAPTER TWO )

The Role of *The Parent' in State Education

Soclal democracy and the state education system

The rise of the New Right

The New Right's education project - the parent as consumer

Conclusion

CHAPTER THREE
Parent Participation in Primary Education: The Present Day
Problematizing home-~school relationships
Parental roles
~ The supporter-learner model

Parents as consumers: The Parents' Charter

Independent parents
— Parents as participants

Conclusion

ii

it

13
17
23

27
27
34
37
44

48
55
55
63
65
66
68



CHAPTER FOUR

Researching Home-School Relations

Case study research - a brief discussion
The design of the research

Critiquing the research process

Conclusion

CHAPTER FIVE

The London Borough of Hackney: A Portrait

The London Borough of Hackney

Hackney Council

The establishment of Hackney Education Directorate

Conclusion

CHAPTER SIX

Hill Street and Low Road Schools: The Teachers' View
Hill St and Low Rd Schools

The school as ‘community’'?

The *good' parent

Staff relationships

Conclusion

CHAPTER SEVEN

Hill Street and Low Road Schools: Parental Perspectives

Parent-teacher relationships

Parental reluctance, parental division
- Black and bi-lingual parents
- Levels of involvement

Conclusion

CHAPTER EIGHT
The Micro—Politics of Home—-School Liaison

71
71
79
83
91

93
93
a5
98
109

112
112
120
123
135
140

143
143

166

166
178

182



Micro-political theory
The micro-politics of home-school liaison
Events, reactions and interpretations
- St Anne's CE School
- Ladywood School
- Westdown School
Issues Arising

Conclusion

CHAPTER NINE

The Establishment of Hackney's Parents' Centre
A note on lay participation

Hackney Parents' Centre

Parental participation: The Parents' Centre

Conclusion

CHAPTER TEN

Conclusion: Parental Participation and Citizenship

Arenas for change
Developing citizenship’

Conclusion

Appendix

Interview details

Bibliography

List of Tables

CHAPTER THREE

Parental roles in state education

182
184

190
195
201
207
213

217
218
219
225
230

234
236
240
242

243

245

following 55



Acknowledgements

Conducting postgraduate research can be a somewhat isolating process.
Therefore I would like to thank the following people who have helped

to make the production of this thesis an enjoyable experience.

My supervisor, Barry Troyna, has made an immense contribution to
my academic development. He has also been extremely generous in
giving his time and effort in support of this thesis <(despite my
complete, and no doubt misguided, 1lack of appreciation of Spurs!)
During my first year, Wendy Ball also acted as my supervisor, and has
continued to show an interest and support well beyond the call of
duty. Thanks also to John Wrench, particularly for piloting me through
the final fraught stages.

Without the many contributions of Hackney workers and residents,
this thesis would have floundered. I would particularly like to thank
parents and teachers at Hill St and Low Rd Schools who gave freely of
their time, despite the many pressures upon them. Thanks are also due
to officers in Hackney's Education Directorate, the co-ordinators and
the Parents' Centre workers for their sustained welcome and interest

over a two year period. I wish them well in their future work.

Finally, I would like to thank Ian Loveland. Without his complete
and unfailing support and encouragement, I doubt I would have embarked

upon this thesis — let alone managed to éomplete it.



Abbreviations

CRE Commission for Racial Equality

DES Department of Education and Science (recently renamed DFE)
DFE Department for Education

EDP Education Development Plan

ERA Education Reform Act 1988

HCRE Hackney Council for Racial Equality

HEP Hackney Education Partnership

HMI Her Majesty's Inspectorate

HSA Home School Association

HTA Hackney Teachers*® Association (local branch of NUD)

ILEA Inner London Education Authority
ILTA Inner London Teacher's Association (local branch of NUT)

LBH London Borough of Hackney
LEA Local Education Authority
LMS Local Management of Schools

NALGO National Association of Local Government Officers
NATFE National Association of Teachers in Further Education
NUPE National Union of Public Employees

NUT National Union of Teachers

PA Parents® Association

PLR Primary Language Record, later changed to Primary Learning
Record

RSA Royal Soclety of Arts

SATs Standard Assessment Tasks

SHES Save Hackney's Education Services

SMT Senior Management Team

_1 1_



SUMMARY

This thesis is a qualitative study of the power relations structuring
interactions between parehts and teachers in one inner London borough.
The first three chapters consider the theories and practice of
participation and the extent of 1its realisation in education.
Individual parental involvement is seen as the accepted way for
parents to intervene in their child's education; this tendency is
heightened by the current New Right emphasis on the ‘parent-as-
consumer'. Such individual parental incursions can only have a limited
effect upon the imbalance of power that defines relationships between
teachers and working class parents. However opportunities for
collective parental participation are found to be restricted.

Chapters five to nine contain case studies of two primary
schools, a home-school co-ordinators' project and a parents’ centre.
The ethnographic chapters use fieldwork data, gathered mainly through
semi-structured interviews to illustrate the effects of social class,
ethnicity and gender; firstly, on individual teacher-parent-officer
relations, and secondly, on allowing access to school and LEA decision-
making fora. These chapters illustrate the arguments of the earlier
theoretical chapters, by showing how teachers as individuals and
schools as institutions allow particular types of individual parental
involvement whilst 1limiting opportunities for collective parental
participation.

The concluding chapter applies these findings to the theoretical
arguments outlined in chapters one to three. It argues that allowing
parents a role as participant would profoundly alter their
relationship with the education system. Such a role - resulting in
increased lay participation in a welfare state institution - is seen

as an integral part of citizenship in a fully participative democracy.
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CHAFPTER ONE

PARENTS, POWER & PARTICIPATION:
SOME THEMES

Introduction
This thesis examines the relatlionships between two distinct social
groups, parents and teachers, and their 1location in two distinct
settings, home and school. The fieldwork was conducted in the London
Borough of Hackney, and comprises case studies of two primary schools,
and two local authority initiatives; namely, the employment of three
home-school co-ordinators, and the establishment of a Parents' Centre.
In studying these parent-teacher relationships, this thesis draws
on a range of theories to analyse the power relations structuring
parent-teacher 1interaction. Following Wright-Mills, this study
explores "private troubles", and their articulation with "public
issues", (le broader social forces), thereby aiming to "open for
inquiry the causal connections between (specific) milieux and social
structures," (Wright-Mills 1959, p.144, 145). This study argues that
parent-teacher relationships are conducted within a rigid framework,
shaped by the imbalance in power between the two parties (1],
Obviously the exact nature of the relationship is influenced by the
social positioning of the individuals concerned. For example, research
suggests that some middle class parents can take the initiative
concerning theilr child's schooling more frequently and effectively
than working class parents (CACE 1967; Cyster & Clift 1980; Lareau
1989). Chapters 5 to 9 use fieldwork data to i1llustrate some effects
of the dimensions of social class, ethnicity and gender in shaping
individual relationships, and allowing access to school and LEA
decision-making fora.

This introductory chapter, however, addresses the dominance of
individual relationships as the mode for parental. access to the state
education system, and seeks to explain why collective incursions by
parents are so uncommon. Firstly, it examines several theories of the

state to establish whether power-shifts between dominant and



subordinate groups are considereé theoretically possible. Secondly,
theories of participation are employed to illuminate the processes by
which such a power-shift could be realised. The concluding section
looks at developments within community education, (including
definitions of the term 'community') as many advocates of this
approach have argued for re-distribution of power within the education

system, away from the professionals and towards other lay actors.

The nature of the state education system

This section initially adopts a Gramscian perspective on the state, as
Gramsci's writings suggest that incursions by subordinate groups into
sites of power are theoretically possible. His work emphasises the way
in which different social groups endeavour to retain and enhance their
power in particular spheres; a process inevitably leading to struggle
and conflict (Hall 1989 p.168).

Gramscl divided mature capitalist societies into various,
interactive sources of power: the economic structure, and political
and civil society (Simon 1977 p.84). By contrast, a classical Marxist
formulation sees the economic base as exerting an ultimately binding
influence over the political and cultural arenas of society. Gramsci
defined civil society as a range of institutions and organisations,
such as the churches, schools, political parties, trade unions, the
family, and voluntary groups. Participation in all these arenas is by
consent. In contrast, the institutions of political society, such as
the forces of law and order, are marked by coercion. It is through the
agencies of civil soclety that the hegemony of the dominant social
group 1s exercised. Hegemony 1is the process by which one group
exercises control over other groups by gaining their active consent.
In this too, Gramsci's work contrasts with that of determinist
Marxists, such as those of the economic or cultural reproductive
schools (Giroux 1983) [2], Althusser, for instance, sees subordinate
social groups as passively receptive to the preachings of Ideological
State Apparatuses (ISAs) [3] which demand acceptance of the existing
social order (Althusser 1972). Gramsci however eschews this apparently

smooth process by which the ruling class's ideology is inculcated.



Instead he views civil society as composed of mény sites of struggle
at different levels. He allows, therefore, for the possibility of
collective resistance from the subordinate group which might lead to
negotiation and concession by the ruling faction (Buci-Glucksmann
1980). This is a broad view of politics, surpassing a narrow party
political definition, and instead seeing multiple sites for the
operation of power and subsequent challenges to that operation (Hall
1989 p.168). Gramscl argues that the outcome of such struggles is
open-ended, which allows him to forsee the possibility of the working
class developing its own hegemony, with which to supplant that of the
ruling group. This might occur in a 1limited fashion, perhaps
temporarily in one locality. It is this possibilit& of resistance by
individuals and groups which renders partial the reproductive outcomes
seen as inevitable by such theorists as Althusser, Bowles & Gintis and
Bourdieu <(Althusser 1972; Bowles & Gintis 1976; Bourdieu & Passeron
1977; Dale 1989; Giroux 1983).

