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·. ABSTRACT 

This investigation was prompted by a personal concern about what I 

perceived to be unacceptable practices and outcomes in senior 

secondary schooling in the Australian Capital Territory. For me, an 

unacceptable practice and/or outcome is one which could be said to 

contribute to social control by dominant elites. Liberation, in the 

sense of the acquisition of personal autonomy based on reason, and 

equality, in the sense of parity of esteem or the right of people to 

develop differently but within the parameters of concern for others, 

are the goals I seek in relation to education and schooling. They are 

goals which are ascribed to by many teachers, and which partially 

underpin the major reports which prompted and continue to influence 

supposedly reformist or progressive moves in secondary schooling in 

the Australian Capital Territory . in the 1970's. However, an examination 

of the framework of these reports suggest that they concealed - non 

too deeply - contradictions and invalid assumptions which wider 

examination shows to be common also to what we can call the dominant 

or liberal educational framework. This framework of ideas, beliefs, 

assumptions, values arid practices, has come under strong attack in 

recent years by those educationists, sociologists, historians and 

philosophers whom we can call Marxian. That is, those people who 

seek to understand and transform their world within a consciousness 

largely informed by those theories and insights which were first given 

major prominance by Karl Marx. It is a consciousness which I share. In 

my investigation of schooling, and of my part in it, as a teacher, I 

have come to the point where I think that the beliefs, assumptions, 

and practices associated with the dominant educational ideology do 

contribute to the formation of a distorted consciousness; that is, 



people in schools ·do not perceive that they are oppressed, and that 

public schooling does not work in what I consider to be the interests 

of most people. I believe, therefore, that radical change is needed. 

If we assume that the capitalist mode of production and, consequently, 

its concomitant set of social relations, are likely to persist in 

Australia, we can also assume that radical change will be very difficult, 

and a long term goal. However, I believe that teachers can play a 

significant role in the development of a more liberating and egalitarian 

form of schooling for all children. First, teachers have to develop a 

more critical view of the schooling process and in this way enable 

themselves to move beyond the limits set up by the traditional and 

dominant, liberal ideological framework. They have to develop a 

pedagogy based on the concept of consciousness-raising or critical 

thinking. This study represents the efforts of one teacher to do just 

that. 
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AN INVESTIGATION INTO THE PURPOSE OF SCHOOLING: 

A PERSONAL CLARIFICATION 

INTRODUCTION 

This investigation was prompted by a personal concern about the 

process of schooling as it occurred in one secondary college in the 

Australian Capital Territory. This concern grew from dissatisfaction 

with my approach to curriculum development and pedagogy, and also 

from what I could see of the practices of the majority of teachers 

at Hawker College. It was the result too of a confusion about where 

I:stood in relation to the ongoing debate about schooling. This 

investigation therefore developed three main thrusts. First, it 

became an exploration of the purpose of schooling in an attempt to 

clarify what is worthwhile about current practices - structure, 

curriculum and pedagogy - in upper secondary schools, by looking at 

one particular school and its immediate context. Secondly, it is an 

attempt to identify what changes should occur and the extent to which 

change can occur. Thirdly, it is an attempt to clarify my own position 

and to develop an acceptable conceptual framework which could be used 

to understand the forces which influence the nature of schooling in 

Australia. 'Schooling', in this investigation, refers to public schooling 

carried out in formal institutions. More specifically, in relation to 

twentieth century schooling, the term refers to secondary public 

schooling. Although it is hard to ignore the class nature, with all its 

implications, of the division of schooling in Australia into 'public' 

and 'private' sectors, this is not discussed in this investigation. 

'Curriculum', unless otherwise specified, is used in its broadest sense, 

that is, it refers to pedagogy, evaluation procedures, and the ways in 

which what counts as school knowledge is organised and distributed. 
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Hawker College was one of the first four secondary colleges 

established in Canberra following Australian Government adoption of 

the Report of the Working Committee on College Proposals for the A.C.T., 

20th.December, 1972, Secondary Education for Canberra. The school, 

built specifically as a secondary college, opened for students in 1976. 

An elected college board supervises the general administration and 

education program at the college. Hawker College is said to offer a 

comprehensive senior secondary education to adolescents and adults in 

Years 11 and 12. Students are not required to wear a uniform and the 

only school 'rules' are that students should wear shoes or footwear at 

all times, and smoke cigarettes only in the designated areas. The 

curriculum comprises approximately 70 accredited courses ( including 

46 tertiary accredited courses) offered in 12 week term length units. 

In any one course a student must complete 5 units to receive a course 

'major', and 3 units to receive a course 'minor'. The required combination 

of units is decided by each subject department. To meet tertiary 

entrance requirements students must complete at least 30 units, 27 of 

which must be accredited, and 18 of these, tertiary accredited. These 

18 tertiary accredited units must comprise at least 3 major courses and 

at least 1 minor course. There is also a wide variety of registered 

courses available. These are mainly of recreational interest. A student's 

academic progress is assessed continuously within the college by the 

teaching staff, and reported to students and their parents. at the end 

of each term. At the completion of Year 12, each student receives a 

'Year 12 Certificate' which indicates all units studied, grades received, 

d 
1. an course scores. 

The majority of teachers at Hawker College assume that the school 

operates within a 'progressive'educational framework, and this is 

believed to be a 'good' thing. Although 'progressivism' is a complex 
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approach and varies according to the level of schooling, I think 

certain central beliefs oan be identified. The importance of the 

individual is emphasised over the presumed needs of society, and this 

implies a commitment to develop an individual's potential and personal 

autonomy to the extent that it is consistent with a liberal democratic 

view of society.
2

• Therefore, progressivism implies a commitment to 

what I believe should be the goals of schooling - personal autonomy, 

equality, and respect for persons. By personal autonomy I mean self

directed, competent activity, and responsibility for one's own 

decisions. It infers a balanced concern for the welfare of the 

individual and the welfare of others. Personal autonomy also implies 

praxis, that is, the actions and reflections of people µpon their 

world in order to transform it, or, in other words, what Paulo Freire 

calls 'purposive action' 3 • Equality rests on the notion of parity 

of esteem. It refers to the right of people to develop differently, 

but within the parameters of concern for others. I share the 

assumption that these goals constitute the development of a more just 

and humane society. However, this commitment to progressive ideals was 

not apparent in the everyday practices at Hawker College. It therefore 

became important to me to find out why there was still alienation, 

oppression, and inequality within the school despite what I, and 

others·, perceived to be worthwhile changes to secondary education 

brought about by the implementation of the secondary college system 

in the A.C.T. The school can be seen to be oppressive because it helps 

to perpetuate inegalitarian and unfair practices ( for example, 

competitive normative assessment, and 'labelling' derived from a 

person's social class), and because it leads to student alienation. 

Alienation refers to a situation in which people do not experience 

themselves as active initiators of the social world, and are passive 

recipients in the learning process. 
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This investigation is not meant to provide the 'final word' about 

what schools should be for, nor is it an attempt to provide a 

comprehensive framework for curriculum design. My stance is essentially 

exploratory. The main aim of the investigation is personal clarification. 

However, I hope it may contribute to a deeper understanding of the 

nature of secondary schooling in Australia, and the role schooling 

plays in the wider social setting. A limitation of my work for such 

an understanding is my use of one particular school and its immediate 

context to illustrate my argument. Hawker College was selected 

because of my connection with it as a classroom teacher from 1976' -

1980, but I also think - not without reason - that the curriculum at 

that school is representative of general trends in Australian education 

during the 1970's. Therefore, a second intention of this investigation 

is that it should raise important questions for teachers generally, and 

thus contribute to the formation of what I believe to be a better basis 

for future teaching practice and curriculum development. Some of the 

questions which I have not considered, but which I think certainly need 

further investigation if we are to come to grips with what goes on in 

schools are, the sexual bias of schooling, the influence of family 

and/or ethnic background on a student's perceptions and experiences at 

schoof, the impact of the women's movemen_t, and the rise of teacher 

unionism in the last decade. 

Michael Apple contends that curriculum designers neglect critical 

reflection and that a more rigorous thinking about 'ideology' is a 

necessary basis for thinking comprehensively about curriculum and for 

establishing a more worthwhile framework for making curriculum 

decisions. 4 • My reading and my experience has led me to believe that 

a Marxist framework, one that is derived from the ideas of Karl Marx, 

is the most valid way of examining the nature of schooling in a post-
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industrial capitalist society. A framework constructed from certain 

20th~ : century interpretations of Marx, and his significance, makes it 

possible to identify ideology, and, where applicable, oppression, with 

a view to changing that reality. Like most of these interpreters, I 

assume that if individuals can perceive themselves as active beings 

capable of transforming the 'world' or 'reality' around them, they are 

more capable of realising their potential. Therefore, a fundamental 

assumption of this investigation is that 'reality' is socially 

constructed, and that societies, culture, and knowledge, are all made 

by people. To hold such an assumption explicitly is to focus on the 

processes by which people in particular social relations and particular 

historical eras construct and interpret the realities in which they 

live. To hold such an assumption is to view people as beings who act 

upon and transform their world. Such a view is extremely acceptable 

to me, opening up, as it does, the hope for new possibilities for a 

better life individually and collectively. Central assumptions I am 

making here of course, are that a better life is possible, and in 

some sense recognisable, and that people not only want a better life 

but are capable of working for it and achieving it. It should be clear 

then, that my view of human nature is an optimistic one, and that in 

the nature/nurture debate·;- I stand well over on the nurture/ 

environmental side. 

Because this investigation was prompted by my concern about the 

discrepancy between goals,practices, and outcomes at Hawker College, 

Chapter One identifies and analyses the ideas, beliefs, and assumptions 

which constitute the guiding principles for the establishment and 

development of secondary colleges in an attempt to gain a more precise 

understanding of the situation. The main aim of the chapter is to 

tease out those ideas, beliefs, and assumptions that ought to be 
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questioned, and thus to provide the starting point for the development 

of a more valid framework for future curriculum development and 

teaching practice. To do this, I focus on an examination of two reports 

and a case study which I believe exemplify dominant trends in 

educational thinking in the A.C.T. and at Hawker College, namely, 

Secondary Education for Canberra, Schools To Grow In, and 'A Case Study 

of Curriculum Change:Hawker College'. 

Michael Apple suggests that two processes should occur during the 

initial stages in curriculum design. First, any subject matter under 

investigation must be seen in relation to its historical roots, and 

institutions should be seen as dynamic amd problematic, not as reified 

and taken as 'given'. Second, anything under investigation must be 

placed in its context and assumptions questioned. He believes that 

these two processes should accomplish two things. First, tendencies 

for unwarranted and often unconscious domination, alienation, and 

repression within certain existing cultural, political, educational, 

and economic institutions will be revealed. Secondly, by showing how 

things actually work, it becomes possible to'promote conscious 

emancipatory activity' 
5

• R.W.Connell and T.H.Irving also point out 

that if we want to change society in any fundamental way in the 

direction of increased human freedom and self-determination, the 

first step is to understand the basic structures of that society, 

the processes that have produced it, and thus the forces that are 

bl f h . . 6 • I Ch Tw I 1 h capa e o c anging it. n apter o attempt to app y t ese 

precepts. The main questions pursued here are why do contradictions 

in schooling persist, and how do the prevailing beliefs and 

assumptions about schooling contribute to this state of affairs? I 

explore these questions by investigating some of the ways dominant 

ideas, beliefs, assumptions and practices related to schooling have 

influenced contemporary secondary schooling in Australia • . 
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From my investigation of some of the dominant idea_s, beliefs, 

assumptions and practices related to ·schooling iin Australia the 

concept of ideology emerges as a key concept in understanding the 

nature of schooling. Therefore, in Chapter Three I set out to gain a 

more precise understanding of the concept. Some of the ideas of Karl 

Marx provide the starting point for this search. There is a need 

however to go beyond Marx and to look at the contributions of those 

writers who have been inspired by his theories. What emerges from this 

analysis is a more comprehensive theory of ideology, that of the 

concept of hegemony. I believe that this concept provides a more 

adequate understanding of the process of schooling. It especially 

helps us to understand why contradictions persist, and why people 

continue to accept this state of affairs. It also provides a theoretical 

basis for thinking about change. For the purpose of this investigation 

'ideology' is perceived as a lived-consciousness - an all pervasive 

way of viewing the world, or a perception of the world, which informs 

our actions in the world. Jorge Larrain suggests that ideology can 

have both a negative and a positive connotation. 7 • It is in the form 

of a combination of both of these facets of the concept that ideology 

is presented in this study. First ideology is presented in negative 

terms where ideology can be seen to be hegemonic. Hegemony, a notion 

given recent currency by the translation and widespread dissemination 

of the work of Antonio Gramsci, refers to the indirect ways ( for 

example, assumptions, theories, and practical activities) in which 

dominant groups exercise control throughout society. Ideology can 

therefore be seen to be hegemonic where it produces meanings and 

practices which constitute a reality suportive of the dominant 

culture. By dominant culture·,- I mean those ideas, beliefs, assumptions, 

and practices generated by the ruling groups in society. Secondly, 

ideology is pereceived in positive terms as the expression of the world 
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view of a class, where it represents .the opinions, theorie.s, 

practices, and attitudes formed within a particular class in order to 

defend and promote its interests. 

In Chapter Four I attempt to apply the concept of hegemony to a 

specific situation, to the A.C.T. secondary college system, with 

particular reference to Hawker College. Such an application enables 

a better assessment of the validity of particular educational theories, 

such as 'progressive. education', and the practices and cc>'nsequences 

they generate·. 

Chapter Five is an attempt to outline a framework for thinking about 

future curriculum development and in it I suggest some of the ways an 

individual teacher may contribute to effecting a worthwhile change in 

the teaching-learning process. My conclusion is that secondary schooling 

in its present form is unacceptable but that teachers hold a key 

position. They can play a significant role in the development of a 

more liberating egalitarian form of schooling. However, the final 

questions which emerge are: how can teachers be made aware of the need 

for change, and, how can they develop a commitment to working towards 

radical change? 
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1. For details on the course components, combinations, and tertiary 
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2. R.Sharp and A.Green, Education and Social Control: a study in 
progressive primary education, Routledge & Kegan Paul, London, 1975, 
p.40. 

3. Pedagogy of the Oppressed, Penguin Books Ltd., Harmondsworth, 
England, 1972, p.52. 

4. Ideology and Curriculum, Routledge & Kegan Paul, London, 1979, p.107. 

5. ibid., pp.132-133. 

6. Class Structure in Australian History , Longman Cheshire, Melbourne, 
1980, p.3. 

7. The Concept of Ideology, Hutchinson of London, 1979, pp.13-14. 
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CHAPTER .. ONE 

IDENTIFYING CONCERNS ABOUT SECONDARY SCHOOLING IN THE AUSTRALIAN 

CAPITAL TERRITORY 

From its implementation in 1976, the A.C.T. Secondary College system 

has been hailed a 'success story' by the general public, politicians, 

educationists, teachers, and students. However, my experience as a 

classroom teacher at Hawker College between 1976 and 1980 raised 

questions about the nature of the 'success' being claimed for the 

secondary colleges. My concern was twofold. First, it was prompted by 

the apparent contradictory nature of the aims of secondary education 

evidenced in Secondary Education for Canberra ( hereafter the Campbell 

Report), that is, the promotion of personal autonomy, individual 

development, and social equality, and the development of appropriate 

attitudes to meet the needs of a competitive j-ob market. 1. From what I 

could see, in practice, the aim of accommodating students to the needs 

of a competitive job market received much more emphasis than did the 

goals of personal autonomy, individual development, and equality . 

goals which I believe should be the main aim of schooling and which 

should inform our educational practice. Therefore, it became important 

to discover why such contradictory aims in schooling existed, and why, 

despite perceived worthwhile changes to secondary schooling intended to 

overcome alienation, oppression, and inequality, such conditions still 

prevailed in senior secondary schools. Second, I was concerned about 

the superficial treatment of the important concepts of personal 

autonomy, alienation, and equality in two significant reports and a 

case study which I believe exemplify dominant trends in educational 

thinking in the A.C.T. and at Hawker College. These reports are the 

Campbell Report, which provided the framework of beliefs, assumptions, 

and values which formed the guiding principles for the establishment 

of secondary colleges in the A.C.T.; and Schools To Grow In, which 
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reports on an evaluation of the secondary colleges conducted in 1979 

by the Educational Research Unit of the Australian National University.
2

• 

The case study referrred to is 'A Case Study of Curriculum Change: Hawker 

College•. 3 • Lance Chapman's case study of the Hawker College curriculum 

was selected for inclusion in this investigation because, to my 

knowledge, it represents the only formal evaluation of the curriculum at 

that college. 4 • Furthermore, Lance Chapman himself can be seen to be a 

key person in the development of the Hawker College curriculum ( and 

probably that of the other secondary colleges) because he was a teacher 

representative on the Campbell Committee, made a significant contribution 

to the evaluation reported in Schools To Grow In, and was the Assistant 

Principal Curriculum at Hawker College for the period under investigation 

here, 1976-1980. 

The questions that will be taken up in this ~hapter therefore are: 

1. What were the beliefs, assumptions, and values about the nature of 

society and the nature of people which influenced educational planning 

during the 1970's? 

2. How were these beliefs, assumptions, and values made manifest in the 

A.C.T. secondary colleges? 

3. To what extent is the process of schooling which reflects these 

beliefs, assumptions, and values, acceptable? 

I will attempt to answer these questions by (1) looking briefly at the 

prevailing ideas about schooling during the late 1960's and early 70's 

which led to the implementation of the A.C.T. secondary college system, 

and (2) by examining the two reports and case study just referred to. I 

am particularly interested in the treatment in the three _'reports' of the 

concepts of personal autonomy, alienation, and equality, and the 

educational practices intended to promote these values. 
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For approximately sixty years public education in the A.C.T. 

proceeded within the framework of an agreement between the New South 

Wales and Co!Illllonwealth governments. In November 1971 the the Federal 

Minister for Education and Science, the Honourable Macolm Fraser, 

approved the appointment of a working committee to investigate secondary 

schooling in the A.C.T. The aim of this committee, made up of parents, 

teachers, and departmental officers, and chaired by the Rev. Richard 

Campbell, was to develop a firm proposal regarding the restructuring of 

secondary education in the A.C.T. The committee's recommendations were 

made to the Federal Government in December 1972 and were subsequently 

published in the Campbell Report in May 1973. This report led in 1976 

to the establishment of 2 year senior colleges and 4 year high schools 

under the control of the A.C.T. Schools Authority. 

The notion of establishing secondary colleges was conceived at a time 

of widespread concern about the extent and nature of secondary education 

in Australia. By the early 1970 1 s social and technological changes had 

resulted in a questioning of educational practices, and schools were 

seen to be 'out-of-step' with social and economic trends. 4 • The social 

changes which had occurred during the 1960's had, by the early 1970's, 

created a more favourable climate for the implementation of 'progressive' 

education. The progressive education movement at this time was 

characterized by a belief in child-centred education, individual learning 

and instruction, open classrooms, community schools, democratic social 

relations, and an integrated curriculum. The child-centred teacher saw 

him or herself as 'engaging in a radical critique of the authoritarian -

elitist assumptions of the more formal, traditional approaches to 

5 
education'. • One of the beliefs of the time was that the individual was 

more important than the society of which they were a member and that 

the school curriculum should reflect the interests and immediate 
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experiences of the individua1.
6

• Equality was interpreted to mean 

not merely equal access to education but an equal chance for all pupils 

to develop individually and to realize their full potentia1. 7 • This was 

the result of public concern about unequal chances in Australian public 

schooling for the different social classes. In addition, the diverse 

and rapidly increasing secondary school population forced a reconsider

ation of the type of curriculum needed. Widespread public, government, 

and teacher support for changes in school curriculum and organisation 

was based on the assumption that there should be government intervention 

to effect educational changes, and that progressivism was a 'good thing' 

and would contribu.te to the development of a more just society. 

The Campbell Report was a statement of intent embodying the 

progressive educational ideals prevalent at that time. Thus the proposed 

new secondary college system and its associated aims were viewed as a 

worthwhile innovation exemplifying progressive ideals. The educational 

aims articulated in the Campbell Report are the provision for students 

of the opportunities to develop freedom, self-motivation, self- ___ ,_.:. 

discipline, responsibility for the management of their own affairs, 

respect for others, and the achievement of their maximum potential both 

academically and socially. Students are also to be given the opportunity 

to develop those skills which will facilitate their transition to 

tertiary education and the working world, a critical and informed 

d 1 .f 1 1 f 1 · 8 · Th · awareness, an a i e- ong ave o earning. e main aims can 

be summarized as the reduction of student alienation by the promotion 

of such goals, and the attempt to make secondary schooling more 

relevant to contemporary economic needs. 

The recommended strategies to achieve these aims include the re

structuring of secondary schooling along the lines mentioned above, the 

development of a diverse curriculum to cater for individual interests 
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and abilities, the development of a relevant curriculum ( one which 

will be flexible enough to cater for ongoing social and technological 

changes), the promotion of closer links with the community, the 

provision of vocational guidance and pastoral care, the abolition of 

the Higher School Certificate and the introduction of school-based 

continuous assessment, a non-prescriptive curriculum, the promotion of 

student managemnt of their own affairs, and the development of a 

bureaucratic structure which would enable colleges to be as autonomous 

9. as possible. 

Schools To Grow In focuses on the impact of colleges on student 

attitudes towards schooling. It explores the alienation of adolescents 

while still at school, the effect of socio-economic background on 

student attitudes to school and future careers, and the conditions 

which facilitate or inhibit learning. The survey was similar to one 

conducted in 1972 which investigated student reaction to the proposed 

structural changes from a 6 year high school to a 4 year junior high 

school and 2 year college system. The main method used throughout the 

later evaluation was to compare student responses in 1972 and 1979. 10 • 

Nearly 3,000 students in years 10,11, and 12 from both public and 

private schools were surveyed. My interest.is in the perceptions of 

students in the public sector. Students are revealed as being very 

supportive of the college system as it has developed, and as having more 

positive attitudes towards schooling than before. The report suggests 

that these changes are associated with the change in student-teacher 

relationships characterized by a shift from traditional teacher 

dominance to a relationship based more on co-operation between teacher 

and taught, and the granting of a measure of independence and self

responsibility to the students. The researchers do acknowledge the 
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possible impact of social and economic changes. However, they place 

much more emphasis on the conditions in the colleges as the catalyst 

of change. Indeed, so successful do they consider the colleges to have 

been, that they propose this A.C.T. development as a model for senior 

schooling throughout Australia. However, we can question whether, or in 

what way, improved student attitudes are a success. Student perceptions 

can be seen to be distorted and the framework used to evaluate these 

perceptions is itself open to criticism. Thus, although it can be 

argued that the colleges are an improvement on what previously existed 

for this age group, the claims of 'success' have to be looked at 

critically. 

Lance Chapman bases his evaluation of the Hawker College curriculum 

on a series of interviews with 18 teacher_s, an analysis of 30 course 

documents anda.surv~y of all Year 11 and 12 students at Hawker College 

carried out in November 1978. His conclusion is that Hawker College 

has achieved a measure of success as an innovation in relation to the 

framework laid down by the Campbell Committee. I consider that a 

significant limitation of his work is that he questions the assumption 

of the Campbell Committee that all young people want reponsibility, 

autonomy, and personal involvement in education. His argument is that 

it is usually those who lack 'academic ability' who reject these goals. 11 • 

Not only do I consider that it is unacceptable to assume that all 

young people do not want these goals, but I also dislike Chapman's 

views that the most worthwhile goals of education, such as personal 

autonomy, should only be available to those students who succeed 

within the culture of the secondary colleges, that is, only available to 

those who can achieve academic success. Chapman also questions the 

validity of the Campbell Committee's belief in the perfectibility of 

people, using as evidence the so called 'failure' of certain students 

to adapt successfully to the college system.
12

· What Chapman's evidence 
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shows overall is that Hawker College has emphasised 'academic' ability 

and has been successful at socializing students to accept what he sees 

as the middle-class norms, values and aspirations of deferred 

gratification, a bookish culture, upward mobility, and hierarchical 

. 1 d . 1 . 13 • H Ch . h socia an economic re ations. owever, as apman points out, t e 

college has been less successful, and indeed, has given a low priority 

to the reduction of student alienation and to individual development 

other than 'academic' achievement. 14
• Although teachers believe that 

they have adopted a more progressive pedagogy and more open social 

relations, Chapman's evaluation reveals that the majority of classes 

have remained teacher and content dominated and assessment oriented. 15 • 

Students are shown to be extrinsically motivated, and the curriculum 

d . d b d . . 16 . ominate y aca emic requirements. 

