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SUMMARY

The contribution of sociology to the organisational design
of school systems lias not emerged as an area of study in this
country. This dissertation contends that the theoretical iceas,
concepts, and research findings of soclolopy have a dircct
application to the tasks of schools by alerting educators to some

of the conditions which may be the source of educational proulems,.
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The organisational design of educational systems has not
emerged as an area of study in this country and few students have
turned‘their attention to the sociological study of schools as
organisations,. This is due to the lack of trained sociologists in
schools, colleges of cducation, and institutes of education in which
it is assumed that this study would be most likely to take place, and
to the recent origin of the sociological study of organisations.

This study will concentrate upon the use of valid knowledze in
the design of educational systems and on one of the avenues, teaching,
through which this knowledge will be diffused to those involved in
schoeol systems of education, It will not deal with the sociolopist
in the role of consultant or adviser on specific organisational
problems, with the problems of collaborative relationships between
sociologists and their clientele in the educational system, nor with
the use of specific strategies to effect organisational change,

These processcs are recognised as Yprecarious'" in other organisational
settings in which soclologists have been involved as consultants or
advisers, (€herns and Clark), Insights will be offered into
circumstances and conditions which deserve consideration in dealing
with educational probleﬁs and some suggestions will be put forward to
deal with the consequences of proposed educational innovations,

The study will indicﬁte that the limited perspectives and
commonsense orientations of administrators and educators, althourh
supported by a great deal of practical expericnce, do not alert thenm
to many of the structural features of schools which may be associated'
with pressing educational problems, The insights whieh educationists
get are fragmentary and need to be fitted into a comprehensive
picturce of social interaction in the schdol. It will be argued that
the sociological perspective will sensitize educators to the structural

features of school systems which could be the source of educational
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problems. This shoﬁld lead to the anticipatioﬁ of organisational
problems, and to some of ihe consequences vhich will be most likely to
occur with the introduction of planned educational innovations.

Left unanticipated these consequences could undermine plénned schemes
to improve educational practice.

The consequences of planned change were noted in a number of
informal talks with headmasters in the initial stages of the formulation
of this'study. It was discovered that planned changes in educational
practice, such as the introduction of team teaching into schools,
had met with a number of unanticipated conscauences. Team teaching
in these cases required the co-operation of a number of members of
staff from different subject departments to teach a large number of
children, a strategy which allowed greater flexibility in the use of
teaching staff, and in the organisation of teaching groups.

Opposition was met from both teachers and heads of subject departments
who advanced sound pedarogical reasons for their resistance.
Sociolopically it might be construed that a change of this type which
cut across subject barriers would result in the disruption of
existing e¢lique and power structures. Explanations of a pedapgogical
or sociological nature, however, do not conceal the fact that schools
as organisations have certain structural features which precipitate
this type of problem. The staff on the one hand claimed a high degree
of autonomy in determining the way in which specific subjects should
be taught, a situation which affected both the headmaster's control

of classroom activities, and the sequecntial co-ordination of teaching
tasks., The professional status of the teachers collided with the
authority of the headmnaster and many of the schemes for team teaching
were implemented in a modified form,

This study has two main objectives. Firstly, to indicate that

there is a role for sociology in the organisational desipgn of =school
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systems, although the intclleetual basis of this work will be limited
to the examination of the structural features of school systems,
Sccondly, to demonstrate that the sociological perspective will offer
insightd into circumstances and conditions which deserve consideration
when dealing with cducational prorlems,

It is further proposed that those who are involved in teaching
this aspeet of sociology in colleses of education and in institutes
of éducation vho use the findings of sociological enquiry, must do
S0 with some knowledge of the complexity of the sociological
enterprise, They should be aware of the potentialities and
limitations of the logic and techniques of sociological enquiry.

The informed use of these findings will lead to a more cobjective
comprchension of the structural features of school systems which
penetrates beyond superficial understanding, This is particularly
important where theoretical ideas and concepts are taken from other
organisational spheres, These must be interpreted with some
knowledpre of the oripginal purpose of these studies and the theorctiecal
assumptions upon which they were based,

Chapter one reviews the séope of the resources and the roles of
goclologists in the organisational desipgn of school systems. The
extent of research in the sociology of education is examined and
reasons are offered for the limited: front on which researeh has
developed, Due to the paucity of research findings which deseribe
the organisational features of school systems, it is suggested that
sociolorical studies which have been carried out in other organisational
spheres, together with sociological ideas and concepts central to
sociological enquiry, provide a body of valid hknowledge on which to
base organisational desipgn. This chapter also briefly outlines the
different roles the sociolopist may play in this desinpn, whilst the

remaining chapters concentrate on the use of sociolozical findings in
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one of these roles, teaching,

Chapter two examines some of the theorctical and empiriecal
approaches to the sociological study of the school some of which
base their work upon the sociological approach of organisational
.theory. Two of the features which emerge are the limited scope of
the findings, and the lack of a distinctive theoretical framewvork
on which to study the school, This chapter indicates the need to
develop a framework on which to order existing research, one which
abstracts the structural features of schools in a systematic and
comprehensive waye.

Chapter three scrutinises one of the most comprehensive studies
carried out in the school in this country. It combines the skills
of the sociologist with the perspective of the educationist. Althouzh
this investipgation did not attempt to study the school comprehensively,
it has many important consequences for the organisational design of
school systems. It describes some of the structural features and
functional problems of the school, and some organisational strategies
to increase its effectiveness. This study does not offer a comprehensiv
framework on which to study the school, This is the objective of the
next chapter,

Chapter four explores tie usefulness of the systems theorctical
approach contained in the work of Talcott Parsons to facilitate this
development, There is no doubt about its comprehensiveness, both as
a means of ordering existingstudies, and as a useful analytical tool
vhich identifies some of the structural features of the school,

Chapter five enquires into the social context of the school,
Lffective study of the school lies in placing it in relation to its
immediate social context. This chapter isolates selected aspects of
the community social structure and indicates their possible effects

upon educational values,



CHAPTER ONE

RESOURCES AND ROLES CF SCCIOLOGISTS IN THE

ORGANISATICNAL DESIGN CF SCHCOL SYSTiMS,

G.
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The sociologist has at his disposal a number of intcllectual
resources wvhich can be used in a variety of roles in the organisational
design of school systems, The first part of this chapter will
indicate that these resources have been limited by the lack of trained
sociologists interested in carrying out empirical research in the i
sociolopy of education in general and in schools in particular,
It vill be argued that sociological studies carried out in other
ofganisational spheres; topgether with sociological concepts ;nd :
ideas whieh are the basis of all sociological enquiry, can be
adopted to provide insights into the structural aspects of school
systems which have not received systematic attention, The second
part will briefly describe four roles vhich sociologists can play
in the organisational design of.school systensa, It will be
emphasized that in the teaching role sociologists can make a valuable
contribution in alerting educators to organisation and community

linked sources of educational problems,

1, INTFLLECTUAL RESCURCLES CPF SCCICLCGY IN THE ORGANISATICNAL DESIGN

CF SCHOOL SYSTIMS,

as The Scope of Central Rescarch Findinea in the Saciolocy of

Bducation.

In Great Pritain, sociologists' enquiries in the field of education
have been dominated by social enquiry and documentation which dates
back to the work of Dooth (Taylor, 1066, p. 185). Sociologists have
tended to investigate problems of social sipgnificance, a strategy
not without value overtoncs, In fact Floud and llalsey sugepest that
the socinlist influence still remains a strong source of inspiration
for the selection of problems worthy of investigation (p. 167).

This has resulted in the scope of the sociology of education being
largely limited to the survey of the relationship between educational

opportunity and patterns of social stratification and social mobility
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at societal level (Glass), and differcential educational opportunity
and patterns of social sclection and social differentiation at
institutional level (Floud, !lalscy and Martin), This work has becn
mostly undertaken by professional sociolonists interested in the
relationship between the educational system and the structural featurcs
of soclety, although in recent years the studies carried out by
official committeés has produced much valuable work in the relationship
between education and society, worlk supported by the cmpirical

findings of both sociologists and psychologistse The work of

Plowden was onc example of the use made of sociolopgists and
psychologists, The worl of Plowden was one example of the use made

of sociological techniques of a survey nature in the development of

a more objective, cmpirical approach to the study of educational
problens ("Plowden Report'),

Another reason for the development of this area of interest was
the increased importance of education in the identification and
training of talent (Floud, p. 523). Changes in the occumtional
structure, the increase in demand for professional and managerial
personnel, and the process of differential fertility, had contributed
to the necéssity of increasing educational opportunity and to the
development of a closer link between schools and the occuptional
structure, This was reflected as far back as 1944 when the Education
Act of that ycar initiated the development of cducation according to
"apge, aptitude, and ability", and made an important contribution to
the development and training of talent in an attempt to provide a

more hirhly skilled occupational community., (1)

(1) This argument, although plausible and rational, would be difficult
to prove or disprove and savours of cconomic determinacy. The
Act was influenced by a number of social, educational and political
factors as well as econonic factors,. Miller, in his study,
"Values in the Comprchensive School", described many of these in
detail,
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These factors offer some justification for the scope of research
in the socielogy of education, They haQe made important contributions
to the development of nation-wide statistics of the relationship
between school systems and the structural features of society, and
the findings may have been influential at national policy formation
level. At school level they have provided few insights of a
practical nature to the educational practitioner, Concentration
upon educational problems of national significance has impaired the
development of a closer understanding of the social structure and
social context of the school to analyse how these enhance or retard
educational performance, Recent work has devoted more attention to
the organisational features of school (1) and community life (2), but
no one has attempted to study empirically the sociology of the schoél
in a comprehensive manner,. Information regarding the internal
atructure and the social context of different types of schoolsis
still relatively lacking in substance.

(1) Some reasons for the limited scope of the sosclolory of education

This brief review of the sociological interest in the field of
education indicates that interest in social problems of national
significance has deflected interest from educational problems at school
level. However, there is evidence to sugpest that this narrow field
of interest is also due to the shortape of sociologists whocare. i ut
professionally interested in the field of education as such, Lack
of trained sociologists in orpanisational settings such as schools,
colleges of education, and institutes of education, where it is assumed
interest in the sociolopy of education is most likely to occur, has
restricted the scope of research by sociologists. Two reasons may
account for this. (a) In Great Dritain this may be traced to the
later development of sociology aé a university discipline (Taylor,

1966, p. 179).

- - - T Y S S S R W S e e i e e e e b

(1) c.f,, chapters two and three of this dissertation,
(2) c.f., chapter five of this dissertation.
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(b) This may also be explained by the low prestige of sociology of
ceducation as a sub=field of sociolory. Gross, reviewed the situation
in America and suggested three factors which were related to the
lack of prestige of the sociolosy of education, some of which may
apply to this country,. One related to the poor quality of rescarch
atudies wvhich were characterised by deseription rather than analysis,
studies which did not meet the minimal methodological astandards of
sociological research. (1) These have yieldced few hypotheses of
sociological significance, Another related to the exhortative and
normative nature of the studies which came under the heading '"educational
sociology" (2). These might have had their place in education but
they were not acceptable as sociolorical studies. The third factor
identified the low prestige of university education departments which
ranked low in the academic hierarchy, and did not attract graduates in
a subject whose parentage was still suspect (Gross, 1965, Ppe 128-129),
These rcasons, although valid, may conceal a more fundamental
differcnce between sociology and education, a difference reflected in
the criticism that the literature which comes under the rubric
"educational sociolozy" is normative and exhortative, and does not
neet the minimal methodolorical standards of sociolorical enquiry.
Agsuming that there are conceptual and methodolopgical inadequacies
in the present approach called educational sociology, is there any
further basis for the distinction between educational sociology and
the sociology of educaticn? Vhat are the differences between
educational and sociolopical enquiries?

A (e ey i - -am -

(1) This eriticism was supperted by Danks vho supggested that the
techniques of educational sociology have remained at a primitive
level, and that basic concepts and methodology have been ignored
(nankS’ Pa 80)

(2) The term "educational sociology" has its orinin in the United
States of America where it plays a part in the training of
intending teachers, In this country where it is being ineluded
in collepes of education it is being adopted with the normative
characteristies of the study in America (Taylor, 1966, p. 191).
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" Education and sociology = The basic difference between education and

sociology relates to the difference between normative and empirical
cnquiry: That is the development of the theory of practical
activitics and the thcory of scicnce. Educational theory is related

to practice and is Inowledge pursued to determine practical activities.
Sociolopy as a scicence is directed towards a '"body of interconnccted
propositions (hiypotheses, generalisations) concerned with a particular
problem arca and meant to account for the empirical facts in it"
(Nadel, ps 1)e The distinction betwcen scientific thecory and the
theory of practical activities "is the traditional distinction between
knoﬁledge that is organised for the pursuit éf Inmovledpge and the
underétanding of our.experience, and knowledge that is organised

for determining some practical activity" (ilirst, p. 40). To conceive
cf educational thcory as essentially scientific in nature is to
misrepresent the function>of each type of theorye They use different
conceptual frameworks and have differcnt forms of validation for

their propositions,

The frameworlk employed by the sociologist is abstract and
selective, Sociaologists in the '"pure" sense test hypotheses related
to sociological theory to build up knowledge and understanding of
sociological phenomcna, The propositions he tests are usually
related to a limited number of variables which have becn selected for
their fruitfulness in testing propositions. Its justification
rests upon its ability to produce generalisations about sociological
phenomena which accounts for or predicts observations to be made,

Educational theory deals with concrete situations in wvhich many
variables must be taken into account which have relevance for
educationél practice. It takes note of the multidimensional
factors which impinge upon educational practice, and consecquently

takes note of variables from a variety of associated fields including



soclology, psychology, philosophy and so on. Although cach of
these fields has its own unique criteria for the development of its
particular body of knowledge, the incorporation of any group of
findings from these associated fields will depend upon its relcevance
for the development of cducational theory, or for the solving of
cducational problems, The educationist is less interested in the
nature of empirical rescarch than in its relevance for rationally
defensible principles of practice (Ilirst, p. 48). It logically
relates bodies of knowledge from different fields of enquiry in
order to justify its principles, These principles stand or fall

on critical cxamination of the validity of the knowledpme contributed
by the different disciplines, and on the rationale for the
incorporation of any group of findings, Educational theory ia
justified simply by producing rcasons of an cempiriecal, philosophiecal,
or other logical kind,

Dut educational theory goes beyond merely determining the means
that arc available to achieve the development of principles of
practice (llirst, p. 52). Its principles state what ought to be done
in educational practice, Educational theory depends upon making
value judgements of what exactly is to be aimed at in educational
practice, Sociology provides information of a sociological nature
on which decisions of a practical nature are formulated, but these
decisions are taken in recosnition of the other non-sociological
variables which have a bearing on the educational problem. It is
spurious to believe that the theory of practical activities is based
purely upon the findings of sociolorical research, The justification
for the incorporatioh of the findings of socioclogy rclate to its
relevance for practical problems,. These findings must stand the
test of scientific rescarch,

Assuming that this is a valid basis for the distinction between
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education and sociology, that is the distinction between empirical
and normative enquiry, (1), is there a further basis for the distinction
between educational sociology and the sociology of education?

Educational sociolory and the soclolopgy of education -~ Doth in

America and Great Britain there is some disagrecment and confusion

over the nature of educational sociolory and the sociology of education.
Jensen noted the degree of divergence about what educational sociology
is or should be, He reviewed the studies of both educationists and
soclologists in this field and identified educational sociolopgy from
six different perspectives. Lducational sociolozy as a means of
achieving social progress, as a means of determining aims and objeetives
of education, as an aid to curriculum development, as a mecans of |

analysing the socialisation process, as a means of analysing the

(1) The present writer does not accept the point of view that the
contribution of sociology to the study of educational problems
necd involve the sociologist in value judpements, This is part
of the basis of the criticism of the normative approach of the
studies which carry the rubric educational sociology. One
sociologist suggested that there was a neced to join normative and
empirical enquiry, but he was careful to differentiate betwcen
the sociologist and his responsibility as a scientist devoted to
the detached pursuit of knowledge, and the sociologist in the role
of educationist in which he was committed to the development of
what should and what should not be done in educational practice.
In this role he no longer estimated potential but worked for
conditions to bring about its full use, As an educationist he
was forced to face normative problems, to understand changes
taking place around him, and to evaluate these changes and to
act for or against them, lle made a plea for the sociologist
to be aware of these chanpges so that his contribution to the
development of education would be enlivened by an awareness of
changing social structures (llansen, 1963). There is doubt
that the sociologist will, in fact, be value free in the
selection of the problems he considers important, for the mere
gelection indicates a scale of values, It is quite legitimate
for the sociolorlst to make uge of his specifie approach to
the study of society and to evaluate chanres taking place,
providing he makes explicit his own particular set of values,
and does not allow these to intrude into his analysis,.
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relationship between the school and the community, and as the study
of social interaction within the school (pp. 1-10),

Danks suggested that the two terms have becen used interchangeably
and that the dissatisfaction with the old approach and new developments
were brinping the study of education back into departments of sociology.
It had beeome customary to refer to the sociology of education
rather than the "old suspeét" term cducational soclology (1968, Pe8)e
She made no further distinction between the terms except by indicating
that the soclology of education was no more or less than the
application of sociological perspectives to the atudy of educational
systems.

Taylor in keeping with the previous writer's analysis suggested.
that educationists and sociolopists employed different perspectives.
The sociologist was interested in education because it was one of
the central institutions of society, and stuQied educational
organisations, curricula, and teaching methods, to understand the
structure and function of these orpganisations, and how young péople
were indueted into full membership of them, He indicated that the
educationisf was interested in the contribution of sociological
studies to the practical business of cducating, J/hen the educator
undertook sociological resecarch it was usually with some useful
purpose in mind (1966, p. 190).

llansen offered a similar point of view and maintained that the
sociologist was equipped to focus within education and termed this
approach educational sociology. T'rom another perspective,; sociclogy
could fecus on education to understand educators and educational
institutions within their social and cultural settings and this he
termed the sociology of education (1963, p. 313).

Fminent sociologists, Dritish and American, have also vicwed

educational systems as fertile fields in vhich to view comparative



social structures and dynamics. Floud and llalscy suggzested that
a group of soclolopgists had grown up since 1945 who had focussed upon
education to vicw problems of a sociological nature and had broken
avay from the traditional problem-oricnted approach of Dritish
sociology (p. 1G7), Gross maintained a similar viewpoint and
suggested that educational systems constituted a fertile ficld for
sociological reéearch and provided "unique! laboratories in which to
investigate central sociological problems, such as the structure and
function of complex organisations, the process of socialisation, the
study of small grbups, and social stratification and social mobility
(1959, p. 129-130),

This overview df some of the differcnces between education
and sociology and educational sociology and the sociology of education
indicates differcnces in perspectives between education and sociology.
When the sociologist approaches the study of educational systems he
nust employ the value free orientation of the seientist and his
investigation must conform to the methodological standards required
of empirical resecarche (1)

(ii) Four categorics of research in the sociolory of education (2)

f'rom the evidence suggested above research in the sociology of
education can be divided into four categoriesi-

Pure basic research = Focussing on educational systems as fertile

fields in which to investigate central sociological probloms.

- O bk S WD ookt s e s o G Sl iy S ot et o ek o e S e S g S s o S e S S o el o b G A v e A e

(1) The present study follows the carlier comment of Banlks that the
sociolorical perspective is no more or no less than the application
of the sociological persppetive to the study of educational
systoms. Educational sociology in its current use appears to
indicate a normative approach to the study of education.

(2) These four categories were developed by Cherns in another context,
e maintained that the difference betwecen theoretical and
‘practiecal activities was misconceived. This argement is
sustained in this present study.
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Dasic obiective rescarch = Focussing within educational systems to

understand educators and educational organicsations within their
social and cultural settings, This area of regearch attempts to
identify structural features and functional processes of school
systems without prescribing a solution to opcrational problems.

Cperational Research - Focussing within educational systems to tackle

on=-oing operational proulems,

Action llescarch - This area of rescarch is not covered Ly any of the

previously mentioned sociologists, although it was discussced by
Gross and Pighman in the "Management of Iducational Systems' (p. 336).
In Great Iritain the present vriter has no documentary evidence which
deserilbes on-going resecarch which was constructed to facilitate
action, that is, the introduction of planned change and the observation
6f-its results, Consenquently no information is availlable which deals
with the educational consequences of proposed eﬁucational innovations,
the effectiveness of different strategics to facilitate educational
change, or the problems of collaborative relationships between
sociolorists and eduvcationists involved in operational problems of
schools. (1) (2)

In the abscnce of research carried out in the "action" category,
the remainder of this section will concentrate upon the relevance of

the other three in the development of the sociology of cducation.

(1) This is not strictly true. At lcast one sociologist has indicated
some of the problems of participant observation of a school class
at work and. the cffect of his intrusion upon the elass and the
class teacher, MHowever, the study was not constructed as a
picce of "action¥ research cven although it throws some interesting
lisht on the problem of participant-observation in school
classrooms which are normally insulated from public view,

C.I". Gargreaves "Social relations in a Secondary School" (his
appendix 1).

(2) Perhaps sociologists of education see no place for action research.
Cne investipgator hoped that his proieect would provide ehjective
information about schools. e indieated that action need not
necessarily follew the research, and that "clearly educational
decisions of thls kind must be rmade within the teaching
profession" (Xing, 19G8b, p. 3).
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It will be proposed that each category_may have information of
relevance to the others. Examples will be withdrawn to portray the
reciprocity of results of sociological enquirieé in educatioral
systems. .In addition it will bq demonstrated that basie sociclogical
theéry or -pure basic research can be developed concurrent with the
investigation of bagic objective research or operationél rescarch,

“(a) The reciprocity of the results of research in the sociolery of

education

Pure basic research - This approach focusees upon educational systems

as fertile fields in which to investigate central sociological
questions. Two areas of pure basic research indicate that this
knowledge wiil provide valuable information to operational research
and to basie objecetive research,

I'irstly, CGross who viewed cducation systems as unique laboratories
in which to test ﬁroblemsjof sociological sighificance, has made
extensive exploration of role analysis in the school executive
studies initiated by him at llarvard in 1952 (Gross, Mason, and
McEachern 1958; Gross and lerriott, 1965; Herriott and St. John,
‘1966); These sthdies analysed o series of questions of interest _
to those involved in publie education.‘ Some of these related to the
role pressures of school principals who occupied interstitial roles
and were subject to conflicting expectations from different members
of their fole set includineg teachers, school board members, parents,
and pupils, The results of these investipgations are a fruitful
gsource of informétion, both in brincing a greater understanding of
the structufal features of schoél systems, as well as identifying
some of the educational problems which are generic to those wvho
occupy mediatory roles in formal organisations,

Secondly, a study has been carried out by Etzioni to faciiitate

comparative analysis of social structures in which schools were
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comparced with other organisations. In his comparative analysis of
"Complex Organisations'", Etzioni explored compliance structures in

- different. types of organisations, including schools, to develop a
model of different organisational types. Althoush his work was not
.based upon empirical rescarch, he provided some perceptive comparisons
of échools and other types of organisations (1). lowever, cducationists
must recognise that to scleet one variable, compliance, and to

compare compliance structures in different types of organisations is
more of a sociolorical strategy than a statement of reality, This
strategy may throw some light on the structural features of schools
and even suggest the sources of some operational problers, but the
selectiﬁn of one variable irnores the importance of others which may
be involved in the operational problems of schools, The limitation
of csociolopical findings dcveloped.in this way must be realised,

Basic objective research - A number of studies have been carried out

which focussed within educational systems to understand eduncators and
educational organisations within their social and cultural settings.
Chapter two will describe some of these in detail, None deal
comprehensively with the empirical study of educational organisations,
Most deal with the irteraction bhetween tcachers and children or

between children themselves, Novever, it may be possihble to

(1) Etzioni's theoretical scheme must not be confused with the type of
theoretical development which is linked with the formulations, for
example, of Parsons. They are speciously different, The former
is developed from a close lknowledge of empirical resecarch upon
which the theoretical develepment depends. The latter is
constructed in terms of a general theory of social action, that is
a theory vhich deseribes in a highly abctract form analytical
features of society which lead to a partial deseription and
interpretation of a number of actual occurrences. In foct,
Parsons, presented a framework upon which existing research studies
may be ordered, but from vhich it is not possible to construet
hypotheses derivable from his theory. TCtzioni, on the other hand,
has developed a theory derivable from empirical observations
which leads to predictive hypotheses,
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interpret studies from this area of research to provide insights into
the source of operational problems as well as to provide information
of value to pure basic research, One study illustrates these two
possibilities,

Firstly, lecker carried out a study which focussed upon '"The
Teacher in the Authority System of the Public School" which outlined
structural features of schools which were the source of operational
problems, lle discovered that when dealing with internal matters,
such as the content of teaching activities, teachers expected the
headmaster to act as a professional equal and to offer advice on this
basis,. Vhen it came to mediating between teachers and parents
the headmastér was expected to use his official position of authority
to protect teachers from interfercnce from outside, Operational
problems arose when the headmaster failed to use his official position
t6 deal with @iscontented parents, or when he used his official
position to determine teaching tasks in the school, ' Teachers clearly
distinguished authority based upon expertise and authority based upon
official pogition. Both interfered: with their professional
autonomy and produced operational problehs.

Secondly, Decker's study brought to the attention of sociologists
some structural features of schools which could facilitate comparative
study and contribute to pure basie research, The incompatible
features of the school system appear to be generic to other
professional organisations in which authority based upon position
may be confronted with authority based upon expertise. Blau and
Scott supggested that organisations which employed social workers,
librarians, nurses and accountants had experienced similér problems
(p. 64).

Operational research -~ Studies which focus upon specific operational

problems of schools is the most highly developed area of study in
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in the study of education, Taylor indicated that these studies
have becn pursued with a normative rather than empirical orientationg
However, where gtudies have conformed to the canons of scientific
enquiry they have concentrated upon schools in poor neighboufhoods.
The notion that the teachers of underprivileged children can "use"
more sociological knowledge than their counterparts in other schools
was challenged by Taylor, lle sugrested that this problem-centred
approach diverted attention "from the structural contexts within
which the genesis and nature of such problems can be appreciated

and without some knowledge of which no rational understanding of
social process can be achieved" (Taylor, 1966, p. 194), Taylor
appeared to be making a plea for the development of basie objective
research to facilitate a closer understanding of the structural
features of school systems which may be the source of cducational
problems,

Nevertheless, studies which have focussed upon operational
problems may provide useful 1nformafion to Easic objeetive research and
to pure basie research. Two examples illustrate possible developments.

