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Doing the work of God
Home schooling and gendered labor

Michael W. Apple

Introduction

In Ednearing the “right” way (Apple, 2000; see alse Apple ef al., 2003), I spend a good deal of
rime detailing the world as seen through the eyes of “authoritarian populists.” These are
conservative groups of religious fundamentalists and evangelicals whose voices in the debates
over social and educational policies are now increasingly powerful. I critically analyzed the ways
in which they construct themselves as the “new oppressed,” as people whose identities and
cultures are ignored by, or attacked in, schools and the media. They have taken on subaltern
identities and have (very selectively) re-appropriated the discourses and practices of figures such
as Dr. Martin Luther King to lay claim to the fact that they are the last trulv dispossessed groups.
A considerable number of authoritarian populist families have made the choice to home school
their children,

Home schooling is growing rapidly. Although 1 shall focus on the United States in this
chapter, it is witnessing increasingly large rates of growth in many nations in Eurape, in Auvstralia,
in Canada, and clsewhere (see Beck, 2008, 2006). Howcever, it is not simply an atomistic
phenomenon in which, one by one, isolated parents decide to reject organized public schools
and teach their children at home. Home schooling is a social meveiment. Tt is a collective project,
one with a history and a set of organizational and material supports (Stevens, 2001: 4).

While many educators devote a good deal of their actention to referms such as charter schools,
and such schools have received 2 good deal of positive press, there are far fewer children
m charter schools than there are being home schooled. In 1996, home schoal advocates
estimated that there are approximately 1.3 mullion children being home schooled in the
United States. More recent estimates put the figure even higher. Given the almost reverential
and rather romantic coverage in national and local media of home schooling, the numbers
may in fact be much higher than this, and the growth curve undoubtedly is increasing. At the
very least, more than 2.2 percent of school-age children in the United States are home
schocled (Sampson, 2005).

The home schooling movement is not homogencous. It includes people of a wide spectrum
of political/ideological, religious, and educational beliefs. It cuts across racial and class lines
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(Sampson, 2005). As Stevens notes, there are in essence two general groupings within the home
“Christian” and “inclusive.” There are some things that are shared across

school movement,
2 sense that the standardized education offered by mainstream

these fault lines. however:
schooling interferes with their children’s potential; chat there is a serious danget when the state
intrudes into the life of the family: that experts and bureancracies are apt to impose their beliefs
and are unable to meet the needs of families and children (Stevens, 2001: 4=7). These worries
tap currents that are widespread within American culture and they too cut across particular
social and cultural divides.

ation on home schoolers is limited, but in general home schoolers seem
to be somewhat better educated, slightly more atfluent, and considerably more likely to be
White than the population in the state in which they reside (Stevens, 2001: [1). Although it
rsivy of the movement, it is just as crucial to understand that
and/or ideological

Demographic inform

is important to recognize the dive
the largest group of people who home school have conservatve religious

commitments (Apple, 2006). Given the large number of conservative Christians in the home
schooling movement, this picture

Christians in general (Smith, 1998).

Based on a belief that schooling itself is a very troubled institution fbut often with widely "

ations of what has caused these troubles), home schoolers have created
about schools are shared, as are stories of successful home”
t goes on in public schools and the dangers

divergent interpret
mechanisms where “horror stories”
schooling practices. The meraphors that describe wha
associated wich them, especially those used by many conservative evangelical home schoolers,
are telling. Stevens puts it in the following way: o

Invoking the rhetoric of illness (“cancer,” “contagion”) to describe the dangers of
uncontrolled peer interaction, believers frame the child-world of schoo! as a kind of jungle
where parents send their kids only at risk of infection. The solution: keep them at home, - .

away from that environment altogether.
{(2001: 53

Given these perceived dangers, through groups tt
and national levels, home schooling advocates press departments of education and legistature
idren. They have established communicativ

to guarantee their rights to home school their chi

necworks—newsletters, magazines, and increasingly the Internet—to build and mainiain &

community of fellow believers, a community that is often supported
the “wisdom” {and very often godliness) of their choice. And as we shall see. increasingly as
well the business community has begun to v
2001; 4). Religions publishers, for-profit publishing houses large and small, conservative:
t entrepreneurs, and others have undesstood that & marke

colleges and universities, Interne
ans, textbooks, religious material, CDs, and so;

in cultural goods—classroom materials, lesson pl
forth-—has been created. They have rushed both to respond to the expressed needs and;
hat are not yet recognized as needs themselves. But the market would ot
the successful identity work:
hich such & market coul

to stimulate needs ¢
be there unless what created the opportunity for such a market

of the evangelical movement itself—had not provided the space in w

operate.
Conservative Christian home schoolers are part of a larger evangelical movement that his

been increasingly influential in education, in politics, and in cultural institutions such as th
media {Apple, 2006; Binder, 2002). Nationally, White evangelicals consttute appro:{in‘;ately_.
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matches the overall demographic patterns of evangelical

1t have been formed at both regional ;

by ministries that reinforce:

ealize that this can be a lucrative market (Stevensy:

25 percent of the adult pepulation in the United States (Green, 2000: 2), The evangelical
pﬂ[_‘lui;l‘[iﬂﬂ‘is growing steadily (Smith. 1998), as ic actively provides subject positions ‘m:l ntj‘:\f
.iécn_titws for people who feel unmoeored i a world where, for them, “all that 13 Iﬂcrcd i
profaned” and where the tensions and scructures of feeling of advanced capitalism do 1'}‘Ot- cprovidl::
either a satisfying emotional or spivitual life. The search for a “return™—in the face of 111‘-1'01;
thrcafs to what they see as accepeed relations of gender/sex. of authority and tradition OI{IITIE{]O‘I]
and family—is the guiding impulse behind the growth of this increasingly ‘lU\\"t;I'ﬁll whl|
movement (Apple, 2006). ) e o

Home schooling and compromising with the state

A lurg.c ;.mmon_of social movement activity targets the state (Amenta and Young, 1999: 30
and this is especially the case with the home schooling movement. Yet, although E-l.mre is ot"tm;
a fundamental mistrust of the state among many rcligi@)usly‘ conservative home:choolcrs‘ there
are a considerable number of such people who are willing to compromise with the starc;y The
employ state programs and funds for their own tactical advantage. One of the clearest (;‘\Z’-ll‘il w%ez
of this is the growing home schooling charter school movcn;cnt in states such ;lsl.Ca.]inoril-lil-
Even though many of the parents involved in such programs believe that they c‘10 not \\"ll;é
tl}u}lr{ ch.ild;;‘n te be “brainwashed by 2 group of educators” and do not want t(; “leave [thch-ir]
chitdren off somewhere like a classroom and have them influenced and taug  someone
[ am not familiar with” (Fluerta, 2000: 177}, a growing number of C hriu;'ri-ulji‘]i11.:31':)1?']'Lfm"-'th:l{T
| . : a g “hristi; servative parents
havc IJ.CCOITIC quite :1d‘cpt at taking advaniage of govermment resources for their own benefit,
By waking advantage of home school charter programs that connect independent families through
the use of the Web, they are able to use public funding to support schaoling that they 1-;3d
previousty had to pay for privately {(pp. 179-180). This is also one of the reason;thﬂt the ﬁ’rurcs
on the number of parents who home school their children are unreliable. o
But it is not (.m]y the conservative evangelical parents who are using the home schaoling
charter PUSSIblhtleS for their own benefit. School districts themselves ar; actively scmtcgizin:’
emploving such technological connections to enhance their revenue flow bust I]]ﬂi!l;lll[lilio{;

. i}\]l?tmb enrolments or by actively recruiting home schoel parents to join a home school charter
his can be expected to increase given the cconomic crisis currently being experienced by so

many nations. By creating a home school charter, one financially pressed small California school
dlstnct. was able to solve a good deal of its economic pmblem.:;. Over the first two vczlr;‘. of its
operation, the charter school grew from 80 students to 750 (Huerta, 2000: 180). S'inCt; theré
are only very minimal reporting reguirements, conservative Christiﬂ'n parents ére able to act

.. G \. 2y M Y - S A H
“on their desire to keep government and secular infAuences at a distance, and, at the very sane

me, school districes are able to maintain that the children of these funilies are enrolled in

- public sc 3
public schooling and meeting the requirements of secular schooling.

Y(.t, we d i i H
E B lUulLl bf. cautious of using ANO d SeCuls ’ ere 1 = o it ing
& Lln-", the v B ] o [t 15 Llf.fl[' ﬁ'on} thL ](.'&I']llnr_)

“records th ¢ parents s i i i

: s that the parents submit that there is a widespread use of religious materials in all of the
content, Bi sadines. devotional les i i R e

_ t. Bible readings. devotional lessons, moral teachings directly from online vendors, and

0 on were widely integrate ithi
oy v A y - a feacry et o 1
¥ grated by the parents within the “secular”™ resources provided by the

. _é_t_:hoo],

Such - » lack ilicv for i i
content, and the lack of accountability for iz, raises serious question abour the use of

public finding f; . e £ .-
: E}a' [ &%‘mg for avertly conservative religious purposes. It documents the power of Huerta’s
im t : o scast its . - i
nat “in an attempe to recast its authority in an era of fewer bureaucratic controls over
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schools, the state largely drops its pursuit of the commuon good as public authority is devolved
to local families” (Huerta, 2000: 192). In the process. technologically linked homes are
reconstituted as a *public’” school. but a school in which the very meaning of public has been
radically transformed so thar it mirrors the needs of conservative religious form and content.

Home schooling as gendered labor

Even with the strategic use of state resources to assist efforts, home schooling takes hard work.
But to go further we need to ask an important question: Po does the labor? Much of this
labor is hidden from view. Finding and organizing materials, teaching, charting progress;
establishing and maintaining a “proper” envirenment, the emotional labor of caring for, as well
as instructing, children—and the list goes on—all of this requires considerable effort. And most
of this effort is made by wemen (Stevens, 2001: 13).

Because home schooling is largely women’s work, it combines an extraordinary amount of
physical, cuttural, and emotional Iabor. This should not surprise us. As Stambach and David
(2003) have powerfully argued, and as Andre-Bechely (2005) and Griffith and Smith (2005)
have empirically demonstrated, assumptions about gender and about the ways in which mothers
as “caretakers” are asked to take on such issues as educasional choice, planning, and, in the case
we are discussing here, actually doing the education itseltf underpin most of the realicies
surrounding education. But home schooling heightens this. It constitutes an intensification of

women’s work in the home, since it is added on to the already extensive responsibilities that-

women have within the home and especially within conservative religious homes, with their
division of labor in which men may be active, but are seen as “helpers” of their wives, who

carry the primary responsibility within the domestic sphere. The demands of such intensified -

labor have consistently led women to engage in quite creative ways of dealing with their lives.

This labor and the meanings attached to it by women themselves need to be situated into
a much lenger history and a much larger context. A aumber of people have argued that many
worner sce rightist religious and social positions and the groups that support them as providing

a non-threatening, familiar framework of discourse and practice that centers directly upon what

they perceive to be issues of vital and personal concern: immorality, social disorder, crime, the
family, and schools. Yet, the feelings of personal connection are not sufficient. Rightist action
in both the “public” and the “private” spheres (see Fraser (1989) regarding how these concepts
themselves are fully implicated in the history of gendered realities, differential power, and
struggles) cmpowers them as women. Depending on the context, they are positioned as
“respectable, selfless agents of change deemed necessary, or as independent rebels” (Bacchetta
and Power, 2002: 6).

Usually, fundamentalist and evangelical women are depicted as essentially dedicated to acting
on and furthering the goals of religiously conservative men (Brasher, 1998: 3). This is much
too simplistic. Rather, the message is more complex and compelling-and connected to a very
clear understanding of the realities of many women's lives, Women are to have nor a passive
but a very active engagement in their family life and the world that impinges on it. They can
and must “shape their husband’s actions and alter disruptive family behaviors.” Further, only
a strong woman could mediate the pressures and the often intensely competitive norms and
values that men brought home with them from the “world of work.” Capitalism may be “God's
economy” {see Apple, 2006), but allowing its norms to dominate the home could be truly
destructive. Women, in concert with “responsible” men, could provide the alternative but
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complementary assemblage of values so necessary to keep the world at bay and to use the family
as the foundation for both protecting core religious values and sending forth children armed
against the dangers of a secular and profane world.

Divine creation has ordained that women and men are different cypes of being, Although
they complement each other, each has distinctly different tasks to perform. Such sacred gender
walls arc experienced, not as barriers, but as providing and legitimating a space for women's
independent actton and power. Interfering with such action and power in this sphere is also
interfering in God's plan (Brasher, 1998: 12-13).

This vision of independence and of what might be called “counter-hegemonic thinking” is
cricial, Bringing conservative evangelical religion back to the core ot schoeling positions secular
scheoling as hegemonic. [t enables rightist women to interpret their own actions as independent
and free thinking—but always in the service of God. Let me say more abour this here,

Solving coniradictions

Ome of the elements that keeps the Christian Right such a vital and growing social movement
is the distinctive internal structure of evangelical Protestantism. Evangelicalism combines
orthodox Clhirstian beliefs with an inctense individualism {Green, 2000: 2).

This is 2 key to understanding the ways in which what looks like never-ending and intensified
domestic labor from the outside is interpreted in very different ways from the point of view
of conservative religious women, whe willingly ke on the labor of home schoaling and 2dd
it to their already considerable responsibilities in the domestic sphere. Such conservative
ideological forms see women as subservient to men and as having the primary responsibility of
building and defending a vibrant, godly “fortress-home™ as part of “God's plan™ {Apple, 2006).
Yet, it would be wrong to see women in rightist religious or ideological movements as only
being called upon to submit to authority per se. Such “obedience™ is also grounded in a call
to act on their duty as women (Enders, 2002: §9). This is what might best be seen as activist
selflecsiess, one in which the supposedly submerged self reemerges in the activist role of defender
of one’s home, family, children, and God’s plan. Lives are made meaningtul and sauisfying—

and identities supported—in the now reconstituted private and public sphere in this way,

Protecting and educating one’s children, caring for the intimate and mcreasingly tragile bonds
of community and family life, worries about personal safety. and all of this in an exploitative
and often disrespectful society—these themes are not only the province of the Right and should
not be only the province of wemen. Yet, we have to ask how identifiable people are mobilized
around and by these themes, and by whom.

The use of a kind of “maternalist” discourse and a focus on women's role as “mother” and
as someone whose primary responsibility is in the home and the domestic sphere does not
necessarily prevent women from exercising power in the public sphere. In fact, it can serve as
a powerful justification for such action and actually reconstitiees the public sphere. Educating
one’s children at home so that they are given armor to equip them to transform their and others’
lives outside the home establishes the home as a perfect model for religiously motivated ethical
conduct for all sets of social institutions (see Apple, 2006). This tradition, what has been calied
“social housekeeping,” can then claim responsibility for non-familial social spaces and can extend
the idealized mothering role of women well beyond the home. In Marijke du Toit's words,
it was and can still be wsed to forge “a new, more inclusive definition of the political”
(2002: 67).
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All of this helps us make sense of why many of the most visible home school advocates
devote 2 good desl of their attention to “making sense of the social category ot mothechood.”
As a key part of “a Jarger script of idealized family relations, motherhood is 2 lead role in God's
plan” for authoritarian populist religious conservatives (Stevens, 2001: 76). Again in Stevens’
words, “One of the things that home schooling offers, then, is a renovated domesticity—a full-
time motherhood made richer by the tasks of teaching, and [by] some of the status that goes

along with those tasks™ (p. 53).

Yet it is not only the work internal to the home that is important here, Home schooling is -

outward looking as well in terms of women's tasks. In many instances, home schooling is a

t=

collective project. It requires organizational skills to coordinate connections and cooperative:

activities (support groups, field trips, play groups, time off from the responsibilities that mothers

have, etc.) and to keep the movement itself vibrant at local and regional levels. Here too, women
do the largest amount of the work. This has led to other apportunities for women as advocates
and entrepreneurs. Thus, the development and marketing of some of the most popular
curriculum packages, management guides, self~help and devotional materials, and so on has
been done by women. Indeed, the materials reflect the fact that home schooling is women'’s

work, with a considerable number of the pictures ir: the texts and promotional material showing”
mothers and children together (Stevens, 2001: 83-96). A considerable number of the national

advocates for evangelically based home schooling are activist women as well.

Marketing God

Advocacy is one thing, being able to put the advocated policy into practice is quite another. In

order to actually do home schooling, a large array of plans, materials, advice, and even solace

must be made available. “Godly schooling” creates a market. Even with the burgeoning market
for all kinds of homie schooling, it is clear that conservative evangelicals and fundamentalists have
the most to choose from in terms of educational and religious (the separation is often fictional}

curricula, lessons, books, and inspirational material (Stevens, 2001: 54)., Such matertals not only"
augment the lessons that home schooling parents develop, but increasingly they become fre

lessons in mathematics, literacy, science. social studies, and all of the other subjects that are taught:

This kind of material also usually includes homework assignments and tests, as well as all of the;
actual instructional materiat. Thus, a complete “package” can be assembled or purchased whole:,
in a way that enables committed parents to create an entire universe of educational experiences .

that is both rigorously sequenced and tightly controlled—and prevents unwanted “pollution”

ffom che outside world. Much of this material is easily ordered on the Web and is based in an.
inerrantist approach to the Bible and a literalist reading of Genesis and creation. one in which, -,
for example, evolution is dismissed (Apple, 2006; Numbers. 2006). The difference between right

and wrong is seen as answerable only through reference to biblical teachings (Stevens, 2001 53%
While there are pedagogic differences among these sets of materials, all of them are deeply

committed to integrating biblical messages, values, and training throughout the entire’
curriculum. Most not only reproduce the particular biblically based worldviews of the parents,
but they also create an educational environment that relies on a particular vision of “appropriate”.
schooling, one that is organized around highly sequenced formal lessons that have an expressly
moral aim. Technological resources such as videos are marketed that both provide the home:
schooler with a model of how education should be done and the resources for actually carrying.

it out (Stevens, 2001: 56).
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The orgattizational form that is produced here is very important. As [ have argued elsewhere
{Apple, 2006}, since much of the religiousty conservative home schooling movement has a
sense of purity and danger in which all elements of the world have a set place, such an
organization of both knowledge and pedagogy embaodies the ideological structure underlying
the evangelical universe. As Bernstein (1977) reminds us, it is often in the form of the curdculum
that the social cement that organizes our consciousness at its most basic level is reproduced.

Importance 1s given to structured educational experiences that are 1nfused with strong moral
messages. This s not surprising given the view of a secular world filled with possible sins,
temptations, and dangers. The emphasis then on equipping children with an armor of strong
belief supports a pedagogical belief that training is a crucial pedagogic act. Although children’s
interests have to be considered, these are less important than preparing childeen for living in a
world where God's word rules. This commitment to giving an armor of “right beliefs”
“nourishes demands for school material”™ (Stevens, 2001: 00). A market for cureiculum materials,
workbooks, lesson plans, rewards for deing fine work such as meric badges, videotpes and
CIDs, and so many other things that make home schooling seem more doable is not only created
out of a strategy of aggressive marketing and of using the Web as 2 major mechanism for such
marketing, but it is also created and stimulated because of the ideclogical and emotional elements
that underpin the scructures of feeling that help organize the conservative evangelical home
schooler’s world (see Apple, 2006). |

Technolegy and the realities of daily life

Of course, parents are not puppets. Although the parent may purchase or download material
that 1s highly structured and at times inflexible, by the very nature of home schooling parents
are constantly faced with the realities of their children’s lives, their boredom, their changing
interests. Here, chat rooms and Internet resources become even more important. Advice
manuals, prayers, suggestions for how one should deal with recalcitrant children, and biblically
inspired inspirational messages about how important the hard work of parenting is and how
one can develop the patience o keep doing it—all of this provides ways of dealing with the
immense amount of educational and especially crirorfonal labor that home schooling requires.

The technology enables women, who may be rather isolated in the home owing to the
intense responsibilities of heme schooling, to have virtual but still intimate emotional
connections. It also requires skill, something that ratifies the vision of'self that often accompanies
home schooling parents. We don't need “experts.” With hard swork and creative searching,
we can engage in a serious and disciplined education by curselves. Thus, the technelogy provides
for solace, acknowleduing and praying for each other's psychic wounds and tensions—and ag
the same time enhances one’s identity as someone who is intelleceually worthy, who can wisely
choose appropriate knowledge and values. What, hence, may scem Hke a form of anti-
intellectualism is in many ways exactly the opposite. Its rejection of the secular expertise of the
school and the state is instead based on a vision of knowledgeable parents, and especially mothers,
whe have a kind of knowledge taken from the ultimate source—God.

Higher education and an expanded mission field

So far | have focused on elementary and secondary level education. But home schooling’s reach
has extended to higher education as well, A prime example is Patrick Henry College. Patrick
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Henry is a college largely for religiously conservative, home schooled students. With its motto
of “For Christ and for liberty,’
principles that animate its educational activities are quite clear in the following description:

»

it has twe major emphases—religion and government. The

The Vision of Patrick Henry College is to aid in the transformation of American society
by training Christian students to serve God and mankind with a passion for righteousness,
justice and mercy, through careers of public service and culeural influence.

The Distinctives of Patrick Henry Caollege include practical apprenticeship method-
ology; a deliberate outreach to home schooled students: financial independence; a general
education core based on the classical liberal arts; a dedication to mentoring and disciplining
Christian students; and a contmunity life that promotes virtue, leadership, and strong,
life-long commitments to God, family and society.

The Mission of the Department of Government is te promote practical application
of biblical principles and the original intent of the founding documents of the American
republic, while preparing students for lives of public service. advocacy and citizen
leadership.

{www phe.edu/about/FundamentalStatements. asp)

These aims are both laudable and yet worrisome. Create an environment where students
learn to play active roles in reconstructing both their lives and the larger sociery. But make
certain that the society they wish to build is based wholly on principles that chemselves are not
open to social criticism by non-belicvers. Only those anointed by their particular version of
God and only a society built upon the vision held by the anointed are legitimate. All eke
is sinful.

Thus, for ail of its creative uses of technology, its understanding of “market needs” and how

to fill them, its personal sacrifices, the immense labor of the mostly women who are engaged:

in the work of actually doing it, and its rapid growth fostered by good press and creative
mabilizing strategics, 2 good deal of honie schooling speaks the language of authoritarian
populism. There's an inside and an outside. And for many authoritarian populists, the only way
to protect the inside is to change the outside so that it mirrors the religious impulses and

commitments of the inside. Doing this is hard political, educational, and emotional work. And '

new technologies clearly are playing a growing role in sucl personal and social labor.

Conclusion

In this chapter, § have examined a number of the complexities involved in the cultural and

political efforts within a rapidly growing movement thac has claimed subaltern status. [ have

argued that we need to examine the social movement that provides the context for home
schooling and the identities that are being constructed within that social movement. I have
also argued that we need to analyze critically the kind of labor that is required in home schooling,
wiha is engaged in such labor, and how such labor is interpreted by the actors who perform it.
Only in this way can we understand the lived problems that home schoolers actually face and
the solutions that seem sensible to them. And 1 have pointed to how the space for production

of such “soluticns” is increasingly occupied by ideological and/or commercial interests who-
&h ¥ g

have responded to and enlarged a market to “All the needs” of religiously conservative home:
o b y

schoolers.

1

2

N
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A good deal of my focus has been on the work of mothers. of “Godly women,” wha have
actively created new identities for themselves (and their children and husbands) and have found
in such things as new cechnologies solutions e a huge array of difficult personal and political
problems in their daily lives, Such Godly women are not that much different from any of us.
But they are “dedicated to securing for themselves and their families a thoroughly religions and
conservative life” (Brasher, 1998: 29). And they do this with uncommeon sacrifice and creativicy.

The picture [ have presented is complicated, but then so too is reality. On the one h;mél,
one of the dynamics we are seeing is social disintegration, that is, the loss of legitimacy of a
dominant institution thae supposedly bound s together—the common school, Yet, ;mci very
impertansly, what we are also witnessing is the use of things such as the Internet, not to “de-
traditionalize™ society but, in the cases I have examined here, to re-fraditionalize parts of it.
However, to call this phenomenon simply re-traditionalization is to miss the ways in which
such technologies are also embedded, not only in traditional values and structures of fecling,
They are also participating in a2 more “modern”™ projece, one in which selftactualized
individualism intersects with the history of social marernalism, which itself intersects with the
reconstitution of masculinities as well,

But such maternafism needs to be seen as both positive and negative, and not only in its
partial revivification of elements of patriarchal relations—although obviously this set of issucs
must not be ignored in any way. We need to respect the labor and the significant sacrifices of
home schooling mothers {and the fathers as well, since the question of altered masculinities in
home schooling families is an important topic that needs to be focused upon in a way thas
complements what [ have done here). This sensitivity to the complexities and contradictions
thatare so deeply involved in what chese religiously motivated parents are attempting is perhaps
best seen in the words of Jean Hardisty when she reflects on populist rightist movements in
general:

| continue to believe that, within that movement, there are people who are decent and
capable of great caring, who are creating community and finding coping serategies that
are enabling them to lead functonal lives in a cruel and uncaring late capitalist
ERVIronment.

(Hardisty, 1999: 2-3)

However, recognizing such caring, labor, and sacrifice—and the creative uses of technologies
that accompany them—should not make us lose sighe of what this labor and these sacrifices
also produce. Godly technologies. godly schooling, and godly identities can be personally
satisfying and nuke life personally meaningful in a world in which traditions are either
destroyed or commodified. But at what cost to those who don’t share the ideological vision
that seems so certain in the minds of those who produce it? )
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New states, new governance
and new education policy

Stephen /. Ball

In national settings of varicus kinds across the wotld. there is underway a set of general and
highly significant experimental and evolutionary ‘moves’ that involve the modernisation of
public services, state apparatuses, the overall institutional architecture of cthe state and its scales
of operation.

The most basic and general of these moves is what Jessop (2002) calls ‘destatization’, which
‘involves redrawing the public—private divide, reallocating tasks, and rearticulating the
relationship between crganisations and tasks across this divide” (p. 199). This redrawing and
reallocation has various aspects — some older. some new — such as the creation of executive
agencies, the establishing of private-public partnerships {of many different kinds), contracting
out state services to private providers {see Burch. 2006), the use of think tanks, consulzanes and
knowledge companies for policy research and evaluation, philanthropic activity and sponsorship
1o fund educational programmes and innovations. the involvement of the voluntary secior
(charides, NGOy, reust and foundatons ete.) in service provisien, and the use of social
entrepreneurs to address intractable social problems — sometimes in complex combinations. In
other words, tasks and services previouslty undertaken by the state are now being done by various
‘others’, in various kinds of refationship among themselves and to the state and to the remaining
more traditional organisations of the public sector, although in many cases the working
methods of these public sector organisations have also been fundamentally reworked, typically
by the deployment of market forms (competition. choice and performance-related funding).
Thus, new voices and interests are represented in the policy process, and new nodes of power
and influence are constructed or invigorated. All of this involves an increased reliance on
subsidiarity and ‘regulaced self-regulation’. or what Stoker {2004: 166) calls ‘constrained
discretion”, but rypically involves deconcentration rather than devolution. It drastically blurs
the already fuzzy divides between the public/state, the private and the third sectors and produces
a new mix of herarchies, markets and fhererarehies. That is, it replaces or combines bureaucracy
and administrasive structures and relationships with a systerm of erganisation replete with overlap,
multiplicity, mixed ascendancy and/or divergent-but-coexistent patterns of relation. Heterarchy
is an organisational form, somewhere berween hierarchy and necwork, that draws upon diverse
horizontal links that permic different clements of the policy process to cooperate {and/or
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complete) while individvally optimising different success criteria. Embedded in this shift, ag
indicaged above, and in many ways fundamental to it are processes of privatisation — endogenous
and exogenous. The first making state organisations more business-like and like businesses. The
second replacing state organisations with private providers {public service businesses) or
voluntary organisations or social enterprises. As put by Tony Blair, “market mechanisms are
critical to meeting social ebjectives, entreprencurial zeal can promote social justice” (1998: 4),

There are now various manifestations of policy heterarchies in education, in many different
settings {different parts of the public sector, sectors of education, regions and localities, nation
states — some are transnational, as in the examples below), working on and changing the policy
process and policy relattons, each of which combines elements of destatization, and which
involve a limited range of new players, stakeholders and interests in state education, education
planning and decision-making and education policy conversations.

This chapter will discuss and examine some of these changes in the state and the policy
process as they are evident in relation to education particularly, but by no means exclusively,
and later give some examples.

Violence and bio-politics

These changes need to be situaced in relation to a broader set of social and political changes in
the techniques and modalities of government, which have the aim and effect of preducing new
kinds of ‘active’ and responsible, entrepreneurial and consenting citizens and workers — an
explosion in modes of gaverning, However, this is only a partial description of contemporary
government. [n thinking about these changes while 1 shall be focusing on those new strategies
and technologies that are involved, 1 do nat in anyway want to suggest that older, more direct
methods of government and governing have been totally displaced. The ‘methods’ and relations
of heterarchy do not rotally displace other forms of policy formation and policy action, but
rather take their place in ‘the judictous mixing of market, hierarchy and networtls to achieve
the best possible outcomes’ (Jessop, 2002: 242) — ‘best” that is from the point of view of the
state. Sovereignty and violence are very much with us, Indeed, rather, ‘there is 2 contemporary

proliferation of the techniques of arrest, incarceration, punishment, expulsion, disqualification -

and more broadly coercion’ (Dean, 2008: 104}, These are what Jessop (2002: 201} calls
‘countertrends in the state”, drawing on Poulantzas's notion of ‘conservation-dissolution’
efteces. Such effects "exist insofar as past forms and functions of the state are conserved and/or
dissolved as the state is transtormed’ (Jessop, 2002: 201}, Thus, alongside the use of new

techriques of governing that rely upon the ‘conduct of conduct’, existing methods based upon .
the sovereign and biopolitical powers of life and death remain firmly in place, and new ones

are heing invented. Indeed, Dean and others argue that forms of sovereign power are increasingly
exercised through ‘states of exception” — the use of decistve authority beyond the limits of the
law and the state itself - Guantanamo is the paradigm case. Broadly speaking, alongside what
Foucault called “the government of souls and consciences . ., or of aneself” (Foucaalt, 1697),
that is an emphasis upon the use of freedom and choice in relation to those deemed responsible
and productive, there is a continuing or indeed increased discriminate use of vielent power,
forms of ‘micro-violence’, in refation to particular social groups such as asylum seekers and
welfare recipients, unemployed or troublesome youth, who are seen as a threat to social order,
together with, generally, more intrusive forms of surveillance and scrutiny. While economic
competitiveness and the production of certain forms of entrepreneurial citizenship have become
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primary ‘necessities” of contemporary government, ‘the diagnoses of disorder and pathology
requite the reimposition of authority and the reinscription of not only the poor but all groups
and classes with a hierarchy’ (Dean, 2008: 103). Dean refers to this new form of hybrd rule
as ‘authoritarian liberalism’. Furthermore, and relatedly, ‘countering the denationalization of
statchood are attempts of national states to retain control of the articulation of different spatial
scales’ (Jessop, 2002: 201). That encompasses both a ‘defence’ of national borders through
immigration contrals, and ‘rougher’ refugee reguladons and the imprisonment of suspected
terrorists. and the nse of military power to counter ‘threats’ ro national security. The poine is
that we should not expect nor look for a consistency between sovereign forms of government
and governmentalicy. nor should we be surprised by failures of government and that the mixes
involved are sometimes unstable. The particular form of hybridity of government in any setting
requires empirical mapping. [t is also impertane to bear in mind that the stare has always been
a site of struggle, in which resources and ‘voice” have been differentially distribured acress

genders, ethnicities and classes.

From government to governance

The concern here is wich one particular dimension of what is a whole set of wide-ranging and
fundamental “moves” across the terrain of government — that is education policy and the delivery
of public education services — which are pardicularly but not exclusively ongoing in the West.
Only some aspects of the range of new techniques of governing are directly relevant here. Dean
(2008: 101) sums up these ‘moves’ as a whele, the changing mix of modalities of governing
and the shift of emphasis rom sovercignty to governmentality, in the form of a ‘thought
experiment’ — see Table 14.1.

The various dimensions of the shift from government to governance (Rhodes, 1993, 1997;
TLhodes and Marsh, 1992; Martineito, 2003), which are outlined in Dean’s table, are achicved
in the government of unitary states (and increasingly regions) in and by hererarchies. That is,
a new form of ‘experimental’ and ‘strategic’ governance that is based upon network relations
within and acress new policy communities, designed to generate new governing capacity and
enhance legitimacy. These new palicy networks bring some new kinds of actor into the policy
process, validate new policy discourses — discourses flow through them — and enable new forms
of policy influence and enactment and in some respects disable or disentranchise or circumvent
some of the established policy actors and agencics. These new forces are able to colonise,
to an extent, the spaces opened up by the critique of existing state organisations, actions and

Table 14.1 Contemporary governing in liberal democracies

Governing through freedom «——— Powers of life and death

Shaping of choice €= Sovereign decision

Technigues of contmract €«——= Deployment of vielence

Management of risk == Securitisation of threats

Multiple communities €«———3 Saciety as a realm of defence and source of obligation
Global economy and reform <——— Impaosition of authority

New forms of citizenship e——2 Qbligation and techniques of subjection

Dissolution of the territorial state €————3 Protection of borders and assertion of sovercigney
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actors (Apple, 2006). This is a means of governing through gevernance, or the exercise of
metagovernance. That is, the management of ‘the complexity, plurality and rangled hierarchies
found in prevailing modes of coordination’ (Jessop, 2002: 243). However, in deploying and
discussing such changes, T need to be clear that I am not suggesting thae this involves a giving
up by the state of its capacicy to steer policy, this is not a ‘hollowing out’ of the state; rather,
it is 2 new modality of state power, agency and social zction and indeed a new form of state.
That is, the achievemnent of political ends by different means: ‘States play a major and increasing
role in metagovernance’ (Jessop, 2002: 242). It also needs 1o be pointed out that governance
networks, or heterarchies, as indicated above, do net tell us everything we need to know about
policy and the policy process.

As noted already, these heterarchies ‘enlarge the range of actors involved in shaping and
delivering policy’ (Newman, 2001). Governance involves a ‘catalyzing of all sectors — public,
private and voluntary — into action to solve their community problems’ (Osborne and Gacbler,
1992: 20); it is achieved on ‘the changing boundary between state and civil sociery” {Bevir and
Rhodes, 2003: 42) — and berween state and the economy. In general terms, this is the move
towards a ‘polycentric state’ and ‘a shift in the centre of graviry around which policy cycles
move' (Jessop, 1998: 32) — the deoncentration and dispersal of policy locations. All of this suggests
that both the form and modalities of the state are changing. ‘The state, although net impotent,
is now dependent upon a vast [or perhaps vaster, SJB| artay of state and non-state policy actors’
{Marinetto, 2005).

In the UK, these heterarchies form ‘new kinds of educational alliance’ (Jones, 2003: 160},
which ‘New Labour secks to create” around ‘its project of transformation” (p. 160} and which
in tum pravide support and legitimation for reform. They are examples of whac Kickert et al.
(1997) refer to as ‘loosely-coupled weskly-tied multi-organisational sets’. They are a policy
device, 2 way of irying things out, getting things done, changing things and avoiding established
public sector lobbies and interests. They are a means of intejecting practical innovations and
new sensibilities into areas of education policy that are seen as change-resistant and risk-averse,
and in general terms they ‘pilot’ moves towards a form of service provision that increasingly
the state contracts and monitors, rather than directly delivering services, vsing the mundane
practices of ‘performance’ measurement, benchmarking and rargeting to manage a diversity of
providers and forms of provision. New forms of power, authority and subjectivity are brought
to bear in shaping governable domains and governable persons.

While heterarchies are justified in terms of innovation, risk-taking and creativity, they are
also often selective and exclusive, hoth in terms of memberships and discousses. They serve to
‘shart-circuit’ existing policy blockages. Some potential or previous participants in policy are
specifically excluded — trades unions for example — and challenges from outside the shared basis
of discourse ‘may be easily deflected or incorporated’ (Newman, 2001: 172). Heterarchies also
work to disperse and re-spatialise policy, creating new sites of influence, decision-making and
policy action. That is, the “territory of influence’ (Mackenzie and Lucio, 2003) over policy is
expanded, and at the same time the spaces of policy are diversified and dissociated. As a result,
as these new sites within the contexts of influence and text production (Ball, 2002) proliferate,
there is a concomitant increase in the opacity of policy making. Within their functioning, it is
unclear what may have been said to whom, where, with what effect and in exchange for what
(see Colen, 2004). Heterarchies are in part defined by commercial interest in particular policy
outcomes, and some of the relationships within them are specifically contractual and financial,
but they also encompass social commitments by volunteers and philanthropists. Sometimes the
two are blurred.
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These policy networks give space within policy for new kinds of talk. New narmtives about
what counts as a ‘good’ education are articulated and validated (see Ball, 2007); in particular,
the network members enact, embody and disseminase narratives of enterprise and enterprising
solutions to social and educational problems (see below). New hnkage devices and lead
arganisations are being creared over and against existing ones, excluding or circumventing but
not always oblirerating more traditional sites and voices, The public sector generally i worked
on and in by these new policy actors, from the ousside 1n and the inside out. Linkages and
alliances around policy concerns and new policy narrarives cross between the public and the
private sector, New values and modes of action are thus instantiated and legitimated, and new
forms of moral authority are established. and again others are dimimished or denided.

Parinerships

Parenerships are a key policy trope within emerging heterarchies. Partnerships are what
Jessop calls a linkage device' and they encourage ‘a relative coherence among diverse objectives'
(2002: 242). They can bring about a form of values and organisational convergence and they
reshape the context winein which public sector organisations work. Davies and Hentschke
{2005: 11) describe partnerships as ‘a third form of organizational activity’ that have ‘elements
of both hierarchies and markets as well as unique features’. Sullivan and Skelcher (2002) were
about to document 5,500 local level service delivery partnerships in Britain, In practice, they
vary enormously in form and in terms of their power relattons and contractual conditions
{Cardini, 2006). Some forms of partnership and consortia bring ‘the private” into the public
sector in the form of joint ventures and profit sharing, without wresting ‘ownewship® encirely
from public sector hands. Nonetheless, the relations of power within partnerships vary quite
markedly. Although within these relationships there may be mubiguides and ‘differences in
language, culture and perceptions of strategic interests’ (Newman 2001: 121), partnerships
can work to colonise local government and public bodies and re-interpolate public sector
actors as entrepreneurs. In some versions, they imply ‘a process of incorporation into the
values of the dominant partner’ (Newman, 2001: 125-126), but they may also be fragile and
short-lived,

Two examples

1 want to put some flesh onto this account with two examples of heterarchics, in owo very
different locations, chosen from a wide variety on which | am currendy working, to highlight
different features of heterarchy. To a great extent, the derails, the substance of these examples
do not matter: it is the form, the changes in the architecture of governance that they illuserate
and display and forms of relationships and flows of nareative that they contain that are imporeant.
More in-depth discussion and analysis of each can be found in Ball (2008} and Nambissan and
Ball {2009}, In both cases, the representations of the relationships involved are of necessity
simplified.

