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ABSTRACT

This dissertation is concerned with the relationship between a
state and its public education system. It is based upon the
premise that the system in England and Wales is inherently
rooted i N its nineteenth century past and that recent
educational policies have only served to strengthen this fact
rather than reforming the system to give it more relevance for
a society about to enter the twenty—-first century. This

orientation serves to perpetrate epistemological, socioloqgical,

economic and vocational perspectives which are more appropriate
for the nineteenth century than for our own times. The
dissertation makes the point that educational policymaking at

the end of the twentieth century in England is based on

outmoded thinking, outdated concepts of statehood, society, the
relationship between citizen and state, knowledge and,

therefore, education itself.

The thesis concerns itself with a comparative overview of the
development of 'statehood' and a consideration of the notion of
'ideology'. It examines the ideological sources and development
of education in three historical settings. This is followed by
a detailed examination of the sources of the national system of
education in England. The current educational climate i &

considered in the |light of developments since the enactment of



the leqgislation of 1944. This is centred upon a close study of
the parliamentary debates which preceded the Acts of 1944 and
1988 which clearly demonstrated that the educational agenda, in

political terms, is still dominated by nineteenth century

thinking, not the least important aspect of which is religion.

The conclusion argues that, with the advent of postmodernism, a
new relationship is needed between education and the state.
Indeed, the whole structure and methodology of education wil|
need to be re—-worked to take advantage not only of the new

means of understanding available, but also of the new

understanding of knowledge itself.



Introduction

At the outset of this study | was concerned with the
implications of the reforms which had recently been introduced

through the 1988 Education Act. My focus was a narrow one.

Close scrutiny of the debates in both Houses of Parliament

inevitably widened that focus as | perceived that the roots of

this legislation did not only lie in the open ideology of a
Party driven, at the time, by the excesses of the 'new right!',

but, more than that, in a complex web of less overt influences.

The search for a definition of these influences became the
driving force behind this thesis. In many ways, the radicalism
of the Conservative agenda through the Thatcher era
chrystalised and clarified many issues for me, for it threw
into sharp relief the reality of the dogged persistence of the
ossitfication of popular perceptions of education in a late
nineteenth-century guise. Issues which | had presumed to be
per ipheral and belonging to the extreme I found to be important

and prominent factors in policymaking.

Most interesting of all was the fact that | concluded that the
enormous wave of educational emancipation which had thought to
have washed over this country, especially in mid-century, had
not entirely damaged the sea-wall of privilege and hierarchical

differentiation as might be assumed.

The religious dimension, [ discovered, | S still highly
dominant. This thesis implies that this is not because of
religion itself but, more subtlely, more concerned with the
Church as an instrument of state. That the state education

system is concerned with the coercion and contro! of the
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citizenry is well—-documented and difficult to deny and, in ail

probability, this 1is a logical and inevitable necessity to
maintain an ordered society. Upholding the prominence of
religion Iin the education system, through its legal status and
the compulsory inclusion of religious education within the
Nat ional Curriculum, may have I|ess to do with Christian

evangal ism than a concern to deny the reality of an uncertain

statehood.

This ever—broadening focus of my research led me to consider
the very rationale of the schooling system per se. Inevitably |
found myself poised on the near outset of a new millenium
speculating on future developments. The retrenchment towards
the educational structures of a previous era are totally
incongruous in relation to the needs, both of the individual
and the state, of the twenty—-first century. What is clear to me
now is that the mechanisms which have drawn the system back
towards the class-bound mode!, circa 1904, are wide and more

deeply embedded in the wvery concept of statehood itself.

Whether this model will withstand the certain scientific and
technological transformations about to be witnessed in the new

century remains to be seen.

Richard Hoyle

LLondon
October 1%¢5



1. EDUCATION AND 'THE STATE'
a) The Concept of Statehood
It would be a wrong assumption to believe that the involvement

of the state in education is a recent phenomenon. In terms of

centralised policy-making, funding, assessment and testing of

academic standards, the involvement of government in this
country and the rest of Europe s a recent development.
However, the connection between education, diverse and

differing systems of schooling, and the state is intricately

and intimately bound together and extends back in time to the

civilisations of the ancient world.

Educational activity cannot take place oblivious to the value-

systems operative in the prevailing contemporary culture and so
it is, ipso facto, a moral concern and, implicitly, a political
one. It is in this sense that the education of future citizens

(and other categories of populations) has been of natural and
legitimate concern of governments, whatever their philosophical

and political character.

The relationship between state and education has been one of
reciprocal influence. The education of the individual has
helped fashion that individual's outlook upon the state and
its prevailing values, and these values have informed the

content of the educational programme itself. Thus, education is



involved with the inculcation of 'citizenship', which renders

it a political, as well as a moral, activity.

In order to further understand this relationship it will be
necessary to examine the concept of 'statehood', in both
general terms as well as with specific reference to the British
state.

Dyson (1980) has referred to the concept of the state as being

"a category of mind" (p 3). Certainly, the notion of statehood

is a complex, almost etherea! one, elusive to define because of

differing historical and cultural perspectives.

In this country the idea of statehood is not as strongly

established as it is in much of the rest of Europe. This is
because the state as an institution has played a less
conspicuous role in Britain than, say, in France where the

violence of revolution and the uncertainties of periodic
constitutional upheaval have created a close fusion between the

concept of 'state' and 'community' (ibid. p 129): and also

because:

"In the absence of the idea of the state as a
cultural symbol the emphasis falls on the Crown
as the focus of shared rituals and ceremony,
pomp and theatricality."

(ibid. p 248)



The United Kingdom | S far from 'uni ted! as resurgent
nationalism in Scotland, Wales and Northern Ireland attests,
not to mention the fervent regionalism of Cornwall and, to some
extent, some areas of the north of England. A national identity
may be portrayed as ‘'English' or 'Scottish' but perhaps not as
commonly or easily as 'British'. In cultural terms the notion

of 'British' is rather ethereal and nondescript.

Dyson (op.cit.) suggests that the notion that sovereignty
exists in the Crown—-in—-Parliament has shifted the focus in
Britain away from the state towards society itself, with its
overtones of privilege and exclusiveness (ibid. p 250). 1t

could be added that the frequent demands for Scottish and Welsh

assemblies of some kind, not to mention the Irish situation,

weakens the very concept of 'Britishness'. [t must not be
over |looked that the 'national' curriculum introduced in 1988
was modified for Wales and Northern Ireland and had no
relevance for Scottltand. There IS, therefore, official

recognition that considerations of the relationship between

state and education in Britain is a plural concept.

