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between pairs of institutions (witnessing to the partial success
of their sponsors) but without any of the dovetailing devices
such as a uniform teaching body or national curricula and ;
examinations (testifying to the intransigence of their founders). 3
In other words, educational systems originating from . {

substitution retain specialization and differentiation as their
dominant pair of characteristics and these constantly create
strains and problems which, as we shall see, are barely
contained by simultaneous but weaker pressures towards unifi-
cation and systematization. Such systems are frequently and

properly referred to as decentralized — they indeed have no |

leading-part.
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I STATE SYSTEMS

AND NEW

PROCESSES OF CHANGE

The preceding chapters sought to explain the emergence of state
education systems: we now turn to their consequences for subse-
quent interaction and further educational change.
Once private ownership had given way to state systems and
mono-integration to multiple integration, educational inter-
action was immediately conditioned in a completely different
manner. The context in which people now found themselves
educationally, the problems they experienced, and what they
could do about them altered radically. They reacted and inter-
acted differently and this gave rise to educational change
through processes other than the competitive conflict of earlier
times. Ultimately this means that once state systems have
developed, the domination and assertion approach ceases to be
appropriate for the analysis of educational change, since the
¥ structural relations which made it so have now disappeared.
] Interaction between dominant and assertive groups had been
' the historical ‘guidance mechanism’! which repatterned the rela-
tionship between education and society, but concurrently it had
transformed itself by destroying the conditions engendering
this distinctive form of interaction. Henceforth, as education
began to serve a plurality of social institutions, its control
largely ceased to rest on the private ownership and provision
of physical and human resources; most of them became publicly
provided and thus their command was now the issue. Corres-
pondingly, control over education became less direct: instead,
struggles over it concerned indirect rights to deploy public
i finance for particular educational ends. ‘
g To understand the transformation of conditional influences
which stem from the new systems is vital for the explanation
of educational conflict and change in the modern period.
However, two kinds of influences are involved: the general
consequences of the emergent state systems, which will be
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examined first, and the variable effects of their different
structures, which will be discussed afterwards. Because cen-
tralized and decentralized systems emerged respectively from
restrictive or substitutive competition, their subsequent con-

ditioning of educational interaction will not be identical. For

different kinds of structural elaboration which developed in the
past, in turn condition diverse forms of interaction in the
present, and may then influence divergent patterns of change
in the future.

(a) General effects on education

The first and most obvious consequence of the new linkages
established between education and society is the loss of its
previous mono-integrated status (associated with private owner-
ship), many of whose educational implications also disappear.
The fact that these systems are multiply integrated has the
general effect of lifting education from its earlier position of
total subordination. Now, four interrelated factors begin to
inject a greater reciprocity into the relations between educa-
tion and the institutions it serves. All of these stem from the
fact that the resources used by education are no longer owned
and monopolized by one party. Together they do not introduce
balanced exchange, but although reciprocity remains imperfect,
a significant amount of educational autonomy develops for the
first time.

(i) To begin with, the fact that it is public resources rather than
private means which now finance education does something to
correct its supine dependency on a single supplier which can
manipulate funding to call the tune and variations on it. The
significance of this change is heightened because simul-
taneously education ceases to be a minority affair, for the
competitive interaction giving rise to state systems also
generated considerable expansion? — in both strategies this
gradually meant that more and more children were being en-
rolled and an increasing proportion of people were practically
involved, if only as parents.

From being completely without influence over formal educa-
tion in the antecedent period, the position of the mass of the
population has improved because of the pressures it can exert
over public spending. Parental outcry and student protest are
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political prices which elite groups, directly concerned with
transmitting public funds to education, must take into account.
Consequently, educational spending increases, but at first this
does not begin to approximate to ‘fair exchange’, for though
monopoly has been lost, financial hegemony remains in the
hands of a minority elite.

(i) However, the very plurality of ‘the mstltutlonal orders with
which education is now integrated in itself fosters greater
reciprocity. Their operations are distinct, and the groups
associated with them will not seek identical outputs from educa-
tion however strong the alliance between them or the mutual
interdependence of their operations.

Reciprocity is encouraged through fear of the harm which
would result for their own activities were educational services
to be defined and commandeered exclusively by one party. Each
group involved has a vested interest in preventing instruction
from again becoming supremely dependent upon one among
them. Thus, counter pressures operate against the re-emergence
of the old mono-integrated and subordinate pattern. In the con-
text of state systems, mutual policing seeks to prevent any
one group from making the flow of public funds to education
conditional on instruction meeting its requirements alone.’
Since all integrated parties want different educational services
and since all play the policing role towards each other, the
overall effect is an increase in funds for education. This growth
in reciprocity is the only possible compromise if no party is
allowed to monopolize and all groups press simultaneously for
their requirements to be met in full.

If the additional resources gained in this way result in any
surplus over the costs involved in producing the agreed out-
puts, these may be devoted to the pursuit of internal goals.
Thus, this net consequence of multiple integration for educa-
tion is a potential increase in autonomy, defined as the capacity
for internal determination of its operations. This may not be
extensive in certain cases, but its existence to some degree in
every state system is in complete contrast with the total lack
of autonomy which characterized éducation under private
ownership. ‘

(iii) Obviously, this increased autonomy would be of little
significance if educational personnel remained as tightly con-
trolled and unable to articulate or implement their own demands
as in the past. In fact, on the contrary, the changes just
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discussed go hand in hand with a third — the transformation §E

of the teaching role itself — and their importance is due to this
simultaneity. ‘

As we have already seen, when education begins to serve a
plurality of operations because of multiple integration, the
definition of instruction becomes more complex. Specialization
is the method by which a diversity of educational processes are
accommodated with one another. It has profound occupational
ramifications. First, educational personnel become clearly dif-
ferentiated from the professional role structure of other social
institutions — the mixed roles of priest-teacher or warrior-
teacher disappear. This has the important effect of creating
professional educational interest groups for the first time —
that is, people whose vested interests lie in the improvement

of their educational positions because of their exclusive full- 2

time employment in them.

Secondly, the specialized activities in which teachers now
engage gradually enable them to claim unrivalled expertise in
educational matters. Even though the definition of instruction
is still largely formulated elsewhere, there is no longer a body
— such as theologians — which is more authoritative about the
knowledge transmitted than the academics. This facilitates the
transformation of a loose collection of teachers into a self-
conscious profession, which seeks to acquire the same rights
as other professional associations. Although this may take time,
their increase in autonomy together with the greater flexi-
bility of resources available can already be used to introduce
some of the changes the professional interest groups want for
themselves. For the first time, educational operations are not
determined exclusively by groups from other social institutions.
(iv) However, professional organization has external as well as
internal consequences. It is only after professionalization
develops that direct transactions can be conducted between
external interest groups and education itself. During the earlier
period any such transaction was necessarily indirect: it was
carried out perforce with the dominant group, by-passing educa-
tion which did not enjoy the requisite autonomy for direct
negotiation. Now professional interest groups may themselves
initiate transactions with the exterior or be approached by out-
side parties.

Ideational influence comes into universal play, with external
interest groups trying to convince the profession that certain
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courses of action are in both their interests — arguing, perhaps,
that starting a new applied course would also generate extra
teaching posts, protect against redundancy and improve
facilities. Here the external agency is seeking to benefit by
getting the profession to use its new freedom of initiative and
surplus resources in ways which are advantageous to it. Alter-
natively, the profession tries to gain outside support for its own
policies and with full professionalization, collective action gives
more force to these views.

Secondly, there is a stronger form of direct negotiation which
actually involves the exchange of resources for services. In
certain systems the degree of autonomy acquired by the pro-
fession enables it to accept resources, in terms of research
grants, buildings, equipment, etc., from outside parties, in
return for increased intake, for laying on new courses or making
special forms of training available and for undertaking applied
research projects. Again, this type of transaction may be initia-
ted by either party and again it will not be concluded unless it
is felt to be mutually advantageous. The net result is therefore
anovel and important process of change which not only enables
the profession to accomplish more of its goals directly, but also
does the same for certain groups in the wider society.

In sum, an extremely significant implication of the emergent
state systems is that much more endogenous change must be
anticipated now that education gains more autonomy through
multiple integration. Since the teaching profession will collec-

. tively formulate its goals and plays a greater part in negotiating

educational change, its activities cannot be ignored as in the
antecedent period. In other words the explanation of change in
state educational systems must alter now that their personnel
have ceased to be passively controlled and have started to be
professionally active. Explanation must now include reference
to changes which are initiated autonomously within the educa-
tional system, whether this is due to the internal cumulation
of resources or to transactions with external groups.

(b) Effects on other social institutions

The educational changes which have taken place universally
affect other institutions, in terms of the services their members
receive and in terms of the control that their members can exert.
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Change in services is largely due to the development of multiple
integration, change in control derives mainly from the linkage
of national education to the political centre. The new relation-
ship between education and society, consequent upon the
emergence of state systems, is one in which both the capacity
to control education and the receipt of educational services shift
away from the (near) zero-sum situation which prevailed in
the past. y

In the antecedent period, if a group was the dominant group,
then it enjoyed the most extensive powers over education, if
it was not, then it was powerless to institute anything other
than the most minor changes in instruction. As a basis of edu-
cational control, monopoly ownership was necessarily of that
zero-sum type: the shift from private ownership to public fund-
ing annulled this formula. Educational control increasingly
resided in the capacity to influence public spending, and its
possession by one party no longer implied that others lacked
it — if the military elite exerted a strong influence on educa-
tional spending this did not mean that the economic elite was
correspondingly uninfluential. (This example also illustrates
that the spreading of educational control does not necessarily
entail a more democratic distribution of it.)

Multiple integration obviously has a very similar effect on
the services received from instruction. Their distribution never
approximated quite so closely to the zero-sum position as was
the case for educational control, since although outputs were
designed to serve the requirements of one group alone, certain
other parts of society could sometimes make use of them.
However, with the emergence of the state system, the fact that
various institutional spheres are served by education now ceases
to be a matter of adventitious benefit. Instead, the more
specialized outputs are intended to service different operational
requirements simultaneously.

The more widespread distribution of educational services has
the immediate effect of abolishing the tripartite division
between other social institutions into adventitious beneficiaries,
neutral or obstructed institutions, according to the goodness
of fit between their operational requirements and the education
available. With multiple integration these stark contrasts fade.
Sharp differences in kind are partly transmuted into differences
of degree. The blurring of the tripartite division has the impor-
tant consequence that it can no longer be used as a simple guide
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to identifying support for and opposition to the educational
status quo. This becomes clear when we consider the new educa-
tional system in relation to our three previous categories.

(i) Compared with the old adventitious beneficiaries (which
received something for nothing because of the harmony between
their requirements and that dominant definition of instruction)
more parts of society now gain some of the services they seek
upon the emergence of state educational systems. Certainly,
this is limited to those sectors which move into an integrative
relationship with education during the interaction sequence
generating the new system. Certainly, too, few of the new
parties which do so, including the powerful political elites
spearheading restrictive strategies, gain precisely what they
want, and none gains what it does without concessions to other
groups. But they do gain something and it comes with a bonus
never enjoyed by adventitious beneficiaries — a measure of
security. Because of this, they acquire a vested interest in the
continuation of these services, even if they want to see their
scale greatly extended or their relevance vastly increased. For
the first time, a plurality of institutional spheres now have a
lasting stake in the existing form of education.

(i) The main change which takes place as far as the old category
of neutral institutions is concerned is its drastic curtailment.
Compared with the antecedent period there are fewer and fewer
parts of society whose operations are neither helped nor hin-
dered by the prevailing definition of instruction.

On the one hand, there is the push exerted by the expansion
of instruction — inextricably related to the development of state
systems — which now affects all social institutions. As school
enrolment increased spectacularly, fewer parties could go their
own way, inducting and initiating the next generation, indepen-
dent of and indifferent to the prevailing type of instruction. For
they were increasingly forced to recruit school-leavers and even-
tually could recruit nothing but them. In this situation,
complete indifference to the skills and values they had acquired
was Impossible to sustain.

On the other hand, they were not simply pushed to seek inter-
dependence because independence was no longer possible. There
was also the pull exerted by the changed nature of their own
operations. The salience of instruction grew with such broader
social processes as bureaucratization, the application of science
to production, the commercialization of agriculture, and the
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development of world markets. Few institutional spheres
remained immune from all those influences. Obviously, formal
instruction had no monopoly over the transmission of skills and
many successful forms of in-service training developed. How-
ever, as the new systems were funded by these groups, like all
others, it is unsurprising that the majority began to want value
for money — a form of education better adapted to its opera-
tions, without paying twice over for it. ‘

(iif) In the previous era, considerable significance was attached
to the class of institutions whose respective operations were
obstructed by the prevailing nature of education, and this still
remains the case. However, two new propositions can be ad-
vanced about this experience of hindrance once the state system
has emerged. Both concern the ‘who’ question and highlight
important contrasts with that antecedent period.

The first is simply that since the new forms of national
instruction are state educational systems, then it follows that
the governing elite will never appear in the obstructed category.
It will not gain precisely the services required because, inter
alia, of inefficient planning, unintended consequences, a
backwash from the private sector, and the interference of other
objectives pursued in the system. But the fact that it is always
imperfectly served does not mean that it is ever severely
obstructed. Its legitimate control of resources is proof against
this. Thus a fundamental contrast with the antecedent period
is that nowhere will the state appear as an obstructed party
in any serious sense of the term.

The second is that total obstruction will now be experienced
principally by non-elite groups — it becomes concentrated
among the people. This can be explicated by referring back
to which parties successfully imposed (some of) their service
requirements on the emergent educational systems. As far as
systems with restrictive origins are concerned, what is obvious
is that the more closely groups were clustered around the
governing elite, the more say they had in defining instruction.
With some over-simplification, the receipt of educational
services can be pictured as a series of gradients: first, the
governmental bureaucracy at the centre received most of its
service requirements; secondly, sub-sections of the political
elite were in receipt of many of the outputs needed for the
institutional operations with which they were identified; thirdly,
there was a partial satisfaction of educational demands among
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| explicit supporters of government; and finally, a severe tailing-

off of educational services to other uninfluential sections of the
population. o

Exactly the same occurred in systems with substitutive
origins. Here the definition of instruction derived from the il.u.ie-
pendent networks run by those who had been able to mobilize
resources to found and operate them. During the consolidation
of the system certain networks attained a prominent place, thus
guaranteeing continuity of service to their sponsors while others
were relegated, or even eliminated. Again, one can pic-tl‘lre
gradients in educational services received, with these tallmg
off for groups which had not been able to protect their defi-
nition of instruction from erosion during incorporation, and
petering out altogether for parts of society which had never
developed a competitive network. Thus, in these systems, too,
the experience of total obstruction will be concentrated among
non-elite groups, which lacked the resources to develop strong
networks and the power to defend them.

Hence, in the new educational systems, maximal educational
obstruction will, for the first time, show a strong tendency to
be concentrated among the less privileged sections of the

- population. What has changed is that the experience of grave

impediments is no longer shared with a number of important
institutional elites, like the military, the economic or the political
elite itself.

Thus, the inception of state systems alters the relationship
between education and different parts of society. The loci of sup-
port for and opposition to the new definitions of instruction' are
still conditioned by benefits received from it and frustrations
induced by it. However, the distribution of these rewarding and
frustrating situations among different social institutions
changes both quantitatively (in terms of the number of institu-
tional spheres assured of services) and qualitatively (in terms
of the degree of benefit or obstruction experienced and by
whom). It remains to link these alterations in the social distribu-
tion of educational services and the parallel transformation of
educational control to the question of interaction and change.

(c) Effects on the processes of educational change

Turning now to consider how change is brought about within the
state educational system, this toois found to differ considerably
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from the earlier period. In the past, competition introduced E
sweeping educational changes whereas negotiation only pro- -

duced minor modifications acceptable to the dominant
ownership groups. The importance of competitive conflict then
was due to the structural relations linking education and society
— to the fact that only by displacing the dominant ownership

group could macroscopic change take place. The transforma-

tion of these structural relations, with the advent of state
systems, means that this is no longer the case. Instead, the con-
ditions for successful competition became vastly more stringent
at exactly the same time that the changes obtainable through
negotiation increase enormously in scope. These two factors
will be considered in turn to account for the fact that negotia-
tion is now the most important process of educational change.
(i) Direct competition loses most of its viability in the new state

system, for the chances that any dissatisfied group could gain

educational control by either of the old competitive strategies
are drastically reduced. On the one hand, the resources upon
which educational control now rests are no longer concentrated
in the pockets of a single group. This implies that strategies
based on substitution are extremely unlikely to succeed because
of the volume of public resources now absorbed by education,
which rises as a corollary of multiple integration (more resources
are needed if different kinds of services are to be provided
simultaneously, more and more are forthcoming for this to be
done because of the conjunction of pressures exerted by power-
ful interested parties). Thus, the chance of private suppliers
being able to compete with public ones becomes increasingly
inconceivable over time.

Equally, a restrictive strategy launched by a dissatisfied
group would be most unlikely to succeed. To do so, it would
have to overcome the governing elite (which obviously now
thinks that state education is in its own best interests) as well
as undermining the other parties whose activities are being ade-
quately (if not ideally) served. As has been seen, one of the main
results of multiple integration is the development of a plurality
of groups with vested interests in the prevailing form of educa-
tion. Thus, because it would have to contend with a defence of
the educational status quo which is now centrally directed and
socially extensive, restrictive competition ceases to be a realistic
remedy for those finding education grossly inadequate for their
purposes.
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In effect, there is now only one way in which competitive

conflict can still succeed and, although it will happen, the
necessary conditions are severe enough to make it a very rare
occurrence. Quite simply, unless social disintegration is ex-
tremely far-reaching, large-scale educational change will not be
brought about by competition. It is only likely to occur as part
of a general social transformation in which the state itself is
overthrown and educational grievances can merge with other,
more important causes of revolution.
(ii) However, transformation of the process responsible for
macroscopic educational change is not due simply to the impos-
sibility of the old methods, but is co-determined by the new
possibilities which open up with the spread of control over
education. What is crucial here is not merely that many par-
ties get something out of education, for it could still be argued
that they have more to gain from change than to lose from the
status quo. It is also that their newly acquired influence over
decision-making now provides an alternative means for modify-
ing the definition of instruction. The possession of resources,
which in the past could only produce change through competi-
tive substitution, can now be employed to transact modifica-
tions. Similarly, political influence, which then could only serve
to spearhead restriction, can now be used to negotiate changes
in the state system, through pressurizing the central govern-
ment to which it is attached.

Processes of negotiation were irrelevant to large-scale
changes while educational control was vested in private owner-
ship, because transactions remained limited to those found
acceptable by the group subordinating education. However, in
state systems the spread of educational control means that no
single party can impose its limitations on what may be
negotiated. Just as the definition of instruction is no longer
designed to serve one party alone, so too no single group can
veto the introduction of far-reaching changes if these are sought
by others. The only limits to what is negotiable are those im-
posed via the interaction of the influential parties themselves
— the way in which they block one another, the compromises
they mutually enforce, and their concern that changes should
be compatible with the present services which they require.

However, there are no grounds for expecting that less change
will occur after the emergence of state systems than in earlier
times: all that alters is the process predominantly responsible
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for bringing it about. On the one hand, radical change may be
sought jointly by a group of parties which together are influen-
tial enough to transact it. General societal changes can
alter the operational requirements of several sectors simul-

taneously (as in the aftermath of war) and lead their members.

to press for similar or compatible forms of educational change.
On the other hand, smaller changes negotiated from month to
month can accumulate until they represent a considerable
departure from their starting point.

The checks, balances and compromises are no homeostatic
mechanism guaranteeing the maintenance of the educational
status quo. On the contrary, the pursuit of their.own interests
by all parties gives rise to transactions which alter the educa-
tional context: as each transaction is accomplished, groups
realign according to how it has affected them, and further inter-
action produces new departures.

Thus, instead of negotiation being of limited importance, it
becomes the process which accounts for most of the change
most of the time in most countries. On the whole it is less
dramatic: sweeping changes are introduced less precipitously,
important modifications may be transacted without polemic,
and innovations can be initiated unobtrusively. As a process
it is also vastly more complex: with competitive conflict one
set of relations was crucial for change (that between the domi-
nant ownership group and others), whereas in negotiation
several sets of relationships between education and society
account for the changes taking place. Consequently, as the
interaction leading to change becomes more complex, so, too,
must the nature of the analysis which seeks to explain it.
(iii) The general process of negotiation can be broken down into
three different kinds, all of which come into play with the
development of state educational systems. As will be seen, the
three kinds of negotiation are not equally accessible to all social
groups, so that to examine them is to investigate three different
sets of relations between education and society. The changes
which are observed to take place will stem from the three in
conjunction.

The first type of negotiation, internal initiation, has already
been touched upon in the previous section. It was seen that their
increased autonomy enables professional educators to play a
part in determining the rate of exchange between resources
received and services supplied. Surplus resources can then be
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devoted to accomplishing professional goals within the educa-

tional system. In other words, this source of change is the
school, the college and the university. It can be brought about
on a small scale by independent initiative in a particular
establishment, and on a much larger scale by collective profes-
sional action. The relations which are significant here are those
taking place between professional educators on the one hand
and the suppliers of resources on the other.

The second form of negotiation, external transaction, involves
relations between internal and external interest groups. It is
usually instigated from outside educational boundaries by
groups seeking new or additional services. As before, the pro-
fession is one of the groups involved in these negotiations, but
the other party opts into the transaction of its own accord: it

z' ~ is this which distinguishes external transactions from internal

initiation. Groups which, in the past, could only pursue change
indirectly by dealing with the dominant group, can now nego-
tiate directly with education itself. Given the increased
autonomy of the new educational system, the outside world can
now approach it. It is not suggested that these direct trans-
actions will predominate over indirect ones (conducted via the
political centre), indeed in some countries they will be of very
limited scope. In others, however, they make an extremely
important contribution to educational change.

Thus, certain parties which do not receive all the educational
services they require will try to rectify this situation by enter-
ing into negotiations with the profession, offering more
resources in exchange for better services. Basically, then, the
external agency will try to buy the educational change it wants
(although the currency need not necessarily be monetary). For
example, a particular local firm may offer equipment and
facilities for a college to lay on a specialized form of training,
the armed services may provide scholarships in return for
the enrolment of their cadets, the police, farmers and various
professional groups may sponsor or support specialized estab-
lishments and industry may negotiate applied research in return
for grants, professorships, laboratories, etc. This list is illustra-
tive, but the fact that it is vastly more extensive in reality does
not mean that any outside party can negotiate everything it
wants provided it has the necessary resources. There are two
major obstacles to unlimited transactions.

On the one hand, the profession itself has the power of veto.
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- Like other groups it is motivated by vested interests and will

refuse transactions which compromise these. If the services

sought by outside agencies are held to be professionally
degrading (e.g., involving ‘training’ rather than ‘teaching’, the
presentation of pseudo-knowledge or the dissemination of un-
acceptable values), the terms will be rejected. If they imply a
less attractive work-situation, worse conditions, longer hours,
more pupils, lower standards, they will probably suffer the same
fate. Similarly, terms which are advantageous in their own right
will not be accepted if they are likely to damage other desirable
negotiations or to prove disruptive. For example, a university
may turn down an attractive military research contract to avoid
student outcry. Thus, in seeking to advance and project itself
professionally, the educators also filter external demands and
conclude transactions only where these are held to be reputable,
profitable, and compatible.

On the other hand, as the major supplier of resources, the
governing elite also enjoys the power of veto in certain cir-
cumstances. It will try to prevent transactions taking place
which are contrary to its current policies, at least as far as public
education is concerned. However, not all external transactions
will meet with political censure and some indeed will be wel-
comed — if services are provided in exchange for private
resources they take the strain off the system both financially
and in the sense of removing pressure from government. Fur-
thermore, the composition of governments varies and what
might once have been vetoed, may become acceptable, pass into
established practice and survive future political change. Finally,
the private sector of education, in certain countries, can enable
external transactions to take place even if they have been
politically vetoed for public instruction. Changes introduced in
this manner may well have important repercussions for the
state system itself.

It is probably clear from the foregoing that external trans-
action is a form of negotiation which is open only to those
groups which have substantial resources at their disposal. Thus,
both processes of change discussed so far involve relations
between education and rather restricted parts of the social
structure. The same is not true of the third kind of negotiation,
political manipulation. On the contrary, this is the principal
resort of those who have no other means of gaining satisfac-
tion for their educational demands — despite the fact that they
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. may also be the least successful at manipulating the political

machine. This form of negotiation arises because education now
receives most of its funds from public sources. In turn, a wl}ole
series of groups (depending on the nature of the regime) acquires
formal influence over the shaping of public educational policy.
It is this, of course, which encourages popular groups of various
kinds to use the political channel in the absence of alternatives.
In the endless quest for support and party votes, it is this, too,
which focuses much of the public dialogue about instruction on
popular or democratic themes, though it does not imply a com-
mensurate degree of political action on these lines.

However, this does highlight some important breaks with the
past which accompany the development of state systems. Fir§t,
educational influence is not tightly restricted to those parties
which are already closely integrated with it: instead all groups
can attempt to work through the polity, wielding What:ever
political influence they possess, to modify national‘ educational
policy in their favour. Secondly, while the distribution of educa-
tional control remained relatively static as long as the monopoly
of vital resources was maintained by the dominant group, now
that ownership and control have largely been dissociated, educs':l-
tional influence becomes much less stable over time since it
varies with the balance of political power. Thus, the question
of which groups receive educational services, and to what degrge
these coincide with operational requirements, may receive dif-
ferent answers as time passes and the composition of the
governing elite alters. Thirdly, then, to understand educational
changes stemming from governmental directives we need to
analyze the political interaction through which various groups
negotiated their introduction. Obviously, the groups v‘fhxch
enjoy the greatest continuity of political power will receive a
complementary and uninterrupted flow of educational services,
and vice versa. Nevertheless, since this is not a zero-sum situa-
tion there will be a whole series of political pressures, alliances

" and concessions whose result is the continuous modification of

the definition of instruction. The final contrast with the earlier
period is that because the state everywhere plays a Iyaj or ro.le
in the regulation of rescurces flowing to public education, .1t wﬂ]
always be a party to the process of structural elaboration in
education, although political manipulation will not be the only
process involved.
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In sum, the three new forms of negotiation add up to a much
more complicated process of change than the old style of com-
petition. To analyze it involves examining group interaction at
the levels of the school, the community, and the nation, and
the inter-relations between them. For these different types of
negotiation do not take place in isolation from one another.
Political manipulation influences negotiations between govern-
ment and the profession, thus affecting the amount and type
of internal initiation which can occur. It also helps to determine
the nature of external transactions, partly because of the power
of veto and partly, too, because it helps define which groups
engage in such negotiations, i.e., those whose demands are not
well served by public policy. In turn, external transactions, con-
ducted with the profession, increase the surplus resources of
the latter and thus influence the scope and sometimes the
character of changes brought about by internal initiation.
Together, the changes introduced in these two ways modify the
definition of instruction independently of the political centre.
This alters the services available in ways which will be
favourable to some groups and detrimental to others, thus
affecting their policy orientations and the goals they subse-
quently pursue through political manipulation.

Thus, each form of negotiation and the changes to which it
gives rise has repercussions on the others. This then is the
complex network of interaction and change which must be un-
ravelled in order to explain the transformation of educational
systems. If our explanations are to do justice to this com-
plexity, then the relative simplicity of the domination and
assertion approach must be left behind, where it belongs, with
the period antecedent to the emergence of educational systems.

(d) Structural relations
conditioning educational interaction

Structural factors only influence interaction because they shape
the action contexts in which people find themselves: what
affects them is their own educational system and their place
init. Yet, as was seen in Chapter 4, there are differences in the
structure of the new educational systems which co-exist with
the universal changes in structural relations. In particular,
restrictive competition shaped a centralized system, whereas
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substitution fostered a decentralized one. Thus, the actual
situations to which people react, and which predispose them
to act in particular ways, are moulded by their national system:
this system will reflect universal changes but it will present
them to people as part and parcel of its own particular struc-
ture. Thus, to explain interaction we must leave the general

‘discussion of universal changes behind and get down to the

question of how these are mediated and modified by differences
in the structure of particular educational systems.

In considering structural influences on interaction, the same
two factors — the distribution of educational services and con-
trol — need examining in greater detail. The former course helps
to determine which groups will be pursuing change actively
while the latter helps to account for the ways in which they go
about it. Here it will be shown that the emergent centralized
and decentralized systems exert dissimilar influences upon in-
teraction because of differences in their distributions of services
and control.

