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Summary

The research addressed the question; how has differentiation and division
become manifest in a comprehensive school formed from the amalgamat-
ion of a grammar and secondary modern school? This was examined at
three interrelated levels: organisational, perceptual and interactional.
The research used a variety of qualitative methods arising from an
ethnographic approach including participant observation. Interactionism
and personal construct theory provided a theoretical framework whilst
the research was set in the context of the reform of secondary schooling
to comprehensivisation,

At the organisational level the research reveals how setting and banding
are related to; teacher typifications and expectations of pupils; pupils'
examination results; the option system and subject accessibility, strat-
ified in relation to professional or manual occupations; and pupils'
educational career and occupational expectations. Teachers are shown
to differentiate between one another, with a division of labour being
dependent upon teachers' previous school and the pupils they are consid-
ered qualified to teach.

At the perceptual level the school organisation is examined from the
pupils' perspective. Setting and banding are influential on pupils' per-
ceptions of their peers who acquire setting or banding identities. These
are related to pupils' perceived attitude to work, intelligence, personality,
their social and socio—-economic status, sexual stereotyping and pupils'
self concept. Pupils also differentiate between teachers, their status
being dependent upon the type of pupils they teach.

The interactional level draws onn organisational and perceptual levels
of analysis and shows how academic and less academic pupils utilise
different working practices. These are related to teacher and pupil
strategies which differ according to pupils' band allocation and exam-—
ination results.

The major conclusion is that pro- and counter-school pupil cultures
emerge from the first year onwards and are related to the dominant school
~values and the division of labour, with setting and banding and the select-
‘ion process contributing to divisions in the school. The implication is
that these divisions in the comprehensive school replicate divisions that
occurred between grammar and secondary modern schools.

DIVISIONS TEACHER PUPRIL INTERACTIONS PERCEPTIONS
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ABBREVIATIONS USED IN TRANSCRIPTS AND TEXT

o a8 denotes pause in conversation or interruption

Coong demotes part of transcript or quotation omitted



INTRODUCTION

The research is a detailed study of a comprehensive school,

Westward High which, five years. prior to the cammencement of the field
work, was formed from the amalgamation of a'grammar and secondary
modern school. I-il.lchlof the data collection and the analysis to be
presented are concerped with the effects of camprehensivisation on
these two schools after amalgamation. The initial concern of the
research stemmed fram an interest in the use of participant observation
of classroom interaction. Influential in this area was the Ford Teaching
Project (1972-1974. 1975; see Adams, 1980), which used a tape-slide
technique to record classroom interaction. The Project utilised
triangulation techniques to elicit teacher and pupil interpretations

and set these alongside the researcher's own observations. Triangulation
techniques were also used in the research at Vestward High, with
classroam interaction being recorded on videotape and viewed by teacher
and pupils, rather like an 'action replay'. In this way they became
audience to their own actions. This approach was used because it
seemed to be more illuminating and revealed the fine grain of detail
of what went on in the classroam, unlike the input-output model -
dominant in educational research prior toithe 1970s,which considered
neither the process nor. sought the participants own commentaries on

their action.

However, it was made apparent that to unders't;'and more fully classroom
interaction it was necessary to look bevond the classroam to the school
itself, and beyond the school to the wider influences of society. At
Westward High teachers and pupils seemed to distinguish between pupils
accow_;djng to their band allocation, which had implications for a

'deviant' sub-culture. As Delamont (1978) argues, ''classrocm processes
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can only be understood if their context is understood" and that
"understanding what is going on in any specific classroam may be
dependent about knowing about (...) these three levels - national,
institutional and individual". Chapter 1, therefore, examines processes
of differentiation and division at these three levels. -The hational
context considers differentiation and division between schools with
reference to the movement of secondary schooling to camprehensivisation.
This is because many parallels between grammar and secondary modern
schools were revealed in the course of field-work at Westward High,
The term 'academic' is used freguently and this can be defined as
someone whose study is concerned with the abstract and principles ratfler
than practical applications. Differentiation is also analysed at the
institutional and individual level which draws on the interpretive
perspective and interationist research. Interactionism can be defined
as ''the process through which men construct their actions' (Blumer, 1962).
The final section of the chapter outlines a mmber of campatible
perspectives which endeavour to explain differentiation, division and
deviance in schools. Consequently, these different levels of analyses
were incorporated into data collection which took as a central concept
differentiation and division.

An outline of the ethnographic method, utilising symbolic interaction
theory and personal construct _theory, is given next. The chapter
details how the research changed from the narrow focus on classroam
interaction, broadening in the cotrse of field-work to encompass data
on teacher and pupil perceptions of each other. The resuit_s of the
research are then outlined in three interrelated sections., Data are
presented in the reverse order in which they were collected because
although the researcher gained access to data which led to an
awareness of the processes of differentiation and division, an

understanding is best achieved by outlining how the school organisation
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affects teacher and pupil perceptions and expectations, and how
this is related to classroom interaction. Data collected at each
stage demonstrate the existence of these processes. As Hargreaves

points out:

"The difference between interactionism and other approaches
is that the interactionist cammot get away with assuming or
asserting the existence of social or structural integration.
He has to demonstrate it.

(Hargreaves, A., 1980, p207)

In Chapter 3, the first part of the findings, data are offered
on how differentiation and divigion between pupils are related to
organisational devices which the school utilises to sort and segregate
pupils. The Chapter lays the basis of how divisions between teachers
and pupils de.f\..relop and contimue from the first year omwards. In
Chapters 4, 5. and 6,.the sec-orﬁ part of the findings, data are given
on how pupils themselves perceive each other and teachers in relation
to the school organisation. These data, drawn from first, fourth and
fifth year pupils, consolidate and buil& upon the data already
presented. .

In Chapters 7 and 8 the focus of the research narrows to a
comparative analysis of two classrooms. These pupils were selected
because they represented, with reference to the school's ofganisation,
and teacher and pupil perceptions, distinct and different types of pupils.
Data on pupils' working practices and teacher and pupil strategies form
the major part of the data and analysis presented and reveal how

differentiation and division within the school operate at elassroam level.

The conc¢luding chapter draws together the findings fram the
organisational, perceptual and interactional levels and discﬁsses how
and why differentiation and division occur at the school. There is
also discussion on the implications for change, not only within the
school itself, but the whole notion of schooling is questioned, with

consideration being given to same alternmative approaches.



14
CHAPTER ONE

PROCESSES OF DIFFERENTIATION

In considering the processes of differentiation, a distinction
will.be made between what can be called 'the national context' (Section 1)
and the 'institutional and individual level' (Section 2). An outline of
the various and sometimes opposing perspectives which seek to explain
deviance and conformity will also be offered (Section 3). f.'L'hese three
.levels of analyses and explanations constitute what can be called "1ayers-
of meaning" (Meighan and Barton, 1979). -

Section 1: The National Context

A critical examination of the function of aspects of differentiation
and division with respect to four interrelated areas will be examined.
These consist of the typology of pupils and schools; the -option system
;"md the stratification of knowledge; knowledge. acquisition and

preparation for life; teacher differentiation and cultures.

I'T TIypology of Pupils and Schools

Who gets what sort of knowledge and in what amount is a contentious
issue in education and educating, as Morrish points out:

"There are ways of keeping péople ignorant other than by

simply ignoring their educational needs; they can be taught

enough and in a selective mammer to make them even more the

instruments of political engineering."

_(t-brrish, 1970, p3)

Anzlysis of processes of differentiation and division betweenpupils suggest
that as certain means of separating pupils lose favour, other types of
divisions appear to flourish. For instance, we may now view as incredible
and indefensible the 17th century notion of pupils' access to knowledge
being in terms of divine stratification, that "God had created each man's
estate and it was the individual's finction to fulfiil his station in
life" Qbrrish, 1970). Ve mav be critical if edﬁéation is used solely as

a strategic device to combat vice, irreligion and more particularly the



15

"'subversive tendencies among the poor'' (Bamard, 1969). In other words,
that education was used only to keep people in their place. Criticism can be
mdde of . those who made education available to the 'lower orders' in the
18th century in terms of the rudiments of arithmetic and English for the
sole purpose of making them more efficient in their workplace so that the
owners of the factories could reap better profits. The provisional temm
has been used because, it will bevargued, differentiation and
division between pupils continues.

Differentiation and division between pupils have long been synonymous
with the key featureé of the institution pupils attended. This has taken a
variety of forms. A long-standing one being private schools for the upper-
classes and state schools for the masses (Curtis, 1967; Musgrave, 1968;
Barnard, 1969). Another form of segregation is based on gender with one
type of school for boys, another type for girls which, when combined into
mixed schools tended to continue the differentiated and distinct curricula
for boys and girls (Byrne, 1978). Pupils were segregated by age, with a
division arising between infant, junior, nn'.ddlé and secondarv schools
to replace the all-age schools and classes. Of course, pupils have long
since been segregated by their religion (Curtis, 1967; Barnard, 1969) with
further divisions likely to centre around ethnicity (see Meighan, 1986).
The Hadow Report (1926) developed another means of segregating pupils by
clearly identifying particular types of pupils who should attend a grammar
school whilst the majority were decl:_;red more suited to a secondary modern
school. The differentiation by the Hadow Committee was to be translated by
the Norwood Report (1938) into the formulation of "'rough groupings' of
pupils. The Report argued that "the evolution of education has in fact
thrown up certain groups, each of which can and must be treated in a way
appropriate to itself'. It was to be a simple matter of fitting pupils to
particular institutions, grammar schools becoming the most prestigious,
followed by techmical schools, with the majority going to secondary modern
schools. Each child, then, was conferred quite clearly with a particular
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aiidt irrefutable educaticnal idantity which corresponded to the school he-
or she attc—m@ed.
The grammar school pupils was depicted as being interested in learning
for its own sake, he could grasp an argument and follow a piece of
mected reasoning. Such a pupil, it seems, was interested in causes
and wished to discover how things come to be; he was sensitive to language
and had a mind which could lend itself to understanding principles. 'He
could take a long view'', the Norwood Report asserted, '‘and hold his mind
in suspense''., The earlier narrow focus of the older grammar schools with their
concentration of Latin and the languages was glossed over by the Report and
it reasserted that the institution of the grammar school had "maintained an
ideal of intellectual effort and a disinterested attitude to knowledge".
Having attained a high status historically, the grammar school traditions
were above question. Whereas the grammar school pupil was perceived to
be suited to intellectual pursuits, the technical schools were not to be
instigated to satisfy pupils' intellectual needs but to "prepare boys and
girls for taking up particular crafts, engineering, agriculture and the
like'". The Norwood Report justified this division on the groups that the
technical pupil had, in fact, a different mind to the grammar school pupil.
Whilst grammar school pupils were assumed to be intelligent, technical
school pupils had, by definition, only "moderate' or 'not great' intelligence.
Most pupils were classed by the Norwood Report as being secondary
modern school pupil types. The Comuittee offered a long list of attributes
that could be assigned to this type of pupil to justify their division from
their gramar and technical school counterparts. Such a pupil, it was claimed,
suffered (implying a defect in this type of pupil) from an intellectual,
tumel-like vision. He could see only along a single line of study and
could not relate to other branches of knowledge, "his horizon is near and
within only a limited area, his movement is generally slow, thougH it may
be swrprisingly rapid in seizing a particular poiﬁt or taking a special

line" (The Norwood Report, 1938). Of particular ooncern was the way in
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the secondary modern school pupil was depicted as being more interested in,
and able to deal more effectively with, ''concrete things than with ideas".
This aspect will be discussed more fully later. The Norwood Report substituted
divine stratification for stratification based on a typology of pupils
related to particular institutions. Not suprisingly, the Report had many
critics. For instance, Curtis (1954) is scathing in his condemation of the
tripartite system: ''the suggestion seems to be that the Almighty', he
retorted, "had benewolently created three types of child in just these
p.roportion.s which would gratify educational administrators' (cited by
Rubinstein and Simon, 1973). More particularly, the system of selection and
division of pupils at 11+ enabled pupils to be easily segregated for their
future occupations. The system not only accentuated divisions within society
between middle class and working class, it acted as a means of transmission

~ of these different cultures. In fact, the tripartite system was never meant
to bring about any changes in society through the educational process as was
promulgated for comprehensivisation.

To understand how pupils were to be so easily conferred with particular
and divergent "educational identities' (cf Keddie, 1971), it is necessary to
trace some of the assumptions and claims that it was possible to differentiate
between pupils by the age of eleven. The Norwood Committee had accepted with-
out question the evidence presented to the Hadow Committee by Sir Cyril Burt.
He reported that there existed a gemeral factor of intelligence, an all-round
intellectual ability which is inherited- or immate. Burt argued that the
crucial aspect of the theory was that every child was born with a given
amount of 'intelligence' which remains constant throughout life, is fixed
and unchangeable and is "a direct product of genetic endowment and not
subject to educational influence'. It seems that this ''general factor of
intelligence" begins to level off after a child is ten:years old so that by
twelae-yearsof age, pupils needed to be ''grouped according to their capacity,
not merely in separate standards but in separate types of schools' (in a

memorandum in the Appendix to the Hadow Report). Burt's undoubted influence
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contributed to the whole notion of streaming prevalent in primary schools
prior to the 1960's and unquestionably adopted in the organisation of second-
ary schools (Barker-Lirm, 1970; 1982) . With the passing of Butler's 1944
Education Act the selection of pupils for particular schools hinged on
the notion that the general factor of intelligence could be accurai:ely
measured and was fixed by the age of eleven years. There are, however,
a number of inconsistencies and problematic elements which surround the
whole notion of selection of pupils according to intelligence.

Firstly, after Burt's death, growing controversy over his hereditary
theory of intelligence culminated in the allegations that a mumber of his

experiments had been faked. Indeed, the two field workers attributed by

Burt as having been responsible for the collection of data could not be
traced and appeared to be ficticious inventions by Burt (see Hearnshaw, 1979).
Secondly, the Norwood Report interpreted Burt's advocacy of ''separate types
of schools" as J'_nfefr:i:zg separate types of minds. Burt himself argued
against this notion of tripartite divisions and reaffirmed that the general
factor of intelligence as being in no way related to the idea of qualitatively
different aptitudes producing qualitatively different types of minds
(Hearnshaw, 1979). Not only had Burt's major contentions of immate intel-
ligence been seriously questioned, but his proposals for the selection of
pupils had been manifestly misinterpreted as supporting arguments for
tripartite divisions between pupils. Thirdly, more recently the whole

notion of IQ tests havie been questioned on philosophical, sociological and
psychological grounds. Squibb (1973'). argues that IQ test favour middle-

class culture and have little meaning for immigrants whose culture is
different‘ fram K-Ies.tem culture. Furthermore, the notions of intelligence

are not objective but construct which may be socially constructed

(Berger and Luckmamm, 1967); different groups may have their own forms of
intelligence, intelligent thief, intelligent rugby player and so on

(Squibb, 1973). A multiple theory of intelligence has been advanced which
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relates to different constellations of knowledge (Gardener, 1984).

The need to abolish tripartitism, however, was to rest on other
notions., namely that separatism was socially wnjust. The 1944 Education
Act itself did not rule out a single type, muiti-lateral or bi-lateral
school since the wording was ambiguous; but whether all pupils were to be
situated in one school or, through selective processes, were to go to
one of three schools, they were still to be classified by distinct types.
Of course, secondary schools after the implémentation of the Act in 1947
were mostly polarised between grammar and secondary modern schools since
few technical schools had come into fruition (the Crowther Report, 1959).
Although the 1944 Education Act, published in time of war, had made an easy
passage through parliament (Barnard{ 1969), there was a growing political
interest in education. The pressure from the Labour Party to end
segregation of pupils across different schools had begun to gather
momentum in 1950 with the passing of thé resolution calling on the -
Govermment to implement the party's policies on comprehensive schools
(Morris, 1970; Shaw, 1983). In 1953 the Labour Party's 'Challenge to
Britain" document set the proposals to abolish the tripartite divisions
which they believed simply mirrored the existing social class distinctions
in Britain. The idea of the comprehensive school was embraced by the
Labour Party and its followers as being more likely to eliminate the
varying status which these different types of schools were said to possess
and represent. The comprehensive school would develop a common social
understanding between pupils since'fn}zpils would be housed in one building
(Morrish, 1970). How this was to be achieved and how the emergent campre-
hensive schools were to be organised were problematic.