Thus the state 1s not presented as a monolith, but as composed of
political and civil society. Each institution within these two spheres
has some autonomy which also allows for the possiblity of oppositional
action within institutions. Political theorists have used the'concept
of relative autonomy to describe this 'space' (Castells 1977). Green
(1990) argues that national factors affect its extent and nature. He
suggests that the emphasis on individualism, decentralization and the
autonomy of different parts of our education system derive from the
legacy of the liberal market and the doctrine of minimal government
that has been so fundamental to the formation of the British state. He
contrasts this with the more centralized, collective nature of the
French education system. 'Relative autonomy' has also been used to
study micro-level developments. Troyna & Williams say of their

research into the formulation of local authority anti-racist policies,

“(Thel complex relationship between broad state forces and
concerns and the specifity of local responses to these issues is
what we mean when we use the terms, relative autonomy and sites
of struggle. While we recognise the primacy of the state, it is
in the arena (or ‘'space') opened up by this relative independence
of the local education system that the competing ideologies of
different groups arise and are resolved, either partially or
wholly," (1986 p.7).



Giroux (1983) contends that theorists do not closely examine how
this 'space’. Nor do they explain how dominant groups apply to the
subordinate groups for their active consent to the status quo, and how

such consent can be won or withdrawn.

"Theorles of the state focus primarily on macro and structural
issues, resulting in a mode of analysis that points to
contradictions and struggle, but says 1little about how human
agency works through such conflicts at the level of everyday life
and concrete school relations....The driving force of culture is
contained not only in how it functions to dominate subordinate
groups, but also in the way in which oppressed groups draw from
their own cultural capital and set of experiences to develop an

oppositional logic," (1983 p.281-2).

Some recent theorists take these arguments further. Watson
€1990), whilst agreeing that theories of the state have tended to
ignore the workforce, the ‘human agency', of various state
institutions, takes issue with the theme of the state acting in a
contradictory fashion. This, she «claims, suggests the continued
exlstence of a perception of the state as an essentially unified body,
"that is, the discourse of contradiction implies a unity of state form
which then surprises us when it appears to act in unexpected ways,"
(Watson 1990b p.237). Furthermore, it is this very notion of a "more
or less coherent network of institutions or apparatuses" which lends
theories of ‘the state' their depersonalized character (1930a p.8).
Instead, she portrays 'the state' as "erratic and disconnected" (1990b
p.237).

"There are many different varieties of the state, spatially and
historically. Each of them has 1its own combination of
institutions, apparatuses and arenas which have their own
histories, contradictions, relations and connections, internally
and externally," (Watson 1990a p.7; see also Allen 1990; Ben-
Tovim & Gabriel 1982; Ben-Tovim et al 1986 [41).

Incursions by interest groups will not, therefore, automatically fall

victim to monolithic state power. Watson, writing about the effect of

feminism on public sector institutions comments,

"The ability of feminists to influence the political agenda and
to achieve reforms is inevitably a result of specific political
and economic relations, of the composition of bureaucratic and
political players, of localized powers and resistance, and of the
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strengths of 'feminisims' within and outside the political structure,*
(1990a p.19).

'Feminists', in this quotation, <could be replaced by other
‘oppositional’ or relatjively powerless groups, such as 'anti-racists',
‘progressive educators' or local parental pressure groups. In addition
to the forces Watson identifies, there are two other dimensions
affecting the successful incursion of currently subordinate groups
into the domeins of powerful groups. Firstly, Jjust as ‘'the state' is
diverse, subordinate groups rarely form a totally unified, homogeneous
body (Yeatman 1990). Parents are an obvious example; all have school-
age children, but differences may stem from variations in age, gender,
social class, ethnicity, religion, and so on. This diversity can be
heightened once the group gets some foothold into state institutioﬁs,
as Watson (1990> and Yeatman (1990) show in their studies of feminist
bureaucrats in Australia. Such divisions are also evident in the
different positions held by reformist and radical community educators
(see below). Secondly, powerful groups can reformulate the demands of
others, thereby 1limiting, rationing, and restraining apparently
radical aims (Watson 1990a).

Therefore, these macro-level theories do suggest the possibility
of concessions being granted by ‘the state' to those who previously
had little power or influence. However, elements that might be harmful
to powerful established interests are vulnerable to reformulation or
marginalization. Community education illustrates this tendency, and is
explored in more detail below [5]. Next, however, this chapter
examines theories of citizen participation, and the processes by which

re-distribution of power can theoretically occur.

Power and participation

This section examines several theories concerning power relations
between institutions and government and a wider constituency.
Commentators differ on the opportunities available for those who are
not formally power-holders to participate in the political process.
Pluralist theories assert that the political system consists of

diverse interest groupings competing openly for access to power.
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Pluralists would therefore see many opportunities for citizen

participation. Dahl, studying American local politics concluded that,

"The independence, penetrability and heterogeneity of the various
segments of the political stratum all but guarantee that any
dissatisfied group will find spokesmen in the political stratum,"
(1961 p.93).

However Bennington (1977), writing about the 1970's Community
Development Projects described ‘'flaws in the pluralist heaven'
(Schattschneider 1960), noting that community participation in
decision-making is often restricted by power holders who allow it to
operate only in directions deemed acceptable (also McAuslan 1880; Ward
1976; Lukes 1974)., McAuslan, writing about planning law, identifies
the ideology of public interest. This allows administrators the
apparent right to define that interest as well as the necessary powers
to act to fulfill it (McAuslan 1980 p.2-5). Lukes, in a critique of

pluralism, comments that,

“The diversity and openess that Dahl sees may be highly
misleading 1f power is being exercised within the system to limit
decision-making to acceptable issues,“ (1974 p.36-7).

Bacharach & Baratz develop this point by highlighting the processes by

which an agenda is formed. They quote Schattschneider (13960);

"All forms of political organisation have a bias in favour of the
exploitation of some kinds of conflict and the suppression of
others, because organisation 1s a mobilisation of bias. Some
issues are organised into politics while others are organised
out," (Bacharach & Baratz 1870 p.8).
Newton's (1976) study of decision-making in Birmingham provides an
example of this point. He 1denitified a ‘'limited or partial’
pluralism; that is, that for some pressure groups the system does
operate in a broadly pluralist manner. These groups have effective
links with decision-makers, their opinions are heard and influence
policy. The character of ‘'successful' groups varied depending on the

issue involved, but were often professional and business associations

(also Eade 1989), Newton comments,

“Some interests are difficult to aggregate while others are
represented by organisations which, because of the social and

-6 -



economic position of their membership, have a weaker set of

political weapons than opposing groups - consumers as against

producers, tenants as against landlords, pedestrians as against

motorists," (1976 p.227).

Lukes, however, believes that the picture is still incomplete. He
argues that the most subtle and insidious form of power 1s non-
decision making. This extends beyond the form that Bacharach & Baratz
describe, which 1s the exclusion by power holders of various issues
from the agenda against the wishes of others. Instead Lukes argues
that issues may be excluded by the powerful, without provoking dissent
from other groups, even though ralsing those issues on a public agenda

might prove to be in the latter's interests. He continues by noting,

"The many ways in which potential issues are kept out of

politics, whether through the operation of social forces and

institutional practices or through individuals' decisions," (1974

p-24).

The commentators mentioned above studied instances of
participation before the emergence of the New Right as a dominant
force. Woods (1988) argues that "participation is not necessarily
associated with the achievement of any particular social or moral
purpose® (Woods 1888 p.325; Richardson 1983). In contrast, this
section argues that different models of participation can make
particular kinds of outcomes more likely. This can be illustrated by
examining the particular form of participation encouraged by social
democracy, and contrasting it with two other variations from the right

and the left respectively.

Social democracy and participation

The ideology of citizen participation in a social democratic society
assumes the desirability of a fully participative democracy. Advocates
argue that the classic vehicle for achieving such a soclety - the
electoral process - 1s too blunt a tool as it renders citizens passive
between elections, concentrating power exclusively within the
governing elite (Carr 1991). Only through the process of participation
itself can the 'informed consent' of those governed be achieved
(Pateman 1970; Miliband 1984; Ward 1976). Such involvement in the



management of state institutions would allow citizens to develop a
sense of ‘ownership' over organisations previously perceived as
alienating and/or patronising (Dale 1989; Seddon et al 13930).

However there exists a well-developed critique of the initiatives
in participation offered by the social democratic state. This
commentary addresses two main issues. Firstly, that attempis to
increase participation may prove illusory in substance. Secondly, that
participatory initiatives are designed to legitimate the more general
action of the institution concerned. Therefore their effect 1is to
increase opportunities for individual rather than collective
participation. ‘

The first assertion 1s well-supported by empirical research.
Several typologles exist which show differing amounts of citizen power
in wvarious <circumstances, all subsumed under the 1label of
participation. For instance, Arnstein's (1969) ladder of participation
has eight 'rungs'. At the bottom are manipulation and therapy, which
masquerade as opportunities for citizen participation but would be
more accurately described as opportunities for the powerholders to
‘educate' or even ‘cure' those involved. The ladder progresses through
stages of involvement which allow participants to voice their opinions
but retain the power holders' decision-msking autonomy. Transference
of power occurs at the top two rungs only, delegated power and citizen
control (Harlow & Rawlings 1984 p.440). Similarly, Gibson's study of
black community groups and their relationships with local authority
officers defines the majority of their interactions as fitting his
advisory or even 1llusionary models of participation (Gibson 13887).
Even when exercises 1in 1increasing community participation are
underway, not all citizens can respond to the initiative (Harlow &
Rawlings 1984). Newton's study of voluntary groups in Birmingham
(1976) showed that groups with the least radical aims were most able
to establish fruitful relationships with officers. Class, ethnicity
and gender may all be important factors in determining willingness to
participate. Although data in this area 1is sketchy there is some
evidence that white middle class people remain most likely to take up
voluntary positions in local groups (Thomas 1986 p.46).