In this country there is a lack of clarity between concepts
such as 'state', 'nation' and 'society' which fails to
differentiate their distinct meanings and implications (Benn

and Peters 19259, p 251).,



It is important to bear in mind this C(hypothetical) British
view of 'the state'. The distinction between 'state' and
'society' and, indeed, 'state' and 'sovereignty' is crucial to

any understanding of the marked politicisation of educational

policy—-making since the mid—-1980s. The state is not a tangible
object but rather "a system of rules, procedures, and roles

operated by individuals!" (ibid. p 253). However, the conflict

between | iberal individual ist theories of the state and
advocates of a social interventionist state has had a distinct
effect wupon education as the social state created in the
consensua } climate of post—war reconstruction has been

dismantled and a new order, based on individualism, promoted
instead. The re-positioning of the Labour Party under Smith and

Blair in the 1990s, and the emergence of 'New Labour',

characterises the extent of this shift in the body-politic to

the centre-right.

The mixed metaphor of Thatcherism, with its duplicitous and

contradictory offering of the strong state and the empowered

individual, reflects a long tradition in this country of a
reticence to allow the state to impinge upon individual |iberty
- the concept of a 'free country' is deep-rooted in Britain. It

could be argued though that it also reflects an acquiescence
towards the authority of the state simply because the state s

seen to be democratic, through parliamentary representation,



even though it is infiltrated by class division which tempers

attempts to achieve a chimerical community of equal citizenry.

Social order is created through the idea of statehood. By
legitimating and institutionalising power, order can be
maintained without the use of force or violence. In a liberal
democracy statehood imposes consensus through democracy

(although a Marxist stance would claim that such democracies
are il lusions, merely maitntaining class divisions and
privileges) and the apparatus of state, including educational
institutions operated by the state, exist to help preserve this

consensus through the transmission of cultural values. It

could be argued that the radical! changes within schools (as
well as further and higher education) imposed since the mid-
1980s are associated with changes in the perception of the very
concept of the state itself. There are those who would say
that the devolution of power to schools through local
management schemes is a reflection of the gradual dismant! ing
of the welfare state and the rise of self-help individualism.

There are those, though, who would interpret such reforms, as

wilil be seen, in a completely different way (see Chapter 4),.

It could be perceived, for example, that schools were failing
in their role as transmittors of cultural values by endorsing,

or at least failing to stem, tides of social upheaval rippling



through the 1960s and 1970s and, again, in the mid-1980s.
Certainly, the leftist—-activists of the National Union of

Teachers did little to dispel this notion.

The concept of statehood is a comparatively recent phenomenon.

[t has emerged since the general demise of absolutism and the

rise of |iberalism which began in western Europe in the
seventeenth century. [t is important to recognise that
although there has been, to a |arge degree, a |inear
development of theories of the state, which will be briefly
outlined below, there is no agreed ideal. Even with the

apparent col lapse of European socialism and the overthrow of

communism in the west there still exists a virile debate
between left and right, and the legacy of feudalism,
nationalism and imperialism, together with the experience of

soclal sm within a communist framework, have ensured a

continuing plurality of ideas and manifestos relating to state
development. Inevitably, this struggle has left its mark upon
education as systems of learning have attempted to relate to
the battle of ideas and the, often turbulent, ascendancy and

demise of political tides.

In addition to its relative novelty, the concept of statehood



is also difficult to analyse because of its multi—-dimensional
nature. Statehood is more than mere territory and national

identity, it is also representative of:

"a body of attitudes, practices and codes
of behaviour, in short civility, which we
associate correctly with civilisation."

(Vincent 1987, p2)
A 'state' is, at least, an organised public power and it can be
argued on that basis that 'states' have existed in western

Europe since the evolution of the city—-states of ancient

Greece. The democratic basis of many of these city—states,
albeit of a crude and incomplete nature, provided a gquarantee
of a free citizenry. It will be seen that the philosophic

debate about the role of education within the state was

enjoined by the leading Greek philosophers such as Plato and
Aristotle and that the influence of their i1deas has been

significant and enduring, not the least, on education itself.

Roman city—-states were based on aristocratic power rather than

democracy but the Romans developed a systemised code of |law

which, as Stuart Hall matntaitns, helped:

"to establish the distinction between 'state!
and 'society', or between the public
(pertaining to the state and public affairs)
and the private (pertaining to relations
of private association, 'civil society',



and the domestic life of the patriarchal
family) . "
(in McLennon, Held & Hall, 1984, p 3)

The classical states of Greece and Rome contributed conceptual

and structural I1deas about the organisation of peoples under
the authority of a public power which still have a fundamental
influence today. One such principal development of classical

times was the emergence of a perception of the importance of

morality tn the sense that:

"(The) critical rejection or acceptance
of custom or law is what is distinctive
of morality..."

(Benn & Peters 1959, p 26)

The teaching of morals was the focus of the curriculum of

classical Athens and of prime concern to Aristotle, as will be
seen. The assumption that education, by its moral content,
will, in itself, create a loyal citizenry is a universal and
enduring theme. It will be seen how this point has exercised

the mind, and the passions, of politicians in England since the

middle of the last century to the present day (Chapters 2 and

5, tn particular),
The development of trade and military conquest brought an
interchange of ideas between differing societies which, in

turn, challenged people to question and reflect upon their own



system of values. Inevitably:

"Men began to proclaim that, whatever their
civic allegiances, there was a bond between
them as reasonable beings."

(ibid.)
This concept led to the development of a code of |aw
characterised by moral rule which '"should be regarded as

universally applicable and rationally acceptable to the

individual'! (op.cit. p 27).

The eventual triumph of Christianity in the Roman Empire
corrupted this rationalist approach. Theology imposed a new
order which was based upon God's rules, as interpreted and

propagated by the Christian papacy. |f education is concerned

with the pursuit of truth and the revelation and understanding
of reality, then the Church, as the sole fount of education
until the modern age, peverted the direction and definition of

educational development from Roman times. Its position as an

arm of government, through Iits established status in England,
has further complicated the relationship between education and
the state since that time and through to today. It will be seen
that the established Church in England has contributed
significantly to educational pol icymaking throughout the

nineteenth and twentieth centuries (Chapters 2 and 5).



