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ABSTRACT 

This thesis takes as i.ts basic premise the need for 

more democratic educational structures end practices. By 

examining the restructuring of public secondary schooling 

provisions in New South Wales in the period after 1950 it 

argues that public schools in Australia are not democratic 

institutions. 

Rather than being democratic institutions public 

schools, it is maintained, reflect the private interests of 

members of so-called "professional and professionalizing 

groups", or, more precisely, of those with assets in 

credentials or assets in organization employed within 

monopoly capitalist enterprises and state enterprises. The 

employment domain of these groups is characterized by 

bureaucratic forms of control. 

The·private interests of these groups are class 

interests in that they pertain to the maintenance of the 

material interests of those with assets in credentials and 

assets in organization through the monopoly of special 

knowledge and skills and reflect the class structure of a 

society in which monopoly capitalism has become the 

dominant economic, and, therefore, political and 

ideological, force. 
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As the above outline suggests, in attempting to address 

the question of inequality in secondary schooling, marxist 

theories and categories, most notably those pertaining to 

class formation and class struggle, are drawn upon. 

In addition, the thesis maintains that the private 

interests of those with assets in credentials or assets in 

organization are "naturalized" in and through the ideology 

of individualism and of meritocracy. By examining the 

actual way in which the labour force was being restructured 

in the post-war period the thesis provides one avenue of 

critique of these constructions and attempts to demonstrate 

the limits of equality of opportunity in a class-based 

society. 
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PREFACE. 

This study started with the question of inequality in 

education. In my own teaching practice I had been 

confronted with the question of why it was that, in spite 

of the best efforts of reformers, public secondary schools 

continue to be places in which different groups of students 

continue to have very different experiences - even groups 

of students occupying the same space (attending the same 

school) and being taught by the same (or equivalently 

trained) teachers. 

At the inception of this study I focussed on the 

"Wyndham Scheme" - or, if you prefer, on the post-war 

educational settlement worked out in New South Wales and 

embodied in law under the 1961 Education Act. 

My reasons for choosing this particular period as the 

location of. the study stemmed, in part, from the promise it 

held of uncovering the foundations upon which present 

practice rested. The 1950's appeared to have laid, both 

literally and figuratively, the foundations of much of our 

present secondary schooling system. 

The 1950's e.lso appeared to mark a period of rapid 

change in secondary schooling in New South Wales and, in 
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the literature, has been heralded as a watershed - a period 

that marked a major reform. For example Smith (1982, 

p.179) describes the "Wyndham Scheme" as "the most radical 

and interesting new development in Australian education up 

to that time. 

The restructuring of secondary schooling in New South 

Wales in the 1950's and early 1960's therefore seemed a 

good subject not only in terms of its ability to shed light 

on present educational structures and practices but in 

terms of its historical "significance". 

This, however, provided me with my first dilemma - just 

what does it mean to say that something is historically 

significant? What is the relationship between the past and 

the present? And, what is an even more difficult question 

to answer, what is the relationship between the past, 

present and future? 

Similarly, what is the relationship between what is 

historically significant and what is sociologically, or 

philosophically, significant? Is it sufficient merely to 

look at. "where you've come from'' in order to understand 

where you are - let alone where you want to get to? How do 

you generate the questions to ask? 

In my own case these were important issues given that, 

as I have already pointed out, I had not embarked on this 

study i'rom a "neutral" position. My experiences as a 
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parent with children in public secondary schools and my own 

teaching (and learning) experiences had predisposed me to 

take a critical stance in relation to many of the practices 

that are institutionalized in these schools. There was, 

therefore, a need to clarify my own value position. 

At the same time, trying to understand 

institutionalized practices meant generating questions 

about structural inequalities and not merely looking at the 

actions and motivations of individuals. Feinberg (1983, 

p.140) sums up this problem well when he writes that: 

... we need to recognize that there is a 
difference between judging the works of the 
educational reformer and judging the structures, 
possibilities and understandings that guided those 
works. 

What all this meant in practical terms was that my 

study did not develop in any linear fashion in which a 

clear research question was established, a period of 

research and data collection was entered into, followed by 

a period of writing up. I now seriously question whether 

any actual thesis is ever produced according to this 

idealized model of the process. 

Certainly in my own case whe.t is presented here 

represents many detours and deviations, many journeys down 

unfamiliar roads. The one constant has been the question 

of inequality in schooling but my search . for an 

understanding of the social processes through which 

inequalities are maintained over time has ta.ken me through 

readings ranging from the sociology of education and the 
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philosophy of knowledge (epistomology), through studies of 

the changing nature of labour processes to Utopian fiction. 

Because what is presented here represents an attempt to 

find a theoretical basis from which to address what was a 

problem that arose out of day-to-day practice a major 

problem in presenting this final synthesis for examination 

has been how to structure the whole in such a way that the 

issues this study has raised are conveyed. I have chosen 

to tackle this problem by presenting a thesis that is in 

four parts. The parts are linked by a common theme - the 

issue of the maintenance of inequality in secondary 

schooling - but each part provides a different way into 

this issue. 

Part 1 of the study represents my attempts to address 

some of the theoretical questions the study raised - an 

attempt to clarify, theoretically, my own position and 

define the, "ground" upon which I am standing in the rest of 

the study. I have also included in this section a 

discussion of the changing nature of labour processes under 

capitalism as this provides the central para.meters around 

which my study of the provision of secondary schooling is 

structured. 

Part 2 resides squarely in the domain of the 

decision-making structures of the New South Wales public 

secondary schooling system. It takes as its central focus 

one educational report: the R~ort of the Committee 

Appointed to Survey Secondar,y__E~~gation in NSW (1957), and 
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here-in referred to simply as the R~Eort. This Repo1:t is 

examined from the perspective of its ideological 

constructions. The examination attempts to draw out the 

ways in which these constructions not only condition the 

ways in which educational issues are framed (what questions 

are asked) but also conditions actual practices in schools 

by becoming institutionalized as Departmental policy. 

Part 3 of the study provides one avenue of critique of 

the ideological constructions that underpin the R~EQ~t 

examined in Part 2. By examining the actual ways in which 

the labour force was being restructured during the period 

in which the R~Q~t is located it attempts to show the 

limits of equality of opportunity in a class-based 

society. This section also argues that the "fractures" 

emerging in the labour market in the post-war period, 

"fractures" created out of the struggle for control of the 

labour processes under capitalism, are reflected in the 

"fractures" emerging in secondary schooling provisions. 

Part 4 takes up the analysis of the relationship 

between public secondary schooling and class from a 

different perspective. Drawing particularly on the work of 

Eric Olin Wright the first section looks at the issue of 

the class location of the so-called "new middle cless " -

those whose employment domain is within monopoly capitalist 

enterprises (including the state) and whose employment is 

characterised by claims to professional status, 

bureaucratic forms of control, tenured employment and 

career structures. The second section of this part of the 
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study then goes on to examine the ways in which this 

group's class interests have been "universalized'' {made to 

appear part of the general interest) and "naturalized" 

{made to appear a natural outcome rather than a 

socially-constructed one}. 

The central organizing concepts adopted in this study 

draw upon marxist (materialist} theorists. This reflects 

the extent to which the past two years of reading and 

reflection on the question of inequality in education has 

led me to conclude that any adequate understanding of the 

dynamic by which inequalities are maintained needs to draw 

upon marxist theories and categories. 

In addition, much of this study concerns itself with 

issues that lie well outside of the secondary school system 

itself. However, as Rachel Sharp {1968, p.xv) so well 

argues, the starting point for a redirected marxist 

analysis of schooling involves "taking the notion of 

totality seriously", Sharp argues that: 

... the precondition for developing a.n 
understanding of education systems is via a 
holistic and historical understanding of the 
social formations in which they are embedded and 
the dominant mode of production which is 
structuring their development. 

Sharp (p.xv) also stresses that to treat schools as a 

discrete area of study is to confine oneself "to the 

theoretical constraints of liberal theory which arbitarily 

breaks up the social world into its component parts as they 

appear on the surface of bourgeois society". 
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Sharp's claim that liberal theory arbite.rily breaks up 

the social world raises an issue central to this thesis. 

On what grounds can marxist theorists claim that their 

theories of social change provide a truer view of social 

reality than liberal theory? 

In the study that follows I have explored this question 

in two ways. In Part 1 of the thesis I have treated it as 

an epistomologice.l question that revolves around the nature 

of the abstractions used to generate knowledge claims. 

Liberal theory (and liberal epistomology) does of course 

cover a wide set of categories and a long historical 

tradition. The meaning of liberal theory I take here is 

that encapsulated in the term "technocratic rationality" -

the assumption that knowledge claims (including social 

theory) can, and ought, to be modelled on the methods of 

investigation used in the natural sciences - methods tha.t 

allow predictibility (correlations can be established), 

measurement and objectivity. 

Such liberal models of what constitutes knowledge are, 

I would now claim, inadequate in that they give validity 

only to thet which can be empirically verified. This means 

that the kinds of abstractions generated by liberal theory 

often remain, as Sharp puts it, on the "surface" of things 

- categories are externally related (correlations can be 

shown to exist) but these are not necessarily internally 

related {mutually dependent) . 

) 
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In addition, such models posit the dis-interest 

{objectivity) of knowledge claims. This, however, denies 

the social and historical context in which knowledge claims 

arise. A more adequate view of knowledge claims would be 

to see them as materially based - as arising out of human 

interests. As Hales (1981, p.140) puts it: 

There are no neutral facts. When data are turned 
into information, and information into knowledge, 
it is always for a purpose (though the purpose may 
be implicit and no individual need be fully 
conscious of it). 

From this perspective the liberal social theory that 

follows from liberal (technocratic) epistomology does not 

constitute dis-interested knowledge. It is itself one part 

of the social reality and reflects the on-going struggle 

for control over both the forces of production and the 

relations in production that make up societies constituted 

in a particular, historically- located, way. The particular 

way that they are constituted is as capitalist societies. 

Nor, for that matter, can marxist social theory be seen 

as dis-interested knowledge. The epistemological basis for 

marxist (materialist) knowledge claims is explored in Part 

1 of this thesis. The marxist social theory that follows 

from this epistomological base is one that has an interest 

in penetrating the ideological components of liberal theory 

{those components that work to reify - that is to 

"universalize" and "naturalize" - existing social 

relationships). 

The question of the basis upon which knowledge claims 

are justified is not merely an academic question. The 
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social theory each model generates helps determine 

every-day actions in the world. That is to say that ea.ch 

perspective has a sociological, as well as epistemological, 

significance. Each perspective not only addresses the 

question of what is to count as truth but helps determine 

social practice and, therefore, helps determine what is to 

count as socially just. It is this sociological dimension 

that is the implicit focus of Parts 2, 3 and 4 of this 

thesis. 

Part 2 attempts to illustrate the unity between theory 

and practice. The material location of the members of the 

committee that prepared the Report is seen as a factor 

conditioning the theoretical perspectives they draw on in 

their articulation of the issues facing public secondary 

schooling in the post-war period. This particular 

articulation of the issues helped determine Departmental 

policy and, therefore, practice in schools. In this we_y 

the theoretical locations of the decision-makers becomes 

institutionalized - becomes part of the structure of the 

social reality in which social .agents are located . 

But this thesis also attempts to demonstrate a deeper 

unity between theory and practice . It attempts to show 

that the rise of technocratic rationality in educational 

theory and practice is part of a wider struggle - a 

struggle that has shaped the overall development of 

capitalist societies. 
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Much of this study concerns itself with the way in 

which certain groups were able to utilize openings within 

the capitalist system to consolidate a monopoly for their 

specialized knowledge and skills. This monopoly guaranteed 

the market value of what Wright (1985) terms "assets in 

organization" and "assets in credentials" within the 

overall framework of capitalist relations of production. 

The establishment and maintenance of these groups' 

monopoly of these assets represents their class int~rests 

in the same way that the establishment and maintenance of 

the monopoly of capital assets represents the class 

interests of the traditional bourgeoisie. 

It is only through the employment of marxist theories 

and categories that the dialectic of class struggle can be 

investigated. Consequently, I would now maintain that, at 

the level of epistemological investigation, marxist 

(materialist) theories provide a truer view of social 

reality than liberal (technocratic} theories. At the same 

time, et the level of sociological investigation, marxist 

{dialectic) theories enable a truer penetration into the 

processes of social change than do non-dialectical 

theories. 

i 
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PART 1 

FINDING A THEORETICAL PLACE TO STAND 

1. INTRODUCTION. 

This section of the thesis attempts to outline some of 

the theoretical issues raised during the course of this 

study. Section 2 addresses the question of the nature of 

historical study by looking at the relationship between the 

past, the present and the future. This leads into an 

exploration of the problems of what constitutes adequate 

theory (Section 3} and what constitutes adequate historical 

abstraction (Section 4}. The end-point of this part of the 

thesis rests on a number of epistemological and 

sociological premises that can be termed "realist". 

Central among these realist premises is a materialist 

concept of reality in which the material world is seen as 

"real" and independent of our attempts to know it. From 

this perspective human subjectivity is also seen as 

materially based. Thinking (consciousness) is seen as a 

form of production or appropriation. 

It follows from this that human consciousness is both 

socially constructed - that is, there is no need to 

conceptualize a pre-existing human subject - and as 

active_lx_entering~intQ the reconstruction of social 

structures. The structure/agency dictomy present in much 
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sociological debate is thus recast, from this perspective, 

in terms of e.n interactive process. Giddens (1979,p.5) 

describes this process as the "duality of structure" - the 

process by which social practices are simultaneously 

created by the social structures in which they are embedded 

and enter into the creation of those structures. 

The realist epistemology also posits a concept of 

scientific enquiry that rejects the empiricist insistence 

on the measurement and correlation of observable phenomena 

and argues for the reinstatement of reflection (theoretical 

abstraction) as a way of uncovering the unobservable 

generative mechanisms {or necessary relations) of both 

natural and social structures. 

Extending this realist epistemology to historical 

understanding demands a concept of social relations as 

historically located. They are historically located in 

that they are located in actual social formations which are 

both contingent and dialectically constructed . 

These realist premises provide the basis for an 

exploration of two distinct aspects of class struggle. 

These two aspects of class struggle make up sections 5 and 

6 of this part of the study. 

Section 5 examines the concept "ideology". Ideology 

denotes one aspect of class struggle. It refers to one 

type of resource involved in group mobilizations aimed at 
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gaining or maintaining positions of domination over other 

groups. This domination is materially based. It reflects 

the exploitative relations implicit to class-based 

societies. The function of ideology is to reify these 

exploitative relations. 

In the final section the focus shifts to an examination 

of the changing nature of labour processes under monopoly 

capitalism. Although this may appear to be a considerable 

shift away from the epistemological and sociological issues 

raised in the earlier sections it is tied to the overall 

exploration of the nature of class struggle and how this 

struggle effects class formation. The theoretical 

perspective sketched in this section provides the framework 

for much of the argument advanced later in this study. 

2. WHICH DISCIPLINE? 

In the process of its evolution this thesis developed 

something of an identity crisis. I had initially 

conceptualized the thesis as an historical study but the 

shape that slowly emerged was one that lacked a narrative 

account of the per·iod under review. 

Because questions related to change and continuity in 

the provision of public secondary schooling in New South 

Wales in the post-war period appeared to be located within 

limits set by a complex web of historically determined 

factors a straight chronological account of events did not 

appear desirable in that such an approach would make it 
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difficult to avoid a simplistic "reproduction" model of 

social change. But without narrative could the thesis 

still justify itself as an historical study? 

Similarly, in attempting to understand the process of 

social change I was drawing on recently developed 

theoretical concepts. That is to say, I was bringing 

present understandings to bear on a set of past events. I 

was not attempting to "reproduce" the past in its own terms 

but was using a past set of events as a "moment" in which 

to locate a study that was as much about present 

understandings as it was about past practices. 

The writings of the Centre for Contemporary Cultural 

Studies (Birmingham University) were significant in helping 

to work through this past-present relationship. In their 

book ~~oPul~~_E.~~Q~tiQrr (1981, p. 104) this group argue for 

a view of history that recognizes, explicitly, that 

"histories are informed by contemporary needs". They argue 

that it is insufficient (if not impossible) to attempt a 

"recovery" of the past in which past events can only be 

examined within categories and understandings generated by 

the participants themselves. Rather they argue for a 

notion of historical study that allows past events to be 

evaluated, not only within the terms of, and using 

categories available to, the participants, but also using 

categories that have been generated from within 

contemporary political struggles and understandings. 
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As the study proceeded it became increasingly evident 

that, in addition to issues to do with the conception of 

the past-present relationship certain conceptions of the 

future were also implicated. Two distinct conceptions of 

the future were involved. The first was an idealized (or 
.\, 

Utop~an) future. The second involved seeing the future as 

the concrete extension of the past-present - the future as 

the reality of social relations wor~ed out within concrete 

situations . 

It became evident that a Utopian orientation was 

implicated in forming the direction the study was taking . 

Ira Shor (1980) discusses the use of Utopean thought as a 

way of developing modes of thought that allow for 

transcendendence of the given. Shor argues that, in 

teaching, the future as a "Utopian negation of the present" 

can be used as a way of developing "disgnostic/ 

reconstructive thought" (p.171). Within the context of 

this thesi, I became aware that it was from notions of what 
I 

could be rather than what is or has been that the central 

orientation and evaluative criteria were being drawn. It 

was from notions of a democratic anti-authoritarian and 

anti-meritocratic schooling structure that the central 

organizing concepts and the kinds of questitins asked of the 

data were being generated. That is to say it was from this 

Utopean orientation that the central evaluative criteria 

arose . 

/ 
/ 

/ 

But while notions of an idealized future may provide 

the evaluative criteria by which events in the past and 
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present can be questioned the future as a concrete reality 

- as that which has a continuity in time with the past and 

present - is quite another matter. Like the past and the 

present this future will be a complexity of contested 

social relations worked out within concrete situations, 

that, as Abrams {1982, p.14) points out, are structured 

around power. 

These notions of past-present-future have two important 

implications. Firstly, the Utopean element within this 

conception of the study of social processes carries with it 

the assumption that social actors create the social 

relations in which they live. That is to say it assumes 

that the future is not er.~-determined by the past-present. 

At the same time, however, the realist element - the notion 

that the future is not worked out in idealized form but is 

worked out within social structures already formed - is a 

reminder that social relations are dialectically formed. 

Social actors act within already established structures. 

But in acting they transform those structures. To quote 

Marx: 

Men (sic) make their own history, but they do not 
make it under circumstances chosen by themselves, 
but under circumstances directly encountered, 
given and transmitted from the past. 
(quoted in Fischer, E., 1968, p.93) 

Abrams (1982) suggested a model that provided a way out 

of the particular identity crisis the thesis found itself 

in over the question of which discipline it "belonged to". 

Abrams argues for a synthesis of sociological theory with 

historica.1 methodology in order to develop a new discipline 

informed by both. This he terms historical sociology: 

I 



- 17 -

a dialectic of theory and evidence, an enterprise 
in which knowledge is achieved by an intellectual 
estrangement from phenomena as well as by intimate 
contact with them. {p.316} 

Abrams goes on to argue that: 

... the past {like the present) can only be.known 
in terms of some conscious effort to theorise it, 
and that any such effort involves a recognition of 
the sense in which social realities are strange, 
relational and not directly accessible to us. 
{p.328). 

He concludes his case for a project of historical sociology 

by arguing that this project: 

... involves us in superimposing structure on 
history with a view to recovering the way history 
superimposes structure on us. It crystallises as 
a negotiation of concept and evidence in the 
concrete study of structuring. (p.335}. 

i~ WHAT CONSTITUTES ADE2UATE THEORY? 

Abrams talks of "a dialectic of theory and evidence" 

but does not address the problem of how adequate theory is 

generated. Giroux (1981) sees theory as culturally 

constructed. In illustration of this he traces the recent 

history of educational theory. He argues that educational 

theory has been characterized by a. diversity of approaches 

that "structure both the basic assumptions and the nature 

of the questions that such approaches raise and attempt to 

resolve" {p.8). 'I'hese approaches he terms "rationalities": 

specific sets ''of assumptions and social practices that 

mediate how an individual or group relates to the wider 

society. Underlying any one mode of rationality is a set 

of interests that defines and qualifies how one reflects on 

the world" {p.8). Giroux outlines three distinct 

rationalities that he perceives as having been significant 

in the recent history of educational theory and practice. 
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These three rationalities he has labelled: 

(i) technocratic rationality; 

(ii) interpretive rationality; 

{iii) reproductive rationality. 

Each of these rationalities contains its own 

epistemological base in which questions to do with 

knowledge and power, and theory and practice are located. 

Giroux also points out that these rationalities are not 

static: "every rationality has within it another 

problematic struggling to get out" (p. 11). 

Giroux sees technocratic rationality as the dominant 

educational rationality in western societies in the 

Twentieth Century. He writes of this rationality that it: 

... takes as its guiding interest the elements of 
control, prediction, and certainty. Reduced to 
the latter principles of technical control and 
certainty, its constitutive view of knowledge is 
mediated through its proclaimed goal of 
'controlling the objectified environmental 
world' . Moreover, as a result of its strong 
support of the methodological procedures 
associated with the natural and physical sciences 
it upholds an epistemology in which •knowledge 
starts from the concrete and is raised to general 
propositions through a process of 
abstraction/generalization'. Another general 
feature of this perspective is its strong 
dependence on the assumption that theoretical 
categories are independent of observational 
categories. Not only does such a position reduce 
theory to the level of being the result of 
evidence gathering and •fact' collecting, but it 
denies the very notion of a determinate 
theoretical problematic. (pp. 9-10). 

Giroux claims that this rationality, despite a number 

of different orientations, has dominated, and still 

dominates, the educational field. The historical 

"unfolding" of this rationality he sees as moving through 
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the scientific management movement of the 1920's, through 

its development in the progressive and 

structural-functionalist stages in the 1940's and 1950's to 

its present domination of the educational management theory 

of the present day. 

According to Giroux this mode of rationality brought 

with it~,i\a.T\a.gerial model of schooling in which: 

... educational issues concerning knowledge, 
values, and social relationships were reduced to 
the language of neutrality, technique, and strict 
means-ends reasoning. As theory was replaced by 
methodology ... questions regarding moral values 
and ethics were framed within a logic that 
celebrated 'scientific·' knowledge and bureaucratic 
organization. (p. 10). 

For Giroux the common ideological thread of this 

rationality is one in which science and technology 

represent progress . Within this rationality we find the 
belief that: 

quantitative and mathematical methods should 
be accorded status as the highest mode of 
reasoning, and the notion that social progress 
finds expression in the search for more 
sophisticated forms of social engineering ... 
{,t,. 10). 

In sum, from the perspective of this rationality: 

Schools and the pedagogical process itself, are 
seen as relatively neutral phenomena governed, in 
the last instance, by the technical imperatives of 
rational engineering. (p.10). 

As knowledge, within this rationality, is monological 

and objective issues to do with the relationship of 

knowledge to power lie outside its problematic. Knowledge 

is seen as value-neutral. Power is related to expertize 

but is see~/ in unprob1ematic terms. 

f 
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Within the framework of interpretive rationality 

knowledge is linked with consciousness, with 'coming to 

know'. Giroux writes of this rationality that: 

... it has a deep-seated interest in understanding 
the communicative and symbolic patterns of 
interaction that shape individual and 
intersubjective meaning ... Meaning in this mode 
of rationality is not removed from the worlds of 
the social actors themselves who constitute, 
shape, and live within its definitions. Instead, 
it is seen in its most crucial form as something 
which is constantly negotiated and renegotiated by 
the human beings as they mutually produce and 
define the constitutive rules which shape their 
interactions. Central to this form of rationality 
are the concepts of appropriation, intentionality 
and intersubjectivity. (p.11). 

Giroux sees this rationality as having provided the 

organizing principles for a number of new pedegogical 

approaches arising in the United States in the 1960's and 

1970's. Amongst these he includes the free-school 

movement, the ethnomethodology and symbolic interactionist 

movement and the lnew' sociology of education. All of 

these he sees as growing out of opposition to the dominant 

technocratic rationality. 

Instead of seeing school knowledge as objective and 

value free, this rationality poses it as subjective. 

Knowledge is seen as: 

e social construction tied to the interests, 
perceptions, and experience of those who produced 
and negotiated its meanings. Inst ead of teachers 
and students acting as agents of received values 
and truths, they were now viewed as producers of 
values and truths. {p.12). 

From the perspective of this rationality not only is 

knowledge seen as subjective but also as relative " 

knowledge is treated as e specific social act mediated by 

i 
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different socia.l rela.tionships". (p.12). Giroux argues 

that while this rationality helped to challenge many of the 

positivist assumptions and helped refocuss attention on 

"the normative and political dimensions" of teacher-student 

classroom relationships it contains its own limitations. 

In particular it ignores the structural dimension of 

schooling. As Giroux puts it: 

If technocratic accounts of schooling la.eked any 
notion of the subject, interpretative accounts 
equally lacked an adequate notion either of 
institutions or history. Consequently, the 
questions raised in the latter tradition ignored 
the structural landscape against which meanings 
were formed, negotiated, or sustained. Moreover, 
the over burdened phenomenological focus on 
intentions and human activity neglected the issue 
of precategorical conditioning. Subjectivity thus 
became falsely viewed as transparent to itself, 
and questions concerning power, ideology and the 
ethical nature of the existing society disappeared 
in a metaphysical mist fuelled by a rather naive 
optimism in the power of consciousness to change 
social reality. (p. 13). 

The third model discussed by Giroux is that of 

reproductive rationality. This mode of rationality 

focusses upon "macro-structural relationships and how these 

relations in the form of structural determinations shape, 

as well as limit, the actions of human beings". {p.13). 

Knowledge, from the perspective of this rationality, is 

seen as structured through institutions in the interests of 

the dominant classes. Power is embodied in the structural 

arrangements and social institutions: 

The central question guiding these perspectives is 
how do institutions such as schools function to 
reproduce a class-stratified society ... Its 
theoretical project develops around a.n attempt to 
expose, criticize e.nd change the way in which 
class- specific societies reproduce unequal power 
relationships ~~hini the backs of human beings. 
(p.13). 



- 22 -

Giroux points out that: 

. . . by providing a. relational analysis of 
schooling, reproductive accounts raise fundamental 
questions about the way relations of power and 
repression in schools limit and distort the nature 
of intentionality and social practice ... They 
also reveal the limits of an interpretative view 
of epistemology that lacked the criteria to render 
judgement about the value of social 
constructions. (pp. 13-14). 

In addition, because this mode of rationality is informed 

by a number of marxist perspectives class is a central 

category. Class relations are seen as essentially 

"relations QY~~ the distribution of power and the ownership 

of capital" (p.14). This rationality therefore pushes the 

analysis of schooling out beyond the confines of the 

school. But while Giroux recognizes the importance of this 

dimension he argues that this rationality itself is 

limited. For Giroux it is deterministic and mechanistic: 

... the reproduction of society appears to occur 
without the benefit of the subjects it oppresses 
... It is assumed ... that human agents are simply 
role bearers. (pp. 14-15) . 

Giroux argues for an approach in which educational 

knowledge and practices are seen to be organized on class 

principles, but the transmission process is seen as 

mediated by the cultural field of the classroom in such a 

way that determinate effects cannot be guaranteed. (p.15). 

Giroux also criticizes the reproductive rationality for 

its ahistorical view of human agency: 

... if reproductive theories lforget' that 
structures not only constitute the subject but are 
themselves shaped by human action, there is little 
room in this perspective to provide a historical 
account of the genesis of consciousness or, for 
that matter, the transformation of structure 
itself ... Not surprisingly, reproductive accounts 
leave little room for historical transformation 
and change. (p.15). 

• 
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Finally~ Giroux argues, such a stance denies the 

possibility of radical action: 

The mechanisms of structural domination appear so 
powerfully entrenched in these perspectives, and 
the possibility of human resistance so remote, 
that the message that finally emerges contains 
little hope for social action and radical 
reconstruction. (pp. 15-16). 

Giroux wants to see the development of a more 

interactive rationality - one that brings the elements of 

the structuralists' analyses and the recognition of the 

role of human agency in the determination of those 

structures together. But on what grounds can this 

"interactivist" rationality be justified? 

The German philosopher Jurgen Habermas is one writer 

who attempts to provide just such a justification from 

within what is essentially a humanist (in Giroux's terms an 

interpretive) position . 

Habermas provides a powerful critique of the positivist 

assumptions that underpin the technocratic rationality. He 

denies the basic positivist assumption that knowledge 

claims can be "dis- interested" (that is, objective). In 

his book Knowled@ and Human Interests (1968) Ha.bermas 

argues for a re-formed epistom.ology based on social 

critique. 

For Habermas all human knowledge relates to two 

distinct, anthropologically and ontogenetioally 

established, forms of action in the world {or interests). 

The first of these relates to instrumental action and 
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arises from humans' interest in emancipation from the 

constraints of external nature. The second relates to 

communicative action and arises from an interest in 

emancipation from repressions of internal nature. 

Because this second "interest" is dialogical in form 

(embedded in language) and institutionally secured (in 

ideology) a critique of knowledge is methodologically 

possible only through the self-reflection of the knowing 

subject (that is, as social critique). 

1968, pp. 58--63). 

{ see Habermas, 

Habermas discerns three distinct knowledge-constitutive 

interests in modern scientific inquiry that have arisen out 

of the pre-scientific interests embedded in instrumental 

and communicative action. These represent three categories 

of scientific inquiry in which connections obtain between 

logical-methodological rules and knowledge constitutive 

interests. These three knowledge-constitutive interests 

are: 

{i) Empirical-analytic s ciences (embedded in 

instrumental action). 

(ii) Hermeneutics {embedded in communicative action). 

{iii) Critique (embedded in self-reflection). 

