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John Raven

Introduction: The Problems: Some Illustrations

I once attended a small invitational ‘planning’ meeting between the
Head of a yet-to-be-established new local authority scheol, a few
of the teachers who had been appointed, representatives of
community and other interests, and a number of prospective
parents.

The Head had set up an agenda with a view to getting agreement
to his plans. Among the papers he had distributed was an
organizational chart. One of the boxes on the chart, with some
arrows going to and from it, was labelled ‘guidance’. After an hour
or so's inconsequential discussion, one of the parents chanced to
say ‘guidance, what's that?’ ‘Oh, that’s helping pupils to think
about their abilities and their problems, social education, sex
education, and . . .” SEX EDUCATION. It was if a volcano had
erupted. Everyone pitched in. The parents tore into each other:
some were avidly in favour, some utterly opposed. In the end, the
Head closed the discussion saying ‘There you are, you see, you can
never get agreement between parents. I will have to decide that
there will be sex education and what will be covered ... and |
will set aside the next two days to listen to parents’ complaints’.

I am sure that many of us have had experiences of this sort.
Groups of parents on PTAs regularly decide that they want to
influence the curriculum. Given an amenable Head — like the one
above — a meeting between parents and staff is then convened. At
that meeting it becomes clear that, although all parents want change,
one group of parents wants to encourage teachers to foster qualities
like initiative, creativity, and the ability to ask questions and pursue
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the answers. Others are utterly opposed to any such thing: they
don’t want their children asking questions and being adventurous:
they couldn’t answer their questions, they would lose control over
them, and, anyway, their children might get hurt in the process,
What is more, the school should not foster these qualities in other
people’s children cither: if it did, those children would do better in
life than their own (and that would be bad). What they wane is

The children should have the badness beaten out of them. Society
will fall apart otherwise:.-you can’t have people deciding for
themselves when they will work and what they will work at." The
outcome of the meeting is that the Head is left to go his own way.

This example illustrates some of the central problems in public
education. It shows that the most important qualitics to be fostered
by the educational System are value laden. It illustrates the difficulties
posed by the need to cater for people who have different priorities
and the effects of the widely held belief that the public sector should
treat everyone equally. It shows that the equally widely held beljef
that democracy mieans taking majority votes which will be binding
on everyone, rather than coming to decisions which allow people
with different priorities to go their own way, results in decisions
which satisfy very few people. It illustrates the impossible situation
in which innovative managers find themselves. In fact it illustrates
the need to hold managers accountable, not for orchestrating
democratic decisions, but for making high level and creative
discretionary judgments, based on conflicting information and
priorities, but which are in the best interests of as large a sector of
the community as possible. Managers exist, not to implement
clients’ or committees’ consensus decisions, but to seck out
information and then come to good decisions about what to do.
Yet, as can be seen from the illustration, any attempt to hold
managers accountable for doing just that is jtself fraught with
difficulties because people have different definitions of what
constitutes the public interest, (All of which is, of course, why
Adam Smith and F. A. Hayek said that it was impossible anyway

- and that one should not even try to do it.)

In the remainder of this chapter I will address some of the issucs
raised in the last few paragraphs.
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The Importance of Coming to Terms with
Values in Education

In this scction I will summarize research which shows: (i) that most
parents, pupils and teachers think that the main goals of education
include fostering such qualities as the ability to make one’s own
observations and think for oneself, the ability to take initiative, and
the ability to understand and influence society; (ii) that the opinions
of these parents, pupils and teachers are correct; these are the main
qualities required to lead one’s life and do one’s job effectively; (iii)
that most schools fail to foster these qualitics; and (iv) that, while
the reasons for schools’ failure to foster these qualities include a
lack of understanding of how they are to be fostered and assessed,
they also include the dilemmas involved in harnessing and influencing
values and catering for diversity.

The Main Goals of General Education

Most official documents which specify the goals of general education
emphasize problem-solving ability, the ability to work with others,
enterprisc skills, leadership, and the ability to understand and
influence what happens in society.> These views are echoed in
surveys of the opinions of teachers, pupils, parents, employees and
employers.® The opinions of all of these groups are supported by
research into the qualities which are actually required at work and
in society: the qualities which have been mentioned, and others like
them, are required by machine operatives,* by navvies® by bus
drivers,” by nurses,’ by small businessmen, " by civil servants,? by
doctors,'" by scientists, !! by engineers,'2 by managers,'? and by
politicians. ' They are required if people are to develop their talents
and contribute effectively to society.'s They are also required if
leisure is to be used in a satisfying way'® and if economic and social
development (rather than, for example, stagnation and conflict) is
to occur.'?

Most Schools Fail to Foster such Qualities
Despite the exhortations of governments, despite parents’, teachers’
and pupils’ wishes, and despite the demonstrated importance of the

qualities mentioned above, most schools do not even attempt to
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foster them or even such qualities as the ability to muster arguments,
make good judgments, or reconcile different points of view,'®
Worse still, many schools actually stifle them and foster socially
dysfunctional beliefs, understandings and values." It is therefore
impossible for most parents, by sending their children to state
schools, to fulfil their legal obligation to provide them with efficient
full-time education suited to their age, ability and aptitude.

The Nature and Develapment of Competence

In the light of these findings it seems essential to develop a better
understanding of the nature of qualities like those which have been
mentioned and how they are to be fostered. In this context, one
of our most interesting findings® has been that, while few teachers
understand how to foster them, many parents not only know how
to do so but actually do so. It emerges that parents are their
children’s most important educators, not in the sense that they do
the things which schools do, or even in the sense that they support
schools, but in the sense that they, and they alone, foster these
wider qualities. And it is these wider qualities which (unlike the
knowledge conveyed to pupils at school®') make for the differential
life success of those who do well at school.

As the parents we interviewed emphasized, if one is to foster
such qualities as initiative, the ability to observe, or confidence in
dealing with others, one must create situations in which young
people can practise doing these things and thus learn to do them
more effectively. Yet these are all difficult, time-consuming, and
often frustrating activities. No one is going to make the effort
required to practise them unless what they are doing is important
to them — and they are also likely to be discouraged if it is not
important to at least some other people as well. If people are to
be brought to practise undertaking these activities, the tasks
they are encouraged to undertake must therefore be tasks which
relate directly to their motives, interests, priorities and talents. In
short, their educational programmes must be individualized in such
a way that they are tailored to their values, motives and talents.

But practice is not the only way in which qualities like initiative,
adventurousness, and lendership are developed. As some of the
parents we interviewed also pointed out, people learn from the
example of others. It is not only other people’s observable
behaviour — the results of their thinking and planning — which it
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is important for children to see and to copy. The mental, emotional
and striving processes which lie behind that behaviour are also
important. So, if people are to develop the competencies which
make for enterprise, leadership, and the willingness and the ability
to understand and influence the direction in which socicty moves,
their mentors must make these normally private concerns, values,
thought processes, agonies and delights visible. In this way they
can learn to be sensitive to the cues which beckon and point toward
an activity which is likely to pay off, which tell them when
corrective action is necessary, or which tell them that things are
getting out of hand and they had better either get help or stop.
They can learn how to turn a chance observation to advantage.??