Reynolds and Sullivan-.(1981) suggest that the official policy of the
Labour Party in the 1964 general election advocated a comprehensive school
as offering an upward mobility for the working classes. Wilson's plea
for "grammar schools for all", Reynolds and Sullivan argue, had substantial
electoral gain since the grammar school had status, particularly with the

f (Ii
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middle~classes and the aspiring working-classes. The statement quite
clearly demarcated between forms of education and effectively gave a seal

of approval for a grammar school type of education to be of a high status

in the new comprehensive schoc;ls. Wilson's plea for increased access

to grammar school education was made clear in the motion passed in the
House of Comons on 21st January, 1965. The motion vowed that the
comprehensive schools would ''preserve all that is valuable in grammar

school education for those children who now received it and make it
available for more children' (IES Circular 10/65). The divisions between
schools were of more @cem than any possible divisions within schools.
Consequently, Anthony Crosland, whilst advocating the value of comprehensive
schools' mixing of "all sorts', considered it would be ''against commonsense'
to abolish streaming within the comprehensive school. More particularly,
Crosland assumed that divisions between pupils were simply caused by the
physical separation of pupils. Whereas in 1947 the New Secondary Education
pamphlet had implied that parity of esteem between the different types of
schools needed to be achieved by the schools themselves (representing
schools of equal value), it was assumed that parity of esteem was to come
about automatically in camprehensive schools whose pupils congregate under
one roof (representing pupils of equal worth):

"The object of having comprehensive schools is not to abolish
competition and envy, which rather might be a hopeless task,
but ‘to avoid extreme social divisions caused by physical
separation into schools of widely divergent status, and extreme
social resentment caused by .failure to win a grammar (or, in
future, public) school place, when this is thought the only
advance to middle class occupation."

(Crosland, 1956 cited by Shaw, 1983)

For Crosland the middle-class occupation carried with it prestige.
Furthermore, within this long sentence he had éncompassed various assumptions
about what constituted comprehemsive education. These concerned theories
of learning, with competition between pupils being favoured over, for
instance, co-operation between pupils. Crosland portrayed the grammar

school type of education as being of a high status compared with other forms
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of education. His idea of a comprehensive school, like that of Wilson's,
was to make this type of education available to more pupils.

The 1-011.018 notion of how comprehensive schools were to be structured
was not at all clear. For instance, the Goverrment circular, DES 10/65
which outlined various types of comprehensive schools, gave no clear guide-
lines on how they should be organised. Ball (1981) suggests there are three
distinet models on which comprehensive schools are organised. These are
the meritocraﬁic, the integrative and the egalitarian. The meritocractic
wolild appear to be a replacement for the Norwood Report's three types of
mind ideology of the tripartite system since it offers "an equality of
opportunity based on the achievement of an 'efficient' educational system'
(Ball, 1981). . The integrative model placed emphasis on the importance of
citizenship and the eradication of social differences which were to be
achieved through the social mixing of all pupils in one type of school.
However, like the meritocratic model, it failed to take account of the
curriculum or class room as important areas to be considered as part of
the process of reform. The egalitarian model, whilst not opposed to
academic excellence or improved social relations, emphasises the need to
change the ethos and structure of the teaching/learning process in schools
as being an important and necessary step if schools are to be truly
comprehensive. Most early comprehensive schools were of the meritocratic
type, few were egalitarian whilst most drew on all three models (Ball, 1981;
Burgess, 1983). _ _

In any analysis of the process. of differentiation and division between
and within schools, it is necessary to outline how different forms of
knowledge through particular types of curriculum were made available to
different types of pupils. To understand more fully the implication of
separatism across schools,and, indeed, within schools, it is necessary to
explore the assumptions .made by those Wwho advocate the fit between pupils

as types and their access to and acquisition of pai:ticular forms of knowledge.
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1.2 The Option System and the Stratification of Knowledee

Bernstein (1971) sees knowledge, its transmission and accessibility,

as part of the complex power structures in any society:

"How society selects, classifies, distributes and evaluates
educational knowledge it considers to be public, reflects
both the distribution of power and the principles of social
control."

(Bernstein, 1971, p47)

He suggests that different types of pupils experience different lmowledge
codes: collection code with strong subject boundaries, integrated code with
weak subject boundaries. i(ncwledge is also differentiated according to
whether it progresses from surface. structure to deep structure (collection
code) or from deep structure to surface structure (integrated code). For
Bermnstein the notion of framing of knowledge is important, that is, how
knowledge is organised, transmitted and received in schools. In the
discussion of differentiation and division between pupils, Bernstein's

arguments have much relevance:

"The frames of collection code vary early in the child's life
socialise him into frames which discourage comnections with
everyday realities, or there is a very highly selective
screening of the commection (...) Such frames also makes
educational knowledge something not ordinary or mmdane but
something esoteric for those who possess it."

* (Bernstein, 1971, p58)

This analysis suggests that the weakening of the frame is a movement towards
rbn—school everyday comumity knowledge which "occurs usually with the less
‘able' children who we have given up educaring” (Bernstein, 1971). It is
not so much that these ''less able' children do not receive any education,
it is the ‘type of education that they receive which is of particular concern.
Successive govermment repofts had advocated the need for the so-called
average and less able pupils (those pupils who were assumed to make up the
majority) to be given a curriculum that was of a practical and réalistic
nature, based on these pupils' assumed interests. and related to the direct

experiences dravm from their everyday life. The Hadow Report (1926)
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distinguished quite cleariy between the curricula of grammar schools and
the modern schools. Modern schools' curricula had a practical bias because
these pupils, en bloc, were considered to possess an educational identity
which related "'towards things practical, (their) intellectual activities
are most strongly stimulated when they are directed towards practical ends"
(the Hadow Report, 1926). These sentiments were echoed by the Crowther
Report (1959) and the Newsom Report (1963).

The emphasis on the practical bias for the modern school pupils was
to be accenmated.dm-.ing pupils' last two years in school as part of their
preparation for occupations. Along with the notion of practical activity
was the emphasis on an education for these pupils that was realistic. This

o

'realism' in education was to take account of the pupils' "everyday
enviromment'' with knowledge acquisition being related to 'the facts of their
everyday life" (the Hadow Report, 1926). This is clearly what Bernstein
réfers to as non-school, everyday commmity-based knowledge. Access to
mledge was restricted for most pupils to the everyday and local enviromment,
whilst the minority grammar school pupils were offered a curriculum of a
scientific and literary nature which would lead to deep structured,
educational knowledge. This was freed from ''the particular, the local,
through various languages of the sciences or forms of relexiveness of the
arts which makes possible either the creation or the discovery of the new
realities" (Bemstein, 1971). Advocating a curriculum based on pupils'’
local enviromment and interests rather than extendin;g their education to
cover wider concernsis problematic for at least two reasonms.

Firstly, the Hadow Report and the Newsom Report, among other reports,
assumed that it was not necessary to construct the curriculum of grammar
school pupils from their interests; or that these pupils were assumed to
have different interests from modern school mils, which naturally necessit-
ated that they be offered a diet of abstract, deep structured knowledge.
Secondly, these reports assumed a direct link between types of curricula

and theories of learning. Consequently, emphasis on practical activities
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for modern school pupils were considered enough to ''secure their interests
and show them the bearing of the teaching on their everyday life" (the
Hadow Repoft, 1926). This type of 'realistic' education, affiliated to the
practical and belonging to the 'real' world, was to be a powerful means of
dividing pupils. The assumption was that grammar school pupils had
substantially different ways of learning to the 'ordinary', 'average' or
'less-able' modern school pupils.

These policies simply reaffirmed the modern school pupils' low level
status compared with grammar school pupils in relation to knowledge acquisition
because they were confined to the particular here and now ef the local and
the immediate. The Hadow Report, like the New Secondary Education pamphlet
(1947) over twenty years later, and the Newsam Report over thirty-six
years after the Hadow Committee, was recommending that education of other
than grammar school pupils should ''take colour' (the Hadow Report, 1926)
from pupils' local envirorment. It was assumed that most::of these pupils
"will be prepared for a life in it" (New Secondary Education pamphlet, 1947).
The curriculum of mathematics and science illustrates quite clearly the
restrictions that were placed on the curriculum for many modern school
pupils. Mathematics was limited to "’household or garden accounts" (New
Education, 1947) and "'social arithmetic"was advocated by the Newsom Report to
be related to the immediate and practical needs of pupils such as calculation
of gas and electricity accounts, rates and taxes. The divisions between the
different sciences were merged into what Bernstein refers to as a ''relational
idea". The Newsom Report pointed out ‘that it was "'doubtful whether these
divisions have a natural relationship with the requirements of our pupils"
and, by implication, assumed that such divisions were quite proper for
grammar school pupils. The argiment here is not whether such divisions
between such subjects should or should not exist. Rather it is the case
that the integration or blurring of boundaries between subjects for certain
pupils, itself devalues the knowledge structure for those pupils since

the prestigious grammar school pupils experience a_-radically different
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curriculun from that offered to modern school pupils. Furthermore,

modern school pupils were assumed not to want to brezk out of their
environment, indeed it would seem they received little or no enaocuragement
to do so. The school, then, transmitted cultural expectations to pupils
through the curriculum they received in school. These predominantly
working-class pupils were trapped in an enviromment in which, unlike their
grammar school contemporaries, there was not much room for amy sort of job
mobility. Even if pupils had wantedto choose, choices were being closed
off.

In view of these detailed rationales of differentiation and stratification

of knowledge, it is surprising that until recently there had been little
research carried out into how developments of 4th and 5th year subject
option schemes operated in schools. The Crowther Report (1959) had
argued that option schemes be developed in bi-lateral or comprehensive
schools. For the Crowther Conmittee the notion of an option scheme was

a strategic device to avoid pupil failm:e in school so that pupils could
be matched to particular curricula suited to their needs. Curriculum
options were assumed to be a unifying force, drawing pupils together.
However, Woods' (1976; 1979) analysis of the option system in a secondary
modern school prior to becoming a comprehensive school, revealed that
pupils' ability to select option courses was a mere ''contest" mask which
gave only "an illusion of a range of choices'. The option system not only
ensured that differentiation between pupils remained as strong as twenty
or thirty years earlier, but the néw‘ form of segregation consolidated

these divisions, as Woods points out:

"Pupils have been 'channelled', that is to say selected (at 11+,
and no doubt earlier) and selected again (in the school's streaming
arrangements and possibly hidden streaming before) long before

they come into the third year; different social origins lead to
different educational experiences, the difference being reinforced
by prevailing pedagogical paradigm; and these differences have
repercussions for what is taught to different pupils."

(Woods, 1979, pp 60-61)

Hargreaves (1982) argues that curriculum and subject choices contain
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hidden messages promoting as inferior particulér subjects. These curriculum
choices are an accumilation of pupils' educational career or routes through

the school, as Woods suggests:

'"Years of interaction, tests and examinations have taught them
their place. By the time of the third year these processes
have completed the sifting and groups have worked out their
modi-vivendi, they may choose only within their pre-ordained

route..."
(Woods, 1979, p36)

A similar process was observed in a comprehensive school by Ball (1981).
He argued that thé whole notion of '"free choice' was misconceived and

that there were important constraints as to whether pupils could study
subjects at '0' level or CSE. Not only were choices limited by option
lines, but pupils' "banded educational identities'' were related to the type
of curriculum made available to pupils. Ball suggests there is a subtle |
process of "0081—1418 out" (from Goffman, 1962) over-aspiring lower band - -
pupils and 'warming up' under-aspiring top band pupils. Whilst top band
pupils were geared towards 'O' levels, the lower band pupils were geared
towards taking CSE or non-examination subjects.

Woods and Ball offer no detailed content analysis of what forms of
knowledge are made available to different pupils. Woods refers :only to
pupils who follow an instrumental curriculum geared towards examinations and
occupational qualifications. Non-exam pupils follow an expressive.
curriculum deliberatdy geared towards "education for citizenship", covering
such areas as social studies, envirormental studies and comumity studies.
This resembles~the analysis outlined previously in relation to Bernstein's
everyday, commmnity-based knowledge. Other research by Grafton et al.

(1983a) was concerned with differentiation of educational experience according
to sex. Grafton et al. noted how pupils needed to have "prior discussion'
with a tutor before boys.could take the family and child option or girls

who wanted to take woodwork or metalwork had to 'show a sincere desire' to

do so. Research by the Schools Council (1982) on option choices for fourth

year pupils and the analysis by Eggleston (1977) in relation to what he
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refers to as deep divisions between pupils through subject differentiation,
indicates that option schemes are as divisive a system of segregating .pupils
as was the division of pupils across different types of schools.

Clearly, an analysis of the ways in which different kinds of subjects
are marketed to pupils under the option system and how much this acts as a
device for segregating pupils is of ‘considerable interest. Bernstein argues
that the knowledge structure in school carries with it a label of social
significance. Thus pupils who experience one form of knowledge as opposed to
another form (integrated code for the less able; collection code for the most
able) acquire particular educational identities. Once these screening
procedures (viz-a-viz option choices) have been operated, it is very difficult
to change a pupil's educational identity. What is of most concern in this
emerging form of segregation is that such procedures carry with it
implications for pupils' future occupations. The Crowther Report (1959)
emphasised the academic versus craft dichotomy between different pupils,-
whereas the Hadow Report (1926) clearly saw modern school pupils in terms of
being 'not learners but doers, in some small way creators'. Somehow the
notion of learning by mﬁg, as part’'of the educative process, was considered
suitable only for the 'less able'. Mare_ particularly, the Newsom Report (1963)
the so-called champion of secondary modern school pupils, merely reaffirmed
their particular status with respect to job stratification since Newsom pupils
were expected to obtain practical jobs concermned with "making and doing''.
Clearly, in any consideration of segregationist policies aﬁd divisions
between and within schools, there is a need to examine how curricula J.n
schools are related to occupational expectations and notions of employment

for pupils conferred with particular and distinct educational identities.

1.3 EKnowledge Acquisition and Preparation for Life

It has already been noted how knowledge acquisition for the less

able was of a practical nature and related to the needs of their immediate
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and local envirorment (1.2). School, commmity, family and pupils'
destined workplace were all comected by various govermment reports: sirice
1926 to what pupils did at school. The Hadow Report remarked that school -
work was "'obviously related to the world of work as they (pupils) see

it in the lives of their parents, their older brothers and sisters and

. their friends". Emphasis on the raising of the school leaving age to 16
was seen as being useful in relation to pupilsi vocational interests. In

a similar way the Youth Training Scheme (YIS) in. the eighties can be viewed
as a muted form of raising to seventeen the age before which a person can
start a fﬁll time occupation. These last two years, the Hadow Report argued, -
were to be utilised to prepare pupils for occupations. Segregationist
policies were again aligned, as they had been in the schools of industry of
the 18th century (Morrish, 1970), to "the broad divisions of the world of
work' (the Newsom Report, 1963). The world of work, everyday commumity
knowledge, pupils' interests, all merged with the notion of occupational

expectations:

"Many of our boys are going to work with their hands (...) In not

so many years time, as young married men, they will likely be busy
with domestic power tools and do-it-yourself kits, with home
decorating and the building of garden sheds and garages. It would
seem wholly sensible to plan courses for some of these lads centring
around the use, perhaps the making of tools; the handling and working
of various types of materials, the operating and maintenance of
machines. Such work could be realistic in relating its materials

and examples to the dominant industries of the area."

(the Newsom Report, 1963, par. 111 p36)

Here was a blatant sex discrimination against girls since they were assumed
not to want nor be capable of engaging in practical activities or using
tools. The Report simply reinforced the practical area of the curriculum
as being male dominated. Furthermore, the Report specifically assumed
either that academic pupils will have no recourse to use tools in their
job or at home, or they were assumed to know how to use them without the
need for further instruction in school. School was to prepare pupils

for the world of work so that "'sometimes there will be a direct relationship
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between what is done at school (...) and the work that is taken up"

by pupils when they Ieave school. The Newsom Report argued that if

this was the case, ''so much the better' because this would be an "education
that makes sense' for these pupils.

Differentiation was not only between different pupils as types, but
the Report made explicit a sex discrimination between Newsom pupils. If
jobs for the less able boys were related to the practical and industrial,
semi-skilled or un-skilled working class jobs, the expectation was that
girls would take jobs in offices, shops or clothing manufacturing industries.
The Newsom Report promoted what it said were girls' tendencies and
preoccupation with personal appearance and interests in boyfriends, and
built these elements into the fabric of the curriculum. The Report remarked
that since "many girls were ready to respond to work relating to the
wider aspects of homemaking,afamily life and care and upbringing of
children', these aspects should be incorporated into the curriculum. More
recent observations by Woods (1979) suggest that non-examination girls who
are usually dissonant in most lessons, conform in lessons which are directly
related to child -care or lessons about family life.