Through the establishment of this epistomological framework 

Habermas attempts to show that knowledge is always linked 

with human interests and that objective knowledge, in the 

sense of the establishment of a body of facts independent 
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of the knower, is not possible. Haberrnas hopes in this way 

to destroy wha.t he calls "the illusion of objectivism" and 

to re-instate self-reflection. {Ha.bermas, 1968, p.316). 

Habermas' work points up the limitations of a 

technocratic rationality in which theory is based on 

notions of objectivity, quantification, measurability and 

value neutrality. He also brings into sharp focus the 

different dimensions of human re-production: that of labour 

(production) which requires engagement with the material 

world of objects and that of social interaction 

(reproduction) which requires the engagement of self with 

others. 

Habermas~ stress on the extent to which these different 

dimensions, although interactive, are separate and 

non-converging provides an important corrective to 

positivist modes of thought that tend to confound technical 

development with human progress and tend, thereby, to 

submerge and de-legitimize non-technical modes of human 

knowledge and understanding. It is by this process that 

questions of value, that is, moral and ethical questions, 

get ignored or converted into technical problems with 

assumed technical solutions. 

However, Habermas' position raises a number of 

problems. To escape the relativism that Giroux points to 

as the limitation of "interpretive rationalities" Habermas 

posits a pre-existing human interest in autonomy and 

responsibility which can be apprehended through language: 

i 
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The human interest in a.utomony and responsibility 
is not mere fancy, for it can be apprehended a 
priori. What raises us out of nature is the only 
thing whose nature we can know: language, 
Through its structure, autonomy and responsibility 
are posited for us. (p.314). 

This humanist orientation can be criticized as positing 

a pre-existing subject that resides outside concrete social 

relations and practices. It places Habermas at odds with 

the basic marxist premise that consciousness is socially 

constructed. To quote Marx: 

It is not the consciousness of men {sic) that 
determines their being, but, on the contrary, 
their social being that determines their 
consciousness. (quoted in Fischer, E., 1968, 
p. 80). 

As we shall see later this distinction has important 

implications for the conception of human agency and, 

therefore, of ideology. 

Another difficulty is that the three areas of 

constitutive knowledge appear remarkably self-contained, 

with critique having a rather privileged position vis-a-vis 

the other two domains. Habermas appears to be taking as 

given knowledge divisions which have been historically 

established in institutions such as universities. This 

denies the historical construction of both knowledge areas 

("disciplines"} and those institutions in which these 

divisions are worked out in concrete form. 

Similarly, in the concrete reality of scientific 

investigation these three areas prove to be not nearly so 

self-'-contained as Habermas' neat framing suggests. 

Critique may be itself permeated with ideological 

i • 
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constructions; and critique does itself need to be put to 

the test of empirical investigation. And the 

empirical-analytic sciences do draw upon reflection - what 

scientists call "an inspired guess" or the "serendippity 

phenomenon" . 

Nor is the instrumental action that underpins the 

empirical-analytic sciences purely instrumental. The 

involvement of these sciences with technological 
': 

development·is not a value-neutral one for the kinds of 

technical questions that get asked arise as much out of the 

relations of production as out of the modes of production. 

Those marxist writers such as Braverman (1974) and Burawoy 

(1979) who emphasis the extent to which new technologies 

are related to control of the labour process by management 

rather than merely increased productivity demonstrate the 

extent to which this is so. 

Another entry point into this whole area of debate over 

the nature and status of theoretical knowledge, one that 

still gives status to reflection but without resorting to 

notions of e. "transcendental essence", is provided by 

various realist philosophers. For the introduction to 

realist epistomology I am indebted to Ian Watson: oral 

communications - also Watson, 1982, 1985(a), 1985(b). 

Realists, along with those that hold to a technocratic 

rationality, maintain that material reality exists 

independently of our beliefs and theories about it. That 
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is to say the material world is seen as "real" and 

independent of our attempts to know it. Or, as Keats & 

Urry {1975, p.32) put it: 

... there is some commitment to a theory of truth 
in which there is a clear dichotomy between "the 
world", and the various attempts that we may make 
to describe and explain it correctly. 

This places this rationality at odds with 

interpretative rationalities in which knowledge is seen in 

subjective and relativistic terms. It also places it at 

odds with humanist-influenced positions, such as that of 

Habermas, in that it does not necessitate any a priori 

human essence or innate "interest" in emancipation. 

However, a realist epistomology rejects the positivism 

inherent in the technocratic rationality which assumes that 

it is only possible to ascertain the truth or falsity of 

statements by means of empirical observation and 

measurement. As Keat and Urry explain: 

For the realist, the primary purpose of scientific 
theories is to enable us to give causal 
explanations of observable phenomena, and of the 
regular relations that exist between them. 
Further, such explanations must make reference to 
the underlying structures and mechanisms which are 
involved in the causal processes. It is these 
structures and mechanisms which it is the task of 
theories to describe (p.32). 

As "underlying structures and mechanisms" are not 

necessarily observable empiricist methodologies {which rely 

on the measurement of observable phenomena) are of little 

help in generating explanatory theories. The strength of 

such methodologies lies in t~§.!!inEr theories. Class 

analysis provides a good example. Keat and Urry point out 

that the term "class" refers to social entities which are 

j 
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not directly observable, yet which are historically 

present. They argue that: 

The existence of class is not to be identified 
with the existence of inequalities of income, 
wealth, status, or educational opportunity ... for 
realists, class structures are taken to cause such 
social inequalities. The meaning of the term, 
'class', is not given by these inequalities. 
Rather it is the structure of class relationships 
which determines the patterns of inequality. The 
positivization of class involves treating these 
more or less observable inequalities as providing 
us with the meaning of 'class'. {p. 95). 

From this example it can be seen that it is the 

internal relations of the underlying generative mechanisms 

that realists consider the proper focus of scientific 

enquiry. It is showing h.Q~ phenomenon inter-relate (what 

the generative mechanisms are) rather than showing that 

they do {correlations) that is the role of theory. 

Within a realist rationality it is by means of 

theoretical abstraction that generative mechanisms are 

postulated. The identification of mechanisms (or necessary 

relations) depends upon careful description of the objects 

and relationships in virtue of which they act but these 

generative mechanisms are assumed to be not·necessarily 

"empirically transparent" (McLennan, 1982, p. 149). 

Given that it is these necessary relations between 

things that provide the basis for theory two points about 

these necessary relations need to be made. Firstly, as 

Sayer {1981, p.9) points out, although·necessary 

relationships may exist in reality it is contingent whether 

we know them. 

i 
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Secondly, although necessary relations exist in reality 

this does not mean that things are pre-determined. 

notes that: 

Sayer 

The essential characteristic of law-likeness is 
not universality but necessit~. This necessity 
has nothing to do with the logical necessity which 
may hold in the relationships between statements, 
for what happens in the natural world has nothing 
to do with the statements we use to describe it. 
Rather, it is natural necessity. (p.8). 

Sayer uses the example of gunpowder to illustrate this 
point: 

... while everything is 'determined', things are 
not pre-determined except where, as in 
experiments, conditions are controlled. The 
chemical structure of gunpowder 'determines' its 
explosive causal powers, but whether it ever does 
explode is not thereby pre-determined. (p.10). 

In this sense realist epistomologies sit well with Marx's 

view of historical materialism. Although Marx saw human 

labour or "modes of production" as the trans-historical 

categories around which social relations (including class 

formation) are formed and reformed he did not view these 

mechanistically. Rather historical materialism was to be 

understood as providing "laws having the character of 

tendencies" (Fischer, 1968, 1977, p.88). Neither should 

these tendencies be viewed as pre-determining: "the fact 

that decisions are conditioned does not lead to the 

deduction that destin~ is \J_nconditional" (Fischer, p. 90). 

Within the realist framework the uncovering of the ways 

in which determinations are worked out in any concrete form 

requires empirical research. Thus the relationship between 

empirical research and theoretical reflection is reversed 

from that of empirical models in which "facts" are gathered 

J 
I 
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and from this data generalizations {universal laws) are 

drawn. For the realist the role of theory lies at the 

level of reflection upon these necessary relations. Sayer 

describes the role of theory as follows: 

Theories make their strongest claims at the 
abstract level, about necessary and internal 
relations, about casual powers which exist in 
virtue of the nature of particular things ... what 
theory provides us with is an understanding of the 
concrete by means of abstract concepts denoting 
it~ determinations (p.9). 

It follows then that for realists good or "rational" 

abstractions should isolate necessary relationships: 

rational abstractions concern the level of the 
'real' - causal powers or generative mechanisms; 
concrete concepts concern the level of the 
tactual' - the effects, operation and activation 
of mechanisms, it then being contingent whether 
these are possible empirical objects for us. 
{Sayer, p.9) 

By contrast, a bad abstraction or "chaotic conception·· 

would be one which is: 

based upon a non-necessary relationship, or 
which .divides the indivisible by failing to 
recognize a necessary relationship. (Sayer p.9) 

Because the concrete is a "unity of diverse determinations" 

the form these determinations takes is contingent and only 

determinable through empirical research {Sayer, p.9). In 

the area of social science the concrete is also 

historically located and therefore operates in "open" 

systems that are both dialectically formed and complexly 

structured (Sayer p.12). 
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i~ WHAT CONSTITUTES ADE2UATE HISTORICAL ABSTRACTION? 

Keat and Urry and Andrew Sayer address the issues 

raised by a realist approach to epistemology in general. 

But what are the implications of this for historical study, 

or, more precisely, for Abram's suggested historical 

sociology? 

Richard Johnson {1982) takes up this issue of a realist 

approach to historical study by drawing upon what he sees 

as Marx's methods of historiography. He sees in Marx's 

critique and in his practice four main premises. Each 

premise, Johnson argues, describes a condition of knowledge 

production. Adequate historical abstractions would conform 

to all four of these premises. Inadequate abstractions 

"breach" one or more of these premises {p.176). These 

premises Johnson calls "Marx's premises for really 

historical thinking" { p. 177). 

The first of these premises is a rationalist premise in 

which thought is seen as distinctive: 

Thinking is a form of production or appropriation: 
it is the way we grasp reality mentally, 
"ideally', that is in ideas, categories , 
abstractions. (p.177). 

This premise, Johnson argues, gives a special status to 

theory {in the form of reflection) and provides a critique 

of empiricism. Through reflection one is led to systematic 

abstraction. This is, as we have already seen in the 

discussion of the work of Keat and Urry and of Andrew 

Sayer, fundamental to realist epistemology. 

J 
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The second premise is a materialist one in which 

thought is seen to express social relations. 

carries with it a critique of idealism for: 

This premise 

Consciousness is ... from the beginning a social 
product end remains so, as long as men (sic) exist 
at all. (Marx, quoted in Johnson, p.179). 

Such a premise stands in contradistinction to humanist 

positions such as that of Habermas' in which an a prior 

subject is posited. This premise, therefore, has 

significance in terms of a realist perspective on the 

relationship between structure and agency. As Giroux's 

synopsis of the three "rationalities" that have contested 

the terrain of educational theory in recent years suggests, 

this has been a core issue in the debates between the 

various theorists. But from a realist perspective this 

separation of structure from agency represents something of 

a false separation. People create the social structures 

(the "objective" reality) but they also create the meanings 

they give these structures (the "subjective" reality). In 

this sense "consciousness" (subjective reality) is as 

materially based as any other social construct. This, as 

we shall see later, has important implications for the 

definition of the concept "ideology" in that ideology, from 

a realist perspective, becomes not a mere false view of 

things (as in notions of "false consciousness"} but enters 

into the actual process of reconstruction of social 

structures for ideology is grounded in the actual 

relationships that exist between different groups of social 

participants. 

J. 
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In addition, ideology, from this perspective, is itself 

part of the generative mechanisms of the social structure. 

It does not merely reflect social structure (a passive 

concept of ideology) but actively helps reconstruct the 

power relations around which social formations are 

structured. 

Johnson's third premise is an historical premise in 

which social relations - and categories - are seen as 

transitory: 

Thought is distinctive, it expresses social 
relations, but social relations are themselves 
transiiQIT~ (p.179) 

Johnson argues that Marx saw rational abstractions as 

historical in two ways. Firstly, abstractions are 

historical "because they are found in the actual forms of 

social organization (p. 180). Secondly, such abstractions 

are premised by an understanding of social relations as 

dialectic: " ... such abstractions must also grasp the 

possibility, immanence, direction or tendency of further 

development" (p.180). This premise provides a critique of 

the eternalizing and naturalizing (or "absolutizing") 

tendencies of technocratic rationalities. 

The fourth premise Johnson identifies is a structural 

premise in which social relations are seen as complexly 

structured: 

The promise of 'complexity' comes into play as 
soon as we consider not merely the nature of 
particular categories and their origins and 
degrees of development, but their forms of 
combination in more complex (and in this sense 
'concrete' historical accounts. {p.182). 
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This premise provides a critique of reductionist tendencies 

and simplistic cause-effect explanations. 

Finally, Johnson points out that "really historical 

thinking" is premised by an understanding of social 

relations as dialectic. Contradictions arising from within 

the social reality provide the new solutions and 

resolutions that bring into being new social 

constructions. Or, as Marx put it: 

... the dominant ideas are always permeated by 
other, rebellious ones, which may be forward or 
backward-looking, so that the class struggle is 
fought not only as an economic but also a 
political battle. (Marx, quoted in Fischer, 
1968,1977, P.90). 

5 . CLASS STRUGGLE AND IDEOLOGY. 

Class struggle "is fought not only as an economic but 

also a political and intellectual battle". That is to say 

that class struggle takes a number of forms: economic class 

struggle, political class struggle and ideological class 

struggle. 

These forms are of course abstractions. Within the 

context of actual social realities economic, political and 

ideological struggles interact to structure the totality of 

lived experience. However, at the level of theoretical 

abstraction each can be defined as follows: economic 

struggle refers to struggles over the distribution of 

economic rewards; political class struggle refers to those 

struggle s that have as their aim the maintenance, or 

J . 
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alternatively, the dismantling, of the social relations 

around which economic rewards are structured; and 

ideological class struggle refers to struggles that have as 

their aim the legitimization of present exploitative 

relationships, or, alternatively, the aim of 

delegitimizing the rights and privileges of past ruling 

elites and the legitimization of new ones. 

Johnson's second premise, outlined above, is a reminder 

that the "subjective" reality of ideological struggle 

cannot be separated from the "'objective" reality of 

economic and political struggle. This point is also 

particularly well illustrated in the work of Burawoy (1978 

and 1979) and will be discussed more fully later. 

The central focus of the examination of the 1957 R~EQrt 

that makes up Part 2 of this study ~s upon the ideological 

dimensions of the struggle for control of public secondary 

schooling and the ways in which these iqeological struggles 

help structure actual practice. Because ideology is one of 

the central themes in Parts 2 and 4 of this study it seems 

worthwhile, at this point, examining this concept in 

greater depth. 

Larrain (1979) illustrates the wide range of meaning 

this concept has taken on within the various theoretical 

rationalities. From the perspective of both technocratic 

rationality and interpretive (subjective) rationality 

ideology tends to be defined negatively. 

I 
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Within the framework of the interpretive rationality it 

is most often perceived in terms of false consciousness 

as in Habermas' "unreflected, 'natural' force" (see 

Habermas, 1968,, p.53). It can be overcome through 

consciousness-raising - that is, through reflection and 

critique. As we saw in the discussion of Habermas' concept 

of knowledge-constitutive interests such a conception tends 

to give to critique a privileged position vis-a-vis the 

other two "forms of knowing" in that it is given an a prior 

status in terms of a transcendent human subject with an a 

prior interest in autonomy and responsibility. It is this 

a prior interest that provides the impetus to overcome 

ideology. 

From the perspective of technocratic rationality 

ideology tends to be defined in terms of irrationality. 

This position fosters "a framework of absolutism" in which 

science is seen as based on rationality while ideology is 

equated with irrationality - religious belief, myth, 

superstition (Larrain, p.189). This leads to the tendency 

to define all :forms of knowing which a.re not empirically 

verifiable as non-scientific and therefore ideological. 

~his not only limits the definition of scientific enquiry 

but also broadens the concept of ideology to such an extent 

that it is worthless as a theoretical concept. 

In juxaposition to these conceptions of ideology as 

opposed to scietice is a realist conception of a more 

interactive relationship between the two. Within this 
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framework scientific enquiry, as we have already seen, is 

perceived as the uncovering of the "laws of necessity" -

the uncovering of the relational essence of things that lie 

behind appearances. Ideology on the other hand remains at 

the level of appearances. Its role is to conceal the 

contradictions of the essential reality that resides at 

the relational level. Or, as Larrain puts it: 

While science penetrates the appearances of 
reality to reach the inner connections, ideology 
remains trapped in the former and conceals the 
latter. (p.211). 

Such concealment operates in the interest of the dominant 

groups in society. 

Ideology, from this perspective, is not a simple error 

or false view of things. It is, as Larrain points out: 

... a particular ~iQg of distortion, dependent 
upon real contradictions which demands their 
solution in practice before they can be overcome. 
(p.210}. (emphasis in the original). 

Giddens (1979) similarly argues for a view of ideology 

as a particular kind of distortion. He sees this 

distortion as tied to the notion of domination. Giddens 

insists that "the chief usefulness of the concept of 

ideology concerns the critique of domination" {p.187). For 

Giddens ideology: 

refers to the ideolQgica.l, this being understood 
in terms of the capacity of dominant groups or 
classes to make their own sectional interests 
appear to others as universal ones. Such 
capability is therefore one type of resource 
involved in domination. (p.6) (emphasis in the 
original). 
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This view of ideology cannot be divorced from Giddens' 

understanding of the relationship between the acting 

subject (agency) and the social structures in which they 

act. Giddens argues for a view of these as interactive: 

for the ·· interdependence of action and structure" { p. 3). 

Structure according to Giddens, is never static. 

simultaneously conditioning human action and being 

It is 

re-created by it. Such a view is in line with Johnson's 

third premise for "really historical thinking" outlined 

earlier in that Giddens, like Johnson, is arguing for a 

dialectical view of social processes. 

Giddens describes this process of interaction as the 

"duality of structure". Structure is both the medium 

through which social practices are reproduced and the 

outcome of these practices. Thus structure: 

enters similtaneously into the constitution of 
the agent and social practices, and 'exists' in 
the generating moments of this constitution. 
(p. 5). 

Such a view carries with it a theory of the acting 

subject: a subject all-be-it being created by the 

structures she/he is embedded in while at the same time 

re-creating those structures. Not only are social 

participants actors but, Giddens argues, each one has a 

great deal of knowledge about these social structures: 

i 

... every social actor knows a great deal about 
the conditions of reproduction of the society of 
which he or she is a member . . . All actors have 
some degree of discursive penetration of the 
social systems to whose constitution they 
contribute. (p.5). (emphasis in the original). 
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Power relations, for example, are, for Giddens, always 

two-way. No matter how subordinate an actor may be in a 

social relationship, the very fact of involvement in that 

relationship gives som~ power over the other. Giddens 

notes that: 

those in subordinate positions in social 
systems are frequently adept at converting 
whatever resources they possess into some degree 
of control over the conditions of reproduction of 
those social systems. (p. 6). 

It is within this context of people as active social 

agents that Gidden's concept of ideology resides. How, in 

given social situations, is consent obtained? It is 

obtained, Giddens argues, by disguising the nature of 

domination. The study of ideology, then, has to do with 

the modes through which "domination is concealed as 

domination" (p. 193). For Giddens: 

To analyse the ideological aspects of symbolic 
orders ... is to examine how structures of 
signification are mobilized to legitimate the 
sectional interests of hegemonic groups. ( p. 188). 

Within this framework there are two levels of 

ideological analysis connected via the duality of 

structure. One level resides in institutional analysis -

the ways in which domination is built into the structural 

arrangements of institutions (embodied in legal codes for 

example). In this sense ideological constructions enter 

into the domain of political class struggle - into those 

struggles that have as their aim the maintainence of the 

social relations around which economic rewards are 

structured. 

J 
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The other level is the ways in which "power is 

harnessed to conceal sectional interests on the level of 

strategic conduct" (p . 193). That is to say the level at 

which ideology enters into the subjectivity of individual 

agents. Thus ideology is both objectively realized in the 

structural arrangements of society and subjectively 

realized in the way individual social participants come to 

see themselves and the social structures in which they are 

embedded. 

Giddens also suggests that there are three princip~i 

ideological forms . It is to be noted that these forms, 

like those of class struggle, are abstractions that do not 

exist in isolation in the day-to-day reality of ideological 

struggle . 

The first of these ideological forms that Giddens 

identifies is the representation of sectional interests as 

universal 9nes (p.193). That is to say that the sectional 
I 

interests ·of dominant groups are made, through ideological 

devices, to appear as the interests of all. The second 

ideological form that Giddens identifies is the deni~l or 

transmutation of contradictions {p.194). This can be 

directly contrasted with Riche.rd Johnson's "historical 

premise". Where-as "really historical thinking" demands 

that contra.dictions be grasped in order to comprehend the 

transitory nature of social relations a.historical 

representat~ons of sooial structures and practices operate 

ideologically to "absolutize" the present. 

j 
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Thirdly Giddens identifies as an ideological form the 

naturalization of the present (reification). Of this 

Giddens writes: 

The interests of dominant groups are bound up with 
the preservation of the status quo. Forms of 
signification which 'naturalise' the existing 
state of affairs, inhibiting recognition of the 
mutable, historical character of human society 
thus act to sustain such interests. In so far as 
reification is understood as referring to 
circumstances in which social relations appear to 
have the fixed and immutable character of natural 
laws, it can be regarded as the principal mode in 
which the naturalisation of the present is 
effected. (p.195). 

Giddens' stress on the active subject provides a 

corrective to the deterministic tendencies of those 

structural accounts of social relations that Giroux 

describes as based on a "reproductive rationality". In 

addition, Giddens' approach to ideology takes us a long way 

in terms of establishing ideology as a theoretical concept 

that has explanatory power - that is, in Sayer's terms, 

allows us to ask questions about unobservable "necessary 

and internal relations" - in this case between ideology end 

domination. 

However, as Wright (1985, p . 72) points out, from a 

materialist perspective, domination cannot be seen as an 

end in itself. Domination must be viewed as part of the 

process of exploitation that constitutes class. There is 

always a clear relationship - an interdependency - between 

forms of domination {political and ideological struggle) 

and forms of material exploitation (economic struggle). 

From this perspective the concept "ideology" has no meaning 

outside of class-based, that is, exploitative, societies. 

j 
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To put this another way we can argue that Giddens is 

right to stress the active subject but, in class-based 

societies, individiuals occupying certain class locations 

will have increased, or diminished, opportunities to take 

actions that further their material interests because they 

are members of particular class groupings. 

This is particularly well illustrated in Part 3 of this 

study in that the statistical evidence demonstrates that 

while the re-structuring of the labour force that was 

taking place in Australia in the post-war period provided 

new openings for individuals the extent to which they could 

take advantage of these new opportunities was dependent on 

their pre-existing locations in the relations of 

production, procreation/reproduction and consumption. 

Thus, in class-based societies, Giddens• acting subject 

needs to be viewed, not as an individual agent, but as part 

of a social collectivity. Social participants' attempts to 

extend their domain of exploitation and control {the basis 

of class relationships) take the form of £las~ struggles: 

either over the distribution of economic rewards {economic 

class struggle} or over the relations in production 

(political and ideological class struggle). It is, 

therefore, £..!~ss struggles (human agency in collective 

action) that enter into the process of interaction that 

Giddens calls the "duality of structure". Social 

structures are mediated through these struggles to provide 

the particular class formations that, to use Giddens' 

j 
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phrase, "exist" in the generating moments. of the 

constitution of social structures. 

Forms of domination institutionalize and legitimize 

(win consent for) forms of material exploitation. Forms of 

material exploitation generate what Wright (1985, p.123) 

calls a "matrix of exploitation-based interests" that 

constitute the material basis for a variety of potential 

class formations or forms of domination. 

Which of these potential class formations will actually 

occur will depend upon a range of factors that are 

structurally contingent to the class structure itself. As 

Johnson's fourth premise reminds us complexity comes into 

play as soon as we consider actual "concrete", 

historically~located, accounts of social relations. Class 

structure thus remains: 

... the structural foundation for class formation, 
but it is only through the specific historical 
analysis of given societies that it is possible to 
explain what kind of actual formation is built 
upon that foundation. (Wright, 1985, p.124). 

That is to say that the actual class formations, and 

therefore the specific forms of class struggle that arise, 

are contingent. The parameters of class struggle are 

determined but not £re determined just as, in Sayer's 

gunpowder example quoted above, the chemical structure 

determines the explosive power of gunpowder but does not 

pre-determine that any actual gunpowder will explode. 

i -
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~~ LABOUR PROCESSES UNDER_MONOPOLY QAPITALISM. 

Class structure provides the structural foundation for 

class formation. Class, from this perspective, is not a 

set of categories but a set of relationships. These 

relationships are dynamically constructed but not 

haphazardly constructed. The class structure itself 

structures these relationships and the practices in which 

they are imbedded. 

What does this mean in practical terms? One study that 

has examined what this has meant in the context of changes 

in the work place during this century (during the period of 

consolidation of monopoly capitalist forms of production) 

is Harry Braverman (1974). He paints a picture of a 

process of deskilling of labour as owners of capital and 

their agents struggled to gain increased control over the 

labour process. Braverman argues that, in order to 

guarantee the appropriation of surplus value, it: 

i 
/ .. becomes essential for the capitalist that 
control over the labour process pass from the 
hands of the worker into his own. This transition 
presents itself in history as the 2rog ressive 
alienation of th~rocess of_eroduction . from the 
worker; to the capitalist, it presents itself as 
the problem of management. {p.58). (emphasis in 
the original). 

Technology, Braverman argues, is .intimately linked to 

this struggle for control. It is not that technological 

developments produce cert8in social relations and patterns 

but rather that appropriate technology is produced by the 

social rel)itions represented by capital (p.20). Thus the 

kinds of technologies that are developed are those which: 

J 
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incorporate ever smaller quantities of labour time 
into ever greater quantities of product. This 
leads to faster and more efficient methods and 
machinery. But in the capitalist mode of 
production, new methods and new machinery are 
incorporated within a management effort to 
dissolve the labour process as a process conducted 
by the worker and reconstitute it as a process 
conducted by management. (p.170). 

From this perspective technology and '"technical expertize" 

are not value-neutral processes but are very much part of 

the class struggle within which capitalist production is 

carried out. 

Braverman also traces the ways in which monopoly 

capitalism (and its technologies) displaces labour, making 

it available to "newly formed branches of production" and 

into: 

branches of QQn-production, entire industries and 
large sectors of existing industries whose only 
function is the struggle over the allocation of 
the social surplus among the various sectors of 
the capitalist class and its dependents. (p.254). 

Whole new areas of social life are drawn into the 

capitalist commodity market. For example, those aspects of 

life that were met within the household, such as food 

preparation, clothing manufacture and entertainment, have 

gradually been incorporated into the capitalist commodity 

market, and thereby helped push-pull women into the 

capitalist labour market as a reserve army of cheap labour 

able to swell the ranks of the growing army of clerical, 

retail, and other service industry workers. An analysis of 

this in the context of the Australian labour market in the 

1960's is provided in Part 3 of tbis study. 

J 
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But, as Braverman points out, the capitalist class is 

not a unity. Not only do different capitals compete with 

each other for resources and markets {and, as a result of 

this competition, create a tendency to monopoly) but they 

also compete over the distribution of surplus value. 

Consequently the accounting of surplus value becomes 

infinitely more complex and the number of intermediaries 

between production and consumption increases so that the 

value accounting of a single commodity is duplicated 

through a number of stages. According to Braverman more 

and more of the working population is surrended to the 

complex ramifications of the various claims to ownership of 

the surplus value. The demands of marketing, together with 

the demands of value accounting, consume vast amounts of 

clerical time and swell the ranks of workers in this area. 

{p. 304). 

Braverman's analysis also suggests that the split 

between mental and manual labour, so evident in the 

occupational stratifications of our present society and 

reflected in the curriculum of present day secondary 

schools, has a far reaching significance in terms of its 

historical roots in the early struggles of capitalist 

production. This split, according to Braverman, was born 

out of capitalist moves to gain control of the processes of 

production and is at the heart of what Braverman calls the 

deskilling of labour. 

J 
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Braverman's analysis does, however, take as given the 

classical marxist view of capitalism as producing two, 

polarized, classes - owners and workers. Consequently his 

analysis is heavily biased towards the thesis of all work 

becoming increasingly degraded under capitalism. Such an 

analysis denies the extent to which the work-place 

represents a contested domain in which fragmentation and 

division have been institutionalized as part of an ongoing 

struggle. 

Burawoy (1978 and 1979) and Edwards (1979) both extend 

Braverman's original thesis. Burawoy (1978) takes 

exception to Braverman's thesis of the essential antagonism 

of class interests as giving rise to the separation of 

conception and execution of tasks {and the subsequent 

deskilling of work - and workers - under capitalism). For 

Burawoy the central problem within capitalist modes of 

production is not this separation (the mental/manual split) 

but what Burawoy describes as the problem of "obscuring and 

securing" of surplus value. Burawoy argues that within 

capitalist modes of production there is no separation 

between the production of necessary value (that needed to 

sustain the worker and his/her dependents) and the 

production of surplus value (profit). Because surplus 

value cannot be realized until the goods produced are sold 

on the market the capitalists cannot know in advance that 

they have obtained surplus value from the labour power of 

their workers. It is this problem, Burawoy maintains , that 

manifests itself as the problem of control. 

i 
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Thus for Burawoy the struggle for control of the labour 

process has its roots in the actual structure of capitalist 

modes of production rather than in any pre-existing, and 

antagonistic, "interests" of labour and capital. The 

question for Burawoy then becomes one of how this struggle 

for control is played out in given historical situations. 

