
Employ your time in improving yourself by other
men’s writings, so that you shall gain easily what
others have labored hard for

Socrates

meet,
teach,
learn.
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The debate surrounding education in

any complex society is influenced by

economic and socio-political

circumstance, and by the findings and

fashions of educational theory. Hartnett

and Naish explore the complex

relationship which exists between a

system of formal education and the

society it serves both to reproduceand

to modify.

They emphasize the reciprocity of this

relation, with social change modifying

the demands made on education, and

consequent provision opening up some

possibilities for society in the future

whilst foreclosing others.

They draw attention, therefore, to the

moral and political nature of decisions

made in this area, since these are basic

to the formation of the social future.

There will thus be a struggle for control

of the system, and conflicts concerning

its content, process, and management,

which will reflect the dominant values of

society and divergences of interests

within it.  

After mapping the manner in which

current values and interests are

reflected in the educational

preoccupatoins of the Western capitalist

democracies, and arguing that they are

neither adequate nor inevitable, these

writers propose an alternative view.

The conception of education they

propose implies a wider notion of social

identity than that of worker and

consumer, and requires a schooling

system which should not be thought of

as principally serving industry to the

economy.  Certain conditions are

required, however, they aregue, for a

general education to provide an

effective preparation for adult life as a

fully autonomous citizen, and these

conditions require changes in social

ethos and arrangements which lie

beyond school [4]. 

White [2] approaches the primary

question of what should be the aims of

education by declaring this to be a

fundamentally evaluative matter,

though not thereby arbitrary.  On the

grounds that in such matters we can

only seek to persuade properly by the

ofering of good reasons he deploys

arguments to justify the claim that in a

complex industrialized society we must

aim to promote personal autonomy of a

certain sort.  This would involve the

assimilation and understanding of teh

beliefs, values, and practices of society,

together with the ability to evaluate and

possibly modify them.  

As an overarching aim for the education

of all teh young, this, he argues, is

compatible both with personal well-

being and with the flourishing of the

social group.  White argues that the

fundamental aim of education is to

promote the capacity for a certain style

and quality of life.  In today’s climate of

opinion such a perspective is eclipsed

by the perceived need for schooling to

attend to the urgent task of fitting the

young for existing society and its likely

employment conditions, since it is

undeniable that a certain level of group

propserity is required to fund the

universal provision of a general

education.  

Chitty [3] focuses on that recurrent

strand of controversy concerning the

proper purpose of schooling, which has

dominated debate over the past

decade, by examining the tension

between the demands of education and

the need for training.  He reviews the

resurgence of the vocational impetus,

locating this in an economic and social

context, and seeks to sift reality from

rhetoric in assessing its impact on

practice.  Chitty highlights the dilemma

implicit in overtly vocationalist policies

which, if pursued for all, would be

incompatible with an open future for

society as a whole, or, if pursued only

for some, would militate against the

presumption of equality embodied in the

comprehensive ideal.

Perspective on Recurring Controversies

Ruth Jonathon [1]  In 1993 Ruth Jonathan was Head of the Department of Education at the

University of Edinburgh.  She was Chairman of the Philosophy of Education Society of Great Britain.

1. Ruth Jonathan, Handbook of educational ideas and practices, 1989, ISBN: 0415020611; pp4 - 11
2. John White, The Aims of Education Restated, 2009 ISBN: 9780415562553
3. Clyde Chitty, Education and Training, Handbook of educational ideas and practices, 1989, ISBN: 0415020611
4. Anthony Hartnett, Michael Naish,1986, Education and society today: 1850001324
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“No sane person should believe that something

is subjective merely because it cannot be settled

beyond controversy.”

Hilary Whitehall Putnam

“When I got into the schools, I realized that

students that weren't going to college had

absolutely no support system.”

Theresa Minutillo



One year after joining the faculty at the

University of Iowa, Grant Wood wrote a

statement outlining his basic principles

of art.  The title of the essay, “Revolt

Against the City,” underlines its

rhetorical promotion of regionalism, a

movement to which artists all over the

United State must, according to Wood,

dedicate themselves in order to avoid a

“colonial” dependency on European

tradition.  He felt that the rural Midwest

– the farmer's life, dress, and setting,

would provide the richest kind of

material for a truly indigenous

regionalist style.  “Revolt Against the

City” appeared as the first of four

pamphlets edited and independently

published in Iowa City in 1935 by Frank

Luther Mott, a renowned journalism

professor and historian of the press.

These are excerpts from it:

“The present revolt against the

domination exercised over art and

letters and over much of our thinking

and living by Eastern capitals of finance

and politics brings up many

considerations that ought to be widely

discussed.  It is no isolated

phenomenon, and it is not to be

understood without consideration of its

historical, social and artistic

backgrounds.  

In literature, though by no means new,

the exploitation of the “provinces” has

increased remarkably; the South, the

Middle West, the Southwest have at the

moment hosts of interpreters whose

Pulitzer-prize works and best sellers

direct attention to their chosen regions.

In drama, men like Paul Gree, Lynn

Riggs, and Jack Kirkland have been

succeeding in something that a few

years ago seemed impossible –

actually interesting Broadway in

something besides Broadway.  

In painting there has been a definite

swing to a like regionalism; and this has

been aided by such factors as the

rejection of French domination, a

growing consciousness of the art

materials in the distinctively rural

districts of America, and the system of

PWA art work.  These developments

have correlations in the economic swing

toward the country, in the back-to-the-

land movement – that social

phenomenon which Mr Ralph Borsodi

calls the “flight” from the city.

In short, America has turned

introspective.  Whether or not one

adopts the philosophy of the “America

Self-Contained” group, it is certain that

the Depression Era has stimulated us

to a re-evaluation of our resources in

both art and economics, and that this

turning of our eyes inward upon

ourselves has awakened us to values

which were little known before the

grand crash of 1929 and which are

chiefly non-urban....

But one does not need to be an

isolationist to recognize the good which

our artistic and literary secession from

Europe has done us.  For example, until

fifteen years ago it was practically

impossible for a painter to be

recognized as an artist in America

without having behind him the prestige

of training either in Paris or Munich,

while today the American artist looks

upon a trip to Europe as any tourist

looks upon it – not as a means of

technical training or a method of

winning an art reputation, but as a valid

way to get perspective by foreign travel.

This is a victory for American art of

incalculable value.

The long domination of our own art by

Europe, and especially by the French,

was a deliberately cultivated

commercial activity – a business – and

dealers connected with the larger New

York galleries played into the hands of

the French promoters because they

themselves found such a connection

profitable.

Music, too, labored under similar

difficulties.  Singers had to study in

Germany or Italy or France; they had to

sing in a foreign language, and they

even had to adopt German or Italian or

French names if they were to succeed

in opera.  In literature the language

relationship made us subject especially

to England.  The whole of the

nineteenth century was one long

struggle to throw off that domination – a

struggle more or less successful, but

complicated in these later years by a

continuation of the endless line of

77

Revolt Against the City

Grant Wood [5] Grant DeVolson Wood was an American painter, art

theorist and teacher who lived February 13, 1891 – February 12, 1942

5. Grant Wood, Revolt Against the City, Art in Theory 1900 - 1990, 1992, iSBN: 06311655754



lionizing lecture tours of English authors

and by the attempt to control our culture

by the Rhodes scholarships which have

been so widely granted.

Inevitable though it probably was, it

seems nevertheless unfortunate that

such art appreciation as developed in

America in the nineteenth century had

to be concentrated in the large cities.

For the colonial spirit thereby was given

full rein and control.  The dominant

factor in American social history during

the latter part of that century is generally

recognized as being the growth of large

cities....

….This urban growth, whose

tremendous power was so effective

upon the whole of American society,

served, so far as art was concerned, to

tighten the grip of traditional

imitativeness, for the cities were far less

typically American than the frontier

areas whose power they usurped.  Not

only were they the seats of the colonial

spirit, but they were inimical to whatever

was new, original, and alive in the truly

American spirit....

….The feeling that the East, and

perhaps Europe, was the true goal of

the seeker after culture was greatly

augmented by the literary movement

which Mr Van Doren once dubbed “the

revolt against the village”.  Such books

as “Spoon River Anthology” and “Main

Street” brought contempt upon the

hinterland and strengthened the

cityward tendency.  H L Mencken's

urban and European philosophy was

exerted in the same direction.

But sweeping changes have come over

American culture in the last few years.

The Great Depression has taught us

many things, and not the least of them

is self-reliance.  It has thrown down the

Tower of Babel erected in the years of

false prosperity; it has sent men and

women back to the land; it has caused

us to rediscover some of the old frontier

virtues.  In cutting us off from traditional
but more artificial values, it has thrown
us back upon certain true and
fundamental things which are
distinctively ours to use and to exploit.
We still send scholars to Oxford, but it
is significant that Paul Engle produced
on his scholarship one of the most
American volumes of recent verse.
Europe has lost much of its magic...

...The depression has also weakened
the highly commercialized New York
theatre; and this fact, together with the
wholesome development of little
theatres, may bring us at last an
American drama.  For years our stage
has been controlled by grasping New
York producers.  The young playwright
or actor could not succeed unless he
went to New York.  For commercial
reasons, it was impossible to give the
drama any regional feeling; it had little
that was basic to go on and was
consequently dominated by translations
or reworkings of French plays and by
productions of English drawing-room
comedies, often played by imported
actors.  The advent of the movies

changed this condition only by creating
another highly urbanized center at
Hollywood.  But we have now a revolt
against this whole system – a revolt in
which we have enlisted the community
theatres, local playwriting contests,
some active regional playwrights, and
certain important university theatres.
Music (and perhaps I am getting out of
my proper territory here, for I know little
of music) seems to be doing less
outside of the cities than letters, the
theatre, and art.  One does note,
however; local music festivals, as well
as such promotion of community
singing as that which Harry Barnhardt
has led.

...Because of this new emphasis upon
native materials, the artist no longer
finds it necessary to migrate even to
New York, or to seek any great
metropolis.  No longer is it necessary
for him to suffer the confusing
cosmopolitanism, the noise, the too
intimate gregariousness of the large
city.  True, he may travel, he may
observe, he may study in various
environments, in order to develop his
personality and achieve backgrounds
and a perspective; but this need be little
more than incidental to an educative
process that centers in his own home
region.  The great central areas of
America are coming to be evaluated
more and more justly as the years pass.
They are not a Hinterland for New York;
they are not barbaric...

….There is, of course, no ownership in
artistic subject matter except that which
is validated by the artist's own complete
apprehension and understanding of the
materials.  By virtue of such validation,
however, the farm and village matter of
a given region would seem peculiarly to
belong to its own regional painters.
This brings up the whole of the ancient
moot question of regionalism in
literature and art....
...Occasionally I have been accused of
being a flag-waver for my own part of

8

“
“

Educate and inform
the whole mass of
the people... They
are the only sure
reliance for the

preservation of our
liberty

Thomas Jefferson
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the country.  I do believe in the Middle

West – in its people and in its art, and

in the future of both – and this with no

derogation to other sections.  I believe

in the Middle West in spite of abundant

knowledge of its faults.  Your true

regionalist is not a mere eulogist; he

may even be a severe critic.  I believe

in the regional movement in art and

letters (comparatively new in the former

though old enough in the latter); but I

wish to place a narrow interpretation on

such regionalism.  There is, or at least

there need be, no geography of the art

mind or of artistic talent or appreciation.

But painting and sculpture do not raise

up a public as easily as literature, and

not until the break-up caused by the

Great Depression has there really been

an opportunity to demonstrate the

artistic potentialities of what some of our

Eastern city friends call “the provinces”.

Let me try to state the basic idea of the

regional movement.  Each section has

a personality of its own, in

physiography, industry, psychology.

Thinking painters and writers who have

passed their formative years in these

regions will, by care-taking analysis,

work out and interpret in their

productions these varying personalities.

When the different regions develop

characteristics of their own, they will

come into competition with each other;

and out of this competition a rich

American culture will grow.  It was in

some such manner that Gothic

architecture grew out of competition

between French towns as to which

could build the largest and finest

cathedrals.  And indeed the French

Government has sponsored a

somewhat similar kind of competition

ever since Napoleon's time.

The germ of such a system for the

United States is to be found in the art

work recently conducted under the

PWA (Public Works Administration).

This was set up by geographical

divisions, and it produced remarkable

results in the brief space of time in

which it was in operation.  I should like

to see such encouragement to art work

continued and expanded.  The Federal

Government should establish regional

schools for art instruction to specially

gifted students in connection with

universities or other centres of culture

in various sections.

In suggesting that these schools should

be allied with the universities, I do not

mean to commit them to pedantic or

event strictly academic requirements.

But I do believe that the general liberal

arts culture is highly desirable in a

painter's training.  The artist must know

more today than he had to know in

former years.  My own art students, for

example, get a general course in

natural science – not with any idea of

their specializing in biology or physics,

but because they need to know what is

going on in the modern world.

The main thing is to teach students to

think, and if they can, to feel. Technical

expression, though important, is

secondary; it will follow in due time,

according to the needs of each student.

Because of this necessity of training in

the liberal arts, the Government art

schools should be placed at educational

centres.  The annual exhibits of the

work of schools of this character would

arouse general interest and greatly

enlarge our American art public.  A local

pride would be excited that might rival

that which even hard-headed business

men feel for home football teams and

such enterprises.  There is nothing

ridiculous about such support; it would

be only a by product of a form of public

art education which when extended

over a long period of time, would make

us a great art-loving nation....

...I am willing to go so far as to say that
I believe the hope of a native American
art lies in the development of regional
art centers and the competition
between them.  It seems the one way to
the building up of an honestly art-
conscious America.It should not be
forgotten that regional literature also
might well be encouraged by
Government aid.  Such “little”
magazines as Iowa's Midland (now
unfortunately suspended), Nebraska's
Prairie Schooner, Oklahoma's Space,
Montana's Frontier might well be
subsidized so that they could pay their
contributors.  A board could be set up
which could erect standards and
allocate subsidies which would go far
toward counteracting the highly
commercialized tendencies of the great
eastern magazines.

But whatever may be the future course
of regional competitions, the fact of the
revolt against the city is undeniable.
Perhaps but few would concur with
Thomas Jefferson's characterisation of
cities as “ulcers on the body public”;
but, for the moment at least, much of
their lure is gone.  Is this only a passing
phase of abnormal times ?  Having at
heart a deep desire for a widely diffused
love for art among our whole people, I
can only hope that the next few years
may see a growth of non-urban and
regional activity in the arts and letters.
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Although European systems of

education share common traditions

whose origins can be found in the

theories of man, society and knowledge

formulated by Greek Roman and

Jewish philosophers, education was not

mentioned in the 1957 Treaty of Rome

which created the European Economic

Community (EEC). The necessity of

free movement of workers made it

necessary to pay attention to the

provision of vocational training and the

mutual recognition of academic

qualifications to allow professional

peoples to move from one country to

another. 

The Janne Report, presented to the

European Commission in 1973,

recognised that there was an

educational dimension to the affairs of

the community and that in 1971 the

Ministers of Education from the, then,

member states had agreed that

educational policies, in addition to those

dealing with vocational training and

qualifications, should be considered

under the Treaty of Rome. 

A formal decision along these lines was

taken by the Commissioners in 1973

and the stage was set for co-operation

in the field of education and adoption of

specific EEC educational policies which

would be binding to all members. Prior

to 1939, Europe owed much to the

highly centralized French system of

administration. In most countries

bureaucrats in national Ministries of

Education were at the heart of policy

formulation and adoption processes.

Variations on the French system of

administration are found in the Federal

Republic of Germany, Belgium and

Switzerland. In the Federal Republic of

Germany, each of eleven Lander is

responsible for its own system of

education based on a host of detailed

regulations. 

Politics enters into policy processes in

the various Lander. In Belgium there

are two Ministries of Education, one

representing the Flemish linguistic

group, and one representing the French

speaking linguistic group. Switzerland

has formed 28 separate Cantons, each

of which is responsible for its own

system of education. In Europe, whilst

the size of administrative unit varies, the

principles of administration laid down in

the code Napoleon informs most of

them. Cut off from the continent by the

channel, the British never developed a

national system of administration which

aimed to ensure equality of provision. 

Officials in the old Board of Education

and of the Department of Education and

Science had a monopoly on what power

could be exercised from the centre with

Her Majesty’s Inspectors being

advisers. It is only relatively recently

they became involved in national

curriculum development. Teachers in

individual schools, under pressure in

academic secondary schools from the

examination system, are still free within

fairly broad limits to decide what is

taught, how it is taught and, within a

school, to whom it is taught. In 1939,

university regulations laid down that a

range of subjects must be studied, and

successfully taken in examinations, if a

student was to matriculate and thus

meet minimum university entrance

requirements. In 1945, political party

pressure reduced examinations at the

end of compulsory schooling to passes

in individual subjects. University

academics reduced the number and

range of subjects needed to gain

admission to a university. 

It was only in the mid-1980s onward

that these constrictions on school

curriculum by university academics

eased with governmental pressure

aimed at broadening sixth form

curricula. Brian Holmes contends that

British leader may have received a

liberal education in the Greek sense of

the term, but compared with their

counterparts in the rest of Europe, few

of them have received a broadly based

general education. 

The common features in the European

educational systems lend focus to the

question of harmonizing policies

throughout the EEC, or to establish for

the EEC a pattern of policies. Diversity

suggests an explanation to why

attempts may be prone to failure.

Similarly, curricular differences

guarantee differences of outlook. The

absence of well developed systems of

National Government and Education 

in the European Context
Brian Holmes [6] (1920-1993) joined the Institute of Education, University of London

in 1953 where he was Professor of Comparative Education at the Institute, 1975-1985. 

6. Brian Holmes, National Government and Location in the European Context,
Handbook of educational ideas and practices, 1989, ISBN: 0415020611; pp 382 - 393
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vocational and technical schools sets

Britain off from the rest of Europe.

England, Wales, Northern Ireland and

Scotland each have their own system of

education. Local education authorities

are legally responsible for the provision

of education in their areas. Will member

states, through their appointed

Ministers, be prepared to allow the

Commission of the EC to determine

such matters as the structure of the

school system, the content of

education, and the way schools are

administered ? 

It seems a very real factor that

governments throughout the EC will be

as reluctant to hand over power to the

Commission to formulate educational

policy as they will be to give over their

national sovereignty. At an international

level there exist similar difficulties

similar to those in most federal nations

such as the United States of America. 

Within federal nations there seems to

exist a constant tension between the

rights of individual states to decide for

themselves their educational policy;

and the federal government, which

wants to participate actively in many

aspects of policy. The Constitution of

the USA guarantees that individual

states cannot pass legislation which

runs contrary to clauses in the

Constitution. The Treaty of Rome laid

down an institutional framework which

included a commission, a council of

ministers, a European assembly, and a

Court of Justice. 

A structure thus exists within which it

would be possible for the Community to

pass legislation which is binding on all

its members. It is possible that

European Commission policies for the

Community as a whole might be

developed in those areas of activity

which do not impinge on the spirit of

national systems with long histories.

Curriculum reform in Europe is the

responsibility of educationalists. In the
centralized systems they are involved
at the national regional and local levels
in the formulation of reform policies.
Their allies, and opponents, in
Ministries of Education and the
universities have been, or still are
teachers. Inspectors are usually
recruited from amongst the body of

teachers. Industrialists and parents,
whatever their concern about the
appropriateness of the content of
education, have few opportunities to
participate in curriculum debates. Much
less are they enabled to participate
actively in the formulation and adoption
of policy 

The content of technical education is
subjected to different political
pressures. In most European countries
curricula in schools which prepare
pupils for the world of work rather than
the universities are administered by
national agencies other than the
Ministry of Education, and industrialists
are able to influence the content of
technical courses. 

The creation in England of the
Manpower Services Commission went
some way to meeting this requirement,
a National Council for Vocational
Qualifications was also set up to
monitor training courses for industry

and commerce. This said, these

organisations have little power to insist

that nationally prescribed syllabuses

are followed in the many trades which

constitute industrial enterprise. 

In final analysis, what goes on in the

teaching environment lies in the hands

of the teacher, the examination

syllabuses and question papers, and

the textbooks. There is relatively little

Ministry of Education officials can do to

ensure that individual teachers carry

through effectively the intentions of

those who draw up syllabuses. At one

time inspectors selected from among

the best teachers, were expected to

fulfil these tasks. Present day climates

of opinion tend to support the view that

inspectors should be advisers rather

than policemen; however at local level

the inspectorial function has been

increasing in some education

authorities. An issue which has gone

undebated in the EC has been the

relationships between national, regional

and local governments. 

As administrative arrangements are

pivotal to notions of sovereignty it is

inconceivable that an EC directive

should require governments to devolve

some of its authority; or require the

Department of Education and Science,

for instance, in the United Kingdom to

reduce the power of local education

authorities. The distinction made

between centralized and decentralized

systems of educational administration is

useful but too simplistic. 

The complexity of the processes

involved in the formulation, adoption

and implementation of policy, and the

range of people taking part, are too

great to justify an assertion that a

National Ministry of Education

anywhere is responsible for all

educational decisions, or that in

decentralized systems all policies are

formulated, adopted, and implemented

at the local and school levels. 

“ “The great difficulty
in education is to

get experience out
of ideas

George Santayana



The difficulties of introducing structural
innovations in education are illustrated
by the situation in Netherlands where
the rights of parents to establish
schools in accordance with their wishes
are fundamental to the administration of
eduction varies. 