The aim of personal autonomy is emphasised as a desirable goal in the 

three reports. I am not questioning that such a goal is worthwhile. I 

think that it is, if as R.F.Dearden suggests, the concept of personal 

autonomy rests on the notions of respect for persons, self-directed 

. . ·b·1· f ' d . . d f · 17 · Wh activity, responsi i ity or ones own ecisions, an airness. at 

worries me, is first, the way personal autonomy has been interpreted 

by teachers and students, and, secondly, the practices which have been 

adopted in the secondary colleges which are believed to lead to the 

achievement of autonomy for the majority of students. For instance, in 

Schools To Grow In 'freedom', or 'personal autonomy', is defined as a 

b 1 . f lf d. · 18 • F · h • , greater responsi i ity or se - irection. irst, t e word greater 

needs to be questioned because I consider that a goal of 'greater 

responsibility' is not sufficient. For autonomy to be achieved there 

must be full responsibility. Secondly, while it seems true that the 

colleges have assisted students to achieve greater freedom, the 
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definition of what that freedom is, as well as the apparent 

constraints that are imposed on the exercise of this freedom, causes me 

some concern. 

Freedom and personal autonomy are mainly viewed in relation to 

freedom from petty restraints on behaviour ( such as the freedom to 

decide whether or not to attend a particular class), and in terms of 

student freedom to choose from a range of prescribed subjects which 

are organised in particular ways ( for example, units and courses), and 

which are accorded differential status.
19

• In this sense the school can 

be seen to be coercive rather than liberating. _'.l'_his perspective has been 

developed by Jean Anyon. She argues that institutions, including schools, 

can be said to be coercive because they 'channel human behaviour into 

certain routines and roles, and exclude thereby the possibility for other 

behaviours to become habituated'.
20

• As a result people come to see 

existing institutions as inevitable. Anyan supports the point of view 

that the inevitability of institutions and their coercive function is 

partly maintained by the selection and distribution of school knowledge. 

She says that dominant social and economic groups define what counts as 

school knowledge and thereby maintain the existi~g patterns . -of power and 

d · · Zl. D · d h" h d b 1 . . i omination. ominant groups o tis, s e conten s, y egitimat ng 

only those categories of thought which will enhance their position. School 

knowledge may therefore 'unwittingly favour the interests of certain 

social groups and hinder the interests of other groups'. 22 • Anyon argues 

further that the knowledge which is selected and presented to people via 

the school curriculum functions to produce passive individuals. She says 

that people are subtly encouraged into a state of 'social quiescence', 

and to 'a position of passively choosing between givens.Moreover, 

disagreement is channeled •• into "safe" political behaviours'. 23 ·Anyan' s 
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argument is important because it highlights the coercive nature of a 

school curriculum which provides a diverse range of subjects from which 

students may choose, but which at the same time restricts boundaries of 

thought to accord with existing patterns of power and domination. This 

situation is unacceptable if the patterns of thought and behaviour 

encouraged by the school help to promote passivity and the maintenance 

of social and economic inequalities. If we are serious about promoting 

personal autonomy we should be trying to•institute practices that will 

promote the welfare of all - not the welfare of some at the expense of 

others. 

I would like to suggest that if there are unacceptable constraints 

placed upon the nature of the students' freedom as it is constituted in 

the secondary colleges, there must be some doubt about the extent to 

which student alienation can be reduced. I think it can be said that 

alienation will exist in a situation where people do not experience 

themselves as active initiators of the social world, but rather 

. h ld d lf . 1 24 • b experience t e wor an onese passive y. From my own o servation, 

and from the findings presented in Schools To Grow In and 'A Case Study 

of Curriculum Change: Hawker College', it can be argued that the majority 

of students remain alienated and are passive recipients in the learning 

25. 
process. I am working on the assumption that there is a logical 

relationship between freedom and alienation. It seems to me that if you 

have freedom, that is, have achieved personal autonomy, it is unlikely 

that alienation will exist. Where alienation persists, or, at least, 

where there are conditions which allow alienation to persist, the 

achievement of personal autonomy will be very difficult. It follows 

therefore, that the reduction of alienation, or the removal of the 

conditions which help perpetuate alie~ation, will lead to more freedom. 
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In contrast to the view of personal autonomy put forward in the three 

report_s, I perceive much greater value in the ideal of personal autonomy 

as explored by Margaret Bearlin in her paper 'Toward a Liberation of 

Autonomy as an Educational Ideal'. She argues that personal autonomy, 

conceived as self-directed competent action can be an attainable goal 

for the majority of people, 

" ••• only if it is sought in the context 
of and in association with other values 
that are the _(pre) conditions of a 
warmly humane democratic society: namely 
affiliation, kinship, and social equality. 11

26 _ 

Bearlin has suggested that for personal autonomy to be an attainable 

1 · d · · h . 27 ' Th d. . . 1 d goa certain con itions ave to exist. ese con itions inc u e no 

constraints that prevent the exercise of competent self-directed choice, 

self-confidence, and an equal positive valuing of persons. As I argue 

below, I think it is questionable that such conditions exist in the 

secondary colleges for the majority of students. 

From the outset, the framework presented in the Campbell Report can be 

seen to be contradictory. The committee views schools as a social and 

economic panacea. On the one hand it sees their main purpose as the 

development of personal autonomy by the reduction of student alienation, 

the promotion of student management of their own affairs, and the 

provision of opportunities for students to maximize their potential. On 

the other hand it sees schools as providing people with the appropriate 

. d k 11 db h . h d f h · · 28 • attitu es, s i s, an e aviour to meet t e nee so t e workforce. 

The committee •<i.s- particularly concerned that schools, by teaching the 

appropriate skills and knowledge, keep pace with economic trends, 

including shifts in the occupational structure, and technological 

developments. It is difficult to perceive how the school can work 

towards the development of personal autonomy by catering for the diverse 

needs and interests of the students, whilst at the same time producing 
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students with the appropriate attitudes and skills to meet the needs 

f h f d d h 1 . 1 . 29 • Th · · o t e economy o an a vance tee no ogica society. e suspicion 

exists, that even if these 'needs' could be determined with any 

accuracy, 'needs and interests' means those that are considered 

appropriate by political bodies in control of education, educationists, 

and teachers, and those which do not contradict the presumed needs of 

the economy. Therefore the Campbell Committee's definition of 'autonomy' 

may mean the development of a distorted form of autonomy, that is, the 

development of a condition pre-defined and constrained by a set of 

prescribed guidelines. This seems to be supported by the findings 

presented by Chapman and Anderson, and I think it is significant that 

80% of the students at Hawker College agreed that they were given the 

, , f f d 30. correct amount o ree om. 

Secondary college students believe that they have gained the freedom 

to choose what subjects they study. That the college system provides 

more scope for personal decision-making, independence, and responsibility 

than did the high school situation.
31

• The paradox is that although the 

freedom the students ( and the teachers) perceive they have gained is 

greater than before, greater in the sense that students have more 

subjects to choose from, this choice is made from amongst those 

subjects or units already classified by 'experts' as an acceptable 

course 'package'. This is one that meets the requirements for graduation 

( as in the case of Hawker College), and tertiary entrance, and one 

that satisfies employers, parents, or counsellors. Chapmans's study 

reveals that a large minority of students ( 40%) felt restricted by 

tertiary requirements, and the majority of students felt that they did 

not have much freedom to choose what they might learn within each 

h 1 . 32. course, or ow they earnt it. 
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Subject choice is further restricted by the status ascribed to a 

· 1 b · 33 . S d f 1 . d 1 . part1cu ar su Ject or course. tu ents ee constraine to enro in 

those courses which have been traditionally defined as having a higher 

status. These are the so-called academic courses such as Mathematics, 

English, Science and History. Even within these courses some subjects 

have higher status than do others. Physics, for example, has more 

status than General Science; Ancient History and Modern History have more 

h A 1 . i 34. d h status tan ustra 1an H story. Stu ents see t ese courses as 

approved by peers, and as ones which will give them a greater chance of 

'success'. Success within the college system is usually rated by the 

schools, the students,parents, employers, and tertiary institutions · 

according to academic results rather than other personal qualities that 

may have been achieved. Students think therefore that they have to enrol 

in these subjects for the achievement of the best possible results 

( course scores). It is also significant that 52% of Hawker College 

students thought that there should be more time for private study and 

d d 1 h 1 . . 1 35 • h in ivi ua assignments wit ess time spent inc ass. However, t ey 

were not referring to the freedom to pursue their own interests, but 

were exhibiting a concern to have more time to do set work, that is, 

freedom to meet the interests of others. Therefore, student freedom is 

the freedom to meet externally imposed requirements and socially 

defined criteria for success. The existence of an alternative path, 

the provision in the college of a course which caters more to their 

individual interests but which may have less social and academic status, 

offers no real choice at all. Anderson's study shows that students see 

college as a place where you have to 'work' ( with work being defined as 

the completion of the required items for assessment), and that those 

who do not work do not succeed, meaning that they do not achieve 

. f 1 36. sat1s actory resu ts. 
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The reports indicate that there has been a reduction in authoritarian 

relations between teachers and students. This may be so, but the secondary 

colleges are still part of a bureaucratic system with a hierarchy of power 

within each school, as well as within the system as a whole. For instance, 

the power to make decisions is related to a person's position in the 

h · h 37 • Al h h d h . d . . . h. ierarc y·, t oug stu ents ave a recognise position in t is 

hierarchy, for example, there are two student representatives on the 

School Board, and there is a Student Representative Council, from my 

observation their opinion has little significance at an administrative 

level. Schools To Grow In also points out that students themselves 

believe that they have little impact on decision-making at the school 

1 
38 · I dd" · d ·11 . d b h 1 f leve. n a ition, stu ents are sti require to eat sc oo , or, 

although they are not legally required to be at school after the age of 

fifteen, social and economic pressures can be a strong form of compulsion. 

They are expected to exhibit student normative behaviour, to attend 

regularly and punctually, to learn pre-specified content at prescribed 

times and in a particular sequence, and ultimately they are required to 

be assessed. If students do not comply they can be classified as 'failures' 

with all the implications of that for future life chances. They may even 

be considered deviant, as Anderson points out, and in need of counselling 

. h d 1 · b h . · 39 · I to assist t em to eve op appropriate e aviour. n extreme cases 

they may be'counselled' to leave the institution. 

Students appear to have an ambivalent attitude towards the exercise of 

the freedom they do have, and have difficulty coping with the idea that 

one must be responsible for one's own decisions. 40 • Schools To Grow In 

reveals that on the one hand students want the freedom to make their own 

decisions and to be responsible for their activities at college, but on 

the other hand, many want teachers to direct and organise "their study 

program, to discipline them when appropriate, and to 'push' them in order 
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that they reach a satisfactory academic standard.
41 • This is perhaps 

understandable in the light of a student's previous school experiences, 

social pressures, and the emphasis of the colleges on academic success. 

Freedom ( as defined within the college system) is seen by students more 

as an ideal rather than as an achievable or, even for some students, a 

desirable state. 42 • These latter students, for instance, want teachers to 

be more disciplinarian so that they will 'work' harder. 

From my own observations, and the findings presented by Chapman and 

And 43 · · b d h . h 1 h erson, it can e argue tat in most cases teac ers emp oy w at 

Paulo Freire calls the 'banking : concept of education'. In this situation, 

according to Freire, teachers narrate information and 'deposit' knowledge 

in the passively receptive students. 44 · The teacher is considered the 

expert and the disseminator of knowledge, and the students are considered 

ignorant and in need of the knowledge that the teacher has to give. 

Freire says that this type of education attempts to control thinking 

and action and leads people to adjust to the world. Since students 

receive the world as passive entities education makes them more passive 

and adaptable and this results in domination rather than freedom. 45 • 

Freire argues that education needs to encourage a critical awareness 

ot society and purposeful action if it is to contribute towards the 

d 1 f 1 46 · A d" RFD d eve opment o persona autonomy. ccor ing to •• ear en, 

" ••• a person is'autonomous' to the degree that 
what he thinks or does in important areas of his 
life cannot be explained without reference to- his 
own activity of mind. That is to say, the 
explanation of why he thinks and acts as he does 
in these areas must include a reference · to his own 
choices, deliberations, decisions, reflections, 
judgements, planning or reasonings. 11

47
_ 

Anderson mentions that student attitudes have changed since 1972, from 

being dynamic and critical of social and economic processes, to being 

· d . f h 48 • Th. d . d passive an accepting o t e status quo. is tren is presente as 
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inevitable, given contemporary social and economic changes, and one 

which we must accept. This finding, and Anderson's interpretation of 

it, is contrary both to Dearden's definition of an autonomous person, 

and to one of the stated aims in the Campbell Report, namely, the 

development of a critical and informed awareness which, as well as being 

worthwhile in itself, is also seen to be necessary to develop a more 

just and humane society. 49 • An evaluation like Schools To Grow In, which 

uses student passivity and acceptance of the status quo in schooling 

( because the alternative is worse) as criteria for measuring the 

success of an educational innovation, must be questioned. 

If one accepts Freire's model for freedom as outlined in Pedagogy 

of the Oppressed, the freedom that the secondary college student 

exercises is not freedom at all, but an act of oppression. It can be 

viewed as such because students fear freedom, are passive, and are not 

conscious of their domination. Freire argues that education is either 

for domestication or for freedom, and it seems to me that the A.C.T. 

secondary colleges fit the model of education for domestication. 

Education for freedom must be based on problematization - asking 

questions and calling into question - brought about by praxis. Praxis 

is used here to refer to the dialectical relationships between a 

person's critical reflection of the world, their own social location 

in it, and conscious, purposive activity. Purposive activity refers to 

the action of people in order to change the world for the purpose of 

human liberation. Thus praxis infers a developmental stance. As Freire 

says, praxis cannot be achieved by silent, passively receptive students.so. 

For students to be 'free' they need to be aware of their oppression, 

and must want to replace it with autonomy and responsibility.SI. 

I think it can be said that constraints placed on the development of 

personal autonomy, combined with the inequality fostered by the 
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secondary colleges, are unlikely to lead to the reduction of student 

alienation - in the sense of students perceiving that they have the 

power to act, and have the desire to act. Therefore, I would now like to 

explore the concept of'equality' presented in the three reports being 

examined here. The Campbell Committee did not question the existing 

economic and social structure although it acknowledged that it produced 

inequalities and suggested that a degree of social reconstruction 

h ld h h h 1 . 52. H f h . I sou occur t roug sc oo ing. owever, rom t e committees 

definition of equality and the recommendations that flow from it, it is 

difficult to see how such reconstruction is to occur. Equality was 

53. defined by the committee as equal access to educational resources. 

Such a definition appears to work towards the maintenance of an unequal 

and therefore unjust society. The definition is based on an acceptance 

of competition for scarce resources, and such unequal practices in the 

process of schooling as 'labelling', competitive normative assessment, 

and the provision of courses which have different and unequal rewards 

in terms of social status and the selection for higher education and/or 

employment. It is unlikely that this form of schooling would lead to an 

equal valuing of persons, that is, a form of schooling which would 

recognise the uniqueness of individuals and their right to develop 

differently and to maximize their potential. For this reason I think 

that a more worthwhile notion of equality than the meritocratic stance 

adopted by the Campbell Committee, is that of 'social egalitarianism' 

as outlined by Margaret Bearlin and the Karmel Committee. 54 • Bearlin 

refers to social egalitarianism as the 'human rights concept of 

oppotunity in education' 55 • She says that this concept of equality 

operates on two levels, 
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" ••• at a minimum competence level which is 
achievable by all, and at a higher level 
which affirms the possibility and 
desirability of fuller and more diverse 
human accomplishment. 

At the first level there is an emphasis 
on shared objectives, at the second on 
diversity and uniqueness and varied levels 
of achievements. But at both levels the 
emphasis will be on valuing the person 
irrespective of the level or type of ability 
he acquires. 11

56 • 

The Campbell Committee and Anderson accept the state of affairs 

whereby educational attainment is affectd by social class, and this 

is supported by Chapman's findings that Hawker College effectively meets 

ddl 1 d 57. 1 . h" the needs of mi e c ass stu ents. Not on y is tis state of affairs 

presented as inevitable, but each report helps to perpetuate the process 

of social and economic inequality by 'labelling' students according to 

their socio-economic background, and by continuing to accept the 

correlation between academic ability and social class, thereby re

inforcing teacher expectations of particular students and student 

perceptions of themselves as determined by the labelling process. 

According to Michael Apple 'labelling' is a process which, although 

obscured by a desire to help and the articulation of humanitarian 

ideals, serves to justify the existing distribution of power in society 

f 1 1 58. l and therefore acts as a form o socia contra. App e argues that 

schools assign labels through assessment procedures which sort students 

into categories ( for example, low ability and high ability), and thus 

distribute views of self to each of these labelled groups which in turn 

influence forms of consciousness and 'through the appropriation of these 

dispositions and outlooks students are able to be sorted into various 

1 . h d f . d · 1 . ' 59 . I s h 1 roes to suit t e nee so in ustr1a society. n coos To Grow In 

it is stated that in the 1979 survey of student attitudes 'academic 

ability' was used as a criterion to evaluate student responses to certain 
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questions, and that students themselves were asked to rate their own 

d · b 0 l 0 60 • Th" h . f b"l" 1 b 1 f aca emic a i ity. is approac rein orces a i ity a es or 

students, it maintains differing expectations of students according to 

ability ratings, and it serves to reinforce students' perceptions of 

themselves as being either 'better' or 'not-as-good-as' others. It also 

contributes towards the maintenance of the dominant 'academic culture' 

in the school rather than encouraging diversity of talent by catering 

for individual interests. 

In Schools To Grow In it is argued that the secondary college 

curriculum does not over-emphasise bookish learning, nor does it have 

predetermined failure built into it as does the Higher School 

· fi · · 61. H h . d d b Certi cate examination system. owever, t e evi ence presente y 

both Anderson and Chapman, and my personal observation, contradict 

these statements. Academic ability features strongly in these two 

evaluations. Success at college means academic success and students' 

potential and capacity to cope with the college system tend to relate 

to their level of academic ability. The Campbell Report states that 

one of the aims of senior secondary education should be the promotion 

of individual development and excellence, but the Anderson study 

demonstrates that 'individual development' and 'excellence' are usually 

defined within the college system according to academic criteria. 

Chapman shows that this is also true at Hawker College. He says that 

both teachers and students define 'individual development' in terms of 

academic success with the 'development' aspect referring to the 

increasing ability of students to cope with the academic curriculum and 

the college system. 62 • 'Excellence' is also taken to refer to the 

acquisition of cognitive skills and is equated with good grades and 

tertiary entrance scores. 

In addition, as Chapman points out, at the completion of Year 12, 
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Hawker College awards its own graduation certificate in three grades, 

graduation, graduation with credit, and graduation with distinction. He 

also shows that these certificates are intended to recognise, and 

motivate the pursuit of various kinds of excellence. He says that 

'cultural' and sporting pursuits and student contribution to the 

corporate life of the college are given important consideration. However, 

it is significant that although these three criteria may be considered, 

students must have very good academic results if they are to achieve 

a higher award. 63 • The implication of this emphasis on demonstrated 

academic ability is a lack of recognition of the right to develop 

differently, and thus to reach one's full potential in areas other than 

in 'academic' pursuits. This is further supported by the fact that 

Anderson accepts the inevitability of some students never being able to 

cope with the college system. 64 • 

I also question the conclusion that the secondary college system does 

not have a pre-determined proportion of failures built into it. Normative 

assessmen_t, which requires ranking, competition, and distribution curves, 

ensures the production or maintenance of a concept of failure. in Schools 

To Grow In 'failure' is interpreted to mean what it did under the Higher 

School Certificate examination system - that students either obtained 

their H.S.C. or they did not. A closer inspection of the way assessment 

works in the secondary college reveals that the abolition of a final 

examination has not done away with failure. A system of continuous 

assessment which is based on the rank ordering of students' work, and 

the formation of a statistical normal distribution curve regardiess of 

the number and talent of the students to be assessed in any particular 

course, just gives students the chance to 'succeed' or 'fail' many times 

during or at the end of each twelve week unit of work. It is difficult 

for a student at the end of Year 12 to eradicate the lower grades or 
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scores received during earlier terms, and 'failure' during Year 11 can 

have important consequences for a student's final results in Year 12. 

Under the college system each student receives a Year 12 certificate 

at the completion of Year 12 providing certain criteria have been met, 

but, in relation to the award of course scores, the assessment system 

ensures that some students will 'fail'. In each unit of work students 

receive grades ranging from 'A' to 'E' and are given a numerical unit 

score. 65 • Both are awarded in relation to set criteria for each unit and 

with regard for the need to maintain a rank order among students. At the 

completion of Year 12 course scores are awarded, based not only on the 

rank order of students for that particular course, but also according to 

the statistical requirement that student scores for that course form a 

normal distribution curve. Therefore, although all students receive a 

Year 12 certificate and a course score, the mechanisms associated with 

the calculation of that score ( the awarding of marks, rank ordering, 

and the formation of a normal distribution curve) perpetuate a 

comparative system of ability and competition between students for 

those awards. In addition, employers and tertiary institutions have 

certain minimum requirements that students have to meet, and parents and 

students retain a concept of failure. These last two often see the award 

of an 'E' or sometimes a 'D' grade as failure, and on a daily basis 

students are concerned to achieve 50% of any marks awarded for a 

particular piece of work. I think that evaluation of a student's work 

and the resultant feedback is necessary if minimum objcetives for all 

are to be achieved. A form of assessment based on criterion assessment 

procedures recognises the uniqueness of the individual and does not 

necessarily work against the development of diverse accomplishments. It 

can permit an equal valuing of persons. On the other hand, normative 

assessment procedures, which are emphasised in the secondary colleges, 

negate the concept of individual development. 
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The Campbell Committee believed that senior secondary schooling 

should be more accessible to a greater number of people, and that this 

could be achieved by the development of a more relevant and diverse 

· 1 66 . H D Wh. h h 1 f 1 · curricu um. owever, oug ite suggests tat t e appea o equa ity 

through diversity can justify and extend domination where diversity 

means the acceptance of present economic and social differences, and 

indeed, the continuation of them.
67

• A closer reading of the Campbell 

Report does seem to indicate that the committee's recommendations do 

support unequal educational practices and the maintenance of the status 

quo. 

The Campbell Committee proposed that the development of a diverse 

curriculum should be based on the criteria of relevance to individual 

student needs and the needs of contemporary society. 68 • The need for 

such diversity is seen to arise out of social and technological changes 

and the schools' higher retention rate of children from all socio

economic backgrounds. 69 • This means that the traditional.academically 

oriented senior secondary curriculum which was designed to meet the needs 

of students from higher socio-economic backgrounds and to satisfy 

university entrance requirements, is thought to be unsuitable for 

students from lower socio-economic backgrounds. Students who tend to 

have lower academic ability therefore need a different from of schooling. 70 • 

Diversity therefore means differentiation, with lower ability students, 

who are also by implication those from lower socio-economic groups, having 

access to a different curriculum from that of higher ability students 

h . . 11 t d f h · h · · ? l. w o, it is genera y accep e, come ram ig er socio-economic groups. 

Jean Anyan indicates ways in which the social stratification of the 

curriculum can effectively deny some students - particularly those from 

lower socio-economic groups - access to 'cultural capital'. Cultural 

capital refers to the necessary knowledge and skills which enable people 

. 1 "d d b 1 . h . . 72 • A d to manipu ate i eas an sym o sin t eir interests. nyon conten s 
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that cultural capital is the basis for social transformation for any 

socio-economic group. She argues that a lower status curriculum 

emphasises 'reproductive' knowledge, rather than the accumulation of 

cultural capital. Reproductive knowledge is knowledge that contributes 

'directly to the legitimation and perpetuation of ideologies, practices 

and privileges constitutive of present economic and political 

structures 1
•
73 • Whereas, Anyan says, a higher status curriculum 

emphasises 'non-reproductive' knowledge or the accumulation of cultural 

capital. A different curriculum for students with lower academic ability 

would be acceptable if such a curriculum had equal status with the .· 

curriculum offered to students with higher academic ability. However, 

given the nature of our economic and social structure and the fact that 

certain occupations are given greater social status and economic rewards 

than others, it is likely that a differentiated curriculum will persist. 

While particular subjects, the traditional 'academic' subjects such as 

Mathematics, Physics, History, and Literature, retain their higher 

status, students who are denied access to this knowledge could be said 

to be educationally disadvantaged. Such a situation is unlikely to assist 

with the equalization of life chances. 

In practice, the concept of diversity as presented in the Campbell Report 

has not led to students of differing academic ability enrolling in courses 

designed to further their abilities, talents and interests. What has 

happened is that the overwhelming majority of students enrol in courses 

which will meet tertiary entrance requirements regardless of their 

individual interests and/or ability. This trend appears to be the result 

of social and economic pressures. Diversity is catered for in the secondary 

colleges by the proliferation of courses which are categorized as either 

tertiary accredited, accredited, or registered. The tertiary accredited 

courses are perceived as being at a high conceptual level and, although 
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some new subjects have been introduced, such as Computer Studies, 

Drama, and Social Psychology, they tend to represent traditional 

academic courses. The accredited courses, although in theory not 

intended to do so, tend to cater for students of 'lower ability' and/or 

those who have trouble adapting to the college system. Registered courses 

have little status and aim to meet the recreational interests of students. 