It is at this level of analysis that the fragmentation of 

the labour process {in ways such as the mental/manual 

split) become important - as manifestations of struggle 

rather than an inherent feature of capitalism. For Burawoy 

the question is not how capital has structured the work 

process to suit its own ends (to increase profits) but 

rather how the struggle to guarantee the appropriation of a 

surplus has structured the totality of relationships that 

make up the labour process. The outcome of this struggle 

is never given. It also has political and ideological, as 

well as economic, dimensions. Burawoy writes: 

... the capitalist mode of production is not just 
the production of things but simultaneously the 
production of social relations and also the 
production of ideas about those relations, a lived 
experience or ideology of those relations (p.268). 
{emphasis in the original). 

Consequently, for Burawoy; the distinction between 

"objective" elements of class formation (the economic 

determinants) and the "subjective" elements {the political 

and ideological dimensions of class) is an arbitrary 

distinction. These three dimensions are inseparable in the 

reality of day-to-day experience. That is to say, they can 

only exist as theoretical abstractions. 
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Moreover, Burawoy claims that these three dimensions 

are all "objective" in as much as they "are independent of 

the particular people who come to work, of the particular 

agents of production" (p.274). (emphasis in the original). 

Thus class for Burawoy is not two, pre-ordained and 

antagonistic "camps" but "class becomes the combined effect 

of a set of economic, political and ideological structures 

found in all arenas of social activity" (p.275). Again, we 

come back to the concept of class as a dynamically 

constructed set of relationships, not a set of categories. 

The focus of Burawoy's empirical work {Burawoy, 1979) 

is not on the question of how management structures the 

labour process in its own interests (or in the interests of 

capital) but rather the complex sets of interactions that 

take place on the shop floor and how these interactions 

structure the labour process as a whole. Burawoy's 

emphasis is on the practices and da.y-to-day meanings that 

encourage workers to "buy into", and thus perpetuate, 

hierarchical divisions within the labour force. How, as 

Burawoy puts it, consent is manufactured. 

Similarly, Edwards {1979) paints a picture of the 

labour process as a highly dynamic and contested terrain. 

Edwards' analysis of the changing approaches to control 

within capitalist organizations leads him to conclude that 

the impact· of class struggle has been the development of a 

"structured segmentation of the labour force". The labour 
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force has "been fractured·· into "core" and "peripheral" 

elements. On a global scale this has meant division into 

"core" and "peripheral" national economies, on a national 

scale division into "core" institutions and "peripheral" 

ones. The "core" is characterized by high levels of 

security; peripheral by marginalization. Of this 

"fracturing" of the labour force Edwards {p.163) writes: 

the dichotemizing of the economy into core and 
periphery has introduced a new structural division 
in the conditions of employment. The rise of the 
large administrative staff, with its middle 
position between employers and manual workers, has 
further fractured the common class basis. 
Moreover, institutionalized racial and sexual 
discrimination has served to deepen the splits 
within the working class. In all these cases, 
capitalist development has not only splintered the 
working class, it has institutionalized the 
divisions. It has created distinct and enduring 
"fractions". (p . 163). 

These "fractions" have become institionalized in the 

form of a segmented labour market. Edwards identifies 

three labour markets that have developed out of the dynamic 

of capitalist struggles to control labour. Each has its 

own distinct system of control but each is interdependent 

in the sense that the benefits made available to those in 

the "core" sectors (as e way of "buying" consent) are only 

made possible because of the existence of a more directly 

exploited "peripherial" labour force. 

The first of the labour markets identified by Edwards 

is a secondary labour market characterized by "simple" 

control in which there is direct supervision of labour 

tasks. Jobs in this sec tor tend to be low paid , unskilled, 

lack security and are typically non-unionized. The second 
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labour market Edwards labels the "subordinate primary 

market". This contains those workplaces (workers and jobs) 

under a "mixed" system of control worked out around 

unionization and technical control. That is to say that 

jobs (and workers) in this sector are in part controlled by 

the technical processes and machinery used and in part by 

union organization. Finally, Edwards identifies an 

"independent primary market" characterized by bureaucratic 

forms of control in which there is high job security, 

"career paths" and relatively high wage structures. Of the 

third category Edwards writes: 

Independent primary work supplies jobs of the 
middle-level layers of employment, those workers 
who stand between all lower-level administrative 
and production workers, on the one side, and 
capitalists and the various echelons of high 
management, on the other. This group includes 
craft workers, technicai and professional 
employers, and supervisors and middle-level 
administrative staff; public-sector employment 
constitutes a significant share. (p.191-192). 

Edwards claims that workers in this sector tend to develop 

a rules orientation; habits of predictability and 

dependability, and internalization of the enterprise's 

goals and values (p. 193). 

What is the significance of the above analyses of the 

labour force under capitalism for a study of public 

secondary schooling? The extent to which they all stress 

the dynamic nature of capitalist relations of production 

and the continuing fragmentation of the labour force have 

obvious implications for any critique of public schools' 

efforts to achieve equality of opportunity via schooling. 

This theme is taken up again in Part 3 of this study where 

i 
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I look at the ways in which the labour force was actually 

being restructured in New South Wales in the post-war 

period, and at the ways schools mirrored the "fractures" 

emerging in the labour force. 

Burawoy's stress on the arbitrariness of "objective" 

and "subjective" elements in the reconstruction of the 

social relations of production is a useful reminder that 

ideological constructions do not merely "cover over" social 

inequalities but enter into the actual construction of the 

relationships that make up the totality that is the social 

reality in which people exist. Schools, from this 

perspective, do not merely reproduce social inequalities 

they create the relationships, and the meanings attached to 

these relationships, in which inequalities are played out. 

One of the consequences of this line of argument is to 

insist that schools do provide real opportunities for 

challenging existing power relations and do create 

opportunities to generate meanings that provide 

alternatives to the ideological constructions that maintain 

existing power relationships within schools. It therefore 

provides a powerful challenge to the "reproductive" 

approaches to schooling.• exemplified in studies such as 

that of Bowles and Gintis {1976), in which the economic 

domain is seen as all pervasive . 

Finally, Edwards' stress on the "fracturing" of the 

labour force end the development of a primary labour force 

,i 
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structured around bureaucratic forms of control has 

significance for any analysis of the development of public 

secondary schooling. Because bureaucratic organizations 

recruit on the basis of educational qualifications the 

ex:pansion of this sector of the labour force obviously has 

implications for public schooling. 

Perhaps it could be argued that, as the secondary 

labour market relies on a form of negative credentialing 

{that is, personalized failure), this sector has equally 

important significance for public schools. However, I 

think it would be difficult to show that schools §.Qt:iY~.lx 

set out to produce recruits for the secondary labour 

market. Curriculum content and practices do, however, 

reflect an active bias towards the development of the kind 

of labour processes and orientations needed by workers 

taking up positions in the primary labour force. That is 

to say that schools actively cater to the interests of this 

group of workers (or potential workers). 

The nature of this group's material interests and the 

process by which these interests have been "universalized'' 

(estabiished as part of the general interests of all 

members of the society) and "naturalized" (established as a 

"natural" outcome rather than a socially-constructed one) 

is the focus of much of the remainder of this study. 
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PART 2 

A READING OF THE REPORT OF THE COMMITTEE APPOINTED 

TO SURVEY SECONDARY EDUCATION IN NEW SOUTH WALES il~QZl 

1. INTRODUCTION. 

Parts 2 and 3 of this study attempt to make some of the 

theoretical abstractions relating to class struggle raised 

in Part 1 more concrete. In Part 2 I have taken one 

educational artifact - the Repq;r,t of the Commit.tee_ 

Appointed to Survey Segorui~Education in N~w South Wales 

{1957) - and attempted to examine it from the perspective 

of the way in which issues to do with the provision of 

public secondary schooling were articulated by the writers 

of this Report.* 

I have not chosen this Report because I consider it 

exceptional. For reasons outlined in the preface I started 

my research for this study by looking at the changes that 

this Repo.1:1 helped institutionalize. It therefore made 

sense, once the focus of the study had shifted, to use the 

Report as the starting point of an investigation of the way 

class struggles impact on public secondary schooling, 

*NOTE: 

j 

In the context of this thesis public schooling 
refers to those schooling systems provided by the 
state - commonly referred to as "government" 
schools. Private schools are referred to as 
either corporate schools {privately incorporated 
schools) or non-government systemic schools. 
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My examination of the ReEort consists of a brief look 

at the composition of the review committee {section 2) and 

a lengthy "reading" of the R~ct itself (sections 3 - 5). 

Following the structure of the Report this "reading" is in 

three sections. The first (section 3) focusses on the 

history of secondary schooling in New South Wales as it is 

presented to us in the Report. The second {section 4), 

focusses on the Repqrt's account of their present situation 

(that is, how the review committee perceived the situation 

in the mid-1950's). The third {section 5), looks at the 

committee's view of the future direction secondary 

schooling in New South Wales should take. All page numbers 

cited in these three sections refer to the Report except 

where otherwise stated. 

Finally, "reading" here is not meant in the semiotic 

sense but rather in the sense of a reading that is 

consciously located in a very different time and, 

therefore, has the advantage of hindsight. It is also 

located in a very different theoretical location such that 

different sets of questions are thrown up to those 

confronting the writers of the Report. 

Central to this reading is the contention that the 

Report is based on meritocratic assumptions that are based 

on notions of the individual that are ideological. .The 

Report posits a view of social participants as individual 

entities - entities that exist outside of the society of 

which they are a part. Such a view is ideological because 
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it sets up what Johnson, drawing on Marx, refers to as a 

"chaotic abstraction" ( Johnson, 1982, p. 167). 

The abstraction upon which this ideology of 

individualism is based is ideological in that it helps 

maintain elitism by providing what ca.n be called "blame the 

victim" causal explanations for social phenomenon. 

Individual children fail at school, for example, because 

they are not "bright" enough or because they are "too 

slack" and lack motivation. Such explanations hide from 

view the ways that "failure" is constructed. They also 

hide from view the extent to which the interests of some 

groups are advanced by these constructions. They thus hide 

the power relationships that underpin the structural 

reality of schooling. 

This ideology of individualism, with its notions of 

individual endowment and individual difference, provides 

the key-storJe of meritocracy. Meritocracy posits that the 

"right" to positions of privilege and authority ought to 

belong to those most "fit" to perform the leadership tasks 

associated with these positions . "Fitness" is defined in 

terms of tndividual merit: described by Young {1958) as 

"intel 1 igence + effort". 

Meritocracy acts to delegitimize established ruling 

elites' rights to privilege where this is based on the 

inherittmce of wealth and simultaneously legitimize 

"expertize" and '"professionalism". Meritocracy is 
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therefore part of the class struggle within capitalist 

societies in that it represents a challenge to established 

ruling elites from another, aspiring, elite group. It is 

not, however, a challenge to elitism itself. 

2. THE REVIEW COMMITTEE. 

In September 1953 the New South Wales Minister for 

Education appointed a ten member committee to survey public 

secondary education in New South Wales. Harold Wyndham, 

the then Director General of Education in New South Wales, 

was appointed to chair the inquiry. The committee's brief 

was: 

1. To survey and to report upon the provisions of 

full-time day education for adolescents in New 

South Wales. 

2. In particular, to examine the objectives, 

organization and content of the courses provided 

for adolescent pupils in the public schools of the 

State, regard being had to the requirements of a 

good general education and to the desirability of 

providing a variety of curriculum adequate to meet 

the varying aptitudes and abilities of the pupils 

concerned. ReEqrt p . 9. 

Four years later, in October 1957, the report of the 

review committee's findings was submitted to the New South 

Wales Minister for Education and tabled in State 

parliament. It was to be another four years before the 

proposed restructuring of public secondary schooling 
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outlined in this report was to take concrete form. Smith 

(1976) provides a detailed account of the "behind the 

scenes" lobbying by Wyndham and other supporters of the 

proposed restructuring that preceded its final 

impl~mentation at the beginning of the 1962 school year. 

Nor was the scheme proposed in the report exactly new. 

As the writers of the report themselves point out the major 

features of the proposed new scheme (dubbed, appropriately 

enough, the Wyndham Scheme) had been outlined as early as 

1933-4 {Report pp.29-30}. This suggests that, as early as 

1933-4, the policy makers within the New South Wales 

educati9nal bureaucracy had already mapped-out the 

direction they wished public secondary schooling to take. 

It was, however, the post-war years that provided the 

fertile ground for reform. With t .he prospect of rapid 

expansion of student numbers, increased demand for tertiary 

trained pe~sonnel in an expanding economy, and a climate of 
I 

optimism and belief in continuing economic growth and 

national development of both natural and human resources, 

the stage was well set for reform. The education managers, 

with their blue-print already drawn-up, were well placed to 

ensure that it was their blue-print that found acceptance. 

The fact that the committee of review was headed by the 

Director General of Education and that two other high 
I ranking off~oers of t~e Education Department were members 

of the committee seems to have surprised no-one (neither at 
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the time nor since). Smith (1976) for example, accepts the 

administrative bias of the committee without question. But 

the fact that a public servant whose role, ideally, was to 

imElem~nt public policy should head a public enquiry into 

secondary education in New South Wales suggests the power 

of the state rather than the power of democratic 

institutions. 

That a public servant, who was the head of the 

bureaucracy whose policies and practices were being 

reviewed, should head the review committee suggests more 

than irony. It suggests that the review committee (and 

its subsequent report) were not so much a review of 

secondary schooling in New South Wales, and the opening up 

for public scrutiny e.nd discussion issues to do with the 

future development of secondary schooling, as an exercise 

in winning the consent of participating groups for an 

already worked-out educational agenda managed and 

controlled by the educational administrators within the New 

South Wales Department of Education. 

It is also possible to view the setting-up of the 

review committee as one aspect of a new Head of 

Department's attempts to establish his legitimacy both 

internally, that is as leader of the Department of 

Education, and externally - that is with other Heads of 

Departments and with politicians. It can also be seen as a 

further move on the part of the Department of Education to 

retain its own viability through continued expansion of its 

"services". 

1 
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In his study of bureaucratic organizations Pusey (1976, 

p.17ff) points out that there are at least three dimensions 

along which these organizations are structured. There is 

the institutionalized or formal structure in which the work 

of any given stratum of the hierarchy is by definition a 

prescription which devolves from the stratum above. This 

means that the power base of the members of the highest 

echelons of the organization is institutionally 

established. However there is also the technical dimension 

in which individuals within an organization can gain a 

position of power and influence within an organization 

because of their special knowledge, expertize or control of 

the technology of that organization. This disrupts the 

straight top-bottom authority structure of the formal 

hierarchical structure. 

Finally there are the informal structures. Pusey 

{p.30} notes that: 

the behaviour of participants will always be 
governed by their own informal social ties; this 
informal "social system" will operate in e. 
counter-productive way to the extent that the 
participants feel themselves to be under threat 
from the formal authority structure. This in turn 
means that the psycho-social needs of the 
participants must be regarded as basic 
determinants of organizational behaviour 

This means that a. new Head of Department - such a.s Harold 

Wyndham was at the time of the establishment of the review 

committee - cannot automatically count on the formal 

structures alone .for consolidating their authority over the 

system as a whole. A whole range of informal dynamics come 

into play. This is particularly so when the 
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"organizational institution" is a schooling system. The 

geographical dispersion and the nature of the work teachers 

perform make the imposition of bureaucratic forms of 

control extremely conditional and allow teachers to retain 

a degree of autonomy over their work environment. At the 

secondary level, however, centralized examination 

structures go a long way towards counteracting this 

autonomy by directing teachers' curriculum activities. 

The informal dynamics effecting organizations are no 

doubt important influences on such matters as the timing of 

the review. The review can be seen as part of a new 

leader's attempt to establish his authority by showing 

himself as a dynamic and reforming leader. The committee's 

composition also indicates that the new Head of Department 

used his own informal network of acquaintances in the 

establishment of the committee. This adds weight to the 

view of the review as, at least in part, motiviated by the 

internal political exigencies of the Education Department. 

Pusey also notes that, in addition to these three 

internal dimensions "operation and administration of the 

system ... must be considered in the light of the 

organizations relationship to its environment and in 

relation to the general nature of its task" (p.44) It is 

to be remembered:, in this context, that government 

bureaucracies such as the Department of Education exist 

within a larger framework of government administration. 

Each of these departments are perpetually in competition 

J 
• 
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with each other for funds, staffing allocations and other 

resources. The prestige of the Minister representing the 

Department in Cabinet is of no small moment in this 

regard. And the larger the bureaucracy the more "clout" it 

has in this competition for resources. Just as in the 

corporate world of monopoly capitalism companies need to 

constantly expand their holdings as a way of preventing 

being taken over by others engaged in the same expansionary 

thrust so state bureaucracies have a similar expansionary 

tendency. 

Finally, as Wright (1978, p.157) points out, because 

state-provided social programs (such as public schooling) 

are bound up with the legitimation functions of the state 

they carry their own built-in contradiction. Once a demand 

on the state to provide some service or meet some need is 

granted and becomes institutionalized it tends to be viewed 

as a right. Once established e.s a. right the state gets 

"progressively diminishing returns in added legitimation 

for a given programme over time". But any cutback would 

constitute a source of delegitimization and protest. There 

is, therefore, Wright concludes, "not ·only e tendency for 

programmes once established to continue, but a constant 

pressure on programmes to expand ... " 

As we shall see in the following "reading·· the writers 

of the R~o~. in presenting an "Historical Review" of 

public secondary schooling in New South Wales, 

inadvertently give us an account of this process in action 



- 64 -

as the Department of Public Instruction "captures", over 

time, some 72% of the secondary schooling "market". 

We can see then that there is a complex web of internal 

and external pressures on management that help precipitat~ 

action. These pressures make overt statements of purpose 

open to question. Individual participants within 

decision-making structures may, as Giddens suggests, have 

some "discursive penetration" into the social systems in 

which they participate but they need not necessarily 

confront the degree to which their actions are conditioned 

by a range of administrative (control} imperatives. Power 

relationships may be two-way but those in dominant 

positions within decision-making structures have access to 

powerful ideological constructs that provide 

self-justificatory frameworks for their actions. 

In this sense it is not necessarily what participants 

~ was the purpose of their actions that tells us most 
I 

about those actions. It is the content of those actions 

that is significant. One such "content" is the actual 

make-up of the review committee. In no sense could this be 

seen as widely representative . 

Of the ten committee members three were high-ranking 

officers of the Education Department. At least three other 

members of the committee could be described, based on their 

occupational biographies, as administrators or managers. 

Even taking into account the implicit reductionalism 
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involved in judging people by their occupations certain 

similarities of training and experience and, consequently, 

of outlook can be assumed to have existed amongst members 

of this group. This. does not assume that the individuals 

involved were QUU administrators. But, irrespective of 

individual biographies or idiosyncratic differences, it 

assumes that some degree of educational and cultural 

commonality can be assumed to exist. 

Those committee members with a background in 

administration included the three Departmental 

appointments, namely, H.S. Wyndham {Chair), P.G. Price and 

A.W. Hicks. Wyndham was the newly appointed Director 

General of Education at the time of the establishment of 

the review committee and appears to have been seen a.s the 

Department's bright new broom. Smith {1976, p.132) 

describes him as a "man of drive, stamina and enthusiasm 

... (with) ... a strong belief in his own ideas but ... by 

no means inflexible". Smith's biography of Wyndham paints 

a. picture of the a.rchitypal "modern" public administrator: 

highly trained in modern "scientific" principles and with a 

great zeal for rational social planning (Smith, 

pp. 128-135). 

Wyndham was born in Forbes New South Wales and was 

educated at Fort Street Boys High - one of New South Wales• 

selective public secondary schools. He later followed this 

up with, first a Bachelor of Arts Degree, then Masters 

Degree with First Class Honours. With the aid of a 

j 
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Carnegie Grant and a scholarship from the New South Wales 

Teachers' Federation, Wyndham travelled, in 1934, to 

Stanford University the home of one of the best known 

centres for the development of intelligence testing 

techniques. Here he took out a Doctorate in Education. 

On his return to Australia in 1935 his remarkable 

administrative career got under wa:y. He became the first 

Research Officer of the New South Wales Department of 

Education and established the Guidance Division within the 

Department. After war service in the R.A.A.F. he served on 

various government bodies such as the Commonwealth 

Reconstruction Training Scheme as Head of Vocational 

Guidance for Rehabilitation. He also led the Australian 

delegation to the United Nations conference which 

inauguated U.N.E.S.C.0. 

In the period 1946-1952 he rose through the ranks of 

the Department of Education, first as Staff Inspector, then 

Secretary in which capacity, Smith (p.132) tells us "he 

re-organized Head Office on the administrative side". By 

1951 he was Deputy Director of Education. In November 

1952, at the age of 49, he was appointed Director General. 

Cast in similar moulds, although without the 

outstanding academic record of Wyndham, were the two other 

Departmental appointments. Price was, at the time of his 

appointment to the review committee, Director of Secondary 

Education. He had been a secondary school teacher who had 

I 
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risen "through the ranks" to become an Inspector of 

Schools. He was later (in 1956) to be appointed Deputy 

Director of Education under Wyndham (Smith, p.172). Price 

has been described as a strong supporter of comprehensive 

high schools and a friend of the then Minister of 

Education, the Hon. R.J. Heffron (MLA) (Smith, p.172). 

The third Departmental appointee, A.W. Hicks, was a 

former member of the Public Service Board and Assistant 

Under Secretary to the Department of Education. At the 

time of his appointment to the committee of review he was 

Superintendent of Technical Education. Hicks had been a 

member of the 1933 committee of review that first proposed 

the general framework for restructuring adopted finally by 

New South Wales secondary schools in 1962. He had also 

served on the Commission appointed to report on technical 

education in New South Wales in 1934. He is described by 

Smith (p.174) as having "ha.d considerable e>..-perience in 

dealing with problems of youth employment after the 

Depression". 

The two female members of the committee represent 

variations on the theme of administrative careers. Miss 

C.G. Stevenson was Training Supervisor at Berlei Ltd., 

manufacturers of women 1 s under-garments. She was the only 

member of the review committee who could be said to have 

experience in industry. Her administrative skills are 

perhaps best exemplified by her war service. In 1941 she 

was appointed Director of the Women's Auxiliary, R.A.A.F., 

j 



- 68 -

a position she held for the duration of the war. 

p.175). 

(Smith, 

The other female member of the review committee, Miss 

M.A. Telfer, was the Registrar of the University of 

Sydney. (Smith, p. 174). 

An interesting anomaly on the review committee is H.F. 

Heath. As President of the New South Wales Teachers' 

Federation his appointment would, at first glance, appear 

to stem from a recognition of the right of teachers to be 

represented on a committee reviewing their employment 

domain. But it has been claimed by Smith (p.172) that 

Heath's presence on the committee was expressly stated to 

have been got as Federation President. 

It is interesting to note that although the first part 

of the committee's brief talks about "education for 

adolescents in New South Wales" the second part greatly 

qualifies this, restricting the survey to "the public 

schools of the State". In 1952, when the review committee 

was set- up, this represented some 72% of secondary school 

students. The schools catering for the other 28% remained 

outside public scrutiny. (Figures taken from Report p,34). 

However, while the corporate schools and the 

non-government systemic schools remained outside the 

committee's terms of reference this did not prevent the 

representatives of non-government schooling having a 
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considerable "finger in the pie" in relation to both the 

evaluation of public secondary schooling provisions and 

recommendations for its future development. It is argued 

in Part 3 of this study that any analysis of the changes to 

public secondary schooling in the post-war period needs to 

take account of the structural location of public schools 

in.the over-all provision of secondary schooling in New 

South Wales {public and private). Here it is sufficient to 

note the presence of private schooling interests on the 

review committee. 

Of the ten member review committee no less than three 

were members of the clergy and representatives of 

non-government schooling interests. These three members of 

the committee were: 

Rt. Rev. W.G. Hilliard, Senior Bishop - Coadjutor 

of Sydney and former Headmaster of Trinity Grammar 

School, Sydney. 

Rt. Rev. E.H. Vines, Presbyterian minister and 

former teacher who was later to be appointed 

Moderator of the Presbyterian Church in New South 

Wales. 

Rev. Father J.F. Slowey, Diocesan Director of 

Schools in the Archdiocese of Sydney. 

An important distinction needs to be made between the 

two Protestant clergy on the committee and Father Slowey. 

Father Slowey was not only a cleric but also the 

administrator of a competing education bureaucracy. This 
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places him, professionally, in some ways closer to the 

various government and private enterprise administrators 

discussed above. It also illustrates an unusual political 

characteristic of Australian education in which, 

particularly in the post...:war period, two competing 

educational bureaucracies have developed along-side each 

other, both competing for students and, after the expansion 

of Federal government involvement in education from 1963 

onwards, for Federal funding. 

Finally the committee of review could boast one leading 

academic: Professor C.R. McRae, Principal of Sydney 

Teachers' College and Professor of Education at the 

University of Sydney until 1947. Later McRae was appointed 

Deputy Vice-Chancellor of the University of Sydney. McRae 

and Wyndham had "worked together selecting the first entry 

of pupils of high ability to Opportunity "C" classes at 

Erskineville and Woollahra". It has also been claimed that 

McRae's particular concern on the review committee was with 

the needs of the "bright youngster". (Smith, p.173). 

In attempting to explain the bringing together of any 

group of individuals at some specific historical juncture a 

number of possible levels of analysis present themselves. 

We could, for example, focus on a whole range of personal 

biographical data - such as that the committee's 

chairperson had known Miss Stevenson during their 

respective war service or that he had worked with Professor 

McRae on the special project for selecting high ability 
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pupils for special olasGes. These individual biographies 

cannot be discounted from any consideration of the 

contingencies that bring particular individuals together. 

The fact that a number of the members of the committee 

of review were personal acquaintances or colleagues of the 

chairperson (who was also the Director General) gives 

weight to the view of the enquiry as a "put up job" aimed 

at "selling" an already worked-out administrative scheme. 

From this perspective it could be argued that the presence 

of such eminent churchmen as Hilliard and Vines or of an 

academic of the standing of McRae lent the review committee 

prestige and status. If we take this view the appointment 

of these three could be considered a very astute move on 

the part of the "engineers" of reform. 

It could also be argued that the presence of the three 

churchmen and of Professor McRae on the committee 

illustrates the extent to which any given social context is 

made up of a number of inter-meshing, but often 

contradictory, sets of political and cultural 

constructions. Although it is the "modern" administrators, 

trained in scientific management principles and techniques 

based on efficiency and "rationalization", and who have a 

heavy personal investment in educational credentialism, 

that dominate the review committee these administrators do 

not inherit a "Brave New World". They inherit a world 

saturated with political and cultural messages from the 

past. Nor do they, as individuals, embody a necessarily 
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fixed, coherent set of ideas but are themselves influenced 

by a whole "complex, uneven and contradictory ensemble 

a range or repertoire of different cultural solutions " 

{Clarke, 1979, p . 247). 

But it is interesting to note that the committee is 

made up of individuals who have a heavy personal investment 

in education. All have positions that a.re dependent on 

their skills in management and/or their academic 

qualifications. This includes the members of the clergy 

although their positions are also dependent upon other 

attributes - such as their affiliations with the various 

churches they represent. 

Collectively the committee members represent one sector 

of the community - those with special skills and academic 

knowledge upon which their social standing and income 

depends. Wpat implications does this commonality have for 

the way po~t-war demands for public secondary schooling are 
I 

framed by the review committee? The next section of this 

study attempts to address this question by providing a 

"reading" of the Report. 

a.. rnoRICAL REVlitl 

By the provision of e. lengthy "Historical Review" of 

the development of public secondary schooling in New South 

Wales (pp.10-33) the writers of the Report show that they 

are self-c06sciously iwe.re of themselves as representing 

the culminating point of past developments and the 

beginning of a new era in secondary schooling. 

f 
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They also demonstrate their appreciation of the need to 

anchor their vision of the future in a concrete past and 

present. This is reflected in the overall structure of the 

ReEQrt. It moves from the past (what is seen to have been) 

to the present {an account of what is) and finally to a 

visionary future (the Repo~t's statement of aims). The 

final section of the Rru?.ort - "Appraisal and 

Recommendations" - provides concrete strategies for moving 

from the present into this visionary future. 

In this sense the writers of the Report seem to 

appreciate that history has meaning only in relation to the 

present and future. Or, as Chesneaux (1978, p.12) puts it 

" ... the present needs the past only with reference to the 

future ... the appeal to history has meaning only in terms 

of what is to come." But what is the nature of this past 

and present that the H~EQ~t paints for us? And what kind 

of vision of the future underlies this view of the 

past-present? 

According to the Repo£t 1880 marks the founding of 

public secondary schooling in New South Wales. Under the 

Public Instruction Act of 1880 new provisions were ma.de for 

"superior public schools" and high schools which could 

provide instruction beyond the elementary stage and thus 

provide access to the Junior and Senior Public Service 

Examinations. 

The Report commends those who fought for the 

establishment of these extensions to the public elementary 

i 
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system. In contrast to the "elitist" religious schools 

whose "avowed purpose was to produce the educated Christian 

gentleman" {p.12) these new schools provided, the Repor_t 

argues, for "an elite of scholastic ability and interest 

rather than of social status" {p.14). The state-provided 

secondary system was to stand in contrast to the 19th 

century church schools in that it was to provide for an 

"elite of merit" where-as the church schools were "designed 

to serve and reproduce a social as well as an intellectual 

e 1 i te" . ( p . 11 ) . 

Ironically, having pointed to the meritocratic base 

upon which state provided secondary schooling was founded 

the Report then proceeds to lament the extent to which this 

new system rapidly became examination oriented: 

Meanwhile ... examination results tended to become 
ends in themselves. There was no real scrutiny of 
the curriculum or of the methods employed in · 
obtaining examination results. Under such 
conditions, the success of schools attended by 
adolescents, whatever the type of school, came to 
be measured in the public mind by the achievement 
of pupils in examinations, especially the Junior 
and the Senior Public Examinations. (p.14). 