There is growing evidence that curriculum options demarcate between
academic, job orientated pupils and less academic pupils who follow an
expressive curriculum. Girls of lower academic ability, it seems, are
more likely to be offered and to choose subject options concerned with
child care or education related to home life (Grafton, et al. 1983a; 1983b).
Such options may have little or nngaring on pupils' future occupations.
However, what is clear is that iwhere choice is offered, the academic and
aspiring pupils choose subjects which lead to qualifications relevant to
occupations (Woods, 1979). Furthermore, Woods notes that whether pupils
like or dislike subjects was of little concern when related to their
potential access to particular occupations. Thus, as Hargreaves (1982)

and Woods (1983) point out, the seeds of division between pupils were now
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growing within an option system which contained certain subjects classed
as being of inferior status.

The development of paﬁicdu types of curriculum for the so-called
less able can be a valuable aid to promote pupils' interest in school and
to stave off pupils' disaffection. As long ago as 1926, the Hadow Report
had seen the value of this approach with pupils who were uncommitted to
school work. In :Eact, the examination suggested by the Below Report (1960)
which became the CSE, was to have a "tc;vnic effect" and was to act as a
goal to stimulate the less academic pupils into working in school for a
purpose. However, whilst such aims may have been laudable in their own
right, in practice these examinations di fferentiated fu.r:ﬂ'ter between pupils.
They were, and have been ever since, considered asmuch lower status than
GCE subjects, which were originally only taken by the grammar school
pupils (alﬁlmgh some secondary schools did offer the examinations to the
top streams - see Hargreaves, 1967), and recently the more able pupils in -
comprehensive schools: Subjects taken at CSE level confirmed pupils'
educational identity; as Pedley (1978) points out, "it (refined) further
the educational ranking order'. what. can be suggested is that the ~CSE
examinations may have been of greater benefit to the teachers in terms of
making classroom teaching more easy for them because ﬁnre pupils were
more willing to be taught. Woods (1980) puts it bluntly when he suggests
that the CSE has been the biggest aid to teacher survival since the war.

1.4 Teacher Differentiation and Cultures

The division between schools and the differentiated option system across
these schools, and indeed, within comprehensive schools, has implications
not only for what is taught to particular pupils but also for teachers who
taught them. Particular types of teachers were to be matched to particular
types of pupils. Built into the fabric of teaching and formalised in types
of teacher training, was the notion of teacher differentiation.

Hargreaves (1980) suggests three related themes in teacher differentiation

status, skills versus knowledge and hierarchy. 1In the 1840s there was a
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distinction made between teacher status since teachers in the public schools
were typically Oxbridge clergymen. The elementary schools, in:.contrast,
were staffed by pupil teachers and college trained teachers; the latter
being "recruited from the offspring of domestic servants, small tradesmen
and skilled manual workers' (Hargreaves, 1980). A hundred years later this
form of differentiation was to be found, though in an attenuated form, in
the tripartite system. Indeed, the Hadow Report (1926) argued that the
recruitment of teachers needed to teach the average or so-called less sble
pupils was to come from teachers who were from similar backgrounds to the
pupils they were to teach. By promoting the ;:cmcept of everyday knowledge

and the practical, realistic orientations of the curriculum, the Hadow

Report had forged a link.between secondary modem pupils' educational

identities and teachers' dispositions to teach particular pupils:

"We are of the opinion that in selecting head teachers of Modemn
Schools, local education authorities should aim at choosing men

and wamen who are interested in the social and industrial conditions
of their pupils' parents, whose outlook on life is not predominantly
academic or professional, and who are not predisposed to base their
curricula on some conventional examination system.'

(The Hadow Report, 1926, pp 124-125)

Such teachers were employed to help in the transmission of separate cultures
so that these teachers were required to take account of ''the dignity of
occupations which are not exclusively professional and academic. They

were also to have an attitude that was 'broad-minded, liberal (with a)

" practical outlook''. It was to ensure that pupils from certain baélcgromds
were prepared for jobs in the same ogccupational and geographical area as
their paren;:s. Teachers who were sympathetic to the needs of these pupils
were to make sure that such pupils' passage through school was to be achieved
with minimal fuss and upheaval to the school system.

It was clear that within this division of labour teachers were recruited
because it was assumed that teaching the "less able" pupils required a
radically different approach than was necessary for the predominantly middle
class grammar school pupils. The New Secondary Education pamphlet (1947)
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made explicit this division between teachers: 'they (modern school teachers)
are going to teach pupils rather than subjects and (must be) prepared to
learn a new technique and new approach''. The Crowther Report crystallised
this division of labour by extolling the virtues of teachers of the less
academic, the "less able' or 'backward' pupils:

They (teachers) have found that it is here theiriskill i& most
needed; and besides skill, devotion. They have found it a
most satisfying form of work and have been more than content
to leave the teaching of brighter boys and girls to other
hands."™

(The Crowther Report, 1959, p92)

It is interesting to note how the Reﬁort-lumps together the so-called less
able pupils withbackward pupils to draw a distinction between these pupils
and the "brighter ﬁtq)ils". It would seem that all but "brighter' pupils are
backward or less able. More pay was advocated for these teachers to help
_increase their status. The higher the educational standing of the pupils,
it seems, the higher the status bestowed on those who teach them.

The public and grammar schools had placed great emphasis on esoteric
knowledge and subject-centred teaching. Thus public schools employed
wniversity graduates, the degree status being accepted as a qualification
to teach the brighter pupils. Knowledge was given precedence over skills
since it was assumed that skills, which would be quickly developed in
situ, were of secondary importance. The grammar schools simply copied
this tradition. For a coliege trained teacher w:Lth a Certificate in
Education (Cert. Ed.) qualification, his credentials lay in his teaching
skill and his theoretical knowledge‘ of teaching. He was considered to be
more suited as a teacher for secondary modem or primary schools. Thus,
this differentiation reaffirmed the notion that whereas the public or
grammar school pupils needed teachers with knowledge, it was assumed that
secondary modern school pupils would not require or need such esoteric
knowledge and, consequently, would only require teacherswith particular
skills.

The uprating of teacher training to the status of the B.Ed degree, with
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.colleges of education overseen by local universities and the Council of
National ‘Academic Awards (CNAA), has failed to raise the status of a skills-
centred approach to teaching as a valuable theoretical area of study.
Hargreaves sugggests that this is partly because the B.Ed teacher is considered
unable to claim, with any great certainty, to understand more about |
young people than his oolleagues with a more conventional degree. Such teachers
may be viewed as being ‘second class teachers. Indeed, graduates undergoing
one year PGCE training may be socialised into the view that edueational
studies, which include philosophy, history and the social sciences, are
"background information'' which must be studied only to obtain the qualific-
ation (Hargreaves, 1980). This discrepancy can be explained by reference
to Bernstein's theory of knowledge codes: collection code versus
integrated code. The specialised university degree course is a form of
collection code with distinct boundaries between subjects (English degree,
maths degree, etc) whereas the B.Ed is a specialised degree course using
an integrated code and drawing on a mumber of areas under the relational
idea of 'education'. Distinct boundaries are drawn between different
universes of knowledge so that to stray over the boundary constitutes an
impure ﬁariety and is therefore considered to be either umacceptable or at
best of a lower status. Bernstein suggests that until recently it was the
pure variety at the university level which received the higher status of
an honours degree. In contrast, the impure variety tended to lead to what
was considered to be the lower status of a general degree.

The expectation in the gramxar‘ school was that a teacher with a
first class honours degree would, in time, become a head of department.
The developmént of the comprehensive system, however, disturbed.this
""'status distribution'" (Hargreaves, 1980). Although the grammar school
teachers may have dreaded reorganisation since it threatened to dissolve
their status‘as elite teachers, the comprehensive school in many cases
ensured that for most grammar school teachers there was a continued opportunity

to teach their academic subject to academic pupils. In contrast, most of
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the former heads of departments from the secondary modern schools were
to lose their posts in the amalgamated and newly formed comprehensive
schools (Hargreaves, 1980).

The academic subjects (collection code) from the grammar school
continued to exert a dominant influence and have greater prestige in
the comprehensive schools compared with the practically orientated subjects
(integrated code) prominent in many secondary modern schools. Here we
~ see the relationship between subject status and teacher status, with the
high status (academic) subjects being taught by the high status graduate
(and éx-granmar) teachers. It was necessary, therefore, to provide
ex-secondary teachers with an alternative career structure because, as
Sikes (1984) notes, "with comprehensivisation many teachers found that they
were in jobs that they had not originally applied for'. :As moted previously,
whereas the grammar.school teachers were almost wholly concerned with
- preparing pupils for public examinations, leading to a university place -
and geared towards professional ocdcupations, secondary teachers tended
to be concerned with social control problems of 'difficult' working class
pupils. Their task was to prepare such pupils for semi-skilled or -
unskilled occupations. Of course, these broad poles were tempered with
variations between the extremes since not all pupils would fit neatly into
these categories. However, to alleviate the expected problems that might
develop with these so-called difficult ex-secondary modern pﬁpils, ex-
secondary modern teachers were offej._'ed promotional pfospects in the newly
developed pastoral care and discipiine structures as hegds of year, heads
of house and counsellors (Hargreaves, 1980; Burgess, 1983; Sikes, 1984).
The outward reason offered was that this guarded against the "'potential
negative effects of a large impersonal school on the individual child"
(Hargfeaves, 1980). There was, as Hargreaves points out, another equally
important reason. '.Ihe development of the pastoral care system was to
provide a career structure for the ex-secondary teacher 'who would be at

a disadvantage in competing against the better qualified grammar school
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teachers for senior academic posts'.

Although ex-secondary teachers were given a new career structure with
the associated rewards of extra pay, it was questionable whether this career
structure did carry with it equal status compared with the ‘academic
career structure. lMonitory rewards are only part of a teachers satisfaction,
as Lortie (1975) has suggested. He classifies rewards into three types:
extrinsic, ancillary and psychic or intrinsic. Whilst the.former refers to
payment, ancillary rewards can be- p'erceived as being derived from the task
which is reward in itself, whilst psychic rewards consist of subjective
evaluations a person gives to the job he has to do. Lortie emphasises that -
"the culture and surrounding structure of an occupation are likely fo
influence the emphasis on some kinds of rewards than others' and the values
of the occupational work together with the core tasks ''produce a characteristic
reward structure among the membership'. How the alternative career structure
is viewéd by teachers, therefore, plays an important part in the perception
of the role of teachers who hold these posts. For instance, Burgess (1983)
argued that teachers who held pastoral and remedial posts were considered
by others teachers in the school he studied to be of a lower status
compared with subject heads of department. He noted that teachers in the
comprehensive school who taught the 'less able' pupils, labelled as
"Newsom Pupils' were also labelled as ''Newsom Teachers'.by other members of
staff. The direct reference to the Newsom Report's concern for the less
academic pupils in the secondary sch_gol still survived in this comprehensive
school. Sikes makes a similar point when she refers to the two roles of

the different types of teachers:

"Thus, differentiated as 'academic' (grammar) or pastoraljdisciplinarian
(secondary modern), teachers have different commitments and motivations,
different aims and values, look for different satisfactions and
experience teaching in terms of different teacher cultures."

(Sikes, 1984 p249)
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Differentiation between teachers can also centre on what Ball and
I:e;cey (1980) refer to as ''subject sub-cultures'. There can be a tendency
for teachers to hold friendships within their subjects and to remain loyal
to subject departments (Lacey, 1977). The status of a teacher can also
relate to the subject he teaches. Thus, in a comprehensive school, as we
have already noted, there is a differentiation between academic and
lower status, practically orientated subjects. But more particularly, the
recent shifts in emphasis by the govermment away from the arts with greater
‘importance being placed on maths, science and technology in a climate of
limited resources (Ball, 1984), affords a higher value and status to those
subjects. Furthemmore, gender difference is also an important factor in
teacher differentiation since few women teachers, it seems, rise to senior
posts or heads of department in academic subjects (see Acker and Piper, 1984).
Where women do hold headsof department posts, these are more likely to be
:.n the arts rather than sciences or in subjects such as home economics: the
latter also tending to be absorbed into a larger faculty of craft, design
and technology and are likely to come mﬁer the jurisdiction of a male head
of faculty. These factors,can further confirm certain teachers as being of
a higher status and exacerbate a division of labour between teachers.

Values, status differentiation and problems associated with the .
reorganisation of a secondary modem school into a comprehensive school, are
outlined by Riseborough (1981). He shows how the ''old staff'' in the school
he studied, which included the head of the secondary modern édlooli who
were not reappointed to the positions in the new school, dewveloped a
counter-culture. All these seventeen teachers, except one, were two-year
Or emergency tJ:‘aJ'ned, non-graduates. Riseborough suggests that in relation
to the school's new "'pressurised academic enviromment' (Lacey, 1974), the
"old staff" considered that they had been demoted. They believed that they
had been "written off" and '"'streamed" by being allocated to the position of
teaching only the lower stream pupils. . Thus the oid staff, like Hargreaves'

(1967), Lacey's (1970) and Ball's (1981) analysis of sub-cultures, became
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isolated and alienated. Hargreaves (1967) suggests that 'when a teacher

is ailocated to-low streams, this is perceived as a recogniticn of his-
limitations as a teacher" and this in turn "reinforces the teacher's sense
of his own incompetence'. The argument used at Lumley by the headteacher
was that since the academic pupils were taking public examinations, they must
be taught by the "better teachers". Riseborough shows how this line of
reasoning affected the old teachers in the comprehensive school he studied:

"They developed inverted norms and values which the head perceived
even deviant than before. The head reacted further, resulting in
his assumptions becoming 'actualities' and a deviant ordentation
to work being established amongst the 'old' staff. In short, the
'old' staff took on a stigmatised, spoilt, professional identity
and now deny any legitimacy to the promulgations of the head and
new staff in hierarchical positions."

(Riseborough, 1981, p251)

Riseborough offers no comparable analysis of the 'mew' teachers' role and-
perceptions to balance those of the 'old' teachers. However, his analysis

is valusble since it offers a link between teacher cultures and pupil

cultures in temms of their mutual access to achieving valued states in
relation to rewards, success and achievement. What the analysis of teacher
differentiation and cultures shows is that -Schools have a dominant value
system; but alongside this there may be subterranean or subsidiary values
operating simultaneously, if uneasily, together. Research related to teachers
should, therefore, take this into accoumnt and not assume that all. teackers

share and are representative of one dominant value system.

Section 2: Institution and Individual Level

At this level a closer examination will be made of the processes of
diffefmtiation, drawmg on studies that derive their data from what:actually
happens in schools and classrooms. !Many of these studies can be classed as
interactionist since they treat as valid data, experiences and reported

experiences of the participants in the interaction: pupils and teachers.

1.5 Pupil Perceptions of Teachers and Teaching

- Next to the previous analysis of teacher differentiation, in a national
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context, a critical outline is offered of research concerned with pupils’
perceptions and evaluations of teachers and teaching. The basis for much
research in this area can be located in a number of distinct but inter-
related areas which includes the ideal-matching model, the characteristic
model and the dynamic interactionist model (Hargreawes, 1978); as well

as research using triangulation tectmiques.

1.5.1 Ideal-Matching Model

Influential in this area is the work of Becker (1952). He argued that
in an institution, or service organisation, there is an image of an ‘'ideal’
client against which actual clients are matched and evaluated as 'good' or

'bad'. This basic model suggests that typification is a matter of ideal-

matching. (Hargreaves, 1977).

Hargreaves (1972) summarises the earlier research in this area by
Bush (1942), Tiedeman (1942), Michael - (1951), Allen (1961) and Taylor (1962)
by outlining two broad areas of pupils' evaluations of teachers. These
consist of pupils who ''like a teacher who..." and pupils who "dislike a
teacher who.. "' The opposing poles of the analysis being divided into three
areas: discipline, instruction and personality. The conclusions reached by
these researchers is that pupils like a teacher who can keep order :and
give moderate punishment where necessary. Such a teacher is friendly,
cheerful, has a sense of hunour and takes an interest in individuals. A
major criticism of this type of research is that they invite pupils to
give stereotypical views of teachers. In contrast, the study by Blishen (1969)
gives a broad picture of the views pupils have of school. He showed that i
there was a h:Lgh degree of consensus ;bout what qualities they wished to-see
in their teachers. Teachers, it seems, should be "understanding' and
"patient', give pupils chance to speak, they should accept criticisms, be
"humble", "kind'"', '"pleasant", '"warm and personal" and 'punctual'’. In
contrast, research by Dale (1967) showed that the bad teacher was one
who uses fear to dominate pupils, he can be extremely moody, indifferent

or lazy.
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By eliciting pupils' perceptions of teachers in ideal (or least ideal)
terms, the data that the researchers have gathered tells us little about
the way pupils perceive specific teachers. However, ithese studies do
give an insight intc how teachers need to present then:selves to pupils,
as well as indicating how pupils view the better and best, or worst teachers.
1.5.2 Characteristic Model

This type of research posits that pupils perceive teachers in terms
of a set of characteristics. Actual teachers are typified as having wnique
configurations of such characteristics with these typifications béi:ng in
the form of an identi-kit (Hargreaves, 1977). Research using this
approach includes the work of Weston,. Taylor and Humén (1978), Nash (1976),
Furlong (1976), Turner (1983), Rosser and Harré (1976) and Woods (1976; 1979).