In decentralized educational systems
Earlier it was seen that systems originating from substitution
are much more loosely structured. Because specialization and
differentiation were entrenched in the independent networks
before the development of state education, they remained the
predominant characteristics. The interaction surrounding incor-
poration defended much of the autonomy and integrity of the
networks and thus limited the degree of unification and
systematization taking place. Hence, such systems are decen-
tralized, they have no leading part, and are raggedly integrated.
The predominance of differentiation and specialization leads
to a distinctive set of strains which persists because unification
and systematization remain too weak to provide the co-
ordination which would prevent it. On the one hand, the system
is sluggish and unresponsive to administrative control, its parts
going their own way, often contradicting and obstructing cen-
tral policy through their activities (as is most evident in the
case of the strong private sector with its elitist practices). On
the other hand, this same autonomy threatens the internal in-
tegration of the system leading to bottle-necks and barriers,*
which persist because each element defends its cwn specialized
practices and none is strong enough to make order among them.
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These strains represented by unresponsiveness to central
control and internal disjuncture, are experienced by various
groups as deficiencies in educational services. T'o some groups
this means that they will have access to certain levels of instruc-
tion but are debarred from entering higher establishments or
elite enclaves; to others, frustration may consist in certain
studies not continuing beyond a given level (it may be imposs-
ible to gain a degree in technical or applied disciplines). Each
of these will be experienced as personal frustrations by pupils
(and their families), and as recruitment problems (in a broader
sense than the occupational) by those concerned with other
institutional operations. In addition, the latter often find that
the types of specialization carried over from the competitive
stage of educational conflict, run counter to those they now
require. ‘

These exigencies in turn condition pressures for change from
the various groups involved. However, they do not experience
the same problems as one another (those debarred from prestige
institutions are not the same people, by and large, as those
whose recruits lack the training required). Also, the exigencies
differ in that some could be overcome without substantial
change in the system (by modifying course composition or ad-
missions quotas). In conjunction, these two points indicate that
the distribution of services and dis-services in decentralized
systems discourages the emergence of a single solidary opposi-
tional group committed to far-reaching educational change.

This fissiparousness is encouraged by the variety of things
the discontented can do about their grievances, for the spread
of control in the decentralized system means that change can
be initiated in a number of ways. What is of supreme impor-
tance here is the rough parity between the three forms of
negotiation as sources of educational change. Not all of these
are open to every discontented group: its position in the social
structure largely determines which ones it can use successfully.

But the fact that different groups can pursue change in dif-
ferent ways is a further reason for not expecting the
development of a united oppositional movement, Instead, it is
anticipated that fragmentary interest groups will initiate
change through different forms of negotiation in the decen-
tralized system.

(i) First, internal initiation is an extremely important process
of change here. In decentralized systems the profession rapidly
becomes an active participant in the formation of educational
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policy. Because of its greater initial autonomy and its access
to independent resources in terms of endowments, beq1-1ests,
subscriptions, fees and earnings, the process of professional--
ization occurs early. It is not so subject to legal control nor so
financially dependent on the polity as to precluc%e the forma-
tion of professional associations. These emerge first fro;n t.he
richer networks, whose very resources give them spe(.:1al in-
terests to protect (like the Headmasters’ Conference in late
nineteenth-century England). It may take longer -for them to
develop in other parts of the system, bl%t in none is control or
dependency strong enough to prevent it. ) )
Their consolidation means that the profession can begin to
negotiate with the polity on an organized' b.asis, and to afffact
policy formation in a variety of ways — gaining represer}t?t'lon
on advisory committees to government; ‘1ndepe’nde1‘1tly 1mt1at:
ing changes which are then used as ‘ev1.dence. or ‘precedent
in subsequent political bargaining; refl}smg to unplfax.nen.t cen-
tral policies or subjecting them to con51dera.b1e modification at
the local level; as well as negotiating continuously for better
pay and conditions. The relationship thus l‘ae.come‘s a t.WO-way
one with education no longer passively receiving filrectlves but
with teachers collectively helping to frame legislation and mould
ce. _
prizzlindependence enables the profession to make SI_1bstant1al
internal innovations on the basis of its own experience, the
teaching situation it faces, and the_ collective goals formulateti
by its associations. In decentrahzec} syste.ms the range o
changes which can be introduced in this way is broad a‘nd (?ften
includes the capacity to alter curricula, texts, examinations,
teaching methods and disciplinary processes, to accept or re-
ject in situ the demands voiced by pup-11s a.r§d student:,s, as well
as to improve the professional work s1t1.1at101}. In this type of
system, internal initiation serves profess1qna1 interests but .also
benefits other parts of society by rectifying !ocally percelvgd
deficiencies. The increased resources earned in the process in
turn reinforce autonomy and extend the future scope of inter-
nal initiation.
(ii) Secondly, external transactions represent a process Wher-eby
certain groups negotiate substantial change§ in decentralized
systems. Those parties which dispose of considerable resources
and have aims acceptable to the teachers can often gain satis-
faction from the public sector. Transactions are more numerous
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with the more independent parts of the state system. In
England, accordingly, it has been the technical schools, colleges
and universities which have been involved in the majority of
external transactions — their own evolution being shaped by
this process.

When wealthy groups fail to obtain the changes they seek
from public education because their demands are unacceptable
to the profession, are too specialized or focus on levels which
are virtually closed to external transactions, another possi-
bility exists in the decentralized system. There, strong private
sectors of education flourish with relatively little interference
from the administrative framework and such groups can gain
satisfaction by buying what they seek from existing institutions
or by founding new ones. These transactions account for the
development of pre-school education, of preparatory establish-
ments, of experimental or specialized secondary schools devoted
to music, the arts, sectarianism or minority cultures, and com-
mercial and industrial training; of technical, theological and
trade colleges; of business schools and even of an independent
university. The variety is as great as the list of buyers, for there
are few barriers to entering the private market in education,
especially where the older age groups of pupils are concerned.
Obviously, this openness means that a number of disreputable
institutions (like the self-styled colleges selling degrees) will be
found among them, but what is significant about the private
sector in a decentralized system is that its parts are not con-
demned to be second-rate.

Because they are not compelled to enter pupils for state
examinations or to follow standard curricula, they are not forced
to ape the public sector and thus to dilute their own activities,
Instead, they can develop clear and distinctive courses which
establish their own prestige and/or award qualifications which
are recognized for their relevance in appropriate areas. Success
is not guaranteed but it can be attained equally by a short trade
course, a secretarial college, an elite business school or a
trade-union college. Hence, various groups can introduce the
educational changes sought, without standards comparing un-
favourably with those in the public sector. This form of
external transaction is, however, restricted to groups with
surplus resources at their disposal. In the decentralized system
it'i1 is not difficult to buy educational change but neither is it
cheap.
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(iii) While government has certain powers of control over educa-
tional institutions, their greater autonomy prevents political
manipulation from being the distinctive form of change in
decentralized systems. Thus, the third form of negotiation tends
to be most important (a), where external transactions are least
possible, and (b), for those who are least able to engage in them.
On the one hand (a), although unification is weak when national
education has substitutive origins, certain parts and levels
emerge with less autonomy from the political centre than others.
Because interest groups cannot transact services directly, they
have to work indirectly to influence governmental policy and
to counteract the political pressures of other parties in order
to shape these particular public institutions in conformity with
their needs. Thus, political manipulation will be most intense,
and most important in accounting for change, when alternative
courses of action are most limited.

It will also be used most intensively, (b), by those whose
demands have little chance of satisfaction through other
methods and, in general, the majority of the population is not
in a position to use the first two forms of negotiation. The lower
classes, immigrant groups and ethnic minorities cannot engage
in external transactions on a significant scale because they lack
the resources. Generally, too, the nature of their sub-cultures
does not harmonize spontaneously with prevailing academic
values and they do not gain much advantage from internal in-
itiation. Partly this discourages them from trying to influence
the profession but also many of their practical demands (like
opening playgrounds early, running holiday activities, incor-
porating foreign cultures or integrating handicapped children
in the local school) would not improve the teachers’ work situa-
tion or enhance professional status.

Thus, it is via political manipulation that non-elite groups
seek to gain any kind of educational change. (It is significant
that even the powerful trades union movement makes most use
of this form of negotiation and only dabbles in external trans-
actions to meet its own bureaucratic needs.) By continuously
dragging class, ethnic and minority claims to the centre of the
political arena, other groups are irresistibly drawn to debate
in these terms when defending their own interests. For this
reason, most of the central legislation passed will be found to
concentrate on such issues. However, the public prominence
accorded to the educational problems of the underprivileged
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should not mislead us about the character of educational change
in general: in the decentralized system other kinds of changes
can be introduced unobtrusively through different forms of
negotiation, without visible political struggle or social
polarization.

Hence, it follows that the most outstanding feature of
interaction in these systems with substitutive origins is its com-
plexity. If change is to be explained satisfactorily, then all three
kinds of interaction must be examined, together with the inter-
relations between them. Analysis will have to concentrate on
the distribution of educational deficiencies, on the differential
availability of the three sources of changes according to the
position of the groups affected, and on the different forms of
negotiation themselves.

In centralized educational systems

In the last chapter it was seen that systems with restrictive
origins have a tightly integrated internal structure. Because
their emergence was orchestrated by the political elite, the
various parts were co-ordinated from the start to protect its
own educational requirements from interference by other ser-
vices which had to be provided simultaneously. Because such
elites sought a system which would be uniquely responsive to
their changing needs, the administrative frameworks were ex-
pressly designed as the leading part of each such system.
Through them educational change could be filtered and
monitored so that it never escaped the control of the govern-
ing elite.

In turn, the problems of integration found here are of a very
different type from those common to systems with substitutive
origins. Instead of the strains which develop representing a con-
stant threat to the internal co-ordination of the system and a
danger to governmental control, here the exigencies generated
by a tightly articulated and centralized system create problems
for groups in other institutions. Thus, in the centralized system
tensions will manifest themselves between the system as a
whole and other parts of society, because the dominant pair of
characteristics limit the degree to which education can become
diverse enough to meet its demands. Parents and pupils con-
front a system which provides them with relatively little choice.
Other grouns will find themselves comvelled to develop various
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forms of in-service training in the broadest sense of the term;
they will experience recruitment problems because of the pres-
tige attaching to mainstream education and its outlets into
state service; they will suffer from the implicit or explicit
denigration of their activities and values by the official defini-
tion of instruction.

These deficiencies which condition pressures for change
clearly structure educational opposition very differently in the
centralized system: To begin with, the uniformity of public
education means that there are more groups which gain very
little in terms of services from it. In turn, this means that there
is less chance that each deficiency will be experienced discretely
by isolated groups. Added to this, the severity of educational
grievances provides more opportunity for various groups to
discover common ground. Taken in conjunction, these factors
imply that the development of a united opposition group or
groups is less unlikely in systems with restrictive rather than
substitutive origins. The final contrast with the decentralized
system is that tighter central control makes it difficult to
remove the pool of grievances gradually, by a series of direct
transactions — different in kind and spread over time and space.
(i) First, internal initiation will be less significant in centralized
systems, both in terms of who can use it and what can be accom-
plished through it. The most outstanding difference is that,
by and large, it is not a channel through which external or
consumer demands can be filtered and satisfied. Instead, this
process tends to be the exclusive prerogative of the profession
itself, although the scope of changes which can be introduced
internally is also more limited due to the lower degree of
professional autonomy. Compared with its counterparts in
decentralized systems, the professional body receives more
directives from the centre and is able to initiate fewer in return.

Professionalization takes place with greater difficulty and

.over a longer period in the centralized system. The teaching

body starts off with relatively little autonomy from the
administrative framework which defines its training pro-
gramme, supervisers certification and organizes placements.
Usually, to ensure continued control, teachers are made civil
servants and are subject to the same restrictive statutes which
withhold the right to combine or engage in political action.
Teachers’ associations thus emerge late, after a hard battle for
recosnition of professional expertise and the eventual lifting
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of the most repressive statutes. What results is not a uni-
directional relationship, but one in which the profession is
very far from being an equal party in negotiations with
government.

Their relative lack of autonomy also means that teachers and
academics cannot negotiate directly with external agencies or
earn extra resources from them. They themselves are too closely
controlled to be able to offer the kinds of modifications sought
by various groups in the community. They cannot alter courses,
curricula, assessment, examination or selection procedures, for
these are established centrally and are not susceptible to local
variation. Thus, the most important issues are removed from
the negotiating table. Local groups cannot hope to influence
the profession to make good the deficiencies that the former
experience in educational services. They are well aware that the
teachers’ hands are tied and that their own efforts are better
directed elsewhere. Thus, formal contact between the profes-
sion and external interest groups will not be great at local level.
What is missing here is the hard, practical and productive deal-
ing between them, characteristic of decentralized systems.

The internal changes which the profession can introduce (by
using any surplus resources extracted from government) are
usually limited to those which are acceptable to the political
elite and compatible with the existing organization of the
system. On the whole, these are modifications which are of con-
cern to professional advancement but matters of indifference
to government — intensification of intellectual specialization,
accentuation of the pure over the applied and extension of
research activities. Hence, the changes it can and does initiate
internally are those which benefit itself alone: in the cen-
tralized systems the profession can only function as a
vested-interest group.

(i) External transactions are also of limited importance as a
process by which major changes are negotiated in the central-
ized system. No part of the public sector is independent enough
to introduce new services in exchange for resources. Because
it cannot earn, its autonomy remains low and state education
stays closed to transactions, however great the resources
offered by the external groups and however acceptable their
proposals might be to the teaching profession. It may seem to
follow that negotiations with the private sector will therefore
be a more important source of change in the centralized system,
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precisely because of the closed nature of public education. The
opposite is in fact the case.

Certainly, groups with adequate resources can found new
establishments or negotiate changes with existing private insti-
tutions; however, the services acquired in this way are rarely
adequate to meet their demands because the private sector is
subject to heavy state interference and finds it difficult to offer
a proper alternative to public instruction. First, the effect of
strong unification is that private establishments are more
closely controlled in terms of their inputs, processes and out-
puts. They are subject to state inspection, certification and
often examination, and because of this such establishments are
irresistibly drawn to imitate public education. For instance, if
their pupils or students are to sit for national examinations,
then they must follow public curricula, use the set texts apd
appoint teachers adept in the appropriate methods, otherwise
their failure rate will exceed that of the public sector. Thus,
schools set up for confessional purposas constantly find that
religious instruction, far from dominating the timetable, is being
squeezed out by examinable subjects. Here, the problem for
these institutions is that their external sponsors and parental
fee-payers are not going to invest in something which they can
get free of charge anyway. '

Alternatively, if the private sector attempted to award its
own qualifications, these would have little chance of establish-
ing their value on the educational market since this is far from
a free one. Only state qualifications are recognized for a whole
range of purposes which are of vital concern to those tak@ng
private diplomas — university entry, deferred military service,
public appointments or possession of a degree. Private institu-
tions are in a cleft stick, for they go it alone in the knowledge
that what they have to offer cannot compete with the advan-
tages and prestige attaching to public certificates. By follow-
ing this alternative, they by and large condemn themselv_es to
being second-rate and to giving a corresponding lack of satisfac-
tion to those they serve: in the centralized system the private
sector is not the elitist one.

Yet external interest groups seek neither the second-rate nor
a carbon-copy of public instruction, they want a different kind
of service from private education, but this difference is precisely
what the remorseless pressure towards standardization, which
emanates from the state, also militates against. The private
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sector thus remains weak, for too many groups seeking substan-
tial educational change know that they can only get a modicum
of satisfaction from it. Among them may be the rich elites which
could buy the services they require in a different kind of system.
Here, since their demands are scarcely met by external trans-
actions, they are forced to (re)present them through the last
form of negotiation.

(iii) Thus political manipulation is by far the most important
form of negotiation in centralized systems. Because education
as a whole has so little autonomy from the government and
because groups seeking change have few alternative means of
obtaining it, most pressures converge on the political centre.
The provisions which do exist for serving other parts of society
are those which the political elite had to concede historically
because of its need for support and resources. This remains the
case for future changes in the definition of instruction — these
stem predominantly from processes of political interaction. In
other words, the parties seeking new services must accumulate
their demands, form alliances and organize themselves to work
through the political machinery.

This is the case for most groups, including the teachers and
academics, for when their demands exceed the bounds of pro-
fessional self-advancement and involve broader educational
issues they cannot introduce these directly. Instead, they must
go outside the system in order to influence it, by joining a
national political organization or external pressure group. The
same applies to the majority of affluent groups which cannot
transact changes directly; it, too, must seek to transform public
policy through political manipulation. This represents a major
contrast with the decentralized system, for instead of political
interaction being the resort of the underprivileged, it is the main
channel through which all social groups work to bring about
educational change. Consequently, a more restricted area of
social conflict needs to be examined to account for a change in
the centralized system, compared with the decentralized system.
Analysis will have to concentrate on the distribution of educa-
tional deficiencies, the differential ability of groups to exert
political influence, and the nature of political interaction itself.

(e) Determinants of educational interaction
As in the preceding period, due allowance has to be made for

STRUCTURE 115

the influence of other structural and cultural factors, which are
non-educational in origin, upon the processes of interaction and
the resulting patterns of change. The transition from the first
to the second cycle is a historical process of quite lengthy dura-
tion and thus considerable social change will have been
unfolding concurrently. In starting to discuss the second cycle
we must now insert those alterations in the social context of
educational interaction which distinguish it from the social
environment of domination and assertion in the past.

The growing complexity of social structures, which develops
as societies move towards full industrial status, involves the
mobilization of broader sections of society, the differentiation
of a larger number of corporate interests, and the interpene-
tration of diverse collectivities. The social environment of
education enlarges correspondingly (practically no one remains
disinterested in the definition of instruction), and becomes more
complicated as the nature of educational demands undergoes
a parallel diversification (matching the greater social differen-
tiation of interests). In all new systems, this spells greater
educational activity as do the concomitant cultural changes
which have taken place. The increasingly international nature
of value systems, consequent upon mass communication, mass
literacy and mass mobility means that limited access to alter-
native legitimatory values no longer operates as a barrier to
the organization of opposition, except perhaps in countries with
very efficient forms of censorship. On the contrary, there is a
growing fund of inter-continental ideologies, of schools of
thought propagated by educationalists, ensuring that no ignor-
ance of alternatives holds back the potential forces for change.
However, this new environmental context has different conse-
quences for the two types of systems.

The nature of the decentralized system is such that the
greater social differentiation of interests and values, structured
elsewhere in society, can find educational expression without
difficulty. Given three different outlets for change, there is high
probability that different interests and pluralistic values will
be pursued through them. In other words, there is no longer
the need to accumulate, articulate and then dilute demands, as
in the old alliances of the past. Instead, particular social

" interests can and will attempt to negotiate their requirements

in all their detailed specificity. Of course, this is not to deny
that the more influential parties remain linked by kinship, class
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or overlapping membership (e.g., businessmen in Parliament,
politicians as churchgoers and shareholders, teachers as mem-
bers of political parties), the more they will defend common
interests at all three strategic points — the school, the com-
munity and the central political arena.

On the other hand, in the centralized system, the supreme
importance of political manipulation still places a considerable
premium on the ability of both government and opposition
respectively, to hold together if they are to be successful in the
maintenance of the status quo or the transaction of change.
Thus, if the spread of control has increased the social and
cultural diversity of the controllers, mutual accommodation is
still needed for them to arrive at a common programme.

Equally significant, given the attachment of every new
system to the political centre, are the differences in the national
structuring of political power. Thus, the relative closure or
accessibility of state power will have far-reaching consequences
for educational interaction in every system. This is absolutely
crucial in the centralized system, since political manipulation
is the main process for negotiating change. It is still very impor-
tant in the decentralized system, although the effects of political
closure can be offset, to some extent, by the intensive use of
the other two processes. Thus, in contrast to the antecedent
period, there is now an interface between education and the -
polity in all countries where educational systems have emerged. 4

FIGURE 4
The structural conditioning of educational
interaction in the centralized system
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(f) Patterns of educational interaction

Taking the whole of the foregoing discussion together, the dif-
ferent patterns of interaction which are conditioned by the two
different kinds of educational system can be summarized in the  Ji
following basic diagrams. These stand in the same relation to 3
the second cycle as did Figure 3 (Chapter 2) to the first cycle, E
when educational change was heavily conditioned by ownership,
mono-integration and subordination. The fact that there are E
now two diagrams for the second cycle reflects the importance " §
attached to the centralization and decentralization as condi- Aggregation of demands
tional influences on subsequent interaction. Both diagrams have i
been deliberately simplified at this stage in order to accentuate
the different patterns of educational interaction to which the

+rrrn avrotarme crivro rao

Educational
change




118 EDUCATIONAL SYSTEMS IN ACTION

FIGURE 5
The structural conditioning of educational
interaction in the decentralized system
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Figure 4 shows the typical convection currents of action con-
ditioned by the centralized system, where demands originating
in the school or community have to be aggregated, passed up-
wards to the central decision-making arena and negotiated there
before being transmitted down to education in the form of
polity-directed changes. In contrast, Figure 5 presents the more
complex cross-currents of interaction conditioned by the decen-
tralized system. Due to the fact that there are three different
outlets for the negotiation of change, there is no necessity for
demands to be cumulated or passed upwards, since changes can
be introduced locally or internally. Hence the greater complexity
of the typical action pattern.

These two basic diagrams involve considerable over-
simplification.’ The gross interaction patterns for both kinds
of system are like road maps which show nothing but the motor-
ways: complex transactions between sub-groups, parties and
organizations, have been eliminated to allow the figure to stand
out from the ground (see Appendix 1 for expanded diagrams re-
lating to the two kinds of systems). However, in the following
two chapters, dealing with interaction in the new educational
systems, it is necessary to go beyond these simplified pictures
and to magnify the two basic diagrams until they bear a closer
resemblance to models of empirical reality, rather than schema-
tic representations of dominant traits.



6 INTERACTION:
EDUCATIONAL
NEGOTIATIONS

Three processes of transacting
educational change

T'hrfee processes of educational negotiation have now been
distinguished: political manipulation, internal initiation and ex-
ternal transactions. Each of these involves the exchange of
resources or services (wealth, power or expertise) against one
fa.nother by the interest groups involved. Educational change
is the p.roduct of such transactions and its nature is therefofe
determined by which group succeeds in accomplishing which
form of negotiation in the course of interaction. Success depends
upon the negotiating strength of one party relative to the other
In any tz.'ansaction. For this concept is a bilateral or relational
term, it is not a generalized capacity possessed by some groups
but 'not by others, but pertains to interaction itself.

Since each of the three processes of negotiation involves the
exchange of resources, an unslavish use of Exchange Theory!
helps to cpnceptualize what gives one group greater negotiatin,
strength in relation to another. Furthermore, since power ang
control are derived as the emergent consequences of exchange,
theg the outcome of negotiations accounts for the developmfnt,
9f either dependence, reciprocity or domination of one grou
in relation to another and to education. s

Ijet us .begin this discussion of relative negotiating strengths
by .1solat1.ng three crucial elements of any given piece of edu-
cat10na§l 1nte.raction, viz: (a) the participants, (at least) two
educat19na.1 interest groups, X and Y; (b) the resources thes
respecftl'vely command, X and Y2, which constitute theii-’
bargauung.positions; (c) the exchange (or non-exchange) of r1
and r2, which expresses the relative negotiating strengths of
X and Y ’I.‘hese. elements determine the degree of change, if any
occurring in this particular case. They also decide who ezéercises’
9duc‘at1.onal control in this situation; it can be X, if Y finds r1
1rres1st1b_le, or Y if X cannot do without r2, but control is not

necessarily a zero-sum matter, for a reciprocal exchange of r1
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and r2 gives X and Y shared control and joint responsibility
for the changes introduced.

We can now begin to consider the nature of the relationship
between these two groups and what will give one high negotiat-
ing strength vis-a-vis the other. It has been argued that an
interest group has the best chance of concluding an educational
transaction in its favour the more irresistible are the resources
it supplies to the other party involved. In his discussion of ex-
change and power in social life, Blau has provided a useful
classification of the situations in which such irresistibility
arises.? X will have the highest degree of negotiating strength
when it supplies resources to Y under four conditions: (a) when
Y cannot reciprocate; (b) Y cannot get the needed resources from
elsewhere; (¢) Y cannot coerce X to supply them; and (d) Y can-
not resign itself to doing without them.

From these can be derived the strategies required to attain
or sustain educational control on the part of X in relation to
Y. X must try to establish rates of exchanges which are highly
favourable to itself; bar Y’s access to alternative sources of
supply through monopolizing the resource or legally control-
ling the processes of exchange; discourage any attempt at coer-
cion on Y’s part; and prevent Y from being indifferent to the

. benefits it offers. Equally, Y’s defensive strategies, aimed

at keeping up its own negotiating strength, can be deduced by
corollary. It must do everything it can to avoid being reduced
to complete dependence on X. This involves a constant effort
to prevent the exchange rate from becoming too unfavourable,
by increasing the desirability and exclusivity of its own
resources or services to X. It must work at keeping alternative
supply lines open and accumulating supplies, thus increasing
independence from X; developing strong organizations to com-
pel X to behave differently; and propagating counter-ideologies
which undermine X’s right to use resources in the way it does.

(a) Interest groups, exchange and the

three processes of educational negotiation

So far, the exchanges which are the backbone of educational
negotiations have been treated in abstract and skeletal form.
They begin to be fleshed out when we relate them to the three
processes responsible for introducing change into education.
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Internal initiation

. The principal resource commanded by the education profession

is its expertise (i.e., the specialist knowledge possessed by
teachers, their capacity to impart skills and to inculcate values).
Basically, internal initiation involves the profession exchang-

ing the expert services it can offer for other kinds of resources

which it needs, namely the financial means and legal rights
required to translate its own goals into reality. To do this it
depends on getting a good rate of exchange for educational ser-

vices against the financial resources supplied, in return, by -

external interest groups. But these transactions themselves
may be subject to political veto so the profession also has to
increase the value of its expertise to the political authorities
in order to prevent their imposing such embargoes. The latter
is merely one aspect of a broader negotiation with the polity
in which expert services are exchanged against increments in
autonomy (the legal rights to do x, y and z). Only if the profes-
sion succeeds in improving its wealth and autonomy in these
ways will it be able to increase the amount of educational change
produced by internal initiation and ensure that its direction
coincides with professional interests. Thus the main task, on
whose accomplishment internal initiation depends, is the ex-
change of expertise for financial resources and legal rights on
favourable terms.

External transaction

The principal resource commanded by external interest groups
is their wealth, or more strictly their liquid assets, which can
be devoted to the quest for educational services of various
kinds. External transactions fundamentally consist of the ex-
change of financial resources for educational expertise, e.g., a
professional undertaking to receive certain pupils, provide a par-
ticular form of instruction or produce a specific kind of output
in terms of the knowledge, skills or values of those completing
the course of study. The financial resources offered against
expert services have to be sufficiently attractive to the profes-
sion to overcome their inertia (unwillingness to add new
teaching burdens, devise new curricula or invent novel methods
of assessment), and any repugnance or reluctance felt towards
performing and providing the services required (if, for exam-
ple, they involve longer teaching hours, collaboration with
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non-professionals, lower entry standards, or constraintg on the
knowledge transmitted). Simultaneously, the external 1r.1terest
group must be able to evade or overcome any political resistance
to these transactions taking place; for only if it does both will
it be able to instigate those educational changes needed to ser-
vice its particular institutional operations. Thus, the main task,
on whose completion external transactions rely, is the suc-
cessful exchange of financial resources for expert services.

Political manipulation

The principal resource commanded by political authorities (both
central and local) is their legal authority and capacity to impose
negative sanctions. This includes their ability to pass laws and
impose regulations, to withhold benefits and recognition, as v'vell
as to penalize irregular practices and offending parties. Poht1'ca1
manipulation, therefore, consists of those groups which
dominate the central or local decision-making arenas using their
official powers to extract the educational services desired and
to preclude undesirable outputs. At either level, it involves the
exchange of politico-educational privileges (ranging from salary
increases for teachers, through the institutionalization of pro-
fessional advice, to the recognition and regularization of inter-
nal initiatives) in return for increased educo-political services.
Alternatively, it can involve the application of political sanc-
tions, in other words the withholding of certain rights or
requirements in order to overcome professional resistance or
to veto unwanted transactions. The services extracted or sup-
pressed in this way are used to keep educational activities in
line with political requirements. Thus, the main task, on whose
execution political manipulation rests, is the exchange of power
resources for expert services.

Obviously, the designation of these ‘main tasks’ involves
considerable over-simplification. First, each of the groups
concerned (be it professional, institutional or political) possesses
more than one type of resource which comes into play in pro-
cesses of negotiation — the financial powers of government are
simply a clear example of this more general point. Secondly,
it is indeed many of the same people who engage in the three
kinds of transactions: some members of the population may
only participate at the lowest level in one of them (e.g., by
voting), a much smaller proportion will participate in all three
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(e.g., by being an active member of a political party, a parent-
teacher association and a chamber of commerce), while between
these extremes there are varying degrees of educational activity
and of overlap between participants. The existence of overlap
means that actors themselves come to know that what happens
via one process of negotiation then has an influence upon others,
and that there is more than one way of getting what they want.
Thirdly, the actual processes of negotiation have been entirely
left aside by concentrating on the objectives of the ‘main tasks’
rather than the strategic action through which they may or may
not be accomplished.