Feudalism, which emerged in the ninth century, was a
decentral ised model, where power resided in the hands of the
local aristocracy whose authority derived from their ownership
of land and people. In England the monarchy was stronger and
more unified than in many other European countries and a chain
of obligation and obeisance existed from the king, through the
aristocratic strata, to the serf. Towns and <cities fell

outside the mechanism of feudal ism because of their independent

'charters'. Their social and political structures were
dominated by trade and financial systems. In addition, or,
rather, paral lel to this feudal network and municipal
organisation, was the Church. Through a common acceptance of

'the divine right of kings' the Church exerted a continuing
influence on secular power structures which was often the cause
of tension and brooding rivalry between church and state.
After the Reformation in England church and state were fused
together in the monarchy which, from the mid-sixteenth century,
exerted absolute power within a clearly defined absolutist

state structure.

The evolution of the absolutist state, which found its
strongest European exemplification in England and France in the
seventeenth century, arose from the absolutist theocracy of the
papacy . The Pope was God's chosen representative on Earth and

thus was omnipotent and omniscient. This inevitably led to



tensions between the authority of Catholic Christendom in Rome
and its many emerging nation—-states ruled by kings who declared

themselves to have 'divine right'.

The era of absolutism was founded on the premise that the state
could quarantee order, legality and justice through the
sovereignty of the king; the theory of property which held that
all belonged to the king (including people); the fact that the
king had a 'divine right' to govern Iin absolute terms; and

through the acknowledgement that the king 'personified' the

state ("L'Etat, c'est moi." Louis XIV, 1655).

Vincent (1987) suggests that:

",.,.it is important to realise that the
impersonal State of the twentieth century
originated in the personal State of the

sixteenth century."”
(p 51)
Although absolutism was succeeded by new developments which
sought to re—affirm democracy and curtail the unlimited power
of the monarch and, thereby, the state itself, it is clfear that

many of the central precepts of absolutism:

", ..became deeply embedded in legal theory

and practice and still underpin some of our
vocabulary on the state."

(ibid. p 76)



This is a very cogent point in contemporary analysis of
developments in the relationship between education and state in
Britain from the mid—-1980s onwards. Measures which have been
deeply unpopular and discredited within the education

profession have been enacted by a Government secure in i ts

authority and legitimacy, and in the near certainty that they

will be implemented by professionals who accept the authority
of the state to enact the measures but who, in many cases,
oppose the measures themselves, The absolutist state has not

entirely ceased to exist.

Despite the establishment and development of some key concepts,

the modern notion of statehood, in general terms, did not beqgin
to <crystalise until the power of absolute monarchy was
chal lenged. In England this occurred in the seventeenth

century, and in France in the eighteenth century.

It was Thomas Hobbes (1588-1679) who first influenced European

thought with his desire '""to make a more curious search into the

rights of states and duties of subjects", Hobbes was,

according to Held (1983):

"a point of transition between a commitment
to the absolutist state and the struggle of
| iberalism against tyranny."

(p 3)



Hobbes was concerned with the maintenance of order. He
explored the question of the necessity of the state and its
form. In his writings Hobbes concluded that there had, for the

maintenance of order, to be a sovereign state whose rute and

will was absolute but whose authority was conferred by the

people.

Hobbes did not |ive to see the 'Glorious Revolution' of 16488,
although he witnessed the developments which led to the Civil
War and the establ ishment of a Parliamentary Commonweal th. The
deposing of James Il led England towards a more |iberal and
constitutional evolution mainly as a result of the demands of
the aspiring classes connected with the period of agrarian and

early industrial capitalism (Hall 1984, p 10).

Constitutionalism arose from the effects of the declining

significance of monarchy. The term implies some
diversification of authority and thus a Iimit to it. The state
is seen as ''the guardian of constitutional order'" (Vincent

1987, p 79). Constitutionalism is a system of in-built checks

and balances on power and, although it heralded the rise of

liberalism in this country, it was not in practice a quarantor
of democracy. However, the events which culminated in 1688,
and the accession of William and Mary to the throne, secured

the ultimate victory of parliamentary supremacy and the



beginning of the burgeoning of |iberal democracy which has

maintained its influence to our own times.

Benn and Peters (1959) make the point that the idea that valid
law might be <created by an act of will "and not simply
discovered by an act of understanding" was a revolutionary one,
and that without it '"the modern theory of the state could
scarcely have emerged" (p 257). The importance of this lies in
the fact that through this idea the pre—-eminence of political

authority is established. Thus:

"The law—making state became the source of
legitimacy for all other forms of social
organisation; as the locus of sovereignty,
it was unique."

Cibid.)

John Locke (1632-1704) claimed that 'the state' was the sum of
individuals which existed before the state was establ ished.
States were established to guide society and could be revoked
i they were perceived to be failing its subjects (as happened
in 1688). Individuals had natural rights, granted by the |aws

of nature, and thus sovereign power resided naturally in the

people themselves. Governments only ruled and their legitimacy
was sustained by the will of the people. Held (1983) says:
"Political activity for Locke is instrumental: it

secures the framework or conditions for freedom so
that the private ends of individuals might be met
in civil society. The creation of a political

_18_



community or govermnment is the burden individuals
have to bear to secure their ends."

(p 13)

The state has a moral basis of supremacy because it alone is

concerned with the 'common good' above sectional interests.
Defining the 'common good', however, is problematic to say the
least. Government policies which were meant to benefit a

particular section of society would be criticised, as many
educational policies often are, for example, on the grounds
that sectional interest was being implemented at the expense of

public interest. But is it possible to realise the interests

of everyone” Benn and Peters(195%9) suggest not:

"Political problems very often demand a choice
between conflicting interests. And though there
may be good reasons for a given choice, it can
rarely be one in which all interests are
harmonies in a transcendent interest..."

(p 272)

They suggest, instead, that policy-making can be approached "in

a spirit of impartiality" (p 273). This is a weak argument.
Governments are rarely able to act' in the general interest
without reference to philosophic conviction, a perception of
popularity with the electorate and the timing of the next
general election, and the views of those who fund the Party
machine. As will be seen (Chapter 4) the educational reforms in

England in the 1980s derived from the ideological convictions



of the new right and it is clear that they mainiy benefitted a

particular section of society.

Locke's ideas formed the basis of much political constitutional

development in the nineteenth and early twentieth centuries.
In Britain his ideas developed movements towards the right of
individuals, popular sovereignty, majority rule, the division
of powers within the state, constitutional monarchy, and a

representative system of parliamentary government <(op.cit. p

14) .