The first example is drawn ffom one small part of research | am currently undercaking in
the UK on the role of philanthropy in education policy (Ball, 2008); specifically, it is a set of
links and exchanges between Scottish business philanthropists and the government of Scotland
{see Figure 14.1).
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There are manty different sorts of relationship involved here, focused on the involvement
of Sir Tom Hunter, a Scottish businessman and philanthropist, whose money was made from

— a chain of sportswear shops, who has pledged to give away £1 billion before he dies and become
o . i - . . ~y . v em . L.
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the work of ‘destatization’ and public sector transformation is an international phenomenon %
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Available online at www.mazehlm.de/dokupdt/ hagnigar.pdf (accessed 17 April 2009)).
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The second example comes from work done with Geetha Nambissan (also a chapter author
in this collection). This shows the relationships between a group of international (US- and UK-
based), pro-market, pro-chaice, policy think tanks and a set of local Indian think tanks and
businesses, which together are secking to change the policy architecture of schooling in Tndia
by introducing the possibility of private schooling to supplement or replace state schooling,
One of the ways pro-market, pro-choice advocacy works is through the circulation and
recireulation of idezs and joining up of points of atticulation. Foundations and think tanks and
the media are important in the take-up and dissemination of ideas and their establishment within
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policy thinking,

The Tndian choice policy network is linked by a complex of funding, exchange, cross-
referencing, dissemination and sponsorship (see Figure 14.2). The Centre for Civil Society, the
Educare Trust and the Liberty Institute (India} are key points of the local articulation and inward
How of choice policy ideas, but are also engaged in a biggrer enterprise of neo-liberal state reform.
The majority of studies of policy borrowing and policy transfer tend to pay fictle atcention to
the role of advocacy and philanthropy networks (apart from NGOs) in the flow of and influence
of policy ideas, but these groups and individuals often have very specific and very effective
poines of entry into political systems. Stone (2000: 216) points out, quite rightly, that: “The
authority and legitimacy for think ank involvement in global affairs is not maturally given but
has been cultivated and groomed through various management practices and intellectual
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The Indian pro-choice think tanks are linked to a number of other co-belief organisations
in other countries. They arc members of a global network of neo-liberal organisations run by
the Atlas Economic Research Foundation, which has its headquarters in Arlington. Virginia,
and has launched or nurtured 273 such think tanks in seventy nations around the world. Adas
believes that ‘the prospects for free societies all over the world depend upon “intellectual
entrepreneuss” in civil society, who wish to improve public policy debates through sound
research” (heep://atlasnetwork.org/). Ies mission is “To discover, develop and support “intellectual
entrepreneurs” worldwide who can advance the Arlas vision of a seciety of free and responsible
individuals.” This is a formidable nerwork of power, influence, ideas and meoney, which presenss
a simple message easily understood by politicians and policymakers in diverse locations.

The Indian pro-choice think tanks are involved in sponsoring choice campaigns, introducing
school-voucher schemes and lobbying at the state and city level for the legalisation of ‘for-
profit’ private schooling. The ‘School choice campaign’, launched in January 2007 by the Centre
for Civil Society (CCS), awards school vouchers to poor children across seven staces in [ndia.
In Deelhi, applications were invited from parents in poor settlements (through local NGOs active
in these areas), and around 400 children were chosen through a lottery. The vouchers were
awarded at a venue frequented by the cultural clite of the city, and this was duly reported by
the media. Significantly, the chief minister of Delhi state was present to give away the vouchers.
The CCS website appeals to prospective donors in India, UK and US to contribute to the
voucher fund and also has forms for donations posted on its website. The website says:
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Alongside such local efforts to invigorate choice and private schooling, multinational banks
such as HSBC. Standard Chartered and Citicorp are providing micre-finance loans for private
school ‘start-ups’, in the case of HSBC, through a programme called EQUIP (Enabling Quality
Improvement Progranimes in Schools). Business Live {19 July 2004) reported that ‘about 30
private schools [in Hyderabad] have shown interest in joining the initative. Of them, 16 will
be civen loans in the first phase”. The minister for school education of the Andhra Pradesh
governnient was quoted as asking HSBC ‘to expand the scheme to government schools that
form more than 80 per cent of the 91,000 schools in the State’.

Further to all this, there are a range of corporate efforts in school education in India, especially
at the elementary stage, and private participation in government-run schools in the provision
of infrastructure and facilities, the supply of meals, as well as mvolvement in the development
of curricufum, pedagogy and assessment. Information technology (IT) in schools is also a key
area of entry for the corporate sector — in the provision of computers and software, as well as
technical support and training in state schools. ITn 2007, the Ministry of Human Resource
Development launched a policy initiative on ‘ICT in school education’, with significant
participation by private companies and ‘facilitated” by two private organisations, Gesso and
CSDMS, which have associations with technology vendors.

In addition, charitable Foundations established by corporations such as the APF (Wipro)
and Pratham (ICIC1) are an increasingly visible presence in the arenas of education policy making
and in initiatives aimed ar quality improvement in government schools in some states. A more
recent phenomenon is the contracting out of ‘under-performing’ schools by state governments

to corporate foundations. Among other examples, Aksfiara, an NGO established by che wife’

of the CEQ of Infosys (a leading corporate organisation), now runs schools for the poor in
Bangalore.

Within all of this there is 2 newly emerging set of ‘policy” relationships between the state,
philanthropy (local and international), think tanks and businesses (local and multinational), which
are increasingly complex — a newly emerging heterarchy within which philanthropy and business
are tightly intertwined. A variety of direct and indirect, commercial, financial and ideological
interests are now able to ‘voice’ their concerns in contexts of policy influence and in contexts
of practice. Set over and against the ‘failure” of che Indian state to provide schooling for all
children and the poor quality of many state schools, this is beginning to change the landscape
of state schooling in India, bringing in increasing numbers of private providers (sole-traders
and chains) and creating apportunities for business in all sectors of education. In a recent
interview. Krishia Kumar sketches out a set of relations between liberalisation, privatisation
and modernisation in the government of India and suggests that education has become “a
significant arena to study liberalisation” (LaDousa, 2007: 139} and that “privatisation has become

a major force’ (p. 139).

Discussion

Twa sorts of related change are going on here. One is in forms of government, and the other
in the identity and interests of the participants in processes of governance. These new forms
coustitute, in the language of political science, ‘network governance’ — chat is “webs of stable
and ongoing relationships which mobilise dispersed resources towards the solution of policy
problems’ (Pal, 1997); of course, these relationships do not completely overturn conventional
policy instruments, as argued above, but they are placed within the context of new interests
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and sensibilities. [ncreasingly, policymaking occurs ‘in spaces parallel to and across state
institutions and their jurisdictional boundaries’ (Skelcher et al,, 2004: 3). and. in the process,
parts of the state and some of its acrivitics are privasised.

Heterarchies are indicative of a new “architecture of regulation’, based on interlocking
relazionships between disparate sites in and beyond the state, and display many of the
characteristics of what Richards and Smith (2002) call a *‘postmodern state’, which is dependent,
flexible, reflexive and diffuse, but centrally stecred. Policy is being ‘done” in a multiplicicy of
new sites ‘tied together on the basis of alliance and the pursuit of economic and social outcm;ws'
{MacKenzie and Lucio, 2005: 300); although the strength of such alliances should not be
overstated.

Although steering may have become more complicated across the “tangled web™ of palicy
nerworks, as Marinetro (2003) and Folliday (20009 argue the ‘care executive’ retains subst;mti;;l
authoritative presence over policy. and in some respects (certainly in education) the central
state has achieved an enhancement of capacity through its monopoly and deployment of very
particular powers and resources, The paradox is that. at the heart of contempaorary p()%itics;.
there is actually a *filling in” rather than a *hellowing ouc” {Taylor, 2000} of the state, exercised
through a studied manipulation of the conditions and possibilities under which networks operate
and the careful, strategic use of financial controls and allocation of resources. Relations here
are complex but clearly asymmietric, There Is an important shift of empliasis involved, but it is
aot an absolute break or rupture; bureaucracies continue to be the vehicle for a great deal of
state activity, and the stare does not hestitate to regulate or intervene when its interesss or
objeciives are not served, The process of governance through heterarchies is increasingly
significant but always contingent. ' o

Note

1 1 am grateful o Meg Maguire, Carolina Junemann and Michael Apple for their helpful conuments
on earlier drafts of this chapter.
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Towards a sociology of pedagogies’

Bob Lingard

Introduction

Some years ago, it might have been unusual to find a chapter on pedagogy in a handbook en
the sociology of education. In the past, within the sociology of education, pedagogical concerns
would have focused largely on critical pedagogy. This is a tradition that can be traced to Paulo
Freire’s (1973) Pedagegy of the oppressed, linked to actual pedagogical practices in literacy, which
sought ‘conscientization’ as a goal and rejected a banking conception of pedagogy. This pedagogy
of the oppressed has had real impact in literacy programmes arcund the world, particularly, but
not exclusively, in post-colonial countries. A literature on feminist pedagogy also emerged from
the 1980s {e.g. Luke and Gore, 1992; Weiner, 1994), the political intentions of which were
similar to those of Freire's pedagogy of the oppressed, bur focused on women’s liberation.

As the theory framing critical pedagogy became more arcane, its connections to actual
pedagogy in actual classrooms became somewhat attenuated. Giroux (2003: 83}, a leading
theorist of critical pedagogy, stated: ‘I use pedagogy as a referent for analyzing how knowledge,
values, desire, and social refations are constructed, taken up and implicated in relations of power
in the interaction amoug cultural texts, institutional forms, authorities, and audiences.’ This
definition of critical pedagogy indicates the need for a sociological approach and the distance
of the geure from teachers in classtooms. Indeed, much of the critical pedagogy literature in
the sociology of education invelved largely exhortatory calls for teachers to work against the
arain and resist dominant constructions of knowledge and produce critical citizens. This work
was based much more theoretically and politically, rather than empirically and practically. There
were some challenges in the sociclogy of education to its effectiveness and critique of its
masculine orientatdon (Ellsworth, 1989).

There have been, however, more recent reconsiderations of critical pedagogies that have
widened their purview to take account of new social movements and thar also seek to
document some actual practices of critical pedagogy. For example. Trifonas’s (2003) edited
collection, Pedagogics of difference, works with the ‘identity construction’ element of pedagogies,
while also acknowledging their knowledge construction aspect. At the same tine, it wants to
create a community of difference across feminist, antiracist, post-colonial and gay and lesbian
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critical pedagogues. This collection articulates pedagogies of difference, which aim to “create
an openness toward the horizons of the other” (p. 4). Writing about educational develop-
ments in the USA, Dimitrdadis and McCarthy (2001} note how, in a time of multiplicity and
difference, most pedagogies seel to tame and regulate as a response — pedagogies of the same,
rather than pedagogies of difference. Peter McLaren and Joe Kincheloe's edited collection
(2007), Critical pedagogy: where are we now?, deals with the theoretical, pedagogical and political
aspects of eritical pedagogy, demonstrating its eclectic character and illustrating some actually
existing critical pedagogics.

This chapter argues that a sociology of pedagogies demands a more empirically grounded
approach, yet one that works with the political aspirations of critical and feminist pedagogy.
This stance recognizes the veracity of Michael W. Apple’s position that eritical pedagogies ought
not simply be about ‘academic theorizing’. Rather, he notes, ‘Critical approaches are best
developed in close contact with the object of one's analysis’ (Apple, 2006: 214).

In what follows, the renewed interest in pedagogy within the sociology of education is
considered, as is some of the emerging literature. The chapter then tums to definitions of
pedagogy and the emergence of issues of public pedagogy. Next, the research that developed
the concepr of ‘productive pedagogies’ is outlined. This is done to exemplify a possible way
forward for sociological research about pedagogy that is empiricaily based, theoretically and
politically informed, and of potential use to teachers, Such a sociological account of pedagogy
recognizes that pedagogies can make a difference in an opportunity sense, but not all the
difference (Apple, 2000, 2006: Hayes et al., 2006), and thus need to be accompanied by broader
rediscributive policies. The productive pedagogies research fits within what has been called ‘new
pedagogy studies’ (Green, 2003), which recognize that pedagogical change is at the heart of
effective school improvement.

Renewed interest in sociology of pedagogy

Pedagogy is endemic to schooling — it is through pedagogy that schaoling gets done —and thus
understanding pedagogy is central to the sociology of education. Some contemporary factors
have also sparked a renewed interest in pedagogies within the sociology of education. These
include policy developments over the last two decades in Anglo-American countrics, which
have introduced tight accountabilities into schooling systems that have affected teachers’
pedagogical work. High stakes testing has become a central policy for steering schools’ and
teachers” practices, with negative effects on pedagogic possibilities. These policy-driven changes
to pedagogics have provoked & renewed sociological interest.

These policy developments have seen greater usage of outcomes testing, both nationally and
internationally, as a way of framing education policy and of steering schools. This has been
about making teachers and their work more accountable and auditable (Mahony and Hextall,
2000) as part of the audit culture (Power, 1997), which suffuses scate practices under the new
public management and which has been very evident in schooling systems. In an influential
study of teachers’ work, published more than two decades ago, Connell (1985) argued that
teaching was a labour process without a product. In the context of the introduction of new
outcomes accountabilities, this observation does not hold true today, at least in Anglo-American
models of school reform. Smyth (1998: 193) chserved, in respect of such outcome accountability:
‘A crucial clement of this educational commodity approach to teachers’ work is the attention
to calculable and measurable aspects of the work, especially educational outputs.” This has had
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reductive effects on pedagogy, as McNeil (2000) has demonstrated i respece of the US, where
rest-driven schooling has led to what she calls “defensive pedagoges’. Huorsh (2008) similarly
has demonstrated the reductive effects on pedagogies, what he calls the decline of reaching and
learning, of George Bush’s No Child Left Behind reform and associated testing regime.

This accountability development has been accompanied by reductienist accounts within
policy of teachers as the most significant school-based factor for *determining’ stadent learning
outcomes. These policies see teachers as decontextualized practitioners and as bath the ‘cause’
of, and ‘solution’ to, any problems with learning outcomes, often reduced o student
performance on high stakes testing. School effectiveness research in its carlier Irerations gave
some intellectual or ‘evidence base’ to this framing of educadon policy. These accounts
decontextualized the factors involved in school performance, particularly for disadvantaged
young people, and failed to recognize or acknowledge that it is those societies with low Gini
coefficients of social and economic inequality that achieve high quality and high equity in
schooling outcomes (Green of al., 2006).

In this policy context, pedagogy has also come to the attention of policymalers and zeacher
registration agencics. Thus, for example, in New South Wales, Australia. there is a quality
pedagogy policy endorsed by the state department. In England, for example. with the literacy
hour, there is alnost 2 state- or nationally sanctioned, technicise form of pedagogy (Marsh, 2007).

These policy developments have brought pedagogy under the purview of sociologists of
education again. Thus, we have seen a range of sociotogical studies of pedagogy {e.g. Alexander,
2008; Comber and Nixan, 2009: Hayes ef al., 2006; Munns, 2007; Sellar, 2009; Yates, 2009
Zipin, 2009), special issucs of journals on pedagogies (e.g. Infernational Journal of Inchisive Education
11(3), 2007; Discorrse 30(3), 2009; Pedagogy, Culture & Sociery 17(1), 2009) and a new Taylor
& Francis journal entitled Pedagagies: An international jovral.

The renewed focus on pedagogy by sociologists of education has also been linked to some
influential research. There is Robin Alexander’s monumental (2000) study of pedagogy in
relation to culture in five countries, Crulitnre and pedagogy, which is alio distinctive wathin its
field of comparative education in its focus on classroom practices and their embeddedness
in broader culture. Alexander acknowledged the relationships between pedagogy and social
control and recognized the “truth” of Bernstein’s (197 1: 47) well-known observation that: ‘How
a sociery selects, classifies, distributes, transmits and evaluates the educational knowledge it
considers to be public, reflects both the distribution of power and principles of social control.”
Alexander assumed and documented the linkages between pedagogies and different culrural
and historically bound ‘ideas and values, habits and customs, institutions and world views™ (2000
3). His research worked with a very broad and culourally based definition of pedagogy, extending
its meaning well beyond teaching ar instruction.

Alexander’s account follows Bernstein in its conceprualization of pedagogy as ‘cultural relay”.
Bernstein (2004: 196) observed that ‘pedagoegic practice can be understood as velay, a cultural
relay: 2 uniquely human device for both the production and reproduction of culture’.
Alexander’s comparative research clearly demonstrated the veracity of this observation.
Elsewhere, Alexander (2008) has provided stinging attacks on the negative effects of New Labour
school reform, pardicularly consequential accountability, on pedagogy in England, reducing its
meaning and neglecting its connections to culture. Alexander’s work also insinuated the necessity
of a sociological approach to pedagogy.

This reference to Bernstein also niakes us aware that there is another tradition of pedagogical
work in the sociology of education, that of Bernstein (1990, 1996) and his deeply theoretical
constructions of the message systems of schooling, curriculum, pedagogy and evaluation.
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Bernstein argued that changes in one nmessage system effected changes symbiotically in the other,
a reality obvious in the effeces of new testing and accountability arrangements on pedagogy in
England. In his later work, Bernstein was also concerned with the relations internal to schooling
systems of the message systems and ‘the recontextualising field of pedagogic discourse’. Such
a pedagogic discourse recontexrualizes knowledge into curricula, syllabuses and pedagogical
knowledge and practices,

Within a similar intellectnal field and related to consideradons of social and cultural
reproduction, Bourdieu saw pedagogies as necessarily invelving power relations and as alsa
central to the reproductive mechanisms, in social structural terms. of schooling systems. This
was particularly so for those pedagogies char assumed a culeural homology between the capitals
of schooling and pedagagy and those of the home. These are pedagogical practices chat regarded
school performance as a functon of individual capacicy, rather than cultural experience and
the possession of particular school-refevant cultural capitals, and thus miscecognized a *social gift
treated as a patiral one” (Bourdicu, 1976: 110).

As Bernstein (2004: 203) has noted, academic success at school demands owo complementary
sites of pedagogic acquisiion, that of the home and that of the schoel, Bernstein also suggests
that the pacing of curricula and the amount of material to be covered in a finite period of time
mean that school success demands complementary ‘official pedagogic dme at home’. And, of
course, the capacity to offer this pedagogic time is social class based.

Working within a different intellectual tradidon, that of US school reform, Newmann
et al.’s work (1996) on authentic pedagogy has also been influental o the US and Australia
and was the background to the farge Queensland School Reform Longitudinal Study, which
developed the concept of productive pedagogies. This concept was taken up by the Queensland
government and used as the basis for professional development for teachers, while it also formed
the basis of the development of a quality pedagogy model framing schooling in New South
Wales, as well as being influential elsewhere. Contemporary research in Singapore, tor example,
has built on productive pedagogies to consider more closely the pedagogies—knowicdges
relationship (Luke and Hogan, 2006). The Teaching and Learning Research Programme in
the LK, funded by the Economic and Social Research Council, has also provoked a renewed
research interest in pedagogy.

The policy-driven construction of pedagogy presents a thinned out version thar eschews
these broader definitions and that rejects the notion of theory attached to teaching. [t is this
effece that has areracted seciological attention. From within a theoretical and research frame,
some have also tecognized the difficulty of making pedagogy a stable object of theory and
rescarch (e.g. Sellar, 2009). In the next section, definitions of pedagogy and the changing
contexts of pedagogy will be considered.

Definitions of pedagogy

Here, I will make an attempt at definitions and, given the width and complexity of these, briefly
consider the different literatures that considerations of pedagogy are located within. Alexander
mukes a very clear distinction between teaching and pedagogy. Put succinetly, he asserts thae
pedagogy is the art of teaching plis its associated discourses to do with learning. teaching,
curriculunm and much else. For Alexander (2000: 540}, pedagogy is both an act (teaching) amnd
a discourse. This is pedagogy as cultural relay and its multiple and associared discourses. As

Alexander (2000: 540) states: “Pedagogy connects the apparently self-contained act of teaching
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with culture, structure and mechanisms of social control.” While noting that the feld is quite
muddled concerning a definition, Alexander (2008: 3) suggests the complex field of pedagogy
includes ‘culture and classroom, policy and practice, teacher and learner, knowledge both public
and personal’. Pedagogy is thus more than what is usually implied by the use of instruction to
refer to teaching in US teacher professional discourses and is also more than teaching, the more
common term used in the UK, Australia and New Zealand. Pedagogy could be seen also to
link closely to the other message systems of schooling, curriculum and evaluation and through
them ta culture, This broader definition of pedagogy suggests the need for a sociological account.
However, the use of pedagogy in this way is alse culture bound, as Alexander (2000)
demonstrates, In much of Europe, especially in the Nordic countries, and in Russia, pedagogy
refers to bath the act and idea of teaching framed by a very broad knowledge base (Alexander,
2000: 347).

While this chapter is concerned with pedagogy as linked to schooling and teacher practices,
pedagogies have seeped out of cducational instirutions to other social institutions and workplaces.
This is part of the de-differentiation associated with the knowledge economy and the
pedagogizing of many aspects of work and public policy. Bernstein (2001a.b) has spoken of
the ‘totally pedagogised society’ to refer to the ways in which social policy and professional
practice today have become pedagogized. What we have is ‘pedagogic inflation’ (Bernstein,
2001a: 367). where ‘the State is moving to cnsure that there’s no space or time which is not
pedagogised’ (Bernstein, 2001b: 377). This is why Bernstein suggests that a sociology of the
transmission of knowledge & now required, which is focused on the broader changes towards
the totally pedagogized society; this is an enterprise that would subsume the narrower sociology
of pedagogy.

In terms of the features of the totally pedagogized society, think for example of public health
policies of a preventative kind. Think of mandatory courses for single parents and welfare
recipients. Think of pelicies that require all young people to be in education, training or work
or a combination of these, rather than being weifare beneficiaries. Think of the pedagogic
functions of art galleries and museums, of the Web and the Internet.

This broadened conception of pedagowy is also linked to the effects of the new technologies
and the potential plobalization of pedagogies (Edwards and Usher, 2008). The older technologies
of pedagogy were bounded by classrooms and the technology of the book, while new
technalogies have seriously challenged these pedagogies of enclosure. These challenges link
more broadly to social theory as well, with a conception of public pedagogy linked to social
theory and a politics of change, It is almost as if, today, social theery needs o public pedagogy
as a bearer of change (Lingard ef al., 2008).

The remainder of chis chapter will deal, however, with a narrower conceprion of pedagogy,
namely that associated with schooling, while being aware of insights that can be gained for a
sociology of pedagogy from broader considerations of public pedagogy in social theory. I turn
now to a consideration of the praductive pedagogies research, which worked across the critical
and empidcal eraditions in the sociology of pedagogy.

Productive pedagogies

The Queensland School Reform Longitudinal Study (QSRLS) {(Lingard et al., 2001), from which
the concept of productive pedagogies was derived, was commissioned by the state government
in 1997. The QSRLS developed out of Newmann and Associates’ (1996) US research on
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‘authentic pedagogy’ and backward mapped from classroom practices to structures, with
priority given in the research design to classroom practices. As Rose has noted: "The vantage
point from which you consider schools ~ your location physically and experientially — will
affect what you see and what you can imagine’ (1995: 230). The model of productive
pedagogics was derived from long periods of observation in actual classrooms across Queensiand
governmens primary and secondary schools. The model derived from maps of teacher pedagogies
developed from a classroom observation tool, in turn developed out of the relevant research
literature and from an interrogation of the classroom data. The point to stress here is that the
model las come from observing achial teachers at work in actial classtooms.

Although the QSRLS was developed out of Newmann and Associates’ (1996) research on
‘aunthentic pedagogy’, it was recontextualized to take account of the Queensland context. The
Newnann research identified the concept of ‘authentic pedagogy” to refer to teacher classroom
practices that promoted high-quality learning and boosted achievement for all students.
Newmann found that authentic pedagogy boosted the achievement of students from
disadvantaged backgrounds, closing to some extent the equity gap in performance.

In the Newmann rescarch, authentic pedagogy incorporated the conceprs of authentc
instruction and authentic assessment.” The QSRLS research differentiated between pedagogies
and assessment, while ar the same time recognizing the importance of aligning the two,
Authentic instruction requires higher-order thinking, deep knowledge, substantive conversations
and connections to the world beyond the classroom. Authentic assessment involves students
being expected to organize information, consider alternatives, demonstrate knowledge of
discipiinary content and processes, perform elaborate conumunication, solve problems that are
connected to the world beyond the classroom and present to an audience beyond the school.

The QSRLS augmented the concepts of authentic pedagogy and assessment so as to take
account of social as well as academic student outcomes, Consequently, the elements of authentic
instruction were expanded into a broader grid consisting of twenty irems for productive
pedagogies (and authentic assessment into seventeen items for productive assessment), each
mapped o a five-point scale.

There were twenty-four carefully selected research schools, selected becanse of their
reputations for reform; half were primary and half secondary. Eight schools were studied in
cach year of the tesearch, with each being visited twice, fora week at a time. Classes observed
in these schoals were Year 6 (penultimare primary year}, Year 8 and Year 11 {(penultinmate
secondary year), in the subject arcas of English, maths, science and social science.

The expanded elements of productive pedagogies were derived froms a literature review and
included work from the sociology of education, critical readings of school effectiveness
and school improvement research, socio-linguistic studies of classrooms, social psychology
including sociocultural approaches, social cognition, learning communities and constructivism,
critical literacy, critical pedagogies, along with Freirean, indigenous, post-colonial and feminist
pedagogies.

It was in the construction of the twenty-element model of productive pedagogies from the
literature, which also formed the basis of the classroom observation manual. that the attempt
was made to construct a progressive pedagogy for contemporary times. This was evident in the
emphasis upon the constructed nature of knowledge and multiple perspectives on things and
also in the constructivist and collectivist approach to learning. It was also evident in the
connectedness of the pedagogies, to biographies, to previous knowledge, to the world in which
students currently learn and play, and to studenss’ everyday/everynight practices. Derived from
Bourdieu (1990), the contemporary and progressive characters of productive pedagogies were
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also evident in the required explicitness of criteria and in the substantive conversations. which
were conceived as being central to the distribution of multiple capitals to all studenes.

The emphasis upan working with and valuing difference attempted o construce a pedagogy
of difference (ethnic, indigenous, gender, disability, sexuality}, in terms of represenrarion in
texes and examples utilized in classroom pedagogies, and also in student inclusion in classroom
activities, and in the creation of actvist citizens who saw the global space as that for contemporary
politics, but who would also work on the local and mational. Thus, productive pedagogies soughe
to wark with, not against, multiplicity (Dimitriadis and McCarthy, 2001) and ‘with a cultore
of respect for the history, the language and cultere of the peoples represented in the classroom’
{Rose, 1993: 414). Stuart Hall (2000; 216) has insightfully captured the stance taken on difference
in the research: “This is not the binary form of difference between what is absolutely the same.
and what is absolutely *Orther’. [tis a “weave of similarities and differences chat refuse to separate
into fixed binary oppositdons’. Despite the strong theoretical underpinnings of the difference
dimension of productive pedagogies, it was difficult to operationalize the concept for the
classroom mapping exercise.

On the basis of about 1,000 classroom observations in twenty-four case study schools, over
three years (1998-2000) (about 250 teachers. each observed four times). statistical analysis

Table 15.1 Relationships between productive pedagogies and productive assessment

Dimensions Productive pedagogies Productive assessinent

Intefleceual Quality  Problematic knowledge Problematic knowledge: construction of

Higher order thinking knowledge
Lepth of knowledge Problematic knowledge: consideration of
Diepth of students” understanding alternatives

Substantive conversation Higher-order thinking

Moetalanguage Depth of knowledge: disciplinary content
Depth of knowledge: disciplinary processes
Elaborated written communication
Metalanguage

Connectediiess Connectedness to the world Connectedness: problem connected to
beyond the classroom the world beyond the classroom

Knowledge integration Knowledge integration

Background knowledge Link to background knowledge

Problem-based curriculum Problem-based curriculum

Connecredness: audience beyond school

Supportiveness Students” direcrion Students” direction
Explice quakity performance criteria Explicit quality performance criteria
Social support
Academic engagement
Student selt regulation

Engagement with  Culoral knowledges Cultural knowledges
and valuing of Active cirizenship Active citizenship
difference MNarrative Group identities in learning conumunities

Group identities in learning
communities
Reepresentation
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supported a multidimensional model of pedagogy — what we called *productive pedagogies’.
The tweney elements of productive pedagogies fitted into four dimensions, as shown in Table
15.1, which the research team named: intellectusl quality, connectedness, social support and
working with and valuing of difference. Table 15.1 outlines the four dimensions, including the
way the twenty elements fall under each of the dimensions, as well as the reconceptualization

of authentic into productive assessment.

Pedagogies of indifference

Each of the elements that made up the dimensions of productive pedagogics was measured on
a five-point scale, with a score of five representing high presence and quality of an efement,
The ‘findings” in relation to productive pedagogies suggest that, across the entire sample, there
was a high degree of support for students (although very few opportunitics for them to affect
the direction of activities in the classroom), but not enough intellectual demandingness,
conneciedness to the world or engagement with, and vatuing of, difference (see Table 13.2),
In relation to intellectual quality and connectedness. there was a high standard deviation,
indicating that these dimensions were present in some classrooms. In contrast, there was a high
mean and a low standard deviation for supportiveness (see Table 152}, What we saw were
very supportive and caring teachers, teachers practising an almost social-worker version of
teachers” work.

In the context of growing inequality, we believe that teachers should be congratulated for
the levels of social support and care they offered to students. This care was particularly evident
in schools located in disadvantaged communities. Schools do contribure to what contemporary
public policy likes to call ‘social capital’, that is, the creation of social trust, networks and
community — the collective (but also dangerous) ‘we’ of local communities (Sennett, 1998).
However, the research would suggest that such support is @ necessary, but not sufficient require-
ment for enhancing student outcomes, both social and zcademic, and for achieving more equality
of educational opportunity. Following Bourdieu and the research findings, socially just
pedagogies must work with a more equitable distribution of cultural capital through explicitness.

Table 13.2 Mean ratings of dimensions of productive pedagogies fram 1998 to 2000

15998 1999 2000 TOTAL
f=302) (n=343) (n=330) (n=975}
Mean  Sed dev. Mearr St doy, Mean  Std dev, Meann  Std der,
[nrellectual 216 77 217 73 247 91 2.27 .82
guality
Connectedness  1.84 77 1.97 79 2.39 .07 2.07 .85
Supportive 275 .63 305 47 326 67 303 .69
classroom
environment
Engagement 1.79 .51 1.89 .50 213 54 .94 54

with difference
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The actual pedagogics mapped, then, could be classified as pedagogies of indifference, in
their non-connectedness, their lack of intellectual demand and their absence of working with
and valuing difference. They were pedagogies of indifference in failing to make « difference,
particularly for students from families not possessing the requisite cultural capiral, However, it
should be stressed thar the reachers who were observed were not indifferent in terms of their
care, concern and indeed support for students,

There are structural reasons for these findings, including class sizes, contemporary policy
pressures (earher social justice policies, which perhaps emphasized care orer intellectual demand)
and contemporary testing policies, which reduced intellectual demand, 2 crowded curriculum,
time demands of curriculum coverage, pacing. pressures on teachers, a focus on steuctural change
and so o1 Allan Luke {2006), 1 member of the QSRLS rescarch team, observed that interviews
with teachers supported an explanadon that ‘the testing, basic skills, and accountability push
had encouraged narrowing of the curriculum’ and was affiliated with the finding of *a shaving
off of higher order and eritical thinking and a lowering of cognitive demand and intellectaal
depth’ (p. 123).

The lack of intellecrual demand (particularly in schools serving disadvantaged communities
and particularly in secondary schools) had serious social justice implications. Indeed, this absence
of intellectual demand works in the way in which Bourdieu suggesss schoolk reproduce
inequaliry, that is, by demanding of all that which they do not give, those with the requisite
culeural capital are advantaged in schooling. Such a ack probably reflects the substantial amount
of curriculum content teachers fcle they had to cover in a finite period of time; thus coverage
became more importane than the pursuit of higher-order thinking, citizenship goals and so on.
This pedagogy for success requires a complementary pedagogy at home, thus reproducing class-
based inequalities around familial culeural capital.

The lack — indeed absence — of engagenment with difference perhaps refleceed teacher doubt
about what the appropriate responses were and a serious lack of effective professional develop-
ment on such matters. In our view, this did not reflect so much a failure to recognize that
something had to be done, but rather not knowing what to doe in an increasingly xenophobic
political environment. From its election in 1996 through untif its defear in 2007, the Howard
government i Australia shifted ‘the public gaze and preoccupation to global events such as the
War on Terror, the potential avian flu epidemic and, at the micro level, encourages its popularion
te be wary of strangers, to be conscious of the vulnerabilicy of Australia and Australian shores
to illegal immigranes’ (Crowley and Matthews, 2006: 6), provoking a fear of difference, rather
thar robust multiculturalism and robust reconciliation with Indigenous Austratians. We also
found (apart from the Aboriginal community school) an inverse relationship between the extent
of engagement and valuing of difference in pedagogical practices and the ethnic diversity of
the school’s pepulation, a counter-intuitive finding.

Conclusion

This development towards a sociology of pedagogies has suggested that there have been two
traditions within the sociology of education in respect of pedagogies. The first was that of critical
and feminist pedagogy. largely political approaches, which has also continued to develop in
paraflel to the diversification of social theory across a range of social differences. Gaby Weiner
(2007), in a review of feminist pedagogies, suggested that they remain an aspiration rather than
a set of actual practices. The second is that associated with the work of Bernstein and Bourdicu,
located within considerations of social and cultural reproduction,
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[ have also suggested that contemporary education palicy developments have again brought
sociological considerations of pedagogy to the fore. These policy developments around
accountability and high stakes testing have ushered in enhanced sociological interest in
pedagogies and what has been called new pedagogy studies. At the same time, some research,
particularly that of Alexander, has contributed to a revitalization of the sociological study of
pedagogries.

The Queensland productive pedagogies research was dealt with because it sought to cut
across the critical pedagogy tradition, including feninist pedagogy. and more empiricist
accounts such as that of Newmann and Associates (1996). Jennifer Gore (1993), in The stinggle
for pedagogies, established another binary in her account of critical and feminist pedagogies:
between the social vision of these approaches and the more explicit instructional focus of
empiricist accounts. Rejecting this opposition, she argued that ‘instruction and vision are
analytical components of pedagogy, insofar as the concept implies both, each requires atrention’
(1993: 5). Productive pedagogies.* politically aware and empirically based ~ working with both
vision and instructional concerns — would appear to offer potential for future pedagogical research

from a sociological perspective.
Notes
i Although pedagogy is both singular and plural, 1 have used pedagogies in this chapter to pick up

on muliiple approaches to pedagogy both in its narrower construction in reladon to schooling and

broader conceptions in contemporary social theory.

2 The concept of ‘authentic’ was reiected in the QSRLS because of its modemist overtones. Pedagogy
was pluratized ro indicate that many pedagogical styles could be aligned with productive pedagogies,
while acknowledging that pedagogy, like sheep, is pedandcally both singular and plural. Productive
resanated with the idea of teachers actually producing something in a positive sense.

3 There has been critique of the productive pedagogics model and rescarch design {see Ladwig, 2007;
Mills er af., 2008).

References

Alexander, T {2000 Cuiture and pedagogy internatioual comparisens i primary education, London: Blackwell.

(2008) Essays on pedagogy, Londen: Routledge.

Apple, MW, (2000) ' The shock of the real: critical pedagegies and rightist reconstructions’, in P. Trifonas
{ed.) Revoluntary pedugogies, Now York: Routledge.

{2006) “Critical education, politics and che real world’, in L. Weis, C.McCarthy and G. Dimitriades
(eds) Ideology, amriadum, ond the new sociology of education: revisiting the work of Michael Apple, New

York: Routedge.
Bernstein, B, (1971} *On the clssification and framing of educational knowledge’, in M.F.D. Young
{ed) Knowdedee and contrel, London: Collier-Macmillan.
e {1990} The structuring of pedagogic discourse, London: Routledge.
——— {1996) Pedagogy, symboiic control and identity, Bristol: Taylor & Francis.
(2001a} “From pedagogies to knowledge’, in A. Marais, I Neves, B. Davies and H. Daniels {eds}
Tetvards a sociology of pedagogy: the coutrituition of Basil Bemstefu to research, New York: Peter Lang,
(20011 “Video conference with Basil Bernstein'. in A.Marais, 1. Neves, B.Davies and H.Daniels
(edds) Towards a sociolagy of pedugogy: fhe confribution of Busil Berustein to research, New York: Peter

Lang.

176

TOWARDS A SCCIOLOGY OF PEDAGOGIES

(2004) *Social class and pedagogic practice’, in 8.5, Ball {ed.) The RoutdedgeFalner reader in socielogy
of edugation. London: Routledge.

Bourdieu, P. (19706} "The school as a conservative force: scholastic and cultural tnequalities’, in I, Dale,
G. Esland and M. MacDonuald {eds) Schooling asrd capitalisni: a sociological yeader. London: Routledge
& Kegan Paul.

(1990) *Principles tor reflecting on the curricubun’, Curigehuns forrmal 1(3): 307314,

Comber, B. and Nixen, H. (2009} ‘Teachers” work and pedagogy in an era of accounrabilivy’, Disconrse:
Strdies frr the Cultural Politics of Educarion 30(3): 333-343.

Connell, ROW. (1985) Teaclers’ work, Svdney: Allen & Unwin.

Crowley, V. and Matthews, [, {2000} *Museum, memorial and mall: postcolonialism, pedagogies, racism
and reconciliation’, Pedagegy, Culture & Sodcery 14{3); 263-277.

Drimirrindis, G, and McCarthy, C. (2001) Reading and teaching the postcolonial:_fron Buldwin o Basquiat and
feyond, New York: Teachers” College Press,

Edwards, R. and Usher, R. (2008) Globalisation and pedigogy space, place and idenriry, 2nd edn, London:
Roudledge,

Ellsworth, E. (1989) "Why doesn't this feel empowering? Working through the repressive myths of critical
pedagogy’, Horvard Educational Review 39; 297324,

Freire. P. (1973) Pedagagy of e oppressed, Harmondswaorth: Penguin.

Giroux, H. (2003} Public spaces private lives: democracy beyond 9711, New York: Rowman & Lilefield.

Gore, ] (1993} The strigele for pedagagics eritical and fominist discowrse as reghmes of truth, New York; Routedge,

Green. A.. Preston, J. and Janmaat, [.G. (2006) Education, equality and socal eoliesivn: o comparative analysis,
London: Palgrave.

Green, B. (2003) ‘An unfinished project? Garth Boomer and the pedagogical imagination’, Opinion: Jourad
of tie Soutlt Anstralion Teachers' Assodation 47(2): 13-24,

Hall, 5. (2000) *Cenclusion: the muld-culoural question’, in B, Hesse {ed) Un/sertled nadticalioralism,
London: Zed Books.

Hayes, 13, Miils, M., Christie, P. and Lingard, B. (2006) Schools and teachers maling a difference? Productive
pedagogics and assessment, Svdney: Allen & Unwin.

Hursh, D. (2008) High-stakes testing and the decline of teaching and fearning, New York: Rowman & Licdefield.

Ladwig, |. (2007} *Modelling pedagogy in Ausmralian school reform’, Pedagogies: An batemationad Jousal
2(2): 57-76.

Lingard, B., Ladwig, J.. Mills, M., Bahr, M., Chanz, D)., Warry, M., Ailwoed, .. Capeness, I, Christie,
P., Gore, J., Hayes, D, and Loke, A, 2000) The Queenshund School Reform Longitdinal Study,
vols. 1 and 2, Brishane: Education Queensiand.

—-— Nixon, . and Ranson, S. (2008) ‘Remaking education for a globalized world: policy and pedagosic
possibilicies”, in B. Lingard, J. Nixon and S. Ranson (eds) Transforming leaming i schools and
cottriniries, London: Continuum,

Luke, A. {2006) ‘Teaching after the market: from commodity to cosmopolitan’, in L. Weis, C.McCarthy
and G. Dimitriades {eds) eology, auricufum, and the wew socielogy of education revisiting the vorde of
Michael Apple, New York: Routledge.

—— and Hogan, 13, 2006} *‘Redesigaing what counts as evidence in educational policy: the Singapore
model’, in ], Ozga, T'. Seddon and T. Popkewitz (eds) Edncation research and policy stecring the knowdede-
based economy, London: Routledge. . “

Luke, C.and Gore, J. (eds) (1992) Feminisms and ortical pedugogy, New York: Routledsge.

Mahony, P. and Heswll, T (2000) Reconstruciing teaciing standerds, pesfornsance and acconntability, London:
Routledge.

Marsh, ]. (2007) ‘New literacies and old pedagogies: recontextualising rules and practices’, Tnferiational

Jowmal of Tuchisive Edncation 113 267281,

McLaren, P. and Kincheloe, ). (eds) (2007) Critical pedagooy: witere are e now?, New York: Peter Lang,

McNeil, L. (2000) Contradictions of scheel reform: educational costs of standardized testing, New York:

Routledge.

177




BOB LINGARD

Mills, M.. Goos, M., Keddie, A., Gitbert, R, Honan, E., Khan, E., Nichols. K.. Pendergast, )., Renshaw,
P. and Wright, T. (2008) Longimdinad study of teadring and leaming in Gueensland state schools, Brisbane:
Department of Education, Training and the Arts.