(b) Negotiating strategies

Each of the three processes of negotiation operates rather dif-
ferently in the centralized and the decentralized system because
of initial and enduring differences in the bargaining positions
of the three main parties involved — the governing elite, pro-
fessional educators and external interest groups. Nevertheless,
the negotiating strategies are identical. Hence, formally, we are
concerned with the same strategic interplay between the three
main parties, with how each played the hands that the resource
distribution dealt them, although the cards were stacked dif-
ferently in the two kinds of system. For it is these negotiating

strategies which in combination ultimately shaped educational
change. :

Political manipulation

Over time, the central authority seeks to maintain or strengthen
its educational control in order to be able to attain its own goals
and does so in the four following ways, all of which are hedged
by the initial and subsequent distribution of resources among
the three main parties to negotiation. ‘

(i) The first strategy is to try to reduce the capacity of educa-
tion to reciprocate for the resources supplied to it by the state.
The aim here is to attain the educational equivalent of the
state’s position in a command economy, where it controls the
rate of exchange, prices, production and distribution. Here the
polity’s leverage consists in its ability to confer benefits and
this accounts for so many governments continuing to increase
their investment in education, even when they have become the
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majority suppliers. As a strategy, however, this can prove
double-edged, for to invest generously may be to allow the in-
ternal accumulation of surpluses with which the profession can
pad itself against political prods whose thrust derives from
withholding resources. However, if strategy (ii) is successful,
then dependence on the state can be coupled with a low rate

" of exchange.

(ii) The effectiveness of the first strategy is thus related to the
second — barring access to alternative suppliers by imposing
legal limitations on exchange processes. Here the polity will
refuse legal recognition to certain diplomas, establishments,
personnel or courses, thus reducing the attractiveness of the
services that the profession could offer to external groups. This
discourages external transactions by damaging the professional
bargaining position, but it is only one branch of a two-pronged
attack. The other involves the imposition of legal vetoes and
the refusal to authorize certain negotiations at all. The crucial
element in this connection is the degree to which the external
interest group is itself politically influential (and can deflect pro-
jected embargoes) or is capable of marshalling legal defence (to
repulse or lift such vetoes). Ironically, this means that the
polity’s strategy will be most effective against the weaker sup-
pliers, which have least to offer the profession but which also
present least threat to the educational ambitions of governing
elites.

(iii) Since the main problem for the governing elite is resistance
to its policies, the third strategy is to undermine the autonomy
which makes this possible. Thus, legislation can reduce local
and institutional autonomy, making the system more respon-
sive to central directives, if the governing elite is strong enough
to deploy the whole battery of central sanctions to this end. But
two things may stand in its way: the political influence and posi-
tions already acquired by educational interests, and the hostility
of opposition parties (which may indeed accept state interven-
tion in principle, but fear the consequences of placing this
instrument in the hands of its opponents).

(iv) Consequently, most political elites will strategically pro-
mote ideologies favouring political intervention, often justified
on totally different grounds but sharing the self-righteous
assumption that it would be justly used in their hands alone.
The left usually seeks to identify state intervention with
eliminating social discrimination; the right generally associates
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it with guaranteeing value for taxpayers’ money. Both strands
can be met by ideological opposition from among their own sup-
porters (interest groups defending educational autonomy
because it advances their aims) and this itself may constitute
a powerful normative contribution to the maintenance of the
status quo.

However, the initial distribution of resources placed the
governing elite in a very different strategic position upon
the emergence of the decentralized and the centralized systems.
The original distribution of resources was much less favourable
to the political centre in decentralized systems and made its
‘main task’ of exchanging power resources for educational ser-
vices considerably more complicated than where centralization
prevailed. Other groups were also in strong bargaining positions
and education was not exclusively dependent on the resources
supplied (or withheld) by the central political elite. For exam-
ple, the profession retained property and sectional autonomy,
defended during incorporation; it maintained alternative sup-
pliers and the relationship between internal and external
interest groups was mutually supportive, protecting the ‘free
market in education’; organizations had formed to resist cen-
tral encroachment on professional autonomy or the acquired
rights of external interest groups and these continued to insert
themselves at all levels of decision making so as to cushion the
impact of political directives on education as well as generaliz-
ing values which mobilized opposition to political veto on educa-
tional matters. Consequently, any change in the decentralized
system involves a broader set of transactions. Every legal
change introduced from the centre entails negotiation with pro-
fessional interest groups to ensure its implementation, and with
external interest groups to prevent its vitiation or evasion.

Thus, in the decentralized system political manipulation
involves a struggle, not only on the part of those wanting to
influence governmental policy, but also in order to translate offi-
cial policy into educational practice. Because of the initial
distribution of resources, the polity is not in an unassailable
bargaining position and, since the enduring aim of interested
‘parties is to defend if not to improve their own positions of
influence, this tends to keep it that way. In this context, parts
of the system continually escape political control and introduce
changes independently, thus creating new problems for govern-
ment: while with equal pertinacity the polity struggles to
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contain such developments and keep education in line with
governmental policy. _

On the contrary, in centralized systems, the governing elite
has been from the start in a vastly stronger strategic position.
In terms of our earlier notation, the polity X supplied resources
to education under the four conditions which made the profes-
sional groups Y! completely dependent upon it, and unable to
increase their autonomy through dealings with other interest
groups Y2. The rates of exchange between X and Y! consis-
tently favoured the former, the profession having neither the
finance nor the freedom to alter its services and thus manipulate
a more reciprocal rate; X’s political veto on direct transactions .
between Y and Y? prevented resources from being acquired
elsewhere; while neither Y! nor Y2 could resign themselves to
the situation. The profession, both as a body morally commit-
ted to providing educational services for the community and
as individuals with vested interests in job security, could not
dispense with centrally provided resources. Moreover, in the
modern period, we have already seen that few external interest
groups can remain indifferent to the receipt of educational ser-
vices. The only weak point in the polity’s control was 1tzs
capacity to contain counter-coercion on the part of Y! and Y?,
precisely because the negotiating strength of X itself generated
so much discontent and opposition. Hence, of course, the
pattern of intermittent explosions directed agaigst X, which
represent a major source of change in the centralized system.

Consequently, in centralized systems it is possible to concen-
trate almost exclusively on interaction which culminated in the
passing of legislation, decrees or regulations because both inter-
nal and external interest groups had little alternative but to
accept these measures since the polity was continuously in an
unassailable position. In contrast, because of the weaker
strategic position of the political elite in decentralized sys.tems,
the following forms of negotiation will be of greater significance
there.

External transactions

The ‘main task’ of translating financial resources into the expert
services required involves direct negotiation with professional
groups. The political aspects of such transactions have already
been discussed, so here we will concentrate on the factors
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determining the relative negotiating strengths of external and
internal groups when they (can) face one another in interaction.
Although wealth of resources is usually translated into a high
level of negotiating strength, it will be rather rare for any exter-
nal interest group to reduce education, or a particular part of
it, to a position of total dependence. Instead, when transactions
occur they are more likely to be of a reciprocal nature for several
reasons.

The fact that a professional group has been approached for
services means that it has something of value to offer and this
it can play upon in negotiations. Also, if it is propositioned by
several external groups simultaneously, then the teaching body
can pick and choose, bidding up the rate among the alternative
suppliers of resources and only settling on advantageous terms.
Finally, and most important, no external interest group can
force the profession to supply services it does not want to
provide (on normative grounds) or does not think are worth pro-
viding (at the price offered). On the contrary, the onus is upon
the external group to make its terms as attractive as possible
to the educational institutions involved. Given this defensive
position on the part of the profession, what the external interest
group must try to do is to ensure that a transaction takes place
at a price which is reasonable to it.

They will be most likely to succeed when four conditions hold,
and these constitute their negotiating strategies:

(i) When the external interest group proposes a generous ex-
change rate (leaving the profession a surplus over the actual
cost of providing the services required), which implies that it
has considerable resources at its disposal and/or devotes a high
proportion of them to educational ends.

(i) When the offer it proposes compares favourably with those
made by other interest groups. However, such deals are not con-
cluded exclusively on financial grounds — if the profession
promotes its own goals through transacting with a particular
group, the cash element will play a smaller part: if it feels it
is degrading itself or endangering state aid through inviting
political veto, then the financial inducement will have to be
much greater. Nevertheless, the two above conditions hold good
because wealth always enables an interest group to transact
with the private sector, even if it makes no headway with public
education.

(iiiy When a group can ‘square’ a deal in advance with the polity,
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through the governmental influence or favour it enjoys, the
educators are more likely to get down to the negotiating table
for fear of future political reprisals.

(iv) When a group is convinced ideologically that it cann9t
dispense with educational services, the more likely it is to qbtmn
them — partly because it will devote a greater proportion of
its available resources to getting them, and partly because it
will strive to meet the above conditions if it did not do so in
the first place.

If the final condition holds, yet the group in question fails
to bring about a direct transaction, it can still pursue its educa-
tional goals through political manipulation: indefad, many
groups will be engaging in both forms of negotiation simul-
taneously. However, it is important to note that repea!:ed
repulsion by the profession can lead some groups to resign
themselves to doing without educational services altogether.
These will be the poorer groups whose lack of resources had
given them weak bargaining positions with the profession, and
especially those whose political influence was equally loYv. For
minority groups, in particular, their failure in one kind of
negotiation may produce general discouragement a.n.d mean
that the profession has played a part in organizing certain issues
and problems out of educational politics. This is trug of both
kinds of system, but will be more pronounced in centralized ones
because external transactions themselves are fewer and less
far-reaching.

Internal initiation

Here, where the main task is the translation of educational
expertise into other kinds of resources (which incrgase
autonomy and internal self-determination), different sect1onfs
of the profession find themselves in different bargaining posi-
tions. The initial distribution of resources, vertically among the
various educational levels and horizontally among different
kinds of institutions, gave certain groups of teachers and
academics better starting points than others. This should be
borne in mind when recalling the points made about professional
negotiating strength in the discussion of the other two pro-
cesses. Rather than repeating these, we can extract from the
earlier analysis those conditions under which the educators are
most likely to succeed in transactions, and express them in such
a way that they can refer to the profession as a whole or to
particular parts of it.
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From the foregoing discussion it appears that professional
groups will do best in negotiation, and in turn be able to intro-
duce more of the internal innovations they desire, when
they employ the following strategies:

(i) Offer services which are attractive in terms of their inputs,
processes and outputs. One of the most important aspects of
this is professional upgrading through which a higher quality
of service is made available. By raising expertise itself, a higher
exchange rate can be asked, thus increasing the market value
of professional skills.

(ii) Control the certification of expertise, both in terms of the
quantity and quality of those admitted to the profession, so as to
create a de facto if not a de jure closed shop which bars alternative
supplies of ‘teachers’ or ‘lecturers’, or so raises the prestige of
the certificated professional that the latter are at best ‘instruc-
tors’ or ‘trainers’ and at worst ‘crammers’ or ‘unqualified’.
(iii) Participate in official processes of educational control and
administration in order that they themselves play a part in
moulding official policy rather than being reduced to modify-
ing, resisting or sabotaging it at the stage of implementation.
(iv) Reinforce and legitimate the.above activities, as well as
encouraging the need for expert services, through disseminating
appropriate educational values. In this the profession alone can
make direct use of the learning situation to spread its values,
and also by its very nature it can make good use of public media.

(c) The bargaining positions of
educational interest groups
So far we have analyzed negotiating strategies without refer-
ence to the vital question of who can use them. This is the point
at which the distribution of resources in society connects up
with the structural influences upon interaction exerted by dif-
ferent types of educational system. For the former defines the
bargaining positions of the various social groups in relation to
educational negotiations. Bluntly, the social structure deter-
mines who has the three kinds of assets, while the educational
system is decisive for what they can do with them. Resource
distributions obviously change largely in response to non-
educational factors: they are thus inserted into the present
analysis but cannot be explained by it.

In advancing a series of propositions about educational inter-
action, the intention is to remain neutral towards the general
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sociological debate between those who emphasize a uni-
dimensional social structure (with a superimposition of ?he
class, status and power dimensions) versus those strgssmg
divergence and multidimensionality.’ The relative merits of
these views (for any given period) are left to manifest them-
selves through the analytical framework used here. For exarpple,
if class analysis alone is adequate to account for educational
interaction, this will become apparent since the line-up for each
process of negotiation would reflect little other than class
divisions. :

This deliberate neutrality (and the correspondingly guarded
vocabulary of elites, groups and parties) is also Prompted by
the specificity of our problem which is to theorize about t.he
intricacies of who really exercises and contests control, with
what degree of success and under which conditions. Wit-hout
this specification, class or any other concept of stru'ctured inter-
action remains at too high a level of generality to give purchase
on the course of institutional stability or change. In other words,
theories claiming greater universality themselves need 'to
specify the precise interactional mechanism§ through which
their ‘key group’ penetrates the educational field. .It is exactly
this question of how the social structure and educational system
interpenetrate that is the concern of the presgr}t theorx.

In particular, it is maintained that since political mampulffl-
tion is the most important process through which change is
introduced in the centralized system, then it is the s.oc‘:ial
distribution of power which is of prime concern in explaining
the course of educational politics. Conversely, since the thrt?e
processes of negotiation enjoy a rough parity of .importance in
the decentralized system, then it is the distribution of all three
resources — wealth, power and expertise — which shapes the
contours of educational politics there. .

Thus, the social distribution of power* in the centralized
system and of power, wealth and expertise in the decentral-
ized system constrain: the nature and number of pe'ao.ple
admitted to educational transactions; their initial bargaining
positions and changes in them; and the volume and kinds of
demands which can be negotiated at any time.

The concentration of power in relation
to the decentralized system .
Thus, in the centralized system one variable exerts a crucial
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influence on the course of educational politics, namely the
structure of political decision-making.* Here the vital aspect
of different political regimes is how broad or narrow, open or
closed, accessible-or inaccessible they are in structure. For this
directly affects political manipulation since it helps to deter-
mine what kinds of changes are negotiable and who can engage
in negotiations.

A simple formal classification in terms of degrees of govern-
mental closure seems adequate here for differentiating between
different political structures at different times. Closure is de-
fined and identified by the accessibility of the main organs of
government. Such organs are considered inaccessible if socially
significant parties can make no use of them and are systemati-
cally turned down by them, if such organs give no hearing to
issues held important by these groups, or if such organs operate
coercively or manipulatively to exclude these parties, their
issues or their interests. The main organs of national govern-
ment are thus taken to delineate the central political arena and
its degree of closure is the main structural characteristic to
be accentuated: because our interest is centred on the
manipulation of the former it is their manipulability which is
stressed.

Consequently, a simple form of classification which is com-
parative, minimalistic, problem-oriented (and susceptible of
later refinement), distinguishes three broad types of state
frameworks:

A. The impenetrable political centre;

B. The semi-permeable political centre;

C. The accessible political centre.

Obviously, the simple typology used here is a static device
and any country is likely to change category with regard to
closure over time. Reasons for these political transformations
lie outside the scope of this study, which merely takes account
of them by using the classificatory scheme as a template which
is moved longitudinally through history. This enables a nation'’s
past to be divided into periods when its political centre was of
the A, B or C variety and then allows the comparison of patterns
of educational interaction and change when different countries
displayed similar degrees of closure at different times. It is
anticipated that the greater the penetrability of the political

structure, the larger the number of parties able to gain redress
for their educational grievances and the broader the range
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- of changes introduced in centralized systems.®

From this we can advance three basic hypotheses:

i i litical centre, only sub-
ition 1: With an impenetrable po . :
Prgggzi:ms of the governing elite will be able to negotiate educa
iti ipulation.
tional demands by political manip - -
Pr(:;(r:sition 2: With a semi-permeable pohtlc:}l1 centre, Slelrll)t
i i i ther with governm
tions of the governing ehte,‘ toge .
:i;;l)zl:ters, will be able to negotiate educational demands by

political manipulation.

Proposition 3: With an accessible political centre, govern-

mental opponents, too, will be able to negotiate educational
demands by political manipulation.

However, the effects of each type 9f politi_cal str'uc‘tuli';ela1 are
themselves affected by the nature of e%ﬂge relat19n§ within T—,I}?é
and the latter are logically and empirically distinct from

r.’ .
forlgcjations among such elites are variable: :at one .e):ztreme tl_ley
may display unity, homogeneity and sup<€)1i1mp€s1t12n ;sl?dax(‘;;lng
imi tible interests -
the same background, similar or compa e
i i together), at the other
usness of belonging and work}ng bog e ott
zfclt(z'eme they can be heterogeneous in origin, h:\;l cr%sstﬁuﬁjtﬂi
iati i als. Potentially, bo
iliations and pursue disparate goals. dr
ﬁfglliiels can be found in conjunction with each type of polﬁtlclaé
centre outlined above, which is precisely why the two shou
be conflated. - .
nOZt:ention is given to governing elites for the sur.lg-)lzl re::cgf
that they always have the capacity to comﬁalxlu: h;;:l;;:lgxciausiave

i i i tent to whic

tion (they merely differ in th.e ext : . sive
te relations everywhere e
them alone). Because of this, eh_ : . exert
2(1)1 influence on the kinds of educational cha.nges which are uiltro
duced or blocked. Obviously, this influence is most crucial w. ixl'i
the political centre is impenetrable, becaus.e tlhenfttl;llf gg\:sith
i i itutes the restricted circle of thos
ing elite alone cons!:ﬂ';u ( ircle of those with
direct access to decision-making organs. _ ht
i i tional change soug
, the type and diversity of ed}lca char
?;:?1(1:: 2xtent g’op which existing educational practice is defenftled)
will be highly dependent on the relations betweecrll tstl:b-ehtte;é
ive i ther, an e exte
ir relative independence from one ano , .
E}flegl:ir unanimity about educational goals. It seems llkellly
that the greater the homogeneity of the governing elite, the
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more standardized and undifferentiated will be any educational
homogeneity and super-

Feforms introduced. Lack of unity,
imposition between sub-elites,
a more diversified educational policy. However, it also seems
f:o be the case that the effect of their diverger,1t educational
mtex.'ests can often block change, especially where the different
sections are evenly balanced. Finally, it must not be forgotten
that governing elites which are divided on decision-making ma
b‘e .umted. on non-decision making. For example militarg anzlr
c1y11 service heads can seek very dissimilar typés of curI}"icula
w1th'out any disagreement about which class of people should
receive either kind of instruction. Empirically, one of the
greatest problems of analyzing elite relations is thus to tease
out and st.ress the quiet areas of educational accord as well as
accentuating the blatant conflicts over policy.

on the other hand, encourages

.The concentration of power, wealth and expertise
in relatzotz to the decentralized system
Where?s in 1.:he centralized system the bargaining positions of
educat19nal Interest groups are determined by the relative con-
centratm.n of political power, in the decentralized system it is
the‘ relative concentration of all three resource distribution
which plays the corresponding role. The availability of al?
resources is conceptualized in a similar manner. Thus wealth
and expe.rtlse are also considered inaccessible in so far aé signifi-
cant social groups do not possess them, cannot make use of
them, or to the degree that other groups can employ them to
exclude f.urther parties and their interests from either external
tra::a:ltlsmns or internal inijtiation.

times, every educational interest i
place on the hierarchical distribution of eg::lll I:)fw ::l}llehzﬁie:
resources considered. The general position of a group is made
up of its placings on the hierarchies of wealth, power and exper-
tise. Howev_er, it is methodologically impossible to express Ehis
overa!l‘ position mathematically, because of the incommen-
surability between the three hierarchies, and the absence of a
common denominator to which they could be reduced. In view
gi stihls, t\ive are forced to work in rather gross terms., merely
resoﬁ?:e .mg groups as having high or low access to each

However, within these limitations, it is possible to advance
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three propositions which link groups and resources to educa-
tional interaction. (These represent the broad equivalents of
propositions 1, 2 and 3 about who can negotiate change, given
.different concentrations of political power, in the centralized

system.)

~ Proposition 4: Groups with low access to all resources will be
in the weakest bargaining position (Position 1)

Proposition 5: Groups with differential access to the various re-
sources will be in a stronger bargaining position (Position 2)

Proposition 6: Groups with high access to all resources will be
in the best bargaining position (Position 3)

By corollary, groups are likely to receive educational services
in reverse order. Therefore, it is groups in the latter position
which will tend to be responsible for the majority of changes,
whereas those in the first position will probably not be able to
introduce significant educational modifications. However, it
must be recalled that it is the degree of concentration which
is crucial, for the less concentrated the distribution of resources,
the fewer the number of parties which will find themselves in
position (1) above, and the greater the proportion of groups
which will be capable of benefiting from educational trans-
actions. The opposite is equally true, a very high concentration
of resources places a very restricted section of society in position
(3) above. Along the same lines, a differential concentration of
the three resources maximizes the number of interest groups
finding themselves in position (2) above.

‘However, in contrast with the centralized system there is a
much lower premium on ‘good relations’ among the resource
holders: for, in the decentralized system, where the three pro-
cesses of negotiation operate simultaneously, superimposition
and organization are not necessary for effective transactions
and may even prove counter-productive. For example, local
firms working quietly through external transactions may gain
the exact services they seek from colleges in their vicinity much

more readily than if an industrial confederation sought the
transformation of further education en bloc. Indeed, united
inaction (in repulsing the educational ambitions of the
resourceless masses) is probably the most important form of
concerted action, for where positive changes are sought, the
sub-elites will tend to pursue their specific institutional
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requirements independently. Finally, this does indeed imply
tl'1at the less the unity among resource-holders, the greater the
f:hversity of educational changes introduced. Unlike the central-
1zec.1 'system where all protagonists cluster in and about the
pohtlca_l arena, often blocking one another and producing overall
immobility, the existence of three processes for negotiating

changes reduces the extent to which groups cancel one another =

out and contribute to stasis.
These considerations lead to an important conclusion:

Pr_oposition 7: The superimposition and organization of
interest groups are only advantageous in decentralized

systems to the extent that they increase collective
resources.

The increase can be purely quantitative (e.g., wealthy groups
getting Fogether to found high quality private establishments)
or may improve the variety of resources available to a collec-
tivity (e.g., when a powerful group and a rich one collaborate).
But unless this condition holds, collective action carries no
automatic bonus for the negotiation of change.
_ I_-Iowever, where political manipulation is concerned, this con-
d1t1on' nearly always does hold. The greater the intensity of
orgaplzed pressure, whether at the level of voting in elections
shaping party policy or influencing decision-making, tht;
stronger the impact — because numbers, commitment and
organization are the stuff from which power is made. And this
of course, is why superimposition and organization were always,
advantageous to interest groups in centralized systems, for to
ther.n political manipulation was the only process of negotiation
:ewallable. Another way of looking at this is that the central-
ized system is a special case where collective action always in-
creases resources. However, it is only a particular case of a more
genfzral rule, whose full workings are displayed only in the decen-
tralized system, with its three processes of negotiation, namely
that combination promotes effective transactions only when it
enhances the bargaining position of educational interest groups.

Interaction in the decentralized system?

Althopgp we are dealing with the same generic process of
negotiation when examining interaction in the two kinds of
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system; although this is conditioned by the same fundamental
relationship between the distribution of resources in society and
the structure of educational interest groups; and although the
same basic strategies are responsible for generating educational
change — the decentralized and the centralized systems differ
in the complexity of the interaction patterns they engender. In
other words, although the same theoretical framework will be
employed for both systems, the patternings of interaction which
it has to encompass are extremely different. Once again,
substantive variation provides a challenge to theoretical
unification. ‘

Because of the supreme importance of political manipulation
in the centralized system, the majority of interaction is narrowly
clustered at the interface between education and central govern-
ment. In turn, this serves to simplify the task of both
description and explanation. There it is possible to describe
educational interaction as a continuous political story, with
characters, plot and outcome; and to explain educational inter-
action in terms of its relationship with the political structure.

Both description and explanation differ considerably when
dealing with the decentralized system. On the one hand, inter-
action cannot be described as a story, because three different
kinds of negotiation proceed simultaneously and at three
distinct levels (the school, community and nation) instead of
being restricted to the last of these. Thus, there is no single
historical epic but only a vast collection of short stories (like
‘going comprehensive’), often varying in scope, sometimes in-
volving different personae, but whose outcomes are frequently
intertwined (for the consequences of each transaction introduce
shifts in educational control and the definition of instruction
which alter the context in which subsequent negotiations occur).
Explanation, on the other hand, involves making sense of these
myriad episodes by relating them to a set of more general re-
lationships which account for their patterning.

We will begin with the more complicated case of the decentral-
ized system where, because the three forms of negotiation are
of roughly equal importance, an account of educational inter-
action must be broad enough to embrace those transactions
conducted autonomously by the profession and those intro-
duced directly by external interest groups, as well as those
taking place in the political decision-making arena. The
centralized system then emerges as a special case (in the
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theoretical not the empirical sense) whose particular structure
limits interaction to one part of a much wider range of negotia-
tion, which is only displayed where decentralization prevails.

Since bargaining positions are intimately connected with the
shifting distribution of resources in society, data on the latter
are fed into the following discussion of England in the twen-
tieth century. Four periods capture major shifts in the societal
distributions of resources and corresponding alterations in the
bargaining positions of different groups in society. Although
alternative periodizations might be preferable for a more
detailed analytical exercise, here they suffice for the disengage-
ment of basic propositions concerning relations between
resource distribution, negotiating strength and change in the
decentralized system.

1902-18
In Table 1 it is clear that high degrees of concentration
and superimposition are the outstanding characteristics of the

TABLE 1
Summary of the social distribution of resources: 1902-18°

Power

Highly concentrated: absence of universal suffrage; lack of an effective
united party representing the masses until the end of the war; weak trade
unionism enfeebled by legislative and judiciary constraints. Parliament
dominated by the (mutually antagonistic) Liberal and Tory Parties of
privilege: the nascent Labour Party forced to work as a liberal pressure
group. A period of prelude to full parliamentary democracy.'

Wealth

Highly concentrated: capital holding restricted to the top few percentiles;
large inter-class income differentials (mean deviations for male employ-
ment categories 67 percent, 1913-14), no serious improvement in real wages
throughout the period; liberal reformism (pensions, National Insurance,
super-tax, etc.) of little redistributive significance. Shrinking intra-class
differentials did substitute a working class for the plural ‘labouring’
classes of the nineteenth century.”

Expertise

Highly concentrated: among the small group of 2,000 graduate academics
in universities. Expertise of elementary teachers very low, certificated
teachers being immersed by uncertificated personnel. The NUT worked
to weed out the untrained, promote registration, improve low pay, status,
autonomy and influence and to weld the intensely sectional groupings
of teachers into a single profession.
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distribution of resources in society. Thus, before the end of the
First World War, the vast majority of the population were in
the weakest possible bargaining position, none but a tiny band
of academics had differential access to resources, and only the
socio-economic elites were strongly positioned (see propositions
4 to 6) — a privilege they would never again enjoy in this com-
pletely unrivalled form.

External transactions

The 1902 settlement recognized a number of groups as suppliers
of educational resources: the religious denominations at all
levels, the entrepreneurs in technical instruction and the upper
middle class in prestige private schooling. However, the fate
of the three main attempts to extend external transactions
clearly demonstrated the indispensability of wealth if new
demands were to be accommodated through this process.

The simplest case was the rise of the ‘New Education Move-
ment’. The ‘progressives’ were aloose association of prominent
and usually wealthy individuals whose methods accentuated
‘treedom’ and ‘individualism’ on broad Montessori lines, becom-
ing a more organized interest group after the 1915 Conference
on New Ideals in Education.” Since they were prepared to
maintain and staff experimental schools, the launching of the
progressive movement required nothing from either polity or
profession. It constituted no threat, it made no demands, and
above all it confined itself to the private sector throughout its
genesis — where external transactions are usually possible if
funding is forthcoming. ‘

The other pair of cases is instructive because two groups, one
the most affluent, the other the least wealthy, both tried to
negotiate directly with the same institutions — the universities.
The success of industrialists and the failure of organized labour
directly mirrored their respective negotiating strengths.

That of industry was exceedingly strong. % Tt could pay
lavishly by university standards (strategy i) and make offers
which no other social groups could better (strategy ii). It had
‘squared’ the polity (strategy iii), for the foundation of the
Department of Scientific and Industrial Research (DSIR, 1916)
to act as a broker between manufacturers with problems and
universities with expertise, indicated all-party support for such
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transactions. Finally, the growth of the large firm convinced
industrialists that the servicing of research and development
requirements was imperative. In comparison, the negotiating
strength of the academics was distinctly weaker, for in the
absence of other bidders (state grants did not begin to cover
overheads), they were in no position to pick and choose: even
Cambridge was undergoing financial hardship and universities
without the backing of big business were almost going under.
Acquisition of new laboratories or libraries offset repugnance
towards investigating the bio-chemistry of cheese-ripening, the
composition of German detergents, etc., but implied that much
teaching and research were determined outside the universities.
In sharp contrast the adult education movement, spear-
headed by labour and TUC representatives (with the aim of
improving their own leadership), proffered the begging-bowl not
the wallet. Its negotiating strength was near zero and the
significance of this profound imbalance became clear when
developments in adult education affronted the dons and
threatened to confront the government. The Oxford colleges
patronized ‘impartial’ WEA classes but would not tolerate the
independent socialist Ruskin College founded by American
philanthropy. The famous Ruskin strike only demonstrated that
an external interest group cannot coerce the profession. On the
contrary, imbalanced exchange means the weaker party must
submit if transactions are to continue at all: submission took
place, Ruskin’s socialist principal was removed. The genuine
labour colleges which the ‘Plebs League’ founded in response
met with equal resistance from the polity, since this partisan
instruction was officially blamed (1917) for unrest in the Welsh
minefields. Henceforth, polity and profession hustled adult
education along ‘harmless’ WEA lines, giving legal recognition
and financial support provided its classes worked under aca-
demic surveillance and without institutional autonomy. Thus,
the weak negotiating strength of the working class meant that
it had not been able to introduce a socialist definition of instruc-
tion through external transactions.