Generally speaking, those countries
where historically the power of the
central government has been
considerable, attempts to devolve
power are now being made. In
countries where the authority and
power of the national government have
been weak, proposals are under
consideration to increase the role of the
national government in policy making
and its implementation. Brian Holmes
suggests it unlikely that an EC policy on
administrative arrangements could be
formulated in a way which would satisfy
all the conflicting opinions throughout
the Community. He goes on to say that
none of the problems facing
educationalists in Europe since 1945,
have been solved to the satisfaction of
all the protagonists. Debates seem to
have become more party politicized in
ways that make compromise difficult.
Educational establishments are divided
into those who seek to return European
traditions and those who seek to
increase equality of opportunity and
provision so that the rights of all children
can be promoted. 

New problems have also made their

presence in debate including living

logistics such as accommodation,

which has an educational dimension.

Increases in the number and proportion

of unemployed school leavers is a

common phenomenon. Adult

unemployment and changes in industry

have raised questions about the re-

education and training of people

through some form of recurrent

education. 

The free movement of labour within the

EC in accordance with the Treaty of

Rome implies that technical and

professional qualifications should be

recognised as valid throughout the

Community. The identification and

education of children with special needs

have received more and more attention

in recent years. The more extensive

employment of mothers has created the

need for preschool facilities. 

The explosion of knowledge induced by

scientific developments, the

development of mass media of

communication, improvements in

printing techniques have all contributed

to the rise of masses of available

documents, data banks, libraries and

archives. The dissemination of this

knowledge suggests that there should

be increased co-operation and

interchange between personnel in the

universities and institutions of higher

education throughout Europe, and the

documents should be brought into

collections and the information therein

disseminated as widely as possible.

In terms of general aims, emphases

vary, but in all cases the provision of

free and compulsory education is

regarded as a major aim.  Belgium

mentions free primary and secondary

education without discrimination.  In the

Federal Republic of Germany every

Land guarantees everyone the right to

education without distinction according

to his or her talents.  In Italy the rights

of ethic minorities are protected.

Luxembourg makes specific mention of

the equal rights of all residents to free

and compulsory education regardless

of race, religion, sex, and social class.  

The right of parents to bring up children

in accordance with their own

convictions is stressed in the stated

aims of the Netherlands and the

Republic of Ireland.  France regards an

essential free education which prepares

all citizens for life-long learning as the

aim of education.  The aim of Danish

education is to provide compulsory

comprehensive education to ensure the

same educational opportunity for all

young people.

The overriding aim of education in

England and Wales is to provide for the

well-being and progress of individual

pupils, and the aim of education in

Northern Ireland is not significantly

different.  Education in Greece is to

create self-sufficient and responsible

citizens, and the second stated aim in

the Netherlands is to satisfy manpower

demands.  In no case is knowledge for

its own sake regarded in modern

Europe as a major educational aim –

though once it might have been.  

There is implicit and even explicit

agreement that the all round potential –

intellectual, spiritual (moral), aesthetic,

and physical potential of all children

should be developed.  There are

enough statements to confirm that the

kind of society to which education

should contribute is, in Western Europe,

democratic.  The desired economic life

or world of work is not stated.  It may be

inferred from the aims laid down by the

founders of UNESCO that education

should contribute to raised standards of

living and to the maintenance of peace.

On relatively neglected aspects of

education, namely the education of

adults who have left the formal system

of education, Community seminars

have been held under the auspices of

the Commission.  The need for adults
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to have another chance to re-enter
educational programmes, whether they
are designed to fill the gaps in their
general education, or to retain them for
jobs in agriculture, industry, commerce,
or the professions, is recognized by the
Community at the level of general policy
as worthy of a great deal of attention.

Biographical history: Brian Holmes
(1920-1993) trained as a science
teacher at the Institute of Education,
University of London in 1946. He went
on to classroom teaching in grammar
schools in London, 1946-1951, and was
then a lecturer in science teaching at
Durham University. He joined the staff
of the Institute of Education, University
of London in 1953 and was Professor of
Comparative Education at the Institute,
1975-1985. He was instrumental in the
development of a number of national
and international comparative
education societies and had wide
interests in international and
comparative education and alternative
philosophies of education.
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No society can continue unless those

born into it acquire a social identity, that

is to say, become persons or social

beings. In the absence of such an

identity, no new generation will be able

to take over from the preceding one

those roles (for example, of citizen,

worker, parent, etc.) and their

associated institutions, of which social

life and society are constituted. This

social identity is acquired by one

generation learning it from another, and

adapting and developing it as

circumstances require. Education is

concerned with the transmission of

social identity and with the cognate

notions of intergenerational continuity

and of social reproduction. It has a

central role in shaping a society, and it

is in its turn, shaped by the society of

which it is a constituent and which it

helps to shape. 

The general problem, then, to which the

enterprise of education is addressed is

'What preparation is to be given to the

young so as to enable a society to

sustain itself ?' This problem has at

least two important features.  The first

is that it is a political problem in the

sense that any answer to it involves

some view about the nature,

organization, quality, and direction of

society.  

Answers to question about what best

form a society might take and about

how it might be best ordered

presuppose a political theory, and any

such political theory will, in its turn,

contain an educational theory,  since it

will require that the preparation of the

youth be of such a kind as to sustain the

society in the form it favours (Hollis, M.

1971 'The pen and the purse',

Proceedings of the Philosophy of

Education Society of Great Britain

5,2:153-69).

In addition, issues about the nature of

the justly ordered society and of an

educational system appropriate to it

involve questions about what

constitutes the good life for members of

a society, that is to say, a life that is

satisfying and morally acceptable.

Answers to these questions involve

judgements about the interests of

members of a society, for a central

element in the justification of any view

of the nature of a justly ordered society

will be that it best serves its members'

interests and maximizes the

opportunities for each of them to live a

good life. 

The ability to live a good life, to make

something of a life, and, hence, of

oneself, depends to a large extent on

those modes of living and on those

roles a society permits and enables its

members to prepare for, and on access

to them (access which may well be

affected by differences in class, status,

power, and wealth).

A second important feature of this

general educational problem is that it is

an enduring one.  Enduring problems

are recurrent and often continuous

problems to which there is no

permanent solution.  Solutions to them

consist in developing strategies and

responses that enable those who face

them to make the best of the

predicaments they pose.  The

preparation that is to be given to a

society's young will alter as a society

changes from, say, an agriculturally

based one, as a society becomes more

or less culturally diverse, as its political

institutions change, and as it sustains

more or less unemployment.

If all this is true, then education is not

an enterprise that can have one specific

definitive form.  It is, rather, variously

interpretable.  These differences in

interpretation will arise from differences

about how the notion of preparing the

next generation for sustaining a society

is to be interpreted.  To say this is to say

that education is an enterprise which

admits of different conceptions.

Embodied in these different

conceptions are different views about

how best the general educational

problem identified above it to be solved.  

These conceptions will differ in part

because different people and groups

will hold different political views about

the good society, the good life, their

interests, and so on – views that will be

affected by their own cultural

background, religious, and other

beliefs.  It will be subject to revision, as

Schooling and Society 

Anthony Hartnett and Michael Naish [7] Anthony Hartnett was Senior Lecturer, Department of

Education at the University of Liverpool and Micahael Naish was a senior lecturer in Education at the University of Liverpool

7. Anthony Hartnett, Michael Naish, Schooling and Society,  Handbook of
educational ideas and practices, 1989, ISBN: 0415020611; pp 12 - 23
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“A capacity, and taste, for reading, gives access

to whatever has already been discovered by

others. It is the key, or one of the keys, to the

already solved problems. And not only so. It

gives a relish, and facility, for successfully

pursuing the yet unsolved ones”

Abraham Lincoln
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changing circumstances render its view
of a suitable preparation for the young
outmoded or inappropriate.

On the conception of education
described by Hartnett and Nash,
schooling is primarily intended to
produce people who participate in the
process of production and in the
market.  The social identities which it is
concerned to impart are those of worker
and consumer.  The views of interests
and the good life underpinning its
practices are market-based.  Schooling
is, under these terms, a service industry
to the economy and an investment, like
any other, whose worth is judged solely
by the economic return it brings.  It
gives little weight to imparting any social
identity relating to a political role that a
society's citizens might play in its
affairs.

This privileging of the role of worker and
consumer over that of citizen is not, of
course, the mark of schooling in
capitalist societies only.  It is, at first
sight, however, surprising to see it in
capitalist democracies, where it is
commonly claimed that democracy and
its liberties, on the one hand, and
capitalism and economic prosperity, on
the other, sustain each other.

But such a system of schooling and the

political economy it serves is at best

compatible only with an 'equilibrium' or

'pluralist elite' conception of democracy

(Macpherson, C. A. 1977 The life and

Times of Liberal Democracy, Oxford,:

Oxford University Press, Chapter 4). 

Here democracy is conceived on 'an

entrepreneurial market analogy'.  It

takes its tone, form, and view of human

nature (men and women as naturally

acquisitive and competitive) from the

political economy of capitalism itself.

The role of citizens in such a

democracy is not to decide political

issues but to choose between

competing elites who will decide them

for them.  

Citizens are seen as political

consumers, choosing between the

political 'goods' the elites variously offer

them.  There are grounds for thinking

that this conception of democracy is a

limited one (ibid.).  In the first place, for

it to deliver whatever degree of political,

economic, and social stability it can (a

central merit claimed for it) seems to

require a politically apathetic citizenry;

in the second, it is a democracy where

political power and influence are likely

to be proportional to wealth, and hence

it is likely to sustain or increase

inequalities.

Other conceptions of democracy are

possible, however, in which citizens

have a more active role in the political

life of their society and its institutions.

For the sake of brevity these can be

called 'conceptions of participatory

democracy' (Macpherson 1977, chapter

5).  Any such conception of democracy

makes economic demands in that it is

incompatible with those inequalities of

wealth generated by the political and

economic system discussed earlier.

Such a conception would require there

to be institutionalized in the schooling

system a conception of education that,

whatever place it contained for

preparation for adult work roles, would

be primarily concerned to further in

each student 'social participation as a

member of the public through the

development of interpretive

understanding and normative skills'

(Feinberg W. 1975 'Educational equality

under two conflicting models of

educational development', Theory and

Society 2,2:183-210)

This would be 'a general education' that

'prepares students for a common life,

regardless of the nature of their

vocation (ibid.) The social identity that

schooling is here concerned to impart is

that of 'free persons... who are...

capable of making unmanipulated

judgements on the basis of reason and

theoretical understanding, but who also

find solidarity with their fellow human

beings' (Feinberg W 1983

Understanding Education: Toward a

Reconstruction of Educational Inquiry,

Cambridge: Cambridge University

Press).

So here curriculum aims, content, and

distribution; modes of teaching, of

learning, of school organisation (White

P. 1977 Learning to Labour: How

Working Class Kids Get Working Class

Jobs, London: Saxon House) aspects

under which things are taught; and the

style of teacher education and

professionalization (Scheffler I. 1968-9

'University scholarship and the

education of teachers', The Record

70:1-12) are all chosen with a view to

reasoned public participation in the

political life of society (Gutmann, A.

1987 Democratic Education, Princeton,

N.J.: Princeton University Press).

As Feinberg's work suggests, at least

three important conditions are required

for this public participation to be

effective, and for the general education
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associated with it to be a substantive,

and not token or merely formal,

preparation for adult life.  The first is a

political condition that the distribution of

power is such that no group can impose

its will on another group 'independently

of an understanding' of that group's

perspective; the second is an economic

condition that, with allowances made for

individual incentive, wealth is distributed

in a way 'that is consistent with the

development of unmanipulated

judgement'; and the third is a

knowledge condition that the relevant

forms of knowledge 'be developed and

exercised in the context of interpretive

and normative understanding'.

These conditions cannot be brought

about by changes in schooling alone, if

at all.  They require, for a start, changes

in the prevalent distribution of political

and economic power in capitalist

democracies, as well as in the view of

interests and of the good life

underpinning it.  The difficulties of

getting an alternative view of society, of

democracy, and of education and the

role of schooling onto the public agenda

and then institutionalized are severe

(Edgley R. 1980 'Education, work, and

politics', Journal of Philosophy of

Education 14, 1:3-16).

But only a democracy with substantial

elements of public participation is

compatible with a fully open society.

And only in such a society is there any

chance of there being a free and equal

debate, with unmanipulated opinion and

an unmanipulated agenda, about

political and other communal problems,

and of the proposed or actual solutions

to these problems being assessed on

their merits by the public use of reason

rather than being imposed, irrespective

of the weight of argument in their

favour, by and in the interests of one or

other dominant group.  It is only in such

a society that political traditions of

communal problem-solving and the

educational traditions associated with

them can be sustained in good order,

and a central role of schooling in this

society is to do what it can to ensure

that they are so sustained.

17
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As education serves multiple functions,

it is undesirable that its content should

fall into the hands of any single

predominant interest. For the same

reason it is undesirable that the practice

of education should be unduly

influenced by the values of sectional

interests. The practice of education

should be open to influence from as

wide a variety of sources as possible.

Education, in a profound sense, is for

all, and formulations of its purpose in

terms of sectional interests are

inevitably faulty and usually partisan.

Education, it is said, should be

'consumer' not 'producer' led. 

Certainly there are important senses in

which education consists in states of

mind, inner satisfactions, and

accomplishments valued and exercised

only for their own sakes. These are

perhaps aspects of education of

paramount importance and arguably

'what school is for'.  Eloquent

statements of this function of education

are to be found in H. Entwistle, Child

Centred Education (Methuen,

Worcester and London, 1979) and G.

Chanan and L. Gilchrist, What School

is For (london: Methuen, 1974).  The

best philosophical account is in P S

Wilson, Interest and Discipline in

Education (London: Routledge & Kegan

Paul, 1971).

The evidence of Schools Council

Enquiry 1 was that teachers, by

contrast with other parties to their work,

emphasized intrinsic values like

personal development more than

extrinsic values like employability

(Schools Council (1968) Young School

Leavers, Enquiry 1, London: HMSO).

Here are two broadly different functions

for education. There is obviously much

to be understood about the

relationships between and within such

broadly conceived ideas as 'intrinsic'

and 'extrinsic' educational values. The

history of the post war period can itself

be seen as an articulation between the

idea of education as an undefined good

in itself, safe in the hands of the

teachers and education as a public

service delivering societal benefits

(Centre for Contemporary Cultural

Studies (1978) Unpopular Education,

London: Hutchinson. 

Today's emphasis is very heavily upon

the accountability of the education

service in a value-for-money climate.

The case of education is not the private

lesson nor the child 'educated

otherwise' at home, but the boy or girl

going to school or the student to

college. Education is overwhelmingly

something offered to the young and it

remains the case that the established

institutions are in place and have given

meaning to standardized educational

practice. The system designed to

facilitate education is a bureaucracy, or

set of bureaucracies, and despite its

internal conflicts it can be regarded as

an educational establishment

unfavourable to fundamental reform.

The establishment in both hard to

reform and impossible to disinvent.

This is not to say that educational

practice is set in concrete nor that the

currently fashionable methods of

centralized initiatives backed by

financial coercion cannot make

significant changes.  Practice is practice

is practice.  The existing system and all

the activities going on inside it define

the starting points for subsequent

change.  The system exists as it is

through the force of successive

accommodations to a great variety of

interests and pressures.  It will certainly

go on changing, but those who seek

change, particularly radical change

(and this includes most people at least

some of the time), will do well to

recognize that the fundamental

assumptions of practice, the 'common

sense' of its practitioners, is profoundly

contra-suggestible and resistant to

sudden and radical change.  

Though frustrating for activists, there is

something deeply humbling about this

fundamental feature of social change,

of which educational change is a part,

that it cannot be wished into being by

even the most powerful forces in the

social order without the practical

consent of those subject to it.  The

tendency of old wine to fill new bottles,

which can be observed in studies of

innovative comprehensive schools such

as Countesthorpe and Madeley Court,

and of innovation to occur without

change, is the result of the absolute

supremacy of practice over theory (J.

Watts (Ed.) 1977 The Coutesthorpe

Experience: The First Five Years,

London: Allen & Unwin, and P. Toogood

1984 The Head's Tale, Dialogue

Publications, are both vivid accounts of

secondary school experiments that

went awry.).

The Multiple Functions of Education 

Dr. Michael Golby [8] is Reader in Education in the School of Education, University of Exeter. He

directs research into school governors and teachers advanced courses in education to practising teachers.

8. Dr Michael Golby The Multiple Functions of Education, Handbook of
educational ideas and practices, 1989, ISBN: 0415020611; pp 128 - 139
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“An ounce of practice is worth more

than tons of preaching.”

Mohandas Gandhi 

“Let it be your constant method to look into the design

of people's actions, and see what they would be at, as

often as it is practicable; and to make this custom the

more significant, practice it first upon yourself.”

Marcus Aurelius



In social affairs things have a tendency

to remain much as they are, changing

in any important way only in so far as a

practical consensus allows.  Theoretical

discourse and research play their parts

in the creation of such consensus but

should not be overrated, for their

credibility is a function of factors outside

themselves.  Research gets a hearing

to the degree that it addresses the

concerns of the day.  In doing so it may

not necessarily confirm conventional

beliefs; the point here is only that it

counts at all only by responding to the

Zeitgeist.

An example of this would be the work of

Bennett which in the early seventies

addressed preoccupations about

'progressive methods' in primary

schools (Bennett S N (1976) Teaching

Styles and Pupil Progress, London:

Open Books).  At the time the work was

supposed to confirm the idea that

'informal methods' reduced standards.

Later reanalysis of the data yielded no

such conclusion.Theorists and

researchers need to pay much closer

attention to the ideological contexts into

which their work flows; the direction

from which it springs is going to be

increasingly stringently controlled

financially with a closer audit of

university activities and the already

severely constrained Research

Councils.

These observations are not put forward

as a reason for complacency or

glorifying reactionary tendencies, nor

for militancy from the research

community.  Rather they point to the

complexity of the processes of

educational change and the need for

sophistication in the analysis of the

existing educational situation.  In

particular, what is called for is an

examination of the traditions within

which practice is conceived.  The

traditions need to be examined for their

adequacyy to modern life, for there is

no other starting point for any reform

that is to last (Schwab, J J (1969) 'The

practical: a language for curriculum',

School Review, 78, pp 1-24)  A

collection of Schwab's papers is in I

Westbury and N J Wilkof, Science,

Curriculum  and Liberal Education

(1978 Chicago: University of Chicago

Press).  The British popularizer of

Schwab is W A Reid in his 'Thinking

about the Curriculum ' (London,

Routledge & Kegan Paul).  M Holt's

'Judgement, Planning and Educational

Change' (London Harper and Row).

This view of things contrasts starkly with

received views about curriculum

planning in the most influential official

quarters.  Bodies such as the Further

Education Unit (FEU) of the DES, the

Business and Technician Education

Council (BTEC), and MSC adopt

various versions of rational curriculum

planning (L A Stenhouse (1975)

Introduction to Curriculm Research and

Development, London: Heinemann,

Chapters 5 -6).  All of these stress the

use of objectives as starting points for

planning and as the basis for a

contractual relationship between

teachers, employers, and learners.

Objectives, it is assumed, derive from

an analysis of the behaviours and skills

needed for the future.  Thus the model

of planning is future-oriented;

curriculum planning is a matter of

predicting the future and preparing

people, especially in the form of

manpower, for the future.  This is

planning in a vacuum conducted in

conscious ignorance of the nature of

actual practice, which is regarded as

unquestionably redundant.  It is an

assertion of technology over art in

teaching.  The defects in such an

approach are manifold and cannot be

detailed here.

Like history, futurology is about stories

a generation tells itself.  Unlike history,

(and by definition) nothing in futurology

is verifiable in time for it to be of use. Of

course education must make its

assumptions about the future.  But

these need to be modest, provisional,

and not the vehicle for special interests,

such as those of the technocrats.

Education has an important

conservative function in helping to

preserve and develop the culture, and

this function is paradoxically the more

important at those very times when

neophilia and change are most

celebrated.

It is assumed therefore that schools,

colleges, polytechnics, universities, and

the rest will continue to be the major

providers of education within a service

administered by governmental

institutions.  There will be no at-a-stroke

revolution in either teaching or its

administration and government.  This is

because of the impermeability of

practice to change.  Those who seek

change will need to educate practice

rather than attempt to direct it.

Changes there will be, and they will only

be intelligible as responses to

discontents with the pre-existing

arrangements.  Changes are mediated

through channels of control, influence,

and persuasion on practitioners.  Given

the proposition that there are multiple

functions for education and a wide

variety of legitimate interests in its

conduct, it is likely that change will be

less swift and effective than any

individual interest would like.  This is not

only inevitable but, provided the widest,

most equitable and effective

representation of interests is fostered it

is also desirable.
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The expansion of the state remit to

include education resulted from the

Forster Education Act of 1878 and the

Balfour Education Act of 1902. Although

it was always intended that this

expansion would give expression to a

variety of educational aspirations and

ideals, it was also firmly linked to an

overriding pragmatic concern: The need

to create a highly differentiated labour

force equipped to fill the range of

occupational roles appropriate to the

advancement of a modern industrial

society. This, in turn, meant that

education had to be institutionalised to

an unprecedented degree, not only to

ensure that educational provision and

the flow of qualified teachers could be

regulated and controlled, but also to

make sure that the policies of schools,

the content of their curriculum, and their

methods of assessment were more

harnessed to the economic needs of

society. 

Education was increasingly seen as a

'system' which had to be efficiently

organized, managed and administrated.

A necessary prerequisite for effect

management and administration of this

'system' was the creation of a greater

consensus about the goals of

education. In this climate of increasingly

institutionalised educational provision,

educational theory turned from the

philosophical problems about the

purpose of education to instrumental

problems about how education was to

achieve those social and economic

purposes prescribed in modern society.