Weston et al. used a questiomnaire to elicit from pupils what they
considered to be the major goals of teachers (eg "trying to give all pupils
a chance to do well). Pupils were asked to score such items using a five
point rating scale. The high scoring items on the questiomnaire matched
clbsely those characteristics pupils considered resembled ideal teachers.
What is problematic about set questiommaires is that they may force pupils
to chammel what they consider to be worthy teacher characteristics into
pre-defined categories. With the impact of symbolic interaction theory and
personal construct theory, however, researchers sought to elicit how pupils
themselves construed teachers. This approach was central to the interactionist's
research methodology. Thus, Nash used Kelly's (1963) repertory grid
tectmique and asserted that pupils typify teachers in terms of six major
bi-polar constructs: fair-unfair; friendly-unfriendly; explains-doesn't
explain; interesting-boring; keep? order-unable to keep order; teaches you-
doesn't teach you. Whilst Nash's work adds to the content of our knowledge
it ié “"confirmatory rather than drmovative" (Hargreaves, 1977). Furthermore,
Nash only uses observation to confixm the repertory test rather than to
extend it. Similarly, Furlong argues that pupils typify teachers in terms

of a conmbination of two bi-polar dimensions of 'strict -soft" and "effective-
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ineffectiwve'', noting that teachers can be strict and effective or ineffective,
soft and effective or ineffective. Pupils judged teachers primarily on

the amount of work that went on in the classroom. Other researchers such

as Turner, Rosser and Harré offer no analytical insights into pupils’
perceptions of teachers. Whilst Tumer shows how pupils see teachers as

a valuable resource and evaluate them in terms of items already noted,

Rosser and Harré suggest that pupils can see teachers as a '"'load of

rubbish' or "useless", with bad teachers being those who ''treat school as

a nine-to-five job". These are, though, little more than descriptive
a'ccounts.

Woods also presents data in the form of dichotomies. He discussed with
pupils the qualities they liked and disliked in teachers, comparing like
with dislike (thus encapsulating aspects of the ideal-type). These were
then compressed into four categories: tedching technique, teacher dispos-
ition, teacher control, and teacher fairness. The sub-categories in each
heading were placed under the appropriate 'like' or 'dislike' poles. Woods'
analysis does, in fact, overlap with the next category. (the dynamic
interactionist model),

A criticism of these approaches is that they are not truly interactionist
since they fail to take into consideration situational variables. Many
studies (such as Nash and Furlong) confirm previous research findings
rather than explore new avenues of investigations.

1.5.3 Dynamic Interactionist Model

Research :nof this type takes account of situations and contexts. For
instance, Hargreaves (1967) and Ball —(1981) place pupils' perceptions of
teachers in the context of different pupil cultures. Similarly, Woods
(1976; 1979) compared perceptions of-teachers by examination and non-
examination pupils.

Hargreaves elicited pupils' responses to the sentence completion

"

questiomaire ''teachers are..." The full questionnaire was open-ended

and it was not intended as a means to elicit pupils' perceptions of an
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ideal teacher. He concluded that there was a tendency for top stream boys
ta. pexceive teachers more favourably than bottom stream boys. Ball noted
that Band 2 pupils, compared with top Band 1 pupils, had a more negative
view of teachers, describing them as 'wanKers'", "rotten" and "'stupid
bastards™. Ball offers no detailed analysis of pupils’ perceptirl_vns of @
other than these descriptions. A similar conclusion was given by

Thompson (1977). She reported that “pupils who their teachers designate

as deviant have less favourable opinions of school and teachers than those
designated well adjusted'. Measor and Woods (1983) noted how pupils in
their first year at a comprehensive school compared their new tea.chers to
the teachers in the middle school they had just left. This is an interesting
departure from other types of research since it begins to compare different
types of teachers and does not assume all teachers as being the same.

Other researchers have shown the dynamic nature of pupils’ pe:r:cepta.ons
of teachers. These studies draw on theories of person perception and
attribution theory (Heider, 1954), can be associated with Kelly's (1963)
personal construct theory as well as Goffman's (1959) analysis of the
presentation of self. Thus, Delamont (1976) shows how girls make inferences
about teachers with respect to the significant aspect of a teacher's personal
front: "gowns and overalls, physical appearance, clothing, age, sex, race,
speech and paralinguistic features of posture., gesture and the like'.
Delamont notes how a teacher's age and marital status is inferred from the
school context to the home context: 'the msympé&etic master (...) is
perceived as unmarried, or mmappiiy. inarried"-. In contrast, the sympathetic
master is oonsidered to have "a happy marriage or an exciting girlfriend".
Similarly, Mle;: (1980) notes how black girls can identify with a female
_teacher not because of her colour but because of her sex. She cites one
girl as saying that its 'because she is a career woman. She has succeeded
in 1life at a time in her days when women were expected to sit around..."
What these studies illustrate is that pupils formulate hypothesis, with

data drawn from observations in the institutional setting to fill in what a
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teacher may be like in other contexts, such as at home. One context is
betieved to lmpinge O and influence the othes
sGamnaway's(1976) analysis shows how pupils subject teachers to systematic

tests in a given sequence to discover tb what extent the teacher can
keep order, whether pupils are allowed to have a laugh or whether the
teacher understands pupils. The model, though dynamic, is sketched very
tentatively by Gammaway but can be readily developed 'to take account of
the situational contexts and the longer term career of pupil typifications
(Hargreaves, 1978). Whilst Hargreaves suggests that this is the first
British study to use the dynamic model of pupil typifications since
Werthman's (1963) pimnmeering study, this is to ignore the earliest work
by Meighan (1974). Meighan explored the possibility of using pupil feedback
to inform on student teacher performance. Student teachers asked pupils to
respond on a questiomnaire to areas of their teaching performance such as
preparation, techniques of presentation, attitude to pupils, class
management and discipline. Although the research overlaps withtthe
characteristic model by endeavouring to elicit responses from a set of
predefined teacher characteristics, pupils were given the opportunity to
add their own comments. It is dynamic in that it compares pupils'
responses with those of the student teacher and tutor. In certain
respects it emulates the use of feedback and involvement of teachers
in research developed by the Ford Teaching Project but, unlike the
Project it seeks to measure the validity of pupils' perceptions by
comparing them to others,. This aspect of the triangulatimn approach is
problematic, as Meighan (1979) admits, since the validity of the student
teécher and tutor's perceptions could eﬁually be gauged by comparing them
with those of the pupils.

In a different way, Ball (1980) and Beynon's (1984) analysis of
pupils' perceptions of teachers is dynamic since they take into account
the processes involved and the context of the interaction between teacher

and pupil. Ball emphasises the importance of initial encounters as a
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basis of information gathering and testing out the teacher. This process
may be used by both conformist and non-conformist pupils. Conformists
pupils might be "‘concemed to know the teacher's conception of the desson
in the sense of being able to perform more competently within it'" rather
than to challenge the teacher which the non-conformist pupil might do.

Simd larly, Beﬁm notes how pupils act as data gatherers, iﬁtent on
"sussing out' teachers using a number of strategies: group formation and
commmication, joking, challenging actions (both wverbally and non verbally),
using intervention and play. As with Hargreaves, Woods; Ball and Beynon
distinguish between different groups of pupils who are shown to act
differently. Once a pupil has established what a teacher is like, the
interaction between teacher and pupil may settle into a routine. However,
this may be disturbed if pupils have a new teacher, - a supply teacher or
a student teacher who takes over the class. The "testing out" phase may
begin again with pupils attempting to make '"'take overs'" (Measor and

Woods, 1983).

What can be suggested is that these studies into pupils' perceptions
of teachers highlights their taken for granted use of the techniques of
ettmomethodology. They become actively engaged in an intimate and partic-
ipant form of sociological study of their own classrooms. Pupils utilise
the engineering model of ettmomethodology, suggested by Garfinkle (1967),
to disrupt a classroom situation and thereby discover how that situation
works. In this way many (but by all means not all) pupils are frequently
testing out and discovering teachers' reactions., As a consequente of this
they have reliable data on which to formulate present and future actions.

- Davies (1979; 1980) in her study of deviance and sex roles in school,
shows how the girls she studied interacted differently with different
teachers. Extending the use of Goffman's (1959) dramaturgical model but
preferring the notion of television, she shows how pupils can use action
replays and edit their ‘'scripts'. She defines scripts as ''the articulation

of a putative identity and of a definition of the situation'. Whilst type
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scripts operaté at a more macro level and are 'background expectations
attached to various statuses and membership', individual scripts are being
constantly re-written to accommodate "both institutional type-scripts and
individual teacher scripts''. Consequently, pupils' perceptions and
evaluations of teac_hers are used to signal the use of an appropriate script.
For example, the "mother script', the "withdrawl script'' and the "male"

or "confrontation scripts', Davies argues that sciipts

are more flexible than roles, which she suggests are static. However, in
symbolic interaction theory, roles are not static¢; Mead (1934) argues that
we play many roles and these vary depending with whom we interact and

the particular context of the interaction (Rose, 1962). Scripts do stress,
however, the active process of pupils' perceptions and relates directly to
the analysis by Ball and Benynon. The concept of scripts have much in common
with typifications, expectations and roles and may, therefore, be not so
much a new concept as a substitution of a new labél for an older label.
However, the importance of this analysis using the notion of scripts is
that it may allow a discrimination to be achieved between the finely tuned
details of pupils' perceptions, actions and strategies. As we shall see
later (1.8), pupil practices may also be a useful concept which bridges
perception, action and strategies.

A major criticism of the varying approaches to the study of pupil
perceptions of teachers is that, whilst some research examines how
di\fgerent groups of pupils perceive teacht_ars, the scope of the research
outlined here assumes a unified body of teachers. No attempt is -made
to delineate between teachers. It cammot be assumed that teachers
represent an undifferentiated group of individuals -occupying the same
status and sharing the same values. The analysis in Section 1 (1.4)

questions the validity of these assumptions.

hS
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1.5.4 Triangulation Techniques

The-use of triangulaticn. techniguss in the classreoom, utilising
symbolic interaction theory and personal construct theory, emphasises that
all accounts are equally valid and negotiatiable. As Harré and Secord
(1972) note, '"'the standard form of negotiation can be defined round a
three-person interaction, the primary participants and the 'third man'™.

- In this type of research the participant observer is "'an engaged observer °.
but not a primary participant" in the interaction and so "he must negotiate
his accomts with the accounts of the actors". The notzble research

using this approach was the Ford Teaching Project (1972-1974, 1975, see
Adams, i980) .directed by John Elliott. It endeavoured to map out
similarities and differences in teacher-pupil perceptions and expectations.
This procedure carmot only be used to discover how pupils perceive teachers
and the teaching-léarning situation, but can be used to discover how
teachers perceive pupils and their perceptions of what has occurred in the
teaching-learning situation. In this approach, then, teachers and pupils

are brought together in a co-operative enterprise, as Elliott notes:

"The students are in the best position to explain how the teacheris
actions influence the way they respond to the situation. The
participant observer is in the best position to collect data about
observerable features of the interaction between teacher and
students. By comparing his own accounts from two other standpoints,
a person at one end of the triangte has an opportunity to test and
perhaps revise it on the basis of more (...) data."

(Elliott, 1976)

The Project developed from the Schools Coimcil Humanities Curriculum
Project (HCP) directed by Lawrence S%:eiﬁlouse (Adams, 1980). Among the
conclusions of the evaluation of the HCP was that teachers were uften
wnaware of the sorts of influence they exerted in the classroom (see
Aston, 1980). The Ford Teaching Project did not seek to locate a number
of variables in relation to how pupils perceived teachers, as other model
have shown. Instead, the triangulation technique endeavoured to help

teachers become more aware of their actions by monitoring, systematically,
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the pupils' account of them. In this sense the approach that was used
methodological rather than theoretical since it produced few generalisable
teacher characteristics as perceived by pupils but was more concerned with
specific classroom situations.

Elliott and Adelman (1973) suggest that & teacher needs to be in a
position not only to discover if what he intended was perceived and
understood by his pupils, but he must become aware of those things he
brings about unintentionally, However, there is awproblem of cause and
effect. To understand the cause of the effect it is necessary to search
for the "causal mechanism''. One obwvious way to do this, that is to

discover how pupils interpret actions, is to ask the pupils themselves.

"In a hunan situation, concequences of actions are identified
as such, not so much in terms of the agent's intentions, as by
the way other people interpret them. It is other people's
interpretation of action's meaning which in the final analysis
explains the relationship between act and consequence, and
provide criteria for identifying an event as a consequent of
someone's action."

(Elliott and Adelman, 1973

The method used by the Project was a tape-slide tecilmique dewveloped by
Adelman (Adelmen and Walker, 1975). Earlier research of classroom interaction,
such as Flanders (1970) interactional analysis was of little use in
informal classrooms. Also, the intention of tlassroom talk, if it had to
be assigned to a category, would be hidden from the observer. There was a
need for visual and sound recording so that talk could be related to the
social cbntext. The tape-slide technique enabled teachers and pupils to
"reconstruct classroom events and means (they had) more than memory to
go on' (Elliott, 1976). In this respect teachers and pupils became
observers and audience to their own actions.

However, the definition of an event (or episode) may be problematic.
Where and when, in the spatio-temporal setting, does an event begin and
end? Researchers asked the teacher if there were any events that he considered
contained misunderstandings or miscommmication. The pupils involved cited

in the event were asked for their interpretation. The pupils accownts
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were played back to the teacher for his account of the pupils' interpretation
as well as being offered an opportunity to compare these accounts with
those of his own. (Adelman and Walker, 1975).

The Project revealed a mumber of situations in which there had occurred,
as Adams (1980) suggests, a '‘breakdown (...) between what the teacher
intended and what transp;ired". It wasmnoted that tmﬁers were often
unaware of the extent to which their intentions were unrealised because
their pupils had mis-read them. Pupils tried to respond to the teacher's
questions by trying to guess the 'answer' they thought the teacher had in
mind (Elliott and Adelman, 1973b). A teacher discovered that his
questions led the pupil to respond in a certain way: 'how well 1'd
fallen into the trap of re\;ealing by my tone of wvoice what I thought were
the 'right' answers" (Bowen, Green and Pols, 1975). Other teachers pointed
out that when a teacher asks a pupil "'do you agree?"' they may expect pupils
to respond by expressing an opinion. What transpired was that the pupils
regarded this statement as an "'invitation to consensus' and so remained
quiet. Thus, among other things, the Project revealed discrepancies
between a teacher's intention and the pupils' expectations.

Triangulation as a research methodology can be used in a variety
of classrooms and situations where the primary aim is to discover teachers'
and pupils' perceptions and interpretations of events that transpire. Unlike.
Meighan's approach, it does not seek to measure the validity of pupils'
responses against those of others (be they teachers or researchers) .

Instead, where differences in perception emerge, these are themselves

considered as valid and interesting data.

1.6 Teacher Perception of Pupils - & Process of Classification

Research into pupils3 perceptions of teaching and teachers is
complemented by an outline of certain processes involved in teacher
perceptions of pupils. There are two broad elements which can be
called the national context and the school context. Although these

are treated here as conceptually distinct, they .do Ain fact overlap and



are interrelated.