Internal initiation

The general effect of the resource distribution was to place the
profession as a whole in such a weak bargaining position that
internal initiation made little contribution to educational change
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at this time. Instead, the majority of the teaching body was
preoccupied with attaining the negotiating strength to par-
ticipate later on — the conditions of which had figured in the
NUT charter since 1870, but which only the academics achieved
by 1918.

School-teachers made minimal headway on any of the four
strategic fronts. Their upgrading was prevented while the
Board of Education and the impoverished religious denomina-
tions shepherded an ‘army of unqualified practitioners’ into the
classroom: s none of the NUT’s exertions could weed them out
since the board refused to terminate its Acting Teachers’
Examination. Self-regulation, pursued through the establish-
ment of a Teachers’ Registration Council (1912), had derisory
effects, since it had no sanctions to compel registration or to
penalize those unsuitable for it. Little progress was made with
insertion, while sectional divisions (voluntary vs. council
teachers; graduates vs. non-graduates; trained vs. untrained;
men vs. women; heads vs. class teachers; the certificated vs.
the non-certificated), precluded consensual professional values
and meant that the polity could capitalize on disunity to en-
feeble strategic action on the first three fronts.

In contrast, the academics already enjoyed high expertise:
their problem was how to turn it into a convertible currency.
This was attempted by offering more attractive services
(strategy i). Not only did academics respond to business
demands (examined under external transactions) but many
reached out to create new industrial demand for different ser-
vices (especially in economics and commerce) — though i-nitially
without great success. The breakthrough was the war itself,’
for the successful co-operation of scientists, firms and officials
subsequently allowed academics to approach both of the richest
institutions in society to offer what they would for what they
could get.

By obtaining two wealthy suppliers the academics had
achieved a prime condition for increasing the market value of
professional skills. Successful insertion through the consolidg—
tion of the University Grants Committee (UGC) as an academic
body, was important in protecting against central encroachment
and providing a buffer against industrial intervention. * It was
also an official sign that self-regulation was formally recog-
nized. This combination of high expertise, increased earnings
and enhanced autonomy introduced a positive feedback loop
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which fostered substantial internal initiation in the next period,
while the school-teachers remained trapped much longer in their
original bargaining position.

Political manipulation

The enduring concentration of political power meant that the
rise of the Labour movement only succeeded in placing educa-
tional democratization on the parliamentary agenda. It could
influence the topics of debate but not their outcome; for in the
liberals’ last great piece of educational legislation, the 1918 Act,
the governing elites continued to perpetuate inegalitarianism
in education.”

Prior to the war, political interaction demonstrated the yawn-
ing divide between labour’s view of secondary education as a
right and the liberal conception of it ‘as an exceptional privilege
to be strained through a sieve, and reserved, as far as the mass
of people were concerned, for children of exceptional capacity’.?
Essentially, the liberals were willing to abolish the half-time
system by raising the school-leaving age but saw the subse-
quent instruction of the majority as taking place in part-time
continuation classes, quite separate from the secondary schools
for the selected few.

Nevertheless, by the end of the war the polity was geared
for some reform to appease public and professional demand.
Parties and pressure groups lined up now legislative change was
in view, but since the Labour Party remained in the weakest
parliamentary position, its chances of challenging liberal policy
were small indeed. The new bill, drafted in 1917, showed the
power elites closing ranks: its minor concessions to the left were
coldly received because of the massive act of non-decision-
making they concealed, namely the determination not to alter
the basic structure of the educational system. Small as it was,
the concession incited intense hostility from industrialists,
especially the northern manufacturers, represented by the
Federation of British Industry (FBI), who saw the end of the
half-time system producing major industrial dislocation.

To get the bill through and propitiate industrial opposition,

the introduction of continuation schools was postponed for-

seven years, though the subsequent economic depression pre-
vented them from ever being realized. In reality, then, the Act
had done nothing more than abolish the half-time system: it
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represented the effect of collective inaction on the part of the
socio-economic elites vis-a-vis structural change and the in-
capacity of labour representatives to make any impact through
political manipulation, given the distribution of power in
society.

Conclusions

The greater the concentration of resources in society, the fewer
the social groups which can utilize any of the three processes
through which educational change is negotiated in the decen-
tralized system. The majority of the population is prohibited
from participating by its weak bargaining position: instead,
it concentrates on acquiring the strategic prerequisites for
subsequent participation. Furthermore, the greater the superim-
position among resource-holders, the more all three processes
of negotiation benefit them alone and the more non-decision-
making is to their advantage. Finally, the conjunction of an
extremely high concentration of resources and superimposition
among resource-holders means that initial bargaining positions
largely determine negotiating strength. Strategic interaction
has little free-play to affect the outcome of changes transacted
in education.

The inter-war years

The changes in the social distributions of the main resources
were of a divergent nature in this period, as summarized in
Table 2. Power underwent redistribution, wealth showed an in-
tensified concentration, while expertise displayed a growth
which spelt increased diffusion. The main consequence of this
for the three processes of negotiating educational change was
that it placed a variety of important social groups in a differen-
tial bargaining position for the first time.

External transactions

Wealth alone contracted and intensified in concentration during
this period: its consequences were to reduce the social groups
participating in external transactions, to prohibit new interest
groups from starting direct negotiations, and to worsen the
bargaining position of those who were weakly placed before the



144 EDUCATIONAL SYSTEMS IN ACTION

war. The latter is particularly clear where denominational,
progressive and adult education were concerned, but their very
different relationships with polity and profession mediated the
impact of austerity upon them.

TABLE 2
Summary of the social distribution of resources
in the inter-war years

Power

Reduced concentration: Union support and liberal demise meant labour
became the chief opposition party, assuming office in the 1920s, thus
realigning politics on a class basis. Effects of redistribution were neutral-
ized by: the General Strike, enfeebling the Unions (membership only
recovered its 1918 density by 1944); the parliamentary weakening of
labour after MacDonald's failure to push the party into a national govern-
ment and the repudiation of his leadership; the resultant conservative
landslide in the 1930s.%

Wealth

Intensified concentration: economic crisis and depression increased finan-
cial disparities; unemployment disproportionate among manual workers
and in double figures throughout period; widening income differentials
(mean deviations for male employment categories rose from 67 percent
1913-14, to 75 percent 1922-24, and stood at 70 percent by 1935-36);
manual earnings then registered an absolute, not a relative increase; col-
lective assets of working-class organizations declined correspondingly
in contrast to the growing resources of the FBL.*

Expertise

Deconcentration and growth: by the 1930s graduates increased among
elementary personnel and trained teachers among secondary staff: by
1944 the term ‘elementary’ teacher had disappeared. In between, the board
terminated its Acting Teachers’ Examination and relinquished responsi-
bility for certification to a national committee with NUT representation;
groups of training colleges were formed round the universities, thus
academics (who had doubled numerically) acquired greater cultural
hegemony over the entire profession.*

The voluntary religious schools, facing straightened cir-
cumstances? as subscriptions fell away and church affiliation
declined, were rescued by the fact that none of the three political
parties was strong enough to alienate old supporters. As the
liberals were traditionally committed to the free churches, the
conservatives to protecting Anglicanism, while labour was
under serious Catholic pressure, the National Government intro-
duced a compromise measure whereby the LEAs made generous
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grants towards building voluntary schools to meet Hadow re-
organization. For strategy (i), the non-punitive pouring-in
of funds, was the only one all parties could countenance.
Denominational education was saved thanks to the differential
bargaining position of the churches, whose political influence
was disproportionate to their resources.

The salvation of the progressive movement came from the
profession not the polity. The post-war spate of experimental
establishments (including Summerhill, the Malting House
School and Beacon Hill) was pared to the bone by the downturn
of the economy. Only a few would have remained as isolated
showpieces but for the fact that child-centred education was
taken into protective custody by the teachers.* Professional
values had been seeded with progressive ideas and their vic-
tory was subsequently accomplished through internal initiation.

By contrast, adult education went to the wall — its
deteriorating financial position coinciding with the internal
acrimony which weakened the Labour movement. Following
this severe check, the Labour Party made no future attempt to
introduce socialist instruction through external transactions.”

Hence, the industrial elite proved the only group capable of
extending direct negotiations, given its relative wealth plus
strong official support for transactions which could help sur-
mount the economic crisis. However, changes in the negotiating
strength of the profession released the universities from supine
dependence in their exchanges with industry. First, the war-
time revaluation of their expertise allowed them to bid-up the
exchange-rate and devote the surplus to their own ends (e.g.,
Manchester serviced numerous companies and simultaneously
developed pure science under Rutherford, Bragg and Bohr).*
Secondly, the existence of an alternative supplier in the state
(providing one-third of university income by 1930) allowed
academics to be more selective about their clients, as did the
bipartite University Grants Committee which provided a buffer
against crude business demands. Finally, a small but eminent
group (Flexner, Laski, Bernal, Huxley) was becoming critical
of offering anything, provided the price was right. Hence
external transactions with industry proliferated steadily if
much more selectively. They ensured continuing growth, despite
economic depression but its direction was still markedly in-
fluenced from outside.”
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Internal initiation

ghe 11'1tfer-wa.r years witnessed a reduced gulf between the
lea;r‘;ginami)n%hpos_ltmns of school-teachers and academics, thus
o2 ec%no .p01sed for really substantial internal initiation once
a omic upturn allowed the transaction of surplus
sources. ’Ijhe four strategies of the school-teachers proved
mutuglly reinforcing. Qualifications rose and advances wer
made m.self:regulation as the LEAs involved the NUT in schoo(i
reorgamzaf,lon and elementary teachers entered the inspec-
tqrate (fx:eemg them from classroom censure by those unfamﬁiar
with their problems and antipathetic to their values). Insertion
took a st:,ep forward since the attention attracted by the seve
;eports (1_nc1ud1'1?g the Hadow ones) of the Consultative Commitff
fee ;}uhmnated in the f:reation of the Central Advisory Council
for ngland (1944), with the new right to investigate topi
its choice.* gate fopics of
dUnd.erplnmng all this was the developmeﬁt of a new set of
e uca-t1ona1 values which had been hammered out in the privat:
experimental schools. By the mid-1930s ‘most of thoge whg
v‘{rote books on education, spoke at conferences, produced offi-
cial repqrts or sat on important committees tr;u'ned teache l
or coz.ltr1b1.1ted to the educational journals c;.me to accept o
gressive views as a basis of their own thinking’.* e
aﬂToggther, t_hese four improvements in negotiating strength
owed a quiet classroom revolution for freer child-centred
met-hods to begin: it was held back by financial limitations on
egulpmt?nt and architectural adaptation, but the first serious
piece of mter.nal initiation by school-teachers was off the ground
In the universities, continuing transactions with industr :
wearl(-ai off'set by government spending cuts, thus precluding th};
%g tarian developments that the Association of University
deachers was advocating by 1942 — the creation of extra-mural
d :gg:;n:;x;t; :;15%1 ﬁezlfﬂe’s (t:oge_gis. Professional values now ex-
vested interests — the
fallen from the AUT’s eyes — but new innovatioflesl}l,l:((:1:?:1(;a zvf::l%
more abundant resources. Generally in this period, internal

initiation was limited, but not elimin
tage cf e e ated, by the overall shor-

Political manipulation
While the economic situati jority

. T on made the majority of the
population exclusively dependent on political mam'pu};ation for
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expressing its educational demands, internal strife meant that
the Labour Party could never satisfy them by introducing
‘Secondary Education for All’.” What the working class re-
ceived was largely on conservative terms. As the first decade
of class politics, the 1920s set the scene with the tories driving
brutal economy measures through the political breach, stop-
ping Hadow reorganization in mid-stream and thus retreating
from reformism to blunt retrenchment.

With the beginning of economic recovery in the late 1930s
the Consultative Committee published the Spens Report, which
played-up agreement between right and left on the need for dif-
ferentiation (by proposing grammar, technical and modern
schools) and played down their division over the principle of
hierarchical organization (by giving the three schools parity of
status). Given their political strength, the conservatives simply
shelved Spens and substituted the Norwood Report (elicited
from the more traditionalistic Secondary Schools Examination
Council). This neatly inverted the Spens notion of parity
between secondary schools by ranking them vertically and
became the basis of the tripartite policy.* This was endorsed
by R. A. Butler when he circulated ‘Education After the War’
(1941) in the run-up to a major piece of legislation. But with
labour ministers now in the National Government, the Labour
Party endorsing multilateral schooling® and the TUC, NUT and
WEA banded together in Campaign for Educational Advance,
there was substantial pressure for an Act providing equality

of opportunity. )

As drafted and passed the bill was a masterly piece of politi-
cal manipulation, recognizing the significant difference between
what the Campaign for Educational Advance desperately
sought (raising the schoolleaving age, gratuity, uniform
amenities and universal secondary education) and commitment
to a particular form of organization — the multilateral school.
Accordingly, the 1944 Act gave secondary education to all: it
made no mention of types of secondary school beyond stressing
variety.* Since the bill had not prescribed tripartite reorganiza-
tion nor legally proscribed the multilateral school, there was
no formal barrier against supporting it. What it did do, however,
was to create the necessary conditions for imposing tripartism
or any other kind of organizational uniformity by creating a
minister to ‘control and direct’ a ‘pational policy’.*
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TABLE 3
Summary of the social distribution of resources,
1945-647

EDUCATIONAL SYSTEMS 'IN ACTION

Power

§ubstanﬁd deconcentration: Although the conservatives had more time
in office, they could not ignore the opposition as the parties were never
more than a few percent apart in the five elections after 1945, Balance
spelt further deconcentration, as both parties bid for the support of in-
terest groups, and prompted consensus politics — ‘Butskellism’ with its

bip'al.'tite endorsement of the managed economy, Welfare State and
political corporatism. *

Wealth

Substantial deconcentration: Initiated by the first majority Labour
government (1945} and its redistributive measures (National Insurance
rent control, progressive taxation, etc.), but mainly due to the expansionist:,
economy of the 1950s resulting in: Iow levels of unemployment, steady
rises In real income, substantial increases in disposable income, shrink-
Ing income differentials (mean deviations for male employment categories
dropped from 70 percent in 1935-36 to 48 percent in 1955-56). Although
capital only spread-out within the top 20 percentiles, poverty was no
longer co-terminous with class. ®

Expertise

Moderate dec?ncentratian: Upgrading of school-teachers proceeded
slowly — two-fifths of graduate teachers now worked o

utside the gram-
mar schools, but the demographic ‘bulge’ brought in 35,000 staff under

an emergency traiping scheme — regressive in relation to the ideal of
a grgd.uate profess§on but progressive in completely eliminating the un-
qualified. Academics emerged from the war with a greatly enhanced

reputation and able to promote considerable universit i
( y expansion and
further intellectual specialization.* i

T

Conclusions

The brpadem'ng of any resource distribution increases the range
qf s.oc1al groups which can participate in educational nego-
t1at1'01.1s (as illustrated by both power and expertise): but
participation itself does not guarantee a successful outcome (as
reference to the power dimension demonstrates), for this
depends on negotiating strength. Furthermore, when the three
resource distributions are no longer isomorphic or superimposed
(i.e., many groups are in a differential position), then initial
bargaining positions no longer nakedly determine the outcome
qf tr.ansactions, for negotiating strategies become more influen-
tial in shaping educational change.
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1945-64

In our terms, the dawn of the ‘affluent society’ represented a
growing availability of all three resources to larger sections of
the population than ever before. It remains to be seen whether
this generalized improvement in bargaining positions enablfad
new groups to participate successfully in educational negotia-
tions for new purposes.

External transactions . '
The post-war period of economic recovery was particularly rich
in external transactions, for greater affluence brought them
within the reach of an unprecedented portion of society. Their
proliferation was due partly to private affluence, for personal
investment in private schooling reached record levels in the
1950s,* generating growth in public schools, a ma;ked resur-
gence of experimental progressive schools, the prohferat1.on of
‘crammers’ to ensure grammar school entry (thus institutional-
izing the diffuse transactions developed by the lower midfile
class as their disposable income had allowed — the elocution
teacher, maths coach and ‘front-room’ tutor), and the burge01'1-
ing of nursery schools as women workers filled a lacuna in public
provisions. ‘ . .
Equally, corporate growth fostered the dramatic expansion
of collective transactions. Industry and commerce entered mt.;o
novel exchanges with further education and the partnership
between the state and industry (the educational face of corpor.at-
ism) legitimated this by giving employers strong representation
on the governing bodies of the new advanced colleges of tech-
nology, founded after the Percy Report of 1945. Hencefor‘th,
employers became the effective mentors on furthgr education
and could negotiate a host of diverse training requirements and
then monitor and modify them.* ‘
Where the universities were concerned, the bargaining posi-
tion of the economic elites was better than ever before, but
negotiating strength is a relational matter and it was precisely
the relationship between buyer and seller that had changed. In-
dustrialists were convinced of their need for research and man-
power services (they were now the largest employer -of
graduates),* business was booming and could offer terms with

- B
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which none but the state could compete — and the latter itself
endorsed expansion (conferring five new university charters) on
the assumption that this would automatically strengthen the
economy. But, for the first time, academics could now outmatch
them: exceptionally, the exchange rate was to their advantage.

Academic expertise had never been more sought after and
private finance flowing to the universities reached new peaks
in the 1950s. The greedy absorption of all graduates® and the
proliferation of research sponsors increased academic indepen-

dence — this being unintentionally reinforced by increased state

funding meant to enable the universities to respond more fully
not more selectively. Though transacting more intensively than
ever, the academics could finally afford the luxury of a cons-
cience — foregoing particular transactions without threatening
their own survival and giving priority to intellectual considera-
tions in development decisions.

Internal initiation

School-teachers won sufficient autonomy for them to have vir-
tual freedom to define instruction in any establishment up to
the grammar school.“ Given the balanced nature of party
politics, attempts were made to woo the teachers, largely by
conceding increments in self-government. Consequently, as the
‘statutory limitations on what can be done in a school are very
few indeed’*’ the contents and methods of instruction became
the prerogatives of teachers. These then reflected their pro-
gressive values, which had swept through the primary level,
now percolated up through the secondary moderns, and were
only held back by the examination barrier from inundating
higher levels.

For the first time, teachers too became able to participate
in audacious structural reform, thanks to their insertion at local
level. For the partnership which emerged between the profes-
sion and the local authorities was tantamount to an alliance
against the centre. (Frequently the LEAs aligned with the NUT
not the DES* and in turn the NUT opposed any administrative
erosion of local government powers.) This alliance was vital,
since the LEAs made all the running in structural innovation
at this time, pioneering comprehensive reorganization in opposi-
tion to central policy, which would have been impossible without
strong professional support.
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By contrast, the increased impact of the academics was dui
to their strength in market terms. An .unprecgdented amoun
of state aid was now forthcoming, mdustrlal. benefactlonksl
doubled in the period 1952-63, and external funding of r.esea1:§
represented the largest increase in any source of umverls:al);
income.® Yet the AUT calculated that, in 1?57 , less than !
of the latter was actually devoted to industrla}l research T t 3
majority of these earnings was therefore capital accumu at;,;a
by the academic community and devoted to their own ‘en s;
Revelling in their new-found wealth, they developed the' pure
rather than the ‘applied’, the social not the natural sc1en;:1es,
‘professional’ not ‘executive’ training, and t.:h.e PhD rather than
the MSec. The financial scope for internal initiation had never
been greater, but danger signs were present (the UGC was mlsrg
intrusive, especially in steering resea{'ch through ear-mar e
grants, and the government had qpletl)_r bt'ecome tfhe mesxj?(’);
supplier — it provided one-third of university income 1n 19ﬁr - ?
but it furnished two-thirds by 1951-?2). 50 Althougl-l this threa
to autonomy did not materialize while the economic boom c&n—
tinued, the profession was becoming. strategically vulnfer:l eé
for any collapse of industrial support (1:e., the na.tural eqm; en
of strategy (ii), the barring of alternative supphex:s) wou-l op.(:’n
the door to the central forces ready to undermine university
autonomy (via strategy (iii)).

itical manipulation . -
I’I)‘Zlel;luestion o?how to organize secondary educat1qn dorlxlnmlagzzl
political manipulation in the three decades following t e
Act, given that the lower classes could command conﬁuous
political attention while other social groups t.:urnefl tom 1:3 llllsg
of external transactions and in;ernaltllrlutlatmn, since both ha

i in terms of who could use them. . - .

Wl%e}f:aeiteraction surrounding politica.l_ gnampulatmn fellfm}tlo
two phases. The first mirrored the political consensus 0 tte
period and witnessed Labour and Conservative govgrnmgn s
successively employing their new central powers to }nﬁrod ucef
a higher degree of uniformity than ever before in English e :.ca
tion — the tripartite system.” Labour yvould only sanc 110n
limited innovations (when it quit office in 19§1, only twelve
comprehensive schools existed): t%le conservatives only coun-
tenanced ‘judicious experiments’ (like London and Coventry) or
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m'flde allowance for ‘sparsely populated areas’. Yet from the
m1d-19§05 onwards, conflict intensified ‘between local
au'th‘orlties wishing to establish comprehensive schools, and the
Ministry, wishing to prevent this development, except on its
own terms’. %

While the conservative response was to shore up tripartism
Protecting the grammar schools by allowing advanced courses;
in the secondary moderns, the reaction of many areas was to

dispose of it completely. Although plans for comprehensive.

reorganization continued to be rejected, the local authorities
toolf over the running from government and ministry in a man-
ner m.conceivable in the centralized system. The Leicestershire
experiment crept in under the official net by using nothing but
e'x1s_t1ng buildings: fifty comprehensive schools were now func-
tlompg, attracting considerable attention from other LEAs, and
rpakmg their own pragmatic contribution by concrete example;
finally, the Crowther Report (1959), underlining the need for z;
more flexible structure of secondary schooling, encouraged the
snowballing of anti-tripartism among the local authorities. Even
Edwmd Boyle bowed to Bradford’s abolition of the 11 plus, a
sign that ‘in the early 1960s there was apparent the begl'nnin,gs
of a movement to do away with the selective system at the
sgc_ondary stage, one which represented a reversal of the posi-
tion established in the late 1940s when the central authority
lead firmly contained development on these lines. Now it was
the central authority which retreated before local authorities

though still uttering some final vetos as it went’.* ,

Conclusions

The greater the growth of all three resources and the deconcen-
tration of their distributions, the more intensively are all three
processes for negotiating educational change used, and the
higher is the volume-cum-diversity of changes introduced. How-
ever, as the range of social groups which can participate in
educational change expands, each group makes most use of that
process in relation to which it has the best bargaining position.
A major implication is that the lower classes turn to intensive
poh_tlcal manipulation, the two alternative channels for intro-
ducing chg.nge being dominated by other social groups. Finally,
the more intensive the employment of all three processes of
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negotiation, the more important is the interplay between them
and their outcomes.* '
TABLE 4

Summary of the social distribution of resources
1964-75%

Power
Relocation and reconcentration: Under labour, the alliance between the

state and the unions snapped with the proposed Industrial Relations Bill,
removing the linchpin of consensual social democracy and the reason for
conservative restraint. This rupture displaced power away from
Woestminster and towards the organized Leviathans, spelling an overall
decline in effective representation for the majority, given simultaneous
disorientation of the parties — without coherent philosophies, attracting
support by sectional accretion, facing substantial electoral volatility and
challenges to the two-party system itself.*

Wealth
Relocation, reconcentration and recession: Growth of multinational com-

panies and institutional investment led to a parallel concentration of
capital resources away from the state, rendering them less amenable to
government control. Correspondingly, as Britain’s economic position
deteriorated in the 1960s, successive governments tried to balance the
books by altering the labour side of the equation through wage freezes
and incomes policies, thus widening pay differentials. Simultaneously,
intensification of recession and inflation also reduced the disposable in-
come of the middle classes.”

Expertise

Growth and deconcentration: Slow upgrading continued for school-
teachers. The Robbins Report placed their training in the orbit of higher
education and initiated the BEd. This did not create the all-graduate pro-
fession (only 10 percent stayed on for the degree in the 1960s) but meant
that certification was no longer an end-stop, condemning teachers to semi-
professionalism. For academics, Robbins brought huge expansion (the
new universities, upgraded CATs, the CNAA) but also represented the
climacteric of their growth, influence and valuation.®

1964-75
The years of unremitting growth of the main resources {and

their rather more limited redistribution) were ending. Replacing
them was another phase during which changes in the resource
distributions were unsymmetrical, again producing various
groups with differential bargaining capacities. However, cur-
rent negotiations, even in straightened circumstances, took
place in the context of past gains and this prevented recession
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and retrenchment from reducing the negotiating strength of any

group to zero or from rendering any process of transaction
nugatory.

External transactions

The start of this period was a prolongation of the last — there
were continuities in the patterns of both personal and collective
investment — but its finish saw a severe cut-back in external
transactions, mirroring the deepening economic recession. Per-
sonal transactions with the private sector remained the preserve
of middle-class groups (as they drifted further beyond the finan-
cial reach of working-class parents) but significant numbers
made use of the ‘voluntary aided’ and especially the Catholic
schools, regardless of religious affiliation, believing that these
preserved standards and provided a protected environment.
Given all-party agreement that church schools should not suf-
fer from comprehensive reorganization (80 percent building and
maintenance grants were made available to them)* the existence
of this ready clientéle preserved the remains of the dual system.
The new post-Robbins universities represented a massive
expansion which itself changed the market even before the
economic downturn reduced the number of buyers, for it could
no longer be assumed that the occupational structure would
automatically absorb their products. Certainly some of the new
universities (Essex, Lancaster and Warwick) rapidly entered
intensive transactions with industry, but others remained com-
pletely disengaged, turning their autonomy more to their own
account than to that of the national economy. Not only did this
incur political opprobrium (an embargo on further universities)
but industrial reactions revealed an ambivalence unknown
in the antecedent period. Undoubtedly, some of the new de-
velopments in management sciences, industrial relations,
business administration, data processing, etc., were distinctly
advantageous to industry, commerce and bureaucracy,® but
the foundation of an independent university was an indicator
of growing dissatisfaction with the values communicated, if not
with the training available in higher education.

If a feeling was spreading among their suppliers that the
negotiating strength of the universities was excessive and
leading to excess, then rectification was accomplished by
recession which cut industrial transactions back hard.
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rnal initiation )
{?iie previous period was the high-water mark of academic
influence, the present one was the best yej; .fox.' the §chool-
teachers since the scope of internal initiation widened
enormously. The abandonment of the 11 plus relocated selec-

2 tive functions within the school, making teachers’ assessments

paramount for pupils’ destinies, the Plovyden Report (1965)
witnessed the universalization of progressive pedagogy, all of
this being crowned by the teachers winmng. control. over 'the
new Schools’ Council. This was a signal piece of insertion,
accomplished by the professional unions supported by local
authority associations for, when first moqtefl (1964) the coun-
cil was to be a ‘commando-like unit’, ass1st1_ng f:he Secretary
of State on matters of curriculum and efxammatmns. When %t
emerged as an autonomous body, out51de. the depar_tn.lgnt, it
meant that the chief agency concerned with the deflmt.m.n of
instruction was now commanded by teach!ars, thus off-1c1a11y
reversing the respective roles of profession and polity as
inherited from the nineteenth century.®
In contrast, after 1966 when the Robbins p.roposals took on
flesh, the last vestiges of consensus politics dispersed, and the
economic downturn established itself as }{ere to stf:ly, the
academics had won everything they were gomng to achieve .for
a long time. Henceforth, they were engaged in a ff)r‘t-h’ol.dmg
operation which basically resulted from the um_versmes fmlaiml;
cial dependence on government. World recession and Englis
inflation meant that alternative suppliers began to 'dry-up from
the late 1960s onwards. For the first time ac.adem1cs were left
alone with the state as the sole agency on which th.ey depgndgd
for funding. Both parties had employed strategy (i), pouring in
funds until all the universities had to offer was reliant on
government resources. This now paid off and in turfl.a]lowed
strategy (ii) to be activated — the strenuous use of. poht1ca1.veto
(always most effective in the absence of alternative su?phers).
This was illustrated by the refusal to implement Robbins ‘fully
and by the imposition of the binary policy. Hence, once figa‘;l
cial dependency was established, the'exchange. rate could be
lowered, thus reducing surpluses avallable'for mt':ern.al u}ltla-
tion. The way was also open for the reduc!;mn qf'm.sntutmnal
autonomy (strategy iii), through the growing dirigisme of the
UGC — which became more an agent of stgte than a neutral
mediator between government and university. 62
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Political manipulation

The end of the social democratic consensus issued in a more
hostile period of party politics — fully reflected in educational
policy and only modified by LEA resistance to any government
in office. In a period when power was increasingly displaced on
to the most strongly organized collectivities, it is not surpris-
ing that the local authorities benefited — they were always there
to press their case(s), whichever party was in power, and were
obvious candidates for the tactic adopted by both parties of
appeasing sectional interests.