In the period immediately following the

second world war, educational theories

of an applied science form proliferated

and affected all areas of educational

practice. 

Behaviourist theories of teaching and

learning, bureaucratic approaches to

educational organisation, and

administration and technical models of

curriculum development appeared – all

purporting to improve education by

applying scientific principles and

knowledge. By the early 1950s,

educational theory had become fully

accommodated to the scientific and

technological spirit of the age. As

educational practice was transformed

into a neutral instrument for pursuing

given social objectives, so educational

theory was transformed into a neutral

instrument for overwhelming the

technical problems to which the pursuit

of these objectives gave rise. 

Throughout the 1960s, educational

theory became increasingly dependent

on the 'parent' disciplines of philosophy,

psychology, and sociology. At an

organisational level, the philosophy,

psychology and sociology 'of education'

had, by the end of the 1960s, managed

to carve up the domain of educational

theory amongst themselves. By 1970,

educational theory as an autonomous

field of practical knowledge had ceased

to exist. The anti-educational effects of

the institutionalisation of schooling was

itself made a major topic of debate by

the de-schooling polemic of the 1970s.

Ivan Illich argued that because schools,

had, in effects, become social

institutions serving the economic needs

of modern technological society, they

could no longer operate as viable

educational communities serving the

learning and developmental needs of

their individual pupils. Illich's argument

challenged educational theorists to

develop a form of educational theorizing

which did not simply solve the technical

problem arising within the

institutionalized education system, but

raised critical question about how the

process of institutionalisation had itself

become a major obstacle to genuine

educational development and reform. 

This challenge is now being met by the

development of a new 'paradigm' of

educational theory – a 'critical'

paradigm – which, like philosophical

and practical forms of educational

theorizing, incorporates a central

concern with fundamental questions

about the nature of education and its

role in society. What makes it distinctive

is that it is also concerned to explore the

social, political and economic structures

within which educational provision and

practice are now embedded. It is thus a

form of theorizing specifically designed

to raise critical questions about the

tensions and contradictions that occur

between social values and educational

values. 

Educational Theory and it's Relation 

to Educational Practice 
Professor Wilfred Carr [9] teaches at the University of Sheffield and researches the philosophy of

education. His main interests surround a range of philosophical questions concerning the nature of `education´ and their
significance for the ways in which educational theory, practice and research are currently interpreted and understood.

9. Professor Wilfred Carr Educational the00ory and its relation to educational practice,
Handbook of educational ideas and practices, 1989, ISBN: 0415020611; pp 100 - 110
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“Science is organized common sense

where many a beautiful theory was

killed by an ugly fact”

Thomas Henry Huxley

“He attacked everything in life with a mix of

extraordinary genius and naive incompetence, and

it was often difficult to tell which was which.”

Douglas Adams 
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In particular, it seeks to reveal how the
process of institutionalisation may
distort educational values and constrain
opportunities for their practical
realisation. 

Five Schools of approach 

to Educational 

The common sense approaches 
The philosophical approaches 

The applied science approaches 
The practical approaches 
The critical approaches 

The Common Sense Approaches 

This refers to approaches which base
educational theory on a common sense
understanding of practice. Thus, with
this approach, educational theory is
always 'practice-focused'; educational
theorizing is simply a matter of codifying
ideas, concepts and principles
embedded in practice and then using
this theory 'to test practical competence
and identify deficiencies in practical
performance. Practice determines
theory rather than theory determining
practice. 

The Philosophical Approaches

Within the philosophical approach,

'common sense' is regarded as too

unreflective and uncritical to provide an

adequate basis for educational theory.

It therefore offers a form of theorizing

designed to enable practitioners to

extend and enrich their common sense

thinking by relating it to a philosophical

understanding of the true meaning and

purpose of education. Educational

practice, therefore, is not interpreted

simply as a form of common sense

action but as a form of reflective

practice based on educational ideals

which can be articulated and justified in

the light of some coherent 'philosophy'. 

The Applied Science Approach 

The approach adapted by those

educational psychologists, educational

researchers and curriculum evaluators

who insist that any defensible view of

educational theory must conform to

standards laid down by science. On this

view, educational theory is a form of

'applied science', using value-free

empirical knowledge as a basis for

resolving educational problems and

improving educational practice. As it

incorporates this view of education as a

means to a given end, the applied

science approach always interprets

educational practice as a technical

activity: a neutral instrument for bringing

about some 'given' educational goals. 

The Practical Approaches 

This approach underpins the

'illuminative' and 'naturalistic'

approaches to curriculum evaluation

and research and 'process' models of

curriculum development. With this

approach, the aim of educational theory

is not to provide solutions to technical

problems but to help practitioners to

make morally defensible judgements. It

seeks to do this by rehabilitating the

practical art of 'deliberation' as a basis

for acting educationally in particular

practical situations. Thus from this

perspective, educational practice is

morally informed action: it is an

essentially ethical activity guided by

educational values rather than any

narrow utilitarian concerns. 

The Critical Approaches 

Like the 'practical' approach, this

approach rejects the view of

educational theory as an 'applied

science' and sees it instead as a form

of 'moral science' in which the

importance of educational aims and

values is given full recognition. Where

it differs from the 'practical' view is in its

explicit recognition of how practitioners'

own understandings of their educational

aims may become distorted by various

non-educational social forces and of

how the practical realisation of their

values may be impeded by institutional

structures and political constraints. 

Educational practice is thus interpreted

not simply as a moral practice but also

as a social practice which is historically

located, culturally embedded, and

shaped by ideology. Normally, the

interdependence of these competing

views and practice is either

unacknowledged or undisclosed.

Indeed it is common for both

educational theorists and practitioners

or regard methodological debates about

the nature and purpose of educational

theory as quite separate from political

debates about the nature and purpose

of educational practice. In education,

theory is an indispensable dimension of

practice.

“ “

Any genuine teaching
will result, if
successful, in

someone's knowing
how to bring about a
better condition of
things than existed

earlier

John Dewey
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This is the name of a reforming

tendency in educational practice, too

broad and too diverse in aims to be

called a movement, to respond to the

cultural diversity produced by postwar

immigration to Britain.  It is part of a

widespread international interest in the

representation of ethnically diverse

populations in education, but not all

education responses to plurality are

multicultural.

Separate education for different

linguistic, cultural, or racial groups is not

multicultural education, which is a part

of a wider interest in equality of

opportunity.  It is also known as

'multicultural education', 'multi-ethnic

education' (particularly in the USA), and

'inter-cultural education' (particularly in

a European context).

The fact of cultural diversity in Britain

has forced a reassessment of the

relationship between education and

culture. There have been reforming

tendencies in educational practice to

respond to the cultural diversity

produced by post-war immigration to

Britain. Multicultural education is part of

a widespread international interest in

the representation of ethnically diverse

populations in education, however, not

all educational responses to plurality

are multicultural.

Educational recommendations range

from attempted ameliorations of

disadvantages with the aim of

educational outcomes for individuals, to

radical reconstructions of the curriculum

and of the relationships between

schools and their communities. This

range is influenced by notions of the

cultural determinations of self-image

and of the proper content of education,

including the nature of knowledge. 

The classical tradition conceives of the

development of the individual intellect

as the chief purpose of education. In

freeing the intellect from the ties of

ignorance and prejudice, it serves the

social purpose of promoting freedom

and responsibility. 

1. Truth can be difficult to find, but all

explanations in all cultures are attempts

to discover it. 

2. The means for that search will have

taken different routes in different places,

but the circumstances in which beliefs

arise are not the same as the beliefs

themselves. 

3. Since beliefs have this independent

reference to the truth, they are

shareable across cultures. Multicultural

education has always been motivated

in part by the evidence of the propensity

of human populations for racial hostility

and xenophobia in society. 

It is an educational response to poor

race relations which works to raise the

consciousness of both aggressor and

victim. Multicultural education is

concerned with the response education

should make to cultural pluralism. It is

part of a reforming tendency which aims

at promoting equality through

educational change. Its particular

characteristic lies in addressing

diversity as a resource and strength

rather than as a problem. 

A transcultural conceptual scheme in

educational practice demonstrates that

knowledge is the common property of

all peoples. In 1928, John Adams,

Professor of Education at London

University wrote “When education as

such began to be recognized... as a

subject in University curricula, it was

only natural that lecturers in education

should look out through world literature

for great names wherewith to adorn

their list of prescribed readings.” 

Reconsideration of the place of culture

in education had its first influence

among children of Asian origin.  Afro-

Caribbean communities were held to be

culturally British and their language a

debased form of English.  Research

into the alleged linguistic and

subcultural causes of the under

achievement of working class children

reinforced the view that Afro-Caribbean

children suffered because their

language and way of life were

educationally poverty stricken.   

Multicultural Education 

Philip Walkling [10] Professor and Dean of Education, Birmingham Polytechnic

10. Philip Walkling, Multicultural Education, Handbook of educational
ideas and practices, 1989, ISBN: 0415020611; pp 82 - 90



2526

By the middle of the nineteenth century,
a broad consensus existed among
governing and middle classes in
Europe and America over the necessity
of some form of education for the
masses. Disagreements raged over
precisely how this education should be
administered. In many countries,
debates over church involvement
retarded the organisation of public
education. In others, serious conflicts
over the precise nature of educational
organization – whether it should be
centrally or locally controlled, for
instance – had a similar effect. 

A vibrant educational press and a rich
international educational literature
contributed to the generalization and
widespread acceptance amongst the
dominant classes in various countries
of the necessity of popular education.
While the first half of the nineteenth
century saw the emergence of a brand
consensus over general educational
practices and objectives among
educational reformers and members of
the governing classes in most
European and American countries, the
translation of this consensus into a set
of effective educational practices aimed
at local, and especially working class
populations was a continually
problematic matter. 

The translation of educational theory
and philosophical propositions into
effective practices necessitated first, the
creation of a set of educational relations
and rituals, and also the transformation
of these things into taken-for-granted
features of the educational landscape. 

The organization of public educational
systems typically involved the creation
of new authority relations – between
states and local populations, between
teachers, students, and the community,
between teachers and educational
administrators.  Public educational
systems tended to define school
knowledge in novel ways, insisting upon
the acquisition of certain kinds of
knowledge and skill, and marginalizing
or stigmatizing others.

And as systems of public
administration, public educational
systems commonly involved the
creation of new institutions of political
governance.  Public educational
systems were successfully created only
where theses kinds of social
relationships were established and
institutionalised.  However, state
educational reformers frequently
encountered opposition and resistance
from students, local school supporters,
and other groups and classes in society
(In this regard see Phil Gardner (1983)
Lost Elementary Schools of Victorian
England, London Croom Helm.  These
points can be illustrated in the formation
of the public educational system of the
Canadian province of Ontario (known
as Upper Canada from 1891 to 1840
and as Canada West from 1841 until
the confederation of the Canadian
provinces in 1867).

The foundations of the educational
system of Ontario were laid in the
turbulent decade of the 1840s.  During
this period, where a network of locally
supported voluntary schools had
already produced a generally literate

population, educational organization

figured centrally in political conflicts

over the issue of colonial self-

government. Jn educational relations

and curricular forms what one

witnesses is a restructuring of the

politics of education such that political

relations become implicit rather than

explicit.  The institutionalization of

educational practices and procedures

which assumed that students were

children effectively transformed the

reality of studenthood...

… The study of the formative period of

state educational systems is particularly

instructive for its revelation of the

processes of educational normalization.

In practice, the successful

normalization of relations of power in

education systems means that they

disappear from view.  They become

submerged in an obviousness which

tends to be taken for granted

unquestioningly.  

Historical study calls into question the

taken-for-granted nature of

contemporary education relations  and

structures.  By examining the conditions

under which educational systems were

organized, and by detailing the kinds of

changes in social relationships which

these systems provoked and continue

to sustain, we may better understand

the basis of the existing social order.

The Normalization of Education

Relations in Ontario, Canada 
Bruce Curtis [11] Associate Professor, Wilfrid Laurier University, Waterloo, Canada

11. Bruce Curtis, The Normalization of Education Relations in Ontario, Canada ,
Handbook of educational ideas and practices, 1989, ISBN: 0415020611; pp 82 - 90
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“The union of family and school life is the

indispensable requisite of education”

Fredrich Froebel

“A truly good book teaches me better than to

read it. I must soon lay it down, and commence

living on its hint. What I began by reading, I

must finish by acting.”

Henry David Thoreau
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Integrating practical experience with
classroom studies has long been
regarded by some educators as a
panacea for a host of educational
problems such as increasing student
interest in school, and stemming
dropouts, while providing a stimulus for
learning. Advocates maintain that by
combining theory with practice,
students see connections between their
studies and the larger community, and
develop abstract principles from
practical application. Thus, according to
this view, students find new meaning in
their classwork developing internal
control and motivation, and developing
the ability to make reasoned,
independent judgements. 

This view took hold in the twentieth
century, when a leading American
educator, John Dewey, vigorously
promoted 'experience-based
education', an idea that laid the
philosophical foundations for both the
progressive education and the
vocational education movements. 

Experience is a living part of society
and culture, which makes it difficult to
grasp and fit into the structure of
organized schooling. Because it goes
beyond the boundaries of most schools'
concerns, integrating experience with
education necessarily means
broadening the focus of education itself,
which has generated debate for
centuries. For example, Socrates'
approach to education (now known as

the 'Socratic method') held that learning
begins with the self, not with external
knowledge.  Within this concept of the
self as the initiator of the learning
process lies a basic tenet of experiential
learning. Questions are both raised and
answered through experience in a give-
and-take between the individual and
their environment. Aristotelians believed
that education should be based on fact
and logic external to the student, this
early Greek approach to learning was
student centred, knowledge or facts
were useful in-so-far as they aided the
students inquiry. Experience played a
major educational role as Europe
moved out of medieval time and into the
modern world. Houle (1976) argues that
key forms of advanced learning were
mostly experiential. 

These included apprenticeship training
carried out by the crafts guilds; the
chivalric system of education; and the
self-directed study of priests, kings and
scholars carried out in monasteries,
courts and private libraries. The core of
these activities was learning by doing –
some with more supervision than
others. John Amos Comenius in the
seventeenth century observed that
knowledge should grow from the roots
up; that it must be based on childrens'
own opinions and own examination
(Drake 1967). Educators who
subscribed to this point of view came to
be called 'Realists'. They believed that
sense perception should be at the core
of learning. 

Accordingly, activities that emphasized
sensation were part of the active
process of learning. Later, Rousseau
outlined the beginning of a more
humanistic and progressive educational
philosophy that emphasized experience
with nature, and which followed the
natural tendencies of the child (Drake
1967). In Emile, Rousseau captured the
joy and excitement that is apparent in
learning through discovery and
generated debate on the process of
education and the role experience
should play in it. In the early nineteenth
century, Friedrich Froebel, who had
been heavily influenced by the earlier
'Realists', developed a set of
educational principles that can be easily
seen in contemporary progressive
education programmes. 

According to Froebel, students' self-
activity promoted development;
unbroken continuity helped ensure the
acquisition of correct knowledge;
creativeness ensured the assimilation
of knowledge and fostered the growth
of power and skill acquisition (Bowen
1893: 180-1).  In the United States
these ideas found their influence in
Francis Parker, William James, William
Kilpatrick, Alfred Whitehead and John
Dewey as they grappled with the way in
which experience should be integrated
with classroom instruction. 

Whitehead and Dewey added new
dimensions in grasping the elusive
teaching power of experience.

Educational Transition and Reform: 

The Status of Dewey in Contemporary Schools

Wellford Wilms [12] Associate Pofessor, Graduate School of Education, UCLA.  His interests are organizational

change and the diffusion of ideas from one sector to another; using action research to foster broad participation within
organizations; rebuilding social fabric at the local level to sustain positive changes; using mediation to resolve conflicts.

12. Wellford Wilms, Educational Transition and Reform: The Status of Dewey in Contemporary

Schools, Handbook of educational ideas and practices, 1989, ISBN: 0415020611; pp 242 - 254
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Whitehead, in the Aims of Education

(1929) conceived of experience as a

way of keeping knowledge alive, thus

preventing it from becoming inert.

Dewey and Whitehead each felt that

education was synonymous with self-

discovery.  There is little doubt that

while Whitehead was an important

figure in education, John Dewey was

probably the most influential writer on

the role of experience in learning.

In Experience and Education (1938),

Dewey asked: “What is the proper

relationship between subject matter and

experience ? How can freedom be used

to foster learning ? How many students

lose the impulse to continue learning

because of negative experiences in

school ? Why should students acquire

information if they are unable to extract

meaning from future experience ? 

In attempting to answer these and other

questions it led Dewey to define an

educational experience as one that has

at least three characteristics. 

First, an educational experience should

promote personal growth and move

students toward new experiences. 

Second, an educative experience

should cause the learner constantly to

examine, evaluate and modify their

inner beliefs as a result of conflicts

presented by external events. 

Third, despite its often provocative

nature, experience should be enjoyable

so that learners continue learning and

are not discouraged. 

In Dewey's analysis, the problem lay

not so much in the fact that most

students lacked experience, but rather

the experiences they had were

miseducative.  By 'miseducative' Dewey

meant experiences that arrested or

distorted students' growth, or inhibited

their willingness to continue learning.
Although Whitehead's and Dewey's
themes were never fully embraced by
most educational practitioners, they
were nevertheless profoundly
important.  

Their lasting influence can be seen in
the work of more modern
developmentalists including Kohlberg
and Mayer (1972), Schaefer-Simmern
(1949), Erikson (1968), and others.

It was with this background in mind that
I taught a class in UCLA's Teacher
Education Laboratory called 'Can You
Find Dewey in the Classroom ?' to see
if we could find evidence of John
Dewey's educational philosophy in a
systematic study of Los Angeles junior
and senior high schools.

In the first few weeks of the class we
read and discussed Whitehead's Aims
of Education, and Dewey's experience
and Education, though for the sake of
efficiency, we focused most attention on
Dewey.  Early in the discussions, it
became clear that some of the student
teachers held the view that teaching

was little more than transmitting

organized material to students to

develop their academic 'skills'.

However, Dewey's ideas seemed to

resonate with most students, though

many remained sceptical about the

feasibility of implementing them in

modern classrooms.  Through group

discussion, students culled Dewey's

guiding principles from Experience and

Education, and 'operationalized' them,

by defining them in ways that would

allow their observation in the

classroom.  Three chief principles

emerged.

First, some educationally purposeful

activities drawn from outside the

classroom should be present in day-to-

day classroom instruction, and students

should be actively involved in them.

Second, evidence of continuity and

progression of the subject under study

should be apparent.  For example, does

the master-teacher draw on past

lessons or experiences that hold

interest for students to help them see

connections between one lesson and

another ?  

Does the organization of the course and

students' involvement in it lead them

naturally from one issue to another ?

Are students engaged in issues from

the larger community in ways that help

them understand abstract principles ?

Third, evidence of interaction between

students' inner thoughts and beliefs and

external events should be observable.  

Are students fully engaged in the lesson

and participating actively in their

learning ?  Do they appear to reflect on

their experiences and draw connections

between them and the subject matter ?

Can they transfer classroom learning to

their own lives ?

“ “

Education, therefore,
is a process of living

and not a
preparation for

future living

John Dewey 
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Student-teachers observed whether or
not their master-teachers provided
some form of purposeful activity in their
lessons, and whether or not such
activity appeared to help integrate other
subject matter with the classroom
studies.  Surprisingly, in only nine per
cent of the classrooms, student-
teachers reported their master-teachers
'frequently' integrated their lessons with
such activity.  

Slightly more than half (53 per cent)
reported the occurrence 'rarely or
never'.  In a few cases, classroom
activities included truly creative projects
like writing poetry that drew on imagery,
mythology, literature, and students' own
experience.  But more often, activities
were of a mundane variety like filling out
workbook assignments or practising
with musical instruments for a
presentation.  One student-teacher
observed:

After the master-teacher had
demonstrated how to work a few
problems, students were given a ditto
on which they were to work out a set of

problems, just like those the master-

teacher had just done.  There was

absolutely no self-discovery or thought

involved.  Students were just passive

learners.

Student-teachers noted that most

master-teachers also failed to integrate

theory and practice, or issues of the

larger community with the classroom

lesson.  Student-teachers also

observed the degree to which class

activity was student-directed, and

reported that in most cases activities

were directed by the teacher.  Though

the vast majority of the student-

teachers reported that students

appeared to understand the purpose of

the activity (83 per cent) when it was

present, most observers agreed this

key element of Dewey's philosophy was

not a regular part of classroom

instruction.  One student-teacher

summed up others' views as she wrote:

Dewey's principles seem alien to the

everyday operation of this class.

Students' interests are just not

engaged.  Class is a drudgery for both

the teacher and student.  

Student-teachers also investigated the

extent to which the master-teachers

ensured continuity between lessons,

and if they made efforts to connect

issues raised in class to students'

interests and daily lives.  While more

than half (54 per cent of the master-

teachers were observed taking steps to

relate class issues to students' daily

lives.  One student-teacher in music

said:

The true purpose of instrumental music

should be to provide students with an

expressive experience.  But, playing the

right notes becomes the main purpose

for my master-teacher.  Music can and

should be related to other fields, but I

have never observed connections being

made in my master-teacher's

classroom.  He honestly isn't aware that

there are other aspects to music than

pushing down the keys and playing the

right notes.

Student observers said that the

apparent lack of connectedness

between classroom studies and

students' lives probably accounts for

many students' lack of interest in their

studies and the resulting

'pandemonium', 'inattention', and

'mischief', leading to the need for the

imposition of teacher control.  As one

student noted:

…all students have interests.  The

failure of education is its failure to

engage them.  This failure, rather than

any evil in the nature of children, leads

to the lack of control among students.