Diversity therefore lies in the differentiation between 'academic' and 

'non-academic' courses, and while academic courses retain a higher status 

than do non-academic courses, those students who enrol in a dis

proportionate number of accredited or registered courses are disadvantaged 

in relation to social status within and outside the college, future 

employment opportunities, and access to tertiary institutions. Students 

therefore feel compelled to enrol· in those courses which they perceive 

will contribute to their success within the college system. Thus the 

curriculum diversity which has been achieved in the colleges is a 

curriculum based on normative assessment, is dominated by traditional 

academic subjects, and is one which acts as a sorting mechanism to 

~hannel people into 'appropriate' positions in society. This type of 

diversity does not encourage an equal valuing of people. Nor does it 

cater for the development of individual interests, abilities, and 

talents. In fact, it could be said to act in direct opposition to such a 

valuing and such a development. 

The concept of alienation needs further investigation at this point 

because the evidence presented in support of the claim that student 

alienation has been reduced is not conclusive, and because I think that 

the definition of alienation used in the three reports is limited. 

The definition of alienation put forward in the Campbell Report and 

elaborated upon in Schools To Grow In is of some concern. The Campbell 
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Report states that an alienated student is one 'who cannot or will not 

respond appropriately to the values, the rewards, and the expectations 

that combine to form the culture of the school. 74 • In the context of the 

evaluation analysed in Schools To Grow In student alienation 'is the 

psychological withdrawal from the role of student. It is an alternative 

to the response of either accepting the roles and norms prescribed 

for students, or rebellion 1
•
75

• These definitions are about role conflict 

in a situation where roles are 'prescribed' and the framework used seems 

to place the responsibility for alienation with the student who 'cannot 

or will not' accept the culture of the school. The definition implies 

that in order to reduce alienation students must somehow or other be made 

to accept the norms of the school and thus exhibit 'appropriate' 

behaviour. It is acknowledged in the Campbell Report that the secondary 

school system was in need of change in order to reduce student alienation 

and to cater more for their interests. The changes envisaged were thought 

to be worthwhile, and the impression gained is that any further alienation 

would therefore be the product of a student failing to adapt to the 

system, rather than of the system itself being at fault. The findings 

presented in Schools To Grow In indicate that the changes that have been 

implemented in the secondary colleges produce a passive tolerance or an 

unenthusiastic acceptance of school, and in some cases, boredom, rather 

than rejection. 76 • The writers of Schools To Grow In suggest that 

economic and social changes are responsible for the fact that many 

students have an ambivalent attitude towards school, and that students 

today are generally more conservative and accepting of the status quo. In 

addition, the writers suggest that students are disillusioned about the 

possibility of reforms, and that the majority would rather not be at 

school full-time. It is difficult to call this state of affairs a 

reduction of student alienation. Furthermore, continuous assessment as 
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constituted in the secondary colleges, and rank ordering of students, 

are held to be a 'good' thing and the role of normative assessment 

procedures in the production and maintenance of alienation has been 

ignored. 

The findings presented in Schools To Grow In, and 'A Case Study of 

Curriculum Change: Hawker College', indicate that there is a correlation 

between academic ability and alienation, and consequently between social 

class and alienation, with those students with less academic ability and 

from lower social classes likely to be more alienated in the process of 

schooling than others. This poses a problem in relation to the nature 

of a system of schooling which causes one group to be more alienated than 

another. The Campbell Committee recommended that the way to overcome this 

situation was to provide a more diverse curriculum to suit the abilities 

and interests of the less able student and to promote student management 

.of their own affairs at a personal and at a school level. However, 

diversity as it was conceived by the Campbell Committee, and as it has 

been implemented in the secondary colleges has been shown to lead to 

inequality if the situation is such that students who opt for .a non

academic course are labelled as lacking ability, and may thus have less 

opportunity for employment, or access to a tertiary institution. These 

students may also gain a negative concept of self. Schools To Grow In 

shows that the college system has led to greatly improved social 

relations between teachers and students, and that because of this 

situation the less able students feel happier at school than they did in 

the traditional high school. This is not because they are achieving 

according to their individual interests and talents, but because they 

think they have more personal autonomy and are treated as adults. 77 • 

However, the extent to which students have achieved personal autonomy is 

open to debate, and the Anderson study points out that students still 

find the school administration impersonal, and the S.R.C. ineffectual 



- 35 -

. 1 1 d . k" . h 11 78 · Th in re ation to rea ecision-ma ing int e co eges. e extent 

to which the improved social relations between teachers and students 

is worthwhile can also be questioned if this situation serves to distort 

the reality of schooling being part of a selection process which fails 

to call into question an unequal society. I think that a society can be 

said to be unequal if it is not built on parity of esteem and 

responsibility. Thus, a society which, through its institutions, such as 

schools, helps to perpetuate social and economic hierarchies, and which 

denies certain socio-economic groups access to knowledge which will 

empower them to achieve personal autonomy, can be said to be unequal 

and therefore unjust. 

SUMMARY 

A close inspection of the Campbell Report reveals that the Campbell 

Committee worked within a framework which contained invalid assumptions, 

contradictions, confusing definitions, and a naive perspective on the 

constraints imposed on schooling by its economic, social, and political 

context. If we can assume that frameworks flawed in this way lead to 

flawed practices it follows that we should look very closely at the 

framework presented by the Campbell Committee, the recommendations 

which flowed from it, and consequently, at the nature of the success 

being claimed for the secondary colleges. The findings presented in 

'A Case Study For Curriculum Change: Hawker College' and Schools To Grow In 

raise doubts about the criteria being used to define the 'success' of 

the colleges. If the criterion for rating the success of the colleges 

is the achievement of such 'progressive' ideals as personal autonomy, 

individual development, and the promotion of social equality, then 

success appears to be very limited. I have argued that the concepts of 

personal autonomy and equality are treated superfically in the three 

reports examined in this chapter, and that in practice it is the aim 
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of accommodating students to a competitive job market which receives 

the most emphasis. For instance, a system of continuous competitive 

assessment works to sort students into groups having differentiated 

credentials. These credentials are then exchanged for positions of varying 

status and economic reward in the workplace. In addition, the secondary 

colleges appear to encourage the development of appropriate attitudes to 

meet the needs of the workplace. For example, punctuality, continued 

attendance, discipline, extrinsic motivation, 'good' behaviour, working 

to regimented time schedules, and the acceptance of an hierarchically 

structured workforce. Present educational trends, such as 'transition 

education' programs, and the emphasis on basic skills, reflect a general 

public concern to establish a closer link between school and work. A 

major concern for me is that teachers and students do not perceive that 

practices and outcomes are contradictory to the goal of personal 

development. The question therefore is how different is 'progressive' 

education from 'traditional' education ( at least as it has been 

constituted in the A.C.T. secondary colleges). If the educational 

practices in the colleges are believed to be representative of 

'progressivism, and yet can be seen to work against the development of 

personal autonomy and equality, perhaps we need to look again at the 

acceptability of progressive education. 

CONCLUSION 

The central questions that arise from my analysis of the Campbell Report, 

Schools To Grow In, and 'A Case Study of Curriculum Change: Hawker College', 

are: 

1. Why is a form of schooling which apparently does nothing to lessen 

social and economic inequalities considered to be successful? 
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2. Why are the professed goals of personal autonomy, freedom, and 

equality treated superficially, and yet why is this not perceived to 

be so? 

3. Why do contradictory aims in education persist? 

4. Why do people think that a significant change for the better has 

occurred in senior secondary schooling in the A.C.T. when evidence 

suggests that this is not the case? 

5. Why do people continue to accept a situation which remains alienating, 

and which stifles the development of personal autonomy? 

To clarify why this state of affairs exists, the next step in this 

investigation is to explore the processes, and the ideas, beliefs, and 

assumptions, which have influenced the nature of contemporary secondary 

schooling. 
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CHAPTER TWO 

BELIEFS AND ASSUMPTIONS ABOUT PUBLIC SCHOOLING 

W.F. Connell says 'there is a myth widely disseminated throughout 

Australia, that the aim of education is to enable each individual to 

develop his talent to the utmost' and that this myth has persisted for 

h l. f ' h h the past one undred years. I we accept Connell s view tat tis aim 

is a myth, and the evidence presented in the Campbell Report, Schools To 

Grow In, and 'A Case Study of Curriculum Change: Hawker College', suggests 

that this is the situation, certain questions need to be asked. Why, for 

example, has this myth persisted, and why is it still articulated as one 

of the main objectives of Australian schooling? My analysis of senior 

secondary schooling in the A.C.T. in the previous chapter indicates that 

in practice it is the goal of accommodating students to the needs of a 

competitive labour market - a goal which reinforces social and economic 

inequalities and alienation, and which works against the development of 

personal autonomy - which is emphasised in schools. This chapter explores 

why this state of affairs exists, and why we overlook the contradiction 

between the aims and outcomes of schooling. It is also an attempt to 

clarify further the purpose of secondary schooling, and to identify 

worthwhile values and practices associated with it. 

These questions will be handled in two ways. First, I will look at the 

model of public schooling developed by radical educationists and 

revisionist historians. Although recent analyses of schooling by R.W. 

Connell and Michael Apple, for instance, have progressed beyond this 

model, 2 " when I began this investigation it presented a useful and 

illuminating perspective on public schooling in \'estern industrial 

societies. It provides a critical analysis of the historical origins, 

and of the beliefs and assumptions associated with the development of 
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mass public schooling. Schools are seen to reproduce the social and 

economic structures associated with a capitalist mode of production, and 

thus are presented as an important agency in the maintenance of existing 

relations of domination and exploitation. Therefore, this perspective 

provides a useful starting point to investigate the questions I have just 

posed. The limitations of the model will be taken up later. Second, I will 

explore the beliefs and assumptions which have influenced the nature of 

public schooling in Australia. 

During the 1960's and early 70's American 'Revisionist Historians' 

( for example, Clarence Karier, Michael Katz, and Paul Violas) pointed 

to some of the ways public schooling reproduced the social relations of 

capitalist production. Their ideas were taken up during the 1970's and 

extrapolated by educationists such as Samuel Bowles and Herbert Gintis. 

Both groups of writers began to question the discrepancy between the 

rhetoric and reality of schooling .. They began to look at whether or not 

schooling was a means of individual realisation and liberation for the 

majority of people, or whether or not it was 'a highly developed system 

f 1 1 d · 1 d . . ' 3 · Sh 1· d b . d o cu tura an socia om1nat1on. cooing starte to e viewe more 

as a system of oppression which worked to maintain social and economic 

inequalities, rather than as one of opportunity. Educationists thus began 

to question the assumptions which underpin and which justify contemporary 

educational practice. The work of Bowles and Gintis and the revisionist 

historians has been extended by such writers as Rachel Sharp and Anthony 

Green in England, and by Rachel Sharp, R.W. Connell and Jean Ely in 

Australia. I am heavily reliant on American work becau·se our historical 

understanding of Australian public schooling is limited, at least in the 

amount of accessible published work which builds upon this perspective. 

I am forced to assume at the moment that the ideas, beliefs, and 

assumptions which nourished the development of mass public schooling were 

similar for the United States, Great Britain, and Australia. 
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Radical educationists ( educationists inspired by the work of Karl 

Marx), for example, Sharp and Green, Connell, and Bowles and Gintis 

take a sociological perspective. The revisionist historians and Jean Ely 

work from an historical basis. I think that their work can be considered 

together because of the essential similarity of their positions, their 

questions and arguments, and their findings. The work of these 

educationists and historians promotes increased awareness of the social 

and political embeddedness of the education system and points to the 

need to explore the relationship between forms of educational experience, 

and forms of social control. The notion of 'ideology' emerges as the key 

concept in coming to understand the process of schooling. 

Radical educationists reject the traditional framework which views 

schooling as an equalizing and enlightening process. Instead, they argue 

that the function of schooling for the 'masses', has been, from its 

inception, basically one of social control by dominant social and 

economic elites. 4 • These writers argue that schools possess inegalitarian 

and repressive features, with their main function being the reproduction 

of an unequal class system and the extension of the capitalist mode of 

production. They suggest that, historically, a central need of an 

industrial ' and · corporate~economy was ·an •efficient labour·force with 

appropriate values and behaviour, and that it was this need that had a 

direct influence on the ensuing school structure and function. A direct 

consequence, is that schooling and the mode of production are fundamentally 

linked. 

Radical educationists contend that schooling helps to generate an 

'ideology', or a set of beliefs and assumptions about people and society 

which justifies the existing social order. This produces individuals 

who not only possess attitudes and values attuned to the needs of a 
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capitalist mode of production, but who are also reconciled to unfair 

practices. The work of radical educationists and revisionists thus 

raises questions about the nature of ideology and the way it functions 

for particular groups of people. What these writers suggest is that 

economic and political elites ( the ruling classes) in capitalist 

industrial societies possess beliefs and assumptions about people and 

society which function in their own interests, but which become widely 

accepted by the majority of people in society. 5 • Other groups in society, 

such as the working classes, also possess an ideology, but it is the 

ideology of the most powerful groups which becomes the dominant ideology. 

Radical historians argue that 'liberal ideology' was the ideology of 

political and economic elites during the late 19th.and early 20th, 

centuries and that it reflected and supported their interests. It was the 

ideology therefore of those groups who were largely responsible for the 

introduction of mass public schooling, and it gradually found expression 

as the dominant educational rhetoric which formed the basis of 20th. 

century thinking about the purpose and structure of schools. 6 • Furthermore, 

as Rachel Sharp and Anthony Green point out, liberalism 'is now generally 

carried by, and certainly supports the interests of those favourably 

entrenched within the socio-economic structure'. 7 • Bowles and Gintis 

suggest that the most widely accepted facet of liberal ideology is the 

'technocratic-meritocratic' perspective, which rests on the hierarchical 

division of labour, bureaucratic authority, and social stratification. 8 • 

They argue that this ideological dominance helps to produce and reproduce 

the social relations suitable for a capitalist economy. Therefore the 

social relations of schooling are best seen as reproducing the social 

relations of capitalist production, and as such, schools produce the 

sort of personalities attuned to working contentedly under that mode of 

d . 9. pro uction. 
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Liberal ideology is presented by radical educationists as a _ 

conservative force based on certain assumptions which helped legitimate 

the capitalist system.
10

• Of particular interest for .this investigation 

are those beliefs and assumptions which evolved during the 19th century, 

b h . h ·11 .d 1 d d . 1 . h 1· ll. I ut w 1c are st1 w1 e y accepte to ay in re ation to sc oo 1ng. 

believe that it is important to try and identify what these beliefs and 

assumptions are because they inform our debates, judgements, and actions. 

Such an exploration provides the basis for a critical reflection about 

the type of schooling we have. It also provides the basis for thinking 

about change. In the words of Walter Feinberg, 'To uncover an ideology 

is to reveal what people have accepted as possible and thereby to reveal 

the limits that they have placed on their own actions. 112 • 

Liberal ideology appears to rest on the following interrelated 

beliefs - the last two being added during the earlier part of this century: 

1. The possibility of the perfectibility of human beings through 

education. 

2. The power of education to promote progressive social change. 

3. The need for government intervention to preserve social order. 

4. The ability of institutions to improve the human condition. 

5. The connection between schooling and technological efficiency. 

6. The selection of academic talent by 'scientific' means. 

7. The ability of schools to equalize life chances. 

In addition, as Roger Dale and others point out, the above beliefs rest 

on the assumption that: 

" ••• education and the culture it both produces 
and transmits are •• independent and autonomous 
features of our society; that is, both culture 
and schooling are presented as politically neutral 
forces for social change."13 _ 
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Assumptions specific to _the Australian situation were identified by 

R. Freeman Butts in the early 19SO's. His work was significant in that 

it represented an initial step in raising the awareness of teachers and 

educationists in Australia about their taken-for-granted beliefs. Despite 

social and economic changes and corresponding changes in schooling, for 

example, the abolition of external examinations in some states, the 

concept of the community school, greater autonomy for schools, and the 

influences of 'progressive' education during the 1960's and 70's, much 

of what Butts said can still be seen to be applicable. His findings 

provide a useful basis for examining some specific practices in schools. 

He found that a key assumption is that traditional academic disciplines 

are more valuable than non-academic studies. For example, English, 

Mathematics, and Science are considered to be more academic and there

fore superior to the social sciences, art and music. Generally, he 

discovered that learning is assumed to consist of information as it is 

expressed in examinations or tests, and the acquisition of specific 

information is viewed as the real goal of education. Another assumption 

outlined by Butts is that good classroom procedure consists of formal 

relations, orderliness, discipline, quiet, and efficiency. Furthermore, 

he said there is a fundamental belief in the value of uniformity - in 

relation to standards, achievement and behaviour. 14 • 

Radical educationists contend that mass public schooling was 

introduced in the United States and Australia because of a perceived need 

by ruling elites, brought on by urbanisation and industrial and 

technological developments of the times, for social control, orderly 

social development and an overriding concern to maintain the status quo. 

It is also suggested that the dominant theme of the 20th. century in 

relation to schooling is the' attempt to adapt the existing power 

relations to the development of an industrial society 1
•
15 • Clarence 
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Karier and Jean Ely argue that the power elite in the emerging 

corporate industrial society in the United States and Australia had 

accepted a form of state socialism that was able to effect orderly 

social development, maintain the status quo, and yet meet the needs of 

16. 
the newly politically aware masses. In addition, as Karier suggests, 

the ruling classes saw that the modern industrial state needed citizens 

to meet its labour requirements. They recognised that in order to 

perpetuate the capitalist system they would have to ensure that the 

ld h ' h 1 . . . b · 1 ' l? · masses wou support t e myt o ogies sustaining ourgeois cu ture. 

Ely points out that the concern was for children of the lower classes, 

and that the schooling of the children of elite groups was rarely the 

b . f bl. 18 • Th d. 1 . h h. su Ject o pu 1c concern. era ica perspective suggests tat tis 

argument remains relevant in relation to contemporary schooling. 

Thus the type of schooling that the masses received was defined by 

1 . 1· h h b h k. 1 h 1 19 • I · ruing e ites rat er tan y t e wor ing c asses t emse ves. tis 

believed that while the rhetoric and perspective of reform movements 

appear egalitarian and humanistic the 'highly selective implementation 

of reforms tended to preserve the role of schooling in the perpetuation 

of the economic order' 
20

· Liberal reformist strategies are rejected by 

Bowles and Gintis and radical historians on the grounds that such 

reforms only help to perpetuate the capitalist system. 21 • Although such 

liberal reforms as progressive child-centred education and subject 

integration are seen to have intrinsic value, it is believed that they 

can only fail because, as Rachel Sharp say_s, they are being put into 

operation within a set of wider societal conditions which undermine the 
22. 

very possibility of their successful realization'. Thus radical 

educationists contend that liberal reforms to date have been unsuccessful 

( in terms of creating a more just society and more critically aware 

individuals) because the structure of schooling is itself unsound. These 
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educationists argue that 20th. century reformers have tried to 

isolate specific problems in schools, for example, curriculum - content, 

pedagogy, and evaluation, and have tried to solve them within the 

existing educational framework. However, because these reformers have 

had a fundamental misconception of the historical evolution of the school 

system, their interpretation of the problems has consequently been 

superficial. This, combined with their piecemeal approach to reform, 

inevitably leads to failure. Radical educationists therefore advocate 

social and economic revolution which will, they contend, lead to a more 

just society. It is believed that a radical education policy would 

contribute to this revolutionary process. Rachel Sharp defines a 

radical education policy as, 

" a policy which is ultimately designed 
not merely to transform the form and content 
of the school system, but to bring about a ;. 
change in the inegalitarian structure of power 
and distribution of rewards and facilities 
characteristic of the society we live in. 11

23
_ 

A more recent contribution to the notion of schooling for social 

control is the perspective developed by Michael Pusey. 24 • Radical 

educationists and historians have looked at some of our embedded, 

unquestioned beliefs and assumptions about schooling. They have 

explored the issue of social control by elite groups over the past one 

hundred years or so. Pusey takes us further by raising questions about 

the nature of social control in relation to schooling in advanced 

capitalist societies. He supports the view that control is essentially 

ideological. However, he argues that since the 1960's the way such 

control is exercised has changed. Pusey suggests that prior to this 

period, old-style centralized bureaucracy was the most significant 

controlling agency. Now, he says, the control base has broadened, and 

includes such agencies as teacher-training institutions, research 
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organisations, specialists in the fields of curriculum development, 

educational administration, and educational practice. Control is 

exercised via the process which Pusey refers to as the 'scientisation 

of schooling'. This refers to such practices as the development and use 

of curriculum 'packages', standardized normative testing instruments, 

'criterion -referenced' educational evaluation instruments, and to what 

is learnt by teachers during in-service and pre-service teacher 

education programs. Pusey's work draws attention to the increasingly 

indirect nature of social control, and the important role ideology plays 

in such control. 

Although I am sympathetic to the model of public schooling developed by 

radical educationists and revisionist historians, the work of R.W. Connell 

and others, and Michael Apple, has raised some significant questions 

about this model. 25 • These writers argue that .the 'Reproductive Theory', 

the theory that schools reproduce the social and economic structures 

of the wider society, is too simplistic a model for viewing the nature 

of schooling, and that it is overly deterministic. A main criticism of 

the reproductive paradigm is its inability to adequately grapple with 

the notion of change beyond a naive argument for social revolution. 

Another criticism of the theory is its failure to adequately deal with 

the contradictions inherent to mass meritocratic schooling. Apple, for 

instance, argues that capitalist social relations are inherently 

contradictory, and such contradictions are revealed in schooling. For 

example, schools reflect ideological conflicts, teachers aim to teach 

critical awareness, and there is student resistance to the world of 

school. A third significant point is that the reproductive paradigm 

has a tendency to overlook people as active beings capable of knowing 

and transforming their world. These criticisms become significant when 

considering potential for change. Radical educationists have highlighted 
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the failure of liberal reformers to effect profound change. This is 

largely seen to be the result of an inadequate understanding of the 

relationship between the school and the wider society. It is argued 

that liberal reform tends to stabilize, rather than change the status 

quo. However, as Connell points out, the radical educationists them-

selves have not adequately thought through the notion of change. They 

advocate revolutionary change. This means overthrowing our present set 

of social relations. Therefore, in effect, it means overthrowing the 

capitalist system which has generated this particular social formation. 

This perspective can also be seen to be naive and unrealistic. It 

ignores, as Connell has mentioned, the possibilities for change within 

our existing form of schooling. What this indicates is the need for a 

more realistic notion of change - a point I will take up again in my 

final chapter. 

I will now look more closely at those accepted beliefs and assumptions 

about schooling identified by radical educationists as belonging to a 

liberal ideological framework. The purpose of this examination is to 

further my understanding of how they serve particular class interests, 

why they are accepted by the majority of the population although they may 

help to generate unfair practices, and thus why they can be challenged. 

The belief in progress is presented as a central and fundamental 

belief of liberal ideology, and it is disillusionment with 'progress' 

that has played a large part in the questioning of liberal reform and 

· 26 · A 1 · · f h bl' f . . strategies. c oser examination o t e e ie in progress is 

therefore necessary in order to understand more fully its implications 

for educational reform. Sidney Pollard analyses the historical 

development of this belief. He proposes that it, and the associated 

faith in rationalism, accompanied the development of science and was 



- 52 -

fostered by the emerging bourgeosie, consequently becoming closely 

. d . h h' 27 • associate wit tis group. 

Pollard indicates that there were two main intellectual strands 

associated with the idea of progress, both of which can be seen to have 

originated in the ideas of the Enlightenment. The first originated in 

France and became an ideal vision of society. The second was a modified 

. h d f B . . h . d · 1 d · · 28 " version to meet t e nee so ritis economic an socia con itions. 

England was already an established capitalist society, and the English 

bourgeosie saw capitalism as a progressive system offering increasing 

material benefits for society. They believed that such material 

prosperity was based on science, and that technological development 

meant more prosperity. These two intellectual strands can be recognised 

in 19th. century liberal ideology, and thus point to the origin of the 

contradictions that are still identifiable today; that is, the idealistic 

(humanistic·) versus the pragmatic ( utilitarian ). 29 • This contradiction 

is manifest in the ongoing debate about the relative merits of 

'traditional' (utilitarian) versus 'progressive' (humanistic) 

education. 'Traditional' is used here in the sense of a restricted 

curriculum, such as that envisaged by the supporters of the 'back-to

basics' campaign, and in terms of the concern for a direct relationship 

between what students learn at school and the world of work. This is 

held to be different from 'progressive' education which is more concerned 

with individual children and their unique development. 

As mentioned above, early 19th. century liberalism was associated 

with Rationalism, and it was this Rationalist position which, as Harold 

Silver argues, was especially influential in promoting the idea of 

1 d 1 .c: • b · 1 · 30. R ' 1 · persona eve opment or per~ecti i ity. at1ona ism was a doctrine 

based on the assumption that reason was the key to all knowledge and 
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understanding and thus human betterment. Silver points out that the 

classical liberals recognised the importance of environmental influenc~s 

in the promotion of reason, and therefore saw education as playing a 

central role in individual intellectual development. This perspective 

later surfaced as the ideal of 'personal development', or 'personal 

autonomy', and what is meant by 'perfectibility' as expressed in 20th. 

century liberal ideology. 