Munns, G. (2007} ‘A sense of wondet: pedagogies to engage students who live in paverty’. International
Journal of Incusive Education 11(3): 301-315.

Newmann, F. and Associates (1996} Authentic adiievenens: restmctueing scheels for futellectnal quality, San
Francisco, CA: Jossey-Bass.

Power, M. (1997} The ardit eulnre ditnals of verification, Oxford: Oxford University Press.

Rose, M. (1993) Possible tives: the promise of public education i America, New York: Penguin.

Sellar, S. (2009) “The responsible uncertainty of pedagogy’, Distonrse: Studics fr the Cultwral Politics of
Edncation, 3043): 347344,

Sennezt, R {1998) Thie corrosion of character: the personal consequences of works i the new capitalism, New York:
Norton.

Smyth, ]. (1998) ‘Finding the *enunciative space’ for wacher leadership and teacher leaming in schools’,
Asia-Pacific Janmal of Teacher Education 26(3): 191-202.

Trifonas, P. (é(’)f)fw) ‘Introduction. Pedagogies of difference: locating othemness’, m P, Trifonas {ed.)
Pedapogies of difference vethinking edication for yocial ehange, New York: Roudedge.

Weiner, G. (1994) Feminisis i edwcation an introduction, Buckingham: Open University Press.

(2007} *Our of the ruins: feminist pedagogy in recovery’, in B. Francis and C. Skelton {eds) Huidbook

for gender and education, London: Sage.

Y‘Jtcs: L. (2009) *From curricutum to pedagogy and back again: knowledge, the person and the changing
world®, Pedagegy, Cultwre & Sociery 17(1): 1728,

Zipin, L. (2009) ‘Dark funds of knowledge, deep funds of pedagogy: exploring boundaries between
lifeworlds and schoals’, Discourse: Studies in the Crlrral Pelitics of Educarion 3(3(3): 317-331.

178

4 7
B

FIRY

ﬁ%
2

Families, values, and class relations
The politics of alternative certification

Andrew Brantlinger, Laurel Cooley and Ellen Brantlinger

Secial organizations play a powerful role in the reproduction of social inequality. According
to eritical soctologists Perrucci and Wysong (2003), the perperuation of class inequalities is
linked closely to scripts of organizations controlied by the privileged (pp. 32-33}. While aften
espousing democratic ideals, these organizations advantage children, friends, and associates of
privileged clisses who have the orientations, credentials, and social ties to “fit” such organizations.
Although he includes micro-level analyses, theorics of deep-rooted inequality scripts are
consistent wich Ball's (2003) critical, post-structural analysis of policy and class pawer relations,

Reassured of their own strengths, the privileged class focuses on subordinated class deficits
(Ryan, 1971). Privileged people do not acknowledge or recognize how their conwrol of
mstitutions structures the advantages that fead to the superior cutcomes of their class
(Brantlinger, 2003). They chim that plhying fields are level, or can be made level, and
opportunity is available to those who put forth an effort. Privileged people are confident that
their advancement and the school circumstances that facilitace it result from their own efforts
and merits. Higher status and achievement are attributed to family values racher than family
privilege. Because superiority myths are reified through the supposed objectivity of science,
subordinate classes are persuaded about the others’ superiority, or they are silenced; hence,
inequality is perpetuated.

Critical sociologists and schelars of color have wrned explanations about distinctive school
outconies from the personal and cultural deficits of the poor to structural bias. A number of
ethnographies refute claims to lower-income people’s intellectual inferiodity. lack of effort, and
not valuing education (e.g. Branchinger, 2003; Carter, 2003). Other studies iflustrate the
absence of oppertunity in low-income US schools on a national level {Kozol, 2005). Theories
about the reproduction of social status through class-distinctive K-12 instirudional arrangements
are well known (Bowles and Gintis, 1976). However, this phenomenon is rarely addressed in
teacher development programs and broader edueation policy.

Privileged class organizations define social problenis narrowly and offer narrow solutions to
these problems. Because they are far more palatable than direct solutions (e.g. the redistribution
of wealth), clites have long promoted educational selutions to poverty and other social ills
(Tyack, 1974), President Johnson's War on Poverty featured massive federal expenditures on
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such educational programs as Title 1 and Head Start, yet economic inequality is greater today
than it was in the 1960s (Perrucci and Wysong, 2003). Rather than reducing disparities, govern-
mental and philanthropic interventions mostly maintain and intensify them {(McDermott, 2007).

In this chapter, we explore how class dominance permeates new organizations and
immevations in teacher recruitment and training. Alternative certification (AC) is at the heart
of current education reforms designed to uplift the poor. Young AC teachers from privileged
families are seen as “change agents” who will reform troubled schools and ameliorate social
inequality. Yet, while there is lictle evidence thar AC has benefited the poor, there is clear
evidence that it benefits the wealthy. In this chapter, we focus on non-profit AC organizations
that have garnered lucrative relationships with urban districts. While using democratic rhetoric
in describing their mission, organizational leaders provide clites like themselves unobstructed
access to jobs in urban education.

Our assertions are based on research on the New York City Teaching Fellows (NYCTE)
conducted by MetroMath ac che City University of New York. This research includes hundreds
of surveys, classroom observations, and several dozen interviews. We also include an analysis
of print media and Internet information on NYCTF, The New Teachers Project (TNTP), and
Teach for America (TEA). The impact of privileged class dominance on these organizations,
their teacher recruitment policies, and the effectiveness of graduates are addressed in this chapter.

Organizations created to improve the quality of the teaching
force

In spring of 2000, Harold Levy became NYC schools chancellor. A former corporate lawyer,
Levy was the first non-educator to hold this position (Goodnough, 2004). As with most urban
arca;;, poor neighborhoods in New York City (NYC) were, and still are. plagued by various
educational woes, including the persistent scarcity of a stable, qualified teaching force {Bovd et
al., 2005). State pressure compelled Levy to replace uncertified teachers with certified ones in
the city’s “lowest performing” schools. Though it would not become law untii 2001, No Child
Left Behind (NCLB) legislation heightened concerns about teacher quality in NYC and other
urban areas (No Child Left Behind, 2001).

Shortly after Levy began, state education commissioner Mills threatened to sue NYC
leadership for their reliance on uncertified teachers. In response, Levy petitioned the state to
approve an alternative route to teaching:

Levy told Vicki Bernstein [at the NYC Board] to do whatever it took to get a career-
changer program up and running by September [of 2000] ... Levy was confident that
he could persuade Mills to recognize his recruits as certified if he could prove they were
well-educated and comimitied.

{Goodnough, 2004: 34)

Mills and the state complied, creating a “transitional” license that allowed “career changers”
and recent college graduates to be paid as teachers of record after they completed a short
preservice progrant.

Working with Bernstein and TINTP, Levy fashioned the NYCTF program in his own image.
NYCTF attracted privileged class outsiders to a school system that Levy and others believed
was badly mismanaged by educationist insiders. While verbalizing interest in minorities,
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NYCTF primarily sought upper-class candidates with elite credentials. In a New York Times
opinion piece titled “Why the Bese Don't Teach,” Levy {2000) complained,

a quazter of those weaching in [NYC] public schools earned their bachelor's degrees from
institugions that “Barron's Rankings of Colleges and Universities” describes as “less
competitive or noncompetitive” . . . Cur children need teachers with outstanding abilities
and tigorous academic eraining,

Sacial class was a subtext of Levy’s push for AC teachers. Levy assumed schoels would be better
run by elites and corporate-types. Levy saw Fellows as “change agents” who would reform a
troubled school system from the bottom-up (Goodnough, 2004: 197).

NYCTF was good public relations. New AC policy allowed the Feflows to be counted as
“certified” after they completed only 200 hours of preservice training. While they were less
prepared to teach than many of the uncertified teachers they replaced, the Fellows were also
considered “highly qualified” under NCLDB guidelines. NYCTF was selective, with some 2300
applicants applying for 320 positions in the first year. Large percentages of Fellows graduated
from top-tier universities, had professional experience, and passed state certification exams.
Further, the term “Fellow’™ sounded exclusive and attracted elites who would not consider
teaching without special recognition and other privileges {(Goodnough, 20043,

Despite a lack of evidence, NYCTF was readily heralded as a success and it expanded ten-

fold in the next two years. TINTP began to partner with districes and states around the country
to replicate the Fellows program. Founded in 1997 by former TFA “core members,” TNTP
was crested to “eliminate school inequality” (TINTP website, 2008). TNTP reports the
following on their website:

[TNTP] is a national nonprofit dedicated to closing the achievement gap by ensuring
that high-need students get outstanding teachers . . . Since its inception, TNTP has trained
or hired approximately 33,000 teachers. benefiting an estimated 4.8 million studenss
nationwide. It has established more than 70 programs and initiatives in 28 states and

published three seminal studies on urban teacher hiring and school staffing.

TINTP assumes that AC recruits have superior educational backgrounds and, hence, need fittle,
if any, preparation to teach. This 1s an assumption shared by many AC advocates. For example,
Raymond, Fletcher and Luque (2001) assert that TFA teachers are a: “select group of college
graduates, culled from the finest universities [and that it's] possible that traditional certification
programs and pedagogical training are less necessary for them than they are for the typical
teacher” (p. 68). Contradicting such arguments, Darling-Hammond {1994) provides strong
evidence that TFA training leaves it privileged class recruits woetully unprepared for their first
year of urban teaching.

Both TFA and TNTP cloak class-biased recruitment and training strategies in language of
scientific neutrality and objectiviey. The TINTP website advertizes:

[TNTP helps] select outstanding teachers by using: A proven set of selection criteria based
on achievement, characeer, leadership and other fundamental qualities and personality
traits. Trained selectors use a continually refined, research-based selection model. A highly
professional, rigorous and competitive application process maximizes our ability to
assess candidares” qualifications and inspires candidates to teach, Carefully-structured and
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normed rating tools promote consistent assessment of candidates. Rigorous training and
quality control ensure that the selection process is implemented eftectively and fairly.

As Perrucci and Wysong (2003) note, such supposedly “rigorous, neutral, scientific methods
to determine merit” present a facade that disguises privilege (p. 76). TFA uses a similar “objec-
tive"” formula for selecting their AC teachers {Foote, 2008). Pretensions to science and technical
expertise allow elites and “experts” to quash democratic impulses and monopolize control of
educational decision-making {Tyack, 1974).

TNTP. TEA. other non-profit educational organizations (e.g. New Leaders for New
Schools), and think tanks (e.g. the Education Trust) are closely linked. They serve on one
another's executive boards and share a similar philosophy of reform that nurrowly focuses on
“reducing the achievement gap.” Leaders of these organizations attended [vy League universitics
and generally came from privilege. As such, they have close ties to powerful people (e.g. wealthy
philanthropists, politicians, lawyers) whe lend financial and political suppore. TNTP and TFA
board members also transition easily into leadership positions in other educational and
governmental organizations. The best-known example is Michelle Rhee, the frse president of
TNTP. who became DC Schools Chancellor in 2007, in spite of the fact that she only taught
for two years.

Lesser-known TFA members have garnered prestigious jobs, often in education, after similar
short stints as teachers. Because they have greater cultural, social, and financial capital, Fellows
and TFA teachers are able to profit off of short experiences as teachers in ways that others
cannot. Fellows are paid a stipend to attend preservice training, receive a publically subsidized
Masters degree, and become paid teachers of record after fulfilling minimal preservice
requirements. Foote (2008) describes how TEA partners new recruits with wealthy donors wha
serve as future connections for employment.

The privileged class increasingly identifies with private rather than public interests {Reich,
2007). While not private, TFA and TNTP are non-protit organizations that conform to neo-
libera! rrends in education (Apple, 2006). Funded with both philanthropic and public monices,
leadership teams make corporate-level salaries (§120,000-250,000) and earn additional income
through outside consulting. However, rather than being seen as welfare programs for the privi-
leged, TEA and TNTP are advertised and generally perceived as benevolent ventures that serve

the needs of underprivileged students.

Facts about NYCTF

Despite being the biggest AC program in the country, research on NYCTF is scarce. However,
the extant research is troubling. Stein (2002} finds close to 90 percent of the first-year
Fellows she surveyed were already considering leaving their initial placements in high-needs
schools. She concludes that NYCTF “is an unqualified success at producing certified teachers;
however, it is unlikely that it will reduce the problem of teacher tumover and lack of certified
teachers at [failing] schools™ (p. 1). Others ebserve that Fellows are thrust into the classroom
with minimal formal training and struggle to teach effectively (Costigan, 2004; Goodnough,
2004; Meagher and Brantlinger, under review). While many have the potential to become
effective and committed teachers, novice Fellows focus on daily survival and often teach in a

control-centered fashion.
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In an analysis of pupil achievement data from NYC, Boyd ¢t al. (2006) find that Grades
4-8 students of Fellows have lower achievement gaing on mathematics teses than do comparable
students of traditionally certified teachers. They also find that less experienced reachers—and
Fellows are disproportionally inexperienced—are far less effective than mathematics teachers
with three or more years” experience. Further, NYCTF teachers have considerably lower rates
of retention than college-recommended or temporary-license teachers at similar NYC schools.
Aceridon of Fellows is particularly acute in the highest-poverty schools. Boyd or al. (2003) find
that. in NYC, “highly qualified teachers are more likely te quit or eransfer than less-qualified
teachers, especially if they teach in low-achieving schools™ (p. 167). It should be noted that
these researchers equated “highly qualified”™ with a score in the upper quartile of those who
took state certification exams (i.e. many Fellows). In sum, NYCTF has not been shown to
improve the academic and life chances of lower SES urban students. This is important given
the links between teacher quality and student achievement (Sanders and Rivers, 1996).

Preliminary MetroMath research results

In the summer of 2007, MetroMath surveyed 269 of approximately 300 mathematics Fellows

‘

m the newest “cohort.”™ Closed items asked respondents to report both demographic and
school background informatzion. Open-response items asked about their perceptions of urban
teaching, relationships to students in high-needs urban schools, and reasons for becoming an
AC mathematics teacher.

The demographic data reveal little experiential or contextual commonalities between
Fellows and students in the high-needs schoals in which they teach. Only about 20 percent of
survey respondents reported attending such schools themselves. Five in six report attending a
selective school (both private or public) or being placed in a selective program within a non-
selective school, Less than 15 percent of survey respondents reported growing up lower income
or working class. Approximately oue third of the math Fellows were black or Latino. However,
the racial composition of the mathematics Fellows does not come close to reflecting the ethnic
composition of children in high-needs NYC schooels.

Fellows' lack of connection to high-needs urban districts is problematic. Qualified teachers
should be able to relate constructively to pupils and their guardians (O’ Connoer and McCartney.,
2007). Yet, the MetroMath survey indicates that many preservice nuathematics Fellows appear
unable to do so. One open-ended survey item asked respondents to report similarities and
differences between students in high-needs urban schools and the stndents they went to school
with. Respondents named more than twice as many differences than similarities (Table 16.1}.
The three most common themes were the following: (1) outside distractions and difficult heme
fives that interfere with students’ academic success: (2) students’ academic skills, engagement,
and behavior; and (3) school resources (e.g. financial and human capital} and educational access.

The approximately fifty-five hours of fieldwork the mathematics Fellows completed in their
surmner prior to teaching appeared to solidify the dominant view that youth in high-needs
schools have more outside distractions, less supportive families, and were less academically
able and engaged than students with whom the Fellows had attended school themselves. Many
survey respondents, though certainly not all, openly articulated deficit views blaming urban
commiunities, guardians, and youths for lesser educational outcomes, while generally failing to
namte school context distinctions. One Fellow elaborated: “T went to school with kids who
knew they were there to study and who seemed selfemotivated to do their best. In high needs
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Table 16,1 Fellows as students and students in high-needs arban schools

Ortsidde disiractions or Academic skills or Schosl resonrces or
difficult fronie life engageiment eSS

Similar 16 35 4

Different 101 95 32

e to motivate excellence.”

schools, even if the kids are able to do beeter, the culture doesn’t s
Anocther wrote that at his childhood schools; “Parents were more invelved and paid tuition!
Scudents wore uniforms. There was more discipline!” Criticism of urban fimilies included:
“dysfunctional,” “lack of attention from guardians/parents,” “education not a high priority,”
and “clash between home and school expectations.” Despite limited contact with urban
stressing the

o

communities, many Fellows wrote that studenis had no one: “pushing then,
importance of education,” or “involved in their lives.” In contrast, when in secondary

school they experienced: “white peers with structured lives,” “fear of disappeinting parents,”

and “more self-motivation.” Academic differences were generally actributed to students” drive,

(mathematics) ability, intelligence, engagement, interest, values, tastes, attention span, emaotional

stability, and respect for others and school.

Discussions of socioeconomic inequality, systemic institutional failare, racism, and class bias
generally were muted or absent in these responses. However, as Table 16.1 also indicates, slightly
more than one third of respondents brought up issues of equity and access when comparing
high-needs urban schools with schools of their own youth. One said: “T went to school with
no diversity. My classrooms were equipped with everything above and beyond what was
needed.” Another remarked: “We had more technology, more sports, more programs to keep
us interested in education.” Another concluded: “I went to a very good school in Brooklyn,
but those in the high needs schoals are usually given the short end of the stick. They are not
given the tools they need to succeed in this society.” Yet, even those who identified gaps
between resources in high-needs urban schoels and the schooels of their own formative years
{i.e. contextual lacks} as reasons for distinctive student outcomes generaily did not espouse
theories of generalized structural inequalities.

Some of the above results are atcributable to a survey methodology that limits epportunities
for extended responses. However, interviews with twenty-seven mathernatics Fellows conducted
by MetroMath provide further evidence that mathematics Fellows generally hold meritocratic
views of educational achievement. Though privilege was a subtext, interviewees give versions
of huard work, motivation, and intelligence as reasons for superior school cutcomes. Many
verbalize that their goal in entering NYCTF is to impart the ethic of “hard work pays off” to
low-income minority students—a principal goat of TFA and TNTP.

MetroMath data indicate that their meritocratic idealism is generally shaken once they began
as reachers of record. In particular, surveys with 167 and interviews with 18 mathematics Fellows
with one or two vears of teaching experience show that experience makes mathematics
Fellows fatafistic about their inability to change school conditions or students’ fates. Many of
these Fellows planned to move to a “better” school as soon as they could. Of the fracton who
wished to remain in teaching, the majority planned to apply to suburban, private. or selective
public schools within the next five years. Other Fellows aspired to higher-paying and mare
prestigious leadership positions within their schools, districts, universities, or govermmental or

non-profit organizations.
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Large numbers of younger mathenatics Fellows—and over two thirds are between the ages
of 21 and 27 when they begin—see urban teaching as temporary. When asked why they bcc;_l;ne
a Fellow, twelve such Fellows candidly admitted to a lack of decent wage alternatives and 4
need for employment. Others confessed they knew from the beginning that their commitment
would be short term: one “needed a break before graduate school,” eight “wanted to live in
NYC." A tew reported that the expericnce would loak good on their résumé.

Downward mobility and an intensification of opporiunity hoarding

Teaching has rarely been considered high status or lucrative enough to attract privileged classes.
Individuals who are first in their family to attend college understand teaching as a secure,
respectable, and fairly weli-paid career (Brandinger, 2003). With the exceprion of middle-class
wonien. who see teaching as a reasonable way to accommodate child rearing and supplement
a husband’s salary. public school teaching has been eschewed as below the capability of children
from protessional families. Societal inseability, however, has caused a downward trajectory for
the middle class (Reich, 2007). Objective measures and subjective impressions indicate that
young workers today find it difficult to match the living standards achieved by previous
generations (Lasch, 1995; Perrucei and Wysong, 2003). The number and type of applicants to
NYCTF suggest that unemployment and underemployment among the educated class has lead
to aspiration reduction.

We contend that the privilege-class response to occupation scarcity is to create new post-
baccalaureate opportunisies, such as NYCTF and TFA, for their children (Devine, 2004). Even
Fellows with no intention of staying in the teaching profession still earn an income on the short
run, a publicly subsidized Masters degree, and esperience that enhances their résumé, This
teaching experience, however brief. enables them to compete for higher-status and lucrative
Jobs in a credentialed society. Of course, there has also been an even greacer decline in reasonable
employment opportunities for subordinated groups—even college graduates from less privileged
backgrounds (Smiley, 2008). Yet, the types of non-profit organization discussed here de not
represent them or their interests. African Americans, Latinos, and the working class do not
conrrol the messages or organizations that respond to such downward trends—¢that is the domain
of the privileged. Despite the dominant class’s protese against affirmative action, obviously such
programs as NYCTF selectively privilege the dominant class,

Who designs alternative routes? And why?

Traditional teacher education programs face a barrage of criticism for insufficiently preparing
teachers and allowing the wrong people into the field. Rumbtings that teacher education is
unnecessary because good teachers are born, raised by good (affluent) parents, or educated at
elite univensities periodically surface. In response to the perceived lacks in undergraduate
programs, the Holmes Group tried to establish teacher education as a post-baccalaureate degree.
This approach was rejected by some university officials, who argued that, given the expense
of higher education, adding a fifth year would eliminate potential candidates, particularly
nunorities, children of the working class, and first-generation college attenders.

The current neo-liberal approach has been to bypass teacher education and concentrate on
recruiting teachers from tier one colleges. Proponents have convincingly argued chat tuition
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waivers and stipends are needed to attract these qualitied individuals and high-quality minerity
candidates. Candidates in mathematics, science, and special education are of particular interest.
Urban schools are targeted because of their persisient teacher shortages. Becanse they are funded
by property taxes, schools in low-income districts lack equivalent human and physical resources
(Kozol, 2005). Hence, teacher shortage in urban areas is largely due to class discrimination.
Attrition is not only the result of resource gaps, but repressive demands at “hiling schools.”
Teachers at chese schools are often subjected to draconian scrutiny from administrators and are
required to enact scripted curriculum aimed ac high-stakes tests {Goodnough, 2004), Diminished
conditions lead to a dearth of applications from qualified candidates and high faculty turnover
(Boyd et al., 2005). The continuation of deep school inequalities leads the authors to be skeptical
that, without redressing the ubiquitous and pemicious economic and social inequities, recrutting
teachers from any teacher education program will solve the problem oflack of qualified teachers

in impoverished urban schoels,

The impact of the new teacher education programs

While privileged-class members do werk hard, they are not selfbmade. Unlike less-privileged
classes, they have the capital and clout to facilitate aspirations for status maintenance and upward
mobility. Instead of recognizing how organizations are biased toward them, they see schools
and society as fair and just. As the epitome of super-class advantage, the pelicies and practices
of NYCTF and TFA that privilege the elite must be changed to allow access by residents of
poor urban neighborhoeds and the types of candidate who aditienally have made 2 longtime
career of effective teaching in high-needs urban schools. Our evidence and a review of the
literature reveal that the better-known and most selective alternative programs we studied result

in the following:

Social class displacernent

Teaching Fellows take the place of uncertified or temporary licensed teachers who have staffed
high-needs schools since the early 1980s or before. Some of these teachers had backgrounds
in the fields that they taught. Many had more teaching experience and educational training
than first-year Fellows. Most had strong ties to the schools and connmunities where they worked.
As noted earlier, novice uncertified teachers appear to be about as effective in mathematics as
Fellows (Boyd et al., 2006).

Middle-class welfare

NYCTF spends approximately $25,000 per Fellow for training for a Master’s degree
{Goodnough, 2004). Given that there are 2300-3300 new Fellows annually, this translaces into
tens of millions of taxpayer doltars going to Master’s coursework and other professional support
for new Fellows. Less-privileged candidates who hold temporary licenses must pay for their
own training and Master’s degree. Prior to 2004, new teachers in NYC did not receive
mentoring unless they came through an AC route. Although most are needier than NYCTFE
recruits, once again the career building of middie-class people has become a priority. Granted
this phenomenon resulted from social and cconomic conditions in which privileged students
have been unable to find acceptable jobs in the areas of their earned degrees. [t s no surprise
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that NYCTF applications would increase substantially in lean times. Levy has called NYCTE
“zn opportunity for people to make good on their altruistic desires.” without identifving the
“people” ro whom he referred. Lower SES people are likely to see teaching as o long-term
career, an attitude that is healthier than the missionary-savior complex that our evidence shows
will soon be chwarted.

Absence of high qualifications

Qrur data suggest that the claim that the mathematics Fellows are more “highly qualified” and
especially “rlented” does not hold true, Contradicting NYCTF rhetoric about recruiting the
“best and the brightest,” well over three quarters of mathematics Fellows do not have adequate
backgrounds in mathematics {Donoghue er al., 2008). If rapport wich, and respect for, students

are Judged, then Fellows also fall short.

Negative side effecis and lack of improvement

The NYCTF program claims to “tap professional class idealism” (Keller, 2000: 1}, Levy saw
NYCTF recruits as a vanguard that would work against the status quo culture in schooling,
Qur research and that of others (e.g. Boyd er al.. 2005; Costigan, 2004) document that Fellow
optimisin and idealism are shore lived, that teachers rarely identify with their urban students,
rarely understand the actual constraings on their lives, and do noet remain in high-needs schools,

Alternative certification as a business solution to complex social
problems

Writing fron: a Lberal perspective, Beobert Reeich {2007) sees members of the privileged class as
increasingly identifying with private rather than public interests and producing “secessionist ideas
and consequences” (cited in Perrucei and Wysong, 2003: 63). Workers involved in production
have declined from 33.1 percent in 1970 to a projected 11.6 percent in 2008 (Perrucei and
Wysong, 2003). This decline is accompanied by a corresponding tise in moderate~ to low-paid
service-sector jobs ag firms with a small number of highly paid “core” workers, such as *managers
and symbuolic analyses,” and a farge group of maderate- to low-paid “pertpheral” workers who
are viewed as less central to organizational needs and goals.

Temporary agencies and coniract or contingent laborers

Viewed increasingly as peripheral and contingent, “temp workers™ fill in as teachers {Perrucci
and Wysony, 2003 p, 73), These interlocked organizational networks are directed by privileged,
credentialed-class Teaders who use them to pursue strategies and objectives that reinforce the
shared economic, political, and cultural interests of their class. The super-class shares values,
wortldviews, and a commitment to maintaining the saatus que. From where privileged-class
leaders stand, life is good, and the corporate market model of the magic of the market works
{p. 76).

Despite consohdating considerable amounts of philanthropic and govermment funds, TFA,
TNTP, and NYCTF have done littie, if anything, to eliminate educational inequality, even in
schools they directly serve (Bovd et al,, 2006; Darling-Hammond, [994). The rhetoric is about
serving the poor, yet it 1s the privileged class that benefits most directly fron: these new teacher
education organizations and the policies and practices that enable them. It is appropriase to
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conciude that the values of the super-class are aimed at preserving class advantage, and. hence,
are self—centered. self-serving, and exclusive as they prevent subordinates” access to a level plaving

field and social moebility.
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Popular culture and the
sociology of education

Greg Dimitriadis

Understanding the connections between school life and broader social structures today
necessitates understanding the worldwide prevatence of popular culture and media forms and
their increasingly pronounced role in the lives of youth.! Contemporary cultural shifts and
dislocations raise new kinds of questions for education, including how the everyday cultural
practices of youth intersect with the imperatives of school life today. As is well known by
now, the technocratic imperatives of No Child Left Behind and other high stakes testing
mechanisms have narrowed the curricula today in ways that have squeezed out much beyond
the basic “skill and dritl” types of pedagogy. The disjuncture between in-school and out-of-
school culeure has become increasingly pronounced—prompting many to rake on questions
of popular culture in new ways. Yet, it is important to note that these dislocutigns and dis-
junctures between everyday cultural practices and school life have been a longstanding concern
for many in sociology and related disciplines—racing back over seventy-five years. While our
moment is specific in many ways, then, several generations of scholars have taken on these
questions. In particular, many have acknowledged the ways young people gravitate towards
popular culture in the absence of compelling or legitimate school knowledges and structures.
In this chapter, | will trace three traditions and bodies of work—-the Chicago Schoo_l of
Sociology, the Birmingham School of Cultural Studies, and the new sociology of education,
Each of these traditions evolved in distinct though overlapping ways. Taken together, they
offer a productive set of resources for understanding the intersections between popular culture

and the sociology of educarion.

Chicago School of Sociology

In many respects, the first efforts to understand popular culture were undertaken by scholars
of the Chicago School of Sociology. The Chicago School of Seciology rose to prominence

in the carly part of the twentieth century. Like many cities, Chicago at the turn of the last

century was marked by unprecedented expansion. Urban life meant new divisions of labor,

as well as new modes of association, new kinds of human connection around a wide range of
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tastes, dispositions, and lifestvles. Under the direction of Robert Park, early sociologists at the
University of Chicago looked to understand many of the new forms of association first-
generation immigrant vouth created. This work was an early manifestation of what came to
be known as “subculture” theory. Perhaps most notably, Thrasher's The gang: a stndy of 1,313
gangs i Chicago (1927) Jooked te understand how young people formed “gangs” in the
“in-between” or “interstitial” spaces newly emerging in Chicago. Other notble books are
Nel Anderson’s The hobo: the socioloay of the homelesss man; Paul Cressey’s The faxi-dace hall:
a sociological study in conmercialized recreation and diry Hfe; Louss Wirth's The glierto; and Harvey
Zorbaugh's Gold Coast aid slin: a sociological study of the near nowly side.

Thrasher fumously studied many aspects of youths’ lives, including their reading and viewing
habits—what we would call today “popular culture.” Movies, in particular, were a new and
unexplored medium around this time and were the source of keen artention by Thrasher and

)

athers. Here, Thrasher notes that film: is “a cheap and easy escape from reality” and that gang
boys consumed films voraciously {p. 102). Thrasher acknowledged the fact that boys picked
up certain “patterns” of behavior from these films, often providing fodder for their fantasy lives.
Yet, he does not claint that these films “influenced” these boys in simple, direct ways. Thrasher
resists the “hypoderniic needle™ theory of media mfluence so prevalent at the time. According
to this hypothesis, there is a ene-to-one correlation between media representation and individual
actions. Around this time, moral panics around the effects of film, books, and concs proliferated,
causing many to postulate a simple relationship between these media and juvenile delinquency.
While Thrasher argued that films do, in fact, have effects in young people’s lives, he resists chis
one-to-one correlation. Towards the end of the chapter, Thrasher argues against the idea of
censorship, as he would do elsewhere. e argues here that “new™ media such as the movies
always have the potential to “disturb social routine and break up the old habits upon which
the superstructure of social organization rests” (p. 114). Yet, abolishing film would be akin to
banning autemaobiles. While boys in gangs are perhaps more “susceptible” to media influence,
these forces can only be understood against a social backdrop. Thrasher wouid become the firse
professor to hold a position in the sociology of education in the US, at NYU.

While at NYU, Thrasher was commissioned to conduet a larger study of the Boys’ Club
in New York City. The goal was to situate this club and its effects in radical conumunity context.
Thrasher built an important piece of this study around the question of movies and their effects.
It was funded, in part, by the Payne Fund, an initiatve taken up and funded by William Short,
as detailed i the book Children and the nievies {Jowett et al.,, 1996). Thrasher would soon bring
fellow sociologist Paul Cressey (author of Taxi-dance hall: a sociological suedy i commiercialized
recreation and city 1ife) to help with this study. Their resulting manuscript, “Movies, delinquency,
and crime,” has never materialized. However, some portions of Cressey's text have tumed up.
Arguing against dominant logic of the dme, he sums up much: “Social causation [of movie
effects] is entirely too complex a problem 1o be explained by any . .. simplistic interpretation
of incomplete data™ Jowett ef al.. 1996: 126). He also acknowledged, importanily, the peda-
gogical value of popular culture—including the ways it eclipsed traditional such institutions.
Popular culture “should not be linked to boys’ delinquency, bus must instead be viewed as a
powerful source of ‘informal education’ that served boys in a far more direct and practical way
than did schools or the Boys’ Club” (p. 330),

Importantly, this work was girded by normative, functionalist underpinnings—ones pechaps
best described as “Durkheimean.” That is, scholars were interested in the ways groups came
to the US and undertock the process of assimilation. While Thrasher painted rich, sympathetic
portraits of young “gang boys,” he ultimately saw such gangs as a functional reaction o living
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in sa—called “in-between” city spaces—what he called interstitial spaces. The goal was to figure
out ways to more efficiendy inregrate these young men into what he percetved as a dominant
American culture. This would be a theme picked up by others in the Chicago Schooel. including
William Whyte in his classic Street conter saciery. Although these theoretical underpinnings would
come to be challenged in some fundamental ways, the Chicago School of Sociology pretigured
how popular culture would be taken up by sociologists in years to come. In particular, we see
an effort to understand the cultural dirmensions of young people’s lives in times of social and
technological upheaval. We see a stress on the educative funcdon of popular culture—the ways
popalar culture steps into the void of traditional school life for many. We see, finally, an etfort
to look at popular culture in the context of young people’s lives. Perhaps most impartantly,
we see the impulse to apply the insights of sociology—an cmerging. empirical discipline—rto
the tives of youth. Popular culture was one part of sicuating these lives in broader social and

ECONnOMUC Context,

Cultural siudies

Emerging from the UK in the 19605 and 1970s, work in cultural studies toak up such questions
around youth culture, though in specific and somewhat distinet ways, Drawing more explicitly
on the work of Gramsci, cultural studies saw culture and ideology as a site of struggle, with
voung people botl actively resisting and reproducing the class positions in which they found

themselves. Scholars such as B Thompson, Scuart Hall. Raymond Williams, Richard Hoggare, -

all opened up important questions about the role of "culture” in the lives of voung people—
work extended by Paul Willis, Dick Hebdige, Angela McRobbic, and others. This work drew
upon an explicitly critical and theoretical tradition to help explain the role of popular culture
in reproducing and resisting dominant ideology and hegemony, especially around class. If work
in the Chicago School was concerned with questions of assimilation 1n a plural socicety, work
in cultural studies would come to offer a more fundamental eritique of capitalism.

Stuart Hall's The popular aits {1964 (co-authored with Paddy Whannel) is an carly and
important text out of this Birmingham School of Cultural Studies. Importantly, this book was
rooted in Mall's experience as a teacher attempting to understand the range of cultural resources
and influences young people bring to the classroom. For Hall and Whannel, popular calture
is an important site for the young—in many ways, 1 more important site than traditional school
settings. They write, “Their symbols and fantasics have a strong hold upon the emotional
commitment of the young at this stage in their development, and operate more powertully in
a situation where young people are tending to leamn less from established institutions, such as
the family, the school, the church and the immediate adult community, and more from one
another” (Hall and Whannel, 1964: 276). We see, of course, echoes of Cressey and other
Chicago School sociologists here. However, like much of the work that would follow, this
book was concerned with popular culture as “text,” and brought a traditional literary lens to
the subject. Much of this text was concerned with understanding a question that would haunt

scholars for generations to come-how to understand “popular culture” and its continuitics
and discontinuities with so-called folk cultare and emerging mass culture. This would be taken
up by others, including, most notably, Raymond Williams. In a series of inffuential texts,
Williarms talked about the complex distinctions at work in the teem—from everyday folk culture
o mass mediated culture. All laid claim to the term “popular culture.” While Thrasher was

not conceraed with drawing conceptual distinctions between the stories and songs young people
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told each other and the mediated culture produced in more centralized spaces. such conceptual
concerns were central to Williams and others. Williams., Hall and others came to see “popular
culture” not as a transcendent category—it could not be—-Dbut as a “termain of struggle™ over
which young people contested. If work in the Chicago School was influenced by Durkheim,
work in cultural studies was influenced by Marx and Gramsci—in particular, the litier’s notion
of popular culture as a verrain of scruggle. Tn sum, work in the Chicago School was concerned
with how young people carved identities out of the instabilities of immigrant idensities, while
work out of the Birmingham School was concerned with the ways young people lived out the
instabilities of class across generations.

Resistance tHhrengh sitvals: youtlt subadrres in post-war: Britain, edited by Stuart Hall and
Tony Jefferson (1976). was in many ways a watershed book of the movement and moment.
Drawing together many of the figures who would be central o these debates in following
years {Hall, Hebdige, McRobbie, and Willis, among them), the editors and authors focused
on youth subcultures—groups. as Clarke ¢r al. write, *which have reasonably nght boundaries,
distinctive shapes, fand] have cohered around particular acrivities, focal concerns and territorial
spaces” (Hall and Jefferson. 1976: 13). These include those of the mods, skinheads, Rastafarians,
punks, and teddy boys. As the authors demonstrace, such subcultures are a way for youth
to carve out symbolic space between the “parent” or working-class culture and the dominant
culture. “For our purposes.” they wiite, “sub-cultures represent a necessary, ‘relatively auton-
omous’. but inter-mediary level of analysis” (Hall and jefferson, 1976: [4). Through these
symbolic, subculture forms, youth try to solve (or “magically resolve™) the problems of their
class position. They are a way for youth both to resist against the dominant order—and also
to be incorporated into it.

Suberdture: the meaning of style (Hebdige, 1979) was another key text here. [n particular,
Subadtire took the everyday cultural lives of young people seriously, looking at evervday “style”
as a site of resistance to dominant culture and its logies. Hebdige's study was closely focused
on the “semiotics” of youth culture. That is, he was interested in how young people took the
symbols and signs available in evervday lite and used them in new and different ways to carve
out their own, distinctive subcultural identities. Hebdige gave us & langoage of “appropriation”
and “re-appropriation.” n this study, Hebdige focused on the range of “spectacular”™ subcultures
that emerged in London after World War [l—skinheads, punks, mods, teddy boys, Rastafarians,
and others. Far Hebdige, as with others noted above, these cultural forms were a response to
instability around how “class™ was lived in England in a post-war context. In the absence
of firm foundations, young people developed 1 set of subcultures to help “resolve™ the

contradictions arcund class. He writes

The persistence of class as a meaningful category within youth culture was not . ..
generally acknowledged until fairly recently and. as we shall see. the seemingly spontaneous
eruption of spectacular youth styles has encouraged some writers to talk of youth as the
new class.

{Hebdige, 1979: 75)

This raises the question of style as bricolage and style as homology——two central concerns
of Hebdige, For Hebdige, vouth subcultures are key sites where different culeural signs and
symbols can be “mixed and matched” in new and creative ways. This 1s bricolage. Drawing
on Levi-Strauss, he argues that young people can draw “implicitly coherent, though explicitly
bewildering, systems of connection between things which perfectly equip their users to ‘think’
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their own world.” He continues, “These magical systems of connection have a common feature:
they are capable of infinite extension because basic elements can be used i a variety of
improvised combinations 1o generate new meanings within ¢chem” (p. 103). For Hebdige, voung
people are like artists, drawing together distince signs and symbols and creating a coherent
meaning system among them. Recall the punk use of the safety pin, the spiked haircut, the
dramatic collages—all helped form a coherent meaning system.

Work in cultural studies helped open up critical questions about the cultural dimensions of
young people’s Bves—questions that would be taken up around the world in important ways
throughout the 1980s and 19905 {Grossberg ef al., 1992}, Much of this work was concerned
with understanding the ways young people’s everydav lives were saturated with social and
political meanings, often expressed as “style.” This work was useful in opening a new
conversation about how politics works in the lives of vouch. In particular, this work helped
open up a space to think about how popular culture and everyday life were a terrain upon
which voung people struggled over the politics of meanings—in ways often unrecognized or
ignored. Popular culture itself became a pedagogical site—one that both helped reproduce and

resist hegemonic norms (Girous, 1996, 2000},

New sociology of education

Coming cut of the UK, beginning in the 1970s, work in the “new sociology of education,”
looked more specifically atall the ways in which curricula worked to effect social and econemic
reproduction. This work shares much with the work noted above—in particular, the ways
distinctions between “elite” and “everyday™ knowledge served to reproduce distinctions that
marginalized working-class youth. Much of this work was drawn together in the highly
imfuential volume, Knowledge and conitrol: sew divections for the seciology of edueation (1971}, edited
by M.F.ID. Young. This collectien included contributions by (among others) Young, Basil
all of whom would be critical for the field. All of this work

Bermnstein, and Pierre Bourdieu
was concerned with similar such questions as those in cultural studies—most specifically, the
ways in which different knowledges are stratified. Such scholars were concerned with the ways
in which working-class youth’s culture was marginalized in school—pushing them cut in unfair
ways (Bernstein, 1973, 1977). It many respects, this work can be seen as one of the earliest
iterations of the “popular culture and education” question, which would come to mark the
field in years to come.