Thus we begin to get a sense of the gap between the reality and
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the rhetoric of citizen participation. This obfuscation can result in
the same language being used for initiatives with widely differing
alms, Beattie quotes Pennock's (1979) four reasons for introducing
participatory democracy: it could serve to legitimise institutional or
governmental activity, to make it more responsive to its clients or
electorate, to aid the personal development of individuals who become
more closely involved in matters affecting their lives, or to overcome
the allenation of groups supposedly served by that institution
(Beattie 1985 p.5). The first +two of Pennock's reasons -
responsiveness and legitimacy - can be fulfilled without transferring
power. Beattle observes that they are conservative in character, their
main aim being to ensure the smooth running of the institution. Aims
three and four - 'personal development' and 'overcoming alienation' -
are concerned with minimising the powerlessness felt by those formerly
excluded from the system (Beattie 1985). Both these aims, but
especially the last, require more fundamental changes in structures
and attitudes, which, as the typologles show, are attained 1less

frequently.

Participation and the New Right.

The effect of change in the dominant political 1ideclogy since the
1970s cannot be underestimated. The rise of the New Right has severely
disrupted social democratic principles, and radically re-defined the
concept of participation. The New Right adheres to economic neo-
liberalism, advocating an enterprise culture in which the market
operates free from state constrictions. There has been a calculated
move away from collective state provision towards an individual client
orientation throughout state welfare policy since 1979 (Adler et al
1989). Citizens are assigned the role of individual consumer and have
access to power through the operation of consumer choice <(Ranson
1986). The pre-eminence of the individual affects the possible forms
of citizen participation. The marginalisation of collective activity
pre-empts potential alliances between individuals with similar
interests (John 1990). Additionally, the consumer's power comes from
her ability to withdraw her ‘custom' from an organisation, rather than

to participate 1in 1ts running. Any changes in the institution

-9 -



resulting from an aggregate of individual choices are viewed as the
supposedly neutral effect of market forces (Ranson 1988; Johnathan
1990). With relation to education, many commentators assert that the
apparent 1increases in power open to individual parents appear
tokenistic, or of use only to a minority (Simon 1988; Whitty & Menter
1989; Jonathan 1989, 1990). Yet as Harland notes, the significance of
introducing apparently participative processes, such as 1increased
parental choice, lies not just in their outcome, but in the very act

of introducing them.

"The state has apparently made an honest attempt to accommodate
the views of those concerned... having done so its policies and
its right to enforce them are rescued from legitimation deficit,”
(Harland 1988 p.98, original emphasis). '
Despite the many flaws in implementation, social democratic forms
of collective participation offer the possibility of enhanced control
of state institutions. New Right concepts of participation offer
individuals the possibility of 'exiting' from, but not participating
in the management of public sector institutions (Bash & Coulby 1989),
To use Hirschmann's terms, parents-as-consumers are offered 'exit' but
not 'voice' (Hirschmann 1970; Ball 1987; also Flew 1987; Locke 1974),
Yet whilst 'exit' may be a more straightforward option than 'voice',
(the results of exercising the latter being difficult to predict),

Hirschmann also argued that ‘voice' is more effective in promoting

changes in organisational performance (Westoby 1989 p.71) [61.

Participation through empowerment?

The 1980s also witnessed the growth in popularity of a competing
ideology of participation. Spurred on by the rise of Labour Left
authorities, the term empowerment became common currency amongst left-
wing educationists and local authorities. Education is seen as a
potentially empowering force for children and adults as children
become autonomous critical learners (Freire 1985), and parents take
firmer control of elements that affect their 1lives. However,

definitions of the term 'empowerment' vary. The following are two

recent examples.
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"The basis for decision-maeking ([(in educational institutionsl
should not of course, be merely the will of elites or of a
majority. Decisions should be made on the basis of a demonstrated
and demonstrable relationship to empowerment directed towards
survival within the status quo as well as alternative economic
and social relationships,” (Catterall & John 1990 p.74).

"Empowerment means people taking greater control over their own

lives collectively and individually, which often entails them

gaining a greater understanding of issues that shape their lives.

For example a person may, through an educational activity be more

skilled and confident in gaining employment or improving their

Job prospects; as a result of their educational experiences,

people may become more active and effective citizens through

their involvement in local pressure groups and organisations
which represent community interests; by becoming more effective
and efficient in one area of their lives (eg home repairs or car
maintenance), people may be more able to devote their energies to
other chosen activities and interests. Such activities should
empower people in order that the quality of their lives improves

collectively and individually," (Coventry LEA 19390 para 4.4.3).
What can be deduced from these quotations 1linking education and
empowerment? Can a concept covering inclusion in school decision-
making and expertise in car maintenance have any solid theoretical
basis? Certainly, it does not appear as well-developed theoretically
as New Right concepts of participation and 1s often used loosely
(Leicester 1989; Croft & Beresford 1992). Indeed Conservative
politicians now alse refer to 'empowerment’ <Kajor {832}, &ihowt =
precise definition of the aims and methods involved in the process of
empowerment in a particular context, 1t seems that, as the quotation
from Coventry LEA suggests, radical rhetoric may easily collapse into
liberal implementation.

To explore the concept further it may be useful to identify
levels of empowerment. The Coventry quotation seemingly focuses on
enabling individuals. Despite 1its references to collectives, it
emphasises giving individuals skills to create areas of greater
freedom and control in their 1lives. However, because these effects
are limited to individuals, a process of enabling does not affect the
structural constraints controlling people's lives, a point noted by

John.

“If there 1s one criticism I have of the concept of adult
education it 1s that...it has to do with enabling people to do
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things on an individual basis, that is creative and productive
and minimises stress...as distinct from being a project that is
about empowering people as groups and collectivities within the
communities in the context in which they operate, and by context
I mean as black people, or women or residents of an estate,"
(John 1990 p.139).
Empowerment (as opposed to enabling) would therefore be a precursor of
collective citizen participation; a process of setting in motion
actions and attitudes that 1lead to groups of people, generally
considered to have little access to state decision-making processes,
acting collectively to change the conditions shaping their lives, and
1n addition improving their quality of life within those boundaries.
In theory, therefore, parental participation in their children's
education could be empowering for parents. Having a 'voice' would
allow them control over a welfare state 1n$titution, perceived as
crucially important to future life chances, that has traditionally
beenllargely closed to lay intervention (CCCS 1981; Ranson 1990). A
policy aimed at empowerment would concentrate on developing a
participatory ethos within schools so that parents and members of the
community shared decision-making powers with educational

professionals.

A note on language — The concept of ‘condensation symbols’

As this section has implied, participation rhetoric is characterised
by vagueness and generalities as the term is applied to proposals with
varying aims. 'Participation‘', ‘'partnership', and 'empowerment' all
have positive connotations. Like 'participation', 'partnership' is a
diffuse concept. It implies a broad spectrum of ideas embracing
equality, consensus, harmony and Joint endeavour. ‘Empowerment’
implies redistributing control and 1influence in favour of the
disadvantaged and deprived; that this may negatively affect other
groups 1s less frequently considered. Edelman (1964) defines such
terms as ‘condensation symbols'. They 'condense' specific emotions
into a particular word or phrase, so that 1its usage provokes those
emotions. However the exact meaning of these condensation symbols is
not clearly defined. Indeed they are often kept vague to attract

maximum support. Over time, the words gain assumed meanings which are
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rarely critically scrutinised. Thus thelr usage can obscure more than
it illuminates. The next section focuses on concepts of 'community'
and 'community education', terms which offer further examples of the

phenomenon of ‘condensation symbols'.

Theorising 'the community',

Practitioners and theorists involved in community approaches to
education have long argued that benefits accrue from closer home-
school relations (Watts 1977; Carspecken 1990; Shipton & Bailey
1989). Some 1influential factors shaping developments 1n parental
participation in community schools are discussed below. However, first
it 1is necessary to consider what 1is meant by the concept of
‘community’.

Used as a condensation symbol, the connotations of 'community’
are always positive. Consequently it is often employed to add a warm
and humane glosas to other concepts. 'Community care' 1is a prime
example, giving an impression of a level of care unobtainable from
impersonal bureaucracies and institutions. The term's positive
assoclations derive from Tonnies' influential work. He distingushed
two ways of ordering soclety - Gemeinschaft <(community) and
Geschellschaft (association). The former refers to typical (or
stereotypical) rural lifestyles, centred around agriculture and the
home. Shared beliefs, continuity and collaboration pervade all areas
of 1life. In contrast, association 1is 1linked with city 1life,
underpinned by trade and characterised by heterogensily =nd
corresponding alienation (Tonnies 1955; Bash et al 1985; Knox 1982).
Tonnies' theories must be seen in their historical context, written
when the fast-moving pace of urbanisation alarmed many commentators
(Williams 1977). Similar ideas are discernible in the writings of
Wirth. His empirical work described how in an urban setting, peoples’
primary relationships with their family and close friends were
weakened by the demands of city life. The fragmentation and lack of
connection inherent in the specialized environments of the city
(school, home, work etc) could 1leave people unsupported and

unrestrained. Rational institutions, such as the social services or
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the police, attempt to substitute for the loss of close-knit socilal
groupings. However, Wirth doubts the ability of such institutions to
replace a communal order formerly founded on consensus, believing
instead that anomie would result (Wirth 1864; Knox 1982).

Wirth's conclusions were questioned by some commentators,
including Gans (1977) who highlighted several moderating factors. He
claimed firstly that Wirth described a relatively small dinner city
area and not the larger reaches of surburbia. Secondly, he suggested
that many inner city residents were relatively permanent members of
‘urban villages', which contained cohesive social networks based on
shared ethnicity and social class (Gans 1977; Young & Wilmott 1957).