1.6.1 A National Context

The analysis of processes of differentiation at a national level
(Section 1) revealed the extent of differentiation and division portrayed
in govermment reports and political rhetoric with the assumptions about,
and inherent in, the classification of pupils. This continues unabated
inspite of the aims of egalitarianism professed by many educationalists.
Although teachers may not have any detailed knowledge of specific govem-
ment ref:—orts, the assumptions and recommendations within these reports
are passed down fram govermment and local authority advisers to .échools and,
through these schools, to individual teachers. These assumptions may, in
tum, be promulgated by training institutions. Thus, it can be argued
that the Norwood myth of three types of pupil representing three types of
mind and divisions between grammar and secondary modern schools, has been
absorbed into the mainstream of con_zprehensive education and reappeared in
schools in the form of streaming (Ford, 1969; Kéddie, 1971) or banding
(Ball, 1981; see also Berm and Simon, 1972). Educational success or
failure can be rationalised by teachers in terms of social class so
that pupils' inability to suceed is attributed to their working class
background (Hargreaves, 1967) or is rationalised in relation to
"deficiency in terms of primary socialisation" (Reynolds and Sulliven, 1979).
Assumptions about pupils and perceptions of pupils are inferred or deriwved
from their background (Sharp and Green, 1975). Hargreaves (1967) noted how
these older sociological ideas were.used by teachers as a basis for
perceiving pupils and rationalising pupil failure. The problem with this
process of classifiying pupils and those inherent in the compensatory theories
of education (re: the Plowden Report, 1967; see Karabel and Halsey,>.1977)
is that they detract attention a&ay from an examination of the influence of
thé school on pupil success or failure. The remainder of the analysis,
therefo:.l‘e, will confine itself to the rowle played by the school in

teachers' perceptions and classification of pupils.
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1.6.2 'The School Context

The analysis of how teachers' perceive pupils their process of~
classifying pupils can be seen to utilise the key concept of 'matching'.
This concerns or is related to at least four areas: teachers' prior
knowledge of pupils, the influence cf the school organisation, staffroom
interaction and interaction in the classroom.

i) Teacher's Prior Knowledee

This area clearly overlaps with the national context. Teachers do not
come into teaching as naive individuals but bring with them a "stock of
pre-constituted knowledge which includes a network of typifications of
human individuals in general, of typical human motivations, goals and
action pattems”(Schutz, 1964). Schutz uses the notion of biograchy to
argue that a person's past is what forms part of his present life and
e%q:»erimces. Thus a person may know his past, but it is not present
before him in a "vivid and direct experience''. A teacher's own school
days, his wniversity or college training and his past and present'oqlleagms
and friends, are influential in the way he perceives and interacts
with pupils. Perceptions, however, are not fixed but may be in a state
of flux and are malleable (Kelly, 1963). Whilst the perceptions of pupils
that new teachers acquire have, to some extent taken shape before they
begin teaching, it is the institution itself which acts assa powerful
force of socialisation of teachers into the profession (Lacey, 1977)

which contributes to the development of teachers' perceptual processes. -

ii) Staffroom Interaction

The staffroom provides an area for the discussion of educational
matters and policy making (A. Hargreaves, 1981) as well as providing a
place for teachers to uwind. It is "a haven in stormy seas' of classroom
life, with staffroom laughter providing a valuable mechanism of release
and relaxation (Woods, 1979). The staffroom provides the backdrop (back:

region) to the main performance in the front region as well as providing
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an area for staff to discuss 'in mates' (Goffman, 1959; 1961). It
constitutes an important place for generating assumptions about pupils'
identities. For instance, Ball (198l) cites a teacher's conversation

in the staffroom about a pupil: '"the band 1 child, who is intelligent,
loves doing projects but the lower band child will just copy chunks out of
a book'". A new teacher can be wamed by well-meaning colleagues about
particular classes and pupils before he meets them in the classroom
(Hargreaves, 1972). Thus, the*prioi' knowledge and experiences of new
teachers are overlaid by and can be influenced by these warnings. For

a new teacher coming into a school, the conversations provide a basis

on which he may judge specific or named pupils, as Hargreaves notes:

"Whenever teachers discuss pupils, they import into the
discussion their own interpretations and preconceptions, which
provide the 'naiwe' teacher, that is one who has no direct
contact with the child, with information which categorise the
child in advance of actual interaction and defines the situation
in terms of behaviour the teachers should expect." :

(Hargreaves, 1967, pl06)

Of course other teachers mhohknw the pupii may qualify such remarks or
may disagree, but to a new teacher the opinicns of colleagues can have the
effect of "acting as a provisional agent of the categorisation process",
with staffroom gossip about pupils adding to the "preconceptions and
expectations by which pupils are assessed’ (Hargreaves, 1967).

Hammersley (1984) suggests that staffroom talk or ''shop talk" is a
major activity, with a premium being placed on the gathering, trading and
pooling of news. This is presented and selected in terms of its ''relevance
to common problems and crises''. . Whilst pupil behav-iour is not treated
as static, the descriptions teachers use when describing pupils are almost
always changes for the worst. Teachers, it:seems, are concerned with
specific events such as the behaviour and troublesome nature of pupils
and-rates of attendance or sbsence of pupils. This process of pupil
typifications can be frequently used in a more rhetorical fashion rather

than merely as a basis of '"comparing notes' or ''stocktaking''. There is
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concentration on describing particular pupils rather than their actions, with
no attempt to offer reasoned explanations and to trace the causation of
these features.of pupils. It seems ironic that whilst for some time now
researchers have collected data about schobl and classrooms from staffroom
talk (see Hargreawves, 1967; Hargreawves et al, 1975; Keddie, 1971), they
failed to grasp the commection between the data they collected as researchers
and data teachers also collect on pupils, Only recently hawve researchers
wndertaken detailed analyses of staffroom life (re: A. Hargreaves, 1981;
Hammersley, 1984). As Hargreaves (1972) observed: ''pupils and classes

have their reputations made quite as much within the..staffroom as within

the classroom itself'.

iii) Organisation of the School - the Mechanisms of Segregation

Teachers may not see pupils as individuals but they are likely to match
the perceptions they have of pupils to their stream or band allocation.

Much of teachers staffroom typifications of pupils has its roots in, and
stem;s, from, how the school segregates:pupils. Hargreaves (1967) noted

how teachers' perception of pupils was dependent upon W}idi stream they were
in because "the teacher has learned to expect certain kinds of behaviour
from membexrs of different streams'. Lacey (1970) reports similarly that the
least academically successful, bot.tom stream class in the second year

was also regarded by teachers as the worst behaved. Furthermore, there

was a distinction between the pupils rated by the teacher as badly

behaved and' those they rated as well behaved since "no boy with a 'bad'
behaviour grade scored in the 'good' performance 'range". Although these
researchers studied secondary modern and grammar schools respectively, similar
findings have been reported in comprehensive schools.

Ball (198l) coined the phrase 'banding identit_as" to indicate how
teachers' perceptions of pupils varied according to pupils' band allocation.
He discovered th;;tt teachers broadly delineated between two types of pupils.
The Band 1 child "has academic potential', 'will stay on in the sixth
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form', "wants to get on'' and, interestﬁlgly, this bright and enthusiastic
type of pupil is depicted by teachers as ''grammar school material''. In
contrast, Band 2 pupils are perceived negatively as being "rowdy and

lazy', "moody", '"low standards', whilst Band 3 pupils are 'maladjusted’,
"anti-school", "mentally retarded" and "emotionally wunstable". Keddie (1972)
noted how teachers characterise "C' Stream pupils as ''that type of child"

- and ""these children' and consider such pupils to be unlike themselves.

'C' Stream pupils, she argues, "disrupt teachers' expectations and violate
their norms of appropriate socizl, moral and intellectual pupil behaviour'.
She draws on Becker's ‘.'(1952) notion of an ideal pupil to refer.t_:o those
exbectations which constitute a taken-for-granted notion of appropriate
pupil behaviour. The ideal-matching model when applied to teachers'
perceptions of pupils would suggest, among other things, that the ideal
pupil is white, middle class and male (Meighan, 1986). :

Keddie argues that a teacher's action is based on his perceptions of
puwils: That is, teachers base what they do on what they know of pupils.
She draws a.distinction between the educational context and the teacher
context., It is a disjunction between words and deeds, as well as a
‘disjunction between theory and practice. In an educational context
teachers may argue in favour of an egalitarian principle of comprehensive
schools with equality of educational opportunity. However, in the
teacher context and in the practical day to déy dealings with pupils, the
'normal' characteristics (from Sudnow, 1968) of pupils are imputed to his
band or stream allocation. Thus, pupils who are considered as atypical
are perceived in relation to the norm for the stream: ''she's bright

for a 'B' " or, of pupils in another stream ''they're as good as 'Bs' "\,

iv) Interaction in the Classroom

The organisational practices of streaming and banding influence the
interaction between teacher and pupils intthe classroom. As Ball points

out, "teachers make sense of the classroom in'terms of these pre-conceived
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notions. They act as a filter upon the perceptions of teachers'. What

is taught to pupils and how it is taught can depend upon how teachers'
perceive pupils. There is an arbitary line of demarcation about what can
be taught to whom, with different teaching materials and different methods
of teaching being applicable to particular pupils according to their

stream allocation. For instance, Keddie rewealed how dichotomies exist

in the mind of teachers with respect to classroom knowledge between
"intellectual" 'Qersus "real', and “‘abstractions' versus ''stories".

Teachers made assumptions about what was the most appropriate materials

for particular pupils. This notion of differentiated‘knoﬁledge relates
directly, of course, to Bemstein's (1971) analysis of collection code

and integrated code for particular pupils which in turn can be

related to the so-called Norwood myth of three types of mind. Ball also
shows how teachers' perceptions of pupils according to their band allocation .
_influence the way they evaluate pupiis’ responses concerning the method of
teaching and what is to be taught. Whereas teachers of Band 1 pupils

were concerned with a whole host of items such as work tests, organisation
of material, coverage of syllabus and preparation of tests and examinations;
the main concem of teachers of Band 2 pupils were the problems of order
and control.

How a teacher perceives pupils influences what he does in the
classroom. This in turn, 6f course, can bring about specific responses
from pupils (Rutter et al., 1979). Hargreaves, Hestor and Mellor (1975)
distinguished between the deviance-provocative teacher and the deviance-
insulative teacher (terms derived and adopted from JL;nrdan, 1974). The
deviance-provative teacher believed his pupils to be deviant and saw
his interaction with these pupils as 1a contest or battle in which he
must win. The deviance-insulative teacher, however, believed that these
pupils wanted to work and that if they did not work it was-because the
conditions in the claésroom needed to be changed and it was his responsibility

to initiate this change. Whereas the deviance-provocative teachers sees
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pupils in negative terms.and expects pupils to behave badly, the

deviance-insulative teacher has a more positive perception of pupils
and Ras a clear set of cfassroom rules. WhiTst these teachers may be said
to represent two extremes, teachers also have a tendency to perceive
pupils in broad categories within the classroom. Pupils in & 'C' or
'D' streamed class can be divided by the teacher into those who are good
and conforming, and those who are bad and are deviant, with the remainder
being considered to be middle of the read (Hargreaves, 1967).

What can be suggested is that because the school orgmisat;ion and
the classroom are interrelated, it is feasible that 'what a teacher knows
about pupils derive from the organisational device of banding or streaming'
(Keddie, 1971). This, in turn as Keddie notes, "derives from the
dominant organising category of what counts as ability''. How teachers
perceive pupils in the classroom, therefore, can also be influenced by
staffroom interaction, as well as a teacher's prior knowledge derived from the
wider societal influence which seep into, and become part of, their |

common sense knowledge (Schutz, 1964).

1.7 Pupil Perceptions of Pupils

Attention has been drawn to pupils' perceptions of teachers and
teachers' perceptions of and evaluations of pupils. In any analysis of
the processes of differentiation it is important to consider how pupils
perceive and evaluate their peers. It is suggested that this concerns

two specific but related areas: peer groups and peer group labelling.

1.7.1 Peer Groups

In an endeavour to understand how pupils perceive and interact
with one another, researchers have sbught to discover pupils' fnmds}u.p
groups. Hargreaves (1967) showed how fourth year pupils actual friendship
choices were "stream specific'. Most boys chose friendships within their

own stream, with other friendships being made within an adjacent stream.
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Lacey's (1970) study revealed similar findings, although he analysed friend-
ship choices as the school as the school changed to streaming in the

second vear. Lacey noted that at the end of the first year, the most
academic pupils received the largest number of friendship choices. However,
this changed when pupils were streamed. At the end of the second year pupils
in the bottom set, the less academic pupils, had attracted a large mumber
of friendship choices. Lacey's study of third year pupils confirmed the
findings of Hargreaves that pupils do tend to choose friends within their
own stream, Ball's (1981) study in a comprehensive school replicated the
study by Lacey and reported that ﬂié mjority of friendship choices were
made within pupils' own band.

It seems likely, of course, that pupils make friends with those they
most frequently meet, whether it be in streams or bands. Bushwell
~ (1984) noted in her study of a sixth form that friendships were made amongst
students on the same course and that friendships did not cut across the
course divide. It seems likely that pupils' friendship choices have some
relation to how pupils perceive pupils. Hargreaves (1967) showed how fourth
year pupils tended to perceive pupils differentlsr according to their
allocation to streams. This took account of the way pupils presented themselves,
the manipulation of the school wniform, the wearing or not wearing of &
tie, the fastened or wnfastened shirt button and whether they were smart or -
of a slovenly appearance.w Hargreaves found that these aspects varied
progressively from the 'A' Stream bdys (smart, correctly dressed) to the
'C' Stream boys (not smart or incorrectly dressed). There were also
differences in their perceived behaviour, their rate of work and their
perceived intelligence. Whereas pupils in 4A saw themselves in positive
terms, they viewed pupils in 4D in more negative terms, with pupils in
4D inverting these values as well as the perceptions they had of their
peers. Hargreaves noted that such responses ''exemplify not only the hostility
that exists between the extremes of the streaming system, but also the basis

on which these boys make value judgements of one another'. A similar
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process has been shown to occur in a comprehensive school. Ball (1981)
revealed how pupils perceived themselves and each other in relation to
their band identity. For instance, Band 2 pupils explained how the work

in Band..l was harder: '"I'm not bright enough, the work is just right

for me in Band 2., you know, not too easy or hard'. Band 1 pupils were
perceived as "'a lot brainier and quicker at work'. Ball notes that every
pwil interviewed in the lower bands were able to account for their relative
inferior status in these terms,

Willis (1977) argues that pupils perceive one another according to
whether or not they work in school, they are either pro- or anti-school.

The anit-school pupils castigate academic pupils and those who work, and call
them "pratts" for doing school work and "'sweating their bollocks off", while
they frequently engage in having a laugh. Willis, like Ball, offers only

a sketchy outline of pupils' perceptions of their peers. Willis offers no
details on how pro-school'ptpils perceive themselves and their peers or
anti-school pupils. The implication of these studies is that informal
groups are generated by the school structimre which influences and

imposes constraints on the range and general nature of contacts between
pupils and their perceptions of one another. For the majority of time in |
school, pupils only meet one another in their stream or banded classrooms.
Turmer (1983). argues that in a school that is not streamed.or banded with
only setting in certain subjects, there are different implications for pupil
friendship patterns. iHe suggests that in such'a school the range of
pupil friendships are increased, friéndship pattems are more likely to
change over time, and the nature of friendships between pupils can be '
variable.

However, friendship patterns may not necessarily be directly related
to the school structure. Fuller (1980) observed that the black girls she
studied were inclined to be friendly with non-academically orientated girls
as well as white academic girls. Fuller argues that it was because they

saw being black émd female as two marks of lesser status and were, therefore,
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doubly subordinate. Consequently, they were intent to do well and

succeed academically. Their friendship choices recognised their

allegiance to other black girls as well as to the academic norm of others

in their group. A similar pattern was observed by Lambert (1976) among

the white girls (the 'Sisterhood’) in a girls' grammar school. Whilst

they accepted that they were above the average in attainment, their
friendships cut across the school's form structure. The girls seemed
wnited in their adaptation to the problem of being academically achieveing
females in a ﬁlale-daninated society.

A further problem of Hargreaves', B.all and Lacey's friendship cliques

is that they are not dynamic z:d adaptable to changing friendships |

(Woods, 1983). Furlong (1976), Meyam (1980) and Pollard (1984) stress
that pupils can form distinct friendship groups in the classroom, which
influence and are a product of their perceptions of other pupils. Furlong
afgues against the implication of culture whith she defines as an "extemal
reality' to which pupils are said to respond to as a ''reified group".
Instead she suggests that i)upils are continuingly interpreting and
reinterpreting each other's behaviour. In a similar way, Meyamm examined
different friendship pattems in groups such as the 'science lab girls'

and the 'met-ball group'. Pollard noted distintt groups in the twelve-year
olds he studied during their final year in a middle school. These consisted
of the 'good groups' who normally conformed to the teacher's wishes, the
'joker groups' who would have a laugh with the teacher and commit acts of
routine deviance, and the 'gang grdxgs' who acted more in regard to peer
group expectation than to the wishes of the teacher. Pupils in these
different groups, whilst regarding their own group members in a posiﬁive
light, perceived pupils in the other groups more negatively or at least with
puzzied indifference. For instance, 'gang groups' condemed the 'good groups'
as "'soft" and "goodie-goodies"; the 'joker group' as '"'show offs'" and
"big heads', whilst regarding their own group as ‘'great'.
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However, these analyses of friendship patterns are also problematic.
A criticism of Furlong's "interaction sets' and Pollard's analysis of
peer groups is that they both fail to offer any details of the school
structure in which to place these group formations. Pollard fails to
provide details of the classes to which his groups belong. It is
difficult to compare across schools in that the structure and ethos of
a secondary school is likely to be different to that of. a middle school.
If these researchers argue that friendship groups are dynamic and not
bound to streams or-bands, © . they need to outline the school structure
and, paradoxically, then show no relationship between this and pupils’
friendship groups. |

1.7.2 Peer Group Labelling

The concept of labelling and the appropriation of particular lsbels
to pupils, has been more usually associated with how teachers label
@ils, and the reaction of pupils f:o these labels, in the .context of
deviance (see labelling theory in Section 3). However, the labelling of
pupils by their peers is also of particular concern because, as
Woods (1983) points out, "teachers' stereotypical view (6f:pupils) are
matched by pupils own stereotypical views'.