Is it any wonder that the teacher is grim

and unenthusiastic ?

Responses from the 150 sampled

students confirmed the finding that

Dewey's educational philosophy

appeared to honoured more in the

breach than observed in practice.

According to these students, classroom

learning appears to stand along, having

little relationship to their live,s other

studies or the larger community.  

“ “Education with inert
ideas is not only

useless; it is above
all things harmful

Alfred North Whitehead
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More than a quarter of the students (29
per cent) said they were 'not at all
interested' in their class, and a further
59 per cent answered that they were
only 'somewhat' interested.  Students'
lack of interest no doubt stemmed in
part from their inability to relate
classroom studies to their own lives.

Eighty-two per cent said they found no
connections between their lessons and
their lives or the larger community.
None reported being able to transfer
learning from one class to another.  In
the face of soaring student dropout
rates, it came as little surprise that
nearly two thirds of the students
reported that their classes failed to
interest them to continue their
education.

In describing his master-teacher's
classroom, one student-teacher
captured the dynamics that
characterize many American
classrooms:

After the tardy bell rings, the master-
teacher gives the students a vocabulary
test to settle them down.  He does this
every morning without fail.  He says that
it's important to begin the class with a
quiet activity to get the students under
control.  After the students finish, the
lecture for the day begins.  Hi often
ignores raised hands, leaving students
confused and frustrated.  After the
lecture, students do workbook
exercises. 'It's good to have them busy
right up to when the bell rings,' the
master-teacher explained.

Dewey would cringe.  There was no
discovery, no stimulation, no
exploration.  The zest to learn,

participate, discover and explore are
clearly absent in room F-116.  Dewey is
not there, but doesn't mean that some
learning doesn't take place.  It is

possible that on occasion, a little Dewey
slips in the back door, and when he
does, the students are relieved of the
endless routine that they have been
trained to endure.

The virtual absence of the stream of
educational philosophy from Socrates
to Dewey in these classrooms raises
important questions about its failure to
endure.  Because the Deweyan
concept has been so influential, and
because its educational promise has
been so widely recognized, it is
important to explore plausible reasons
that may account for its absence in
these American schools.

In discussing their findings, the UCLAS
student-teachers reasoned that
classroom education frequently
becomes detached from students'
interests and the larger community
because of a self-reinforcing cycle of

circumstances that seems to
characterize American education. 

First, curricula are developed to ensure
that students acquire specified
information.  Typically, curricula are
imposed from the top down, and are
increasingly driven by tests as the USA
grapples with educational reform –
particularly in academically oriented
classrooms.

Consequently, teachers become
responsible for ensuring that students
get through large amounts of abstract
information on which they are routinely
tested.  It is little wonder that students
lose interest.  One student-teacher
reported that his master-teacher
admonished him for attempting to
engage students' interests. 'I looked at
my class and saw boredom', 'just give
them information,' his master-teacher
said, 'You're not in the entertainment
business'.

Second, most student-teachers said
they felt that teachers were paid too
little and worked too hard, with few
opportunities for professional
advancement.  'A teacher's chief job is
to get through the subject matter.
Beyond that, everything else is extra,'
observed one student-teacher.  'There
are plenty of barriers to being creative
in the classroom, and few incentives.'
Another student-teacher noted:

To give students the right kind of
educational experience takes more
effort than most teachers are willing to
give.  Mr Brown's plans are already
drawn up.  He has stacks of his 30 page
syllabus just waiting.

“ “Skepticism: the
mark and even
the pose of the
educated mind

John Dewey 
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It comes as no surprise that students

quickly lose interest in classroom

learning that has little or no value for

them.  The need to impose classroom

order is a natural consequence, taking

the place of order that would otherwise

come form students who are truly

interested and engaged in their studies.

One student-teacher wrote:

The school isn't a group or community,

held together by participation in

common, meaningful activities.  Their

absence invites direct intervention by

the teacher, who keeps order – literally.

Many student-teachers described their

classrooms as 'prisons', 'dictatorships',

and 'police states'.  It is within these

realities of abstract curricula, designed

to advance some students to higher

education while weeding out the less

academically-inclined with standardized

tests, that uninterested students learn

to play the game of school.  And, as one

student-teacher observed, the results

are negative:

Academically advanced classes

faithfully mirror society.  We may

produce good test-takers, but we do not

produce good learners; we produce

people who work for a specific reward.

Most students want that which is

easiest and familiar; they have learned

how to work within the system.

In the end, according the UCLA

student-teachers' analysis, both

students and teachers lose.  One young

woman said:

On the one hand, most teachers are

afraid to let students have any control.

On the other, most students fear having

to take responsibility and be in control.

What is left is an educational system in

which authority for educational

decisions is increasingly centralized to

maintain classroom order with the effect

of alienating both teachers and

students.  As a result of this impersonal

control, education has witnessed a slow

death of ideas in teaching – it is little

wonder that education is rarely

broadened to accommodate practical

experience.  Too often, by the time

teachers get to the classroom the

creative thinking has been done for

them.  Salaries, working conditions, and

class size have been negotiated

elsewhere; curricula have been

established by school boards; content

has been specified by subject-matter

experts; disciplinary procedures have

been prescribed by the courts.

Anyone who has the good fortune to

encounter a truly remarkable teacher

would probably agree that the teacher

found creative ways to engage

students' interests and made

connections between their studies and

the community around them.  Yet

increasingly large numbers of teachers

are leaving the profession because of

the lack of opportunity to breathe life

into the deadening classroom routine.  

According to the US Census Bureau,

about nine per cent of the national

teaching force leaves each year.  Most

studies agree that within the first few

years of teaching, 40 to 50 per cent of

all new teachers leave.  A recent study

done for the Montgomery County

School District (Commission 1987),

which is regarded as one of the finest

public school districts in the nation,

revealed that 40 per cent of its new

teachers left within the first three years,

and that many of them left the

profession entirely.  

The report pointed to 'top-down

bureaucratic control' as a chief cause of

teachers railing to enter the career, or

leaving in mid-career.  One discouraged

teacher was reported to say, 'I'm just a

drone in the system'.  The report

observes.

Decisions that are made far removed

from the classroom can also result in

unrealistic expectations, as well as

frustration and cynicism, for both

administrators and teachers.  Teachers

feel some curricula are paced too fast

for many students.  They feel they must

push kids from objective to objective,

regardless of retention, to meet the

standards that have been set.

(Commission 1987:46).

In its chief recommendation, the

Commission echoed Whitehead, who

half a century earlier warned that unless

education helped students see the

woods by means of the trees, and

unless school reform worked from the

schoolhouse level up, education would

lurch from one 'dung-hill of inert ideas

to another' (Whitehead 1929:25).  The

Commission recommended that

teachers must become managers of

learning, and not drones or assembly-

line workers.  It called for giving

teachers 'breathing room' to do their

jobs, noting:

This will require recognition that

children are not educated by directives

from above, comforting as the belief

might be.  We must trust our teachers,

and restructure the schools and the way
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we deal with the schools, to enhance,

not frustrate their efforts.  (Commission

1987:47)

Sirotnik (1981) also found the same

behaviour as did the UCLA student-

teachers – that teachers spent about

half of the class time talking to students,

but less than one per cent of the time

was devoted to asking open questions

that would demand more than a simple

recall of information.

It should be noted that this patter is

found in other industrialized nations as

well.  For example, Watts and his

colleagues in Great Britain (1983) show

that few educational programmes

rooted in experiences outside the

conventional classroom survive and

prosper.  While Watts lays some of the

blame at the feet of immature students

and uninterested employers (who

provide work experience), he mainly

blames teachers and school

administrators who allow little deviation

from formal instruction. 

According to Watts, while most

educators fail to embrace experience as

a legitimate part of education, most

students like it.  Though this data are

limited, some students are motivated by

their experiences to work harder in

school.  Others think they learned more

outside school than in it.  One student

is quoted as saying, 'To be quite honest

I think I learned more in those two

weeks of work experience than in the

three years at school' (Watts 1983: 88).  

Other studies noted by Watts reveal

that nearly two thirds of students in

work experience programmes became

keener to leave school, perhaps

because they felt a sense of power over

their own lives as they assumed, at
least temporarily, adult roles.  Said one
student, 'You feel how big you are, then
you've got to shrink back doon (sic) into
school size' (Watts 1983:91).

What seems clear is that it is the
cultural expectations of formal
schooling in the US< as well as in most
other industrialized nations, that
account for its rigid nature.  In this
conception, traditional schools pass
along the dominant culture... Classwork
is made up of highly structured
information, and students' progress is
measured in clock-hour credits and
examination scores.

Most often, structured classwork is
taught as a finished product, thus
requiring little original thinking, but
rather rewarding students' abilities to
absorb, store, and recall it.  To absorb
and store structured information
effectively, students naturally develop
learning styles that are characterized by
passivity and docility.

Subject matter in American public

schools is taught by teachers who have

themselves been trained and qualified

in the same way.  Subject areas are

formalized in lesson plans that break

down subject matter into units with

statements of objectives of what is to be

learned and how.

Classrooms of Dewey's era, as well as

those of today, are characterized by

students sitting facing the teaching to

receive information.  As I have already

noted, the purpose of such learning is

determined by authorities, distant from

the schoolhouse and from the students'

own interests.

Thus, it is also not surprising to find

education that is rooted in students'

own experience failing to achieve its full

educational potential in traditional

schools.  Studies of the failures of the

American alternative schools of the

1960s and early 1970s help describe

why traditional schools may be

inhospitable hosts for education that is

orientated to students' experience (Deal

1975).  Deal pointed out how traditional

schools were unable to cope with new

organizational problems produced by

new authority patterns and by the

alternative educational processes that

were messy and hard to control.  

For example, alternative school

programmes, like educational

programmes based on experience,

encompass a much larger group in the

learning and teaching process.  Unlike

teaching in the traditional school,

teachers are no longer the only ones in

control.

Programmes that integrate practical

experience with classroom studies

“ “It takes a very
unusual mind to

undertake the
analysis of the

obvious

Alfred North Whitehead



dramatically change the substance of

what is learned.  In these programmes,

students' education is no longer limited

to concepts that can be reflected in

textbooks and reduced to units that can

be tallied up in lesson plans and

converted to clock-hour credits.

Instead, students' learning becomes

highly individualistic, dependent on

discovery.  Also, such individualistic

education eludes easy measurement

and evaluation, which are the chief

requirements for allocating resources in

an efficient system.

Programmes rooted in experience

change the reasons for learning.

Students' own intrinsic motives take

priority, and shifting the locus of

motivation for learning from school

authorities to students upsets the

sequence in which learning takes place.

Instead of teachers 'delivering'

predigested information to students,

students learn more from their own

experiences – a process in which

teachers act more as guides and

mentors than as authorities.  Learning

becomes redefined as a process of

development that works from the inside

out, rather than from the top down.

In conclusion, I think a primary reason

that traditional schools appear to have

such difficulty in truly embracing

experience is because their purposes

are culturally defined according to an

unchanging conception of education.

Traditional schools, by and large, treat

education as a systematic process of

inculcating students in externally

defined bodies of information that

demand  the imposition of coercive

order.

In contrast, programmes that are based

on students' experience treat education

as a developmental process in which

the students' own experience becomes

a primary locus of motivation and

learning.  So long as the traditional

school's purpose remains simply to

transmit the culture, and not to

rediscover and renew its meaning with

each generation, efficiency and external

control will probably continue to

characterize its educational approach.

Thus Dewey's position of nearly half a

century ago, that the full potential of

learning through experience can be

brought forward only with a well

thought-out theory of experience, still

holds true.  But, without a social

consensus about the purposes and

process of education, any such

movement will remain abstract and only

theoretical.  It seems most likely that

until such a change is mandated by

society, most schools will probably

continue to respond to the predominant

social mandate to serve their

educational purposes in the same way.
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“ “

Most learning is not
the result of

instruction. It is
rather the result of

unhampered
participation in a

meaningful setting

Ivan Illich
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“ “It is impossible for a man to
learn what he thinks 

he already knows

Epictetus
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Adult basic education is one of the most

challenging and innovative areas of

educational provision in Britain today.  It

covers basic literacy and numeracy for

all adults, including those for whom

English is a second language.  It also

covers the related communication and

coping skills which are an essential

foundation for other learning or for

autonomy in everyday life.  It is based

on principles of open access and

learners' rights to define their own

learning needs and to take part fully in

the decisions that affect their learning.

There is a commitment to learner-

centred methods including the right to

individual tuition and to exploring new

methods of learning which do not

simply repeat or continue traditional

schooling.

Beginning with a national adult literacy

campaign in the early 1970s, adult

basic education in Britain has

developed from almost nothing to a

complex and dynamic area of activity.

This has been achieved within a period

of general contraction of funding for

education and for adult education in

particular...

...Literacy and numeracy are difficult

concepts to define and measure.

UNESCO has adopted several different

definitions over the years...Whichever

measure we adopt, however, that there

is a need for adult basic education

(ABE) in Britain is not in question.  Ever

since help with basic skills has been on

offer, demand has always outstripped

supply, with waiting lists of potential

students...

...problems of adult literacy and

numeracy are structural – that is, they

are built into our educational and social

system – despite the fact that they are

often 'discovered' with disbelief and

treated as an isolated disease that can

be eradicated from individuals.  Such

problems have always existed in

Britain, despite universal compulsory

schooling, and there are similar

concerns in other western industrialized

societies.

It has always been accepted that school

will fail many children.  Schooling has

been seen as a competition geared

toward academic success for a minority,

rather than a means for meeting the

basic right of every child to adequate,

useful competence in literacy and

numeracy.  Basic skills are of concern

at the present because of changes in

the economy and rising unemployment.

These highlight the underachievement

of many school leavers and the lack of

post school opportunities for adults to

return to education or training at

whatever level they need and especially

for those with no formal qualifications.

Adult literacy and basic education in the

industrialized countries of Europe and

north America is a late-comer to the

field of Adult Basic Education.

UNESCO has developed a large body

of experience in third world countries

since the early 1950s and many other

countries have initiated their own

programmes of adult basic education,

sometimes involving spectacular

national mobilization as part of broader

changes in the power structure of their

society as in the Soviet Union,

Tanzania, China, Cuba, and Nicaragua

[5].  These activities form a body of

experience and theoretical perspectives

from which lessons can be drawn by

those involved in Adult Basic Education

in industrialized countries [6].  Much of

this work emphasizes the necessary

links of adult basic education with

community development and access to

power and resources for

disenfranchised groups...

...Differences among countries – in

geography, language situation, social

and political structures – make

comparison difficult.  However, despite

the differences, links can be made, for

example applications of Freire's work in

the USA, the development of critiques

of culture and schooling which help us

understand how schools reinforce

dominant and unjust cultural patterns

and social structures.  Such patterns

make access to information and control

of basic skills a very real problem for

linguistic and cultural minorities and

other non-dominant groups, working-

class people, and women in our

societies, and their situation has direct

parallels with populations in developing

countries.

Adult Basic Education

Mary Hamilton [13] Professor of Adult Learning and Literacy at Lancaster University.

Commissioner for the National Literacy Inquiry co-ordinated by the National Institute for Adult
Continuing Education and chaired by Lord Tim Boswell

13. Mary Hamilton, Adult Basic Education; Handbook of educational
ideas and practices, 1989, ISBN: 0415020611; pp 313 - 322
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Links are also being made through

anthropological and historical work [14]

that is increasing our understanding of

the oles of literacy in society.  This work

helps to uncouple literacy from

schooling so that we can see it in its

broader context as a means of

communication and access to

information.

The adult literacy campaign in Britain

was launched in 1973 as a result of

pressure from community workers and

educators. A labour Government

released one million pounds in 1974 for

the first year of the campaign. This

money, combined with an enormous

amount of volunteer effort and the

involvement of the BBC in a novel

media campaign, quickly established

adult literacy provision...

...Whatever model of Adult Basic

Education is chosen, it is accepted that

literacy and numeracy learning with

adults must be closely tied to their uses

in peoples' day-to-day lives.  How best

to make Adult Basic Education relevant

to everyday life and integrate literacy

and numeracy with the activities in

which they will be used has been a

central dilemma for UNESCO over the

last 30 years.

Failure to achieve this integration is one

criticism levelled at educational

institutions in Britain, both in schools

and colleges.  One way is to approach

literacy and numeracy through other

courses of study or other activities,

rather than focus directly and

exclusively on basic skills as the central

aim: for example, teaching literacy and

numeracy as part of a wood-working

course or photography course, linking it

to cookery or welfare rights, or home

maintenance.

The idea is similar to teaching reading
or study skills across the curriculum,
rather than as a special subject in its
own right.  Almost any adult course,
especially in craft and technical areas,
has elements of literacy or numeracy
that can be developed within the wider
framework of the course and there are

some interesting examples of how this
has been done.  Those working in
community-based groups have obvious
ways of linking basic skills to other
activities...

...Student participation in learning and
management of programmes has
always been a prominent part of the
rhetoric of Adult Basic Education in
Britain, especially within community
based groups. 

This approach fits in with models of
adult learning and androgogy and with
practice in parallel adult education
courses such as Second Chance to
Learn and many women's courses. It is
particularly important that people whose
needs have not been met by traditional
schooling should be given a voice to
define learning in ways that suit them,
reflecting their own experiences and

concerns and ways of expressing

themselves.  In practice real

participation is often difficult to achieve.

A truly participative learning programme

presents a challenge to those with

existing power and voice, and runs

counter to the past educational

experience of both tutors and learners.  

However, there have been some

important developments in this respect,

which provide pointers for the future.

Student participation in learning in adult

basic education is encouraged through

negotiated assessment and evaluation

of programmes.  

Small group work in which learners use

each other as resources and work co-

operatively, help to break down

traditional roles of tutors and learners.

The National Association of Students in

adult basic education has a network

across the country and holds

conferences and other activities. A few

schemes have emphasized learner

participation in managing schemes,

through management committees,

experience in chairing groups and

taking minutes, all of which becomes an

integral part of the learning that goes

on. 

The emergence of student writing and

publishing has been one of the most

interesting developments of adult basic

education in Britain and is another way

in which commitment to learner

participation has been taken beyond

words to practice. The production of

material written by learners for the use

suitable for adults. Production has been

supported by local community

publishing in Britain, through

organisation such as The Gatehouse

Project and Centreprise publishing

project, part of the Federation of Worker

Writers and Community Publishers. 

“ “Books constitute
capital. A library book

lasts as long as a
house, for hundreds 

of years

Thomas Jefferson 

14. Barton, D. and Hamilton, M. (1988) ‘Social and cognitive factors in the development of writing’, in A. Lock and
C. Peters (Eds.) Handbook of Human Symbolic Evolution, London:Sage; De Castell, S., Luke, A., and Egan,
K. (1986) Literacy, Society, and Schooling Development in the West, London: Cambridge University Press;
Levine, K. (1986) ‘The Social Context of Literacy, London: Routledge & Kegan Paul; Street, B.(1984) Lieracy
in Theory and Practice, London: Cambridge University Press.



This writing movement is better

developed than in any other industrial

country, but is carried out with little

financial support.  Many collections

have now been produced by students

for use in local schemes.  

For several years Adult Literacy and

Basic Skills Unit (ALBSU) supported a

national newspaper run by a collective

of students and tutors; there have been

residential writing weekends,

development of regular writing groups

and resource packs on writing.

Student writing not only helps creatively

solve the problem of what adult learners

can be offered as reading matter, it also

fits in with the idea of participation and

validating the experience of learners

themselves. The very process of

producing such writing, translating

spoken words into written form, editing,

and laying out for publication has

proved to be an extremely powerful way

.Adult Basic Education in Britain and in

other countries is underfunded and

under researched.  Although the initial

development of the adult literacy

campaign was well documented [15],

the results of nearly 15 years of

experience and innovation are largely

unwritten or described only in locally

distributed reports.  Practice has moved

ahead of reflection and comparison.

Until very recently, ALBSU has not been

involved in sponsoring research, but it

has now formulated research priorities

for the immediate future.  These include

methods of assessment and evaluation,

a comparison of part-time tuition with

more intensive courses, and the needs

of bilingual learners.

Because of the general approach of

Adult Basic Education, which is learner

centred and committed tot he

participation of adults in the

programmes, certain types of research

and evaluation, consistent with this

approach, are more appropriate than

others.  These are models which

emphasize co-operation among all

those involved in research, which

reduce the distance between the

'researcher' and the 'researched', and

which treat the learner's experience as

central to any enquiry.  One such model

is research-in-practice, similar to the

idea of teacher-researchers developed

in schools, but taken further to involve

adult learners themselves...

...As in other countries Adult Basic

Education is a growing and increasingly

well established aspect of adult

education in Britain.  With the new

emphasis on opportunities for

unemployed people and on life long

education, this trend is likely to

continue.  However, despite the

increase in learning opportunities over

the last decade or more, adult basic

education still only reaches a small

number of those estimated to be in

need of help, and the funding is minimal

when compared with any other sector

of the education system. The

widespread use of volunteers has

meant that conditions of work for staff

are poor, and recognition of adult basic

education as a demanding and valuable

field of teaching is long overdue. of

learning about literacy.

3737

15. Jones and Charnley (1978) op. cit.; Charnley, A . and Jones, H. (1981) The Concept of Success in Adult
Literacy, London: ALBSU

“ “My ideas usually come
not at my desk writing

but in the midst of
living

Anais Nin
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Participation by young adults (aged
about 18-21) in higher education has
significantly increased in the last twenty
years and, as Brennan demonstrates in
his chapter, the growth has been
particularly marked in the non-university
sector of polytechnics and colleges.
But it remains only a relatively small
proportion of this age group who enter
higher education, and, despite the
steady increase in enrolments of older,
mature, students, it is unusual for an
older adult to become a degree student.