One can see connections between lLocke's advocacy of individual
freedom within a strong and secure state and the basic tenets
of 'Thatcherism' in the 1980s. Elements of Constitutionalism
and Absolutism have become bedfellows as the British state in
the closing years of the twentieth century grapples with the

dilemma of declining economic prosperity and aspiring social
demands. Vincent (1987) makes the point that:
"Neither the Labour Party nor Conservative theorists

have really attempted to articulate a theory of the
state. The old latent distrust of the state has crept

into both ideological traditions. We are now left with
the inevitable crudity and ignorance of those, who,
within the confines of a powerful state, call for

'something' to be rolled back."

(p 118)

...20_..



Locke's ideas were further developed by Jeremy Bentham (1748-
1832) and James Mill (1773-1836). Their espousal of !'liberal
democracy' rested on a central claim that there must be |imits

on legally sanctioned power.

Government was to be accountable and charged with the task of

securing the greatest happiness for the greatest number of
people. People should be free to engage in and enjoy their own
interests while the state acted as umpire ensuring that the

conditions for this to take place were maintained and developed

(this was certainly the central tenet of the Conservative
administrations between 1951 and 1964, for example). To this
end the state had, above all, to provide defences for the

nation and to promote the conditions for the free market and

free exchange.

This 'laissez—-faire' model of government was counter—-balanced
by an advocacy of state intervention In areas which would
undermine the happiness and well—-being of the greatest number.

David Held cites law and order as a prime example:

"The enactment and enforcement of law, backed
by the coercive powers of the state, and the
creation of new state institutions was
legitimate to the extent that it upheld the

general principle of utility."

(in McLennan et al., 1984, p 44)



This is an argument familiar to anyone who is acquainted with

the rhetoric of the Government throughout the 1980s and it is a

factor of 'Thatcherism' which will be dealt with later (Chapter
4) .
John Stuart Mill (1806-73) sought to further develop ideas of

| iberal democracy by addressing issues related to the autonomy

of individuals. The only acceptable reason for state
intervention, he suggested, was to ensure the protection of the
citizenry from harm. J.S.Mill advocated the promotion of a
society where the individual could be assured of free
deve lopment in  all aspects of endeavour. Representative
government created conditions favourable to both I|iberty and
reason, for the electorate were then free to choose their

rulers based on periodic critical reflection.

The creation of representative government, which began to be
implemented effectively in this country from the passing of the

Reform Act in 1832, was, to some extent, an attempt to overcome

the problem posed by the logical tension between a 'sovereign

state' and a 'sovereign people'. The state enacts the law and
has juriédiction over its peoples, but it is the people
themselves who confer this authority on the state. The

development of universal suftfrage and a system of parliamentary

government which requires a government in power to submit



itself to the electorate within five years of assuming office
goes some way towards investing people with a share of national
sovereignty. This concept of balance between ‘'strong' state and
'free' individual is central to any understanding of modern

Conservatism (see Chapter 4).

It can be seen that |iberal democracy has drawn upon key
concepts from many stages of the development of statehood since
classical times. It contains elements of absolutism with
|l iberalism and therein lies its fundamental tension. It is
inevitable that suppressed hostilities on the part of some of

its peoples will surface from time to time against the state

because democracy implies that a minority of people will be
dissatisfied with the decisions of the state. (One might note
that the Conservative governments elected in 1979, 1983, 1987

and 1992 in each instance did not secure over 50% of the

popular vote).

Since 1979 the State, through a succession of Conservative
governments, has been highly interventionist in state education
and it has been active not only through the structural and
organisational changes it has imposed, but also for ideological
reasons. The power of the GState has been wielded to impose

pedagogical changes which have been openly and consistently

criticised by educationalists and teachers because of their



brazenly ideological overtones. Clearly, in a |iberal
democracy, government intervention is acceptable in order to
ensure the protection of people against 'harm!'. Claiming that
certain classroom methodologies and epistemological selections

are harmful to children is contentious at least, and certainly
value—-laden, and brings into question the issue of ideological

influence upon educational policy—-making.

Many would say that this interventionism is acceptable because
state schools exist to promote the values of society which are
legitimated by the authority of the state. This idea has

credence, of course, in the historical intervention of the

state in the development of schooling. As Dyson (1980) says:

"The close relationship of both the theory and
the practice of education to the idea of the
state found its expression in a moralistic
pedagogy that stressed the authority of the
teacher as the interpreter of the great moral
ideas of his time and the community's need for
rigorous 'binding', for soctal discipline and
'collective forces'."™

(p 94)

The rise of the corporate, impersonal and seemingly uncaring

state has been concurrent with the demise of the family which:

"'was once a multi—-functional organisation within

which men and women found their work, amusements,
and religion under patriarchal government: but
nowadays...its functions have dwindled to |little

....24...



more than the requtation of sexual relations and
the procreation and care of children."

(Benn & Peters 1959, p 256)

This fragmentation of social hegemony has put in question a
once natural assumption of allegiance to the state through the
mani festly manageable scale of a society based upon indigenous
family structures but since eroded by the effects of Fordism,

multiculturalism, and pluralistic and competing value systems.

Thus, the importance of schools as instruments of state

apparatus cannot be overlooked. Take, for instance, the role of

the education system as a mechanism of vocational
stratification and al location. [ t | S the state which
establ ishes and controls the mechanisms of examinations and,

thereby, access to positions of authority and influence and it

is the state that has a vested interest in the promotion of

social hegemony, made less certain since the erosion of common

secure family structures. The school's role has been augmented

by this decline in the strength of the family - its pastoral,
mentoring role strengthened - and, therefore, its usefulness to
the state, keen to sustain social hegemony, intensified. The
relationship between the state and its education system
becomes, therefore, ever more important. [t could be arqgqued

that one of the reasons education has risen so rapidiy to the

forefront of the general political agenda in the 1980s and
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1990s is simply the fact that this point has been more widely

recognised.

The ‘'nation—-state', based upon a unity of culture expressed

through a common language and literature '"and a feeling of
loyalty for a common land" (Dyson 1980, p 129), has been
bolstered by a national curriculum which insists that pupils
should know about Tudors and Stuarts but "merely nods in the

direction of cultural pluralism" (Kelly 1990, p 98).