In the words of the Commissioner on Primary, Secondary, 

Technical and Other Branches of Education {the 

Knibbs-Turner Commission) appointed in 1902, and quoted in 

the RepQrt, we see that some twenty years after the 

establishment of a government secondary schooling system 

the same meritocratic orientation that, the Report states, 

was the basis upon which the public schooling system was 
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founded, was still firmly in place. The Com.missioners, 

Knibbs and Turner, note that: 

The ideal aim of secondary and higher education in 
a State such as this will, of course, tend rather 
toward the establishment of an aristocracy of 
intellect and character, than to the maintenance 
of an exclusive caste founded upon birth or 
wealth. (p. 16). 

The purpose of state-provided secondary schooling was to 

ameliorate the worst aspects of class division by 

undermining the elitism of privilege and established wealth 

and replacing it with an elitism of intellect 

{ meri tocra.cy) . 

The Knibbs-Turner Commission is also shown to be 

concerned that a public schooling system will be 

efficiently managed. The Commissioners are reported to 

have commented on the" ... lack of co-ordination they found 

not only between primary and secondary education, but also 

within secondary education itself'' {p. 15). This theme of 

the need for a more efficient and rationalized system is 

one that is taken up time and again by the writers of the 

Report. Here, while approving the Commissioners' 

recognition of the need for a more rationalized system the 

writers of the Repqrt, in their discussion of the 

Commissioners' findings, demonstrate the extent to which 

the meritocratic (that is, selection on the basis of merit) 

function of the public secondary school was still, by the 

mid 19501 s, acknowledged as central but had been overlaid 

with a new stress on individual difference. We are told 

that the Commissioners he.d, in 1902, argued for a selective 

process by which students "who, at twelve years of age, 

J 
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proved unsuitable for secondary education" would proceed to 

higher primary from where they would provide: 

... the artisans and workmen of society ... {for) 

... {s)econdary education should provide the 
pathway for those whose prospects lay either in 
the higher levels of industrial and commercial 
life or in the professions. {p.16) 

The Report's writers respond that: 

The tidiness of the Commissioners' scheme was made 
possible by the assumption, common even in 
Australia at the turn of the century, that it was 
appropriate to determine in advance the social end 
economic future of adolescents ... Because they 
were untroubled by modern knowledge of the 
significance of interests and special aptitudes 
and because they had at their disposal only the 
traditional methods of assessing scholastic 
ability, the question did not arise as to whether 
such pre-determination of the future of young 
people, even if acceptable, was possible. {p.16). 

The acknowledgement of the class nature of the social 

stratifications into which the young were to be "slotted", 

so evident in the 1902 Commissioners' comments, have, by 

the mid 1950's been overlaid by a view that sees social 

stratification as based on individual difference: on the 

"interests and special aptitudes" of individuals. 

According to the Report the period between 1910 and 

1925 saw a consolidation of the dual system of 

state-provided secondary schooling in the form of: 

J 

{i) selective high schools for the minority: the "new 

meritocratic elite" and, 

(ii) superior public schools providing a more 

"generalist" schooling for the growing numbers of 

pupils remaining in schools beyond the primary 

stage. 

■ 
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Just how small the demand for government provided 

secondary schooling was can be seen from the post-primary 

enrolment figures for 1925: of the 56,267 completing 

primary school only 6,300 continued on to high school; 

16752 continued on to "super-primary"; while 33,215 (or 

59%} left school (see Table 1, below). 

The post-primary retention rate was, however, 

increasing: from 20% in 1915 to 41% in 1925 {p.24). 

Although the R~Q.!:.'.t: writers do not address the reasons for 

this increased retention rate presumably part of the 

exPla.nation lies with changing social patterns such as the 

successful "locking out" of minors from the labour market 

by social·reformers and worker unions. Similarly, the 

small numbers entering high schools no doubt reflect the, 

as yet, limited demand for white collar workers in the 

Australian economy and in the state-provided infrastructure 

{that is, within the public service). Thus, while the new 

elite based on meritocracy was an important element, 

reflecting the beginnings of a new social order {a new 

class structure) it seems that, by 1925, this new order was 

still very much in its infancy. 

That it was, however, firmly on its way to becoming 

institutionalized is reflected in the 1912 University 

Amendment Act . The H~ort (p.19) points out that under 

this Act the New South Wales Department of Public 

Instruction won a considerable victory in that the 

legislation provided for (among other things): 

j 
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(i) The recognition of a pass in required subjects at 

the Leaving Certificate Examination as qualifying 

a candidate for matriculation. 

(ii) The constitution of a Board of Examiners of eight 

persons comprising four representatives of the 

Department of Public Instruction and four from the 

University. 

(iii) Representation of the government on the Senate of 

the University, 

This meant that the University retained its position of 

influence over the public secondary school curricula 

through the examination system. But conversely this change 

greatly strengthened the position of the Department of 

Public Instruction. This centralized state bureaucracy now 

controlled the public examinations that provided access to 

the University and the autonomy of the University was 

penetrated. 

It was argued earlier that modern bureaucratic 

organizations tend to be expansionary. This increase in 

the power and influence of the Department of Public 

Instruction is a significant illustration of this process 

in action. It also represents a further milestone in the 

establishment of merit, rather than birth end social rank, 

as the basis of access to higher education. 

According to the Report problems of selection for high 

school and certification provide the central themes of the 

Department's concerns in the period 1925 - 1946. Having 

J 
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consolidated its position as the major provider of 

secondary schooling in the state the Department appears, in 

the period after 1925, to have been faced with a growing 

tension arising from the ad hoc expansion of the dual 

system it had established. 

The mechanisms for selecting those suitable to make up 

the new "elite of intellect" underwent various changes 

throughout the period. The Qualifying Certificate, 

established in 1911, had, by 1923, been replaced by two 

examinations - the "Permit to Enrol" and the "High School 

Entrance Examinations" {p. 22). By H.130 this two-exam 

system was scrapped because of "administrative 

difficulties" {p.23). A new "Primary Final Examination" 

was then instituted. Only the scripts of candidates 

seeking admission to high school were examined externally; 

those destined for superior primary schools or the junior 

technical and domestic science schools had their scripts 

marked internally. These changes suggest that the 

"administrative difficulties" of the older system were 

largely to do with the high costs involved in administering 

external examinations. 

The Repo~t indicates that by 1938 a significant new 

phenomenon had appeared on the horizon of selection 

procedures - the intelligence test. The High School 

Entrance Examination was re-instituted for candidates 

seeking placement in those selective high schools where 

places were limited. For all others admission to a 

i 
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post-primary Departmental school (and placement within that 

school) was based upon the results of an intelligence test, 

combined with an assessment of the student's attainments in 

the sixth grade of primary school. {p.23). 

By 1940 IQ test results had also become part of the 

overall High School Entrance Examination assessment. In 

1943 this exam was also scrapped in favour of· selection 

committees comprising the inspectors and head teachers in 

each high school area. (p.23). By this process selection 

became more personalized and individualized - a reflection 

of the individual merit of each student. Questions of 

inequality also became more individualized - related to 

individual difference rather- than to larger social (class) 

inequities. 

The distribution of enrolments in the first 

post-primary year from 1915 to 1955, set out in Table 1 

(below) illustrates the changing pattern of enrolments 

throughout the century. The spectacular increase in the 

holding power of super-primary schools by 1925, a.s compared 

with 1915, is explained. by the fiepo:r_t_ writers as related to 

"the more effective administration of the compulsory 

attendance law". (p. 24). 

Similarly the figures for the decade from 1945 to 1955 

indicate a marked increase in enrolments in the "super

prime.ry area". By this time many of these schools were 

local area secondary schools. Thus, the changes to the 

selection procedures noted above can be seen as indicative 
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of both a desire, on the part of the Department. to find 

more cost-effective selection procedures and the growing 

acceptance, by parents and students, of local-area 

secondary schools. 

TABLE 1 
ENROLMENTS IN FIRST POST-PRIMARY YEAR, 1915-1955 

UNACCOUNTED! 
YEAR LAST HIGH SUPER 

PRIMARY PRIMARY* NUMBER PERCENTAGE 

1915 30,741 3,567 2,635 24,539 80 
1925 56267 6,300 16,752 33.215 59 
1935 55,218 12,320 20,252 22,646 41 
1945 36,434 15,808 19,746 880 2.6 
1955 42,572 16,998 26,572 -998 -2.3 

* Until ·1943; thenceforward termed "secondary" 
Left school or repeating last primary year; in 1955 
probably repeating first secondary year. 

(Repq_rt p. 24) 

The writers of the g~E~£E note that, during the period 

1925-1935 no major changes took place in curricula 

organization (p.25). Generally speaking students in 

selective high schools worked to a syllabus dominated by 

the requirements of University entrance. For others the 

Intermediate Certificate Examination, taken at the end of a 

three year course, usually marked the terminal point of 

their studies. 

But while no official changes were taking place it is 

clear that, particularly in the super-primary area, many ad 

hoc changes were underway. Junior technical and domestic 

science schools, while technically still super-primaries, 
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provide evidence that a degree of diversity was emerging 

within the system. From 1935 onwards some of these schools 

had been presenting candidates for the Leaving Certificate 

(p.32). Similarly, as noted above, many super-primary 

schools, particularly in urban and country areas, were 

expanding into local-area secondary schools. It is this ad 

hoc diversity that most concerns the writers of the Report: 

The fact was that schools and courses for 
adolescents had developed in New South Wales after 
the First World War without any comprehensive 
review of the implications of that development 
(p.26) 

What particularly seemed to worry the writers of the 

Report was that the growing ability of some super-primaries 

to present students for the Leaving Certificate Examination 

indicated that the means of selecting students for entry 

into the meritocratic elite were not adequate. Many 

"late-developing" pupils, they argued, were obviously being 

disadvantaged. This concern for '·'late developers" brings 

to the fore a central tension in the Report. As the 

ideology that maintained the meritocratic structure was 

built on notions of individual merit justice demanded that 

all those endowed with the innate ability to join the 

meritocratic elite should.be given the opportunity to do 

so. Consequently, examples of apparent inadequate 

selection and mis-placement were not merely a "waste of 

talent" but an affront to notions of social justice and 

equality of opportunity. 

According to the R~~QKt the first major attempt by the 

Department to institute a major review of the secondary 
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system ca.me in 1933 when a committee was set up, under the 

auspice of the Minister for Education, to examine "problems 

associated with secondary education" {p.26). A provisional 

council set up as a result of the committee's report 

proposed a new, comprehensive, approach to the junior years 

of secondary schooling: 

That the organization of the secondary school 
curriculum should be directed towards the giving 
of a general secondary education in four years, 
with provision for further advanced study in 
subsequent years. (p.26) 

However, the extent to which the Departmental officers 

were, in 1933-4 out of step with public opinion can be 

gauged by the poor reception the provisional council's 

recommendations received. State Cabinet, ostensibly 

"sensitive to the needs for reducing the total burden of 

examinations likely to fall upon school pupils" (p.28) but, 

no doubt, also sensitive to the cost of any extension of 

the duration of the "general" secondary course and mindful 

of the cost of external examinations, was reluctant to make 

any radical changes to the structure already in place. In 

addition, as the Intermediate Certificate Examination 

{taken at the end of three years of secondary schooling) 

had become institutionalized as "the terminal examination 

for a large proportion of the adolescent school 

population·~ (p, 28), another major impediment to any 

Department-initiated extension to the existing secondary 

course lay outside the schooling system. As entry to 

apprenticeships and other forms of working class employment 

were tied to this publicly-recognized terminal point few 

employers, parents or, one suspects, students, were too 
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keen to alter the status-quo in regard to the Intermediate 

Certificate Examination. The educational managers and 

ideologues had, it seems, still some way to go before any 

extension of universal secondary education could be 

"naturalized". 

However, according to the R~Qrt, the Department's push 

to reframe secondary schooling was given further impetus in 

1946 when the Board of Secondary Studies put to the 

Minister the following outline of the main principles which 

should govern the secondary curriculum: 

{1} Secondary education should be adapted to the needs 
and capacities of adolescents. 

{2) It should be related closely to the interests and 
experiences of life. 

(3) It should be "all round", at the same time 
providing adequate opportunities for the pursuit 
of individual interests. 

{4) It should not be regarded merely as preparation 
for tertiary education; it should stimulate in all 
pupils a desire to go on learning. (pp.29-30). 

In addition to its four principles the Board also 

submitted, as the basis of a new approach to secondary 

schooling, the following proposals: 

J 

{1) Secondary education should be organized in two 
stages - general secondary education and higher_ 
secondary education. 

(2) The first or general stage should be four years in 
duration, ie., from about age 12 to about age 16. 

(3) The first stage should be based for all pupils on 
a core curriculum comprising English, Social 
Science, Mathematics, Science, Physical Education, 
Music, Art, Crafts. 

(4) In addition, in the first stage there should be 
optional subjects such as foreign languages, 
technical, home·science, agricultural end 
commercial subjects, and subjects of the core 
curriculum taken to a higher level. 

-



- 85 -

(5) There should be no external examination earlier 
than the fourth year, ie., the Intermediate 
Certificate Examination should be abolished. 

(6) At the end of the fourth year, there should be an 
external examination restricted to English and 
optional subjects. Not less than five and not 
more than seven subjects should be taken. 

(7) The period of higher secondary education should 
n2rmall_y be two years. 

(8) At the higher secondary level the only compulsory 
subject should be English. 

(9) At the end of the period of higher secondary 
education there should be an external examination 
in five or six subjects, of which one should be 
English. 

{p.30). 

The Board's recommendations were not taken up but they 

do provide the framework for the 1957 Report. The Board's 

four principles and its framework for a re-structured 

secondary system are re~articulated by the review 

committee. By 1961 this "blue-print" had finally won 

public acceptance and became institutionalized under 

amendments to the Education Act {1961). 

It is interesting to note that the Board's four 

principles have completed the divorce, at the level of 

rhetoric, of secondary schooling from its political 

context. Although the RePQ£i's account of the 

establishment of the public secondary school system gives a 

hint of the struggle, on the part of liberal reformers, to 

challenge the dominance of the existing ruling elites, the 

Board of Secondary Studies' 1g46 principles embody a view 

of secondary schooling that has become detached from 

political struggle. At the level of rhetoric 

J 
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state-provided secondary schooling has become an 

uncontentious arena concerned only with the highly 

individualized "needs and capacities of adolescents" 

(p.29). 

McCallum {1984), in his account of the beginnings of 

state involvement in secondary education in Victoria, gives 

a more detailed account of this early struggle. He shows 

that the group pushing for an extension of public schooling 

were intellectuals - academics, journalists, 'New Liberal' 

politicians such as Alfred Deakin. These reformers saw the 

role of the state in terms of the removal of "impediments 

to the improvement of individual character and 

product;ivity" (p.22). At the same time they saw the state 

as the vehicle through which social harmony could be 

achieved. The 1890's depression had brought with it open 

class conflicts: lockouts, strikes, mass unemployment and 

hardship. The state, through institutions such as 

industrial arbitration, welfare, and compulsory schooling 

would bring a new rationality and social order. Added to 

this were pure economic and imperialist concerns. The 

Empire would not be able to maintain its dominance in world 

trade without a skilled and disciplined labour force. 

Both the 1957 Report's account of the founding of 

public secondary schools in New South Wales and McCallum's 

account of Victoria, support the view that these events 

represented a significant penetration into the bourgeois 

hegemony of status and social position based on property 

(ownership of capital assets). 

• 
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However, as the writers of the Report note of the late 

19th century, those parents that could afford it preferred 

to send their children to the established private schools 

{Report p.14). Similarly McCallum (p.24) notes that, in 

Victoria, the Fink Commission {set up in 1899) made it 

quite clear that state secondary schooling "shall not 

encroach on the traditional domain of private schools". 

Consequently, throughout the 20th century the public system 

has continued to expand by drawing greater numbers of the 

working class into its orbit rather than by any real 

penetration of the private school system. By 1952, for 

example, 28% of the secondary students in New South Wales 

were still in fee-paying private schools. 

This failure of the public secondary system to provide 

any real challenge to the hegemony of the private 

(corporate) system was to mean that a complex structure of 

secondary schooling provisions was to develop. The 

implications of this for public secondary schools is 

explored :further in Pa.rt 3. 

The "Historical Review" section of the Rfil?..Qt.1. also 

projects an image of the development of state-provided 

secondary schooling in New South Wales as a linear 

progression. Under the direction of progressive and 

enlightened administrators steady and incremental progress 

and expansion of the system, had, according to the Report, 

taken place. 
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From the account presented in the Repor~ the system and 

its development is seen to exist in splendid isolation from 

other social and economic institutions and, consequently, 

expansion of the system is not seen as part of a much 

larger, contested, set of social changes. . Rising retention 

rates are, for example, isolated from changing patterns of 

family life and income patterns and from patterns of 

induction of young people into the world of work. This 

gives the expansion of the secondary system an air of 

inevitability and "naturalness". It is no longer the 

outcome of human actions and human decisions but takes on 

the appearance of a logical progression that could not have 

been otherwise. 

Similarly, this perspective hides from view the 

continuing bureaucratization that was part and parcel of 

the overall development of the Department of Education. 

The particular process by which the bureaucracy 

consolidated its own power base in the secondary domain, 

particularly through control of access to tertiary study, 

is not seen as a contested arena (contested, for example, 

by the University). This also helps consolidate the view 

of the status-quo as a "natural" outcome of events - things 

could not have been otherwise. 

Habermas (and others) have pointed out that the 20th 

century has seen the rise of technocratic modes of thought. 

One effect of this, Haberma.s argues, has been the 

"structural transformation of the public sphere" (Thompson 
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and Held, 1982, p.4). For Habermas the extension of 

commodity exchange to more and more areas of life "undercut 

the autonomy of forums potentially critical of the status 

quo". Legitimation of contemporary capitalist society has, 

according to Habermas, been aided by this dissolution of 

the public sphere and its replacement with the technocratic 

assumption that the problems facing capitalist economies 

(such as resource allocation, unemployment/underemployment, 

inflation and stagnation) are technical in nature and can 

be solved by technical expertize. Habermas contends that, 

as a result of this rise in technocratic consciousness, 

politics assumes a singularly negative character orientated 

towards the avoidance of risks to the system - "not, in 

other words, towards the realization of practical goals but 

towards the solution of technical problems". 

The extent to which the Report reflects this tendency 

to transform the 2ublic issue of state schooling into a 

technical issue of management is not only shown in the 

make-up of the committee of review itself but also in the 

themes the RepQrt addresses. In the "Historical Review" 

section this is particularly evident in the emphasis on the 

administration's attempts to improve its selection 

procedures. 

Finally, it is interesting to note that, in the account 

provided by the Report, we see an underlying thread running 

through the history of public secondary schooling by which 

this public system is continually linked to the 

j 
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identification and development of "talent". Public 

secondary schooling is consistently seen as providing 

opportunities for the "elite of intellect", no matter what 

their background, to gain upward social mobility through 

the schools' credentialing system. However, Halsey's 

(1977) investigations of social mobility in Britain 

suggests the assumption that public secondary schools do 

reward only by achievement (merit} and not by a combination 

of ascription and achievement is unwarrented. 

Similarly, Anderson and Vervoorn {1883} show that in 

Australia access to higher education in the period from the 

early 1960's to the early 1980's has remained 

disproportionately in favour of what they refer to as 

"upper stratum groups". Never-the-less, as we see in the 

above "reading" the justification of public secondary 

schooling on the grounds that it provides equality of 

opportunity by providing opportunities for individuals to 

"show their mettle" has been a powerful argument in both 

the establishment of public secondary schooling and in 

justifying its continued expansion. Meritocratically 

oriented secondary schooling has been seen as of benefit to 

both individuals, through the provision of opportunities to 

compete for credentials and thus for upward social 

mobility, and to the "nation-as-a-whole" in that "human 

resources" are not left undeveloped. 

It has already been noted that a significant shift 

towards the individualization of educational outcomes had 

j 
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taken place in the late 1930's as intelligence testing as a 

basis for selection found acceptance. The importance of 

this shift, in terms of providing a powerful ideological 

support for a meritocratic schooling system cannot be 

overemphasised. As we shall see in the following "reading" 

of the second section of the E~ort - its view of the 

present situation - "individual difference" provides the 

underlying theme. 

~ THE "PRESENT SITUATION" 

The review committee report that: 

The present position, then, is that all pupils who 
complete their primary schooling in New South 
Wales pass on to some form of secondary 
education. Of these pupils, 78% complete their 
primary education in schools conducted by the 
Department of Education. Beyond the primary 
school stage, the proportion of pupils in 
Departmental schools during recent years has been 
approximately 72% (p.34) 

It could be said that, by the post-war period, the 

Education Department had captured a very large slice of the 

secondary schooling domain end universal secondary 
f 

/ 

schooling was established, at least to the age of 15 

years. Retention rates beyond the compulsory age were 

still low (see Table 2, below). Figures tracing one 

generation of students beginning their secondary studies in 

1952 show that by mid-year of their t~ird year only 55.5% 

remained. By the time of the mid-year census of the 

following year only 19.2% was still in school, while 16.1% 

continued on into the fifth year. Of those that completed 

the five yeir course 59% matriculated. The Report points 
/ 

out that "this means that of 100 pupils commencing 

i 
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secondary education in 1952, 7.5 qualified for entrance to 

a university" (p.46). As it was estimated that only 4.4% 

of the total seventeen and eighteen year es;e gt'oup was 

engaged in university study it was obvious that not all 

those matriculating from public secondary schools entered 

university. 

TABLE 2 

ENROLMENTS IN SUCCESSIVE YEARS OF THE SECONDARY SCHOOL 
THE HISTORY OF A SCHOOL GENERATION 

,-----------------·--------------------

(Report p.44) 

YEAR 

1952 
1953 
1954 
1955 
1956 

ENROLMENT 

50,575 
42,225 
28,050 
9,730 
8,120 

PERCENT 

100.0 
83.5 
55.5 
19.2 
16.1 

The extent to which the school curriculum was dominated 

by the academic needs of the "elite of intellect" is 

reflected in the following outline of the courses offered 

by the selective high schools: 

English, Mathematics, one or more sciences, 
History and/or Geography, and languages . Pupils 
in these schools must take one language {usually 
French} but the more able tend to take Latin 
also. A minority may commence a third language 
in their second year. (p.35}. 

Schools, or "streams" within the same school, declined in 

status as they deviated from this academic package -

substituting, for example, manual or domestic arts courses 

for languages . 

• 
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Because the Rep ort is embedded in a class-based 

society, and because schools provide one of the domains 

through which social and occupational stratification is 

legitimized (in terms of "merit") the problem of providing 

universal, yet stratified, schooling provides a central 

tension in the Report. We have already seen that in the 

"Historical Review" section of the ~rt this tension is 

covered over by a concentration on the technical aspects of 

the system - a concentration on changes to selection 

procedures and administrative reforms. In this second 

section of the R~PQ£t this tension is played out around a 

cluster of issues that include: 

(i) the age at which selection should take place; 

(ii) suitable curriculum provisions for all; 

(iii) the nurture of talent: 

(iv) student wastage. 

Where-as in the past selection had taken place at the end 

of primary schooling the Rfil2ort again and again takes up 

the refrain that this early selection is undesirable: 

The faults of present practice lie, not in the 
details of the procedure adopted, but in the 
attempt t o determine the educational future of 
pupils at so early a stage and in so final a 
fashion. (p. 35). 

One of the central arguments supporting the abolition 

of early selection put forward in the Report is that such 

selection is unjustified in the light of "modern" 

scientific evidence on the nature of adolescent 

development: 

we have had placed before us a considerable 
body of evidence, drawn both from research studies 
and from experience of practising teachers, which 
throws grave doubt upon any attempt to determine 
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at a. relatively early age and in so final a 
fashion, the pattern of the secondary school 
course a. pupil should follow. {p.65). 

The research evidence drawn upon by the committee, and 

given in an appendix of the Repo~£, draws heavily upon 

British and US research into psychological testing. 

For the review committee the solution to this problem 

of early selection lay with comprehensive schools. But 

comprehensive secondary schools provided other, less 

emphasised, advantages to an Education Department facing 

increasing demands on its resources. Comprehensives 

promised greater rationalization of resources. In the 

rapidly expanding urban areas comprehensives held the 

promise of a more cost effective way of providing the 

promised "secondary education for all". In these areas 

scarce resources - trained teachers, new buildings, and 

specialized equipment such as science laboratories and 

libraries - could be more effectively delivered in larger, 

centralized schools. 

Comprehensives also held promise of greater economies 

of scale within the school. Middleton (1981, p.27ff) 

argues that a process of rationalization of time and space 

in secondary schools was greatly aided by the moves towards 

larger, comprehensive schools. Middleton maintains that 

the tight packaging of time in schools was implicated in 

both the development of "vertical streaming" (into year 

cohorts) and into "horizontal streaming" {into ability 

groups within year groupings). But these, in turn, 

required larger schools in order to be viable. 

J 
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This process of rationalization has invariably been 

justified in terms of the psychological and emotional 

benefits to individual children who, it has been argued, 

needed the support of their peer group. The g~Q!'..t. goes so 

far as to suggest that "there was a marked association 

between the repetition of a year and leaving school 

early." (p. 45). 

Middleton, however, connects this "lock-step" approach 

with moves towards greater administrative control over both 

students and teachers. It provided justification for 

larger, more centralized, secondary schools rather than 

"community" schools. Large schools provided the 

opportunities to effectively divide their student 

populations both vertically and horizontally. But then the 

organizational necessities of the larger schools ma.de the 

institutionalization of both vertical and horizontal 

streaming an administrative necessity. Catch 22. 

One effect of this kind of administrative structure was 

that it helped naturalize ability as a category for 

grouping students in schools. This provided an important 

element in the process of legitimization within a 

meritocratic schooling system. The acceptance of these 

kinds of groupings helped "normalize" different curriculum 

provisions for different groups of students. What we see 

in this process of the rationalization of resources between 

and within schools is the re-inforcement of a set of 

structural imperatives that perpetuate a set of divisions, 

j 
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based on ability, around which inequitable social relations 

within schools are established and perpetuated. 

Not only have moves towards greater rationalization of 

resources (including time and space) helped 

institutionalize inequalities in schools but so too has 

curriculum development. In the R~ort, running parallel 

with the issue of selection is the issue of providing 

suitable courses for all while at the same time "nurturing 

talent". Again the solution lay with comprehensives in 

which a curriculum "package" consisting of "core" and 

"elective" subjects could be provided. Details of this 

proposed curriculum are given in the RePOK~ (see, 

particularly, pp. 82-87). 

To the 1980's reader the introduction of comprehensive 

(rather than selective) schools and a curriculum made up of 

"core" and "elective" subjects seems a most egalitarian 

reform. But egalitarianism is not what the writers of the 

R~Qrt had in mind. It was not to bridge the gap between 

''winners" and "losers" by making the start of the race more 

even that the 1950's educational reformers wanted 

comprehensive schools and curriculum. What they were 

seeking was, firstly, to make the selection processes more 

efficient and effective so that "ta.lent" could be 

identified and developed for the benefit of both the 

individuals involved and the society as a whole - that is 

to say, the further institutionalization of a meritocratic 

schooling system in which the needs of an "elite of 

intellect" would be catered to. 

J 
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At the same time, however, they aimed to extend the 

civilizing influences of education to as many of the rest 

of the student population as possible. 

told in the ReEQ~t: 

There are, we are 

... certain fields of thought and experience of 
which no adolescent should be ignorant as a person 
or as a citizen, irrespective of his (sic) level 
of ability and of the situation in life in which 
he (sic) may find himself (sic)" (p. 82). 

That the "core" is not intended as a beacon of 

egalitarianism is evident in the discussion of class 

groupings within the school. While it is proposed that all 

students will have experience of the subjects that make up 

the "core" it is not assumed that they will have the §.am~ 

experience: 

while we propose a group of subjects which 
will be the common experience of all secondary 
school pupils and so provide the "core" of the 
curriculum, we do not propose that that core will 
remain unaltered for every child. (p.82) 

and within the school itself: 

School principals should have the same opportunity 
for organizing classes as seems best to them ... 
It is clear ... that if these groups are organized 
primarily on the basis of ability, a large degree 
of variation between classes in the content of the 
programme and in the method of treatment will be 
made possible. Thus, in a First Year of six or 
seven classes, while "English" will appear on the 
time-table as a subject common to e.11, as the year 
goes on its content and emphasis will differ 
markedly between the most able and the least able 
classes. (p.84). 

Thus, the comprehensive schools and the "core 

curriculum tend to boil down to more of the same - only now 

the selection takes place in "streamed" classes under the 

same roof rather than in separate schools and is justified 

on "scientifically" based assumptions about intellectual 

development and principles of administration. 
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The provision of electives within the new curriculum is 

justified on three separate grounds in the Report. 

Firstly, while the writers of the RepqLt consider it 

"essential that secondary pupils should share a common 

background of thought and experience" (p.85) the underlying 

thread of individualism that runs through the R~QLt leads 

to a heavy stress on the notion of individual interests and 

aptitudes. The school should attempt to cater to these 

individual differences via its program of electives. At 

the same time, these electives should provide opportunities 

for "the most able pupils" to "progress to the top of their 

bent in the fields of their special abilities" (p.85). 

That is, the electives program should provide one further 

mechanism for "nurturing" talent. Finally, these electives 

would ease the psychological trauma of continual failure 

for the academic non-achievers by allowing them to "excel 

in some one field". (p.85}. The elective program should 

provide a consolation prize for the losers in the academic 

race that makes up a meritocratic schooling system 

But it is on the issues of the nurturing of talent and 

of student wastage that the ambiguities within the Report 

are thrown into greatest relief. The discussion of student 

wastage, in particular, throws up the underlying antagonism 

between the professional educationists and £heir "clients" 

in the working classes. This antagonism seems based, at 

least in part, on the extent to which members of the 

working class successfully resist the reforming and 

rationalizing zeal of the professionals. 