As for the broader and more varied
expanses of what is variously called
adult, continuing, community, recurrent,
or lifelong education in Great Britain,
adults participate in a great range of
often ill-resourced and discontinuous
provision.  Such participation is always
a minority interest and takes place in
varying proportions according to such
social indicators as age, sex, social
class, race, and domicile.  Percy
indicates that much systematic adult
learning can be found outside the
classes and courses of formal providers
of adult education such as colleges and
local education authorities...Brennan
indicates the future of higher education
to be with the development of part-time,
modular, discontinuous units of study
'tailor-made to meed the needs and
interests of the individual student at
different points in his or her life'...When
Duke and Ward illustrate that the
debate on what constitutes education,
and what training, and how each should
be resourced, is alive and active in adult
and continuing education, they cover
ground which is being simultaneously

turned over in British higher
education…colleges of further
education, in their best forms, touch
both higher education on the one hand,
and the more general forms of adult
education on the other.  Their
prospectuses contain technical,
vocational, and general courses of all
kinds,; their courses are full and part-
time, day and evening; their students of
all ages from 16 to what Glendenning
calls 'the third age'...

...Glendinning, who laments the lack of
research and the absence of 'scientific
data' in British educational gerontology.
'A clearer ground-plan' has yet to
emerge, he says...Brennan implies, the
notion that there is anything justifiably
special or separate about education in
a university is no longer part of public
policy...If resources are released
through shifts in allocation or through
more efficient management then the
issue is what use will be made of them
– for example, to improve access for
disadvantaged students, to promote
curriculum reform, or to enhance
student performance through student-
centred learning and teaching methods.
It is interesting that many of the articles
in this section contain a rhetorical
undertow of approval for non-didactic,
non-pedagogical (i.e. more
'androgogical'), and more 'open'
methods of teaching and learning.  The
received opinion is that adults learn
best in different ways, and under
different conditions, from children.

Their experience, interests, and
diversity should be respected, their

confidence built or rebuilt, and curricula

and teaching methods individualized

and negotiated.  It may well be so –

although there is more advocacy here

than proof.  There are others who

assert that 'good' teaching is the same

whatever the age of the learner.  What

is interesting is that some of the authors

in this section imply, through their

advocacy, that good teaching is

sometimes not present in educational

situations beyond school.

It emphasizes that learning is not

synonymous with children sitting in

school classrooms.  Learning, both

formal and non-formal, is part of all

stages of life: it is lifelong.  It is not a life

sentence, it is a life opportunity.  At

least, that is the ideal, but in Great

Britain it is an ideal recognized neither

in public policy nor in the public mind...It

is not clear that British educators have

put together a coherent vision of what

they can achieve in education beyond

school.  As Legge points out, work

(whether paid or not) is one of the major

status and life-style defining roles in

adult life, and educators must relate to

it.  Indeed, what we must all feel

towards in the 1990s in an over-arching

concept of lifelong education which

transcends divisions of education and

training, which convinces the guardians

of the public purse, and which enthuses

fellow citizens with the belief that

education beyond school is different

from, perhaps better than, education

within school, and is equally important.

Education Beyond School 

Keith Percy [16] Professor Keith Percy, Director of 

the School of Lifelong Learning and Widening Participation

16. Keith Percy; Education Beyond School; Handbook of educational
ideas and practices, 1989, ISBN: 0415020611; pp 313 - 322



3939

Education is now recognised to be an

investment in human capital that

generates benefits both for the

individual – in the form of better

employment prospects and higher

lifetime earnings – and for society at

large by increasing the skills and

productivity of the labour force. This

raises issues both of efficiency and

equity. Since education benefits society

as a whole, then some form of public

subsidy is justified on efficiency

grounds, to prevent under investment

and provide the skilled manpower

necessary for economic growth and

prosperity. 

In the case of post compulsory

education, the decision to continue

education yields private as well as

social benefits. Investment in Human

Capital The idea that education

represents investment in human capital,

which will bring benefits in the form of

increased earning power for the

individual, in the same way as the

purchase of a machine represents

investment in physical capital, was first

explored in the eighteenth century by

Adam Smith: “When any expensive

machine is erected, the extraordinary

work to be performed by it before it is

worn out, it must be expected, will raise

the capital laid out upon it, with at least

the ordinary profits. 

A man educated at the expense of

much labour and time to any of those

employments which require

extraordinary dexterity and skill, may be

compared to one of those expensive

machines. The work which he learns to

perform, it must be expected, over and

above the usual wages of common

labour, will replace to him the whole

expense of his education, with at least

the ordinary profits of an equally

valuable capital. It must do this too in a

reasonable time, regard being had to

the very uncertain duration of human

life, in the same manner as to the more

certain duration of the machine. The

differences between the wages of

skilled labour and those of common

labour is founded upon this principle

(Smith 1775: Book 1, Chapter 10).” 

Concerned as he was with the power of

the market, and with the way in which

the forces of demand and supply

interact to produce and maintain

equilibrium in the market place, Adam

Smith saw education primarily as a

private investment. A hundred years

after Smith, Alfred Marshall emphasized

that education was a public as well as

a private investment: “The wisdom of

expending public and private funds on

education is not to be measured by its

direct fruits alone. 

It will be profitable as a mere

investment, to give the masses of the

people much greater opportunities than

they can generally avail themselves of...

There are few practical problems in

which the economist has a more direct

interest than those relating to the

principles on which the expense of the

education of children should be divided

between state and the parents'

(Marshall 1890). 

Despite the notion that there are

parallels between investment in human

and physical capital, and that the

profitability of both types of investment

can be measured using the same tools

of cost – benefit or rate of return

analysis – there was very little

economic analysis of how the costs of

education should be shared between

public and private sources until the

1960s when American economists such

as Schultz, Dennison, Mincer and

Becker seized upon the concept of

investment in human capital and made

it a central theme of a newly emerging

branch of economic theory: the

economics of education and vocational

training. 

Dennison (1962) was primarily

interested in education as a social

investment and tried to measure the

contribution of education to economic

growth by comparing the relative rates

of growth of national income, physical

capital, formation, labour force

participation, and the educational level

of the labour force in the US. The

results suggested that at least a quarter

of the observed growth of GNP in the

USA between 1910 and 1960 could be

explained by increases in the

educational qualifications of American

workers Becker (1964) and Mincer

Priorities in Post School Education:

Who Benefits and who Pays 
Maureen Woodhall [17] Maureen Woodhall is a reader emeritus in education finance for the Institute of

Education at the University of London, an Honorary research fellow for the Department of Education at the University of
Wales Aberystwyth, and a consultant for the International Institute for Educational Planning (IIEP) and The World Bank. 

17. Maureen Woodhall, Priorities in Post School Education, Handbook of
educational ideas and practices, 1989, ISBN: 0415020611; pp 382 - 393
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(1962) were equally interested in

education and on the- job training as a

private investment, and emphasized

that the question of who reaps the

benefits of the investment is crucial for

determining who should pay for the

investment. 

The first attempt to measure the rate of

return to investment in education in this

country was by Blaug (1967) who also

examined the assumptions underlying

this form of cost-benefit analysis. The

crucial assumptions behind the use of

earnings differentials to measure the

social, as opposed to the private

benefits of eduction is that the higher

earnings of educated workers reflect

their higher productivity. The extra life-

earnings of a graduate, compared with

a school leaver who entered

employment at 16 or 18, are therefore

regarded as a measure of the higher

levels of output achieved by more

educated workers. 

This assumption has been frequently

challenged, notably by those who argue

that education does not increase

productivity, but simply acts as a

convenient 'screening device' which

enables employers to identify those

who they believe will be more

productive by virtue of superior ability,

motivation, or simply a more privileged

social background. 

Few economists would now argue that

the social rate of return, obtained by

comparing the present value of the total

social costs of eduction with the present

value of expected life benefits in the

form of increased earning capacity, is a

wholly satisfactory measure of the

profitability of investing public resources

in post school education. Quite apart

from the fact that relative earnings

clearly do not perfectly reflect

differences in productivity, there is the

fact that no-one has yet succeeded in

measuring the external or 'spill over'

benefits to society of having a well

educated population.

“I find television very
educating. Every time

somebody turns on the
set, I go into the other
room and read a book” 

Groucho Marx
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The scope of this chapter is

large; its subject matter a source

of potential ambiguity.  The

distinction between education

and training in Great Britain is

periodically, and of late more

frequently, pronounced obsolete,

yet it persists with an energy that

suggests strong ideological and

political value.  It seems to have

relevance both for people of

different persuasion about what

education should be and for

those with an interest in the way

education and training resources

are allocated.

As to the 'workforce' – there are

certainly ambiguities.  We might

focus on the relative participation

rates of women and men,

economy-wide and by sectors,

and on the decline of primary

and manufacturing sectors in

favour of the service sectors and

information technology.  But

today the unemployed are an

unavoidable factor in almost any

calculation to do with education

and training as an investment.

Does 'workforce training' include

the training and retraining of the

several million unemployed

adults officially thus registered ?

Does it include the unknown

considerable number with the

capacity but no longer the

expectation of taking paid

employment ?  Confusion and

political controversy surround

official unemployment, job and

workforce figures.  

For instance, the inclusion or

exclusion of the self-employed,

the obscured shifts between full

time and fractional employment,

the shadowy questions about the

hidden or 'black' economy

necessitate complex answers to

apparently simple questions.

Approaching contemporary

issues historically in Britain is

doubly hazardous.  Not only do

institutions (and attitudes and

values associated with them)

powerfully influence what can be

done or contemplated today, but

Britain is also a deeply

conservative society.  Lack of

respect for traditional ways of

doing things is prone to

engender stiff opposition to

proposals for change.

Nevertheless, it is difficult to

escape the view that the

arrangements and practices for

workforce education and training

appear seriously inadequate to

meet the needs.  Moreover, there

persist major differences as to

the fact and nature of such a

need: for instance, we do not

know clearly the reach of new

information and other advanced

technologies and their

implications for the size and

nature of the workforce.  Conflict

over these matters (crudely

between 'optimists', 'pessimists',

and agnostics) must affect

decisions about provision of

workforce education and training.

What is the System ?  Does it

make sense to talk about a

system of workforce education

and training ?  The term VET

(vocational education and

training) in Great Britain is

gaining acceptance but the

provision, and the policy behind

it, is by no means coherently

agreed and presented.

Whose Responsibility ?  There is

fundamental disagreement,

stemming from conflicting

political and social ideologies,

Education and Training the Workforce

Chris Duke  [18] Professor and former Director of Community and Regional Partnership at RMIT

University in Australia also Honorary Professor of Lifelong Learning at the University of Leicester. 

18. Chris Duke, Education and Training the Workforce, Handbook of
educational ideas and practices, 1989, ISBN: 0415020611; pp 333 - 346
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over who should assume

responsibility and pay for VET, as

between the government,

representing the interests of

society at large, the employers,

and the individuals who receive

VET.  Those favouring a planned

economy lean to the former; free

market advocates prefer a mix of

the second and third.

Who provides and controls ?

Three parties were mentioned

above: government, employers,

and employees.  Another stake

holder, sometimes having control

and perhaps also making

provision of VET, is the trade or

professional association.

Associations may regulate entry

and even the continuing right to

practise, by means of VET, both

initial and continuing.  

What is the Need ?  VET is

approaching 'motherhood'

status.  Few publicly suggest that

it is unnecessary although there

is little direct evidence to prove

that it enhances productivity and

profitability.  Despite high

unemployment figures one reads

in the same areas of skills

shortages and of concern that

economic recovery will be stifled

by skills shortages and

bottlenecks.  There is

controversial talk about 'training

for stock' of the unemployed:

trying, that is, to keep the

unemployed skilled and

motivated to be ready for

employment should jobs become
available.  Equally controversial
is the issue of which
occupational groups most need
VET investment and in what
proportion (an issue which
excited controversy in Canada in
recent times).  

An allied broader dispute
concerns equity and economic
recovery; should enhanced
welfare benefits wait upon
economic recovery providing a
capacity to pay ?  Should VET be
concentrated on those with least
skills and greatest economic
needs, or used to raise further
the competence of the highly
skilled, and already advantaged,
whose managerial and technical
skills in information and other
high technology and 'sunrise'
industries may be the key to
national prosperity ?

Attitudes and rigidities.
Traditional attitudes and rigidities
in the UK can make it

exceedingly hard to secure

appropriate educational

provision for the workforce –

even assuming that there is

agreement as to what is needed.

Educational institutions still tend

to consider the young to be

proper clientèle for schools,

colleges, and universities and,

more insidiously, to consider

vocationally-oriented work

demeaning, even anti-

educational.

On the other hand, although

many further and higher

education institutions have

changed their clientèle’s and

modes of provision dramatically

in recent years, traditional

attitudes and stereotypes still

prevail, so that they are charged

with failing to adapt event as they

adapt.  

Employers in Britain, noting the

small proportion of the population

taking higher education, and

small proportion of these going

into industry, have tended not to

look to further and higher

education for practical training

and assistance.  Industry thus

attracts charges of anti-

intellectualism and complacency

for the low level of interest and

investment shown in upgrading

the workforce.  Many employers

seem to have difficulty in coming

to terms with Britain's current

economic situation and the

success of its competitors; and in

If the only tool you
have is a hammer,

you tend to see
every problem 

as a nail

Abraham Maslow



seeing any link between this and

the generally low level of

investment in human resources

via training and retraining.

Is there life after school ?  Or

rather, is there work after school

and how does school relate to

and prepare for it ?  Recurrent

education, a philosophy and

strategy propounded particularly

by the Organisation for

Economic Co-operation and

Development (OECD), looks to

greater integration of

educational, social and economic

policy, with education and

training available on a recurrent

basis throughout life.

Implications of recurrent

education for schooling include

'education of the workforce', at

least to the extent of fostering

favourable attitudes, providing

work experience, and securing a

base of knowledge, skills, and

attitudes conducive to continuing

learning an periodic study

throughout working life.

VET strategies and

methodologies.  At the heart of

the subject is the individual in or

seeking to enter or re-enter

employment, who needs to learn

something.  Whereas adult

learning has generate

d little new research of practical

application in recent years, there

is wider awareness of the need

for learners to be involved in and

committed to what they are

studying, to find it of practical

relevance in the case of VET.

This goes hand in hand with a

tendency to make educational

delivery more flexible, diverse,

and 'learner-centred'.  Self-

directed and self-paced learning

as approaches to the continuing

education of adults have

produced various forms of

correspondence, computer-

based and assisted learning, and

other variations of pace and

place of study which go under

the umbrella of 'open learning'.

The utility of 'open learning' for

different categories of VET and

different learner groups in an

important and complicated

matter.

Credentialling and mandation.

Recognizing and certifying VET

attainment is closely associated

with provision and control.

Where one party provides the

VET and another assesses and

validates it, sensitive

partnerships are involved.

Making continuing education and

training obligatory, or mandatory,

is another sensitive matter.  

Employers tend to prefer VET to

be conducted in-house and

without the certification which

may enhance employee mobility

and increase turnover problems

and the problem of investing in

employees to a competitor's

advantage.  Employees, on the

other hand, tend to seek

qualifications from their further

study and so to look to related

matters such as recognition of

workplace experience by

educational institutions and

credit accumulation.

The 'British Way' – and the

influence of other models.

Britain is reputedly pragmatic

and practical, more concerned

with practical results than grand

theory.  Such a stereotype may

appear fanciful but it can

influence and even control

attitudes and behaviours.  The

term 'complacency' has

appeared in various reports

about Britain's industrial

performance, and specifically

about employers' often indifferent

attitudes to VET, or human

resource investment.  

A tradition for 'making do' and

appearing to get away with it –

although Britain's economic

supremacy may have derived

from quite other factors than

excellence of management or

4343
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the workforce – may be a
uniquely British obstacle to
workforce VET.  The present
British government, free market
and individualistic, seeks to build
on the characteristic of
pragmatism as a strength but
also risks indulging laissez-faire
individualism where highly
directive policies for VET
investment may be required.

Some who are searching for
better forms of workforce
education and training, for
example for managers in
industry, seek to exploit this
British tradition and way of doing
things so that innovation,
perhaps industry-led and
government supported, will
appear attractive to thos of
traditional, and pragmatic, bent.

One way of trying to goad or
shame people into improving
their performance is to suggest
how much better it is done
elsewhere.  The 'global village'
nature of the world today makes
it easier to draw comparisons
with what is done abroad –
particularly in the leading
industrialized OECD nations, the
Federal Republic of Germany,
Japan, and the USA.

Several recent reports have
done just this, and the OECD
provides a constant sources of
comparative data and reports on
economic performance and on
effort in such fields as VET.  It is

not clear that international
comparing, challenging, and
attempted shaming, has
significant effect.  So long as
there is in fact a sense of
complacency, and superiority,
what 'the foreigner' does is
unlikely to provide a successful
lever.

One can distinguish between
education which prepares people
for the workforce by way of
general understanding of, for
example, a technical field, and
the specific updating in skills as
new equipment is installed and
other innovations occur.  In
theory, the first falls within
education and is a responsibility
of society and the education
system, while the latter rests with
the employer and can often best
be done on site and with the
actual equipment of the
employing organisation.

There is a tendency for
employers to feel sceptical about
the quality and especially the
relevance of what educational

institutions have to offer.  Yet
further and higher education is
becoming more open and
adaptive as a system to the
training needs of employers;
'market-let' is the common
expression.  Contraction of
familiar sources of government
funding leads institutions to
create 'cost centres' with income
targets.  This in turn leads them
to seek closer partnerships with
employers and new forms of
partnerships.

The MSC has been a powerful
influence in VET.  It has proved
directive and, for Britain, very fast
moving.  This has been a source
of severe criticism by those in
some sense competitors,
recipients, or 'victims', and of
albeit grudging admiration.  A
recent official report also
criticized it for high levels of
spending without any real idea of
the skills required by industry (a
charge which could be levelled
against almost any area of
education and training, where
'acts of faith' are so commonly
required).  

It remains impossible to measure
the education and training needs
of the workforce, though
international comparisons
suggest that these far exceed
current provision.  Creation and
articulation of needs logically
precede needs-meeting and
there are signs of wider
acceptance that there is a gross

"Education costs
money, but then so

does ignorance" 

Sir Claus Moser



4545

deficiency and that this

deficiency is one of the reasons

for Britain's limited economic

performance.

In Great Britain this is a time of

experimentation, rapid change,

much trial and error; a time when

rhetoric often runs ahead of

actual provision.  Rhetoric is

important, however: at the heart

of the problem of inadequate

training and retraining lie the

cultural traditions and attitudes

referred to at the beginning of

this chapter; without a change of

hearts and minds, VET will fall

short of what demographic as

well as economic and

technological changes suggest is

necessary.

Recurrent education means

reducing initial full time and pre-

experience education (this could

apply equally to high prestige

university courses such as law

and medicine) and shifting to a

lifelong pattern of recurrent

vocational and other education

and training, as need and

motivation dictate.

Keep away from
people who try to

belittle your
ambitions. Small
people always do

that, but the really
great make you feel

that you, too, can
become great

Mark Twain
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In international discussions, it is

conventional to subdivide the topic of

adult and continuing education into

three categories: formal, non-formal

and informal adult and continuing

education.  Thereafter, the definitions

tend to differ in important ways.  A

useful formulation gives the following

content to the categories:

Formal: What is provided by the

education and training system set up or

sponsored by the state for the specific

purpose of educating and training

adults.  

Non-formal: The learning and

educational opportunities available to

adults outside the formal system in

agencies and contexts with primary

objectives to which education and

training are subordinate.

Informal: The lifelong process by which

every person acquires and accumulates

knowledge, skills and attitudes and

insights from daily experience and

exposure to the environment – at home,

at work, and in leisure.

It is on this formulation that the following

paper is based.  Policy concerns and

discussions of practice in the United

Kingdom, however, largely confine

themselves to formal adult and

continuing education.  There is an

occasional nod towards, for example,

the educational activities of some,

easily recognized, non-formal agencies,

and an unspoken presumption that

informal adult learning is too

unsystematic and too unstructured to

be grasped.  

That is not to say that there is

coherence in policy and practice in

formal adult and continuing education in

the United Kingdom.  In fact, there is an

absence of a clear and connected

rationale for what goes on in the formal

sector, and only unco-ordinated and

isolated attempts to accumulate and to

bring together the systematic

knowledge from which such a rationale

could be constructed.

Specific, targeted, funding can, of

course, distort provision.  It is not

necessarily so, but it can concentrate

time, effort, innovation, and concern

onto certain areas and topics to the

neglect of others; it can encourage the

cutting of corners, the taking of action

on the basis of immediacy, slogan, and

rhetoric.  Bad practice can be

stimulated alongside good practice and

neither evaluated.    Since the mid-

1970s, all of this has happened in the

United Kingdom at one level, the real

level, of adult and continuing education.

But it is not the whole story.

In 1977, the government of the day set

up a national body – the Advisory

Council for Adult and Continuing

Education (ACACE).  Interestingly, in its

swansong Report in 1982 it recognized

a great array of provision outside the

formal sector and noted that 'it is

impossible to take any accurate

assessment of the scale of educational

activities undertaken...The main

difficulty is to distinguish between

directly edcuational and indirectly

educative provision'; it called for 'the

creation of a comprehensive system of

continuing education' and for 'a

coherent national policy for the

promotion of continuing education (to

be)...drawn up and put into practice

without delay'.