However, during the post-war period many traditional working
class communities in Britain have fragmented. An area with a long-
established, white working-class pdpulation like London's Bethnal
Green (the setting for Young & Wilmott's work and bordering Hackney)
has been altered by various developments. Firstly, centrally-
determined policies have encouraged many former East End residents to
move out to the surrounding ‘new towns® (Frankenberg :198&>. Secandiy,
the area, although with a long history of atiracting migrant groups,
has become more visibly heterogeneous as a result of immigration,
notably from Bangladesh and Somalia. A section of the white population
has an equally long tradition of racial prejudice and exclusionism
(Husbands 1983). Thirdly, general population drift out of the city
centres encouraged the development of a 'suburban' lifestyle, which
affected both rural and urban residents to some degree. Knox calls
this 'community transformed', and quotes Mumford (1940) who describes
suburban living as 'a collective attempt to lead a private life' (Knox
1982 p.71). The focus here is on individual households, and the
immediate family. This trend has not led to the complete disappearance
of localized social networks (Knox 1982). However, it is arguable that
the concept of the locality-as-community is diminishing in relevance
for many urban residents.

Other sociological studies have developed the i1dea of a continuum
on which particular communities can be located, thus replacing the
rural/urban dichotomy (Frankenberg 1966). One particular

characteristic of communities towards the urban end of Frankenberg's
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spectrum, 1s the tendency for conflict to lead to segregation of the
conflicting groups. This does not suggest that conflict 1s omnipresent
in urban communities, but that when it does occur, its management
takes a different form, In itself, conflict 1s not automatically
disruptive of a community's cohesion. However as the ties linking
individuals in urban areas are fewer than those binding villagers,
conflict can often break those bonds, causing segregation and
alienation.

Thomas further develops this point. Describing life on inner
city housing estates, he concludes that relationships are managed by
withdrawal not engagement (1986 p.96). He too constructs a continuum,
calling the two extremes nominal and interacting communities. In
nominal communities, people have few interactions with neighboufs.
Partly this is due to the urban dwellers' tendency to maintain social
relationships over a wider geographical area than the immediate
locality. However, Thomas also identifies a sense that shared values
and beliefs cannot be assumed within a heterogeneous population. This
can produce feelings of fear and distrust, which lead to a retreat
into the individual household. "Differences [between people] are
exaggerated and not negotiable...agreements and understanding about
how to live together are unable to emerge," (Thomas 1986 p.126-7).
Racial prejudice plays a powerful part in the development and
maintenance of these boundaries. Participation rates 1in voluntary
organisations are low, because of the difficulties of overcoming the
divisions besetting the population. People doubt that community groups
can effect improvements. Also, as Thomas points out, people who work
long hours, live in poor housing or who are under financial pressure,
may have 1little energy, time, or inclination to participate 1in
voluntary groups. By contrast, the interacting community is primarily
known by residents' willingness to leave their households and interact
with people around them, both formally through participation 1in
voluntary groups, and informally thorough personal relationships.
Active neighbourhood organisations can strengthen relationships with
outside bodies, such as the local authority, and this in turn lessens
residents' feelings of powerlessness.

However, it 1s arguable that social networks are now less likely
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to be shaped and determined by locality than in the pre and early
post-war period. For many people living in cities, the notion of an
area-based community 1s increasingly redundant. In addition, the
heterogeneity of most urban areas means it is impossible to talk of
one local ‘'community'. Any area may contain several 'communities!
based on class and ethnic groupings. Even one housing estate may
consist of distinctive groups, who have little contact with others.
Tenants' assoclations often face great problems in finding common
ground amongst residents, across potential‘ barriers resulting from
differences in ethnicity, age, and employment status etc <(Thomas
1986) .

Yet a community scheool presumes this set of neighbourhood
relations, and consequently sets out to exploit or develop them. Brar
notes that teachers often have recourse to idealised, reified visions
of community, referring to what was or what might be, rather than what
is (Brar 1991 p.33). He adds that the 'black community' 1is
particularly likely to be seen as homogeneous, despite differences in
ethnicity, religion, class, gender, and political allegiances <(also
Eade 1989). Carspecken comments that some schools draw pupils from a
'strong' community (with a homogeneous socio-economic and/or ethnic
grouping, 1990 p.8), while others draw students from more varied
backgrounds. In the latter case, "community becomes a weak term,
applied to the aggregate of femilies sending their children {o <he
school or 1living within its proximity," <1990 p.9). Thus, he
continues, community schools aim to work in one of two ways. In areas
with ‘strong’' communities, the school draws on its resources to blur
the boundary between school and community. Schools with apparently
‘weak’ communities try to 'create' a ‘communit} spirit' focused on the
promotion of the school as a shared interest for all parents and
children regardless of other differences. For this to succeed, schools
have to overcome the trend away from area-based perceptions of
'community’.

At this point it 1s important to differentiate between school-as-
community and locality-as-community. Using Thomas' (1986) terms, it is
theoretically possible to have an interacting local community and a

nominal school community and vice versa. The first possibility would
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suggest a scenario where designated community schools, concentrating
on access, would encourage local people to wuse the school's
educational and recreational facilities. However, the institution
would serve a primarily utilitarian purpose. Local people receive
resources but are not involved in their provision, in the management
and organisation of the children's education, nor in wider school
issues. Alternatively, one particular 'commﬁnity' may be quite heavily
involved in the school, but to the exclusion of other ethnic and
gocial class groups. This suggests that the view of 'community’' as a
spatially-defined group sharing the same goals and values 1s somewhat
simplistic. Nevertheless it remains highly influential, encouraging
schools to assume that such a 'community' should exist 'out there'. If
it does not appear to do so, then the school's task is single-handedly
to resolve the deficiency. The next section continues by developing
these themes through an examination of the ideology underpinning
community approaches to education, and the origins of and influences
upon various practices. It also reveals a gap between the ideals of
community education and the reality manifest in many community

schools.

Social Democratic Ideals - Community
Education.

Community education 1is an umbrella term for a bewildering range of
projects and initiatives world-wide (Poster & Kruger 1990)., In
response to this miscellany, there have been recent attempts to supply
community education with a common theoretical framework (see
especially Martin 1986; 1987). This chapter draws an admittedly
somewhat crude distinction between  Jjust two categories, a statist
reform model and a radical model. The former emphasises open community
access to school facilities, and closer links between the institution
and the local community through the involvement and participation of
local people (7]. The radical approach is equated with adult education
and community development programmes, such as those associated with
Tom Lovett (Lovett 1982; Lovett et al 1983) and Paolo Freire (Freire

1972). It sees education as a process through which people can
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identify and address social and economic 1izsues affecting their
locality. This chapter contends that, despite a tendency in some
quarters to describe reformist strategies in radical terms (see p.11
above), most community education initiatives currently base themselves
on statist reform principles.

Developments in community education were influenced by social
democratic ideals; accordingly, statist strategies were employed. The
CCCS (1981), although warning against a simplistic dichotomous
interpretation, contrasts statism with substitutional strategies. The
latter advocates independent popular forms of provision (8], whilst
the former stresses the state's ability to reform through 'top-down'
innovations. Statism, derived from Fabian socialist 1deas, was
increasingly propounded during the 1920s (for example Tawney 1922).

The statist reform model has several features; namely a {endency
to abstract educational developments from the characteristics of the
surrounding community; an emphasis on creating & ‘'community spirit'
amongst the people served by the institution; a consensus over aims
between those people and the professionals staffing the school, which
serves to legitimate the school's actions; a 'top-down' method of
implementing change; and in community-designated schools, a tendency
for staff to view themselves as exclusively responsible for one area
within the organisation which can lead to fragmentation and a lack of
coherent identity.

On the first point, the abstraction of educational developments
from the affairs of the surrounding community, Baron distingushes
between two influential proponents of social democratic community
education, Henry Morris and Eric Midwinter [S8]. Morris' interventions
he suggests were "rooted...in a carefully weighed analysis of the
economic and political context of rural Cambridgeshire," (Baron 1989
p.96-7). In contrast, Baron argues that Midwinter's work in the
Educational Priority Areas attempted to change the behaviour of the
local working class populations, and thus make the school function
more efficiently, whilst ignoring the uneven power relationships
shaping parent-teacher interactions <(Baron 1989). Both Halsey and
Midwinter appreciated the limited role of education in engaging with
structural inequalities (Halsey, Heath & Ridge 1980; Midwinter 1972).
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However, like Morris they saw great potential benefit in improving
people's attitudes to education.

Both Morris and Midwinter identified a lack of 'community' as a
deficiency in their localities, and saw the remedy as being 1its
creation or regeneration by the school. The aim was to create a sense
of ‘ownership', ‘community spirit', and shared values amongst the
people using the community provision. However, as suggested above,
this emphasis on homogeneity and consensus overlooks the inevitability
of conflict between groups with differing experiences stemming from
their structural location in society (O'Hagan 1987; Baron 1988, 1989).
Such conflict is often seen as abnormal and negative, and it may take
the form of destructive, highly personal disputes where the
fundamental causes lie submerged and unarticulated. This process is
detailed in Phil Carspecken's (1990) account of the community
occupation of Croxteth School 1in Liverpool, and the disagreements
about the future and direction of the campaign between teachers and
the co-ordinating Action Committee. The root of the dispute was the
conflict between two very different ideologies. Most teachers
supported increased grass-roots control, while local activists wanted
to court Labour Party and trade union support to re-instate a state-
funded and managed school (Carspecken 1880 ch.6). The adoption of both
these viewpoints by the two opposing camps reflected their present and
past experiences, and was linked to the interaction of socia14class
and gender. However personality differences rather than variations in
social positioning were seen as the problem. The focus on altering
individual attitudes and behaviour is another recurring feature of the
statist reform model (Midwinter 1972; Baron 1988).

The emphasis on the importance of maintaining consensus 1is
closely connected to the legitimising of the §chooling process - a
vital function of the statist reform model of community education. By
bringing the school and its community together, it aims to strengthen
consensus around the school's aims. It seeks to make education -
'school knowledge' <(Carspecken 1990) - more accessible to adults,
through part-time classes and courses, {(for example, Morris' Village
Colleges, Ree 1973) and to children, by introducing a curriculum

'relevant’ to their experiences outside school <(Midwinter 1972).
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Inter-personal relationships between 1local adults and staff will
improve through increased contact and communication. This process
will, in theory, break down parents' presumed apathy and children's
resistance to the education system, as well as raising levels of
achievement (Midwinter 1972; Rennie 1985).