Firsfly, the study carried out by [argreaves has produced
important information about one structural feature of a school which
has contributed to the development of an understanding of operational
problems in schools. The study was initiated to investigate "Social
lelations in a Secondary School" and examined the attitudes and
behaviour of boys with cach other and their teachers, It was
discovered that the strecaming of classes had an effect upon patterns
of sube=cultural differentiation which prevented the school from
achieving its academic or social poals, Children in the lower
streams developed negative steriotypes towards those in the higher
streamsg and towards the teaching group. The problem of developing

"gsatisfying and co-operative relationships" between strcams became an
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operational problem if the school was to satisfy its social goal.
It was pointed out in this study that although streaming was by no
means the only variable that affected sccial relations and produced
operational problems, it was considered an important structural

variable vhich produced operational problems, "Problem oriented"

studies of this type may produce important information about the

structural features of =chools and contribute to basic objective research,

Secondly, evidence from Gross and Fishman (pp. 347-348) indicated
that pure basic rescarch may benefit from the unanticipated
difficulties encountered in empirical resecarch, They reportcd that
on several occasions, concepts, theorctical notions, and research
methods were of little use in investigating educational questions.
This experience led to the modification, and in some cascs the
discarding, of theoretical ideas based upon assumptions they had held
about social systems and social relationships, For instance it was
found that existing theories of social change were of little value in
the examination of the difficulties encountered in introducing new
cducational proérnmmes into school systems, and that heuristic devices
were necessary to decal with this problem,

" (2) Concurrent developments in research in the socioclogy of education

It has been argued that information gathered from one area of
empirical research may have relevance for the others, This is
particularly important in the development of a closer understanding
of the structural features of different types of schools, an area of
research which has not attracted the interest of the sociologist,
Reasona were offered to account for the lack of development in this |
area, Much of the empirical work which relatcd to school social
structure was not constructed to identify struetural attributes of
schools, although it has provided information of some relevance,

There is evidence that this may be accomplished as a deliberate
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rescarcﬁ strategy, although the range of possibilitices will depend
upon the nature of the problem,

The school executive studies previously described were formulated
both to examine arcas of central interest te the socioleriszt in
role analysis, and to analysc a series of qguestions of interest to
those involved in public education. The study provided interesting
observations regarding the usefulness of the role éoncept as an
analytical tool, which Gross maintained produced few insights of any
sipnifiecance to socioiogiéal enquiry.‘ Sociologiédlly it led to the
reformulation of role as a faﬁily of sub-concepts. Educationally
the study provided a number of uscful findings regardiﬁg role
ambiguity and role conflict in the rele of the school principals.

It would be misleading to sugrest that this concurrent
development could take place on every occasion. Merton suggestqd
that there is "repeated testimony to the case with vhich this
relevance for practice and theory can get cut of balance'. He
added that "once the objective conséquences and the intent of an
enquiry are distinguished, it becores evident that the same question
may have import for systematic knowledge and for pradtical use'
(Herton, 1965, ppe xxi-xxii). The reversce may also hold, Questions
formulated to increase an understanding of educators or educational
organications, or indeed to tackle an on=going operational problem
may be formulated with the double rationale as a deliberate strategy.
The possibility of this will depend upon the nature of the problem.
For instance the analysis of the school as a complex organisation
will provide information of use to the educator in providing him with
some clues of the structure and functional processes of differgnt
types of school, It will also provide useful comparative material
of different types of schools and direct attention to what ia

distinective about schools as enganisations,. It may also facilitate



comprative analysis of schools with other types of organisations
and the development of organisational theory. thether sociélogical
theory can be'fruitfully developed as a deliberate strategy when
practical operational problems are involvcd wili deﬁend upon the
nature of the problem, In dealing with conerete situations the
sociologisis must take into acecount those variables vhich have
relevance for his problem, It may not be possible to contribute to
sociolopical theory as such, although the results of the study will
Le important.contributions to the area of study termed the sociology
of education,

be Peripheral Ilesecarch Findings and the Sociolory of Iducation

S50 far it has been sucgested that the intellectual resources of
the sociclepy of education have heen limited. Reasons were put forward
to account for thigs. The focus of the sociological interest in
education vas delinited and indications were made of the potential
use and relevance of findings carried out in cach of the areas of
research for the development of systematic lnowledge and for practical
use. 3Assuming the maximum use of these findings, many arcas in the
sociologzy of education have received scant attention. For instanceo,
few studies of a sociological nature have been carried out which
conprehensively analyse the structure and functional processcs of
schools, Tﬁose vhich have cmerged have focussed on some nharrow aspect
of school life, (1) Knowledge of the organisational fcatures of
school systems is ffagmentary and discontinuous (Bidwell, p. 972),

This comment about the state of rescarch in America is equally
applicable to this country. Il'owever, the limited scope of rescarch

(1) Some of these studies are analysed in chapters two, three, four
and five of this dissertation,




24.

findings in the socioclogy of education may be supplemented from two
peripheral areas of sociological enquiry. Firstly, sociologieal
studies which have been carried out in other organisational spheres
may be usefully employed to provide conceptual schemes and ideas
wvhich will aid the organisational analysis of school systems (1).
Secondly, where these‘theoretical frameworks and ideas are poorly
formulated in other organisational spheres, the sociologist may
turn to the theoretical concepts and ideas which are the basis of
all sociologheal enquiry (2).

The intelleetual resources of the sociology of education come
in three parts (3):=
(i) Central rescarch findings which may be related to theoretical

formulations,
(i1) (a) Peripheral rescarch findings from other organisational
spheres which may have rclevance for educational systems.

(b) Theoretical ideas and concepts coentral to sociological enquiry.

(1) Chapter Five makes usc of a conceptual frameworlk developed for the
sociological study of the organisation of community life in an
attempt to develop a comparative framework for the analysis of
the community context of schools, _

{2) In the absence of a suitable framework developed in the specific
sociological approach to the study of organisations, chapter four
explores the possibility of using peneral sociological theory to
study the school as an organisation,

(3) Gross and Iishman (p. 311) from whom these ideas have becen
formulated suggested that the sociclogists' intellectual package
was in four parts, Firstly, the perspectives, theoretical ideas
and concepts which werc central to sociological enquiry; secondly,
the empirical research findings some of which were related to '
theorctical formulationsj; thirdly, the research methods of
sociolopgy; and fourthlyj the different research skills which
different sociologists brought to the study of educational problems.
These are accepted in this thesis with thefollowing modifications.
Firstly, the perspective of sociology will be implieit in
theoretical and empirical formulations and is not specifically
included, Secondly, where there is an absence of empirical
regearch findings vhich relate to school systems, it may be
necessary to make judicious use of resecarch findings from other
organisational spheres, Thirdly, no specific mention is made of
research method in the assumption that research must meet minimal
methodolosical standards and that, although sociologists may
favour one method rather than another, research method in sociology
must comply with the canons of scientific investigation.




(iii) Empirical research based on (a) and (b).

2. S ROLES O SCCICLCGISTS IN THE ONGANISATIONAL DESIGN CF

SCICCL SYSTEMS

Having ouflined-the intcllectual'résources‘available to the
socioiogist of cducation, how can this knowledre De utilisced in the
desizn of educational systems especinlly with repgard to the
teaching role?

Swift, in a recent book, sugrested that in Dritain the sociologist
had bepun to play a part in educational systems as consultant,
adninistrator, rescarcher, and teacher (Swift, 1969, p. 2). lle did
not offer evidence of the extent te which the socioiogist was
involved in cach of these;rolcs.‘ Nowever, Gross and Fishman
(pp. 309-323) reviecwed tﬁe situation in the United States of Ameriea
and indicated that sociolopists have been involved in cach of these
four rolcé to a varying extent,

Firstly, socioclogists have scerved as consultants to educational
cestablishnments on speeific operational problems such as how to
improve tcachers' morale, that is "Wow to recquests', They have also
been invelved in  information providing requests such as the
estimation of the particular merits of a change in the school
curriculum, Thesc studies usually entailed empirical research.

Secondly, sociolonists have served as general consultants in
wvhich they offered advice or sugrested idéas to cope with long term
educational problems, In contrést to the other consultancy role,
empirical research was not involved,

Thirdly, they have sorved as full time speecialists in cducational
systens, Soeiolozists have been involved in analysing system
problems to identify the dysfunctional aspects of the organisational
arrangemnents of school systems in an effort to mahke then more

cffective, These specialists have carried out empirical research,
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Tourthly, sociologists have been involved as tcachers in both
pre and post training of cducational administrators. This role did
not typically entail empirical research, although teachers could
carry out rescarch which would henefit educational systems,
Sociologists as teachers scnsitised educators and cducational
administrators to the organisational and community facts of life to
try to incutleate a closer understanding of the structural featurcs
of school systems,

In this thesis it is recognised that much valuable work may be
carried out in the first threec roles, especially in a period when
educational systema are experiencing a number of planned changes,
.such as the movement towards compreliensive schooling. It will be
argued that in the fourth role, tcaching, the sociologists can make a
valuable contribution in sensitising educators to organisational and
comrrunity«~linked sources of ecducational problems. No specifie
suggestions will be put forward to deal with the consequences of
proposed cducational innovations, with strategies to effect
organisational change, or with specific operational problems which .
are generic to educational systems.

Sociolopgists or educationists involved in the presor post=
training of teachers and administrators and who use the findings
of socioclogical enquiry must do so with some knowledge of the
complexity of the sociological cnterprise., Tligrnmust be awvare of
the potentlalities and limitations of the logic and techniques of
sociological enquiry. Cne sociologist of educaﬁion has pointed out
that the relevance of the particular findinga of sociology "must be
illuminated b& a proper understanding and respeet for the nature of
the sociological contribution” and "by a willingness to take what is
offered on its own terms, and to accept the limitations of the

evidence that exists" (Taylor, p. 182),



The comment that there must be "a willingness to take what
exists on its own terms" will depend on the extent of the
intellectual resources available to the sociologist of education,
This chapter has shown that these resources may come from central and
peripheral areas of investigation, So far as the central area was
concerned it was sugpgested that the central body of knowledge on
vhich organisational design will be based may depend upon the
incorporation of :esqarch findings vhich: were not originally
produced for this purpose, The absence of information regarding
the struectural features of school systems would necessitate the
inéorporation of.theoretical ideas from peripheral sources,
Information from other organisatiornal spheres together with ideas
vhich are central to all sociclogical enquiry, could provide
insights into structural featurcs of schools which may be the source
of educational problems. However, the usefulness of these
peripheral findings will depend upon some unﬂcrstanding of the
Q;iginal purposes of the studies.

The next chapter will review some of the studies which are
classified as central rescarch findihgs to find out to what extent

they give clues to the structural attributes of schools,
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TLEE SCCICLCGICAL STUDY OF THE SCROCL
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The development of interest in the sociology of the school as
a relatively self-contained social system has not been undertaken in
this or in any other country since the publication of Walleér's
"The Sociolopy of Teaching” in 1932, This study was critically
assessed by H&ller as dependent upon "systematic wondering rather
than highly objective research"” (p. 3). Although the school has
not been studied comprchensively, a number of theoretical models have
been sugéestcd to study the school in.the round, whilst a number of
empirical investirations have adopted an organisational approach to
study aspects of school life, This chapter reviews some of the
 studies which have been made of the school and particular attention
is paid to thoee which have adopted an organisational approach,.

A critical examination of the research carried out in the
organisational analysis of the school revcals that there have been
few sipgnificant advances in this central area of sociological research,
Several reasons can be put forward to account for this lack of
development, some of which have already been advanced to demonstrate
the lack of research in education per se. irstly, the different
perspectives of sociolorists and educationists each developing
different types of theory and testing different types of propositions,
This point was outlined in detail in the last chapter, Secondly,
the nature of educatioral rescarch characterised by description,
exhortation,and prescription.rather than objective research, Thirdly,
the later development of sociology as a discipline which has
affected the number of recruits to sociolory. Fourthly, the
problem—~oriented approach of Br;tish sociologists interested in
cducation who have tended to investigate social problems of national
significance,

The first three reasons offer some evidence to account for the

lack of intcrest of sociocloristz In cducation in rseneral and in
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schools in particulaé. It can be assumed that the development of

a sociological interest in the school would be most likely to occur
in schools, colleges of education or university departments, where
there is a lack of trained personnel, llowever, this shortage does
not fully account for the reclative absence of research in this area.
Perhaps the problem ecentercd approach of educationists ihvolved in
problems of practice, and the sociolopist'sinterest in education as it
relates to social problems, have diverted attention to speeific
problema of teaching on thé cne hand, and problems of academic and
social selection on the other. Althoupgh this does not nerate the
importance of this type of work, it doecs suppest that the heavy
emphésis upon problers has dirccted attention away from the cultivation
of a greater understanding of the structure and function of.schools
in which the genesis of these problems rmay be located,

1, SCME SCCTCLCGICAL AND EDUCATICNAL STUNIDS O THE SCIOCL

Several sociological studies have been carried out which offer
some useful insights into the place of public, grammar, and secondary
schools in the social and edvcational system (Danks 1955,rHargreavesﬁCh
Fays ‘1965, Stevers{lifTaylor §563., !x’ilkinsonnw}‘r\'onc conceptualised
the school as a whéle to analyse their structure and functional
nrocesses.

Nduecationists, on the other hand, have produced many perceptive
interpretations of the dynamics of individlual sccondary schools, but
these cannot te termed studies in the sociclogy of education as their
results depended more upen impression and intuition than upon
empirical research, (Prartridee, Chetwynd). Thege studies though
useful to the educational practitioner were normative rather than
empirical, inspirational and hortatory rather than objective and
impartial. Dlyth,vhio reviewed studies carried out in primary

schools in different types of geopgraphically loeated communities,
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suggested that many of the descriptions of primary schools had been
written for purposes other than the detached analysis of the school,
For instance,he scensed in the descriptions of rural primary schools
"almost an indication that they were written for an urban market,
They portray rural education in that slightly idyllie, yokellish
tint which townsmen like" (Slyth. Pe 83).

The reliability of these studies must remain szuspect as it is
difficult to determine whether they were carried out in a detached
way, the investigator making explicit his own value dispositions,
ér whether their observations were consistent with a deeply entrenched
set of ideas, Thia type of analysis 1s speciously different from
the type of study undertalien within the confines of education by
saciologists who are involved in the development of educational
theorye. Here the perspectives of sociology are utilisced to analyse
the relcvapt sociolorical variables and their bearing upon educational
practice, the results depending upen objectivity and impartiality.
Normative theory is then desipned by educationists vho may or may
not incorporate the rcsults of the empirical investigations in their
educational prescriptions,

2, SOME TURQRINTICAL APPOOACHES TO TIHE STUDY OF THIE SCHOCL

Several approaches to the sociological study of the school have
heen advanced using the perspectives of sociology and the more specific
approach of the sociological study of orranisations, The following
four studies have used the sociological perspective to study the
school, The first two addptcd a descriptive approach which leaves
them open to criticism from sociologists, althourh discommendations
must be tempered with the Xnowledge that they were vritten for an
audience of educationists, The others employed a more analytical
approach identifyins structural attributes, functional processes, and

functional probhlems of =chools,
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A SIIPMAN, ¥,D., "SGCICLOGY CF TIE SCIOCLY,

Shipman in his book, "Sociology of the school", offered a
structural-functionalist model, a conflict model, and an organisational
model on which to study the school., The structural-functionalist
model described the culturerof the school, the social structure of BN
the school, and the processes of socialisation and social control.

The conflict model conceived of schools as centrcs of conflict,
vhilst the organisational model deseribed order and discipline, the
authority of the teacher, classroom climate and style of teaching.
These theoretical schemes were not linked in any systematic way.

Shipman emphasised the lack of empirical research ﬁy illustrating
his models with hypothetical examples. This stratcgy might be of
use to the educ#tionist ag it helps to identify sociologically
relevant relaticenships, From the sociolegical point of view this
approach spells out some dangers, Apart from the theoretical
dangers which are associated with, and inherent in, the theoretical
schemes of structural-functionalism and conflict theories, it is
scicntifically imprudent to make speculative observations which are
in agrecment with a theoretical frameworlk, the validity of which has
still to be demonstrated. (1)

B. MUDGRAVE, P.W. WTHE SCHOCL AS AN ONGANISATIORY,

Musgrave in his book, "The School as an Crganisation', presented
a simple comparative analysis of Scottish and English schools using
a framework from organisational theory. He analysed the goals of
the British edueational system, described how these affeeted .the

organisation of the school, and discussed how these organisational

(1) Merton underlined this danger when he stated that "despite the
rmany volumes dealing with the history of sociolopical theory ....
sociologists may discuss the lopical criteria of sociological
laws without citing a single instance which fully satisfies
these criteria" (Merton, 1968, p. 150)., Theories are not laws
and as such cannot offer a conceptual scheme in a one to one
relationship with what is observed,
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features influenced the roles of headmasters, teachers, and pupils.
From the educationists point of view this goal model assumes a high
degree of consensus over educational objectives, an opinion which one
eminent American soéiologist has met with some suspiecion (Gross, 1965,
pe 135). lle sugpested that there is some vagueness over the
educational objectives of schools, and in an earlier report pointed
out that often there was striking disagreement over these goals (Gross,
1959. Ps 272). Sociologically the poal model has certain methodological
weaknesses, It is misleading to compare the present stai:erofan
organisation with its posited, ideal state. Ideal state requires a
value judgement on what the educational goals should be, Real goals
may or may not be consistent with those stated (Etzioni, 1960, p. 259).
In addition these real goalslmay not be the organisational goals, and
it is conceivable that organisational members may pursue goals other
than those they understand as the organisation's (Burns and Stalker,
Pe 97). |

These two studies are useful to the educationist to identify
sociologically relevant relationships within the social system of the
school. They are highly deseriptive and speculative aecounts neither
of which offers a compEehensive framework on which to study the
patterned relationships amongst participants in school systems,

lloyle and Bidwell, two other contributers, have both made
valuable contributions to the development of a theoretical framework for
the sociological study of the school, Hoyle's analysis outlined many
of the problems, whilst Didwell's offered a comprehensive framework on
which to order existing research, Both indicated some of the structural
features of school systems which may be the source of educational

problems,

Ce HOYtE, I, MORGANISATIONAL ANALYSYS IN THE FIFELD CI* ERUCATION".

Iloyle (1965) in his paper "Orpanisational Analysis in the Field
of Education" explored the possibilities of applying the sociological
perspectives of organisational theory to the study of the school,

Ile examined the following aspects of organisational analysiste
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" Theoretieual approaches to the study of the school. Three aspects were

considered. (i) concepts; (ii) typolopgies; (4ii) general theorics
of organisation, Iloyle revicewed a nunber of instances of each of
 these to develop hypotheses of educational siznificance. Some of
his examples will be used to illustrate his theoretical formulations.
(1) The concenpt of authority developed by %Weber supprested that the
incrcase of size and complexity of schools would lead to the headw-
master's role bLeing characterised by elements of bureaucratisation
rather than by traditional or charismatic elements,

(i1) The typolory developed by Blau and Scott was utilised to
classify the school in relation to other types of organisations,

The elassification was hased upon '"who benefits®, Four types
emerced: Mutual benefit associations, business concerns, service
organisations, and commonwealth orgzanisations, lloyle placed schools
in the service organisation categbry which was confronte& with the
problem of pupils (the prime beneficiaries) dictating what should be
taught in schools, This was considered particuiarly problematic in
schools in which attendance was not based upon compulsion.

(ii1) Under the heading of general theories of organisation, lioyle
surrested that Etzioni's general theory which used "compliance!" as
the Lasis of organisational analysis was of value in yielding
fruitful hypotheses. Compliance was concerned with "the nature of
social control exercised within the organisation, and the reaction

of the participants to the exercise of control"(lloyle, p. 102).

VYajor arcas of interest would eentre around structural problems, such
as the cffcetivencess of normative as distinet from cocrcivé or
remunerativ§ controls in different types of schools; and motivational
problems which would indicate the relative effectiveness of insfrumental,
as distinet from expressive forms of socialisation in different types

of school,
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Empirical approaches to the study of the school. These were concerned
principally with (i) administrative; (ii) cultural; and (iii)
environmental influences upon the school, Fach of these influences
will be illustrated by one of lloyle's examples,

(i) Walton's vorlt demonstrated that schoel policy was formulated
outside the school and that school operations were best viewed in
the way in which these policy decisions were implemented,

(ii) Gordon's work illustrated how student subcultures affected
academic performance in schools,. ‘any children, whose pecer group
values were anti-academie, failed to achieve the academic standard
expected by the teacher.

(iii) Several studies from American sources described the influence
of the environment on the school, None of these was quoted in
detail by lloyle. He did mention the work of Ilollingshead whose
study indicated that "the social behaviour of adolescents is reclated
functionally to the position their families occupy in the social
structure of the community" (ilollingshecad, pe. 439), \‘hether this
propbsition is applicable to this country awaits empirical
investigation,

The methodolopy of organisational analysis. lHloyle sugpgested that

sociologists have a variety of techniques at their disposal, These
included the analysis of documents, unstructured observation upon
wvhich future structured hypotheses would be basced, interviews,
questionnaires, and historical study.

I'our problems in the study of organisations.

(i) The difficulty of observing a number of schools to discover
what they had in common whilst direeting attention to what was
distinctive in any one, Hoyle suggested that the most appropriate
studies would be concerned with the single school,

(ii) The difficulties of delimiting the boundaries of the school,
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(iii) The need for criteria on vhich school effectivehess could be
judged.
(iv) The need for a distinctive theoretical approach to educational
institutions, even schools,
The last problem conceived bf lloyle and relevant to this present
study is of major concern in the development of a closer understanding
of the structural feétures of the school conceived as a whole,
This is. important for two reasons, Mrstly, it will provide a
framewvor!: on which to order existing research in an orderly and
systematic manner, Secondly, comprehensive knowledge of the
structural features of school systems will give some indication of
organisational problems whose oripgin can bLe traced to incompatible
features of school systems. These will pgive clues to possible
strategies to minimiée organisational disturbances if they were
found to influence the effectiveness of the school, and to the possible
effects of planned change on the orgenisational structure of thé
school,

lloyle's analysis provided a valuable piece of exploratory
research and his use of the sociolozical perspective was a fruitful
source of hypotheses of interest to the educationist, Unfortunately
he did not offer a comprehensive framework on which to conceptualise
the school as a vholc. 'He did indicate the interplay of teaching
and administrative structures and the environmental influcnce upon
these, but failed t¢ offer a sociolegical framework whigh inter-related
these in a systematic way. Although he did not negate the use of
ceneral theories of social action described in the work of Parsons,
he suggested that it would be more valuable to develop a special
theory of the school. The present writer does not accept this point
of view and chapter four will cxplore the uscfulness of Parsons!

theory of organisations in studying the school.
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H DIDVELL, C.B., "TIM SCICCL AS AN OQRGANISATICK",

One writer in America has pone some way to developing a
framework for the cqmprehensive study of the school as an organisation,
Didwell in his paper, "The School as an Organisation", has reviewed
the grecater prOportion'of the rescarch literature from amcrican
sources which related to the organisational nature of statc eiementary
and sccondary schools. The findings were incorporated in a framework
vhich deecribed the organisational attributes, functional processes,
and funetional problems of schools,

Orpanisational attributes, Bidwell identified four, The first

two related to the conditions under vhich people entered the school =
pupils compulsorily, teachers contractually. Pupils in America,
as in this country, are legally obligated to attend school until
the statutory leaving asce Teachers on the other hand have professiona
competence and are bound to the school by contract. The third was
structural and depicted the distinctive combination of Lurcaucracy
and structural looscness, The fourth specified the responsibility
of school officials to their clientele and to the public constituency.
Within this framework certain characteristics of eschools were
assumed. The primary function of the school was the technical and
moral socialisation of children, This was a complex task which
required long and cohtinuous confrontation between tcachers and
children, This permitted tcachers to assess subtle variations in
Lehaviour and adjust teaching procedures accordingly. Functionally
it was neccessary to accord teachers a high degrec of discretion in
carrying out their teaching taslis. This was reinforced by the
nornative struéture of teaching which pressed for a high degree of
discretion in determing what was to be taught and how it was to be
taught (structural loosenecss). Yet the public constituency expected

- the school to achieve a minimal level of ecducatiecnal performance, a
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process which reqniredlsome control over what went on in schools
and in the classroom in schools. This was ensurced by rational
procedures to fﬁcilita?e the sequential co-ordination of school
activities (Dureaueracy).

T'unctioral nroblems and functional processes, Two rajor

organisational problems cmerged: (i) the problem of co~ordirating
teaching activities to maximise tlie articulation of these activities
and insure a minimal level of educational attainments (ii) the
problem of maintaining sufficient frecdom from outside control to
makke deegisions which were in the bhest interests of the children and
the local and national community, and to adopt cducaticonal and
organisational procedures which bLest scrved these ends,. Procedures
becane necessary to minimise orpanisational disruptions.

(1) The first problem has two distinct aspects.

(a) Thé need to ensure that children's educational performance
would closcly conform to their abilitics.

(») The need to cnsure the sequential co-ordination of classroom
activitices amongst teachers who pressed for a hich depree of
discretion 6vcr their teaching situation.

So far as the first aspect was concerncd cvidence from & number
of studies indicated that since the mermbership of the school was
compulsory, the youth sccicty of the pupils catchment area must
penetrate the school organised around the immediate interests and
values of the peer groupe. These valucs werce anti-academic, This
posed problems for the tcacher, Pidwell suzgested that two
organisational processes emerpged to counteract this problem, Cne was
to penetrate the peer group culture which was organised around
extra~curricular activities, a process which might lcad to a
re=definition of the teacher role and a loss of authority. Another

was the short run attenmpts of teachers to use tecaching gracdes to
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disrupt student role sfructure, but it was shown that pupils learned
how to manipulate teachers to ensure good grades.

(b) The second aspect related to the need to maintain the sequential
co-ordination of classroon activitices amonsst teachers who pressed
for a high degree of discretion over teaching activities, Where
professional judgement held s&ay;co-ordination became difficult,
where standard procedurcs were emnhasised the advantages of expertness
in dealing with variability of performance could be lost. Sidwell
quoted a study of twenty sraduate students in education who had been
teachers, They thought of themselves as professionals vwho had the
right to enjoy a hirh degree of discretion over tcaching tdsks, but
found themselves continually hampered by administrators who laid down
both roals and rules of procedure (p. 1C04)., Didwell surmested

that to minimise this disrupti#e aspect of internal functioning,
control witli communieation became central organisational nrocesscs,.
It would seem likely that headmasters would use their common
professional status as . teachers to atterpt to generate staff consensus
over tcaching tasizs and teaching procedures, Qeprescentative policy
naking, through staff neetinms and teacher committees would be
central orsanisational processes to facilitate eommunication and
prcveﬁt conflict,

(i1) 'The sccond problém related to maintaining freedom from outside
control, Thig enabled the school to make decisions which were in
the best Intercests of the child and the community, and to adopt
procedurces which best served these ends. This problem may be
considered greater in the United States of America where school policy
is vulnerable to control from local community sources vho directly
control the school, ilowever, two organisational processes were
apparent which prevented intervention from ountside.