Cltearly, the rationalist approach towards law making and
enforcement developed by the Greeks and Romans is far removed
from that evidenced in educational policy making in England in

the closing years of the twentieth century. Reason has been

supp lanted by rhetoric:

"the del iberate use of language to Iinfluence

the attitudes and values of others, to persuade
by devices other than rational argument, to

obfuscate realities..."
(Kelly 1992, p 136)
and through the blurring of logical distinctions, the use of

emotive language, the use of metaphor and argument from analogy

(op.cit. pp 136 - 144), the power and authority of the state
has been utilised in a manner which has |ess to do with
democracy than sectional political ideology.



In historical terms it is clear that the replacement of simple

social! structures (citizen / slave) by complex social infra-—
structures encompassing political, demographic, multicultural,
multi—-faith and economic factors is going to generate a

different educational demand from that, say, of a rhetorical
debate at a Greek gymnasium for the sons of free Athenians, but

it is from the Athenian rationalist model that the 1988

National Curriculum takes its source.

In briefly reviewing some comparative models of state
involvement and interaction with education it may be possible
to unearth some common factors which will help illumine the
development of public education in England. But first, having
explored the notion of ‘'statehood', it will be prudent to

similarly focus upon the concept of 'ideology'.



b. Notions of ldeoloqy

[f it is difficult to define the characteristics of the British

state then it is not difficult to appreciate the related fact

that there are competing and conflicting ideologies at work in

Britain and, indeed,throughout western Europe. One only has to

see the painful and protracted arguments abounding as the

FEuropean Union contrives to hammer together some semblance of
unity to realise that there has been born no certain and clear

legacy to ftollow post—-imperialist nationalism. This creates a

dilemma for public education because education, being a process

which is concerned with the selection of values, is, as we have

seen, a political activity. Michael Apple (1990) points out
that.:

"educators could not fully separate their
educational activity from the unequally
responsive institutional arrangements and

the forms of consciousness that dominate
advanced industrial economies | ike our own."

(p 1)

Hierarchical societies imply that schools will be involved in

the mechanisms of social and economic mobility, wvocational

selection and the reproduction of the division of l|labour

(op.cit.) Clearly then, schools are bound up in the pursuit of

ideological aims which are determined by factors associated
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with the cultural, economic and political wvalues prevailing at
a given t ime. This will be clearly seen in a later

consideration of educational mode |l s N ancient Greece,

Revolutionary and Napoleonic France, and Soviet Russia

The role schools fulfil in the reproduction of an unequal!

society through the transmission of (selected) culture is an

issue which has been well researched (Pierre Bourdieu in
France, and Basil Bernstein and Michael Young in England, for
instance) . Michael Apple in the USA has made an extensive

study of the ideological functioning of schooling since the
late 1970s and his consideration of the nature of ideology is

particularly helpful.

I £ s essential, Apple maintains, to be aware of the

sophistication of the whole concept of 'ideology':

'"What ideology means is problematic usually.
Most people seem to agree that one can talk
about ideology as referring to some sort of
'system' of ideas, beliefs, fundamental
commi tments, or values about social reality,
but here the agreement ends."

(p 20)
The problem depends of the perceived scope and function of
ideology which, Apple suggests, can have several

interpretations.
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Ideology can be concerned with specific occupational issues,

broader political programmes and social movements, or with
comprehensive world views and outlooks. Such differentiations
of scope, from the narrow to the universalistic, can be

characterised by one of two basic functional determinants. The
first is a desire to promote a form of false consciousness
"which distorts one's picture of social reality and serves the
interests of the dominant classes in a society!" (ibid.), and
the second promotes systems of interacting symbols '"that
provide the primary ways of making otherwise incomprehensible

social situations meaningful’ (ibid.).

The first model is the least attractive. It is a Machiavell tan

construct, a means to political ends, which many would argue is

exemplified by the Thatcherite rhetoric of the 1980s (Kelly
1990, and Ball 1990, for instance). This suggestion is given
further credibility if one agrees with Apple's assertion that

i deo logy is wusually taken to have the following three

distinctive features:

'legitimation’ — the justification of group action and
its social acceptance;

'power conflict' - between people seeking or holding
power ;
'style of argument' - a special rhetoric.

(Apple 1990, p 22>



Al l three features are evident i N the manoeuvring of
Thatcherism in the 1980s, none more so than in the rhetoric
emp loyed. Through cleverly constructed and delivered rhetoric
the ideology of the right assumed ascendancy over that of the
left in populist terms. Thus, the reforms in education,
culminating in the 1988 Act and in further consolidating
actions afterwards, were given legitimacy through the power of
rhetoric which minimalised effective opposition because the
rhetoric masked reality, in terms of popular acceptance. As

Kelly indeed says, '"we must separate the reality from the

rhetoric!" (Kelly 1990, p 53).

The 'socialisation' tradition, which questions the selection of

school knowledge and views schools as having a social mechanism

function, has been usurped by the 'achievement' model, one
which | eaves schooll knowledge unexamined and supposedly
neutral. The National! Curriculum imposed by the 1988 Act has

ratified the enduring domination of high—-status knowledge and
despatched areas of curriculum to the periphery, ¥ not

oblivion, which posed challenges to establishment values. The

stratification of knowledge mirrors the stratification of

society. As Apple says:

"One major reason that subject-centred curricula
dominate most schools...is at least partly the
result of the place of the school in maximising
the production of high—-status knowiedge. This
is closely interrelated with the schooi's rotle



in the selection of agents to fill economic and
soctal positions in a relatively stratified
society.”

(Apple 1990, p 38)

Apple (1979) has made the point that schools are mechanisms of
cultural distribution. Through the selection of curricula and
by pedagogical approaches which may emphasise one part of the
curriculum at the expense of others, selected values can be

propagated and maintained.

Drawing attention to the Marxist view, propounded by Gramsci
and others, that it is the dominant class within a soCiety

which controls the knowledge—-preserving and producing

institutions, thereby preserving the ideological dominance of

the status quo, Apple suggests that maybe:

"the 'reality' that schools and other cultural
institutions select, preserve and distribute
may need to be seen as a particular 'social
construction' which may not serve the interests
of every individual in society."

(Apple 1979, pp26—-27)
However, Apple cites this argument as being too generalised
and, as Whitty (1974) suggests, it offers no explanation as to
how and why reality comes to be constructed in certain ways and

how it manages to resist being overthrown.