J 
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For, in spite of the picture of gradual and ordered 

extension of secondary schooling provisions that the Report 

paints, glimpses of a more resisted reality are 

discernable. The need for legislation compelling school 

attendance and the presence of the truant officer are 

telling indicators that the benefits of universal secondary 

schooling were not always self-evident to all its 

recipients. By 1957 the writers of the Report could claim 

that the battle had been more-or-less won and that: 

... it has come to be accepted that not only will 
all children complete an organized programme of 
primary education, but they will pass on to some 
form of secondary education, remaining at school 
at least until the age of fifteen years. Today, 
almost all pupils do attend school until that 
age. (p.63). 

But even so the writers of the Report lament ''the rai,:,id 

wastage of the school generation as it passes through the 

secondary school. (p.44). The enrolment figures for one 

generation of secondary school students (see Table 2, 

above) says it all. 

For the writers of the Report the explanation for this 

"rapid we.stage" lies with the students themselves: 

The major contributing factor in the wastage of a 
school generation over the first three years of 
its secondary school experience would ... appear 
to be scholastic retardation. (p.44) 

The Report goes on to explain that: 

i 

a close examination carried out by the Research 
Division of the Department of Education into the 
histories of 516 pupils ... who entered schools in 
1949 . . . indicated that the more intelligent the 
pupil, the more likely he (sic) was to complete 
Third Year. (p.45} . 
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While this indicated that "the courses available in the 

junior years of the secondary school are better suited to 

the more intelligent pupil" and therefore "more needs to be 

done to adjust the content and organization of the 

secondary school studies to the needs of the variety of 

adolescents" the shortcomings are, by and large, laid at 

the feet of the students themselves (or, more specifically, 

their working class backgrounds}: 

Apparently early leavers have unfavourable home 
backgrounds, are poor in attendance, frequently 
lack 'application' and are not very well adjusted 
to school and to their fellows {sic). (P.45). 

Such an analysis of the "problem" of early school 

leaving takes no account of the nature of the relationship 

between secondary schooling and the wider social 

structures, particularly those structures dictating the 

nature and distribution of work. But why is early school 

leaving an issue? What assumptions appear to underlie the 

committee's concern for the "rapid wastage of the school 

generation"? There appears to be no simple answer to this 

question. Rather, a complex set of assumptions come 

together here, as elsewhere in the Report, which reflect a 

particular ideological construction. One element of this 

construction portrays working class life as bereft of 

culture and sees schools as a civilizing influence on the 

children of the working class. This construction gives to 

schools the function of social and moral reform. 

But at the same time schools are seen as important 

contributors to national development. The committee point 

to the "numerous submissions" from those who: 

j -
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stress the need for discovering and cultivating 
talent within the school community as quickly and 
as assiduously as possible. (p.66). 

This need was seen as imperative given: 

the growing demands of the present day for young 
people of the highest quality in science and 
technology. (p.66) 

This "human capital" approach to schooling is a form of 

reification. Talent, like intelligence, becomes an 

objective, quantifiable "thing" (a commodity). It is a. 

natural resource, and like other natural resources (coal, 

mineral deposits, forests) it can be "utilized profitably" 

in the "national interest" or it can be wasted. 

In good private-enterprise fashion its "profitable 

utilization" will benefit both its owner and the 

"nation-as-a-whole". It will add to national growth. With 

growth comes national security for, within this 

rationality, it is assumed that the bigger and more 

developed the nation the more secure it will be. 

These divergent ideological constructions come together 

in the committee's passionate claim that: 

... no community can afford, in making general 
provision for all its adolescents, to lose sight 
of the need for identifying and.cultivating talent 
of every kind, wherever it may be found among its 
youth. {p. 63). 

The "no community can afford ... " is highly ambiguous. 

While it contains a straight economic "cost-benefit 

analysis" message it also carries with it a strong element 

of social reforming zeal. There is an implicit message 
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that the needs of individuals must be met by the state if 

dissent and conflict are to be eliminated and consensus and 

social harmony are to be achieved. 

Thus schools are given the task, on the one hand, of 

helping carry the burden of economic development by 

"nurturing talent", while, at the same time, promoting 

social harmony through appropriate social engineering aimed 

at helping each individual find (and accept) "his" niche in 

the social order. 

~ FUTURE DIRECTIONS 

In the Report's statement of aims the intermeshing 

threads discernable in the earlier sections come together 

more completely under the banner of individual 

difference. The dominant theme of the statement of aims 

in the Report is individuality. A statement, humanistic in 

tone, made by the English Board of Education in 1g37 is 

quoted to pe an approppriate statement of the function of 

the school, viz: 

We may sum up the function of the school as being 

(1) to provide the kind of environment which is 
best suited to individual and social development; 
(2) to stimulate and guide healthy growth in this 
environment; 
(3) to enable children to acquire the habits, 
skills, knowledge, interests and attitudes of mind 
which they will need for living a full and useful 
life; and 
(4) to set standards of behaviour, effort, and 
attainment, by which they can measure their own 
conduct. (p.57). 

However, apart from quoting this statement the Report 

does not address the question of aims in terms of the 

i 
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function of the school. Just as, in addressing the 

question of early school leavers the emphasis was placed on 

individual students, so too with the statement of aims. 

These are addressed in terms of the needs and abilities of 

the highly individualized "adolescents". 

The statement of aims opens with a lengthy pre-amble 

outlining "certain features of human nature ... (p.56). 

And the central feature of this is individual difference: 

Not only do children differ from one another, but 
within each child is to be found a divers~ pattern 
of aptitudes, interests and needs. (p.56) 

But of course, the individual does not live "to 

himself{sic); each must find his (sic) life as a member of 

a social group". {p.56). It is, therefore, the task of 

the teacher to cater to students' individual needs and 

abilities whilst at the same time providing the necessary 

··example and guidance to young individuals who have so much 

to learn of the art of living with their fellows {sic)". 

(p.56) 

One implication of this emphasis on individual 

difference is that it naturalizes inequalities, not only in 

education, but in the wider society. In addressing the 

issue of the relationship between school and work, for 

example, the Rfil2or:t states that if "the adolescent {is) to 

make a smooth transition from classroom to vocation" {p.60) 

schools need to maintain: 

J 

"a parity of esteem among the subjects of the 
curriculum, having due regard for the ability and 
aptitudes of its pupils ... The task of the school 
is to ensure that, in whatever subject it offers, 
good standards are maintained and pupils are 
encouraged to develop their abilities to the 
full : ( p. 60 ) 
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This desire for a parity of esteem among the different 

subjects denies the real (material) differences in rewards 

offered in society. Only by making the economic and 

status rewards offered at the completion of the various 

courses equal could this parity of esteem become a reality 

- and, of course, in a class society in which 

stratification is a central component of control such 

notions as "parity of esteem" can only operate as an 

ideological device. 

In continuing their discussion of the link between 

school and work the writers of the RepQrt, argue for the 

inclusion in the curriculum of: 

the facts and practices of everyday life, 
including the life of commerce, industry and the 
professions. (p. 60). 

It is unclear here just what "facts and practices" are 

intended. Did the writers of the Report have in mind the 

inclusion in the curriculum of career education programs 

that present the range of occupations available or the 

rather more contentious "facts" such as union history or 

wage structures and conditions? Certainly, whatever the 

intentions of the committee on this issue, it was the 

"career education" approach that was taken up and 

institutionalized in the school curriculum. 

The R~Q!:t. also proposes that schools can help with the 

transition between school and work by providing pastoral 

care and guidance - among secondary students "this guide.nee 

will increasingly involve some consideration of a future 

J 
■ 
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career" {p.60). Here the irony lies in the extent to 

which the ideology of individualism is played out even to 

the point of assuming that all students will be in pursuit 

of a career and not merely leaving school to take up 

unskilled or semi-skilled jobs in commerce, industry or, if 

female, in unpaid domestic labour. As we will see in Part 

3 of this study, this certainly denies the way in which the 

labour force was being restructured in the post-war period. 

To help the transition from school to work it is also 

proposed in the R~or~ that schools should provide some 

pre-vocational courses: 

. . . as the pupi 1 approaches the point of leaving 
school courses may come to have a more definitely 
pre-vocational bias ... the inescapable fact is 
that the transition from secondary to vocational 
education should not be abrupt. (p.60). 

Why this is an "inescapable fact" is not made clear. 

In addition: 

In countless ways, the school may teach its pupils 
the dignity of labour ... [and] ... give to many 
of its pupils an ideal of service and 
self-dedication which, while not making them 
ignore such considerations as congeniality of the 
task or its material rewards, becomes a major 
determinant in their pursuit of a career. 
(p. 60-61). 

While this emphasis on service and self-dedication may 

do very well for that small percentage of public secondary 

school students entering professional or professionalizing 

forms of employment it says nothing of the reality for the 

majority of students - those destined for "jobs" rather 

than "careers " . 

J 
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Another implication of placing the emphasis on 

individual needs is that it helps mask the selection and 

sorting function of schooling. But while ignored in the 

section on aims this aspect of schooling is, a.s we have 

already observed, not ignored else-where in the R~ort. 

The resolution of the tension that arises from an 

ideological construction of the universal benefits of 

public schools juxtaposed with the reality of a 

meritocratic system {in which selected individuals benefit 

while the majority "fail") could be said to be the central 

concern of the following section of the Report, its 

"Appraisal and Recommendations". It is in this section 

that this tension is most directly addressed. Under the 

heading of "The Central Problem" it is addressed in the 

following way: 

The most significant feature of [the] changing 
conception of secondary education has manifestly 
been the emergence of the view that secondary 
education is the education not of a select 
minority ... but of all adolescents, irrespective 
of their variety of interests, talents and 
prospects ... When secondary education was 
conceived as the education of an elite, almost the 
only point that could be at issue was the 
criterion upon which that elite should be selected 
... Today the issue is not so simple. "The 
education of all adolescents" implies a proper 
provision for all types and levels of ability and 
for the wide variety of interest and need to be 
found in any entire school generation. What is 
sometimes overlooked is that this very definition 
of secondary education makes it obligatory for the 
community to provide suitable education, not only 
for the "average" adolescent, but also, and on the 
same social and moral grounds, for the adolescent 
of talent a.nd for the adolescent who is poorly 
endowed. In particular, we feel, no community can 
afford, in making general provision for all its 
adolescents, to lose sight of the need for 
identifying and cultivating talent of every kind, 
wherever it may be found among its youth ... 

(p.63). 
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We have already looked at the latter part of this 

extract within the context of the "nurturing" of talent. 

One other significant point to be noted here is the wey in 

which "the state" and "the community" have become 

confounded: "it is obligatory for the community to provide 

suitable education ... no community can afford ... ". But 

we have already noted the extent to which one state 

bureaucracy (the New South Wales Education Department) had 

"captured" the largest slice of the secondary education 

domain. The community's role in secondary schooling was 

largely that of tax-payer - hardly an active role in the 

decision-making process. 

The ideological significance of this identification of 

the state with the community is, however, great in terms of 

reinforcing the view of the state (and its bureaucratic 

structures) as neutral and a "natural" part of the social 

landscape. 

It is also interesting to note in the above extract 

that the division of students into "those with talent"; 

"the average"; and the "poorly endowed'' is totally 

naturalized. So to is the assumption tha.t these three very 

distinct groups of students should be given separate 

provision. The notion of "the education of all 

adolescents" has shifted the. problem away from the criteria 

fot ~electing those destined for the meritocratic elite to 

the question of adequate provision for each group. Under 

the umbrella of the rights of the individual the rights and 

i 
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privileges of the meritocratic elite are protected. The 

same liberal ideology, centred on the rights of the 

individual, that gives the right to participate in 

secondary schooling to the "average" and the "poorly 

endowed" gives "those with talent" special privileges: "on 

the same social end moral grounds". 

We have seen throughout the Report that these "social 

and moral grounds" rest heavily on "scientifically 

established" assumptions of individual difference and 

innate individual endowments. However, here we see the way 

in which this ideology of individual difference slides into 

a defence of different treatment for different ru;:ou~g. 

Thus we see the various sections of the Report drawn 

together. The "Aims" section, with its heavy stress of 

individuality, provides the ideological framework for the 

defence of a highly meritocratic schooling system. Unlike 

in 1880 when state-provided secondary schooling was seen as 

providing a challenge to the status-quo and the undermining 

of an elitism based on inherited wealth, by the 1950's we 

see a system that is able to successfully ward off the 

challenge to itself represented by the extension of 

universal secondary schooling . The meritocrati c elitism 

that the system had fostered was to be kept in place, in 

part, by using the same liberal rhetoric (of the rights of 

the individual and of individual difference) that it had 

used to challenge the hegemony of the ruling elite in the 

first place. 

1 
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Under the provisions of the Education Act of 1961, the 

major recommendations of the committee of review were 

institutionalized. A 4:2 year structure was introduced 

with the first four years providing a general secondary 

education; the final two providing courses for 

matriculation. A policy of providing comprehensive, 

co~educational schools was adopted and new school syllabus' 

introduced. However, as the following description of 

secondary schools in the mid-1960's illustrates, the 

meritoocratic orientation of public secondary schools had 

merely been institutionalised in a restructured form: 

i 

By the mid-1960's post-primary education for all 
had become the general pattern in all Australian 
states. However, the legacies of university 
dominance of curriculum and academic elitism were 
still vital factors influencing the schools. The 
prestige of the academic courses remained 
untouched. Streaming of students according to 
academic ability was still practised in all 
states. The numbers of children entering the 
post-primary schools may have increased 
dramatically but the aims were still those of the 
19th century public school - the production of an 
elite. The success of the high schools was still 
measured in terms of honours at the matriculation 
examination. The students were still urged to 
emulate their contemporaries in the prestigious 
private schools. (Hyams and Bessant, 1972, p.178) 
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PART 3 

RESTRUCTURING CAPITAL : RESTRUCTURING CAPITALIST 

SOCIAL RELATIONS. 

1. INTRODUCTION. 

The "reading" of tbt: Report of the.Committee Appointed 

to Survey Secondary Education in NSW (1957) that makes up 

Part 2 of this study has tried to show the extent to which 

this report perpetuated a meritocratically-oriented public 

schooling system in which the needs of the few (the "elite 

of intellect") conditioned the overall structure of public 

secondary schooling in New South Wales . 

The ideological defence of this kind of system was that 

it promised benefits to both the individuals within it and 

society as a whole. If merit {"intellegence + effort") 

were made the basis of promotion to positions of power and 

authority society as a whole would benefit by getting the 

best "man" for the job. At the same time issues of social 

justice would be taken care of in that, given that all 

individuals were free to compete in the selection process, 

provided through the mechanisms of universal public 

schooling, those who succeed would do so on the grounds of 

individual effort and attainment. 

Central to such a view is the assumption that social 

participants are atomized social agents ( ··individuals") 

j 

; 



- 111 -

whose paths through life are entirely under their own 

direction. Natural endowment ("intelligence" or "talent") 

provides one constraint. Motivation, which conditions the 

degree of effort made, provides another "internal" 

constraint. But, apart from these "natural" constraints 

individuals are "masters" of their own destinies. 

This part of the study attempts to provide one avenue 

of critique of this assumption that social participants are 

atomized social agents who reside outside of the structural 

relations from which society is constituted. 

I do not, however, wish to suggest the opposite: that 

social a.gents are merely "role bearers" whose actions in 

the world are totally conditioned by their ascribed place 

within a fixed social order. As the work of Watson (1985) 

and Connell, Ashenden, Kessler and Dowsett {1982) so well 

illustrate individuals do actively construct their own 

1 i ves. These constructions are, none-the-less, mediated 

through a whole range of influences that can be 

encapsulated in the conceptual abstractions of class, 

gender and ethnicity. 

What follows is my attempt to make these abstractions 

more concrete by looking at the actual ways they 

conditioned the extent to which individuals were able to 

take advantage of the new opportunities made available via 

the general expansion of capitalist production taking place 

in the post-war "bobm''. 

i 
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The first section examines the ways in which the labour 

force was being restructured in the post-war period. I 

maintain that the labour market was being restructured 

around pre-existing divisions, most notably those of 

English speaking/non English speaking, male/female, 

credentialled/non credentialled. 

The second section looks at the links between this 

restructuring and secondary schooling provisions. Here I 

argue that it is insufficient to look at the provision of 

public secondary schooling in isolation. The structural 

position of elite private schools {here referred to as 

corporate schools to distinguish them from Catholic 

systemic schools) must also be taken into account. Nor is 

it sufficient to treat al 1 public secondary schools ( or E.11 

Catholic schools) as a unity. Some public secondary 

schools and some elite Catholic schools stand closer to the 

corporate schools than others. Thus educational provision 

at the secondary level is "fractured". I maintain that 

these "fractures" mirror the fractures within the labour 

market. 

2. THE RESTRUCTURING OF THE LABOUR FORCE IN THE 

POST-WAR PERIOD. 

I have found the most useful source of information 

about economic conditions in Australia in the post-war 

period to be: Commonwealth of Australia (1965) Rru2ort of 

the Committee of Economic En~~ia, Volumes 1 end 2, and 

here-in referred to as the Vernon Report . 

J 
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As the Vernon Report highlights, the post-war period 

saw great change in the Australian economy. In the period 

from 1948 to 1965 the population increased by nearly 45%, 

while total national production, as measured by Gross 

National Product, increased by more than 80!1~. Table 3 

(below) graphically captures this picture of growth and 

increasing prosperity. 

Unemployment showed a very different face in the 

post-war period to that of the pre-war years. In the 

pre-war years unemployment had ranged from about 9% to more 

than 30% of trade-union members {there are no figures for 

unemployment rates for the work force as a whole). 

Post-war figures, which relate to the whole work force 

(rather than to trade-union members) but exclude rural 

workers, show that "only in years of comparative slack in 

the economy" did the unemployment rate exceed 2% (Vernon 

Report p. 1.2). In addition, apart from a period in 1952-4 

registered vacancies far outstripped the numbers of 

registered unemployed in the period 1948-1956 (Vernon 

Report p. 1. 10}. 

Capital inflow into the country was high throughout the 

period. The bulk of this investment was in the private 

sector. In the five years to June 1956, for example, net 

overseas borrowings by public authorities amounted to £91 

million. In the same period identifiable investments by 

overseas firms in Australian industry a.mounted to £248 

million while local earnings of overseas firms re-investing 
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TABLE 3. 

Population, Gross National Product and Gross National Produc~ 
per Head at Ave_rage 1959-60 Prices, 1948-49 to 1962-63 

Gross National Product 
(at 1959-60 Prices) 

Gross National Product 
per head (at 1959-60 Pricev 

(Ratio Chart) 

(miHion 

7,000 
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~.000 

4,00() 
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700 

600 
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million 

11 
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7
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Years Ended 30th June 

Source: Commonwealth Statistician: Demography Bulletin No. 80 1962; 
Australian National Accounts 1948·49 to 1962·63. (G.N.P. at 
average 1959-60 prices has been linked to G.N.P. at average 
1953 • 54 Prices. ) 

Taken from: Au.stralia , 
of Economic 

1965, Report of the Committee 
Enquiry, Vol. 1, p.1.9. ----------''--~ 
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in Australia were approximately £140 million. 

(Commonwealth of Australia (1957) 1957 And Beyond: An 

Economic Survey p.37). 

At the same time the accumulation of domestic capital 

greatly added to the capital pool. The Vernon Committee 

estimated that gross domestic savings for the period 1948-9 

to 1963-4 was some £20,524 million. How these savings were 

re-distributed is accounted for in Table 4. It is to be 

noted that, while primary industries continued to command a 

large (but decreasing) share of fixed capital expenditure 

and manufacturing tended to hold its own, a large share of 

the "cake" went into home ownership. 

the form of new suburban "bungalows". 

This was mostly in 

Connell and Irving 

(1980, p.296) estimate that some 80,000 houses a year were 

built through-out the 1950's. This represents not only 

80,000 new mortgages a year but some 80,000 new 

refrigerators and vacuum cleaners, lawn mowers and door 

mats. It also represents a large number of automobiles. 

For it was the increased availability of private motor 

vehicles that allowed suburban development to spread beyond 

the established networks of public transport. At the same 

time housing development outwards into new suburban areas 

made ownership of a private motor vehicle a necessity. 

Each fed off the other. Each fed into an e:x-pansion of the 

credit industry and the phrase buying on the "never-never" 

became more entrenched in the language and every-day 

consciousness of working class Australians. 

j 
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Year 

1948-49 

1949-50 

1950-51 

1951-52 
1952-53 
1953-54 

1954-55 
1955-56. 

1956-57 
1957-58 

1958-59 

1959-60 
1960-61 

1961-62 i 
I 

TABLE 4. 

GROSS FIXED CAPITAL EXPENDITURE BY INDUSTRY~ 
PERCENTAGES OF TOTAL 

Prim- Tertiary Owner-
ary Mining & Manu-

Public Private 
s hip of 

Total Produc- Quarrying facturing dwell-
tion ings 

16.2 1.7 15.7 30 ,6 12.6 23.2 100.0 

17.8 2.1 14.0 31.5 11.2 23.4 100,0 
17.1 1.7 13,5 3~{. 1 11.5 23.1 100.0 
16,6 2.1 12.9 35.2 10.5 22.7 100.0 
14.2 1.9 14.1 36.2 11.0 22.6 100.0 
14.8 1.4 15. 7 32.9 13.5 21. 7 100.0 
13.5 1.2 16.2 32,7 15.3 21.l 100.0 
12.8 1.4 15.3 32.7 18.3 19.5 100.0 
12.8 2.0 15. 7 33,0 18.8 17. 7 100.0 
12. 7 1.6 15,8 32,6 18.8 18.5 I 100.0 
11.9 1.4 14,6 33.8 18. 7 19.6 100.0 
11,4 1.4 14.5 32.8 19,9 20.0 100.0 
11.1 1.5 16.0 31.6 19.8 20.0 100.0 
10. 5 1.4. 15.5 I I 

35,4 18.6 18,6 I 100.0 

Source: Compiled from data supplied by the Commonwealth Statistician. 
f;ken from: Australia, 1965, Re port of the Committee of 

Economic En quiry , Vol. 1, p . 9 . 8 . 

..... .... 
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To illustrate: the Vernon Committee estimated that in 

1939 1 in 12 persons owned a motor vehicle. By 1954 it was 

1 in 7, by 1963 1 in 4.3. By the mid '60's 95% of homes 

had a refrigerator and at least one radio. In the 

metropolitan areas 70% to 80% had television sets. Washing 

machines and vacuum cleaners were in 70% to 80% of homes. 

At the same time personal indebtedness was rising. By 

1961-62 the instalment credit outstanding for consumer 

goods sold at retail was 9.3% of personal disposable 

income. In 1956-57 this had stood at 5.8% (see Vernon 

Report, p.6.12). 

That urbanization was a central feature of Australian 

economic development in the 1950's is hardly surprising. 

Australia had always been a highly urbanized society. At 

the 1891 Census, for example, 36% of Australia's population 

lived in the six State capitals. By 1947 this figure had 

reached 51%, by 1954 53% (Logan, 1968, p.250). The absence 

of medium-sized cities meant that almost all population 

movement - from the country to the city or into the country 

from overseas - tended to be to the capital city in each 

State. Australian cities were, therefore, points of 

enormous concentration of the political and economic power 

of the States. In 1957, fnr example, Sydney's retain 

activity was 57% of the State's overall activity. In 1960 

73% of manufacturing jobs in.New South Wales were located 

in Sydney and some 56% of the population of New South Wales 

lived in the Sydney metropolitan area (Logan, p. 251). 
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This urban concentration aided the expansion of 

manufacturing in that it provided large retail markets for 

consumer durables, motor vehicles and petroleum. It also 

provided a market for the credit industry. In addition it 

provided the concentrations of population that both 

supported and necessitated the expansion of the state's 

role in the provision of a suburban infrastructure: the 

provision of roads and sewage; schools and law enforcemnt; 

hospitals and welfare agencies. 

But, as the Ehrenreichs (1979, p.16) point out, such 

changes as these do not simply "develop" - they require the 

efforts of more or less conscious agents. We can ask, 

therefore, who moved into what areas of employment and 

why? How was the labour force being restructured around 

the new needs and opportunities arising from this urban 

development? To what extent was the labour force being 

fragmented along the lines suggested by Edwards? 

To address these questions let us first look at the 

changing size of the labour market . Table 5 indicates the 

size of the Australian labour force in the post war period 

while Table 6 shows the size of the average annual 

increases to the labour force. On average the labour force 

increased in size by approximately 2% per am.c um throughout 

the 1950's. 
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TABLE 5 

AUSTRALIA: WORK FORCE SIZE. ('OOQl 

--~ 
1947 1954 1961 

Males 2,479 2,857 3,166 
Females 717 854 1,059' 

Persons 3,196 3,702 4,225 

Taken from: Australia, 1965, Report of the 
Committee of Economic Enquiry, Vol. 1, p.4.24 . 

.'I.612.LE §. 
AUSTRALIA: WORK FORCE, AVERAGE ANNUAL INCREASES 

Number ('000) 
Rate per cent per annum 

1947-54 

72 
2. 12 

Taken from: Australia, 1965, ~R=e~p~o=r~t'-'==
Committee of Economic Enguia, Vol. 

of 
1, 

1954-61 

75 
1. 91 

the 
p. 4 . 24. 

--

As has been noted unemployment in the post-war years 

tended to stay b e low 2% of the work-force. Tbus, in this 

period, one traditional reserve labour pool able to be 

drawn into the wage-labour economy in periods of expansion 

was not available. However, in the post- war years 

immigration provided an important labour pool that off-set 

this. The Vernon Committee estimated that the percentage 

increase in the work-force between .1947 end 1961 

attributable to immigrant s who arrived in Australia after 

30th June 1947 was: 

j 
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Males : 81. 8% 

Females: 55.3% 

(see Vernon Report, p.4.26). 

The continuing decline in rural employment also added 

to the labour pool. In 1947 farm workers represented some 

16.5% of the total work-force. By 1961 this had declined 

to 11.3%. (Vernon Report, p.4.35). 

Women represented a third labour pool. The figures 

showing the contribution of migrants to increases in the 

size of the labour force indicate that migrant women were 

certainly an important source of new labour but some 45% of 

the increase in the female labour force came from 

Australian-born women. 

This newly-created labour force was not evenly 

distributed throughout all sectors of the labour market. 

Migrant workers, because of language barriers, tended to be 

concentrated in manufacturing industries. By 1961 26% of 

the total work-force in this sector were migrants (Vernon 

Report, p.8.75). But the migrant work-force was further 

stratified around gender differenciation. Migrant women 

tended to be concentrated in a very narrow range of 

industries within the overall manufacturing sector. By far 

the greatest proportion of women industrial workers was 

located in the clothing and textile industries . In 1962-3, 

for example, females represented 76~0% and 56.1% 

respectively of the total work force in these industries. 
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In food processing industries females represented 29.0% of 

the total work force. As a proportion of the females 

employed in the manufacturing industries these three 

industries accounted for 52.6% viz: 

Clothing: 

Textiles: 

Food 

processing: 

25.7% 

15. 1% 

11.8% 

(Vernon Report, p.8.73) . 

For English-speaking women the growth areas of female 

employment were in "white-collar" occupations. While the 

average rate of increase of the female work force in 

manufacturing in the period 1954-1961 was 1.8% per annum 

women's participation in the tertiary sector of the economy 

in this period showed a 3.8% per annum increase (Vernon 

Report, p.4.34). 

The majority of women in the tertiary sector were 

employed as shop assistants, typists and clerical workers. 

In 1948 the New South Wales Minister for Education notes in 

the annual report that "the principal feature of the girl 

leavers was a high percentage entering commercial 

occupations - chiefly doing shorthand and typing". In 1948 

this represented some 16.2% of female school leavers in New 

South Wales. It should be noted, however, that 4,526 

(38.6%) were still shown as leaving for "home duties or 

occupations unknown". By 1950 the Minister's break-down of 

the future destinations of female school leavers is given 

as: 
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Home duties of occupations unknown 

Commercial occupations 

Shop assistants 

34% 

19.8% 

18.2% 

* Note: The destinations of the remaining 28% are not 

given in the Minister's Report. 

It seems then that the post-war economic "boom" was 

drawing new labour into the capitalist labour market. This 

new labour was predominantly migrants and women. Displaced 

labour from rural industries was also being drawn into 

urban labour markets. These workers were being drawn into 

what Edwards characterizes as the secondary labour market: 

employment domains, such as manufacturing and retailing in 

which control was "simple" - that is with workers directly 

under the control of supervisors, little or no redress for 

grievances, little or no union protection of their 

conditions or wages, "dead-end" jobs with little or no 

security, and little or no opportunities for advancement. 

This illustrates one aspect of the dynamic of class 

formation. Changes in the class structure do not sirnpiy 

massify labour in undifferenciated ways. Changes are built 

upon (and out of) already established divisions. As 

Johnson (1979 (b) p.15) puts it: 

... the working class is continuously recomposed 
around major ... internal divisions - within 
factories, within industries, between occupations, 
between the sexes and between the employed and the 
reserve army of unemployed. 

Ethnicity, as we can see from the above figures, 

provided one significant dimension to the dynamic of the 

i 
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recomposition of the labour force in Australia in the 

post-war period. Immigration, as Connell and Irving (1980, 

p.292} observe, provided a form of development aid - aid 

from the poor countries of Europe directed to the expansion 

of the Australian economy. 

The complex history of the drawing-in of women into the 

capitalist labour market demonstrates another aspect of 

class formation. At one level the history of the 

restructuring of "women's work" demonstrates the extent to 

which capitalist production has become the dominant mode of 

production in Australia. Matthews (1984) draws a 

distinction between the captialist {wage-labour) economy 

and the "domestic economy" to draw attention to the extent 

to which the cornmodified practices within the dominant 

(wage-labour} economy have come to be taken as the on~ 

form of productive labour. The domestic economy, based 

predominantly on the labour of women, is denied recognition 

as a form of productive labour. 

But the predominance given to the capitalist 

(wage-labour) sector of the overall productive forces 

within the society as a whole hides another aspect of the 

social· relations of production . It emphasises production 

and de-emphasises procreation/reproductior1 and consumption. 