Like many neo-Marxist curriculum scholars, MLE.D. Young was interested in the connections
between social stratification and knowledge stratification. In particular, he was interested in the
ways schools marginalized working-class youth by producing arbitrary and unfair distinctions
between “high™ and “low™ status knowledge. The former is so-called “pure,” not applied,
knowledge. Such knowledge operates at the level of broad generalities, not specificities. This
distinction helps explain why vocatonal education is typically marginalized in school setrings.
Ofien atiractive to working-class youth. this kind of education is often marked as low status.
For M.E.D. Young, these distinctions between high- and low-status knowledge help explain
why schools do not serve the needs and interests of working-class youth.

In arguing for this, Young underscores a point that would be critieal to the new sociologists
of education—that knowledge itself was a social construction. This insight opened up a eritical
space to think about the curricula as a politically contested construce. Curricular knowledge
is not stmply “given” but a function of power. This raised a series of questions, including:
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Who controls curricular knowledge? And whose interest does it serve? For Young and
others. this is not only a question of curricula content. [t is a question of how knowledge iself
was organized. More specifically, Young was interested in the question of how knowledge
becomes specialized, and how this specialized knowledge falls under the purview of the elite.
Indeed, the separation of knowledge into discrete disciplines was iself a function of power.
All of this worked to create specific kinds of knewledge stranfication that helped to naineain
broader kinds of social stratification. For Young and others, the pressing question was one of
social class.

Another kev thinker in the new sociology of education is the French sociologist Pierre
Bourdieu. Beginning in the 19705, including in the volume, Kuowledge and contrel. Bourdiew
-aised a series of questions and issues that would prove central to neo-Marxist curriculum studies.
1n 1977, he published, with Jean-Claude Passeron, the seminal Reproduction in education, sodiety,
anif enlture {Bourdieu and Passeron, 1977}, This volume brought rogether and crystallized many
of lis most central insights for the ficld. Like others in neo-Marxist curriculum studies. Bourdicu
was centrally concerned with showing how school curricula served the incerests of the elite,
even as they appeared neutral and disinterested. More than anyene, Bourdieu opened up
important questions about the nature of “elite” cultural activities and the process by which they
become legitimated. As Bourdieu argued, so-called *high art” forms enter a cermin intellectual
field that is controlled by and serves the interests of the elite (Bourdicn. 1984). This intellec-
tual field——and its associated critics, teachers, other artists, etc.—works to confer a particular kind
of legitimacy upon these forms. These elite art forms are often quire different from those
privileged by the working classes. So, for example, classical music is privileged over and above
interior design or cookery, The particular power of these distinetions, of course, is that they do
appear as “elite.” Their power is made to appear natural and immurable. Schools play a particular
role in this process, For Bousdieu (and Passeron), schools reward the cultural dispositions of the
elite, eranslating them into different kinds of success and achicvement. In particular, schools
rranslate the “*cultural capital” that elizes typically grow up with into “economic capital.” fn turn,
schools marginalize working class youth—committing a kind of “symbolic violence™ upen them,
For Bourdieu, this violence is arbitrary, as are these cultural distinctions. They work only to
reproduce the power of elites—here, through scheol knowledge.

As this work traveled to the US—in particular, with the work of Michael Apple (2006)—
these questions began to look beyond class as the only stable reference point. Questions of race
and gender moved to the fore, as did other ideological predispositions that kelped form scheol
life and curricular knowledge in the US. Perhaps most notably, Apple has tocused on how the
Right has produced a certain kind of “conmmon sense” that has drawn together various facrions
—those of Christian evangelicals, the new middle classes, cultural conservatives, and neo-
liberals——under a common umbrella. There has been an “accord™ between these groups that
has produced a certain kind of common sense abeut the role of education in the world. In
particular, a set of business logics have deeply lodged themselves in the popular inagination
around education-—ane of vouchers, high stakes testing, as well as refated interventions. All of
these have drawn on and mobilized a popular knowledge and common sense in specific ways.

Curriculum scholars today face several new challenges. As M.F.1D. Young (2007) argued in
a recent retrospective, the field has never developed a viable, alternative curdeulum to the one
offered in school settings. For Young, the work has remained largely critical, often assuming the
primacy of a de facto “common curriculum™ of the people. That is, if scheals offered a largely
“pure” and disconnected curriculam that did not draw on the lives of the working-classes, the
solution would be an applied. vocatienal curriculum that drew on the strengths of these groups.
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As Young argued, this was largely a fruitless effort to “fip the binary,” and did not answer

more fundamental questions about which knowledge is most worth teaching. This remains a .

central question for those in popular culture in education—how does one draw distinctions in

what 18 most viluable to teach? How does one decide what is better or worse curricular .

knowledge? While Young's concerns resonate (at teast partially) in the UK context, Apple and
athers have worked hard to deveiop responses to this challenge on a global stage. With nearly
500,000 copies in print, the two editions of Democratic schools {Apple and Beane, 1995, 2007y
are perhaps the best examples of popular, curricular alternatives developed from within the
new sociology of education tradition.

Future directions

The methods and theories discussed above are brought to bear on much work on popular culture
and education today. But many of its defining constructs are proving nsufficieat to address the
specificities of our moment—in particular, around the complexities of globalization and new
technologies (Huq, 2006). Many of the projects described above rely upon fairly stable notions
of the nation-state and the political projects and theories that gird them—whether fanctionalist
or Marxist. Yert, many wrestle with constructs that have remained stable over time.

The question of “sub-cultures™ is key. Anita Harris (2008) sums this up nicely in her
collection Next wwave enlinres: feminism, subadtures, activisue

Nowadays. subcultures are not perceived simply as singular, fixed categories that youth
are affiliated to in order to work out their class identitics or to resist dominant culture.
Instead, theorists talk about neotribes, youth lifestyles, scenes, new conumunities and so
on as momentary and changeable expressions of identity,

(Harris, 2008; 3}

Subeulture theory assumed that groups had seemingly stable boundaries that could be explained
both in terms of their resistance to, and incorporation in, an industrial cconomy. Wich che rise
of post-industrial, neo-liberal economic regimes and the destabilizing cultural effects of
globalization, however, much more is “up for grabs™ today, as evidenced by this and related
work {Dolby and Rizvi, 2008). Indeed, the shifts and distocations associated with globalization
are registering for young people in often disorientating and paradoxical ways. Young people
are growing up in a world increasingly marked by new, massive disparities in wealth, the
worldwide circulation of (often rigidly fundamentalist) ideologies and belief systems, a dizzying
array of signs and symbolic resources dislodged from their traditional moarings, as well as a
veritable explosion of new technologics. Youth are now trying to find their “place(s)” in this
world, “moving” across this terrain in ways we are only beginning to understand and appreciate.
As recent work is making clear, young people are crafting new identidies and social networks
using a range of globally generated and proliferating resources. Young people are “moving,”
both kiterally and figuradively, crossing national borders with their bodies as well as imaginations,
cratting new and unexpected kinds of identity.

Key cthnographic work continues to open up interesting questions about the worldwide
circulation of popular texts. These stadies highlight the ways in which “urban™ culeural texts
are circulating avound the world, landing in particular ways in particular contexts, in ways that
aflow youth to articulate their own contemporary circumstances {see Condry, 2006; Dimitriadis,
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2001; Tolby 2001; Mitchell. 2001; Tempelton, 2006). [ recall here the work of Breee Lashua
(2005). For several years, Lashua worked with First Nations vouth in the city of Edmonton,
Alberta, helping to construct a studio for these youth to record their own rap songs. As Lasui?a
demonstrated, these young people both drew on the dominant tropes and themes in rap music
while linking them to specificity of life on “the rez.” Like others, Lashua shows how these
young people address their contemporary concerns through contemporary “urban™ art f01"r1'15
_;.uch as hip hop. Linked closely to netions of place, these texts have travelc_d th.c wgrld, allowing
young people o carve out their own senses of self in often hostile sets of social cireumstances,
Lashua’s study throws these issues into sharp relief—highlighting the ways First Nadons youth
bring their concerns into the urban present through hip hop, challenging often debilitating
sterearypes about indigenous vouth,

Other studies take on more traditional questions about vouth “learning” through pepular
culture, though in new ways (see, for example, Buckingham, 1996, 1998, 2000; Buckingham
and Sefton-Green, 1995: Goodnian, 2003; Mahiri, 1998; Morrell, 2004, 2008; Sefton-Green,
1998, 1999}, For example, Leif Gustavson's (2007) important book Youtl learning on their o
termns carefully traces the out-of-school creative practices of three youth in the US around the
urban Eastwglan. Miguel, and Gil—immersing himself in their complex and multifaceted life-
worlds, teasing out how they understand the particulars of their crafts, In looking at these creative
practices through three very specific biographies, Gustavson highlights their ijeep zl‘n.d often
ignored cognitive components and dimensions. In cach of these caﬁcs—l;m’sf ‘zmct writing and
slam poetry, Miguel's graffiti writing, and Gil's turntable work—we see creative I‘Ijlllltl.‘f at work,
making choices and decisions as they work through the intricacies of their media. W_L sCe, as
well, the particular, productive intersections between these practices and their specitic r;lce‘d
and classed backgrounds—unot as determining but as constitutive of their material and aesthetic
lives. _

This underscores the importance of new modes of distribution and circulation of popular
culture. This is a debate taken up, among other places, in “fandom” studies but it is one education
would do well to explore (Gray ¢t al., 2007). Indeed, the global proliferation of contcmpr_nj;u-y
media forms has allowed young people around the world to tailor their own leisure practices
in very specific and particular ways. If the dominane media model used to l?c “bmac‘lcasting,’l
today’s world of inexpensive cable and widespread Internet penetration i pcrITaps one of
“narrowcasting.” Young people around the world are carving out new, unpredictable, and
in some ways rhizomatic, forms of cultural identification in ways often invisible (and r_ypicu]ly
inexplicable) to adults. Sometimes these are defined by taste. Sometimes these are defined by
they are marked by both. Inextricably inrertwined

race or ethnic identity. Sometimes—otten :
with this are new articulations of technology, including the emergence of what Henry Jenkins
calls “convergence culture.” Here, Jenkins refers to

the flow of content across muldple media platforms, the cooperation between multiple
media industries, the search for new media financing that fall at the interstices between
old and new media, and the migratory behavior of media audiences who would go almost
anywhere in search of the kind of entertainment experiences they want,

‘ (Jenkins, 2006: 282)

If the media landscape used to be divided fairly clearly beeween the “producers and

“consumers” of popular culture, young people today occupy a new, middle ground. Using
. . sonle are creati Sir C self-styled cultural

largely inexpensive forins of technology, young people are creating their own self- styled cult
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texis across multiple platforms—as evidenced by the explosion of MySpace, YouTube,
Facehook, Blogger, and other such sites. These texts are both proliferating in their own specific
communities as well as “speaking back™ to corporate culture in ways that can have constitutive
effects on the material production of culture.

Benefiting from the theoretical and methodological advances of the last decade, work on
contemporary youth culture is moving in several directions at once, epening up muliiple and
complex notions of identity as it is lived in the everyday. In particular, this work looks towards
the ways in which young people are navigating their everyday lives using popular culoural texts
in complex and unpredictable ways. None of this work reduces the lives and experiences of
these youth to tight, subcultural boundaries. At its best. such work can force us closer and
closer to the lives of young people. showing us unexpected vistas for thought and reflection.
Indeed, much of the best work in popular culture and education has done exactly this
centering the presumed and presumptive authority of the researcher and educator. Such work

de-

allows us to see the affective investments young people have in the rexts and practices most
salient in their lives. Such work can destabilize the ways in which educators choose to organize
and control knowledge.

Note

l This chapter explores issues further elaborated upon in my book Studyiug wban youth cufture {2008,
Peter Lang).
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Schooling the body in a

performative culture

John Evans, Brian Davies and Emma Rich

The body is a great intelligence, a plurality with one mind, a war and a peace, a flock
and a shepherd.
And thy litde inzelligence, my brother, which thou callest ‘spirit” — is a toal of the
bady, a little tool and a plavthing of thy great inelligence,
1 thou savest, and art prond of the word, But a grearer matter — which thy wilst not
believe — is thy body and its great intelligence. It saith not £, but it doeth [,
(Nictzsche, Thits Spake Zarathustra, Bozman, 1957)

[ have always written with my whole body: I do not know what purely intellectual
problems are.
{Nietzsche, Thus Spake Zaratlhustra, Pascal, 1952)

In many respects, the sociology of education is quintessentially ‘of the body’, though it has not
always articulated its mission as such. Mistorically, it has sought to document how individuals
are fashioned and inscribed with social meaning, status and value through organizatienal and
pedagogical practices reflecting particular cultural and class interests and ideals, Much less
trequently, it has sought to understand how material flesh and blood, thinking, feeling, sentient
beings are written on to social and cultural landscapes udlizing aceributes variously defined as
habits, aptitudes, abilities or intefligences, which may be recognized as of value in and outside
schools. Bur cither we understand the social world as the intersection of embodied agency and
struceure, critically as a dialectic of biology and culture (Evans er al., 2009; Grosz, 1995; Shitling,
2008a,b) or we fail to understand human existence and its reproduction at all.

The founding figures of sociology were, as Chris Shilling (2008a,b) has pointed out, keenly
interested in how ‘corporeal processes could be interpreted as actual indicators of social
reproduction and change’. He noted, for example, that both Durkheim (1995, originally 1912)
and Weber {1991, originally 1904—1905) sought explication of the social importance of what
he rermed ‘the cultural bedy pedagogics characteristic of a society” based on recognition that culture
is ‘not just a matter of cognitive or symbolic knowledge, but entails an education into socially
sanctioned bodily techniques, dispositions and sensery orientations to the world (Mauss, 1973,
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originally 1934)" (Shilling, 2008a: viii). They explored those forms of "body pedagogics” central
pither to the inception and development of fndistial society. or those minimal forms that could
be associated with the consolidation of anry social group. However, as Shilling peinted out, it
was Heidegger (1993, originally 1954: 320, 329, 333) who provided the most relevane and
disturbing vision of ‘body pedagogics’ associated with the culture of advanced, technelogical
society in the West, the defining property of which was that ‘people themselves are regarded as
a standing-reserve for the demands of a system that prioritizes production over all else’ {Shilling,
2008a). Such a situation could go unrecognized by the majority of these subject to it, used to
regarding the world through the prisin of rational instrumentalism, “filing to see that they have
beconte the object of this logic’ (Shilling, 2008a: x). In such a culture, our bodily selves are
increasingly subject to, not enly the performative expectations of the labour market, but these
of consumer culture centred around visions of physical pertection, usually articulated as
slender body ideals {Evans ef al., 2008b; Gordon, 2000; Grogan, 1999; Shilling, 2008a; Shilling
and Mellor, 2007; Wright and Harwood, 2009). The characteristic experience associated with
this instrumental orientation towards life is that

the body becomes olijectificd as an absent-present raw material that we are responsible for
controlling in line with external standards {rather than as the vehicle of our sensuous and
creative being-in-the-wosld) . . . the embodied subject is cither positioned as a ‘stading
seserve’ for the demands of productivity or is stigmatised and viewed as morally suspect,

{Shilling, 2008xa: xi)

The precise manner in which this ‘enframing’ of the bedy proceeds varies across instizutions
and is clearly exemplified in contemporary appreaches to health,

Sociclogical interest in ‘the bady™ is, then, nothing new, although most sociologists of
education have been less than universally eager to embrace it directly in their analyses. Yet,
long before the likes of Foucault, Bernstein, Elias, Bourdieu. Derrida, Douglas, Grosz, Butler
or their contemporary, school-focused apostles depicted it rather prosaically as a shadowy,
ghostly, disembodied figure in the educational machine, Wallard (1932) had already pointed
out i seminal decail that schools were complex social organizations comprising people in roles
and motion, living ‘an organismic interdependence’ {p. 6). It was not possible to affect them
in part without altering the shape of the whole; schools were manifestly social bodies, whose
inherently relational and contingent clements had ripple effects on others within and beyond
them. Within them, those in authority were set to work on others” bodies, essentially to socialize,
skill, organize and differentiate them by age. ability, sex and potential occupational status.
Patently, they sorted ‘able’ from ‘less able”, boys from girls, one religious affiliation from another,
or none, and even black from white. Such corporeal categories were regularly writ large in
school names and signage above many a school door. Manipulating classreoms, comidors,
playgrounds and time-tabled time, schools variously sifted and serted, segregared and
differentiated, ordered and classified, imposing geographies of the body, nurturing social
relations that celebrated either a sense of sindlarity 0" or “difference fron’, depending on the
philosophy, ideology and nature of the privileging educational code (Evans and Davies, 2004).
The body, then, has always been writ large in the organization of schooling, via its clssifications
and framing of pedagogy, curriculum and assessment technigues, by virtue of their mission to
allocare position and privilege and distribute success, failure, status and value. In simultaneously
disciplining, punishing or privileging in terms of myriad rules and evaluations, schools inevitably
either affirm, damage or enhance individuals” corporeality in place, space and time.
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Against a backdrop of near giobal economic, medical and technological change, of a kind

alluded to by Shilling, pace Heidegger, governments across affluent Western and westernized
societies have sought. not only to alter sarface features of educarion so as to ensure the eleccoral

allegiance of the already privileged and aspirant. but also to reach into and manipulate its deeper
structures. In recent decades, there has been a significant step change in attention paid to the

body by purveyors of popular culture and burgeoning body/health industries, and centeal -
governments have been increasingly tempted to claim control of its underlying ethics, codes

and principles, whick regulate communication and embodied conscicusness and their location.

Such inclinations have often been sanctified as being necessary in order to control and bettor

‘educate” potentially volatile and, purportediy, increasingly unhealthy (overweight and obese)
populations. A new and pervasive form of ‘surveillance education” has emerged in which
‘perfection codes” (Evans and Davies, 2004) (which centre actention on one's “selationship to

one’s embodied scif ) and “surveillance medicine and health’ (Armstrong, 1993), reaching way

beyond schools, feature prominently. Its narratives are neither arbitrary nor socially innocent.
Although couched in good intent, they scrve, nonctheless. to fashion and alter individuals’
consciousness and relationships to their bodies in such a way that existing social hierarchies and
westernized, afffuent, white, middle-class cultural values are celebrated within a particularly
narrow version of ‘being healthy’ (Azzarito and Solomen, 2006). In the process, the lifestyles,
cultures and embodied characteristics of many are ‘abjectified” (Kenway ef al., 2006), while
those of relatively few (slim, active, independent individuals) are privileged and portrayed as
corporeal exemplars of desirable aspirational ideals. It is hardly sarprising, then, that we find in
countries across such societies a ubiquitous fear, especially among the middle classes, of being
defined as ‘overweight’, inactive and manifestly insufficiently thin.

‘Body pedagogics’ and the medicalization of our lives

In what some refer to as the medicalizaiion of people’s fives {Furedi, 2005}, the reclassification
of populations globally as ‘at risk’, in perpetual states of being ‘potencially unwell”. has no more
been accident than conspiracy on the part of science or health educators’ malicious intent. It
has owed as much to changing approaches in medicine to ‘health’ over the last forty vears as
to the way in which nation-states have increasingly sought to exercise authority and control
over potentially recalcitrant populations, while simultaneousty serving global capitalism’s
incerests. Generating surplus value rests on increasing consumption, even when dieting, In late
twentieth-century medicine, the quest for cires for il health gave way to a search for its carses
{see Le Fanu, 1999). This shift was driven by two very different specialties: ‘new genetics’ opened
up possibilities of identifying abnormal genes in social diseases; and ‘epidemiology” insisted chat
maost commnon dise

ases, such as cancer, heart disease and diabetes, are caused by social factors
connected to unhealthy lifestyles and are preventable by changing behaviour, such as switching
diets, taking more exercise and reducing exposure to risk factors. Together, these approaches,
especially when recontestualized through the ideologies of neo-liberalism and free market
ccanomics, generated policies that provided the basis for a radical shift from solving health
problems through therapeutic measures to intervention — the cartier the better — making the lives
of children and young people and their families and schools primary targets of health and
education policies. Though driven by genuinely altruistic desire to improve the health of
individuals and populations, when framed within an ideology of ‘liberal individualism’ and
‘performativiry” {(see Ball, 2003, 2004) ‘heafth’ has taken on particularly narrow connotations
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around weight loss and slendemess, serving the interests not of education but surveillaince and
new forms of social control.

At the same time, in Western (and westernized) societies, coercive means of manipulating
populations using explicit force and oppressive rule of law have given way to more subtle and
fess certain means of control involving a combination of mass surveillance and self-regularion.
which Foucault (1978, 1979, 1980) called ‘disciplinary power”. Here, individuals and populations
are ascribed responsibility for regulating and looking after themselves, though often according
to eriteria over which they have very little say or control, while, ar the same time, being
more or less relentlessly monitored in their capacity o do so. in some respeets from cradle o
crave (see Foresight Commission, 2007: 63). As nation-states have become ‘more concerned
sbout the management of life (biopower} and the govemning of populations’ {Howsan, 2004:
125), particularty in relation to healtl, disease, sexuality, welfare and education, individuals and
communities become objects of “surveillance, analysis. intervention and correction across space
and time’ (Negileton, 1992, quoted in Howson, 2004). Biepower, however: ‘depends on
technokogices through which the stace and its agencies can manage “the politics of life to shape
the social to accord with the tasks and exigencies faced by the stare™ (Hewitt, 1983: 225, quoted
in Howson, 2004}, Foucault’s reference ‘to the knowledges, practices and norms that have been
developed to regulate the quality of life of the population as bio-politics™ indicares that the
hody becomes ‘the raw material for this undertaking’. Disdnet physical spaces become locations
in which people are monitored by those in auchority who may observe them with minimum
affort: ‘Reelarions within such spaces are based on the observation of the many by the warchtul
eyes of the few, or on the “gaze” which judges as ic observes and decides what fits — what i
normal - and what does not” (Howsen, 2004: 126).

One unfortunate legacy of the Foucauldian moment in the sociology of education, health
and physical education, however, is the tendency (not altogether mitigated in the concept of
biopower) to characterize the aforementioned processes dichotomously and somewhat
misleadingly as either external or internal forms of regulation of the body politic and the body’s
cmpnrcali@r, rather than as the intersection of rwo mutually reinforcing modes of achieving
order and control. Societics are depicted as having shifted from exercising impased, disciplinary
power to ‘technologies of the self”, whereby individuals or populations are ‘encouraged’ to
regulate and continually work on their own bodies and “self regulate’. Calling on a variery of
vovernment-pravided expertise enjoined “to shape, guide, divect the conduct of others” and
‘bridle the individual’s passions’, individuals are induced to control their own instincts; they
‘sovern themselves’ (Rose, 1999: 3). This rather caricatures the way in which order and control
are pursued in advanced technological societies, obfuscating how different forms of embodiment
may be nurtured when external and internal forms of regulation work conjointly on the body
to ‘enframe’ subjectivity and embodied action, a process in which some bedies may achieve
‘authenticicy” and are compliant, while others are “abjecrified” and alienated and offer dissent.

But exercise of biopower neither assumes nor guarantees acceptance or internalization of its
normalizing roles. rutes and codes, not least becausc it cannot foresee ot regufate the unintended
consequence of policies, for example, with respect of individual or populadion failure to adopt
‘correct” behaviours relating to weight, exercise and food. Pursuit of ‘self induced” order always
oceurs within frameworks of disciplinary control. Moreover, given that disciplinary power and
surveillance may vary across settings, individuals may experience corporeal ‘authenticity’ or
‘abjection” acrass different sites of practice, depending on the proximity of their cultural values
to prevailing social {corporeal) norms and/or their willingness to ‘self regulate’ within given or
perceived zones of influence: psycho-social locations {communities of encoded practice) that
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are experienced sonuatically by individuals to have various levels of meaning, significance and/or
contral over their behaviour and development (Walkerdine, 2009). For example, some young
people may experience ‘the fumily” (or particular relations within it) or websites as having greater
influence than schools on their understanding of health, food and body issues. Others may
experience their peers as having greater influence on their developing corporeality than, say,
tcachers (De Pian, 2008; McLleod and Yates, 2006).

How governments or other institutions respend to weaknesses or invoke changes in their
chosen or inherited modes of control should, therefore, reside high among the concerns of an
embodied sociology of education (Gard and Kirk, 2007). In “totally pedagogized socicties” (T'S)
(Bernstein, 2001) and totafly pedagogized schools,’ there is contingent intersection rather than
shift or dislocation of external and internal forms of controf in the interests of ensuring that
papulations are both orderly and controlled. Hence, where the pursuit of internal regulation fails
(as surely it must if the majority population has little or no contrel over. or say in, the normal-
ized, corporeal states they are expected to achieve), levels of surveillance and intervention can
be activated and intensified ro ensure conformity to stated ideals. Indeed, in plural, secular socicties,
such as the UK, where ‘inner regulation’ drawn either from theological or ethical codes is
sometime depicted as either weak, dissonant or absent, the failure of certain populations to embrace
state-manufactured, aleernative ideclogics, such as those of ‘liberal individualism’ and iss guiding
rules (e.g. around diet, exercise and weight), has been accompanied by increasing levels of coercive
intervention and heightened levels of surveillance of populations in and outside schools.

It is in such contexts of heightened surveillance that new forms of normalizing practices

emerge and prevail in many sites of social practice through the exercise of body pedagogics {Shilting, -

2005, 2007), bio-pedagogics (Wright and Harwood, 2008) and body pedagogies (Evans and Davies,
2004; Evans et al., 2008b}, and their specific variants in schools. Such pracuces work as part of
the bio-politics of contemporary Western cultures, steeped in body centric (e.g. obesity)
discourse (see Campos, 2004; Gard and Wright, 2001, 2005: Halse er al., 2007: Rich and Evans,
2005). Bio-pedagogies shape and form the body pedagogies of popular culture and schools and
are infused with performance and perfection codes. How individuals interpret and
recontextualize the inherent meanings and principles of such discourse determine how the bedy
is schoaled. We need ask: what forms of corporeality emerge, or rather, are induced and enacted
in such contexts? Are some bodies privileged (aunthenticated), while others are abjectified,
damaged or defiled (see Figure 18.1)? How are the possibilities for experiencing health and
other forms of fulfilment governed by different levels of surveillance and one’s value position
in relation to preferred social norms? How is the corporeal device (see below) enacted within
various zones of inflizence or ‘networks of intimacy’ (e.g. including relatonships berween parents
and siblings, friends and partners (Heath and Cleaver, 2003: 47: Heath and Johnson, 2006;
Paton, 2007a.b; De Pian, 2008)), mediating somatically their signs, meanings and message systems
and how is ‘proximal development’ (Vygotsky, 1978) embodied in such contexts? Again,
sociclogy of education, properly ‘embodied’, would begin to throw light on these concemns.

Where does work on the body occur?

Pedagogical activity thus occurs not only in formal education and schooling but in other socio-
political and cultural sites, such as families, schools, churches, mosques and doctors” surgeries,
in which work on the body occurs, and in emerging socio-technological laindscapes of new
media such as the Internet, Lupton (1999), for example, has argued that, for many lay people,
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Site Selective Surveillance

Zones of Affirmation/Authenticity Zones of Abjeclion/Alienation

{Compliance) {Cenflict/Dissonance)
Seli Regulation + Self Regulation -
{*Chosen’) ('lmposed’)
Affirmation/Authenticity Abjection/Anormie

{Congruity/Compliance - salf and society} {Immolaticn/alienation — seli and soclaty)

Tota! Surveillance
{TP3)
Figure 18.1 Zones of proximal influence - psych-social locations {of encoded meanings, signs and
symbols} in which individuals somatically experience “authenticity” or “abjection’
depending on the proximity of their cultural values (and other relevant dispositions) to

those prevailing and valued within the pardeular social serting, Where the value systems
are ubiquitous and inescapable such as in TPS, seme individuals or populations may
experience a prafound and potentially destructive sense of anomie or alienation from their

embodied selves as resentment or disaffection is mrned inward toward the embodied self.

mass mecia now constitute fic most important sources of informaton about health and medicine.
As Lyons {2000: 350) contends: ‘previously, medical praceitioners dominated coverage of health
and illness information, whereas today there are a variety of votces to be heard, including dissident
doctors, alternative therapists, journalises, campaigners, academics and so on’. Miah and Rich
(2008} have shown that many young people access health information not juse frony traditional
medical sources but from newspapers, magazines, television and other electronic media.
Research continues to highlight the importance of ‘media representations of health and ilness
in shaping people’s health beliefs and behaviors” (Giles, 2003: 318}, eriiquing many for their
“ability to mislead and misinform the public about health issues’ (Giles, 2003: 217). Furthermore,
Miah and Rich (2008) argue that, with the advent of a range of digital platforms that merge
entertasinment with the regulation of the body, such as Internet-based nutrition games and the
use of games consales such as the Nintendo Wii Fit, cyberspace may be providing a forum for
new forms of regulative practices concerning health. (Armstrong, 1993). Environments, for
example the Wit Fir, provide contexts that allow the individual to *virtualize” his or her identity,
leading to a ‘prostheticisatzon of the body within cyberspace’. through which it is projected.
Cyberspace has thus extended the means through which body pedagogies and mechanisims of
selfsurveillance of the body can be articulated. En so doing, these contexts invoke a particular
ontology of the body as materiality and flesh, but also as a prosthetic that represents itself in some
fixed capacity within eyberspaces (Rich and Miah, 2009).

Body-centred discourses (.. around obesity) do not, then, reach straightforwardly into the
lives of young people and certainly not only through formal educational practices, but circulate
globally through the media and websites as forms of ‘popular pedagogy’ before finding their
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way into schools, both through official policies and initiatives (Evans et al., 2008b). Health
discourse as popular pedagogy is formed as part of a relentless cycle of policy and spin, generating
initiatives that reach way beyond the school setting. In this context, formal education constitistes
a refatively small, yet extremely significant, element in the coafiguration of processes by which
the body is now schooled. It both refracts and helps forge global *healthscapes’, the ‘symbolic
universes' and meaning systems that reconfigure people’s lives. As others have pointed out,
such scapes know no physical nor geographical boundaries, are almost always hierarchical and
linked to ‘global ideoscapes and mediscapes of abjection’, now commonly ‘associated with food,
waste and sexual difference’ (Kenway ef al.,, 2006: 129, citing Kristeva, 1982). They also note
that, in popular culture, ‘the abject” has ‘come to be associated with those bedily fluids, pecple,
objects and places that are depicted as unclean, impure, and even immoral’:

The ‘abjece’ disturbs ‘identity, system, order’ (Kristeva, 1982: 4} and provokes the desire
to expel the unclean to an outside, to create boundaries in order to establish che certainty
af the self. [t involves the erection of social taboos and individual defences. Insofar as the
abject challenges notions of Identity it must be cast cut. Abjection involves the processes
whereby that or those named unclean are reviled, repelled, and resisted.

(Kenway ¢t al., 2006: 120)

Increasingly, ‘the abject’ in affluent cultures are those who either cannot or will not ascribe to

health discourse and its ‘slender body” ideals, more often than not the working-class poor, or those
who, because of their ethnicity, culture or lifestyles (e.g. single-parent families), are blamed and
shamed for purportedly prohibiting their offspring to exercise regularly and eat the correct foods
at the correct time. Whether inndvertently or intentionally, such ‘scapes of abjection” “justify

injustice, draw attention away from social suffering and thus deny the social reality of the margin- -

alized . . . while constructng the poor as “the source of pollution and meral danger” (Sibley,
1995: 55)" (Kenway et al., 2006: 120~121). Transmicted uncridically through the informal and
formal practices of communities and schools, contemporary health discourse may serve such social
functions, reproducing social hierarchies while damaging the identities of the most vulnerable.

The complexity of embodied social reproduction

Given that complex processes of socio-cultural reproduction involve multiple sites of practice,
multiple agencies and meaning systenws and the need to avoid overdetermination in accounts
of how health discourse is reproduced as pedagogy, any sociology of education interested in
the body would need to explore how obesity and wider body-centred discourse are transtated
into principles of communication. How are they recontextualized within particular social
settings, afforded different levels of influence, and how are prevailing meaning systems, rules
and resources within them either adopted, adapted, resisted or reshaped through individual
‘knower structures’ (Maton, 2006} given by culture and social class? In the flow and
recontextualization of discourse within and between sites of practice, such as translation of

government policies into school policy/initiatives, gaps open up, creating a space in which

‘ideology can play’ (Bernstein, 1996: 47). Individuals can read, interprer and recontextualize
received wisdom or ‘sacred’ health knowledge that schools and other sites of practice convey
through the cognitive filters of their cufture and clss. Research has persistensly emphasized
that voung people are neither cultural dopes ner dupes, recontexmalizing health knowledge
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criticaily through their own ‘knower structures’, their personal, culturally encoded, affective
understandings of their own and others’ bodies and health, within the framework of the

imperatives of health education policy and the performative cultures of cheir schools,

The corporeal device

Used insensitively, & Foucauldian perspective may foster the notion that our individual
subjectivity is merely an epiphenomenon, a discursive production of multiple knowledge(s)
brought into play on the body by various ‘technoelogies of truth’, This is not altogether unhelptul,
enabling us to register differences between knowledge and ideology and te see that some
(‘health’) knowiedge(s) may be considered ‘sacred’ {objective, deached, unambiguous, prediceive
and reliable), others profane (contaminated by the subjectivities and immediacies and values
systems and ideotogies of everyday life) and of little vajue in formal education. All such discourses,
however, are always, inevitably, mediated for individuals through their material, Hesh and blood,
sentient, thinking and feeling bodies, their actions and thoese of their peers, parents/guardians
and other adules, usually within complex nerworks of relative intimacy that exercise various
levels of influence over them. As a way of articulating the materiality of the Nved experiences
typically associated with acquiring the attdibutes required by obesity discourse and “the actual
embodied changes resulting form this process’ (Shilling, 2003: 13), we have been inclined,
pace Bernstein, to tlk of the “cerporeal deice’, to focus on the body as not just a discursive repre-
serttation and relay of messages and power relations external “re diself” but as a voice “of itself”
{Bvans et al., 2009). As a material/physical conduit ic has an internal grammar and syntax given
by the intersection of biology, culture and the predilections of class, which regulate embodied
action and consciousness, including the ways in which discursive messages (and alf other social
relations) are read and received. This concept, we suggest, privileges neither biology nor culture
and endorses Frank’s {2006; 433) view that neither ‘the experience of embodied healch nor
the observation of signs of health circulating outside badies has to wump the other as being
the real point of origin, rather, each ts understood as “making ihe eter possible””. Others have
rediscovered Pragmatism (Shilling, 2008b) and the works of John Dewey (1997} (Quennerstede,
Ohman and Ohman, 2010, forthcoming) to articulate similar concerns. How the corporeal
device tinds expression as conscious and subconscious embodied action and is subjectified (given
shape, forn1 and definmition as ‘persenality’) in and outside schools should be an enduring concern.
At one level, it signals a concern with how body-centric health knowledge(s) produced in the
primary field of knowledge production in science communities comes to be considered
‘the thinkable” and *sacred’; that is to say, ‘official truth’ as to what we ought to believe abont
the body and its capacity for health, fit to be purveyed in schools. At another level, it involves
an expleration of embodied subjectivity, tracing how health knowledge(s), recontextualized
within popular culture (through TV, websites and other media imagery), translate into
education/health policies directed at schools. Mediated by teachers” and pupils’ class and cultures,
official healcth knowledge may become separated or dislocated from everyday health knowledge,
which may become reclassified and read as unhealthy or ‘profane’.

Conclusion

Across afffuent Western and westernized worlds, young people are being both privileged and
marginalized by popular cultural practices and their education and schooling, Increasingly, they
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have to deat with the normalizing expectations and requirements of performative culture and
body-centred health (e.g. obesity} discourse. Understanding how they evade, accommaodate or
recontextualize relentless and penetrating surveillance of their bodies in school time and space
requires us to press beyond analyses of the intrinsic content of body-centred health “messages’
to consider ‘the voice’ of education itself and how it is shaped by the pedagogic device?
Contemporary health discourse nurtures a language, grammar and syntax with regulative and
instructional principles and codes that define thought and embodied action, a ‘meaning
potential’ for ‘health’, largely in terins of weight, size and shape, where the solution to ‘problems’
is 2 matter of weight loss through taking more exercise and eating less food. Its language relates
to global trends in policy and pedagogies on education and health that inadvertently endorse
actions which both sustain social hierarchies and may be damaging for some young people’s
education and health.

Globally, an increasing number of educational issues, conversations, programmes and
curricula are organized and operationalized on the basis of body-centred concerns with weight.
As a consequence, certain problems are arising in relation to the well-being of young peeple.
As Shilling (20084) and others (e.g. Campos, 2004; Evans er al., 2008b; Grogan. 1999; Halse
et al.. 2008) have noted, the first is that the emphasis on shape, weight and ‘fitness’ concerns
in school overlooks or marginalizes a whole series of other considerations chat are important
to young people, which are not provided with a place in this schema. Second, the effects of
focusing on body and weight issues in school environments, already saturated by particular
expectations regarding educational achievement, can be potencially devastating. lc is hardly

surprising that research is documenting younyg people increasingly constructing their identities -

and subjectivities, health and illness, through the language of performativity and health
discourses that dominate contemporary culture in and outside schools. But they are not simply

duped, nor are their problems merely discursive reflections of pressures endenic in society and :

schools. Young people neither simply read nor internalize these body-centric messages
nneritically or merely ‘cognitively’ through disembodied ‘knower structures”. They are mediated
somatically and within cheir sub-culeural location in a specific ime and space. Rescarch evidence
attests that young people tend to locate their difficulties viscerally and relationally in antecedent
experiences of their fast-changing, sometimes awkward, less than ‘perfect’ bodies, among their
families, teachers and peers. Within these networks of relative intimacy, their changing bodies

are inescapably subjected to their own and others” evaluative gazes. For some, engaging in

‘deviant’ actions, for example, radical body modification involving excessive exercise and eating
little or no food, experencing the joy of achieving the distinction of "thin’ beyond the slender
ideal, becomes a perfectly rational, morally acceptable goal that avoids the pain of being ‘othered’,
made to feel different, less worthy and excluded. The sociology of education has barely begun
to investigate and underscand how these processes enter the lived experiences of children and
young people through popular and formal pedagogies that feature in and outside school.

The growing pressure wrought through contemporary body-centric policies and their

associated pedagogies to obtain ‘the right’ body size/shape is not, then, simply about being
healthy, but carries moral characterizations where the ‘obese” or ‘overweight” become lazy;
self-indulgent and greedy. Body-centric narratives, infused with performance and perfection
codes, sieve, separate, celebrate and vilify manifest body shape and form. They simultaneously
celebrate and abjectify particular lifestyles, people, positions and actions. Such a performative
culture, for example, induces individuals from a disturbingly young age to leam to fear and
loathe bodies that are not the correct shape or weight; concrol, virtue and goodness (hence,
‘acceptance’, employability and trainability) are to be found in sienderness and processes of
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becoming excessively thin. Responsibility falls upon individuals to accept that correct diet,
involvement in physical activity and the pursuit of ‘perfection’ academically are moral as well
a5 corporeal obligations. Given the social sanctions that accompany this discourse, including
bullying, stigma and labelling, particularly reported by young people defined by their peers as
‘fat’, it is hardly surprising that sonie not only take drastic zction to lose weight bur became
seriously depressed, as well as physically ill.

The socieiogy of education needs to engage with changing worlds in which health and other
body-centred discourses are configured. Further theoretical and empirvical work on such issues
is badly needed, to ¢ngage with the paradox of rejecting the perforniative vatues that are driving
social change and current conceptions of health while accepting that there are immediate
problems to deal with in the form of poor diets. too few opportunities for play and exercise,
and ill health, having origins in the impoeverished and inequitable social conditions of people’s
lives in a context of global capitalism. [n Apple’s (2006) terms, unless we honestly confront
and think tactically about neo-liberal-inspired market proposals and neo-liberal purposes, we
will fail to create counter-hegemonic common sense about health or build counter-hegemonic
alliznces. As Apple implores, our analyses have to be sufficiently connected to ways in which
conservative modernization has altered common sense and transformed materal and ideological
conditions surrounding schooling, including those relating to the body and health. They also
have to be aware of, and draw on, alternative belief systems and conceptions of *health” and
embodiment and strategies for disseminating them when contesting currene health policy
orthodoxies and pedagogic modalities. Doing so would locate ‘the body’ and embodied
learning as central to sociology of education’s concerns.