Thus it would appear that the humanist rhetoric of liberal ideology 

can be viewed as a real belief by some in the power of education to 

assist with the development of perfectibility, and I believe that 

schooling could, to a certain extent perform this function. However, 

the rhetoric can also be seen to fit in very well with the demands of a 

capitalist system, and it is this aspect of the ideology which is 

d · 31 · Rd" 1 d · . . l"b 1 h . un er question. a ica e ucationists view i era r etoric as a 

mystifying mechanism which clouds the real function of schooling, that ,, 

is, social control and the perpetuation of the capitalist system. These 

writers think that a belief which supports a mode of production which 

engenders inequality and repressive institutions is questionable. As 

Rachel Sharp argues, the belief in progress has an internal contradiction 

because it has been generated by a societal form which, while enabling 

technological progress and better material conditions, by its very 

h . d" "d 1 32 • nature represses t e in ivi ua • 

Educationists who challenge schooling traditions based on liberal 

ideology think that the belief in 'perfectibility' became subordinate 

to the perceived needs of an evolving industrial urbanised society 

h . h . d 1· d h 33 · w ic containe a power e ite concerne to preserve t e status quo. 

They contend that individual progress has been sublimated to the needs 

of scientific and technological progress. Martin Carnoy, for example, 

suggests that such an important belief as the belief in personal 
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development became redefined to meet the requirements of the 

capitalist system, basically because capitalism itself was accepted 

as being the most progressive social and economic system. As a result, 

he says that, 

" ..• the development of the individual is 
limited to a more perfect fit into capitalist 
values and norms; more rational, more 
competitive, more motivated by extrinsic 
rewards, more responsive to market forces 
and economic and social change within the 
capitalist framework." 34 • 

Arising from Enlightegment ideology, the 'good' society was conceived 

as the 'meritocratic ideal', that is, as a society where people took up 

their positions in life, not because of special privileges resulting 

from wealth, status, or power, but because of natural talent and virtue. 

However, Karier says that this 'Enlightenment Dream' also 'entailed 

shaping social attitudes so that the individual might more easily fit 

· h · h 1 f · ' 35 • K · h h into t e organic woe o society arier argues tat t e 

meritocratic ideal was part of the Enlightenment idea of progress and 

it embodied the belief that education was the key to national progress 

and the perfectibility of human beings. However, he believes that the 

meritocratic ideal became, and continues to be, a liberal ideological 

mechanism for social control. It is an ideal rather than a reality, and, 

as a basic social philosophy it may destroy rather than enhance the 

dignity of humans in the 20th. century. 36 • 

Paul Violas uses the ideas of Charles Cooley and Edward Ross, both 

very influential educationists during the 'Progressive Era' in the 

late 19th. and early 20th. centuries in America, to illustrate the 

prevalent ideas which existed during the period. 37 · Violas says that 

Cooley's and Ross's idea of the good society was that of a rationally 

organised corporate state, and that existential autonomy of the 

individual was considered dysfunctional. They believed that the 
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corporate society required the establishment of a meritocracy and the 

assignment of each individual to the functional slot for which he or 

she was best suited. Schooling was to play the crucial role as the 

chief sorting organisation in society. In effect, Violas says, they 

proposed a 'controlled' equal opportunity as they did not consider 

people to be equal. 

According to Karier it was possible to achieve and maintain the 

hierarchical class system by the ideological beliefs within the system. 

He argues that a belief in a meritocracy leads lower social class 

members of a society to assume that their place in life is not 

arbitrarily determined by privilege, status, wealth, or power, but 

rather is a consequence of merit. Thus, if enough people believe that 

the economic and social system ( including schooling) is based on merit, 

and that all who participate in it have an equal opportunity to 

demonstrate their merit and so determine their economic and social 

positions, then the system is judged to be fair. Meritocracy is 

presented by Karier as a very strong social class stabilizer. 38 • Ely 

suggests that in Australia the middle classes also preserved their 

privileges by regularizing social and economic mobility through the 

b 1 . f . . . 39. e ie in a meritocracy. 

This line of thought has also been pursued by Connell and others. 

They argue that while the goal of equal opportunity has been an important 

focus for working class political activity in Australia, it does have 

'important negative consequences' for that class.
40

• 1 Equal opportunity' 

means having the opportunity to enter a competitive system - at school, 

and later, in social and economic life. Some of the characteristics of 

this competitive system are, a differentiated curriculum, differential 

access to it, 'labelling', competitive assessment, distrust between 
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teachers and students, and, a 'discrediting of parents' knowledge and 

judgement'. Connell contends that the goal of equal opportunity has 

become a means of reconciling working class demands for more empowering 

education with a stratified and competitive social order, and the 

interests which are dominant in it. The consequences of equal 

opportunity is individual competition, and this process is presented 

as disempowering rather than empowering the working class. Connell points 

out that individual competition leads to, 

" •• ,division and distrust being built into 
working-class experience at a very basic 
level. Competition is always divisive, also 
opposed to the sense qf solidarity, of 
common fate, and the need for collective · .. 
response, that is basic to the self-organization 
of oppressed or exploited groups."41 _ 

Radical historians have also argued that ideological domination by 

the ruling elite in capitalist societies has persisted because of the 

bureaucratic nature of schools. Michael Katz is interested to understand 

why the bureaucratic structure triumphed by the end of the 19th. century 

d . h f h 1 . h 1 ·1 bl 42 · espite t e act tat a ternative sc oo structures were avai a e. 

Katz does not believe that bureaucratization is an inevitable 

accompaniment of industrialisation, but he does see it as an inevitable 

consequence of the conditions of the late 19th. century because of the 

various values that existed at that time. Katz sees the bureaucratic 

nature of schools as a fundamental component of the 'corporate 

domination' of schools. He says that one hundred years ago the purpose 

and structure of schools were closely interrelated and that this remains 

true today. He therefore contends that bureaucracy represented 

particular social values which reflected particular class interests, 

and that given the nature of the problem of universal schooling, 

bureaucracy can be seen to be a logical consequence. In other words, 

given the need of the power elite to maintain the status quo and to 
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effect change in behaviour from a traditional to a complex urban 

industrial society, bureaucracy was the only way to proceed. Katz argues 

that bureaucracy has helped maintain the status quo and served capitalist 

interests whilst at the same time it has fostered the myth of equal 

opportunity. He suggests that the bureaucratic structure has persisted 

because it serves powerful interests, because it has not been seriously 

challenged, and because faith in the power of schools and the belief 

that they will overcome social problems, have continued. 

Educationists working within a Marxist framework argue that the 

public schooling in capitalist industrial societies is more a 

conservative mechanism for social control than a liberating force. They 

propose that from the late 19th. century to the present day social and 

intellectual development has been submerged to meet the needs of a 

technological society and the goals of production and efficiency. It is 

believed that schools help to reproduce the conditions of capitalist 

production by contributing to the production of a labour force with 

ideas and values which are consistent with and accepting of existing 

power relations. Schooling is thus presented as a political activity 

rooted in class interests which helps to perpetuate an unjust society. 

The type of society generated by capitalism is said to be unjust because 

it is based on inequalities in social and economic life. Schools are 

seen as dehumanizing in that students are treated as commodities or 

'products', with a particular exchange value in the market place. 

It is contended that from its inception public schooling has been 

nourished by beliefs and assumptions associated with liberal ideology. 

Liberal ideology is seen to be contradictory and to make use of a 

rhetoric which serves to perpetuate the capitalist system and its 
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individual autonomy and to provide a curriculum more suited to 

individual interests and talents, However, revisionist interpretations 

of the origin and development of schools point to the need to ask 

questions- about the nature of reforms and of the 'progressive' change 

that is said to have occurred. 

CONCLUSION. 

The work of radical educationists and revisionist historians suggests 

that the beliefs and assumptions on which contemporary secondary 

schooling is based belong to a particular ideology or view of the world 

which is generated by the ruling groups in society and which in turn 

functions in their interests. Therefore the radical perspective of 

schooling creates a heightened awareness of the need for an alternative 

view of schooling different from that which has been developed within 

the dominant ideological framework. 

Although Connell and Apple have highlighted some of the weaknesses 

of .. the reproductive paradigm, I believe that the work of radical 

educationists is useful in that it has: 

1. Pointed to the need to examine the ideological and historical context 

of schooling. 

2. Treated assumptions and beliefs about schooling as problematic. 

3. Raised pertinent questions about the social relations of schooling. 

The works examined in this chapter present ideology as a system of 

beliefs and assumptions that we uncritically accept. However, I do not 

think this is an adequate explanation of why educators, who are dedicated 

to worthwhile educational ideals, accept an ideology which works against 

the achievement of these ideals. It is not enough to say that we need 

to question our beliefs and assumptions and see them for what they 
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are - an aspect of a particular ideology. It seems to me that although 

this is a crucial first step in the development of a critical frame

work, this alone is not an adequate basis for change. The nature of 

ideology ' needs to be made more explicit. Therefore, further questions 

will be taken up which will contribute to a more precise understanding 

of the nature of ideology-, and more specifically of a dominant ideology, 

and of its implications for educational theory and practice. The 

questions that now need to be asked are: 

1. How does ideology function in the interests of a particular group? 

2. How does ideology, through a particular form of schooling, mystify 

the majority of people and act as a mechanism for social control? 

3. Why do people accept a state of affairs which helps to maintain 

practices which can be seen to be unfair, alienating, non-liberating, 

and therefore oppressive? 
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CHAPTER THREE 

IDEOLOGY AND SCHOOLING 

Revisionist Historians and radical educationists go part way towards 

explaining the contradictory nature of the articulated aims of 

secondary schooling, why a discrepancy exists between the professed 

aims of schooling and the outcomes, and why, what I and others thought 

to be worthwhile changes in the teaching-learning process and structure 

of secondary schooling, were having limited success. They have argued 

that it is the result of capitalism and the dominant ideology associated 

with this particular mode of production. It is contended.that the ideology 

of the ruling elite, the dominant ideology, helps to perpetuate the 

capitalist system and to legitimate its unjust nature. However, the way 

in which the radical educationists and revisionist historians use the 

concept of ideology does not adequately explain why such a situation 

persists, nor why the majority of people accept this as a 'natural' 

situation. This chapter therefore attempts to make the concept of 

ideology more explicit, because it has become clear to me that it is 

this concept which is the key to clarifying the function of schooling 

and the way it works to help reproduce the social relations of 

production within a capitalist society. Once schooling can be identified 

as largely reflecting a particular ideology, its practices ( for example, 

the selection of curriculum content and teaching strategies) can then 

be seen not as 'natural' or 'value free', but as the result of a 

particular set of social relations present in the wider society and 

generated by a specific mode of production. I believe that such an 

analysis, by enabling a more critical assessment of educational practices, 

provides the basis for envisaging possible alternatives. 

Kevin Harris points out that we are all ideologues, and that the best 

one can hope for is to live in the ideology that provides the best 
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representation of the world. 1 · My reading has led me to believe that 

a Marxist framework ( one which is based on the ideas of Karl Marx) is 

the most valid way of examining the nature of schooling in a post 

industrial capitalist society. Marxist analysis makes it possible to 

identify ideology, and where applicable, oppression, with a view to 

changing that reality. It is therefore a perspective which accepts 

people as beings who can act upon and transform their world with the 

ultimate aim being that of praxis. I have referred to praxis as a 

dialectical relationship between a person's critical reflection of the 

world, their own social location in it, and conscious, purposive 

activity. That is, a unity between theoretical understanding and 

practice. Marx gives us the means to think about ideas and institutions 

as social products and the result of historical processes. Secondly, 

he enables us to think of the nature of institutions in a particular 

society as the result of a certain set of social relations generated 

by particular productive forces. Thirdly, he helps us gain an 

understanding of how ideology, and more especially, a dominant ideology, 

may function to mystify and hide the true nature of affairs in that 

what is presented in the interests of particular people is against the 

interests of others. Fourthly, Marx's ideas, and their extension by 

others, have given us the useful concepts of demystification and 

dereification of ideas and institutions which can lead people to see 

that change is possible. However, if one accepts Marx's analysis, since 

schools are part of an economic and social totality, changes will be 

limited by certain historical parameters. 

The questions that will be explored in this chapter are: 

1. What is the nature of ideology? 

2. Why and how does a particular ideology become dominant? 

3. What is the relationship between the dominant ideology in Western 
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capitalist societies and the form of public schooling? 

4. How is this dominant ideology mediated in the school? 

These questions will initially be explored by looking at some of the 

ideas of Karl Marx and at the elucidation of these ideas by others. As 

Jorge Larrain points out, 'ideology' is a complex concept.
2

' He traces 

the historical development of the concept and the various interpretations 

of the term, including those which have occurred within Marxist schools 

of thought. It is beyond the scope of this investigation to explore 

these varying perspectives. I have started from Marx's concept of 

ideology as it was mainly developed in The German Ideology. I have 

looked at its extension by Antonio Gramsci into the even more complex 

notion of hegemony. I have also explored recent interpretations of the 

concepts of ideology and hegemony by such writers as, Michael Apple, 

Kevin Harris, Rachel Sharp, and Raymond Williams, who relate these two 

notions to schooling. I believe that the interpretations of these 

writers offer an illuminating perspective which helps clarify the nature 

of public schooling, and why the majority of people are reconciled 

to educational practices which can be seen to be unfair and non-liberating. 

A question raised by Larrain is whether ideology has a positive or 

negative meaning. I propose to use the term in both a positive and a 

negative sense. According to the positive perspective ideology is seen 

as an expression of the world view of a particular social class.
3

• 

According to the negative perspective, ideology is presented as a form 

of false consciousness, that is, a distorted perception of reality.
4

• 

What these differing perspectives highlight is the complexity of the 

concept of ideology. However, I think that viewing ideology as a world 

view of a particular social group or class which is informed by practical 

'lived' experiences, does not negate the view of ideology as being rooted 
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in false consciousness. Indeed, the concept of hegemony helps to 

explain the ways in which ideology is both a world view and a form of 

false consciousness. This perspective is developed by Michael Apple, 

Kevin Harris, and Raymond Williams. 

In The German Ideology Marx presents ideology as a system of ideas and 

beliefs or world views which function to legitimate and render as 

natural, through a diffusion of false consciousness, the domination of 

the bourgeoisie or ruling classes. 5 • For Marx, ideology is a distorted 

consciousness because it conceals contradictions and it does so in the 

interests of the dominant class who, in an industrial capitalist society, 

is largely the bourgeoisie, because they own the means of production. 

According to Marx the world can be characterized in terms of the 

conflict of opposing forces which seek to attain predominance over each 

other. This conflict, put simply, can be seen as a conflict between 

dominant or ruling interest groups and subordinate interest groups. Marx 

saw consciousness as a social product rooted in the means of production 

of a specific historical era. 6 · He contended that capitalism generates 

a particular set of social relations, a class structure, with each class 

in turn generating a particular ideology or world view. The group with 

the most power ( the ruling groups) is likely to be the most 

successful in the dissemination of · .its· views. According to Marx 'the 

ideas of the ruling class:ie., the class which is the ruling material 

force in society is at the same time its ruling intellectual force•. 7 • 

The ruling class achieves this intellectual domination by regulating 

'the production and distribution of the ideas of their age 1
•
8

• This 

means that the ideology of the ruling groups becomes the 'dominant' 

ideology - the one within which the majority of the people live and by 

which they receive their perceptions of the world. This idea is taken 

up by Harris, who argues that in relation to schooling it is the 

• 
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ruling classes who have been the pervasive force in determining what 

shall be taught and that within subjects, through their power on 

committees, their control over journals and publications in general, 

and their 'positions', they determine what is defined as Mathematics, 

History, and Geography, for example, in any particular epoch. 9 ' 

However, Marx does not see such intellectual domination as the result 

of a conspiracy, because the ruling classes themselves see ideas as 

'natural' rather than as rooted in a particular mode of production. lO. 

Marx says that, 

" ••• each new class which puts itself in the 
place of the one ruling before it is 
compelled, merely in order to carry through 
its aim, to represent its interests as the 
common interest of all members of society, 
put in.an ideal form,.it will give its 
ideas the form of universality, and represent 
them as·the only rational, unive1;sally valid 

11 ones. ll. 

Thus, using this analysis it can be argued that the major function 

of political institutions and also such ideological apparatus as schools, 

universities and media, is to sustain, justify, support, and in general 

stabilize the existing relations of property. These institutions will 

function by encouraging a certain way of thinking, a certain mode of 

thought which serves to legitimate the existing property relations and 

by so doing reconcile the members of society to them. For Marx, the 

function of ideology, therefore, is to distort and produce a 'false 

consciousness' of the social world - a situation in which people are 

reconciled to unfair social and economic practices. This state of 

affairs is intensified by alienation and reification, processes which 

Marx presented as an integral part of social relations generated by 

. d . 1 . 1· lZ. in ustria capita ism. 
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Alienation refers to the estrangement of the worker from the social 

and economic system. Alienation for Marx means that human beings do not 

experience themselves as active initiators of the social world. Alienation 

is essentially experiencing the world and oneself passively. Alienation 

from the world that human labour had created was associated with the 

growth of private property and capital and the development of a market 

economy in which men and women and their human activity became a saleable 

product, a commodity. Individuals within a society dominated by exchange 

values feel that they are no longer influenced by personal, human 

processes but rather by impersonal, external and alien forces; in other 

words, all activities and products have been transformed into things. 

According to Marx alienation and reification produce false consciousness 

and in this way can be said to serve the interests of the ruling classes. 13 • 

This notion is taken up by Douglas Kirsner, who states that, 

"The alienated world is the only world that 
people know - this world is so alienated, so 
other, that people do not recognise their aims 
and goals as false ones because they are not 
false within the system, but false only in 
terms of their possibilities outside the 

t II sys em •
14

_ 

Therefor_e, it can be said that an alienated person perceives society in 

terms of the dominant ideology • 

.. ,~chooling can be seen as an alienating institution in that it 'processes' 

students to meet the needs of society - especially its economic and 

technological needs. For instance, students are imbued with the attitudes, 

skills and information which accord with those required for the various 

occupations in the economic s·i:ructure. Furthermore, students go through 

a selection process which works to allocate people to various occupations 

in the job hierarchy. Society has become an object rather than being 

seen as something constituted by the actions of people, and the things 

we produce through our work have to serve 'it' in some way. Our work, or 
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a student's work, has to be useful to an object rather than to the 

individual and worthwhile in itself. A student's work is objectified 

in that it does not belong to him or her but has a purpose for others. 

Students learn to produce work for others and not for themselves, and 

they learn that this work has value according to standards imposed by 

others - an abstract societal standard, where society, having been 

objectified, is seen as a power being imposed on the individual. This 

'assessment' can then act against the student, for example, in ways that 

I have suggested competitive normative assessment does in the secondary 

colleges. 15 • Students are treated as commodities in that they have an 

'exchange value' once they have been processed by the school. This is 

evidenced in the system of grading and certification which gives 

students a value in the employment or tertiary education 'market place'. 

Students are objectified by teachers and members of the wider society. 

For example, they are 'labelled' either smart·or dumb, a slow learner, 

academic or non-academic, a behavioural problem or a good student. Two 

mai~ questions arise from this view of schooling as an alienating 

institution. First, if we accept that alienation and reification are 

not worthwhile processes, questions need to be asked about a process 

which promotes, or at least helps to perpetuate this state of affairs. 

Secondly, great concern is expressed about student alienation in 

such reports as the Campbell Report and Schools To Grow In, but since 

alienation and reification are seen to be an integral part of capitalism, 

to what extent can we realistically exp:ect to alter this state of affairs? 

Marx's work would be contradictory except for the dialectical 

character of social development and social consciousness. Marx argues 

that people are active agents, but that in an industrial capitalist 

society they have become passive commodities. However, while the 

division of labour may debilitate the consciousness of the individual 
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worker it also generates opposing forces. Class consciousness plays 

a crucial role in creating opposition to a society's dominant values 

and institutions. Therefore, reification arid alienation are not complete 

processes, as some people are able to see the world for what it is, 

and it is this action that can provide the basis for change. Marx says 

that positive change can occur by an unmasking or demystification of 

society as it appears. The reality of the situation will then be 

revealed. The importance of consciousness for Marx is that it implies 

praxis. 16 • Demystification is seen to be essential if people are to 

regain a sense that they can change the world. People must see through 

their false consciousness and hence recognise what there own interests 

are, and what are the interests of others. 

The two concepts, reification and alienation, partly explain why the 

majority of people passively accept a state of affairs which can be seen 

to be unfair. The question which now arises is, why don't people realise 

that this is the situation? How can an ideology cause people to 

passively experience a world and be unaware of oppressive forces? Why 

can't people identify that which is ideological? 

The concept of . hegemony incorporates that of ideology, and by 

treating ideology as a total 'lived experience' is a more adequate 

concept to explain the persistence of a particular form of social 

experience and a consciousness which accepts a particular cultural 

domination. It has become clear to me that, as Raymond Williams says, 

it is only by understanding the concept of hegemony that we can understand 

an effective and dominant culture. 17 • In particular, the concept of 

hegemony helps to explain an important question put by Michael Apple, 

namely, how do schools create and recreate forms of consciousness that 

enable social control to be maintained without the necessity of dominant 

h · h . f d . . ?lS. groups aving to resort to overt mec anisms o omination. 
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Antonio Gramsci, extending the ideas of Marx, contributed greatly 

to our understanding of the mechanisms of ideological domination. He 

used the term hegemony to refer to the indirect ways ( for example, 

assumptions, theories, and practical activities) in which dominant 

groups exercised control throughout society. Gramsci believed that the 

majority of people 'historically' accepted control by the dominant 

group because of this group's prestige, position, and function in the 

world of production. He argued that such uncritical acceptance led to 

· · 19 • A di t G . h l . th f 1 inaction. ccor ng o ramsci egemony re ies on e a se 

consciousness of the 'masses 1
•
20

• 

Apple clarifies Gramsci's concept of hegemony which he says refers to 

'an organised assemblage of meanings and practices, the central, 

effective and dominant set of meanings, values and actions which are 

lived 1
•
21

• Henry Giroux gives a succinct outline of the concept of 

hegemony. He says that it, 

" ••. refers to a form of ideological control in 
which dominant beliefs, values, and social 
practices are produced and distributed throughout 
a whole range of institutions such as schools, the 
family, mass media, and trade unions •••. hegemony 
functions to define the meaning and limits of 
common-sense as well as the form and content of 
discourse in a society. It does so by positing 
certain ideas and routines as natural and universal~22 • 

In other words, schooling can be viewed as part of a process whereby the 

dominant groups in our society establish, reproduce, and attempt to 

maintain, their hegemony. They do this, Kevin Harris suggests, by making 

use of their political power and control through state institutions, by 

providing economic support in some areas and withdrawing it in others, 

and by using certain controls over the media, in order to support 

certain institutions and to develop and propagate theoretical views 

h d d . if h . . 1· d "d l · 23 · Th" tat en orse an Just y t e existing ive -1 eo ogies. is process 

is referred to by Williams as the 'selective tradition•.
24

• He says 

that this is a process whereby those meanings and practices which 
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constitute a reality supportive of the dominant culture are chosen 

for emphasis. Those which are not supportive are neglected or excluded. 

Rachel Sharp, in referring to William's concept of a selective tradition 

says that it, 

" ••. continuously makes and remakes the 
dominant culture, in response to changing 
initiatives, in a manner which tries to 
safeguard the fundamental relations of 
production through a drive to incorporate 
and thereby transform any initiatives which 
threaten the capital relations and promise 
to weaken the bourgeois state."zs. 

Therefore, the selective tradition, and thus hegemony, is a dynamic 

rather than a static process and, as Williams says, alternative opinions 

and attitudes can be accommodated.
26

· Ken Johnstone, Roger Dale, and 

Connell and Irving, also depict hegemony as a process whereby the dominant 

class continually struggles to extend its ideology against counter

hegemonic forces. 27 • The dynamic nature of hegemony helps to explain the 

acceptance and accommodation of various reforms into the public school 

system. The notion that hegemony has to be actively worked for and 

maintained, and the concept of a selective tradition, suggests that 

reforms such as an integrated curriculum, school-based assessment, or 

community schools, and the use of such terminology as 'progressive', 

'equality', or 'individual development', are 'taken up' by dominant 

groups to counteract counter-hegemonic movements. Such reforms or 

terminology are redefined or reinterpreted, so that while appearing to 

represent humanitarian ideals, or to offer significant change, both the 

reforms and the redefinitions in fact help to perpetuate the dominant 

culture. Henry Giroux, drawing on the ideas of Gramsci, emphasises that 

challenges are accommodated, or incorporated, not by force, but with the 

consent of subordinate groups. Giroux argues that dominant classes use 

their 'political, moral, and intellectual leadership to shape and 

incorporate the 'taken-for-granted' views, needs, and concerns' of 

these groups. In this way dominant groups contain 'radical opportunities 
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b 1 . 1 · . · · 1 d · d · , 28 • y pacing imits on oppositiona iscourse an practice. 

The concept of a selective tradition also raises the question of why 

particular knowledge is selected for transmission in schools, while 

other knowledge is excluded. One suspects that only that knowledge which 

is supportive of the dominant culture would be selected and legitimated 

in schools. This point is taken up by Jean Anyon in her study of the 

content of history books in the United States. 29 • It will be looked at 

more closely in chapter four, which explores hegemonic practices in 

schooling. 