However, the notion .of a society that only produced 

things is a logical inconsistency that denies the ultimate 

purpose of the production which is to enable the society to 
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replenish and reproduce itself. Consequently notions of 

"modes of production" cannot be divorced from modes of 

procreation/reproduction and consumption. To see "modes of 

production" as denoting production alone is to give a very 

distorted view of the social reality. 

Jagger (1983) criticizes traditional marxist theory for 

tending to define production and the relations in 

production ("reproduction") in far too narrow a way -

specifically, as addressing male forms of activity within 

the over-all ··mode of production". Through her extensive 

examination of feminist theories she builds up a strong 

case for the need for predominantly female activities such 

as child-bearing and child-rearing to be incorporated into 

any adequate theoretical production/reproduction framework. 

The debate of the issues involved in defining 

production-reproduction are not ones I wish to explore at 

length. However, feminist arguments, such as those put 

forward by Jagger, do seem particularly in keeping with 

Johnson's premises for "really historical thinking" which 

call for apprehension of the complex ity of the totality of 

social relations that make up any given social reality. 

The internal structures of a class society reflect 

divisions of labour that te.ke account of the full range of 

activities that make up a "mode of production" - that is to 

say that take a c count o f the needs of production, 

procreation/reproduction and consumption. Gender provides 
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the primary division around which these divisions are 

worked out. 

This totality is well illustrated in the work of Reiger 

(1985). Reiger demonstrates that the complex set of 

push-pull forces that increased Australian women's 

participation in the wage-labour economy through-out the 

period of her study (1880-1940) were intimately connected 

with the restructuring of the social relations of 

procreation/reproduction/consumption in which women were 

embedded. Changes in family size and structure; patterns 

of household consumption and domestic labour allocations, 

particularly the coromodification of many of the goods and 

services consumed in the household; child birth and child 

rearing practices; and the shift in responsibility for the 

sick and aged away from the household to other institutions 

all aided the reconstruction of "women's work" so that in 

addition to their privatized labour in households they were 

increasingly drawn into more and more areas of capitalist 

commodity productio n. 

Reiger's account of the modernization of the Australian 

family prov ides evidence of the extent to which social 

relations are embedded in social institutions - the family, 

schools, work places - that appear monolithic but which are 

dynamically constructed. 

The family, for example, in many ways the most 

ideologically naturalized and universalized of our social 

.f 
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institutions, is shown by Reiger to have undergone a 

dramatic reconstruction in the period 1880-1940. This 

reconstruction, by Reiger's account, was certainly no mere 

manipulation of passive actors by professionals working 1n 

the interests of the ruling classes. Reiger's account 

illustrates the complexity of motivations and incentives 

of, on the one hand, the professionals in home management, 

child-care and reproduction, and, on the other, of the 

women who were the targets of these professional reformers' 

missionary zeal. Reiger argues that rather than the 

professionals working as mere agents of control they were 

emerging, in the period of her study, as a social force in 

their own right. She writes thc.t: 

The experts' stress on technical efficiency, on 
the application of scientific knowledge to 
practical problems, reflected their own material 
interest and became their general pattern of 
consciousness. (p.213). 

Reiger's work also demonstrates that, for the women 

engaged in the labour of reproduction and consumption a 

complexity of responses were possible. Most women welcomed 

the new capitalist commodity production of consumer goods 

that was transforming domestic labour (e.nd domestic social 

relations). For many women the reconstruction of the 

family represented a new freedom. For many working-class 

women it meant escape from privatized labour as "domestics" 

to the more socialized, and therefore more congenial, 

labour of factories and offices. For the daughters of 

professionals the new domesticity meant new career openings 

in areas such as domestic science, teaching, mothercraft 

nursing and social welfare. Ironically, these careers 

i 
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provided a degree of economic independence that allowed 

these women to escape, at least temporarily, some of the 

realities of women's oppression that their professional 

services helped reinforce. 

However, it is easy to overlook the fact that, although 

the restructuring of "women·· s work" was increasing the 

participation of women in the waged-economy, the majority 

of women continued to have full-time responsibility for 

reproduction/consumption (whether they worked for a wage or 

not). 

We have already noted the division between migrant 

women and English-speaking women. Migrant·women were more 

likely to be employed in manufacturing industries 

(particularly in clothing, textiles and food processing). 

In addition, married migra.rit women were more likely to be 

in the workforce than married Australian-born women (Vernon 

Report, p.4.24). Few provisions for child-care were 

available to these women who tended, thereby, to carry a 

double burden of domestic labour and labour in the 

lowest-paid, under-unionized sectors of manufacturing. 

For Australian-born women , although the participation 

rate of women in the wage economy was increasing, by 1961 

it represented only about one third of all adult women 

{33.4% in 1961 - Vernon Report, p.4.23}. Large numbers 

were still employed solely in domestic and child-care 

labour in privatized households (that is, as housewives). 
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Married women were still being encouraged to leave the paid 

work force - or at least the more secure, better paid and 

unionized sections of it - in favour of a "career in 

motherhood" . 

Increasingly these married women did their own domestic 

labour (aided by the new technologies: refrigerators, 

vacuum cleaners, processed foods). Increasingly, young 

unmarried women were released from labour as domestics 

(paid or unpaid) and thereby provided a pool of reserve 

workers able to be utilized as workers in the expanding 

'"white-collar"' sectors - particularly in retailing and 

office work. 

This illustrates the point made by Braverman (1974, 

p.254) that labour released from one sector allows the 

expansion of other areas by providing the necessary labour 

resources. It also illustrates the subjective as well as 

objective dynamic that "internal structurations" can take 

on. The increasing participation of young unmarried women 

in the waged sector of the economy brought with it the 

emergence of a new division between young, unmarried , 

economically independent women and married, economically 

dependent, and increasingly isolated suburban housewives. 

Although the issues contained in this division were not 

central issues in the 1950's they were certainly to emerge 

as central in the late 1960's and early 1970's. 

Because the disposable income of the young unmarried 

sector of the population was increasing they bec ame the 

j 
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target for market campaigns that emphasised the freedom, 

independence and excitement of this "young" lifestyle. By 

default they helped further de-legitimize the life-styles 

of hou£ewives (a process already set in train by the rapid 

cornmodification of consumer goods). By the late 1960's 

these changes in the objective and subjective social 

relations of labour in which women were embedded were 

creating major dislocations for women. Betty Frieden 

(1963), among others, graphically illustrated the extent to 

which the subjective fragmentation of identity brought on 

by suburban isolation was increasingly manifesting itself 

in neurotic disorders such as anxiety states and depression 

among United States women. These dislocations can be seen 

as at least implicated in the new wave of feminism that 

swept through capitalist countries in the late 1960's. 

The importance of "consciousness-raising groups" in 

this new wave feminism highlights the extent to which the 

movement touched, not just on the objective position of 

women, but on that subjective fragmentation of identity 

that the changes in the construction of "'women's work" had 

brought with it. 

3. EXPANSION OF THE TERTIARY EMPLOYMENT SECTOR. 

In the above analysis I have argued that at the 

lowest-paid levels of employment the social relations of 

production where being restructured around migrant workers 

and women. English speaking/non English speaking; 

male/female provided important internal divisions. For 
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women this was further structured around those who provided 

unpaid domestic labour {wives and mothers) and those 

engaged in waged labour. 

I noted earlier, however, that the quickening in the 

pace of urban/suburban development not only aided 

manufacturing but also provided a market for "services 

both private and public. The private market expanded in 

areas such as retailing, credit, and real estate. The 

public market expanded in areas such as road construction, 

sewage, utilities, law and order, education, health and 

social welfare. 

The Vernon Committee refers to these "service" 

industries as tertiary industries. These the committee 

define in the negative as all those areas of economic 

activity left over after primary, mining and 

manufacturing. Table 7 gives an indication of the s1ze of 

this sector as compared with primary and manufacturing 

industries. It will be noted that, even as early as 1901 

this tertiary sector covered over half the working 

population. As Braverman (1974, p.293ff) illustrates, this 

tendency to group workers in this sector as "white collar" 

a.nd therefore as "skilled" or "semi-skilled" creates the 

illusion that work for the majority of workers has been in 

the process of becoming more technical and skilled. 

i 
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1'.~~~~-Z 
Af.!STEALl6_~fEEQENI~~E_QE_IQTAL WQEK EQRQE 

IN EACH SECTOR 

(Per Cent) 

Country 1901 1947 1961 

Primary 32.9 17.6 12.4 
Manufacturing 16. B(a) 27.6 27.5 
Tertiary 50.3 54.8(b) 60.l{b) 

100.0 100.0 100.0 

(a) Includes gas and electricity 
(b) Includes armed forces: 1.3% in 1947 

1. 1% in 1961 

Taken from: Vernon Report, Vol. 1, p.8.92. 

The reality has been quite the opposite however. As 

in manufacturing there has been an increasing fragmentation 

of the labour force. The tertiary sector has expanded 

around clear divisions between managers, technical and 

professional staff, and ancillary staff, sales staff, 

cleaners. This division between "professional'' and 

"ancillary" is maintained not only by wage scales but also 

through the degree of supervision over work tasks and the 

availability of further training and opportunities for 

advancement. We can see then that the failure, in studies 

such as that undertaken by the Vernon Committee, to 

adequately break-down the range of activities (and pay 

scales) within the categories that make up the tertiary 

sector disguises the extent of the fragmentation of the 

work force in this sector. This helps disguise the extent 

to which the separate labour markets described by Edwards 

have been institutionalized. 

i 
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However, even though it is not possible from the 

statistical data supplied in documents such as the Vernon 

Report to adequately assess the wide range of employment 

covered in the tertiary sector, figures do indicate that 

all forms of tertiary employment expanded rapidly in the 

post-war period. In the 1947-1961 period this sector 

increased by 2.7% annually (Vernon Report, p.8.92). In the 

public domain total government employment (excluding 

members of the armed forces) increased at an annual rate of 

3.2%. In June 1939 the total number of government 

employees stood at 412,000; by June 1961 this had doubled 

in size and stood at 824,000 (Vernon Report, p. 8. 98). 

The interesting feature of employment in this tertiary 

sector was that many of the occupations it encompassed, 

such as, for example, banking, teaching and public 

administration, were occupations in which entry points were 

controlled through school or university certification. 

This proved an effective bar to non-English speaking 

migrant workers. It also proved an effective bar to women 

socialized to accept domestic labour as their major area of 

productive activity. These women tended to see their 

participation in the waged economy as either marginal 

and/or temporary. As we have already seen, the majority of 

English speaking women who entered this tertiary sector 

tended to do so e.s "operatives" - typists, salespersons -

not as trainee managers or technical staff. 

j 
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Thus English speaking males, or females from 

professional and petty bourgeois family backgrounds, were 

more likely to find new openings and "career opportunities" 

in these rapidly expanding "service areas. The most 

significant stratification here was that of school 

certification. Those with tbe required academic 

qualifications and certificates gained entry to career 

structures (and earned salaries); those who failed to 

qualify got jobs (and earned wages). 

Not that other stratifications ceased to operate. 

Gender differenciation, for example, tended to isolate 

women in a narrow range of careers - particularly in the 

"helping professions" such as teaching, nursing, social 

welfare. More subtle differentiations also came into 

play. Schools, for example, might make the same formal 

provisions for their post-compulsory students (those 

destined for employment in the tertiary sector) but that 

did not guarantee a similarity of experience. Provisions 

might be objectively similar at the level of policy 

decisions but were not necessarily so at the level of the 

relationships set up between the school and their clientele 

(parents/students). This varied with geographical 

location. These objective relations of the school-

community were reflected in the subjective experiences of 

students within these various schools. This theme is 

explored in the following section. 

i 
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4. SCHOOLS AND THE LABOUR MARKET. 

In the post-war period all sectors of public schooling 

in New South Wales expanded rapidly in keeping with the 

rapid expansion in the population and general expansion of 

the economy. Enrolments in public secondary schools 

expanded from 86,017 in 1950 to 177,322 by 1962. Retention 

rates were also increasing throughout the period. Those 

remaining to enter the fifth year in 1952 represented some 

9.4% of the year cohort that entered secondary schools in 

1948; by 1962 this had climbed to 19.7% (see Annual Reports 

of the New South Wales Minister for Education). 

Gross expenditure on public schooling was also greatly 

increased - from £13,419,845 in 1950 to £59,846,606 by 

1960. This represented more than a four-fold increase (see 

Annual Reports of the New South Wales Minister for 

Education) . 

The teaching service was greatly expanded. The 

secondary division increased from 3,704 in 1950 to 6,134 by 

1959. Figures indicate, however, that men were more able 

to take advantage of the expanding opportunities in this 

sector than women. At the end of the war the ratio of men 

to women in secondary schools was almost 1 : l (in 1946 

there were 1,519 males, 1,131 females - although 162 of the 

females were temporary assistants as compared to 11 men). 

By the end of the 1950's the ratio was more like 2 : 1 (in 

1959 there were 4,085 males, 2,049 females), (see Annual 

Reports of the New South Wales Minister for Education). 
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Teachers had also received major salary increases in 

the first half of the 1950's and in 1954 the salary rate 

for women was increased to either 85% or 90% of male 

salaries (Australian Council of Educational Research, 

Review, 1948-54, p.192). Teacher training institutions 

were greatly expanded in order to alleviate the acute 

shortage of teachers that the rapid expansion of the public 

schooling sector generated. 

But the changes were not just of scale. Structural 

changes were also taking place, particularly at the 

post-compulsory level. To understand the shifts taking 

place at this level it is necessary, as Teese (1981, p.99) 

puts it, to "break with the illusion that the schooling 

system is a 'structure of opportunities' ... and ... 

question the structure of educational provision from the 

point of view of the social role of the institutions which 

comprise it ... " This requires extending one's analysis of 

schooling not just to the functions of public schools but 

to their functions in relation to private (corporate) 

schools. 

At the level of compulsory secondary schooling there 

was little over-lap in function between the public system 

and the corporate schools. The lower forms of the 

corporate schools were "wedded organically" (Teese, 1981, 

p.97) to the higher sections. Their function was to 

prepare their students for entry into forms of higher 

education. 
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On the other hand, public secondary schooling at the 

compulsory level was an extension of the primary course. 

The struggles over the establishment of public elementary 

schools for working class children had largely been settled 

by the turn of the century. In New South Wales the 1880 

Public Instruction Act had provided what Barca.n (1980, 

p.144) describes as a "four-fold expression of liberal 

democratic principles": it advanced the separation of 

Church and State in education; it extended primary 

schooling to all social classes; by providing Superior 

Public Schools and State High Schools it widened access to 

secondary schooling; and by requiring compulsory attendance 

the Act served as a Factory Act in that it obstructed the 

employment of children in factories, shops and farms. 

Needless to say, as the 1957 Report indicates, these 

settlements were still being contested by a significant 

proportion of the student population who kept up their 

resistance to compulsory schooling both in the classroom 

(in the form of disruptive behaviour) and outside {through 

truancy). 

However, in spite of some student resistance, in the 

post-war period there was general acceptance of the notion 

that all children should attend school until the minimum 

leaving age - raised to 15 years in New South Wales during 

the period 1940-1946 (Barcan, 1980, p. 277). 

There was also general agreeme nt that the majori t y 

should leave at the end of the compulsory stage . In the 

J 
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public system higher education was still seen as something 

for the select few - for the "elite of scholastic 

ability". That the catch-cry had become "secondary 

education for all" should not blind us to this reality. 

Nor does the fact that some public high schools had always 

offered an academic curriculum, and that under the reforms 

proposed in the 1957 Report all would, alter the over-all 

primary function of public secondary schools which was to 

provide "general" schooling for the majority. 

This difference in the primary functions of public and 

private secondary schools is well illustrated in the 

retention rates of the different types of secondary 

schools. Radford (1962, p.12} gives data pertaining to the 

retention rates for different types of schools in the 

1959/60 school year. His figures indicate that in New 

South Wales by the age of 16 years 74% of male and 80% of 

female students in public schools had left school as 

compared with 20% of male and 37% of female students in 

non~Catholic private schools. By 17 years 89% of males and 

92% of females had left public schools as compared with 48~~ 

of male and 65% of female students in non-Catholic private 

schools. 

Nor did the expar1sion of the public secondary system in 

the 1960' s alter this. Anderson and Vervoorn ( H183) found 

that although retention rates increased in all sectors of 

post-compulsory schooling in the period 1967 - 1980 

non-Cathol i c private schools had a muc h higher retention 
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rate into Year 12 than did public or Catholic schools (see 

Table 8). Their figures indicate that by 1980 public 

schools in Australia retained only some 28% of their 

students to Year 12 as compared to a 45% retention rate for 

Catholic schools and a massive 88% for non-Catholic private 

schools. 

Teese (1981, p.97) describes the object of the 

compulsory public school course as comprising: 

... on the one hand, moral training in habits of 
regularity, obedience and self-control, and 
recognition of formal authority, respect for 
property and person, hygiene and personal care, 
and manners; and on the other hand, literacy, 
number and general knowledge. 

But Teese goes on to point out that this extended primary 

schooling also involved: 

... cultivation of respect for and deference 
towards formal culture, the learning of which was 
the ultimate source of the teacher's authority and 
which made up the academic curriculum from which 
the mass of children would ... be excluded. 

The effect of this, Teese claims, was "to nullify any 

loyalty to practices and institutions not deriving their 

authorization from academic learning" (p. 97). In this way 

compulsory schooling provided one important reinforcement 

of the meritocratic ideology of expertize: the belief that 

decision-making should be left to 'trained professionals" 

was being reinforced among those destined to be locked out 

from that decision-making. 

This theme of a fundamental structural difference 

between the schooling provisions made for the children of 

Australian elites in corporate schools and for the majority 

i 
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TABLE 8. 
Rate of retention to year 12 of Australian secondary schools, 1967-80, by sex 

Public Catholic Non-Catholic privare All schools 

Year Males Females Persons Males Females Persons Males Females Persons Milles Fem.,Jes 
------ ------ -

1967 21.1 15.4 18.4 n.a. n.a. n.a. n.a. n.a. n,a, 26.5 18. 7 

1968 22.9 17.7 20.4 n.a. n.a. 27.5 n.a. n.a. 76.3 28.5 21.2 

1969 25.4 20.4 23.0 37.8 22.8 29.7 92.S 65.6 78,5 3 I. I 23.7 

1970 27.3 22.0 24.8 39.3 24.9 31.6 94.0 68.4 80.6 33,0 25.5 

1971 28.4 23.1 25.9 41.7 27.1 33.9 93.3 70.9 81 .7 34.l 26 .9 

1972 30.2 24.8 27.6 41.7 29.3 35.2 94.6 78.3 86.5 35. 7 28.9 

1973 29.2 26.6 27.9 44, I 32,0 37. 7 95.1 80.9 88 .0 35.2 30.8 

1974 27.6 26.9 27 ,3 44.6 34.1 39.1 94.4 86.1 90.3 34. l JI .6 

1975 28.4 28.8 28.6 45.9 36.4 40.9 89.6 86.7 88.2 34.6 33.6 

1976 28.6 30.7 29.6 44.9 38.5 41.5 90.5 87.1 88.9 34.6 35.3 

1977 27.8 31.9 29.7 46.0 40.7 43.2 87.6 87.5 87 6 34.0 36.6 

1978 27.0 32.3 29.6 44.4 42.0 43. l 83.8 87.4 85.5 33 . l 37 ,3 

1979 26. l 31. 9 28.9 44.9 44.0 44.5 85.8 88.5 87, I 32.4 37 .2 

1980 25.2 31.9 28.4 45.6 44.1 44.8 86.4 89.5 87.9 3 1.9 37.3 
-

Source: AU!i.lralian Department of Education. 

Taken from: Anderson &. Vervoorn 1 19831 p.48. 

Persons 

22.7 
25,.0 
27.5 
29.3 
30.6 
32.4 
33.1 
32.9 
34.1 
34.9 ..... 
35.3 uJ 

35.1 
<Cl 

34.8 
34.5 
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of public school students, and the effect of these 

differences in terms of the sense of power and control 

different people come to have in relation to the schools 

their children attend, is explored by Connell, Ashenden, 

Kessler and Dowsett (1982). 

as follows: 

They summarize this difference 

the ruling class and its schools are 
articulated mainly through a market, while the 
working class and its schools are articulated 
mainly through_a bureaucracy (or, to put it very 
strictly, through the state via a bureaucracy). 
p.133 (emphasis in the original). 

The significance of this, Connell, et al, argue, is 

profound in terms of the relationships that are established 

between parents/students and staff - teachers/ 

administrators in the two types of schools. Most notably 

parents/students in corporate schools see themselves as 

actively engaged in the choice of school and as having some 

control over the school's internal affairs. By contrast, 

working-class parents in public schools see themselves as 

powerless - individually and collectively - in relation to 

the schools their children attend. 

that: 

Connell, et al, write 

! 

l 

With the sole exception of the diffuse demand for 
!!'!Qre education, it is difficult to think of any 
major change in state schools postwar that has 
actually stemmed from demands articulated by their 
working-class clientele. Changes have been 
imposed upon the working class; and a close 
examination of parents' comments on the 
differences between their own education and their 
children's shows that the changes are felt that 
way. Whether liked or not, they are things that 
have happened to these families, rather than 
things that they and their friends and relations 
and acquaintances and people like them have caused 
to happen. p. 139. {emphasis in the original). 

• 
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This sense of power/powerlessness has important 

implications in terms of preparing different people for 

different locations in the social relations of production. 

I will return to this theme in the later part of this 

section. 

In the post-war period the public post-compulsory 

sector expanded rapidly while the private sector barely 

"held its own". Some smaller private schools had to close 

because of rising costs, particularly teaching salary 

costs. Anglican schools in New South Wales, for example, 

declined in number from 45 to 33 between 1951 and 1967 

{Barcan, 1981, p.320). 

Teese (1984) provides an insightful analysis of the 

structural and geographical location of the corporate 

schools that helps explain why they were unable to expand 

to meet the new demand for post-compulsory places. The 

established corporate schools tended to be located in older 

inner-residential suburbs. The rapid urban development 

taking place in the 1950-'s left these schools 

geographically isolated from the newer residential areas. 

They lacked the capital resources for re-location or for 

modernization end up-grading. 

It was not until Federal funds were directed into the 

private schooling sector in 1963 (largely as a result of 

Catholic pressure on the gove rnment to rescue the Catholic 

parochial schools from collapse} that the corporate schools 

j 
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were able to considerably upgrade their facilities. 

Federal grants for libraries and science laboratories 

allowed the established schools to modernize. 

In the meantime the demographic changes taking place 

meant that in many newly developed urban areas 

"middle-class" parents looked to the public sector to 

provide the facilities and resources necessary for the 

establishment of new urban high schools. 

In some areas the demographic make-up of the suburb 

ensured that these public schools developed "organic" 

relationships with their community similar to those 

established in private schools. Teese (1981, p.98) writes: 

The high retention rates of some high schools 
reflect a degree of cultural homogeneity in the 
composition of the student body approaching that 
of private schools. The concentration of students 
alike in terms of their language fluency, their 
orientation to language use, their acceptance of 
the routines of classroom practice, of the 
connection between the teacher's authority and tbe 
personal utility of schooling, and of the 
rationality of academic learning as something 
already given, associates students with teachers 
and vice versa, and favours concentration of 
purpose on the formal object of the school. 

Perhaps the best example of the phenomenon of 

"middle-class" parents in new urban areas utilizing the 

public system to expand educational opportunities for their 

children is to be found in the Australian Capital Territory 

(ACT). There a highly urban, highly educationally 

conscious community provided the appropriate conditions for 

a total "capture'' of the public schooling system by an 

articulate and politically knowledgeable citizens 

committee. 

, . . 
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By 1966 the increasing dissatisfaction with the 

policies of the New South Wales Department of Education on 

staffing and class sizes led to the formation of a working 

party of parents, teachers and academics from the 

Australian National University. This working party was 

chaired by Sir George Currie, former Vice-Chancellor of the 

universities of New Zealand and Western Australia. The 

working party provided the nucleus for a campaie;n to 

establish a separate Schools Authority in the ACT. This 

Authority was formally established in 1974 {see Report of 

the Assessment Panel on the ACT Education Authority, 1973, 

pp.12-28. 

The timing of this challenge - the fact that it does 

not emerge until the mid 1960's - and the peculiar 

political and socio-economic circumstances of the ACT do 

not negate its significance in illustrating the point that 

local involvement in the running of public secondary 

schools by parents who themselves had a high investment in 

education was increasing as more of them made use of the 

greatly expanded public system. But this involvement was 

not even throughout the system. 

regionalized. 

It was highly 

Consequently, while it is true to say that the public 

post-secondary sector greatly expanded in the post-war 

period, and this expansion provided expanding opportunities 

to public school students, it is incorrect to see these new 

opportunities es equally extended to e.11. One major 
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"fracture" - between "good" public schools (that is, those 

''wedded organically" to their communities and to the 

academic curriculum) and those not so fortunately placed -

was emerging. 

The general expansion in the economy did encourage an 

across-the-board expansion of opportunities by promoting a 

general extension of public school involvement in 

post-compulsory schooling. This public sector expansion 

at the post-compulsory level was necessary, in part, 

because of the inability of the private sector to expand 

and restructure in response to the demographic and other 

social changes taking place. Nor could the private sector 

have provided the infrastructure for the necessary 

expansion of teacher training. 

In addition, the general ideological construction that 

projected an expansion of higher education as a general 

good, rather than as of primary benefit to those in what 

Edwards describes as the independent primary labour force 

within capitalist, including state, enterprises, made the 

expansion of the post-compulsory sector of the public 

schooling system appear as an important national priority. 

To quote the Committee on Australian Universities, 1957, 

(Chair: K. A. Murray): 

The proportion of the population which is called 
upon to give professional or technical services of 
one kind or another is increasing every day ... 
every boy or girl with the necessary brain power 
must in the national interest be encouraged to 
come forward for a university education ... 
{pp. 7-8). 
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The expansion of the post-compulsory sector in the public, 

rather than in the private, domain helped reinforce this 

notion of general good by reinforcing the view of schooling 

as providing equal access to the new opportunities. 

But although the public schools came to present more 

students for tertiary entrance this did not significantly 

alter the socio-economic profile of those entering tertiary 

institutions. Only one Australian university (Melbourne) 

conducted continual surveys of the backgrounds of its 

students throughout the 1960's. The break.down bf the 

backgrounds of its student intake is presented as Table 9. 

The data from this study is remarkable for its consistency 

throughout the decade and for the very high proportion of 

students with fathers in professional or managerial 

positions. The data from this study is also consistent 

with that from a nation-wide survey conducted by Radford in 

1959/60 (Radford, 1962). Radford's findings are reproduced 

as Table 10. 

By 1970 Roper (1970) could report that there appeared 

to have been little change in the relationship between 

family background {measured in terms of father's 

occupation) and participation in tertiary study during the 

period from 1955 through to 1970. Roper concludes his 

summary of the available data with the following 

observation: 
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TAB~E 9: MELBOURNE UNIVERSITY 
STUDENTS 

SURVEY OF FAMILY BACKGROUND OF 
1962 - 19700 

Category 1962",<, 1964% 1966 % 1968 % 1970% Community% 

Professional, technical and related workers 25.0 23.5 22.0 24.0 24.0 7.0 
Administrative, executive and managerial 28.0 27.0 24.0 25.0 26.0 9.0 
Clerical workers 5.0 8.5 6.0 7.0 5.0 8,0 
Sales workers 8.9 8.0 8.0 7.0 4.0 6.0 
Farmers 5.0 7.5 7.0 8.0 7.0 12.0 
Miners 2.0 0.0 0.0 0.0 0.1 0.3 
Transport and communication workers 3.0 3.0 4.0 3.0 3.0 7.0 
Craftsmen, production/process workers and 
labourers 13.0 14.0 16.0 16.0 15.0 45.0 
Service, sport and recreation workers 1.0 2.0 2.0 2.0 2.0 4.0 
Armed services - 1.0 1.0 0.0 1.0 0.5 1.0 
Not in work force l.O 0.0 2.0 0.0 0.5 0.0 
No information . 6.0 1.0 9.0 7,0 12.0 0.0 
Occupation inadequately described 3.0 4.5 0.0 0.0 0.2 1.0 

Taken from: Roper, T. ' 1970, p. 21 • 
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TABLE 10. 

------
Entrants to Fulf. Time Studies at Universities 

1959-6□• -- --

Fatbec·s Occupation 

(1) 
Unskilled or Semi-skilled 
Skilled Manual 
Skilled Superdsory 
Sales 
Sales Supervisory 
Fanner 
Clerical 
Univ. Professional 
Other Professional 
Higher Administrative 
Other Supervisory 

TOTAL 
Insufficiently Defined or 

Unknown 
GRAND TOTAL 

Taken from: 

Ptrceut:lges Number of 
Entrants 

1-- ~ I 
I ~ ~ Ma.Jes :is a Mn.(cs as a Pcrccnt;t.gc Females as a 

Pf'rct.nl~ge_of or_~t~~:!~~~r!erlng Perre:ntage ?f I M iale all mares with with known father's all females with 

I 
~ucb fathers occupjljtion guch fathers 

(2) (3) (4) (5) (6) 
216 100 l ·5 8 0·7 
373 185 4·1 14 HI 
112 52 7·9 4 3·4 

81 21 6·6 3 I ·6 
478 19G 13 ·0 18 6·0 
148 133 2·4 6 2·2 
211 07 10·7 8 4·2 
330 247 35·9 12 23·7 
458 337 20·7 17 14·7 
116 66 29·8 4 14·2 
176 96 10·4 7 6 ·2 

2699 1530 100 

222 131 
21.121 1661 

Radford, W.C., 1962, p.55. 