It is because experiences gained whilst undertaking tasks which
are personally significant and whilst working with other people
who share one’s concerns are so important that the Youth Training
Scheme branch of the Manpower Services Commission is correct
when it asserts — to the annoyance of many ‘educators'®® — that
such qualities are best fostered and developed on the job or in the
community. (It is important to emphasize that work is anything
but the soul-destroying activity which many teachers take it to be.
Some 83 per cent of the young people say that they have been able
to identify and develop their talents at work in contrast to only 13
per cent who say they are able to do so at school,? and, with the
exception of those who work in large factories and offices — which
employ relatively few people — 80 per cent of young people like
their work, like their employers, and find their jobs interesting.2*
They like the variety and the opportunity to use their own particular
talents, work with others, and take initiative.)

Fortunately for educators, the home and the workplace are not
the only settings in which such qualities can be fostered. If teachers
adopt such processes as interdisciplinary, competency-oriented,
enquiry-based project work grounded in the environment around
the school and explicitly set out to embody important features of
work experience in that activity — a real task to do, a variety of
tasks to do during the day, an opportunity to exercise different
talents from those exercised by colleagues — then educational
environments can be made more developmental.® In this context
it is of interest to note that more effective teachers, like more
effective parents and managers, are the ones who show a greater
tendency to think about, harness, build upon, and develop the
talents of their pupils.?” And they are also more likely to share their
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own thoughts, their own strivings, and their own feelings with
them.>® :

So far, I have noted simply that, if young people are to develop
a selection of important competencies, they will need to be engaged
in long-term activities which they value and work with people
whom they respect in the course of carrying out activitics which
both value.

Many people find this intrusion of values into education
threatening enough. But many of the other qualities which parents,
pupils and teachers believe important for the educational system
to foster involve influencing values. Examples include fostering
consideration for others or the desire to work for the long-term
good of the community.

The research we have carried out into the nature of competence®’
has, however, led us to a yet more disturbing conclusion. The
competencies which make for cnterprise, innovativeness, leadership,
the ability to work with others and other types of effective behaviour
are crucially dependent on understandings of terms like ‘democracy’,
‘participation in management’, ‘industrial democracy’, ‘manag-
ement’, ‘money’ and ‘wealth’. If tcachers are to foster high
level competencies they will therefore have to influence pupils’
understandings of these and similar terms. The thought of encourag-
ing teachers to engage in political cducation of this sort — with all
its attendant dangers — makes many people — including me —
extremely uncomfortable. It has resulted in the government banning
‘political education’ from its TVEl and YTS schemes despite the
fact that, as we can now see, if they are to achieve their objectives,
this is the most important ingredient of these programmes. Nor is
the discomfort generated by this conclusion entirely dissipated by
the thought that teachers already — and (since there can be no such
thing as value-free education) inevitably — influence these belicfs
and understandings. Indeed, in an effort to avoid the problem, they
give pupils the impression that politics is a dirty, unmentionable,
business in which no respectable person would engage. This has
had devastating consequences for our society.™ Thus, teachers’
unexamined impact in this area is often not for the better.> Informed
and explicit action has therefore got to be the only way of handling
the problem.*?

What I hope 1 have now done is indicate just how crucial it is
to find some way of coming to terms with values in public
education. Unless we do so we will not only continue to squander
some two thirds of the resources devoted to ‘education’ and stunt
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the development of many of our children, we will stunt the
development of our society.

I'must emphasize that I am talking about state education, because
it is significant that private schools can inculcate political beliefs,
influence values, and foster — through Cadet Corps, house activities,
the prefects system and similar activities — the very competencies
of which we have spoken with no qualms whatsoever. Interestingly
enough, they are caught in the trap I described earlier. It is precisely
because they are so effective in reaching these ‘non-academic’ goals
that they are so widely opposed by people who would not send
their children to them even if they could. Until we find a way of
dealing with the fact that people often wish to prevent other people’s
children developing qualities which they do not want their own
children to develop we are unlikely to make much progress in
thinking through the issues associated with parent power or identify
ways in which the quality of education is to be improved.

The Origins of Variance in Values and Talents

In the course of our research Sigel, McGillicuddy, Pellegrini, Tharp,
Gallimore and my colleagues and I* have shown that parents believe
that they can influence their children’s values and foster important
competencies by creating developmental environments in which
their children can develop those competencies while undertaking
tasks which interest them and which they care about. Sigel,*
McGillicuddy,” Rosen and D’Andrade, McClelland,* Bloom®
and 1™ have also demonstrated that these beliefs are correct.
Elsewhere we*" have shown that managers can create developmental
environments which release, and lead people to practise and thereby
develop, such qualities as initiative, the ability to support innovative
colleagues, and the ability to work with others for the long term
good of the organization concerned and society in general,

In the next few paragraphs I will refine and qualify these
statements in a way which will help to take us forward. Although
many parents think they can influence the activities which their
children value, many of them also acknowledge that their children
come with sharp limits within which they, as parents, must work.
Unlike most teachers, parents tend both to accept that their children
are as they are and to respect their children’s interests and
preoccupations. Instead of trying to change their children’s interests,
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to foster a much wider range of competencies and talents. We may
not only need to harness widely available, but neglected, motives
(such as the desire to work with others and the wish to feel that
one has really created something®) to fuel enthusiasm for educational
activities, we may also need to find ways of accommodating the
wide variety of differcnt types of activity which young pcople are
motivated to undertake and the diversity of the competencies they
tend to display in the course of undertaking those activitics.?
There are many barriers to respecting the variety of tasks which
attract different children and fostering a stumber of the competencies
which may be exercised in pursuit of them. These barriers include:

L. The absence of appropriate theory.

The absence of tools for administering individualized,

competency-oriented, educational programmes.

The fear of exacerbating the climate of mediocrity.

The contempt which many teachers have for working class

values.

5. The very narrow range — and general inappropriateness —
of the concerns and competencies displayed by teachers for
pupils to emulate.

6. The definition society has given to the term equality and
widely held views about the appropriate nature of public
provision.

7. The fear that treating different children in different ways
will lead to a caste society.

8. The pressures which focus teachers' attention on low level
goals.

bl o

I will review all of these in the paragraphs which follow.
However, it may be useful first to draw attention to the fact that,
if some means of respecting and catering for diversity by offering
genuine variety and choice could be found, it would remove the
fears of brainwashing which intrude as soon as one envisages that
teachers might be encouraged to influence values, engage in political
education, and treat different children in different ways. If pupils
had the right to opt into and out of educational programmecs
depending on how congenial they found the values of the teachers
concerned it would greatly facilitate the solution of some of the
most important problems in education.