Firstly, the diffuscness of cducational goals allowed the school
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a fair amount of latifude to determine what was taught in schools
whilst retaining legitimacy in the eyes of the publie,

Secondly school administrators made use of community power
groups to countervail pressures from the scheol board.

These theoretical approaches to the study of the school,
especially those carried out by lloyle and Didwell, have made valuable
contributions to the development of a comprehensive approach to the
study of the school. lloyle's work, in particular, indicated many
of the nproblema of the development of the all round study of the
school, He reviewgd a large amount of literature wvhich deseribed
the organisational characterisgties of school systems, Unfortunately
he did not offer a comprehensive framework on which these could be
systematically ordercd, Didwell, on the other hand, offered
comprehensive framework on which to order existinpg research, but he
did not indicate the theorctical basis of his aralysis. Both
investipators demonstrated the need to understand the interplay of
environmental, administrative, and teaching structures.

Bidwell, in particular, related systematically the influence of
the environment upon the administrative structure of the school, and
the relationship of the administrative structure to teaching
activities, Ile appecared to have drawn largely from the work of
Parsons in the development of his frameworlk, although he did not
deseribe the rationale behind his selection of the organisational
variables which he considered important. Bidwell, in kceping with
Parsons, viewed the school as a social system composed of various
subesystems (teaching groups, pupil groups, departments) embedded
within the wider social system (the corzmunity and society). In
schools there were three levels of sub-systens within the hierarchical
structure, the tecchnieal which deseribed tecaching activities, the

adninistrative which controlled the internal affairs of the school,
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and the community from vhich the school gained its support, Didwell
recopgnised that to ensure the successful outcome of the socialisation
process of the school cach level had a contribution to make which

was qualitatively different from the others, Problems arese where
one level attempted to interfere with the functional autonomy of the
other, Bidwell in keeping with Parsons forsaw boundary problems

at cach of the levels, At the community-administrative level the
problem related to freedom from outside control, and at the
administrative~technical level the problem of co-ordinating tcaching
activities, Iowever, the functional approach on which Bidwell's
analysis was based suffered from a nunber of thecretical weaknesses
vhich will become more apparent when the Parsonian framework is
analysed in detail in chapter four of this dissertation. In
particular this framework failed to givé weight to differcent educaticnal
technolories employed in schools, This is also a major failing of
the Parsonian approach,

Se SCHME EMPIRICAL APPROACHES TO THE STUDY OF THEE SCIHCCL

A number of studies have been carried out, or are in the early
stages of empirical analysis, All throw some light upon structural
features of school systemss OCne of these, "Social Relations in a
Secondary School™, will be analysed in detail in the next chapter,

The other three have been selected for twd reasons, Mirstly, to

show that no person has yet empirically studied the school in a
comprchensive rmanner, so that knowledre of the organisatioral features
of the school is still frarmented. Secondly, to demonstrate

that the development of a valid body of knowledge will depend upon a
close understanding of the complexities of the socielorical entcrprise.

A. LAMEERT, R., "TIE PUTLIC SCITOCLS: A SCCICLOGICAL INTRCDUCTICN",

Lambert, in his introduction to Ilalton's, "The Public Schools",



introduced a model for the analysis of some aspects of the public
school as an organisation, Unfortunately he gave no indication if
this was the model he-utilised in his exploratory study of the
bearding school life of boys and girls reported in his book "The
llothouse Society", although he did indicate that he was not using
the introduction to Kalton's book to present the results of his own
study. It is not possible at this stage to analyse the usefulness
of this model, or of the model he utilised in his own book, until
the report of the sociological theory and method is published in
the companion volume "Boarding School: A Sociological Study".
Lambert vieved the school as a complex organisation and examined
~the social setting of the school, the goals, the formal structure,
informal patterns of interaction, and the values which emerged in
the schools which might or might not conform with the official goals
of the school. Ile used this model as a sensitising framework in
which to fit the facts of Kdltoh's quantitative study. lle admitted
that the model was "bound to be selevtive and piecemeal® (p, xiii),
and that in an introduction 6f 6,000 words it was not possible to
deal systematically with all the elcments of the socinl system of
the school,. Uowever, it cdr:cbelinferred that he was making use of
a systems model similar to that offered by Pérsons. The school was
conceived as an open system embedded within a larpger social system
and composed of a sefies of sﬁb-sysfems, the poals of vhiceh were
instrumental, expressive, and organisational. These were
legitimated in terms of their function for the superordinate system,
The roals of the school described the peneralised value system of
the superordinate systenm. The moals and functional processes of the
public scheol were a reflection of the values which directed the
oerganisational life of the schoel,

There was a high derree of consensus amongst teachers, pupils,



and parents over the goals of the school which were Yeonsciously
apprehended, accepted, and deeply internalised” (p. xxix),. Lambert
remarked that the publie schools contrasted sharply with the state
schoolé where the values would be fundamentallj opposed betwecn
groups in superficially similar schools (p. xxix).

The success of this type of school in directing its pupils
towvards its pgoals produced problems of social control, The degree
of control depended upon the school's ability to defend its
boundaries. (1) This was an organisational problem. Lambert's
analysis can be conveniently analysed under two headings suggested
by Corwin (pp. 200-203), which relate to primary and secondary
boundaries, Primary bhoundaries describe the membership of the
school and the control of the school in selecting its pupils,.
Secondary boundaries to criteria of (i) containment and {ii)
permeability. Lambert only discussed the secondary boundaries in
his paper.

(i) Contﬁinment resolved itself into two elcments.

(a) cohesiveness and (b) pervasiveness,

(a) Cohesiveness referred to the rate of person-oriented and taske-
oricented interaction of teachers and pupils. ' In publie schools
this aspect of interaction was governed by the extensive range of
curricular and extra-curricular activitics in which teachers and
pupils were involved,

(b) Pervasiveness related to the scope of the activities which
wvere controlled. Public schools controlled more than the academie
Processe They rcgulated dress, 1anguage, and personal conduct,
This was reinforced by a well establislhed system of norms which were
symbolised in the ritual elements of speeches, ganes, traditions,
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(1) This is one of the organisational features of the Parsonian
framework descriked in chapter four of this disscrtation.
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and other school rituals, as well as by other forms of bureaucratic
and personalised controls.

(i1} Permecability resolved itself into two components, (a)
oxtensiveness and (b) external influence.,

(a) Extensiveness referred to the number of non members
participating in the school. In publie schools little contact was
made with the outside werld during term time,

(b) External influence was the ability of the school to control
other organisations relative to their control over it, In public
schools this was not likely to be problematic for two reasons.
Firstly, those proups who were likely to interfere held values similar
to those of the school, For example parcnts, especially those who
had attended the school themselves were less likely to come into
conflict with the school. Secondly, the 1ife of the school was
insulated from their view except at specially arranged school
.functions.

Lambert's study highlighted two important structural features of
the school: 1Its poals, and its processes of social control. The
first indieated the high degree of consensus amongst parents,
teachers, and pupils over the values of the school, a fcature wvhich
has been considered problematic in state schools. The second showed
not only how the school reinforced the dominant values, but also
deseribed the basie processes of social control which ensured a
high degree of success,

B. KING, ., "TIE FOOMAL ORGANISATION OF THE SCHOCL AND PUPIL

INVOLVTITNTY, (1)

Modes of social control is onc of the focal points of a study

belngs carried out by King inte "The Soeial Crpganisation of the Schooll,

(1) The description of this study is based on two papers written by
Kinrg. They are "The Formal Organisation of the School and Pupil
Involvement" and "The Soeial Crranisation of the School,
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‘At this time no results are available, (1) but the study should
provide some objective informatien about schools vhich will be
important in the educational desipn of school systcoms. King's study
vill not attempt to judge the schools or the pupils, nor will it
propese atrategies to chanze the organisation of schools,

The purpose of the study is to investigate the relationship of
the formal orgonisation of day secondary schools and the involvement
of pupils in these schools,. Particular attention is given to the
three important modes of social controllwhich regulate the activities
of the school: DBureaucratic control,; such as school rules and school
procedures; ritual control, such as school assembly and school
uniform; personalised econtrol, such as the response of teachers to
children and vice versa, These create organisational patterns
based upon age stratification, ability stratification, and sex
differcntiation, VWithin this framework the pupils?! response and
attitude will be ingpstigated under the concept of involvenent.
"Involvenment refers to the pupilts acceptance of the school, his
commitment towards it, and his conformity to its expectations"esesses
and '"the pupils' disposition towards the school" (King, 1968b, p. 2).
In school, formal involvement relates to activities such as passing e
examinations; semi=formal to activities such as debating societies;
informal to activitics participated in by the peer group.

These aspects of involvement will be objectively measured in
different types of schools, both sclective and unselective drawn from
rural and urban areas, Crganisational profiles will be developed
for each of these schools so that involvement as a struetural feature
of the school can be related to both external and internal contextual

- e - - - - -

(1) In December 1969, empirical work had been carried out and was
in the process of being analysed,
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variables, Internal contextual variables relate to age, ability,
sex, and social composition. External variables describe the social
characteristies of the area, the local occupational structure, and
the local education strueture,

The first sfage of the project will construct instruments to
measure these organisational features and pupil involvement.
The second will systematically survey the . formal organisation of
the schools and will include schools in rural and urban areas. The
third stage will establish any relationship between the pupils!?
school experience in terms of desree and type of involvement, and
the formal organisation of the school,

C. TURNLIR, CeMa, MAN ORGANISATICNAL ANALYSIS OF A SECONDARY

HMODERN SCHOCL',

Turncr (1969) has recently made an "Organisational Analysis of
a Secondary School" in which he incorporated his knowledge of the
school within the framcworlk of organisational analysis, In his
conceptual scheme he clted the work of Parsons on role and organisational
theory, Etzioni on compliance structures, Blau and Scott on ‘
administrative and organisational demands, and Simon on decision
making. No justification was given for the incorporation of these
particular theoretical ideas in his conceptual scheme so that the
results of the study form no coherent pattern, For instance,
Turner sugprested that the “school social structure was modified by
social systems which impinged upon it", This related to pressure
from governors of the school, from the middle-class norms and values
of the parcnts in the neighbourhood, from the pioneering achievements
of: other secondary modern schools, and from the occupational
comrunity. These affected the role definition of members of staff
and producced role conflict. Thé'study also deseribed the orpanisation

of subject departments, professional standards, professionalism du
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teaching, the power of the hecadmaster, comprehensive education,
types of organisation,; decizion making, commé;ication problems,
informal leadership, social values, teacher union affiliation, and
basic problems of the school.

No doubt there was a rationale underlying the study but this
is not conveyed to the reader, Turner failed to offer any
justification for the use of his conceptwal scheme, did not describe
whether his study was exploratory or hypothesis testing, and failed
. to indicate his techniques of investigation., Consequently, it is
imposszsible to interpret whether the school was being used as a
fertile setting in which to test some sociological theory or the
usefulﬂess of a particular conceptual model to explain some aspects
of the social system of the school, or whether, in fact, he was
testing the model itself, If, however, the author has used a secriecs
of models unrclated to cach other to introduce some order into a
series of findings which were gathered by impression, one would not
expect the results to be logically related, Nefther could the study
be called "An Crpganizational Study of a Secondary School'.

These empirical studies are a valuable source of information
regarding some aspects of the social life of school systems, However,
they are of limited value in alerting educators to organisational
features of =chools. Two reasons account for this, Firstly, none
of the studies offered extensive information about the structural
features of school systems; and secondly, none indicated the possible
consequences of planned educational change upon the social structure
of the school.

The lack of extensive research is ifllustrated by the work of
King and Lambert. Doth focussed upon pupil sub=cultures in relation
to control structures in schocls, Neither studied tﬁe school

comprehensively to offer information relative to other school
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participants, for instance teachers, This does not deny the value
of their work but indicates the narrow front on which empirical
research has developed. Operational problems may not be peculiar
to pupil sub-culturecs, Knowledpge of the structural features of
schools may bring to light some of the sources of organisational
problems which affect other organisational sub=groups.

The second wealness of these studies relates to planned change
and its @ffeet upon the structure of social relations in the school.
This was not considered relevant in any of the studies, King
suggested that his study was non-evaluative and did not aim to
promote changes in the organisation of schools. e added that
"not only would it be foolish to try to chance a school whilst
trying to observe and measure it, but it would also be unprofessional',
Action was not intended to follow this £esearch and King indicated
that educational deeisions "of fhis kind" must be made within the
teaching profession (1968b, pp. 2=3). Nowever, sociologists may be
involved in evaluative studies the results of which may influence
educational decisions, For instance investigations may be desigbed
to observe thé effectivencss of proposed strategies for increasing
positive attitudes of teachers to planned changes in schools. The
transition of school systems from the tripartite system to the
comprchensive system of education would prove a fruitful laboratcery
in which to test the utility of different proposed strategies, to
bring about changes with the minimm of disruption. The adoption
of any particular strategy,of courscg would be the prerogative of the
educationist, not the sociologist,

Finally, the study by Turncr indicated that those who were
involved in soeiological enquiry should de so with some knowledge
of the complexity of the sociological enterprise,

This examination of the theoretical and empirical approaches to
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the sociological study of the school has two important consequences
for the body of knowledge which sensittles cducators to the
structural features of school systems, Firstly, the limited scope
of cmpirical research makes it difficult to identify some of the
organisational~linked sources of operational problems, Secondly,
this lack of research on the structural features of schools hinders
the development of a closer understanding of the problems which will
be most likely to occur with the introduction of planned educational
change.

The absence of a comprechensive empirical study of the school
sugrests the ne¢d to develop a comprchensive framework on which to
order tﬁe existing fragmentary studies of aspects of =school systoms.
This will pive some clues to the structural fecatures of. school
systems vhich may be the source of organisational problems.
Adnittedly Bidwell went some way in developiner a compréhensive
theoretical framework, but he did not offer any justification for
the seclection of the variables he considered critical to his analysis.
This could affeet the utility of his framework,

Before turning to this problem the next chaptér will exomine one
of the most comprehensive empirical studies carried out in a

school.
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1. "Social Relations in a Secondary School',

One soclologist, D;H. Hargreaves, has recently conducted an
investigation into @he interplay of the formal structure of a
Secondary Modern Schﬁol and the development of sub-cultural
differentiation amongst the’pupils. Ilis study, "Social Relations
in a Secondary School", is one of the most detailed carried out in
this country which combines the skills of the sociologist with the
perspective of the educationist. Although the study was not
originally intended to identify organisationale-linked sources of
educational problems and to suzgest possible circumstances or
strategies which demand consideration when dealing with organisational
problems, it contributes valuable information to this area of study.
Ao The School

Hargreaves initially entered the school intend upon examining
the attitude and behaviour of boys to each other and to their teachers,
alfhough the study might be reconstructed as the analysis of the
effect of streaming upon the structure of social relationships within
the sphool. This investirgation was carried out in Lumley Secondary
Schoel which is set in the north of England in an area in which manual
workers are over-represented in terms of the national average, The
school was less than ten years old at the time of the investigation
and it drew its population from the district of Lumley. Originally
the school contained 600 children which the processrof migration had
reduced to 450 boys at the time of the study in the school session
1864-63, On entry to the school, and on the results of the eleven
plus examination, the boys were allocated to five streams A to E,
the E stream being considered backward, This study was confined
mostly to the 100 boyslin streams A to D who were in their final
year of school, and who were sclected upon the assumption that they

"represent the crystallisation of the values inculcated by the school
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and an end product of the educative nrocess" (p. x).

De Mothods of Investimation,

The investigator entered the school as a participant observer
being present for the vhole day for two terms of the full year he
spent at the school, Data was gathered by participant observation
of the boys in classes conducted by all teachers, by adninistering
questionnaires, by conducted interviews, and by informal discussion,
In the study largreaves recognised that nany sociological factors
had received scant attention and that differences in individual
peychology had not been considered. Ile did not attempt to test
specific hypotheses derived from current theorics, Lut attempted to
provide some insights into the unintended and deleterous consequences
of streaming on the pupil sub-structure, and upon the development of
infermal groups. ilis technique, which was exploratory and relatively
unstructured, was rceognised by the author as "frauvght with difficultices
and danpgers'" especially with regard to the reliability and validity of
material gathered by participant obiservation, Ile attempted to
validate this process by the construction of a series of objective
measurcs which were offered as independent support of his obscrvations,
The four strecams which were included for study were identified
as scparate subegroups of the fourth ycar, membership of cach sub-
group being clearly defined by the official system of strcaning,
On evidence collected Ly socilometric techniques, Iriendship choices
were found to conform to the pattern of streaming (1), over half the
boys having selected Iriends from their own strcam or form. Within
each form three further measures were used to identify group structure:
Friendship choice, informal status, and academic status. These were
subsequently employed to identify the content of the norms ol cach
group, the informal status hierarchics, and the processes by which

(1) These were actual not preferred friends,




conformity to and deviation #om group norms was produced.

Ce. Group Norms

From the analysis of group norms which were related to attitudes‘
to school, to nevcomers to the form, to physical aggression, to out of
school activities, to dress, and to school attendance, it was found
that generally the higher the stream the greater thﬁ commitment to
norms defined in terms of school expectations, the norms of the lower
streams being increasingly ﬁon-conformist. 'or instance, in relation
to physical aggression, fighting in no way enhanced a boy's prestige
in the higher streams, whereas in the lower streams aggression was
regarded favourably (p. 17). Pressure to conform to the norms 6f
the group was enforced, and examples set by the leader of the group
which held the highest informal status within the class, (1)

This differential commitment to the school was checked by a
series of objective indicators of commitment to the norms of the school
and it was found that the lower streams participated less in school
activities, contfibuted less to school funds, but scored equally well
on school points (Ch. 4), Further indications of differential
commitment to school norms were elicited by questionnaires completed
by teachers to assess the standards of dress and behaviour of the boys,
and higher standards were assicned to boys from the higher streams,

It was noted that individual teachers were by no means convinced that
béhaviour and dress was strecam bound (p. 56). Additional cevidence was
collected by means of an "Crientation Test" which was completed by thé
boys and desigsned to test further the normative differcntiation between
streamz. Arain it was found that the higher the streanm the rreater
the pupil cormitment to the school in terms of academic achievenent,
appearance, and gencral cormitment to the school (2).

Analyses of this test found that within streams
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(1) Within eacﬁ class there were cligues which were arranged in an
hierarchy.
(2) See table p. 60/61 (largreaves).
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the higher the stream the greater the tendency for hizh status to be
associated with attitudes, behaviour, and values expected by the
school, ghereas in the low streams high status was associated with
norms of an anti-school nature,

De Relationships between Pupils

largreaves discovered that the segregation of pupils into
different strecams and the development of dch;gent group norms
reduced interaction between forms, This process was accompanied by
inter«group hostility, especially towards those at the extreme ends
of the continuum., Negative stericotypes developed which prevented
interaction betwecen forms althourh this was less marked amongst boys
who became involved in school activities which required co-operation. .
For instance, school games provided one of the few bases on which
boys from the upper and lower streams could show approval of cach
other (p. 78). Vhether con-operative activity of this tybe‘became
hased upon normative consensus, or whether the base of co~0peration
was a common interest in the game, is difficult to decide, Hoviever,
a comment by one of Iargreaves'! 4D respondents indicated thq latter,
Ile said, '"when we got on the team and got to see how one another
played, they passed it about, They thought we were not as good as
them, but they don't think that now'. {p. 78).

Ffurther differcentiation was found between strecms in terms of
delinquent behaviour which was defined in terms of having committed
and Decon convicted of petty thieving, Evidence showed that fifty
per cent of the D stream had appeared in court and had admitted
stealing whereas only one boy in 4A had a court conviction,
argreaves sugpgested that, although home background or personality
factors may be a strong source of anti=social actions, peer pgroup
norms and peer group pressure to conform to these norms may also he

associated with delinquency (p. 111). The norms of the higher school
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streams prescribed delingquent behaviour and the norms of the group
advocated and cnforced conformity to socially acceptable patterns of
behaviour, Vhere the group norms did not exclude delinquent behaviour,
and where the background of the children did not define what was
socially acceptable Illargreaves suggested that the peer group could
become the strongest influence upon attitudes and conduct (p. 152),

e, lelationships between Pupils and Teachers

Relations with teachers was found to differ betwecen streams and
the higher streams perceived the tcachers more favourably. Thege
higher streams of pupils approved of tcachers who had good discipiine
and control and insisted upon hard work. The lower streams regarded
teachers with less approval, percecived their relationships less
favourably, and in practice undermined classroom order and control
(p. 103). This observation was reinforced by the tendency of
tcachers to reward the actions of those boys who bechaved in a manner
consistent with their expectations. Consecquently the higher stream
boys expected a higher standard of competence from their teachers,
were more likely to be academically sucbessful,and had adopted
standards of hehaviour acceptable to the school. The lower streams
conformed less to the cxpectations of the teachers both in terms of
approved behaviour and in their desire for academic suceess, This
process was further reinforced by the policy of the school which
allocated the less competent, less expericnced teachers to the lower
forms (p. 104)., Teachers in the higher streams found fewer problems
and could deal with their teaching situation more effeetively, whilst
those in the lower streams were exposed to greater problems of
discipline. This resulted in a deterioration of the teacher-pupil
relationship which at the best extended to tolerance and at the worst
to open hostility (p. 104). This strengthened the dominant trends

of the pupils' pcer groupl The higher group were positively
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orientated towards the school and the lower developed a negative
steriotype which resulted in a set of values which were opposed to
those of the school,.

M. Cut of School

Hargreaves accepted that the formation of attitudes and values
was the consequence of a variety of factors which occurred both in
and out of school, although he concentrated upon the processes of
sub=cultural differentiation which took place within the school,

He also studied some avpects of life outside the school which misht
reflect the processes within, From his analyses he Qiscovered that
boys in the higher streams came from smaller families and that their
parents! attitude to future ecmploymient and to academie success wvas
supportive of the school. These proups of boyé spent more time at
home, spent more time on homeworlt and on reading, were more dieposed
to joining organised clubs but had less prefercnce for pop grouns,
vere less interested in the einema but watehed television more often
than these groups of béys from the lower streans (p. 158),

Ge The Iocess of Sub«Cultural Differentiation

Trom the preceding evidence llargreaves constructed an ideal type
nodel of two opposing pupil sub=cultures in the school, one academic
in wvhich the boys werce positively orientated to the values of the =chool,
the other a delinguescent sub-culture in wvhich the pubils rejected
the values of the school and substituted an alternative set which
vere opposed to those of the school. This sube-cultural differentiation
was a preccess which took place over time and could be accounted for
by a number of mnutually reinforcing variables vhich inecluded the home
background of the pupils, the strecaming system of the school, peer
group pressurcs, attitudes of tcachers, and the allocation of teachers
to classcs, Trom this evidence and from an overvicw of relevant

theoretical and empivical literature, llargreaves withdrew a mumber



of inter-related propositions which outlined in a more gcneral way,
the process of subecultural differentiation (ch. 8).

The home background of the boys in the higher streams was
supportive of o set of values which were similar to those of the
school. The academic sub=culture was thus composed of boys who
accepted these values and peer group pressure enforced conformity
to these values, The organisation within the school cnsured that
high status was conferred upon those academically successful boys
who were members of high streams and they were granted privileges
and responsibilities which reflected this status. The peer zroup
accepted this system, its values being consistent with those of the
schools  The lower streams were considered failures both by their
lack of ability and by their lack of achievement motivation.  The
school accentuated this sense of failure by allocating these boys to
the lower streams, They suffered from status frustration which
could seriously affeet their future lives especially with regard to

occupational aspirations, This distinction wasg intensified by the

- attitude of teachers and by the policy of the school to allocate the

less competent teachers to the lower streams,. Thig further
reinforced the pressure on the boys not to achieve academie success,
a sitvation made worse by the fact that the lower stream pupils were
not entered for cxternal exams, Over the years those with positive
values towards the school tended to become concentrated in the higher
streams and those with negative values in the lower, Promotion and

demotion accentuated this concentration of the sub=cultures.

Promotion to a higher stream necessitated deviation from the

antiacademic values of the lower stroan, This procegs of sub-cultural

differentiation, which reduced interaction of Dboys from different
streams, vas reinforced by the organisation of the school where the

upper and lower streams were. time~tabled in their own class to



participate in activities whiel were non-examinable, Reduced
interaction and the convergence of bLoys with similar values in upper
and lower streams encouraged tlie developrent of hostile attitudes
between the two groups of boys. Teachers who rewarded the conforming
Lehaviour of the hipher streams confirmed the dominant values of the
hoys. Their failure to recognise the divergence of teacher pupil
values in the lower streams, accentuatced the differences in value
structures, Consequently the teacher was able to exert considerable
nonative control over pupils in the hicher streams, but little
control over the lower except in those cases where power was based
upon coercion. High status in the lower streams was associated with
anti-zchool behaviour which iflargreaves contended was a substitute
for their status deprivation in terms of the values of the school.
The rejection of the school defined pupil role led such boys to aspire
to roles defined as not legitimate by the school, This rejection
led to the premature adoption of sclected aspects of adult roles which
symbolised adult status, These included indulging in smoliing and
drinking. HNargrecaves maintained that in a real sense the system of
differentiation vhich was incorporated in the streaming system,
although influenced by many other factors which have bLeen desceribed,
was a potent factor in the generation of delinquent behaviour. (1)
(1) llargreaves was avare that sub-cultural differentiation was a
process which developed over time, and his present study only
considered the final ycar of the four year school course, le
considered the possibility that the process of subecultural
differentiation may have talten place in one or all of the previous
years which he did not study. llowever, data gathered from an
investigation of second year boys producced no evidence of normative
. or_sub-cultural differentiaticn between streams in the second
year, This supported his contention that the procéssof — — —

differentintion took place during the four years at school,
especially in the third and fourth years,




. 2. Imnlications for Educationists

This study has important implications for the cducational
practitioner and for the educational policymaker, Hargreaves had
little hesitation in making evaluative judpements in his role as an
edueationist, and emphasised the importance of his work in deseribing
both the basie proeesses at work in the school and their implications
for the realisation of educational roals, In his role as a
sociolorist he recornised that many sociolopiecal varinbles
received scant attention and that it was outside his scope to include
differcnces in individual psychology. As an educaticonist he showed
ro unwillinrness to offer prescriptions based upen the limited
cvidence, Nevertheless he acknowledred the dangers of over-
generalisation, over-simnlification, and speculation. Hany valuc
judgements appeared in the text but where he deviated from the
objecetive task of analysis and indulged in evaluation and speculation,
he constantly reminded the reader of his change of emphasis, In
his conclusion he made these value judgerments explicit,

It was not [largreaves! purpose to suggest specific strateries to
improve the effectiveness of Lumley Sécondary school, llis study
intended to examine the effect of streamins upon social relations
within the school,. However, he indicated a number of circumstances
wvhich might be the source of organisational prollems in the school,
Ile was aware of the mutually recinforcing factors vhich affected the
pattern of sub~cultural differentiation, but there was no doubt about
the fundamental influence of strecaming on this process, This was

an orranisational feature often undercstimated or ignored by teachers— -

at Lumley. It had a fundamental effeet upon the educative prbccss
and prevented the attainment of both the academic and social goals
of the school, From this evidence Ilargreaves tentatively offered

some implications for Lumley school, and for other schools with
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similar problems,

Irom the central findings of the study Ilargreaves suggested a
nmmber of stratepgics to deal with the problem of subecultural
differentiation which would facilitate the achicevement of the academic
and social poals of the school, The first strategy would eliminate
the process of sub-cultural differentiation and would permit the
achievement of both acaﬁcmic and social roals of the school. As
tl.is stratery required the abolition of streaming completely,
ilargreaves offered alternative strategles to insurce separately the
attainment of the academic and the social goals of the school within
the present organisational frameworl,

A The first strategy would be to abolish streaming which would
celiminate subecultural differentiation, but the vast majority of the
teachers at Lumley opposed its abolition on the grounds that it
would reduce the gencral level of academic achievement (p. 189).