Hence, when labour returned to power in 1964 it effectively
sponsored the more ‘progressive’ authorities. When Circular
10/65 requested all LEAs to submit proposals for compre-
hensive reorganization, not only did this eschew legislative
coercion of the local authorities but also the ‘central guidance’
it claimed to give ‘amounted to passing round to all authorities
what the DES had found in its suggestion box in 1965’ i.e.,
the six main models already operating at local level. Compre-
hensivization remained essentially local in character under the
next Conservative government (1970-74), which stood to gain
educationally from the intransigent authorities and politically
from defending local rights. Their replacement circular of 10/70
condemned monolithic reform and committed itself to the
defence of ‘good schools’ in the plural. Thus the conservatives
decelerated and diluted comprehensive reorganization rather
than stopping it, as many comprehensive plans were passed
providing they left the grammar school intact. When labour
resumed office in 1974, determined that reform should not be
stranded ‘halfway there’, it still reined-in short of strong com-
pulsion or standardization. '

Why, then, did successive governments baulk at the legal
imposition of a coherent policy from the centre? Largely because
the sequence of interaction, encouraged by both parties, giving
local initiative its head or intransigence its way, had gradually
structured vested interests in local definitions of the comprehen-
sive school (middle school, upper school, sixth form college, etc.)
and these then conditioned resistance to the legislation of ‘the’
uniform comprehensive school. Thus, thirty years after the 1944
Act, positions had again been reversed with the authorities
becoming more influential than the ministry as the result of the
interaction surrounding political manipulation over the three
decades.
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Conclusions

Reconcentration, recontraction or relocation of each resource
does damage or affect the respective process of negotiation.
However, this is a more attenuated influence than in the past.
Present negotiating strength is no longer quite so sensitive to
the contemporary fluctuation of resources. For once the main
educational interest groups have acquired significant
negotiating strength, they tend to retain many of their past
gains and to remain active parties in the negotiation of educa-
tional change. Thus, over time negotiating strength slowly a¥1d
partially distances itself from temporary variations in barga.m-
ing positions. Nevertheless, a major effect of reconcentration
and recontraction is to prevent any new social groups from par-
ticipating in educational transactions for the first time.

Interaction in the centralized system®

The following discussion explores the nature of political
manipulation, given that this is the most important process
through which change is introduced in the centralized system.
It remains so there because governing elites continuously wield
the four . strategies which ensure continual educational
dependence on the state. The aim is now to move on to an
analysis of its contours, course and consequences within sqch
systems, for without this it is impossible to explain comparative
and historical variations in political manipulation.

Particular patterns of interaction and different outcomes
of political manipulation are held to derive from two facto%'s:
(i) the penetrability of the political centre and elite relations in-
side it; (ii) the superimposition and organization of supportive
and oppositional interest groups in education. Obviously the
formulation and testing of hypotheses about such combinations
require an array of cases, covering all permutations of the key
variables. As a single case study, France at least has the advan-
tage of furnishing unequivocal illustrations of the three types 1
of political centre with their different degrees of closure or
accessibility:

A . The impenetrable polity — the Second Empire (1852-69)

B. The accessible polity — the Third and Fourth Republics

(1875-1958)

C. The semi-penetrable polity — the Fifth Republic (1958 to

date)
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TABLE 5
Interaction in the impenetrable polity*

Framework of the state

Impenetrable political centre: Strong presidential government concen-
trating executive powers on Louis-Napoléon and away from the elected
assembly which had no right to initiate legislation. An amalgam of
plebiscitary and autocratic practices where presidential powers derived
directly from the electorate without organized parliamentary bodies of
right or left effectively respresenting public demands. Closure was so great,
that government and democracy were ‘two separate poles, too far apart
for the vital spark of democratic government to flash between them’.*

Elite relations

Elite disunity: Deep cross-cutting fissures fragmented the assembly,
weakening its tenuous constitutional grasp on policy-formation. At one
extreme were ultra-conservative monarchists, divided into Bourbons or
Orléanists, but united in Catholic orthodoxy; in the middle were counter-
revolutionary liberals, Bonapartists and liberal Catholics, capable of
alliance but divided upon the role of state in society and of church in state;
at the other extreme were minority republicans, repudiating clericalism
and strong government. Even the broad class interests common to

deputies (as bourgeois professionals, bankers or landed gentry) were split
by the rural-urban divide.

Structure of educational interest groups

Fragmentary interest groups: Social divisions produced a variety of sub-
cultures with divergent educational interests, while political repression
{limiting freedom of the press and of association) deterred interest-group
formation. Together they meant that educational pressure groups emerged
tardily and separately, were weak in numbers and organization and
without impact on the general population. Typically they were loose
gatherings associated with specialist journals — like L'Univers (orthodox
Catholic), L’Opinion Nationale (anti-clerical), Journal des Economistes
(progressive industrialists), and L’Atelier/Bibliothéque Utile (republican

working class), none of which was superimposed or even allied with any
other. ‘

This allows for a fairly rigorous assessment of propositions
about the influence of political structure upon educational
interaction and change. Unfortunately, an equivalent range of
variation in elite relations is not provided in French history,
as high elite disunity prevailed until the last period. Thus, it
will be necessary to supplement the theoretical discussion with
side references to other countries. Much the same is true of the
organization of educational interest groups, since fragmenta-
tion remained their dominant characteristic throughout in
France. (See Appendix 2 for a summary diagram of the com-
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plete permutations of relationships and their effects on the
o negotiation of change in education.)

" The Second Empire, 1852-69

At the political centre o
The nature of educational politics provides clear substantlat:,lon
for Proposition 1, since they were dominatec.i by the. elites
belonging to the charmed circle of the closed polity and directed
by the changing balance of power between them. 'Hence, educa-
tional policy in the 1850s was shape.d by the alhaqce betwieen
imperial government and the Catholic Churcl?. Louis-N apo%eon
saw Catholicism in instruction as a counterweight to Fepub.hca.n
forces in society:® the church in turn made the seemn.ngly inno-
cent notion of ‘liberty of instruction’ a condition‘ of their supportf
for the president. But once this had been achieved (b3f the loi
Falloux),® the liberal drapery clothing the frefedqm qf instruc-
tion was stripped away to reveal the church revmdlc_atmg educa-
tional control of the université, founding a competing netwqu
of confessional schools, and contesting cqntrol .of tpe ent.1re
system. This, plus the Italian war of hberat101'1 in Yvhlch
Napoléon III received Papal denunciation as a traitor, fmallg
ruptured the church-state alliance at the ent'i of the 1850s.
Having repudiated its supporters on the right, P:he govern-
ment sought to build them up on the left, but paid the price
for the alienation of the latter in the previous decade..Teachers
had become unco-operative under their double su.rveﬂlan.ce. by
church and state, the Saint-Simonian bankers a‘nd mdustrlahst:,s
disgruntled at the failure to harness ed}lcatmn to economic
development, and the republicans disillusioned by 1:,he repudia-
tion of universal primary instruction. Yet these discontented
groups could neither ally in a common cause nor could a
common denominator be found among their grievances. The
universitaires clung to their academic traditionalfs.m, their sole
claim to social status, to be protected agaiJ.:ls't sp1r1tu.al or tem-
poral despoilation: but this tenacious classm}sx?n was m:elevant
to the industrial elite, which sought scientific mstx"uctlon, and
its associated elitism was unacceptable to repubhcfin leaders
who wanted universal schooling. Given the dead weight of the
conservative majority in Parliament, this was a formula for

inaction.
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Consequently, various attempts at liberalization and modern- E

ization lacked the political strength necessary for execution, and

it was the lowest common denominator of entrenched political, .1 3 ‘

social and educational interests which passed into legislation.
The attempt to universalize elementary schooling ended in a
modest bill (1867) giving municipal councils the discretion to
abolish fees; mainstream secondary education bowed to aca-
demic conservatism and traditional classicism was left intact
in the lycées; the demands of the new middle class for practical
professional training were propitiated by the introduction of
‘special education’ inside existing lycées — deficient because
of its expensiveness, lack of specialization and its social
discrimination.

Thus, elite disunity had precluded the pursuit of a positive
and coherent educational policy. It resulted either in sectional
legislation favouring a particular elite alliance (as in the 1850s),
but dissatisfying other elite groups which received too few of
the educational services they required, or to collective inaction,
because of mutual blocking (as in the 1860s). Under these cir-
cumstances, non-decision-making was the most significant
product of political closure. In particular, popular interests were
organized out of the central arena for policy formation — since
the only dimension of political unity was the negative bourgeois
consensus. Here a comparison with the USSR is instructive as
it presented a similar degree of political impenetrability but
accompanied by more united elite relations in the post-
revolutionary period.” This combination, on the contrary,
facilitated the smooth downward flow of polity-directed changes
which represented packages serving the common interests of
the governing elites.

Professional interest groups

Teachers and academics are generally closely controlled under
the impenetrable polity, which prevents effective co-ordinated
action and the development of any of the four strategies for
professional advancement. While the church-state alliance
lasted,™ this conjunction of authoritarian powers meant that
centralized control grew at the expense of academic influence
— detailed directives stemmed directly from the minister’s Rue
de Grenelle offices, via the inspectorate and prefecture to each
classroom. Teachers had, for example, to keep notebooks on
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topics taught and exercises given so that the authorities could
verify that the new restricted programmes had been observed.
The stringency of surveillance was indicated by the dismissal
of over 800 instituteurs for their suspected socialist opinions.
Upon the break with the church and the withdrawal of the
reserve inspectorate of parish priests, attempts were made to
replace coercion by compliance, to woo back the profession by
a limited amount of consultation, which did not warrant the
name of insertion, but involved the signal concession of
recognizing professional expertise.

Yet, even minor concessions, meant to increase teacher co-
operation, tended to be counter-productive. The small increment
in autonomy was used to intensify obstructiveness in defence
of academic traditionalism. As a marginal social group, pro-
moted from the people but not yet assimilated into the
bourgeoisie, they clung tenaciously to the culture générale,
which marked them off from the masses and forced Minister
Duruy to retreat from his policy of modernization. Even his
attempt to minimize Greek merely prompted the formation
(1867) of the Association for the Encouragement of Greek
Studies, the first essay in corporate action on the part of the
profession. That it was harnessed to academic traditionalism
here was circumstantial: it indicates that in a centralized
educational system with an impenetrable polity, in so far as the
profession is not simply obstructive it is driven to act as a
vested-interest group. Under stringent control it cannot respond
to the demands of other social groups, so any small increment
in freedom of action will be used for the advancement of its own
interests.

External interest groups

Obviously, tight central control over public instruction repulsed
external transactions: there was no question of squaring a deal
with a polity which did not consider that state education was
open to negotiation. Less obviously it deterred negotiations
with the private sector for the ‘liberty of instruction’, won by
the church and available to others,” was not synonymous with
the freedom to diversify education (because of the standardizing
influence of state examinations).” Alternative suppliers could
not extract alternative supplies which met the specialized
requirements of external interest groups because of the low
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TABLE 6
Interaction in the accessible polity™

EDUCATIONAL SYSTEMS IN ACTION

Framework of the state

Accessible political centre: The political centre of gravity moved
downwards as power shifted away from president and senate to be vested
in government by assembly. The Chamber of Deputies, elected on direct
male suffrage,exercised detailed control over public policy. Constitution-
ally, every group had access to the decision-making arena: in practice
each nuance of public opinion could gain parliamentary expression and,
in the absence of strong party organization, all could work through the
shifting coalitions to press their demands. Punctuated by the Vichy and
Provisional governments, the Fourth Republic was effectively a continua-
tion of its predecessor — a prime index of lasting openness being that
30 percent of legislation was sponsored by the opposition. However, the
fact that Parliaments had more control than governments contributed
to political instability — eighty ministries collapsed under the Third and
twenty-two under the Fourth Republic.

Elite relations

Elite disunity: This was mirrored in the fragmentation of political par-
ties, due to cross-cutting social cleavages (clericalism, monarchism, class
and militarism) which survived the introduction of mass suffrage. At the
turn of the century, the extreme right was isolated through its legitimism
and Catholicism, while moderate conservatives were united only in anti-
clericalism and defence of business interests, the division of the
bourgeoisie being completed by the Radical Party of the centre. Parallel
divisions paralysed the twentieth-century left — permanently divided
between Socialist and Communist parties, incapable of durable alliance.
Party fragmentation spelt political ‘centrism’ as only combinations of
the centre parties could form governments — the pendulum swung
between the margins of centre-right and centre-left. In turn, political
‘centrism’ meant political ‘immobilism’ — legislation being restricted to
the minimum programme which the governing coalition would endorse.

Structure of educational interest groups

Fragmentary interest groups: The weakness of political parties made
them court every complementary interest. This encouraged the mobiliza-
tion of many educational pressure groups: (i} professional associations:
primary, secondary, technical — loosely united in the FEN by 19486; (ii) sec-
tional groupings: Catholic organizations, industrial bodies, labour federa-
tions; (iii) pressure groups: of parents, students, reformers and educa-
tionalists. As their common target was national politics, they were all
organized on a national basis since interest groups reflect the structure
they seek to influence: local organizations are pointless if local negotia-
tions are impossible. Interest groups proliferated but their aggregation
was so difficult that they neutralized one another politically. Fragmen-
tary political parties meant that the interest groups gave them guarded
support for temporary pledges rather than a permanent unity of action
developing for the political manipulation of educational change.
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autonomy of private education. More importantly still, such
groups lacked the organization necessary to engage in success-
ful political manipulation and to introduce change through
modifying public policy. This in turn highlights the fact that
the impenetrable polity is never confronted by an organized and
united source of opposition, regardless of whether it enjoys
solidary elite relatiohs or not. This absence could not be ex-
plained away by reference to class antagonism, since by the end
of the Second Empire a common ideology of laicisme was begin-
ning to unite liberal industrialists and urban workers under the
banner of secularism in education. Instead, the consolidation
of opposition was deliberately prevented by limitations on the
freedom of association — thus non-elite interests were organized
out of the central decision-making arena imperatively.

The Third and Fourth Republics, 1875-1958

At the political centre

In the last two decades of the nineteenth century the intensity
of laicisme provided enough political cement for the Republican
Union to steer through substantial legislation. The introduc-
tion of free, compulsory and secular instruction by Jules Ferry ™
in the 1880s involved the strengthening of all four strategies
for increasing education’s dependence on government. Under-
pinned by the ideology of laicité, public educational funding
increased; institutional autonomy diminished as primary
schools were reduced to agencies of state and secular curricula
were imposed throughout the system; alternative suppliers were
banished when religious personnel were prohibited from
teaching in the public sector — a policy which culminated in
the full separation of church and state in 1905, given the
intensity of clerical resistance to this secularization of the
université.

Thereafter, bold legislation came to an abrupt end, although
the parliamentary expression of demands remained unproblema-
tic. The question of why such a highly accessible political centre
did not produce a commensurate proportion of the educational
changes pursued by different groups can only be explained by
the basic lack of political cohesion between them which now
became salient. In the past, clericalism had successfully
driven a wedge into the conservative opposition, thus allowing
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_republican -legislation to get through. It had also been vital
in po-stpomng a split over educational modernization and
espec1al!y' democratization between the centre and the left: the
only political combination capable of steering elements of these
on to the statute books. However, once laicisme had triumphed
it could no longer perform this role and the école unique issue;
(the _demand for a single, democratic middle school which
dominated educational politics thereafter) became the most long
drawn out example of political manipulation which failed
through lack of party unity.

The brief history of the Cartel des Gauches in the early 1920s
wrote 'the scenario for the rest of the Third and Fourth
Repul_)hcs. In their electoral alliance the école unique had figured
prommeptly in the minimum programme which both radicals
and socialists could endorse. With support from the major
labour union (CGT) the Cartel won, but useful as educational
rfaform‘had been for covering party differences during elec-
t1oneer1{1g, it became subordinate to destructive disputes over
economic policy when in office.” Perpetual division on the left
spelt a prolonged exercise in non-decision making: the battle
of the projects continued,” those of Zay (1937), Langevin-
W"a!l‘on (1947) and of Marie, Delbos, Depreux, Berthoin and
Billieres (under the Fifth Republic) being killed in the cross-fire
over other issues or buried by the fall of ministries. Certainly
tl.le openness of the political centre could not be blamed; entireb;
different effects will be found when accessibility, accompanied
by a stable party system, is examined in England. Immobilism
was the result of profound disunity among governing elites
prevgnting the consolidation of stable umits for politicai
m'ampula.tion (parties, alliances, coalitions) and generating the
crippling instability that dogged both Republics. This precluded
the st.eady downward flow of polity-directed changes. It was
unsatgsfactory to both government and opposition, and merely
benefited conservative interests in society since protracted in-

acf:u.m was a welcome ‘decision’ to perpetuate educational
privilege.

Professional interest groups

Under the Third Republic, teachers remained constrained by
a baFtery of central regulations which prevented the corps
enseignant from engaging in internal initiation. As the
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B stituteurs were freed from the local tutelage of curés and

notables to become civil servants, the state immediately
enmeshed the primary school too in its familiar net of prescribed

* duties and proscribed activities. Since change of any magnitude

at any level (in curricula, timetables, courses, examinations,
pupil intake, etc.) required parliamentary or administrative

‘ §  sanction, the profession was driven towards political manipula-

tion if it was to have any voice in policy formation.

To be effective through it, the profession had first to organize,
but the path towards legitimate association was long and rough,
paved with organizational repression and personal dismissals,
until the Cartel des Gauches (dubbed the ‘republic of pro-

" fessors’) gave legal recognition to the Syndicat National des

Instituteurs (SNI) and the association of secondary school
teachers in 1924. Significantly, then, the first precondition of
successful political manipulation, had itself depended on
political change — on a brief shift of power to the left.

Henceforth, the centralized structure of education predis-
posed towards the formation of large national associations to
exert parliamentary pressure.™ If these were to succeed in the
political negotiation of change they needed strong party spon-
sorship and concerted professional action. Given the social
origins of the corps enseignant, their obvious allies were left
of centre. However, the inability of the Fédération Générale de
I'Enseignement (FGE), in the 1930s, and of the larger Fédéra-
tion de '’Education Nationale (FEN), in the 1940s, to unite with
any of the (warring) labour federations or (divided) parties of
the left” precluded the exertion of strenuous and continuous
political pressure. But internal disarray was as important as
external failure to coalesce with others in vitiating effective
political manipulation. The FGE could place its weight behind
the école unique movement while projects remained safely on
paper, but the FEN found no mantle of unity to cover the
divergent interests of primary and secondary teachers after
Jean Zay's clutch of experimental classes nouvelles had become
areality. In turn, this paralysed the FEN'’s potential for shap-
ing public policy on educational democratization and it crippled
the école unique movement itself.

Thus, within the accessible polity the contribution of the pro-
fession to educational change is not limited to negative obstruc-
tiveness. Teachers and academics can influence policy through
extra-parliamentary association in conjunction with political
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spc'mso‘rship, ‘but the condition for effective political manipu-
lation is lasting unity of action between the three kinds of

groups.

External interest groups

As before, stringent control of the université left the private |

sec'tor as the only part of education open to external trans-
act10n§, but the standardization of private schooling meant
mo§t interest groups abandoned negotiations with it and
rapidly tuyned to political manipulation instead. The fact that
seculflr private education steadily declined from the middle of
the nmet.;eenth century indicates that external interest groups
could gain nothing from strategies (i) and (ii) (offering generous
competitive terms) and were driven to rely predominantly 01;
tI}e strategy (iii) — the attempt to ‘square’ a deal with the polit;
Smce the political structure of the two Republics encouragg(,:i
interest group activity, squaring deals with a party sponsor was
easy, ® but the relative weakness of each party® made it
delivery of the goods just about non-existent. i
. Equally deleterious for effective manipulative action were
d1v151qns among the interest groups themselves, since the
acce.ssﬂ.:)le polity places a premium on their coalescen,ce Instead
clt.arl-c:?hsr.n 'and communism dissolved the unity (;f labour,
(d1_v1dmg it into three groupings) and disaggregated consumer
grievances (separating defenders of privilege, like the organiza-
tion of. lyc'éean parents from equally privileged protectors of
C.:althohc rights: or alienating respectable radicalism, like the
g;gjzj'e de lc’iE’nseign‘ement, ’Compagnons de I'Université ’Nouvelle
gaucz;;g;z;; efs Droits de I'Homme from disreputable forms of
The two factors interacted. Socio-ideologi
coupled with the constant availability of pociigi%:l:laipgf:(:;aslﬁs
meant that in the course of political manipulation, any rebufl;
prqduced 1:egrouping, any setback generated schi;m and an
serious failure induced a complete falling apart. Thus thﬁ
divisive relations characterizing the political elites were
parfalleled by those of the interest groups,® the two exacer-
bating one another and sacrificing the potential for negotiated
change h(.i‘ld out by the accessible polity — by reinforcing dis-
aggregation of interests, organization and action. 8

TABLE 7
Interaction in the semi-penetrable polity®

Framework of the state

Semi-penetrable political centre: The antidote to past instability was to
confer greater constitutional powers on president and government, to con-
tain an unruly assembly. Presidential powers enabled certain issues to
be resolved imperatively, over-riding the warring factions, but since the
constitution vested most executive powers in the government, a strong
president required a majority in the N ational Assembly — hence the
development of a disciplined Gaullist Party. Government itself was
strengthened in order to limit the ability of Parliament to overthrow or
obstruct it: now legislation which was not officially sponsored sank to
less than 10 percent of the whole. However, since Parliament was still
the bedrock of power, a premium was placed on a strong opposition.
Deficiencies in this respect on the left reduced democracy at the political
centre beyond the constitutional diminution of openness.

Elite relations

Asymmetrical elite relations: The Gaullist Party (UNR then UDR)
signalled growing unity on the right and gave the president an advan-
tage unique in republican history — a decade with a working majority
in the National Assembly. This increasingly streamlined party trans-
formed the Fifth Republic into one of stable government and unstable
oppositions, compared with the opposite under the Fourth Republic. The
fragmented parties of the left and centre were the greatest force for
Gaullist domination over public policy. Political arithmetic made their
coalition imperative, but two factors inhibited it: hopes for a centre revival,
excluding the communists, bifurcated the opposition and its potential
for challenging the UDR; antagonism between the Socialist and Com-
munist Parties prevented a genuine union of the left. This asymmetry,
with unity on the right and disarray on the left did not change until the

1980s.

Structure of educational interest groups

Fragmentary interest groups: Factionalism and particularism weakened
employers’ federations, professional associations and workers’ unions:
groupuscules spawned on the right and the left. Both counteracted the
consolidation of united national organizations, necessary for confronting
the centralized state. Political manipulation was thus limited to light-
ning opportunistic alliances on specific issues. Since interest groups
require party sponsorship, the absence of a united left in the face of a
united right made disunity more of a penalty for some pressure groups
than others. It spelt an asymmetry of influence where right-wing interest
groups had the ear of government while their left wing counterparts
scarcely had a hearing in the National Assembly.
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The Fifth Republic, 1958 to date

At the political centre
The focal points of interaction represented a return to the earlier
preoccupations with secularization, modernization and
democratization. But in each area the changes introduced and
the processes involved bore the marks of increased political
closure and the asymmetrical access of different groups to
decision-making. Each measure reflected the augmented powers
of government, especially its devices for by-passing Parlia-
ment.* Each was passed in the face of substantial opposition
from the left, the teaching profession and external interest
groups, thus creating a growing reservoir of discontent. Finally,
each selectively rewarded political supporters of government
and penalized critics of the regime, while calculatively taking
into account manifest and dangerous sources of discontent.

Yet even the loi Debré, a straightforward recompense for the
Catholic vote® (passed as a motion of confidence), made strong
contracts of association the condition of aid to Catholic schools.
Effectively this was a central charter for standardization since
it eliminated the last stronghold of diversity in French edu-
cation — by intensifying strategy (iii), the undermining of
institutional autonomy. A similar defence of étatist control
accompanied those improvements in vocational training with
which the Fouchet reforms rewarded the industrial backers of
government (including the development of long and short
technical courses at secondary level and the creation of univer-
sity institutes of technology, as a ‘short’ alternative to the full
degree). This was evidenced by the inclusion of education in the
national plans, for these were bureaucratic not democratic exer-
cises, involving the official interpretation of group interests
rather than interest groups negotiating their specific demands.
The Berthoin reform (1959), imposed by decree, was intended
to defuse and diffuse the discontent which had built up follow-
ing the repeated failure of the école unique movement.* It was
a compromise measure which merely created a two-year obser-
vation cycle taking place in existing establishments — with all
their self-fulfilling consequences. The intention was to give a
little to those who had wanted substantial democratization, yet
not to subtract much from those with vested interests in the
educational status quo.

In sum, educational negotiations and the educationally
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negotiable altered now that the four political strategies for
inducing educational dependence on the state operated with a
renewed vengeance. As the new style of government asserted
itself in educational politics, discontent grew but the conces-
sions made were too modest to contain seething hostility. Hence
the outburst of the 1968 May events. Initiated by students,
joined by an unprecedented total of 8 million strikers (including
professional as well as industrial workers), and enjoying con-
siderable popular support,*’ this extra-parliamentary movement
owed nothing to party or union organization. It was a crisis not
only for the government but for the official left, too, as direct
action was a direct condemnation of the left-wing parties’ failure
to deliver the goods through political manipulation.
Consequently, all parties were predisposed towards panic
legislation — hence the unanimity with which the Loi d’Orien-
tation de I’Enseignement Supérieur came into being by
November. This set a new pattern for the remaining Gaullist
and the Giscardian periods: generous reformism in initial legisla-
tion was followed by administrative reneging on the more
radical clauses. Alienation and opposition henceforth
characterized relations between government and the profession.
Although the solidarity of May was not recaptured, de Gaulle,
Pompidou and Giscard d’Estaing had earned themselves an
intransigent if disunited opponent whose intermittent outbursts
vitiated every central move for educational rationalization or
modernization, and which was later to present the Socialist
government (1981) with half a century’s frustrated aspirations
for secularism, democracy and, above all, autonomy in education.

Professional interest groups
From the start, relations with the Gaullist government were
ones of frigid mistrust as many teachers had refused to sup-
port de Gaulle in the 1958 referendum, on good repub!ican
grounds of commitment to open government, distrust of nght-
wing militarism and total repugnance for Catholic conservatls.m.
In reprisal the université was made to writhe under the intrus'lve
control of Minister Fouchet, active in the Algerian campaign
and bringing military discipline to the educational system.
The new ministerial style of direct control in instruction by
very detailed decrees meant that the profession was subject to
a great many policy directives which it had neither helped to
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shape and which it was powerless to modify. Correspondingly,
the profession’s direct links with the central decision-making
arena were reduced (appropriate commissions were often not
even consulted) and its local and classroom activities became
more circumscribed. Teachers and academics had little freedom
to respond positively to external community demands or
especially the internal demands of pupils (disoriented, for
example, by the semi-annual changes in the baccalauréat) or
students (bewildered by the changing course requirements
attending the ministefial programme of modernization).
Whatever their sympathies, they could not make a direct
response through internal initiation nor could they play an
indirect role by piloting change on to the statute books through
political manipulation. The profession is in an intermediary posi-
tion here in relation to the other two kinds of polities. Its
corporate and consultative role is smaller than in the open
polity, while its organization is greater than in the closed polity.
It shares with the former the ability to form alliances with par-
ties and interest groups outside the educational field but it
shares with the latter the inability to play any other peaceful
role than that of negative obstructiveness. These two aspects
are intertwined in encouraging direct action when the negotia-
tion of change fails. *

External interest groups

Lack of diversity in instruction invited all discontented groups
to address themselves to the source of their frustrations, the
state educational system itself: when coupled with the inter-
nal inflexibility of the centralized system, it constrained them
to do so in a particular way, through the process of political
manipulation. However, two factors made external interest
groups less than successful in using the latter to negotiate
change.

On the one hand, the French social structure still favoured
fission rather than fusion. Even the main industrial organiza-
tion, the Conseil National du Patronat Frangais failed to repre-
sent the small firms and shopkeepers: in parallel, trade unions
did not organize more than a quarter of the active population
and traditional ideological cleavages precluded rapprochement
between the four main unions, cancelling out the advantages
of their national structure and preventing a link-up with
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teachers’ associations which still dared not put all their eggs
in one basket. Instead, there was a plethora of pressure groups
of all kinds, on the right as on the left (Meynaud lists over ?;OQ), ®
which reinforced particularism, factionalism and the narcissism
of small differences. This proved especially damaging for those
not figuring as government supporters. .

A vicious circle developed — the powerlessness of the opposi-
tion fostering groupuscules, whose internecine conflict then
damaged the unity of the left.” On the other hax}d, the
governmaent itself attempted to substitute consulf:atmn for
negotiation with the interest groups. But the creation of 500
councils, 1,200 committees and 3,000 commissions at. .the
national level, was a device for taming the power of pohtl.cal
intermediaries rather than an extension of the negotiating
table.”