I will now discuss the barriers to implementing individualized,
competency-oriented, education which harnesses each pupil’s
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motives and fosters high-level, value-laden, competencies which
were listed above one at a time.

1. The abscnce of appropriate theory. Although this is not the right
placc to pursue it, it would be inappropriate not to mention that
one of the main reasons why schools do not make use of the
individualized competency-oriented educational programmes which
are required to foster such qualities as the ability to make one’s
own observations, communicate, take initiative and think for oneself
is that, despite the voluminous writing on progressive education,
there is no generally accepted understanding of how teachers might
identify, foster, and point to the development of, these talents. As
Jackson® has emphasized, educational theory has had particular
difficulty with the rransformative processes which occur in some
homes, schools and workplaces. These transformations tend to
occur when people are highly motivated and they get an opportunity
to develop new self-images and competencies in the course of
undertaking tasks they care about or when they are exposed to role
models which they find attractive and engaging. >

2. The absence of tools to administer individualized competency-oriented
educational programmes. This batrier is related to the first: if pupils
are to develop 2 selection of important competencies whilst they
are engaged on tasks which are important to them, their teachers
must be able to identify the particular types of activity which
engage them and monitor the development of many ‘intangible’
competencies. As Fraley™ and I have shown, most teachers are
unable to do this even when they are in 1 : 1 relationships with
children (other than their own). This is because they do not know
what interests the children, cannot ‘read’ their body. language and
do not have time to reflect on its implications, and, as a result, do
not know when and how to intervene. They need tools to help
them to do these things.

3. The fear of exacerbating the climate of mediocrity which the public
associate with ‘mixed ability teaching’ and --‘pr_égressive education’. The
idea of fostering ‘all of the talents of all of the children’ is associated
in most people’s minds with ‘mixed ability teaching’ and ‘progressive
education’. These ideas arc in turn associated with mediocrity.

There is somc justification for these associations since, although

ncither mixed ability teaching nor progressive education have been
wholcheartedly and widely implemented,* the goals which were
to be achieved and the educational processes which were to be used
to reach them have been only intermittently articulated®® — and
often poorly at that. As Bernstein® noted, they have been multiple
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parents tend to set about harnessing those interests and motives in
order to get them to practise reading, observing, inventing,
analyzing, planning, and working with others. They then study
their children’s difficulties and intervene sensitively, only when help
is really required.*!

Parents’ recognition that their own children’s dispositions are to
a considerable extent pre-programmed is neverthelcess frequently in
conflict with generalizations they will make about the malleability
of human nature. And they are in even greater conflict with
the environmentalist stance of many teachers, psychologists and
sociologists. However, some large scale research undertaken in the
early 1970s** supports both positions. What we found was that
there is almost as much variation in the values and activities of
adolescents who come from similar backgrounds — indeed from
the same families — as there is between children who come
from different backgrounds. Some children from middle class
backgrounds espouse what Kohn*? and others have called ‘working
class’ values: they want to develop toughness and strength, learn
to do as they are told, and to have strict rules to guide their lives.
Some children from working class backgrounds espouse ‘middle
class’ values — they want to think for themselves, develop the
qualities which make for creativity and originality and to assume
managerial responsibilities. (Jackson and Marsden** have described
some of the family conflicts which stem from this). What is more
(as Havighurst and Taba* had earlier noted) the values which
children espouse are at least as characteristic of the socio-econontic
groups they will enter as they are of those they have come from.
Our own results have been confirmed by the Newsons,* by
Sokolowska,*” and by Lempert.** Kinsey™ reported the same thing
for sexual behaviour: children’s sexual behaviour and attitudes
anticipated thosc of the groups they would later enter. What is
most interesting about Kinsey’s results is that there is no way in
which the children concerned could have acquired through discussion
or observation sexual attitudes and behaviour which typify groups
with whom they had as yet had little contact.

For the sake of brevity, I have summarized our conclusions by
reference to ‘working class’ and ‘middle class’ values. It is, however,
extremely important to note that this is a shorthand. While a much
higher proportion of middle class than of working class parents
endorse ‘middle class values’ and vice versa, the relationship between
socio-economic status and values is far from perfect. Indeed, in
absolute numbers, because there are more working class than middle
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class people, there are more working class than middle class parents
who endorse ‘middle class values’. However, because of implications
which will become clear later, one of the most important facts to
hang onto is that an absolute majority of parents endorses working
class values.

Particular mention must be made of the work of Burns et al.>
What they found was that Kohn's results are a product of two
variables — frue cultural (SES, ethnic) differences and effects of
environment. This makes sense of much other work. We found
that while there was a great deal of variation between parents in
the qualities they wanted to encourage in their children anq ‘the
activities in which they engaged in order to foster these qua.hfl'cs,
many parents were deterred from engaging in child—rcarin_g activities
which they otherwise valued by the quality of their environments.
The result is that while children from the same family usually have
a predisposition to develop, and value, a wide range of very different
competencies and qualities, the environments in which they are
reared do have a marked effect on the concerns and competencies
they develop. .

Taken as a whole, these results suggest that we are dealing here
with some poorly understood, but socially important and t"uncti.o‘nal,
process. It would seem that children are born with predxspogtxons
to develop very different concerns and taleuts_ and that, in the
process of social allocation, they find their way into very different
positions in socicty which demand different concerns and competenc-
ies. It would also seem to follow that society must need a wide
range of people with very different concerns and patterns of
competence.

Implications of Values Diversity and its Anticipatory
Nature: the Barriers to Handling Them

The research summarized above suggests that, instead of fostering
only one type of competence in schools (the ab_ility to remember,
typically for not more than a year, a smattering of out pf date
facts®'), instead of creating school environments charactenze.d by
‘working class’ values (‘sit still, do as you are told, learn what is put
in front of you, remember rather than think, be dependent rather
than independent’), we may need to do as good parents df’._
namely to identify, respect, nurture, and find ways of cap.lt.ahzmg
upon, the types of behaviour which young people value iri order

67



John Raven

parents who actually endorse the ‘working class’ value for sitting
still and learning what is put in front of one, many other parents
end up going along with these parents because of a dilemma which
confronts middle class parents. This is that there is no way in which
their children can get credit in the examinations which control entry
to jobs and courses of further and higher education for posscssing
such qualities as the ability to think, lead, or take initiative. They
therefore come to recognize that schools would be jeopardizing
their children’s life chances if they pursued these wider goals at the
expense of examination success — irrelevant though they recognize
that the latter is from the point of view of developing competencics
which will actually be of value in later life. Another reason why
schools come to be dominated by ‘working class’ values is that,
given current beliefs about equality and public provision, there is
no way of catering differentially for the minority of parents who
still want schools to foster question-asking, creativity, and initiative.
Another is that thosc pupils who want strong, tough, teachers who
discipline them (and who disrupt the work of other pupils if they
don’t get such teachcrs) drive out of classrooms the sensitive,
reflective, intellectual processes which are crucial to any form of
creative activity. (One cannot foster sensitivity to the fleeting
feclings on the fringe of consciousness which form the germ of all
creative and innovative ideas and a value for working hard at tasks
set by others at the same time in the same classroom). For this
reason, among others which will be mentioned shortly, it is
necessary to cater for some of the diversity in values of which we
have spoken by creating varicty between classrooms and institutions
and this raises the spectre of social divisiveness.