Thus, William's notion of a selective tradition is significant because 

it indicates some of the ways hegemony may be imposed. The operation of 

hegemony means that we, as individuals, become 'saturated' with an 

ideology to the extent that we may not -realise that we are- not neutral 

nor that the frameworks with which we organise our reality serve economic 

and ideological interests. The process is so pervasive that it is 

embedded in our subconscious, and it is hard for us to envisage an 

alternative to the existing economic and cultural structures. Because 

ideologies are 'lived', they tend to go unquestioned. Pierre Bourdieu 

argues that this because an individual, 

" •• is on terms of intimacy with his culture 
and therefore finds it difficult to think 
objectively about the patterns governing his 
own thoughts; the more completely those 
patterns have been mastered and have become 
part of his make-up ••. the more impossible it 
is for him to apply conscious thought to them.1130 _ 

Rachel Sharp's analysis of hegemony suggests ways in which such 

domination can be challenged. She says that hegemonic beliefs and 

practices shape practical or lived-ideologies and penetrate the level 

of commonsense, mixing and mingling with ideological practices more 
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1 d 31. h h spontaneous y generate. Sarp proposes tat, 

"Hegemonic practice .succeeds when it has 
produced an unquestioned, taken-for-granted 
attitude towards how things are, when 
subjects identify themselves within limits 
defined by hegemonic meanings and operate 
unconsciously, via their ideological 
practice, within premises which both derive 
from and help to reproduce the status quo." 

32. 

However, what is significant, is, as Sharp points out, that this is the 

ideal situation, and because, as she says, there exists other, more 

'spontaneously generated' ideologies, hegemony is not always total. 

Indeed, hegemony only exists in this sense very rarely. As Roger Dale 

suggests, 'there is a crucial tension at the heart of hegemony, , 

generating the permanent possibility of a crisis in hegemony'. 33 • 

For Gramsci, an understanding of hegemony permits critical reflection 

about the nature of reality. Only when such reflection occurs is praxis 

possible. He says that, 

"Critical understanding of self takes place •. 
•• through a struggle of political 'hegemonies' 
and of opposing directions, first in the 
ethical field and then in that of politics 
proper, in order to arrive at a higher level of 
one's conception of .reality. Consciousness of 
being part of a particular hegemonic force ••• 
is the first stage towards a further progressive 
self-consciousness in which theory and practice 
will finally be one.-"34 _ 

The concept of hegemony provides some direction for - thinking about 

possible strategies for social change generally, and consequently has 

implications for modern educational theory and practice. Gramsci stresses 

the role of 'consciousness' in the struggle for socialist revolution. In 

order to transcend historical limitations imposed by capitalist class 

society people need to be aware of these limitations and to understand 

the real causes of oppression. 35 • If present structures are to be 

transformed, they have to be understood as part of an historical process~6 • 
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This means that for autonomy to be possible a person has to operate 

as a conscious being, as one who views society critically and understands 

social and historical processes. 

If schooling is to assist with the development of praxis, which Gramsci 

says tends to lead people to a higher conception of life, and which, it 

can therefore be assumed is a desirable state, we need to develop methods 

f h . d 1 . h. h ·11 k th· ·bl 37 · G •r o teac ing an earning w ic wi ma e is possi e. ramsci s 

theory points to the need to reveal the mechanisms of domination so 

that society can be viewed critically, and real choices can be made. 

Schools can be seen to be hegemonic agents in that they assist 

( with the knowledge they teach, with their procedures and practices, 

and with the social relationships which dominate the classroom) in the 

development of an individual with 'appropriate' meanings, values, and 

practices. As Sharp suggests, schools transmit the dominant hegemonic 

ideology and aid the further ideological incorporation of subordinate 

1 JS. H · · 11 H c asses. arris sums it up very we • e says, 

"Education in a class society is a political act 
having as its basis the protection of the interests 
of the ruling class. It is a 'mechanism' •••• for 
securing the continuation of the existing social 
relationships, and for reinforcing the attitudes 
and beliefs that will help ensure that these social 
relationships will continue to be accepted. 
Education is thus more than a 'mechanism' - it is 
an ideological force of tremendous import. On the 
one hand it is a lived-ideology which, in modern 
liberal capitalist democracies, everyone is 
compelled to live through for a long period of 
time. On the other hand it generates theoretical 
ideology, as all lived-ideologies do, but in the 
most influential and insidious ways. 11

39
_ 

Schools therefore promote a consciousness which makes inequalities seem 

natural, and this consciousness involves attitudes, beliefs, and behaviour 

which correspond to the needs of the workforce. The lived-ideology of 

the school appears to include the following beliefs: (i) that the 
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learning process must be mediated through a hierarchy of teachers. It 

is the teacher who is seen to define what counts as knowledge, who 

regulates the pattern of interaction in the classroom, and who allocates 

rewards and punishments; (2) that important learning occurs only 

through schooling; (3) that knowledge is fragmented and hierarchical; 

(4) that rewards are extrinsic and are unequally distributed, and (S) 

that schooling is based on competition rather than cooperation. The 

lived-ideology of schooling also promotes such 'desirable' behaviour 

as punctuality, continued attendance, and conformist behaviour, as 

well as encouraging certain personality traits. 

Sharp argues that it is only by seeing the 'deep structure' of school 

experience ( the underlying meanings which are negotiated and transmitted 

in schools behind the actual formal 'stuff' of curriculum content) that 

we can begin pointing out how social norms, institutions, and ideological 

rules are continually sustained and mediated by the day to day interaction 

h b h . 1 i 40. I of commonsense actors as t ey go a out t eir norma pract ces. t 

becomes important therefore to look at what goes on in classrooms on a 

day to day basis. 

'New Sociologists' of Education, such as Michael Young, Geoffrey Esland, 

and Nell Keddie, took crucial initial steps in asking questions about 

the construction of reality, especially as it pertained to schooling. 

While not attempting a comprehensive analysis themselves, these writers 

point to ways a more critical appraisal of the process of schooling can 

be made. In particular, I think the approach provokes thought about the 

extent to which profound change can occur when educationists and teachers 

try to work within the existing social and economic framework. A main 

area of study for the new sociologists is the classroom, where, it is 

argued reality is constructed and negotiated on a day to day basis. 

School Knowledge is presented as rooted in the actions and interests of 
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people, and a focus for study is the way it is mediated in the classroom 

to help reproduce the existing set of social relations. This perspective 

is oriented towards dereification of the social world and thus emphasises 

the importance of treating social facts as problematic, and seeing them 

i d 1 . h d . 1 4 1. Al h h . as canst tute or accomp is e as a soc1a process. t oug a main 

limitation of the new sociologists is their failure to talk directly 

about ideology, I believe it is implicit in their work, and this 

perspective, by making use of Marxist concepts, makes a valuable 

contribution to an overall model of public schooling. The work of Young, 

Esland, and Keddie will now be looked at briefly, and its value for this 

investigation outlined. 

Michael Young emphasises the need to explore the relationship between 

the organisation and distribution of educational knowledge. 42 • He 

supports the view that dominant social groups define what is 'taken' as 

knowledge - especially high status knowledge - and then control access 

to it. Young suggests that the relationship between the patterns of 

dominant values and the distribution of rewards and power and the 

organisation of knowledge is most obvious in the stratification and 

specialisation of knowledge in the school curricula. Young aims to raise 

the consciousness of teachers, as he believes that once they realise the 

situation they will then wish to alter conditions which they find 

repressive. Young's analysis contributes to our understanding of the 

possibilities for educational reform, and is in keeping with the notion 

of a selective tradition. Young contends that as the organisation and 

distribution of educational knowledge is related to patterns of 

domination this will influence .the nature and extent of curriculum 

reforms and suggests that reforms are likely to be of two kinds.
43

'First, 

there are .those in which existing academic curricula are modified, 

without any profound change in the evaluation of knowledge. For example, 
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the curriculum of the A.C.T. secondary colleges. When the secondary 

colleges were established, the teachers involved were given the freedom 

to develop their own curriculum. However, the courses which were 

developed for each college were written by teachers most of whom had 

been trained within traditional educational institutions, and who 

therefore most likely possessed dominant pedagogical and subject 

perspectives. In addition, these courses then had to be submitted for 

accreditation to carefully selected panels of 'experts', and were 

dominated by a highly structured method of school-based assessment 

ultimately controlled by statistical standardisation procedures. Therefore, 

college courses, at least in the initial stages, were conceived, and 

evaluated, within the existing traditional educational hierarchical 

framework. The courses can be seen to be: (i) modified versions of 

N.S.W. Higher School Certificate courses; (2) 'watered down' versions 

of university courses, for example, sociology and psychology, and (3) 

dominated by 'objective' assessment procedures •• In other words, nothing 

new was really introduced. 

The second kind of innovation to which Young refers is that which 

disregards the social evaluations in academic curricula, but is restricted 

in its availability to less able students. Social evaluation refers to 

the varying degrees of status awarded to different kinds of school 

knowledge in our society. For instance, 'academic' subjects are given a 

higher status than 'non-academic' subjects. New courses which lack the 

status awarded traditional academic courses are unlikely to do away with 

unequal practices in schooling. Young suggests that even though students 

may 'succeed' in lower status courses, they are still likely to be 

viewed as 'unsuccessful' because they have not achieved in relation to 

high status knowledge. For example, the A.C.T. secondary college 

curriculum consists of three different course classifications with each 
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classification being ascribed a different status. The lower status 

courses are usually recommended to the less able student. 

Geoffrey Esland's work highlights the socially constructed and 

ideological nature of schooling in relation to the organisation of 

knowledge and pedagogical techniques. - He concentrates on the way in_ 

which the socio-historical context and the infrastructure influences a 

teacher's pedagogical, subject, and career perspectives. Esland directs 

our attention to the actual teaching-learning process, which, he 

contends, reflects the paradigmatic locations of teachers, that is, 

'the constitutive categories of thought through which a teacher 

understands his occupational world 1
•
44

• These paradigms in turn are 

influenced by social and economic forces. He presents teachers as playing 

the central role in the reproduction of the social order, albeit 

unknowingly, and therefore he sees a need to provide teachers with a 

deeper understanding of their work which will provide a basis for 

thinking about curriculum change. 

Rather than talking about ideology per se, Esland talks about the 

pedagogical models which inform a teacher's classroom practice. He 

suggests that pedagogy has been based on two main psychological models -

a psychometric model, and an epistemological model - each containing 

fundamentally different assumptions about human nature and knowledge. 45 • 

The psychometric model is presented by Esland as the dominant 

psychological model, and is similar to Freire's 'banking' concept of 

education. This model regards the child as a passive object who is 

deficient in some way, and who therefore has to be initiated into pre

existing forms of knowledge, access to which is controlled by the teacher. 

Knowledge is seen as an abstract-concrete continuum and achievement as 

mastery over 'subject knowledge'. The teacher monitors a child's progress 
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by means of 'objective' evaluation techniques based on 'objective' 

criteria. Esland believes that this pedagogical perspective legitimates 

a didactic pedagogy, and is likely to predispose the teacher to limit 

the range of possible solutions to questions, and to be preoccupied 

with the 'right' answers and the 'right' way. For Esland, 

"It is possible to regard this epistemology 
as a reification of both the child and public 
knowledge; for teachers and pupils, the 
pedagogy which is founded on it is an agency 
of alienation, and the knowledge content is an 
important form of false consciousness. 11

46 _ 

Esland believes that a more valid pedagogical perspective is an 

epistemological model which is emerging within a phenomenological 

framework. He argues that it is more valid because, 

"Central to this epistemology ..• is a view of 
human learning, and human sociation generally, 
as being derived from a dialectic relationship 
between consciousness and socially-approved, 
socially distributed knowledge."

47
_ 

This model therefore presents the child as an active, conscious being 

who is encouraged to control its own learning experiences in relation 

to both content and sequence. The teacher is viewed as a facilitator 

whose role is to encourage the child to 'reflect on the emerging logic 

and to use it as a generalising base for acquiring future knowledge 1 •
48 · 

What is interesting here, is not-·jttst Esland' s suggestion .that 

teachers may operate mainly within one or other of these two pedagogical 

perspectives, or that they may in fact have a confused and inconsistent 

perspective, but that the pedagogical model which he contends has 

greater implication for change ( the epistemological model), tends to 

be resisted by teachers and, one assumes, by dominant elites because 

. · 49. it offers a chailenge to the status _quo. 

Nell Keddie adds another dimension to our understanding of the role 

of the teacher as mediator of the dominant ideology in the classroom. She 
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goes beyond the purely theoretical to look at actual classroom 

situations which illustrate some of the ways the dominant educational 

categories are reproduced via teachers. 50 · She examines two major 

unquestioned assumptions of teachers in rel:ation to the received view 

of what counts as educational knowledge and the categorization of 

individuals into ability groupings. Her conclusions are based on a 

study of a large mixed comprehensive school with a fairly hetero

geneous social class intake. 

Keddie argues that teachers appear to have two principle organising 

categories - ability and social class - by which they give individuals 

an educational identity, and thereby help to maintain the social order 

by accepting dominant categories by which to categorize individuals. 

They do this by accepting hierarchical categories of ability and 

knowledge. However, Keddie sees a basic contradiction between what 

teachers know, and what they do in practice. As educationists, teachers 

perceive an ideal educational environment of an unstreamed school with 

an undifferentiated curriculum. But in their teacher context, in their 

everyday activities as teachers, they operate from the assumption that 

there is a relationship between initiative, intelligence, social class, 

and motivation. Keddie concludes that the origins of such categories 

as high and low ability are, 

"Likely to be outside the school and within 
the structure of the society itself in the 
wider distribution of power. It seems likely, 
therefore, that innovation in schools will not 
be of a very radical kind unless the categories 
teachers use to organise what they know about 
pupils and to determine what counts as knowledge 
undergo a fundamental change. 11

51
_ 

Jean Anyan has also explored the notion of differential treatment 

f d d · h · . 1 1 52 • I h d f 5 o stu ents accor ing tot eir socia c ass. n er stu yo 

schools in a New Jersey school district, she found that despite 
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similarities in the written curriculum, there were substantial 

differences in assumptions made by teachers about what kind of knowledge 

should be made available, and what methods should make it available, 

to children from different social classes. Generally speaking, the 

knowledge and pedagogy made available to all students, except those 

categorized as belonging to the 'executive elite', could be classified, 

in varying degrees, as being 'reproductive'. It is interesting to note 

that, as Anyon contends, even in 'affluent professional' schools 

knowledge is reproductive because it emphasises values important to an 

individualistic, privately owned, and competitive economy. According 

to Anyan, reproductive knowledge legitimates the status quo. 53 • 

The problem therefore is twofold: how to get teachers to question 

their assumptions and alter their perspectives, and, secondly, how to 

put a radical educational theory into practice at the classroom level 

given the nature of historical, social, political, and ideological 

constraints? If we accept, as I think we must, that schools and the 

people in them cannot be divorced from the rest of society, educational 

change will be very difficult to bring about. 

SUMMARY 

My reading, and my subsequent reflections on my experience, have led 

me to think that a Marxist framework, which has the concept of hegemony 

as its central feature, provides an acceptable basis for viewing the 

process of schooling in an industrial capitalist society. It involves 

a commitment to transcend relations of domination and exploitation and 

to promote praxis. 

It has been argued that industrial capitalism produces a particular 

set of social relations - a class structure - with each class generating 
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a particular consciousness which includes a distinctive ideology or 

world view. However, it is the world view of the ruling class which 

becomes dominant. The concept of hegemony is central to the problem of 

how and why a particular dominant culture persists in any society. In 

particular, it is the key to understanding how and why institutions 

such as schools promote a particular mode of thinking which serves to 

legitimate the status quo and to reconcile the members of society to it. 

I am arguing that the status quo is unacceptable because it is rooted 

in unfair social and economic practices. 

However, while the notion of hegemony more adequately explains the 

processes of cultural domination, it also opens up thinking about the 

possibilities for change. What is important, is that people can break 

free of the dominant ideology and see the situation for what it is, thus 

providing the basis for change. True consciousness - one which has 

overcome mystification and reification - implies praxis. To assist 

with the development of praxis, ideology must be attacked where it 

distorts, misrepresents, and disguises particular class-serving interests. 

People must come to see that the 'reality' in which they live is a 

product of historical processes, and was and is created by human activity. 

This, I assume, would lead people to see that this 'constructed reality' 

can be changed by ongoing human activity, if indeed change is perceived 

to be necessary. 

As part of this 'consciousness-raising' process, educationists and 

teachers must begin to question their own ideological frameworks. By 

this I mean a questioning of their practices, as well as their beliefs, 

assumptions, and values about people, society, and knowledge. A crucial 

first step is an understanding of the functioning of ideology and how 

it influences our perceptions of the world and how we act in it. Schools 
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have to be seen as a set of social relations and not as reified 

institutions. Within the school, the organisation and distribution of 

knowledge needs to be questioned, as do pedagogical techniques. What is 

needed is a theory of teaching and learning that can assist with the 

development of alternative practices through which a counter-hegemonic 

consciousness can be produced. 

CONCLUSION 

The main problem for teachers is that hegemony makes it difficult for 

us to see the ideological nature of schooling, and thus we have difficulty 

in perceiving alternatives. As Gramsci argued, social transformation 

and praxis are very difficult to achieve, and the 'oppressed' themselves 
54. 

do not make the process any easier. He believed that the majority 

of people are wary of new conceptions and tend to cling to orthodox 

convictions and so conform socially to the general interests of the 

ruling classes. He therefore made two suggestions. First, never to tire 

of repeating one's arguments, because -repetition .is the best didactic 

means for working on the popular mentality. Second, 

"To work incessantly to raise the intellectual 
level of the ever growing strata of the 
populace .•• this means working to produce elites 
of intellectuals of a new type which arise 
directly out of the masses, but remain in contact 
with them to become, as it were, the whalebone 
of the corset. 

This second necessarily, if satisfied, is 
what really modifies the "ideological panorama11 

of the age."ss. 

Gramsci's notion of a group of intellectuals who would help create a 

counter-hegemonic world view, and who would thus assist the oppressed 

develop a revolutionary consciousness, points to a possible basis for 

change. For Gramsci, such 'intellectuals' - by definition, a group of 

critically self-conscious people - would not form a new poltical or 

economic elite, but rather, would act as a catalyst for change. 56 • 

Teachers could perhaps be put into this category and act as crucial 
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figures in the process of developing more liberating educational 

practices. 

A Marxist framework having as its central feature the concept of 

hegemony allows us to see schooling in a new light, and it has enabled 

me to reflect more critically on the problems confronting me as a teacher. 

It is now an appropriate time for me to re-examine both the assumptions 

and beliefs on which Hawker College is based and some of the practices 

which these engender. 



- 86 -

FOOTNOTES 

1. Education and Knowledge, Routledge & Kegan Paul, London, 1979, p.65. 

2. The Concept of Ideology . 

3. ibid., pp.13-14. 

4. II 

5. 'The German Ideology', in E.Fromm (ed), Marx's Concept of Man, p.203. 

6. ibid. 

7. 

8. 

II 

II 

, p.212. 

9. Education and Knowledge, p.73. 

10.'The German Ideology', p.214. 

11.ibid., p.24. 

12.See 'Economic and Philosophical Manuscripts', in E.Fromm (ed), 
Marx's Concept of Man. 

13.ibid., pp.110-111. 

14.'Domination and the Flight From Being', in J.Playford and D.Kirsner 
(eds), Australian Capitalism: Towards a Socialist Critique, Penguin 
Books Ltd., Australia, 1972, pp.18-19. 

15.See above, chapter 1, pp.25-27. 

16.'Thesis on Fuerbach', extract in Z.A. Jordan (ed), Karl Marx: Economy, 
Class and Social Revolution, Nelson's University Paperbacks, London, 
1972, p.86. 

17.'Base and Superstructure in Marxist Cultural Theory', in Schooling 
and Capitalism, p.205. 

18.Ideology and Curriculum, pp.2-3. 

19.Selections from the Prison Notebooks, edited and translated by Q. 
Hoare and G.Nowell Smith, Lawrence and Wishart, London, 1971, p.333. 

20.For a different interpretation of the concept of ideology, see Paul 
Hirst's On Law and Ideology, MacMillan, London, 1979, especially 
pp.27-29. He queries Marx's concept of 'false consciousness', and 
therefore, by implication, Gramsci's view of one of the most crucial 
indirect ways hegemony is maintained. 

21.Ideology and Curriculum, p.3. 

22.Ideology Culture ~. the Process of Schooling, The Falmer Press, 
Hampshire, England, 1981, p.94. 



- 87 -

23. ibid., pp.89-90. 

24. 'Base and Superstructure in Marxist Cultural Theory', p.205. 

25. Knowledge, ideology and the politics of schooling, Routledge & 
Kegan Paul, London, 1979, p.103. 

26. 'Base and Superstructure in Marxist Cultural Theory', pp.205-206. 

27. K.Johnstone, 'The Production of Conservative Educational Ideologies', 
in Discourse, Vol.2, No.1, 1981, p.13; R.Dale, 'Education and'the 
Capitalist State: contributions and contradictions', in M.W.Apple 
(ed), Cultural and economic reproduction in education: essays on 
class ideology and the state, Routledge & Kegan Paul, London, 1982, 
p.148; R.W.Connell and T.H.Irving, Class Structure in Australian 
History, especially pp. 22-23; R.W. Connell, Ruling Class, Ruling 
Culture, pp.vii, 207-211. See also R.Sharp, Knowledge,ideology and the 
politics of schooling, p.103. 

28. Ideology Culture and the Process of Schooling , p.23. 

29. See J.Anyon, 'Ideology.and United States History Texbooks', in 
Harvard Educational Review, Vol.49, No.3, August, 1979. 

30. 'Systems of education and systems of thought', in Schooling and 
Capitalism, pp.192-193. 

31. Knowledge, ideology and the politics of schooling, p.102. 

32. ibid., p.103. 

33. 'Education a.n4 theCapitalist State: contributions and contradictions', 
p. 151. 

34. Selections from the Prison Notebooks, p.333. 

35. ibid. 

36. See also, Class Structure in Australian History, p.3. 

37. Selections from the Prison Notebooks, p.332. 

38. Knowledge, ideology and the politics of schooling, p.1°33. 

39. Education and Knowledge, pp.140-141. 

40. ibid., pp.50-51. 

41. M.Young (ed), Knowledge and Control, Collier MacMillan, London, 1971, 
introduction, p.3. 

42. 'An Approach to the Study of Curricula as Socially Organised 
Knowledge', in Knowledge and Control. See also B.Berstein, On the 
Classification and Framing of Educational Knowledge', in Knowledge 
and Control, and J.Anyon, 'Social Class and School Knowledge', in 
Curriculum Inquiry , Vol. 11, No .1, 1981. 

43. 'An Approach to the Study of Curricula as Socially Organised 
Knowledge', p.39. 



- 88 -

44. 'Teaching and Learning as the Organisation of Knowledge', in 
Knowledge and Control, p.85. 

45. ibid., pp.87-98. 

46. II p.89 • • 

47. II p.94 . • 
48. II p.95 • • 

49. II p.97 . • 

50. 'Classroom Knowledge'. in Knowledge and Control. See also M.Apple, 
'Commonsense categories and curriculum thought', in Schooling and 
Capitalism. 

51. 'Classroom Knowledge', p.156. 

52. 'Social Class and School Knowledge'. 

53. ibid., see especially pp.32-37. 

54. Selections from the Prison Notebook, pp.339-340. 

55. ibid., p.340. 

56. II , pp.333-334. 



- 89 -

.CHAPTER FOUR 

HEGEMONY AT WORK 

In this chapter I explore further the nature of senior secondary 

schooling in the A.C.T. in an attempt to understand how the process of 

hegemony may work in a specific situation. I will first look briefly at 

the nature of the change initiated by the Campbell Committee. Second, I 

will refer to aspects of curriculum development as they occurred at 

Hawker College from 1976-1980 - namely, the development of curriculum 

guidelines for the college, and the way knowledge is perceived, selected, 

and organised. If we accept that reform, as it has historically occurred, 

is a means of accommodating or incorporating challenges from subordinate 

classes to the dominant culture, the Campbell Report, and consequent 

changes in schooling, can be seen to be hegemonic. The paradox is, that 

despite a commitment to such goals as respect for persons and the 

development of personal autonomy; teachers ,unwitt~ngly, through their 

classroom practice, accept assumptions, beliefs, and values, generated 

within the dominant culture. Thereby, they help to produce educational 

outcomes ( for example, inequality and alienation) which they profess 

to be reacting against. 