To subdivide practice and policy into

'topics', of course, may throw up

barriers as well as cast them down.  It

is a matter of definition of what is

included for analysis and development,

and what is excluded.  Concern about

'access' for adults to educational

opportunities is one of the watchwords

of British adult and continuing education

in the mid to late 1980s.  Professional

and quasi-professional associations

have been formed to promote 'access';

journals founded, conferences held,

courses established.  Yet a Pandora's

box of aims, aspirations, concepts and

values are mixed together in talk of

'access'.  

Formal Learning

The usual conceptual model which

underlies current observations and

analysis on 'access' is that of 'barriers'.

On the one hand are adults, on the

other are formal learning opportunities

Adult Access to Learning Opportunities

Professor Keith Percy [19] Director of the School of

Lifelong Learning and Widening Participation at Lancaster University.

19. Adult Access to Learning Opportunities, Professor Keith Percy, Handbook of
educational ideas and practices, 1989, ISBN: 0415020611; pp 296 - 313
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“A good decision is

based on knowledge

and not on numbers”

Plato 



of all kinds.  Only a minority of adults

participate in these opportunities –

usually they are adults who are

advantaged on most social indicators.  

Therefore, the model runs, there are

barriers, external and internal, which

prevent adults form participating in

formal learning opportunities.  External

barriers usually cited include physical

(geographical; travel time; type of

accomodation), financial (tuition fees;

cost of books and equipment),

structural (availability of appropriate

courses and learning opportunities;

availability of appropriate publicity;

availability of guidance services).  

Barriers interanl to the adult usually

cited include motivation, attitudes,

educaitonal preparedness, self-image

and concept and perceptions of

educators and of the value of learning.

For example, UDACE's initial short

discussion paper on access urged that

'an accessible system would be

perceived by its users (individuals,

groups and employers) to be:

appropriate to their needs as they see

them attractive in form, approach,

timing, and location, and able to

compete on equal terms with other

users of the time and money possible;

designed for 'people like me' (which will

need to reflect many kinds of

perception) of high quality; competetnly

delivered and capable of meeting its

stated objectives comprehensible; with

aims, objectives, and interrelationships

between the parts clearly stated

responsive; capable of changing in the

light of new, or newly expressed, needs'

A comprehensive national survey of

adult participation in learning was

undertaken by ACACE in 1980.  In a

doorstep survey it asked a

representative sample of almost two

and a half thousand of the adult (17

years and over) population in England

and Wales if they had 'done any kind of

study, learning, or practising part-time

or full-time at work or elsewhere' since

leaving full-time education.  The

question appears to have been unlikely

to pick up non-formal or informal

learning and likely to have emphasized

work-related formal training.

We are left with the stark statistic from

the ACACE survey that 53 per cent of

the adult population reported that they

had never participated in continuin

education and training – a statistic

which it is reasonable to associate with

the formal sector.

Non-formal Learning

As long ago as 1963, a large survey of

adult students in the United States

found that (even setting adult

independent learning on one side) more

than half of the educational activities in

which adults were involved took place

outside the classroom setting.

Over ten per cent of the adult

population at any one time may be

involved in the activities of volntary

organizations -organizations, which,

broadly, may be defined as under the

control of unpaid voluntary members,

outside the statutory sector and not

operating for commercial profit.  

The recent study proposed a framework

for the categorization of voluntary

organisations which allocated them

according to their 'orientation' (the

cluster of objectives, motivations, and

tendencies which brought organisations

into existence and caused members to

enrol).  

Six 'orientations' constituted the

framework; these were typified as:

Interest – pursuit of an 

interest, hobby or topic

Service – service of others

Advocacy – promotion of a cause

Social – meeting others

Vocational – job, or 

unemployment related

Community – concern for 

community or locality

The study found significant levels of

'learning activity' among adults in

voluntary organizations (and these

organisations varied in scope and size

from national orgnaizations to little local

clubs and societies).  But the findings

were complex.  Adults may not be

intending to learn, or realize that they

are involved in 'learning activity';

indeed, they may reject the notion,

whatever their behaviour suggests.  

There are variations between the types

and frequency of 'learning activity' to be

found in voluntary organizations with

different orientations and ocmbinations

of orientation.  There were hints in the

study that workingclass people find

voluntary organisations more

accessible than evening classes;

certainly elderly people are prominent

in the voluntary sector.

Perhaps, more importantly, the study

reported data which challenge some of

the sacred cows and shibboleths of the

formal sector of adult and continuing

education.  It constructed an

empirically-derived taxonomy of the

'learning activities' to be found among

adutls in volutary organisations, of
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which the main constituents were:

Formal learning activities:

teaching

organized discussion

training

assessment and certification

Informal learning activities:

practice learning

apprenticeship learning

learning from experience

learning through social interaction

Voluntary organizations, it appears from
the study, have more of a propensity
towards being 'learning democracies'.
The teacher role, where it exists, is
demystified and deprofessionalized.  In
certain circumstances, learners will
become teachers.  Experienced and
senior members will train and assess
less experienced and junior members.
Yet it is just as frequent an occurrence
for the less experienced to learn to less
formal ways, even without the teacher-
learner relationship being apparent
through conventions or words.

In the study, junior members sat by,
helped, queried, and were assisted by,
senior members.  They tried, failed, and
tried again.  They did, performed, acted,
and their peers commented, drew on
their experience, advised.  It seemed
likely also that members learned by
carrying out the tasks and roles which
the organisation's continued existence
required: they took responsibility,
spoke, sat on committees, organized,
became officers.  

Further, through the structure of roles
and relationships which the life of the
organization made available to them, it
seemed possible to say that members
had the opportunity for self-
development. 'They learned about other
people', some claimed – and this, being
interpreted, means that they learned
about themselves.

In crude quantitative terms, the
numerical participation of adults in
learning opportunities is significantly
enhanced if one takes into account the
extent of non-formal learning which is
implied by the extrapolation of these
findings.  However, the study also
appeared to lead to qualitative, perhaps
philosophical, conclusions.

Almost exclusively, adults – in both the
formal and non-formal sectors – are
volunteers, not conscripts, for learning.
By definition, then, learning has not only
to be attractive and to seem worthwhile
to them, it also has to reach out to them,
both physically (time, place, cost,
convenience) and mentally.  The latter
may mean, from the evidence of the
voluntary organizations' study, in
situations which are not hierarchical,
are de-professionalized, and in which
doing and experience are promoted, as
ways of learning, over theorizing and
verbalizing.

Since the late 1960s, the research of
the Canadian, lough, and his
associates, into adult independent
learning' has been replicated
throughout the developed world, but
has not occasioned much interest in the
United Kingdom. Then have been a
number of small-scale studies but none
that have been carried through to
implications for practice.

In brief, it has been shown by Tough
and his followers to be the case that
self-directed, or independent, learning
among adults is a major phenomenon,
involving most of the adult population.
Indeed, it may be taken that it is almost
a definition of an adult existence in
Western society that self-directed
learning continues throughout most of
life. Such a view parallels the
formulation by the humanistic
psychologists for whom the human
condition implies curiosity about the
changing world around one, and the
inner drive to learn the skills and
knowledge necessary to adapt to
shifting roles and circumstances.

Tough concluded that adults engage in
many 'learning projects' throughout life.
The definition of a learning project' has
nothing, necessarily, to do with
attendance at a class or involvement in
a group, in either the formal or non-
formal sectors. Stemming from curiosity
or the need for superior performance,
learning projects are pieces of planned
and intended learning defined by time
duration. A learning project lasts for at
least seven hours, but is made up of
discontinuous learning episodes'. A
'learning episode' may last for anything
from ten minutes to four hours, and is
marked by 'relatively uninterrupted'
primary intention to learn, to learn
about, to learn how. The object of
learning is not part of the definition; the
learning might be of advanced
Egyptology, how to mend a fuse, how to
improve at a sport, or anything else.

Tough's methodology is based chiefly
upon lengthy face-to-face interviews in
which the subject is led to reconstruct,
through dialogue with the interviewee,
past learning episodes and learning
projects. The methodology has been
questioned, especially for its small
sample sizes and for doubts about its
relevance to, and success with, blue-
collar workers. Nevertheless, Tough's
findings are striking. Ninety per cent of

“Action is the
foundational key to

all success”

Pablo Picasso 
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adults engage in learning projects, he

claims. The 'median person' conducts

five distinct learning projects per year,

and spends an average of one hundred

hours on each learning project. In one

study, Tough found that 73 per cent of

learning projects were self-planned and

only 17 per cent were planned by or

with 'professionals', either in a group or

one-to-one situation. However, it was

also the case that in two thirds of the

instances recalled, adults turned to

'outside assistance' during a project. 

'Acquaintances' were called upon to

assist much more often than 'experts'

were.  If one leaves aside the questions

about Tough's methodology and the

generalizability of his findings to the

United Kingdom, some significant

issues, nevertheless, remain.  The

debate about liberal education needs to

be matched up with his findings.  Are all

objects of study of equal worth ?  Do

some provide more cognitive

perspective than others, do some feed

curiosity, challenge, lead on to further

stages of enquiry more easily than

others do? Lying further back are yet

more fundamental questions. What are

the springs of human curiosity? What

makes an adult liable to be 'interested'

in one thing rather than another, and

thus to undertake a learning project? 

Adult educators have only partial and

unproven answers to this latter

question. They talk variously about the

major change points in the life cycle, or

about the experience of initial

schooling, or about sub-cultural

socialization, etc. Putting the two knotty

problems together - if we were able

satisfactorily to argue that some objects

of study are intrinsically more

worthwhile, then we would then wish to

examine empirically which adults, and

in what circumstances, are more likely

to pursue them as self-directed

learners, and why, and with what

success.

An easier, or more immediate, course

of debate and enquiry relates to the

/facilitation of adult independent

learning. Do adults in self-directed

learning / projects take false steps,

deviate into learning culs-de-sac, make

mistakes, learn / unsuccessfully? It

appears to be important that, if Tough is

right, adults are j more likely to turn to

friends, acquaintances, or peers for

assistance than to experts and

professionals (teachers, librarians). Yet

significant resources are bound up in

the formal and non-formal sectors,

some of which could, perhaps, be

extended, modified, or redirected

towards supporting independent

learners - perhaps through the provision

of learning guides, learning resources,

and learning centres accessible in the

home or in the community. Thus, the

phenomenon of independent learning

touches upon the notion of open

learning.

The lobby for widespread availability of

educational guidance for adults has

.been gathering strength since the mid-

1970s. Several sponsors have acted as

midwife to it; the Open University was

probably the first and, more recently,

UDACE and the Manpower Services

Commission the most effective. 

Of course, an adult has to know that

educational guidance is available, and

under what conditions, before it

becomes useful. An adult has to make

the first approach, has to be aware of a

need, has to be interested in learning

opportunities before educational

guidance units can be held to make a

contribution to access. Although, in

theory, guidance units should be able to

make 1 available information and

advice about learning opportunities in

private and commercial adult education

and in organizations in the non-formal

sector, it is not likely that they will have

such information comprehensively and

systematically available.

Open learning

'Open learning' is certainly one of the

powerful watchwords of the climate of

opinion of British adult and continuing

education in the 1980s. In the late

1970s, the Council for Educational

Technology sought to popularize the

term in order to encourage formal (and

often traditional) institutions of further

and adult education to become more

liberal and to minimize the barriers

which they placed between aspirant

adult learners and themselves. Open

learning might involve no more than

improving marketing, running courses

outside the institution or during the

vacation, or putting some of the

teaching into writing for out-of-class

use. Or it might involve the

sophisticated use of educational

technology. 

Thus location, timing, pace, and

convenience of learning for adults could

be made more accessible by use of

distance learning materials, flexible

learning packages, learning resource

centres, telephone conferencing, and -

as technology has developed in the

1980s - computer-based training,

interactive video, and other systems. In

the early 1980s, an amazing largesse

of money, literally millions of pounds,

was poured by the government's

Department of Employment and the

Manpower Services Commission into

what turned out to be a relatively

restricted concept of open learning. The

'Open Tech' programme concentrated

upon the production of written

materials, local 'delivery' systems, and

local resource centres for the upgrading

and retraining of working adults at

technician and sub-professional level. 

After mixed success, the Manpower

Services Commission transmuted the

'Open Tech' programme into its more

broadly conceived 'Open Learning'

programme. Alongside it, the so-called
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Open College (of the Air) began in 1987

with the intention of providing vocational

training for employers and their

employees through radio, television,

and learning packages.

The success (for the adult learner) of

these technology-based learning-

packages, schemes, and systems of

open learning depends crucially upon

the quality of the materials. Some,

hypothetically, can do more harm than

good in terms of motivation and

effective learning. Large set-up costs

are involved in the writing of media-

based learning packages; problems of

inflexibility and difficulty of updating

arise. There remain unanswered

questions about the styles of learning

and the attitudes to knowledge which

learning packages can evoke in the

adult learner - learning must be more

than the uncritical acquisition of pre-

digested information.

Clearly, though, notions of open

learning relate significantly to the

phenomenon of independent learning

among adults discussed above, and to

possibilities of access to learning

outside the classroom and without

obvious contact with an educational

institution. Access to learning in the

home, in the local community,

whenever interest is fired, and

whenever convenience allows, is bound

to be crucially enhanced by the

successful implementation of open

learning concepts. It would, however,

require immense resource and a

fundamental re-orientation of the

attitudes and experience of educators

of adults to allow for that successful

implementation.

Accreditation of prior learning

The acceptance into the received

wisdom of adult and continuing

education in the United Kingdom in the

mid-1980s of the importance of the

accreditation of prior adult learning,
especially of prior experiential learning,
is instructive. It has primarily been
achieved through the writing and
activities of one man (Norman Evans)
and of the agencies in which he has
worked (Policy Studies institute) and
created (Learning from Experience
Trust). The models and inspirations
which he has used all derive from North
American experience. In

This country acceptance has been
largely at the theoretical and 'policy'
level; there are so far only a few
examples of good practice on which to
build. Yet the contribution which ideas
of the accreditation of adult prior
experiential learning have to make to
issues of access in the formal sector is
potentially great. The simple thesis is
that adults, during their lives both at
work, and in the community and at
home, have made significant learning
gains in knowledge and skills through
doing and experiencing. Adults learn
through experience as well as from 

courses of study. The links with the
findings of the report on learning activity
in voluntary organizations discussed
above are evident. In formal courses of
study adults may be asked to learn
skills and knowledge which they have
already gained from life experience; it

is, therefore, logical to find ways of

giving them credit for learning achieved

through experience prior to the course.

Thus, courses of study would be

shortened and participation made a

more attractive proposition.

The problem is to devise systematic

and comprehensive systems of giving

credit for experience which are both

credible and cost-effective, and which

students, educational institutions, and

employers will find manageable and

meaningful. Thus, 'making-experience-

count' courses have been devised,

through which adults have been helped

to put together portfolios of the

experiential learning gains which they

have made throughout life, and which

they could, if they wish, produce as

evidence to convince admissions

officers and employers. A significant

spin-off has been the gains in self-

confidence and in the construction of a

positive self-image which such a

process can begin.

These ideas are far from being fully

proven and far from being embedded in

the formal sector of adult learning. But

they fit well with other notions of the

value of giving to adults 'credit' for their

learning.

Four things, at least, should be

apparent from this paper:

1. that current 'developments' in

promoting access to learning

opportunities for adults in the United

Kingdom (as exemplified in the

preceding section) are somewhat

discontinuous, and based on semi-

conceptualized models of access and

incomplete theories of adult

participation in learning;

2. that these 'developments', and

most thinking about adult access to

learning, relate to the formal learning

sector;

“Try not to become
a man of success,
but rather try to
become a man of

value”

Albert Einstein 
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3. that 'developments' and policy
are planned in the absence of
systematic research into most matters
which are relevant to access and
participation;

4. that certain sectors of society
(for example working class, black) do
not have, or do not use, access to most
areas of formal learning. Other sectors
(for example women, the elderly) do not
have, or do not use, access to certain
areas of formal learning. As far as we
can tell, participation in learning activity
in voluntary organizations and adult
independent learning is more
widespread, but there is much which
needs confirming by research.

In what has been described in this
paper, there are indicators of a model of
adult access to, and participation in,
learning opportunities which might be
relevant to more (if not most) of the
adult population. The key is the concept
of learning. Learning is not something

which is confined to classrooms and
available only at the hands of expert
educators. 

It takes place informally; it is often self-
directed; it is a necessary adjunct of
survival in complex civilized society; it
is deprofessionalized and democratized
in voluntary organizations; it is brought
to the individual, the home, the
community, by the concepts and
technologies of 'open-learning'
systems; it can be derived from life
experience, and there are techniques
for helping adults to systematize their
learning from experience and, in so
doing, to value it.

What follows, then, for professional
adult educators and for institutions of
further, adult, and higher education?
They remain, and will remain, important
gatekeepers of skills, resources,
knowledge, buildings, equipment and,
above all, of a commitment. The
commitment is to a belief that learning

is integral to a balanced and happy
quality of life. In the United Kingdom,
the commitment is often overlaid by
enrolment numbers, reorganizations,
salary grades, and careers but without
it the whole complex superstructure is
meaningless. 

To serve only ten per cent of the adult
population (and usually those already
advantaged) at any one time, and only
50 per cent of the adult population ever,
is a poor realization of that commitment.
The broader notions of participation in
learning, and the wide opportunities for
access to it, with which this paper has
been concerned, suggest lines of
development which professional adult
education in the United Kingdom could
face with confidence, and which they
would not exhaust until well into the
next century.
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Unquestionably there is much evidence

to support the contention that the prime

aim of modern curriculum changes is a

better trained and more adaptable

workforce, able to exploit the

opportunities presented by new

technologies. The institutional channels

from which resources have flowed, and

the accompanying rhetoric, frequently

testify to concerns about the need for

improved economic performance in a

global struggle for survival. 

The opening words of the British

government’s White Paper announcing

the extension of TVEI to all schools are

typical. “We live in a world of

determined, educated, trained and

strongly motivated competitors… For

the nation… survival and success will

depend on… maintaining an edge over

all competition”. 

The relationship between education

and economic performance is far from

simple, and this is especially the case

with regard to education at school level.

Several countries, including Japan,

have achieved industrial success on the

basis of a school curriculum which

emphasizes high attainments by

students in traditional, non-vocational

subjects. It is by no means self evident

that curriculum innovations, such as

those associated with TVEI, will on their

own contribute significantly to economic

pre-eminence. 

Their justification on economic grounds

is at best partial. An alternative

interpretation views TVEI and similar

curricular initiatives from a social

standpoint and yields two strands of

argument. The first of these connects

with Martin Wiener’s thesis that Britain,

though the first nation to industrialize,

never allowed its educational system to

come to terms with this. Instead,

aristocratic, anti-industrial values have

been propagated in schools. 

Attitudes towards technology need to

be changed to secure its acceptance as

a third culture alongside ‘arts’ and

‘sciences’ in British Society. More

generally, practitioner knowledge, what

Donald Schon terms ‘competence in

the indeterminate zone of practice’,

needs to be acknowledged as important

alongside theoretical propositional

knowledge. TVEI, with its emphasis on

practical capability, can be seen as

contributing to these ends. The second

strand to the social argument focuses

on the societal impacts of technology. 

Technological revolutions are

irreversible; no technological change

can be uninvented after it has taken

place. We need to understand

technology therefore, not so much

because we need to solve problems,

invent, optimize and realize solutions,

but so that we can control it. Hans

Jonas stated ‘The lengthened reach of

our deeds moves responsibility into the

centre of the ethical stage’. Homo

sapiens might have opened Pandora’s

box to confront some of the deepest

and most profound secret’s of nature,

but homo faber has incorporated itself

as an object of technology.

Technologies are not mere

instrumentalities external to man; they

represent interior transformations of

consciousness, of the ways in which we

see the world and respond to it. From

this perspective, an understanding of

technological change is necessary as a

prophylactic against technological

determinism.

Helping children to understand

Technological Change 
David Layton [20] OBE, former Professor of Science Education, chaired the Board of the

Faculty of Education from 1976 to 1978, and the Committee on Representatives from 1976 to 1988

20. Helping children to understand Technological Change, David Layton, Handbook of
educational ideas and practices, 1989, ISBN: 0415020611; pp 771 - 781
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One of the questions people often ask

about Open Educational Resources is

“do they really increase efficiency?”

Creative Commons has worked with

many OER innovators, and their stories

indicate that it does. We thought it

would be useful to gather pointers to

some of these examples. Please read

on, and leave a comment with other

great examples of how CC-enabled

OER can increase efficiency for

teachers, students and selflearners.

Note of course that increasing efficiency

is only one benefit of OER. 

Negotiating permissions on the web 

As a baseline, CC-licensed OER

increase efficiency overall because it

helps clarify user rights and

responsibilities from the start. Copyright

law rewards the authors of original

works with a bundle of rights for a fixed

period of time. Generally, a work cannot

be shared or adapted without the

permission of the rights holder (in the

U.S., there are limitations and

exceptions that temper the exclusive

rights of the copyright holder– for

example, fair use). 

Materials that remain under all rights

reserved copyright require a potential

user to ask permission first. The rights

permissions process is usually long,

difficult, and expensive. Solving the

permissions problem is one reason

Creative Commons came to exist in the

first place–CC licenses let authors mark

their creative works with the freedoms

the creator wants it to carry. Creative

Commons helps lower the transaction

costs associated with using and sharing

creativity on the Internet. Even if

educators want to share their teaching

materials, if the rights are not clear to

the end user, the resources will be used

less, or not at all. 