Although this action seemed the nmost obvious way of eliminating
this process, it ignored the possibility of alternative forms of
sub=cultural differentiation. For instance Lggleston's work in
Leicestershire pointed out that local conditions, together with the
organisation of the school system, would influence both the structure
of the peer groups and the degree to which ihe sghool could influcnce
the behaviour of pupils. In comprchensive schools in comeunities
where there was not strong support for education, and in which the
total) intake of pupils was drawn from the immediate neighbourhood,

decisions to stay on at school were significantly influenced by the

pecr group.

Egzleston sugzested that comprehensive schiools, whieh
favoured non-streaming, could inadvertently reinforce this pattern by
encouraging the solidarity of the peer group which under different
circumstances might be frarmented into different schools, or into

differcnt classes according to ability (Lgpleston, 1967, pe 106),
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Hargreaves attached more importance to subecultural differentiation
as a consequence of the formal process of streaming and eugrested
that a single ncighbourhood school would not solve many educational
problems (1). lte demonstrated that the formation of peer groups
was not a simple function of the social class composition of the
school, and that the process of streaming would be an important factor
often ignored, Yet the work of Epgcleston indicated that the policy
of non-stregming could result in a pattern of sub-cultural differcnt-
iation vhich had its basis in pecr group relations developed in
other social circumstances,

The opposition of the.school to the general strategy of the
" abolition of streaming led llargreaves to explore more specifically
some ways in which the academic and social goals of the school could
be effected within the schools' present organisational frameworlk,

B. llargreaves'! second set of stratesies related to the academie
goals of the school, The academic goal that "all™ the pupils are
educated to the full cxtent of their potentialities™ was not

achieved (p. 184). Neither the teachers nor the boys of the low
stream wvas motivated to work hard because neither group was under
pressure to work for academie success, Hargreaves suggested that so
far as the teachers were concerned this situation could be

alleviated by allocating all teachers to all streams for some part

of their timetable (p. 186). To increase fhe motivation of the

boys in the lowver streams, it was suggested that the school should be

less intent upon achieving a high percentage of examination successes

and should endeavour to enter a larger proportiofi of the lower

streams for external examinationse.

(1) The problem which IHargreaves advanced was that of the comprehensive
school which seclected by social class in its academic and social
life. In working-class schools this sub-cultural differentiation
could still take place as a consequence of the streaminpg system,




Ca flargreaves! third set of strategies related to the other goal
of education, the social goal which was not achieved. The school
system failed "to provide opportunities for and stimulate motives
conducive to the development of satisfying and co-operative
relationships between pupils and teachers and between pupils in
different strecams" (p., 184). Tcachers of low streams viewed the
pupils less favourably and tended to evaluate their performance
upon a set of standards quite opposed to those of the peer group,

a process which hindered the development of more co-operative
relationships, Hargreaves suggcsted that more progress would be
made if teachers identified themselves with the inforiral leaders as
a means of entry into the peer group, Favourable response from

the leaders could lead to a favourable response from other group
members over whom the leader exercised a strong influence, llowever,
another investigntion indicated that the adoption of a more persoﬁal
approach could lead to tcachers becoming vulnerable to the demands
of the children, This could end in the manipulation of teachers,
the opposite consequence to that anticipated, The result might be
the redefinition of the authority of the teacher and the reduction
of tcacher effectiveness (1),

[fargreaves also suggested that relations between streams could
be improved if the boys were given greater opportunity to interact
in co-operative activities which lended themselves to be organised
across streams, This could be supplemented in gxtra-curricular

“time when members from all streams could be encouraged to participate

in all aspects of the sccial 1life of the school, This wouia
necessitate a change of approach from teachers who tended to favour

the upper stream pupils in the selection of pupils for reprcsentative

(1) This comment was made by Gordon in "The Social oysten of the Iligh
School", a study which offers interesting comparisons with
largreaves, Gordon identificd a process of sub-cultural
differentiation based upon success in extra-curricular activitices,
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school activities,

It would be necessary to adopt this strategy with some caution
if Gordon's study can be accepted for comparison. Gordon emphasised
the importancc of extra-curricular activities in the prestire system
of the predominant pupil sub-culture which was antiacademie,
Prestige wvas dependent upon success in extra-curricular cetivities.
e also stressed that, although student sub~cultural differentiation
was partly associated with the grading system, the primary determinant
of student social status was success in extra-curricular activities,
Success in the peer group was associated with extra-school success,
not with academic sucecssa Dy ecncouraging the development of an
all embracing approach to extra-curricular activities it could be
speculated that sub-cultural differcntiation would still take prlace,
and that encouvragement of participation in these activities would
aid the development of a single pupil sub=culture, Pupils would
no loncer identify themselves with either the academic or the
delinquescent sub-culture ahd could become hound tosether in an
antiacademic sub=-culture, This is speculation and only refers
to the study of Lumley, Sub=culiural differentiation may be
affected by different conditions and different circumstances in
other types of schools,.

3« Some Assumptions of the Study

The important contribution of this study was to indicate that
the struecture of peer group reltions rmay inadvertantly aid the

development of an anti-school sub-group which in turn would be

reflected in the ineffectivencss of the school in achievins its soalss -
llowever, information from other sources has tentatively suggested
that the strategies offered by llarsreaves to eliminate this process of

sub~cultural differentiation may result in a number of unanticipated
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CONSenuences, This indicates that the investigation incorporated

a number of assumptions vhich have affceted the results of the study
and its implication for cducators. These accimptions relate to

(a) the resolution of conflict and to (b) the formulation of the
goals of education,

(a) The resolution of conflict. In his study llargrecaves assurted

that it chould be possible to develop satisfying and co-operative
relationships between tecachers and pupils and bLetween pupils in
different streans, Co-operation was not defined but if it is
interpreted in this present analysis as "a deliberate and voluntary
effort to facilitate the performance of tasks by others in return
for similar services" it will entail, in its extrene forms, '"a high
degree of commitnent to norms, and usually to nmoral values'" (Cohen,
Ppe 146-147), lowever, the strategies offered by llarsreaves may
ensure conformity to the norms of the school without the development
of a high degrce of co-operation. The success of the stratepics
will depend upon at least three conditions (1),

(i) A high degree of compatibility of norms betwecen the different
social sectors of the school,

(ii) Confornity to norms which was based upon common interests.
(iii) Conformity to norms which was not bascd upon the fear of the
consequences of non-conformity.

(i) VWith regard to a high degreec of compatibility Letween the
different soclal sectors, it was suggested that the eclimination of
streaming would offer greater Opportunitigs for children to interact
in all aspects of the social life of the school, This strategy would
facilitate the development of co-operative relationships. Yot

21) These conditio;;—;;;—;;;;;_;;;;-thc th;;;;tical n;;ions of Cohen

in his book "Modern Social Theory', Chapter G, especially
Ppe 138-143).




children were also members of social systems which impinged upon the
schaol including their peer group which existed outside the school
and their family, each of which could provide the normative basis of
pupil sub=cultures, Hargreaves was awvare of these factors but
assumed that strecaming was an important factor often ignored,
However, the removal of one source of sub«cultural differentiation
ignored the strength of others, Two empirical studies highlipghted
this possibility. Egrleston's indicated that local conditions,
together with the organisation of the school system, would influence
both the structure of the peer group and tlh:e degree to which the
school could influence the behaviour of the pupil. The policy of .
non-gtreaming in schools in homogencous catchment éreas inadvertently
reinforced the peer group sub-culture which was based upon life
outéide the =school, The sther study by Gordon indicated that
extra=curricular activities could provide a setting in which pupil
sub=cultures could develop. The encouragement of participation in
these activitics might aid the develomment of a single anti-school
sub=-culture (1), The development of co~operation between different
sub=gets of the school Qill depend upon the degree of compatibility
of their interests, the next condition to be discussed,

(ii1) Conformity to norms which is based upon common interecsts may
not be possible to achieve with pupils who attend school compulsorily,
It is fecasible that the central activities of Lumley school were not
directly relcvant to the immediate interests of a large group of

- - - - - - = w an - - - o

(1) This of course is sheer speculation. In fact, evidence from
another source suggested that the content of extra-curricular
activities in'the United States of America was morec elaborate
than those of schools in this country, The absence of activities
which appealed to the youth culture, for instance a "glee club',
indiecated that a large proportion of children with strong out of
school affiljations, would not be attracted to take part in
extra=curricular activitics, (Sugarman, B., (1967), Youth
Culture, Academic Achievement and Conformity).
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children, In fact many of the interests of the children were
opposite to those expected by the school. Although conflict,
rather than co-operation, was often apparent especially between the
lower stre;ms and the teaclers, much behaviour was governed by a set
of teacher norms which the pupils may have accepted in terms of their
own interests. It is possible that groups of-pupils accepted the
norms of the teacher as a necessary condition for the achievement of
their own goals. For instance,Gordon's study indicated that where
teachers adopted a personal approach to students in extra-curricular
activities, they became vulnerable to demands from students who had
learned how to manipulate teachers to ensure good grades in the
classroom, The personal approach advocated by largreaves could
lead to a more favourable response from the class who might accept
the expectations of the teacher, However, conformity to these
norma need not entail a moral attitude to them, Co~operation might
not be the outcome of the tecacher/pupil relationship although the
school might still contain a considerable degree of harmony.

(1ii) Conformity to norms might be based upon the fear of the
consequences of non-conformity. lHargreaves quoted the situation of
an experienced teacher who had little difficulty in dealing with
Havkward" low stream boys. The sccret of his success was twofold.
Cn taking the form for the first term he asserted his dominative
authority and made it clear that he would stand for no nonsense,

At a later stage, when his position was established, he would smet
about identifying and befriending the informal leaders in the class
who in turn influenced the lower status boys to accept their cxample.
However, the manipulation of %he informal status hierarchy may lead
to the ncceptance of the teacher's expectations but it does not
suarantce co-operation., In fact, the teacher could be inadvertantly

legitimising the informal leadership role and increasing the power of
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the group leader, This could lcave the tecacher 6pen to mﬁnipulation
in other circimstances,.

From these sugrestions it can be argued that by encourarnine a
hirgh degree of co-operation betwoen teachers and punils a school
nay become less effcective in achieving its goals, It rmust bLe
recognised that some pupils enter school with a set of interests and
values vhich are quite differcnt from those expected by the school.
Attempts to manipulate may lecave the teacher open to reciproecal
manipulation from the pupils, Sehools will be governed by some form
of structured confliect in which behaviour will be constrained by a set
of norms which children will accept in terms of their own intcrests
and convenience, The followinpg scetion will argue that these
conditions must bLe recorsnised vwhen asszessing the effectivencess of
he school in achieving its goals,

(b) The roals of the school, Marzreaves concluded in his study that

the sehool was not successful in achieving its academic and social
roals. This conelusion is dependent upon the logic of the roal
model as a tool for the analysis of organisational effectiveness,
Etzioni suggested that many studies have been made which show that
the organisation did not achieve its goals effectively, and that the
findings of these studies had depended upon the model's assunmptions
(1960, p. 253). FFour assumptions which are related to the goals

of the school are open to question,

Firstly, it wvas asswmed in Uargreaves' study that the roals of
the school, which he stated, were the actual goals of the school.
There is a difference between what the goals should be and what they
actually are, The academic and social rgoals formulated by Pargreaves
vere ideal entities, Yet schools are social systems not ideal
entities, Etzioni arpgued that it was a mistake tb compare two

objects that were not at the same level of analysis. In theese
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terms it is not surprising that the school was not effective in
achieving its academic and social roals, In fact llarcreaves study
indicated that one of the actual goals of the school was to encourage
academic success in external examinations, This conflicted with

the ideal goal which was to educate all pupils to the full extent

of their potentialities. This exemplified the differcnce between
actual and ideal poals. Goals of the school can only be formulated
with some knowlcdge of the conditions and circumstances under which
schools operate (1).

Secondly, the goal model assumed that the goals of the organisation
were the only roals, and that any pattern of behaviour which
deviated from the attainment of these was '"unintended and
deleterous" (p. x)}. Even assuming the legitimacy of these goals it
1s conceivable that staff as well as pupils will pursue goals other
than those they rcecognise as the schoolts. [For instance the pupils
in the lower streams of Lumley Secondary school were orientated to
interests outside the school. Boys in the lower streams aspired to
adult roles, The anticipation of adulthood expressed itself in
exagrerated forms of adult behaviour such as smoking and drinking
(p. 173).

Thirdly, it cannot be assumed that all the resources of the
school will be devoted to the official goals. ILtzioni sugpgested
that some of the resources of corganisations would he devoted to
non~goal activities (1960, p. 259). Hinor administrative duties,
such as colleeting of dinner money or marking scliool registers would
come into this category in any type of school, In Lumley, ilargreaves

deseribed the time consuming attempts of teachers of lower forms to

(1) In a study being ecurrcntly carried out in America, E. Gross has
identified 47 goals in his investipation of the goals of 80
universities. lle indicated that this list may be far from
comprehensive,
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try to cnsure a minimal level of social contrql which was a
necessary feature of the learning process, Much time and effort
was devoted to persuading the less able to work for academice
achievement (p., 103).

Fourthly, it 1s doubtful whether Lumley school could achieve
cach of its roals equally effectively. Certainly strcaming which
faci?itatcd the developnent of the academic goal opposed the
development of "=zatisfying and co-operative relatipnships", the social
roal, llarzreaves was awvare of this process and produced evidence
that destreamning need not necessarily result in the lovering of
academiec standards, In fact sub-~cultural differentiation which
opposed social intesration or the social goal of the school, was to
some extent the product of the streaming system,

This evidence suggests that the methodological procedure of
assessing the effectiveness of a school according to its stated
goals may lead to a coneclusion that no school will be effective in
achieving its goals. Lffectiveness can only he judged upon a close
understanding of the conditions and circumstances under which a
school operates,

The sociolorical perspective employed by llargreaves in his
gtudy of Limley secondary school has produced three important findings
for the organisational desirn of school systems,

(i) It offers an objeetive assessment pf the conditions and
circumstances under vhich the school operates and provides a sense
of realism about the types of problems which confront teachers in
secondary modern schools of t is type, It alerts educators to at
“least one organisational feature, streaming,which may be the source
of problems within schools.

{ii) The sociological perspective which was not employed by

Harpreaves as an aid to the formulation of the goals of the school,
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challenges the practicali&y_of assicning goals without some
consideration of the school's organisational and community circumstances,
0f course the sociological perspective only describes one set of
variables on which the roals of the school will be formulated.

Cthers will include educational philosophy, psychology, economics

and so on, Nevertheless geals ofl&chools can only be formulated

in the knowledre of the actual conditions of the school in order to
assess to what extent the goalz can be achieved, Thig will lead to
a more recalistic assessment of the effectiveness of the school and
cven to the reformulation of the goals themselves,

(1ii) Although the study did not deal specifically with the
development of gstrategies to increase the effectiveness of the

school in dcaling with educational problems, two points cmerge,

One, it demonstrates that strategies are only valuable to educators
if it is possible to manipulate the variables which are the source of
educational problems. Harcreaves' study described the multidimensinal
forces which had some influence over the educational outcome of the
school, By focussing upon the organisational structure of the
school, he indicated the types of variables over which the school

had some control and influence. Second, attention is drawn to the
fact that the utility of stratepgies will depend upon their
acceptability by the teaching group in the school, Pestrcaming
might have been the most obvious way of eliminating sub-cultural
differentiation, but it was unacceptable to the teachinpg staff of

Lumley,
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CHAPTER FOUR

THE SCHCOL AS AN ORGANISATION
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In chapter twe suggestions were put forward to acecount for the
organisational structure of the school, and although nany
observations were made regarding the most important variables on
which to base this analysis, it was difficult to decide which would
serve as the rmost relevant, Cnly DBidwell offered a comprechensive
framework for the analysis of the school in the round, but he did
not offer any rationale for the variables he considercd strategic,

Maintz (p. 101) suggests that the system theoretical approach
may offer an answer to the problem of selection and provide a guide
to the variables vhich are both general and significant. In this
way it should be possible to develop a model which, althouch a
historical and abstract, highlights a number of problem areas which
justify the sclection of the variables,

One social theorist, Parsons, has applied the system theoretical
approach to the more specific study of organisations. Mig work
was neither exhaustive nor systematic and was based upon a limited
knowledrne of empiriecal rescarch in organisations in general, and
schools In particular, llowever, he offered some perceptive insights
into the structural features of organisations some of which are
important in developing a closer understanding of schools,

The first part of this chapter analyses Parsons' conceptual
schemey, his system problems and his pattern variables which are
related to- the thrce levels of organisational structure, The second
part describes the comprehensiveness of this framework and the

contributicn it mokes to the study of the school as an organization,
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PART 1

THE SYSTEM THECNETICAL APPRCACIH TO THE STUDY CF THE SCHCCL

1, Parsonsg' Social System

Parsona' systems approach views socinl systems as a series of
interlocking systems from individuals, groups, and departments,
straight through to societies, each of vhich is implicated in social
systems external to the school, Teachers are members of subject
departments in schools as well as members of families outside schools,
The logic of Parsons' analysis is that although there is a relative
interdependence between each of these social systems, there is also
relative independence, Each exists to solve differcnt types of
problems. Tor instance in schools the necessity of co-ordinating
classroom activities requires a degree of co-operation between
departments and between cach department and the central administration
of the school, but problems arise within each department which cannct
be satisfactorily dealt with at any other level. Some of these
_problems will be outlined later in this chapter.

Some analyvtical distinctions in Parsons! scheme. Parsons distinguishes

schools as formal organisations from other types of organisations,
such as the family, by the observation that schools as organisations
give primacy to fhe attainment of a specific goal, the type of goai
distinguishing schools from other types of organisations. The goal
of the school is lepgitimised in terms of its functional contribution
to the larrer social system, a factor which enables the school to
assert the primacy of its goal over any other (Parsons, 1056a, p. G4).
Schools, thefefore, are functionally differentiated sub-systems of
the larger social system, the goal of which is the technical and moral
gsocialisation of the children (Parsons, 1961, p. 434);

Thg social structure of the school in Parsonian terms can be
analysed from two points of view, the cultural institutional and the

roleg=
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The cultural-institutional defines the goal of the school, and the

structural arrangements by which the functiornal requirements of the
school ére met within the more specific requirements of adaptation,
roal attainment, integration, and latenecy {pattern maintenance and
tension manapgement),

The role describes the manncf in which the functional requircments
are solved. This process sets limits upon the range of norms which
can exist in the school, which. in turn, prescribes the role
relationships of those implicated in the organisation (Parsons,
1956a, pp. 67-62).

Within the school, Parsons identifies a set of differences of
control and responsibility which arise at the three levels of the
orzanisation (1958, pp. 41-45), Fach contributes to the solving
of the four functional requirements or problems outlined above,

The three levels, the technical, tlhie managerial, and the institutional
(community), are most clearly marked in terms of their external
reference and to the next higher in the?higherarchy;? They arce:e

The technical which refers to the actual process of teaching.

The manarerial vhich relates to the administration of the school and

its mediation with the social context of the school as well as with
its technical sub=systen,

The institutional which refers to the link between the technical-

managerial and the larger society,

In keepin; with the loriec of the analysis Parsons indicates that
the '"institutional organisation, as well as the managerial and the
technical, will necessarily have connections and interchanges Yupward!
as well as laterally and ‘downward'. These 'upward! conncections
fall above all in the area of legitimation and support" (1858, p. 69).
It follows from Parsons' analysis that, although there is relative

interdependence and interpenetration between levels, there is also



relative independence between them, Properties at the higher
level cannot be reduced to the lcvel below or above.

Defore embarking upon a detailed analysis of the hierarchical
levels of organisational behaviour, it is necessary to appreciate
the theoretical basis of Parsons' two basic sets of concepts which
are cmployed to analyse the structure of organications, and to show
how these relate to the three hierarchical levels, This is
particularly important for two rcasonse Firstly, to understand the
coneceptual schemes and their relationshipsy and secondly, to try
to clarify some of the ambhignity and confusion which has been caused
by the unsystematic way the system problems have been formulated in
relation to the study of orpanisations in general. This is a
prerequisite to a clear understanding of how the system problems are
solved at different organisational levels.

2e The Structure of Crgpanisations

Parsons sugrests that the structure of organisations can be
analysed from two points of view, the cultural-~institutional and
the role, each of which is necessary for the complete understanding
of the organisation.

A, The cultural-institutional

The main point for analysing the structure of any social.system
is its value pattcern (Parsons, 1956a, p. 67). These values describe
the function of the organisation and the maim institutional patterns
vhieh define these values in the more concrete functional contexts
of adaptation, roal attainment, integration, and latency, The value
system of an organisation will be a sube=value svstem of a higher
order one, since the organisation is defined as a subesystem of the
superordinate system from which it gains its legitimation and support.

At societal level organisations vary according to the type of

poal or function they perform for socicty. These functions are
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legitimised by the value system of socicety. They are of four

types: COrganisations orientated to cconomic production (adaptive
function); Orpanisations orientated to political functions (Goal
attainment function); Organisations oricntated to the adjustment of
conflict ard the fulfilment of institutional expectations (Integrative
organisations); Crganisatiens dealing primarily with cultural,
educational, and expressive funetions (pattern maintenance)

(Par:ons, 195Cb, ppe. 228-230). Fach primary type of organisation
supports a numbcerf subesystem organisations to vhich it gives its
legitimation and support.

Cchools come into the caterory of "pattern naintenance"
organisations, thcirlfunction, socialisation, being legitimised in
toerms of its pattern maintenance function for the more comprehensive
social systcem, lore specifically the values of the superordinate
system legitimise the functional patterns of operation which are
necessary to implement societal values, At organisational level
these are a series of processes or problems which must be egolved if
the funetion of the school is to be achieved, They are prol:lems of
adaptation, goallattainment, integration, and latency {Parsons, 1956a,
ppe 67-G9),

(i) Adantation is principally concerned with the procurcment of
Liuman and material resources which are necessary conditions for the
attainment of the goal of the school,.

(ii) Goal attainment deals with the mobilisation of the resources

made available by the adaptation process, and the arrangements by
which these resources can be utilised in the actwal process of goal
implementation in the changing situation. There are two aspects to

this situation, Firstly, the set of relations with the external

situation, that is the market for the nroduet of the organisation (1).

(1) Parsons arpucs that the eduecational process of the school will
produce "both character, knowledge, and skills of individuals,
and generalised performance capacity at the societal level!
{Parsons, 1958, p. 65).
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Secondly, the control of these resources within the organisation to
ensure the attainment of t§e goale These processes are governed

by the operational code of the organisation which has its basis in
socictal values, In this way, the organisation is assured of the
resources it requires wvhich autheorises the organisational procedures
neeessary to encure the attainment of the roal of the organisation,

The focus of these procedures is on decision making, They include
policy decisions, allocative decisions, and motivational decisiens,
Policy decisions relate to the broad technical task, Allocative
decisions deseribe the apportionment of responsibility amonpst
personncl, that is, the placement of personnel in specific jobs,

the allotment of money to specific tasks, and the allocation of
facilities with wvhich to carry out organisational taslks. Motivational
decisiops are concerned with assuring the co-operation of personnels (1)
Measures to ensure co-operation talie the form of one or the

combination of three types: Coercion, inducement, or therapy (Parsons,
1056A, pe 79).

(iii) Interration relates to the fact that orpanisational members

are involved in a multiplicity of roles of which the organisational
role is only one, Teachers, for instance, may be members of
professional orpanisations or of families, as well as employees of
schools, This wili mean the fulfilment of role obligations outside
the school, The focus of integration is on orpganisational memberst
loyalty to the orpganisation and the way in which this loyalty balances

with other cxtraorganisational commitments (Parsons, 1956A, pe. 81). (2)

(1) Parsons scems to have moved to another dimension of organisational
process in discussing motivational problems under the heading of
goal attainment. This logically should come under the heading of
pattern maintenance and tension management (latency). Parsons
accepts motivation under his heading of goal attainment, although
he describes this as an integrative problem (Parsons, 1056A, pe. 79).