The proposal to restructure secondary schooling in the A.C.T. into 

4 year high schools and 2 year colleges, originated within a Federal 

Government department, and was disseminated by that department during a 

period when a conservative government was in office. I think it can be 

said, as R.W.Connell suggests, that such a government is representative 

of ruling class interests. 1 • The concept of hegemony, with its notion 

of a selective tradition, enables us to view such a proposal as an 

attempt to diffuse some of the counter-hegemonic tendencies of the late 

1960's. If we must accept that the introduction of the secondary colleges 

was a major innovation, we must undoubtedly question its meaning and 
, 
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significance. Most people may perceive that profound and worthwhile 

change has occurred in the A.C.T. schooling system, even though that 

change may be superficial. Lance Chapman, for example, says that teachers 

at Hawker College perceive that meaningful changes have been made - they 

believe there has been a move towards progressivism. However, his study 

reveals that although the majority of teachers perceive themselves to be 

progressive, they continue to practice a traditional or conservative 

pedagogy. For example, classrooms remain teacher dominated, students 

assume a passive role in the classroom and in the decision-making process 

in relation to curriculum planning and school policy, teaching is largely 

confined to the classroom bas_e, emphasis is on learning for assessment, 

competition, testing, and 'academic' standards.
2

• Although Chapman is 

aware of this contradiction, he, like the teachers surveyed for his 

evaluation of Hawker College, does not see the significance of it. This 

overriding assumption of worthwhile change has also set the limits for 

the authors of Schools To Grow In- the major evaluation of the secondary 

colleges. They claim that, 

"The strength of the impact of the colleges comes 
from the fact that the change was total: school 
structure and organisation, staff, curriculum and 
assessment methods all changed together. Any 
piecemeal alterations would not have achieved as 
much."3• 

These writers therefore support the notion of profound change. They 

ignore what hasn't changed, or at least, they fail to comment on the 

significance of a lack of change in certain key areas. For example, as 

indicated in chapter one, secondary colleges are still state or government 

controlled; the system remains bureaucratic and retains traditional 

authority and power relations; courses have been diversified but continue 

to reflect traditional patterns of differential status and access; 

pedagogy continues to be mainly traditional and content and assessment 

oriented; the final score, or the score with the highest status, that 
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students receive ( the tertiary entrance score) is calculated on 

the basis of an externally administered standardisation examination - the 

Australian Scholastic Aptitude Test; and, finally, curriculum development, 

at least as it has occurred at Hawker College, falls within traditional 

patterns of discourse. 

Although I believe that John Hinkson's study of the Victorian radical 

education movement 1968-1976 is limited because he does not talk about 

the ideological nature of schooling, his notion of therapy is thought 

provoking. It refers to ways an educational practice or reform may work 

against the original intention of those instituting it. Hinkson suggests 

that many educational reforms may be therapeutic, that is, a superficial 

response to immediate pressures. 4 • He contends that the radical , , , 

progressive movement failed to effect any worthwhile change because its 

members did not look at the forces for change, nor did they consider 

possible long term implications for the individual and society that 

particular changes in education may have. For instance, he says that 

although our contemporary culture emphasises the importance of the 

individual, this is a shallow perspecti~e.
5

• This superficial or 

therapeutic view of the individual emphasises immediate needs and focuses 

on personal relationships and direct experience as a substitute for 

knowledge and culture. 6 • An important implication of his work is that 

the therapeutic view of the individual can be seen as part of the 

dominant ideology which serves the interests of dominant groups. This 

notion is supported by Hinkson's contention that a curriculum which 

concentrates on 'relevance', interests, immediate needs, and social 

relations based on 'pastoral care', denies students access to knowledge 

which would enable them to remake social relations in the wider society. 

Hinkson's argument is similar to that of Gramsci's on folklore. For 

Gramsci, a 'popular' (common) commonsense world view rooted in 
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folklore is an inadequate cultural resource to achieve praxis and to 

overthrow bourgeois hegemony. He used the term 'commonsense' to refer 

to the uncritical and largely unconscious way of perceiving and 

understanding the world. 7 " In other words, if therapeutic or pastoral 

relationships dominate the curriculum, students will not have the ability 

to confront and reconstruct their world - at best they will merely be 

bl . . 8. a e to react against it. 

The ongoing. concern for open social--relations·~ the emphasis on, 

pastoral care, ·and the moves to introduce a greater number of accredited 

courses ,- to accommodate the,needs of 'lower ability' students, are some 

of the more obvious indications that a therapeutic view of the individual 

exists at Hawker College. Hawker College has an elaborate student 

counselling network which is intended to cater for all possible aspects 

of student welfare. The counselling apparatus ·begins with the class 

teacher, next in the chain is the 'group advisor' ( all teachers are 

expected to act as a group advisor) who is responsible for a group of 

10-12 students for the duration of a school year, next a team of 

counsellors (teachers) who assist the Assistant Principal for student 

welfare, then the Assistant Principal, and finally, the professional 

school counsellor. The important role of 'pastoral care' is further 

illustrated by the amount of time an_d number of staff who act as 

student counsellors under the direct control of the Assistant Principal 

for student welfare. Approximately 6 teachers are identified for this 

task each year and usually devote 4-6 hours a week to this role. This 

is to ensure that the students have access to a 'counsellor' at any 

time during the school day. This does not include the work of the 

professional school counsellor. Both of these services are patronized 

very heavily by students. This counselling network is seen to be one 

of the most important functions of the school, and student attendance 

at 'group advisor sessions', which are held for approximately 20 minutes 



- 93 -

every week, is compulsory. However, from my observation, it is the 

students of 'lesser ;ability' who bear the brunt of this thera~y. It is 

these students who ~.re?. often counselled to enrol in accredited or 

registered courses. This may not only deny certain groups of students 

access to empowering knowledge, but also disadvantage them during a 

period of a diminishtng and increasingly competitive labour market. 

A response to the current economic climate is the concern that 

students learn the 'basic skills' necessary to find work. This concern 

to make the link between school and work more explicit has surfaced at 

Hawker College in an increasing emphasis on Mathematics, Science, and 

English, by the administration, parents, and students. Informal 

discussion with Year 11 and Year 12 students, and interviews with parents 

~nd students during course enrolment periods, indicates that there is 

a belief that if a student studies these subjects, they are more likely 

to get a 'good job'. I am not questioning the necessity for a minimum 

level of competence for all students in the basic skill areas of 

Mathematics and English. These skills are crucial for a person to act 

competently in our society. I am questioning the reasons for the 

emphasi_s, and our motives for teaching the 'basics', and for not 

teaching the 'basics'. Present efforts to further articulate and establish 

the link between school and work may in practice lead to a restricted 

form of schooling based on a narrow concept of the '3R's' and vocational 

training. In the past, this type of schooling has only functioned to 

reinforce the status quo, not transform it. Furthermore, movements to 

provide 'school to work transition' programs, and 'educa~ion for leisure' 

or unemployment represent a passive acceptance of the status quo. We 

should not deny students access to knowledge which inforlIS them about the 

wider society, and which will give them the opportunity to reflect upon 

and reconstruct their world. 9 • 
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During the period under study here, the majority of students 

enrolled in as many tertiary accredited courses as possible because 

they do have the higher status. What is interesting is the concern 

expressed by the staff to develop a greater number of accredited 

courses to cater for the student of 'lesser abilty', or for those 

students not wishing to continue to tertiary education. Such courses are 

usually justified by the argument that they will be more 'relevant' and 

likely to meet the immediate 'needs and interests' of the student. That 

is to say, they are seen as therapeutic. This concern for greater 

'relevance' leads to the development of such courses as 'You and Society' 

( Behavioural Sciences ),'Business and Society' ( Social Sciences), 

'Unified Science', and an accredited English course. Each year the 

Assistant Principal ( student welfare) appoints a team to enrol the 

incoming Year 11 students. This team usually consists of those same 

teachers who act as counsellors under the guidance of the Assistant 

Principal during the year. The main task is to advise incoming students 

about the courses available at the college and to direct them into the 

courses considered most appropriate for their interests and abilities. 

During 1979 and 1980 teachers at the college were concerned that too 

many students were enrolling in courses not 'suited' to their level of 

academic ability. Consequent to this, the 1980 enrolment team, of which 

I was a member, was advised by the Principal, Assistant Principal for 

student welfare, and various heads of department, to 'counsel' students 

to take accredited courses where we considered it 'appropriate'.

appropriateness being defined according to 'ability'. In most instances 

our decisions were based on a student's Year 10 reports, and on the 

ratings ( mainly for Mathematics; Science, and English) formulated for 

this 'diagnostic' purpose by the student's Year 10 teachers. 
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Now to look more closely at curriculum development at Hawker College. 

My knowledge of curriculum development at the college is derived from 

written material generated by the Hawker College Curriculum Committee, 

course submissions for accreditation, my observations as a member of the 

Curriculum Committee for four years, and informal discussions with 

colleagues. 

I have argued that the Campbell Report exemplified dominant trends 

in educational thinking in the A.C.T. at that time, and that the ideas, 

beliefs, and assumptions contained in the report were the guiding 

principles for the development of curricular at the various secondary 

colleges, including Hawker College. It is important to keep this in 

mind when examining curriculum development at Hawker College from 1976 

to the end of 1980. It is important because, from the outset; teachers 

worked within what I have argued is a flawed framework. Such a framework, 

I have assumed, must lead to a flawed practice. The implication is, that 

if teachers have not questioned this framework in any significant way -

and I believe they have not - most of what they do will have little 

impact on the existing state of affairs. I think this can be illustrated 

by looking at, for example, the work of the curriculum committee and 

aspects of course development at the college. 

In 1980 the Hawker College Curriculum Committee, at the instigation 

of the school Principal, decided that its main task for that year was 

to formulate a set of guiding principles for future curriculum development. 

The Principal and the majority of teachers thought that the college had 

generally been successful according to the aims outlined in the Campbell 

Report, but they also thought that it .was time to re-evaluate these aims 

and the educational practices experienced by students at the college. This 

was considered to be increasingly important because of the social and 
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economic changes that had occurred since the colleges first opened. 

No formal evaluation was carried out, and concerns were voiced at 

regular meetings held by the curriculum committee. Although meetings 

were open to all teachers and students, there were usually only between 

6-12 teachers present ( out of a staff of approximately 60) at any one 

time, and to my knowledge no student ever attended a ·meeting. The main 

concerns of those teachers who attended the meetings included, on a 

general level, the schooling debate, the contradiction between aims 

and outcomes, and the correlation between social class and academic 

attainment. More specifically, discussion focused on such issues as, 

the over-emphasis on academic subjects and competitive assessment 

procedures by both teachers and students, general student apathy except 

in relation to their marks and/or course scores, student competitiveness, 

the problems of how to cater for different levels of student ability, 

and how to get students to diversify the subjects in their course 

'packages' •
10

• There was also concern over youth unemployment, and it 

was thought that the college should provide a more 'relevant' curriculum 

to meet changing student needs in response to economic and social change. 

This concern was experienced in moves to promote basic skills - literacy 

and numeracy - and in the preparation of students for possible 

unemployment. Here. the college mirrored widespread community concern 

and trends in education. 

In all this, teachers can be seen to be reacting to immediate pressures 

and demands from the media, parents, and employers, with the danger being 

that ensuing curriculum development could be therapeutic. As Hinkson 

has suggested, a therapeutic response may in fact achieve the reverse 

of what was originally intended, in this case, a concern to redress 

inequalities and to promote personal autonomy. 
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A draft proposal of the guidelines , the 'Hawker College Purpose, 

Aims and Objectives', was put to the various bodies directly concerned 

with the college - to the Hawker College Board, the school boards of 

the two main feeder high schools, the Hawker College Parent' and 

Citizens' Association, the general teaching staff of the college, and 

the S.R.C. The draft proposal, except for a few minor alterations which 

did not alter the intent of the document, was approved by all bodies.
11

• 

The guidelines provide a very comprehensive list of aims and objectives . 

which illustrate the inherent tensions in liberal educational ideology. 

They can be seen to represent a consensus view of the purpose of senior 

secondary schooling, and to reflect an extension of the educational 

ideals put forward in the Campbell Report.
12

• The guidelines state that, 

"The main purpose of Hawker College is to 
offer a GENERAL EDUCATION that will provide 
students with the knowledge, skills, attitudes 
and understanding to enable them to develop to 
full potential as individuals and to be effective 
members of society." 13 • · 

The aims are divided into four broad categories - education for self 

devel~pment,~ducation for community membership, education for leisure, 

and education for work - and include for example: 

1. Education for self-development: 

to assist each student to achieve autonomy. 

- to foster creativity and initiative. 

- to recognise and cater for individual differences, interests and 

skills and encourage talents of all kinds and degrees. 

2. Education for community membership: 

- to promote respect and concern for the welfare and the rights of 

others. 

- to develop the ability and desire in students to be active and 

participating citizens of the community in which they live and 

contribute to its resources and improvement. 
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3. Education for leisure: 

- to develop the ability to make effective use of leisure time. 

4. Education for work: 

- to provide students with the preparation and qualifications necessary 

for their further education.or future vocation. 14 • 

The objectives outlined in the Campbell Report are categorised according 

to the desirable qualities, and the knowledge, skills and abilities 

l.·t · b 1· d d h ld . lS. Wh . d"ff b h 1.s e 1.eve a stu ent sou acquire. at 1.s 1. erent a out t e 

guidelines for Hawker College, is the inclusion of an aim related to 

education for leisure, and an aim related to education for work. Aim 

number 14 is 'to develop the ability to make effective use of leisure 

time'. This aim was conceived as the direct result of changing employment 

structures, and especially reflected a concern for predicted structural 

unemployment. The concern is that students should be prepared for a 

situation of unemployment, or possibly a life of fluctuating employment. 

Aim number 17 mentions the need to provide students with 'the preparation 

and qualifications necessary for either their further education or 

future vocation'. Following on from this aim, the objectives include 

the desire to develop literacy and numeracy skills, and the awareness of 

vocational opportunities. Although I think that this is implicit in the 

Campbell Report,as indicated by the rationale presented in chapter two of 

the report, what is interesting is that by 1980 it was considered 

necessary to articulate the link between school and work and further 

education. Michael Pusey contends that economic and social crises are 

displaced into the school situation, and that the establishment of such 

a link is a means of reasserting the legitimacy of the dominant culture. 

He says, that until the 1960's, a direct link between schools and the 

workforce was seen in a 'standardised "lock-step" curriculum which led 

to the award of educational certificates which gave immediate entry into 
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the workforce at different levels'. However, Pusey suggests that this 

direct link was lost during the 'progressive era' of the 1960's and 

early 70's. He argues that schooling, without this direct economic 

referent, is now having trouble justifying itself. This is perhaps a 

logical assumption given the argument that an important reason for the 

establishment of mass schooling in the late 19th. century was the 

provision of such a direct link. Pusey believes that the present Liberal 

Government's efforts to re-establ.ish the overt link between school and 

work can be viewed as an attempt to 'reinstate economically based 

, 16. 
referents for the firmer control of the education system. 

The guidelines for curriculum development at Hawker College represent a 

continued commitment to the progressive ideals which are part of the 

liberal educational ideology. This in itself can be viewed as hegemonic, 

but the guidelines can be viewed as hegemonic.on two other counts. First, 

objectives related to the development of literacy and numeracy skills, 

recreational interests, and the awareness of vocational opportunities, 

reflect a tendency tpwards therapy at the school level. Second, if we 

accept Michael Pusey's suggestion that such documents represent a 

predictable response to the legitimation crisis occurring in state 

education, a crisis, which he argues, is itself the result of economic 

and structural problems in the wider society, then the guidelines can 
17 .. 

be seen to be therapeutic in the broader social context. What Pusey 

suggests is that schools, in order to meet the legitimation crisis -

largely caused by the loss of economically based referents - expanded 

the list of educational functions. This meant that the purpose of 

schooling became more diffuse and less credible and open to even greater 

challenge. This had led, Pusey says, to the reassertion of the 

traditional means of legitimation. This means that the formulation of 

such a broad list of aims and objectives as those developed at Hawker 
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College can be seen to be a superficial response to social and economic 

pressures. 

The curriculum committee at Hawker College was mainly concerned to 

establish guidelines for future curriculum development at the college. 

This has implications for all teachers. However, other crucial questions 

concern teachers. For instance, what is the prevailing view of knowledge, 

and how is knowledge selected and organised within the college? These 

questions are important if, as Michael Young, Basil Berstein, and Jean 

Anyon, suggest, the way knowledge is viewed, selected and organised, bears 

a direct relationship to the distribution of power in society. 

The notion of hegemony implies that the prevailing view of knowledge 

is most likely to be that which best serves the interests of dominant 

elites. Positivism, generally held to be the qominant epistemological 

model, can be seen to perform this function. 18 • Esland, for example, 

says that positivism has become 'powerfully institutionalised and 

constituted in the pedagogical perspectives of teachers as their taken

for-granted assumptions about intelligence, learning and the 'good' 

pupil 1
•

19 • Another significant perspective is that developed by Henry 

Giroux. He argues that positivism helps to maintain ruling class 

hegemony because it leads to the suppression of a . critical historical 

consciousness. Without critical reflection, economic, social, and 

political structures go unquestioned. 20 • Positivism can be criticized 

on four main counts. First, as Barry Smart says, science is conceived 

as unproblematical, with the consequence that scientific findings, for 

example, the 'objective' testing of students, are held to be value free. 21 · 

Thus knowledge is presented as ahistorical and measurable. This has 

implications for the type of knowledge legitimated in the classroom. 

Giroux, for instance, contends that within the positivist paradigm, 
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"Information or 'data' taken from the 
subjective world of intuition, insight, 
philosophy and non-scientic theoretical 
frameworks is not acknowledged as being 

1 t II re evan . 22 _ 

Instead, positivism emphasises 'facts' and scientific methodology. One 

of the important implications of this, as Giroux points out, is that 

progress is 'defined according to technical possibilities rather than in 

terms of the human condition 1
•
23 • Thus, a second criticism of positivism, 

raised by Smart, is that the ideas generated within the framework tend 

to support the status quo because they accept the given present as the 

natural order. 24 • Giroux also pursues this point. He says that because 

positivism presents knowledge as objective and value free, it does not 

enable reflection on its own presuppositions. In particular~ Giroux 

argues, positivism does not provide·the·izonceptua1 tools necessary for 

thinking about ideology, and thus 'how oppression might mask itself in 

the language and lived experience of daily lif·e' 25 • A third criticism 

of positivism, is that this model treats knowledge as external to the 

26 · .. 
learner, something to be obtained from books and experts. • the 

fourth criticism of positivism, raised by Jean Anyon, is that it leads 

to knowledge being treated as a commodity, something that has exchange 

value in the market place. 27 • Because positivist epistemology implies 

the reification of knowledge, it can also be seen to lead to the 

reification of the individual. Thus, inherent to this perspective is a 

passive model of people. Giroux, for example, says that, 

"There is little in the positivist 
pedagogical model that encourages students 
to generate their own meanings, to 
capitalize on their cultural capital, or 
to participate in evaluating their class
room experiences. 11

28 _ 

Schooling rooted in positivism thus results in banking education. This 

process in turn, fosters in students an acceptance of the legitimacy 

f · · 1 · · · 29 • I d h. H . b o ongoing socia institutions. t oes tis, as arris says, y 
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encouraging 'ignorance' rather than the acquisition of knowledge that 

h h l 'b 30. as t e power to i erate. 

Given that Hawker College is part of a school system which has 

competitive assessment and academic ability as its central features. it 

is not surprising that banking education results. In this situation, 

content ( information and skills) is transmitted to students. Students 

are then 'tested' to see whether or not they have 11earnt 1 it. 

Consequently. students are anxious to obtain as much content from the 

teacher as possible so that they can provide the 'right' answers in tests. 

Learning therefore tends to become equated with the ability to 'do well' 

in tests and achieve 'good'grades. Tests are defined broadly to include 

examination-type tests, and pre-set research assignments or essays.Banking 

education and normative competitive assessment. generated by positivist 

epistemology, thus can be seen to reinforce so~ial and economic 

inequalities by encouraging student passivity and social quiescence. 

Implicit to positivist epistemology. therefore, is the alienation and 

· f h · d' 'd 1 31. oppression o t e in ivi ua. 

A positivist framework, by reifying knowledge, leads to the acceptance 

of historically and socially defined categories of thought, such as 

'subjects' or 'disciplines', as 'natural. This is significant when 

considering what teachers conceive constitutes valid knowledge for 

inclusion in the 'subjects' they teach. That teachers at Hawker College 

continue to work within . trqditional subject frameworks is borne out by 

the fact that the curriculum is organised into traditional subject areas, 

and in the practi~e whereby teachers receive their professional identities 

from their association with a particular discipline. Teachers are even 

housed in separate staff rooms, and the fraternisation of teachers from 

the various subject areas is uncommon. This, I think would tend to 
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reinforce existing pedagogical perspectives. The implication is, as 

Anyon, Harris, Young, and Bernstein, argue, that the knowledge 

selected for transmission to students in a particular subject area sets 

limits of enquiry and establishes modes of validation supportive of the 

d · 1 32 · Th" . i fl b 1 f om1nant cu ture. is, in turn, n uences commonsense e ie s or, 

as Bernstein says, gives experience a distinctive form and contributes 

to the transmission of specific versions of social reality. 33 • We 

therefore need to look more closely at the way content is selected, and 

at the organisation of the curriculum. 

Given the assumption that course 'content' is likely to limit 

parameters of thought to those categories most supportive of the 

dominant culture, the emphasis at Hawker College on the acquisition 

of content becomes significant. This emphasis on the acquisition of 

information and skills can be illustrated by looking at the various 

course aims and objectives, and by considering cormnents made by teachers 

and students. 

There are certain limitations in drawing inferences from course 

documents. A main limitation is that the courses were written as 

submissions to the A.C.T. Accreditation Agency and had to follow a 

prescribed submission format. This included statements on evaluation and 

assessment procedures, aims and objectives, teaching strategies, content, 

and resources. The difficulty is one of discerning the difference between 

the written course, and how the course is mediated in the classroom 

situation. Another difficulty is the interpretation of terminology. Given 

the concept of hegemony, and especially the notion of a selective 

tradition, I have worked on the assumption that the rhetoric is defined 

according to parameters set by the dominant ideology. 
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Individual course aims relate only to that course and tend to 

concentrate on the acquisition of the knowledge and skills pertinent 

to that subject discipline. The problem is whether or not these course 

aims subsume the college aims, or whether or not they are intended to 

stand alone. The general assumption is that courses have been developed 

within the framework of the college, but the designers of only one of 

the courses examined ( Human Movement) mentioned this fact. In addition, 

it is hard to determine the extent to which teachers are aware of the 

framework of the college. Chapman mentions that the 18 teachers he 

interviewed indicated that they strongly agreed with the aims contained 

in the Campbell Report_. Furthermore, they said that most of the aims 

d . 1 1· bl h . 34 · H f were 1rect y app ica e tot eir own courses. owever, rom my 

own observation, many teachers have intimated that they have never read 

the Campbell Report, and the college guidelines were not defined until 

late 1980. What evidence there is suggests that the majority of teachers 

who have been responsible for the development of courses at the college 

have worked within a framework that is more, rather than less, _ 

conservative in orientation. This is again supported by Chapman's study. 

He says that it was mainly teachers who transferred from the N.S.W. 

Department of Education who established and further developed the 

. 1 h 11 35• Ch . h h curricu um at t e co ege. apman points out tat t e content 

remained unchanged from that contained in N.S.W. courses for 12 of the 

30 courses he examined, and that overall, the majority of courses were 

adapted from previously existing courses in either N.S.W. or other 

A 1 . 36. ustra ian states. 

Chapman made a useful categorization of the aims of 30 courses at 

Hawker College. He found that 76 out of 109 course aims were directly 

relevant to one or more of the seven themes related to aims and 

strategies found in the Campbell Report. Chapman's findings, presented 
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1 · 11 · . k 11 37 . be ow, i ustrate interesting priorities in aims at Haw er Co ege. 

Campbell Report Aims 

1. Coping with a changing world 
2. Individual development and excellence 
3. Maintaining and improving society 
4. Intrinsic motivation to learn 
5. Freedom and self-discipline 
6, Closer integration with the life and 

the work of the community 
7. Reduction of student alienation 

No. of Relevant Aims 
Among 30 Courses 

34 
26 
16 
10 

4 

2 
1 

The majority of aims emphasise the incorporation of the individual into 

the existing social and economic framework and competitive academic 

attainment - two aims which, it has been argued in this investigation, 

function to support the status quo. Intrinsic motivation is given little 

emphasis. Freedom and self-discipline are given very low priority, and 

the reduction of student alienation is mentioned only once. 

In my examination of the aims and objectives of 23 tertiary accredited 

and accredited courses at Hawker College I was looking for evidence of 

a concern for personal development in the sense of the promotion of 

autonomy and praxis. However, what I found was an over-emphasis on 

academic attainment in relation to the learning of selected content. This 

is not to deny that the learning experiences and knowledge acquired in 

various disciplines may work towards the achievement of desirable 

qualities. However, the concept of hegemony leads one to suspect that 

where there is an emphasis on competitive academic pursuits associated 

with subjects with differential status, competitive normative assessment, 

and a traditional hierarchy of authority, it represents a state of 

affairs which is supportive of the dominant culture. 

I classified the course aims and objectives into 6 main categories 

based on the various qualities, abilities, skills, and attitudes each 
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aim hoped to achieve. Objectives as well as aims were looked at~ as they 

offer further definition of the aims, and therefore provide more 

evidence of the intention of the developers of the various courses. I 

found that the aims and objectives could be organised into 6 major 

categories: 

1. The acquisition of relevant subject content, including skills and 

methodology. 