The introduction and acceptance of a national curriculum in

this country in the 1980s which was openly regarded as
reactionary and unsatisfactory by many educationalists is a
case in point,. The 1988 Act contained an assortment of
measures, including the National Curriculum, which were
ideological ly conceived. It could be argued that opposition to
much of the content of the 1987 Bill was vociferous, as will be
seen (Chapter 5), but impotent because of the Government's
ideological intent. Discourse was dominated by rhetoric and
selective, even emotive, language used by The Right to control
the debate. The whole process was one of power—-coercion and,
although it was a legitimate process, it brings into question

Issues relating to the efficacy of the democratic process

within a system of representative government.

Discourse was del iberately engineered to obfuscate reality and
bring about intended changes which were grounded in the
ideology of Conservatism and free—market economics and promote,
according to Kelly ((1990), an ideology of instrumental ism,
commercialism and elitism which is conceptually at odds with
the process of individual development [p 46 ff1]. It could be
argued that the legitimisation of such an ideology, which is
concerned essentially with societal development rather than
that of any individual's personal capacities for their own

ends, distances the schooling process even further from the
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aims of education. This will, indeed, be a theme of the

concluding chapter of this study.

Ilndeed, it could be argued that as society has become more
complex and multi—-layered and the roles of individuals have
become more varied and disparate, i1t is impossible for public

education to cater for this individual development and that
schools can only be concerned with the development of society,
even if that implies the abandomnment of individual concern.
Thus concerns for the curriculum are nothing to do with a

wholesome education, the development of the whole person, but

rather with the needs of the state as a whole. There is nothing
new about this phenomenon, as will be evidenced from the

comparative studies which follow, it is simply a fact that
increasingly complex social orders obscure individual needs and

growth. The question is can it be 'both' or must it be 'or' 7

Central to any discussion of the relationship between ideology

and schooling is the notion of hegemony. Rachel! Sharp (1980)

suggests that:

"Hegemony refers to a set of assumptions, theories,
practical activities, a world view through which

the ruling class exerts its dominance. lts function
is to reproduce on the ideological plain the
conditions for class rule and the continuation

of the social retations of production. Hegemonic
beliefs and practices thus shape practical ideologies
and penetrate the level of common sense, mixing and
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mingling with ideological practices more spontaneocusly

generated.”
(p 102)
Sharp does not insinuate that this = a consciously

manipulative process; rather, that hegemony has to be realised

against "countervailing tendencies produced by the structural
location of the working <class in the labour process and
el sewhere (ibid.). This analysis echoes «closely that
propounded by Raymond Williams (1973) who suggested that there

ic a selective tradition at work which continually makes and

remakes the dominant culture by incorporating any initiatives

which might threaten the mainstream within its central

currents. Nowhere could this phenomenon be more apparent than

in the sudden shift to the right by the Labour Party, following
its 1992 election defeat, and its compliance with the view that

opted—out schools were here to stay.

Hegemonic practice succeeds, Sharp maintains, when it has

produced "an unquestioned, taken—for—granted attitude towards
how things are" (p 103), thus reproducing and preserving the

status quo.

Sarup (1982) makes the point that Gramsci, the [talian Marxist,
viewed hegemony not only in terms of the control exercised

politically and economically by the ruling class, but also in

lts success
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"in projecting its own particular way of seeing
| ife and the world, so that this is accepted as
'common sense' and part of the natural order by
those who are in fact subordinated to it."

(p 62)
The emergence of 'Thatcherite Populism' (see Chapter 4) and its
sustenance through two deep economic recessions, suggests that
this is exactly what has occurred in Britain since 1979. Sharp
draws attention to this process operating within curriculum

development Imposed from the centre:

"This is because the increasing fragmentation of
knowledge into narrowly focused special isms leaves
most people, outside the scope of their occupational

role, subjected to the 'tyranny of common sense', a
common sense structured throughout by hegemonic
meanings."

(Sharp 1980, p 158)

The discrete subject emphasis of the National Curriculum

exemplifies this point.

Schools operate within the system, not apart from it. They are

an important state apparatus inevitably tied up with its values
and interests; as Apple (1982) points out, schools "do not
exist in a political wvacuum'! (p 4). Rather, they are

constricted in structural terms by the power of the state:

"Hence, the role state intervention plays in
legitimising and setting |imits on the responses
that education can make to the processes of
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stratification, legitimation, and accumulation
is essential .

(ibid.)

This precept i1s clearly exemplified in the educational policy-
making of the 1980s when the dissenting, left of centre, view
of the educational world was viewed as anarchical and curtailed

through legislation which aimed to move control from the rim of

the wheel back to the hub.

One factor which cannot be overlooked is the concept of change.
The momentum of change which had been sweeping through
developments in curriculum theory and practice in the post-
Plowden years was arrested in the late '80s as a result of
ideological hostility to the 'progressive’ values being
promulgated. The pendulum bhad swung too far and the perceived
radical ideology of the left was brought under control easily
by the Conservative government because, as Blenkin, Edwards and

Kelly (1992) make clear:

"For some, change — and especially social
change - has been viewed as a process of
deterioration from some kind of golden
age of perfection; change is the process
by which things get worse rather than
better...The response to this view of change
s to attempt to arrest it, to stop things
from getting worse, to keep things as they
are, or, better, to take them back to where
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they used to be."
(p 8)
This seemingly populist move to return education to its
conservative nineteenth century roots with an emphasis once
again upon academic standards and examinations, an orientation
towards high status knowledge and a hierarchical array of
institutions related to buying power and geographical fortuity,

has succeeded because of this conceptual phenomenon.

Can education be ideology—-free? Can teaching be neutral? In a

| iberal society ideological neutrality is carefully preserved,

indeed promoted, in the name of tolerance and individual
liberty. In liberal democracies such as Britain it is regarded
as central to the national way of life (Nicholas, 1983,

[p 218fFf1).

Corbett (1965) says of a l|liberal society that:

"it offers an open forum in which all opinions
can be aired and all positions argqued for. Their
merits are supposed to be an open qgquestion.”

(p 152)

But Corbett, |ike Nicholas (op.cit.), suggests this notion is a

sham on the grounds that:

"liberalism is not in fact an impartial referee
in the struggle of ideas; it is a leading contender
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in the struggle, claiming implicitly at least,
to rule the others out.’

Cibid.)
Political! ideology, by definition, must be evangelical by
nature.
It was the illiberal side of Thatcherism which ushered in the
educational reforms which culminated in the 1988 Act. The

measures were designed to de-bunk and arrest the perceived

progressive ideologies which had held sway since the 1960s.