(2) It has previously been noted that Parsons placed intraorganisational
problems under his roal attainment seection, Under the heading of
tintersration' he supgrests that thiis ean be ceneralised to
interorganisational integration (Parsons, 1956A, p. 81). Also
under the heading of integration he describes the "mechaniems by
which the organisation is intepgrated with other organisations, and
other types of collectivities in the total social system',

(10564, pe 80),  Apart from gagsing confusion over ihe probleT of
interration hf hgs mp{eq capriciously from the organisationa o
the role level of analysis.
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Three mechanisms regulaie the possibility of conflict,
assuring some measure of organisational contrel and commitment of
personnel, Firstly, contract vhich defines the terms of agreoment
on vhich the occupational role is based.(1)Secondly, the
institutionalisation of authority which regulates the authority of
onc actor over another, Over-cxposure to authority is usually
limited by the norm that occupational groups are free to leave their
nosts when breaches of contract become apparent, Thirdly, there
'iﬁﬁ a set of rules unifornly defined for socicty which state that
oéganisational practices must conform to the norms of "rood conduct"
in societys Contract and authority describe rules which transcend
any organisation,. They define obligations which are particularistie
to organisations, "Good conduct! defines universal pattérns of
behaviour which apply to all levels of society (Parsons, 195GA,
- ppe B81=85),
(iv) Latenci is not dealt with speecifically in Parsons' work on
orcanisations, In fact, ncither integration nor latency has received
gysteratic treatment. llowever, the work of Morse suggests that
"Lateney is an interlude hetween successive goal attairment processes,
It is not a period of inactivity; but the activities, whatever they
may be, consist of restoring, maintaining, or crecating the cnergics,
motives, and values of the co-operating units" (Morse, p. 114).
Following Morsce, it is accepted that the twin problems of pattern
maintenance and tension management which come under the heading of
latency, focus on the units of the system, not the system itself (2)
(p. 119). Pattcrn méintenance "is the problem eof stabilising a set
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(1) This will Le true where personnecl, such as teachkers in school,
actually signh a specific contract. It is doubtful if this
applies to a large nmumber of unskilled labourers,

(2) Morse=makes this interpretation from Parsons' study of "Economy
and Socicty". This clears up some of the confusion surrounding
Parsons! comments in his 1950 papers,
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of (latent) coumitments to a set of goals that have been
legitimised by the cultural value pattern of the systenm',

Tension managenent "is that of climinating the residual tenzions that

occur within member units as the result of the fact that no goal
attainment process carried out by any action gystem is likely to
rratify every participating member unit completely" (1) (Morse,
ps 119).

Goal attainment and adaptation processes reclate to the task
crientation of instrumental activity, whilst integration and latency
identify the exnressive or socio=-cmotional area of activity (2).
This is illustrated wvhen teachers from different subject departments
meet to co~operate in the problem of gathering and digesting
information (adaptation), prior to coming to a decision which will
affect the policy of the schoel (goal attainment), they may strain
rclations with cach other (integration), and may be prevented fron
fulfilling other needs and obligations (latency).

B, The Role Aspeet of Organisations

The other set of basie concepts which Parsons uses to define
orpanisations are his five bi-polar pairs of pattern variables which
deseribe thé role structure of the organisation. They relate
simultaneously to the actor's orientation to the situation, to his
interaction with others, and to the product of this social action
and interaction (Parsons, 1951, ppe 58-067).

The pattern alternatives of value orientation.

(1) Pattern maintenance and tension management in the 1950 papers
come under the heading of "integration'” and "goal attainment”
respectively.

(2) It is important to note that the problems which face organisations
such as schools are similar to those experienced by other social
systems conceptualised in Parsonian terms, Landsberger indicates
that any theory of organisation will show "(a) how individually
motivated units of such systems can attain their private ends while
(b) sinultancously furthering the collcetive (i.e., the system's)
end, (c) maintaining stable relationships with other units, and
(d) remaining integrated both within themselves and with higher
and lower units" (Landsberger, p. 216). COrganigsations face both
instrumental and expressive problems.
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(1) Affcctivity-affective ncutrality defines whether to use the

role relationship for immediate gratification or to adopt a neutral,
non«affeetive stance.

(ii) Universalism=-particularism defines whether one actor should

treat another in terms of a set of rules vhich apply to cveryone, or
whcthier to consider the other's unique characteristics,

(iii) Achicverent-aseription defines whether one actor should judce

another according to his suecess in perforning certain tasks, or to
judge a person upon his ascribed status, that is "who he is'* rather
than “what he can do".

(iv) Specificity-diffusencss defines whether to contain the relatione

ship to a clearly defined specifilc content, or to mcet the other over
a widely undefined area.

(v) Self-orientation-collectivity~orientation. This pattern is

analytically different from the other four. This variable represents
a neasure of whether the vnit acts on behalf of itself, or on bLehalf
of the superordinate system, It describes the pursuit of private
interests-rathcr than those of the group. Zome private interests
may be defined as legitimate providing they do not confliect with

those recognised as the group's.

The first four pattern variables describe the different Itinds of
relationships which occur during the four problem solving phases.
During the instrumental phase (adaptation and goal attainmpnt)
actors are expected to treat each other impersonally (neutrality),
judge each other according to fixed rules of procedure (universalism),
ensuring that these judgements arc made on a careful assessment of
performance (achieverent), and making sure that only those aspects
which are relevant to the task at hand are considered (specificity).
During the expressive phase, the opposite role expectations prevail,

namely affeetivity, partieularism, ascription, and diffusencss,
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It was previously noted that both the cultural-institutional
and the role aspects were necessary prerequisites to the complete
understanding of an organisafion. It wvas also indicated that the
manner in which the four functional problems were solved scts limits
‘uponn the range of norms which could exist in the school and would
prescribe the role reltionships of those involved in the system,
Vilson in his paper "The Teacher's Role" has explored the usefulness
of the pattern variables to descrilie the role conflict of teachers
in schools., Ilis study:indicated that the school as an organisation
was expeeted to ensure a minimal level of cducational achicvement, a
process which was doninated by a systenm of formal examinations usually
conducted across classes or ycars, and later in some form of bublic
examination, To ensure parity of opportunity, the role relationship
of teachers with pupils was prescribed by a set of norms whieh
entailed affective ncutrality, achievement, universalism, and
specificity. Yet these role prescriptions were polar opposite to
those required to motivate the child to accept the standards required
if the child was to develop his full potential, llouzelis (pp. 21G=
217) supgested that this dilemma could be met by two forms of
differentiation, oné temporal the other structural, During the
tenmpeoral phase the school deals with one get of problems at a tine,.
Af one point in the day, month, or year, effort iz concentrated in
the taslk area of school work, for example, working towards examinations.
In ancther sequence the effert is devoted to the motivational problem
of encouraging scholarship, Alternatively, the school sets up
separate subegystems to deal with each type of problem, Ixnressive
problems are dealt with by certain teachers who concentrate upon this
type of problem, Counsellors, tutors, and houscmasters come into
this category.

This interpretation of liouzelists ideas on temporal and
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structural differentiation poses a number of problems, Firstly,

it is doubtful whether teachers confronted with large groups of
children could treat them in a highly impersonal manner,
Alternatively, children would be unlikely to understand the
sirnificance of a tcacher vho acts impersonally in one sitﬁation

and is friendly in another, and might perceive inconsistency in

his behaviour which might adversely modify the teacher's
effectiveness, Sccondly, it might be proposed that separate
sub-systéns would devote their attention to one problem rather than
another, For instance it might be assumed that physical education
classes could be used to solve expressive or‘éocio-emotional problems
by offering a range of activities devised to develop co-operative
rclationships., This would cut across clique structures vhich had
emerged during the instrumental phase of academic classrocom
activities, Yet the development of a wide range of physieal
activities may be related to their post-school benefits, a process
which brings their development into the instrumental phase of school
life (1).

The temporal dimension throws up an interesting speculation
regarding the rhythm of school life. If the process of formal
exanination is considered an important function of the schoollit
might be organisationally effective to devote all the organisational
cnergy of the school tovards the achievement of this sub«goal for
a period of time, ifnoring all other non-examinable school
activities, After examinations, time and energy could be devoted to
other aspects of school life vhich would include other instrumental
and expressive activities, Sports téurnamcnts, school outings,

- e — o - - —— .- -

(1) It would be unwise to cxpect that physical activities could solve
integrative problems of schools. In fact many of these
activities may prove positively disruptive of school life.
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school competitions and so on would come into this caterory (1).
flor instance, if llargrcaves had used the Parsonian frameworls he
mirht have recognised that the social rpoal of the.school mirht have
been more effectively achieved by rearranging the temporal sequence
of school events, a strategy which would not have interferred with
the attainment of the school's academic roal,

Parsona! conceptual framework for analysing the structure of
organisations highlichts some ways in which the school attains its
goal of socialisation within the more specific concrete contexts of
adaptation, goal attainment, integration, and tension management.
The way in which these problems afe solved means differcnt
structural arrangements by which different types of organisations
cope with their environment and with their internal processes.
School systems were used by Parsons to analyse the structural
arrancements by which schools cope with their problems. Thege
arrangenents related to a set of differences of control and
rcsponsibility which arose at the three levels of organisation, the
technical, the managerial and the institutional, In the particular
paper devoted to the analysis of school systems,Parsons was more
intent upon deseribing the hicrarchieal structure of the school than
in indicating the way in which schools dealt with their functional
problens. It is possible to analyse this aspect of his work from
his text althourh it was not considered specifically by Parsonse.

3. DParsens' Analysis of the Organisational Structure of the School (2)

Parsons' analysis of school systems was not hased upon the results
(1) The present writer has knowledge of a secondary modern school in
Derbyshire vwhich employed this strategy. It was reported by
the headmaster that the temporal sequencingz of the school life
worked with more than a modicum of success,
(2) The following section is principally withdrawn from Parsons, T.,
(1958), "Some Ingredients of a General Theory of Formal
Crranisation',
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of empiriecal resecarch carried out in schools, The analysis wvas
largely dependent upon his own theoretical framework supplemented by
his knowledme of the educationnl system of the Inited States of
America. These systems differ in some respeets from the contemporary
educational scene in this country, and the present writer has

- attempted to "fit" the Dritish sccne to the organisational frameworlk
deseribed in Parsons! paper, No attempt is made to incorporate
empirical rescarch into this deseription. This is attempted in

he eritical analysis of the framework Iater in the chapter,

A, The three levels of analysis

(i) The Technieal

The technical level delincates the actual process of teaching
which Parsons describes as the production of "both character, knowledge,
and skills of individuals, and generalised performance capacity at
societal level"(Parsons, 1058, p. 65). Yore specifically this is
described in an earlier paper as the procecess of socialisation and
allocation which functions to "Internalise in its pupils both the
cormitments and capacities for successful performance of their
future adult roles..ssss and to allocatg these human resources within
the role structure of the adult society" (Parsons, 1061, p. 434).

(ii) The lanarerial

The outcome of the technical process cannot be left to the
indivicdual discretion of teachers. A higher authority is required
to make decisions resarding the broad technical task of the school.
These relate to the allocation of responsibilities to subject
departments and to individual members of staff, and to the allocation
of classrooms and finance to proups and individual teachers within
the school (Porsons! goal attainrment problem), These decisions
are legitinised in terms of the goal of the school, decisions being

made by the headmaster who has institutionalised authority to make



Judgements regarding the outcome of the educational process of the
echool, Parsons nmalies no mention of the control wmechanisms which
arc used to motivate tcachers to accept the decision making process.
It is assumed from his carlier writing that this could take the form
of cocrcion,'inducoment, or therapy, Coercife rmeasurcs may take
the form qf the allocation of andicciplined classes to the recalcitrant
teacher; indvcement, the manipulation of graded posts which bring
greater financial rewards; and therapy, the appeal to teachers that
headnasters and tcachers as professional educators have a normative
comnitment to accept decisions which are made in the interests of
the children.

(iii) The Institutional

Although the hecadnaster, in managerial terms, may exercise a
high degree of autinomy in running the internal affairs of the school,
it also follows that no school is entirely independent, It operates
within a larger social environment from which it gains its
legitination and support, a necessary prerequisite for the achievement
of the school's poal. The administration of the school is serviced
and controlled by a higher level organisation which Parsons calls
the institutional, The institutional structure or the "agencies of
the community" talke the responsibility of ensuring that the school
achieves a standard of educational attainment in keeping with the
generalised nornms of society. Control of school activities is of
three typese (These constitute Parsons integrative problem.)

Firstly, the operation of the school is regulated by the generalised
norms of society which vary from rules formally codified in the law,
to standards of "good practice'. Secondly, schools come within

the jurisdiction of public authority, nationally under the control
of the Depariment of Fducation and Seicnce, and locally under the

Local Iducation Authority whieh includes the local education officer
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and his administrative staff. Thirdly, schools in this country are
governed by a fudiciary board variously called school governors or
school directors. This group is usually made up of representatives

of the immediate community of the school, torether with representatives
of the local education committee. It functions as an intermediary
between the school and the more diffuse local community interests.
Althoupgh these groups have official control of the school they do

not exhaust the other interested groups with whom the headmaster
interacts,

B, Points of articulation of the three levels

So far the threce levels of organisation have been described,
A£ cach of the two points of articulation there are qualitative
breaks in the line authority. In school systems pecrsonnel at one
level do not merely tell those lower down what to do. At ecach level
people exercise types of competence and responsibility which cannot
nerely be delegated, Functions are quatitatively different,

(i} The technical-manarerial.

In schools the technical operations are carried out by teachers
who normally have recached a full level bf professional competence,
and have been officially certificated by the employing authority.
As professionals they are responsible for planning and evaluating
the day to day running of the c¢lassroom, a process which is necessary
when dealing with large groups of children who show varying degrees
of differences in are, aptitude, and ability. Decisions regarding
the manapement of children cannot merely be delegated by the head-
master for two reasons, Firstly it is doubtful whether the headmaster
is conpetent in every technical field, Secondly, the complexity of
"the task of teaching requires a level of contact with the children
which is beyond the scope of a hcadmaster In schools which are engaged

in teaching large groups of children, In addition, as professionals,
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teachers are ultimately held rcsponsible for their own judgement and
nust take their share of the responsibility for the conéequcnccs of
their day to day decisions., VWithin this framework teachers will
participate in technically crucial decisions which affect the
educational outcome of the classroom situation, (1)

Teachers may also be involved in the administrative structure
of the school systen. lleads of subject departments will be responsible'
to the headmaster for the management and organisation of subject
departments in accordance with the directives of the headmaster; who
is ultimately responsible for the co-ordination and control of
activities of each subject department, This may ecause some problems
for heads of departments who may accept the heed for system wide
control of school activities, but may view this control as violating

“the autonomy of their department. Organisational sgtrain may also
become apparent at teacher level especially when teachers are
expected to undertake duties of a non-professional nature, such as
the handling of dinner money, or the supervision of meals,

Yembership of the administrative atrueture and ¢f the technical
staff docs not exhaust the affiliations of teachers, No one school
employs all tcachers. The reference group to wvhich teachers look
in terms of professional'standards may be their professional
organisation, not the school in which they teach. Organisational
loyalty (Parsons' integrative problem) becomes an importont issue in
schools, and although it is not discussed in Parsons' (1958) paper
it is assumed that the mechanisms of contract, authority, and
universal rules will aet as integrating agencies hetween organisational

and extra-organisational loyalties (Parsons, 1956A, ppe. 80-85).

- - . - - - - - am s -

the footnote on ppe 58-60 of Weber, M., (1964) The Theory of
Social and Fconomie Orpganisation, New York: Free Press.
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{(i1) The managerial-institutional

Similar considerations apply at this point of articulation.
Official groups at the institutional level who have control and
responsibility for school activities are not in a position merely to
delegate tasks to the headmaster, Parsons suggests that the function
of the institutional level is to ensure legitimation and support for
the school, To attempt to perform this function and to act in the
management of the school will erode its primary function of acting
as a mediating force between the school and the community, both local
and national, In this country, institutional support seems less of
a problem than in the United Statcs of America, especially with
regard to finance, In Britain it is the task of the education
committee advised by the education officer to bargain for finance in
competition with other community agencies. Financial support will
depend upon the compatibility of these demands with other community
requirencnts (Parsons' integration problem at trans-organisational
level). In America, the delegation of the necessary finance is
the responsibility of the local community which expécts gome authority
to decide how it 1s spent,. This money is gained wholly from local
taxation not, as in this country, from local and national taxation.
This may expose the headmaster‘to some pressure from the local
cormmunity and affect the organisational and management decisions
required to implement the goals of the school. In this country,
the atitonomy of the headmaster is protected in at least two ways.
Firstly, decisions relating to schools are not made at local community
level. This insulates the schools from immediate community pressure,
Secondly, education officers cmployed by local authoritices will most
likely have undergone professional training and have taught in schools,
They will be more sensitive to the norms of teaching vwhich prescribe

the broad discretionary jurisdiction of the headmaster over both
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poliey making and the rmanagement of the school,.

C. Disposal and procurecment functions (Parsons'! adaptation and

goal attainment problems). (1)

Although schools are clearly marked in terms of the three hierarch-
ical levels of organisation, they also operate within an external
environment from which they gain the necessary resources to ensure
the effective running of the school, They are also responsible
for the disposal of a product., (2)

It is assumed that schools are client serving agencies and that
they must be assured of a steady supply of clientele. (Parsons?
adaptation problem), In Dritain this is not problematic as young
persons up to the age of fifteen are compelled by law to attend a
school, although the type of school they go to will depend upon the
presence or absence of seclection procedures. Some may attend
neighbourhood comprehensive schools, others selective grammar,
technical, or modern schools, llowever, pupils enter schools under
certain important conditions, The process of socialisation recquires
"a long=continuing and in some sense intimate" relationship between
teachers and taught, a relationship whieh will affect both the
structure of the pupilts personality and his future position in the
community,. Pupils arc taken into a special type of membership of
scheools which requires an inmportant degree of integration.. The
process of tcaching requires the co-operation of the children. This
cannot be taken for granted, it must be motivated, Parsons considers

(1) Parsons only makes specific reference to the instrumental processes
of the school in his 1958 paper. This may be partly explained
by the observation that he was more interested in boundary
maintaining processes than in the actual processcs within the
organisation in which integrative problems were more apparent,

(2) In Parsons! earlier paper (1956A, p. 74) part of the disposal
function is dealt with under the goal attainment problem when
he describes the use made of resources in the implementation of
the day to day decisions regarding the operation of the school,
In this paper the disposal function is only concerned with the
external problem of the disposal of the product of the school,
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that coercion is not adequate and that some form of inducement must
be offcred to ensure adequate co-operation. This must be.provided
in the terms on which the co-operation was offered in the first place,
Unless pupils and parents are aware of the rewards of schooling
Parsons suggests that the co-operation of parents cannot be assurcd
and the education process will be put in jeopardy.

At management level the school is responsible for two types of
output which affeet its external relations. The first relates to
the change in the character, skills, and knowledge of individual
pupils; the second to the contribution to the "general performance
capacity of the Community" (Parsons, 1953, pe. 55). To get valued
things done in the community requires more than the ecducation of
individual pupils, Decisions what to teach what category of pupil
influences the pool of talent in the community (Parsons' goal
attainment problem), These decisions are partly the result of the
demand for trained personnel, and partly the product of the ideas
and plans of cducational authorities and individual headmasters.
Locally the educational outcome may depend to a great extent upon
the educational level of the community, especially amongst those
groups who are orientated to educational goals, The educational
level of parents and the occupational structure of the community mnay
be two important clements,

To carry out the technical function of teaching, the school
depends upon the mobilisation of resources; the most important of
wvhieh are labour and finance (Parsons'! adaptation problem), The
employment of tcachers is the responsibility of the local education
authority who are governed by regulations repgarding the numbers to
employ, salaries, and so on, Finance is made available through
local taxation and government pgrants, The latter is not automatically

designated for education and it is the task of the local education
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committees, in consultation with its administrative staf{f, to bargain
for the necessary capital to ensure an adequate level of cducational
provision (Parsonst! adaptation problem). This may involve education
authorities in the strugsle for power to pain suppert for education,
In the United States of America, finance is made available completely
by local taxation, This produces problems where the local education
authority, who supply the necessary finance, demand the right to
decide the way in which this money is spent in individual schools.
The authority may‘dcmand to be consulted in matters relating to
educational decisions and school procedures, matters which are the

funetional responsibility of the headmaster,



PART IX

A CRITICAL ANALYSIS CQF TN USETULNGSS CT THI PARSONTAN FPRAMEWQL

Although Parsons' framework is neither systcmatic not exhaustive
and its coneceptual vagueness often leads to confusion, there is no
doubt about its comprebensiveness so fhr as schools are concerned,
The value of the scheme is twofold:=-

1. Two Advantares of the Iramework

A, It cnables a ecomparison to be made between schools and other

types of organisations so that organisntional literature vwhich is

not directly concerned with schools can be interpreted in a more

insightful way, Parsons! defines five differences betﬁeen

organisations (Parsons”, 1958, pp. 70-72):-

(1) The specific function the organisation serves for society;

(ii) The same socictal function may not adequately define the
differené operational functions of the sub-system, The
functions of a teacher in the classroom are not similar to
those of the administrator in the Department of'Education and
Science, even although both coﬁe under the zeneric term
"education',

(iii) The organisational structure of the school will be different
from the organisational structure of other organisations. A
good organisation for the precessing of goods or services,
may not be appropriéto.for the school which deals with children,

{(iv) Differences occur in relation to the exigencies of disposal
and procurenent, The funetion of the school necessitates a
special type of relationship between teachers and children
which affects the conditions under which children enter schools,

(v) By highlighting qualitative breaks in the hierarchical structure
of the organisation, Parsons indicates a wide range of

possibilities of different types of articulation at the junction
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of these levels, This explains why military personnel

are supervised in quite different ways from teachers in

schools,
e This approach offers a cbmprehensivo theoretical approach to the
study of the school, an aprroach which has not becn evident in other
work to date, Adnittedly Parsons' theory of organisation is not
based upon empirical investigation and cannot be substantiated by
body of empirically verifiable knowledge, This affects its
usefulness in the development of empirically testable hypotheses (1).
Nevertheless it offers a useful framework on which to order existing
empirical research, It has the merit of raising questions which,
if not dircetly deducible from his theory, are useful interpretations
of occurrences which ma& take place in schools.
B. About its comprehensiveness there is general agreement,
Lanéierger sugrests that P;rsons' writings have brought together ,
' approaches to orpganisations which‘should never have been separated
(ps 234). 1In three areas in particular this is evident: (1) the
formal and informal aspects of organisational behaviour, (ii) the
influence of the environment on the organisation, and (iii) the
nature of the goal of the organisation,

(1) Formal and informal aspects

In the past most studies of schools have devoted attention to

the interpersonal aspects of organisational behaviour, especially in
(1) The failure to develop predictive hypotheses deducible from his
scheme conceals the possibility that the funetion of schools,
socialisation, cannot be tested empirically. This function
cannot be proved or disproved. It might be argucd that schools
arise in the neced to socialise children but this need may only
be inferred from the existence of schools, But the proliferation
of schools need not result in socialisation, and so the
hypothesis is difficult to refute.
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the way informal organisation has helped or hindered formal
organisation, This has principally related to relationships between
children and staff and amongst children themselves (1), and
occasionally between staff and headmasters and hetween headmasters
and the community (2) (3). No study to the knowlcdge of the writer
has been carried out whiceh focuses upon reltionships between staff
members., At orpanisational level little attention has been given to
studying the formal organisation of the scheool 1itself, to the
relationship between administrative and teaching structures in such
arcas as policy formulation, allecation of human and material
resources, and the problem of the co-ordination of school activities
amongat teachers who press for a high desree of functional autonomy,
At least one writer (Becker, 1962) has discussed the manipulation

of rewards to ensure the co-operation of teachers, Others have
remained silent about the formal aspects of school 1life,

(11) The influence of the environment on the orpanisation

Parsons framework indicates that schools as organisations are
invelved in soecial and administrative environments which may affect
their organisational structure, The need for the organisational
structure to conform to cnvironmental values has been studied by
Mays who indicated the culture conflict between children and teachers,
and the nced for greater adjustment of staff to the values of the
children (Mays, 1965). Another study by Douglas found that teachers
allowved their judgements of children to be influenced by the social
background of the child, a result of which was that children from

middle-class homes were more likely to be allocated to the higher

(1) For example llargreaves,
(2) For example, Decker, H.,, (1962),
(3) For example, Gross, N., et al. (1958),
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streams of the mhool, even where measured aﬁility was similar. A
study carried out in the United States of America reported by
Corwin described the adaptive responses of schools to unselected,
undiseciplined children, The school policy was to segregate them
into special classes to minimise their disruptive affect upon the
organisation of the school, Those who proved too difficult to |
control were sent to special schools. (Corwin, 19067, p,191),
in addition; environmental influences may affect staff loyalty to
schools and pose integrative problems, In a study carried out by
Gouldner (1957/58) this problem was demonstrated in relation to the
staff in a liberal arts college, One group of staff members were
more heavily cormitted to teaching as a careecr and to the development
of their professional tcaching skills, and had a low loyalty to the
colleze {cosmopolitans). Another group (locals) were less intcrested
in their career outside the college, placed less emphasis on teaching
glkill, and had a high loyalty to fhe collere,

These studies indicate that cnvironmental influences may be
potent factors in co-ordinative, policy, and integrative problems
of schools,

(1ii) The influence of the environment on the nature of the goal of

the school

Cne study which described this aspect of organisational
structure was carried out by Clark. lfe studied a junior college in
California which was originally set up to provide a number of
vocational courses, and a limited number of courses which would lecad
to transfer to university. However, owing to pressures from
students, who quite unexpectedly demanded places in the university
transfer course, the cellege vas forcéd to service this new demand.
This resulted not only in the adaptation of organisational structure

of the college, but the displacement of the original goal.
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2 Three Disadvantares of the Frameworlk

. A, Parsons' analysis selccts organisations according to their
function for socicty and in so doing obscures the possibility of
differences betwccn organisations which are grouped under the sane
generie term. Parsons goes some way to develop the charaecteristies
of schools in relation to other types of organisations, but assumes
no differences between schools. He does point out that the task

of the school differentiates it from other types of organisation,

but fails tb recognise that different schools may be influcnced by
differcent technolopical exigencies. Landsberger indicated that this
aspect was not covered adequately in Parsons® work "despite repeated
references to the fact that among the adaptive problems of
organisations were requirements to adapt to 'technological
exigencies! and despite repecated refercnces to the effeet on the
organisation of the nature éf its goalMeeeee and seses’the influence
of technological 'exigencies' on organisational relationships"

(pe 238)s The technological aspect has been developed by Perrow.

It is defined as '"the actions that an individual performs upon an
objeect, with or without the aid of tools or mechanical devices to
make some change in that object'. He indicated that "the object,

or raw material, may be a living being or an ilnanimate object"

(pe 195). Perrow argued that it was unwarranted to assume that the
major variable was being held constant when comparing several schools
unlesa the technologies of each of the schools is considered, s
observations sugprest that the technologies employed by different
schools will affect the structure of relationships in quite different
wvays (1).