Notes

1 [ such contexts, concern for the shape and *health’ of *the body' is no longer the preserve only of
those areas of the curriculum historically concerned with body issues, such as physical education,
health education or pesonal and social education, bur is regarded as evervone™s concern in
classrooms, playgrounds, dining halls and corridors. No one and ‘no body™ escapes the evaluative
gaze, These changes, then, concemn internal and external forms of regulation and the range and
reach of authority and control inte the lives of individuals and populations (Evans et al., 2008b).

2 Berustein (1990: 190) refess to the voice of pedagogy that is constituted by the pedagogic device; “a
grammar for producing specialized messages (and) realizatons, a grammar which regulates what it
processes: a4 grammar which orders and positions and ver conmins the potentid of its own
eransfermation’. Body-centred discourses constructed ontside schools help form pedagogic discourse,
toregrounding its instructional and regulative dimensions whaose understanding needs to precede
our attemnpts o understand how body pedagogies nurtured inside schools are infused witch competenee,
perfornnuce and pegfection codes, whase principles regulate but cannot *determine’ the embodied actions
aud positions of individuals. The discursive intersection of inscructional and maral imperatives forms
pedagegic discourse and provides principles char contigure body pedagogpies and implicit pedagogic
posittons and idenutes thar circulate in popular culiure and schools’ health curricala and young
people’s responses to them.
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Tracking and inequality
New directions for research and practice

Adam Gamoran’

For more than a cencury, educators and researchers have debated the merits of separating students
for inszruction into different tracks. classes, and groups, according to their purported interests
and abilities (for historical perspectives, see Loveless, 1998, 1999; Oakes, 2005; Oakes ef af.,
1992; Powell er al., 1985). The practice. known as “tracking” and “ability grouping” in the
US and “streaming” and “setting” in the UK, is intended to create conditions in which teachers
can efficiently target instruction to students’ needs.” Despite this intended berefit, tracking has
been widely criticized as inegalitcarian, because students in high tracks tend to widen their
achievement advantages over their low-track peers, and because measures of school performance
commonly used to assign students to tracks typically coincide with the broader bases of social
disadvantage such as race/ethnicity and social class, leading to economically and/or ethnically
segregated classrooms. Yet tracking has been highly resistant to lasting change and remains in
wide use in various forms in the US, the UK, and in school systems arcund the world.

Although struggles over tracking involve instructional and political challenges that play out
in schools and classrooms, the persisting debate reflects not only local concerns but also broader
tensions inherent in education systems (Oakes ef al., 1992). On the one hand, schools are charged
with providing all students with a common framework of cognitive and social skills essential
for full participation in the civic and economic activities of adult society, On the other hand,
schools are structured to sort and select students for different trajectories aligned with their
varied ordentations and capacities. This ongoing tension between commonality and differen-
tiation is at the heart of the tracking debate: Is the purpose of schooling to provide all scudents
with a common socialization? Or is it to differentiate students for vaded futures? The former
aim is consistent with mixed-ability teaching, whereas the latter is consistent with tracking, and
the debate has no simple resolution because school systems embody both geals.

Building on past research, recent work on tracking has advanced in three areas that indicate
promisiag new directions for research and practice. First, new mmrernational scholarship has
extended knowledge about the consequences of tracking for student achievement to contexts
beyond the US and UK, where most prior research had been conducted. Second, recent studies
of attempts to reduce or eliminate tracking and ability grouping have vielded important insights

about why tracking is resistant to change and how some of the obstacles to detracking may be

213




ADAM GAMORAN

surmounted, Third, a new wave of research on classroom assignment and instruction has pointed
towards approaches that, while not resolving the tension between commeonality and differen-
tiation, may capture the benefits of differentiation for meeting students’ varied needs without
giving rise to the consequences for inequality that comumonly accompany tracking and ability
grouping. These findings in turn call for new research and experimentaton in practice.
Before turning to these latest findings, [ summarize the earlier lterature on the effects
of grouping and tracking on student achicvement. This research has been well covered in
prior reviews (e.g. Gamoran, 2004; Gamoran and Berends, 1987; Hallam, 2002; Harlen and
Malcolm, 1997; Kulik and ¥ulik, 1982; Oakes et al,, 1992; Slavin, 1987, 1990, but [ begin
with it here because it sets the stage for the promising work of the present and the new directions
for the future. Thus, the remainder of this chapter is divided into four sections: a review of

findings about tracking and achievement that links work from the 1970s, 1980s, and 1990s -

to updated stadies in the same vein: a discussion of recent international research on
tracking, both between and within schools; an analysis of new studies of efforts to reduce or
eliminate tracking: and a conclusion calling for new research and practice based on the latest

findings.

Tracking and achievement: increased inequality without
benefits to productivity

Following Gamoran and Mare (1989). one may distinguish between two possible consequences
of tracking for achieventent: it may affect produceivity, that Is, the overall level of achievement
in the school or class; and it may affect inequaliry, that is, the distribution of achievement across
the different tracks, classes, or groups. Although not all studies have reached the same
conclustons about these outcomes, the weight of the evidence indicates that tracking tends to
exacerbate inequality with little or no contribution to overall productivity. This occurs because
gains for high achievess are offset by losses for low achievers. A compelling example of this
pattern cames from Kerckhoff's (1986) study of ability grouping between and within schools
in England and Wales. Kerckhoff used data from the Nationai Child Development Study, which
followed for more than thirty years all children born in the UK in the first week of March in
1958. He examined secondary school achievement in reading and mathemuatics among students
enrofled in schools for high achievers {grammar schools), low achievers (secondary moderm
schoolsy and those of widely varying achievement levels (comprehensive schools), He also
compared students assigned to high, middle, low, and mixed-ability classes within the different
types of school. Comparisons between and within schools told a consistent story: There were
no overall benefits to average achievement in contexts that differentiated studenis for instruction
as compared with mixed-ability contexts. However, sorting students into selective schools and
classes was associated with increasing gaps between high and lew achievers ever dme (see also
Kerckhoff, 1993}, The comparison of tracking to mixed-ability teaching has received less
attention in the US because tracking has been nearly universal at the secondary level (Loveless,
1998), but comparisons of ability-grouped with mixed-ability classes in middle school
mathenuatics and science (Hofter, £992) and English {Gamoran and Nystrand, 1994) have vielded
the same pattern. National survey analyses in the US also demonstrated that, over the course
of high school, students assigned to high and low tracks grow farther and farther apart in
achievement (c.g. Heyns, 1974; Alexander, Cook and McDill, 1978; Gamoran, 1987a, 1992;
Gamoran and Mare, 1989; Lucas and Gamoran, 2002},
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Because track location is correlated with eraditional bases of socio-economic disadvantage,
tracking not only widens achievement gaps but also reinforces social inequality (Lucas and
Berends, 2002; Oakes eral., 1992). In contrast to socio-economic status, which has direct effects
on rack assigriment, race and ethnicity affect track assignment indirectly: Minority students
whose test scores and socio-cconomic background match those of Whites are no less Iikely to
be placed in high tracks (Gameran and Mare, 1989; Lucas and Gamoran, 2002; Tach and Farkas,
2006). However, becanse minority students tend to reach high school with lower test scores
and less advantaged socio-economic circumstances, tracking works o the disadvantge of
minotity students and contributes to achievement gaps.

As the demographic make-up ot US schools has changed. new pacterns of inequality associated
with tracking have become more salient. With regard to language minority students, Callahan
(2005) argued that schools often conflate limited proficiency in English with Hmited abilicy to
master academic content. As a resule, English language leamners are tracked into classes with
modified curricula that are less rigorous than those of regular classes, which prevents these
students from gaining access to advanced instruction even as their language skills develop. While
Callahan supported these assertions with a study of a rural Califeenia school, Paul (2005) reached
a similar conclusion based on her study of five diverse urban scheols. Paul noted that enrollment
in algebra 1, the gateway o the college-preparatory curriculum, was stratified by race and
ethnicity, with Astan American and White students enrolled in higher proportions, and African
American and Hispanic students enrolled in fower proportions. When English language learners
enrolled in the same levels of algebra as fluent English speakers, they had similar rates of college-
preparatory course work. Foreshadowing this work, Padila and Genzales (2001) argued that
one reason recent immigrants to the US from Mexico outperforn: second-generation students
is that the immigrants have spent less tinte in low tracks in US schools.

New forms of tracking in the US have exhibited patterns of inequality comparable with
those of earlier forms. Using high-school transcripts from a national sample of students, Lucas
(1999) showed that students were grouped on a subject-by-subject basis rather than by broad
curricular prograns. Nevertheless, studenss’ course fevels tended to correlate across subject areas,
and this more subtle version of tracking still resulted in achievement inequalivy. Mitchell and
Mitchell (2005) demonserated that multi-track, year-round schools also tended to stratify students
by social origins. Both Lewis and Cheng (2006} and Mickelson and Everert (2008) found that
the transtormation of vocational education into career and technical education, though
accompanied by greater emphasis on academic work within technical courses of study, still
resulted in seratified class enrollments.

Generally, elementary and middie schools have witnessed a pattern of increasing inequality
simila to that observed at the high school level {e.g. Gamoran er al., 1995; Foffer, 1992; Rowan
and Miracle, 1983). Until recently. national data have been available only at the secondary level,
50 1t was not possible to examine the generalizability of pacterns of incquality associated with
elementary school ability grouping. However, recent analyses of data from a national sample
of children who entered kindergarten in 1998 have confirmed the pattern of widening gaps
tor within-clss reading groups in kindergarten (Tach and Farkas, 2006), Using later waves of
the same data, Lleras and Rangel (2009) reported similar findings for between-class abilicy
grouping in Grades 1 and 3, Taking exception to the general pattern, Slavin (1987) reported,
based on a synthesis of research on elementary school grouping, that within-class grouping for
mathematics had positive effects for students in low-ranked as well a5 those in high-ranked
groups. Slavin also noted that, when students were regrouped for specific subjects, rather than
being tracked for the entire school day, ability grouping had positive effects for students at all
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achievement levels. On the basis of these findings. Slavin proposed that clementary school abiliry -

grouping can have positive effects when assignment is based on criteria relevant to the subject,
when students can be moved from one group to another as appropriate to their progress, and
when curriculum and instruction are differentiated to meet the needs of students assigned to
the different groups.

Slavin's conclusions have recentdy been reaffirmed by Connor and her colleagues (Connor

ef al., 2007; Connor ef al., 2009). Connor’s work shows that small reading groups can be used
effectively to tailor reading instruction to students’ needs. [n a randomized comparison, Connor
et al. (2007) reported that students taught by teachers whe amanged stadents into reading groups
according to carefully assessed student performance levels. and who aimed instruction ac students’
specific needs, performed much betrer by the end of first grade than those taught by teachers

who did not have access to the systematic approach to assigning students and differentiating -

instruction. Though based on less precise evidence, Tomlinson e af. (2003) advanced simifar
claims about the value of within-class differentiation of instructon as a strategy for effective
teaching of students with varied interests and skills,

Challenges in measuring track effecis

Two methodological challenges have confronted researchers studying the fmpace of tracking
and ability grouping on student achievement. One challenge has been to measure accurately
students’ group and track locations. At the secondary level, research from the 1970s and 19805
often relied on students to report whether their curricular programs could bese be described as
academic/college-preparatory, vocational, or general. This sodal-psychelogical measure of tracking
was useful as an indicator of students” perceptions, but did not necessarily represent students!?
actual learning oppertunities. Lucas (1999) developed a statcniral measure of rack location by
using students” transcripts to identify tracks based on the courses students had taken. Lucas and
Gamoran {2002} showed that structural and social-psychological dimensions of macking had
independent effects on student achievement, and both contributed to achievement gaps. Other
researchers have used network analysis techniques to identify tracks through the configuration
of courses in which students enroll (Fredkin and Thomas, 1997; Heck ¢f al., 2004), reaching
similar conclusions about tracking and inequality. More recent studies have also uncovered
inequality using teacher reports to distinguish among abilicy groups at high, middle, and low
levels (Carbonaro, 2005; Tach and Farkas, 2006).

The second methodotogical challenge has been to distinguish the effects of track assignment
from the effects of pre-existing differences among students assigned to different tracks.
Obviously, students in high and low tracks are on different achievement trajectories to begin
with; that is how thev came to be located in different tracks. All the analyses discussed here
have centrolled for prior achievement and social background, but owing to unreliability and
measurenient error, not all pre-existing conditions may have been captured by the controls,
and the potendal for selectivity bias remains, Rescarchers have endeavored to respond to this
challenge in two ways. First, a few studies, mainly prior to 1970, used random assignment ta
tracked or untracked sertings to rule out selectivity bias (Slavin, 1987, 1990). These studies
vielded widely varying estimates of track effects that centered around zero. Because they provided
little information on what was going on inside the tracks, it is difficult to assess the generalizability
of these small and long-ago experiments. In ar least some cases of zero effects, teachers
designed instruction and curricuium to be the same across tracks, in contrast to the real world
where tracking is typically accompanied by curricular and instructional differentiation. These
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findings led Gamoran (1987b) to argue that the effects of tracking depend on how it is
implemented, a conclusion later supported by both case study (Gamoran, 1993) and survey
anadyses (Gamoran, 1992),

Second, rescarchers have used econometric technigues to mitigate selectivity bias. Gamoran
and Mare (1989 cstimared endogenous switching regressions that model track assignment and
track effects simultancously, allowing for correfated crrors among unchserved predictors of
assignment and outcomes. Their results, which focused on mathemarics achievement and high
school completion for the high school class of 1982, indicated that the patern of increasing
inequality observed in standard regressicn analyses with rich controls was upheld in the more
complex technique. Lucas and Gamoran (2002} replicated these results for the high school class
of 1992, as well as the class of 1982, and with course-based as well as self~reported indicators
of track lecation. Again, the main findings were upheld. However, Bets and Shkolnik (2000),
wheo estimated both propensity models and rwo-stage least squares regression models of track
effects on mathemacics achievement, concluded thar the differential effects of tracking for
students in high and low tracks were much smaller than reported in earlier studies that relied
on simple regressions. Figlio and Page (2002) similarly called into question the inequality
consequences of tracking on secondary school math achievement, on the basis of two-stage
least squares regression models.” While it is premature to conclude that tracking is net harmful
to low achievers, these studics, combined with the carly esperimental research, suggest the
effects may be smaller than is typically assumed. Since Gamoran and Mare focused on broad
curricular tracking, while Betts and Shkolnik and Figlic and Page examined between-class ability
grouping, the findings may also indicace that the latter are less consequential for inequality than
the former.

Mechanisms of track effects on achievement

With few exceptions, the evidence indicates that tracking tends to magnify inequality. Why is
that the case? Conceptually, researchers have identified mechanisms of social comparison as
well as differentiated instruction, but empirically it appears that instructional variation across
tracks and groups at different levels is the more prominent reason for increases in achievement
gaps berween tracks. A number of studies have concluded that students in high tracks encounter
more challenging curricula, move at a faster pace, and are taught by more experienced teachers
with betrer reputations, while students in low tracks encounter more {fragmented, worksheet-
ariented, and slower-paced instruction provided by teachers with less experience ar clout (for
reviews, sec Gamoran, 2004; Oakes ¢ al., 1992). These findings have emerged at the elementary,
middle, and high school levels. Instructional differences reflect not only what teachers do in
classrooms, but also how students respond. A recent finding along these lines comes from the
work of Carbonare (2003), who demonstrated that achievement diverges in part becanse high-
track students put forth more effore on their schoolwork than low-track students. While this
finding reflected, in part, low-track students’ responses to instruction that was less intellectnally
stimulating than the instruction given to high-track classes, it also stemmed from differences
that students broughe with them to class.

Other new examples of instructional mediation of track effects come from both hypothesis-
testing and interpretive researcly In a study of sixty-foeur middle and high school English classes,
Applebee et al. (2003) reported greater use of discussion-based approaches to literature
instruction in high-ability than in low-ability classes, and this difference accounted for just over
one third of the effece of ability group assignment on writing perfermance. Discussion-based
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approaches included authentic questions and uptake (questions with no prespecified answer
and those that build on prior statements). open discussion, drawing in multiple perspectives
(envisionment-building), and conversations that connected ditferent curticular topics. Watanabe
(2008) reported parallel instructional differences based on in-deptl analyses of 68 hours of
classroom observation in two teachers’ language arts classes. In high-ability classes, she found
more engagement with challenging and meaningful curricula, more writing assignments in more
diverse genres, and more feedback from teachers, as contrasted with more emphasis on test
preparation in low tracks,

Findings that instructional differentiation accounts for much of the effect of tracking have
led some observers to conelude that tracking per se does not generate inequality, but rather

inequalicy has emerged because of the way in which tracking has been implemented (e.g.,

Hallinan, 1994). If instruction in low tracks could be effectively geazed rowards students” needs,
this argument states, then tracking might mitigace rather than exacerbate inequalicy. While
reasonable in principle, this goal has proven difficult to accomplish in practice, and there are
few examples of effective instruction in low-track elasses (for exceptions, see Gamoran, 1993,
and Gamoran & Weinstein, 1998}, At the same time, it is important to acknowledge that mose
studies of ability grouping and curriculum tracking have found that high-achieving students
tend to perform better when assigned to high-level groups than when targht in mixed-ubility
sectings. Proponents of tracking tend to emphasize the benefies of high-level classes tor high-
achieving students, with lietle attention to implications for inequality, while critics tend to focus
on inequatity without acknowledging the effects for high achievers. As a result, proponents
and critics are apt to talk past one another with linde chance for resoluton, and student-
assignment policies often lurch from one system to another, without recognition of the
strengths and shortcomings of each (Bealer ¢f of., 2000; Gamoran, 2002; Tsuneyoshi, 2004).

New international research on tracking and achievement

An emerging body of internatienal work is fargely consistent with the findings from the US
and the UK. Perhaps the most revealing results come from new cross-mational studies of

international achievement data, Analyses from PISA 1999 {Program on International Student

Assessment), a study conducted in twenty-eight OECD countries, indicated that countries with
more differentiated school systems are characterized by greater inequality by social origins
in reading achievement (OECID, 2002}, Hanushek and Woessmann (2006) reinforced this
conclusion by comparing twenty countries that participated 1n both PISA and PIRLS {Progress
in International Reading Literacy Study), showing that achievement inequality tends to increase
more between the primary and secondary grades in countries that practice early racking than
in countries that do not. Similarly, research on twenty-four countries that participated in TIMSS
2003 {Trends in International Mathematics and Science Survey) at Grades 4 and 8 showed that
countries that rely on berween-class ability grouping for mathemarics exhibit more growth in
achievement inequality from Grades 4 co 8 than countries that make less use of ability grouping
(Huang, in press). These findings are consistent with numerous single-nation studies showing
that tracking tends to reinforce inequality.

A recurring theme in the international work is that grouping and tracking come in many
forms, a point that Is easily missed when one focuses on a single nation. For example, countries
differ on whether tracking occurs largely between schools (e.g. Japan, Germany), within schools
{Australia, Belgium, Tsrael, US), or both (Taiwan, UK). In these different tracking systems, the
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scope of tracking may be wide (covering many subjects) or narrow (implemented on a subject-
by-subject basis), Countries also differ on whether differentiation is introduced ewrly or late, and
whether or not the system is flexible enough to allow mobility between tracks. These structural
differences were anticipated by Sorensen {1970}, but have been greatly efaborated as international
differences have become evident (LeTendre er al., 2003). What is seriking abour the variation
in the forms of tracking, however, is that the reslis are broadly similar: where macking systems
are present, achievement tends ro diverge, and to reinforce initial differences by social class. New
studies from Japan {Ono, 2001, Korea (Park, 2009), South Africa (Hoadley, 2008}, Israel
(Ayalon, 2006), Germany (Cheng ef al., 2007), Belgium (Van de Gaer er al., 2006; Van Houtte,
2004}, and the UK (Boaler et al., 2000; Ivinson and Duveen, 2005; [reson er al., 2002) all identify
aspects of increasing inequality associated with grouping between or within scheols. Morceover,
as ethnic minority groups increase in size, and ethnic inequality s increasingly recognized in
nations that were (ormerly relatively homogeneous (such as European countrics with new
populations of guest workers), researchers are finding that rracking reinforces ethnic inequalides
(Cheng ¢t al., 2007). Ivinson and Duveen (2003) in the UK and Ayalon (2006) in Tsrael also
demonstrated that horizontl differentiation (ie. divisions between subjects) tend rto stratfy
students by social origins, just as does vertical differentiation (divisions berween levels). Finally,
Van Houtte (2004) presented findings from Belgium that supported the conclusion from US
rescarch that erack effects are driven by instructional differences to an important degree.

Within this common framework, interesting differences also emerge. For example, in
countries with well-articulated standards tied to curriculum and assessment, the harmful effects
of tracking may be mitigated by incentives for success in lower level classes. Broaded (1997)
reported thas high-stakes exams targeted at different achievement levels in Tailwan led ail
students, including those in low tracks, to work hard at their studies, and, as 2 result, tracking
comtributed to smaller achievement inequalities. Similarly in the case of Israel, Ayalon and
Gamornin {2000) found that schools with multiple ability levels within college~-preparatory
mathematics programs tended to have Jess inequality by social origin than schools with enly a
single level, They attributed chis result to meaningful incentives attached to lower level
mathematics courses thac, like higher level courses, led to high stakes assessments at the end of
high school. Likewise, a secondary cusriculum reform in Scotland that raised standards for lower
level students resulted in declining inequality of achievement over time (Gamoran, 1996), and
in Australia, a reform in secondary English that reduced the number of tracks and simultaneously
raised standards in low tracks may have boosted test scores averall (Stanley and McCann, 2005).
Tn the US, a parallel finding is that Cathelic schools, which place more academic demands on
students in lower tracks than public schools. tend to exhibit fess achicvement inequality between
tracks than public schools {Gamoran, 1992). These findings reinforce Broaded’s (1997)
canclusion that the impact of tracking is context-dependent and suggest that, in principle,
tracking’s pernicious effects on low achievers can be reduced or eliminaced. Thus tar, however,
attempts to use ability grouping to raise achievement in the context of high standards in US
public schools have met with limited success (Lewis and Cheng, 20006; Mickelson and Everetr,
2008; Sandholtz of al., 2004).

New insights from US research on detracking

More than fifteen years ago, akes (1992) insightfully identified three challenges to detracking:
normative chailenges, based on long-standing beliefs that young persons differ by ability and
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that schools should be structured to mees those differences; political challenges, reflecting the
difficulty of overcoming vested interests in tracking such as those held by parents of high-
achieving students and by teachers who enjoy teaching honars classes; and technical challenges,
reflecting the difficulty of instructing students of widely varying levels of performance, a task
for which few teachers are prepared. Most of the emphasis in Qakes™ subsequent work (see
especially the 2003 edition of her classic book, Keeping rrack) and that of her colleagues and
students (c.g. Cakes and Wells, 1998; Wells and Serna, 1996; Welner, 2001; Yonezawa ef al.,
2002) has been on the normative and political challenges, reasoning that if these challenges
could be met, the technical difficulties could be overcome. Recent evidence, however, suggests
the opposite: failure to solve the technical problems of mixed-ability teaching is a major
impediment to addressing the nonmative and political challenges. White the technical chalienges
have defied easy solution, recent work has identified conditions under which effective teaching
in mixed-ability contexts may be more successful than in the past.

Challenges of detracking

Lovelesss (1999) analysis of detracking reforms in California and Massachusetts revealed
substantial resistance from teachers who believed that they were not equipped to succeed
in instructing students at widely varying performance levels within the same classrooms.
Teachers” attitudes towards detracking tended to ditfer by subject matter, with mathematics
and foreign language teachers more resistant than teachers in other subjects, owing to beliefs
abous the sequential nature of knowledge in these disciplines (see alse Ball, 1987; Gamoran
and Weinstein, 1998). Even in social studics, however, a subject area that mighr be viewed
as particularly conducive to mixed-ability teaching because of the potential for discussion
of topics from diverse viewpoints, detracking efforts have run into technical difficulties. One
case study found that teachers struggled to engage students in classes with widely varying
achievement levels: low-achieving students had difficulty with assignments. while high-
achieving students were bored (Rosenbanm, 1999). In another study, Rubin (2008) found
that detracking in social studies scemed to work well in a middie-class suburban school with
a relatively homogeneous population, as teachers emphasized active learning and ditferen-
tiated assignments for students at different performance levels. However, detracked social
studies classes appeared less effective in a more diverse school, where teachers aimed more for
relevance than for high standards; and in an inner-city school with a low-income pepulation,
decracking resulted in a highly routinized curriculum with little challenge for students, Rubin's
observations in the inner-city school mirrored ecarlier findings by Gamoran and Weinstein
(1998) from an urban schoel in which tracking in mathematics was eliminated by diluting
the currcubum in mixed-abilicy classes to a level that all students could follow, with the result
that teachers complained students were not being prepared to move to more advanced
mathematics.

Ironically, findings from all three of these case studies (Gamoran and Weinstein, 1998;
Rosenbawn, 199%; Rubin, 2008) suggest that high-achieving minority students may have the
most to lose when detracking is unsuccesstul. These students are often found in urban schools
where detracking has not resulted in challenging instruction in mised-ability classes, and they
may lack the support outside of school to succeed in the absence of 2 challenging curriculum.
Rubin (2003) brought this problem to life based on interviews and observations of a high-
achieving minority student in a detracked school, who socialized with a small group consisting

of less academically oriented peers, to the detriment of her academic work.
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Some schools have attempted to reduce the use of tracking by allowing students to select
their own track assignments, Recent case studies suggest, however. that student choice is not
an effective detracking mechanism, because students tend ro sort themselves into classes in much
the same way as a traditional eracking system, and with the corresponding results for social clags
and race/ethnic divisions (Watanabe, 2007). Yonezawa of al. {2002) preposed that differential
access to information and varied aspiradons among students contribured to this pactern. In
addition, they noted that minority students preferved classes in which they were not racially
isolated and in swhich their cultural backgrounds were valued. These findings reflect the familiar
tension berween commonality and differentiation: while there may be benehits to students’
academic performance from pursuing a commen curriculum, seudents are motivated by heir
interests and social concerns, which may result in ethnic as well as academie divisions among
students.

Boaler and Staples {2008) uncovered mixed success in another detracking case study.
lnitially, achievement gains appeared in one detracked school compared with two ochers that
did not detrack. However, the gains were not sustained over the three years of the study.
Morcover, the achievement benefits were not evident on the high stakes state standardized tes,
and it is difficult at any rate to attribute achicvement trends to any single reform in a sample
of three schools. Nonetheless, the study is enticing in its call for further examination of
instruction in detracked schools.

Addressing the technical challenge: differentiated insiruction in
mixed-ability classes

Not all cases of mixed-ability teaching have met with frustzation. In the same research project
that uncovered a case of diluted curdicalum in a detracked schoot (discussed in the last sectien),
Gamoran and Weinstein (1998) alse identificd a successiul instance of detracking in secondary
schoal mathematics. In this urban, east-coast high school, in which half the students were eligible
to receive frec or reduced-price lunch, student perfornmance on authentic assessments was the
highest of all the twenty-five highly restructured schools from which this case was drawn. In
this school, mathematics and science instruction were integrated in the same class, and student
work was project-oriented; for example, researchers observed students applying principles of
mathematics and physics in completing an assignment to design rides in an amusement park.

Students were ass

sed based on portfolies of work in a variety of subjects, and expectations
for students took into account their progress as well as the levels of excellence they had attained.
Moreover, students were expected to have mastered elementary mathematics, and, if they had
not, a Sacurday tutoring program was available to help them along, Key clements that supported
a rigorous curriculum in a mixed-ability setting in this school were simall classes (imited to
fifteen students). the supplemental tutoring program, a visionary leader who had selected a staff
with congruent attitudes, and the opportunity to interview students prior to students’ admission
to the school.

More recently, Burris and her celleagues (Burris ef al., 2006, 2008) also identified cases of
high achievement in mathematics that resulted from a move to mixed-ability teaching. The
authors used an interrupted time series design to assess the impact of the reform, comparing
the achievement rrajectories of schools betore the reforn: with their trajectories afterwards, as
well as with the trajectories of other schools that did not undergo the reform over the same
time period. At the middle school level in this New York school district (Burris ef al., 20006),
teachers implemented an accelerated curriculum for all students paired with a supplemental
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worlkshep to support students who had trouble keeping up. They also introduced common
preparation time for teachers and increased the use of caleulators in class. At the high school
level, the low-track non-Regents class was eliminated, and ali students were placed in
mathematics classes that led to the Regents diploma. Studenes who struggled with this class had
available to them a supplementary class that met three times each week. At both levels, student
achievement rose following the introduction of the reform. Achievement gaps narrowed as
low achievers gained more than high achievers, but there was no evidence chat high achievers
suffered in their performance as a result of the reform. Achievement gains did not reflect
increasing high-school dropout rates; on the contrary, dropout rates declined over the period

of the reform. It should be noted that this case involved an economically advantaged school.

district with relatively few high-needs students compared with other New York school districts.
The supplemental class also provided about 50 percent more mathematics instruction to low-
achieving students.

The new research by Burris and colleagues is extremely important because it demonstrates
that detracking can result in gains for low achievers withont the losses for high achievers observed
in carlier attempts. As in the case study reported by Gamoran and Weinstein (1993), however,
success was based in part on favorable circumstances, particularly the resources that enabled the
school to offer extza mathematics instruction for struggling students. This accomplishment calls
for replication in other contexts to assess its broader viability.

Conclusion: new directions for research and practice

While definitive solutions remain clusive, the present time is witness to exciting new prospects
for batancing the aims of commonality and differentiation in arranging students for nstruction.
Recent findings lend support to two approaches that merit further experimentation in research
and practice: mising standards for low achievers in differentiated classrooms: and providing
differentiated learning opportunities in mixed-ability classrooms. The key to evaluating both

approaches will be careful monitoring of the nature and quality of instruction and the relation -

between instrisction and achievement, however students are arranged for class.

Raising standards for low-achieving students

The practical conclusion from years of tracking research that low-level, dead-end courses should
be eliminated is no longer seriously debated. High-school courses such as general math and
business English do not prepare students for post-secondary opportunities and are less effective
than regular courses such as algebra and college-preparatory English, even for students with
low skill levels in these areas. This conclusion still leaves open the possibility, however, that
meaningful instruction at all skill levels could make differentiated classes an etfective way to

organize students for learning,

o

Critics of tracking such as Qakes {2003) argue that, because tracking is inherently seracifying,
it is just not possible ta offer effective instruction to low-achieving students in ability-grouped
classes. Indeed, examples of high-quality instruction in low-ability classes are rare. Yet recent
international research shows that differentiated class settings for low achievers can be effective
when they are tied to meaningful outcomes, such as assessments that are aligned to the
currticulum, and provide access to jobs and further education. Studies from Taiwan (Broaded,
1997) and Israel {Ayalon and Gamoran, 2000) demonstrated that differendiation within academic
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programs in which meaningful instruction and valued incentives are present at ali ability levels
can result in less inequality than systems of fewer levels in which low-achicving students lack
access to meaningful incentives. Other research from Scotland (Gamoran, 1996) and Australia
(Stanley and McCann, 2005) observed that the negative effects of tracking for low achievers
diminished when the degree of tracking was reduced and when academic standards in the lower
level classes were clevated. The common ingredient in all four cases was a meaningful assessment
that had value for students in lower-level as well as higher-level clagses.

Da these findings have any bearing on the US, where classes for low achievers typically lack
meaningful incentives for effort or performance? The finding that Catholic schools obtain smaller
achicvement gaps between tracks than public schools by providing more rigorous instruction
in low tracks, and cases of sucecessful low-track instruction in Catholic schools (Gamoran, 1993)
and rescructured public schools (Gamoran and Weinscein, 1998) merely show that exceptions
are possible, not that making low-track instruction more effective by raising standards overall
is a viable reform strategy for the US. The current emphasis on tese-based accountability in the
US might, in principle, lead schools to create effective low-ability classes in order to meet
accountability requirements. However, the evidence so far suggests that accountability-driven
tracking is no more effective for low achievers than other forms of tracking (Sandhettz er al.,
2004). Based on insights from the international work, one can identify at least three elements
that would need o change to make low-track classes more effective: Fint, the assessments
rowards which students were striving would need to be tied to futures that were more visibly
meaningful to students than is currently the case. At presen, students are prodded to perform
on multiple-choice rests whose underlying standards are not evident to students and which
demand fragmented knowledge rather than coherent mastery of subject matter that has
relevance beyond the test itself. Second, the assessments would need to offer incentives for
students as well as schools: at present, schools are held accountable for student perfermance,
but the students themselves are not. Positive incentives such as aceess to jobs and/or post-
secondary education would need to be offered, not merely negative sanctions such as denial of
a high school diploma. Third. the alignment between the course curriculum and the assessment
would need to be tighter than has typically been the case in the US,

Differentiating instruction in mixed-abilily settings

Although detracking remuains a challenging solution, with more examples of failure than success,
the findings of recent studics are positive enough to warrant further efforts. An examination of
reports of effective instruction in mixed-ability classes yields several common ingredients. First,
the success stories all recognize that stadents differ in the skills and intereses they bring with them
to class. Successful cases reported by Burris, Gamoran, and Connor and their colleagues are not
instances in which teachers acted as if students were all alike. Instead, teachers responded o
variation among students in their teaching. Second, and correspondingly. all the successtul cases
involved differentiated instruction within the mixed-ability setting. In the secondary school cases
reported by Burris, Gamoran, and their colleagues, differentiation involved supplemental instrac-
tion that was available for students who struggled with class mateials, In Connor’s elementary
school research, differentiation meant carefully analyzing students” skill levels, matching skills to
particular instructional strategies, and arranging students for instruction within classes in such a
way as to match the skill levels with instructional approaches. Third., teachers in each of these
cases had access to important resources that allowed them to supplement instruction and tailor
it to students” needs. Future efforts would do well to keep these elemenss in mind.
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Combining research on tracking with research on teaching

After a century of research on tracking and ability grouping, one might expect to see a definitive
answer to the question of how best to organize studenss for instruction. Yet the dilemma persists,
because the goals of commonality and differentiation lie in uncasy proximity to one another,
because every approach has disadvantages as well as advantages, and because the consequences
of different solutions vary by context. Research in the last decade has made imporsant progress,
however, by focusing on the instruction provided to students assigned to class in different ways.
Ultimarely, how students are arranged matters less than the instruction they encounter, so
bringing together research on tracking with research on teaching offers the most useful way
to continue to shed light on this ropic of continuing interest.

Notes

i The author is grateful for helpfl research agsistance from Michelle Riobinson and exceptional editing
from Cathy Loch.
US writers often use the terms “rracking’” and “ability grouping” interchangeably. For brevity [ use

la

the single term “mracking” to capture all the varions forms of structeral differentiation for instruction.
When distinguishing among different forms, [ use the tenn “rracking” w refer to the practice of
dividing students into separate classes {or clusters of classes) for all of their academic subjects, and
the term “ability grouping” to mean the division of students into classes on a subject-by-subject
basis. This use parallels the different meanings of the terms “sereaming”™ and “setring”” wsed in the
UK. I use the terms “within-class ability grouping” to refer to the use of instructional groups within
class for a particular subject, and “between-school grouping™ o refer to systems in which students

are assioned to seperate schools targeted to different furures on the basis of varied academic

performance,

3 Models estimated by Betrs and Shkolnik (20009 and Figlio and Page (2002) rely on very strong
assumptions, so their resuls should be interpreted with pardcular caution. Deris and Shkolnik's
conclusions rest on comparisons of classes at similar ability levels as reported by teachers but located
in schools that differed on whether the principal reported that racking was used for mathematics.
Yer teacher reports of class ability levels may reflect benween-class abiity grouping irrespective of
the principal’s report. Figlio and Page {2002} used as instruments for wack assignment indicarors

that, on the face of it, seem far-fetched: two- and three-way interacrions between the number of -

cotrses required for graduation, the number of scheols in the county, and the fraction of voters in
the county who voted for President Reagan in 1984, Weak instruments would undermine the

estimates of track effects and could bias them towards zero.
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Economic globalisation, skill formation and
the consequences for higher education

Phillip Brown and Hugh Lauder

Introduction

There are striking parallels between the stories that were told to justify economic pelicy aver
the past decade in Britain and America and the stories that have been told about the benefits
of globalisation and the knowledge economy. Just as we have been told that the business cycle
could be abolished — the end to boont and bust ~ so the advent of the ‘knowledge’ economy
was accompanied by claims that, for those who invested in education, the rewards would be
great. The management guru Peter Drucker (1993) argued that we were in a new stage of
capisalist development that would lead to a fundamental shift in power from the owners and
managers of capital to knowledge workers. Not only would they assume power, but with it
would come greater autonemy, creativity and rewards.

This is a story that politicians and policy makers have sold to the public and it has placed
education at the centre of questions of economic competitiveness and social justice. In chis
scenario, Dirucker's thinking echoes the pioneering work of Bell (1973), who predicred that
the growing importance of ‘knowledge’ work. reflected in the historical shift from blue-collar
to white-collar work, would significantly raise the demand for educated workers and give them
greater attonomy in paid worl.

The fundamental problem with this beguiling vision is that it does not take into account
the power relations and imperatives of capitalist economies. There is listde doube that there
have been significant changes in the division of labour and the nature of work in developed
capitalist cconomies, in which issues relating to the control of knowledge work have been linked
to economic alobalisation. But rather than these changes leading to greater creativity and
autonomy for the majority of knowledge workers, only a minoricy has benefiteed, while the
majority is being confronted by routinisation created by intense global competitive pressures
and a resulting labour market for high-skilled, low-waged work. Roudnisation has been
developed through the process of digital Taplorisin, which we deseribe below, while the labour
market for high-skilled, low—waged work has created a global ancrion in which high-skilled work
goes to those who offer the lowese price. These processes challenge existing theories of the
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education—economy relationship. In turn, a fundamencal recasting of existing theories is-
required. However, the argument made here is particularly relevant to the West, while, in the:
economies of India and China. the picture is different, as these sume trends have resulted in g
growing middle class alongside a new class of the super rich. :

Education and capitalism

We can identify rwo theoretical approaches te the education—cconomy relationship, those of
consensus and conflict. Drucker’s (1993) view is representative of the consensus approach, which:
assumes that the knowledge econonty represents the pinnacle of a historical process in which,
as new technologies have been developed, so education has played an increasingly central role”
in economic development and social justice. This is because it is assumed that, as rechnologies
become more complex, so a more highly educated workforee is required. In turn, this leads
to greater opportunities for upward social mobility and a reduction in poverty as mare people
zain the education required for higher paid work. For Drucker, the advent of what he considers |
to be the knowledge economy alse changes the power relationships between the highly educated
and capital, since the latter now depends on the expertise of the former. The consensus approach |
has a long pedigree, dating back at least to the work of Kerr et al. (£973), and has been embraced:
by policy makers because it represents a “win—win’ approach to economic development and
social justice. Underlying these views is the theory of human capital and its contemporary variane,
skill bias cheory.

Human capital theory makes the claim that if individuals invest in education they will be -
suitably rewarded in the labour market. because their education wilt reflect their enbanced
capacity for productivity, and it is on this basis that they will cam high wages (Baker, 2009; .
Becker, 2006).

Skilt bias theary {(Acemoglu. 2002) can be seen as a more sophisticated variant of human

capital theory, It has become popular because it sees new technoelogy as the driver of the demand -
for educated labour: it recognises that some uses of technology can be skill-replacing, that is,
workers are deskilled, cither as technologies make their jobs simpler through routinisation, -
or a5 they are simply replaced by machines. However, skill bias theerists have argued that, as
a matter of fact, the introduction of new technologies has increased the demand for educated -
labour, for the reasons that human capital theory predicts. Here, then, is a range of sophisticated
theories that all view the education—economy relationship as crucial to social and economic
Progress.

In contrast to the consensus approach, conflict theorists have argaed thar education should -
be considered a site of struggle between groups, in which not only are economic development
and social justice divorced, but the links between education and economic development are
far more complex than consensus theorists assume. Perhaps for these reasons, mosc conflict
theorists have focused on the inequalities in education in refation to social class, patriarchy
and racist structures, and to state policies, rather than on the economic processes underlying
thern.