To enable creative, innovative, and

legal downstream use and remix of

educational resources, clarity is

essential. Creative Commons licenses

are specifically designed to be easy to

apply and simple for creators and users

to understand. The human-readable

deed simplifies the terms of each

license into a few universal icons and

non-technical language, making it easy

for teachers and students to understand

right away how they can use the

educational resource. The

lawyerreadable legal text has been

vetted by a global team of legal experts.

The machine-readable code enables

search and discovery of the educational

content via search engines like Google,

Yahoo!, and others. 

Search and Discovery 

The findability of quality educational

content online is one of the fundamental

challenges for teachers and students

today. Properly licensed open

educational resources can help users

find content that they know they can

use, customize, and reshare. Many

existing search services integrate

licensing information so users can filter

for content that is licensed under

Creative Commons licenses. CC

licensing information is integrated with

sites such as Google, Yahoo!, Flickr,

Fotopedia, Jamendo, Blip.tv, Vimeo,

Open Clip Art Library, and Wikimedia

Commons. Other websites host (or

point to) open educational resources–

DiscoverEd, Connexions, CK-12, Flat

World Knowledge, Curriki, OER

Commons, and others. 

Translations and Accessibility 

OER can increase efficiency when

materials are published under a license

that permits the creation of derivative

works (all Creative Commons licenses

that do not contain the NoDerivaties

(ND) condition allow this). OER can be

translated into other languages and

transformed into alternate formats–

such as for display on mobile

devices–more easily than materials

published under all rights reserved

copyright. MIT OpenCourseWare uses

the Creative Commons Attribution-

NonCommercial- ShareAlike license

(BY-NC-SA). Nearly 800 MIT OCW

courses have been translated into other

languages, all without needing to ask

permission from the copyright holder. 

Bookshare is the world’s largest

accessible online library for persons

with print disabilities. Bookshare was

awarded a grant by the U.S.

Do Open Educational Resources Increase Efficiency ? 

Timothy Vollmer [21] Policy Manager and Open Data Coordinator for Creative Commons, and

has worked as a policy fellow, business development assistant, and intern for Creative Commons. 

21. Timothy Vollmer, Do Open Educational Resources Increase Efficiency ? Creative
Commons website; http://creativecommons.org/weblog/entry/23110, 20th April 2012
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Department of Education aimed at

creating the first accessible versions of

open digital textbooks. U.S. Copyright

law permits some authorized entities to

make accessible copies of books–and

permits particular authorized disabled

persons to access these vetted

versions. This access is incredibly

important, but the exception is limited,

and does not apply for users outside of

the United States. 

Open textbooks are low hanging fruit if

they are released under a license that

permits the creation of derivative works,

because these can be more easily

converted into accessible formats, such

as audio and Braille refresh. No extra

permissions costs have to be incurred

or royalties paid for these adaptations

to take place. 

Customization and Affordability 

OER can increase efficiency for

teachers because they can be

customized, easily updated, and

oftentimes developed less expensively.

Chuck Severance, a clinical professor

at the University of Michigan’s School

of Information, was able to publish a

textbook in 11 days because he

remixed an existing book. 

The remixed book Python for

Informatics: Exploring Information, is a

remix based on the openly licensed

book Think Python: How to Think like a

Computer Scientist. Students are able

to take advantage of the University

Library’s Espresso Book Machine to

print on-demand copies for

approximately $10. Python for

Informatics is available under a

Creative Commons Attribution-

ShareAlike (BY-SA) license. Education

publisher Flat World Knowledge is a

commercial textbook publisher that

incorporates Creative Commons

licensing into the core of their business

model. Flat World Knowledge offers

free and customizable online access to

their textbooks, all available under a

Creative Commons Attribution-

NonCommercial- ShareAlike

(BY-NC-SA) license. 

If users want a physical copy of the

book, he or she can order it from Flat

World, usually for under $50. Flat World

Knowledge is competitive with

traditional publishers from the get-go,

hiring quality authors, peer-reviewing

texts, and professionally editing

content. Flat World Knowledge recently

released information that 800 colleges

will utilize their open textbooks this year,

saving 150,000 students $12 million or

more in textbook expenses. Affordability

of educational materials, especially

textbooks, is an increasing concern for

students and their families. According to

a widely-cited 2005 GAO report, college

textbook prices have increased at twice

the rate of inflation over the last 20

years; Student Public Interest Research

Groups (PIRGs) suggest the increase

is closer to 4X over roughly the same

time period. 

During the summer of 2007, the Virginia

Department of Education realized their

high school physics textbook wasn’t

working – it was out of date and did not

include information about state of the

art scientific advancements. With

various stakeholders from both the

private and public sectors, the

Secretaries of Technology and

Education developed an open physics

textbook under a Creative Commons

Attribution-NonCommercial- ShareAlike

(BY-NC-SA) license. The goals of the

textbook development project were to

provide all state physics teachers with

up-to-date physics texts with emerging

content, to create a database where

content could be centrally located, to

determine how the value of the textbook

could be measured, and to decide

whether the project was worth

replicating for other subject areas. 

The book was developed and delivered

to students within six months, 6 to 10

times faster than the 3 to 5 years

officials were told would be necessary

to develop a similar book under the

traditional model. 

Summing Up 

The Internet and digital technologies

have transformed how people learn.

Educational resources are no longer

static and scarce, but adaptable and

widely available, allowing educational

institutions, teachers, and learners to

actively use, build upon, and share

Open Educational Resources. OER

enables teachers and students to find

the content they know they can use,

remix, and reshare–legally. 

OER helps address problems

associated with language and

accessibility, and empowers teachers to

deliver customized, relevant content to

learners, supporting individualized

learning and student achievement.

Engaging with the global OER

community can help save time and

money. These are just a few of the ways

that Open Educational Resources helps

increase efficiency. Please help us out

by providing more examples in the

comments, or add projects to our Case

Studies. 
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Clearly this is an area of wide scope

and considerable complexity which

merits an in-depth analysis. Here we

only consider those aspects of

education and training particularly

relevant to the debate on market versus

non-market means of resource

allocation. Benefits of education and

training Additional education or training

can clearly be regarded, in part, as

yielding consumption benefits e.g.

positive utility or pleasure to those

directly involved in the process of

gaining knowledge or acquiring skills. 

However the main motivation to both

suppliers and purchasers of education

and training is likely to take the form of

securing investment benefits. In other

words, the use of scarce resources by

suppliers (labour, capital) and

purchasers (time, energy, money,

income expended, income foregone,

etc.) to yield higher future returns. At the

micro level this return on 'human capital

investment' may originate from a

rightward shift in the Marginal Revenue

Product Curve . 

This rightward shift raises the value of

labour input to both the firm and (via

higher wages) the individual

undertaking the education or training. At

the macro level such investment is seen

as shifting the production possibilities

frontier for the economy to the right, i.e.

raising what is often referred to as

'sustainable growth'. This is growth

which can be attained without running

into capacity constraints, causing

inflationary or balance of payments

pressures. 

The term 'endogenous growth' is also

sometimes given to investment in

education or training; 'endogenous'

meaning here 'growth which develops

from within'. Research by Robert Barro,

for example, suggests that a 10%

increase in educational attainment

increases growth by 0.2% per year. To

what extent is the market capable of

providing an appropriate level of

education or training? What role might

there be for an internal or quasi-market

in this area? Before seeking to address

these issues it may be useful to review

the circumstances under which the

purchaser or provider, respectively,

might be induced to invest in a given

amount of education or training.

Research by London Economics

(Chote 1994) for the Committee of Vice

Chancellors and Principals shows how

attractive an investment in higher

education can be. For example, a

woman graduate of equivalent profile to

a non-graduate in other respects, would

by the age of 49 years be taking home

some 70% more pay than her non-

graduate counterpart. In similar vein,

Schmitt (1995) reports that a male

graduate in the UK can expect to

receive a weekly wage some 90% in

excess of that for a non-graduate of

otherwise similar profile. 

Perhaps the most comprehensive

survey of this issue (IFS 1998) has

involved the life profiles of 2,500

individuals born in a particular week in

March 1958. The study concludes that

male graduates in their early 30s

earned 15 to 20% more than similar

aged men who completed A levels but

did not undertake higher education. For

women the average gain due to a

degree was even higher, around 35%. 

Cream skimming and 

adverse selection 

As with health care, the extent of

efficiency gains from quasi-markets

depends upon providers being unable

to 'cream skim' by taking only those

most likely to succeed. If certain

schools are able to do this, other (non

opted-out) schools will have a

progressively adverse pool from which

to draw their pupils, and disparities

between schools will widen rather than

narrow. 

There is evidence to suggest that a

quasi-market in which only a minority of

schools opt out is indeed likely to result

in elements of selection. For example

detailed studies such as Mortimore et

aL (1988) found that only about 5% of

what actually takes place in schools

affects 'outcomes' (e.g. exam results).

Over 64% of the variance in pupil

achievements could be explained by

initial attainment and social

background. 

Education and Training Applied Economics 

Alan Griffiths and Stuart Wall [22] were Reader in Economics at Anglia Polytechnic

University, and Principal Lecturer of Economics at Anglia Polytechnic University, visiting lecturer,

supervisor and examiner at Cambridge University respectively. 

22. 9th Edition Edited by Alan Griffiths and Stuart Wall, Pearson Education Limited
Copyright Pearson Educaiton 1984, 2001 ISBN 0273-65152-8 Page 324 
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Poor information and externalities 

A selective system might create rather

misleading information and a variety of

negative externalities as compared to

an initially non-selective system. This is

in line with the point that in quasi-

markets there needs to be symmetry of

information between providers and

purchasers. In a competitive and

selective system, educational providers

may have incentives not to reveal

relevant factors, and parents

(purchasers) may be unable to extract

that information. 

Of course such ‘secrecy' may also be

the case in non-selective schools as a

defence mechanism for teachers.

Selectivity may also lead to certain

negative externalities. For example, the

loss of local community ties fostered by

non-selective local schools; the loss of

improved educational outcomes

attributed to average and below

average children mixing together in

non-selective schooling.

Sunk costs 

A quasi-market will lead to 'winners' and

'losers', with some schools expanding

and others contracting. The corollary of

this is that there will be more frequent

entry to, and exit from, individual

schools by children. Sunk costs are

costs which cannot be recovered on

exit from a market, and arguably these

will be high in an educational context

where schools have become part of a

community. Any closure of the less

successful schools will then incur

substantial sunk costs. Similarly the

disruption costs to children from

frequent upheaval will be considerable. 

As in the case of health care, there can

be no presumption that quasi-markets

in education and training must of

necessity create greater efficiency and
choice. The issues are complex and
require thorough analysis and empirical
investigation. Certainly the momentum
is towards extending such quasi-
markets with reports such as Social
Justice (1994) recommending the
creation of individual learning accounts
(i.e. transferable vouchers) for both
pupils and employees. 

However the Social Justice Report
recognized that pure market solutions
will not work in the case of training, so
it also proposes that minimum
standards be set for all employers. For
instance all employers, whether
providing training or not, might be
required to set aside up to 2% of
payroll, reclaimable in part or full
depending on the amount of training
they themselves actually provide.
Employers unable or unwilling to
provide that level of training themselves
would be required to put the difference
into their employees' individual learning
accounts or to pay the TECs to
reimburse companies who do provide
such training. 

Again the aim is to use quasi-markets
rather than 'pure' markets to redress a
situation in which nearly two-thirds of
UK employers invest less than 2% of
payroll costs in training, whereas three-

quarters of French employers invest

more than 2% and in Germany an

average of 3.5% of payroll is given

towards training related programmes

(Social Justice 1994). 

Productivity and labour skills 

The above account points to the

importance of capital intensity in

enhancing productivity. Of course the

productivity of a nation also depends on

the skills of its management and

workforce in making the best use of

whatever resources are available.

Management is responsible for

selecting projects, organizing the flow

of work and the utilization of resources,

so that effective management is a

'necessary' condition for good

productivity performance. 

It is not, however, 'sufficient' since a

labour force which possesses

inappropriate skills, or which refuses to

adapt its work practices and manning

levels to new technology will prevent

advances in productivity, whatever the

merits of management. A major issue in

many industries is workers' lack of

flexibility between tasks, resulting in

overmanning and also acting as a

disincentive to innovation. 

Lack of flexibility can result from union

restrictive practices, but is also caused

by badly trained workers and managers

who are unable to cope with change.

There is evidence of lower standards in

UK education which mean that many

school leavers are ill-equipped for the

growing complexity of work. Throughout

British industry there is less emphasis

on training than in other countries. Only

around 52% of 18 year olds in the UK

were in full time or part time education

or training in 1999, much less than the

80% figure for Germany, France

Netherlands and Belgium, suggesting

“Education consists
mainly of what we

have unlearned

Mark Twain ”
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that young people as a group in the UK

are among the least educated and

trained in Europe.   When considering

the whole labour force, that is the stock

of human capital rather than the flow,

the situation is probably even worse.

Davies and Caves (1987) had pointed

out that British managers were only

marginally better qualified than the

population at large: for example very

few production managers were

graduate engineers. 

Amongst production workers only a

quarter in Britain had completed an

apprenticeship compared with about

half in Germany. Very few British

foremen had formal qualifications for

their job but in Germany foremen were

trained as craftsmen and then took the

further qualification of Meister. In fact

only 14% of UK technicians and 3% of

UK foremen possessed higher

intermediate qualifications, compared to

36% of German technicians and 64% of

German foremen (Steedman et al.

1991). 

The study by O'Mahony (1998) also

confirms the UK's skills deficit against

Germany at the intermediate level.

Higher levels of skill have arguably

enabled German firms to make better

use of their capital equipment and to

adapt to change of all kinds, so

investment in human capital raises

productivity of both physical capital and

labour, whilst also achieving

consistently higher quality of output.

Overall some progress has been made

in narrowing the productivity gaps

previously identified for the UK vis-a-vis

its major competitors. 

However, the UK is still at a

considerable productivity disadvantage

in terms of many of its competitors. A

similar picture emerges from our review

of capital intensity and the quality of the

work force. Nevertheless it is important

to remember that the whole question of

productivity differences is much more

complex than might at first appear. For

example, a NIESR research project

investigated the reasons for observed

differences in productivity between the

US and Europe in two quite different

sectors, namely the biscuit sector and

the precision industry sector (Mason

and Finegold 1997). 

The survey did find that some of the

reasons for the higher US productivity

could be related to higher physical

capital investment per worker in these

sectors in the US as compared to

Europe. However, the most important

factor underlying the productivity gap

was found to be the greater economies

of scale available in the US sectors

compared to the European sectors, a

factor which is often overlooked in

studies comparing productivity

performances. 

That the reasons for productivity

differences are complex is apparent

from comparisons in 1998 between

Nissan's Sunderland plant, which

produced 98 cars per employee per

year, and the former Rover Group plant

at Longbridge, which produced 33 cars

per employee per year. Investigations

revealed that as compared to Nissan's

Sunderland plant, the Longbridge plant

was older, had a more complex layout,

and suffered from a lower demand for

its product range, suggesting that

simplistic conclusions from productivity

comparisons must be treated with some

caution. 

Certainly the existence of relatively

inefficient car plants is by no means a

British phenomenon. For example, the

Renault plant at Sandouville, France,

produced only 36 cars per employee

per year and the Volkswagen plant at

Emden, Germany, produced only 28

cars per employee per year. A more

detailed comparison of labour

productivity and capital utilization in six

manufacturing and service industries

across the five leading industrialized

countries has been undertaken by the

McKinsey Global Institute (McKinsey

Report 1998). These comparisons

covered car assembly, food processing,

food retailing, hotels,

telecommunications and software

production. 

This McKinsey study reinforces some of

our earlier data, revealing a clear

productivity gap between the UK and its

major competitors in both labour

productivity and TFP, though not in

capital productivity as compared with

France and Germany. Labour

productivity across these six sectors is

37% higher in the US than in the UK,

and 26% higher in both Germany and

France than in the UK. Similar, if less

substantial, productivity gaps are

revealed using the TFP measure, but

UK capital productivity is only behind

the US (by 10%), being ahead of

France (by 8%) and Germany (by 7%). 

However, capital investment per hour

worked is some way behind all our

competitors. In seeking to probe behind

these productivity differences, the

McKinsey Report concludes that 'UK

management often fails to adopt global

best practices even when in some

cases these are readilv understandable

and achievable'. 
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Urban Policy In The Uk 

Since the Second World War

government policy towards the plight of

urban and inner-city areas can be

divided into four phases: 1945-65,

1965-77, 1977-88 and 1988-2000.

1945-65 During this phase the

government's policy was to limit the

growth of major conurbations in an

attempt to solve some of the pressing

problems of urban congestion. Green

Belts were established around major

conurbations to prevent their

expansion, and New Towns were built

outside the major conurbations to take

up any urban overspill. 

After 1947 the use of IDCs further

restricted the growth of industries in the

urban areas, whilst the Location of

Offices Bureau sought to redistribute

office work away from the conurbations,

especially London. 

1965-77 From the middle of the 1960s

the government's attitude towards the

innercity problem began to change.

Attention began to be drawn to the fact

that the UK non-white population had

grown to some half a million and was

largely concentrated in cities. Fears

were expressed that race riots similar to

those of the US in 1967-68 might occur

in the UK and this helped focus

government attention on the urban

problem. 

This emphasis was strengthened by the

findings of the Plowden Report on

children's education in 1967. This report

identified deprived areas in inner cities

which needed special help and led to

the setting-up of Educational Priority

Areas (EPAs) in 1969. 

In 1968 an Urban Programme was also

established which, under the Local

Government Grants (Social Needs) Act

of 1969, was provided with a fund of
£20-25m over four years. The aim of
the Urban Programme was to provide
resources for capital projects and
educational schemes, such as pre-
school playgroups, in order to raise the
level of social services in areas of acute
social need. In 1969 the Community
Development Project was established
to research into new ways of solving
social deprivation in large urban
communities. 

Total managed expenditure (TME) by
programme In 2000-01, central and
local government intended to spend
approximately £371bn, divided between
twenty programmes (roughly equivalent
to the responsibilities of the main
government departments). 

Health, Personal Social Services and
Social Security plans dominate
expenditure by programme, with 42.2%
of the total managed expenditure in
2000/01. The next most important item
is Education with 12.3% of the total,
followed by Defence with 6.2% of total
managed expenditure. Law and order
accounts for 5.4%, Housing, Heritage
and the Environment 3.8% and
Transport less than 3%. Debt interest
can be seen to take a sizeable portion

of total managed expenditure (7.5%).

Although this has been falling as the

government has been using some of its

revenue to repay debt. 

A large proportion of the expenditure in

areas such as transport, law and order

and education is carried out by the local

authorities. However, central

government expenditure is increasing

its share of total spending on areas

such as education (opted-out schools,

FE colleges and sixth forms centrally

funded) and housing (grants to housing

associations). 

These programmes include capital

spending (e.g. school buildings) and

current spending on both goods (e.g.

school books) and services (e.g. wages

of policemen/nurses/teachers). The

expenditure plans revealed in July 2000

showed that increased resources had

been made available for health,

housing, transport and education. The

above plans for public spending are an

integral part of the government’s

medium-term financial strategy aimed

at reducing inflation and maintaining the

conditions for sustained growth, the

creation of jobs and higher living

standards. 

Qualifications and unemployment 

The demand for low-skilled and poorly

educated workers has been declining

since the early 1980s, whereas the

demand for skilled workers has

outstripped the supply. The overall

result is that the employment prospects

and wages of poorly educated and

unskilled workers have deteriorated

relative to those for better educated and

skilled workers. For example 33% of

men aged 25-49 years with no

qualifications are currently out of work,

but this is true of only 5% of such men

with a university degree. Similarly the

“No group and no
government can

properly prescribe
precisely what should
constitute the body of

knowledge with 
which true education

is concerned”

Franklin D. Roosevelt 
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wage gap between men aged 25-49

years with no qualifications and those

with a university degree was 61% in

1979, but this gap had increased to

89% in 1998. 

Social policy 

The development of European social

policy has involved both the operation

of the European Social Fund (ESF) and

developments in the 'Social Chapter' of

the Maastricht Treaty. The European

Social Fund is designed to develop

human resources and improve the

workings of the labour market

throughout the EU. Expenditure is

concentrated in those regions of the EU

which are suffering from high

unemployment and is designed to help

with retraining initiatives, improving

skills and providing educational

opportunities in order to make the

labour force more flexible. 

In March 1998 the European

Commission formally adopted a series

of draft regulations which will form the

backbone of the ESF's plans for the

2000-2006 period. At the centre of

these plans is the new European

Employment Strategy (EES) which

stipulates that each member state must

submit an annual employment plan

directed towards raising 'employability,

entrepreneurship, labour force

adaptability and equal opportunities'. A

sum of 210bn euro was allocated to

achieving these goals by 2006. 

As far as the 'Social Chapter' of the

Maastricht Treaty is concerned, the UK

had been opposed to many of the

regulations and directives associated

with the Social Chapter, with successive

Conservative governments arguing that

attempting to impose regulations in

such areas as works councils,

maternity/paternity rights, equal pay,

part-time workers issues, etc merely

increased labour costs and decreased

UK competitiveness. For example

German social/labour market policies

have been criticized for making labour

too expensive to employ! 

In the area of training, one of the

greatest problems for the UK has

involved a dearth of vocational skills at

the intermediate level. A recent study by

O'Mahony (1998) confirms this

situation, showing the UK to have only

36.2% of its workforce with intermediate

skills qualifications compared to 63.2%

for Germany. The study also found the

UK to have 54.4% of its manufacturing

workforce in the 'low skill' category,

compared to only 29.5% for Germany. 