Ball (1981) observed the interaction between a group of anti-school
boys and anti-school girls and noted that the girls appn:oved of these
boys and considered them to be '"nice", "fumy' and "modem'. In contrast,
pro-school pupils were considered to be not "modern" but were derided and
referred to as "weeds" because they refrained from having a laugh. Anti-
school pupils may also lable their peers as '"ear 'oles'" if they are pro-
school and listen to the teacher too much. These same pupils refer to
themselves as ''the lads" because they are part of the counter-school
culture (Willis, 1977). It seems that f)upils .can be variously labelled
as "'creeps' (Rosser and Harréd, 1976; Woods, 1979) or ''dibboes' (Woods, 1979)
"swots' (Rosser and Harré, 1976; Turner, 1983) .or "dossers" (Turmer, 1983)_
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depending upon how they go about their work in school. A pupil who

considers himself to be intelligent and is boastful is not well perceived

by other pupils and can be derided and called a "'swell head™ (Pollard, 1984).

Peer group labelling not only gives an insight into how different
pupils perceive each other but draws attention to those areas that pupils
believe are important. Of course, the labels that pupils attach to each
other will vary from one school to another and will be context specific.
However, they do give an insight into the different values pupils may -
attach to school a:nd to each other. For instance, Hargreaves (1967)
showed how the less academic pupils used labelling as a device to make
explicit the values of the group. Pupils who would not let other pupils
copy from their work were referred to as "tight'. Labelling can also
have implications for masculinity. Woods (1978) notes that certain aspects
of work pupils engage in can be viewed negatively as being ''pouffee" with
.the obvious allusion (though not necessarily explicitly stated) that pupils
who engage in such work run the risk of being called pouffs. Certainly,
Willis's lads' sense of masculinity derived from them having a laugh in
school, refraining from school work as well as their boastful accounts of
their sexual prowess with girls. Unfortunately, we never hear from the
girls to substantiate these accounts, nor are we given any insight into
how pro-school pupils view masculinity. Turner suggests that the label
"dosser' might carry with it implications for masculinity because whilst
the label was readily applied to boys, it was never used when describing
girls. But did Turmer ask pupils Eﬁgmselves about these labels? Turner
suggests that girls tended to be called "creeps" or "snobs". However,
Davies (1979) noted that girls, in what she called the girls' counter-
school culture, derided the academic girls as "'pouffee''. Attributing
motives to labelling must be viewed with some caution since the label
"pouffee'’ may simply be a derogatory term with little or no connotation
to masculinity (as Davies noted), this link may simply reflect the

researcher's own: constructs and not those of the pupils he is studying.
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The labelling process is not only on an individual basis, that is,
pupils referiing to specific pupils, but it can also be on a group

basis. Wifiis‘s "Iads™ and “ear ‘oles™ are evidence of this, as is Pollard's

analysis of peer groups. These labels not only act as a way of differentiating
between pupils but also provide a powerful means of determining the amount

of work pupils are legitimately le:q;ected to do. They may be used to
encourage pupils to join particular groups such as the "'dossers' camp' and
eventually may influence examination results, as Tumer suggests. However,

it is difficult to attribute cause and effect since he provides little
evidence of how other pupils besides those in the dossers' camp fared in

the '0' level examinations, To understand peer group labelling and to
discover why pupils label each other in the way they do, it is necessary to
place such labels in the context of particular schools both in temms of

the historical development of the school and the organisational arrangements.

18 Pupil Practices and Work Restrictions

One of the most important areas in pupils' perceptions of pupils
concerns, as we have seen, the evaluation pupils make of their peers in
relation to the amomt of work they do in school. Many researchers using
an interactionist perspective have drawn attention to the ways in which
pupils work in school. However, their analysis has been somewhat impaired
by a failure to conceptualise these processes. Consequently, the term
'practices' will be used to bring together a schematic outline, drawn from
the literature in this area, on how pupils go about their work or refrain
from working in school. Practices may be said to consist of individual
or group responses to specific situations confronting them with respect to
the work they are obliged to engage in at school. These practices, for the
most part, can be said to be routine and habitual responses and, unlike

strategies (see 1.9) there is no specific intention to manipulate, control or

change the relationship between teacher and taught. Five general categories’
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of pupil practices are outlined, though it must be recognised that the
process is ever-changing and varied, and is probably more complex than
this. The practices range from co-operative working at one end of the

scale, to work restrictions and work avoidance at the opposite end.

1.8.1 Co-operative Enterprise and Team Work

With more emphasis at secondary schools on itesting, grading, sorting
and segregating pupils than in the primary school (Barker-Lum, 1984),
certain pupils in the higher streams in secondary schools may collaborate
and engage in team work to endeavour to ensure good grades and results
(Hargreaves, 1967; Lacey, 1970). Academic pupils can engage in practices
of "'checking'' and "helping' each other which is considered by them to be
"self help'". In contrast, "copying'', .. can be considered illegitimate
and more likely to be the practice of low stream pupils (Hargreaves, 1972).
Delamont (1976) noted how the academic examination-orientated girls she
studied organised '"'remedial' classes at the back of the science laboratory
where the pupils who understood what the teacher was teaching could give
assistance to other girls. This was considered to be a legitimate, if not

publicly recognised practice, of pooling knowledge and resources (Woods, 1983).

1.8.2 Negotiation

The term 'negotiation' will be used in relation to pupil practices,
whilst recognising that it can also be part of a set of strategies (see
Woods, 1979; Turner, 1983). The concept was developed from the work of
Strauss et al. (1963) who observed this process between the staff and patients
in a mental hospital. When ‘applied to pupil practices, it can be seen that
work to be done or 'rate for the job' is part of a negotiation between
teacher and pupils. Both parties seek to formilate an agreement and a
working consensus (Goffman, 1959; Hargreaves, 1972). Woods (1983) suggests
that negotiation can be "open' or ''closed". Open Negotiation @is based
on a certain amount of good-will toward each other, recognition of the value

of co-operation, and belief in the possibility of consensus'. Whilst these
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terms are used, Woods' definitions are reinterpeted. It can be argued

that a teacher needs to use this technique with less motivated or 'troublesome'’
pupils. Woods' notion of closed negotiation is redefined and can be said .to

be related to pupils who share common goals with those of the teacher. A
teacher facing a class of highly motivated and eager pupils, intent on
examination success, closes off the means of negotiation. He presents himself
as the sole arbitrator as to what is to be taught and learned. Meighan's (1979)
e}’{periences as a probatiénary teacher endeavouring to teach so-called
unteachable pupils is an example of the use of open negotiation..‘ As

Meighan explains, "faced with (...) a difficult fifth year group labelled

"nteachable' (...) I decided to elicit the pupils' opinions about how they
would like to be taught".

Pupils may endeavour to negotiate with the teacher the 'rate for the
job'. Since school work is not, in any sense, real work, ''they are not
p;id for it" (Woods, 1983) and there is no production rates for the work
produced, rewards can only be given symbolically through grades. Thus,
Delamont (1976) shows how the examination-orientated girls negotiated for an
extra half mark on their grades. Werthman's (1963) study of an American
school is particularly illuminating in this respect. He showed the extent
to which the less academic students do not a priori accept the authority
of a teacher. They sought to analyse how grades were given to other students
by a careful sampling of the sub-groups of students. If a gang member
believes he has received a lower grade than expected, he will seek out the
teacher for an account of his gréde. ‘If the acplanation given by the
teacher is not acceptable to the Studenlt; he will endeavour to negotiate

with the teacher to improve his result.

1.8.3 Counterfeit Work

Whilst the first two categories of pupil practices show some semblance
to school work and payments, albeit symbolic; counterfeit work
(Hoods, 1983) or masquerade (Jackson,. 1968) can be viewed as a bridge
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between actual work achieved and work restriction and avoidance. AS the
name implies, it amounts to promoting the impression of work done whilst,
in fact, little work has been achieved.or produced. For instance, hand-
raising gives the impression to a teacher that the pupil knows the
answer, but appearances can be deceptive. If a pupil does not know the
answer, to be the only one with his hand not raised may invite a response
from the teacher. A pupil may find it expedient to raise his hand, even
waving it energetically as if, like the other pupils,she is "in the know'
(Haxrgreaves, 1972;' Lacey, 1970; .Holt, 1964). As Holt points out, the
pupil "therefore feels safe by raising her hand in the air''. Afterwards,
when anbther pupil has answered the question correctly, she may nod her
- head in emphatic agreement, thus "'giving off" the impression (Goffman, 1959)
that she knew the answer as well.

The practice of mumbling would seem to logically follow on from hand-
raising as a fo::ﬁl of counterfeit work. Here the pupil is directly called
upon to answer and speaks softly or mmbles, hoping the response she makes
will be accepted by the teacher. Holt explains that this techmique may
work since the teacher is eager to hear a correct answer which will tell
him that his teaching is good. Consequently, he may assume that anything
which sounds close to the correct answer is, in fact, the right one. An
extension of this practice relates to getting a teacher to answer his
own question. A pupil may only need to gegrble an answer, the teacher will
then correct the pupil's answer and the pupil needs only then to
repeat the teacher's corrected answer. Yet a third variation would seem to

"be the "guess and look" or "hedging one's bets" (Holt, 1964). H ere the

il starts an answer, scrutinises the teacher's face for cues, and either
changes the answer or proceeds with the answer, depending upon the pupil's-
interpretation of the teacher's facial expression.

Getting the teacher to give you the answer is a practice utilised by
pupils which is designed to make the teacher do the work for them. As

Holt remarks, recounting his own experiences as a teacher: 'I wouldn't
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tell her the answer, so she would just let me question her right up to

them''. In other words, the pupil 'plays dumb' so that the teacher will
eventually give easter-and easier questions wmtil ths question points to

the obvious answer. Other types of comterfeit work concern what

Coffman (1959) has referred to as "make work'. Pupils save the work produced
during one lesson and offer it up as evidence of work produced on a subsequent
day.

"In one schocl I know pupils would write the date in pencil in
their mathematics books. If the teacher did not mark the work

in that particular lesson, then on the next occasion the pupil
could rub out the old date, substitute the new one, and spend

the rest of the lesson on matters more important than mathematics,
secure in the knowledge that if called to account by the teacher,
he coﬁd produce incontrovertible evidence of having worked

that day."

(Hargreaves, 1972 pl8l)
Hargreaves also draws attention to the practice used by pupils of looking
ahead. Pupils have observed and lesmned the teacher's technique of assigning
specific questions from a set number of questions to particular pupils. Thus,
the pupil "counts up the pupils who will have to respond before him,
calculates which question - all being well - will be his, and prepares his
answer in advance.

Counterfeit work, then, can be related to games theories in which
pupils endeavour to maximise their chance of wimming and minimise their
chance of losing - a minmax situation (Holt, 1964). Thus, teaching and
learmning is viewed in terms of wirmming and losing.

1.8.4 Work Restriction

Whilst this practice overlaps with the previous one, the ultimate
concern of particular pupils who utilise this practice is to avoid certain
aspects of work and is, consequently, designed to restrict output. These
practices relate directly to work norms which can vary depending upon a
pupil's allocation to particular streams (Hargreaves, 1967; Lacey, 1970)..
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Whereas the 'A' Stream norms can be related to doing a lot of work, the
'B' Stream and lower stream noxms can be '"nmot working hard" (Hargreaves, 1967).
Rates of homework have been shown to be related to stream allocation. Lacey's
analysis of self-reported hours spent on homework varied between streams,
with bottom stream pupils reporting less hours spent on homework compared
with the top Express stream pupils. Ball (198l) makes a similar observation
of differential homework rates between Band 1 and Band 2 pupils. However,
self-reported time spent on homework is problematic. Whilst Hargreaves,
Lacey and Ball conclude that the lower streams or Band 2 pupils restrict
the amount of work they do compared with academic pupils, other hypotheses
can be made. TFor instance, it could be argued‘ that pupils in the lower
streams or. bands work more quickly than other pupils. If we consider this
hypothesis to be unlikelv because they are in the lower streams or bands,
we fall into the trap of accepting the school's definition of pupils, a
situation of taking problems instead of making problems (Young, 1971). A
more fruitful line of investigation, not discussed bjr these researchers, is
that teachers themselves may purposely restrict the work of the less
academic pupils. Certainly, this was what Partridge (1966) found with 'C'
and 'D' Stream pupils in the secondary modern school in which he taught.
It may also be the case, of course, that teachers may give more work to
the pupils in the higher streams or bands and expect them, therefore, to do
more work (Keddie,1971).

At the classroom level, work restrictions can operate through the
practice of reducing the amount of questions answered, as this boy from a

'B' stream explains:

"We don't like boys who answer a lot of questions. If you answer
all the questions the lesson goes all the quicker, doesn't it? I
mean, say you have two periods and you start having all these
questions, right, then it would take a period to do and then you
have another period and then you'd have to do some work. If they
start asking questions and we don't answer them, they have to
start explaining it all to us and it takes two pericds. So we
don't have to use the pen."

(cited by Hargreaves, 1967, p27)
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Hargreaves notes that if pupils in the bottom streams did not like working
in a lesson for a particular teacher, they would purposefully "tut, tut, tut"
&5 e teacter gave out-the text boors. They Knew- Uiat the teacher would
then spend the rest of the lesson talking to them and so, in effect,

they restricted the amount of work they did in that lesson (Hargreaves, 1967,
p99).

Restrictions on work are not the sole province of the less academic

pupils. Ball (198l) noted how academic pupils did not do compulsory tasks

suggested by the teacher, with some pupils asking him if he could get
homework abolished. Bushwell's (1984) study of a sixth form revealed the
contradictory choices these students felt they had to face between enjoying
a social life and going out in the evenings, or engaging in school work.
A number of stiidents, consequently, restricted their work output but worked
harder just before their examination. In school, these sixth formers
placed restrictions on work in the form of missing lessons in their least
favourite subject. Turner (1983) argues that ''the work restriction nomm"
which ‘academic pupils operate, can also be a product of peer group
pressure. Pupils who do more than the minimal prescribed work, or pupils
who do'work of no instrumental value (ie towards grades or an examination),
are - labelled "swots" (as noted previously, . 1.7.2) and are

singled out for ridicule in the classroom. Thus, to avoid the label, pupils
may need to put on a front, engage in ''protective practices" and endeavour
to manage the impression they give off to their peers (cf Goffman, 1959).
Turner outlines four such practice.s.: _ "following the crowd' which entails
not working when others are not working; "information control' which can
give rise to eonce:alnmt and the need to work at home, and relies on
"audimce segregation' (Goffman, 1959). This practice has inherent
problems since the pupil runs the risk of the teacher exposing the practice
in front of other pupils and thereby giving the game away. Another practice
is ''displays' in which occasional displays of deviance are procured to give
the impression of being é. dosser. Lastly, ''scape-goating' can be used as
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‘a form of rationalisation by pupils who justify the work done by arguing
that it is less than the work that has been produced by other pupils. A
problem of Turner's study of pupil practices is that it ladks comparable-
analysis with the practices of the less academic pupils. It is not only
restrictions as a concept that is of interest, we need to know the range
and scope of restrictions by different groups of pupils, if we are to have

a much clearer idea of the nature of work restrictions in school.

1.8.5 Work Awoidance -

This constitutes the opposite end of the pole-of pupil practices and
revolves around the deliberate attempt by pupils to avoid work which can,
of course, entail absence from school. Hargreaves and Lacey report that
there was a predominance of 'skivving' in the lower streams compared with
the top streams. These findings were confirmed by the study by Rutter etal.
(1979) .who concluded that pupils of average ability, or pupils from families
of low occupational status, 'were most likely to have poor attendance .
records'. In the classroom, work avoidance can simply mean "'doing notﬁirg"
(Cbrriga.zn, 1979) or it can entail a passive resistance of 'being away"
from the lesson by day-dreaming (Stebbins, 1980; Hargreaves et al. 1975).
A predominance of work avoidance can occur in the bottom streams where
"doing no work' were part of the group's norms 6f behaviour (Hargreaves, 1967).
Work avoidance in the sense of work that is productive and useful can also
be fostered by teachers. Partrj.dge (1966) noted how pupils in the lower
streams complained of doing "the same old stuff’. A 'C' Stream pupil
explained how a particular teacher rep;eatedly gave them the same work to do
vhich was '"just adding up, what we've always done'. Pupils may not reject
school work per:se, but they may reject the specific work that is on

Willgffer because it is viewed as being valueless and a waste of time.
-

w} Pupil practices and work restrictions can be seen as an interrzslation
n .\ ’rJ - - - - - -
P%F teacher perceptions of pupils and their expectations for pupiis, as

well as of pupils' perceptions of pupils. Teachers can, wmwittingly, aid -
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pupils' work restrictions and help regulate pupils' work output.