Femal~ as a 
Percentage of a ll 
foinaJes entering 

universilie! 
with kno".-n father's 

or_cupation 

(7) 
7 

12 
3 
1 

13 
9 
6 

16 
22 
4 
6 

99 

ia1~:r~t~f k~~~ 
occupation in tbb 

c:ategory 

Male Fr.male 
LeaverS Ltavers 

---
(8) (ll) 
33 33 
21 21 
3 3 
3 3 
9 9 

14 13 
6 6 
2 2 
5 6 
l 1 
4 4 
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The characteristic of university entrants can 
be easily summarised. They are more likely to 
be children from higher occupational status 
families, their parents had well above average 
educational experience. They are likely to be 
male and from the metropolitan area, and a 
disproportionate number will have attended 
private non-Catholic schools. (p.21). 

Roper (p.20) also notes that once inside the university 

students from so-called lower socio-economic backgrounds 

were wiped out by one failure whereas those from wealthier 

families could afford a second chance. Similarly students 

from these lower socio-economic backgrounds were more 

likely to be studying part-time and part-time students were 

less likely to complete their courses. 

A more recent national study (Anderson and Vervoorn, 

1983) reached similar conclusions. It notes an increase in 

the participation of women in graduate courses: from a 

ratio of about 3 : 1 in favour of males in 1950, changing 

slowly through the 1950's and early 1960's, and 

accelerating in the 1970's to reach an even ratio in the 

early 1980's. It predicts that the balance will tip in 

favour of women in the immediate future. It is noted, 

however, that women remain under-represented at the 

post-graduate level and in TAFE studies (p.172). 

Anderson and Vervoorn also note that migrants are 

generally participating in higher education at a level 

consistent with their representation in the general 

community although there are significant variations with 

Southern Europeans remaining under-represented (p. 171). 
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The findings of Anderson and Vervoorn also indicate an 

increase in mature-age and part-time students. However, 

students from what Anderson and Vervoorn call "upper-status 

families" "continue to concentrate in law and medicine, in 

full-time rather than part-time studies and in universities 

rather than colleges" (p.173). 

Over-all Anderson and Vervoorn conclude that higher 

educational institutions remain socially elite. They sum 

up their findings with the following description of 

Australian higher education: 

In the 1940's there began a period of intense 
social and economic growth. Through natural 
increase and large-scale migration the population 
virtually doubled in 35 years. Education expanded 
to the extent that secondary education to 15 years 
is now universal and more than one student in 
three stays on to year 12; the number of 
university students has doubled every dozen years 
or so, and the CAE system, despite its small 
beginning from teachers colleges and senior 
technical colleges, now equals the universities in 
size . Along with this expansion have come schemes 
of financial assistance which reduce, but by n o 
means eliminate, cost barriers to participation. 
Yet despite all these changes, the growth of 
numbers and demand for higher education is 
accounted for by greater participation from the 
middle-ranking groups in society; there has been a 
slight reduction in the proportion of students 
drawn from the upper class groups but they remain 
over-represented by a factor of about 6; the 
lowest groups remain constantly 
under-represented. Only in technical eduction 
(TAFE streams 1 to 5) is there a reasonably 
accurate reflection of the social spectrum of 
Australian society. P.170. 

One interesting anomaly that the findings of Anderson 

and Vervoorn suggests is that the competitive position of 

women from "middle-ranging" groups appears to .have improved 

in terms of their opportunities to enter the primary sector 

of the capitalist labour market but the position for women 
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further down the socio-economic scale has not. They remain 

under-represented in TAFE courses - an indication of their 

exclusion from occupations in what Edwards refers to as the 

subordinate primary labour market. 

The available data suggest that it has been what 

Anderson and Vervoorn refer to as the "middle-stratum" of 

Australian society that has benefited most directly from 

the increased opportunities available in the primary labour 

market that resulted from the expansion of the capitalist 

labour market in the post-war period. This claim assumes 

that the credentials provided by higher education provide 

the entry point to employment in this sector. 

Obviously many factors contribute to the ability of the 

children of parents from this "stratum" to more 

successfully compete for entry into this sector of the 

labour market. In the discussion that follows I would like 

to explore one such contributing factor - the school 

curriculum and the way it structures students' 

relationships to academic knowledge. 

As Connell, Ashenden, Kessler and Dowsett (1982) 

illustrate with their case studies the curriculum is not a 

given but is a set of practices continually being worked 

out through the day-to-day interactions of students and 

teachers. The case studies presented by Connell, et al, 

convey a sense of the complexity of these relationships and 

the range of individual responses. 

j 
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However, they also point up collective responses. The 

profound ambiguity of many working class parents who want 

their children to succeed in the school's terms - that is 

by academic achievement - but at the same time experience 

the tension this success presents in terms of a rejection 

of their own cultural practices and values by their 

children and the adoption of a different, more 

individualistic, life-style and set of values is noted by 

Connell, et al. This represents one example of the extent 

to which individual responses can reflect wider cultural 

tens ions and responses. 

The case studies presented by Connell, et al., also 

capture the different cultural responses of students. The 

students respond to their school experiences as individuals 

but their responses also represent wider collective 

responses - responses of, for example, resistance or 

acquiescence to what Connell, et al., refer to as the 

"hegemonic curriculum". 

To explore this theme of the collective responses of 

the various groups participating in secondary schooling 

towards academic knowledge and how these responses help 

structure the students' potential relationships in the 

social relations of production I have drawn on a study by 

Jean Anyon (1980). 

Anyon studied a number of Grade 5 classes within the 

United States schooling system. Although it is quite a 
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cultural jump from secondary schooling in Australia to 

United States primary schools Anyon's study is highly 

suggestive of the process by which the social relations of 

the school help structure the later social relations of 

production. 

Paul Willis {1977) provides an excellent case study of 

this process in operation among one small sector of the 

potential British work-force (male manual workers). 

Anyon's study, however, shows this process in action over a 

much wider social spectrum. 

Anyon selected a number of schools from different 

socio-economic backgrounds. She studied classroom 

interactions in these schools over a school year. Anyon 

concluded from this study that classroom practice actively 

reflects certain potential relationships between the 

students and their places in the process of production. 

Working class children, Anyan argues, can be seen to be 

developing a potential conflict relationship: 

Their present school work is appropriate 
preparation for future wage labour that is 
mechanical and routine ... (p.88) 

In what Anyon describes as the middle-class school work 

tasks and relationships appear to be appropriate for a 

future relation to capital that is bureaucratic: 

i 

Their school work is appropriate for white-collar 
working class and middle class jobs in the 
supportive institutions of United States society. 
In these jobs one does the paperwork, the 
technical work, the sales and the social service 
in the privete and state bureaucracies ... One is 
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rewarded ... for knowing the answers to the 
question one is asked, for knowing where or how to 
find the answers, and for knowing which form, 
regultion, technique, or procedure is correct ... 
(p.88). 

In what Anyon ~P.scribes as the affluent professional school 

the children develop a potential relationship to capital 

that is expressive and involves substantial negotiation: 

... they are being given the opportunity to 
develop skills of linguistic, artistic, and 
scientific expression and creative elaboration of 
ideas into concrete form. (p.88). 

Finally Anyon describes the executive elite school. 

school gives students: 

This 

knowledge of and practice in manipulating the 
socially legitimated tools of analysis of systems 

(p.89). 

The later two schools give children what Anyon 

describes as "symbolic capital" : knowledges and skills 

that will give them access to social power. The first two 

schools are oriented towards the production of workers, 

although workers in very different locations in the labour 

force. 

Much of the classroom culture described by Anyon in her 

study of what she describes as a working class school reads 

like a description of a typical "lower stream" class in an 

Australian public high school : rote learning, copying 

notes from the blackboard, a constant struggle by the 

teacher to maintain order. 

At the other end of the scale Anyon's description of 

the practices within the classrooms of the "executive 

elite" and "affluent professional" schools reads much 

J 
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closer to the higher "streams·· of the "better" public and 

private schools : those schools, or streams within schools, 

that are culturally homogenous and "wedded organically" to 

their communities. 

In the middle of this range stand many of the upper 

forms of those working class public high schools that 

either expanded from higher elementary schools or were 

established in new working class areas or in country areas 

in the post-war period. Here there is not much cultural 

continuity between the lower and upper levels of the school 

(that is, between the compulsory and post-compulsory 

levels), numbers in the upper levels usually represent a 

very small minority of the schools over.,..all population, and 

there is often a significant cultural dislocation for 

students in relation to their home backgrounds and their 

projected class locations. That is to say that school 

credentials hold the promise of upward social mobility 

although this movement is usually relative, representing a 

shift from petty bourgeois forms of employment - such as 

small farming or employment in the subordinate primary 

{trades) domain - into the independent primary domain. 

For students in this situation academic knowledge is 

often presented as a given rather than a set of practices 

that can be manipulated. It takes the form, for example, 

of a set of mathematical formulae to be applied to a set 

problem or a set of literary criticisms to be applied to a 

set text. 

J 
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Because employment in the public teaching service ha.s 

provided one important, and, in the post-war period rapidly 

expanded, employment domain for students from these kinds 

of backgrounds this orientation is often reinforced by 

teachers who themselves hold academic knowledge not only as 

a given but a given upon which their own claims to 

authority as teachers rests. 

This orientation towards academic knowledge as the only 

legitimate form, not only of knowledge but of authority, 

thus becomes in some ways self-perpetuating in public 

schools. It 1s also a necessary prerequisite for the 

acceptance of bureaucratic forms of control in that it 

encourages the development of those characteristics that 

Edwards describes as part of the necessary "equipment" of 

workers in bureaucratic enterprises: "a rules orientation; 

habits of predictability and dependability, and 

internalization of the enterprise's goals and values". 

(Edwards, 1979, p.193). 

In this sense then we can sa~, that public 

post-compulsory schools have been structurally well placed, 

given the class location of those recruited to staff them 

and given the cultural dis-location of many of the students 

continuing on to post-compulsory levels, to dev~lop in 

thelr Gtudents potential relationships with the processes 

of production that equip them to take up places in the 

lower and middle levels of the primary labour market. 
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Thus, although public secondary schooling greatly 

expanded in the post-war period this expansion was 

fragmented. Geographical location greatly influenced 

"school culture". Some public schools were better placed 

than others to take on the cultural aspirations of private 

schools, aspirations that reflected the cultural hegemony 

of the dominant groups in society. 

Others, the majority, took on a corrupted version of 

those cultural orientations. In these schools academic 

knowledge was presented as providing the basis of cultural 

and social (including political) authority. These schools 

accustomed students to their potential positions in the 

relations of production and helped prepare them to accept a 

fragmented and hierarchically arranged social order. 

In summary then, this part of the study has tried to 

provide one avenue of critique of the ideological 

assumptions implicit in the gepor::t: examined in Part 2 by 

showing that the message of individual opportunity for 

upward social mobility via the educational ladder was, in 

reality, highly conditional. New opportunities were being 

created by post-war capitalist development but, because 

this development was structured around capitals' need for a 

fragmented labour force, these new opportunities were not 

equally available to all. Some social participants were 

far better placed to take advantage of the new 

circumstances than others. In particular it helped to be 

English- speaking, male, urban and from what Anderson and 

Vervoorn (1983) describe as "the upper stratum of society". 
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This structural inequality in the work-place {paid and 

unpaid) was mirrored in the schools. Curriculum reforms, 

such as those heralded in by the Re~2£~, re-inforced these 

structural inequalities rather than addressing them. The 

"core" and "electives" curriculum advanced in the Efil2Qrt, 

for example, in no way meant "common". Secondary schooling 

continued to be fragmented between public and private 

schools; between different geographical areas; between 

different "streams" within schools. These different 

.. fractions" reflected the wider social relations of 

production in which the work force was being re-shaped in 

the interests of capital. 

Finally, the reinforcement of the dominance of academic 

knowledge in the curriculum of public secondary schools 

represented the further institutionalization of the class 

interests of one group of social participants - those 

located in what Edwards describes as the independent 

primary labour force and that others refer to as 

professional or professionalizing groups employed in 

monopoly capital (including state) enterprises. It is to 

the definition of this group and their class interests that 

I wish to turn in the following part of this study. 
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EART_i_;_ 

PUBLIC SCHOOLING AND CLASS INTERESTS 

1. INTRODUCTION. 

This section of the study focusses on the issue of the 

class location of those people that Edwards describes as 

occupying the independent labour market. In the sub-title 

of this thesis I have referred to these groups as 

"professional and professionalizing groups. Hales (1981) 

dubs these workers "think workers". This term seems more 

apt in that it captures the two significant features of 

these groups~ locations in capitalist social relations of 

production - they a.re workers, albeit salaried rather than 

waged, and their claim to special privileges is based on 

the nature of the labour they perform ("mental" rather than 

"manual"). 

The issue of whether these workers constitute a 

separate class arose as a significant one during the 

research for this thesis in that it became clear that, as 

entry to many of the occupations that make up "think 

worker" forms of employment a.re controlled by educational 

credentialling, many of the struggles for control over 

public secondary schooling, particularly at the level of 

post-compulsory schooling, are played out around these 

workers' material interests. Just what these interests 

tend to be is therefore a significant issue. 

' 
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The claim made in the first section of this part of the 

study is that "think workers'" material interests are 

related to their private appropriation of socially produced 

knowledges and skills. Three features of this 

appropriation are of particular importance. 

Firstly, such workers occupy what Wright (1978, 

pp.97-98) calls "contradictory locations" within the class 

structure in that their position in relation to the primary 

forms of capitalist class struggle (economic class 

struggle) is ambiguous. This primary struggle is over the 

distribution of surplus value and is played out between the 

owners of capital and property-less labourers who must sell 

their labour power in the labour market. 

Secondly, these workers·' positions are dependent on 

their appropriation of organizational assets and assets in 

credentials. Their interests are, therefore, materiallj;'.' 

based. However, much of their function in capitalist 

relations of production has to do with the political and 

ideological elements of class struggle. That is to say 

that much of their function is tied to capitals' struggle 

for control. It is perhaps necessary here to re-iterate 

the point made in Pa.rt 1 that the distinction between 

economic, political and ideological class struggle is 

itself an abstraction. In the reality of day-to-day 

experience these a.re not so easily separable. Forms of 

domination (control) are intimately related to the specific 
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forms of exploitation (class structure). Both are 

inter-related and dynamically structured. 

Thirdly, those whose location in the relations of 

production rests on their appropriation of assets in 

organization or assets in credentials do not all have ~S~~1 

access to these assets. Just as in the secondary and 

subordinate primary sectors of the capitalist labour force 

the class structure is "fractured" in any number of ways: 

between the sexes, between races, between skilled and 

unskilled, between employed and unemployed, so too is the 

dome.in of "think workers·· fractured: between levels of 

management, between management and technical staff, between 

feminized domains such as nursing, social welfare, primary 

teaching and masculine domains such as engineering, 

computing and research. 

In the final section of Part 3 one of the implications 

of this fragmentation within "think workers'" employment 

domains was briefly sketched. This is the extent to which 

this fragmentation is reflected in the different curriculum 

practices observable in schools. These different 

practices, it was argued, prepare students.for different 

potential relationships to the processes of production. 

That is to say that different schools, or different 

"streams" within the same school, prepare their students 

for different roles in the relations of production by 

developing different relationships to the cultural 

practices that make up academic schooling. 



- 161 -

In the second section of this part of the study it is 

argued that the class interests of those who have 

appropriated assets in organization or assets in 

credentials (or who are potential appropriators of these 

assets) are maintained through the ideological claims of 

individualism and of "expertize" (merit). 

The claim being made here is that these ideological 

constructions, which, as I have tried to show in Part 2, 

have underpinned many of the policy decisions that shaped 

public secondary schooling provisions in the post-war 

period, have not developed "naturally" - as some kind of 

organic aspect of secondary schooling - but have their 

roots in the shape of the class structure that has 

developed under capitalism. 

~- THE CLASS POSITION OF PROFESSIONAL AND 
f 

PROFESSIONALIZING GROUPS. 

In' Part 1 I looked briefly at the work of Braverman 

(1974). In his analysis of the dynamics of class 

formulation under monopoly capitalism Braverrpan works 

within the classic formulation of capitalist class 

relations as set out by Marx. Within this formulation two 

classes, bourgeoisie and proletariat, stand in dialectic 

opposition;./ Managers I engineers and· other salaried ( as 

opposed to waged) employees r e present agents of the 

bourgeoisie. This formulation has been challenged by 
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writers such as B. & J. Ehrenreich {1979), Hales (1980) and 

Wright (1978, 1979, 1985), who argue that it inadequately 

expresses the totality of class relationships under 

monopoly capitalism. 

Hales draws on his personal experience as a "think 

worker" for a large British corporate chemical 

manufacturing company. Hales, like Edwards sees 

"fragmentation" rather than "deskilling" as at the heart of 

the degradation of capitalist labour processes. Hales 

argues that Braverman's (and others) concept of deskilling 

carries "too confused an implicit reference to craft 

tradition and manual work" (p. 95). He prefers the use of 

the term "preconceptualization": the separation of the 

preconceiving of the task (and the knowledges that that 

requires) from the doing of the task. For Hales, it is 

this aspect of the fragmentation of work, and of the 

collectivity of workers, in capitalist modes of production 

that is central to understanding modern labour processes. 

Hales argues that: 

1 

... what is most crucial about deskilling is that 
knowledges are taken out of a given labour process 
and put into the possession of a materially 
distinct set of workers (who tend therefore, in 
contra.st, to be seen as mental rather than manual 
workers). Once that possession is a material 
fa.ct, knowledges may be embodied in new forms of 
labour process. Although not the only form 
(systematisation, routinisation, scheduling, and 
programming are others), mechanisation is the 
classic form of this process. The ma.chine is the 
most objective form in which social organization 
can confront labour power: fixed capital 
determines the utility and the utilization of 
variable capital {labour power). (p.95) 
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So, it is the coming into material possession of the 

knowledges that allow the preconceptualization of 

production tasks that, for Hales, provides the material 

basis of the separation between "mental" and "manual" 

workers. By this process "mental" workers are separated 

off, objectively, from that other class of workers who have 

been reduced to "manual·• labour - extensions of machines 

rather than controllers of their own labour processes. 

Hales sees these "mental" workers as constituting a 

class in their own right - a class that has come to 

monopolize the collective knowledges of labour. Hales 

argues that the contradiction in this class position is 

that not only is the work increasingly degraded by new 

labour processes (along with the work of "manual" workers) 

but "mental" workers are also the degraders of work: they 

produce the objective knowledges and technologies that 

continue the process of fragmentation. Consequently, Hales 

insists, these workers constitute a separate class that 

stands in an antagonistic position to both capital and to 

wage-labour proper: 

... both classes confront the capitalist class 
over the issue of ownership and control of the 
means of production. They confront each other 
over the issues of knowledge, skills, culture. 
(p.113) 

In his analysis Hales has drawn upon the work of B. & J. 

Ehrenreich. The Ehrenreichs employ the term Professional 

Managerial Class {PMC) to describe that group of workers engaged 

in the reproduction of the social relations of production and in 
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the manufacturing of consent for these relations: producing the 

ideological forms in which these relations are "naturalized". 

Those that fall into the PMC category include: 

... salaried mental workers who do not own the 
means of production and whose major function in 
the social division of labour may be described 
broadly as the reproduction of capitalist culture 
and capitalist class relations. 

Their role in the process of reproduction may be 
more or less explicit, as with workers who are 
directly concerned with social control or with the 
production and propagation of ideology (eg. 
teachers, social workers, psychologists, 
entertainers, writers of advertising copy and TV 
scripts, etc.). Or it may be hidden within the 
process of production, as is the case with the 
middle-level administrators and managers, 
engineers, and other technical workers whose 
functions ... are essentially determined by the 
need to preserve capitalist relations of 
production. (p. 12} 

Within this schema boundaries between the PMC and the 

ruling class (above) and working class {below) are seen as 

blurred, with the situation for the groups near the PMC -

working class border especially ambiguous. The Ehrenreichs 

argue that the position of these groups emphasises that a 

class is not perfectly homogeneous internally or sharply 

marked off from other classes. Nor is it possible to use 

occupation as the sole determinant of class. Women workers 

particularly illustrate this point. For women gender, 

rather than class, provides one of the most important 

determinants of their location in the relations of 

production. This is not to deny the importance of class 

location for women but only to stress that gender provides 

another, pre-determining, dimension to the kinds of labour 

processes they are likely to be engaged in even within the 

boundaries of class. 

j -
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In explaining the rise of the PMC the Ehrennreichs 

write that: 

The accumulation and concentration of capital 
which occurred in the last decades of the 19th 
Century allowed for an extensive reorganization of 
working-class life - both in the community and in 
the workplace. This reorganization was aimed at 
both social control and the development of a mass 
consumer market. The net effect of this drive to 
reorganize and reshape working-class life was the 
social atomization of the working class: the 
fragmentation of work (and workers) in the 
productive process, a withdrawal of aspirations 
from the workplace into private goals, the 
disruption of indigenous networks of support and 
mutual aid, the destruction of autonomous 
working-class culture and its replacement by "mass 
culture" defined by the privatized consumption of 
commodities (health care, recreations, etc.) 
{p.16) 

They go on to argue that these changes in the social 

relations of production brought with them a new class of 

professional and managerial workers and "culture

producers " . 

The Ehrenreichs' analysis succinctly captures the 

complexity of class formation (and transformation) both in 

terms of its octopus-like effects on all aspects of social 

life and in terms of its internal dynamic. Changes in one 

aspect of the structural whole force the reconstruction of 

the totality of social relationships over time. 

The Ehrenreichs' description of the process of change 

into a monopoly capitalist form also highlights the extent 

to which changes in the material reality - the objective 

world of class relations - brings with it an accompanying 

re-alignment of ideology, of the subjective world in which 
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"domination is concealed as domination". Consent for the 

new forms of exploitation end domination must be obtained 

if the new economic forms are to consolidate and expand. 

Legitimation must be established. The Ehrehreichs show 

that, under monopoly capitalism this was achieved in part 

through the fragmentation not only of work but of all 

social relations. The undermining of the collectivity, not 

just of workers but of whole communities, was a most 

significant feature of this historical process. This 

process brought with it whole new categories of workers 

whose role was, on the one hand, to help the establishment 

of this new social order based on privatized consumption 

and, on the other, to win consent for this new social order 

from those exploited by it. 

However, while both Hales and the Ehrenreichs 

demonstrate the material basis (in the form of knowledges 

and skills) upon which the new "class" of managers, 

professions and culture producers was established; and they 

capture the contradictory nature of these positions in the 

social relations of production - particularly well captured 

in Hales' notion of them as similteneously degraded end 

degraders of work - neither provides an adequate analytic 

framework that incorporates the complexity they themselves 

note is a part of actual class formations in monopoly 

capitalist societies. "Border-line cases", as the 

Ehrenreichs' framework illustrates, are highly 

problematic. In part this is because the frameworks are 

still positional rather then relational - that is to say 

J 
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there is still a tendency to treat positions in the class 

structure as categories into which social participants can 

be slotted rather than as reflecting relationships 

(specifically relationships of objective material 

exploitation and subjective domination through ideology) 

between different groups of social participants. 

Wright (1979), in his critique of the Ehrenreichs' 

article, argues that it is more useful to view those who 

occupy these professional, managerial, or culture-producing 

positions as located in contradictor~ positions within the 

class structure, rather than constituting a separate 

class. Wright (1978, pp. 97-98) provides the following 

definition of those who occupy the various class positions 

within monopoly capitalist social relations. 

Wright sees those who occupy the working class position 

as those who: 

(a) occupy the working class position within the 

social relations of production - that is, 

wage labour which is excluded from control 

over money capital, physical capital arid 

labour power; or 

(b) are linked directly to the working class 

through immediate family or class 

trajectories; or 

(c) occupy positions within political and 

ideological apparatuses which are excluded 

from either the creation or execution of 

state policy and ideology, 
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Wright defines those who occupy the bourgeois position 

within this relationship as those who: 

(a) occupy positions of control over money 

capital, physical capital and labour power: 

or 

(b) are linked directly to the bourgeoisie 

through families or class trajectories; or 

(c) occupy positions within the political and 

ideological apparatuses which involve the 

control over the creation of state policy and 

the production of ideology. 

Wright identifies a third set of class positions which, 

he claims, occupy a contradictory location within this set 

of rel~~ions. Those who occupy this contradictory position 

are those who: 

j 

(a) occupy positions which involve a 

non-coincidence of relations of control over 

money capital, physical capital and labour 

power; or 

(b) a.re linked directly to contradictory 

locations through family ties or class 

trajectories; or 

(c) occupy a contradictory location within the 

political and ideological apparatuses - that 

is, execute but do not create state policy, 

or disseminate but do not control the 

production of bourgeois ideology. 
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By setting up the definitions in this way Wright 

stresses the point, made also by the Erhenreichs, that 

classes cannot be defined simply in terms of economic 

relations. Political and ideological dimensions must also 

be taken into consideration. 

In his critique of Erhenreichs' work Wright discusses 

more fully the nature of contradictory class locations. 

Wright maintains that, instead of insisting that all 

positions within the social relations of labour fall firmly 

into classes, it is more accurate to see some positions as 

"objectively torn between classes". He goes on to explain 

that: 

If classes are understood e.s social relations, not 
things, this implies that certain positions have a 
contradictory character within those social 
relations. On certain dimensions of class 
relations they share the characteristics of the 
bourgeoisie, on others they share the 
characteristics of the working class. (p.203). 

According to Wright teachers and other "intellectual 

wage-labour" occupy contradictory locations. They tend to 

be semi-autonomous employees for they maintain high levels 

of genuine control over their labour processes. Like 

workers they are employed by capital (or the state), like 

workers they must sell their labour power in order to live, 

and like workers, they do not control the apparatus of 

production as a whole. But unlike workers, and like the 

petty bourgeoisie, they do have real control over much of 

their own labour process. Thus, at the level of the social 

relations of production these semi-autonomous employees 

occupy a position that is a contradictory position between 
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the petty bourgeoisie a.nd the working class. This means 

that such positions "simultaneously share class interests 

identical to neither. They are objectively torn between 

the two classes ... " { p. 206) . 

However, as we have already noted Wright holds that 

class position cannot be analysed solely in terms of social 

relations of production. It is therefore necessary to 

analyse the class location of those in contradictory 

positions at the ideological level as well. Wright 

maintains that three basic class locations can be 

identified at the ideological level: 

J 

1. the bou~eois class location at the ideological 

level consists of those positions involving 

control over the process of ideological production 

as a whole, ie control over the bourgeois 

ideological apparatuses. 

2. the contradictory class location at the 

ideological level consists of those positions 

which are involved in the elaboration and 

dissemination of bourgeois ideology, but not i n 

the overall control of the apparatuses of 

bourgeois ideology 

3. the ~iug_tl~li location at the ideological 

level consists of those positions which are 

excluded from either the control over these 

positions which are excluded from either control 

over the apparatuses e.s a whole or the elaboration 

and dissemination of ideology within those 

apparatuses . (p. 207). 

• 
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To illustrate these distinctions Wright uses the 

example of a school system in which the bourgeois position 

would be held by the top education officers and 

administrators; contradictory positions by teachers; while 

working class positions would be held by secretaries, 

ancillary staff, janitors etc. Wright maintains that: 

At the ideological level teachers occupy a 
contradictory location between the bourgeois and 
the working class since teaching positions are one 
of the critical locations for the dissemination 
and elaboration of bourgeois ideology (p.208). 

To sum up: from this perspective, teachers occupy, at 

the level of production, a position torn between the petty 

bourgeois and working class. But, at the ideological 

level, they are torn between the bourgeoisie and working 

class. There is, therefore, e. "disartioule.tion" between 

their class location at the economic and ideological 

levels. 

In a more recent work Wright (1985) critiques his own 

earlier framework for analysing class structure. He argues 

that his earlier work "suffered from a tendency to displace 

the concept of exploitation from the centre of class 

analysis" {p. 283) He consequently has set out, in this 

later work, to reconceptualize class relations in terms of 

a multidimensional view of exploitation. 

Exploitation is specifically defined by Wright as 

an economically oppressive appropriation of the fruits of 

the labour of one class by another" {p.77). Wright points 

i 
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out that not all appropriations are economically oppressive 

end not all forms of economic oppression involve 

appropriation. It is the combination of economic 

oppression with appropriation that makes exploitation such 

a powerful basis for objective antagonisms of material 

interests. It is this combination of antagonistic material 

interests and inter-dependency that gives exploitation its 

distinctive character and which makes class struggle such a 

potentially explosive social force (p.75). 

Classes in capitalist society, Wright argues, should be 

seen as "rooted in the complex intersection of three forms 

of exploitation: exploitation based on the ownership of 

capital assets, the control of organization assets and the 

possession of skill or credential assets'' (p.283) 

From this perspective Wright's position comes much 

closer to that of Hales. Although Hales' central focus is 

labour processes rather than class analysis, Hales' claim 

that, under monopoly capitalism, knowledges and skills have 

been "put into the possession of a materiallydistinct set 

of workers" who then use their monopoly of these to pursue 

their own material interests in a way that puts them in an 

antagonistic position in relation to the interests of other 

{manual) workers, is essentially in keeping with Wright's 

reconceptualization of class interests as materially based. 

In his earlier work Wright had located the issue of 

class interests within the framework of fundamental end 

.i 
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immediate interests {Wright 1978, pp. 88-91). Fundamental 

interests were seen as those interests that all waged 

workers have in the overthrow of capitalism and its 

replacement with socialism. Immediate interests were seen 

as constituting interests within the given structure of 

capitalist social relations. These immediate interests 

were seen as "incomplete" interests. From this perspective 

bourgeois ideology "covers over" consciousness of the 

fundamental interests that all workers share. 

This approach to class analysis obviously suffers from 

the problem of giving marxists a privileged position in 

terms of "seeing through" ideology in a way that other 

social participants cannot/will not do. It denies, for 

example, Gidden's claim that social actors always have some 

"discursive penetration" into their social reality 

(Giddens, 1979, p.5). It posits ideology as a form of 

"false consciousness" - a view that is not in keeping with 

the realist premise of consciousness as socially 

constructed. 