(1) See appendix for a detailed analysis of the technological aspect.
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B. Parsons! appears to have placed an inordinate emphasis on
values and their institutionalisation in differcent organisational
spheres, Consequently he has been less interested in linking his
conceptual scheme with organisational data, than with preseribing
conditions nccessary for the survival of the organisational (Landsberger,
Ppe 232-233). llis asscrtion that the values of the total social
system legitimise and regulate the internal processes of the school
iz logically justifiable, if the origin and nature of these values
can be ascertained, This has not been done. Conscquently in the
text of his 1958 paper he assumed normative consensus over a number
of issues which are empirically problematic. The following are
e#amples of this presecriptive element which is apparent in his
discusaion of (i) structural attributes, (ii) functional processes,
and (1ii) roals of the school,

(1) DIarsons assumes that teachers are professionals who have a high
decree of technical competence which necessitates a large measure of
autonony in tleir task of teaching children, Apart from the
argument that the professionalisation of tcachers is by no means
securé, Parsons does not indicate how much autonomy is required to
produce an effective outcome.

(ii) Parsons assumes that the education process carnot be effectively
achieved without the co-operation of the children involved, ile
suggests that this must he iﬁduccd, coercion being inadequatea

Again this may be a matter of degree for although in ideal terms
co=-gperation will be a nccecessary feature of compatible relationships,
it is doubtful if full co~-operation is ever fully accomplished (1).
Some form of structured conflict may be the norm in actual scheol

situations,

(1) This point is argued in the examination of Hargrcaves’study on
pace 64 of this thesis.
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(1ii) Parsons assumes consensus over the goals of the school, Tvo
points emerge which reject this assumption in schools, the first is
empirical, the second mecthedological, Firstly, evidence fronm

Gross and Fishman (p. 319) indicated that the goals of schools are

- subject to varying interpretation amongst administrators, tcachers,
and the community. Within the school it is possible for
participants to follow goals other than those they understand as the
organisation's (Durns and Stalker, p. 97). For instance, teachers
may not equally share in the financial rewards of a particular school
and may loolt to other schools as avenues of occupational mobility
and higher salaries, Children, on the other hand, may not appreciate
the relevance of what is expected of them in school and may pursue
purposes, in some cases opposite purposes,y to those expected by the
school. Secondly, the normative orientation of Parsonsf'work is
reflected in his analysis of the goals of the school, To conpare
the goals of the school in terms of what they should be, as distinet
from what they actually are, commits the methodological error of
comparing two objects at different levels of analysis. It is
illogical to compare the ideal state of the school with the real
state, as if the ideal were also real, The goal of the school in
Parsonian terms is a cultural entity based upon societal values, but
the school which it describes ig a social system. Ilad Parsons'
framework been constructed from knowledge of schools in action, the
divergence between ideal and real states would have become apparent,
Additionally, where divergence was found between ideal and real
states of organisational functioning, the overemphasis on a high
degree of congensus over erganisational values would have becone
obvious. (1) In schools this knowledge could question the source and
validity of the construction of organisational goals,
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(1) This point was discussed in detail in chapter 3, ppe. 67-70.
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C. The assumption behind Parsons' social syastem approach to the study
of organisations asserts that organisations are typically integrated
by étabilised interaction patterns based upon the internalisation of
a commonly accepted system of norms and values, overlooks the
occurrence of behaviour which is not regulated in this waye.

Couldner challenges this view of functional interdcpendénce and arpgues
that differcent parts of the system may be functionally related, but
that the relationship may not be symetrical, and that cach party may
not be involved in mutual interchanges (1967), p. 151); To state
that there is functional interdependence is less significant than to
indicate that the degree of interdependence may vary in differcent
social systems, Compliance may not depend upon an internalisation

of valucs, However, this approach does not deny that some form of
functional reciprocity may exist or that where a breakdown occcurs sone
form of compensatory mechanism may develop to compensate for a lack

of reciprocity. So far as the first point is concerned it is
feasible that power arrangements in schools may insure the compliance
~of children without the children and teachers sharing a common set

of values, éompulsory attendance at school ensures a steady ilow

of clientele whose interests may be alien to those of the school.

Yet children ray accept the normative structure of the school beecause
it is in their own interests to conform to the cexpectations of
teachers, Acceptance of restraints may be based upon fear of the
consequences of non-conformity or upon the knowledge that the
acceptance of the authority of the teacher in certain circumstances

is a necessary condition for the attainment of personal goals in others.

(1)

(1) rarsons is aware of the possibility of behaviour which is not
normatively regulated, However, the appears to be more interested
in the mobilisation of this power than in its distribution, In
one of his papers (Parsons, 1956B), he identifies power as the
central phenomena of the organicsation which ensures the necessaryy
facilities for the attainment of the orrsanisational goals.

s s ——— - e e e W
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This brings cut the point that the Parsonian approach neslcets
the possibility of the development of antaronisms between
organisational sub-groups in schools. To ignore the possibility
of conflict of intercsis gives an almost deceptive picture of harmony
to a basically conflictual situation.

Ireakdowvn in social reclationships may be compensated by certain
cultural and social mechanisms which develop or are present in
schools, For instance children ray benefit from the szervices of
teachers without Leing grateful or showing appreciation for the
services rendered, This lack of reciprocity may be accompanied by
the withdrawal symiptons charécteristic of the lower form teachers at
Lumley Secondary school described in the previous chapter. owever,
it is possible that a number of teachers accept a culturally shared
preseription which advocates that teachers should not expect children
to show gratitude for the tcaching efforts expended upon their behalf,
Cn the other hand, children may conform to the expectations of teachers
and show interest in the tasks of the school, not because they want
reward from teachers for conforming to their expectations, but because
parents insist upon and reward compliant behaviour, S5chools may
be puarded against defaults based upon a lack of reciprocity, by
the intervention of a third party, parents, wvho perform a '"policing
function" (Gouldner, 1967, p. 152).

From this analyzis of the advantages and disadvantazes of the
Parsonian scheme it has become apparent that the social system
approach can only be used as a hichly partial deseriptive
interpretation of a variety of actual occurrcnces (Landsberger, p. 232).
It makes two principal contributions to the understanding of school
systems on vhich organisational desipn will be hased, Firstly,
it descrihes a comprehensive frameworlk on which existing rescarch

can be ordered. Secondly, it indicates some of the structural
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features of school systems which ray be the source of operational
rroblems, Ilowever, in some ways it only offers half the
organisational picture by failing to account for the organisation's
power structure, This iimitation must be recognised in the
analysis of the organisationél structure of schools, For instance,
conflict between staff and some boys at Lumley Sccondary school was
an organiscational process vhich emerged out of their mutually
opposed set of valucs, Teachers as representatives of the school's
.authority structure centinually cellided with groups of pupils who
refused to accept, and on many occasions $hew§ed, school rules,
This was an open challenge to the authority of the school. This

aspceet of organisational strueture was necpglected by Parsons,



CHAPTER FIVE

TIHE SOCIAL CCNTEXT OfF THE SCIOOL
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In the previous chapter one of the suggestions put forwvard was
tliat, althourh the school as an organisation might exercise a large
amount of autonomy in running its internal affairs, it operated
within a larger social environment from which it gained its
lcgitimation and support. Schools as organisations in this country
are part of Loth national and local cducational administrative
structures which regulate the cducational outcome, This outcome
is also influenced by other more discrete local, environmental
factors such as the educational level of the community cspecially
from those groups orientated to educational goals. Both the educational
level and aspirations of parents and the support they give to the
school were conceived as important factors in the successful attainment
of the goals of the school. Yet the social environment of the school
may be conceived as more than the socio=-economic background of
individual pupils, and a distinctive set of values and beliefs may
develop in modern cormmunities which will affect the educational
values of the community as a wﬁole.

In Great Dritain, little attention has been given to try to
develop a nodel of the social environmént or the social context of
fhe gchool althcush many studies, both naticnal and local, have been
carried out which give some insights into the social faectors which
affect educability,
| Part T of this chapter will describe some of the naticnal,
regional, and local community studies which have been carried out
mainly in this country. Part II will sugrest two important
sociological dimensions which will aid the clarification of
differcnces bhetween compmunities, differcnecs which are reflected in

values attached to education,
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PART I

NATICNAL, GICNAL, AND LOCAL STUDIES CF THTR SCCIAL CONTENT €T

SCHICCLS

1. National and Rexional Studies

At national lcvel studies which relate to schools in this
country have principally accounted for social class incqualitices in
education, and have surveyed the rclationship between educational
opportunity and patterns of social stratification and social nobility
(Glass, 1934), and differential educational opportunity and patterns
of social selection and social differcntiation (Floud, llalsey and
Martin, 1956). These studies have consistently shown that even
where children were of similar abilities, working class children
performed consistently less well than their middle class counterparts.
This was accounted for in the differences in beliefs and values
associated with different groups in society, these beliefs and values
being described by social class differences in educational
performances, Cantzs (1958, ch. 4) reviewed the work carried out in
this country and suggested that the parental value systcms of the
lower classes placed less emphasis on formal education in terms of
staying on at school, or to any form of further education, They
were also less ambitious for their children, and tended to have lower
aspirations than middle-class parents,

Swift (1967, pp. 178-184), however, suggested that although
evidence peointed to social class differences in taking advantane of
educational opportunity, there were many ecxceptions, In the worlking-
class there were many children who aspired to suceess and their
social background was supportive of this aspiration. e Iindicated
that the ceducational ambitions were rooted in the family and within
the working-class there vere several mechanisms which influenced the

cducational ambitions of the children and the value placed upon



education, These included: Firstly, the 'sunken middle-clacs!t
mother who had married into the working-class Lut who had previously
held a middle~class occupation, the expericnce of which had influcnced
the educational aspirations of her children, This was particularly
strong where nmothers had greater contact with the children. Secondly,
the working experience of the father whieh might extend his social
horizons espccially where occupational expericnce entailed contact
with those above in the occupational hierarchy. Thig brought
knowledze of opportunities which affected the ecducational aspirations
of the children. where contact was limited social horizons could
also be linited, Thirdly, where thcre was a shift from the
occupational to the consumption sphere, edubational aspirations would
be heightened although education would be seen in a different light
from the other two. Ldueation would be vicwed as a means to achieve
a higher standard of living. Fourthly, support was given by those
parents whose carcers were blocked, They were frustrated and ﬁlamed
heir lack of success on inadequate education,

Swift's argument places a large emphasis on the effect of both
the past and present occupational experience on educational ambitions,
It emphasises that the values and aspirations which relate to education
may be rooted in the specific group context of the family. Although
these fanilies are termed working class, this deseription of ciass
may not highlight differences in values and aspirations which relate
to subecultural differences within the social class being described.
These subecultural differences appear to be related to the occupational
experience of the husband and wife, so that class defined purely in
terns of an occupational category mipght not define differences in
industrial life-chances and experiences within each class which, in
turn, will influence educational values.

National studies carried out in this country to identify social
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class differences in educational attainment have used education,
occupation, and income as objective indices. These have been
useful to indicate broad differences 'in educational performance at
national and regional level, but are difficult to interpret locally
to describe cducational diffcerences which may be affected by other
nore discrete factors than occupation, income, or education, or
wiatever index is used to define social class, These have becn
used with some justification, For example, in the study "Soeial
Mobility in Eritain", lMoser and Ilall (pp. 20=-30) justified the use
of occupation from two points of vicw, Firstly, from the need to
select criteria on which accurafte data could be mathered wvhieh
lended itself to measurement. Secondly, where the choracteristics
of social status were highly interrclated,occupation was a useful
link between cconomic status and educational background, They
assumed in their study that the community was stratified in some form
of hierarchy viiich was defined according to variations of social
status, They recognised that "to assign social astatus, both
objective and subjective eriteria were relevant: Income, occupation,
education and material possessions, self assumed status, participation
in certain social activities and relationships, and status judgerments,
beinz some of the criteria- (pp. 29-30). They assumed for these
reasons that occupation was the beat operational measure of this
criteria,

In another study of '"Social Class and the Urban School",
carried out in 490 sclhools in 41 cities in the U,5,A, Dby llerriott
and 5t. John, cducation, occupation, and income werec used as criteria
of social-economic status, The authors® upheld the point of view
that stratification took the form of a continuum which was composed
of power and prestige dimensions cach of vhich was capable of sub=-

divigion, They indicated that "Systems of social status are more
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highly developed in small communities where residents are liown to
ecach other and form status groups, Lut the features of these
systems are gencral from'community to community. Horeover, the
economic hierarcly is not community-bound, since it is made up of
aggregates of people of similar economic position, and thercfore of
similar opportunities, values, and sub-culture, It is thgs
realistic to speak of a national stratification system, especially
with regard to large urban communities" (pe. 16). They added that a
few used the term social class in the cconomic sense described Dby
Weber, whilst others used the term to refer to all dimensions of
social stratification, They preferred to use the more operational
one, socio-economic status, which represcnted vhatever was measured
by the indices usecd,

This valuation may hold true at national level in which 'the
economic hierarchy is not community bound since it is made up of
pecople of similar opportunities, values, and sub-culturc" (ilerriott
and St., John, p, 1G6). At local community level it maltes the study
difficult to interpret for local communities have highly differentiated
status systems based upon characteristics over and above those of
economic position, This was recognised by llerriott and St., John,
although the assumption that these features were general from
comrunity to community assumes similaritiecs between communities
which have not hLeen empirically justified. At loeal cormmunity level,
economic position and status position may be interrelated but it is
doubtful if one is determined by the other (1),

Za The Local Community Context of Schools = Sceme Studies

Few studics have becen carried out which relate specifically to
the immediate sccial context of the school,. In the United States of
America, llollingshead found that tle social behaviour of adolescent
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(1) Seection 4 of Part I of this chapter éxplores this viewpoint,
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pupils was functionally related to the position of their parents in
the local soeial structure, This was defined in terms of criteria
such as place of residence, income and matcrial possessions,
participation in community affairs, family background, and reputation
and prestige,

In Great Lritain no empirical study has specifically focussed
upon the social context of the school, although some have described
the community social structure. f'or instance Mays in his study of
the Crown Street arca of Liverpool divided the whole district into
eight sub«areas on the basis of his research wvorkers'! impressions of
distinctive social or physical characteristics, This strategy was
found to have high validity when socio-economic data collected during
the survey was '"'seen to confirm the more observable characteristics
on the basis of which the sub-arcas were chosen" (Mays, 1961, p. 12).
In his follow up study of schools in the Crown Street area, Mays
deseribed the sccial context of individual schools by a number of
indices including the mobility of the population of the catchment
area, home conditions, and parental attitude to scheoling, information
gathered from personal observations, and the remarks of the teachers,
headmasters, social vworkers and so on, lle desecribed one school
parish of 10,000 which provided a representative sample of the Crownr
Street arca drawing its pupils from both the rough and the respectable
localities, Within this area three distinct orientations to
education were discovered, Area one was typified by a high rate of
disorganisation and a high mobility rate where many of the inhabitants
"roomed", This arca was highest in delinquency and child negleet,
and least favourably disposed to educational attainment, Area two
served & more stable and rocted community with higher educational
attainment and greater parental support. The schools in this area

stood on the fringe of better residential districts. Arca three
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stood socially between the other two "embracing both the social
problem rooming houée area, and part of the working class region up
the hill" (Mays, 1965, p. 62),. Many lived in corporation flats and
had moved recently to the arca. The children were rougher, less
able, but more amenable to diseipline than the sub-area one, but
there was a limited degree of parental interest in the school,

A more recent study carried out by llargreaves on the formation
of attitudes and values within the social structure of the school,
recognised that these patterns of behaviour would be influenced by
a variety of factors which ocecurred sut of school. Those with more
positive attitudes to school and vwho accepted the academic values of
the school came from smaller families, and had parents vhose attitudes
towards future employment and academiec success were supportive of the
school. These groups of boys spent more time at home, spent more
time on home-~work and recading, were more disposed to joining clubs,
vere less interested in pop groups and in the cinema, but watched
television more often than their counterparts whose values were in
conflict with those of the school,

These studies are examples of investigations carried out which
help to throw some light on the social context of the school,
However, with regard to the development of a framework for the
deseription of the social context two limitations are apparent, one
methodological, the other relating to the absence of studies of certain
groups of schools,

Iirstly, the studies were carried out for purposes other than
the description of the social context of the school, and only the
study by ilollingshead purported to deécribe the social context of
the school in a rigorous fashion. Consequently the social context
in his study was not arbitrarily defined by an objecctive measure such

as parents' occupation which is relatively easy to operationalise,
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but by the process of evaluating the comments of local judges who it
was assumed would use local values to define the local systems of
social stratification, In this way the local social structure was
stratified into five classes according to socio-cultural eriteria,
This approach varies with those adopted by the other two investipgations,
Mays subedivided the area of his study into.three subeareas in
which he described the values lheld of education, information which he
pathered from intervicews and visits to households, and from
impressionistic material pained from pupils, parents and the children,
és well as from the selective perceptions of teachers and headmasters
regarding the neighbourhood of the school. lMargreaves, on the other
hand, used objective ratings of the social class position of different
groups in the school such as father occupation and the physical
attributes of the home, as well as the subjective perception of the
boys regarding their parents! attitude to education,

From these studies it is obwious that procedures for describing
the sociolorical dimensions of community life have been formulated
in quite diverse ways. They indicate that there is no commonly
accepted methodological tool which can accurately describe stratification
patterns at local community level, A similar comment was made hy
Hollingshead in his study in 1949, and his observation seems equally
appropriate to-day.

Secondly, there is almost a complete absence of studies which
describe the social context of schools in middle-class areas, One
important contribution was made by Floud, lalsey, and ﬁartin on
"Social Class and Ldueational Cpportunity!", part of which was conducted
in South VWest llertfordshire which was »redominantly a preserve of
the middle-class., It was found that the home background of the
ehildren in the sample was supportive of education, so that the

utilization of ability was an educational problem which was unhampered
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by adverse social conditions (pp. 144-145), TIowever, the study dia
not report the way in vhich the social context combined with individual
schools to enhance or retard ecducational performance. Hevertheless
the absence of studies of middle~class areas sugpgests that in practiecal
terms there is "the implicit notion that the teacher of socially
underprivileged children in a poor neighbourhood can use more
sociological understanding than his colleagues in other types of
schools'" (Taylor, 19G6, p. 194), Certainly the tradition of Iritish
sociolegists of education have favoured the Y"scoelal problem” approach
and focussed on schools in neighbourhoods variously described as
ftwilicht! or *slun' (Ezzleston, 1967, chapter 2). his has diverted
attention from different social processes at work in other types of
schools within different social contexts, and has impaired a closer
understanding of the structural attributes and functional problems of
these schoolsz, It can also be added that the problem centred approach
vhich has focussed principally upon operational problems of schools
may have isnored "the structural contexts within which the genesis and
nature of such problems and concerns can be appreciated and without
some knowledpge of which no rational understanding of soclal process
can be achieved" (Taylor, 1966, p. 194).

It is apparent from this cursory overview of national and loeal
studies vhich relate to the social environment of the school,
that national studies are inadequate to describe the subtle
suB—cultural difforences at local level. On the other hand,
studies at loeal level offer frarmentary, often discontinuous
evidence to account for these differences, In the absence of a

conceptual framework on which to base a comparative analysis of

the social context of différent types of schools, it is impossible

to construct a framework which permits the analysis of different
types of communitics. lowever, it may be possible to develop a

framework vhich accurately deseribes sub=cultural differences between

cormunities without highlighting subecultural differences in relation
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to education,

S The Loeal Community Context of Schools and Lducational Values

It is an assumption that educational values are influenced by

whatever indice is uzed to describe the community. Ergleston (1967,
Pe 34) recognised this difficulty in his study of decisions to stay
on at schools in several catclment arcas in Leicestershire, In
his investipation, he explored the differences between manual and
non-manual workers in relation to the community in which they lived.
lle found that, although in all areas the percontage of children of
non=manual worlkers who decided to stay on at school was greater than
the percentage of children of manual werkers, the percentage of
children of manual worlkers who lived in middle-class areas vho
decided to atay on was greater than those who lived in working-class
areas. In addition, a slightly smaller proportion of the non-~manual
vorkers who resided in working-class areas were reported to have
decided to stay on compared with their counterparts who lived in
niddle-class arecas, The investigator did point ont that the area
of residence might only be a sign of more 'fundamental differences?
which related to both the individual children and their familics,.
In this case membership of mqnual or non-manual fanilies was used
as the index of community maké-up, but we are warned by Legleston
that where there was a positive relationship between educational
decisions to stay on at school, and the occupational make~up of the
cormmunity, factors other than those reported may have accounted for
fundamental differences between and within social clacses,

Two difficulties seem quite apparent from the study outlined
above. Firstly, there is a conplex of social factors which make=-up
the local cormrunity context of the school, but little is Jnown how

hese factors inter-relate to affcet cducational values and
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performance, Secondly, even although these factors can he
located, it is difficult to translate them into operational terms,
Frankenberg (chapter II) provides evidence of the first when he
defined communities on a rural/urban continuum according to twenty-
five different dimensions, The second was apparent in the work of
both Dlyth and Rogoff. Blyth (chapters 3 and 4), in his
comprehensive study of the primary school, recognised the difficulty
of defining the sub=cultural differences between communities, and
identified these according to geographical location. This
classification included villages, small towns, rural-urban fringe
areas, and large towns and cities, Nogoff investigated the thesis
that various classes were not randomly distributed amongst different
types of communities, and that the local community context would
affect the "normative climate or model level of social aspiration®
{p. 242-243) of all members of the community to some extent. He
chose population size and relationship to metropolitan arcas as the
important measures ¢f community, a strategy based upon the knowledge
that size was "one of the few environmental properties ﬁsed
frequently enough and over a long enough reriod of time to warrant a
systematic empirical test" (p. 247). In the relative absence of
empirical studies of the social context of the school there 1s some
evidence of identifiablé sub=cultural differences between communities
vhich may affect educational values.

3. The Local Community Context = Geographical and Ceccupational

Mobility Patterns

Igzleston put forward an interesting thesis which was supported
by an empirical study carried out in the United States of America
(llerriott and St. John), Ille indicated that "In modern Dritain the
incidence of social class and urbanisation has led to geographical

groupings which are by no means randomly ordered, Ve find local
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arcas of housing where inhabitants have much in common in their way
of life. The geographical mobility which is associated with the
occupational mobility of industrial societies leads not to dispersion,
but to greater concentrations of 'similar' pecople" (Ezgzleston, 1967,
Pe 13) (1). VWith the introduction of sccondary education along
comprehensive lines it is likely that the school population will be
drawvn from the immediate neighbourhood which will become more
homogenecous, This will lead to a closer social as well as
geographical relationship between the school and the neighbourhood
wvhieh is less obvious under the tripartite system.

The suggestion that geographical mobillity, which is asscociated
with occupational mobility, will lead to the development of
communities in which the inhabitants have similar ways of iife, has
some independent suppat from the studies of Wilensky in the U.S.A.
Hié focus of investipgation was not at community level, but upon the
connection of work role, career patterns, and style of life,
(Vilensky, 1964, p.312). Ilis concept of style of 1lifc was used to
desicrnate consumption patterns, community particiption, and media
exposure, cach of which was cxamined for its status significance as
sources of integration within the community. Ile indicated that
various types of social reclations, consumption habits,; and media
exposure had a differcential &ffect in linking persons to larger
communal ends,.and he sugrested that these patterns of behaviour
would be shaped to some degrce by work situation and career,

{la sugrested that two clusters of variables were suggested by the

vork situation vhich would predict much belhiaviour in the middle-mass

of society, behaviour which eross-cut séveral gocio=gconomic strata,

as described by traditional indices of social class, i.e. present income

and occupational caterory,. They were firstly, specific variations in

-
the work situation (tasks, social relations, dimensions of carecer,
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(1) A nunmber of studies which illustrate this concentration of similar
people are described in Part II of this chapter,
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and carecr contingencies); and secondly, social mobility edperience,
expectations and aspirations, (Vilensky, 1964, p. 313).

The results of his other study *Crderly Careers and Social
Participation"(Wilensky,l1961) indicated that those workers vwho
spend their lives in a career that is in funetionally related,
hierarchically ordered jobs, had stronger attachments to work, to
formal asscciations, and to the community. These careers gave
continuity to experience and held out prospects of continuocus,
predictable rewards and involved a willingness to train to achieve,
and to defer gratification for longer term goals, Data on the
other_hand for those who had experienced chaotie worl conditions
(less than 20 per cent on steady employment) indicated that they
gained less satisfaction from work, were more home centred, and had
tenuous connections with the cormunity. The importance of this
study indicated that worlk experience would have a distinctive affect
upon style of life. Whether it affects aspirations relating to
education is problematiec, The study- was limited by the assumption
that style of life was wholly detcermined by economic considerations,
In fact, VWilensky, suggested that one fifth to one sixth of the
American work population constituted the classie "alicnated" worker

"being employed in dirty, hecavy and despised work situations -—
unskilled and punctuated with periods of unemployment and inseccurity”,
(1964, p. 312). This failed to account for the situation where the
wvorker may not be "alienated'" from his work situation and may view
the regards of work in purely instrumental terms (1).  Although
patterns of social life may be "individuated and home centred" it is
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(1) Goldthorpesuggested that "the starting point is not with the
assembly line technology, but rather with the ordering of wants
and expectations relative to work, and with the meaning they pgive
to work", Goldthorpe, 1966, p. 240). Crientation to work may
be the erucial independent variable, Investiration of other
non=wvork areas will be necessary to understand the meaning
invested in the work situation,
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a tenuous assumption to describe the worker as alienated when he is

merecly adapting to new social and cconomiec circumstances,

The sugrestion that "the geographical mobility, which is
associated with the occupational mobility of industrial society,
leads not to dispersion, but to concentration of 'similar' people",
although indicative of the structure of some types of communities in
this country, does not describe communities which have not experienced
thege changes, Some qualifications must be added, Several
features of community life arc not included in this model,

A. Although demographic changes of population take place as a

result of occupational mobility, there is also an incidence of pcople

in established communities who have neither experienced social nor

residential mobility (1),

B Groups of people may exist in both established and new

communities who have moved house for recasons other than change of

job. These moves may have been enforced by urban redevelopment

or voluntarily chosen (2).

Ce The value system of communities may only be indirectly related

to the occupaticnal structure and value systems may be accounted for

in a series of sube=cultural diffecrences whose origin is in the

non=work situation (3).

(1) Most of the studies of communities which are reviewed in this
chanter provide statistics of the proportion of the population
who were born in the community,

(2) This may bLe cnforced by urban redevelopment. For instance
the movement of families from Dethnall Green to Greenleigh
{Younr and Wilmott). Moves may also be made to other school
catehment areas within a county to ensure what parents consider
a higher standard of education (Eggleston, 1967, pe 5).