The promotion of a knowledge-led mode! of the curriculum could
not, of course, have been neutral because knowledge is viewed

in hierarchical terms. The terms ‘'core' and 'foundation'

sub jects, with religious education (and 'basically Christian’

collective worship) singled out as an hor, d'oeuvre, laid out
clearly a curriculum plate rich in ideological taste and
philosophical selectivity. Marx was out, Aristotle was back
in.

The point is that it may be difficult to arque that the

objective pursuit of truth and reason can take place within a

school at all. There are insurmountable obstacles both
theoretical and practical which make this objective virtually

unattainable. These include issues of teacher neutrality, the



selection of content, the choice and availability of resources,
the constraints imposed by testing and assessment, and the
influences of the hidden curriculum and, above all, the power

and influence of the state.

Al though there have been attempts to promote the concept of the

neutral chairperson , most notably Stenhouse through the Humanities

Curriculum Project (19270), it is now generally agreed that the
idea is not a feasible one in practical terms. It would seem
logical that within a I|iberal democracy teachers should be

engaged in the process of promoting free access to as wide a

spectrum of thought and opinion as possible to allow the

development of free choice and selection of viewpoints on the
part of the learner. This model is at odds though with a view

of the curriculum which is based on a hierarchy of traditional

sub ject disciplines.

The imposition of a mandatory national curriculum could well be
viewed, from a | iberal standpoint, as a vehicle for
manipulation of thought and outlook. To claim that it is a

'minimum entitlement' that does not preclude the study of areas
outside its remit is a misnomer because in practice the amount
of attainment targets and the pressure of testing and
assessment leaves little time for any extended curriculum other

than that which has been specifically prescribed. School
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budget shortfalls at a time when local authorities, especially

those controlled by Labour Councils under threat of having

central funds withdrawn because of disapproved taxation
policies, are short of money further preclude curriculum
deviation. The encouragement of market competition between

schools induces a hidden curriculum which encourages conformity
and the pursuit of 'traditional' values. 'Parent—-power' allies
itself to the steady and safe conservative values implicit in a

traditional subject—-based curriculum,

These issues raise basic questions about the purposes of

school ing:

If, in a !iberal democracy, the state is regarded as a source
of power and authority, periodically checked and assessed by
the electorate, but nevertheless with the people subservient to
the government's policies (and, therefore, its ideological
framework), can 'education' prosper in its schools? Clearly,
i f education is viewed in terms of being valued as an intrinsic
end in itself rather than a purely utilitarian process, if it
is to be principally concerned with the pursuit of truth and

reason, then the situation is problematic on several grounds.

The first of these is organisational. 5Schools exist to educate

large groups of pupils who must be 'educated' at the same time



and then be submitted to the procedures of formal assessment.

mainly through external examinations. There is little scope in
this model for the individual pursuit of truth or for any
passport to investigative discovery. Time, resources and

organisational factors make education more akin to an extended

training and memorising course than to a purely educational

experience.

Secondly, the schooling process s essentially one of
vocationa! grading and selection. The egalitarian ideology of
the left which promoted the rise of comprehensive schools and

the decline of selection at eleven plus was unsuccessfu! in

terms of the public's perception of the purpose of school ing.

The establishment of legal mechanisms to enable qgrant-
maintained schools to 'change their character' and become
selective schools again is evidence, if it were needed, of an

ideological commitment by the Conservative govermments of the
1980s and 90s towards encouraging a return to the rigid

stratification of ability and a preservation of the supremacy

of the academic over the vocational.

Thirdly, schools operating in a capitalist, corporate state,
where the dominating motive is the maximisation of economic
profit, are inevitably perceived as a part of that process by

virtue of their assigned role as trainer and vocational
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clearing house.

As Sarup (1983) says,

"should be se
'education'
functions wh
which it is
ideological

(pp

education

en as a historical category; no
exists independently of the

ich it serves or the uses to
put...education iIs a crucial

instrument .

145-146)

It may be necessary therefore to examine perceptions of the

role of the school in historico—-political terms and analyse the

degree of convergence between the aims of schooling and those

of education.

What is of central importance is to remember that schools were

that "the

behavioural consensus,

des i gned to incul cate

curriculum field has its roots in the field of social control"

far this country is

Also that, as as

1990, p 47).

(Apple

concerned:

"Although running the risk of over—generalisation
the thesis seems plausible that in the course of
the nineteenth century the ruling class gained
effective control over a crucial instrument for
establishing its dominance: the form and content

of schooling."”

(Sharp 1980, p 158)

it may be more accurate to describe this

In historical terms

process as 're—establishment', for in pre—industrial times




education had been totally iin the control of the ruling
classes. There was no need, or demand, for the ruled to be
educated and thus the ruling class held the means of total
control. Numeracy and J|literacy and an awareness of basic
geographical and historical facts were only made necessary by
the new industrialised mechanisms of production, the expanding
geography of the empire, and the need to inculcate some sense
of national hegemony among the crowded masses of the expanding

urban centres. Knowledge brought with it new and threatening

aspirations to the millions of members of the underclass, and
thus the state, the rul ing classes, had to assume,
comparatively quickly, total control over the educational

apparatus in order to preserve its own ideology.

The model of education that was brought under state control was

derived from the classical model systematised by the Greeks

and, in particular, Aristotle. If the state model was a poor,
diluted version of that found in the hallowed halls of Eton,
Harrow, Rugby and Winchester, its classicism was its hallmark

nevertheless. 1t will be prudent to review state education's

cultural origins.

If the establishment of a national system of education in
England was part of a mechanism of soctal control and national

economic need which had little to do with bestowing on the
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common man the benefits of education per se, then perhaps it
may be worthwhile studying two situations where not only a new
educational system was established but also a new state. In the

France of the 1790s and the Russia of the 1920s, faced with the

chal lenge, and the opportunity, to construct a model from
scratch, as it were, and freed through revolutions, in theory
at least, from historical and social legacies, what emerged in

qual itative terms as far as the provision of education was

concerned 7



c). Public Education : Comparative Perspectives
i. The Athenian ldeal

There are issues of political philosophy which transcend the
epoch of their consideration. All associations of people
collected together in some form of statehood have to contend
with the same problems and ethical and moral di lemmas.
Educational questions and hypotheses posed by the philosophers
of ancient Greece strike a familiar note to the late twentieth
century ear and thus the writings of Plato, Aristotle and

others have a continuing pertinence.