A new revised National Curriculum was

introduced in September 2000

designed to make more explicit the links

between education, employment and

enterprise. Meanwhile, in the first few

years of the new millennium, various

strategies were to be introduced to

provide a better quality of work

experience for pupils (Education-

Business links); to encourage more

entrepreneurial attitudes (National

Enterprise Campaign); to improve

management expertise (Council for

Excellence in Management and

Leadership); and to increase training

initiatives (New Deal). All these policies

were designed to focus on increasing

the UK's stock of 'human capital'. 

Oulton compared the UK's cyclical

performance with that of a number of

other main industrial countries since

1970 and found that boom periods were

shorter and recessions longer in the UK

than in the other industrial countries.

For these and other reasons (differing

accounting conventions, economic and

social practices, etc.) there has been a

move towards the use of indicators

other than the GNP per capita figure to

reflect the 'true' standard of living in

various countries, using various 'quality

of life' indicators such as life

expectancy, medical provision,

educational opportunities, etc. 

UN classification 

The United Nations has published a

Human Development Report since

1990 in which two new methods of

classification are presented, one

involving a Human Development Index

and the other a Human Poverty Index.

We now consider each of these in turn. 

Human Development Index (HDI)

classification An interesting issue is

whether the conventional GNP per

capita figure can be merged with

'quality of life' indicators to give an

overall index of economic wellbeing. A

first step in this direction has in fact

been made with the publication of the

United Nations' Human Development

Index (HDI). 

The Human Development Index (HDI)

is based on three indicators: 

Standard of living, as measured by real

GNP per capita (PPP$)

Life expectancy at birth, in years 

Educational attainment, as measured

by a weighted average of adult literacy

(two-thirds weight) and enrolment ratio

(one-third weight). 

Each of these three indicators is then

expressed in index form, with a scale

set between a minimum value (index =

0) and a maximum value (index = 1) for

each indicator. 

Standard of living: $100 real GNP per

capita (PPPS) is the minimum value

(index = 0) and $40,000 is the

maximum value (index =1). 
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Life expectancy at birth: 25 years is the
minimum value (index = 0) and 85
years is the maximum value (index = 1).

Educational attainment: 0% for both
adult literacy and enrolment ratios are
the minimum values used for
calculating the weighted average (index
= 0) and 100% for both adult literacy
and enrolment ratios are the maximum
values used for calculating the weighted
average (index =1).

An index is then calculated for each of
these three indicators, and the average
of these three index numbers is then
calculated. This average of the three
separate index numbers is the Human
Development Index (HDI). 

The closer to 1 is the value of the HDI,
the closer the country is to achieving
the maximum values defined for each
of the three indicators. 

Using a GNP per head indicator, even
adjusted for purchasing power parities,
gives a different ranking for countries
than using the HDI index which brings
quality of life aspects into the equation. 

The HDI, by bringing together both
economic and quality of life indicators,
suggests a greater degree of
underdevelopment for some countries
than is indicated by economic data
alone.

For example Nigeria is 137th out of 174
countries when the GNP per head data
is used for ranking but falls a further 23
places to 160th when the HDI is used
for ranking. For Nigeria it would seem
that the relatively disappointing
enrolment ratio into education has
helped depress the 'education' index
and with it the overall HDI. 

On the other hand, the HDI suggests a
smaller degree of underdevelopment

for some countries than is indicated by
economic data alone. For example
Uruguay is 52nd out of 174 countries
when the GNP per head data is used
for ranking but rises by 14 places to
38th when the HDI is used for ranking.
For Uruguay it would seem that the
relatively high adult literacy and
enrolment ratios have helped increase

the 'education' index which, together
with encouraging life expectancy data,
have raised the overall HDI. 

Although only in its infancy, it may be
that classifications of countries based
on indices such as the HDI which bring
together both economic and quality of
life data, may give a more accurate
picture of the level of development. 

Countries with similar levels of real
income per head can have markedly
different scores in terms of the Human
Development Index. For example both
Paraguay and Morocco have real GDP
per head of around $3,500, but the

better quality of life indicators for

Paraguay give it a much higher HDI

than do similar quality of life indicators

for Morocco. 

Human Poverty Index (HPI) A further

step in this direction has been taken by

the UN in 1997 with its introduction of

the Human Poverty Index (HPI). This

seeks to measure the extent of

deprivation in terms of the percentages

of people not expected to attain

specified target levels for various

economic and quality of life indicators.

In this sense the HPI measures the

proportion of people who are 'left

outside' certain minimum standards for

a country or community. 

“The aim of
education should be

to teach us rather
how to think, than

what to think—
rather to improve our

minds, so as to
enable us to think for

ourselves, than to
load the memory

with the thoughts of
other men.” 

John Dewey
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What the concept of social capital has

brought to the debate is, at bottom, an

interest in the pay offs that arise from

our relationships. The idea that social

capital returns tangible benefits to its

holders is obviously open to testing

against evidence. Social capital has

had a wide range of application, and

inevitably the level of research evidence

is variable. To summarise the findings

of a wide variety of research, it seems

that in general, social capital broadly

does what the theorists have claimed:

to put it crudely, people who are able to

draw on others for support are healthier

than those who cannot; they are also

happier and wealthier; their children do

better at school, and their communities

suffer less from anti-social behaviour. 

Both Bourdieu and Coleman have

influenced the sociology of education,

Coleman’s work was grounded in the

analysis of large scale survey data as

well as his seminal paper on the

contribution of social capital. Coleman

drew on earlier work which looked at

the performance of black children in

American secondary schools. His

findings attracted considerable

attention, at least partly because they

were unexpected. Conventionally,

sociologists generally expect that those

children whose families are socially and

economically well placed will tend to out

perform those who come from more

disadvantaged backgrounds. 

Nor are they wrong to do so. Mostly,

families’ cultural and economic capital

are reflected in the human capital - that

is, the skills, knowledge and

qualifications - of their children.

Coleman’s research shed light on some

of the exceptions to this general rule. In

a review of educational research into

social capital, Sandra Dika and Kusum

Singh not that much of the work

conducted between 1990 and 1995 was

characterized by a focus on minority

ethnic populations. 

Other scholars have undertaken a

number of studies designed to test

Coleman’s propositions, mostly using

different data-sets and methods.

Generally these have upheld

Coleman’s findings with regard to both

drop out rates and student

achievement, confirming that the gains

from Catholic schooling are particularly

marked for urban minorities. Heckman

and Neal have criticized Coleman for a

failure to consider the effect of parental

choices of school upon the

performance of their children. More

recent work has generally tended to

confirm that social capital seems to be

closely associated with educational

outcomes. 

Of fourteen studies reviewed by Dika

and Singh that examined the

relationship between social capital and

educational achievement, the majority

found a positive association between

different 33 scores on both counts. Most

of these studies considered

achievement in relation to parental

social capital; only one found an inverse

relationship between achievement and

two social capital indicators (parent-

school involvement and parental

monitoring of progress), while all the

remainder were positive. While fewer

studies were concerned with students’

own connections, these too found

positive associations with achievement. 

Research findings also suggest that

social capital may provide a counter-

weight to economic and social

disadvantage. Stanton-Salazar and

Dornbusch found some support among

Mexican origin students in Californian

high schools, in that those with higher

grades and aspirations generally had

greater levels of social capital. The also

found that accessing social capital was

more important for bilingual students

than for those whose main language

was English, suggesting that possibly

the Hispanic students were using social

capital to compensate for shortfalls in

other resources. 

As Coleman suggested, then, social

capital may offer particularly significant

educational resources for those who

are otherwise relatively disadvantaged.

Unlike Coleman, though, Stanton-

Salazar and Dornbusch found that

students’ grades were particularly

related to the number and range of

Social Capital and Education 

John Field [22] Co-Director of the Centre for Research in Lifelong Learning,

he serves as a Visiting Professor of Birkbeck College, University of London and

chair the Advisory Board for the ESRC

22. Social Capital and Education, John Field Social Capital; Key Ideas,
Routledge, 1st edition (24 July 2003), ISBN-10: 0415257549, page 45  
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weak ties, including those that people
brought into contact with non-kin and
non-Mexican origin members. Coleman
viewed social capital as centred
primarily on the family, emphasising its
role in the young per- son’s cognitive
development as well as the degree of
social control that it enabled. Coleman’s
work can be criticized for focusing
largely on one type of educational
institution. Although he was very
interested in adolescents’ relationships,
for example, his investigations of social
capital and education were limited to
the school stages. 

He paid little attention to later stages of
the formal education system, and none
to learning in informal settings.
Bourdieu’s work has focused on the
French higher education system is
concerned with the development of
social capital by academics intent on
improving their relative position within
the scholarly hierarchy rather than with
the impact of social capital on students’
positions. Hedoux did a much
respected French study of adult
learning in a mining community near
Lille in the late 1970s showed that while
levels of involvement in traditional
societies and festivals were similar
among participants and non-
participants in education, the level of

participation in education was much

higher among people who were

engaged in other, more modern areas

of social life which brought them into

contact with local notables’.

A recent study of lifelong learning

(McClenaghan; Field and Spence) in

Northern Ireland, shows that while a

high level of social capital can reinforce

the value placed on school attainment

among young people, it can also

provide a substitute for organised

learning among adults, who may

choose to acquire new skills and

information informally from neighbours

and kin rather than through a more

structured course of education and

training. Hendry and Matley showed a

similar pattern found among small firms

in Britain, who appear to place a high

emphasis on ‘learning by doing’,

mentored more or less formally by role

model figures such as parents, older

siblings, friends and trusted older

workers, and tend to avoid participation

in formal training courses where the

outcomes are hard to predict and justify. 

There has also been some work on the

influence of education on social capital.

Partly, this is a simple product of

proximity. School friends grow up

together, and some individuals from

each cohort stay in touch over time.

University students in particular,

especially those living away from home,

had access to the widest networks and

the most frequent contacts, which can

be seen as the basis for the weak ties

that would secure their future careers. 

Emler and McNamara surveyed social

content patterns among three groups of

young Scots university students, further

education students, full-time workers

and unemployed people. It showed the

‘massive advantage of those in full time

education as compared with the

unemployed. The full time workers had

fewer contacts than the full time

students but had wider circles of friends

than the unemployed. The connection

between elite education pathways and

membership of networks (neatly

summarized in the ‘old school tie’

metaphor) is well known. It has, though,

rarely been conceptualized in terms of

social capital. In broad terms, then,

there is an emerging body of research

which confirms the impact of social

capital on human capital. 

In general, the research suggests that

the influence of social capital is a

benign one, in that it is associated with

higher levels of performance, and these

appear to hold particularly true for

young people from disadvantaged

backgrounds. In Lauglo’s words, social

capital can ‘trump’ the disadvantages of

social class and weak cultural capital.

The evidence on education and social

capital appears to point to the

complexity of the relationships which

might matter, suggesting that

Coleman’s model of the family is not

sufficiently hearty to carry the

conceptual weight that he placed upon

it. Despite these qualifications and

omissions, the connection between

human capital and social capital has 35

rightly been described by Glaeser et al

as ‘one of the most robust empirical

regularities in the social capital

literature. Even if we do not yet fully

understand this patter, we can conclude

with some confidence that there is a

close relationship between people’s

social networks and their educational

performance. 

Social Capital and Lifelong Learning 

During the 1990s, a widespread debate

opened over the idea and goal of a

‘learning society’. This debate was

bound up with ideas for modernising

“The only source of
knowledge is
experience”

Albert Einstein 



66

and reforming education and training

systems, so that they not only ensured

that young people were able to enter

adult life with a robust platform of skills

and knowledge, but also that adults

themselves were able to continue their

learning throughout their lifespan. 

At its narrowest, this simply involved the

adjustment of existing systems and

institutions so that they could better

promote achievement and participation,

particularly among the new cadres of

highly skilled knowledge workers. A

learning society is the precondition, it is

said, of a high performance knowledge

economy. Other, more generous visions

of the learning society have

emphasised the value of learning both

in its own right and as a gateway to

participation and full citizenship: a

civilised society, in this view, is one that

provides opportunities for learning for

all, regardless of their age or life stage,

as a right. 

Even if we take a comparatively narrow

definition of the learning society, the

implications are radical. Even if limited

to the formal arrangements by which

any community ensures that its

members gain the skills and knowledge

required in and for a rapidly changing

economy, this perspective has already

generated considerable impetus for

reform of education and training

systems. Staid policy makers meeting

in sober international government

agencies like the European Co-

operation and Development are

concluding that the new economy

demands a dramatically different

education and training system from the

one that exists today. 

In a 1994 White Paper on economic

competitiveness and growth, the

European Commission went so far as

to call for future educational reform

initiatives to be based “on the concept
of developing, generalising and
systematising lifelong learning and
continuing training”. This is a radical
ambition which has led their attention to
lifewide as well as lifelong learning, that
is, to the many different areas of life in
which people continue to acquire and
create new skills and knowledge

throughout their lifespan. In practical
terms, this has led to an interest in such
areas as workplace learning, family
learning and community learning, and
in how they can be related to - or, in a
telling word, ‘captured’ for - more formal
systems for recognising knowledge and
competences. 

Recognition of the complexity and
diffusion of lifelong and lifewide learning
is in itself a challenging idea, and not
one that is easily absorbed by more
conventional education and training
systems. However, the idea of a
learning society also raises yet more
radical, complicated and (I believe)
interesting issues, which form the heart
of this book. At their core is the question
of whether some social arrangements
might be better at promoting the
acquisition of new skills and knowledge
than others. Are there social values,
and patterns of behaviour, that

discourage us from getting the most out

of education and training, not only as

children but also in our adult lives ? 

Are we more likely to learn and apply

and create new knowledge in some

types of social circumstances than

others ? Do we learn more, and more

valuably, from our social connections

than from educational institutions ? Are

there types of relationship that inhibit us

from learning and creating knowledge,

while others promote it ? And if any of

this holds water, then what might we -

policy makers, educationalists and the

wider community - do about it ? 

This is a very broad view of the learning

society, and it takes us into largely

uncharted territory. It rests, of course,

on existing debates about the nature

and scope of human learning. In

particular, it shifts attention away from

the conventional focus of educational

theory and debate, which is on the

formal instruction that takes place in

designated institutions such as schools

or colleges. It also takes a view of

humans as being always both

acquirers/transmitters of existing

knowledge and creators of new

knowledge. In both capacities -

acquirers/ transmitters and constructors

of knowledge - people find themselves

benefiting from and constrained by

social structures, practices and

institutions. 

Yet at the same time, people are

constantly creating and recreating the

structures, institutions and practices in

which they find themselves; more- over,

they constantly use and apply and

create new information and

understandings in their reshaping of

social arrangements. While much of this

process of change may be rather

mundane in itself - buying something to

wear, leaving a partner, finding another

“True friendship can
afford true

knowledge. It does
not depend on
darkness and

ignorance”

Henry David Thoreau 
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job, arguing with a parent - such

everyday changes add up to a wider

process of social transformation.

Sociologists and educationalists will

recognise where this line of argument

comes from. Educationalists will spot

that my view of learning is broadly a

constructivist one, which recognises the

ways in which people are constantly

and actively engaged in creating

meaning and new understandings as

they go through their every day lives. 

Sociologists will know that my account

of the interplay between people and

social arrangements is part of a long

tradition of interpretative thinking about

structure and agency, an dis partly

influenced by Pierre Bourdieu’s

sociology of class and power, Anthony

Giddens’ theory of structuration, and the

more recent work of Giddens and Ulrich

Beck on what is often called ‘reflexive

modernisation’. The concept of learning

is very different from the concept of

education, and people’s active

engagement in the wider social context

is an extremely important aspect of the

distinction between the two. 

This fundamental dissimilarity is all too

often downplayed or even ignored.

While formal instruction is of

considerable importance, both to

individuals and to the wider community,

it has to be set in the wider perspective

of the infinite variety and range of

different kinds of learning that people

undertake. Much education is

experienced as an external imposition,

something that is a formal requirement,

and much of whose content passes us

by. Learning is a much more ubiquitous

process by which individuals and

communities actively seek to add to

their capacity for attaining their goals. 

It happens in a wide variety of settings,

and across different areas of our lives.

Only some of our learning takes place

in educational settings, and even then

what we learn is not necessarily what

the teachers intend: at school we might

learn how to deal with bullies, how to

dispose of unwanted school dinners, or

how to avoid the rules on chewing gum

and mobile phones. All this happens

alongside our success or failure in

mastering French, memorising dates

and conducting mildly amusing

chemistry experiments. Learning is a

fearsomely broad concept, with

famously blurred boundaries: it is the

active process by which we engage

with our changing environment and try

to take control of our lives. Such

distinctions have been bread and butter

in the adult education world for at least

50 years. 

Many adult educators have tended to

draw a clear contrast between formal

learning (planned and organised

instruction in designated institutions) on

the one hand, and non-formal and

informal learning on the other. The term

‘non-formal learning’ has usually been

used to describe the education that is

provided by bodies whose main

purpose is something other than

education, such as trade unions,

voluntary associations and companies,

to give but three examples. The term

‘informal learning’ is a very wide one,

which can refer to all those forms of

learning that take place as a result of an

individual’s life experiences, rather than

as a result of any intentional instruction

by a third party. This encompasses a

broad range from incidental learning,

which is simply a by product of

experience, to a more determined

attempt by someone to teach

themselves by such means as visiting a

library, seeking advice or surfing the

internet. Such attempts at definitional

clarity are doomed to fail, given the all

encompassing nature of learning as a

process. Furthermore, many writers in

the adult education tradition have

tended not simply to distinguish

between these broad types of learning,

but to see them in a rather simplistic

manner as directly opposed to one an-

other; in fact, they are far more likely to

be intermingled and to occur

simultaneously alongside one another,

in complex and hard-to-capture ways. 

In addition to these different ways of

analysing learning, we may also

distinguish between different types of

knowledge. Once more, the language

of the learning society is linked with a

shift away from the customary focus on

formal and certified bodies of explicit

and codified knowledge of the type

tested in the examinations system.

Educationalists increasingly recognise

the importance of tacit knowledge, often

embedded in people’s activities and

relationships, of a kind that cannot

easily be articulated and made explicit

(Polyani, 1966). Perhaps the most

widely known analysis of this issue is

the distinction between types of

knowledge that was made in the the

1990s by Michael Gibbon and his

collaborators ( Gibbon et al., 1994).

These authors draw a contrast between

Mode 1 knowledge, which they

describe as academic, rooted in single

disciplines and based on abstract and

codified generalisations, and Mode 2

knowledge, which they see as

hybridised, created by teams from

different disciplines and different

sectors, generated by practical

problems and capable of application,

and often highly specific to certain

contexts. 

They believe that, while Mode 1

knowledge might continue to be

important for the foreseeable future,

Mode 2 is increasingly coming to

dominate the new world of scientific
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production. Moreover, this is a form of

knowledge that, these authors

emphasise, is created by and through

groups rather than by isolated

individuals; its origin lies in collective

attempts to solve problems, and its

meaning is only realised through

application in an organisational setting.

The central argument of this book is

that people’s social relationships play a

vital part in their capacity for learning. I

see this proposition as holding good

whether we understand learning as

simply concerned with the acquisition of

skills and knowledge or, more

generously, as also concerned with

their creation. 

This should not really be a surprising

argument: after all, we are all affected

by the attitudes of those whom we like

and trust, and there is no obvious

reason why this should not be just as

true for skills and knowledge as any

other area of life. Indeed, this claim is

reasonably well established in respect

of young people, and it would be hard

to find an educationalist who denies

that family and peer group help to

shape attitudes towards schools and

college. Albeit in a rather limited sense,

then, the idea that social networks

shape educational achievement among

the young is widely accepted. The lines

of this argument with respect to young

people are fairly straightforward. If our

friends and family admire academic

achievement, then we are likely to

share this outlook and will try to bring

up our children accordingly. If we are

surrounded by people who take pride in
high quality craft skills, we are more
likely to think of placing our children in
apprenticeship. 

This is not always such a
straightforward relationship, as the
cases of migrant communities
suggests. If newcomer communities
view the schools system as alien and
oppressive, then they may be inclined

to be suspicious of academic
achievement within that system.
Newcomers who see schooling as a
means of overcoming economic
disadvantage and social prejudice
within the host society are more likely to
place pressure on young people to
achieve within the terms of that system.
Yet, even if the picture is a complex
one, it is widely agreed that people’s
connections shape the educational
experiences of the young. This book
sets out to explore the possibility that
social relationships can also affect the

lifelong and lifewide learning

undertaken by adults. In this analysis, I

make considerable use of the growing

debate over social capital (Field,

2003a). Social capital may be defined

as consisting of “social networks, the

reciprocities that arise from them, and

the value of these for achieving mutual

goals” (Schulller et al., 2000, p.1). 

The concept is an increasingly familiar

one in the social sciences, and it has

been particularly influential in the study

of such areas as school attainment,

business innovation, community

development and social inclusion. The

notion emphasises the important role

that people’s relationships, and the

values that they share with their

connections, play in enabling them to

cooperate for mutual advantage. Of

course, this is hardly a new idea: most

people have noticed the way that

connections - family, friends, even

casual acquaintances and friends-of-

friends - will help one another out. The

late 19th century scholar Emile

Durkheim, often praised as a founding

father of sociology, believed that the

complex multitude of connections

between individuals helped to ensure

that society was held together through

what he called ‘organic solidarity’, which

he contrasted with the habitual and

hierarchical ‘mechanical solidarity’ of

the feudal order (Durkheim, 1933).

“The one exclusive
sign of thorough
knowledge is the

power of teaching”

Aristotle 