In consequence, where interests failed to get a response from
government, their reaction to rejection was almost identical —
a resort to direct action, displayed first by the §maﬂ
agriculturalists, then by students, left-wing factions and finally
by the trade unions which were dragged into the May events.
But their internal divisions prevented them from forming other
than temporary alliances, cemented by the euphoria of revolt,
never holding together long enough to consolidate the educa-
tional gains sought. - -

The absence of a cohesive opposition movement intensifies
the tendency for educational demands to be expx:essed thr'ough
extra-parliamentary action since it leads to contmuf)us f.a1lures
in political manipulation, above and beyond the legislative and
constitutional bias towards government interests.



7 STRUCTURAL
ELABORATION:
PATTERNS AND
PRODUCTS OF CHANGE

The f1na_1 stage has now been reached, where the processes of
1nter:31ct10n which have been examined in the last two chapters
remain to be linked to patterns and products of change I::hus
bringing the‘ analysis up to date. However, the present t’ask is
not to describe these historical changes or to assess the per-
forr_nanc_e of modern educational systems, but to providr; a
sociological account of macroscopic changes in education in

terms of the struct :
oot thast ctural and cultural factors which produce and

Patterns of change

Different patterns of change are found in centralized and
dece.ntraliged systems. In the centralized system, political
manipulation, the process of interaction which accoux,lts for the
bulk qf magro‘scopic changes, is also responsible for patternin
them in a distinctive way. As we have seen, demands for changi
ha\{e. to be accumulated, aggregated and articulated at the
pol%t}cal centre, they have to be negotiated in the central
poht1ca.l arena, and if they are successful, they are then
tr'ansmltted downwards to educational institutions as polity-
directed chapges — evidenced and documented by laws, decrees
and 1:egulat10ns. The crucial point is that these rep;esent a
definite an.d often dramatic punctuation of educational stasis
for education can change very little in the centralized system’
between such bouts of legislative intervention. Patterns of
chan.g.e, th‘erefore, follow a jerky sequence in which periods of
stablh-ty (1:e., changelessness) are intermittently interrupted
by polity-directed measures. This has been termed the ‘stop-go’
pattern, and its precise derivation from educational interaf:)ti)n
in the centralized system will occupy the next sub-section.
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It is contrasted with the pattern of change common to decen-
tralized systems. In the latter we have seen that three processes
of negotiation are of roughly equal importance for introducing
educational change; hence demands do not have to be passed
upwards to the political centre, some can be negotiated
autonomously within educational institutions, others can be
transacted independently by external interest groups. Conse-

_ quently, change is never-ending, it is constantly being initiated,

imitated, modified, reversed and counteracted at the level of
the school, the community and the nation. Equally, however,

* it is usually undramatic, frequently indefinite, and commonly

specific and local in application. The three processes taking
place simultaneously at the three levels, intertwine and
influence one another, sometimes positively, sometimes
negatively, to produce a seamless web of changes. This has been
termed the ‘incremental’ pattern, signifying that macroscopic
change is made up of small increments, of minor modifications
introduced from different sources, whose sole significance may
lie in their accretion. Once again, a separate sub-section will be
devoted to the ways in which this pattern derives from inter-
action in the decentralized system.

In proceeding to make this connection between processes of
interaction and patterns of change, it should perhaps be
stressed for the last time that what is presented does not con-
stitute a complete theory of educational change. What is being
traced are the effects of structural conditioning on how social
groups bring about educational changes and the imprint of this
on the resulting patterns of change. Such a theory cannot itself
explain the composition and characteristics of social groups at
any time or their norms and values, for these require general
theories about social structures and cultural systems.

(a) The centralized system and the stop-go pattern

As has already been seen, the centralized system in which
unification and systematization are the predominant charac-
teristics encourages the build-up of frustrated demands outside
education and in the wider society. Instead of these demands .
being propitiated by direct negotiation at the local or institu-
tional level, thus drawing off discontent on a day-to-day basis,
dissatisfaction accumulates. To effect educational change all
groups, including teachers, must move outside the educational
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field to engage in political interaction at the national level. As

far as the successful negotiation of demands is concerned the - “

rl:)alllt:sr: ;;fqtil; polititcal structure and of elite relations influence
ements are met but have much I
form of change which is int © the potite g the
roduced. In fact, the polity-di
changes which are routinel i gt apeved
; 7 y negotiated through politi
manipulation are formall ike i S el it
" ; _are Y very alike in terms of their injtja-
;:1110:,1’ their cliegllslatlon and their execution. By examini Fnu-gl:lizlsi
urn, and discussing the mechanics invol i
ar ] ved in each of the:
thzlcizan Jointly describe how it is and explain why it is t?lathceeIII::
ralized systems generate the same kind of pattern

(i) T.he initiation of change
glzsziﬁzgﬁlzlzgges :ue slowdand cumbersome to bring about in
System: and this is the case r dless" |
type of political structure or elit i ch prorail o
_ . e relations which ail
1s not simply the problem of m i et i
. ¢ : arshalling consensus which i
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resmmlponsf‘::eent of efvegy political elite to retainin g the supreme
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and parcel of centralization), whi  oath qormemst
: ' . , Which means that each go i
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changing circumstances. Fo i i
hesitates to introduce a mai ge until thore s o
‘ major change until there i i
evidence that current polici ing or ate ne
rpron policies are not working or are not
lFu§t, since ‘the c1_1a{1ge will be national, it entails detailed
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Segc,o s Sigl'1 Egc;ﬁaxpmes,lproduction of teaching materials, etc
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;)eeactause what is involved is a leap in the dark — ag resg'c;.siflliglge
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Certainly, there appears to be a growing tendency for
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governing elites themselves to initiate experiments (in a
restricted area, a particular type or level of school, and for a
limited duration) and we find increasing examples of this in
twentieth-century France. Nevertheless, state experimentation
carries with it many of the disadvantages common to legisla-
tion itself. After all, the decision to undertake an experiment
is a political decision: and by and large this means that it will
have to be promising, acceptable, responsible, justifiable and
any number of other things which will distinguish it from the
fund of spontaneous experiments in decentralized systems,
which are both more'diverse and more daring. State experimen-
tation functions largely as a negative feedback loop, minimizing
gross deviations from the status quo, by exercising a prelimi-
nary exclusion of radical, but possibly workable, alternatives.
Thus, leaps in the dark are resisted, until pushed by political
supporters or force of circumstances, and when they are taken
they will be unadventurous, unless produced by a new group
assuming power.

Because the political centre thinks long and hard before it
legislates and because the intervening changes brought about
through other processes are minimal in comparison, then long
periods of relative educational stasis are typical in the central-

ized system.?

(ii) The legislation of change
Legislation in the centralized system always involves conces-
sion, compromise and a dilution of the goals pursued by those
who help to pass it. This is most obvious, because witnessed
at its most extreme in the accessible polity with a weak govern-
ment. For if it succeeds in legislating at all, it produces the most
innocuous compromise measures and the greatest discrepancies
between the change introduced and the goals of any of the
groups which participated — as the introduction of a few experi-
mental classes nouvelles instead of the universal école unique
illustrated in the last decades of the Third Republic. However,
the same is also the case in the semi-penetrable polity, in which
concessions have to be made to government supporters (like the
loi Debré rewarding Gaullist Catholics despite the hostility
evoked in most other quarters) and compromises with danger-
ous opponents (like the decré Berthoin intended to pacify the
left-wing proponents of educational democratization without
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alienating the right-wing defenders of educational elitism)
Equally, the closed polity, with strong elite disunity, publicl :
bet-rays.the same tendencies — the attempt to find ,formulaz
whl?h give something to everybody who counts and take awa
as little as possible from any of them. The wranglings ove};
modern, technical and professional instruction during the
Secogd Empire revealed the design of two successive com-
prorglsl;a policies (of bifurcation and then of special education),
goadein?zf;zi fattempt to mobilize adequate support for limited

'Fma.lly, these tendencies also characterize the closed polity
with highly superimposed and integrated elites, though they
may not be worked out in public to the same extent. The reason
is s1mp1¥ that, however harmonious their relations different
sub-secftmns of the governing elite want differeﬁt ser:rices from
ef:lucatlon, and if none wishes to reduce educational respon-
siveness to the polity by relaxing unification, then all have to
WO.rk doubly hard at a compromise which dovetails their re-
quiremell:ts with one another.?

n other words, concession and com Tromi

characteristics of legislative change in thf cent::H::E sifslzlsl
.whatever the political structure or elite relations which go wit]:;
it. A'bove all, this means that no polity-directed change is ever
pf'ec1sn-aly what anyone wanted. Even if a group successfully
pﬂots its dem‘ands through into legislation, the actual change
introduced will be tempered by the requirements of powerful
others: sometimes the compromise will be so gross that nobody
really wants it. In brief, legislative change often fails to satisf
and never satisfies fully in the centralized system. The mos};
successful use of political manipulation still means that
.de.mands are met without precision, and this lack of precision
is inherent to legislation which is national in scope and at best
‘meets the hi_ghest common denominator of those educational
mtc_erest.s enjoying political expression. Because of this each
pphty-dlrected change does not significantly reduce the ;;ool of
dlsconten-t. Interest groups continue to exact more or better
an_d remain ready to extract it if political circumstances per-
mit: they sigay armed for further political manipulation and give
lthe educational system no respite from the pressure of theijr
}.dema.nds. Typically, legislation has tepid supporters and
brutally hostile critics in the centralized system.
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(iii) The execution of change

Educational legislation is national and uniform both in con-
ception and application in the centralized system. This is the
concomitant of maintaining strong central control, in the
interests of educational responsiveness to the polity, and a high
level of co-ordination, to avoid conflict between the different
services education is to provide. Its main implication is that
change will be confined to measures which do not challenge
unification and which dovetail with the current form of
systematization.

This means that the logic of central control perpetuates the
illogic of educational uniformity. Instead of allowing for varia-
tions to meet local conditions or for adaptation in response to
changing circumstances, each legislative change imposes a stan-
dardized formula on the relevant part of the educational system.
Usually this involves too gross a response to the variety of
initial social conditions and proves inflexible towards social
change. The obvious corrective which consists in allowing suf-
ficient local and institutional autonomy for self-regulation is
precluded by the fear of its abuse, i.e., fear that the parts will
escape control, pursue their own ends or prove more respon-
sive to groups other than the polity.* The alternative is polity-
directed specialization, and this is what takes place, or-
chestrated from the centre and organized so as to fit in with
other centrally approved goals for education. Unfortunately,
it can swiftly be nullified by social action and social change —
e.g., student failure rates or the decisions of pupils not to pur-
sue their specialisms can wildly distort numerical targets, just
as social, economic or technological changes can render them
obsolete. These consequences are just as pronounced in im-
perative Soviet planning as in the indicative French plans,
for they are not problems whose solution depends on the avail-

ability of sanctions.
In other words, the uniformity with which change is applied
and the tight co-ordination of specialist developments mean

" that changes both fail to satisfy and frequently fail to work.

Once again they leave behind them a pool of discontent, the pro-
portions of which increase as the dysfunctional consequences
of change amplify over time. This trend will continue as long
as the polity refuses to cede some degree of unification and
systematization, for the attempt to introduce more differentia-
tion and specialization without weakening the predominance of
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the first pair of characteristics can only lead to further
maladjustments and undesired consequences. However, given
commitment to the centralized structure, such problems merely
prompt the movement from one national and uniform plan to
another — legislative inadequacy is met by more legislation in
those ‘over-controlled’ systems. In this lies another part of the
mechanism which' produces the ‘stop-go’ pattern of change.
It now remains to examine what happens if and when the poli-
tical negotiation of educational demands proves impossible, for
in Chapter 6 it was seen that every type of political structure
was capable of frustrating a substantial volume of demands.
In general, if demands are consistently refused, the strains
which produce them continue and grievances grow and aggre-
gate. However, they do so outside the ‘normal’ political
channels, whatever these may be, for the legitimate procedures
have already failed to satisfy them repeatedly. Whether this
reservoir of discontent bursts depends partly on the political
action taken and partly on the nature of the frustrated groups
and the type of confrontation in which they are willing to
engage.
That centralized systems can ‘tolerate’ considerable discon-
tent there is no doubt, for they do so all the time, but the
political centre can react in different ways if discontent reaches
alarming proportions. Direct repression is most common in the
closed polity. Here, a battery of threats, sanctions and puni-
tive measures are used, the educational status quo is also
buttressed by other social institutions (churches, youth
organizations, the security forces) and widespread ideological
indoctrination is disseminated through the media and education
itself — all of these serve to keep the lid on by subtracting from
the potential participants in disorderly outbursts. Indeed, when
repression is supremely successful the collective character of
discontent disappears, to be replaced (seemingly) by individual
manifestations of ‘dissidence’ which can be dealt with on a per-
sonal basis. If these techniques work, discontent is contained,
educational policy remains undisturbed from below, and the
‘stop’ phase continues — until the first hint of political
instability.

Alternatively, and this is more typical of semi-penetrable and
open polities, though it is not exclusive to them, concessions
can be made when dissatisfaction appears to reach a dangerous
level, the aim being to keep it within ‘manageable’ proportions
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and also if possible to break up any solidary groupmlgi e(;:
dissatisfied parties. However, the assessn}ent of danger gb oy
and the estimation of the size of concession needed srewﬂ o
delicate matters of political judgement and they can 1? or};
wrong. Whether the polity is ‘made tq pay fordsuc e:rcar1
depends upon the extent to which the disgruntle tgr(;ui > o2
work together and recruit support from other p}allr s :h S esul}t,-,
for extra-parliamentary action. If tl-ley can, t engssc)e :‘N st
is an explosion (like the May events in France in ld X , hict
is bigger when educational grievan(fes are 'flugmen-te: ytcs) her \
as they were then.’ If dramat.:lc, their part1c1p;r:h Fifti;
even envisage toppling the polity itself — fc'>r. a mo;:t e -
Republic looked very insecure — and pohtlcalfc ange w
then signal a new ‘go’ phase of ec'lucatlonal reform. b this
The explosion of educational gr1evagces may not reac . this
point, and obviously the governing eht.e will seek to pl:tl; ut
the fire. In this context, panic legislation t.:akes pla:lel; od-of
fuse the situation and restore order. Prqmlses of.u ' (leal;: o
concessions are made, unprecedented shifts of p%'mmpfe ny
place, entrenched positions are yielded and a major r(:,i ;))rn;he
hurried on to the statute books. All of 'thls is ﬂl}lstrat',se t y the
loi d’orientation, passed virtually unanimously in 19Ei1 ,to sc;m e
the university crisis. If and when t%le furore dies tt“)wn,ne d
the government again feels secure, it may well try. 0 zeati%e
on some of its more radical undertakm'g's by. admm:s r e
claw-back (as in this case)® and t_he dls111u51onme1111 cauneW
leads to the re-accumulation of discontent. Whe't er : pow
explosion takes place depends on the degree of u¥11t3;1 rehzlnn ;
(or forged anew) among the proponentfs of educatlont c 3 i-,s,,
the sensitivity of government to signs of unrest, an e
flexibility in propitiating them before flashpoint is rea
ag’aI‘Jlllll.ls, whether educational chal.xges are pohty-:lre:t(:}
through peaceful political manipulatxox; or are the prot 'I:c ts f
explosion followed by panic legislation, t?xey cons ltll ied
distinetive ‘stop-go’ pattern. Periods of StaSlS. are pu:lt: u:han
by legislative reforms and change .advances by jerks ra (.31' than
the slow accretion of meodifications. In all case.s,du.mv real
reforms fail to satisfy, they are followed.by a perio m'w "
grievances build up and finally result' in another univers
reform, the cycle repeating itself indefinitely.
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(b) The decentralized system

an the incremental pattern
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ee processes of negotiation o imul
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gotiation make to the overall patt

ern of

gllzléﬁef. a%o;::r Sh}:)wta sftl;%ng tendency to introduce unri)t changgs
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extremely small in scale (like one firm negotiating a research
contract with its local university) and thus depend upon repli-
cation and aggregation if they are to influence educational
development. (Alternatively, an institutional interest group can
engineer a series of transactions, in different localities, which
produce a network of changes simultaneously.) Similarly, the
innovations introduced by internal initiation normally involve
small changes in teaching materials and methods which take
place in particular schools or classrooms. Again, only by their
repetition in a large number of establishments, whether by
spontaneous imitation or orchestrated by a professional
organization, can these add up to large-scale educational
developments. The rest of the argument is thus taken up with
demonstrating two propositions: first, that the accumulation
of large-scale change from both processes is a frequent and
important occurrence, and secondly, that the kinds of change
introduced in these ways have distinctive characteristics which
in turn affect the central governance of education.
Quintessentially, external transactions provide services (to
the interest groups involved) which are marked by their
specificity. For negotiations are only successful when the buyer
gets what he wants from a seller who is willing to supply him;
dissatisfaction on the part of the former or reluctance on the
part of the latter mean a breakdown in negotiations.” In turn,
this specificity means that the new services which have been
transacted represent a diversification of current educational
practices.® Often these cannot be accommodated within the
existing institutional, disciplinary and curricula frameworks.
Consequently, external transactions foster the progressive
segmentation of institutions, differentiation of courses, and
specialization of knowledge, whether for teaching or research.
But for such direct negotiations a whole range of educational
establishments and activities would not have come into being
in England — the development of civic universities, for exam-
ple, represented the aggregate effect of hundreds, if not
thousands, of independent transactions on the part of industry
which continued to pump successive waves of differentiation
throughout the tertiary level.

Certainly, many external transactions remain localized and
without sequel: indeed, one of their purposes is to bring edu-
cational services in line with unique requirements or special
circumstances. Equally, others which bid fair to introduce
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macroscopic change leave no lasting impression, like the
repeated failure in England to make a form of real post-
elementary instruction stick. However, the point here is not that
all external transactions necessarily accumulate until they
represent large-scale changes, only that they can produce
macroscopic changes incrementally and that these increase the
overall differentiation and specialization of the system.
Change introduced through internal initiation often involves
nothing more than personal experiments on the part of indivi-
dual teachers in the seclusion of their own classrooms — indeed
this is its basic unit. However, these too can accumulate in a
number of ways and result in macroscopic changes. First, con-
certed action orchestrated by a professional organization can
co-ordinate changes which become national in scope. The trans-
formation of English primary education along progressive lines
was accomplished without legislative intervention and was
solely due to an exceptionally high degree of pedagogical con-
sensus among teachers at this level, encouraged and spread by
the NUT. Second, there are various mechanisms of mutual in-
fluence within the profession. Often innovations are generalized
through imitation — e.g. the copying of early prototypes of com-
prehensive schools by other LEAs. Similarly, the growing
demand for a particular innovation can lead to the rapid diffu-
sion of this service — like the spread of business education in
English universities once this had attracted a market — through
the creation of positive feedback loops.

Finally, a change which has prevailed at one level can acquire
wider diffusion through the downward influence exerted by
higher levels on lower ones, like the English universities in-
creasingly reaching down to shape teacher training via the
certification and BEd examinations. Furthermore, the conjunc-
tion between the two processes of direct negotiation will amplify
some of these changes still further until they reach macroscopic
proportions, as in university expansion.

The full range of changes which are brought about through
internal initiation and external transactions is characterized by
its untidiness. In institutional terms the changes are tacked on
as unplanned extensions, they sprout out of the top of existing
institutions, shoot up like a scaffolding against the mainstream
schools, or sprawl out as new edifices built in their grounds.
In terms of the definition of knowledge the changes are anala-
gous; new disciplines are delineated, old ones are sub-divided,
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existing distinctions are blurred, Qrevaj]ing categories erea :ve;
combined, the boundaries of educational knowledge are rele rawn
and status is redistributed. Thus, bgcause bOtl.‘l ex:t:rna ti:; ons-
actions and internal initiation intensify systemic dif (.ere:. atien
and specialization, they threaten overal} §ystemat1za io 1.;e1
other words, the changes they introdu(fe jointly and separately
result in anarchic structural elaboration.

s o e 2 d changes
The modification of polity-directe : -
(Iltl:)is in their scope that polity-directed ch;ngefs in ttlli: dzcsnt%-alg
istingui rom thos
.zed system are most sharply distinguishe: akin
IZleace}i’n centralized systems. Here there are no grand reforms
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irection or a large stri
marks a complete change of direc . stri
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i ‘stop” phase in the decentrallz
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i 1 initiation and external trans
system because interna e s, Now it i
intain a ceaseless flow of small l?c alize ; ’g . -
;;‘::lg maintained that there is no dlstmctlv? go’ phase, i:erall
ded by central legislation, because interaction at lower levels
robs it of much of its impact. o
(a) Polity-directed changes are affected by existing
developments. . '
Any pfojected legislation must necessarily t;ake n;tsh:(:z‘:;t
i i the structure o -
hat is there — a truism, whateve¥ : -
gonal system. However, at any glvelz1 t1m: the pfliac?:}?: :(1)13
i i stem reflec -
rovisions current in the decer}trahze sy refl ]
Eequences of decentralization in the past. 'fhelr (‘iévezls)llt;yczrxlr(li
i i i text of consider -
alintegration shape a practlcal_ con
Ipliexity %vrhich political intervention has always to confrogt. In
other words, the decentralized structure consi:‘imt?lr pr:). vlilt(;ee:
’ i tchwork of educational acty
and reproduces an untidy pa ¢ ities
iti i i do with or to them. More
which condition what leglslatl?n can do r : .
over, these engender vested interests in their maintenance:
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defence of independence, autonomy, acquired rights, continued
services, established privileges and, most basically, of having
a say, all constitute constraints on political intervention and
fundamentally limit its scale. Thus, for example, the first two
Labour.governments were limited to extending free places in
the grammar schools, to a slight democratization of what was
there and was well defended, rather than being able to replace
it by something altogether more egalitarian. In the same vein,
R. A. Butler reflected that his 1944 Education Act had merely
succeeded in ‘recasting’ the system, not transforming it.’
Equally, the ongoing practices and provisions have as much
effect on polity-directed change as does legislative intervention
on current educational -activities. Such changes follow just as
much as they lead in the decentralized system. On the one hand,
legislation is often modelled on experiments which have been
conducted autonomously and have given concrete evidence of
their effectiveness, or at least provided a persuasive precedent.
In many ways, the fund of experimentation, made up from
private, local and professional innovations, constitutes the
research and development agency of the education industry.
On the other hand the impetus for central legislation itself
often comes from below. Because of their relative autonomy,
the local authorities, the schools, colleges and universities can
spearhead educational changes — which take shape at ground
. level by a roll-on effect — from experimentation via imitation
and accumulation to substantial innovation. Often the centre
has to run to keep up, its legislative acts merely recognizing,
legitimating and extending what has already taken place. For
example, the English moves to found new universities were well
under way before the Robbins committee reported and the
government accepted its recommendations: similarly, it was the
LEAs which made the running with ‘intermediate’ instruction
between the wars, which began to drop 11 plus selection, and
to pioneer comprehensive reorganization. When polity direction
finally came, it no longer had a clean page on which to draw
a fresh design, but a set of burgeoning initiatives already in
operation, a new set of existing practices to take into account
and a new series of vested interests protecting them. Conse-
quently, political action bent with the tide: it gave recognition
and it gave legitimation and what it sought to achieve in
addition was rationalization. Here both the Hadow proposals,
as accepted by the government, and Circular 10/65 are very
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ing, for both based their six recommended schepaes on
fi;esalvtlllfch were already in beiJ-Jg. What was to be ux}lvelros:;i
ized was not a centrally determined plan but pFogx_'esswe cal
practice. Consequently, neither Hadow .reorgafnzatlon nor ccific
prehensive reorganization could conceive or 1mposeha s%?ethe
kind of change establishing a particular type'of sC h(jio}; Wer};
merely pointed to bundles of accept'elple_practlces w bc were
nothing more than the prior initiatives taken by
?ll)l)t}};g;z}tt;?csiirected changes are mediated locally and
institutionall . o
’ZIT‘llfitslt(;Litr;ensign of interaction is almosf: en!urel.y lacking in the
centralized system. Here, local and mstltut.lonal ali'IfOI.lO]g}ll};
enables action to be taken at various levels which re§u1 :.m e ‘
modification of central directives. Because legls a 10;1f s
mediated by such forces it does not haye a umforxq e reise
wherever it is applied, and consequ.entl.y 1t.does not give =
to standardized changes in the institutions or process
m‘gxllv:}?e. one hand, the area or institutiona.l aut'hontleg cag;l bjf-
laggardly in their implementat‘ion of leglsl.atuox:1 2‘ me th(z
response to central directives. Wlthout downnght' € ta}:lct m 37)
can be slow (pleading local difficulties), th}ls reduqng e te t}})l °
of educational change; they can rflake fn:,ual obeff:nc:- 0 the
letter of the law while traducing its ‘splnt, thus e}ci 1:1{,; he
texture of educational change. H1stor.y §hows _t .aH gow ‘
authorities have often been lag.ga.lrdly with unpumtzi{ fawar.
reorganization was barely half finished .by the out'ibrehi <1)1 Weré
many areas never developed the tt.echmc'al schools w fc were
an intrinsic element of the tripartite policy; sc':hemes ogo >
prehensive reorganization were not for.thcommg from 50 p
cent of authorities when they fell due in 19(?6. e direc.
On the other hand, mediation also opgr‘ates in the ot t(;:' ro
tion, pushing and stretching legal provisions as far a; ey e
go, and often much further than was ever mtended.. ga;n
involves reinterpretation, the maximum use of en?bhng ai: auséess’:
the exploitation of precedents and-the pleadmg of sptz,lm ciatzli z:
ducking restrictions, circumventing rt‘egugl:::m:;i ;1;1 c(i.i':tr[; otz
i biguity or vagueness In .
I’I?}%u(s),rlbﬁzv;n; tﬁ: vgrars a number of LEAs fost.ere(lzl)la new
outgrowth of post-elementary instruction, agam ur;gg
the official distinction between elementary and secondary

f
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schooling; after 1944 certain areas pleaded population disper-.

sal or bomb damage in order to establish multilateral schools,
against official policy; in 1958 Leicestershire initiated full
comprehensivization without official bye or leave, through re-
deploying its existing facilities.

The crucial fact to underline is that the two types of modifica-

tions — the positive and the negative, the amplifying and the
minimizing, those pushing forward and those holding back —
affect each polity-directed change simultaneously, for local and
institutional autonomy will be put to both ends by different
groups in different places. Thus mediation means that a single
central directive leads to a plurality of practices, according to
the interpretations placed on it; practices which may be so
disparate that their common denominator is hard to detect.
Furthermore, the balance of such modifications may represent
a substantial shift away from central policy — like the
predominantly bipartite organization of secondary schooling in
a supposedly tripartite system after the 1944 Act. In sum,
mediation prevents central policy directives from introducing
clear and uniform changes in national education.
(c) Polity-directed changes are rejected by parts of the system.
Any given polity-directed change can be resisted or rejected by
different parts of the educational system, but mainly those
which are most independent or those which determine to push
their relative autonomy to its very limits. Examples include the
recalcitrance of certain English LEAs vis-a-vis comprehensive
reorganization and the refusal of the majority of public and
direct grant schools to associate themselves with it. In other
words, not only do central policy directives fail to produce
uniform changes in education, they also fail to introduce univer-
sal changes.

Certainly the use of political sanctions can sometimes over-
come resistance (and have already been used against the direct
grant schools) but the central polity is frequently impotent in
relation to the fully independent sector of education, whose
strength in decentralized systems enables it not only to limit
the scope of central policy but also to vitiate its workings —
public schools undermined both the notion of meritocratic
selection on which tripartism was based and the egalitarian
principles underpinning comprehensive reorganization.

Logically, of course, further political sanctions could
eliminate these sources of resistance and disruption. After all,
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there is nothing inconceivable or unprecedented about the
abolition of private schooling. In practice, however,_ we now
come full circle back to the beginning of our discussion — to
the ineluctable fact that polity-directed change in the decen-
tralized system is limited by what is there and is well c.lefepded.
Ultimately, the polity has to resign itself to proceeding incre-
mentally rather than radically towards the changes that it
would like to introduce immediately and universally. Henc-e, the
results of political manipulation also contribute to the:: ‘incre-
mental pattern’ of change, thus paralleling the effects of internal
initiation and external transactions.

Products of change

(a) In centralized systems _ .

So far, the importance of political manipulation in centralized
systems has been examined exclusively in terms of the way
in which it shapes the ‘stop-go’ pattern of change. Thus it
remains to assess the cumulative result of changes introd.u.ced
in this way over time. In general, the effects' of political
manipulation have been consistently centripetal in nat-ure:. the
substantive changes brought about through it have mamtafned
and strengthened unification and systematiz.ati(.m over time.
They have done so with extraordinary tenacity in the face.of
all kinds of counter-pressures from wider society and despite
considerable political, social and economic change.