Acting as agents for the legitimisation of the education system
leaves community schools  vulnerable to the accusation that their
hidden agenda 1is social control. Baron dubs as "“surveillance" the
attempts by Midwinter's Liverpool Project to collect information on
the local area and residents, and in particular to influence the modes
of adult-child interaction (1989 p.95). Cowburn calls much reformist
community education practice a "palliative for dinner-city decgy“
(Cowburn 1986 p.132). Developments in the community education field
are often inspired by professionals within the school or the LEA, or
by outside researchers. Thus they are 'top-down', and sometimes find
it hard to gain lay confidence and enthusiasm. Power relations between
those who are part of the educational hierarchy and those who are not
remain unchanged. The camouflage of presumed social unity conceals the
retention of power by the dominant social group, and professional
autonomy remains intact (Cowburn 1986). It 1is on this ground
especially that radical community education projects challenge the
statist reform model (Lovett 1982). In his analysis of the 'bottom-up’
takeover of Croxteth Comprehensive, Carspecken contrasts its strong
effeét on the activists from Croxteth's housing estates with more
ineffectual 'top-down' policiles.

“There was a rise in the confidence of the participants...the

feeling that by being involved they could do something about the

circumstances of their lives. This translated into a trust of
their own perceptions of educational processes so that some could
challenge the experts. This growth in the desire for political
and community activity alongside the growth 1in a critical
awareness of schooling is precisely what advocates of community
schooling have called for but have found so difficult to create
through the policies of education authorities and

educationalists," (1990, p.181),

The statist reform model has also produced particular forms of
organisation in community designated schools. Workers in large

institutions often observe internal demarcations as a result of
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préfessional speclalisation, and this has resulted in a tendency
towards the separation of the 'school' and ‘community' parts of the
institution (Ball 1987; Carspecken 1990). The community staff may
include local volunteers; the teaching staff are salaried
professionals. Community workers engage in educational and leisure
activities, and their clients are adults and children; teachers deal
in the 'high-status' knowledge of the statutory curriculum, their
client group is largely children.

This traditional model of a community school has been criticised
as a 'school-~plus' model; extra community activities and resources are
‘bolted on', leaving the school's fundamental organisation unchanged
(Cowburn 1986; Watts 1989). Adults entering the institution as
parents, come into contact with 1its compulsory schooling arm which
remains largely impervious to any more radical influence that might be
emanating from the ‘community' arm, (Martin 1987 p.22). Within the
school, professionals retain control, whilst parents may be invited in
to be ‘'educated' into a school-approved method of interacting with
their children. This leaves parents with only the choice of whether to
conform or not.

“Parents were once kept out of schools so as to “allow the

professionals wuninterrupted control; parents are now being

encouraged to get involved and come into school so Lhat {hey cten
understand why the professional exercises control in the manner
he/she does. The base-line remains intact but its preservation is
achieved by methods opposite to those which had been used,"
(Cowburn 1886 p.18).
The statist reform model does not closely examine the issue of
institutional control. The ﬁossibility of conflict arising from
struggles with groups who have traditionally little access to power is
not considered. Communication and contact between those running the
institution and those using it, or whose children use it may improve.
However, with the exception of a few individuals (such as parent
governors, see Golby & Brigley 1983) who may become included into the
dominant group, the status-quo remains unchanged. Thus the traditional
community school legitimates the education system by making it more

palatable to a wider section of the community, but leaves fundamental

structures and aims untouched.
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"The ideologies of liberalism.....seek to resolve the dilemmas of

Victorian legacy of popular education. At their most ambitious

the ideologles of liberalism are attempting to transform an urban

educational system which was historically concerned with social
control and 'socialization to type' into an agency for soclal
democracy and self-realization.- But this, from the viewpoint of
various radical and marxists critiques is nothing more than
rhetoric or 1liberal gloss upon the realities of power and

control," (Grace 1978 p. 86).

Thus the post-war ascendancy of social democratic principles has
fashioned a specific model of community education - the statist reform
model. It 1s based on a model of 'community' that is too one-
dimensional for many urban localities. This particular model of
community education illustrates the way that 'the state' appropriates
and reformulates potentially radical movements. In order to make the
education system seem more responsive and legitimate (Pennock 1979) in
the eyes of 1its clients, it introduces certain reforms - for example
to make the school seem more welcoming, accessible, and relevant to
its puplils and parents. More radical initiatives remain at the level
of theory, or emerge as small-scale projects, often in non-statutory
areas of education, and with a limited impact on mainstream policies
(see Cowburn 1986 for examples). Even when radical rhetoric, such as
that of empowerment is used, innovations often reveal themselves as
reformist once implemented.

Instead, developments at grass-roots level are needed, to allow
people the opportunity to define what interests and concerns they do
share about 1local educational provision. This would require
developments in the geographic area surrounding the school (Thomas
1986). As Carspecken comments, community schools have not really
focused on issues outside school,

"Efforts at creating community schools have tended to involve

changes in curriculum and school social relationships with only

slight involvement of adults from the neighbourhood. Power has
not been devolved. Community education programmes designed from
above have..a limited view of power, conceiving it primarily in
terms of formal access to decision-making procedures within the
school..[It 1s] futile to try and empower residents with respect
to their school lives alone, when they have so little power over
the other conditions of their 1lives..The radical version of

community education [on the other hand] implies the devolution of
more than just educational power; it must involve the devolution
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of command over a score of resources which are in the hands of
local government and landowners living outside the community,"
(Carspecken 1990 p.14-15),

Conclusion )

This chapter's main argument is that the dominant model of home-school
relations allows and encourages parental involvement on an individual
basis, thus maintaining an imbalance of power between professionals
protecting their collective interests, and individual parents. Closer
examination however, reveals a more complex picture. Gramsci's theory
of hegemony 1is alluded to, 1in demonstrating the possiblity of
collective resistance from relatively powerless groups. However, the
realisation of this 1s subject to many checks and balances by the
dominant social group. Watson and Yeatman's work on feminist
bureaucrats illustrate the partial success won by previously excluded
groups as they infiltrate the power structure (Watson 1990; Yeatman
1990)., Theories of social democratic citizen participation reveal
further examples of the ability of powerful groups to legitimate their
own actlons, through an apparently increased openess and willingness
to allow subordinate groups to participate. Even in cases where
supposedly radical rhetoric is employed, the outcomes in terms of
shifting existing power relations may be more modest than rhetoric
suggests. However, whereas social democratic models of participation
theoretically encourage collective involvement, New Right models focus
entirely on individual consumer participation.

The concept of collective parental involvement in the state
education system has been most fully developed by supporters of a
community approach to education. Yet, this chapter has argued that the
social democratic state appropriated potentially progressive elements
of the community education agenda, and reformulated them, resulting in
the statist reform model. Moreover, this model 1is based on somewhat
simplistic notions of area-based 'communities’ which have diminishing
relevance in many areas today. During the 1980s and 1990s,
Conservative education legislation has made community education, even
in its statist reform model, appear increasingly redundant. The New

Right emphasis on individual choice, and a fragmented pattern of
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school-based management within a climate of declining resources, has
offered parents a role as consumers, and banished from the policy

spotlight collective participation as enshrined in much community

education rhetoric.
The next chapter analyses the parental role established and

popularised by Conservative ideology. 1t sets this development in
historical context, through briefly examining the changing economic

and social context which preceded the domination of the New Right.
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Chapter 1: Footnotes

{11 As a group, teachers share broadly the same professional concerns
and have the same relationship to the state - that of employees. By
contrast, the title 'parent' covers such a wide range of people that
combining them in one category may appear overly simplistic. However,
the ideological impact of the concept of ‘'the parent' has been
considerable (CCCS 1981 p.202), Commenting on the overlap between the
two groups, Atkin, Bastiani & Goode (1988) suggest that teachers who
are themselves parents often find contact with their own children's
schools problematic, and may not assert themselves in deference to

other professionals.

(2] Giroux defines the economic-reproductive model as stressing the
compatibility between the pattern of social relations found in the
school and in the workplace, with the former acting as training for
the latter (see Bowles & Gintis 1976; Althusser 1972). The cultural-
reproductive model argues that ‘'school culture* 1s that of one
particular social class, thus giving middle class children access to
the same 'cultural capital' at school as at home (Bourdieu & Passeron
1977).

{31 ISAs are social and culftural institutions, such as schools,
churches, the legal system, which inculcate the appropriate ideology
to produce a conformist population. Repressive state apparatuses (the

police and army) cope with any dissenters (Athusser 1972),

[4] Ben-Tovim et al (1982, 1986) developed the concept of the
'extended state'. As well as central and local government, it includes
private organisations, broadly defined to cover trade unions,
voluntary organisations etc. Thus, struggles for resources or access
to decision-making powers are not characterised as between 'the state'
and outside interests, but rather as taking place in the arena of the

extended state.
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(5] Other examples include the backlash against progressive forms of
education which has marginalized initiatives, such as anti-racist
education (Troyna & Carrington 1990; Ball 1990)

{6l Witte (1990) notes that plans for decentralisation can stress
both collective community participation in school management and
individual choice of school. However the contrasting rationales can
cause tension (Caldwell 1990; Morre 1990)

(71 The statist reform model proposed here combines Martin's (1887)
universal and reformist models. Martin describes the former as the
secondary school/college emphasising open access to facilities and
integrated provision of resources to serve a wide age-range. Its key
influence 1s Henry Morris. The reformist model targets particular
groups and areas perceived as disadvantaged. It concentrates on
fostering closer 1links between the institution and the 1local
population through the latter's participation in the school. Its key
influence 1s the work carried out in the Educational Priority Areas
(Midwinter 1972). Conflating Martin's models into a hybrid emphasises
thelr similarities.

(8] An example of substitutional strategies from earlier this century
would be the development of community-based forms of adult education.
More recently, supplementary schools, established by black parents

dissatisfied with state provision, would fall under this heading.