(3) For instance Pahl supggested that- professional workers who were
employed in the ecity and who lived in rural areas did =o on
account of the distinctive pattern of social relationships which
they found in rural areas, This accorded with their distinctive
style of life, putting down local roots. This choice was not
determined by their occcupation. IHowever, this localism did not

extend to cducation and children were not sent to the local
school (Pahl, pp. 263=-207).
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De In established communities some groups of pecople may adhere to
a local set of norms and values even although theyhhave experienced
occupational and social mobility, and many groups of people indigenous
to the area may ecmbrace a set of norms and values di#ferent to those
accepted as local (1),
FEe Groups of people may move to new communities in which there is
no concensus over norms and values, may have neither the facility
nor the facilitics to develop a communal sct of norms and values,
and may develop a distinctive style of life based more upon the home
than upon the community (2). ‘These groups include those who have
been forced to move home or those who have chosen to move from their
existing community, either to seek alternative employment, or from
dissatisfaction with their previous home circumstances,

Thesge factors should be tempered with the realisation that
the future of comprehensive education in this country is not
assured, and in many areas it is still problematic whether the
change will take place, As a result the number of neirhbourhood

schools with homogeneous populations is difficult to ascertain,

(1) C.f., Stacey,
(2) This point is made by Lockwood in "Sources of Variation in
Vorking-Class Images of Socicty" (p. 258),
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PART II

A SCCICLOGICAL FRAMEWORK FPFCR THE ANALYSIS OF THE SCCIAL CONTLEXT

OI* SCIOCLS

- The argument so far indicates that the occupational expericnce
of members of communities will be a potent factor in the determination
of sub-cultural differences in beliefs and values, but that these
beliefs and values may be accounted for in a series of differences
vhose origin is in the non-work situation, This argument can be
further advanced to indicate that there are substantial differences
between manual and none<manual workers in terms of their beliefs and
values, differences which correspond to the popular meaning attached
to the words working=class and middle-class,. Yet this single
dimension is inadequate to describe behavioural patterns at community
level. Evidence from Stacey in her study of Banbury iidicated
that, within each ciass there were differences in ways of life which
could not be fully accounted for in these terms. In fact, within
the town studied, she found differences between incomers to the
town (non-traditionalists)}, and those who had lived most of their
lives in the town (traditionalists). Doth dimensions were
considered important indices of hehavioural patterns in Banbury
which "ig cut down the middle by the line which divides the traditional
from the non-traditional" and "across the middle by the line which
divides the middle=-class from the working-class". (Stacey, p. 173).
These two dimensions can be justified on both rational and empirical
grounds,

1. Two Sociolorical Dimensions of the Community

A, Social Class

Stacey's study offergdevidence that the middle-class Danburians
rarely met working-=class Danburians, "They go to different pubs

or to different parts of the same pub, while one group plays squash
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the other plays table tennis, There are special bowls and

cricket elubs for each status group, different types of houses in
different areas, different types of work, hours of work, and methods
of payment, rules of behaviour of what is 'right and prdper', are
sufficiently diffcrent for middle-class and working-class people

not to be comfortable together in informal social circumstances!
(5tacey, p. 171)s She indicated that there was an occupational
status barrier between middle-class and working-class which was
reflected in their way of 11f§, values, and attitudes, It was not
possible to construct for Danbury an N-fold class system (p. 144).
The total population could not be placed in a series of horizontal
groupings, or on one status scale based upon commonly agreed social
characteristics. There were broad differences in beliefs and value
systems,

Ividence from Lockwood sugrested that these differences may be
located in the individuals! primary social experiences, This notion
that social consciousness is influenced by the immediate social
context was reinforced by the work of Dott vho indicated in her study
that "people do have experience of power and prestige in their
place of work, among their colleagues, in schools, and in their
relationship with friends, neighbours, and relations) (Dott, p. 163).
Lockwood maintaiﬁed that "when an individual talks about class he is
trying to say something, in a symbolic form, about his expericnces
of powver and prestige in his actual membership groups and social
relationships both past and present"{(Lockwood, p. 249). Although
Lockwood was mainly concerned with "Sources of Variation in
Working-Class Images of Society', it is assumed in the present
argunent that similar criteria will pertain to the middle-class
grodp.

Lockwood supnorted the idea that pecople could be differentiated
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according to breoadly correlated differences in economie circumstances.
le also indicated that '"the industrial and community milieux of
industrial workers exhibit a very considcrable diversity", and it
would be strange if distinctive patterns of social consclousness

were not generated by different work community relationships (p. 250).
Patterns of social stratification may, therefore, be defined in

terms of differcnt work/community relationships that is the

"overall differcntiation of the population in terms of bhoth 'life-
chances! and 'life-stylest', i.e., to a system of broadly correlated
socio-econonic inequalitics and sub-cultural differences". (1)

Social class is referred to in these terms for the remainder of

this chapter,

D. Traditional and Non-traditional (2)

Within each of the two classes described in this chapter there
is evidence that there may be some variation in the system of beliefs

and values which is related to expericence of occupational and/or

(1) In an earlier paper by Goldthorpe and Lockwood it was suggested
that the broadly correlated socio-economic inequalities and sube
cultural differences corresponded to the popular meaning which is
attached to the word 'social class'. This is, in fact, a fusion
of two distinct concepts social elass and soeial status,

Social elass refers to '"not only the copportunitics to gain
sustenance and income through the possession of property and
skill in different economic circumstances (primarily those in
vhich the market is hirhly developed), but also the life
experiences arising from the way in which such opportunities are
organised’, ‘

Social status refers to '"not only the chances of certain social
groups receiving positive or nepative social honour, ' but also
those life chances Mtincluding opportunities to own certain
t{pes of property and to pursue certain types of cccupation-
that result from the status prercogatives of such groups,"
(Goldthorpe and Lockwood, 1963, pe 158).

{2) Traditional -~ those who adherc to the local system of values.
it includes those who have lived in the community for mot of
their life (Stacey from seven years) or those who have experienced
residential mobility, either enforced or otherwise, who accept
the local system of values, It is assumed that the bLlocked
carecrist would come into this category.

Non=traditional -~ those who do not subseribe to the local system
of values, i1t includes immigrants into the community as well
as those vho have lived all or most of their lives in the
community, who do not adherec to the local system of values,
Within this grouping two further sub-groupings may be
distinguished, Firstly, thosc who have experienced imposed

or voluntary residential mobility, but not occupational mobility.
Secondly, those who are both occupationally and residentially
mobile.
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residential mobilitye. Stacey sugnested that, although manual and
non-nanual workers follow different ways of life, within each group,
there were those who did not adherc to the local system of values.
In Danbury there were "those who are part of the traditional social
structure and who live by the traditioral values and customs of
old Danbury,. There are others, the non-transitiornals, who do not
belong to the traditional social structure and do not accept its
values and customs; they do not share any cormon social system or
system of values and customs for they are composed of many different
and sometimes opposed groups, they include those who have come in
with other systems of values and customs and those who are developing
new ways to meet changed circumstances of their life and work"
(Staéey. pe 14). She addedi that not all born Lanburians were
traditionalizts and that all newcomers were not non-traditionalists,

There is some independent evidence from an educational source
which supports the selection of the traditional/non-traditional
dimension. Didwell described a study carried out by Alford in
California into the attempts of educational authorities to amalgamate
two school digtricts of two small communities, one of which was
opposed to change, This policy was resisted by the locals (old-timers)
and supported by the cosmopolitans (newcomers) who favoured integration.
The former viewed the schoel as an important centre of associational
life in which many community roles were carried out, whereas the
latter, whose interests were less community bound, were not opposed
to the planned change, In this small economically and ethnically
homogeneous community, where tye population was largely composed of
locals, the influence of the cosmopelitans was ofllittlelconsequence
in the implementation of the new policy (Bidwell, p. 1009},

This evidence sugrests that communities may be described by this

additional dimension which Pahl has described as a more important
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dimension than social class (1), (Pahl, p. 279).
Communities may be analysed according to two dimensions, which
although inter-dependent can be analytically scparated, and produce
four types of community. Within the working-class two traditional
and one non-traditional group arce identified whereas the middle-class
is represented by two, one traditional, one non-traditional (2) (Table 1)

CCMMNUNITY SOCIAL STRUCTURE

TRADITIONAL
TRADTTIONAL WORKING=CLASS TRADITIONAL MIDDLE-CLASS
VORKING-CLASS MIDLLE~CLASS
NON=TRADITIONAL WCRKING= NON~TRADITIONAL MIDDLE-
CLASS | CLASS
NON-TRADITICNAL

This table is adapted from Stacey p. 173,
TAPLE 1
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(1) Pahl (p. 13) fails to offer a definition of this term and it is
inferred from his text that class refers to position in the
econonic hierarchy.

(2) These categories are drawn largely from the work of Lockwood (19G8),
who deseribed two types of traditional worker and one type of non-
traditional worker. The middle=class pgroup was not specifically
studied, but suggestions in the notes to Lockwood's paper and
Iknowledge gathered from other studies (Bireh, Jackson and Marsden,
Littlejohn, Stacey, Vatson, Williams), suggest that there is a
vertical division between salaried professional workers and the
local independent professionals and entmpreneurs, Salaried
professionals are conceived ag working in large scale enterprises
through which they move 1in a rcasconably predictable manner, and
accept residential mobility in exchange for upward occcupational
mobility. ~Lockwood gave this factor of occupational mobility low
value in the discussion of working-class groups where it was assumed
that occupational mobility was less in evidence (p. 265, note 24),
lowever, residential mobility will not always be the outcome of
apwvard:-o¢ccupationalrmobility and it is included in the analysis of
the working-class in the present study. On the othexr hand,
occupational mobility, which relates to chances and expectaticas of
upvard mobility, 1s included in the analysis of the middle-class
professionals as it is assumed that this will influence their model
of soeial consciousness, The following quotation from Jackson and
iHarsden indicates the vertical division within the middle-class,.
"Thwddersfield has its prosperovns middle-class, or rather it has
two middle~classes. The first is national, metropolitan in
interest, mobile privately eduecated, Such as the’ senior eivil
servants, doctors, cxecutives, who stay for a while and pass
through the city; but 'belong' elscwhere too, And there is that
other middle=class, very local and rooted, of the self-made
business man, work officials, schoolmasters clinging to their
hone town",
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From this frameworic analysis can be made of different types of
corrmmmities to find out to vhat cxtent social class and traditional/
non=traditional dircncions degeribe sub-cultural differcnces vhich

are reflected in values relating to cducation (1). (Table 24 and 2B).

VCRD CCITLLIITY RULATICKGIIILS
VO SITUATION
Interaction and Interaction and
TUDITIONALS P ot eP®™®  Identirication Identification
* with Vorlmates, with Irployers.
Vorkiinpg-Class -
Prolotarian. Iligh High Low
Vorking=Class i
Defercential, lirh Low ich
iddle~Clase,. High Variable Variable
NCH-TRADIRICLHALS
\VVorking-Class
Privatized, Low Low Low
Middle~Class., Ilirzh High High
TABLLE 2A
COMVUNITY STRUCTURL
TUDITTONALS Interactional Oeccumtional Cecupational
= e Status System, Comrunity, Differentiation,
Vorking-Class
Proletarian, igh Migh Low
Working-Class .
Doferentiale Nigh Low Nich
Middle-Class. Hich fiizh Variable
NONeTOADITICHALS
Vorking=-Class
Privatized. Low Low Low
Middle-Class. High ligh Variable
TADLI. 21

(1) Followinrm Lockwo
will Le influenced by the worlt and the community situation.
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od (1968) it is assumed that beliefs and values

At

work specifie attention is given to involverent in job, interaction
and identification with worlmates, interaction and identification
with employers, In the cormunity to whether status is based on
interactional or attributional status system, whether the community
is occupationally homogeneous or occupa ionaily differentiated,



These tables were construeted by Loé&wood in his "Soureces of
Variation of Vorking-Class Imares of Socicty', (pp. 255-2C0),
They have been modified to ineclude the nriddle-class traditioral/
non-traditional dimension,

2., Traditional and Non-Traditional Crouns

Table 3 gives the focus of the empirical studies on vwhich the
ronainder of this chapter depends for examplez of sub-cultural
differences in relation to cducation,

'CCUS O [2DINICAL STUDIRS CN TRADITICNAL/NCH=-TIRADITICNAL LCIUIING-

CLASS MIDDLE~-CLASD DIMENSICNG

DCDARCIE ATTTA EXANDLES
TRADITIONALS
Vorkingm=Class Proletarian Mays, Willmott, Kerr, Spinley,

Paneth, Young and Willmott.
Vorking-Class Deferential Stacey, Littlejohn,

Hiddle=-Class Stacey, PBirch,

MON=-TRADRITICNALS

Vorking~Class Privatized. Villmott and Young, Musrgrove,
Mitchell and Lupton, Stacey,
Willmott, lMays.

Middle~Class Yatson, Willmott and Young,
Musgrove, Birch, Stacey.

TADLE 3
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A, Traditional Groups

(i) Traditional workinr-class

Lockwood defincs two types of worker in this category, Firstly,
the traditional worker of the 'proletarian' category vhose image of
socicty takes the form of a power modely and secondly, the
'deferential' worker whose social consciousness is one of status
hierarchy.

(a) The 'prolectarian' worker is usually found in communitics

comparatively isolated from the wider society.in sueh industrics as
nining, shipbuilding, and docking. In their work role workers have
a high depree of involvement in their jobs, strong attachments tb
heir work mates, and a high degrec of autonony from supervisory
constraints, This carried over to their community life which
Lockwood cnlls "occupational cormunities", Work associations carry
over to leisure activities, The mark of the community is the
closeknit friendship pattern of neighbours, relatives, and worlmates,
The reinforcing sentiment is that of "belongingness to a work
dominated community". This is based upon a reinforcing system of
interpersonal influence. The community is predominantly one class
with low rates of geographical or cccupational mobility (Lockwood,
Pe 251),

Most of the studies from educational sources come into this
catergory of community. Almost without exception the conclusion
from these studies was that, not only havé the communities heen
indifferent to the educational welfare of their children, but that
there was a conflict in values between the school and the cormunity,
Mays found that the Crown Street area was opposed to the valucs
of the school, althoush there were some differences amongst the
three sub-arcas described, In the study of Lethnal Green reported

in 1958, it scemed that a small proportion of parents
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vere keeny, not just to secure a better job for their childreﬁ, but
to secure a job which required better schooling, Schooling was

seen as a means to an end and around half of those interviewed wished
grammar or techniecal education for their children, Further rescarch
carried out and reported in 1066 did not suggest any greater interest
by parents in their children's eduecation, Some were cncouraging,
some indifferent, and some actively discourazing. The author
sugrested that the neighbourhoed values were not in line with those
of the school, a situation which led to early drop out and early
leaving (Villmott, 1966, p. 88). A study carried out in a miner's
cormmunity came to a similar conclusion rerarding education. Lany
families placed high value on education on the belief that it wus a
means to occupatioral success, llowever, they were unaware of the
demands education made and were unable to give the kind of support
vhich was required for academic suceess (Dennis, et al, p. 234-236),
Armgétive attitude towards scholarship was reflected in the comment
from cne respondent in Kerr's "Ship Street", The lady concerned
remarked that she was "glad Ellen did not get it (scholarship to a
grammar school). She had seen too many children spoilt, It goes
to their head and they no longer know the children who were their
friends and with whom they used to play" (p. 110). In Ship Street
it was the norm for children to leave school as soon as possible to
get a job (p. 68). In another working-clas§ area, Spinley observed
the incongruence between the values of the ehild and the school, and
the lack of scholistic attaimment, Doys were not pushed to the same
extent as pirls and, in fact, Spinley could not find one boy in his
sample who had been to a prammar school (p. 54). Paneth sugrested
that the derands imposed in schools or by any other authority were
neaningless to the cormunity. The behaviour expected of children

was alientp the standards which povernced their behaviour in other
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aspeets of their life. I'or instance, respect‘for rules was not
internalised and it was difficult for the children to respect or
interpret the rules laid down by the school (pp.46-52). This
"eulture conflict" was evident in the work of Mays who suzgested
that the values of the school and the community were antithetical
and provolked necative responses from ecach group (1965,;Ch. 9)

(b) The *'deferential worker?! is found in esmall towns and rural areas

although he is not absent in urban areas, This category of

workers includes those in service occupations, craft jobs, emall
scale family enterprises, and agricultural employment, Their worlk
brings them in direct association with their employer or other white
collar personnel, a process which prevents the development of a
strong association with fellow workers. Job iﬁvolvément is high
and work ties with the cmployer are personal and particularistic.
This strong feeling of hierarchy is sharpened by features of community
life which is made up of a number of overlapping status groups
arranged hierarchically, Membership is determined by a complex
pattern of social acceptance based upon sub-cultural differences.
YMembers are judged upon their membership of those various groups,
criteria of membership being associated with, but not wholly
determined by, occupational status (Lockwood, p. 253).

A number of community studies have been carried out in which the
characteristics of the deferential worker are displayed (1), Few
deal explicitly with the value placed on cducation. In Danbury
the implications of a grammar school education was clearly understood
by both traditional and non-traditional working-class. (5tacey,
pe 140). Ilowever, only one instance is examined for its 1mportance
;;;—;;;-;;;;;;; Emme;;: Ie ) A Eorth Wales v;;lage; -EI;;S, N::-;nd

Scotson, J.L.P, The Established and the Qutsider; and Williams,
WeMe The Sociology of an Enpglish Villarge,




to differcntiate traditionals from non-traditionals, One
traditional worker was not troubled when his son failed to get a
grammar school place, vicreas a non-traditional worker was anxious
that his son should get a place and was delighted when he did.

In another study carried out in a rural area in the south of Scotland,
by Littlejohn, the working class had no special regard for education
but held that their children should have the same opportunities as
any other group, On the other hand,the property owners (farmers)
vere indignant that the working class should expect any schooling
after thirtcen, hoding that this expericnce makes fhem reject rural
life, and leads to rural depopulation, Local professionals agreed
to this in part but held that those children with ability should be
given some chance to attend the sccondary school (p. 108),

(ii) Traditional Middle=Class

The traditional middle-class group incorporate the independent
professionals and entrprencurs and to some extent the 'blocked!
or 'satigfied' white collar professional worker. They are community
bound to the extent that, although they are involved in their
occupation, they are unlikely to move from the town and-consequently
support théﬁlocalivalue}gystem. They are also most likely to make
business connectiohs through their positions in local affairs,
Duginess and leisure may be difficult to differcentiate. They are
involved in an interactional system which is closely related to theif
wvork community relationship. They are most likely to live in mixed
occupational communities bat unlike the none-traditional middle-class
will view these as Qpportunities to advance business and other
interests (1).

(1) In Danbury there were so many cross-threads in personal reltion-
ships that busincss, social, political, religious and family life
were intimately connected, To a great extent the same people
met in every case or the amount of overlapning was sufficient
for behaviour in one field to be known in the other, (Stacey,

Pe 168).
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In the community system they are likély to hold the important positions
of responsibility and leadership, a situation which is ensured by the
local status system which allocates responsibilities according to

fwvho you are's This description embraces Danbury and Glossop.

The middle-class educational pattern of Danbury is traditional
(Stacey, p. 140-142), Children are sent to the day private primary
school and then to a small public or boarding schoel, if they are
unable to get a place in the state prammar school, In the upper
middle~class no case was found of parents taking advantage of state
education, They sent their children to a pre-preparatory school
and later to board at a publiec school, In Glossop no indication
was givén of the preference of this group of people for a
particular type of school, The study suggested that middle=-class
children, as an undifferentiated group, are proportionately more
likely to attend‘a grammar school, than their working ciass counterparts,

DB. Non~Traditional Groups

It will be realised.from the carlier analysis of the affect of
occupational mobility upon the soéial structure of the community
that both the non-traditional vorking-class and the non=traditional
middle-class had expérienced residential mobility. However, it was
more likely fhaf the middle-class group had expericenced occupational
mohility, a feature which would affect their model of society.
Lockwaod suzgested that the middle-class model of society would be
hierarchical, but would differ in many respects from the hierarchical
model held by the deferential worker (Lockwood, p. 265, note 24),
The present arsument maintains that there will also be differences
between the models held by the non-traditional and traditional
nmiddle=class.

(i) Non-traditional workinr-class

The non=traditional working-class is usually found in low cost
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housing estates, in property rented privately, or in local
authorities housing estates, Attachments to worlk are instrumental
and community relatiens privatised. The work role describes minimal
involvenment in the job, and attachments to worlkmates or to the
workplace arc small, Work is seen as a means to an end, not as a
"eentral life interest", VWork is performed for its financial
rewﬁrds. The technology of the work shop isolates the worker from
his worlmates and cohesive work pgroups are not formed, Workers are
not involved in occupational communities and community relafions are
not sustained by longstanding work relationships. Lack of
facilities which encourage participation in common activities, and
the workers inability to create patterns of sociability, lcads to a
home=centred life, This favours the development of a status system
based upon conspicuous consumption, a person being judged by what he
owns rather than by the evaluation of his personal characteristics
as described by his membership of various overlapping status:groups.
"Face to face" relationships have been superéeded by "window to
window" relationships (Lockwood, pe. 257).

In Greenleigh, a community which fits into this category, the
proportion of parents who wanted to send their children to a
grammar school was no different from that of Bethnal?iGreen, the
community of origin of the families studidd (Young and Uillmoft,
pe 178). This contrasted with Woodford, é new comnunity on the
outskirts of London, where the working-class parents were as keen as
the middle-class that their children should do well at school (wiliﬁott
and Young, p. 114). This adds weight to Egzleston's thesis that
marual workers who lived in predominantly middle-class communities,
were more likely to adopt a middle-class orientation to eddcation
(Egzleston, 1967, pp. 34=35). Musgrove and Taylor wlho made a

detailed study of two schools, one in a municipal housing estate,
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the other in a privately owned housing estate, found that only
slightly moée than half of the working-class group from the municipal
housing estate expressed preference for a grammar school education
for their children, They did, however, express the wish that the
school should train desirable patterns of behaviour such as obedience,
respect for elders, honesty, steadiness, trgthfulness, respectablility,
and the curbing of bad language (1969, Ch. 3). In Mitchell and
Lupton's study of housing estates no comment was forthcoming
about education, although there was conflict between the "roughs"
and the "respectables", the former preventing the latter from
bringing up their children as they wvanted (p. 59). In Banbury
no differcnce was made between traditionalsland non=traditionals
except in the case of two workers, The traditional worker showed
indifference towvards grammar school education, whereas the
non=traditional worker was most anxious that his son should attend
a prammar school, although the boy left before he was sixteen, An
interesting feature about the non-traditional worker was that he
was a strorg trade~unionist who was convinced that his son wvas
victimised by his headmaster for political reascons, Perhaps the
group of non=traditional workers with strong trade-union
affiliations will adopt a proletarian model rather than an hierarchical
model of socicty,

Willmott's atudy of Dagenham is of some interest as it
investigated the second generation of a municipal housing_estate.
In contrast to the first gcneration housing estates such as
Greenleigh, where behavioural patterns followed the non-traditional
patterns outlined earlier, the second generation of Dagenham had
re~¢merged with a set of norms and values similar to those which
described the traditional proletarian worker, This study

suggested that the adaptation to changed social and economic
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circumstances, which cncouraged the development of an attributional
status systen, may give way in the sccond generation to one buased
upon interaction, especially where the population remained relatively
unchanged, ¥hen one compares family life in Greenleigh and
Dagenham it is found that the former adopted a home centred,
individuated style of life with family responsibilities being shared
by husband and wife; In the latter the husband and wife led

' separate existencies, In Dagenhan, the husband's social life
extended bcyond the home to his peer group whilst the wife's was
centred upen friends, neighbours, and above all the daughter
(Willmott, pe. 111i). This pattern is similar to that described as
traditional. S0 far as education is concerned the mother may
assume sole responsibility for bringing up the children Leing the
important home figure in the development of the child's educational
aspirations,

Fihally. some urban areas may bLe partly composed of a mobile
population who reside in the area for a limited period of tinme
during which large numbers are unemployed. Part of Mays' Crown
Street area would come into this category. It is signifiéant that
this group were most indifferent to their children's schooling,.
Schools in the less stable and less rooted areas gained fewer
examination svecesses and parents showed less interest in the work
of the school (Mays, 1965, p. 186=-187). In Merton's terms this
group may constitute the true nliens in society. (Merton, 1968,

Pe 207). As a drifting population they azélin the socicty but not
of it, Their rcaction to society is more likely to be reflected in
indifference than in conflict,

(1) Non-traditional middle-class

This group includes the nanagerial, professional, and

adnministrative group of workers vhose carcers for the most part are
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provided by large scale enterprises which ensure opportﬁnities for
advancenmnent through the hierarchical structure of the orpganication,
promotion often being accompanied by residential mobility (1).

This combination of occupational and residential mobility is called
"spiralism", and Vatson, who coined the term, sugpested that "this
mobility in carcer and residence common to manyt prefesceional

people has sirnificant social consequences, for it affects both the
organisation for which they work and #he compunities in which they
live" (Vatson, p. 147). This group differ from the privatised
woriters by the fact that residential mobility is moét likely to be
determined by their carcers,

Lockwood suggests that this group arc likely to find their worlk
intrinsically rewvarding and to identify with both their colleapgues and
their occupational milicux, They are involved in interactional
status systems and although they live in occupationally mixed ¢
communities, they tend to make fricnds amongst their occupational
groupa. They differ from their traditional middle-class
counterparte in that their interactional status system is based
upon the criteria of achievement in occupational life rather than
upon acceptance in social life, Status is based upon the
possession of a number of sub=cultural characterigstics some of which
arc based on achievement, others upon ascription (2).
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(1) No distinction is made between the lower paid white collar and
the professiornal and managerial groups. This ig due to the
suggestion put forward by Goldthorpe and Lockwood that this group
may earn smaller incomes than the manual group of workers, but in
interactional and reclational terms their style of life will
resemble the higher paid white collar group (Goldthorpe et al,
1967, pe 22). C.f. Goldthorpe and Lockwood, 19¢2, for the
defining characteristies of class membership.