However, these formal continuities in educational control and
co-ordination have consistently generated difficult';ies in the
relationship between education and society. Thus: in the cen-
tralized system there is a continuous state of tension bgtween
education and its environment. Instead of educational inputs,
processes and outputs being produced which corresponded to
demands deemed politically acceptable, the strength of stan-
dardization and centripetalism militated against this ha.rmf)x}y.
In fact, the very tenacity with which the central authorities
clung to unification and systematization, ‘for purposes 9f con-
trol, produced an endless sequence of mis-matches with the
environment. The inflexibility of such an educational sy-stem
meant that any change of circumstances promptly. threw '1t out
of alignment and did so again and again, despite intermittent



188 EDUCATIONAL SYSTEMS IN ACTION

?verhauls. Thus, while problems of integration are experienced
in the 'decentralized system as tensions between the central
aqthonties and the centrifugalism of other parts of the system
with centralization the problem of integration arises between’
the system as a whole and its social environment. It is a periodic
problem of external maladaptation rather than an imminent
threat of internal anarchy.

-Why then were unification and systematization maintained

Wlt.h such tenacity if their concomitant inflexibility generated
major problems at regular intervals? One suspicion it is impor-
tant to remove is that educational centralization is nothing more
tl}an areflection of authoritarian politics. This might well arise
given that France has undergone extensive periods of politicai
closure, whether these involved monarchism, imperialism or
bor%apartism. Nevertheless, it is crucial to stress that the
maintenance of these two characteristics was no less pro-
noqn.ced during the intervening periods when more open
pohtlcal.structures prevailed, whether these took the form of
bourgeo1:s monarchy, republicanism, government by assembly
or a pa.u'hamentary presidential system. The fact that Francé
ha§ tried out most kinds of regime twice over, gives ample
ev1der;ce that these educational characteristics are not narrowly
associated with a particular kind of government. Indeed, the
Rrotestations of republicans like Jules Ferry about the es,sen-
tial ro!e of education in protecting the republican state and
conso'hdating republican society, provide the key to this
tena}cmus. continuity. For any incoming regime or government
the inheritance of a highly responsive educational system was
extremely advantageous: and the more the new regime differed
from the old in structure and ideology, the more welcome was
centra.lization since education could immediately be harnessed
to legitimating and reinforcing the new polity. Thus the basic
structure of Napoleon’s Université Impériale was passed
una'lt_:ered from hand to hand through the whole spectrum of
pphtmal organization, for each new regime hitched the educa-
anal system to the tasks of political socialization, political
Integration and political recruitment.

The course of change itself was moulded between the two
factors jl.xst discussed: the intermittent need to re-establish har-
mony V?lth the environment and the consistent defence of
unification and systematization. But, necessarily, the first task
had to be accomplished within the framework of the second,
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otherwise a loss of control and of responsiveness would have

been the result. It follows, therefore, that if the course of change
was under-controlled in the decentralized system (being initiated
from the periphery and barely rationalized or contained by the
central authorities), it, was over-controlled in the centralized

E 3 system, where adjustments and adaptations were instrumented

from the top down — once the need for such changes had been

3 negotiated through political manipulation.

Thus, for example, the central authority in France continually
acknowledged to the economic elite that a series of adjustments
were needed to match the rapid changes in the industrial

| environment. But educational reforms always fell short of the

moving target and did so because of their inflexible implemen-
tation and rigid co-ordination. Accepting the need for a shorter
and more practical instruction, several formulae were tried out
during the Second Empire (bifurcated secondary instruction,
technical schools and finally special education), but only served
to prove that the state’s educational ideal could not be
reconciled with vocational specialization. The Third Republic
inherited the problem and made three different attempts at
adaptive modernization. The policy of developing modern
technical training failed largely because the centre would
abandon no authority to local industrialists, enabling them to
adjust it to their diverse requirements. The policy of updating
secondary studies and diluting the hegemony of culture générale
foundered because it was based on marrying special education
to the baccalauréat in the lycée where modern education
assumed an inferior status to classicism and special education
lost its distinctive character.!* Finally, the attempt to found
real universities, as specialized centres of teaching and research,
failed because all faculties were elevated in the same standar-
dized fashion, spreading resources too thinly for specialization.
These examples serve to illustrate the basic fact that com-
patibility with the environment involves differentiation and
specialization (since no aspect of it is ever uniform, it can only
be matched by provisions which are adapted, or which can be
adjusted, to local variations, special circumstances and unique
configurations). Yet this kind of change has to be accommodated
in an educational system whose unification and systematiza-
tion are already strong and which the central authorities are
determined not to relax. Thus in the course of change the two
pairs of characteristics, unification/systematization and
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differentiation/specialization have to develop conjointly, but the 7[ !
latter remains the weaker pair as it was upon the emergence 3§

9f the system. It is this pair which has to do the accommodat-
ing, has to take second place and has to accept the precedence
of the first pair.

None the less, in its own interests the central authority

its environn?ent, as this threatens its own goal attainment. Con-
sequently, it has to make periodic efforts to introduce the

requisite degree of differentiation and specialization in order - ‘

tq produce the services required. (Namely, those sought by the
elite itself or negotiated by others through political manipula-
t@on.) What follows, therefore, is that progressive systematiza-
tion and progressive segmentation develop simultaneously in
a process of guided change — that is, within a context of strong
uplfication. In modern terms this would simply be called plan-
ning, but it was practised in education long before it was
conceptualized in this way.

Progressive segregation, through which diversification is
acc.omplished, entails a successive division into sub-systems
which is accompanied by a differentiation of their functions and
a specialization of their activities. Progressive systematization

consists in the strengthening of pre-existing relations between

parf:s, the linking of parts previously unrelated, and the gradual
addition of new components and relations to a system. The two
take place simultaneously under the guidance of the centre and
develop by a series of jerks during each ‘go’ phase. To call these
‘progressive’ is only to reflect on the overall tendency of the
system to become more complex in both respects over time. The
terr‘n carries no evaluative connotation nor does it preclude
periods of structural inertia or of regression to simpler forms
of organization. The history of the French system witnesses to
the conjoint development of segregation and systematization
but also demonstrates the predominance of the latter, Whatevezy'
the nature of the regime — centralized systems have always
been, and they remain, extremely neat in form compared with
their decentralized counterparts.

- rI.‘he heritage of the Napoleonic structure was a system sub-
d1Y1ded into two levels unlinked to one another (the negative
pr}nciple of hierarchical organization). The Third Republic re-
tained and reinforced the basic segregation of the primary from
the secondary level, such that these two sub-systems developed

| STRUCTURAL ELABORATION 191

' almost independently of one another — fulfilling totally dif-

ferent functions and enrolling very different social strata.
However, within each sub-system, segregation and systematiza-
tion both took a big step forward.

At the secondary level, the aim was to diversify, to introduce

4 ‘:[ | the degree of differentiation and specialization commensurate
cannot afford to let education slip grossly out of alignment with &

with modernization. Yet, as we have seen, the priority accorded
to systematization meant that special education was the vehicle

used for this and it soon lost its distinctiveness, disappearing

altogether in 1902. Then a further assault was made on the same
problem: a single secondary education now led to a baccalauréat
with four specialized sections, intended to afford a greater
variety of instruction. In other words, systematization and
segmentation were to go hand in hand, but as usual there was
no doubt which one led. Modern studies were confined to the
fourth (inferior) option and lost their distinctive character
between pressures to imitate the prestige branches and to
prepare for university entry. In tackling the same problem yet
again, an identical sequence was repeated in the twentieth cen-
tury with the creation of the technical baccalauréat in 1946;"
it again failed to attain parity and succumbed to academicism.
Thus, these attempts to achieve a higher level of reintegration,
which included differentiated courses of modern subjects, made
some progress but always suffered from the fact that systemat-
ization acted as a strait-jacket which denied distinctiveness,
diluted specialization and thus demoted diversification.

Exactly the same story was repeated at the primary level,
with successive attempts to introduce more differentiated and
specialized courses of vocational or pre-vocational instruction
only really succeeding in rare cases when these institutions
broke away from the Ministry of Education altogether. Other-
wise, their practical orientation steadily gave way to general
education the longer they remained part of the system — the
fate not only of full-time institutions like the écoles primaires
supérieures, but also of the part-time training courses for
working youth, introduced immediately after the First World
War.?

As the system entered the twentieth century, demands for
more democratization bombarded the National Assembly, but
produced grudging and tentative moves towards the fundamen-
tal structural change sought — the linking of the primary and
secondary sub-systems. Slowly, progressive systematization



192 EDUCATIONAL SYSTEMS IN ACTION |

and segregation again went forward together, but as usual the
former predominated throughout. Even by the start of the Fifth
Republic, all that had been introduced was a ‘harmonization’
of programmes at the end of the first degré and at the begin-
ning of the second, the orientation, at least in principle, of pupils
to different types of further instruction on the basis of their
performance, and the establishment of ‘classes Dpasserelles’
allowing for the transfer later on of those who had taken the
wrong route. Thus there was no audacious structural change
and the differentiation of no new self-standing institution to
combat social discrimination.

Continued pressures led to the eventual segregation of the
Coliége d’Enseignement Secondaire but this was accomplished
by the regrouping of existing components (the final class of
primary, the first cycle of secondary and of the old colleges).
To a large extent these elements resisted reintegration and
refused to collaborate in a purposeful manner. " The introduc-
tion of the positive principle of hierarchical organization, the
biggest rupture yet with the N. apoleonic structure, needed to
be articulated by a separate and forceful institution commit-
ted to overthrowing a century and a half of socio-educational
discrimination, ** like the original conception of the école unique:
instead, the task was entrusted to this weak amalgam — the
CES.

The composition of the Fifth Republic government made it
considerably more sympathetic and creative in relation to
modernization at secondary and higher levels. The same device
was used to introduce greater diversification in both — the
differentiation of cycles of studies, giving more chance for voca-
tional and academic specialization. Each cycle which was
segregated in this way was also systematized with those below
and above it, although distinctiveness was protected by each
cycle awarding a separate diploma. Thus, secondary education

was divided into two cycles, a short and a long, while the
historical influence of the baccalauréat as a force for standard-
ization was reduced by its division into numerous sub-sections,
related to different occupational outlets and higher educational
inlets. At the higher level the differentiation of the Instituts
Universitaires de Technologie replicated the segregation of
short and long alternatives. University education was itself sub-
divided into three cycles, each with specialist options and a
diploma at the end of it. Once again these changes betrayed
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-ordinate insistence on systematization — the reform.s
t‘}rfl':l}xg:;osed uniformly and universally fropn t1117e centre, the1tr
rigidity defying local or institutional adap.tatlon. Only t‘:he out-
burst of the May events led to the concession o_f some umvex:sﬂ:g
autonomy for differentiation and specialization to be def-me
in situ rather than at the centre — but even here the subordinate
characteristics have not been grafted well on to the old tree.

(b) In decentralized systems o dered
When the three processes for negotiating (Ehange are considere
in relation to one another over time, certain long-t:,erm regulari-
ties become apparent in the types of change§ which th‘ey ha\;ti
produced. In particular, external transaf:fjlon‘s and }ntern
initiation have operated as forces for divers1f1ca!:10_n, w‘h1ch hal\ie
strengthened the differentiation and the specz.al'zzatzon qf 1:,1 e
educational system over time. By contrast, political manipula-
tion has represented a consistent force for standa}rd.l%atmli
which has defended the unification and cis'ystematzzauon 0
i education during the same period. o
na’?ﬁﬁ: external transactions and interna‘l initiation con-
stituted centrifugal tendencies, whether conS}dered alone grr in
conjunction with one another. The changes which stemmed from
both processes constantly threatened to escape centra'l gover-
nance and accountability and in turn ofter} v1.t1ated public pphcy
by extending practices it sought_to emate (e.g., pnv?te
schooling) or developing ones hostile tq it (e.g:, th'e expansion
of the social rather than the applied sciences in h1gher educa-
tion). Basically, such changes damt_lge.ce.ntra.ll po-hcy.bec:?use
they involve differentiation and speclahzatlo.n in directions
which are incompatible with it. They un'dermme central con-
trol and stress the absence of a leading part as well as
ing its emergence.
preEY(;::ilnyg, direct trfnsactions adval-lce sectipnal int-erests ’rtJucti
their particularism is often at variance mth an mtegrall1 © 1
system. Thus, the transformation of the English primary Zc. ?;0
along progressive lines is held by some t9 have und.ermme alln e-
gration between levels by not inculc.atmg the skills or values
needed later on, thus jeopardizing a high stan‘dard of secondary
or vocational instruction.*® These changes d'ls.r1.1pt the system
by failing to dovetail with other parts or activities. They serve
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to emphasize the fragili -ordinati i
e phasize ¢ djffici.l]%,ty of co-ordination, as well as making
Ir{ contradistinction, the changes introduced iti
manipulation showed a strong tendency to rein;gig: ﬁzi%%l:;li%al
_and systematization over time, for the very determination tn
gl::t(iil:lc; (ﬁlnt;'a]ltyt I(;lefin}ied policies entailed their defence 11(1)
- » the 1act that the polity was increasingly preocc i d
with the quest for educational democratizati ccially ot
the Sfec_:onq World War, meant that it needechl; gzﬁaf:ia;l(}i’eaftzr
of unification sufficient to ensure the national implementa{t’:iroe
of a new form of systematization, based on the principle of thz
educat19na1 %adder. However, because the very introduction of
any pohty‘-d1rected change was predicated on buttressing the
weaker pair of characteristics in the decentralized system tghe
were cons:ta..ntly reinforced by government in general nc;t 'us:
by the political representatives of labour. Consequentiy oiits -
directed 'ch.anges involved a consistent centripetal tre,nI::l Y
.T.he. basic effect of polity-directed chahge was thu.s to
minimize c.lev'elopments which threatened to disrupt central
-pohf:y. :l‘lns involved the pruning and elimination of th
Institutions and activities which were not complementar 05;
a correspond.ing increase in standardization. In Englandyt,hael:'e
were three different phases in which such developments were
pruned bacl_: hard to prevent their interference with a politicall
sponsorfzd Institution and to ensure the latter pride of lacg
Successively, the higher grade schools were cut dowrll) and
replaced by the higher elementary schools at the incorporation
stage; the ogtgrpwth of a wide range of differentiated post-
ele.mentary Institutions were weeded out in favour ofp th
umfcgrfn Morant grammar school; and the senior, central ang
municipal schools proliferating between the Wars,were forced
rocr)lf, and branch, into the secondary modern format. ’
i ra.u::mg and contaipil?g are alternatives to pruning and
minating, but have similar if weaker consequences in terms
of 19ss of diversification. Thus, for example, adult education wa
tra'.lr'led along ‘non-partisan’ lines in England, the WEA bein ,
un%fled ‘undt‘ar th‘e Board of Education and subordinated tg
rm}xlrgsmy d1rect1on.- Similarly, the burgeoning development of
tech cal scl}ools at iIntermediate levels was contained: in 1913
Junior technical schools were reluctantly recognized p.rovidin ’
they operated as terminal institutions, unintegrated with thg
secondary level. Again, after 1944, they were trained into lin:
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(by adjusting ages of entry, etc.) with the tripartite policy, then
condemned to inertia through lack of positive official encourage-
ment. The loss of a strong practical, real or technical definition
of instruction was the price paid for the defence of central
policies. In general, the centripetal drive stemming from
political manipulation does everything it can to restrain prac-
tices which reinforce the predominance of differentiation and
specialization, for from the start these were already too strong
for government to exert effective governance over education.
Clearly, then, the products of internal initiation and
external transactions on the one hand, and those of political
manipulation on the other, are in a continuous state of tension.
Centrifugalism is a perpetual threat to the integration of the
system and the achievement of central goals: centripetalism
barely contains these diverse developments and separatist
tendencies. The changes which actually take place are shaped
and reshaped between these pushes and pulls. They are woven
by a ceaseless dialectic between the forces for diversification
and the pressures towards standardization.
From the moment the decentralized system emerges, change
fans out as both external transactions and internal initiation
introduce an immediate increase in institutional differentiation
and curricular specialization — thus threatening the weak
unification and systematization which had been superimposed
on the networks at the time of incorporation. The central
response arising from political manipulation is to rationalize
these disparate developments, pruning, containing and incor-
porating them —through a re-systematization and an increase
in unification. But the central authorities, as we have seen, can-
not proceed like a general, deploying and disposing at will in
order to achieve a grand planned strategy, because the parts
fight back to defend their autonomy. Instead, the centre more
often has to work like a sheepdog patrolling the periphery, giv-
ing a nip here and a nip there, herding developments on the right
trail. Moreover, although unification and systematization are
mutually supportive when strong, the two here have frequently
to be traded off against one another on the part of the centre.
Thus, systematization was often bought at the price of unifica-
tion, especially when the incorporation of independent elements
meant the admission of new partners to control and therefore
entailed educational power sharing. Equally, systematization
sometimes had to be sacrificed as the only way in which to bring
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about some important general change, such as the acceptance
of a plethora of local arrangements in order to achieve national
comprehensivization.

Consequently, although unification and systematization were
periodically reinforced, they were never strong, and though they
held diversification back for a time, they themselves were
gradually sloughed off.by the combined efforts of local initia-
tive, external transactions and internal initiation. As they
gradually slipped, more and more changes would accumulate
and these would again accentuate systemic differentiation and
specialization. Another bout of central intervention would then
take place, confining and reordering these changes as unifica-
tion and systematization were re-established. So the system
proceeded in undulating fashion, with changes swelling out and
then being squeezed in, only to bulge out again as the phases
of diversification and standardization alternated with one
another. The phases, however, did allow for progression. They
involved no return to the status quo, and though they were
sometimes conservative in their effects, this represented no
structure-maintaining mechanism. Instead, it was much more
common for progressive segmentation and progressive
systematization to follow one another like successive waves,

The major education Acts signalled the main phases in which
unification and systematization were reinforced: differentiation
and specialization expanded in the intervals between them, and
of course precipitated reintervention on the part of the centre.
Thus, in England, the 1902 Settlement was followed not just
by the spread of the higher elementary school and Morant gram-
mar school which were officially approved, but by the growth
of diverse institutions (science schools, technical day schools,
pupil-teacher centres, trade schools, vocational schools, ete.).
The 1918 Act, which confirmed the structural and cultural
hegemony of the academic grammar school, intended to crowd
most of these other developments into the continuation schools,
which would be allowed some practical orientation but would
remain firmly elementary. Effectively, this Act was weaker than
usual as a concrete affirmation of unification and systematiza-
tion because of the intervention of the Depression and the
suspension of many of its provisions. Consequently, despite
austerity, a variety of intermediary institutions again pro-

liferated and these central, senior and technical schools
represented a real challenge since they enrolled two-thirds as
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i ‘official’ chools. Thus, a chaotic
many pupils as the ‘official’ grammar s
array}r’ I;f ﬁrovisions had accumulated bY the outbreal;l of Watrc;
and the application of the 1944 Act aga.lzi1 crmliic:;y (;111;1) éxgm
is ti CO
inferior part of the system, this time the se y mod
ggflcl)rctl. Thisp Act, which had greatly strengthened umﬁcat1'on,
was also to produce an unprecedented degrei:1 of Zy:}t;emlatsl:;
i i i t and achieved the clo
tion, as the tripartite policy took roo osest
grati i d secondary levels. Almos
integration between the primary an = Almost
immedi tive began to push forw
ediately, however, local initia - orward
i i hich gathered speed wi
with multilateral developments w : 1 wit
less uniform with the
labour encouragement and became even . th o
i i -exi . Once again, the minister
conservative policy of co-existence Jnce ne i
islative intervention in
threatened another round of legis : n 190
i i d involve strengthening the
and made it clear that this woul oning the
This final phase only serves to illus
A hich characterized the very
endurance of a phenomenon which ¢ the ve
flﬁlseption of the decentralized system, namt:‘:ly that umflcatmi
and systematization must always be .superm:.tposed on cgmp d
nent elements which are already highly d1fferent1ate an
ecialized.® o
spHence, systematization consistently trailed in the wa:ls:et 1c:f
segmentation and the central authorities often presented the
icture of running behind and tidying up after f,he forces ptlif-
flucing diversification. Even when the centre tried tq t:uke N 2
initiative it could not do so imperativeliy and categon.c. y ‘:h _
had itself to negotiate the implementatmx} of _such policies w; :
the appropriate local authorities and inst1tut1§.ns; and neﬁgi (:la;
i i i ception, exem ,
tion spelled concession, compromise, ex g
r:einte:;)retation, modification, dilution and every other a13t1
thesis of standardization. Consequently, althougzlpliogresi;:::
izati i bly, structural elabora
tematization has grown consxder-a y bural or
islirstl:e decentralized system remains an untidy jerry nghgred
roduct. And this will always be the case as long as th‘e t :e
grocesses through which change is ngg'otlate.d continue .to
operate alongside one another and to retain their rough parity

of importance.
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3‘;1; lga;s,: j;l)lrsc;béizz to a((iidrelfs is whether the accumulation of
ussed will alter the patt i
change to be expected in the i ate futurt, Speoitinionel
. immediate future. Specificall i
:; :I(i)z azk hzve the devglopments which have O(L:)curred iz’ 2211115
transfo and decentralized systems, since their inception, so
Sranste ér‘l;lee tl;:se systfems that they no longer engender ;:wo
patterns of change, because the
. , struct if-
itlelllj:nces g.eneratmg ‘them have been removed? The mugjvlerdii
oo g:l:::tm? thus hinges on the extent of convergence which
ok Iflr Olzn at(;:}(: 'betv?'efen the two structures of educational
_ ) elr origins t
A Entervexﬁng i_nteracfilon, 0 the present day — as the product
xamination of the course of change i
: ge in the centrali
g:;;:ii‘:;ahzed systel.ns led to the conclusion that in boi:ie;l ;1]'10%
gress e; zeg'xgentatlo‘n and a progressive systematization had
deve D Ds1 e b'y side since the initial emergence of these
vzrgiﬁlfé h::sti;}l?s melan, t}l;en, that substantial structural con-
Tge en place between them? To a certai
tt;?lafi;zdund(:?bteily the case. From their beginnings I}:I;i: iie
systems have been subject to | -
standardization and to meet iplicity of domans onelr
ior . a multiplicity of demands wi
g;zz;::lziz p;emsmn, by introducing more differentiatioi “:xtlﬂc;
Special h: ion. W%u?n such demands were successfully nego-
et ough political manipulation (and, of course, many Wfre
not) poh'}; ;vng:aecéngu}lly co-ordi;llated by the central authorities
: - changes which were transmi
tion from the top down. S i o it
‘ . Sequentially these added up ¢ i
gl}giﬂzze ps:rsttsem of nt1;1(§1 greater complexity, whors)e Z:vffn :l}lt{)l
ivi permitted this differentiati i -
Givicton s bermi : 1ation of services. Sub-
y mechanism: through j
brohen due the ' gh it levels could be
ycles, cycles into diff i
and branones into cycles, liiterentiated branches
pecialised courses — all with :
trol or co-ordination. Sub-divisi ke st o
rd . -division broke up the stark outlin
of the original systems, whose simplicity reflected t}?:
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limited goals of their founders and the equally limited conces-
sions they had been forced to make to get these systems off
the ground.

In the decentralized systems, the initial phase of incorpora-
tion which brought them into being did not finish there. The
processes of external transaction and internal initiation con-
tinued to generate new developments, in response to the
demands of professional and external interest groups, which
were characterized by their specificity. These took place with
scant attention to the central authorities beyond the need to
evade them and sometimes to propitiate them. Nevertheless,
the summativity of these developments did gradually give way
to wholeness. The integrative role of the central authorities
worked to contain, connect and co-ordinate these anarchic
changes. It reduced the internal chaos and contradiction
between parts in order to increase responsiveness to central
direction and to ensure complementarity between the great
variety of services provided. The move towards wholeness
increased the coherence of these systems, tidying up their
ragged outlines, streamlining their main components, and
simplifying the tangle of provisions which mirrored the diverse
goals which education had undertaken to service over time.

Thus, to stress convergence is to emphasize the growth of
progressive segmentation in the centralized system and of pro-
gressive systematization in the decentralized system. Both have
indeed taken place but they only represent one part of the story.
When discussing the products of change there was also cause to
accentuate the way in which the pair of characteristics which
dominated these two kinds of systems at their emergence has
retained its pre-eminence over time. In other words, it was
important to stress that the segmentation progressively intro-
duced into the centralized system involved no diminution of
systematization or unification. On the contrary, the very in-
troduction of these sub-divisions was planned, orchestrated and
monitored by the central authority, which thus strengthened
its position as the leading part. Equally, the systematization
progressively introduced into the decentralized system entailed
1o loss of differentiation and specialization. On the contrary,

the coherence produced was an ordering of changes already
brought about autonomously by the parts which then retained
their capacity to instigate change independently of the centre.

In other words, not only did the two kinds of system remain
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very different in these struct
which generated these diff ural respects but the mechanisms

o d th erences remained largely int
. con(tiia;;:tgj ;}gfs,t ;:, a‘ppears t’hat the structural fon)c’litio;(s:tf.or
S e ‘stop-go . battern of change in France re-
until the polity manifsts a horougn oy 20 U2leSS and
t(;:;intral controls over education. thefgligg v‘v;]lfmgness —
he system becomes, ciplos are retatoer
¢ . L
' detals at the exponas of comncs 2 th ik ofosing e
i : ntial tasks, o ining i
111n n;:gseelfizxs-t to ‘11{;1?11: every §ituatio‘n, each of wlfligflalllzlsnigtslzsvillf
e s t,;hzl a rigid . framework and, ultimately, of
Pone 5 the Zl\gra!l operation of the whole through its in’lpo-
jonee. D Ievelr - t';lltmn is therefore a matter of urgency. It
on the nature o(; theec::simtlila:t(;;(leocal'authcgities, depend.ing
o : e case, main problems con i
the f;égﬂ:lalsgrg'amzatmn and current operation of t:hec ;1;1111;1111%
ectational st rvut::e can 'be Fesolved. It is at the level of each
o ohmen , It];: only in higher education but in primary and
ceoondar };n do, tit from a clearly defined outline of aims the
contents realitmef ods_ of instruction could be adapted to, the
Rt n?; ‘: the .111-served Population.’! Yet, as the Fifth
St Das 1 t:hsurvwed three potential crises of presidential
Gospitern and.| e syst.:em has continued to stumble onwards
e If) ! e e_edu_catlonal outbursts followed by propitiatory
! fron; ! };are‘ is little ground for expecting any drastic move
substantiatedefstop-go Qattern of change. One of the best
ning ot 10 coxpparatlve generalizations is that no gover-
- € voluntarily renunciates a centraliz, d iona
s ed educational
o %tfst};ix;:ea;e 'fe\::vhs1gns tha-t the leading part is abdicating an:
o decision.m akien centralized systems, it is equally the casz
bralizog e n;n; ; }g powers remain dispersed in the decen-
pral majntaine(i 31 ngland, the three processes of negotiation
A emselves over time and one has not con-
o Y ™ n out.: at the expense of the others, In particular
ot o :aosns;s?:er{t tendency for political manipulation’
actionn oncreas :m ali’l i;lipotr-tance, relative to external trans-
rontad i lation, thus spelling a drift towards
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n decentralized systems, the relative importance of the
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e processes is always subject to temporal variations. The

then if the present principles are retained, -
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important point to stress, then, is that the rough parity between
them has been preserved during the twentieth century as a
whole. Certainly, it is true at the moment that the central
authority would like to exert more control, especially over
higher education. But there has probably never been a time at
which the central authorities in a decentralized system have not
wanted greater control over one level or another in order to
redirect its activities.

Above all, we must resist the strong temptation to endow
the most recent events with a greater significance than their
predecessors. It is undoubtedly the case in England at the
present time, that the centre seems poised to intervene more
roughly at both secondary and higher levels, but this is better
interpreted as one of the periodic reorderings conducted by the
central authorities than as a dramatic change in the nature of
educational control. After all, the 1944 Act seemed at the time
to indicate a great lurch towards centralization, but it was in
fact followed by the most active period of external transactions
and internal innovations which effectively undermined any such
convergence. Exactly the same is expected now, not only be-
cause a legislative act of that magnitude is not even on the
horizon, and the central incursions which have been made
depend upon the endurance of economic recession, but also
because the rights acquired by professional and external in-

terest groups have taken a number of additional steps forward
in the intervening decades since the war.

In other words, both the centralized and the decentralized
systems continue to exert different structural influences on
educational interaction in their respective countries, despite the
fact that some convergence has taken place between them. Does
this mean, then, that they will continue to condition different
patterns of educational change and to produce different kinds
of systemic modifications? In answering this question in the
affirmative, let it be absolutely clear that I am talking about
structural conditioning and not about structural determinism.