The more one moves toward project-based education, the more
serious these problems become. Some pupils wish to develop the
competencies needed to be successful in business; some to install
sewers and electricity supplies; some to apply themselves to the
beautification of their communities; and still others to devote
themselves to literary creativity. It is necessary to meet the need
for much of this diversity on a group basis. It might be thought
that this would best be done by creating large schools rather than
by having many small units, but this is not the case. Large schools
preclude the very educational processes which are most important:
they preclude the widespread assumption of respounsibility for the
effectiveness of the school as an organization and as a community;
they preclude children being forced by the objective needs of
circumstances {rather than the ‘authoritarian’ demands of teachers)
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into a wide range of responsible roles; they preclude the creation
f)f an ethos which emphasizes high standards of behaviour
innovation and performance; they preclude the processes whicl;
force people to become aware of the strengths of their colleagues
an.d the development of the capacities needed to work with others
with different priorities and capitalize upon their talents.*
7. ' Tlle worry that treating different children in different ways in different
buildings would lead to a caste society has been exacerbated by the attention
which has been drawn to the imperfections in social wmobility. This is an
exaggernted fear: there is a great deal of social mobility in our
society. Jencks,* for example, found that, for the United States
the status inequality between brothers amounted to 82 per cent o;"
status variability in general. Payne et al* found that 71 per cent of
adults in Scotland had been upwardly or downwardly mobile frorh
their fathers’ socioeconomic status, and that 10 per cent of those
holding class 1 jobs had come all the way from class 7 backgrounds
Hope® found that, by age 40, there was no difference in the rate;
of social mobility between Scotland and the US. What was different
was that, in Scotland, pupils had been allocated to their future class
status by the time they were 11 years old. The Americans Aoundered
around for another thirty years.
8. The pressures which focus teachers’ attention on low level goals. As
I have shown in Education, Values and Society,* what happens in
schools is not mainly determined by the wishes of teachers, pupils
parents, ministers of education or anyone else but by what is assesseci
in fhe certification and placement process. The tests which are
available for use in both this process and in evaluation and
accountability studies are only capable of assessing low level
competencies. These tests therefore focus everyone's attention —
including that of parents and administrators — on low leve!
competencies.® This pressure is exacerbated by the absence of tools
to help teachers to identify each pupil’s interests and competencies
administer the individualized, competency-oriented, educationai
programmes which are required to foster high level goals, and
monitor progress toward them. It is important to note that merely
abandoning testing would not help. As Bernstein™ has noted
p'cople cannot work effectively toward multiple, intangible ami
h!gh level goals. What would help would be a wider r:m;v,c of
diagnostic :fnd prescriptive tools and formative and summative
assessment instruments . . . but that would mean developing and
opera%nonahzing a value-based psychometric paradigm instead of
pursuing our quest for value-free measures.”!
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and implicit. Individualized, competency-oriented education is,
however, anything but vague and it is, in particular, quite different
from the dominant, romanticist, ‘leave children to do as they please’
version of progressive education. It requires competent teachers as
managers to orchestrate multiple and demanding programmes of
personal growth.

4. The disrespect which many teachers (and rescarchers) have for ‘working
class’ values. One observation which may be made about the research
literature is that our map of middle class values is much more
differentiated than our map of working class values. Researchers
seem to have the greatest difficulty hearing what working class
people are telling them, and they tend to dismiss it as meaningless
or inappropriate if they do hear it. For example, when I have
presented, data which shows that the most widely endorsed child-
rearing priority among working class mothers is that their children
should ‘really need them’, I have been repeatedly challenged to say
what the item means. I have never been asked a parallel question
about items which middle class mothers endorse. Similarly, when
some of the teachers involved in the Lothian Region Educational
Home Visiting Scheme said they were concerned about imposing
middle class values on working class mothers, they were met by
the argument that ‘We wouldn’t be doing this if we did not belicve
in it, would we? So what’s the problem?’ Likewise, in the course
of our surveys of pupil opinion, we have repeatedly heard pupils
who asked some variant of the question ‘What use will all this
education be to me as a bricklayer?’ being told "You shouldn’t have
asked that question. You should have asked how it will help you
to avoid being a bricklayer’ — a reply which denigrates the pupil’s
interest in being a bricklayer. Yet again, we have repeatedly
observed teachers ignoring pupils’ interests and talents whilst
‘introducing’ them to ‘new’ interests and forcing them to practise
doing things in which they were not interested, which they were
not good at, and which they would probably never have to do
again. (This process, particularly when it is enacted in the
course of ‘compensatory’, ‘remedial’ and ‘enrichment’ programmes
establishes a self-fulfilling cycle which creates a ‘gencral factor’ of
‘ability’.)

One thing which should perhaps be made clear at this point is
that it appears that high level competencies developed in the course
of undertaking tasks which are of little social importance can be
released in the course of undertaking other activities if those
concerned later come to value those other activities. For this reason
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it is possible to respect the competencies which are being developed
and displayed whilst young people are engaged in activities which
one does not oneself value.

5. Teachers on the whole neither present the role models to whom it
would he most desirable for young people to be exposed nor, between them,
offer a sufficient diversity of models. We have seen that high-level
competencies are not just developed through practice. They are also
developed through exposure to people who portray the appropriate
values and behaviours in the home, community and workplace. If
the cnergies and talents of all our young people are to be released
and developed, it will therefore be necessary either (a) to bring into
schools, as mentors, a wide range of people who value different
goals and activities and who display the competencies which are
needed to translate their values into practice or (b) to develop job
placements as a vital part of the educational programme of all
pupils. The need for diversity is not, unfortunately, the only reason
for underlining the importance of doing these things. It is
unfortunately the case that teachers rarely display the competencies
required to create an innovative, forward-looking, society.®' They
are rarely interested in innovation or possess the inclination or the
competencies required to do new things well: they often feel unable
to initiate new activities, monitor the results, and take corrective
action when necessary. Instead of inventing the methods they need
to do new things, they want courses in which experts will tell them
how to do them. They rarely feel in control of their destinies or
display the competencies which would be required to get control
over those destinies: they do not think it is important to support
other teachers who are trying to innovate or band with others to
influence wider social forces which constrain their freedom of
movement. In all these ways they are very different indeed from
small businessmen.®? They emerge as a rather down-trodden and
ineffectual group. They are, therefore, not the best people to whom
to expose our children. (One problem for the job placement solution
is, however, that British managers and supervisors [unlike, say,
Japanese managers and supervisors] rarely see it as part of their job
to think about and develop the talents of their subordinates.®?)