(9] Morris established a series of ‘'village colleges' 1in
Cambridgeshire 4in the 1920s. They provided educational and
recreational facilities for rural communities <(Ree 1973). Eric
Midwinter worked in the Liverpool EPA in the late 1960s/early 1970s,
planning programmes designed to take the school out into the

surounding locality.

-26-~



CHAPTER TWO

THE ROLE OF 'THE PARENT' IN STATE
EDUCATION

Introduction

This chapter provides a historical context to this study of parent-
teacher relationships, by tracing developing concepts of 'the parent'
in the state education system. Covering the period from the 1960s to
the 1990s, it briefly explores the changing social, political and
economic discourses in order to i1llustrate how the role of ‘the
parent' has altered. The chapter has two main sections, one dealing
with the social democratic influences on the education system, and the
second examining the increasing dominance of new right ideology, and

its transmission into policy.

Social democracy and the state education
system

The immediate post-war period was one of optimism regarding education.
Expansion of the state system was expected to lead to economic growth,
and greater social equality. The possibility of tension arising from
the disparity between these aims was not widely recognised <(CCCS
1981). Indeed, there was a consensus over the aims and means of
education policy, that affected even party politics, <(exemplified by
the ministries of Boyle and Crosland in the 1960s). This was largely
due to the homogeneous nature of the elite that controlled the
education service. Local chief education officers, DES officlials, and
some leaders of the teachers' associations assumed the existence of
shared values and beliefs pertalning to education (Ranson 1980; Dale
1989; Ozga & Gewirtz 1980). The dominant ideology located officials as
public servants taking decisions in the general interest (Dale 1989;
McAuslan 1980); thus all groups could accommodate each other. This in
part stemmed from the social democratic view of education which

assumed 1its separation from politics (1], However, the climate of
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benevolent paternalism (CCCS 1981) left most of the population without
voice or immediate means with which to influence education provision
(Ranson 1990). Thus in Middlemass' words, the system was underpinned
by a "technocratic rather than a party-political, Fabian rather than
populist" conception of the state (education system)" (cited in Dale
1989 p.98).

Disillusionment — the 1960s

By the 1960s, the teaching profession had gained a certain amount of
autonomy, made possible by a decentralised education system. While
Grace suggests that the notion of autonomy is somewhat illusionary, he
agrees that it i1s “celebrated in the rhetoric of the occupational
group; is strong in the consciousness of many teachers; and is seen to
be the glorious culmination of the long struggles waged by teacher
groups against 'obnoxious interference'," (Grace 1978 p.S88).

Teachers may be controlled from above, as Grace suggests, by exam
boards and universities; they may be controlled from within by a
conservative occupational culture and by professional training, but
they are not controlled from below, and below was where parents were
in the educational hierarchy. Many teachers viewed parents as
inconvenient distractions from their real task of teaching the
children behind closed classroom doors. This was symbolised by the
legendary white lines in the playground, signalling 'no parents beyond
this point' (Tizard et al 1981).

However, during the 1960s, disquiet with the ‘top-down' statist
ethos of the welfare state grew (CCCS 1981). Post war prosperity had
raised expectations of the education system, and dissatisfaction with
the unfairness and ineffectiveness of the tripartite system spread
(Dale 1989). This was reflected by the appearance of independent
campaigning parents' groups. (Earlier groups had concentrated on
promoting supportive parental involvement in individual schools). The
first new group to appear was the Advisory Centre for Education (ACE)
which sprang from the infant consumer movement, and concentrated on
informing the public about education. Its aims and approach were
resolutely non-political (Beattie 1985 p.174). The Campaign for the

Advancement of State Education (CASE) was a consortium of locally



active groups. However, both organisations had few resources compared
to other interest groups (Woods 1988). Neither did they appear to
threaten the status quo In schools as both stressed their general
support for teachers, and LEAs (Beattie 1985 p.175).

Public disillusionment was not confined to the education service,
but affected all welfare services (Adler et al 1983 p.2)., A growing
lack of trust in bureaucracy was accompanied by demands for more
public participation in decision~making. Politicians responded in
several ways. Initiatives were introduced to create administrative
systems responsive to public demands which would generate renewed
confidence. Attempts were made to enhance opportunities for greater
public participation in some state activities. The Skeffington Report
(MoH 1969), for example advocated more community involvement 1in
planning (2). In education, comprehensivisation seemed to promise a
fairer system, giving all children equal chances of success, at school
and subsequently in the 1labour market, However educational
professionals and politicians controlled much of the debate. Newton's
Birmingham study showed that parents were involved, if at all, through
pressure groups organised by the teaching unions (1976 p.206).

The Plowden Report.

The 1967 Plowden Report continued the trend of advocating more public
involvement in state institutions. It argued that schools had a duty
to encourage parental interest in their child's education. Children's
levels of achievement would improve, as they benefited from positive
parental attitudes (CACE 1967, para.92). Despite the Report's emphasis
on the school's duty to include parents, it saw parental willingness

to conform to the school's values as the determining factor.

"If the least co-operative parent rose to the level of the most
co-operative, the effect would be much larger than if the worst
school rose to the level of the best, or the least prosperous
parent rose to the level of the most prosperous,” (cited in
Bastiani 1987a p.92; also CACE 1967 para.129).
The Report's research reflects a social class bias, judging parental
interest from how frequently teachers saw the child's parents, and the

out-of-school activities parents conducted with the children.
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"Plowden exhorted teachers to enter into 'partnerships' with
parents while simultaneously conveying that the task of the
teacher in disadvantaged areas was to compensate children for all
the things their parents...did not give them, or even to
counteract parental influence altogether,"” (Hewison 1985 p.45-6).
The aim was to convert as many individual parents as possible to
supporting the goals of the school. The rights of parents as a
collective, or the economic factors involved in the home-school
relationship are seen as subordinate. Plowden might represent the
“biggest single influence upon the study and practice of home-school
relationships in Britain," (Bastiani 1987a p.91), but if it ‘“marks
the time when power begins to flow back to the parents" (Partington &
Wragg 1989 p.124) that definition of power must remain limited.
Plowden embodied a consensus view of home-school relationships,
stretching the school's walls to include parents who were co-operative

and supportive, (Bastiani 1987a p.93).

The breakdown of consensus - the 1970s.

Expectations of the new comprehensive system were high. It was
expected to usher in a new age of education based on increased
educational opportunities for all (CCCS 1981 p.176) [31. Yet research
during the 1970s began to highlight the limitations of school as an
instrument for achieving greater social equality (Bernstein 1975;
Bowles & Gintis 1976; Halsey, Heath & Ridge 1980). This appeared to
confirm the experience of many parents - that progress through the
education system was far from a guarantee of enhanced life chances.
Additionally, many parents perceived their inferiority in professional
eyes (Sharp & Green 1975). These concerns were taken up by a group of
right-wing educationists opposed to the social democratic experiment
with egalitarianism. )

The first Black Paper, appearing only a year after the Plowden
Report, called for a return to traditional educational methods, moral
values, and a curriculum representing the best of British culture
(CCCS 1981). Although the writers may have originally appeared to be
“the dying chant of defeated elitism" (Bash & Coulby 1989 p.5), they
soon gained ground. By 1975, the Black Papers had adopted a proactive
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tone, proposing more parental choice through a system of educational
vouchers [4]., Their ideas were increasingly disseminated to a wider
public through the media, which fostered a ‘'moral panic' (Cohen 1980)
over educational standards <(Chitty 1989; CCCS 1981). The reception
given to the Bullock Report (DES 1975) on language teaching (described
in the Dailly Mail as full of 'trendy pieties', Chitty 1989 p.64) and
the media's reception of Bennett's 'Teaching Styles and Pupil
Progress', (1976) (5] demonstrate that less than ten years after
Plowden's publication 'progressive' education had become a folk-devil
(Cohen 1980).

This was the beginning of a reconstruction of ‘parent power' to
serve a conservative discourse. Whereas social democracy separated
‘politices’ and education, the right merged left-wing politics and
progressive beliefs about education, and juxtaposed them with 'good'’

education and parental concerns (Ball 1990).

"The Black Paper authors..'care passionately about education’
(Daily Mail, 2/4/75)..Their opponents are 'political fanatics'
who had 'brought education into politics and condemned thousands
of children to live below the best,' (Dally Mail 10/11/76)...The
lay actors in the drama were those imbued with common sense who
were worried about falling standards - industrialists and parents
fearful of reprisals about their children," (CCCS 1981 p.211).

In the early 1970s, greater parental involvement in education had been
the concern of progressive educators, including community educators
(see ch.1 above). However, the ‘'moral panics' of the 1970s, and in
particular the William Tyndale scandal altered all this. In this
London Junior School, apparently 'subversive' teachers maintained a
policy of 'total children's rights'. As the children seemingly became
more difficult to manage the number of complaints grew. The teachers
strongly defended their professional right to determine curriculum and
pedagogy, unencumbered by parental views (Gretton & Jackson 1976;
Ellis et al 1976).

"The William Tyndale case..made a major contribution to the
articulation of 'parent power', to a conservative rather than a
progreasive or radical educational programme.... There is little
in the phencmenon of parent power itself..that would necessarily
lead to it being in opposition to, rather than in association
with 'teacher power' (though on this latter point the approach of
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the teaching profession is clearly crucial): the example of what.
happened at Tyndale might seem to have pushed it powerfully in the
other direction," (Dale 1989 p. 146).

Tyndale‘'s lasting effects were various. Firstly the impressions of
‘progressive education' that parents nationwide received were filtered
through the sensationalist lens of the tabloid press  (Dale 1889).
Secondly, as the education authority involved, the Inner London
Education Authority (ILEA) was criticised for its inaction, the affair
strengthened the legitimacy of Prime Minister's James Callaghan's
calls for increased central control of education. Callaghan's stance
was in part an attempt to take the initiative in education, as a
response to the incorporation of Black Paper-inspired criticisms into
the mainstream of the Conservative party (Knight 1990). Callaghan's
words - “What a wise parent would wish for their children, so the
state must wish for all its children," (CCCS 1981 p.220) - illustrate
his attempt to divert parental support away from the right, without
seriously altering the parameters they had set for debate. Thus the
Taylor Committee was established to review the functioning of
governing bodies, and a national ‘debate' initiated on the future
direction of state education.