[f we turn first to the issue of social justice, there is broad agreement across the two major
confict traditions, neo-Marast and neo-Weberian, that education is a site of struggle, although
the nature of the struggle 1s conceived in different ways. For the former, as represented most
starkly in the correspondence prnciple of Bowles and Ginds (1976), education serves to
discipline and socialise future workers into capitalist work and their social class starion in life.
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[n doing so. it also reproduces the inequalities in life chances berween working-class students
and cheir wealthier counterparts from the executive and managerial ruling class. There s,
therefore, a correspondence between the nature of a socially classed education system and the
demands of capitalist work.

MNeo-Weberian and related theorists have viewed education as a scruggle for credentals
berween competing groups. They point to a range of strategies, intended and vuninrended, by
which professional and managedal elites have loaded the competition for credentials in their
favour (see, for example, Ball, 2003; Bourdicu and Passeron, 1977), But they can also explain
why the connection between credentials and the labour market is also problematic in a way
that consensus theorists cannot. For a start, they argue that any kind of direct relationship
hetween education, productivity and economie growth is implansible because of the key role
of credentials in linking education to the labour market. Credendals may not reflect the
understandings and skills that workers have and they may not reflect the kinds of skill necessary
for the workplace: they are a rather blunt instrument for the selection and sorting of workers
(Livingstone, 1998). Most significantly, however, credentials are a positional good, which means
chat their value is socially determined (Brown, 2006; Hirsch, [976). When there i an oversupply
of a particular educational qualification, say a bachelor’s degree, then it will lose its value in
the marketplace, and students will have o gain a higher degree in order to restore their value
as skilled workers; inevitably it is those students witl access to the resources to pursue their
studies that will gain, for example, those from professional middle-class backgrounds. Studies
that have been undertaken of the degree to which the demand for a particular credential is
driver by the associated inflation with positional competition, as opposed to the upskilling of
jobs, suggest that both play a significant role in the level of credential that employers demand
{Collins, 1979; Weedon, 2002).

Finally, we should note that these key elements in the reladonship between education and
nation-state capitalism are likely to be contradictory (IDale, 198Y). In what tollows, we will
show how new forms of contradiction arve clearly visible in the West, as capitalism has moved
from being centred on the nation-state to cconomic globalisation. However, before examining
the source of these contradictions, some comuments on the limitations of both consensus and
conflict approaches in the light of cconomic globalisation are appropriate.

One of the strengths of the consensus approach is that it has a theory of how education
contributes to economic development through the impetas given by new and more sophisticated
forms of technology. But it is a theory confined either to national boundaries (Baker, 2009,
Geldin and Katz, 2008b; Heckman, 2008) or to a view of cconomic glebalisation in which
the superior educatdion systems of America and Britain will enable graduates to win in the
competition for high-skilled work (Reich, 1991; Rosecrance, 1999). However, the account
of the global restructuring of work and the labour processes we present here suggests inadequacies
in both consensus and conflict theories. While existing conflict theories have clear strengths in
explaining why education gives advantage to professional and managerial elites at the expense
of working-class students (the social justice question), they have little or no theoretical resources
to explain the impact of economic globalisation on national education systems and job markets.

Changes in the global division of labour

In order to show why economic glebalisation challenges both consensus and conflict theorists
and to identify the trends that have led to the contradictions between higher education and
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the labour market in the West, we shall turn to an exposition of a study of the skill formation

strategies of transnational companies {TNCs), because they have been at the heart of the changes

in the global demand for skilled workers (Brown e al., 2009; Lauder of al., 2008).
There are three elements to the new phage of economic globalisation that we would identify

from our study that challenge both consensus and conflict theories of the education-economy -

relationship, particularly in relation to higher education. These are: firse, the advent of a global

auction for high-skilled work, which in part has been made possible by large numbers of high- -
guality graduates from emerging economies, especially in the East: second, the development
of digital Taylorisim, which has the potential to routinise much of what was once considered

knowledge work; and, third, the consequent new divisions within managerial and technical

jobs. [n tum. these changes have threatened many middle-class jobs while intensifying the:
positional competition for eniry to elite universities, creating a significant mismatch betrween

higher education and demand for ‘knowledge’ workers.

Higher education and the global auction for high-skilled jobs

The pace of expansion of higher education in China, India and Russia has contributed to the

rapid inceease in the global supply of high-skilled workers. Based on our analysis of enrolment ™
figures for ninety-eight emerging and developed countries, we found that tertiary-level
enrolments (undergraduate and postgraduate) virtually doubled within a decade, from 33.4-

million in 1995 te 62.9 million in 2005.!

Figure 200.1 shows that, in 2006, China had almost six million more students than the United
States and ten times as many students as Britain. But perhaps the most extraordinary statistic
on education in China was enrolment to senior secondary schools, which has increased from

26 per cent ta almost 60 per cent since 1990, To achieve this expansion, over 230 new teacher=:
training colleges were established, and qualified graduate teachers were offered better housing,

remuneration and healthcare by the Ministry of Education.* Equally, participation in higher
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Somrce: Brown ef af. (2008),
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education increased from a little over 3 per cent in 1990 to 22 per cent in 2006," These figures
reflect a broader strategy presented in an official policy statement on employment Prospects to
2020, which recognized the need o "make efforts in improving education quality, so as to train
milliens of high-caliber workers, thousands of special talents and a large number of outstanding
innovative talents for the socialist modernization drive’?

While these data should be treated as indicative, and remembering that enrolment figures
do not tell us how many actually enter the global job market on an annual basis, owing to high
levels of drop-out in some countries. it is nevertheless salutory to consider that the expansion
of higher education has not been limited to OBCD member states or the BRIC nations of
Brazil, Russia, India and China, Ukraine and Mexico have more people enrolled in higher
education than the United Kingdom, with Poland and Turkey gaining rapid ground, doubling
their participation rates between 1995 and 2005,

When we look at the sabjeces being studied, we can see a marked increase in numbers in
Asia taking sciences and engineering (see Figure 20.2).

This supply of educated labour has enabled TNCs to create a new spatial division of labour
for high-skilled activities, including research, innovation and product devefopment. Whereas
once it was assunied that the ‘brain’ work would be done in the West, especiaily the United
States because of the high quality of higher education, while the *bedy’ work would be done
in East Asta (Reich, 1991: Rosecrance, 1999), it is clear from the skill strategies of TNCs that
this is ne longer the case. In turn, this has led to the possibility of a global auction in which
the same quality high-skilled work can be undertaken in East Asia for a fraction of the price
of labour charged in the West. For example, a chip designer costs $300,000 per vear in the
United Stases, as against $28,000 in Shanghat (UNCTAD, 2005). This global auction, in which
TNCs can choose where to locate high-skilled work, knowing that the quality of the work
will be the same, whether it is performed in Shanghai, Los Angeles or Stuttgart, has profonnd
implications for middle-class aspirations in America and Western Europe: middle-class students
in these countries are no fonger guaranteed the kind of work described by Drucker in which
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Figure 2.2 First university degrees in science and engineering fields in Asia, Eurape and Norch
America, by field: 2004 or more recent vears {in thousands).
Note: Natural sciences include physical, biological, carth, atmosphere and ocean sciences.
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graduates could expect high-paying. high-status jobs with a high degrec of autonomy. Bus there

are other processes at work that also undermine such expectations.

Digital Taylorism

One of the fundamental problems with the standard account of the knowledge economy and
knowledge workers is that it s a~historical (Brint, 2001}, Bursts of creativity are tollowed by
the routinisation of work to enable profits to be made. In roday’s global competitive

environment, knowiedge workers are 100 expensive and difficult to control, so various attempts -

are now being made to codify, standardise and translate knowledge work into working knaw-
ledge. Rather then knowledge being locked into one person’s head for which he/she can charge
a premium, working knowledge is available to corporations in the form of software progranunes
and prescripts that can be utilised by lower-skilled workers. We call the routinisation of pro-
duction platforms and processes in both offices and factories digital Taplorism, because innovations

can be translated into sets of routines that might require some degree of education but not the

kind of creativity and independence of judgement that is often associated with the rhetoric of
the knowledge economy: the technical revelution in software that can translate knowledge work
into working knowledge has been crucial to this process (Brown ef al., forthcoming).

Hence, when knowledege work has been standardised by software protocols, it is then possible
for TINCs to ship work across the globe to where routinised knowledge work is cheapest. Where

it once seemed inmpossible for high-skilled work to be codified, it is clear that even highly skilled-

jobs are being targeted in much the same way that craft knowledge was captured by companies

in the development of Fordist assembly-line production. For example, law firms now send an

increasing amount of their preparatory case work to places such as Manila.

"This rousinisation of knowledge work has contributed to a fundamenral division within what .
were once considered high-skilled, middle-class jobs. But there are fuzther sources of fracture

within the middle classes created by the ideology of the *war for talent’.

Divisions within managerial and technical occupations

Within the processes we have described above, the nature of skills and reward is fundamentally

changing, creating significant divisions in what were once considered middle-class carcers for .

graduates. Instead of a career ladder, it is clear that corporations are distinguishing between

those they consider the ‘talented’, who are, rypically, fast-tracked into senior managerial
positions, and those who are considered worthy, loyal and committed, but who do not have

the key ingredients for leadership positions. Beneath them are the workers who engage in routine
knowledge work. The ideology of the *war for talent” asserts that, despite mass higher education,
there are only a few especially talented graduates who can take on leadership roles in large
companies. It is claimed that global corporations now need a range of skills in leadership positions

that were not in demand when companies were embedded in national economies (Brown and .

Hesketh, 2004), These new skill sets, which only the small minority of “talented’ are deemed
to liave, are therefore highly rewarded. Iin turn, chis is exacerbadng the positional competition
for entry to elite universities around the globe. '
Leading TNCs gravitate towards the global elite of universities because they are believed to
have the best and brightest students. This view is actively promoted by universities, as higher
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education has become a global business. The branding of universities and faculty members is
integral to the erganisation of academic enguiry. Claims to world-class standards depend on
aracting ‘the best’ academics and forming alliances with elite universities clsewhere in the world,
while recruiting the ‘right” kinds of student. Universities play the same reputational games as
comparties, because it is a Jogical consequence af global market conperition between universites.

Social class and the iniensification of positional competition

Both British and American higher education is differentiated by institution and social class. The
advent of the global anction for high-skilled jobs has the effect of intensifying the competition
for access to clite universities, because it is only those who gain entrv to them {the ‘mlented’)
who can avoid a reverse {Dutch) auction for knowledge worl. Recent figures for the socio-
economic profile of British universities show that those from the upper end of the socio-
economic scale dominate elite univessides. For example, the university with the highest
percentage of students from top socio-economic backgrounds (bands 1. 2 and 3) in 2006-2007
was Oniford, with 90.2 per cene, followed by Cambridge with 88.5 per cent (HESA, 2008).
A similar story applies in America. Bowen ¢f al. (2003) have documented the inequalities
in participation in higher education in the United States, There are several reasons for this, bus
they include the preferential treatment given to alimni of the elite universities, along with high
costs, In 2000, the cost of a year at the big three universities, Harvard, Yale and Princeron, had
reached §35,000, an amount that less than 10 per cent of American families could afford. By
2004, this had risen to $40,000. And while there was some assistance for less well-off students.
the majority paid full fees. Even then, better-off families seemed to have captured the
scholarships available. At Harvard, the majority of scholarship recipients had a family income
of over $70,000, wich a quarter having an income of over S100.000.% When this is translated
into the share of family income that goes on tuition fees, even though there is a reduction for
low-income families, the latter pay an estimated 49 per cent of family income. In contrast, the
proportion of family income paid in tuition fees for unaided students, those that come from
wealthy families, is 21 per cent.®
Not surprisingly, among the dominant classes in America there is over-representation in
terms of degrees, especially from the elite universities. David Riothkopf (2008). writing of the
new super-class, notes that, among the CEOs of America’s leading corporations, 30 per cent
attended one of only twenty clite univessites, led by Stanford, Harvard and Chicago. He
estimazes that 91 per cent have an undergraduate degree, and 47 per cent a postgraduate degree,
which makes them far betrer educated than the general population. He shows how these elite
universities provide the basis for forging networks between students and alumni, bsting the
number of high-profile CEQOs that graduated from the Harvard Business School Class of 1979,
Given that TNCs are seeking the most ‘talented’ from the elite universities, there s a clear
difference in wages between those who have attended elite universities and those who have
attended less prestigious institutions, [n Britain, Hussain cf al. (2008} calculate that those from
elite universities earn double the wages of those from lower-ranked institutions, while in America
Goldin and Katz (2008a) report that graduates from Harvard attrace a massive premium with
those, for example, entering finance eccupations earning 193 per cent above other occupations.
Just as there are differences in the earnings of those attending elite universities when compared
with those who do not, so not all graduates wiil have the same life chances in the labour market,
nor will they have the same experience at university. Rather, it can be argued that there 1s 2
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loose correspondence between secial-class background, the type of university attended,
extracurricula networking and labour market opportunities.

Naidoo and Jamiecson have sought to examine the impact of consumerism on higher
education, exploring both the field of higher education in Bourdieutan terms (Naidoo and
Jamieson, 2006) and the impact on teaching and learning of where an institution is positioned
within the higher-education field. They argue that lower-ranked universities are more likely
to engage in pre-packaged learning materials, for example through e-leaming type strategics,
and forms of assessment and pedagogy that narrow the tasks that scudents need o accomplish!
In turn, the knowledge that is ‘transmitted’ will be pre-packaged and divided inte modular

form. In other words, there appears to be a correspondence between the type of pedagogy and:

curriculum that lower-ranked universities offer and the creation of digital Taylorist work;,
because much of the latter is based on pre-packaged modular routines.

The opporiunity trap

The analysis developed above suggests a scenario where the polatisation in professional middle-
class jobs leads to an intensification of positonal competition for access to universities. The
consequence is that students will have to pay more in fees for less return in the labour market.
This is a trap because, if students do net enter the higher-education game, they have even less
chance of securing good work and reasonable pay (Brown, 2006). 1n the United States, male
college graduates have seen a decline in their wages from the mid 1970s through to now, for

all except those at the 90th percencile. Women have fared a little better, but their wages still’

lag behind those of men. as shown in Table 20.1 below (Mishel ef ol., 2007).
While graduates in the United States have not fared as well as the knowledge economy
rhetoric suggests, the wages of non-college graduates have declined dramatically over the same

forty-year period, so that. even if the wages of university graduates fall, they will still camn a.
premium over non-university or college graduates, which is why those who have the possibility.

of going to university are trapped.

Iz Britain, a similar story can be told: gradvate wages flat-lined for all groups through
19912000, while the hours worked increased by half a day a week (Lauder of al., 2005). A"
more recent study has shown thae o third of graduates, wha started aniversicy in England at the

Table 20.1 Hourly wages for low, median and high earning college graduates: 1979-2005

1979 1989 1995 2000 2005

Men

High 38 39 41 45 48
Median 21 21 21 23 23
Low 11 10 10 11 11
Wornen

High 23 28 3 35 36
Median 14 16 17 13 13
Low 8 b 8 9 9

Source: Mishel ef al. (2007}, Table 3.2, p. 160.
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same time as student fees were introduced in 1998, are, by 2008, not repaying their fees.” In
England. graduates only start to pay back their stare-backed loans when they earn £15,006 or
above before tax. This is not surprising, given the data on graduate Incomes.

Moreover, the present cconomic crisis is unlikely to bring any respite o the majoricy of
graduates. We are undergoing a financial crisis that will impact on the higher-education sector.
In turn, there is a question as to whether the present participation target of 30 per cent ot an
age cohort attending university in the UK can be met. [t may be that some universities will
be closed because public debe is so high. In this case, positional competition will further inteusify.
On top of this, fees are likely to rise, especially in the elite universities. Even without the
econamic crisis, this will act as a deterrent to many middle-class, far less working-class students,
Finally, governments will always support the elite universities, because their research is seen as
a source of global competitive advantage, so again the positional competition to gain entry o

elite universities will intensify.

The theoretical implications for changes in education and the
global division of labour

The developments we have described in this paper raise fundamental problems for both
comsensus and conflice theorists. We identified a number of strands to the consensus theory
tracicion: Drucker’s claim that knowledge workers would move to the centre of power; human
capital theery, which assumes that graduate retums to education will be highly rewarded because
of higher productivity; and skill bias theory, which has claimed that new rechnology is
complementary to skills upgrading, because more highly skilled workers are required, especially
in relation to ICT, to operate the new technology. But we can see immediately that the processes
we have described have not given power to knowledge workers, quite the opposite: the
fracturing of the middle classes has meant that the returns on an investment in higher education
are variable and, with the loss of middie~class jobs overseas, are likely to fall. The process of
digital Tavlorism is what skill bias theorists call skill replacing, because much the knowledge
and capability for independent decision-making and inidative have been taken away. Finaily,
when we look at recent research by human capital and skill bias theorists, it is clear that there
has been no acknowledgement of the way the glebal division of labour for knowledge workers
has impacted on national, in this case American, graduate prospects (Goldin and Kawz, 2008;
Heclkman, 2008).

Turning to the conflict tradition, the focus has been on the social justice agenda, and, in
particular, on the inequalities of resources, Anancial and cultural. that are created through social
class, patriarchal and racist struccures and that impact on children’s education, Equally, on the
way that the interests of the professional and managerial social classes interace with state policies
(Apple, 2006; Ball. 2003) to produce the well-documented inequalities in life chances
{(Goldthorpe and Jackson, 2(108).

One motivation for this agenda has been to mobilise debate about educational inequalities
within natiens and how they might be addressed. However, we would make two points in
relation to the arguments presented here: firse, social classes are structured through the labour
market in interaction with nation-state policies, therefore, unless we understand the changing
nature of the labour market, we cannot comprehend the changing relationship between class
and education. Second, changes in the global division of labour are having a fundamental impace
on the nature of the class struggle for credentials and, hence, on the issues of social justice,
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which raise questions about the reole of the nation-state and the focus of conflict theorists in

secking to redress inequalities in education,

Conclusion

We have had two aims in writing this paper: to argue that existing theories of the education—

society refationship have been challenged by economic globalisation and to explin why this
is so through an account of recent changes in the global division of labour. Here, we showed *
that these developments would lead to tensions, if not outright coneradictions, between higher
education and capitalism. There are two, related tensions that we have highlighted. The first

concerns the opportunity trap: here, middle-class families will invest more heavily in higher
education tor less returmn in the labour market for their children. The second relates to the wages,

lifestyles and opportunities that those in Britain and America can expect. A nujority of |

Americans no longer believes that a good cducation and hard work are enough to find good

jobs and financial security (Kusnet er al., 2006). In tun, this breaks the basic contract between -
citizens and the state by which Americans, and arguably Britons, over the past thirty years have -
seen cducation as the key to opportunity and prosperity: a contract in which the state provided -

the educational opportunities to enable workers to become employable, so long as they were

highly motivated and invested in their education. It is hard to tell precisely, at this time of -
economic depression, what the consequences of the breaking of this contract will be. but we

believe they will be profound.

Notes

1 For details see Brown of al, (2008).

2 This represented & 41 per cent increase in the number of full-time teachers in secondary education -
since 1988, See China Education and Research Nerwork (CERNET), available online ac
www.edu.cn/english_136%/index.shuml. :

3 See Jack Chang (2008).

4 See Gavernment White Paper (2004).

3 See Jerome Karabel {2005},

6 See Hill ¢ al. (2003).

7 The Guardian, ‘1 in 3 graduates not repaying student loans”, 3 October 2008,

References

Acemeglu, D. (2002) *Technical change, inequality and the labour market’, Joural of Economic Literatie

XL{March): 7-72.
Apple, M.W. 2006} Educating ihe ‘right’ way: markets, standavds, god anid iiequality, Ind edn, New York:
Routledge.

Baker, D. (2009 forthcoming) ‘The educarional revelution and the tansformation of work’, Jowmnal of

Education and TFork.

Ball, 5. (2003) Class strategics and the edueation piarket: the niiddle dasses and social advantage, London: Routledge

Falmer.

Becker, G. {2006) “The age of human capical’, in H. Lauder, P. Brown, J.-A. Dillabough and A.H. Halsey ;

(eds) Edtcation, globalization und social change, Oxford: Oxford Univessity Press,

LS

ECONOMIC GLOBALISATION

Bell, 12, (1973) The coming of the pest-indusirial revefution, New York: Basic Books.

Bourdieu, P.and Passeron, J.-L. (1977) Reproducrion in education, society and addtre, London: Sage.

Bowen, W., Kurzwell, M. and Tobin, E, @Q003) Equity and excellence i Ameriean higher edneation,
Charlotresville, VA: University of Virginia Press.

Bowles, S.and Gints, H. (1976} Schooling in capitalist America, London: Routedge,

Brint, S. (3001) ‘Professionals and the “knowledge economy™: rethinking the theory of pose industrial
society’, Crrent Sociology 49¢4): 101-132,

Brown, P.. (2006} “The opportunity trap’, in H. Lauder . Brown f.-A. Dillabough and AL Halsey
(eds) Education, globatization and secial drange, Oxtford: Oxford University Press,

e Lauder, H, and Ashivon, D, (2010} The global avctivn: the broken promises of edveation, jobs and rewards,
Oxford, New York: Oxford University Press.

e and Hesketh, A, (2004) The nusmanagenient of tadent, employability and jobs i the Fnowledge veonomsy,
Oxford: Oxford University Press.

Lauder, H. and Tholen. G. (2008) Tewards a high-skifled, lowe-waged workforce? A weview of

global mrends i cducation, employment and the labour yarker, Monograph No. 10, Centre on Skills,

e il

Knowledge and Organisational Performance, Cardiff and Oxford Universities. Available online at
wwwskope.oxac.uk/WorkingPapers/Monograph®2010.pdf.

Chang, J. (2008) ‘Update in Chinese higher educadon developments’, presentation to Asia-Pacific
Association for International Education (APAIE), Waseds University, Japan. Available online at
wiww.apaie.org/hoge2008pivo/fmal _ppt/1-2-1_Jack .CHENG.pdf

Collins, I (1979) The credential society: an historteal sociology of education and straatification, New York: Academic
Hress,

Dale, R (1989) The state and educarion, Buckingham: Open University Press.

Drucker, P (1993) Post-capitalist socety. Oxtord: Butterworth/Hememann,

Goldin, C. and Katz, L. (20082) ‘Gender differences in careers, education and games: ransitions: career
and family life cycles’, American Economic Review 98(2): 363-369.

and {2008b) The raee between educarion and rechnology, Cambridge, MA: Harvard University Press.

Goldtherpe, . and Jackson, M. (2008) ‘Education based meritocracy: the barriers to its realizaton’, in
A. Lareaw and D. Conley Sociaf cuss: how does it wwork? New York: Roussell Sage.

Government White Paper (2004) Chiina’s employnient situation and pelicics, Section 1. Ewployment prospects
Sor the early part of the 2 st century, People’s Republic of China, Beijing, April 2004, Available online
at www .china.org.en/ e-white/20040426/6.hem,

Heckman, . {2008} Schools, skills and synapses, Discussion Paper No. 3513, The Institute for the Study of
Labour (IZA), PC Box 7240, 53072, Bonn, Germany.

Higher Education Swtistics Agency (2008) Higlher Edvcation Statistical Refease. Cheleenham, UK FIESA.

Hill, C.. Winston., G. and Boyd, S. (2003) Affordability: faniily incomes and net prices at lighly selective privare
colleges and universities, Williams Project on the Economics of Higher Education, Discussion paper
No.66, October 2003,

Hirsch, B, {1976) The social limirs o groweth, Cambridge, MA: Harvard University Press.

Hussain, 1., McNally, 8. and Telbaj, S. 2008} University quality and gradnate wages fur the UK, London:
Centre far Econemic Performance, London School of Ecenemics.

Karabel, J. (2005} The diosen, the hidden histary of adniission aud exclnsion ar Harvard, Yale and Princeton, New
York: Mariner Books.

Kerr, C., Dunlop, J., Harbinsen, F. and Myers, C. {1973} Industrialion and industrial nwn, Harmondsworth:
Penguin.

Kusner, ., Mishel, L. and Teixeira, R (2006) Taflbing past cach ether: wiat everyday Americans really think
{and elites doir’t get) abonr the cconemy, Washington, DC: Economic Policy Institute,

Lauder, H., Brown, P. and Ashton, D. (2008) ‘Globalisation, skill formation and the varieties of capitalism
approack’. New Poliricd Economy 13(1): 19-33.

— Egerton, M. and Brown, P. (20035) A report on gradnate carvings: theory and empirical analysis, Report

for the Independent Study into the Devolution of the Student Support System and Tuition Fee

Regtime, The Welsh Assembly, Cardiff.

239




PHILLEP BROWN AND HUGH LAUDER

Livingstone, D. (1998) The education-jobs gap: wnderemplopment or ceonomic demecracy, Boulder, cor

Westview Press,

Mishel, L., Bernstein, J. and Allegretto, S. (2007} The state of working America 2006/7, Ithaca, NY: Economic

Palicy Institute/Cornell Eniversity.

Naidoo, IR, and Jamieson, . (2006) ‘Empowering participants or corroding leaming? Towards a research
agenda on the impact of student consumerism in kigher education’, in H. Lauder, P. Brown,
J.-A. Dillabough and AFL Flalsey {eds) Educarion, globalizarion and secial dumge, Oxford: Oxford
University Press. .

Reich, R. (1991) The work of nations, London: Stmon & Schuster.

Rothkopt, D). {2008} Supercass: the global power elite and the world they are making, New York: Little Brown,

Reosecrance, R (1999) The mse of the pirual staze, New York: Basic Books.

United Natons Conference on Trade and Development (UNCTAI} (20035) Hodd fnvestinent Report 2005,
Transnetional corporations and the iuterationalization of R&D. Available online at www.unctad. org/wir,

Weedon, K. (2002) “Why do seme occupations pay more than others? Social closure and eamings inequalisy

in the Uniced States”, Awmerican Journal of Socielogy TOB(1): 55-101.

240

Education and the right to the city

The intersection of urban policies,
education, and poverty

Pauline Lipman

In chis chapter, 1 discuss the refationship of urban education and urban political economy.
1 focus on the intersection of education policy and globalized neoliberal political and economic
processes that are reshaping cities, After a general overview of urban restructuring, I tuen to a
specific case. This case illustrates that education policy is not only shaped by neoliberal
urbanism but may be productive of the intensified economic, social, and spatial inequalities
that characterize cities in the global economy.

Neoliberal globaiization and urban restructuring

Neoliberalism is the defining political and economic paradigm of our age (Apple, 2006). The
neoliberal agenda extends the logic of the market to all corners of the earth and all spheres of
soctal life, liberalizes trade, drives down the price of fabor, and employs fnancialization as a
principle strategy of capital accumulation. The result is a massive transfer of wealth upward,
concentrated in the hands of 2 dny global elite, and increased cconomic inequality on a world
scale (Marvey, 2005: Jomo and Bodoe, 2007). Cities across a range of economic contexts are
concentrated expressions of these inequalities, with new geographies of centrality and marginality

3

(Sassen, 2006). In cconontically “*developing™ countries, structural adjustment policies mandated
by the World Bank and International Monetary Fund in the 1980s and the deregulation of
internarional commodicy markets have destabilized peasantry and furcher impoverished rural
areas. As a result, cities have become meccas for millions of dispossessed and impoverished
farmers and workers (Davis, 2006; Harvey, 2005).

As econoniic activity is reterritorialized at all spatial scales {Robertson and Dale, 2006), cities
and large urbanized areas have become fundamental geographical units in the spatial
reorganization of the new international division of labor and sites of 2 range of diverse political,
economic, and cultural global connections. On one hand, “global cities,” such ss New York,
London, Tokyo, and Sio Paulo, are command centers of the glebal cconomy, key nodes in
global cireuits of finance and production (Sassen, 2006). From chis perspective, global cies are

global niche cities, such as Miami; international

the pinnacte of an urban hierarchy that includes g
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culeural meceas such as Bilbao; small cites defined by capital aceumulation typical of global

cities; and declining, post-industrial cities such as Adehide. On the other hand. post-colonial
theorists (King, 1990; Rizvi. 2007: Robinson 2002: Smith, 2001) foreground transnational

connections among “ocdinary cities” in formerly colonized countries. They draw atiention to

multiple global urban functions, such as Manilla’s role as hub of global circuits of low-paid

migrant labor {Robinson, 2002). Extended urban areas in the global South have also emerged:
as the “production hearths™ of the global economy {Smich, 2002). Gloha! economic and political |
processes also intersect, in specific ways, with local and national institutions, ideologics, and;

relations of power, as well as with specific histories of colonialism, imperialism, post-colonialism,’

and socialism.

Yet there are common trends, with significant implications for those who live in cities and-

for urban education. In the following sections, T turn to seme of these wrends and cheir
relationship to education in one kind of urban context—a “global ciy™ in North America. My

discussion is mieant to be illustrative of an approach to understanding intersections of education .

and neoliberal urbanism,.

Urbanization and inequality

The world is experiencing an unprecedented level of urbanization. Writing in 2000, Mike Davis

noted that, for the firse time, the urban population of the world would soon exceed the rural.:
(At the time of writng, in 2008, this milestone has probably been pagsed.) Virtually all the world's-
population increase will oceur in cities, and 95 percent of the increase will be in urban areas of’

(economically) “developing” countries. Urban areas are also being reshaped as megacities of ove

8 million {c.g. Jakarta and Delhi); extended hypercities of over 20 million (e.g. Mexico City:

and New York); conurbations of nrban areas (e.g. the West African Gulf of Guinea, with Lagos

as its center); extended urban networks and metropolitan regions (e.g. the Rio/Sdo Paulo:
extended metropolitan region); and many more mid-sized cities are emerging (China is a key:

example) {Davis, 2006; Pastor ¢r al., 2000; Scott ef al., 2002; Stmmonds and Hack, 2000).
Urban areas are concentrated expressions of the dynamics of extreme ineguality, m.lrwxmhty

and centrality that characterize the giobal economy as a whole, While the new world order_

has spawned increased wealth and advantage for cities in the USA, its Western allies, and some;
Fastern Europe and Asian countries, most former European colonies have lost ground. Pavis

(2006) notes that, unlike urbanization fed by the growth of capitalism n Europe in the:

nineteenth century, cities in the developing world are low-wage labor intensive, rather than

capital intensive. However, inequality has increased in both rich and poor states (Jomeo and:

Baudot, 2007), with enclaves of hyper-affluence, transnational knowledge workers, and global.
elites juxtaposed with concentrations of low-wage and informal workers living 1 extreme
poverty (Amin, 1997). This pattern is evident in cities as diverse as Mumbai, Sie Paulo, Bedjing,

and Los Angeles. In short, cities in the global North and global South are characterized by:
accelerating urbanization: new patterns of social and spatial exclusion; increased inequalities
and degradation of the quality of Life for those living in poverty, which in many cities are the
vast majority; informalization of labor and housing; and cultural mixes and transnational
identities produced by migrations of labor and displacement of peasantry (Davis, 2006: Marcuse
and Van Kempen, 2000; Sassen, 2006; Valle and Torres, 2000). :

Urban education systems tend also to inequalities in educational provlslon. access, outcomes;

and valorized languages, cultures, and identities (see Pink and Noblit 2008), Schools are ¢ certainly
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impacted by the economic and political processes and policies that are reshaping their contexts
(Anyon, 1997; Thompson, 2002). Bur educational policies are also consttutive of these
contexts as well as important sites of resistance.

The political economy of urban education

In Social justice mid the city, Harvey (1973) argues the urban 1s “a vantage point from which to
capture some salient features operating in society as a whole—it becaomes as it were 2 mirror
in which other aspects of society can be reflected” (p. 16). In particular, (Western) metropolitan
cities are “the locus of the accumulated contradictions of a society.” They cencentrate major
cultural, financial, social, and political institutions in close proximity with concentrations of
low-income and marginalized populations that are excluded from these institutions (p. 203).
This obscrvation is even more prescient ag the beginning of the rweney-first century, in the
present social conjuncture of neoliberalism and resistance (Gill, 2003). In urban areas, this
dialectic is unfolding in economic, political, and cultural struggles over what Henrd Lefebvre
(1996) tamously framed as “the right to the city.” Education is integral to these struggles.

In a germinal book on the critical study of urban education, Gerald Grace {1984) argued
against the prevailing “policy science” approach to the study of urban cducation problems in
the USA and UK. Drawing on C. Wright Mills” critique of “abstracted empiricism™ in sociology,
Grace rejected “technical and immediately realizable.” within-the-system solutions to urban
education preblems abstracted from the urban context (p. 32). He called for “critical policy
scholasship” that situates urban education theoretically and socially in the larger framework of
the social, economic, political, and cultural contexts of society. Critical policy scholarship
lluminates the material and cultural scruggles in which schooling is located and is generative of
social action towards social justice (p. 41). An underlying assumption is that policy is an expression
of values arising out of specific interests and relations of power. Grace notes that this requires a
multidisciplinary approach thas draws on urban scudies as well as urban sociology. Ina somewhat
analogous critique, Rury and Mirel (1997} argued that “educational rescarchers [in the USA)]
too oftert accept the urban environment as a given natural serting, rather than one that has ieself
been determined by larger economic and political processes” {p. 83). They proposed a political
economy of US urban education that places at the center of the urban research agenda questions
of power, particularly the role of capital and race in structuring urban space.

Building on these insights and extending Grace’s mulodisciplinary method, | bong in
scholarship in urban studies, eritical geography, and urban sociology to shed light on the role
of education in restructuring urban space, materially and culturally, along multiple dimensions
of power. The spatial restructuring of urban education and its relationship to wrban development
is illuminated by the work of critical geographers who see space as a constitutive aspect of
capitalist accumulacion (Harvey, 2005; Smich, 1996}, This dynamic is located in what Harvey
(2001} calls the “spacial fix.” The territorial organization of capital—the physical location of
production facilities, the built environment of cities, places of consumption—is destroyed and
rebuilt clsewhere in order to establish a “new locacional grid™ for the accumulation of capital.
Iavestment and disinvestment in schools. class and race-based schoo! funding inequities. and
policies that engineer student social mix are all implicated in this process. Cultural geographers
also attend to ways power is reproduced {and contested) and daily life is regulated chrough
socially produced meanings about specific places (Keith and Pile, 1993; Soja, 1999). Agan,
contested representations of urban schools are implicated in claims on the city.
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Neoliberal urbanism

Beginning with the economic crisis of the 19705, social democratic urban policies in the USA -

and UK were systematically eliminated. In ensuing decades, across a range of cities globally,
capital employed neoliberal policies te ensure capital accumuladon (Smith, 2002). “In this

context, cities-—including their suburban peripheries—have become increasingly important- -

geographical targets and institurional laboratories for a variety of neoliberal policy experiments

" (Brenner and Theodore, 2002: 368). Despite neoliberal theory of reduced government;
actually existing neoliberalism involves the intervention of the state on the side of capital, first
to destroy existing institutional artangements, and then to create a new infrastructure for capital’
accumulation. Discursively, urban governance has shifted from equiry and redistribution o
markets and entrepreneurship. In the global competition for investment, tourisii, highly skilled

“creative” workers, and production facilities, including the business services that drive”

globalization (Sassen, 2006), cities from Madrid to Beijing are engaged in place marketing,

Neoliberal urban initiatives include:

+  downtown mega-developments, “theme parks,” and spectacles;

»  gentrification of disinvested urban arcas and working-class communities;

»  demolition/renovation of public (social) housing and displacement of residents;

«  privatizadon of public institutions and spaces;

»  public-private partnerships and state subsidies to developers and corporations;

«  governance by experts and corporate boards, with democratic “participation” relegated to-
citizen advisory groups; R

«  surveillance and policing of marginalized. racialized communities,

The role of education in these urban policy initatives and the implications for equity and:
justice in the city are the subjects of the eemainder of this chapter. I focus primarily on US
urban policy, with Chicage as illustration.

Education and neoliberal urbanism

Urban school systems have been in the forefrone of neoliberal education policy shifts in the
USA. As in much of the world, public school policy is dominated by accounubility, markets,
and privatization in the service of “effectiveness” and global competition (Hursh, 2008). Under
the banner of school choice, there is a turn towards greater differentiation and steatification of’
educational experiences and to militatization of schools serving low-income students of color:
(Lipman, 2004). Although contested, these policies and practices facilitate the production of

neoliberal subjects through education {Demerach er al., 2008). What is less examined is then’ :

relationship to the neoliberal restructuring of cities.

Chicago exemplifies this relationship. Over the past three decades it has morphed ﬁ'om :

industrial hub to center for global business services and finance, intemational rourism, downtown’
development, and gentrification. A contender for first-tier global city, Chicago has achieved
this transformation largely through nealiberal policies, including a rich menu of incentives to
real estate developers and corporate and banking interests, privatization of public institutions:
marketing to the middle class and investors, and intensified policing and surveillance of
communities of color (Lipman, 2004).
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Chicago 13 also in the forefront of neelibeeal education initiatives (Lipman, 2004; Lipman
and Haines, 2007). Chicago’s education accountability policies, begun with the “reform™ of
1995, were a prototype for national policy, Accountability was coupled with a stratified system
of school choice, with new selective enrolment ‘spcchliw schools alongside public military
schools, vocational high schools, and basic skills schools. In 2004, Chicago initated Renaissance
2010, a plan to close “failing” pubiic schools and replace tht:m with schools of choice, most
privately run but publicly financed charter and contract schools. Under the Obama administra-
tion, Chicage is a national medel to be copied by other urban school systems. Although these
initiatives reflect national and global trends, they alse have specific consequences for the city.

The imporance of education to interurban competitiveness can be gauged by the
involvement of corporate and financial elites in urban schooel policy. Chicago is an exemplar.
The Commercial Club of Chicago (CCC), an organization of leading CEQs and civic elites,
tzkes a direct hand in school policy. Over the past ewenty years, the CCC has issued a series

of reports laying out an education agenda geared to global competitiveness. A 2003 report was
the blueprint for Renaissance 2010 school closings, charter scheols, and choice. The mayor
announced the plan a year later at a CCC event. The CCC also created the Renaissance Schoals
Fund, a partnership with the public school system to oversee major aspects of the reform. There
is also direct corporate governance though @ mayaral appointed school board and administration
comprised of corporate leaders. including a former vice president of Bank One and CEQ of
the Chicage Board of Trade, who ook an unpaid position as chief administrative officer,
overseeing seven departments. Mayoral control is now a national agenda.

Education policy and genirification

In the neoliberal rollback of the early 1980s, the US federal government reduced funding for
cities while devolving greater responsibility to city governments. To make up for shortfalls and
driven by market ideologies, city governments adopted entrepreneurial measures. To address
budgetary shortfalls, they looked to public—private ventures, privatization of public services,
and revenue from real estate taxes repackaged as municipal bonds. As they became far more
reliant on debt to finance public projects and ongoing functions, city bond ratings became more
significant in determining policy than in the Keynesian period of more generous federal funding
{Hackworth, 2007). In the USA, reliance on property tax revemies makes cities more dependent
on, and active subsidizers of, the private real estate marketr, with developers benefiting from
public giveaways of land through urban tax initiatives (Weber 2002). In turn, real estate
development is a key form of speculative activity, with real estate properties essentially operating
as financial instruments. This is a critical factor in the production of spatial inequality,
displicement, homelessness, and racial containment. Facilitated by mumicipal governments,
gentrification has become a pivotal sector in urban economies generally.

Gentrification as a process has rapidly descended the urban hierarchy; it is evident not
only in the largest cities but in more unlikely centers such as the previously industrial
cities of Cleveland and Glasgow, smaller cities like Malmé or Grenada, and even smail
market towns such as Lancaster, Pennsylvania or Cveské Krumlov in the Czech Republic.
At the seme time, the process has diffused geographically as well, with reports of
gentrification from Tokyo to Tenerife, Sie Paulo to Puebla, Mexico, Cape Town to the
Caribbean, Shanghai to Seoul.

(Smith, 2002: 439)
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In this period, gentrification merges local, national, and transnational capital, lubricated by

local government through re-zoning, diversion of tax dollars to infrastructure improvements, ©

and the construction of public amenitdes such as parks, transit, and libraries (Smith, 2002).