6. The way we, as a society, have defined equality and our understanding
of appropriate public provision has tended to deflect teachers’ attention
away from fastering qualities like creativity and initiative. Paradoxically,
despite the fact that teachers themselves typically espouse ‘middle
class values’, the ethos of state schools is typically ‘working class’.
This arises partly because, although it is only a narrow majority of
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This section may be summarized by saying that refusal to come
to terms with values and, in particular, the variance in values, has
driven all education which aims to foster high level competencies
out of schools. Encouraging variety and respecting ‘working class’
values would unleash opportunities (for future middle class as well
as for future working class children) to enter educational programmes
which would engage their concerns and help them to develop
important competencies.

Influence, Assessment and Parental Involvement

Earlicr, I have shown that more variety and choice, both within
and between schools, is essential if the talents of more of our young
people are to be identificd and developed. In this part of my chapter
I will first show that the provision of choice is in itself neither
appropriate nor effective from the point of view of improving the
quality of education or enabling pupils and parents to influence
what happens in schools.”? I will then discuss the expectations,
tools, and structures which are required to perform these functions.

Influence through choice

To exert effective influence through choice one must have:

(i) access to a range of distinctively different options which
have been explicitly developed to meet the needs of a cross-
section of pupils and about which there is good information
on (a) the pupils for whom they are appropriate, (b) the
distinctive features of the educational processes which are
being provided, and (c) the consequences of each of the
alternatives for different sorts of children, immediately, for
their future lives and careers, and for the society in which
they live;

(i1) convenient geographical access to these options;

(i) good information on what is going on in the specific
classrooms in which one’s children are, or might be, enrolled
(this information being distinct from information on the
type of educational programme on offer);

(iv) access to help (guidance) which enables one to articulate
one’s often unverbalized needs and become familiar with the
aims, processes and consequences of educational programmes
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which one did not know were possible;

(V) capacity to understand, and time to review, the necessary
information (one must not, for example, be preoccupied
with securing a precarious hold on life).

If a *market’ system of this sort is to work, there must be some
mechanism whereby the range of options which are offered to the
public can be extended. In classical theory, this mechanism is
provided by the entrepreneurial class whose job it is to notice a
previously unmet need and to invent — and put on the market —
a product which is designed to meet the need. In education, the
scope for such entrepreneurial activity is very limited because the
range of cducational programmes which can be offered is controlled
by what is assessed in public examinations and the sociological
process into which those examinations feed. As far as parents are
concerned, an option which may jeopardize their children’s future
life chances because employers will not accept the qualifications [if
any] concerned is not a realistic option. To exert effective influence
through choice, therefore, parents require some means of influencing
the wider constraints which limit the range of options which a local
authority is able to provide and which they are able to take up.
This means that, if we pursue the examination example, they need
some means of initiating the research and development which is
required to develop means of indexing the wider outcomes of
general education so that their children can get credit for possessing
these qualities. And they need some means of influencing national
and international manpower policies. The prospect of doing this
through existing political structures is slim indeed.

One other prerequisite to the effective operation of a ‘market’
mechanism arises from the fact that, as has become clear even in
relation to the purchase of tangible goods like cars and drugs, the
information which is available on the products has become of crucial
importance. If pupils and parents are to have access to the
information which they will need .to-use a ‘market’ system
effectively — and especially to use it to stimulate innovation — it
will be necessary for them to have a2 mechanism whereby they can
initiate research and development to generate information, the
nature of which is at first only poorly articulated, but the importance
of which becomes clearer as the results begin to emerge. That is,
pupils and parents must have access to a mechanism which enables
ther to initiate social research and development and which enables
them to ensure that it is carried through from their own perspective:
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researchers tend to recast research to reflect their own perspectives
and, while this is not always a bad thing — indeed social researchers
have, because of their position and access to information, come to
be cast in the role of guardians of the public interest and need to
defend that position in the courts — there is a need for rescarch
informed by a wider range of perspectives.

Although the changes being introduced by the present government
make provision for collecting and supplying partial information on
school ‘performance’, that information does not relate to the
outcomes discussed earlier, that is, it does not relate to the most
important outcomes of education. There is no provision for ensuring
that any of the other prerequisites to choice becoming influence are
met. Nor are other mechanisms whereby people can influence
provision and the constraints on its improvement to be established.
The ‘market mechanism’ which the changes being introduced into
education purport to offer will therefore provide neither meaningful
nor useful choice nor a mechanism for school improvement. It will
only offer some people a choice of supplier; it will not offer people
a choice between distinctively different types of education.

Influence through Representation

Representation on boards of management or governors (England)

. or school boards (Scotland), and a requirement that Hcadteachers
report to school boards, is, from the point of view of being able
to significantly influence one’s children’s education or improve
schools, no more satisfactory than the right to choose between
schools offering educational programmes which have not been
developed to differ markedly in character and which do not lcad
to distinctively different, but equally acceptable, qualifications.

There are two issues here: one is the nature of the information
which is to be collected and disseminated on the work of individual
teachers and schools. The other is the decision-taking structure into
which that information is fed.

What is needed is some mechanism whereby the work of
individual teachers can be assessed in such a way that it highlights
realistic possibilities for improvement, discussed constructively with the
administrators and parents concerned so as to identify realistic but
challenging strategies for improvement, and monitored so as to see
whether the planned changes have been introduced and had the
desired effect. The whole process needs to be carried through
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constructively and in such a way that those concerned can learn
from the things which have not turned out as had been hoped or
expected. In the following paragraphs 1 will discuss two types of
assessment which might be useful (assessment of classroom climate
and teacher appraisal) and then say a little more about the kind of
structure into which such information might usefully be fed.