1.9 Classroom Strategies

Whilst pupil practices lay the framework of how pupils engage in or
desist from working in school, as part of the examination of processes
of differentiation it is nebessary to consider the type and range of
strategies that take place in classrooms. A large proportioh of the
strategies teachers use are, of course, operated to try to ensure pupils
do prescribed amounts of work. Delamont (1976) suggests that a
furdamental teacher 'strétegy is to make her expectations explicit and
thereby attempt to control both the content of what is taught and the
behaviour of pupils. The pupils’' first strategy, she suggests, is to
find out what the teacher wants and give it to her. Classroom strategies
are, however, far more complex than this, The range and scope of
classroom strategies will be examined, hav:l.ng first located them within
a theoretical framework.

1.9.1 Theoretical Framework

Woods .suggests : that strategies are ways of achieving goals
which can be described as "'specific pattems of repeatable acts chosen and
maintained in logical relationships with .one another to serve the
larger and long-term rather than small short-texm objectives' (Paisey, 1975,
cited by Woods, 1980a pl8). He argues that strategies are ''identifiable
packages of action linked to broad general aims' and that more immediate
objectives can be subsumed wnder them ""together with associated planned
action, as tactics within strategies'. It can be suggested that in the
case of pupils, the concept of 'practices' is a better integration with
strategies than "tactics" since it encorporates ways in which pupils go
about their school work or engage in work restrictions.

The theoretical framework draws on Goffman's (1959) dramaturgical
model as well as his games analysis outlined in his book 'Strategic

Interaction' (Goffman, 1969). Both these related analyses are compatible
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with Mead's (1934) symbolic interaction theory. The first two important
| elements in Woods' theoretical consideration of strategies related to
the individual and to cultures. Drawing on the work of W.I. Thomas and™
Mead, he emphasises how individuals interpret and size up others and
decide on their own goals. This act is a succession of phases and relatés
to the 'I' reflecting the various 'MEs' in the form of particular, significant
and generalised others. These are the product of much past interaction.
Goffman's games analysis draws attention to "expression games''. He suggests
that individuals must deal with and through other individuals or parties
"who appear to help and individuals vﬂlo-appear to hinder" them in their
pursuit of particular interests or goals. Goffiman suggests that perceptions
and contexts play an important part since individuals "must orientate to
the capacities which these individuals are seen to hawve and to the conditions
which bear upon their excercise''. There are assumptions made "about the
fundamental nature of the sorts of persons dealt with'". Woods suggests,
similarly, that "actors need a basis on which to orientate their interpretation
of others'. An individual, whilst being able to make choices, is also
influenced by significant others, and this. can have its roots in, and
be influenced by, culture.

Goffman (1969) suggests that individuals "exude expressions' and that

the source of expressions and the context in which they transpire give
rise to the meaning. Thus, there can be a distinction made between
expressions ''given' and expressions purposefully ''given off" by individuals
for strategic:purposes (Goffman, 1959). ‘These expressions are used as a
basis of commmication and are designed intentionally to transmit specific
items of information. These need not be verbal in terms of actual words
spoken or intonation of wvoice, but can simply be facial or bodily gestures,
that is, paralinguistic. The expression game can therefore, be
dramaturgical, being concerned with both impression management and the
management of information. Under such' conditions ,I game-like considerations

develop and "information becomes strategic and expression games occur’'



70

(Goffman, 1969). There are four basic moves in the games analysis: the
uwitting move, the naive move, the control move and the imcovering move.
The general term “subjects” will be wused to refer to the recipients of the
strategies, whilst the term 'strategist' will be used to refer to the
instigator of the strategy.

The wwitting move occurs when the subject's observable behaviour is
not orientated to the assessment a strategist might be making of it, a
Eﬁ.smderstmdihg of other's behaviour affording a wrong move. The naive move

is one in -which the strategist believes that the subject can be tzken as

he appears to be, although in fact he purposefully fosters a false
impression. This can also be part of .an uwitting move. The control move
is a self conscious and calculated move. The strategist appreciates that
the envirorment (or context) will create an impression on the subject, "and
so attempts to set the stage before-hand' (Goffman, 1969). Such a move can
also be brought about spontaneously by habit. Consequently, the strategist,
as Goffman points out, needs to view the move as the other would see it and,
in Mead's dictum, take the attitude of the other. The strategist can also
'take' the viewpoint of the subject but does not identify his interests
with it. It can be suggested, extending Goffman's analysis, that the
strategist can make a control move and manage his impression, or the
subject, in Tesponse to the strategists' perceived strategy, can make

the control move and thus managé his impression by employing counter
strategies (Denscombe, 1985).

Finally, the uncovering move relates to covert operations in which the
strategist attempts to elicit information or a particular form of behaviour
but hoi)es the subject reman.ns unaware that information gathering is going
on. Such a move also entraps the subject in an uwitting move on his part.
- For instance, we have already noted how pupils develop strategies for
testing out teachers as a means of gathering information on teachers to aid
their perceptions and evaluations of them (1.5.3). Goffman suggests that

there are also counter-itncovering moves where the subject is aware of the
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move by the strategist and offers faked information which he knows the
strategist is looking for, and so reverses the roles. These moves are
part of a dynamic process and may need constant development and refinement
since the techmiques, in time, "become familiar and thereby less effective'

(Goffman, 1969).

1.9.2 Strategic Interaction in the Classroom

Strategies can be enacted against a background of pupil misbehaviour in
the clas_smcm and can be said, therefore, to be problem-orientated. They
are both personal and generalisable because they are '"the product of
shared pressures from the social and orgénisational enviromment"'

(Denscombe, 1985); Teachers are part of a school system and .;ere required

to abide by the school vliaues and to work towards predefined goals, although
altermative structures, values and teacher cultures can develop
(Riseborough, 1981; Sikes, 1984). The strategies and approaches used by
teachers in the classroom can, and indeed do, influence the academic

success rate of a school (Rutter, et al. 1979)., The research by

Reynolds and Sullivan (1979) in eight secondary modemn schools distinguished
between schools which used coercive strategies which stressed power and
authority in seeking to control pupils, and schools using incorporative
strategies which stressed the interpersonal nature of education. Schools
using incorporative strategies had a higher academic success rate, whilst
the delinquency rate was half that of the other schools. Attendance rates
were also bétter than other schools using coercive strategies. Since all
schools were in the same IFA and pupiilswere all from similar working class
areas, the researchers attributed the cause of thle difference between
schools to the organisation of the schools and tﬁe strategies employed by
the teachers. Strategies, therefore, constitute an important area in the
relationship of process to ocutcome.

Denscombe (1985) suggests there are three broad types of classroom
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strategies: domination, co-optation and classroom management strategies.
We shall review these, as well as outlining pupils' responses to them in
the form of counter strategies.

i) Domination-

This is one of the eight survival strategies employed by teachers
outlined by Woods (1979). Pupils are subjected to rigorous controls by the
teacher and, although corporal punishment has been abolished in many schools,
male teachers can still use physical coercion with pupils (''the secret is
to hit them where they don't bruise' cited by Woods, pl5l). A teacher's
anger can be real or simulated. To sustain his dignity, a teacher may need
to assert himself, whith will defeat any attacks made by others on his
dignity (Waller, 1932). Domination strategies are a product from the early
school days of large classrooms and payment by results (Barmard, 1969;
Curtis, 1967) and is still prevalent today (Woods, 1979; Denscombe, 1985).
Other methods of domination include the “policing" strategy which involves
“"rigorous and systematic control over pupil talk and bodily movement"

(A. Hargreaves, 1979). The perceived value of such strategies is that they
can be said to impose a sttucture on school life which pupils and teachers
alike may come to accept. Consequently, structure, ritual and routine,

and rigid forms of discipline form an’ important part of the controls used
by teachers when they apply this form of strategy. Classroom life is seen
as a battle-ground between teachers and pupils, which teachers need to
survive. In this respect, "'showing them iUp" (Woods, 1979) is a survival
strategy of attack in which the teacher uses the public arena of the
classroom, picks on a pupil who is sensitive to such treatment, who theﬁ.
becomes the victim. The use of humour through ridicule and sarcasm is
liberally employed by such teachers. The strategy represents a control move
which is calculated to have maximum effect. |

Domination as a strategy may well provide a firm and predictable
envirorment for pupils and, as we have already noted previcusly (1.5.1),

pupils like teachers who can keep order. However, domination can take the
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form of resocialisation and is used by certain educational psychologists

as part of behaviour modification programmes. In this context, education
is” viewsd iff EeS OF Fewards dnd punistment: witlk & stimilous-resporise
mechanism to learning (0'Leary and O'Leary, 1977; Rutter, 1975). This is
an enforced co-operation. Othef forms of domination sees the teacher as
the sole purveyor of knowledge, as evidenced in chalk and talk strategies -
(Denscombe, 1985). The teacher governs the interaction and Flanders' (1970)
rule of most talk being teacher talk applied. Question and answer

_ techniques guide pupils to particular outcomes, with routes to correct
‘answers (Barmes, et al. 1969).

Pupils, of course, may react to thece strategies if they feel that the
teacher is operating controls over areas which they consider not to be
legitimate (Werttman, 1963). They may utilise counter moves or counter
strategies. They may use sullen resistance or seek to challenge the
teacher in elaborate moves of testing out (see 1.5.33) or directly challenge
the teacher's authority (Willis, 1977). The paradox is that such strategies
may reinforce the image of antagonism between teachers and pupils and can
exacerbate the situation (Denscombe, 1985). | It - also puts at a disadvantage
male teachers of small stature, or weak or eiderly teachers, and, of course,
women teachers who camot utilise physical control over pupils. For these
teachersiand othey teachers who object to coercive forms of controlling

pupils, other strategies need to be developed.

ii) Co-optation Strategies

Whereas domination strategies relate to more formal ways of teaching,
co-optation strategies can be viewed as more informal, progressive and
democratic strategies. Such approaches not only endeavour to'deal with
and neutralise pupils' opposition to school, thev also seek to encourage
pupil participation. These techniques might well be "illusory and (are)
geared primarily to securing a certain commitment on the part of the pupils

to the existing social system'' (Denscombe, 1985). Thus, pupils in response
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to this strategy and the teacher's présentation of self (as a front) may,
in Goffman's game analysis, engage in a naive move by assuming the teacher's
approacii to be gemtrine. Teddheis C4lT erigage inm activities sudt as reéasoning
and explaining, with Woods (1979) survival strategies of "negotiation" and
"fratermnisation' being but two examples. The principle of negotiative
strategy is exchange with commonly used techniques being appeals, apologies,
cajolery, as well as flattery, promises, bribes, exchanges and threats.
Turner (1983) discovered a number of negotiative strategies which he
grouped into four areas: persisténce, threats and promises, rhetorical
statements, and mobilisation of support from another authority. These
strategies, however, are not new since over fifty years ago Waller (1932)
reported teachers' use of appeals to fair play, honesty, chivalry or
self-esteem. Such a strategy, with its various techniques, unlike
domination strategies, necessitate that the teacher build up a relationship
with the pupils and not stand apart or be distant from them.

Fraternisation or friendliness are strategies or techniques which
seek to minimise conflicts between teacher and pupils and is what Woods (1979)
calls "cultural identification" or, as Waller suggests, the teacher
enters the world of children. Teachers' presentation of self, his style of
clothes, interests, marmerisms and speech, can frequently identify strongly
with those of the pupils. Humour, too, plays a vital part in fraternisation
which is used to generate an atmosphere of '"'fun and conviviality"
(Walker, et al. 1973). Woods observed how teachers' style of speech
were quite distinctive so much so that one teacher he observed used a
'"local, chatty, pubby style of speech' in his teaching which he indulged
in to good effect from the point of view of classroom control. The use
of humour, talk about sport, and television are also used to obtain
classroom control with the teacher using a front to give the impression to
" pupils of a shared cultural influence (an uncovering move entrapping the
subject - pupils - in an unwitting move). Teachers using co-optive

strategies allow pupils greater liberty and freedom in lessons which



75

Woods describes as '"indulgence''. Interestingly, another related technique
used by male teachers with girls is "flirting'. Since boyfriends and
sex are perceived by teachers to be predominant interests of the more.
~ rebellious girls, flirting with them can be used to secure their goodwill
and co-operation. If stage-managed well by the teacher, firm and good
natured relationships can develop Eemeerl teacher and pupils.

However, pupils can use counter-moves and strategies against the
teacer. Denscombe reports how pupils can turn the tables on teachers, and
can also use the tecthmique of friendliness or fraternisation to avert a

threatening situation and divert the teacher's focus of attention:

Teacher: Robin, you owe me some work. You still haven't handed in
the last unit

Pupil: Well, I had to go out last night...

Teacher: That's no excuse...

Pupil: No, well ... it was football ...City, you know.

Teacher: That's hardly the point...

Pupil: Have you seen them recently'? They're coming on quite

' good now. You know. . . they've got a lot of young lads
in the side..

Teacher: Yes, I hear the average age of the team is twenty or so.

Pupil: Makes you too old, doesn't it...

Teacher: Cheek. I've got a few years left in me yet.

Pupil: Why, where do you play? Mist be goalkeeper at.your age.

Teacher: Well, actually, if you must know ....

(cited by Denscombe, 1985 ppll9-120)
The puéil has manoeuvred the teacher into what Goffman refers to as an
uwitting move.

Since fraternisation gives pupils more freedom to talk and discuss with
the teacher than do domination strategies, it allows pupiis to use this to
their advantage as a counter move, for instance, ‘to play off one teacher
against another (Woods 1979). Clearly, there are problems with this
approach, with strategic consequences for the teacher since the pupil
can ''turn the strategy for control back on the teacher and use it,

ironically, as a means of controlling the teacher" (Denscombe, 1985).

iii) Classroom Management Strategies

We have already noted how the Beloe Report (1960) advocated the

introduction of the CSE to stave off pupils' disaffection and alienation
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from school (Section 1). Similarly, teachers' control of the content

and schedule of work can be "translated to a greater or lesser extent

into a broad control over the conduct and discipline of pupils"

(Denscombe, 1985). Woods shows how teachers bargain for good order and

work, and offer exchanges in the form of showing.: pupils films, taking them out
on vieite and trips, or by giving them an easy time since these activities
are mot considered to be work from the pupils' point of view.

Teachers can utilise the strategy of "keeping 'em busy''. Denscombe
points out that this is not simply a reflection of the protestant work
ethic t}ﬁt "laziness is the enemy of the soul" but teachers are intent
on keeping pupils occupied as a strategy for survival. This is because
keeping pupils busy reduces the chance of pupils becoming mischievous,
Clearly, we can insert here another religious slogan: the devil makes
use of idle hands. These strategies relate to and are directly concerned
with pupil practices and work restrictions sinee a teacher bases his strategies
on his perceptions of pupils (what he knows of pupils) and his analysis
of pupil . practices (what he knows they will do). These processes may
be so obvious as to be taken-for-granted by teachers. Denscombe argues
that teachers' demands for obedience from pupils and pupils' acceptance
of their control is justified by the work to be done in relation to
syllabus requirements. This strategy, of course, depends for its control
" on the amount and level of school work that pupils are willing to do
anid relates directly to pupil practices and work restrictions (see 1.8).-

The rationale for this type of strategy ''shifts from the personal
edict to organisation imperative' (Denscombe, 1985). Whilst teachers can
extermalise the need for pupils to work, it may also require a considerable
anmount of their personality and skills of negotiation to convince pupils of
the necessity of work, particularly in the presen;lt climate of high
wmemployment. There is, however, a paradox (or contradiction) in the use

of negotiation and classroom management strategies. Since strategies are
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not divorced from perceptual processes and directly relate to pupil
perceptions of their peers, pupils can view teachers who use such an
annroach as heing weak disciplinarians. They can take advantage of such
teachers and become unruly or rebellious, thus forcing teachers to use a
form of domination.strategy. This, in tum, may create antagonism and by
testing out the teacher in this way; pupils may assume that the teacher
really is strict after all and the front he is now presenting to pupils to .
be his real self. A catch 22 situation. |

Pressure from other staff as to what constitutes acceptable lewvels of
noise can also influence classroom managment strategies. Denscombe (1980;1985)
draws attention to the significance of noise and teachers' strategies of

"keeping 'em quiet'. He suggests several reasons are offered for the

legitimacy of this strategy which range from quietness being less fatiguing
for the teacher, to factors in relation to pupil leaming. However,

énoisy classroom can cast doubt on a teacher's ability to control pupils

which, in tum, reveals assumptions inherent in the process of teaching
itself and a teacher's competence to teach. This can give rise to a staffroom
joke:

Teacher: What are you doing, Nigel?
Nigel: I'm - beating up Eric
I'm - cheating
I'm - meking explosives
I'm - going to sleep
Teacher: Well, quietly, quietly boy, do it quietly.