The Taylor Committee's main recommendation was that there should
be equal representation on governing bodies of parenis, stait, LEA and
the 'local community'. Employing a pluralist model, the Committee felt
that equal participation would 1lead to equal influence on the
decision—making process (David 1978). However, the potential flaws in
this assumption did not become immediately apparent as both main
political parties accepted that LEAs should retain their dominance on
governing bodies. This acknowledged that the professional and
administrative interests which had controlled the education system
under the social democratic consensus still exerted influence. As
Taylor's recommendations Jjourneyed through the DES and Parliament,
they were further diluted, so that the final result was no real change
in the power-structure of governing bodies (Whitehead & Aggleton
1986).

The Great Debate also resulted in few concrete alterations, but

the ideological change was marked. Throughout the 1970s, the economy
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had been buffeted by a series of crises (Hall 1989; Gamble 1985; Gough
1979). The continued economic downturn proved a powerful incentive for
Callaghan's appropriation of a conservative approach to education.
Indeed, Apple (1986) has 1identified calls for the reinstatement of
formal styles of education as resulting from the search for a

scapegoat on which to blame economic problems.

The failure of social democratic education

By the late 1970s the rationale of social democracy had been exposed
as bankrupt. Its attempts to establish a more equitable and
economically efficient and prosperous societ& were hindered by the
contradictions inherent in trying to fulfill that equation. Policies
were tentative and piecemeal, reacting to individual social problems,
abstracted from their political and economic context (George & Wilding
18976), Consequently, policies often displayed signs of attempting to
accommodate conflicting interests. One illustration 1s the cautious
adoption of the principles of comprehensivisation and community
education (see ch.1 concerning the latter). The Winter of Discontent
was final and fatal proof that social democracy no longer attracted
mass support. The working class was clearly {fragmented; a dlversity
exploited by Thatcherism in its appeals to specific social groupings
(London Edinburgh Weekend Return Group 1980 p.135).

The Labour Party had become increasingly associated with remote
bureaucracy and corporatism (Jacques 1983 p.56). Attempts in the late
1960s to change this perception of distant, but powerful, officialdom,
had been half-hearted (David 1978 p.93). Such moves had in fact
stemmed from a concern with 1increasing the efficliency of state
institutions, rather than increasing citizen involvement. As chapter 1
noted, it was this lost opportunity to increase collective public
participation in the running of state institutions, including schools,
that allowed the New Right to re-articulate public concerns with the
remoteness of central and 1local services, towards a solution
emphasising individual participation and increased consumer control.

This forms the subject of the next section.
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The rise of the New Right,

New Right ideology has a long history, pre-dating Thatcherism (Green
1990). However, the 1980s were particularly notable as New Right
principles were enshrined in far-reaching legislation, that is not
easily amenable to change, even if the political will to do so existed
(Hall 1989 p.155). This section examines briefly how one wing of the
modern Conservative Party rose to such ideological supremacy.

Advocates of New Right values were marginalised during the social
democratic consensus of the immediate post-war years. However, their
ideas came to prominence as part of the conservative backlash against
the 1960s progressive social movements (Isaac 1990). Writers such as
the Black Paper group and Enoch Powell contributed to the creation of
‘moral panics' "around such apparently non-political issues as race,
law-and-order, permissiveness and social anarchy" (Hall 1989 p.151).
Education provided another fertile site for New Right ideas.

There have been various influences upon New Right ideology.
Hayek's 'Road to Serfdom' (1944) was adopted by Thatcherites as an
ideal-type statement of neo-liberal economic policy. By exposing
industries and public sector organisations to the acid test of
consumer choice, those who operate efficiently and fulfill the demands
of the customer will flourish. Inefficient, ineffective organisatians
would either improve or expire. State intervention will be minimised
on the grounds that it fosters a ’dependency culture‘. Citlzens are
allocated the role of individual consumer, and left to make whatever
gains they can in terms of acquiring social and economic status, with
everyone apparently having an equal chance to utilise their new powers
of choice and control. Those who do not have only themselves to blame
(Brown 1990). Thus individualism and naturalism are two of the main
tenents of the New Right's education policy (Brown 1990).
Individualism negates the possibility of collective action, focusing
on individual effort as the key to success. Naturalism reinforces this
idea by viewing social and economic progress as a result of an
individual's 'natural' talent and hard work. Both ignore the fact that
the inevitable competition between individuals is biased by structural
inequalities.

However, unconstrained market liberalism contains the potential
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for social fragmentation leading to unrest and disorder. The wurban
uprisings in 1981 and 1985 were seen as proof of this. In order to
maintain and increase social cohesion, the Thatcher Governments
supported highly conservative social policies. Isaac (1990) identifies
three such Conservative strategies. The first is the concept of an
‘active citizen'. This stressed individual social responsibility such
as picking up litter and forming neighbourhood watch schemes. A
government which has firmly set itself against the encouragement of
collective action can only allow a limited and individual notion of
cltizenship (Isaac 1990, see also ch.10). The second is the emphasis
on Christianity. It acts both as a moral guide for government policy,
(as employed by Mrs Thatcher, and more recently the Education
Secretary John Patten), and as an agent to homogenise values and
beliefs. The third element 1s the concept of the traditional
heterosexual, two parent family. Isaac comments that the family is
needed to provide caring and control as welfare state expenditure is
reduced. However, conformity is paramount; therefore families outside
the norm (eg single parent famllies) are presented as less likely to
raise their children within the approved moral framework (ibid
p.217).

The New Right's neo-liberalism with its principles of consumer
sovereignity and individualism, does not remain undiluted, but 1is
blended with these neo-conservative themes. Together neo-liberalism
and neo-conservatism created Thatcher's radical conservatism. It is
this very mix that makes the New Right so powerful, despite the
inherent contradictions between these two main ideclogies. Neo-
liberalism disapproves of state intervention, whilst neo-conservatism
sanctions 1t. By separating the spheres in which the two value-systems
operate, the resulting government is "“economically libertarian...but
socially and morally authoritarian" (Whitty & Menter 1989 p.52).

A key New Right success has been to translate these theoretical

ideologies into populist discourse,

“Thatcherite populism is a particularly rich mix. It combines the

resonant themes of organic Toryism - nation, family, duty,
authority, standards and traditionalism - with aggressive themes
of revived neo-liberalism - self interest, competitive

individualism, anti-statism," (Hall 1983 p.29).
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Hall describes how New Right values offer an interpretation of
people's 1lived experiences. This ‘'popular morality' 1is inclusive,
covering moral, philosophical and social issues, and straddling class
boundaries, (Hall 19839 ch 8). It has wide appeal, viewing Britain as
an “imagined community* (Hall 1889 p.167), and "constructlingl a
'unity' out of difference" (p. 166), that overlooks both the
fundamental contradictions of New Right philosophy, and differences of
class, ethnicity and gender within the populace. In contrast, social
democracy lacked so complete a vision.

The multi-faceted and inclusive nature of New Right ideology (6]
is evident in education policy, and again contributes to 1ts wide
appeal. Jones contends that several apparently disparate, social
groups including disenfranchised sections of the urban white working
class, many of the skilled white working class, and some middle class
groups together formed a constituency which accepted the link made by
right-wingers and the media between progressive education and
pelitically motivated teachers, low attainment, and indiscipline. They
were also receptive to the assertion that the supposed 'levelling-up'
of achlevement resulting from the comprehensive system was, in fact, a
‘levelling-down' (Dale 1989) which adversely affected their own
children's chances [7]. Hall describes the total process thus,

'"When in a crisis the traditional alignments are disrupted [as

happened with the breakdown of the social democratic consensusl,

it is possible on the very ground of this break, to construct the
people into a populist political subject: with, not against, the

power block," (1983 p.30).

This has happened in education with the Thatcher Governments' claiming
to speak for parents, and juxtaposing their interests with those of
education professionals., Yeatman notes another two factors; firstly
“the conversion of core values like equity or choice into ritual
litanies to be invoked on all symbolic occasions, where the values
themselves lose discursive and reflective meaning," (1990 p.173-4;
also Troyna & Williams 1986). Secondly, "the commodification of claims
by turning them over to the market, and thereby rendering them subject
to market-orientated discourse rather than to political discourse,"
(1990 p.174). This process is also apparent in the re-defining of
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'parental power' away from parent-as-participant towards parent-as-
consumer (Dale 1988 ch.8).

It is clear that New Right ideology has a strong and powerful
voice. It has displaced social democratic value systems to such an
extent that many commentators on the left talk of finding alternative
solutions rather than returning to social democracy <(CCCS 1981;
Jacques 1983; Hall 1983, 1989; Jones 19839). However 1its neo-liberal
economic policies have so far been no more successful than
Keynesianism. The effect of 1its neo-conservative 1ideas 1s harder to
trace at this stage, although Hall quotes Gramsci in support of his
argument that, "hegemony 1s impossible to conceptualize or achieve
without 'the decisive nucleus of economic activity'® (Hall 1989
p.156). The next section considers education policy, and suggests that

the change has been fundamental, if not total.

The New Right's education project - the
parent as consumer,

Despite radical 1initiatives 1in housing and finance, the first
Conservative ~Education Act (1980) lacked a strong, pervasive
ideological frame-work. However, the Act did introduce the Assisted
Places Scheme, sending out a powerful message about the deficiencies
of the state system compared to the private sector, (Whitty & Menter
1989). It also acknowledged the ideals of consumerism by strengthening
parents' rights of appeal against LEAs.