The Assessment of Classroom Climate

For many years, we have studied the nature of the classroom
processes which are associated with the development of the high
level competencies mentioned earlier and those which lead teachers
to be able to identify and foster very different talents in different
children thus producing children who differ from each other in
their arcas of excellence and expertise instead of their ‘level of
ability’. In the course of this research it has become clear that the
presence or absence of relevant educational processes can be indexed
by asking pupils about such things as what kinds of behaviours are
valued by their fellow pupils and their teachers, what kinds of
activity are encouraged and rewarded, whether they themselves are
encouraged to do new things and decide for themselves what they
will do, whether turning in a first rate performance is applauded
and a second rate performance frowned upon by their fellow pupils,
and whether a wide range of pupils who have very different talents
are cencouraged to develop and use them and whether those
contributions are recognized and built upon by others. Indices of
classroom processes of this sort have, in the literature, been called
measures of ‘classroom climate’.” Both Walberg™ and Howard”
(like many others in the industrial sector) have shown that
information collected using such measures helps groups of parents,
teachers and administrators to think about what is going on and
the changes which might usefully be introduced. These researchers
have also shown that the same measures can be used to monitor
the cffectiveness of the changes in such a way that remedial action
can be taken when necessary. There is therefore a cleat need to
initiate further development work in this area.”
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Teacher Appraisal

Our work has shown that pupils tend to assimilate the concerns,
priorities, attitudes, thoughtways and patterns of competence of
their teachers.”” It is therefore crucial to the future of this socicty
that we have an educational system staffed by people who display
high levels of innovativeness as an cducational objective in its oumn
right. It follows that it is necessary to create time within the school
day for teachers to involve themselves in educational innovation and
to create interschool networks which facilitate teacher involvement in
innovative activities. It is necessary to create a staff appraisal system
which enables teachers to get credit for involving themselves in the
difficult, demanding and frustrating business of innovation. In the
course of the requisite staff appraisals it will be necessary to find
some way of giving teachers credit for doing such things as paying
attention to the idiosyncratic needs of each of their pupils and
inventing better ways of meeting those needs. To implement such
a staff appraisal system it will be necessary to find ways of assessing
teachers’ ability to take initiative, invent better ways of doing things
and solve problems. This is not necessarily as difficult as may
appear. In one of those strokes of genius which cut through
brushwood which has engulfed others, Burgess and Adams have
suggested that teachers be asked to kecp a record of their own
achievements in a way which parallels their own and Stansbury’s
reporting process for pupils. Further development of the value-
expectancy measurement methodology which we have ourselves
pioneered offers another basis on which more appropriate staff
appraisal systems might be developed.

Structures for Parental Involvement

The changes currently being introduced into the educational system
are in part a response to the public’s awareness that, despite all the
changes which have been introduced over the past forty years, there
is still something seriously wrong. They are in part a response to
the public’s desire to be able to exercise more choice of their own
instead of being pushed about by faceless public administrators who
are not noted for taking their priorities seriously. They are in part
a response to the public’s desire to be able to influence what happens
in schools. However, the Conservative government, while being
much more sensitive to these and similar feelings than any of the
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other political parties, has characteristically not thought the issues
through. The structures being introduced will not provide any form
of choice worth the name because the research needed to identify
and develop the options which are needed is not being put in hand,
They will not yield parent power because it is not possible for the
diverse views of parents to be represented- in any form of
small ‘representative’ committee. And they will not lead to the
improvement of education because that requires the creation of an
innovative educational system supported by the fundamental research
and development activity which is required to develop the necessary
understandings, tools and procedures. Edward Heath was therefore
correct to describe the government’s Bill as a ‘con trick’. There is
no connection between the problems which are correctly diagnosed
and the remedies which are prescribed.

The reasons why the government has not thought the issues
through themselves merit serious attention. To do anything about
the problems the government has correctly identified it would be
neccssary for the public to accept and encourage diversity in public
provision. It would be necessary to introduce new forms of
democracy through which people could monitor public provision
and exercise choice and influence. It would be necessary to accept
that supervising and managing public provision is a genuinely
wealth-creating activity which merits financial reward. It would be
necessary to establish policy research and development units to
develop the concepts and tools which are required to run the public
sector effectively and generate the information which is required to
monitor its effectiveness.

The school boards and boards of governors currently being
introduced are inadequate to the task of stimulating the radical
changes which are needed in education. As we have seen, one of
the most urgent needs is for a comprehensive range of distinctively
different sorts of provision suited to the cross-section of the
population who live in each geographical area. No single school
board could take the overall perspective which is essential if this is
to be done. Likewise, most of the barriers to educational innovation
are beyond the control of individual schools: they stem from the
absence of clear, research-based, thinking about the type of
programme which is required to cater for different types of children,
and they stem from the constraints which the centrally-prescribed
testing and examination system places on what happens in schoals.
No single school is in a position to challenge and revise those
requirements.”
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But even if one ignores these wider problems, representative
bodies do not provide a mechanism which can ensure that a cross-
section of parents who have different priorities are clected and then
insist that the school find some way of meeting all of their diverse
needs. Compulsory annual reports by Headteachers to school boards
are unlikely to be very effective. Experience shows that officials
who are required to report to elected boards (including local authority
committees) are typically able to manipulate the information they
report in such a way as to conceal real problems and options, to
stific debate, and to gain endorsement for the proposed policies.

Traditional representative structures are not suited to this purpose.
Instead we need: (i) some kind of participative, or network, structure

. which makes it much easier for groups of interested parents and
other citizens to find out about, comment on, press effectively for
change in, and monitor subsequent developments in, the work of
individual teachers, schools and groups of schools; and (i} new
concepts of the role of public servants. We need to expect our
public servants to solicit, and take steps to generate, the necessary
information, invent — or initiate the invention of — ways of
catering for a cross-section of pupils and parents, to take steps to
monitor the quality of that provision, and to come to good
discretionary judgments about what is in the long term best interests
of the public. We need to expcct them to study parents’ and pupils’
needs and wishes and to invent ways of accommodating all of
them. We need to cxpect them to initiate studies to investigate
problems which are not yet clear, the methodology for studying
which is not yet formulated, and to develop forms of provision
and tools to administer and evaluate diversity for which there is as
yet no demand. In other words we need to expect them to be
entrepreneurs and innovators. And we need to hold them accountable
in these terms. That is, we need some tools and structures to help
us to find out whether they are doing these things and structures
which will enable us to ensure that remedial action is taken if they
are not.

Toward a More Satisfactory Model

We have scen that we need to find some way of holding individual
teachers (public servants) accountable for studying each of their
pupils’ talents and inventing ways of helping them to develop them.
We have seen that, in order to find out whether teachers are doing

80

The Problems Posed by Values and Their Resalution

this, we nced new, research-based, classroom appraisal instruments.
We have also seen that, if teachers are to monitor their performance
and take the initiative needed to find better ways of mecting their
pupils’ nceds, they must devote a great deal of time and energy to
risky, frustrating and innovative activity. Their job descriptions
need to change so that they are expected to take initiative and be
adventurers and inventors. They therefore need to work in a
structure which encourages contact with teachers in other classrooms
and schools and which supports them when their attempts at
innovation go wrong, as they surely will. It is important to note
that teachers need to be encouraged to do more than improve
classroom processes. They need to be encouraged to spend more
time outside their own classrooms. They need to spend more time
working with parents and bringing effective pressure to bear on
politicians and examination boards. This is because what they can
do in their classrooms is mainly determined by forces from outside.