2. Interest in the subject. 

3. Coping with or adapting to society. 

4. An informed awareness about their own and other cultures. 

5. Individual creativity and initiative. 

6. Critical decision-making in relation to self-development and 

social processes. 

Table 1 illustrates the number of aims in each category for tertiary 

accredited and accredited courses. Table 2 illustrates the number of 

objectives in each category for tertiary accredited and accredited 

courses. Table 3 shows the order of priority of aims for all courses 

according to the above categorization. Table 4 shows the order of 

priority of objectives. 

Table 1: Aims for Tertiary Accredited and Accredited Courses. 

Tertiary Ac~redited Courses Categories Total No. of Aims 

1 2 3 4 5 6 

1. Social Psychology 2 2 4 
2. Geography 2 1 - 1 4 
3. Accounting 4 4 
4. Economics 2 2 4 
5. Modular Chemistry 5 1 1 7 
6. Physics 6 1 - 1 8 
7. Agriculture 5 1 - 1 7 
8. Ancient History 8 1 - 2 1 2 14 
9. Australian History 4 2 - 1 - 3 10 
10.People, Beliefs & Society 2 - 2 4 
11.Archaeology & anthropology 8 1 - 3 1 5 18 
12.English 4 1 1 - 6 
13.Drama 2 1 - 3 
14.Human Movement 2 - 1 - l"- - 3 
15.Music in Society 4 4 
16.Food Studies 1 1 1 - 3 
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Table 1 cont. 

Accredited Courses Categories Total No. of Aims 

1 2 3 4 5 6 

1. Recreation Studies 1 - - - - - 1 
2. Business and Society 3 - - - - - 3 
3. Computers in Society 1 - - - - - 1 
4. Unified Science 3 - 1 4 
5. General Agriculture 5 1 - 1 7 
6. You and Society 2 2 4 
7. Advanced Wood Technology 2 - 1 1 4 

Table 2: Objectives for Tertiary Accredited and Accredited Courses 

Tertiary Accredited Courses 

1. Social Psychology 
2. Geography 
3. Accounting 
4. Economics 
5. Modular Chemistry 
6. Physics 
7. Agriculture 
8. Ancient History 
9. Australian History 
IO.People, Beliefs & Society 
11.Archaeology & Anthropology 
12.English - Literature unit 

- Communications 
13.Drama 
14.Human Movement 
15.Music in Society 
16.Food Studies 

Accredited Courses 

1. Recreation Studies 
2. Business and Society 
3. Computers in Society 
4. Unified Science 
5. General Agriculture 
6. You and Society 
7. Advanced Wood Technology 

* One unit only looked at. 

Categories Total No. of Aims 

1 2 3 4 5 6 

4 1 2 1 - 1 9 
7 1 - 1 - 1 10 
9 9 
7 1 - 2 10 

10 1 1 - 12 
12 1 1 1 15 
6 2 - 4 12 

10 3 - 3 16 
17 1 - 8 1 5 32 

3 1 - 2 - 5 11 
6 1 - 1 8* 

1 - 1 2 
2 1 - 3 
9 3 - 12 
3 2 5 

15 15* 
10 6 16 

6 1 7 
10 - - - - 2 12 

7 7* 
2 - - 1 3* 
5 5 
5 2 - 1 8 
5 1 - - 3 2 11 
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Table 3: Priority of Aims and Approximate Percentage of Total Aims 
for Each Category, Tertiary Accredited Courses. 

Order of Priority 

1 
2 
3 
4 
5 
6 

Accredited Courses 

1 
2 
3 
4 
5 
6 

No. of 

61 
17 
15 

7 
6 
4 

16 
3 
1 

Aims % 

55.5 
15.5 
13.5 
6.0 
5.5 
4.0 

80.0 
15.0 
5.0 

Category 

1 
2 
3 
2 
5 
3 

1 
4 
6 

Content-
Awareness 

: Decision-making 
Interest 
Creativity 
Coping 

Table 4: Priority of Objectives and Approximate Percentage for each 
Category , Tertiary Accredited Courses 

Order of Priority 

1 
2 
3 
4 
5 
6 

Accredited Courses 

1 
2 
3 
4 
5 
6 

No.of 

130 
30 
24 

7 
4 
2 

40 
6 
3 
3 
1 

Obj. % 

66.0 
15.0 
12.0 
3.5 
2.0 
1.0 

75.5 
11.0 
5.5 
5.5 
1.5 

Category 

1 
4 
6 
5 
2 
3 

1 
6 
4 
5 
2 
3 
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It is significant that 55.5% of the aims of tertiary accredited 

courses ( courses at a high conceptual level) emphasise the 

acquisition of information and skills, compared with 80% of accredited 

courses ( courses which have a lower conceptual level). Consequently, 

there is less emphasis on the promotion of other qualities in these 

latter courses, taken, as we have seen, by students already labelled as 

disadvantaged. Approximately 15% of the aims of both courses are 

concerned with developing social awareness, but whereas 13.5% of 

tertiary accredited course aims are concerned with the promotion of 

critical decision-making ( crucial to the ability to reconstruct one's 

world),only 5% of the aims of accredited courses do so. This distinction 

has not been very important in the past at the college, because, as I 

have indicated, most students enrolled in tertiary accredited courses. 

However, the current trend which stresses the acquisition of basic 

skills and more 'relevant' and practical learning experiences, could 

see the less 'academic' student counselled to take more accredited 

courses. This process was beginning to occur, as I have mentioned, by 

the end of 1980. 

My analysis of some of the courses at Hawker College indicates that 

the acquisition of content pertaining to a particular discipline is 

considered to be the most important aim for every course. A similar order 

of priorities occurs for both the aims and objectives except for some 

differences in relation to the objectives of the accredited courses. The 

objectives of the accredited courses indicate a lower priority for 

'informed awareness', although when looking at the course aims, this 

category receives equivalent support to the tertiary accredited courses. 

Conversely, 'critical decision-making', receives less support in the aims 

and more in the objectives. However, these differences have little 

significance when considering the overall pattern. In addition, I 



- 110 -

have often heard teachers complain about not having enough time to 

'finish' a particular unit ( that is, cover a certain amount of 

information), or, that they had to quickly cover certain topics so 

that they had something to assess. The topic-coverage approach is 

supported by students themselves, who have come to believe that they 

are not learning anything unless they are being 'fed' information. 

Students, indeed, become very concerned if they are not provided with 

'notes' to study for their various tests. 'Discussion' is not seen by 

students to be an adequate teaching strategy because this learning 

experience does not have an immediately perceived link with assessment. 

Evaluation ought to highlight the discrepancies between the aims 

contained in the Campbell Report and the Hawker College guidelines, and 

the individual course aims and teacher perspectives. However, evaluation 

procedures, as they have occurred at Hawker College, can also be seen 

to be hegemonic. Course evaluation occurs for two main reasons, for 

accreditation or reaccreditation, and as feedback for the teachers so 

that they can gauge the 'effectiveness' of a particular topic or unit 

of the course. Each of these reasons will now be considered in turn. 

Evaluation is usually carried out by informal discussion with 

colleagues and students and/or by formal questionnaires administered 

to students at the completion of a unit or course. Given the notion of 

banking education and resultant student passivity, together with the 

assumption that the majority of teachers work within traditional subject 

frameworks, it is unlikely that such evaluation will lead to any 

significant change. In addition, evaluation occurs within a bureau -

cratically structured accreditation process. This has tremendous 

implications for control. Taechers devise a course - albeit within a 

traditional subject framework. This course is then perused for approval 
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(during which process there may be recommended modifications) by the 

subject head of department, then the curriculum committee, the Assistant 

Principal for Curriculum--. and the Principal• next the School Board• an 

accreditation panel, and, finally, the A.C.T. Schools Acccreditation 

Agency. Most courses at the college have been evaluated and submitted 

for re-accreditation at least once since their initial conception and 

implementation. The Accreditation Agency requires that courses be 

submitted for re-accreditation on a regular basis, at this stage, every 

3 to 5 years. Courses, as I have mentioned, are submitted according to 

a prescribed format. They are recommended for accreditation by a small 

'expert' course panel in the various 'subject'·. areas - teachers, 

university and College of Advanced Education representatives, and 

interested qualifies persons selected by the Agency. Given the notion 

of hegemony, the suspicion is that the majority of panel members would 

be working within dominant subject perspectives. Furthermore, because 

of their power to grant or withhold accreditation for courses submitted 

to them, they are thus in a position to exert influence over what 

teachers teach. However, the vetting process does not end with the 

course panels. Each panel has to submit a report on the courses that 

have been submitted for accreditation to the Accreditation Agency. The 

latter reviews the recommendations, and decides whether or not to 

accredit a particular course, and determines the period of accreditation. 

The Agency consists, at any one time, of a committee of 5 members who 

are considered 'expert' in curriculum - one from the Canberra College 

of Advanced Education, one from the Australian National University, one 

from the Australian Council for Educational Research, one from the 

A.C.T. Teachers' Federation, and the Chief Education Officer of the 

A.C.T. Schools Authority. 

The second reason for course evaluation, referred to earlier, is the 

provision of feedback so that the teacher may gauge the 'effectiveness' 



- 112 -

of a particular topic, unit, or course. 'Effectiveness seems to be 

defined according to two main criteria. First, how 'relevant' is the 

information? Second, to what extent are the aims and objectives of a 

particular course being met? Both of these concerns can be seen to derive 

from a positivist framework. Michael Apple pursues the question of the 

'behavioural objectives' approach to evaluation. His ideas are interesting 

in view :of _the emphasis on aims and objectives at Hawker College. Geoffrey 

Esland takes up the question of 'relevance'. His thoughts are also 

interesting because of the prevalence of the use of the term at Hawker 

College in relation to the selection of course content. 

Apple suggests that most institutional and course level evaluation 

fits into a 'systems management model' of evaluation·. 38 • This model is 

prevalent, he believes, because of pressure to make education 'scientific' 

or 'objective'. Apple argues that the over-emphasis on aims and 

objectives in education is because schools are more likely to gain 

political and economic support if they produce a more observable product. 

Thus, students are evaluated according to whether or not they have met 

pre-specified objectives, which, preferably, have been defined in 

measurable terms. If students do not meet objectives, alternative 

experiences or strategies are devised to better enable them to do so. 

The objectives themselves are not usually questioned ( as at Hawker 

College), rather, the deficiency is seen to be in the student. This 

'process-product' reasoning, Apple says, leads us to consider people as 

things, as manipulatable abstractions. Efficiency becomes the overriding 

goal. 39 • At Hawker College, for example, the desired end product is a 

student with a number of rank ordered course scores which have been 

derived from 'objective' assessment procedures. If we accept that course 

aims and objectives are defined according to parameters set by the 

dominant culture, students are being led to behave in ways that are 

acceptable to that culture. 
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According to the A.C.T. Accreditation Agency course guidelines for 

the secondary colleges, courses submitted for accreditation must contain 

aims and objectives. Although not a specification, many courses also 

contain individual unit objectives. At Hawker College the Principal has 

made it school policy that every student be given a detailed unit program 

at the commencement of each unit. This program is meant to contain unit 

objectives, an outline of the content to be covered, and the frequency 

and type of assessment instruments to be used. In addition, students are 

given a 'work program' sheet which enables them to 1fill in' when various 

pieces of work are due to be submitted. The intention is to enable 

students to plan their work efficiently so that they will be better able 

to meet unit requirements. Teachers are not meant to deviate from the 

unit program because it could interfere with student planning of their 

work load or with tests that have been planned for a particular time by 

other teachers. I believe that this policy, whereby unit programs are 

required to be planned in advance, helps to maintain a 'behaviourist' 

approach. It leads to what Elliot Eisner refers to as a 'predictive' 

model of curriculum development. This is a model in which objectives are 

' •••• Formulated and actively selected which are 
predicted to be useful in enabling children to 
attain the specific behaviour embodied in the 
objective. In this model, evaluation is aimed at 
determining the extent to which the objective 
has been achieved. 11

40
_ 

Therefore, although teachers may believe that they have a large degree 

of flexibility over what they teach. , the constraints imposed, first on 

the level of course objectives, second, ,c.m the level of unit objectives, 

and third, on the level of classroom objectives defined according to 

the unit program required to be given to each student, effectively works 

against such flexibility. It also works against student involvement in 

curriculum planning, in that they have very little opportunity to 
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negotiate content and forms of assessment prior to enrolling in a unit. 

In addition, the assessment of students is not only competitive and 

normative, it is continuous. Each course may have between 4-6 assessment 

items for any one unit. Indeed, during the first two years that the 

college operated, there were between 6-10 items of assessment for any one 

unit. However, student complaints, and teacher concern about 1over

assessment' resulted in this frequency of assessment being reduced. My 

main point here, is that students are assessed, on the average, once 

every two weeks for each unit they are enrolled in. This, I would argue, 

increases the likelihood that what is 'taught' is most likely to be 

content which is easily pre-specified and 'measurable'. If a student is 

enrolled in 5 courses ( the usual number), this could mean being 

assessed at least twenty times in twelve weeks! This indicates a need to 

think again about the implications of continuous assessment as it 

presently exists in the secondary colleges. 

I am not advocating that we do away with behavioural objectives 

altogether. Nor am I advocating that we do away with the evaluation of 

stud~nt work. In some situations behavioural objectives do serve a valid 

purpose. For instance, in a situation where they define and measure 

achievement in basic skill areas. By basic skill I mean a skill which a 

student needs in order to move successfully from one learning experience 

to another, for example, reading, writing, computation, and when learning 

a musical instrument or a sport. I believe there is also a social 

responsibility to ensure that students meet the minimum essentials 

( skills and knowledge) required for recognition as a qualified person, 

for example, a doctor, lawyer, carpenter. These learning situations 

would require continuous evaluation and feedback of a student's 

performance. But this does not mean that we have to use competitive norm

referencing assessment procedures. Criterion-referencing allows for the 

development of minimum level competence in basic skills, the development 
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of individual talent, self-paced learning, and the development of 

excellence in all areas of endeavour. It also allows students to receive 

credit for improvement without being compared with other students. 

Esland has developed the interesting notion that the concern for 

'relevance' is a logical consequence of the reification of knowledge, 

d h f . . . h 41. H" · an as sue , unctions to maintain t e status quo. is argument is 

significant because of the continued demand by teachers, students, and 

the community for 'relevant'education. What he proposes, is that the 

notion of 'knowledge as technology' is an integral part of a reified 

view of knowledge. Esland argues that usefulness is the main criteria 

for the selection of curriculum content, 'usefulness' being defined 

according to the perceived needs of the economy at any particular time. 

He says that this 'utility ideology' ensures that 'relevant' knowledge 

is that knowledge which is seen to be useful on both pedagogical and 

economic grounds. The consequence is that teachers, because they are 

competing in an open market situation for public support and scarce 

resources, teach that knowledge which is · perceived to be relevant, in 

order to justify their existence. Thus, if economic·benefit is the main 

criterion for the selection of course content, the link between the 

economy and schools will be strengthened. Present demands for a tighter 

correspondence between school and work are illustrative of this 

'utility ideology'. 

The implication of Esland's argument is that most teachers are likely 

to treat the demand for relevancy as unproblematic. The general assumption 

being, that what is perceived to be 'relevant' knowledge is also 

'worthwhile' knowledge. The criteria for defining both 'relevant' and 

'worthwhile' are not questioned. I think it is safe to say, that at 

Hawker College, where the 'relevancy' of curriculum content is a prime 
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concern, the criteria for 'relevance' is investigated very rarely. 

Therefore, it seems reasonable to assume that the everyday use of the 

term 'relevant', as it applies to the selection of course content, would 

be supportive of the dominant culture. The notion of 'relevance', as it 

is employed at Hawker College, appears to have three levels;,of meaning. 

First, the notion is connected with differential access to high status 

knowledge. Secondly, it is defined according to the criterion of 

'usefulness' for everyday life - a perspective which may represent a 

therapeutic response to a given situation. The third level of meaning, I 

would suggest, is related to Esland's notion of knowledge for economic 

benefit. 

The definition of 'relevance' as differential access to high status 

knowledge is tied up with the notions of 'ability' and 'labelling'. What 

is perceived to be relevant knowledge for one group of students, may not 

be considered relevant for others. This can occur in relation to the 

courses certain s.tuden..t~ ;ar:e .:expected to take (for example, . 'low ability' 

'students are ·expect-ed .. te ,"·t~ke. accredited ' ctourses ) ~ and i:n .the .classroom . . '.. . ·. . .. 

practice. ·of ,teach~fsJ for example,- the dfffering·expectations according to 

_t student'·s :· social'.clas$). The concern to select information and skills 

which will 'suit' particular students may do little to overcome 

inequality, and, as Pierre Bourdieu and Jean Anyan have suggested, may 

also deny them access to cultural capital.
42

"Anyon 1 s work has also 

highlighted another dimension to the question of differential access 

to empowering knowledge. Her study, a comparison of schools classified 

according to the socio-economic background of their students, indicates 

that teachers will vary the type of knowledge transmitted to students 

on the basis of the social class stratification of the school.
43

· Thus, 

although the official curriculum may be the same, selection within it, 

or the interpretation of it will differ, for example, for students 
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attending a school which is classified as having predominantly middle 

class students, compared with, say, a working class or executive elite 

school. Therefore, according to Anyon's research, there is likely to be 

differential access to knowledge between schools as well as within a 

school. It is. generally accepted that the students attending Hawker 

College are predominantly 'middle class'. Lance Chapman made the 

following comment: 

"Hawker College attempts ••• to complete 
their ( the students) socialisation into 
middle-class norms, values and aspirations; 
eg; deferred gratification, a bookish culture, 
the Protestant Work Ethic, upward mobility, 
hierarchy, responsibility, personal 
involvement; and as much autonomy and self
actualisation as are consistent with climbing 
the ladder of success. 11

44
_ 

My assumption, given that Anyon's findings are applicable to the 

Australian situation, is that the teachers at Hawker College are likely 

to be selecting that knowledge considered 'relevant' for 'middle class' 

students. That is, knowledge which is highly commodified, considered to 

be external to the learner, and which is seen to be generated from 

i 11 d b I I 45
• A k 11 h soc a y approve sources or y experts • t Haw er Co ege t e 

curriculum largely comprises subjects, or courses, derived from 

traditional bodies of knowledge or 'subject disciplines'. Teachers mainly 

employ a 'banking' pedagogy. Knowledge is commodified in that it is 

seen by both teachers and students to have an exchange value for either 

good grades, tertiary entrance, or employment in the occupational 

hierarchy. 

SUMMARY 

This chapter has explored how hegemony may occur in a specific 

situation. I have argued that the establishment and nature of the 

secondary college system in the A.C.T. can largely be understood as an 

example of the selective tradition of a dominant culture at work. I have 
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suggested that consequently subsequent curriculum development, such as 

that which has occurred at Hawker College, can be viewed as an aspect 

of this same process. 

I have suggested that ultimately what the Campbell Committee hoped 

to achieve could not be successful because they were working within a 

framework supportive of the dominant culture. Because of the contradictory 

nature of liberal educational ideology teachers are constrained to act in 

ways which produce unintended consequences which are in opposition to 

their professed ideals. Teachers do not question the total context of 

the school, and thus do not adequately grapple with forces for change 

and stabilisation. Because educational practices are taken as given, 

contradictions in schooling persist. Thus secondary schooling continues 

to contribute to the formation and perpetuation of social and economic 

inequality, and hinders the development of inqividual potential and 

personal autonomy. 

CON:CLUSION-

The selective tradition explains how a dominant culture maintains 

itself by continually selecting and redefining social, economi_c, and 

political 'problems', including those associated with schooling, within 

the parameters of the dominant ideology. Two important problems which 

need to be confronted by teachers have arisen from this analysis. One 

involves the question of the validity of the prevailing interpretation 

of progressivism on the theoretical level, and the effects or 

consequences of how it is put into operation in the classroom. It is 

not enough to articulate an ideal, practices must be devised which 

provide the greatest opportunity for the theory to become operational. 

The second problem therefore, has to do with developing an alternative 



- 119 -

way of viewing schooling from that presented by the dominant ideological 

framework. reachers need to go beyond traditional liberal assumptions 

about schooling. They need to look for alternative practices which will 

help promote those values or qualities which are believed to be 

worthwhile, for example, equality, freedom, personal autonomy, and praxis. 
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CHAPTER FIVE 

CONCLUSION AND POSSIBILITIES FOR CHANGE 

This chapter suggests some of the ways I believe teachers can work 

towards a more radical, or emancipatory, pedagogy, , which, as Henry 

Giroux suggests, will connect critical theory with the need for social 

. 1. action. 

The notions of ideology and hegemony emerge as important concepts for 

educational theory and practice. These concepts highlight the political 

nature of schooling, its oppressive aspects, and the means by which 

cultural domination is maintained in schools. However, these notions also 

contribute to our understanding of contradictions in schooling, and in 

this way point to possibilities for change. Following on from this, what 

becomes important is that we try to come to grips with how social reality 

is consituted by different social groups, and how particular meanings 

are produced and reproduced in both the wider society and the school. 

This means situating ourselves in a particular socio-historical context, 

and grappling with the ways political and economic forces, our own 

social location, and the dominant culture, inform our perceptions in 

the world and our practice. This points to the need to develop a 

critical historical consciousness in order to understand these social 

and political forces and social structures with a view to transforming 

them. As Rachel Sharp says, 

" ••• what disadvantaged groups in our society most 
need is not myths but knowledge. A policy designed 
merely to preserve the subcultures also preserves 
the cultural blinkers which serve to disguise the 
nature of an inegalitarian society." 2 . 

Radical educationists argue that because schooling reproduces the 

social relations of the wider society ( the social relations generated 

by a capitalist mode of production), economic and social revolution 
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has to occur before any worthwhile change can take place in the process 

of schooling. I support this notion in so far as it recognises that as 

long as unequal social relations and economic structures persist in the 

wider society, so too will educational outcomes. Therefore, we should be 

working towards a socialist condition. However, I question the notion 

of revolutionary change or practice put forward by radical educationists. 

It is too simplistic, and because it provides no practical guidance for 

action, tends to lead to a sense of powerlessness. I no not think that 

change will occur 'overnight'. Nor do I think that awareness of the way 

schools reproduce capitalist social relations is sufficient. We must 

work from the assumption that, at least in the forseeable future, the 

capitalist mode of production will persist, as consequently will the 

social formation which accompanies it. I believe that a more acceptable 

approach to 'revolutionary practice' can be extrapolated from the ideas 

advanced by Antonio Gramsci. Joseph Femia, in his interpretation of 

Gramsci~s work, says that according to Gramsci, 

" ••. the dominant ideology in modern capitalist 
societies is highly institutionalized. It 
follows that a frontal attack, or direct assault 
against the bourgeois state .•• can result only 
in disappointment and defeat. " 3 • 

The suggestion is, that because most people continue to perceive the 

world according to the parameters set by bourgeois thought, they would 

be hostile to attempted revolutionary change. Instead, Gramsci 

-advocated the gradual development of counter-hegemonic thought. Gramsci 

believed that the more effective way to institute change was the 

" ••. steady penetration and subversion of the 
complex and multiple mechanisms of ideological 
diffusion. The point of the struggle is to 
conquer one after the other all the agencies of 
civil society (e.g. the schools, the 
universities, the publishing houses, the mass 
media, the trade unions)."

4
• 

Therefore, given that the formation of a counter-hegemonic consciousness 

is possible ( the contradictions in society are the basis of this process), 
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it follows that change can occur. Thus, conditions do exist to effect 

change, but social transformation can only be very gradual, and a long 

term goal. It seems to me, that an explication of ruling class hegemony 

would provide the basis for generating counter-hegemonic thought. I 

believe that schools, or at least teachers, can play a significant role 

in this process. 