The 1986 Act however, embodied many familiar New Right themes, a
concern with 'standards' (which implies moral, not simply educational
concerns, such as discipline and order), 'excellence' and ‘choice’
(Brown 1990). Professional control of the curriculum was decreased in
favour of governing body influence <(Deem 1989; Jones 1989).
Furthermore, parent and teacher representation on governing bodies was
strengthened and LEA representation reduced. By removing power from
political appointees the Act ostensibly contributes to the
'neutralizing' of education, separating it from 'politics'. As the
Thatcher Governments were engaged in a project to shift values and

attitudes to the right, politicians expected the 'depoliticised' views

-37-



of parents and other lay people to be higﬂly conservative; a
restraining influence upon progressive teachers and local authorities
(Jones 1989; Golby & Brigley 1988), This supposition has not been
borne out by research which currently shows that parent governors in
particular are anxious not to upset the power balance in individual
schools, but rather to support the teaching professionals (Golby &
Brigley 1988, 1989; Golby et al 1990). However, teachers have thelir
own interests and spheres of influence to protect, and parent
governors' apparent willingness to absorb themselves into school norms
may not be in the best interests of all parents, as the majority
remain without an independent channel for collective representation
(8]. Another sign that the apparent redistribution of power to parent
governors has had little effect on parents in general, is the reaction
to the Annual Parents Meetings. These events have a notoriously low
attendance rate and have been criticised for dull unimaginative
presentation that does not inspire discussion (Earley 1988; TES
29/1/93). Overall the 1986 Act gave governors responsibility with
limited power. The relationship of the parent body to centres of

decision-making at any level remained largely unchanged.

The Education Reform Act 1988.

By 1987/8, conditions were such that radical reforms of the school
system could be executed. The left, at both local and national level,
was in disarray, and a Thatcherite government firmly esconsed in
Parliament for a third term. Teachers were subdued by their long
period of industrial action in.the mid-1980s. Thus adverse reaction to
the Act was muted, fragmented, and in any case, largely ignored
(Haviland 1988).

The key rationale for the Act's extensive changes was parental
choice. Open enrolment for instance provides parents with the right
to send their children to any school, which must accept them unless it
is physically full. This prevents local authorities from introducing
artificial ‘ceilings' in some schools to ensure that the school-age
population is distributed around all the LEA's schools. Open enrolment
is apparently designed to improve standards within the state systenm,

by encouraging 'good' (ie popular) schools to expand, and forcing
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'bad' (less popular) schools to improve in line with consumer demand
or risk closure. The 1988 Act also claims to offer parents a variety
(or a hierarchy) of provision through regulations to allow Grant-
maintained status for state schools, and also to encourage the
establishment of City Technology Colleges (CTCs).

The National Curriculum provides a framework for a national
system of testing and assessment thereby producing a guide for parents
to enable them to choose a school. Test results will eventually be
compiled into 'league tables' and published. However, those that have
appeared so far have simply 1llustrated the close correlation between
social class and achievement (TES 20/11/92). Early concerns about the
culture and gender bias in the tests, as well as the achievement of
bilingual children have not been fully answered. Moreover, the
existence of league tables makes schools cautious, both in terms of
developing any curricular innovations, and 1in seeking to shape the
profile of their intake [9]. However research suggests that parents do
not choose a school solely on the basis of 1ts national test results,
but are heavily influenced by other factors, such as the child's
preferences, and the school's proximity to their home (West & Verlaam
1991; Coldron & Boulton 1991) [10],

There are several reasons why the Conservative Party has
highlighted parental choice of school as the most appropriate mode for
the enhancement of parental influence over the education system; The
strengthening of individual rights in the face of an apparently
unresponsive state bureaucracy 1s a key principle in New Right
ideoclogy, in respect of all areas of social welfare provision (Butcher
et al 1990).

The introduction of market forces also serves the additional
purpose of stripping local authorities of many of their powers (Ball &
Troyna 1989; Adler et al 1989). Some commentators have suggested that
this motivation is at least as powerful as central government concern
with remedying individual grievances (McAuslan 1983; Adler et al
1989). During the acrimonious central/local struggle of the 1980s, the
New Right conceived of a model for 1local government that would
considerably limit its powers. Councils would be concerned solely with

the provision of basic services and not place their operation within
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an ideclogical framework; the local state was there to administer, not
to govern (Loveland 1991). This model was expected to combat the
collectivist policies and high-profile equal opportunities campaigns
of left-wing councils (Lansley et al 1989; Gyford et al 1989; Gyford
1985; Gilroy 1987). However, while the New Right neo-liberal ideology
sanctioned this process of 'rolling back the frontiers of the state',
the neo-conservative influence led to increased centralization of
power (Chitty 1989). The resulting combination, (which is, as noted
above, an 1deological hybrid), has forcefully marginalized the local
authorities (Whitty & Menter 1989; Ball & Troyna 1989). The
introduction of open enrolment, grant-maintained status, CTCs, Local
Management of Schools, and new plans for school inspection and Funding

Agencies have all further constrained local government powers.

Education policy in the 1990s

The change 1in the leadership of the Conservative Party may have
brought a less ideological and more pragmatic approach to Government
policy-making in some areas (witness the abandonment of the poll tax,
and rapid changes of economic policy), but the general direction of
education policy remains constant. Thus the Parents' Charter (DES
1991) claims to give parents the information and rights they need to
act as effective consumers of the education system, and this is
explored further in the next chapter.

The recent Education Bill further develops the idea of the parent
as responsible consumer. The preceding White Paper claims that
“parents know best the needs of their children, certainly better than
education theorists or administrators, better even than our mostly
excellent teachers" (DFE 1992, para. 1.6). That this "reality" (para.
1.7) does not apply to all parents 1s apparent later. Teachers are
described as struggling to imbue children with moral codes and values,
and being hampered by "the indifference of parents or the surrounding
community* (para.1.26). These ‘'irresponsible' parents are apparently
working class and poor, as they live in “our inner cities or large
housing estates® (para. 1.26).

Despite the rhetoric however, the ERA and subsequent policies

have been criticised for offering parents 1limited choices, and
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moreover, ones which are not open to all (Simon 1988; Johnathan 1989;
Whitty & Menter 1989). Individuals differ markedly in their ownership
of social and economic resources, differences that profoundly affects
their abilty to compete in the educational market place (Whitty &
Menter 1989; Bash & Coulby 1989). '

Even parents who are in a position to evaluate fully all
avallable choices, will be constrained on several levels by those
supposed choices. Firstly, as noted above, the philosophy of
individualism denies the effect of class, ethnicity and gender
stratifications, and instead maintains that everyone has an equal
chance to succeed, and responsibility for that success (or failure) is
their own. Wider forces that limit the choices available to people are
also ignored. For instance the Parents' Charter claims to offer
parents the information they need to influence their child's education
(DES 1891 p.1>, but overall control of the system is not open to
question. In metaphorical terms, the government has opened the 'shop’,
however dilapidated it may be, and so any complaints about the quality
of the 'products’ must be due elther to shop-assistants' inefficiency
or consumer carelessness when making choices (Vincent 1992).

Secondly, many parents' will feel that to safeguard their
children's future, they must act as 'rational consumers demanding a
product in line with the requirements of the enterprise culture!
(Jonathan 1990 p.118). In so doing, they may make cholces regarding
the style of education that their child receives, that they would not
otherwise have wished to make.

Thirdly these choices in aggregate may have adverse consequences
both for their child and others. For example, a parent, aware of the
additional funding that a CTC commands, may feel it is in her child's
best interests to apply for a place, even though she may be concerned
about the imbalance in funding between CTCs and 'ordinary' schools
(Bash & Coulby 1989 p.114). Thus her application suggests approval for
the existence and philosophy of CTCs in particular, and of the right
to choose in general (see also Ball 1990 p.33). It may be argued that
the sum of such individual cholces does not always benefit soclety
overall. A few children may attain a place at a well-resourced CTC,

but many attend under-funded schools - ever vulnerable to cuts in the
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level of staffing and resources (Jonathan 1990). The logic of open
enrolment itself suggests that it will eventually lead to less not
more choice, if some schools close due to waxing and waning of public
approval (Simon 1988). Moreover, a school trapped into a downward
spiral of falling rolls, low morale, and fewer resources caA offer
less and less to its existing pupils. Ranson commentis that choice of
school cannot be treated like other consumer choices. 'If I purchase a
chocolate bar..my "purchase" has no effect upon the product..but my
preference for a school, privately expressed together with the
unwitting choices of others will transform the product,' (Ranson 1988
p.15). A school with a relatively low class size for instance, may see
a dramatic increase in the pupil-teacher ratio if it becomes popular.
Hirsch refers to this situation as resulting from a ‘tyranny of small
decisions' <(quoted by Adler et al 1989 p.221). Such relisnce on
‘neutral' market forces could result in fundamental changes to the
appearance of the state education system, (for instance moves towards
racial segregation in schools, see Vincent 1992).

Gutmann (1987) and Jonathan (1990) argue that the state has some
duties of ‘'trusteeship' towards all children, as a vulnerable group.
Thus their education should not be left solely in their parents’
hands, regardless of how effective those parents are as participants
in a race already structured so as to be unequal. Chubb & Moe (1990)
present an opposing view. They argue strongly for the end to direct
democratic control of American schools, which they claim causes
bureaucracy and inertia, thereby inhibiting the fundamental reforms
essential for improvement. Parental choice and professional autonomy
are seen as the key to change. These mechanisms will result in greater
differentiation between schools, and therefore greater motivation and
commitment from students, parents and teachers to 'their' supposedly
freely-choosen school. Chubb & Moe's position also minimises the
structural limitations imposed on individuals by class, ethnicity and
gender variables which constraln parents' ability to operate within
such a system.. They also recommend an essentially false distinction
between education and politics, presenting the two as entirely

separate spheres.



"Direct democratic control stimulates a political struggle over
the right to impose higher order values on the schools through
public authority, and this in turn promotes bureaucracy - which
is both a crucial means of ensuring that these higher-order
values are actually implemented at school level (by personnel who
may not agree with them) and a crucial means of insulating them
from subversion by opposing groups and officials who may gain

hold of public authority in the future," (Chubb & Moe 1992

p.1