If the tools, the information they produce, and the structures for
innovation mentioned in the last paragraph are to be used, it will
be necessary to have some public supervisory structure which does
not depend on a long chain of authority to a distant elected
representative who is necessarily ignorant of the work of a particular
teacher and the issues in his or her school — and who, in any case,
has many other things to do. Teachers thercfore need to be
accountable to some local group. Since what it is appropriate for
onc teacher to do must necessarily depend on what other teachers,
locally and nationally, are doing and on what is emerging from
national and international research, any one teacher, and his or her
supervisory group, must be part of some network of monitoring
groups. Some of these would focus on the work of individual
teachers, some on schools, some on groups of schools, and some
on rescarch, but they would be linked to each other by their
overlapping memberships. All should have links with local and
national media.

In this description I have focused only on classroom teachers.
The work of administrators also needs to be brought within its
remit. The administrative structure which has grown up around
schools over the past forty years was, indeed, supposed to perform
some of the functions which I'am now proposing to hand over to
this new monitoring structure. The problem with our existing
structures has been that they have not functioned very effectively.
This is partly because the information which has been collected has
often been regarded as if it was for internal use only and not for
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public consumption or debate. Its use has been constrained by a
concept of democracy which limits it to ‘that which happens in
city hall’. Furthermore, the job of the administrator (manager) has
generally not been understood as involving the creation of an
innovative climate in the educational system and socicty. It has not
been understood as involving responsibility for cnsuring that there
is a balance of different types of provision in a particular geographical
area. It has not been defined as involving drawing the attention of
politicians and the public to-the linkages between educational policy
and other aspects of policy (suich as employment policy or equitable
payment). In other words it has been defined as doing politicians’
bidding rather than drawing previously unnoticed problems and
tasks to the attention of the public. Clearly, therefore, it will be
necessary to establish an exactly parallel set of tools and monitoring
groups to oversee the work of public servants as is required to
oversee the work of teachers. We are now in a position to draw
two other points out of this discussion.

First, if the kind of innovation in the social process which has
been envisaged above is to come about, there is a need for an
unprecedented public debate, not just about education and edu-
cational goals, but about the goals of society, the state of our
society and how it is to be run. This debate could occur through
the network of monitoring and discussion groups which have
already been mentioned, but it could not take place without the
assistance of the media, and those who take part in that debate need
some mechanism through which they can make their views known.
As Toffler” has pointed out, modern information technology (such
as Prestel) makes it easy for people to do this from the comfort of
their living rooms. But the value of the information collected
through such referenda is not only dependent on the dissemination
of information about the range of possible activities and their
consequences, it is also dependent on the development of survey
questions which yield more meaningful information than that
generated from opinion polls. Furthermore, if useful conclusions
are to be drawn from the data which are collected, it will also be
necessary for those concerned to develop an understanding of
democracy which does not assume that majority decisions are
sovereign, but which instead demands that some means must be
found to enable people with different priorities to get equitable
treatment, geared to their priorities, from the public service.

Second, the time required for many members of the population
to engage in the kind of participative — as distinct from
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representative — democratic process which is required to oversee
the public-sector activities which dominate our society will be
considerable. Wider recognition that such civic activity contributes
to the efficiency of our society and the quality of life of all, and
should therefore correctly be viewed as a wealth creating activity, is
thercfore essential. Such activity merits financial reward. (It is not
inappropriate at this point to emphasize that the costs of opcrating
the economic marketplace [which provides for quality control and
innovation through the choice mechanism instead of through a
managerial and democratic structure] are enormous: two thirds of
the cost of the average article goes on distribution and marketing
and more goes on the enforcement of safety, health, and other
standards. Yet this work — unlike the chore of supervising the
public sector — tends to be viewed as contributing to wealth
creation, and is certainly thought to merit financial reward.)

To give the ideas I have put forward here greater credibility, it
may be useful to mention that one of the most striking features of
Japanese society is the network of discussion groups — supported
by policy research and development units — which have been set
up over the years to examine various aspects of public policy and
to bring into being desirable futures. This was how they moved
out of shipbuilding and took up Information Technology (IT): It
is also relevant to note, with Toffer, that the orchestration of such
debates represents one of the most important, but as yet neglected,
uses of IT. The evolution of new structures of participation and
influence is one of the key issues of our time. What is more, it is
an evolution to which research can contribute: what we need to do
is to experiment more freely and to compare and contrast the
operation and effects of alternatives.

The question of how all this is to be paid for will lcad many to
dismiss what I have said as unrealistic. However, just as we urgently
need new concepts of democracy, so we urgently need new concepts
of money, wealth, and wealth-creation. 1 have discussed these
elsewhere™ and there is room for only a few assertions here. The
main point is that one does not have to have money before one
initiates wealth-creating activity. Nor is wealth something which
one must have before embarking on a programme of economic
activity. Rather it is a product of wealth creating activity. Nor is
wealth to be equated with money. Money is a tool to be used to
orchestrate wealth creation, and, like other tools, more can be
manufactured (printed) if it would be useful. However, money as
the main tool for use in managing wealth-creation and accounting
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has outlived its usefulness and needs to be replaced by multiple-
bottom line, information-based, accounting procedures which take
account of replacement and other externalized costs. Finally, the
quality of our lives — our wealth — is now primarily determined
by what our public servants do: they are the main producers of
wealth.

Education must Remain in the Public Domain

Currently fashionable beliefs about appropriate ways of running
society will undoubtedly lead many to think that the need for
choice ‘and variety, the need to find ways of combating the
deadening hand of the bureaucratic process and its press toward
uniformity, and the need to combat the prescription of content by
central examination boards point, separately and collectively, to a
need to privatize education. It is suggested that there will then be
more choice and that market mechanisms will then generate the
necessary variety. There are two fundamental objections to this
view.

The first is that privatization is in fact no solution cven to the
problems which have led to its introduction into industry and
commerce. It simply does not engage with the nature of modern
society. Whether we like it or not, we now, for the best of reasons,
live in economies which are managed by public servants. It is public
servants who, more than anyone else, determine trade, prices, and
profitability. It is they who, more than anyone else, control the
quality of our lives: our wealth is now overwhelmingly defined by
the quality of public provision. We nced public servants to
develop and enforce international policies relating to pollution, the
exploitation of non-renewable resources, and the replenishment of
renewable resources. The word ‘customer’ as used in free-enterprise
propaganda conjures up an outdated image: nowadays most
customers arc no longer people voting with their pennies to influence
the direction of development but corporate giants purchasing on
behalf of pension companies, health services, airlines, countries and
consortia of countries. Even the increased efficiency apparently
gained by the privatization of manufacturing and service industries
is illusory, being typically achieved by forcing the weakest members
of society to accept casualized working conditions and to forego
benefits which must be provided by law for full time cmployees.