Moving beyond city centers, it transtorms whole neighborhoods into gentrification “complexes”

of consumption, recreation, culturai venues, and schools, as well as housing, In tumn, increases
in property taxes push out low-income and working-class renters and homeowners.

Selective public schools and choice are integral to this process. Good schools and choice |
within the public schoel system are important to market the city to middle-class home buyers :

and knowledge workers. They are also essential to attract investors to potential sites of
gentrification and to subsequently market gentrified and gentrifying areas to new middle- and

upper-middle-class residents. For the middle ¢lass, education is central to class formation and:’
reproduction (Butler with Robson, 2003). Like new libraries, police stations, and streetscapes,
new schools are infrastructure improvements, enhancing the real estate value of specific areas, .

“Education markets are now rivalling those in housing and employments as determinants of
the nature, extent and stability of middle class gentrification of inner city localities” (Butler
with Robson: 1537). In Chicago, new selective schools opened through the 1993 and 2004

school reforms map onto patterns of gentrified and gentrifying neighborhoods, while basic skills, -

military, and vocational schools are alf located in low-income communities of color (Greenlee

et al.,, 2008; Lipman and Haines, 2007}, The school district has closed schools in low-income -
African American and Latino communities undergeing geacrification and replaced them with -
selective public schools ar charter schools, marketed to middle- and upper-middle-class families, -
which neighborhood children often cannot attend. Cucciara (2008} describes a similar strategy

in Philadelphia. .
[n the USA, central cities experienced decades of public and private disinvestment {Anyon,
1997), opening them up as “soft spots” of neoliberal experimentation (Hackwarth, 2007). The

failure to adequately fund and support schools in these low-income African American and :
immigrant areas further devalued them and made them prime targets for a new round of
investment. Education accountability served to index the schoels as failures, then close and -
reopen them for the middle class or outsource them to private operators as charter schools.
Closing schools and transferring students outside their neighborhoods, as has happened in',

Chicago, further contributes to the displacement of families, facilitating gentrification.
Thus, the policy serves capital accumnulation and increases educational inequality. Buc it is

also an intervention in the race- and class-inflected meaning of urban space (Leonardo and

Hunter, 2008). Labeling “failing” schools in marginalized communities (e.g. low-income African

American and Latino in the USA, Aboriginal in Sydney, Gulson, 2008) contributes to defining -
the communities as “dysfunctional” and “dangerous.” Yet for those who live there, schools:
can be centers of historically rooted, culturally centered communitics of sastenance and
resistance against race and class oppression (Leonarde and Hunter, 2008}, Dismantling them is

part of dismantling che communities as a whole, matetially and symbolically (Lipman and Haines,

2007), Convernsely, reopening scheools with middle-class inflected identities is part of symbolically. -

reconstituting the city for the middle and upper-middle classes.

School policy and dismantling public housing

Throughout much of the English-speaking world, national and local governments have

responded to the problem of neglected public (social} housing by demolishing or remodelling
it as “mixed-income” developments, with considerable displacement of low-inceme tenants
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(Lees, 2008). En the USA. the 1992 HOPE VI national housing law called for the demolition
of distressed public housing units and their replacement with privetely developed, mixed-income
housing or vouchers for rentals in the private howsing madket. HOPE VI is a high-level,
public—private partnership that provides millions of public dollars in subsidies to developers.
A 1995 revision eliminated the one-te-one replacement requirement, Av the same dme, strict
eligibility requirements exclude many public housing tenants from new developments, and only
a fraction of the units are reserved for them. In Chicago, miles of dense, hi-rise public housing
on the city’s South Side have been razed and are being replaced by low-density mixed income
developments, with fewer than one thivd of te units for public housing, This parallels other
cities where the majority of original residents have been unable to return {e.g. Oakley et al., 2008).

In the USA, most urban public housing residents are people of color—-in Chicago, almost
entirely African Americans. Public housing restructuring serves capital accumulation, while it
is also a form of racialized exclusion. US cities have begun to resemble those in Western Europe,
with the center clhimed by the middie and upper classes (particularly whites), ringed by low-
income suburbs (mainly people of colour). One cause is the staze’s failure to maintain public
housing untl it became uninhabitable, justifying its demolition and dispersal of the residents,
some out of the city altogether. Chicago, where transformadon of public housing and closing
schools under Renaissance 2010 are coordinated, provides an example of the role education
policy plays in the displacement of African American public housing residents through mixed-
income development,

In Chicage and other US cities, razed public housing is being replaced by privately
developed, mixed-income developnients. (See also social mix strategies in che UK: Lupton and
Turstall, 2008), The strategic role of new, purposely designed, mixed-income schools with a
middle-class majority was made explicit by the MacArchur Foundation, a major plaver in
Chicago’s transformation of public housing: “The city has made 1 commitment o improving
the local schools, without which the success of the new mixed-income communitics would
be at grear risk™ (2003}, Underlying this strategy is the deconcentration thesis: concentrations
of poverty supposedly breed social iselation and social pathologies, which reproduce a cycle of
poverty. Dismantling hi-rise public housing and creating socially mixed schools supposedly give
low-income people access to middle-class values and resources to lift themselves cut of poverty
and improve academic achievement (Imbroscio, 2008; Kahlenberg 2001). This strategy has been
critiqued for its normative assumptions that middle-class Hfestyles are superior and lifestvles of
low-income people of color are pathological. Moreover, mixed-income schools and housing
exclude the majority of displaced residents, as redevelopment is primarily for the middle and
upper-middle classes. In Chicago, about 20 percent of former public housing tenants are
expected to relocare o the new developments {Wilen and Nyak, 2006).

Social mix is nonetheless a hegemonic legitimating discourse. Drawing on the neoliberal
shift to individual responsibility and personal behavior as explanations for inequality, mixed-
Income solutions erase the structural roots of disinvestment in urban schools and inner-city
communities and the stace's responsibility to improve schools for the low-income students of
color who live there. They alsa instantiate the idea that low-income people of color need cultural
and social renovation, negaring wider social processes of cultural differenciacion and exclusion
and ignoring strengths of public housing communities (Bauder, 2002). Public hausing is iconic
for racialized and pathologized representations of urban African Americans in partcular. Mixed-
income schools, like mixed-income housing solutions contribute o these representations and
support the systematic displacement of public housing, even when initial gentrifiers are African
American, as in Chicage'’s Midsouth (Smith and Stovall, 2008),
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New urban governance —public-private partnerships, democratic
deficits, and education markets

Quasi-private bodies that supersede the authority of elected government and democratic
processes are a distinguishing feature of neoliberal urban governance. Large-scale Eumpé;u
development projects have been used to establish new urbanist governance regimes defing
by public—private partnerships, collaborations among nerworks of elites, lack of pubh
accountabilicy, and exclusion of real public participation. These regimes run “the public secto;
like a business,” with the goal of enhancing the competitive advantage of cities and turtiunng_
neoliberal economic and social priorities (Swyngedeuw e al., 2004). Similar arrangements:i
the USA govern the planning and oversight of urban development projects. public housmg
schools, and other public services (Bennett ef al,, 2006; Lipman and Haines, 2007). HOPE VI
for example, creates partnerships of developers and public housing authoerities to build an
manage public housing and mixed-income projects with litdde genuine public voice (Bennet

et al., 2006). Typically, new urbanist governance disenfranchises public-housing residents
parents, workers, and community residents, reducing their civic participation to .1pp0mtcd
advisory boards with no authority to make decisions.

Chicago's Renaissance 2010 is a high-level partnership of the C ommercial Club and thy
public schools. The CCC's Renaissance Schools Fund typifies the increased corporase role'in:
urban governance. Simultancously, Renaissance 2010 eliminates democratically elected log
school councils (LSCs) in all new Renaissance schools. LSCs, comprised primarily of]ﬂrcn'
and community residents with authority to select principals and approve the school improvemen
plan and budget, are the most radical democratic form of local school governance in the USA
Their elimination disenfranchises the mostly low-income parents of color whose childr
comprise 90 percent of public school students. Neoliberal gavernance 2 also blurs lines berweer
public and private goods, as municipal governments, strapped for funds and propelled by the
Jogic of public inefficiency, sell off public assets and tumn over public institutions Lorporute
management, e.g, sale or lease of bridges, highways, and airports to be run for profit. Marke

oriented school polu.lu-thouL and quasi-privatization through charter uhools—tmourag&
the growth of an education industry and set a precedent for the marketization of urban public
services generally. Charter and contract schools are run by private boards, and many. arg
franchised out to corporate education management organizations. In Chicago, fifty-one of
seventy-five schools created under Reenaissance 2010, as of fall 2008, were charter or contract
schools. Privatization of schools in New Orleans after the devastation of Hurricane Katrina i in
20005 is the leading edge of neoliberal 1'L'srruLtunnL, in that city. An influential repost by the
Urban [nsticute (Hill and Hannaway, 2006) hailed New Otleans as an opportuniry for a gr'md
experiment to decentralize and privatize the school system through v ouchers and charter schools
Less than a month afier Hurricane Katrina devastated New Orleans, the US Departient: of
Education gave the state of Louisiana $20.9 million to reopen existing charter schools and ope
new ones, and nine months later the Department gave the state an additional $23.9 million for
new charter schools, most in New Orleans. Prior to Katrina, there were only five charter schools
in New Orleans. Of the Afty-five schools open in New Orleans in 2006-2007, thirty-one e
public charter schools {(Alexander, 2007). ;

Market-oriented school pelicies intensify polarization (Reay. 2007) and advance the middle
class conquest of the city (Smith, 2002). School choice provides an opportunity, not available
through regular public schoot provision, for middle-class parents to strategically deploy mu]mple
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forms of capital to gain educational advantages for their children (Ball er al., 1993; Butler with
Rebson, 2003). Thus choice, particularly options that appeal to the middle class, is a policy
“tool ta attract the middle-class school consumer and home buyer. Governance of charter schools
by private boards also advantages middle-class parents. Their political and economic power
potentially gives them access and influence not enjoyed by working-class parents, who might
otherwise hold public otficials accountable and exercise collective influence through dcmocrz;tic

© pracesses such as elected LSCs in Chicago.

The Punitive State

Neoliberalisn: requires a strong enforcement state to suppress actual and potential dissent in the
face of the disciplining of labor, growing inequality and impoverishment, and the redundancy
of fractions of the working class (Gill, 2003) Thus, in Western Europe and the USA, there is
a turn to increased state surveillance, constriction of civil liberties, and pelicing and incarceration
of immigrants and, in the USA, African Americans and Latinos in particular (Wacquant, 2001).
Ageressive urban policing to make the city “safe” for the middle class, made famous by New
York Mayor Giuliani in the 19905, has been exported globally (Fyfe, 2004). In the USA. the
politics of race are central vo the workings of the enforcement state, and schools are a stravegic
site. This logic is evident in the militarization of schooling in African American and Lﬂ[i}]()
areas, where schools are characterized by lockdown conditions, electronic surveillance, metal
detectors and police stations inside school buildings, and military programs. In this way, schools
are implicated in racialized policies of containment and discipline as an aspect of political and
cultural control of urban space.

Conclusion

Nealiberal economic and social policies are reshaping cities globally, producing greater social
polarization and inequality and new urban geographies of exclusion and marginalization. It is

impossible to fully examine the sociclogy of urban cducation without accounting for these

global processes and their localization in specific citics. Taking this a step farther, education is

also implicated in selidifying the neoliberal urban agenda, matedally and discursively, through
policies that support displacement and gentrification, privatization, democratic deﬁci}s. and tlL}c
pathologization and policing of economically and racially marginalized inhabitants. Neoliberal
education policies have important implications for the future of the city—politically,
cc_onomicaily, culturally, and spatially. This makes it clear that education is an important site
of contestation over the right to the city, that is, the need to restructure the power relations

tha arlie the Cti g : i i
t underlie the production of urban space, fundamentally shifiing control away from capital

. and the neoliberal state and towards the vast majority of urban inhabitants. Tt also makes clear

the importance of analvees fhe N T - .
mportance of mulddisciplinary analyses that merge the insights of critical sociology of

2 educati i itic al veoor: i i
 tducatton with political and cultural geography, urban socictogy, and urban studies. We also

need a eritical scholamship that docaments and theorizes forms of urban resistance that conmect
struggles for equitable cducation with struggles for housing, jobs, cultural recognition, access
to urban resources, and demoecratic participation.
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A revisited theme — middle
classes and the school

Maria Alice Nogueira

I the early 1990s, T wrete an article abour “Middle~class families and the school,” humbly
subtitled “Preliminary bases for an object in construction” {Negucira, 1993). Twe principles
grounded that prudent gesture: (a) the heteradoxdcal nature of the object, which in a scientific
contest (internarienal and national}—for acceptable. although sociologically insufficient
reasons——prioritized (it stifl does today) the study of less favered social environments; and (b)
the risks of stepping on uncertain terrain, beginning with the definiron of "middle class,” which
is always controversial owing te it place on the social ladder and the heterogeneous nature of
its internal composition. The first ewo sections showed my hesitadon in going straight to the
subject without first seeking the answers to two preliminary questions: “why study the middie
class?™ and *what is the ‘middle class™”? These questions, idiosyncrasies aside, expressed the
state of knowledge at the time.

Today, almost two decades later, [ see this situation as partially altered. This is what this
essay aims to outline, in general terms, namely, the change this issue has indergone in our day
due to both new social dynamics and advances in the sociological mindset.

1 will start by addressing the first question formulated initially {the “why™} and argue that,
today, it is certainly casier to defend a topic that has become more legitimate and carries less-
negative connotations in terms of refevance.

As contemporary education sociologists admit, among the processes of theoretical-
methodological reorientation the discipline has undergone from the 1980s onward to date, one
stands our: the one that “shifts the glance of social disadvancage to the privileged™ (Sirota, 2000:
166). InAuenced by this movement, scudies have appeared in different countries whose interests
lie in investigating new modes of elite formation {Almeida and Nogueira, 2002: Fonseca, 2003;
Wagner, 1998),! as well as the educational conduct of the middle class (Ball, 2003; Crozier
¢t al., 2008; Lareau, 2003; Power ef al., 2003: van Zanten, 2002, 2007), 2 T suppose this boom—
and is fruittul resules—weakened the suspicions of scientific futility around atenmipts to study
the educarional practices and strategies of these tavored social groups.

Yet, this does not mean that this topic has completely lost its marginal status. In England,
Power (2001) detects the continuing gap that Ball (2003) abhors when arguing for the
fundamental role played by the middie class in the process of the permanent reconstitution of
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the inequalities in schools. [n France, van Zanten (2002} encounters the same lacuna and suggeses

epistemological reasons as explanations:

In fact, among the reasons suggested te explain the small number of studies on middle
classes is the recurrent aversion of sociologists to carry our a seif-analysis, since great is
the proximity they have with the social strata they belong ro.

{(van Zanten, 2002: 40)

As to the second question (what is the middle class?), it is worth keeping in mind that a

definition remains preblemanc, even arbitrary. ac least when it comes to the literature m Brazil,
which could be compared to an arch going from the material to the symbolic pole, starting
with the economist—who focuses on income level and consumption potental-—then the
anthropologist-whe zooms in on the group’s life styles and worldviews—and sociologists who
give special attention to the group’s place in the socio-occupational structure and access to
material goods such as education, health, housing, etc. These are very different perspectives
indeed.

However, it is worth noting that the reduction of any social group to a statistical income
category may dissimulate important differences in lifestyle and patterns of thoughe, even
when, in dealing with this population scgment, both dimensions—the material and the

symbolic—are strongly articulazed. As Brazilian economists warn us, if the association of the
middle class and consumption is so common ir Brazilian literature, ic is because this consump-

tion above popular standards is key in the formation of identity of this class {Guerra ef al.,
2006: 17},

Finally, as far as the internal heterogeneity of the middle class is concerned, evervthing ©

indicates that the usual distinction established by social theory between the traditional fraction,
composed of small owners and professtonals (petite bougeoisicy, and the “new” middle class,
composed of salary workers, makes even less sense for current educational research then it
did in the time Bourdieu developed his analyses of the reproduction strategics of this group.
Keep in mind that, for the French seciologist, the examination of the middle class—school
relation shouid be carried out in the three levels into which he believed this group was divided:
the petite bomgeaisie traditionnelle (in decline), the perite bowgeoisie d'extostion, and the petite
horygeoisic nouvelle, each one of them presenting certain attitudes towards culture and school.?

In contrast, more recent research resores to forms of differentiation considered more efficient
to deal with the complex system of relations established amongst the different segments within
the middle class and the education of children in the present. For Power et al. (20013), guidelines
and family attitudes towards school become more intelligible when three critena {related to
“employment sector,” “freld of production,” and *parents’ eccupational resource basis™) are
taken into account:

1 the one that separates parents who work in the public sector and those whe work in the

private sectot

The relevance of sector of employment is attributed to whether economic and
ideological support is derived from the state or the market. competition between
them for resources and legitimacy in the provision of services producing different
positionings for those working in each.

(p- 32)

¢he one (already present in Bernstein's classical analyses) that distinguishes parents whose

13

occupation involves the production of material goods and those engaged in the preduction

of symbotic goods:

We have also analyzed our evidence in tenns of the distinction berween the “old’
middle class emploved in the production and distribution of material goods and
services, and the ‘new’ and rapidly expanding middle class engaged in the
production, exploitation and distribution of symbaolic knowledge.

{p. 32)

3 the one that differentiates families according to the types of activity the parents are engaged
in, classified by the authors as “professional,” “managerial,” and “entrepreneurial™

The divide between managerial and prafessional occupations is seen as especially
significant because it is those working in the atter who are likely to rely most on
capital cultura to secure or enhance their children’s social position.

{p. 31)

Partially siding with the English authors, van Zanten (2007) makes the sector of employment
the main divide among French middle-class tamilies:

The most important diversions are those occurring between parents who work in the
public sector and have at their disposal a relatively high cultaral capital . . . and the parents
working in the private sector who have moere economic capital.

(p. 258)

According to her, significant distinctions between these two segments take place both at the
fevel of the parents’ views on the internal practices of schools and their attitudes cowards the
choice of educational institutions for the children. While parents in the private sector prioritize
family incerests (i.e. school competitiveness and the children's weli-being), those in the public
sector—although not without conflic—place more importance in the state and are prone to
regard the school as a socially oriented institution,

The massification of education and its consequences

In general, researchers consider the contemporary changes—economieal, political, ideological—
as foundations for the current transformations at the educational level. They argue that
economic restructuralization—derived from the globalization of the economy—raised
uncertainties and risks in cthe marketplace, especially the instability and vulnerability of skilled
jobs offer. They affirm that the political reforms in the 1980s and 1990s, which originated in
the deregularization and shrinking of the state, led to reforms in the public services based
on the market and free cheice by the users. Furthenmore, combined with these factors, changes
in mentality exacerbated individualism by placing personal interests over collective values.

In the educational sphere, researchers highlight the phenomenon——triggered at the end of
World War 1T—of elevation of general instruction level, which affected all social class groups,
although not indistinctly.” The result of this process—they all agree—is the increase of
competition in education and the contemporary demand for a longer educational trajectory.
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As Dubet remarks (2007), school comperttion increases simply because there are more

competitors, thereby bringing

rwo important consequences teachers condemn, but which resulted from the very
massification they supported: the formation of an education market an the very bosom
of the public school, and the development of uzilitarianism . . . with families seeking better
school results.

{pp. 3435}

Here, Dubet is refemring te the fact that, in a coatext of massification of the schoal systent,
families will “legitimately” demand for their children the type of educarion. the teaching
premises, and, many times, the classrooms thought to be more efficient. The result is the
formation of an education market at the very center of public school systems,® which become
vulnerable to social demand and lose the power to impose norms on parents more and more
eransformed into “rational” users in search of the most profitable asset.

If Dubet calls our attention to the fact that, in all social class groups, the investment in
education increases, other authors will deal, In particuiar, with its impact on the middle class
by stressing how they have further intensified and refined their educational strategies to take
advantage of the resources (cultural and economic) they have in favor of their children's
cducation:

[ suggest a number of ways in which the context of cliss competition in education has
changed and intensified in the past nwenty years and the class perspectives and strategies
of the middle classes have changed with them . . . The response of the middle classes to
the increase in insecuricy and risk involved in their established strategies of reproduction
has been an intensification of positional competiton.

(Ball, 2003: 18-20)

These remarks echo Dubet’s and Mareuccellis {1996: 119} earliesr findings that “it 15 in the
middle classes, more than in the upper ones, that the school is strongly integrated in a strategy
of social reproduction.™

Yet. it is van Zanten (2007) who best cudines the scenario of the recent changes thac
predaced a more cnipowered class——conceprually and strategically—to face these new social and
educational visks. In fact, bearing in mind the middle class’s intermediary situation (which altows
it to move up or down the social ladder), its inner heterogeneity, and “close” relation to
knowledge (highlighted by a greater openness to the divulgation and vulgarization by the media
of scientific knowledge emerged mainly from education sociology and psychology) the author
affirms that middie-class parents tend, more than others, to imagine themselves as

masters of their own destiny, capable of fighting against social pressure and altering the
course of their individual experiences. In the field of educarion, this results in stronger
and more sophisticated educational involvement when preparing and following up their
children’s education, and. in general, in a process of plnning, ratienalization, and
growing individuation of the child’s cultural experience with the important intervention
of knowledge produced by psychology and sociology.

(van Zanten, 2007: 250-251)
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I sum, after reaping the benefits-——qualitatively—of the precess of democratization of educa-
tion, the middle class saw its “strategic capacity” increase, which resulted in the “sophisticadon™

{that is, intensification and diversification) of its educational investments.

When it comes to intensification of investments, soclologists continue stressing “activis
“interventionism,” and preventive attitudes: thatis, “the encrmous amounts of time and energy
devoted to ensuring social reproduction. For the middle-class privilege requires continuous and
intensive work” (Ball, 200:3: 95},

This mobilization is manifested today at different levels. Flere, [ mention what scholars have

discussed the most:

«  practices of intense monitoring ef school activities {including the activities of education
professionals); help with homework; participation in the school’s administration (Ball, 2008;
Crozier ¢ al., 2008);

= attitudes when choosing schools that invelve @ variery of skills such as: access to information
about the school systemn {including evaluation resuits and rankings): capacity to ditferentiace
and mterpret different educational establishments; power o deal with secrorizarion lavs,
be it to “colonize” public institutions with “mixed” clientele or influence recruiting and
streaming policies, curriculum content, etc. (Power ef al., 2003; van Zanten, 2067);

= actiens aiming to stimulate the cognitive development of their children. For this purpose,
parents set up an intense schedule to structure out-of-class time (sports, arts class, foreign
languages, ete.), which becomes an integral part in the logic of childrearing, called by Lareau
(2003} econcerted cultivation.

As for diversification of investments. the new trend seems to be the growing appeal of
strategies of internationalization of children’s education. even if with variations depending on

the class segment and country of origin. If this is not a new phenomenon,” it presents, at least

today, differences as to:

»  change of scale. with a strong quantitative increase of mobility;

*  extension to a new public, for it is no longer the privilege of upper-class vouth:

»  the range. which today encompasses all schoot levels. Although college level is stifl the most
internationalized, there exists today early strategies of internationalization involving choice of
pre-school, bilingual or mulélingual primary and secondary school (Darchy-Koechlin, 2003);

+  diversification of country of destiny, afthough a “tropism™ towards developed English-
spealing countries prevails {van Zanten and Darchy-Koechlin, 2005a),

This seems to be the reply of middle-class tamilies te the demands of the globalization of different
social spheres (economic. pelitical, and cuktural), so as ro produce individuals with specific skills
and intemational competence. Yer, this internationalization is not homogeneous for all countries
and social class groups. It is stronger in less developed countries {culturally and econoemically)
and in wealthier social groups.

Mowever, even in countries whose dominant position. culturally and linguistically, make
them more resistant to the advantages of internationalization, sociologists have noticed that in
the middie class:

The parents are also trying to fashion new identities for their children as citizen of the
multiethnic and multicultuzal twenty-first century, without which they fear they will not
be able to cope adequately.

{Crozier ¢r al., 2008: 11}
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Although the literature on this subject is still scarce, a few studies have already suggested

the hypothesis that it is the process of accumulation or updating of capital, expressed in the
idew that today “cosmopolitanism {cosmopolitan capital) is a form of secial and cultaral capital”
(Weeninck, 2005) or that “multiculturalism is increasingly a source of cultural and social
capital” {Reay er al., 2007). The latter observe:

The white middle-class interest in difference and otherness can thus be also understood
as describing a project of cultural capital through which these white middle-class families
scek to display their liberal credentials and secure their class position ... The ability to
move in and out of spaces marked as “other” became part of the process through which
this particular fraction of the white middle-classes comes ta know themselves as both
privileged and dominant,

{(Reay er al., 2007: 1046-1047)

In Brazil, researchers have noticed a growing expansion in the demand for this educational
assct on the part of the middle class, which sees the international dimension of cultural capital
as an indispensable component to expand and validate their cultaral assets (INogueira and Agutar,
2008). Surveys on the impact of education abroad on students’ educational trajectory as well
as parents’ expectations and motivations have revealed both instrumental goals, as a way to
mcrease competitiveness, and identity objectives, targering their children’s enhancement and
personal achievement. They try to develop in their offspring a group of attitudes {openness,
autonemy, mobility willingness, telerance to alterity, etc.}, besides providing them with cultural
{linguistic competence, general and specialized culture} and social (international contacts) capitals.
Not to mention the fact that these strategies of internationalization also set a distinction between
those who benefit from international capital and those who himit themselves to national resources
{Nogueira ¢r al., 2008: 371).

From meritocracy to parentocracy: 2 new problem arises

All of these groups of investments mentioned before illustrate, according to some soctologists,
a contemporary transitional tend from meritocracy to a parentocracy (Ball, 2003, 2008: van
Zanten and Darchy-Koechlin, 20052).

Tao support such a claim, sociologists rely on P. Brown's {(1990) article “The third wave:
education and the ideology of parenrocracy.” In this text, Brown argues that the British school
would be moving to a third “wave,” after a first in the nineteenth century, characterized by
the universalization of primary school {strongly permeated by social and gender factors), and a
second that encompassed most of the twentieth century and placed individual merit as the main
classification principle.” For him. the last decades of the twentieth century, thanks to neoliberal
reforms—wich free-market principles and parental choice—ended up weakening meritocracy by

allowing

the rise of the educatiomal “parentocracy,” where 2 child’s education s increasingly
dependent upon the wealth and wishes of parents, rather than the ability and efforts of
pupils.

(Brown, 1999: 60)
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But Brown does not Hmit his rationale to the United Kingdom. Fe extends it to other
Anglo-Saxon countries such as the United States, Australia, and New Zealind. In turn, van
Zanten and Darchy-Koechlin (2005b) also believe in the pertinence of the model for countries
25 diverse as France, Japan, and Brazil. Elaborating on Brown's rationale, both authors affirm
that two phenoniena threaten merrocracy today: policies of positive discrimination, which
suppress finaucial, istitutional, and pedagogical barriers, and, with grearer weight, the logic of markets
to which families are subjected.

In sum, for these thinkers, a student’s school results would be more and more dependent
on his parents’ financial resources and strategic capacity, and less and less on his or her own

selrool merits:

Parents try to re-direct the future determined by school resules (through private fessons,
for instance) and subject themselves less and less to the logics of the educational ingsirution
(they do their best to make sure their children attend the best school). This is pareniocracy.
It means the school competes with parents’ strategies.

(van Zanten and Darchy-Koechlin, 2005h: 18)

This multiplication of parental strategies to provide their children with the best opportunities
for access and success in the nablest sectors of the school system has been Glasman’s object of
study (1994, 2003, 2008). He states that, in the last twenty-five years, a “school our of the
school™ has developed, namely, a currene expansion of support mechanisms to provide aid to
school actions, so as to prepare the student to face obstacles encountered in schook. It is an
arsenal constituted of para-scheol materials and outsourcing domestic help: private classes,
psychopedagogy offices, specialized companies to follow up homework activities, etc. In a
recently published article, the author summarizes:

When we see these support devices flourishing in the school periphery, it seems something
¢clse besides the school is necessary for success. It seems that, more than ever, students
and parents find it indispensable——to have better chances of success in an increasingly
competitive school environment—io resort to external support as a complement to garry
out activities or training,.

(Glasman, 2008: 631)

Ei sum, this new reality has led researchers to question whether the privilege of the cultural
elitc would not be undergoing erosion or, in other words, if their cultural advantages would
not be losing power. F this hypothesis is taken, caution is necessary not to underestimate the
importance of the cultural component, as a number of important sociclogical studies have
demonstrated that families’ cuttural competences play a significant role when it comes to taking
advantage of cultural investments. The studies of Gewirtz ¢f al. (1993) stand out, in this sense,
for drawing our attention to the power of intellectualized families when it comes o school
cheice. as they are capable of telling the difference between schools and the characteristics of
cach child, thereby allowing them to make adjustments and choose the “right” school for their
children.

Mew sociological sensibilities: the individual’s point-of-view

Among the transformations—originated in the very way of deing seciology——scen in recent
literature on the relation between middle classes and school, one change stands out. [f former
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studies placed the emphasis on family practices and insisted on describing typical group patterns :
of investment behavior in school life, more recent studies have examined the phenomenon
from another perspective: the meaning the actors place on these behaviors and how they live:
up to those ideas. By doing this, sociologists have done nothing more than echo the evolution:
taking place in sociology. namely, the question of individualizadion at the center of contemporary :

sacietics,

That is why van Zanten (2007}, not disregarding “structural detenminant” parental actions, -

is concerned with—inspired by authors such as A. Giddens and U, Beck—the reflexive capacity

of parents, namely, their ability to employ the resulss divilged by scientific research (their
perspectives being, evidently, different from those of the researcher) to analyze their currene.
educational reality” and ponder the consequences of their acts (in particular, the choice of an |

educational institution):

By reflexivity we understand the capacity of subjects to recognize, demonstrate and make
visible the rational nature of their cencrete practices, without implying an awareness or
permanent attention to this dimension or, in Gidden’s terms, the capacity of individuals
as well as institutions and social systems o carry out continuous self-regulation through
critical distance.

{(van Zanten, 2007: 247)

In sum, the author notices that the “middle and upper classes,” more than the “bourgeoisie

or low class,” present a greater tendency to adopt a “distanced. informed, strategic and:

politically conscious position regarding their social experience”™ {p. 249). Yet, she will insist on

the fact that all this strategic capacity produces, along with it, an “opposite effect,” as these -

farmilies are also more vulnerable to doubts and anxictes:

These social class groups are also subject, more than the others, to doubts as to what is
the best way of acting and their consequences—for example, what is the best school for
each child, This leads to a great amount of anxiety and triggers an intense search of
mformation which, in turn, increases anxiety.

{van Zanten, 2007: 251}

Feeling, most of the time, ambivalent between prioritizing the child’s interest or the
collecrive good, or, in other words, between being a “good parent” or a “good citizen,” these
actors become victims of tension thar will lead them to reason and act, as the author suggests,
according to a logic of “cognitive dissonance,” as, for instance:

the cognitive dissonance these social classes experience between “soctal mixing”™ values,
to which they adhere in different degrees, and their practices of aveiding socially
heterogeneous schools,

(van Zanten, 2002: 48)

In the Anglo-Saxon world, we find the same tendency to relativize the advantages of the
middle class by focusing en the negative side represented by the “risks, uncertainties and fears”
these families experience. Ball (2003} calls our attention to the fact that:

The absence of complacency and the constant activity of distinction and status maintenance
is the best and the worst of the middie class. They are in a sense their own worst enemies.
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The commitment to individualism and “putting the family firse.” the defense of borders
and strategies of social closure undermine both security and moral vision and encourage
fearfulness.

(p. 179

Reay ef al. (2007)—in a scudy about White middle-class families that choese public schools
with a high contingent of immigrant students, aiming to make them more rolerant and open
to difference—naoticed that these parents “feared” in particular: the pernicious mfuence of
classiates from fower social ciass on their children; and the negative impact. on the children’s
school performance, of peers who do not value academic success.

Crozier ¢t al. (2008), likewise, on investigating English White middie-class families that,
despite possessing the financial means to afford a private school, opt—for ideological reasons—
for a eompreliensive-school, show that these parents

are thus caught in a web of moral ambiguiry, difemmas and ambivalence, trving to perform
“the wood/ethical self™ while ensuring the “best” for their children.
{Crozier or al., 2008: 261)

I1: iny opinien, these authors have made the most progress in this matter, as they incorporare
in their analysis the way parents deal with the anxiery they feel at placing their children along
with “the Other,” with these “not fike s Their texts account for the way families compensate
for the supposed evils of a school environment seen as unsatisfactory from some perspectives.
Through the use of several resources. they work to reduce the risks of a frustrating school
experience by monitoring school activities. participating in the school administration, and
incentivating out-of-school activities, trips, ete,

Final remarks

Based on a partial review of current societogical literature on middle-class family relations and
the school system, this essay aimed at capturing the evolutionary trends social and educational
reality have suffered and the theoretical-methodological treatment they have been given in recent
decades. In this sense, the essay sees an effective renewal of the problem,

Bourdiew’s analysis, which insisted on ascetic dispositions and attitudes of cultural goodwill
to which middle-class families would tend to ascribe so as to compensate for their lack of capiral,
seems to give room now to an analytical emphasis on utilitarianism and the strategic capacity
of the actors to utilize, for their own interest, their resources in favor of privileged school
destinies.

However, in chis final part of the essay. [ would like to raise an issue thac originates from
the data and interpretation preseated here, which, in my opinion, has not been properly
rescarched vet. 1 refer to the growing protagonism of contemporary familigs-—through choices
and educational strategies—in the production and functioning of the school systems cthemselves.
This means that focusing only on the state and limiting the analysis of educational policies are
not sufficient to understand how the school system works, That is what the middle-class case
teaches us.

While we perceive the family as a mere passive user suffering from the actions of the state,
we will prevent ourselves from sceing its role s co-producer of educational reality and-—
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e

indirectly—of public educational policies. It is up to the sociologist to sharpen the data and
arguments to show that families today represent “key actors in the course of educational acts™
(van Zanten, 2002),

Noies

1 in Freach, the Repne Interationale o Education {no. 39, September 2003) presents the dossier ”La :

fermation des ditesy”™ and the p:.nochm] Edvucation et Sociéiés (no. 21, 2008/1) brings the dossier * Former
des flites dans 1w nionde incerrain.”

1

The book La mowiée de la parentocratie. Le cdoix dducatifs des classes moyennes (Pads: PUF), by van
Zanten, 1s in print.

[ )

I dealt with the middle class—school relations in Bourdicu's work, in Mogueira (1997),

=

van Zanten {2007: 250} distinguished between a process of “massificarion,” which she defines 1
the “quantitative expansion” of access ro high education on the part of working classes, and a true
“democratization” reserved to middle and upper classes who have benefited fom a “qualitative™
increasing, tha is, a “real and more extensive access to high levels of knowledge.”

when referring to reputation and dispute for vacancies by fimilics.

O At this point, it is important to acknowledge thar Bourdieu continues to be the conceptual reference
to think about the middle class—education relationship. His thesis remains irrefutable that, if this
social category is the one that most invests in school values, it is not only because it sees the diploma

as the beginning of social success, but also because of the objective possibilities of suecess and mobility

that are reasonable through i,

~1

Student mobility around the globe has taken place since medieval Europe.

s

Brown (1990) ruminds us, however, thar the meritocracy never promised equality, only chat

inequalities would be distributed more faitly.

9 The author gives as an example " ‘short surveys parents from middle and upper classes claim to
make about the quality of schools near their homes, which the ‘sectoring’ system in France obliges
them za sene their children to; also, the analysis they make of supposed cause of bad quality of some
of these schools and the positive and negative consequences of the strateyies they adopt to avoid

them™ (p. 249).
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Governing without governing

The formation of a Furopean
educational space

Antonio Novoa

Europe must be scen as a problematic eatity. The concepts of European construction
or integraticn cannot be raken for granted. The samie applies for the Buropean educational
space. No member state will abdicate its right to govern its education. The very notion of
‘Europeanization of education’ causes concern in most countries, raising fears of homogenization
and of loss of national identity. But, at the same time, it is undeniable that the Eurepean Union
is increasingly intervening in the educational field, leading to orientations and guidelines that
tend to organize a European educational space and even to configure a European cducational
policy.

The title of this chapter, ‘Governing without governing’, tries to address these tensions and
ambiguities, At a formal level, there is no EU policy on education, but only cooperation and
inter-governmental policy coordination. But after the Maastricht T'reaty (1992), and especially
after the Lisbon Strategy {(2000), it is hard to understand the resistance to look at these
coordination efforts as one of the most effective European policies.

The chapter is split into three sections:

*  In the first section T present a brief historical overview of the changes that have occurred
in the Community action in education, since the Treaty of Rome that established the
European Economic Community in 1957.

*  Inthe second section [ focus especially on the current situagion that is defined by an umbrella
programme. called Edveation and Training 2010, which sets up the educational agenda of
the European Union for the first decade of the twenty-first century.

* In the third section [ will explain the process of governing without governing, that i, of
claborating sophisticated ways of producing policies, in each member state and at the
European level, but always pretending that no policy is being implemented.

My intention is to provide a critical perspective of the formation of a European education
space that is, at che same time, a process of fabricating a European educational policy {INovoa
and Lawn, 2002). It is obvious that this process is interconnected with globalization issues as
well as with national policies. But the purpose of this chapter is to illuminate a layer of analysis
— the role of the European Union — that is often neglected in the analysis of educational policies.!
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Historical overview of the European educational policies
{(1957-2010)

Since its beginnings, in 1957, the European Economic Conununity has been reluctant to accept
intervention regarding educational affsies at Community level. The fragile architecture of powers
in the Earopean space required chat there were domains that remained under the exclusive
responsibility of each member state. Even nowadays, after hundreds of EU texts and progranumes
that have led to profound changes in all the national education systems, the official discourse
remains unchanged: ‘Reesponsibility for education and training policy lies with Member States,
Europe's tole is to support the improvement of national systems tough complementary
EU-level tools, mutual learning and exchange of good practice’ (Commission of the European
Communities (CEC), 2008a: 3).

The unionization process in the educational field cannot be viewed through the lens of
traditional politics (Novea and DeJong-Lambert, 2003). Of course, education has been one
of the most contested arenas in Europe. not only owing to its symibolic value in national
imaginaries but also because of public resistance to a ‘common pelicy’. Yer, it 1s not difficult
to establish the main phases of EU policy making in education, taking as turning poines the
Maastricht Treaty (1992) and the Lisbon Strategy (2000),

Some of the most emblematic programines, such as Erasmus, launched in the 19805, were
characterized by a certain voluntarism and the need to abolish borders in Europe, berween
states and between people, At the same thne, extending the concept of vocational training, it
has been possible to include virtually all forms of education in the Communiry action. Tt led
to a kind of vosefional bias in the way educational policies were overcharged by a discourse
related with human resources and workforce qualifications.

Quality as a pretext for a common educational policy (1852~-2000)

An important turning point took place in 1992, with the inscription in the Maastriche Treatry
of articles 126 and 127, creating the political and legal conditions for a more overt action of
LEuropean entities in education and vocational training. Throughout the 19905, a large body
of literature was produced opening a space for futire policies: ‘Green Paper on the European
dimension of education’ (1993}; “White Paper on Growth, competitiveness, employnent’
(1993); “Teaching and learning: towards the learning society” (1993); *Accomplishing Europe
through education and training” (1997): ‘“Towards a Europe of knowledge’ (1997); ‘Learning
for active citizenship® (1998), ete.

It is possible to distinguish two different appreaches, both contributing to build a European
educational space. First, the emphasis on lifelong learning that is not only invoked with reference
to education and schooling, but also te the problems of unemployment and preparation for the
Jjob market. Second, the idea of developing *quality education’, leading to the organization of
data and statistics at European level. The invention of comparable indicators is not only an
operation to describe reality; it is also a powerful way of constructing new ideas and practices
in education.

The Lisbon Strategy as a turning point in the construction of a

European educational space (2000-2010)

Since the very beglaning of European cooperation in the field of education, ministers of
education have underlined the divemity of their systems of education (Ertl, 2006). The Lisbon
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European Council, in 2000, broke with this by asking the ministers to concentrate their reflec—
tion on what Is comumon (European Council, 2000}, The definitien of a European educational
space began to be clearly outined, and, at its core, the educational policies influenced the set
of national policies. It is ditheult to imagine 2 member state that will not ‘freely adhere” 1o this
same, which is defined by fifelong learning as its overriding principle and by gualiry as its imple-
mentation method (i.e. appraising the performances of each member state).