There is no logical necessity about this, for neither in prin-
ciple nor in practice is there any factor or force which ultimately
prevents the appropriate decision-makers in both types of
system from deciding to alter the structure of those systems.
Thus, logically, there is nothing to stop a governing elite from
passing an Act which would transform a centralized system into

a decentralized one, hence destroying the conditional influences
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which have reproduced the ‘stop-go’ pattern of change over
time and preserved structuration around a ‘leading-part’. In
reality, however, structures distribute vested interests in their
maintenance and it is the fact that groups do defend these which
makes patterns of interaction and change durable in the long-
run. In our discussion of centralized systems we have examined
numerous political elites with the most diverse ideological
orientations and have found them unanimous in their support
for and defence of the centralized structure, There is not a single
counter-example in which centralization jtself (rather than the
purposes to which it was put) was thrown over by a governing
elite, whether reactionary or revolutionary, which was willing
to sacrifice the political advantages of educational control. It
is because of the endurance of this vested interest that the cen-
tralized system is expected to condition its own maintenance
in the foreseeable future.

Exactly the same is the case with the decentralized system.
Again, logically, the appropriate decision-makers, here the
profession and the external interest groups, could decide to
terminate their independent initiatives and autonomous innova-
tions. Indeed, in our empirical discussion we did encounter
examples of groups which ceased such activities for reasons of
financial hardship and others where these transactions were
repressed or discouraged. However, this was never a systematic
phenomenon, and at the very time that such examples occurred
other groups were taking up these processes of negotiation for
the first time. In other words, the initial structure again invites
its own continuation. There is nothing deterministic about this,
it is simply that, over time, the decentralized structure condi-
tions small, localized changes which intensify the autonomy
which allowed them to occur in the first place. This, in turn,
distributes vested interests in educational control more and
more widely through society and outside the central authorities.
It is the defence of these interests from within and without the
educational system which conditions the endurance of the
‘incremental’ pattern of change and will prevent the central
authority from assuming the position of a ‘leading-part’ in the
foreseeable future.

The lasting structural differences between the two kinds of
system, which still allow them to be characterized as central-
ized or decentralized, mean that the present cycle is not yet
over. In other words, structural conditioning continues to shape
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interaction in different ways in the two systems; interactloxi
itself still follows two distinctive patterns;.and the structura
elaboration which results reconfirms t-he.dlff?rences between-
the two systems which caused one t:hdlii_;mflll:lsal::)etween cen
jization and decentralization in the firs . )
tra"Il‘llf::tothe prospects for change are th.at f1.1tu're.educat1h;)nal
interaction will continue to be patterned in dissimilar fas oxilﬁ
in the two systems, and that the proc}uct's of change twal.
reproduce the main features of centralization or decentr :
ization. The force of this argument rest‘,s on tl}e endut:ance od
differences in the structural conditioning of mteractmx;liaznd
change between the centralized system and the decentralize
syi;eg;position to this, it might be obj ected: tha.t such an argu-
ment neglects cultural factors whose. cqntnbutlon encozraggs
educational convergence. The latter is mcqntestable. T ere is
no doubt that the post-war period has witnessed a grow'lnag1
internationalization of student culture and of pedag((l)glct
approaches: nor is there any doubt that because students,
teachers and academics read the same books, repeat the saﬁne
arguments and respond to the same values the world.o;er, they
thus represent a force for convergence — a force whic p};&;ﬂ es
national systems to address simjlar.problems, to adopt 511t a:i
methods and to accept similar solutions. Nev.ertheless, cultur .
forces, however international they may be, still haye to conten
with the established structures of the different Patxonal.systtlaln%s
of education and the vested interests associated with t e:]rl
maintenance. In other words, the cultural forces for educatlg? )
convergence are working against the structural force_s WT;:1
condition the endurance of different systems of educatloI;:Hz 3
differences between the centralized' and the decent:rt ed
systems of education may ultimately give way, but not 3;1 ,fan
not without tremendous resistance from tl.lose who benefit from
these two different structures of educational system.
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10. Here the distinction drawn between ‘system’ and ‘social’ integration is
the same as that outlined by D. Lockwood, op. cit.

11. ‘Differentiation’ is used by Eisenstadt as a classificatory concept which
refers to the ways in which the main social functions of the major institutions
of society become dissociated from one another, attached to a specialized
collectivity and roles, and organized in relatively specific and autonomous
symbolic and organizational frameworks within the confines of the same institu-
tionalized system. Cf. Eisenstadt, op. cit. As far as education was concerned
it was not dissociated organizationally, symbolically or in terms of roles and
personnel, from various other parts of the historical empires or imperial civiliza-
tions. Educational activities intermingled with others which were themselves
relatively indistinct — e.g., the position of the litterati in China and to a Jesser
extent the Brahmin in India witness to the intermingling of religious, political,
educational and stratificational spheres.

12. Tt should be noted that the unabridged study involved a four-country
comparison of England, France, Denmark and Russia. Thus, the range of varia-
tion was considerably greater than that presented in this textbook edition. The
latter two case studies were omitted here for purposes of brevity and clarity.
However, they are drawn upon at various times to supplement the cases
employed. Their absence here should not be forgotten for the propositions ad-
vanced in the following chapters are not simply induced from the educational
histories of England and France.

2. Structure: education as private enterprise

1. As Gouldner argues, reciprocity must not be assumed a priori, see A. W.
Gouldner, ‘Reciprocity and Autonomy in Functional Theory’, in N. J. Demerath
and R. A. Peterson {eds), System, Change and Conflict, New York, 1967,
pp. 141-69.

2. P. M. Blau, Exchange and Power in Social Life, New York, 1964, ch. 5.

3. Patrick L. Alston, Education and the State in Tsarist Russia, Stanford,
1969, p. 5.

4. Michalina Vaughan and Margaret S. Archer, Social Conflict and Educa-
tional Change in England and France, 1789-1848, Cambridge, 1971, ch. 5.

5. R. Dahrendorf, Class and Class Conflict in Industrial Society, Stanford,
1959; ‘Towards a Theory of Social Conflict’, in Walter L. Wallace (ed.),
Sociological Theory, London, 1969.
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6. See Robert K. Merton, ‘On Sociologi i i
1. : , gical Theories of th - ’
in his On Theoretical Sociology, New York, 1967, p. 60. ° the Middie Range!

1. For amore detailed discussion of this theme see my ‘The Theoretical and

Comparative Analysis of Social Structure’, in Salvador Giner and Margaret S

Archer (eds), Contemporary Europe: 7
Londom, 1675 onrempe ry pe: Social Structures and Cultural Patterns,

3. Ix;ttax’;cftﬁm: competition for educational control
- Ine following discussion utilizes the theoretical framew i
Thef ; ork developed
a;1 earlier joint study of.educatlonal change in two countries before the agve::
of state systems.. Cf. Michalina Vaughan and Margaret S. Archer, Social Con-
}17:;;1 and Educ.atwm.zl Change in England and France, 1789-1848, Cambridge
nﬂ} ch: 2. This earl}er book gives a much more detailed analysis of educationai
conilict itself, especially at the ideational level, and should be consulted as an
gxngpgfoof the l:ex;t);an;led application of the theoretical framework. However, this
s s . . » » ’
cmmtries.p ort of the final consolidation of state systems in the two
g. '[L:Ihix We;er, Basic Concepts in Sociology, London, 1962 p. 117
. s is dis i il i rch :
che i cussed in greater detail in Vaughan and Archer, op. cit.,

4. Ibid., p. 134. S i s Si ! '
Perin, 1990, p;;) Pt ee also F. Vial, Trois Siecles de enseignement secondaire,
5. CL. F. Ponteil, Histoire de 'Ensei, i
> , Histoi gnement, 1780-1964, Paris, 1966, pp. 32ff
on Jesuit attempt.:s to justify and strengthen their educational positior:ll.) )
6. For an estm'late of their extensiveness at the beginning of the nineteenth
;;I;Zur% see H.B. ans,'A Centenary of Education, being the Centenary History
e British and F?retgn School Society (1808-1908), London, 1908.
appo'zl.l tfglei(l:lt fginemxitee on the Education of the Lower Orders in the Metropolis
pote . (Its terms of reference subsequently included the whole
g. (ij ;lr?,.SWard, Victorian Oxford, London, 1965.
- UL J. Sparrow, Mark Pattison and the Ideq ofa Uni 1 i
1967 ch. 3. During the period 1800-50, 25,00 i o o oo g
IV, ) 0 £
10,000 of whom were later ordained. matriculated from Oxford, over
10. A. 0. J. Cockshut, Anglican Attitude.

] 2 s, London, 1959. See also D. Voll
Catholic Evangelicali :  London,
Cath gelicalism, London, 1968 and G. Faber, Oxford Apostles, London,

11. Mirabeau’s condemnation of the Catholi injti

s 4 ¢ definition of French educa-
tionis equally.apphcatfle to the English one: “There is no choice possible betv:r:acean
cfot‘n-ses.m various subject-matters. A single one-way avenue is open to all types
:h mtelhgenf:e'. The ho¥nogeneity which is the result desired, is at the same time
feprecondxtlon f’f this result.’ Quoted by F. Vial, op. cit., p. 48. See also G de'

M1rabe:au, Trauzle sur U'Education Publique, Paris, 1791, .
SOCili. 'Tgle a.nc1ent ‘tongue,s are only useful now to some specific sectors of
o e yé::l . Dfderot, P.lan d'une Université pour le gouvernement de Russie ou
ne education publique dans toutes les sciences’ in Oeuvres complétes

(Assezat-Tourneux ed.) Paris, 1875, p. 441 § 7
Pavte 0g mexed): » P. 441. See also E. Caro, La Fin dy 18 siecle,
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13. President B. G. Rolland, Compte-Rendu aux Chambres Assemblées des
Différents Mémoires envoyés par les Universités sises dans le ressort de la Cour,

| Paris, 1786, p. 60.

14. Cf. Vaughan and Archer, op. cit., pp. 60-79.

15. An admirable contemporary account of the links between clergy and
nobility is found in the polemic by E. J. Sieyeés, Essai sur les Priviléges, Paris,
1788.

16. A. O. J. Cockshut, op. cit.; T. W. Bamford, Thomas Arnold,
London, 1960.

17. P. M. Blau, Exchange and Power in Social Life, New York, 1964,
Pp- 117-41. See also W. Buckley, Sociology and Modern Systems Theory, New
Jersey, 1967, pp. 200-202.

To Blau a group can avoid imbalances of obligations from occurring, in one
of four ways: (a} it can obtain benefits from X by providing services needed by
X in return; (b) it can suppress the need for such benefits; (c) it can obtain these
benefits from a source other than Group X; (d) it can secure such benefits by
force.

In this study we have seen that (a) and (b) are not feasible strategies for asser-
tive groups for they cannot negotiate the scale of educational changes required
nor renounce the need for them because of the continuation of obstructions.
Hence the present study concentrates on strategies which coincide with Blau’s
(c) and (d) for gaining the educational benefits needed. Alternative (c) ‘leads to
the study of competitive processes, of the exchange rates that become established
in social structure and of monopolisation’ (p. 140). These are in other words
precisely the issues examined here for substitutive strategies. Alternative (d)

calls attention to the differentiation of power in society, to organizations in which
it is mobilized and to political processes and institutions. Again these are the
crucial elements analyzed here for restrictive strategies.
18. Ponteil, op. cit., p. 46.
19. G. C. Hippeau, La Révolution et l'éducation nationale, Paris, 1883.
M. Gontard, L 'Enseignement primaire en France de la Révolution & la Loi Guizot,
1789-1833, Liyons, 1959. A. Duruy, L'Instruction publigue et la Révolution, Paris,
1882. L. Liard, L’Enseignement supérieur en France 1789-1889 (2 vols), Paris,
1888. ‘
20. An apathy which led Engels to declare, ‘So stupidly narrow-minded is
the English bourgeoisie in its egotism, that it does not even take the trouble
to impress upon the workers the morality of the day, which the Bourgeoisie
has patched together in its own interests for its own protection’. F. Engels, The
Condition of the Working Class in England in 1844, London, 1892, p. 114.

21. His most important work in this connection is his ‘Plan d'une Université
pour le gouvernement de Russie’ (Diderot, op. cit.). Cf. Tourneux, Diderot et
Catherine II, Paris, 1899; J. Oestreicher, La Pensée politique et économique
de Diderot, Paris, 1936.

22. His most important work in this context is M. J. A. de Condorcet, Sur
UInstruction publique, Paris, 1792. Cf. F. Vial, Condorcet et l'éducation
démocratique, Paris, n.d.; J. Bouissounouse, Condorcet, le philosophe dans la
Révolution, Paris, 1962; F. Alengry, Condorcet — Guide de la Révolution Fran-
gaise, Paris, 1904. See also Condorcet, Sieyés, Duhamel, Journal d'Instruction
Sociale, Paris, 1793.

23. The most important works dealing with education are: Sieyés, op. cit.
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and Qu'est-ce que le Tiers Etat?, 3rd ed., Paris, 1789. Cf. P. Bastid, Sieyés et
sa pensée, Paris, 1939.

24. Although Utilitarianism represented an attack of secular ethics on reli-
gious morals and appealed to an important section of the middle class, this
ideological divide did not ultimately split the Dissenter-entrepreneurial alliance,
Initially the reason for this was restraint on the part of the utilitarians
themselves, who were cautious not to advance overt agnosticism and thus to
antagonize the Dissenting sub-group.

25. ‘Political economy, though its object be to ascertain the means of
increasing the wealth of nations, cannot accomplish its design, without at the
same time regarding their happiness, and as its largest ingredient the cultivation
of religion and morality.” Thus Kay-Shuttleworth signalled the reincorporation
of religion as a form of social control into middle-class thought. J. Kay-
Shuttleworth, ‘The Moral and Physical Condition of the Working Classes in
Manchester in 1832’ in Four Periods of English Education, London, 1862, p. 39.

26. B. Simon, Studies in the History of Education, 1780-1870, op. cit. See
also E. Dolléans, Le Chartisme (1830-1848), Paris, 1912; A. R. Schoyen, The
Chartist Challenge; a Portrait of George Julien Harney, London, 1958; R. H.
Tawney, The Radical Tradition, London, 1964; The Life and Struggles of W.
Lovett (Tawney ed.) London, 1920.

27. The monitorial system was devised by A. Bell and described by him

in An Experiment in Education. Made at the Male (Orphan) Asylum in Madras, '

Suggesting a System by which a School or Family may Teach Itself under the
Superintendence of the Master or Parent, 2nd ed., London, 1809. This system
was used extensively during the early years of the British and Foreign School
Society and thus played a part in middle-class substitution. It was used in
France, experimentally towards the end of the empire and more extensively
during the restoration. There it represented bourgeois anti-clericism and the
attempt to replace the teaching Orders by the state as controller and supplier
of elementary instruction. In Denmark after the Great Commission in 1814 the
King introduced the Lancastrian system in an attempt to break the clerical
monopoly of teaching staff and simultaneously to ‘diminish the burdens that
are necessary otherwise for the organisation of the common-school system’
(Willis Dixon, Education in Denmark, Copenhagen, 1958, p. 56).

28. Cf. Vaughan and Archer, op. cit., pp. 89-92.

29. The main educational plans to come before the three revolutionary
assemblies were those of Mirabeau, Talleyrand, Condorcet, Romme and
Lanthenas, Lakanal, Sieyés, Daunou and finally that of Lepelletier. They dif-
fer considerably in their underlying principles and in the programmes of educa-
tional change advocated. Cf. R. Sevrin, Histoire de ’enseignement primaire en
France sous la Révolution, le Consulat et 'Empire, Paris, 1932; see also H. C.
Barnard, Education and the French Revolution, Cambridge, 1969.

30. This view was clearly expressed by Thomas Arnold and acted upon by
his influential pupils. Cf. T. W. Bamford, op. cit.; J. Fitch, Thomas and Matthew
Arnold and Their Influence upon English Education, London, 1897; J. J. Findlay,
Arnold of Rugby, Cambridge, 1898; A. P. Stanley, Life and Correspondence of
Thomas Arnold, London, 1846.
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4. Structural elaboration: L svet
rgence of state educational systems

the le.n'JI‘?lei is no agsumption that the macroscopic changes d.isrfu-ssed under
Propositions (i) and (ii) are more adaptive, efficient, st.able or legitimate than
their antecedents. Such.concepts can be used to describe or evaluate the con-
sequences of educational change {which may or may not reveal gcrleater
adaptation, efficiency, stability or legitimacy), but they cannot be used as a
substitute for analyzing the processes which produce change or examining the
characteristics which are transformed. ) ) .

2. Cf. E. Despois, Le Vandalisme révolutionnaire, Paris, 18.68,
R. Sevrin, Histoire de l'enseignement primaire en France sous la Rfvolun?n,
le Consulat et I’Empire, Paris, 1932; C. Hippeau, La Révol?ction etl educatzo.n
nationale, Paris, 1883; O. Gréard, La Législation de Uinstruction en France .depuzs
1789, vol. 1, 1789-1833, Paris, 1887; and A. Duruy, L'instruction publique et

7 is, 1882.

" Ril.’oél;il ?Jn:] El;a:cllsain, Le budget de linstruction publique et des éfa{)liss.emenfs
scientifiques et litéraires depuis la fondation de l'université impériale jusqu'a

e is, 1857.

" JzurQs:lcf:‘Zrdlsin L. Liard, L'enseignement supérieur en France, 1 789-1889,
i 88, p. 69. -
2 V0155., g;m 1\7[‘. %/'Saughl;n, “The Grandes Ecoles’, in R. Wilkinson (ed), Governing
Elites: Studies in Training and Selection, Oxford, 1969..
6. M. d’Ocagne, Les grandes écoles de France, Pa.ns-, 1873. '
7. Napoleon quoted by J. Simon, Réforme de I’enseignement populaire,
Panss'..lg.?%elfau, Napoléon 1¢ et Vinstruction publique, Pari§. 1902.
9. A. Aulard, Napoléon 1¥ et le monopole universitaire, Paris, 1911, p. 242.
10. According to Guizot’s aim these schools ‘gn.abled the lower classes of
society to increase their output, to improve their lx.vmg stam:lards a,nd th}ls to
create new sources of wealth for the State’. F. Guizot, E.?‘sals sur Uhistoire et
sur l'état actuel de l'instruction publique en France, Pans., -1816, p- 4 At the
same time this new form of multiple integration was.spe.clflcally designed _by
the political elite to introduce ‘the degree of expansion in popular educat.mn
which the evolution of the occupational structure den_nanded and a stable society
could accommodate’. J. Simon, Victor Cousin, Paris, 1910, p. 1017. ‘

11. See M. T. Hodgen, Workers' Education in England and the Unztfzd
States, London, 1925; M. Tylecote, The Mechanics' Institutes of Lancashire
and Yorkshire, before 1851, Manchester, 1957.

12. Eric E. Rich, The Education Act, 1870, London, 19’_70, p- 63:

13. The Chairman of the Educational League declared at its f(.)undmg meet-
ing in 1869 that ‘what we are going to do is this; by means of this 'Lea.gue and
its branches, we are going to rouse the people — in whom nov:r‘, happily, is placed
political power — in order that we may say to Mr. Forster, *‘Be our leader zlm:
give us what we want; we’ll support you”. ng;gdsl;y J. W. Adamson, Englis

ion, 1789-1902, Cambridge, 1964, pp. -51.
Edlif:uT}?e Report of the Newcastle Commission (1861) had shown that 76 per
cent of children in school attended Church of England.schools. Report of the
Royal Commission on the State of Popular Education in Engl?nd and Wales.
See also M. Cruickshank, Church and State in English Education, 1870 to the
Present Day, London, 1963.
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15. See K. M. Hughes, ‘A Political Party and Education: Reflections on
the Liberal Party’s Educational Policy, 1870-1902’, British Journal of Educa-
tional Studies vol. VIII, no. 2,

16. Typical of this process was the Newcastle Commission’s recommen-
dation that the English voluntary system should continue: equally revealing -
are the reasons Robert Lowe gave for this decision in 1861. ‘In making that -
recommendation, the commissioners, so far as I can understand the case, ex-
press, I will not say the opinion of the whole country, or of philosophers, or
of persons of great powers of abstract thought, but they express the opinion

" of those to whom education in this country owes almost its existence — of those
who gave both time and money to promote education before the present system

Hagen, loc. cit. o -

gs I1;\1118111:oa\I::ryif:g degrees lose something of their distinctiveness l;ail:ld axilit;;)e
nomy. upon incorporation. At the very least they have to cc{lf:ticec‘l:c_a t! Bist e
school inspection, financial accountability and ct'i;e:chﬁr .ce;:;l ::;;1; But the
i s
t of central agencies to undertake such tasks 1 ] or
g;vflllzp:;::ro:ks and their political sponsors to ensure that their composition
is as favourable as possible. . L o35

téd by L. Liard, op. cit., vol. 1L, p. 35. .

52458) Igfa pl(\)/}eo\lfla?l‘glan a.t}:d M. S. Archer, Social Conflict and Educ];ztu:nal

Chanée ir; Er-zgland and France, 1789-1848, Cambridge, 1971. See Chapters

L 8 and 10. . S France, 1800-1967, Paris,
was called into being. If we have spent £4,800,000 in educating the people, private 4 30. Cited in Antoine Prost, L'Enseignement en Lranc
liberality has spent double that sum . . . So long as it is the opinion of those 1968, p. 338.

31. Delfau, op. cit., p. 16.
32. A. Aulard, op. cit., p. 305f.

lesham, op. cit., pp. 12-16. . ]
gz %?eg ';:unton (Il)ommission had witnessed ‘innumerable bodies of trustees

continued in perpetuity, whose schools were submitfi(;,ddto no %ubti}fet::: :lfs Zr;
icial ki i virtually uncontrolled save by :
official kind, whose actions were y e by the termhs o
i these predominantly gl
' Liberal attempts to undermine . ] .

-y to rationalize their statutes and financing, a.nd to exchange p\él;l;c

ort for central inspection and examination, met m'th severe oppos; TA ,-t
SUP:I;s Report frfzm the Select Committee on Education, Science an

(Administration), 1884, p. 399. o
36. Report of the Royal Commission on

i 33274. A. S. Bishop, The Rise of a Central Authority for English Education,

bridge, 1971, p. 262. .
Calg&l'l I‘Eid.,p. 263, quoted from Tke Times, 16 February 1899.
39. Adamson, op. cit., p. 469.
40. Bishop, op. cit., p. 276.
41. Simon, op. cit., p. 103.

who contribute to the maintenance of the schools that the present system is
the right and the best one, so long will the Dbresent system continue ... it is
not the intention of Government to infringe on the organic principles of the
present system.” (My italics.) Quoted by D. Sylvester, Robert Lowe and Educa-
tion, Cambridge, 1974, p. 59. .

17. Thus, a radical like John Bright held that “The fault of the Bill, in
my mind, is that it has extended and confirmed the system which it ought in
point of fact to have superseded . . . it was a Bill to encourage Denominational
education, and where that was impossible, to establish Board Schools. It ought,
in my opinion, to have been a Bill to establish Board Schools, and to offer
inducements to those who were connected with Denominational schools to bring
them under the control of that Privy Council.’ John Bright, Public Addresses,
London, 1879, pp. 201-202. :

18. Eric Eaglesham, From School Board to Local Authority, London, 1956,
p- 52.

19. Brian Simon, Education and the Labour Movement 1870-1920,
London, 1965, p. 158f. The unpopularity of the School Boards with the Tory
Party was exacerbated by the number which, like the London School Board,
were captured by a socialist majority.

20. See E. C. Mack, Public Schools and Political Opinion Since 1860,
New York, 1941.

21. Divide and rule appeared to be the tory strategy throughout the

strongholds,

Secondary Educaﬁon, 1895, vol. I,

last decade of the century when it furthered the aims of the National Associa-
tion for the Promotion of Technical Education (largely inspired by industrialists)
as a weapon against the school boards. The Technical Instruction Act of 1889
and the whisky money encouraged this network at post-elementary level, that
is outside the aegis of the boards. The technical definition of instruction was
thus incorporated into the system and came under control of the local authorities
in 1902.

22. SeeR. D. Roberts, Eighteen Years of University Extension, Cambridge,
1891,

23. V. A. McClelland, English Roman Catholics and Higher Education,
1830-1903, Oxford, 1973.

24. A. D. Hall and R. E. Hagen, ‘Definition of a System’, in Joseph A.
Litterer (ed.), Organizations, Systems, Control and Adaptation, New York, 1969,
vol. II, p. 36.

25. P. 8. Cohen, Modern Social Theory, London, 1968, p. 229.

5. Structure: .
state systems and new processes of change .
ioni, The Active Society, London, 1968. ) )
512. (SJ:e ‘1?43;::2? S. Archer, ‘Theorizing about the Expansm; a(;f E(fl;(gtlc:::}i
: i ) 7 jonal Expansion: eoff, Gro
', in her (ed.), The Sociology of Educatio ] .
sr}:;te;r:;ation in Educational Systems, London and Beverly Hills, 1982
i te diagram on p. 16. . _ ) ’
ESP93013(]:1§’ ;1: Gouldg:er, ‘Reciprocity and Autonomy in Functionalist ’_I‘he(IJ\Ier;
inN J . Dt.amerath and R. A. Peterson (eds), System, Change and Conflict,
67. . . »
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are transformed. Not only does conceptual confusion arise if the two elements
are conflated but also theoretical deficiencies result which weaken explanatory
power. First, the individualistic error of reducing all statements about political
structures to statements about political groups (A. F. Bentley, The Process of
Government, Cambridge, Mass., 1967, p. 257, coined the phrase that where
politics are concerned ‘when the groups are adequately stated everything is
stated’) leads to a complementary neglect of the structural bias exerted by the
political system itself, whose extensiveness, openness or hierarchical nature are
essential to account for why ‘some issues are organized into politics, while others
are organized out’, E. E. Schattschneider, The Semi-Sovereign People, New York,
1960, p. 71. Secondly, elite relations and activities cannot themselves be
understood without reference to the framework of government (David Nicholls,
Three Varieties of Pluralism, London, 1974, p. 24, said, ‘group structure and
activity in a particular State can be understood only in the context of the whole
“political system’ ’). Factors like the method of attaining elite positions, the
scope of elite action, the machinery at their disposal, the checks limiting their
freedom of decision-making, all depend on the prior existence of a state
framework which canpot itself be explained in terms of interaction among con-
temporary elites. Conflating the two usually constitutes a denial of the indepen-
dent influence of the political structure and always precludes analysis of the
interplay between structures and elites which is essential to an adequate theory
of political manipulation. '
8. More detail has been sacrificed in abridging this chapter than in most
others. For interaction in twentieth-century England see SOES, pp. 472-612.
9. For a more detailed discussion see SOES, pp. 472-78.
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APPENDIX 1

Extended diagrams of interaction in
centralized and decentralized systems

The two diagrams which follow represent expanded versions
of Figures 4 and 5 (Chapter 5) and form the basis of the patterns
of interaction discussed in Chapter 6. The expanded diagrams
break up each of the three basic categories (governing elites,
professional and external interest groups) into sub-divisions and
show the kind of interplay which can take place between them
in the course of educational interaction (see Chapter 5, note 5).
The sub-units (I-1, I-2, 1-3//P-1'/E-1') which figure in them do
not represent specific social institutions, actual political parties,
or particular professional associations. Similarly, the relation-
ships depicted do not portray current events in any given
society. Each such relationship is illustrated once only, for
clarity of presentation, and then only if it is a fairly common
occurrence.

Neither of the diagrams approximates to models of empirical
reality. The latter would be numerous and varied in their actual
patterning of relationships over time: in any society at any
given point in time, some relationships may be found in greater
profusion than shown here, while others may be lacking
altogether. Instead of modelling empirical reality, the two
diagrams are intended to be of heuristic and theoretical utility
in understanding the patterns of interaction common to all
instances of centralized and decentralized systems respec-
tively. Without stylization and abstraction there would be little
possibility of generalization and theory formation. However, a
few practical examples of the relations depicted follow the first
diagram in order to show the kind of flesh which covers its
bones.

N9
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224 APPENDIX 1
DIAGRAM 2
: . s tralized system.
] ] DIJ'\GR'AM 1 . Educational interaction in a decentr )
Educational interaction in a centralized system <
N
P1 P2 P3 o P2 P3
I
arena
Political
decision-
El L1 making erena A2
Al Central L‘(’;;I
E2 G1
(=] 4] A
Educational
N
Il
El
M | —> Educational change & 12_|
N
| |E i
KEY | B/
P =Political party or faction
I =External interest group ‘ 14 A
A =Advisory committee or council ‘ 1 | E4 I ¢
“E =Professional interest group > )
M =General public
. M
Patterns of interaction — illustration ) . General >
« Public >
El1-p1 A teachers’ union affiliated to a political party, €
El — A1 Educational advisory committees to government with
strong professional representation.
E3 — 13 — p3 The alliance between denominational teachers, their :
church and a sectarian political party, KEY . ittee
E4 Internal initiation to advance professional interests. . faction A= Advisox:y council o:. c;almml
I1 —P3 A trade union or business federation affiliated to a poli- P =Political party or . E =Professional educatio
tical party G =Government body or autthontg' interest group
. s abiEaTEs interes 3
I2—-M—-E2_p; A pressure group of an agricultural organization, farm. I =External institutional in M =General public
ing parents, rural school-teachers, and a political party group
sponsoring agricultural interests.
I4 External transactions between industry and the private
sector of education.
M — Pi1, P2, P3 The general public voting, mandating or otherwise in- J
fluencing political parties or factions.
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