The second is that the measures being introduced by the present
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government in the educational sphere have focused entirely on
only one prong of the supposed benefits of choice in the
marketplace — i.c. the efficiency of the supplier. They have not
only entirely ignored the stimulus to the development of new
products which Smith, Hayek and others have argued that the
marketplace could provide, but actually stifled such developments
by prescribing a common curriculum for all schools.

Given what we have seen about the need for variety, choice and
innovation in education, it would therefore behove us to be much
clearer about why education should remain in the public sector and

be funded by the general public rather than by those who are ~

engaged in education.
It is inappropriate to expect people to pay for the education of

only their own children or for these children to pay through
repayable loans because:

(a) all citizens of well-educated societies — and not just those
who have children — reap the benefits of an educated
workforce and citizenry;
those who are best able to perform the crucially important
task of leading and managing our society in the public
interest do not come exclusively from well-off families. Yet
they are in short supply. We would therefore deprive society
of the benefits of crucially important talents if those who
were born into poor families were unable to obtain a suitable
education;

(c) different people confer quite different benefits on socicty. It
is therefore in society’s interests to develop the talents of all
of them. This will not happen if some people are unable to
pay for their children’s education;

{d) as Robertson™ has shown for the United Kingdom, and as
Winter and McClelland®? have shown for the United States,
as things stand, the people who contribute most to society
rarely get what is generally considered to be equitable
financial reward for their efforts. There is therefore little
reason to believe that, in general, those who are going to
contribute most to society will be best able to repay any
debts they may have incurred in the course of their education;

(¢) socio-psychological processes work their wonders in mysteri-
ous (i psychological rather than logical) ways. For example,
early Calvinists worked hard, contributed disproportionately
to society, needed to know they were doing ‘well’ in income

®
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terms in order to assure themselves that they were among
‘the elect’, but then dared not spend that moncy other than
on further investments, still less enjoy the comfortable life
it could have purchased. Others who did not have this need
to adopt an austerc and hard-working life style enjoyed the
benefits the Calvinists produced. Both benefited from this
symbiotic relationship. (Since his standards wcre norm-
referenced, the Calvinist could not do ‘well’ if someone else
was not indolent). This process is still at work today among
‘achievement-oriented’ individuals. A similar ‘illogicality’ is
that the innovators on whom we are so dependent are
typically comfortably situated and do not have to worry
about their financial futures.*® Security, not insecurity,
breeds creativity. Conversely creativity and innovation
breeds social instability and financial insecurity (not necess-
arily so much for the innovator as for others). Those who
are responsible for crucial ideas rarely benefit from them
financially.** Although these people contribute dispro-
portionately to society, they do not get commensurate
benefits. Furthermore, creativity and innovation are typically
dependent on the possession of unique combinations of up-
to-date specialist knowledge. We would choke our life blood
if we deprived these people of access to the knowledge they
require. Once again, then, the links between earnings and
contribution to society are so weak that we cannot afford
to rely on them as a mechanism to fund education;

we need in each and every community a balance of
institutions offering quite different forms of provision. This
is best illustrated by an example. Outstanding entreprencurs
requirc for their success access to outstanding academics.
To produce prototypes of their inventions they may need
to employ outstanding machinists who are able to take good
discretionary judgments about what should be done and
invent ways of doing things. To market their product they
may need outstanding managers and sales personnel — they
have to sell the idea that there is a need for such a product
as well as the idea that buying their product will best satisfy
that need. They need customers who are well enough off
to purchase their innovations. Yet in a market driven system
only the education of those who are going to obtain to the
highest-paying jobs would be adequately funded;

(f) a market mechanism would not lead to improvement in the
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quality of education in the current economic circumstances
because people would buy — are buying — passports to
entry to good jobs rather than education itself. The
marketplace would offer better ways of beating the system
rather than better educational programmes. This is why
improvement in educational practice must come from the
intervention of public servants (an argument which is also
true across most of the developments which are needed to
improve the quality of our lives and to conserve resources).
The final three comments relate to the funding of university
education:

(g) if our society is to develop, we need an educational system
which is very different from the legitimizing-of-rationing-
of-privilege system that we have at the moment. We need
an open system which admits adults at any time in their
lives to the seminar atmosphere characteristic of research-
style universities so that they can develop the concepts and
tools they need. To flourish, this atmosphere requires
continuing funding. (The remarks made in this paragraph
of course imply radical change in the universities*® and the
application of new criteria of accountability, not the
restoration of the atmosphere of the 1970s);

(h) we cannot expect those who are most conscious of personal
benefits and costs to be willing to pay the fees needed to
maintain the risky research which society so badly needs;

(i) contract research is not an appropriate way of creating the
research climate needed in the universities. All the evidence
is that those who have made worthwhile contributions to
rescarch have devoted their lives to their chosen topics.
(Contract research has proved to be highly inefficient in

cost-benefit terms, having high costs and yielding few
benefits.)™

In conclusion

In the course of this chapter we have seen that the key development
needed to improve the quality of education is an incréase in the
range of distinctively different options on offer. Unfortunately, the
notion that public provision should cater for different people in
different ways is a heresy which, even if it entertained, is regarded
as dangerous: If I am right in arguing that it is important for

87



John Raven

education to remain in the public domain, it follows that the
effective administration of the educational system demands new
concepts of the role of public servants and new concepts of
democracy. It demands new concepts of management and new
supervisory structures. It demands new concepts of citizenship,
wealth, and wealth-creating activity.

There are three striking things about this collection of unexpected,
and often unwelcome, conclusions. The first is that they all involve
new understandings and-new concepts in political-economy. Those
who have administered the Manpower Services Commission’s
(MSC) enterprise programmes have made the sanie discovery.
However the MSC has reacted to the dangers inherent in encouraging
old-style political education by banning it. The sccond is that
exactly parallel conclusions emerge from the study of other sectors
of the economy: if we are to handle pollution, the balance of
payments, conservation of renewable and non-renewable resources,
agricultural policy, or international security more effectively, we
need public servants who initiate the collection of information about
issues which have not yet become clear and we need to get them
to link that information together and come to good discretionary
Jjudgments which are in the public interest. We need to be able to
monitor and influence their work and their decisions. The third is that
the evolution and introduction of these new shared understandings is
an unmistakably educational task. But it is an educational task
which embodies two key features of the educational process
envisaged in the first part of this chapter: the educational process
requires evolutionary, research-based activitics and involves the
initiation of further research. The evolution of this new undcrstand-
ing will not depend mainly on the communication of received
wisdom. Educators should thercfore focus on fostering among
students the competence to evolve new civic understandings. If
they did so, many of the fears of political brainwashing which
represent such serious barriers to the introduction of effective
education would disappear.
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