The report from the Commission, The conerere fittiure abjectives of the edneation sysiems (CEC,

2001). expresses this shift. Throughout the document we are presented with a series of -

common concerns, methods for pelicy implementation and evaluation indicaters. In 2002, the
Barcelona European Coundil agreed upon the Education and Training 2010 work programme;
which serves as the basis for the European Union’s political action in the field of education in
the first decade of the twenty-first century (European Commission, 2009).

Education and Training 2070; the formation of a European
educational space

The Education and Training 2010 work programme clearly establishes a European educational
space, taking inte account ‘thas the development of education and training systems in a hifelong
learning and in a worldswide perspective has increasingly been acknowledged as a crucial facter

for the future of Europe in the knowledge era’ (Council of the European Union {CEU), 2002; -
4). The main purpose of the programme is to organize EU educational standards into a “single -

comprehensive strategy’.
The document defines three strategic objectives, broken down into thirteen associated

objectives:

»  improving the quality and effectiveness of education and training systems in the EU
«  facilitating the access of all to education and training systens;

»  opening up education and training systems to the wider world.

To pursue these objectives, the EU implemented the ‘open method of coordination’, that is a
process of policy making based upon ‘the identification of shaved concerns and objectives, the
spreading of good practice and the measurement of progress through agreed Instruments,
comparing achievements both between European countries and with the rest of the world’
(CEU, 2002: 3).

Three strategic objectives: qualily, access, openness

The Education and Training 2010 work programme always comes back to the same topics,
building a narrative that is intentionally circular and redundant. Two terms appear repeatedly,
defined and redefined according to context: quality and lifelong learning. On the one hand,
they define a strong tendency towards logics of evaluation, leading to rankings and classifications
that consecrate as ‘inevitable’ a particular way of conceiving education and schooling. On the
other hand, they introduce a new approach to educational matters, at both che personal and
the social level.

‘Emproving quality and effectiveness” is the first strategic objective. The work programme
tocuses on key competencies for the so-called knowledge society. The attention is directed
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rowards three key comperencies: ‘Learning to learn’, an old pedagogical concept that is
redefined by constructivism, but also by the economic world, in tenns of fifelong learning;
‘social skalls”, which relates to personal relations and networks, as well as to principles of self-
responsibility and citizenship; and “entrepreneurship’, which underlines the impertance of
ipitiative, management and risk.

The mtention to ensure and to monitor quality education leads ro the evaluation of progress
and achievement through comparable benchmarks and indicaters. The intention is to move
rowards a more knowledge-based policy and practice, providing policymakers wich reference
points based on indicators and standards thar are ‘commonly’ defined and “freely” accepred.
These benchmarks are governing principles that construct an educational policy lying in specific
forms of knowledge and expertise.

The formulation of the second strategic objective — *facilitating access for all’ — intentionally
emphasizes issues related to litelong learning. On the one hand, it redefines ‘employment” as
a learning problem that should be solved by each individual. On the other hand, it creates the
illusion that the ‘crisis of schooling’ will be solved if individuals simply continue to expose
themselves to education and training throughout their entire lifeme. The Lisbon Strategy did
invent the concept of employabilicy in order te link employment to education, and to interpret
unemployment as a problem of ‘uneducated’ people {CEU, 2008},

Active citizenship, entreprencurial culture and lifelong learning are part of a process of
reconfiguring the seff. Thus, the respousibilicy for solving the crisis of the welfare state (and/or
the Ewvropean social medel) shifis to citizens who are invited to become responsible for
‘constantly updating their knowledge” in order to enhance employability and consolidate the
precess of unionizadon.

The goal of the third strategic objective — ‘opening up education and craining svstems to
the wider wotld” — is to create an open ‘European area for education” and to promote the
‘European dimension of teaching and training”. Mobilicy within the European space is described
as nrot simply movement, but rather as a process that develops awareness of what it means to
be a citizen of Europe.

The idea of experiencing Europe is concurrent with programmes of mobility and the project
of reinforcing European citizenship. The politics ot identity is formulated in terms of qualification
and disqualification. Such a policy in effect exiles all those not endowed with the requisite
attributes, as well as those simply unable to acquire them, producing at once new forms and
new impediments to mobility.

Education and Training 2010 work programme: analysis and
progresses

Between the Lisbon Eurepean Council (March 2000) and the Brussels European Council (March
2009, hundreds of documents have been issued by different European bodies. They all reveal
a double meaning: on the one hand, the need to make up for lost ime and improve education
and training in Europe, as a whole; on the other hand, the need to accelerate ‘the pace of
reforms of education and training systems’, whereby the European progranumes ‘should be duly
taken intoe account in the formulation of national pelicies’ (CEL, 2004: 6),

Adopting different structures and perspectives, these documents tend to focus on three nuin
points. First, the need to concentrate reforms and investment on the key areas. There is a
pessistent call to channel more resources to the area of education, taking into account that ‘most
governments scein to recognize that the necessary reforms cannot be accomplished within the
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current levels and patterns of investment” (CEU, 2006: 2). Over the vears, there has been a
level of disappointment with the progress made in this field. At the end of 2008, it was pointed
out that ‘the current focus on the economic crisis must net divert attention from setting the
right long-term, strategic education and waining policies’, because ‘Earope has te address a
awnber of educatienal shertfalls if it is o aveoid falling behind globally” {CEC, 2008a: 16).

Second, the need to make lifelong fearning a concrete reality. The intention is to equip ‘all
citizens with the key competencies they need’. The approval in 2007 of a very important
decument entited New skills for new jobs again placed the issue in terms of employment and the
job market (CEU. 2009). But also, here, there has been a degree of disappointment. The Council
says that progress has been achieved in defining lifelong learning strategies, but implementation
is far from being achieved satisfactorily (CEU, 2006: 3).

Third. the need finally to establish a Europe of education and training (Antunes, 2008). The
Council of the European Union recognizes that many countries are establishing their own
policies in relation ‘to the reference levels of average European performance for education and
training’ (CEU, 2006: 2). But the European Comunission explains. in a 2008 communication,
that despite the impressive range of innovation and excellent policy practice in many countries,
it is too often still locked behind national borders, and that is why "Member States should
cooperate to capitalise better on it' (CEC, 2008h: 12).

Progress towards the Lisbon objectives

The Conunission pubiishes a detailed report annually analysing the progress made on an agreed
set of statistical indicators and benchmarks in the framework of the Education and Traiviig 2010
work programme. It is impossible to analyse these lengthy reports in detail, which are justified

due to the face that ‘educational policies and practices require a stronger evidence base’ (CEG,

2007: 3).
Despite the frequent changes, a substantial proportion of the reports are based on five EU-
level benchmarks set for 2010, By the end of 2008, it is obvious that most of these benchmarks

witl not be reached:

The EU set itself the overail ambition of achieving 5 benchmarks by 2010, on literacy,
reduction of eatrly school-leaving, upper secondary atmainment, maths, science and
technology graduates and partdcipation in adule learning. Oniy the benchmark on
mathematics, science and technology graduates is likely to be exceeded. Indeed. low
performance in reading literacy, which was benchmarked to decline by 20% by 2010,
has actually increased by more than 10% between 2000 and 2006 and has reached 24.1%.

{CEC, 2008¢: V)

The Commission's appraisal is especially critical with regard to the fact that too little progress
has been made on those benchmarks related most closely to social inclusion. It is an important
reference, when it becomes obvicus that there is a need for a new generation of policies to
respond to the economic and social crisis, The only indicator in which real progress has been
made is in science and technology, an area that was given a big boost with the Lisban Strategy.
This perspective is coherent with the proposal for *Energising Burope’s knowledge wiangle of
research, education and innovation’, which is finding its place into Eurepean policies.

The knowledge tdangle &5 a strategy to attract more funds to research and innovation and
to enhance the competitiveness of the cconomy. But the 2008/2009 economic crisis tends to
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lead people to underline the third dimension of the trangle: education. In March 2009, the
Brussels European Council called for an improvement of member states” cooperation and an
advancement in the member states’ and the Union’s methodological, analyrical and muceaal
learning capacities for jobs and skills anticipation.

As the last year of the Education and Trafiing 2010 work progranyme approaches, one can
note a critical feeling concerning its results. The response Is, obviously, to strengthen Euvropean
cooperation and take another step forwards towards concerted policies at European level: "These
challenges should be addressed in a joined-up policy across the systems as a whole {schools,
higher education, vocational education and ecraining and adult learning}. Lifelong learning is
therefore a fundamental perspective underpinning all the above challenges™ (CEC, 2008a: 6).

The main objectives for the next phase (2010-2020) are not very different from the ones
defined for the current decade, 20002010, even if they are defined with a new focus: {1} make
lifelong learning and learner mobility a realicy; (i) improve the quality and efficiency of provision
and outcomes; (i) promote equity and active citizenship; (iv) enhance innovation and
creativity. including entrepreneurship. ac ali levels of education and training (CEC, 2008a: 6).
The way to achieve these aims is to deepen European cooperation, driving torward the dynamics
of joint work: ‘there is. more than ever, a need for an effective open method of coordination
supporting the improvement of education and training policies” (CEC, 2008a: 16).

Governing without governing: fabricating educational policies
at the European Union

The pracesses that we have just described are not specific to the European context. They are
part of broader developments, which have been popularized by the imperfect concept of
‘wlobalization’. But, inside the Buropean Union, thev are strengthened by a historic project
that tends to integrate national states into a political union. And this fact gives them a different
status, opening up new political possibilities. This is the main reason why this ‘unidentified
potitical object” known as the European Union is such an interesting object of study, both for
comparative politics and for the socio-historical analvsis of educational policies (IDale and
Robertson, 2009).

The Education and Training 2000 work programme emphasizes four verbs: identify, spread,
measure and compare. To identify means to agree on shared objectives and guidelines for
educational policies. To spread refers to the diffusion and transfer of the most successful practices
from one countrv to another. To measure is to establish precise benchmarks and to evaluate
the performance of each education system. To compare means to organize a way of assessing
the progress made by each country. The goal of this process is described as ‘to help Member
States to develop their own policies progressively’ (CEU, 2G02: 5). but always in accordance
with the objectives defied at Evropean level.

To achieve this goal. an epenr method of coordinarion has been implemented in che framework
of the Lisbon Strategy (Lange and Alexiadou, 2007). This method is built on the use of tools
‘sich as indicators and benchmarks as well as comparing best practice, perindic monitoring,
evaluation and peer review etc. organized as mutual feaming processes’ (CEU, 2002: 5}
Cohesien and configuration of policy are not achieved through sanctions, but through a much
more sophisticated approach. Voluntary participation by each member state serves to legitimize
these arguments. Yet it is hard to mmagine how a member state could stand outside of this

playing field’.
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Comparison as a mode of governance

The Issues that ace being raised at the European Union do not direct our attention to a deepening
of democratic decisions, but instead to a reinforcement of ‘new means’ (governance, .
benchmarking, good practices etc.} and ‘new powers” {networks. informal groups, mass media
etc.). The current approach to European affairs clearly reveals a strategy to shift the discussion
away from matters of gavernment (inhabited by citizens, elections, representation etc.) and place
it in the more diffused level of gorenrance (inhabited by networks, peer review, agreements etc.).
Palicy is constructed through a logic of perpetual comparison, which is legitimized and put
into action through ‘new means’ that are intended to find the most beneficial or efficient
solutions. Benchmarking — and, for that matter, conpearability — is seen as a solution that will
become the policy. The last documents issued at Enropean level are very precise in underlining

the ‘challenge of data and comparability™:

Mutual learning is a central element of the open method of coordination in education
and training. It provides input for European policy initiatves and support to national
policy development . . . For the future. the aim should be to strengthen peer leaming in
order to ensure that it fully respects the priority chailenges identified above and to increase
its impact at the political level,

(CEC. 2008a: 12)

Thus, comparison can be understood as a mechanism to legitimize EU interference in national -
educational issues. The logic of comparison produces a vocabulary consisting of positive terms
such as ‘exchange’, ‘joint reflection’ and ‘agreement’. What is presented as a strategy to improve
education should be understood as 2 mode of governance {Ndvoa and Yariv-Mashal, 2003}. _' :

Governing by data

Benchmarking practices are tied in with data and quality assurance. They are not only a
technique or a method, but also one of the most successtul tools for implementing governance
policies. Therefore, it is obvious that these kinds of policy need data that can allow the'
establishment of aims and the monitering of progress. It is not simply a matter of collecting.:
and organizing data; rather, it is a process that constructs educational realivies as much as it
describes them. Through the arrangement of categories and classifications, a definition of the
‘best system” is proposed. Each member state will act in accordance with these goals and ideals.

By the end of 2007, a very important working document asked for a stronger knowledge
base for developing policy and practice at national and EU levels in order to improve the quality’
and governance of education systems: ‘Member States and the EL institutions need to use ™
evidence-based policy and practice, including robust evaluations instruments, to identify which -
reforms and practice are the most effective, and to implement them most successtully” (CEC, -
2007 3).

It is a very interesting document, based upon the idea that ‘educational research currencly :
appears to have a lower impact on policy and practice than research in other policy fields, such -
as social care or employment policy’ (CEC, 2007: 25). The challenge of data and comparability -
has now been reworked from the point of view of knowledge and research (Ozga, 2008},

The new modes of governance are based on logics of contracting and networks, heavily
backed up by data, assessments, impacts, benchmarking, best practices and mutual learning:
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Research was the missing link for redefining policy formulation in the European Unjon, The
reasoning is clear: on the one hand, the EU needs policies that are strongly oriented by research
and knowledge; on the other hand, ‘educadon and training are a prerequisite for a fully
functioning knowledge triangle {education — research — innovation)” (CEC, 2007: 3). Along
with this line of thought. one finds the rationale for the new phase of European education
policies. in the 2010-2020 period.

Concluding comments

My argument is that Burope functions like a regrdatory ideal that tends ro influence, if not organize,
national policies. Tt is obvious that no ‘homogenization” will eccur. Tall of the diversity of
mational education systemns is almost a tcautology. And. meanwhile, we continue to witness the
development of tendencies towards defining common goals, similar strategies and, therefore,
identical policies.

The example of the Bologna Process is extremety enlightening. On the one hand, iris a
process that involves countries that do not belong to the European Union, and it is a process
that cross-references trends that are expressed worldwide, But. on the other hand, it has gained
an extremely relevant role in the EU policies. restructuring higher education and research. There
is no legal obligation to take part in the Bologna Process, but it is unthinkable for any country
to stay outside its dynamics, networks and connections, which are at the core of the modern-
ization agenda of the universitics. If one permits me the paradox. [ would say that it is a
‘compulsory option’.

The complexity of the debate calls for mere theoretical tools and critical approaches. It is
useless to reproduce distinctions and dichotomies that cannot raise new understandings. We
must not look at this debate as a conflict between ‘national states” and ‘Earopean institutions’.
This is not a zero-sum game, where giving more power to ‘Europe” will automaticatly lead to
a weakening of the ‘nation-state’, or vice versa, An arithmetical conception of power is totally
inaccurate.

New ways of governing without governing have proven to be extremely attractive. They
are very sophisticated in naturalizing policics, in raising a sense of inevitability. It is as if they
‘only” construct data, or identify good practices, or compare best methods, whereas, in truth,
these data, practices and methods are in themselves powerful tools in the fonmation of a Furopean
educational space.

European policies should be understood as part of an expert discourse that is redefining
educational issues globally. This movement of experts creates and circulates concepts and ideas
without structural roots or social locations. We are faced with a strange *worldwide bible” whose
vocabulary, of unknown origin, is on the tp of every tongue. In this sense, the process of
‘learning trom one another’ is a way of thinking and acting that establishes an educational policy
without specifically formulating it.

The European educational space defines its own boerders in the framework of this ‘mutual
learning’, which brings, atr the same time, a sense of increased competition on a global scale.
The Eurapean Union secks to attract students and academics from other world regions, aimed
at turning European educational institutions into ‘recognised worldwide centres of excellence’
(CEU, 2002: 16). This objective is formulated against a background in which the United States
of America and Asian countries are regarded as the main competitors in the world education
market.
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One of the main political undertakings of the European educational space 1s to build ari;
internal identity among citizens and countries. According to the main driving force of the!
Buropean construction, it is without surprise that employment and social cohesion are at the
core of educational policies. That is why the European Union first adopted orientations strongly’
inspired by human capital theories and vocatienalism, subsequently shifting to employability”
and lifelong leaming. :

The restructuring of the European educational space is related both to a new conception o
the responsible citizen and the role of education for a new organization of the labour market.
The former dictates that individuals shounld be able to ‘manage their learning with self
discipline, working autonomously and collaboratively’ (CEC, 2008b: 5). As regards the new

organization of the labour market, this even involves a new way of looking at jobs, as well ag:
personal and professional lives. :

Moies

! The Buropean Union publishes hundreds of documents, every year, about education and training.
Most of these documents have several versions. according to their status in the process of taking:
decisions at EU level. For this reason, 1 limited myself to documents issued by the Commission of:;
the Eurcpeant Communities (CEC) and by the Council of the European Unien (CEU) (See also:
Council of the European Communides, 1987-1993). The European Union provides extende
versions of all documents online, T recommend the consultation of two sites: L
= ‘Eurapean strategy and cooperation in education and training’, available online at http://:

ec.europa.eu/education/lifelong-learning-policy/doe28_en.homyg '
» ‘Education and Training 2010 — Main policy inittatives in education and training since the year
20007, available av htep;//ec.europa.en/ education/ policies/ 2010/ doc/ compendinmi_en.pdf;,
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THE UNIVERSITY IN THE TWENTY-FIRST CENTURY

The university in the twenty-first century-

Toward a democratic and emancipatory
university reform'

Boaventura de Sousa Santos

In an essay published fiffeen years ago,” I identified three crises facing the university (Santos,
1994). First, the crisis of hegemony was the result of contradictions between the traditional
functions of the university and those that had come to be attibuted to it throughout the
rwentieth century. Whea it stopped being the only institution of higher education and research
production, the university entered a crisis of hegemony. The second crisis was a crisis of legitim-
acy. provoked by the fact that the university ceased to be a consensual institution, in view of

the contradiction between the hierarchization of specialized knowledge through restrictions of

access and credentialing of competencies, on the one hand, and the social and political demands
for a democratized univessity and equal apportunity for the children of the working class, on
the other. Finally, the instirstional crisis was the result of the contradiction berween the demand
for autonomy in the definition of the university’s values and objectives and the growing pressure
to hold it to the same criteria of efficiency, productivity, and social responsibility that privace
enterprises face.

What has happened since [ wrote that essay? How can we characterize the situation in which
we find ourselves? What are possible responses to the problems that the university faces today?
In this chapter, [ will try to provide answers to these three questions. In the first part, 1 will
undertake an analysis of recent transformations in the system of higher education and their impact
on the public university. In the second part, I will identify and justify some of the basic principles
of a democratic and emancipatory reform of the public university, that is, a reform that allows
the public university to respond creatively and efficiendy to the challenges it faces at the outset

of the twenty-first century.

Transformations in higher education

The Ilast fifteen years

The predictions I made fifteen years ago have come to pass, beyond my expectations. Despite
the fact that the three crises were intimately connected and could only be confronted jointly

274

and by means of vast reform programs, generated both inside and outside the university.
[ predicted (and feared) that the institutional erists would come to monopolize reformist agendas
and proposals. This is in fact what happened. | also predicted chat concentrating on the
institutional erisis could lead to the false resolution of the tswoe other crises, a resolution by defauls:
the crisis of hegemony, by the university’s increasing loss of specificity: the crisis of legitimacy,
by the growing segmentation of the university system and the growing devaluation of university
diplomas, in general. This has also happened.

Concentrating on the mstitutional crisis was fatal for the university and was due to a number
of factors. some already evident av the beginning of the 19905, while others gained enormous
welght as the decade advanced. The institutional crisis is and has been, for at least two centures,
the weakest link of the public university, since its scientific and pedagogical autanomy is based
on its financial dependency on the state. While the university and its services were an unequivocal
public good that was up to the state to ensure, this dependency was not problematic, any more
than that af the judicial system, for example, in which the independence of the courts is not
lessened by the tact they are being financed by the state. However, contrary to the judicial system,
the montent the state decided to reduce its political commitment to the universities and to
education in general, converting education into a collective good that, however public, does
not have 1o be exclusively supported by the state, an institutional erisis of the public university
automatically followed. If it already existed, it deepened. It can be said that, for the last thirty
years, the university’s institutional crisis, in the great majority of countries, was provoked or
induced by the loss of priority of the university as a public good and by the consequent financial
drought and disinvestment in public universities. The causes and their sequence vary from countey
to country. In countries that lived under dictatorships for the previous four decades, there were
two reasons for the onset of the institutional crisis: to reduce the university’s autonomy to the
level necessary for the climination of the free production and diffusion of critical knowledze;
and to puc the university at the service of modernizing, anthoritarian projects, opening the pro-
duction of the university-as-public-good to the private sector and forcing the public universicy
te compete under cenditions of unfair competition in the emerging market for university services,
In the democratic countries, the onset of the crisis was related to this latter teason, especiaily
beginning in the 1980s, when neoliberalism was imposed as the global model of capitalism. In
countries that made the transition from dictatorship to demacracy in this period, the elimination
of the former reason (political control of autonomy) was trequently invoked ro justify the good-
ness of the latter (creation of a market for university services). In these countries, the affirmation
of the universities” autonomy was on a par with the privatization of higher education and the
deepening of che public universities” financial crisis. [t was a precarious and deceiving autonomy,
because it forced the universities to seek new dependencies much more burdensome than depend-
ence on the state, and because the concession of autonomy was subject to remote controls finely
calibraced by the ministries of finarce and education. Consequently, in the passage from dictator-
ship to democracy, unsuspected continuities ran beneath the evident ruptures.

The anset of the institutional crisis by way of the finuncial crisis, accentuated in the last twenty
years, is a structiiral phenomenon accompanying the public uriverity’s loss of priority among
the public goods produced by the state. The fact that the financial crisis was the immediate motive
of the institutional crisis does not mean that the causes of the larter can be reduced to the financial
crisis. The analysis of the structural causes will reveal that the prevalence of the institutional crisis
was the result of the impact upon it of the two other unsolved crises, the crises of hegemony
and of legitimacy. And in this domain, there have been, in the last fiftcen years, new develop-
ments in relation to the picture I described at che beginning of the 1990,
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The public university’s loss of priority in the state's public policies was, first of all, the result:

of the general loss of priority of social policies (education, health, social security} induced by’
the model of economic development known as neoliberalism or neaoliberal globalization, which

was internationally imposed beginning in the 1980s. In the public university, it meant that its
identified institutional weaknesses—and they were many—instead of serving as justification for
a vast political-pedagogical reform program, were declared insurmountable and used to justify
the generalized opening of the university-as-public-good to commercial exploitation. Despite-
poiitical declarations to the contrary and some reformist gescures, underlying this first collision
of the university with neoliberalism is che idea chat the public university is net reformable (any.

more than the state) and that the true alternative lies in the creation of the university market. -

The savage and deregulated way in which this market emerged and was developed is proaf

that there was a deep option in its faver. And the same option explained the disinvestment

in the public university and massive transferences of human resources that, at times, looked
like a “primitive accumularion” on the part of the private university sector at the cost of the
public sector.

The two defining processes of the decade
and the mercanile globalizadon of the university—are two sides of the same coin. They are

the state’s disinvestment in the public universiey

the two pillars of a huge global project of university politics destined to profoundly change the
way the university-as-a-public-good has been produced, transtorming it into a vast and vastly
profitable ground for educarional capitalism. This mid- to long-range project includes different
levels and formis of the mercantilization of the university. As for the levels, it is possible to
distinguish two. The primary level consists in inducing the public university to overcome the
financial crisis by generating its own resources, namely through partnerships with industrial
capital. On this level, the public university maintains its autonomy and its institutional
specificity, privatizing part of the services it renders. The second level consists of the biased
elimination of the distinction between public and private universities, transforming the university
a5 a whole inte a business, an entity that not only produces for the market bur which 15 1tself
produced as a nwrket, as a market of university services as diverse as administration, teaching
programs and materials, certification of degrees, teacher craining, and teacher and student
evaluation. If it will still make sense to speak of the university as a public good when this second
level is attained is a thetorical question.

The disinvestment of the public university

The crisis of the public university as a consequence of disinvestment is a global phenomenon,
although its consequences are significantly different at the core, the periphery, and the semi-
periphery of the world system. In the central countries, the situation is differentiated, In Europe,
where, with the exception of England, the university system is almost totally public, the public
university has had the power to reduce the extent of the disinvestment ag the same dme that
it has developed the ability to generate its own income through the market. The success of
this strategy depends in good measure on the power of the public university and its political
allies to block the significant emergence of the private university market. For instance, 1n Spain,
this strategy has so far been more successful than in Portugal. However, it is important to bear
in mind that, throughout the decade, a private, non-university sector emerged in almost every
European country, aimed at the professional job market. This face led the universities to respond
by structurally modifying their programs and by increasing their variery. In the United States,
where private universities occupy the top of the hierarchy, public universities were motivated
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to seek altermative funding from foundatons, in the market, and by raising tuition fees. Today,
in some North American public universities, the state funding is no more than 50 percent of
the toral budget.

Omn the periphery, where the search for altermative income in the market is virtually
impossible, the crisis attains catastrophic proportions. Obviously, the ills are long-standing, but
they have been seriously aggravated in the past decade by the stare’s financial crisis and the
seructural adjustment programs, A UNESCO report from 1997 about the majority ot African
universities drew a dramatic picture of all sorts of shortages: the collapse of infrastructures, almost
total lack of equipment, miserably remunerated, unmotivated, and easily corruptible teaching
personnel, and litde or no research investment. The World Bank diagnosed the situation in a
stmilar way and, characeeristically, declared it irreparable. Unable to include in its calcula-
tions the importance of the university in the building of national projects and the creation of
long-term critical thinking. the Bank concluded that African universites do not generate
sufficient “return” on their investment. As a consequence, the African countries were asked to
stop Investing in universitics, concentrating their few resources on primary and secondary
education and allowing the global market of higher education to resolve the problem of the
university for them. This decision had a devastating effect on the universides of the African
countries,

This is a global process and it is on this scale that it should be analyzed. The development
of university instruction in the central countries, in the thirty or forty vears after World War
I[, was based. on the one hand, on the successes of the social struggles for the right to education,
translated into the demand for a more democratic access to the university and, on the other
hand, on the imperatives of an cconomy that required a more highly qualified workforce in
key industrial sectors. The situation changed significantly, starting with the economic crisis that
peaked in the mid 1970s. Since then, there has been 1 growing contradiction between the
reduction of public investment in higher education and the intensification of the international
economic competition based on the search for rechnological innovation and, hence, on the
techno-scientific knowledge that makes it possible, as well as on the training of a highly qualified
workforee,

As for the demand of a qualified workforce, the 1990s revealed another contradiction: the
growth of the qualified workforce required by an economy based on knowledge coexisted with
the explosive growth of very low-skilled jobs. The neoliberal globalization of the economy has
deepened the segmentation of the labor markets between countries and within countries, At
the same time, it has allowed both the qualified worker and the unqualified worker pools to be
recruited globally—the tormer, predominately through brain drain and ousonrcing of techaically
advanced services, the latter, predominately through businesses delocalizing across the globe
and (often clandestine) immigration. The global availabilicy of skilled labor permits the central
countzies to lower the priority of their investment in public universities, making funding more
dependent on market needs, Acrually, there is another contradiction in this domain bebween
the rigidity of university training and the volatiity of the qualifications required by the market.
This contradiction was shaped, on one hand, by the creation of modular, non-university, tertary
training systems and, on the other, by shortening the periods of university training and making
the latter more flexible. Despite ad hoc solutions, these contradictions became encemously acute
in the 19905 and had a disconcerting impact on higher education: the unijversity was gradually
transformed from a generator of conditions for competition and success in the market into an
object of competition, that is, into a market of univesity services.
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From universilty knowledyge fo pluriversiiy knowledge

The developments of the past decade presented the university with very demanding challenges, .

especially the public univessity. The situation is near collapse in many countries on the periphery,
and it is difficult in the semi-peripheral countrics. Although the expansion and transnation-

alization of the market for university services has contributed decisively to this situation In recent

years, they are not the only cause. Something more profound occurred, and only this explains
why the university, while siifl the institution par excellence of scientific knowledge, has lost
its hegemony and has been transformed into an easy target for social eriticism, I think that, in
the past decade, the relations between knowledge and society began to change significantly,
and these alterations promise to be profound to the point of transforming the way we conceive

of knowledge and of society. As I sald, the commercialization of scientific knowledge is the .

most visible side of these alterations. However, and despite their enormity, they are the tip of
the iceberg, and the transformations now in progress have contradictory meanings and multiple
implications, some of them epistemological.

that is, the scientific knowledge produced in universities, or

University knowledge
institutions separate from the universities but that retain a similar universicy efhios—was, for the
whole of the twentieth century, a predominantly disciplinary knowledge whose auronomy im-
posed a relatively decontextualized process of production in relation to the day-to-day pressures
of the societies. According to the logic of this process, the researchers are the ones who determine

what scientific problems to solve, define their relevance, and establish the methodologies and

rhythms of research. 1t is a homogeneous and hierarchically organized knowledge insofar as the
agents who participate in its production share the same goals of preducing knowledge, have
the same training and the same scientific culture, and do what they do according to well-defined
organizational hierarchies. It is a knowledge based on the distinction between scientific research

and technological development, and the autonomy of the researcher is translated as a kind of -

social irresponsibifity as far as the results of the application of knowledge are concerned.
Moreover, in the logic of this process of the production of university knowledge, the distine-
tion between scientific knowledge and other kinds of knowledge is absolute, as 15 the relation
between science and sociery, The untversity produces knowledge that the society does or does
not apply, an alternative that, although socially relevant, is iadifferent or irrelevant to the
knowledge produced.

The university’s organization and ethios were created by this kind of knowledge. It happens
that, throughout the past decade, there were alterations that destabilized this model of
knowledge and pointed to the emergence of another model. T designate this transition, which
Gibbons ef al. (1994) described as a transition from “typel knowledge” to “type 2 knowledge,”
as the passage from imiversity kuowledge to pluviversity kiroledge.

Contrary to the university knowledge described above, pluriversity knowledge is a contextual
knowledge insofar as the organizing principle of its construction is its application, As this
application s extramural, the initative for formulating the problems to be solved and the
determination of their criteria of relevance are the resule of sharing among researchers and users.
Tt is a transdisciplinary knowledge that, by its very contextualization, demands a dialogue or
confrontation with other kinds of knowledge, which makes it more heterogencous internally
and allows it to be more adequately produced in less perennial and more open systems, organized
less rigidly and hierarchically. All the distinctions upon which university knowledge is based
are put in question by pluriversity knowledge but, most basically, it is the refation between
science and society that is in question. Society ceases to be an object of scientific questioning
and becomes itself a subject that questions science.
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The tension between these two models of knowledge highlights the extremes of two ideat
evpes. In reality, the kinds of knowiedge produced cccupy different places along the continmn
berween the two poles, some closer to the university model, others closer wo the pluriversiry
modet. This heterogeneity not only destabilizes the current institutional specificity of the
university, it also questions its hegemony and legitimacy in such a way as to force it to evahluate
iself by self-conwadictory criteria.

Pluriversity knowledge has had its most consistent realization in university—indusery
partnerships in the form of mercantile knowledge. But. especially in the central and semi-
peripheral countries, the context of application has been non-mercantile as well—cooperative
and dependent on the solidarity created by partmerships among researchers and labor unioens,
NGOs, social movements, patticularly vulnerable social groups (women. ilegal inmumigrants,
the unempleyed, people with chronic illnesses, senior citizens, those afficted with FIIV/AIDS,
etc.), working-class communitics, and greups of critical and active citzens. There is a growing
sector of civil society developing a new and more intense relationship with science and tech-
nolegy, demanding greater participation in their production and irr the evaluation of their impact.
In multi-ethnic and multinational countries, pluriversity knowledge begins to emerge from inside
the untversity itself, when incoming students from ethnic and other minority groups understand
that their inclusion is a form of exclusion. They are confronted with the tabuia rasa that is made
of their cultures and of the traditional knowledge of their communities. All of this leads scientific
knowledge to confront cther kinds of knowledge and demands a1 higher level of social
responsibility from the institutions that produce it and, consequently, from the universities. As
sclence becomes more ingrained in the society, the society becomes more a part of science.
The university was created according to a model of unilateral relations with society, and it is
this model that underties its current insticutionalism. Pluriversity knowledge supplants this
unilateral notion with interactivity and interdependence, both processes enormously invigorated
by the technological revelution of information and communication.

Demccratic and emancipatory reform of the public university

What is to be done?

In the second part, [ will try vo identify some of the master-ideas that should preside over a
creative, democratic, and emancipatory reform of the public university. Perhaps the first step
15 to identify the subjects of the actions thar nced to be undertiken efficiently to confront
the challenges that face the public university. In the meantime, in order to identify the subjects,
it Is first necessary 1o define the political meaning of the response to such challenges. In light
of the precedent, it beconies clear thae, despite the fact that there are multiple causes of the
university crisis and some of them are long standing, chey are currenily being recontigured by
neoliberal globalization, and the way they affect today’s university reflects that project’s
intentions. As I have suggested for other areas of social life (Santos, 2004, 20035, 20006, 2007),
1 think the only efficient and emancipatory way to confront neoliberal globalization is to oppose
it with an alternazive, counter-hegemonic globalizadon. Counter-hegemonic globalization of
the university-as-public-good means that the national reforms of the public university must
reflect a country project centered on palicy choices that consider the country's insertion in
increasingly transnational contexts of knowledge production and distibution. These will
become increasingly polarized between two contradictory processes of globalization: neotiberal
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elobalization and counter-hegemonic globalization. This country project has to be the resalt’
of a broad political and social pact, consisting of different sectoral pacts, among them an’
educational pact in the terms of which the public university is conceived of as a collective good.
The reform must be focused on responding positively to the social demands for the radical
democratizing of the university, putting an end to the history of exclusion of social groups and
their knowledges, for which the university has been responsible for a long time, starting long
before the current phase of capitalist globalization. From now on, the national and transnational :
scales of the reform interpenetrate. Without global articulation, a national solution is impossible:

The current global context is strongly dominated by neoliberal globalization but is not;
reduced to it. There is space for national and global articulations based on reciprocity and on
the mutual benefit that, in the case of the university, will reconstitute and breaden long-tasting’
forms of intemationalism. Such articulations should be cooperative even when they contain
mercantile components; that is, they should be constructed outside the regimes of international
trade policy. This alternative transnationalization is made possible by the new information and
communication technologics and is based on the establishment of national and global networks,
within which new pedagogics, new processes of construction and diffusion of scientific and
other knowledges, as well as new social (local. national, and global) commitments circulate.

The goal is to resituate the role of the public university in the collective definition and resolution.

of sacial problems that are now insoluble unless considered globally. The new university pact
starts from the premise that the university has a crucial role in the construction of its country’s
place in a world polarized by contradictory globalizations,

The counter-hegemonic globalization of the university-as-public-good is, thus, a demanding -

political project that, in order to be credible, must overcome two contradictory bue equally
rooted prejudices: on the one hand, that the university can only be reformed by the university
community and, on the other. that the univerity will never reform itself. These are very
powerful prejudices. A brief examination of the social forces potentially committed to confront

them is in place. The first social foree is the public university community itself: that is, those

within it interested in an alternative globalization of the untversity. The public university today
is a very fractured social field within which contradictory sectors and interests fight each other.
In many countries, especially peripheral and semi-peripheral ones, such contradictions are
still Jatent. Defensive positions that maintain the status quo and reject globalization, whether
neoliberal or alternative, predominate. This is a conservative position, not just because it
advocates the maintenance of the status quo, but mainly because, deprived of realistic alternatives,
it will soner or later surrender to plans for the neoliberal globalization of the university,
University personnel who denounce this conservative position and, at the same time, reject
the idea that there is no alternative to neoliberal globalization wilt be the protagonists of the
progressive reform that [ am proposing.

The second social force of such reform is the state wself, whenever it is successfully pressed
to opt for the university's alternative globalization. Without this option, the national state ends
up adopting, more or less unconditionally, or succumbing, more or less reluctantly, to the
pressures of neoliberal globalization and, i either case, transforming itself into the enemy of
the public university, regardless of any proclamation to the contrary. Given the close, love-hate
relationship that the State carried on with the university for the whole of the twentieth century,
the options tend to be dramatized.

Finally, the third social force to camry out the reform are citizens collectively organized in
social groups, labor unions, social movements, non-governmental organizations and their
networks, and local progressive governments interested in forming cooperative relationships
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hetween the university and the social interests they represent. In contrast to the state, this third
ocial force has had a historically distant and, ac times, even hostile relatonship with the
university, precisely because of the latter’s elitism and the distance it cultivated for a long time
in relation to the so-called “uncultured” sectors of society. This is a secial force chat has to be
won through a response to the question of legitimacy, that is, via non-classist, non-racist, non-
sexist, and non-ethnocentric access to the university, and by a whole set of Initiatives that deepen
the university’s social responsibility in Ene with the plunversity knowledge mentioned zbove
(more on this below).

Beyond these three soctal forees there 15, in the semi-peripheral and peripheral countries, a
fourth entity that may be loosely called naticnal capitalism. Certainly, the most dynamic secrors
of national capital are transnationalized and, consequently, part of the neoliberal globalization
hostile to the emancipatory reform of the university. However, in peripheral and semi-
peripheral countries, the process of transnational integration of these sectors is filled with tensions.
Under certain conditions, such tensions may lead these sectors to see an interest in defending
the project of the public university as a public good, especially in cases where there are no realistic
alternatives to the public umversity for the production of the kind of technological knowledge

needed to strengthen their tsertion in the global economy.

Conclusion

The university in the twenty-first century will certainly be less hegemaonic but no less necessary
than it was in previous centuries. [ts specificity as a public good resides in its being the institution
that links the present to the medium and long terny, through the kinds of knowledge and traiming
it produces and by the privileged public space it establishes, dedicated to open and critical
discussion. For these two reasons, it Is a collective good without strong allies. Many people are
not interested in the long tern, and others have sufficient power to be wary of those who dare
to suspect them or criticize their interests.

The public university is, thus, a permanently threatened public good, which is not to say
that the threat comes only from the outside; it comes from the inside as well (I emphasized
this aspect in previous work).

The conjunction between factors of internal threat and factors of external threat is quite
obvious in evaluating the university’s capacity for long-term thinking, perhaps its most
distinctive characteristic. Those who wark in today’s university know that university tasks are
predominately short term, dictated by budget emergencies, interdepartmental competition,
professorial tenure, and so forth. The management of such emergencies allows for the Aourishing
of types of conduct and professional that would have little merit or relevance were it possible
and urgens to focus on long-term questions. This emergency-ridden state of affairs, which is
surely due to a plurality of factors, must alse be seen as a sign that powerful outside social actors
are influencing the university.

The proposal I have presented in this chaprer is antipodal to this global and external logic
and seeks to create conditions to prevent it from finding 2 welcoming plot for its local and
internal appropriation. The university is a public good intimatcly connected to the country's
project. The political and cultural meaning of this project and its viability depend on a nation’s
ability to negotiate, in 2 qualified way. its universities” insertion into the new transnatonai fields.
In the case of the university and of education in general, this qualification is the condidon
necessary for not making the negotiation an act of surrender and thas marking the end of the
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university as we know it. The only way to aveid surrender is to create conditions for a
cooperative university in solidarity with its own global role.

MNoies

i This chapter has been translated by Perer Lownds of the University of California, Los Angeles
(UCLA). The firse version of this text was presented in Dragilia, on April 3, 2004, in the context
of the official calendar of debates about university reform organized by the Brazilian minister of
education, Tarso Genro, A much larger version of this text was published in: Rhoads, L. and Torres,
C.A. {edsy (2006) The nuiversity, state amid markets — the political cconomy of globalization in the <mericas,
Stanford: Stanford University Press.

A chapter in the book Pela Mio de Alice (1994) Oporto: Afrontamento.
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