From the perspective of an exploitation-based analysis 

of class interests this issue is recast in terms of a much 

more complex interaction of contending sets of exploitation 

relations each of which generate their own set of class 

inter~sts. According to Wright (1985, p.150) the three 

principal dimensions of these exploitation relations 

revolve around assets in the means of production; assets in 

organization and assets in credentials. 
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Differential ownership of assets in the means of 

production generates two principal classes in capitalism: 

workers and capitalists. Other groups, such as traditional 

petty bourgeoisie - small employers, self-employed 

artisans, small farmers and shopkeepers, are also 

potentially important but the major classes generated by 

differential property ownership remain workers and 

capitalists. 

Organization assets reside in the effective control 

over the co-ordination and intergration of the division of 

labour. With respect to organization assets, three basic 

positions can be distinguished: 

(1) Managers: positions which are directly involved in 

making policy decisions within the workplace and 

which have effective authority over subordinates. 

{2) Supervisors: positions which ha.ve effective 

authority over subordinates but are not involved 

in organizational decision-making. This group is 

said to have marginal organization assets. 

(3} Non-management: positions without any organization 

assets within production. 

Using a similar set of categories for the differential 

ownership of assets in credentials, Wright distinguishes: 

(1} Experts - such as professionals and technicians 

with university qualifications. 

(2) Skilled employees: school teachers and various 

kinds of qualified craftworkers would fall into 

this category. 
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(3) Non-skilled: clerical and salespersons not 

satisfying the credential or autonomy criteria for 

skilled employees and non-craft manual occupations 

and service occupations. 

Taken together these three sets of exploitation - asset 

criteria generate the overall map of class locations in 

present-day capitalist societies. Such a typography of 

class provides an analytical framework in which there is a 

complex pattern of intersecting exploitation relations, 

and, therefore, a complex pattern of class interests. 

Wright {1985, p.87) points out that, within this 

exploitation-based framework there is still a sense in 

which those occupying "think worker" positions can be 

characterized as being in contradictory locations for: 

... they will typically hold contradictory 
interests with respect to the primary forms of 
class struggle in capitalist society, the struggle 
between capital and labour. On the one hand, they 
are like workers in being excluded from the 
ownership of the means of production; on the other 
they have interests opposed to workers because of 
their effective control of organization and skill 
assets. 

The effective control of organization and skill assets 

of this group of workers generates their own set of class 

interests. These interests brings with them particular 

ideologies which attempt to "naturalize" the income and 

status returns of those who hold organizational and/or 

credential assets and which represent the inequalities in 

the distribution of these assets as just. It is to this 

ideological project that we now turn our attention. 

i 
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3. PROFESS-IONAL AND_f.RQIESSIONALIZING GROUPS AND SCHOOLING 

In Part 2 of this study I looked at one specific 

example of the way educational managers have "constructed" 

both the provision of public secondary schooling and the 

meanings that those provisions take on. The importance of 

notions of individual difference and the taken-for-granted 

assumption of the value of academic forms of knowing in 

that construction were highlighted. 

Here I am interested to take up these themes again but 

this time in the broader context of their centrality to the 

claims to social privilege of those who hold organizational 

assets or assets in credentials. 

The claim to professionalism is one of the central 

characterisDics of those who hold these assets. 

Professiont;llization, as defined by Larson (1977, p.xvii) 
i 
I 

refers to that process where-by one group in society 

mobilizes to "translate one order of scarce resources -

special knowledge and skills - into another - social and 

economic rewards". Larson points out that to maintain the 

scarcity of these resources implies a tendency to monopoly: 

monopoly of expertize in the market, monopoly of status in 

a system of occupational stratification. Monopoly implies 

some form of group mobilization: some collective 

articulatio~ of common interests and some ability to 
/ 

mobilize resources in order to influence outcomes at a 

political and ideological level . 

i 
• 
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In part the strength of the professionalization 

movement rests with its special relationship to the state. 

Larson, (p.21G) points out that the new professionalization 

project arose with the "organizational revolution" that 

heralds the end of liberal capitalism and the transition to 

the monopolistic phase. Larson argues that, despite the 

apparent independence of these new professionals their 

special markets required institutional guarantees which 

tied them closely to the state - in particular, to a 

state-controlled system of education and credentialling. 

Similarly, Edwards {1979) emphasises the extent to 

which modern professions are tied to bureaucratic forms of 

control within modern corporations {including the state). 

These bureaucratic forms of control are characterized by 

formal rules of entry, promotion by seniority and so on, 

that tie these professional or professionalizing groups 

into institutional frameworks in ways that belie the notion 

of professional independence. 

Schooling has been central to this professionalizat i on 

project. Larson writes that: 

Historically, to found social privilege on 
education and tested ability was, if not a.r1 
invention, at least the distinctive battle cry of 
the professionalization movement {p.241). 

Why has this been so? What are the connections between 

public schooling and the professionalizing project? 

In her account of how the occupations that we call 

professions organized themselves to attain a power base 

j 
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which guaranteed a market for their newly constructed 

knowledges (their expertize) Larson argues that there are 

clear linkages between the model of profession that emerged 

in the first wave of professionalization (in the late 19th 

century) and the structure of modern schooling. It was 

through the public education system that inequalities of 

income and status, and closure of access in the 

occupational order, was achieved: 

through standardized and monopolized 
education, professional skills acquire~ 
~eara~ of rneasurability and comparability in 
terms of years of schooling. Length of training 
and tested competence clearly appears as means to 
''objectify" professional skills, in the double 
sense that the skills acquire both a tangible, 
quantifiable expression and a "universalistic" 
legitimation. (p. 212). 

Through the mechanisms provided by the schooling system 

professional skills were both objectified - given a 

quantifiable, measurable, in terms of years of training, 

"reality" - and at the same time legitimized - made to 

appear as part of the general good in that, through public 

schooling, the "right" of all to compete for entry into the 

professions was established. 

As with Anyan (1981), Larson's analysis is embedded in 

the cultural context of the United States of America and 

there are problems associated with applying such analyses, 

unquestioned, to very different cultural settings. The 

history of capitalist development, and, consequently, of 

the rise of the new professions that capitalist development 

has brought into being, differs in the two countries. 

j 
• 
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However, the differences appear to be ones of scale. 

General trends appear s imi 1 ar. 

In the context of schooling, for example, although the 

history of Australian schooling is not that of the United 

States of America similar trends have emerged. 

Structurally schooling differs in the two countries with 

Australia more closely paralleling the British model in 

which a powerful tradition of "grammar" {corporate schools) 

have dominated the educational landscape. 

However, as the work of David McCallum (1979, 1981, 

1984) demonstrates, while the cultural contexts might 

differ the broader pattern of the development of an 

increasing distance between professional managers of public 

education and local communities is similar. 

McCallum (1984, p.31), in discussing the rise of the 

"science of individual difference·· in Australian education, 

shows that this was closely related to the rise of a 

powerful group of professional administrators and 

educationists. He argues that this "science" arose at a 

time when: 

a shift in class relations had brought to the 
fore a group whose demand for social order was 
expressed in scientific terms, and who were 
developing a professional, 'scientific' or 
management attitude to the groups in their 
effective care. 

But McCallum goes on to point out that: 

i 

In spite of the ideas circulated by prominent 
educationalists and supporters of extended State 
schooling, on the proper role of schooling for 
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national, industrial or democratic purposes, the 
schools actually functioned as imitators of the 
private schools. 

As we have seen in Part 3 of this study this imitation 

of the private schools was more successfully carried out by 

some public schools than others. But whether the public 

schools could successfully imitate the private schools or 

not the adoption of the "practical hegenomy of the cultural 

practices of dominant social groups ... over the whole 

project of publicly-funded schooling ... " {McCallum, 1984, 

p.31) acted to legitimize these practices - enabling them 

to appear inherently valuable rather than operating to 

further the interests of certain groups. 

Not least amongst the groups with a vested interest in 

maintaining the cultural practices formalized in the 

academic curriculum was that growing body of "professional" 

educators - teachers and administrators - whose social 

distance from their "clients" (working-class 

parents/students) was premised on the authority of academic 

knowledge. 

In this sense then, although the two countries 

Australia and the United States of America may provide very 

different cultural patterns the broader orientation of 

capitalist development - the development of an increasingly 

fragmented labour force - was similar. So too were the 

ideological constructions that sustained this 

fragmentation. 

i • 
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Central to the professionalizing ideology is the notion 

of individualism. Individualism is described by Larson as 

the belief that: 

... the individual is essentially the proprietor 
of his (sic) own person and capacities, for which 
he {sic) owes nothing to society (p.221) . 

The ideology of individualism provides the key-stone to the 

professionalizing ideology and reflects just how strongly 

the professionals class location is connected to the 

bourgeoisie. • 

The rights of the individual within bourgeois ideology 

are intimately linked to, on the one hand, the rights to 

private property and, on the other, the rights of 

property-less workers to sell their labour . As Larson 

{p.222) points out the model of society that emerged in the 

17th century crisis of the ancien regime was a market model 

in which free individuals consent of their own will to the 

contrivances of political society in order to protect their 
I 

own natural rights - particularly their right to property. 

At the same time the need to free labour from feudal 

obligations meant that there was a contradictory element of 

egalitarianism in this emerging liberal bour~eois 

ideology. The ideology of individualism consequently 

carried with it the contradictions inherent in the equation 

of freedom with the private appropriation of property and 

the operati,e)n of a free market in a class-based 

{propertied/property- less) society. 
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Gouldner (1979, p.21ff) demonstrates that the practical 

and theoretical knowledges privately appropriated by 

professionals (in public institutions such as schools and 

universities) constitute one form of property or "cultural 

capital". Where-as the owners of land or moneyed capital 

rely on the ideology of individualism to justify their 

private appropriation, through property rights, of 

socially-produced wealth, the professionalizing groups rely 

on the same ideology to justify their private appropriation 

of socially-produced knowledges. 

Class systems tend to be legitimized by two different 

sorts of ideologies: one which makes appeals, explicitly or 

implicitly, to various kinds of rights in order to defend 

privilege and another which appeals to the general welfare 

{Wright, 1985, p. 118). 

The rights of the individual - particularly the right 

to privately appropriate property {either material or 

cultural) provides the central "right" of both bourgeois 

ideology and of the professionalizing ideology that has 

developed out of it. The rights of the individual are, 

therefore, central to both ideological projects. 

At the same time profess i onalizing ideologies appear to 

make two "general welfare" claims. That is to say that 

their ide ological project is carried forward not only 

through appeals to various kinds of rights (most notably 

i • 
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the right to private property) but to claims that the 

pursuit of their specific class interests is in the general 

interest .of the society as a whole. 

One of these "general welfare" claims centres on 

notions of expertize, the other on notions of universal 

service. These two claims often provide contradictory 

elements for the first claim has a tendency to promote 

"scientism", the latter to promote "humanism". 

The humanist strand is a carry~over from pre-capitalist 

professional ideologies. Larson argues that in their 

struggles for legitimation - for professional status and 

for control over access to the knowledge and expertize.that 

their professional "services" are based on - those in these 

locations drew upon pre-capitalist notions of professional 

occupations (most notably that of the family doctor). 

These "classical" professions were not part of the 

capitalist mode of production. They sold their services 

directly to consumers. They were, therefore, significantly 

different from the professionalizing occupations who, as we 

have already noted, were tied into the monopoly-capitalist 

state. But, although objectively placed in different 

locations, these professionalizing groups took up a number 

of distinct ideological constructions carried-over from the 

pre-capitalist professions. These included: 

{i) a work ethic derived from ideals of craftsmanship 

which finds intrinsic value in work and is 

expressed in the notion of vocation or calling 
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the ideal of universal service 

a secularized version of the feudal notion of 

noblesse obli_g_~ 

(Larson, 1977, p. 220). 

These "humanist" ideological constructions are embedded 

in the ideology that underpins such elements of the 

professionalizing project as those implied in notions of 

career. By the 1950's "choosing one's career" had become 

(ideologically) significant and vocational guidance 

officers had emerged as a new force for strengthening the 

ideology of individual freedom and choice implicit in 

notions of a career of one's own choosing. Careerism also 

took up the ideal of universal service, particularly in the 

"human services" industries of education, health, social 

services and, to some extent, police services. 

In discussing struggles over the content of the "human 

service" industries Stevenson (1976, pp80-81) argues that 

the struggles over control of these "services" have been 

channeled into economistic directions (more teachers, more 

health workers, more social workers) that have left 

untouched the basic economic and social structures which 

created the need for the "services". Stevenson claims 

that, because the struggles over these "services" have been 

mediated through the existing socio-economic system, and 

because those struggling for reform did not fully 

appreciate the repressive potential of human services, the 

reforms which were instituted served: 

1 
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... simultaneously to provide tangible benefits to 
various elites and symbolic benefits to mass 
publics, quieting potential unrest, deflecting 
potential demands, and blurring the true 
allocation of rewards. {p.81) 

Professionals within these "service" industries have gained 

considerable material benefit, both individually and 

collectively, from the growth of these institutions. Mass 

publics have been reduced to consumers of services. The 

ideology of careerism, with its emphasis on vocation and service 

to others, provides one of the mechanisms through which this 

process of exploitations has been naturalized. 

But the more significant general welfare claim has been that 

of expertize - the linking of professionalism with science and 

technology. This link is well captured in the following 1907 

advocacy of a scientific approach to child study: 

For so long as our educational practices are 
empirical, so long will the teacher be a mer~ 
tradesman - a man with the tradesman's spirit, and 
a tradesman's outlook - but when his work is based 
upon science, then, and then only will it become a 
recognized profession. By encouraging Child-Study 
then we shall hasten the coming of full 
professional recognition. (S.S. Smith, 1907, 
"Child Study, Our Opportunity", quoted in 
Gillespie, 1982, p.7}. 

The links with science will be what distances the teacher 

from. the "mere tradesman". What will elevate him to the 

status of a professional will be b.i:i ability to appropriate 

knowledge - in this case knowledge of child development -

and become an expert in this field. 

It is not difficult to see the links between the push 

of those with a vested interest in creating a monopoly for 
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their skills and expertize within a re-structuring 

capitalist labour market and the rise of what writers like 

Habermas describe as "technocratic rationality" - an 

emphasis on the principles of technical control, 

prediction, measurement, and "objectivity". 

This is not to claim a cause-effect relationship. 

Positivist science helped shape the professionalization 

project. The vested interests of those with "academic 

knowledge" helped shape the development of science and 

technology along its positivist track. Both grew out of 

the dynamic of capitalist production. 

Technocratic rationality has had profound effects on 

all facits of modern life {and modern consciousness). In 

Part 1 of this study I examined a number of theoretical 

issues that such a rationality raises for questions related 

to knowledge claims. Here it is necessary to restrict our 

focus to the impact of this rationality on public 

schooling. 

The rise of technocratic rationality in ed\lcation is 

examplified in two separate, but inter-related, 

developments. On the one hand there has been the 

development of educational psychology and what McCallum 

(1-984) calls the "science of individual difference". On 

the other hand there has been the rise of "scientific" 

approaches to educational management. 

J 
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In the reading of the 1957 Report provided in Part 2 of 

this study the importance that educational psychology had 

taken on in terms of justifying different curriculum 

provisions and different educational outcomes for different 

groups of students is shown. The establishment of I.Q. as 

a measure of "fitness" for higher education and for entry 

into the academic elite has helped reify the nature of this 

elite in that it has given it a "natural" (pre-ordained, 

immutable and fixed) claim to privilege in decision-

making. That is to say that those who have been able to 

appropriate special technical knowledge and skills can make 

claim to being best "fitted" to make political decisions. 

This aspect of the professional ideology is also 

exemplified in the other "arm" of the technocratic 

rationalization of education - the development of theories 

of educational management. This involves the "scientific" 

management of the system as a whole through the management 

(that is, control of) resources, including the resources of 

time and space. The effects of treating time and space as 

commodities in schools have been explored by Middleton 

(1981) and were touched on in Part 2. 

Richard Bates {1982 (e.) and (b}, 1983, 1984) provides a 

sustained critique of technocratic approaches in 

educational administration in the Australian context. 

Bates claims that the rise of educational administration as 

a profession was based, in part, on the separation of 

upwardly mobile male administrators from classroom teachers 
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(the overwhelming majority of whom were female). Bates 

(1983) writes: 

The separation of the "profession" of educational 
administration from the occupation of teaching was 
achieved through a variety of institutional 
structures including the newly established 
professional associations, newly initiated 
university programs, newly developed foundation 
support, and a newly established network of 
influentials who exploited [these] resources ... 

In the period between 1890 and 1930 this separation 

between administration and teaching was completed. 

greatly aided, according to Bates, by the "cult of 

It was 

efficiency": the ideological commitment to the application 

of science and technology to social affairs. 

Post-war reconstruction brought a resurgence of 

interest in social engineering through the educational 

application of "scientific" theories. This orientation is, 

for example, implicit in the 1957 Report. But Bates (1983, 

p.12) sees this post-war form as: 

... remarkable not for [its) reintergration of 
educational and administrative discourse, but for 
[its] continued pursuit of the ideals of a 
century-old tradition - a tradition that attempts 
to mute political debate over educational 
interests and ideals among local interest groups 
and to substitute the institutionalisation of a 
technology of education production and control 
serving the interests of cosmopolitan and 
professionalized elites. 

Bates criticizes the technocratic approach to 

educational administration in terms of the irrationality of 

the outcome~ that such an approach to human systems 

produces. Drawing on the work of Habermas, Bates argues 

that technocratic approaches to administration have led to 

I • 
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three interrelated crises in education: crises in 

rationality, legitimacy and motivation. 

The crisis of rationality Bates sees as rooted in the 

positivistic separation of fact from value, means from 

ends, politics from administration. Such separations mean 

that the only criterion available for the evaluation of 

administrative actions is their ability to provide 

technical, rational, scientific solutions (the 

"technoligisation of administration"). Such solutions 

exclude the possibility of rational administrative 

solutions to problems of equity and distribution (Bates, 

1982 (b), p.4). 

The second crisis identified by Bates is that of 

legitimacy. This flows from the crisis of rationality. 

The development of administrative rationality undermines 

cultural traditions that bind individuals together and 

legitimize the decision- making processes {Bates, 1982 (b), 

p. 4). 

The third crisis, that of motivation, arises from the 

previous crises in that they result, at the individual 

level, in feelings of alienation and powerlessness, loss of 

meaning, purpose and commitment and an inability to 

participate in discourse directed towards the regeneration 

of concerns facing education {Bates, 1982 {b), p.4). 

But, if the technocratic approach to administration is 

as dysfunctional as writers like Habermas (1975) and Bates 
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claim, why is it perpetuated? The answer would seem to be 

that this approach might be dysfunctional for the 

individuals involved, and, perhaps in the long term, for 

the system itself but it is functional to capital's needs 

for control. The ends may be dysfunctional but the means 

{the need for control) produce the functions (fragmented 

and technical solutions). 

At the same time the structuring of capitalist control 

has encouraged the development of powerful groups with 

vested interests in maintaining the centrality of 

"expertize" as the basis of administration. The 

establishment of bureaucratic forms of organization have 

provided the structural guarantees in which these groups' 

interests can be maintained. 

Consequently, the "science" of educational 

administration, like other forms of capitalist control, 

comes to resemble Braverman's (1974, p.206) description of 

the capitalist system as a whole (personified as "the 

capitalist" by Braverman) when be writes that: 

Like Captain Ahab, the capitalist can say, "all my 
means are sane, my motives and object mad". 

To sum up this final part of the study: I have tried 

to show that there are links between tbe ways the provision 

of public secondary schooling has been structured and the 

class interests of those with "cultural capital" - assets 

in organization and/or assets in credentials. These class 

i 
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interests arise out of the social relations of production 

under monopoly capitalism - relations premised on 

stratified and hierarchically arranged divisions of labour. 

The ideological constructions that ··naturalize" these 

class interests are premised on a construction of the 

rights of the individual and on "scientifically 

established"" notions of intellectual endowment. However, 

contradictory elements within this ideological ""package" 

arise between its technocratic orientation, that calls for 

"'rational management", and its humanist orientation towards 

"service" . 

In addition, I have tried to show that the "rational 

management" model is itself profoundly ideological in that 

it treats as independent elements of social relations that 

are inter-dependent. By treating schooling as a set of 

technical problems, rather than a set of political issues 

that arise out of contestation and struggle, this 

rationality posits as independent fact and value, means and 

ends. Such separations are possible only at the level of 

ideology. 

i 
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CONCLUSION. 

The argument advanced in this thesis could be 

summarized as the following set of propositions: 

1. Many aspects of public secondary schooling in 

Australia reflect the extent to which these schooling 

systems operate in the interests of those who occupy 

"middle-class" locations in the Australian class structure. 

2. These interests are class interests in that they 

pertain to group endeavours to gain or maintain control 

over (monopolize) valuable assets in the form of assets in 

credentials and assets in organization skills. The purpose 

of this monopoly is to enable these groups to exploit their 

positions in the social relations of production in order to 

maintain, or extend, their positions of material advantage 

- that is, ~la~~ advantage. 

3. These interests are institutionalized in 

educational policy and in curriculum practice. 

4. These interests a.re legitimized through ideological 

constructions, particularly those of individualism and the 

reward of merit (meritocracy}, that help "naturalize" and 

"universalize" these class interests. That is to say that 

the pursuit of the specific material interests of these 

groups is made to appear (i) in the general interest of the 

society e.s a. whole (universalized) and {ii) ma.de to appear 

a natural outcome: resulting from either the biological 

make- up of individuals or an inevitable outcome of a. 

process of social evolution. 
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This set of propositions takes as given the central 

assumption that capitalist societies, because they are 

class-based, must reproduce a class structure (that is, an 

unequal and stratified social order) but they must do this 

in such a way that·the unequal outcomes are seen by the 

participants as legitimate. Or, as Habermas (1975, p.96) 

expresses it: 

Because the reproduction of class societies is 
based on the privileged apropriation of socially 
produced wealth, all such societies must resolve 
the problem of distributing the surplus product 
inequitably and yet legitimately. 

But I read somewhere that conclusions are not just 

places to "sum up". Conclusions are the opportunity 

writers get for "flights of fancy" - for reckless 

speculation on the implications of their "findings" in the 

body of their work. 

In addition, as one of the propositions argued for in 

Part 1 of this study was the rejection of notions of 

"dis-:interested" knowledge and the recognition that theory 

is intimately bound up with action, it seems fitting that 

this conclusion should look at the implications of this 

study for the present. 

Out of the study presented here three, rather 

disparate, implications of my "findings•· strike me as 

relevant. The first of these has to do with some 

speculative comparisons between the 1950's and the 1980's. 

The second with the contradictions in the ideology of 

professionalism and the extent to which these 

j 
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contradictions provide openings for continued "battle" with 

the technocrats within education. The final one, linked to 

both the others, has to do with the limits of the 

technocratic rationality that underpins liberal theory. 

Firstly, some highly tentative comparisons of the 

1950's and 1980's. As I pointed out in the preface my 

decision to structure my study around a "reading" of the 

1957 Report grew out of an earlier assumption that an 

understanding of the present could be gained by studying 

the "foundations" of the present public secondary school 

system as laid down in the 1950's. 

Such a linear view of the relationship between past and 

present no longer seems possible. However, studying past 

struggles and past settlements does seem to shed light on 

the complexity of present struggles and present possible 

settlements. 

In the post-war period there was a major restructuring 

of the labour force (examined in Part 3 of.this study). 

The 1980's appears to represent another period of major 

restructuring (see, for example, Sweet, 1983; Freeland, 

1986(a} end {b)). But, where-as in the 1950's this 

restructuring was taking place around expanding 

opportunities for capitalist.development based on an 

expanding urban population and expanding local consumer 

markets, the 1980's restructuring appears to be taking 

place in the context of a global restructuring of 

I 
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capitalist investment that is leading to a contracting, in 

Australia, of what Edwards describes as the primary labour 

market. 

If the thesis put forward in this study has any 

validity it could be expected that e.ny such economic 

restructuring would bring pressures on the existing 

political arrangements within education and on the 

ideological constructions that legitimize them. This is 

because of the role that schools have played in controlling 

entry into the forms of employment that constitutes 

Edward's primary labour force. 

We would expect, for example, to find the hegemonic 

belief in the benefits of universal higher education, a 

hegemony established in the post-war period and extended 

during the 1960's and 1970's, to be under attack. Policies 

currently being proposed by conservatives centering on the 

"privatization" of education - the re-introduction of 

tertiary fees and support for private schooling (argued for 

on the grounds of individual choice) signal just such an 

attack. 

Freeland (1986(a) p.233) suggests that this shift in 

the political dimension of schooling is directly related to 

what he calls the "collapse of the post-war settlement 

based on the principles and policies of the Kenynesian 

welfare state". The battle-lines, as Freeland sees them, 
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are presently drawn around regressive "monetarist" policies 

and e. more progressive "tri-parite" settlement. 

Freeland's analysis of the alternative possible 

settlements emphasises the limits within which new 

settlements ce.n be contested within the given of a 

capitalist economy. It also emphasises the extent to which 

possible educational settlements are tied to wider 

economic, political and ideological struggles. But while, 

as f''r'eeland's analysis suggests , the parameters of any new 

settlement are determined by the limits imposed by the 

capitalist system as a whole this does not negate the 

existence of contestable domain within these over-all 

limits. 

The history of the rise of modern professional groups 

(examined in Part 4 of this thesis) shows that powerful 

social movements are part of the over-all dynamic of 

capitalist development. The term "social movement" is 

usually re~erved for mobilizations that challenge the 

capitalist system directly (the "women's movement" for 

example). However, it seems to me that the ris-e of modern 

professional groups represents a powerful social movement 

in its own right. Although it contributes directly to the 

maintenance of capital by aiding the reproduction of a 

stratified social order and providing the legitimizing 

ideologies (in the form of individualism and reward for 

merit) for that statification, its form arises out of the 
/ 

struggle of those with assets in credentials or assets in 

J 
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organization to establish a power base from which to 

challenge the economic and political power of those with 

capital assets (the traditional bourgeoisie). 

This challenge has certainly changed the face of 

capitalism. It demonstrates the dynamic nature of 

capitalist systems and provides a counter to 

"reproductionist" social theories. The fact that the 

professionalizing movement has been a challenge based on a 

competing form of elitism and not a challenge to elitism 

itself does not negate the E_Q_~si!:?_ilii;y: of a social movement 

that is more democratic in its orientation. 

Support for the belief in the possibility of the 

continuance of democratic challenges within education comes 

from a study of the professional ideology itself. I have 

argued in Part 4 of this study that there is a significant 

contradiction implicit within the ideology of 

professionalism between its "humanist" and "rationalist" 

elements. This contradiction provides one powerful 

"fracture line" of the whole professional ideology for it 

does not reside only at tbe level of abstraction - it 

provides a lived tension in the daily life of those who 

work in schools. 

Because classroom teachers must directly engage with 

their "clients" (parents/students) they are more directly 

confronted by the contradictions of service/control that 

underpin their particular position in the social relations 

J 
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of production (that is, within the class structure), than 

are educational managers. 

Although there are many mechanisms for dealing with 

this contradiction - the "fortress school", for example, 

which distances the school {and its teachers) from the 

community .it "serves" - many classroom teachers still, for 

self-esteem reasons, tend to draw on notions of providing a 

universally valuable - if not always valued - community 

service. They see education as providing opportunities for 

all children to broaden their horizons. The 1960's 

"Progressive Education" movement typifies the orientation 

of this humanist-influenced strand of the professionalizing 

ideology in education. 

definition, democratic. 

Such an orientation is, by 

While the more "technically-rational" are likely to pay 

lip-service to the universal value of schooling their 

orientation is towards efficiency (the control orientation 

of the service/control contradiction). At the classroom 

level this is likely to be played out in a strong 

commitment to order, discipline, and objective instruments 

of assessment. At the school or systems level it is likely 

to be played out in terms of "rational" (that is, 

centralized) allocation of resources and greater control 

over curriculum content and assessment - and, consequently, 

greater control over classroom teachers. Such 

orientations in education are meritocratic (promoting rule 

by "experts'') and, therefore, fundamentally undemocratic. 

f 
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So fundamental is this contradiction that it cannot 

easily be bridged. It therefore provides one on-going 

penetration point into the whole liberal (meritocratic) 

ideology. 

Finally, the chaotic abstractions upon which liberal 

theory is based (particularly that of social participants 

as atomized individuals) can be maintained in expanding 

economic systems in which the majority of social 

participants experience a sense of increasing material 

benefit. However, in periods of economic recession or 

economic restructuring increasing numbers of social 

participants experience themselves as not only economically 

disenfranchised but politically so. Such 

disenfranchisements call into question the basic premises 

of liberal theory. 

Added to this is the impact of social movements (such 

as liberation movements in colonized countries , the women ' s 

movement, the peace movement and the environmental 

movement) which challenge the political and ideological 

constructions of dominant elites and heighten awareness of 

the environmental and social consequences of a technocratic 

rationality that separates means from end, method from 

value. 

All this suggests that, in attempting to understand 

systems as dynamic {that is, as basically unstable) as 

capitalist systems, contestation rather than reproduction 

seems a more useful concept. 

J 
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When we move from explanatory concepts to action in the 

world (from theory to practice) the concept of conteste.tion 

seems to also provide greater scope. In schools, for 

example, it implies that questions of inequality will best 

be tackled by continuing to challenge the definitions of 

schooling that rest on liberal theory and that produce 

"band-aid" solutions that reinforce the sense of failure 

that is the schooling experience of the majority of 

students. 

From the perspective of contestation inequality in 

education will best be addressed by providing the kind of 

educative environment that allows students to critically 

examine the social structures in which they are embedded. 

In this way schools can provide students with the kind of 

empowering knowledge that will allow them to challenge the 

meritocratic (and undemocratic) decision-making structures 

that confront them not only within their schools but also 

in the wider society. 

i 
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