There was no Greek state, of course, in the time of either of
these two philosophers. The numerous city states were in their
final years prior to the conquests of Alexander and their
fusing together to create a greater Hellenistic hegemony.
Phitosophers, despite their heightened sense of perception, do
not usually possess the gift of prophecy and Aristotle, who

merits particular study simply because he poses practical

problems and pragmatic solutions, was no exception. His concern
is for the realisation of the utopian city state with the
existing social structure that he was acquainted with. There is
no advocacy of re-modelling or revolution, he is no political
activist but rather a philosopher—-adviser suggesting reform and
refinement. In this sense his titdeas present sparks of

il lumination for a better understanding of the infra—-structures



of models of state in any age.

1t will be important to gain some basic understanding of the

structure of the Athenian state which provided the context for

Aristotle's ideas.

The social composition of many city states was based generally
on democratic |ines but government was in the hands of a
minority of people who were classed as citizens. In Athens in

313BC, for instance, there were only 84,000 citizens compared

to 35,000 resident aliens, who could take no part i N
government, and 400,000 slaves. The rulers were, therefore,
outnumbered by over five to one and a strong and reliable

constitution was essential to maintain order.

Grant (1982) maintains that one of the most important phenomena
of the Hellenistic age was the development of a common form of
education (p 134). This education was of a predominantly
rhetorical kind. "The ability to be a speaker of words was the

second of the arts (next to being a man of action)" (ibid.).

The formal education of a Greek <citizen at the time of
Aristotle extended from the age of seven to twenty and occurred
in three progressive stages. The 'elementary' stage ftrom age to

ceven to fourteen was not under public control but available

..._.47._



through private means. Its curriculum consisted of reading,

writing, gymnastics and music.

From age fifteen to seventeen pupils underwent physical and

musical training and studied some mathematics and science but

it was the study of literature which was predominant. Grant
(op.cit.) points out that writers "were studied in minute
detail according to a meticulous plan' (p 135). Not only was
there this prototype 'National Curriculum' but the familiar
concern for social conditioning, common to all state—-sponsored

educational programmes, was also a major component:

", ..the programmes increasingly concentrated

not only on teaching but on training of
character and instruction in social behaviour:
that is to say, they became a sort of moral

preparation for citizenship."
(op.cit. p 135)
These 'schools' of pupils congregated at the gymnasium where
physical training was combined with learning and listening to
visiting lecturers. In the Athens of Aristotle the pupils
(boys, of course) wore wide hats and black cloaks and were

encouraged to feel a strong sense of common identity and

lovyal ty:

"Fostering companionship, common i1deas and
esprit de corps, the gymnasia had increasingly
replaced the old family life as the principal
training ground of the young, and became the
rallying points of all who possessed, or hoped



to possess, Greek culture and education.®
(op.cit. p 136)
This could surely be translated to Eton or Harrow today. The
elite microcosmic society of an English public school with its
fast—-track admissions system to the higher echelons of ruling
power and influence. The influence of this model, through the
Renaissance to the present day, has painted all educational
reform with a nostalgic and elitist brush and stifled, perhaps
smothered would be a better word, eqgalitarianism and the

pursuit of pure learning. Those who would fight for equality of

educational! opportunity for all are battling against in-built
prejudices and assumptions which have weathered twenty-three

centuries.

The cause of this l|egacy is the rigid class system which
existed in Greece Dbetween the <citizentry and the huge
population which played no part in the governing of society,
the resident aliens and the slaves. In a pattern reflected down
the ages and throughout the emerging nation—states of Europe,
there was an education for the rulers and an education for the
ruled. Put in this context, reflecting upon the rigid social
pyramids upon which societies from ancient times have been
structured, the advances in educational egalitarianism in
England in the twentieth century have been colossal and the

setbacks and disappointments logical and to be expected.
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For Aristotle, the transmission of cultural wvalues was an
essential pre—-requisite for social stability and the enduring

qual ity of the constitution:

"Education must be related to the particular
constitution in each case, for it is the
special character appropriate to each
constitution that set it up at the start
and common!y maintains it, eg. the democratic
character preserves a democracy, the oligarchic
an oligarchy. And in all circumstances the
better character is a cause of a better
constitution."

(The Poilitics: VIII i 1337al1i1)

This conservative doctrine is one which sees moral education,

in terms of a study, understanding and acceptance of
constitutional laws, as a vital part of a formal educational
programme :

" . .,of all the safequards that we hear spoken of

as helping to maintain constitutional stability,

the most important...is education for the way of

living that belongs to the constitution...It is

useless to have the most beneficial laws...if

(citizens) are not going to be trained and have
their habits formed in the spirit of that

constitution.”
(1310a12)
There must be 'Y“preparatory +training'" and preparation for
vocation, but there must also be "training for the activities
of virtue" (1337a11). There must be 'education for

citizenship':
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"For one must be able to work and to fight, but
even more to be at peace and have leisure; to
do the necessary and useful things, yes, but
stil|l! more those of moral worth.!"

(1330a30)
As Kitto (1951) explains:

"The boy was not sent to school to work for

a certificate and thereby given 'educational
advantages'...The Greek...sent the boys to
school to be trained for manhood — in morals,
manners and physique."

(p 232)
No citizen can be isolated from society. He is part of the

state and therefore has no right to be educated privately in

private tastes and standards. There being "one aim for the

entire state" it is logical that "education must be one and the
same for altl" (1337a11). Order, civility and the suppression of
anarchy are paramount purposes of education. One can see

clearly the basis of the differentiated education of the

English system - the ordered education of the 'renaissance
man', the inculcation of traditional values in the public fee-
paying schools from the mid-nineteenth century onwards, the
persistent predominance of the <classical curriculum unti

economic reality causes a consternating and belated acceptance

of the new technological bias.

Although Aristotle lived, by the standards of today, in a

stable society with a clear and virtually uncontested social
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hierarchy he still acknowledges that there will be controversy
over any agreed aims of education, that there will be no

"generally accepted assumptions about what the child should

|learn, either for virtue or for the best |ife!' (1337a33).
Further than this, "there is no agreement as to what in fact
does tend towards virtue" ((ibid.) and thus there will be

differing opinions about the content of any mora! education.

The proliferation of knowledge, belieftfs and value—-systems in
the intervening centuries has made this philosophical maze ever

more complex and intricate.

Taylor (1955), in his analysis of The FPolitics, makes the point
that Aristotle saw public control of education as being

necessary to inculcate in future citizens a loyalty to the
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