(2) In Ranbury the non-traditionalist was less concerned with local

' social acceptance than the traditionalist. Friendship patterns

were narrowver and membership of formal organisations were ecntered

into as a mecans of developing or testing skills, rather than for
the purpose of meeting people, Witness the conflict at the tennis
club between traditionalists and non-traditionalists,

Traditionalists were opposed to competltive ternis. Unlike the

non-traditionalist they viewed the pgame, not as an exercise of

physical prowess, but as a means of conaolidating lonestanding

fricndships (Stacey, pe 18).
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In Yoodford (Willmott and Young, p. 113} the middle~-class

group valued education for its own sake - to make the best use of
the childrents ability. This compares favourably with the middle-
class group in Musgrove and Thyloris study (1969, Ch. 3),
where ninety per cent favoured a grammar schooi education, but stressed
education accordiné to the child's interests and ability., 1In
YWoodford education according to ability was tempered with the
realisafion that gaining entrance to a grammar school opened the way
to university and the professions (1). In DRanbury the none
traditionalists followed the middle-class traditionalists' pattern
by sending their children to private schools, a process vhich they
énvisaged would pass on their achieved status, freeing their children
from the limitations of status from which the parents had risen.
This would give the children more chance of upward mobility than
they could hope for themselves, Middle-class traditionalists who
had worked their way up in business held a similar view (Stacey,
p. 141). In Glossop, no distinetion wds made between the traditional
and non-traditional in terms of education. Distinction was made
between working~class and middle-class childreh to show that the
children of middle-class parents have proportionately better chances
of attending a grommar school than their working-class counterparts,

S The Social Context of the School and Fducational Values

This analysis of the social context of the school in relation
to educational values has proved a useful sociological device to
highlight two dimensions of community seccial structure vhich aid the
clarification of socioiogical differences between different types
of community., This sociological analysis indicates the need to
question the validity of demographic and geographic indices of the
community context of schools which may not point to subecultural

differences in orientation to education. Tvidence from this

(1) This was especcially true amonsst the lower paid white collar
vorkers, Cef. Willmott and Young, p. 113,




chapter suggests that patterns of sceizl relationships and
sub=-cultural diffcrences cannot be tied to specific gecographical
contexts and that the form these differences take will be influenced
Ly home and work situations, It is not suggested that the
comuunity conceived in thesc terms is the causal factor which explains
aifferences in values relating to education at school level. It
is argucd that the community conceived in sociological terms will
provide a more illuminating indication of community expectations
than those described in peographical or demographical:terms. The
use of the two dimensions is more of a sociological strategy than
an assertion of reality,. Further enquiries may reveal other
factors at loecal level which will affeet educational valucs.
[iowever, the evidence from this chapter indicates that the
chanrting occupaticnal structure with its concomitant affcct on
social and occupational mobility may sipgnificantly influence
patterns of social integration and socinl control. This process
may have some bearing upon educatienal values. For instance in
the style of 1life personified in the privatised worker, the mode of
social integration will move from the situation where social
control is mediated through a common system of beliefs and valucs
wvhich produces detailed repulation of conduct in traditional working
class communities, to one in which the immediate family will be
more responsible for the behavioural responses of their children (1),
Where these responses are indeterminate or weazk, children may turn
to their peer group as a source of values and beliefs, including
those related te education. (llargreaves, pe. 149, DBggleston, 1067,
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(1) For a discussion of the concept "style of life" see Burns, T.,
(1967) "a meaning in everyday life", New Society, 25th May,
1967, For an empirical example of its use see Ginzberg, L.
{1966) The Life-Styles of Lducated Vomen, New Yorlk:

Columbia University Press,




communities, although in non-traditional communities in the abscnce
of a cemmonly accepted system of values, the peer group influcnce

may become the primary determining factor in modifying or reinforcing
cducational valuecs,

So far as the niddle-class group is concerned the detailed
conduct of 6hildron will be constraincd by a normative climate wvhich
places high value con education. This may be particularly cvident
amongst the professional and managerial group whether occupationally
mobile, occcupationally Dblocked, or occupdtionally rootcd in one
community who have no cstablished businesses to pass on to their
children, Howevenry local entrepreneurs may view the development
of skills and knowledge as important fcatures in the continued
survival of their busincss enterprises. The schooling of children
rmay be significantly related to this factor.

Finally, this chapter indicates that the effective study of
the school depends upon placing it in its social envirohment,

This factor was recognised by both Parsons and Perrow, although
neither offered specific methodologzical strategies for assessing
educational values, This chapter offers some information of the

conditions and ecircumstances which might influence those valuese.
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CONCLUSICN
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This study has concentrated upon the role of sociology in the
orgarisational desisn of school systems and one'of the avenues,
teaching, through which this knowledge is diffused to those involved
in scheool systems of cducation, It was assumed that the
séeiological perspective would alert educators to some of the
sociological factors which would be the source of orpanisational-
linked educational problems. It did not dead with the sociologist
in the role of consultant or adviser to school systcems, with the use
of specific stratcgies to effect educational change, nor with the
prohlem of collaborative relationships between sociologists and
educationilsts,

The overview of the organisational and community features of
school systems indicated that the intellectual basis of this work was
restricted by the limited scope of sociological rescarch into the
orpanisational structure of the school, The discontinuous rature
of this rescearch sifnified the need to develop a comprehensive
frameworlkt on which to order existing research, one vhich identified
the structural features of school gystems vhich might Lie the source of
organisational problems, This would offer clues to problems which
wvere generic to school systems, and to some of the consequences which
would be most liliely to occur with the introduction of planned-
educational change, It wvas found that the judicious use of theoretical
concents, ideas, and research findinza from other arcas of sociological
research provided a fruitful additional source of information which
highlighted some of the structural featurcs of school systens,.

The study demonstrates that the informed use of sociological
findings contributes to all phases of cchool life from foal settineg
to moal implementation. No strategies werc specifically offered to
deal with educutional problems, but some indication was given of the

conditions and cirecumstances whieh should be considered wien
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diagnosing educational proﬁlems and jmplementing educational roals,

The scciological perspective challenged two aspects of goal
formulation, Pirstly, the work of Gross, N, and others challenged
the assumption that tecachers, pupils, parents, and others who are
involved in school systems held similar views about educational goals.
In state schools it was asserted that there was not a high degree of
consensus over the goals of the school; whereas in public schools
Lambert maintained that members of’the organisation set shared similar
views in relation to the objectives of schools. Iowever,
disagreement or agreement over organigsational goals is still
relatively unexplored in schools in this country. Secondly, the
theorctical orientation put forward by itzioni (19350) questioncd the
validity of the arbitrary definition of goals, Lducationists
ovcrlaoked the organisational and community variables which
influenced the attainment of organisational roals. The recognition
and understanding of the complex set of factors which influenced
the functioning of schools, provided an objective basis on which to
formulate the roals of the school, This would be supplemented by
the educator's knowledze of non~sociological variables which would
have sorme influence upon school functioning,

I{ the sociological perspective made a contribution te goal
formulation it also indicated a number of conditions which eould
influence the inplementation of these poals. The distinction between
external and internal-directed problems was fairly clear cut. The
fact that the school existed within an administrative as well as
social environment exposed the school to a number of prohlenms which
affected its functioning, Problems were likely to arise when
nembers of the cormunity, whether educational adninistrators or other
interested persons, attempted to interfere with the decision making

processes of the school, It was demonstrated Dy Parsons and Bldwell
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tlat the school required a measure of autonﬁmy to make deéisions
wvhich were in the best intercsts of the children as well as the
public constituency. Chapter 5, "The Social Context of the School',
also suggested that the implementation of educational goals woﬁld

be influenced by the social composition of the school's catchment
areas Schools in middle-class areas were more likely to be supportive
of the cducational goals of the school, whilst those in working-class
areas were more likely to place low value upon-education. There was
" evidence to suggest that this held true in both traditional and
non~traditional communities although the locus of these values was
lilkely to differ in each, For instance, traditional working-class
communities were governed by complex and inflexible systems of

norms and values wvhich produced detailed regulation of conduct.

These values placed a low premium on education,

Internally, two problem areas arose, the first at administrator=-
tcacher level, the second at teacher=pupil level. Firstly, both
Parsons and Didwell maintained that schools were expected to achieve
a minimal level of educational attainment, a process which required
some control over what went on in the classroom. This was ensured by
rational procedures to facilitate the sequential co-ordination of
classroom activities, Teachers, on the other hand, were confronted
with children vho showed marked differences in aptitude and ability.
1t was necessary to assess subtle variations in behaviour and adjust
teaching techniques accordingly. This entailed a measure of
functional autonomy over what was taught in classrooms, and made the
contral and co-ordination of classroom activities problematic.

Secondly, both Hargreaves and Gordon indicated that children
enter school compulsorily, and it was likely that the youth culture
of the school wounld he organised around the immediate interests of

the children, Where children's values were opposed to the school,
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teachers were cxposed to the problemé of ensuring that the
children's educational level would conform to their abilities.

The study also indicated that the funetional approach enployed,
in particular by Parsons, under-ratced the effeect of change, both
planned and unplanned, upon the striucture of social relations in
schools and upon the goals of schools, Unplanned change related to
social processes over which the school had no control but wvhich
affected the functioning of the school. Planned change related to
contrived schemes to improve educational practice, These plans
often met with unanticipated consecquences, The distinction between
cxternal and internal preblems was again fairly clear cut.

Analysis from a number of commuﬁity studies indicated that the
composition of the catclment areas of schools may be chanring due to
the process of residential and occupational mobility. It vas
hypothesised that these chanres would have an effeet upon the
non-traditional workinreclass and their values relating to education.
This group, who predominantly lived in low cost nrivate hiouses or in
local authority housing estates, had no commonly accepted gystem of
norms and values, in contrast to their traditional working-class
counterparts, In these communities the immediate family became more
responsible for the behavioural responses of the children including
values relting teo education. here the home background of
children was indifferent to tho values of the school it wns likely
that the peer group would become the‘importnnt source of Licliefs and
values including these relatine to education, there sccondary
education was reorganised along cormpreliensive lines and the catchment
arcas of schoolsbecame more homogeneous, Eomleston sugpested that
it was conceivable that the necer group could become tlie most important
source of decisions relating to cducation, cspecinlly where home

baekpground vas indifferent to =choolinr,



142,

The presence of unselected clients may have a crucial effect
upon the successful attainment of the goals of the school, It also
may lead to their modification or transformation. Schoola as
organisations are cnsured of a steady flqw of clientele and normally
their ecxistence is assured. Where the school has no control over
its intake the work of Gouldner sugrested that it may develop
adaptive mechanisms to deal with these pupils vhose values are
onnosed to those of the school, The preécnt vriter hés knowledge
of a school in Leicestershire vhich employed a system of serregation
to ninimise disruptions, Boys, in the fourth form vwho were in
their last term of school continuallj violated the rules of good
conduet in schools and adversely affceted the functioning of the
school, They were scprerated into a single form for all school
activities and supervised principally by one teacher who had few
control difficulties. In other circumstances these boys may be
placed in the lower streams of the school, For some grouns of
children circumstances enforce the modification of the school poals,

Pressure of environmental restraints was also apparent in the
study carried out in a junior college in America by Clarlz, a process
vhich led to the transformation of the original organisational goal,
Vocational training was the oricinal objective of the collersze.
Pressure from students vho wanted to follow a curriculum course
wvhich led to university transfer forced the college to emphasise
curriculum over vocational coursese This diverted the collere from
its oripginal goal. |

Within schools planned changes are taking place vhieh effect
the task structurc as well as the non-tack related social structure.
Tor instance, the movement to team tecaching hag important consequences
for personnel in the scliool, The approach of Perrow and

Ternstein indicated that it could have a far rcaching ef{fcet upon
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the co-ordination and control of teaching activities,

Co~ordination of teaching activities would require cé-operative
efforts from tcachers from different subjects, a process which

might undermine both individual and departmental patterns of
autonomy. lHowever, it was demonstrated that the leoss of “
individuval power would be replaced by a greater measure of collective
power of teachers in determining major decisions relting to teaching
taslis,. This could provide problems in the co-ordination of these
activities by the administrative staff, In some schools this
problem was overcome by the appointment of a senior member of staff
vhose specific job was to co-ordinate the teachins activities of the
nembers of the teaching team,

Inowledrse of both planned and unplanned changes are useful to
anticipate some of the difficultices which schools are likely to
cncounter in the contemporary cducation scenc, llowever, the
recornition of community and erganisational-linked sources of
cducational problems is only valvable if the school is in a position
to manipulate or influence those variables considercd inmportant,.

The study by llarercaves ot Lumley Secondary School illustrated these
points although it was not speeifically formulated as an cvalunative
study of the organisational effectivencss of the:oachool. Ile recognised
that the schooll was influenccd by a number of orguanisational and
cormtrunity forces vhich affected the ovitcome of the educational
.proﬁess. e focussecd upon one organisational feature over whieh
the school had some control, strcaming. It was the source of
operational problems at Lumley. Streaming was responsible for the
process of sube-cultural differentiation in the school, and it had a
fundamental affcct upon the educative proéess and prevented the
attainment of both the academic and social goals of the school, In

the section of his study vhich dealt with "Implicafions'for Lducation',
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he offered a number of suggestions to overcome the problems experienced
in the school,. It was conceived that these suggestions or strategies,
if adopted, would lead to the school's greater effectiveness in
achieving its roals. It was not the purpose of the study to
evaluate the effect of streaming upon the social processes of the
school, and to sugrest stratecies to minimise orgonisational
disruptions, so that there was little information regarding the
staff's receptivences to llargreaves! sugrestions for preventing or
ninimising organicsational problems which accoﬁpanied the process
of strecaming. ilovever, the lack of recceptivity to one piece of
advice to mininise organisaticnal disruption indicated another
important problem in organisaticnal design, the pap between research
findings, advice for action, and action itsclf.

Ilargreaves! onc piece of unequoviecal advice to prevent
sub=cultural diffecrentiation was to abandon the system of
streaning, This strategy was unacceptable to the staff of Lumley.
Alternative strategies wverce put forwafd which might be acceptable
to the school without too much disruption of the present orpanisational
framework, but no report was made of the way thece vere received by
the staff,

The negative response of the staff to the abandonmment of
streaming touched upon a scnsitive area of educational pedagopy.
It would have been interesting to know vhether strategies vhich
touched upon less ceontral aspects of the cducatioral frocoss, such
as the re-organication of extra-curricular activitics to cnsure
co-operative relationships, would have arocuced such oppositions

The implications of this study for organisational decign are
extremely important. If a sociologist carries out a study of the
effectiveness of the school and sursrests sirategies which are not

practical, unanticipated, or controversial, he may lcave the



educational system not only with the original problem, but with
the additional problem of what to do with the additional information.

Clearly when the sociologist moves out of the sccurity of the
lecture room and into the world of empirical research into
. organisational design, he may encounter a number of problems in
translating his research firndings into lines of aetion which are
acceptahle to the educational systen. In this country, sociolorists
of education may have anticipated a number of these difficulties,
and decided to concentrate upon less controversial areas of
organisational analysis, Cerfainly King indicated that it was
unethical for sociologists to become involved in evaluative studies
of schools, Ile maintained that educational decision-making was
the prerogative of the educationist, This limited the utility of
soclologmy in the organisational design of school systems, It is
possible, without incurring unusual problems of value ambivalencc,'
for sociologists to carry out evaluative studiez of schools and
contribute to greater organisational effectiveness. They have been
undertaken in other orpanisational fields. [largreaves? study
offered a bepginning, Even although it was not conceived to solve
orzganisational problems it woﬁld be intercsting to find out the
relative utility of his proposecd strategies to cffect orpanisational
change,. This weuld prove invaluable to the development of lines of
action for schools which experienced similar problems,

To sum up. Increasingly sociclogists are heing used in
colleges and universities in the assumption that their gkills and
knowledge will materially improve the training of teéchers and
educational administrators, Unfortunately there has been a lack of
curiosgity amongst sociologists of education to go beyond their
scholarly endeavours to bring their competences to bLear upon specific

cducational problems of school systems, Admittedly, a2 mmber have
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carried out empirical studies of schools and offered a more
objective aszessment of the interpersonal factors which affect tihe
functionine of schools, Pew have become involved in deliberations and
decislons relating to the develoment of educational policye. This
iz a sensitive area of organisaticral design and zaciolopists rmust
not create expectations which they carnot fulfil. Nevertholess,
sociologists have the onportunity to show that {heir theoretical
ideas and regearch findings ecan penetrate beyend a surerficial level
and have direet application for problems of pruactice, Jeveloyments
in this direcetion would counter the often raised criticism that
sceilolegy is an academie dlzeipline with no direct applieation to
practical sitvations, This is not an argurent for cempulsive

involvenent nenleeting other arcas of sociologleal cndeavours.

This study has outlined somo of the resources available to
those involved in the teaching role to indicate some of the
orpanicational and cormunity-linfied sources of cducational nprohlems.
Cthera mirht turn profitably to theo emplrical atudy of
organisational effcctivencss to offer gspecific straterics to
alleviate organizational disturbuances in schiosls, this will involve
them in collaborative relationships with educationists, an
intellectunl encounter which may Le tlhe source of further ;roblems,
Lnewledge of these may prove vital to the successiul utilisation

of the lindings of sociologys
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A FRAMEWORK I'OR TIIE CCMPARATIVE ANALYSIS CIF THE SCHOGCL AS AN

ORGANISATION (1)

Perrow argued that it was unwarranted to assume that the major
variable was being held constant when comparing several schools,
unless the singular technologies of each of the schools was |
considered. His observations suggested that the technologies
employed by schools wiil_affect the task struetures, the social
structure, and the goals of schools,

Technology

Perrow indicated that, although a numbér of aspects of technolory
were important in some contexts, for his purpose he was only concerned
with two which were directly relevant to organisational structure.
Firstly, the number of exceptional cases encountered in the worlk,
and secondly, the search process which took place when exceptions
occurred. This is an inadequate basis for comparing the educational
technolopgles of different types of schools., The absence of empirical
investigations makes the interpretation of these aspects of technology
impossible to formulate, However, there is some evidence, mostly
of an ideological nature, which differentiates schools according to
their routine or non-routine character, differcnces which can be
described in terms of the type of educational technology employed.

To illustrate these differences a hypothetical comprison will
be made between two "types'" of comprehensive schdol, one utilising
a routine, the other a non-routine technology (2). Doth schools
will be non-selective, drawing their pupils from similar socio-cconomie
status catehment areas, This will control differences in
intellectual abilities assuming that the schools drav from a normally

- - oy e A A W e e s ey Sk D S A S T Sl e e - - .

(1) Dased upon the paper by Perrow, C., (1967), "A Framework for the
Comparative Analysis of Organisations", American Sociological
Review, Vol, 32.

{(2) Sec nccompanying model of the "Parts" of routine and non=-routine
schools at the end of this appendix,
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distributed population, and for divergeﬁces in receptiveness to
schooling which may be affected by differences in social class
backgrounds.

1. Educational Technology

Easic to the analysis of educational technology is the assumption
that the teaching situation must allow persistent interaction between
teaéher and child, This will permit teachers to assess subtle
variations in behaviour and adjust teaching techniques accordingly
(Bidwell, p. 975). However, the principles underlying the pedazogiecal
approach to tcaching may vary. Dernstein in his penetrating paper
"Open schools, Open Society" sugmested that these principles might
be changing, although they existed at an ideological rather than
a substantive level, The change was evident in some schools, or
with different age groups within schools, The changing padagory
emphasised the teacher as a problem poser where knowledze was created
in the context of self discovery. This contrasted with the pedacory
which was concerned with the learning of standard operatiﬁns in
specific contexts (p. 352). The former, in this section, will be
denoted by the term "non-routine", the iatter by the term "routine',
In routine schools the orpganisation of teaching will be based upon
ability groupings each class or group being taught by a different
teacher for each subject. In non=-routine schools there will be sone
integration between subjects the focus being on interdisciplinary
enquiry in which some form of team teaching will be employed.
Although there are many interpretations of team teaching, in this
diséussion it will be confined to the selection of a set number of
teachers for a prescribed number of children, The teaching group
will offer a wide rance of professional skills, The pupil group

will be undifferentinted in terms of ability.
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2e Environment of routine and non~routine technologies

In routine schools pupils will be fixed in sets or classcs
according to ability, each set or class having a fixed number of
pupils. A single teacher will be assigned to each group for a
specifie period of time, There will be fixed classrooma for each
subjeet and pupils will move to different classrooms for ecach
subject, In non=-routine schools pupils will be placed in
heterogencous ability groups, and the number in each group, and the
time spent with each pgroup, will depend upon the nature of the task
set, Teaching space will not be confined to specific classrooms
and will be adapted to the requircments of the teaching task,

Within this context it can be expected that teachers will
encounter a number of exceptions in both routine and noneroutine
schools, but these will be greater in the neon-routine, In routine
schools, with timetables and teaching tacsks peared to some form of
examination and pupils streamed according to ability, exceptional
circumstances will be less likely to be encountered, Search
processes in thig highly structured situation will depend upon the
insights and experience of individual teachers and will be related to
the narrowly prescribed curficulum. In non-routine schools where
pupils will be grouped according to their individual needs which will
be determined b& the nature of the teaching tasks and the aptitudes
of individual children, exceptional circumstances will be more
likely to occur. In turn the search procéss will be more complex
in determining the educational needs of each individual child,
Teachers will be unlikely to work in isolation and some form of
co-operative effort will be required to diagnose the type of programme
to offer to children, and the strategies to be employed to cnsure
educational improvcment, Programmed learning machines may be

employed to ensure some predictability of outcome.
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Je Task Structure

Task structure, according to Perrow, was defined in terms of
differences in control and co-ordination. Control was broken up
into two components; the degree of discretion an individual or group
possessed; and the power of an individual or group to mobilise
scarce resources and to control definitions of various situations.
Diseretion involved judgements about vhether close supervision was
required on teaching tasks; about the need to change the
curriculum; and about the interdependence of teaching tasks,

Power involved cheices regarding basic goals or strategies,

In routine schools which will be orientated to some kind of
examination system, discretion will be limited with regard to the
subjeets taught, WVhere the educational outcome is preseribed and
the teacher and teaching group converge in the isolation of the
single classroom, close supervision of teaching tasks will be the
norms. Interdependénce of teaching tasks will be unnecessary in
this highly structured situation.

The power of the teacher or of a tecaching group to influence
basic goals or strategies in the routine school will be organised in
terms of subject departments, and the distribution of this power
will depend upon the importance attached to each subject,

In non-routine schools it can be expected that the.topic
centred interdisciplinary enquiry will require a greater
interdependence between teachers, and between teachers nnd taught,
The division of labour between teachers will rely upon the expertise
of individual teachers and upon their willingness to co-operate in
naking use of their skills in a variety of different situations with
groups of children which will vary in size and ability. Children
will be expected to undertake a number of tasks without the close

supervision characteristie of the routine school. Disecretion



with regard to teaching tasks will be exercised in a different way
from that in the routine school. In the former discretion will
not be limited by a prescribed examination system which will
determine the choice of subjects to be taught, but by the necessity
of co=operating with other teachers in determining what will be
taught to what category of pupil,

Choices regarding basic goals and strategies will rest in the
collective response of the teaching staff although it will be
difficult to determine the location of major policy decisions as
distinet from day to day opecrational decisions. The allocation of
teaching staff and tcaching groups may change in non~routine schools
but the method of allocating responsibilities will still be delegated
to heads of departments who will Le given additional financial
allowances for this specific responsibility. Unless the method of
allocating responsibilities changes it could be proposed that power
will continue to lie in the hands of subject departments, a possibility
which may encourage interdepartmental antagonisms and undermine the
success of interdisciplinary enquiry.

Co=ordination of task reclated activitices in routine schools will
be achieved by planning whereas noneroutine schools will be larpgely
dependent upon feedback,

i Social Structure

Perrow suggesfed that the social structure, or the non-~task
related aspects of organisational structure, would be one of four
types all of which were present in all organisationé althourn the
saliency varied. They were; firstly, social identity or communal
social structures born of long tenure and close vorking reltionships;
secondly, goal identification based upon the mission of the organisationg
thirdly, work or task identification based upon technical satisfactionsy

and fourthly, instrumental identity based upon such exipgencies as



job security, pay, and protection from arbitrary power. In schools
the first and third may approximate to Gouldner's "local' and
"cosmopolitan'" respectively in which close working reltionships
will be characteristic of "locals" and technical satisfactions character-
istic of "cosmopolitans", Goal identification or the mission of
the organisation will be high In most types of schools, although it
will be much higher in "progressive™ schools such as A.S5, Neil's
"Summerhill", The fourth category will be unlikely to apply to
any type of school in this country.
5. Goals

Perrow identified three types of organisational goals, Firstly,
system goals which related tq the characteristics of the system as
a whole, Secondly, product characteristic goals which related
to the product the organisation decided to emphasise, Thirdly,
derived goals which referred to the uses to whiech power generated
by the organisation could be put independent of the other two poals,

In routine schools system goals will emphasise orpanisational
stability, few risks, and examination successe. Product goals will
reflect little innovation, quantity rather than quality, superficial
transformation of behaviour patterns, such as the acceptance of
discipline, rather than the restructuring of character, Derived
roals will reflect a conservative stance in routine schools,
Non-routine schools on the other hand will he less influenced by
examination success, will take more risks, and will expect a
certain degree of organisatienal flux, Innovation will be
encouraged, quality will be advocated at the expense of quantity,
and basic character transformation will be approved, Non-foutine
schools will be progressive,

Although Perrow's perspeetive ipgnored the roie of cultural and

social environments in defining the characteristics of pupils and
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the organisational goals and functional processes of different types
of schools, he provided some provocative ideas regarding the
possible effects of technologieal change on the task structure,
social structure, and goals of schools. Some of the implications
of these ideas will be discussed in the coneluding chapter vhere
both the organisational consequences and the possible organisational

obstructions to such changes will be discussed,



155,

QCUTING ‘ NON=-RCUTING

1. Dducational technology =

(a) Sgandard opecrations in {a) Interdisciplinary enquiry
specific contexts. invelving team teaching,

2, Technological environment -

(a) Fixed sets or classes. (a) Variable numbers in groups.

(b) Ability groups. (b) Mixed ability groups.

(c) TFixed classroom. (c) No fixed classrooms.

(a) Fixed periods of time per {(d) Variable work periods,
class,

e Task Structure =

I Control
(i) Discretion ~

(a) Little control over changes {a) Control over curriculum high,.
in curriculum,

{b) Supervision of classes high, (b) Supervision of classes low,

(¢c) Interdependence of teaching {¢c) Interdependence of teaching
tasks low. tasks high,

(11) Power -
(a) Departmental, (a) Collective,

IXI Co=-ordination
(a) Plan. (a) Feedback,

4, Soecial structure -

(a) Admixture of goal and mission (a) Admixture of goal and mission

identity. identity.
5. Geals -
(i) System
(a) Organisational stability, (a) Organisational flux,
(b) Few risks. . (b) nisk taking,
(c) Exom suceess, (¢) Individual success.

(1i1) Product

(a) Little innovation. (a) Innovation,

(b) Cuantity. (b) Qualitye.

(¢) Superficial transférmation (¢) Basic transformation of pupils,
of pupils,

(iii) Derived

(a) Conservative, (a) Prosressive,
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