Radical educationists argue that liberal reform to date has failed to 

effect an adequate transformation of schooling from the prevailing form 

to a more equal, liberating education. They contend that liberal 

educationists have not taken the total context of the school into 

sufficient account. However, radical educationists themselves·..:appear .to· 

be falling into the same 'trap'. When considering possibilities for 

change, they also tend to ignore the total context of the school. They 

overlook the dynamic nature of capitalism and the social relations it 

generates. The reproductive paradigm also tends to be reductionist. It 

presents the relationship between the demands of capitalist industry and 

schools as too simplistic. Schools are presented as if they have no 

' · · f h · ' 
5

• R h autonomous or semi-autonomous existence o t eir own. at er, 

economic forces are held to be almost totally responsible for the nature 

and development of schools.
6

• Thus, the dialectical relationship between 

schools and society appears to be missing. Richard Johnson makes a 

significant point when he says that 

"The development of schooling is no simple 
extrapolation from the changing needs of capital. 
The history of schooling is ••• one of discontinuities 
- a series of breaks and reversals, stagnations and 
advances, crises and settlements. We have suggested 
that political struggles were crucial to an under
standing of such developments and that these 
struggles should alert us to the wide variations of 
futures possible on the basis of the present." 7 • 

I support the notion that the main function of capitalist schooling 

is to reproduce the labour power for capitalist production and 
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consequently functions to reproduce the social relations that 

accompany this mode of production. However, because schools are 

composed of people from different class backgrounds, they mirror the 

contradictions present in the wider society. The dynamics of capitalism 

would suggest that possibilities for change arise from the tensions and 

conflicts which exist between the different social classes - on the 

broader scale, and within schools. I do not want to buy into a discussion 

of the nature of 'social class', nor embark on a detailed examination of 

social change. It is beyond the scope of this study. However, it does 

seem significant, as Connell and others emphasise, that 'class' be seen 

as an historical system, and that it is important to grasp its dynamics 

when considering possibilities for change. Connell suggests that we 

think of the notion of class as a 'structuring process'. By this he means 

'ways in which social life is constantly being organized 1
•
8 • This means 

that both the working classes and the ruling classes consist of dynamic 

groupings and alliances. In addition, not only are social relations 

dynamic, with classes continually restructuring, but, as I have discussed 

previously (chapter 3 ), each social class generates its own ideology or 

world view. The ideologies of subordinate classes are in constant tension 

with the dominant ideology - the world view generated by the ruling 

classes. Thus, it becomes important to remember that hegemony is not 

static, nor is it a cohesive force. Furthermore, as Giroux points out, 

the ruling classes do not have direct control over such cultural 

apparatus as schools. This limits the control of dominant classes over 

cultural spheres, and it also 'makes possible the gaps, tensions, and 

modes of resistance that contain a critique of the hegemonic order' 9 · 

Thus the ruling classes must constantly struggle to accommodate or 

incorporate challenges to their dominance. For instance, the work of 

radical educationists represents a challenge to ruling class hegemony. In 

addition, the working classes do make demands for economic and social 



- lZ/ -

reforms, for example, the widepread concern in Australia during the late 

1960 1 s and early 70's about unequal chances in education for the 

different social classes. School policies and practices therefore can 

also be seen to be informed by working class interests, and school 

reforms can be seen to have benefited both the working classes and the 

ruling classes. Although the concept of a selective tradition indicates 

that most challenges will be accommodated to accord with the dominant 

ideological perspective, the important thing is that class conflict 

does exist, and progressive change can result from the process of 

accommodation. For instance, we do have universal public schooling· to 

the age of fifteen. I believe that this is better than no schooling at 

all. Schooling is justified because of the aims of freedom and equality. 

If the majority of people were denied access to schooling. social and 

economic inequalities would most likely be intensified. As Rachel Sharp 

suggests, schooling enables access to broader frames of reference, 

d d i 1 h h lO. O h h d d systematic stu y an crit ca t oug t. ver t e past one un re 

years or so, and particularly during the last two decades, schools have 

increasingly offered students greater opportunities to maximize their 

potential in a humane environment. For example, at Hawker College: (1) 

there are more informal, open social relations between teachers and 

students; (2) an attempt has been made to recognise individual talents 

in the awarding of graduation certificates at the completion of Year 12, 

albeit that academic ability remains the main criterion . to ccac.hieve 

graduation with either credit or distinction; (3) the curriculum has 

been diversified ( that is, the range of subjects has increased) to 

better cater for individual interests; (4) two teachers and two students 

are elected annually to represent each of these groups respectively on 

the school board; (5) upon request students can attend staff meetings; 

(6) there is a Student Representative Council; (7) the.emphasis on 

pastoral care, and the everyday actions of most teachers, indicates 
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that there is a concern for the welfare of individuals; and (8) the 

architecture of the school - split level with a variety of rooms - is 

intended to promote more informal, flexible teaching styles. 

I have suggested that there is a need to go beyond liberal assumptions 

if we want to effect significant, worthwhile, curriculum development. 

However, as my discussion above indicates, I am not advocating that we 

completely do away with all that has gone on before in schools. Many 

progressive ( in the sense of improved) practices have evolved within 

the prevailing educational paradigm. I think it can be said that these 

practices probably derived from the humanistic beliefs and assumptions 

that underpin liberal educational ideology. For example, the belief in 

the possibility of the perfectibility of human beings through education, 

and the belief in the power of education to promote progressive social 

change. The educational aims of personal autonomy, equality, and the 

opportunity for students to achieve their maximum potential regardless 

of their interests and abilities, rest on these assumptions. I believe 

these assumptions ought to form the basis of schooling, but only if 

they are interpreted and acted upon in accordance with the notions of 

freedom and equality as I have defined them. That is, in terms of 

personal autonomy, parity of esteem, and praxis, and not in terms of 

oppression, alienation, exploitation, and inequality, as they seem to 

be interpreted in the secondary colleges. The problem is how to nourish 

these goals in ways that will not distort them either through a distorted 

interpretation and/or practice. Many teachers are committed to these 

goals (the d~velopment of the Hawker College guidelines indicates this) 

but seem unaware of the way their classroom practice may work against 

their achievement. 

Freedom rests on the desire for personal autonomy and responsibility 
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for one's own decisions. It can only be attained in a context of 

equality and respect for persons. The notion of personal autonomy infers 

a balanced concern for the welfare of the individual and the welfare of 

others. For autonomy to be possible, the individual has to operate as 

a conscious being. This means being able to view society critically, being 

able to reflect on one's own social location, on social and historical 

processes, and on ways to act or effect change where it is perceived to 

be necessary. Education for liberation therefore means providing people 

with the opportunity to develop empowering knowledge in the sense of a 

critical consciousness as I have just defined it. It means providing the 

opportunity for individuals to develop alternative ways of thinking and 

acting in the world other than the prevailing patterns of thought and 

behaviour defined according to the dominant ideological perspective. As 

Connell and others state, 'the only education worth the name is one that 

forms people capable of taking part in their own liberation 1
•
11 · 

Equality, resting on the notion of parity of esteem, refers to the 

right of people to develop differently, but within the parameters of 

concern for others. If we are serious about promoting personal autonomy 

and equality, we should be trying to initiate educational practices that 

will promote the welfare of all - not the welfare of some at the expense 

of others. 

Now to consider the implications for teacher action that the concept 

of hegemony and the notion of class dynamics raise. If we accept that 

teachers mediate the dominant ideology in their everyday classroom 

practice, given that they develop a counter-hegemonic world view, I 

think that teachers can play a significant role in the development of 

a more liberating form of schooling. However, ultimately, teachers 

cannot work alone. Although a radical educational theory and practice is 

significant, it can only form part of a broader movement if social 
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reconstruction is to occur. As R.W. Connell suggests, teachers need the 

support of other groups who influence schooling, and who also, I would 

argue, have an interest in transforming the present situation in schools. 

For example,parents, students, school administrators, intellectuals, 

the women's movement, and the labour movement generally. 12 • How to 

engage the support of such groups and mobilize political action for social 

reconstruction in the wider society needs much more thought than I can 

give it here. Instead, I would like to explore some of the ways a 

classroom teacher may work to transform schooling. If teachers can 

contribute to the development of more critically aware students, this 

may have an impact on how students act in the world once they leave 

school. The implication being that students will work to change present 

social and economic injustices. 

The initial problem is how to get teachers to recognise the need for 

change - in the wider socie-ty and in schooling - and develop a 

commitment to working towards radical change. Hegemony makes it difficult 

for us to perceive possible alternatives, or indeed, that an alternative 

is desirable. Connell suggests that the basis for change is the 

recognition· by public school teachers that they are the teachers of the 

working classes. He says that until teachers recognise this fact, and 

take pride in it, the 'real character of the problems they face will 

remain obscure 1
•
13• The extension of this, is that teachers need to 

make their own class explicit ( in many instances, this will mean seeing 

themselves as members of the working classes), and understand how their 

own class consciousness or world view informs their teaching practice. 

In other words, teachers need a 'sophisticated understanding of the 

context of political activity and the structure of the society we are 

trying to transform' 14 • I do not think that teachers at Hawker College 

had such an understanding when they formulated the guidelines for 
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curriculum development in 1980. The guidelines can be seen to be an 

'updated' version of those contained in the Campbell Report. The main 

difference being concessions to contemporary economic circumstances. 

These include the concern to articulate the link between school and work, 

and the concern to 'educate' students for a future of increasing leisure 

time. There was no questioning of the ideological framework, and there 

was no attempt to develop 'a commonly shared, systematic and coherent 

15. 
world view.' There was an attempt to incorporate into the guidelines 

the various perceptions of schooling of the different teachers and 

parents. This was achieved by simply increasing the list of aims and 

objectives, rather than working out in a critical way the meaning and 

significance of these aims and objectives, and their implications for 

practice. A pressing question therefore is, how can this sort of 

situation be changed? Gramsci suggests that 'intellectuals' are the 

answer - a group of critically self-conscious people who can act as a 

16, 
catalyst for change. Intellectuals, so defined, can -be seen to exist 

in universities and other tertiary institutions, for example, Henry 

Giroux and R.W. Connell, to name just a couple. No doubt there are many 

teachers in schools who have also developed such a critical perspective. 

These I intellectuals'. • . either via t-eacher. education programs·,. informal 

discussions with colleague_s, the 'infiltration' of relevant committees 

or organisations along the lines suggested by Gramsc_i, which I referred 

to earlier, the setting up of discussion groups in one's own school in 

order to critically appraise the prevailing educational framework and 

work out strategies for change, or possibly by the use of the media, can 

gradually work to assist others develop a 'critical consciousness'. 

Thus the starting point for emancipatory education is the critical 

awareness of teachers. However, the problem does not stop there. Teachers 

have to be careful not to be reformist. Hegemony is dynamic and indirect. 

Challenges to ruling class domination can be accommodated by redefining 
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and incorporating 'reforms' in such a way that 'Prevailing practices 

are not significantly altered. Therefore teachers need to constantly 

strive to make explicit the ways hegemony may be imposed. They need to 

view policy statements, public debates, media statements, and 

professional discourse, according to the underlying ideology. 'Common' 

educational terms need to be clearly defined, and their implications 

for practice clarified.For example, what do we mean by 'personal 

autonomy', 'equality', 'back-to-basics', 'transition education_', 

'individualized learning', and a 'diverse curriculum'. Teachers need to 

look for ways the dominant ideological framework informs their classroom 

practice. They need to question the form and content of the curriculum 

by critically examining course content, textbooks, and their own 

pedagogy. This infers looking at what counts as knowledge and how it 

is produced, selected, and legitimated, Looking at prevailing methods 

of evaluation, and examining the commonsense assumptions and life 

experiences of teachers and students. 

Challenges to ruling class hegemony can also be accommodated by some 

of the ways schools are organised. This presents another area for 

teacher concern. For instance, teachers : (1) are put into open 

classrooms, but do not know how to use them effectively .( I · have seen 

teachers put up screens to turn an 'open area' into a 'normal'· 

classroom); (2) they are told to develop their own courses, but not 

given the time to do it, or are provided with guidelines on how it has 

to be done ( for example, the guidelines provided by the A.C.T. 

Accreditation Agency); (3) they are isolated in classrooms with twenty

five students at any one time ( this is the maximum class size at Hawker 

College); (4) they are given a minimum amount of time to prepare 

lessons; and (5) they are expected to attend meetings, liaise with 

the community, improve their qualifications, and to generally sustain 
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( in their own time) their professional development. The time and 

energy required of teachers, and the pressures of interacting with 

large numbers of students in any one day, tends, I would argue, to 

reinforce 'traditional' practices. The teacher falls back on 'tried-and

true' methods, just to 'survive'. Given that teachers work within these 

everyday constraints, as well as the broader hegemonic constraints 

mentioned earlier ( such as positivism), it becomes even more important 

that teachers always consider their theory and practice together. It is 

not enough to believe we are connnitted to worthwhile goals if our 

practice negates this commitment. 

If the first step towards a more liberating form of schooling is for 

teachers to develop a critical perspective, the next step is the 

development of a radical pedagogy. The assumption is, that once teachers 

have developed a critical perspective, they can then assist students to 

see how their consciousness and actions have been formed, why they 

believe what they do, and act as they act. The aim is social action 

mediated by critical analysis.17 • 

I would now like to explore some of the characteristics that could 

comprise a more liberating pedagogy than presently prevails in schools. 

What the critique of schooling developed in this investigation indicates, 

is that the focus of a radical pedagogy must be the development of a 

critical consciousness, or critical thinking. Freire contends that a 

person's spontaneous approach to the world is not a critical one - they 

simply experience the world,18 · A similar point is made by John Hinkson 

in his argument against a form of schooling which concentrates on the 

immediate experiences and interests of the individual. He believes that 

ultimately this does not promote the welfare of the individual, because 

it effectively denies them the opportunity to develop a critical, 
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reflexive consciousness. This notion has also been developed by Connell, 

who argues that schools should not simply be an 'agent of present 

working-class purposes', but must 'oppose those aspects of working-class 

19. 
life which are themselves oppressive'. Critical thinking implies a 

learning process in which the individual does not merely adjust to 

societal forms, but as William Proefriedt says, 'actively reworks these 

20. 
forms for their own benefit and the benefit of all', Similarly, Freire 

suggests, that in order to transcend a situation of oppression, people 

must 'first critically recognise its causes, so that through transforming 

action they can create a new situation - one which makes possible the 

pursuit of a fuller humanity 1 .21. 

Banking education, as Freire has posited, cannot work towards 

liberation because it attempts to control thinking and action, and leads 

22. 
people to adjust to the world of .oppression. He advocates that it' be 

replaced with 'problem-posing' education. This is characterized by 

dialogue, in which the 'facts presented by the real or concrete context 

are critically analyzed'. The aim is for people to take on a new and 

different theoretical perspective which will provide them with a more 

23. -
acceptable way of viewing the world. Thus the development of critical 

thinking or 'consciousness-raising', refers to a process whereby people 

can combine theoretical understanding with experiential activity. But 

more than this, consciousness-raising implies the critical reflection on 

personal and human experience generally, with the aim being purposive 

social action. Hence the importance of 'historical sensibility' as a 

conceptual tool for critical thinking. 24, I have already referred to 

Giroux's very important point that positivism subverts the development 

of an historical consciousness, which, he argues, is crucial for the 

development of crit~cal self-reflection and appraisal of social and 

25. 
historical forces, and thus praxis. It needs to be reiterated here 
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in view of the link which I believe has now been established between 

an historical understanding of social processes, critical thinking, and 

praxis. Rachel Sharp proposes that disadvantaged groups should be taught, 

for example, the pattern of income and property distribution, the 

ownership structure of Australian industry and commerce, and their 

implications for such issues as resource allocation and job 

opportunities. 26 • We can now see the 'suppression' of history, evidenced 

at Hawker College, for example, in the small or declining enrolments in 

such subjects as 'People, Beliefs and Society', 'Australian History', 

'Ancient History', and to a lesser extent 'Archaeology and Anthropology', 

as having greater significance beyond the fact that history is accorded 

lower status than Science or Mathematics. It is pointed out in 

Expectations of Secondary Schools, and Schools To Grow In, that these 

subjects generally receive the lowest rating by teachers, students, and 
27. 

the community. If such subjects can be seen to play a significant 

role in the development of a critical consciousness, teachers should be 

actively promoting these subjects to students, parents, and the community 

generally. My examination of the aims of twenty three courses at Hawker 

College revealed that it was the subjects such as those just mentioned, 

that were most concerned to promote critical reflection of our society, 

one's own location within it, and the notion of reality being an 

historical and social construct. 28 • 

Following on from this discussion of the need to promote critical 

thinking among students, the next question therefore becomes, how can 

classroom teachers go about developing 'problem-posing·' education? I 

believe that the starting point ought to be the articulation of the 

assumptions and beliefs which should underpin a radical pedagogy. These 

beliefs and assumptions would then form the basis for the development 

of an appropriate classroom practice regardless of a teacher's 'subject' 
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area. I would now like to outline those beliefs and assumptions which 

I think ought to inform our educational practice. 

First, I contend that teachers must start from the assumption that 

learning is an active process, with learners continually constructing 

and reconstructing their world. They must not treat people as passive 

recipients to be 'fed' information, and they must realise that what is 

learnt is not necessarily observable or measurable. This means that 

teachers need to change from teacher-centred 'instruction' to student

centred enquiry. The idea is to gradually evolve from a structured, 

formal, 'classroom' situation, to a more informal, co-operative learning 

environment, in which the teacher, as well as the students, is seen to 

be in a learning posture. A simple strategy to start with might be 

co-operative group work. I have found that small group workshops help 

students to become more confident in expressing their ideas, and in 

interacting with other students. It also enables the teacher to move 

freely about the room, and interact at a personal level with each student. 

Second, teachers must assume that each person brings unique experiences 

and perceptions of the world, and talents, to any learning situation. 

These must be built upon and critically evaluated. It is crucial that 

students come to see their daily experiences as problematic because, as 

Giroux contends, 'they can then move beyond the personal sphere and 

attempt to leap to more abstract theoretical conceptualizations and 

cultural codifications 1
•

29 • The implication of this is that students 

should be assigned an active, rather than a passive role in the learning 

situation. Therefore, teachers must actively pursue the development of 

student creativity. A creative act represents a person's unique response 

to their experiences in the world. It represents an individual's attempt 

to make sense of the world in ways that are personally meaningful. Thus, 

student creativity should be valued, fostered, and given recognition. 
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Third, teachers need to treat knowledge as problematic. Knowledge 

should be presented as dynamic and open-ended - the product of particular 

social and historical processes. Students should be encouraged to look 

critically at the 'content' of the different school subjects, at the 

information presented in books, by the media, and by 'experts'. This 

means trying to identify the social and political location, for example, 

of authors, the media, politicians, publishers, educationists, and 

teachers, and working through the beliefs and assumptions which underpin 

the 'information' presented by these individuals or groups. Students 

should also be encouraged to explore why certain types of knowledge 

become legitimated in schools and not others, and how particular meanings 

become dominant in society. I also think students are more likely to be 

intrinsically motivated once knowledge is dereified and not seen as 

something merely to be exchanged for economic and social status, but 

rather as something which is empowering, and the product of human 

activity. 

Fourth, the authority of teachers can be justified where their aim is 

emancipatory education. I believe that a teacher has an important role 

to play as a facilitator of student development towards a more critical 

perspective of social processes and human motivation. I also believe 

teachers have a responsibility to encourage the development of excellence 

relative to a student's talent or ability. Furthermore, a teacher has 

useful knowledge and insights to share with students. 

Fifth, my final assumption is that informal, friendly social relations 

are necessary to build a climate of trust between a teacher and student. 

This, I believe promotes student confidence in interacting with the' 

teacher and with the class group. A positive self-image and trust, I 

would argue, form a sound basis for exploratory, critical investigation. 
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Therefore, I am arguing that we can work within liberal structures 

and ideology to develop a radical, or emancipatory, pedagogy in senior 

secondary schooling - emancipation meaning the devlopment of personal 

autonomy, and the collective struggle of subordinate classes against 

the social forces that oppress them. Radical pedagogy has to be based on 

a critical perspective - that is, one which has illuminated the 

relationship between the dominant ideology and schooling. Although public 

schools can be seen to be institutions of cultural and social reproduction, 

they also can be seen to be made up of contradictory interests and 

social tensions. Thus schools contain the elements for liberation as 

well as for domination. Once teachers and students become aware of the 

ideological nature of schooling, and more particularly, the way ruling 

class hegemony is maintained in schools, they may come to view teaching 

and learning as a political activity, and can thus work towards social 

reconstruction. However, as Joseph Femia says, 

" ••• it is not simply a matter of substituting 
one hegemony for another. The principle of 
hegemony must itself be transformed - from a 
principle that mystifies the social situation 
to one that exposes exploitation and supercedes 
it." 

30.-
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APPENDIX 1 

HAWKER COLLEGE 

PURPOSE, AIMS AND OBJECTIVES 

The main purpose of.Hawker Coliege is to offer a GENERAL EDUCATION that 

will provide students with the knowledge, skills, attitudes and 

understanding to enable them to develop to full potential as individuals 

and to be effective members of society. 

The following aims and objectives are directed towards carrying out 

this p~rpose. They fall into four broad categories: education for self

development; education for community membership; education for leisure; 

education for work. 

AIMS 

1. To assist each student to achieve a balanced personal development -

cognitive, aesthetic, physical, emotional ·and moral. 

2. To assist each student tci achieve autonomy. 

3. To encourage scholarship and endeavour to stretch the intellectual 

capacity of all individuals. 

4. To foster creativity and initiative, 

5. To recognise and cater for individual differences, interests and 

abilities and encourage talent of all kinds and degrees. 

6. To develop the concept of learning as a life-long process. 

7. To assist students to think and learn for themselves and to foster a 

spirit of inquiry. 

8. To illustrate the inter-relationship of all knowledge. 

9. To foster the pursuit of knowledge for its own sake. 

10. To equip students to live in a society characterized by change and 

cultural pluralism. 

11. To promote respect and active concern for the welfare and rights 

of others. 
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12. To develop the ability and desire in students to be active and 

participating citizens of the community in which they live and 

contribute to its resources and improvement. 

13. To develop a concern for the natural environment. 

14. To develop the ability to make effective use of leisure time. 

15. To promote physical fitness and good health. 

16. To provide for self-satisfaction through worthwhile personal 

achievement. 

17. To provide students with the preparation and qualifications necessary 

for their fur'ther elucation and future voca~ions. 

OBJECTIVES. 

To assist students to develop: 

1. a questioning approach to knowledge; 

2. research skills; 

3. knowledge in scientific, technological ·and cultural fields; 

4. a knowledge of their physical, social, and cuitural environments 

and how these have changed and are changing, eg •• a knowledge of and 

an appreciation of the place of law and order, politics and varying 

social patterps in the Australian society; 

5. a concern for the quality of their physical, social and cultural 

environments and an awareness of the need for the conservation of 

natural resources; 

6. reasoning powers and critical ability, including the ability to 

recognise excellence, -discriminate between fact, opinion and 

propaganda and be aware of bias and prejudice; 

7. a discriminating approach to media, including print, audio-visual 

communication and information storage and retrieval systems; 

8. literacy skills, including fluency in English expression, oral, 

•written, comprehension of the written and spoken word, reading skills; 



9. numeracy skills; 

10. recreational interesits and skills; 

11. an enjoyment of all forms of communication, oral, written and visual; 

12. experience in, and enjoyment of, the arts; 

13. their own unique talents and the ability to put them to new and 

original uses. 

14. self-respect, self-confidence and a knowledge of themselves including 

an awareness of their own values; 

15. decision making skills; 

16. responsibility for their own decisions and actions and the 

management of their own lives; 

17. vocational opportunity awareness; 

18. the ability to adjust and adapt to change; 

19. an understanding of and repect for, other people; 

20. a tolerance of ideas, beliefs and customs divergent from their own; 

21. compassion and the desire to alleviate suffering, injustice and 

inequality; 

22. the ability to relate well to and communicate effectiveiy.,with, other 

people in a multicultural society; 

23. a recognition of the va.11.:i'e · of co-operation and consensus, but also 

the recognition that at times conflict and/or divergent thinking 

can be constructive; 

24. a knowledge of the physiological and psychological requirements for 

good health and personal commitment to following them. 
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APPENDIX 11 

SUGGESTED AMENDMENTS OF ORIGINAL DRAFT 

. FROM PARENTS ANb STAFF AND . 

IMPLEMENTATION OF ACTION :BY CURRICULUM COMMITTEE. 

PURPOSE 

Suggestions: 

AIMS 

(1) that the phrase "within the framework of society" be deleted.

Action: Implemented. 

(2) that "be effective members of society' be changed to "meet 

the needs of their society" in order to admit direct 

responsibility to society. 

Action: No change - it was felt that the original phrase 

was sufficiently encompassing. 

Suggestions: 

(1) that for clarification purposes, the aims be divided into 

four categories headed (a) Individual self-development 

(b) Individual as part of the community (c) Individual in 

leisure (d). Individual :in work. 

Action: The four categories suggested have been indicated 

in· an additional sentence in the introduction to 

the Aims and Objectives. It was found to be impossible 

•to categorise the aims themselves because of 

substantial overlap - the result would have been far 

too cumbersome. Aims are already arranged in logical 

order, ie., by likeness. 

(2) that several of the aims be rationalized or combined. 

Action: An attempt was made to implement this but it was 

agreed finally that no two aims were similar enough 
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to do this and that a combination of aims would 

detract from clarity. 

(3) that "personal" be deleted from Aim 2 ( redundancy). 

Action: Implemented. 

(4) that the multicultural nature of our society be taken into 

consideration. 

Action: The addition of" and cultural pluralism" in Aim 10. 

(5) that "and rights" be inserted after "welfare" in Aim 11. 

Action: Implemented. 

(6) that an additional aim "To develop a concern for the natural 

environment" be inserted. 

(7) that "further education" be included in Aim 16. 

Action: Implemented. 

OBJECTIVES 

Suggestions: 

(1) that a further objective be added to follow the new Aim 13. 

Action: The following addition was made to objective 5 - "and 

an awareness for the need for the conservation of 

resources". 

(2) that three new objectives be added to Aim 17, viz., (a) decision 

making skills (b) vocational opportunity awareness (c) personal 

values. 

Action: Implemented. 

(3) that "and actions" be inserted after "decisions" in Objective 16. 

Action: Implemented. 

(4) that the development of foreign language skills be included 

as an objective. 

Action: It was agreed that this would be too specific an 

objective; the phrase "in a multicultural society" 

has been added to Objective 22. 