(Denscombe, 1985, pl56)

Pupils, in turn, are aware of the teacher's strategy of '"keeping
'em quiet'" and can utilise a countelr move. Noise can therefore be used
by pupils to challenge the teacher's control and assert their will on the
progress of the lesson. Other challenges can be more subtle such as pupils
not paying attention to the lesson or "being away'' (Stebbins, 1980;
Hargreaves, et al. 1975). Paradoxically, Dumont and Wax (1969) who
observed Cherokee indians on a reservation, noted .how ""quiet reistance'" can

go umoticed by the teacher because they were culture-bound and had not
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interpreted-pupils’ quietness as a resistance. A similar point is made by
Werthman (1963) who obserwved black student's use of '"looking cool" as a
m=ms- of rejecting the teacher's- authority. Keeping 'em guist, then mau
be a naive move on the part of the teacher since he may misread the pupils'
action by assuming that pupils are obedient when they are, :Ln fact,
resisting his authority.

Clearly, teacher and pupil strategies carmot be separated but are part
of concerted strategic actions. These need to be placed in relation to
pupil pracﬁws set in the context of teacher and pupil perceptions, -“with

their utilisation of fronts and dmpression management. Whilst strategies

may be personal they cammot be divorced from school structure and societal

pressures.

Section 3: Explanations of Deviance: Towards an o
Understanding of the Processes of Differentiation

A critical emmnatlon of certain explanations of deviance and
conformity will now be outlined. Much of the analysis presented thus far
concerning the processes of differentiation can be relatr:_'d to and under-
pined by these explanations. Opposing approaches and assumptions concerning
the study of behaviour and deviance will be suggested with an outline given
of the sub-cultural model, the adaptationalmodel and labelling theory. It
will be suggested that these three approacheé or theories have much in common,
although they examine processes of differentiation and deviance at differ@t
levels of explanation. A fowrth and égnplalmtary alternative is also
suggested which draws attention' to the role played by the institution.

1.10 Opposing Perspectives and the Assumptions Made

There are different and distinct approaches to the study of behaviour
and no agreement as to how many discrete perspectives exist. One approach
is the normative whilst another is the interpretive (Cohen and Manion, 1981).

The normative approach is concerned with society and the social system and

assumes that impersonal and amoymous forces regulate behaviour. Consequently,
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it is concemed with trying to explain but not question this taken-for-
granted behaviour by using macro concepts such as society, institutions,
norms, positions,. roles,. eicp_ectaticns. The normative and functionalist
view of society is concerned with the maintenance of the social order

"the general need for the social organism'' (Durkheim, 1938). It assumes
that there is a consensus and recognised nomor norms in society, so that
deviation from these nomms constitute a dysfimction. There is a need

to correct such behaviour with such correctional procedures being the only
ﬁrocess of social transformation (Tyler, 1977). The role of the school

in this functionalist frame of reference is to fit pupils into this 'given'
society. '

In contrast, the interpretive approach to the study of behaviour is
concerned to discover h';iﬁu? individuals view their own actions and how such
actions affect others. This approach, therefore, placeé great emphasis
on the wmnderstanding of these actions. In this way an investigation is
wdertaken of the taken-for-granted with a concentration on micro concepts:
the perspective of the individual, personal constructs, negotiated meanings,
definitions of the situation. It has its basis in phenomenology (see
Husserl, 1934; Heidegger,1962; Schutz, 1964), ethnomethodology (see
Garfinkel, 1967) and symbolic intéraction theory (see Mead, 1934; Rose, 1962).
Lt opposes a priori assumptions concerned with meanings of eveﬁts. Research
can draw on these extreme and disparate approaches to the study of behaviour
(Cohen and Manion, 1981).

1.10.1 Definitions Given

Whiist deviance relates to rule-bresking behaviour and delinquency
relates to law-bresking behaviour, both terms are used mterd’néngeably
though recognising that delinquency is a form of deviance and not vice—vérsa.
How deviant behaviour 'is defined is influenced by the perspective used

by the sociologist and lay person alike. Deviance can be seen as a
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dysfunction,in which the deviant person has not fully intemalised the

'shared' or held wvalues of society and is in need of correction

(Durkheim, 1938); or "conduct which is generally thought to require the

attention of social agencies' (Erikson, 1964); or ''the failﬁre of human

conduct to meet the standards and rules by which human beings judge their

conduct'' (cited by Cohen, 1976). Definitions of deviance or delinquency

place the emphasis on the unquestioned assumptions of the arrestljng or

prosecuting agencies.  Thus, Rutter et al. (1979) define such a delinquent

as someone who has been "officially cauticned or found guilty of an offence

- in a juvenile court on at least one occasion'. These definitions emphasise

the individual and his inability fo meet certain and specific standards,

and the need to control and to correct the deviant behaviouwr. A criticism

of these definitions is that they assume that there are commonly held and

shared values and norms,and thus as Becker (1963) suggests, 'by ignoring |

the political aspect (of conflict) of the phenomena, limits our understanding''. !
Other definitions do not treat deviance as 'given'. Thus, Werthman

and Piliavin (1967) suggest that a person said to be a deviant may be

defined as someone whose moral character has been negatively assessed

by the police, the courts or anyone in authority. Becker offers and inter-

actionist definition. He suggests that "deviance is created by society (...)

social groups make deviance by making rules whose infraction constitutes

deviance". This definition clearly avoids the value judgements inherent

in such terms as '"'correction', "'control'. and ''failure'.

1.10.2 Questions Posed

If the definitions of deviance vary in response to the assumptions

made about deviance depending upon the perspectives used, then it follows,
of course, that questions posed cancerning deviant behaviour may also
vary. One set of questions can be said to treat deviance as being
objectively given whilst a second set of questions treats deviance as

subjectively problematic (Figure 1.1).
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FIGURE 1.1 Two distinct sets of questions posed concerning the study of deviance

OBJECTIVELY GIVEN SUBJECTIVELY PROBLEMATIC
(normative-fnctionalist) (phenomenological, interpretive, interactionist)
Who is deviant? = What are the circusstances wnder which
. someone gets set apart and is considered
deviant?

Why does he continue in deviance despite How is a person cast in that role?

controls being brought to bear on him?

What socio-cultural conditions are most - What actions do other people take concerning
likely to produce deviants? how they define such a person?

How are deviants to be predicted, - What value, positive or negative, do people
controlled and then cured? place on deviance?

How does a person judged deviant react to this
designation (label)?

How does he adopt the deviant role that is
set for him?

What changes in group merbership result?

To what extent does he realign his self-concept
to accord with the deviant role assigned to him?

(Derived from Cohen, 1966; Rubington and Weinberg, 1978;
llargreaves, et al, 1975; Townley and Middleton, 1978)

1.10.3 Objectively Given Approach to the Study of Deviance

Research that treats deviance as objectively given places emphasis
on the actor or the situation in which deviance is said to occur whilst,
for instance, conjunctive theories emphasise a combination these.
A sumary of Cohen's (1966) outline of types:of research in this area
is outlined here, with examples of certain types of research on delinquency
which uses a nonnative—ﬁmctionaliét approach.

The aim of much research that treats deviance as objectively given
is to predict and hence control deviance. Differences in people's behaviour
are considered to be the result of a deficit in the control mechanism, either
in the situation or within the person l'n'_mself. The conception of human
behaviour, then, has two variables. One is the hrpulsive side in which
individuals are considered to benaturally hostile and aggressive, they have
destructive tendencies or acquisitive or otherwise anti-social impulses.
The second variable concerns control, that is, something within the actor
or situation of action that denies the expression of the anti-social impulse.

The outcome is said to depend on the relative strength of these two variables.
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Where the impulse is strong, deviance occurs or, alternatively, where the c
control element is strong, there is an inhibition of deviance. Cohen

cites the bio-anthropolgical theories such as Lombrosian Positivism, from
the positive school of criminology which assumes individuals to be
rationale, endowed with free will, and therefore calculating the gains

or losses of different courses of action, choosing one course of action

to outweigh the cost of others. The implication for social policy, then,
was the need to instigate swift punishment which needed to be severe and
effective enough to counter balance the expected gratification from crime.
The recent experiments  using the so-called "'short, sharp, shock" treatment
for young offenders, is an example of this approach;

' Individuals prone to criminality or deviance are seen as particular
ty'ées, the central task of research being to identify these individuals or
groups. The fault is said to lie within the individual and not society or
the conditions in which they live, For instance, Hootin's criminal
anthropology views criminals as morally, intellectually, nnrphologically
and genetically degenerate compared to non-criminals. In this respect
constitutional typologies stressed anotomical traits. Thus the solution
to this problem of social control was said to be selective breeding ''to
weed out'', as Cohen remarks, ''socially harmful constitutional types".

Other theories stressed that deviance was caused by a.‘deficit inian
individual's psyche. | Psychodynamic control theories asserted that "deviant
behaviour is largely irrational, obscure energies, relatively inaccessible
to observation and conscious control qf the actor'" (Cohen,1966). Psycho-
analytical theories make assumptions that certain individuals are endowed
with aggressive and destructive, or otherwise anti-social drives or
instincts. This is a "kinds of people' theory in which deviance is said
to be a factor in the nature and strength of an individual's intemalised

controls. The task of explaining (but not necessarily understanding) the
phenomena is to identify the defect in the individual's control structure
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and to accomt for it in terms of a person's biography, such as

childhood or home background. It must be stressed, however, that in

the more recent developments in psychoanalysis, Relly (1963), Laing (1965;
i976) and Rogers (1961), working in a constructivist frame of reference,
endeavour to understand how an individual construesevents, situations

and people. They seek to offer non-prescripﬁive analyses, and stress
understanding the individual and his situation in an atmosphere of
"unconditional, positive regard"' (Rogers, 1961).

Research on delinquency and devian.ce in yaung people and children
places great emphasis on individuals and their situation. For instance,
Rutter (1975) in his study of problem children suggests that one important
cause of delinquecy to be a deficit in certain family characteristics.

He advocates the use of behaviour modification programmes in which
acceptable behaviour is rewarded whilst deviant behaviour is punished.
Notions of 'correct' or 'incarrect' behaviour are not questioned, nor

is an understanding of the root cuase of behaviour sought. Rutter and
Madge (1976) in their review 6f research concerning cycles of disadvantage
suggest that crime does run in families but that delinquecy is "more
strongly linked with brothers than fathers', the suggestion being that
the male population is more likely tﬁ deviate than women.or girls. This
notion has recently been challenged in a plethora of studies (Lomax, 1978;
Davies, 1979, 1980; Mkr, 1980, Lambart, 1976). Other interpretations
of Rutter and Madge's findings using the same or similar data can be
suggested. For instance, one may question the variables concéming
delinquency within families. :Research by Robins et al. (1975; cited by
Rutter and Madge) examined offences in a sample of the offspring of 235
black men and found that delinqu‘.;.ncy in children was associated with
delinquency in parents when they were juveniles, and parental arrest in
adulthood. When this is related to the research findings by Thornbery

(1973), a different interpretation emerges, since black people with low
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status were more harshly treated compared with white people and those

of high status. Delinquency may not necessary be a 'deficit' in the
family but can be related to the arresting and prosecuting 'agencies

who may negatively assess a-person'scharacter (Werthman,and Piliavin,1967).
Thus, as Werthman and Piliavin point out, "a boy with a father and two
brothers in jail is considered a different sort of person than a boy

whose immediate family is not known to the police'. Clearly,. interactional
factors needs to be taken into account incthe consideration of deviance
(see 1.13). |

A more recent study of delinquency in schools by Rutter etal. (1979)
begins to cross the bro.-ad approaches from the normative functionalist and
the interpretive approach. They were particularly concerned to locate
variables associated with delinquency, and hence predict delinquency. One
aspect of the study related pupils' school grades to parental occupation
which was "likely to constitute the best prediction of delinquecy". .They
suggest, like Douglas (1964), that parental occupation is associated with
low attaimment. However, when analysing processes within the school, they
offered evidence that factors in the school such as teacher expectation can
also be a contributing factor to delinquency, just as teachers' use of
praise rather than punishment were asscciated with better pupil behaviour and
lower rates. of delinquency. Interestingly, the study makes a tentative
suggestion (which is tucked away in the conclusion) that one important factor
could be that "peer group influences of some kind were serving to shape
children's behaviow'. However, their research makes no attempt to examine
such influences.

A critical outline of certain theories related to deviance which
treat the phenomena as subjectively problematic can now be examined, as
well considering their application to school. These approaches take
account of pupil cultures, pupil adaptations and the processes involved in
expectations and labelling, as well as considering the institution as a

focal concern in the study of deviance.
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1.11 The Sub-Cultural Model

Whilst the sub-cultural model treats deviance as subjectively

problematic, it does relate this to societal norms and the class
structure at a more macro level, but also examines this from a group or
sub-cultural perspective. Cohen's (1955, 1966, 1976) analysis assumes
that society's norms and values are those represented by the middle
classes and he is concemed to examine how sub-cultures dewvelop in
opposition to these norms and valves. ‘In many ways Cohen can be considered
to use a normative-functionalist approach since he only recognises one
set of nomms and values. In contrast, Miller (1958) assumes society to
be dichotomised between the middle classes and the working classes. Groups
of individuals are said to form a culture which may have norms and |
values different and distinct from thoseof the middle classes.

- For Cohen, a young person's self concept and feelings in relation to
school are largely influenced by middle class people whose dominant
value system can be said to pervade the mass media and society as a whole.
Such values and standards relate to verbal fluency, academic intelligence,
a capacity for sustained effort in endeavouring to reach long term goals,
a drive for achievement and the ability to delay gratification. Neatmess,
cleanliness and polished marmers make up the personal fronts (Goffman, 1959)
of such individuals (Cohen, 1966). Inability to succeed or to live up
to such standards and values can lead 1nd1.v1duals to "'repudiate c;r
withdraw from the game' (Lofland, 1969). Lofland refers to this as a
"power game'' in which individuals may be fearful and feel threatened by
other groups. It is a game of suspicion and distrust in which individuals
may refuse to recognise the rules in operation as having any application to
them. Cohen argues that individuals set up "new games with their own rules
and criteria of status'. Here is a fundamental problem for individuals, for
although they may withdraw and reject the dominant value system, Cohen's

main thesis is that it is still their value system. - In this sense it is a
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general culture into which all individuals, to a greater or lesser
extent, are socialised. However, rejection of the rules in operation
causes a problem of adjustment for individuals and a way out of this
dtlemma is achieved by resorting to "reacticn formstion'. They invert
the values and stand it on its head, exalt its opposition and revert to
spiteful or negativistic, malicious and rebellious behaviour (Cohen, 1955;
1966) .

In contrast, l\ﬁ.lller (1958) argues that the focal concerns of the lower
class culture of the gang relate to eight areas: Trouble, Touginess,
Smartness, Excitement, Fate, Autonomy with the perceived altermatives
of State, Quality and Condition. Thus Trouble may lead to either law-abiding
or law-violating behaviour. For Miller the lower class culture is a
long established and a distinctively patterned tradition with its- own
integrity ''rather than a so-called delinquent sub-culture which has
arisen through conflict with middle class culture and is orientated to
the deliberate violation of middle class nomms" (Miller, 1958, pp 5-6).

This is diametrically opposed to Cohen's analysis and Miller is, in fact,
scathing of Cohen's reference to delinquent's '"negativistic, malicious

or rebellious behaviour. He argues that gang imembers are conforming to
immediate reference group norms and accuses Cohen of accepting the

dominance of middle class values as given. He says that ''such characteristics
are obviously the result of taking the middle class commmity and its
institutions as an implicit point of reference". (pl9).

Miller argues that the lower class gang has its own values with a number
of key features which act to deep the group togetﬁer. Menbers must have
the “‘capacity" and "motivation' to conform to perceived cultural nomms.

They must have and feel a sense of '"belonging" and achieve ''status'. The
latter can be achieved through Toughness, Trouble, ete, so that to

remain a menber of the gang necessitates conforming to these valued areas.
However, this may or may not necessitate member.s violating middle class

norms. This is a crucial point in Miller's analysis since members may
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be seen to be conforming to middle class values but this only occurs
if and when this does not conflict with their own cultural values. |
Similarly, valued states of Toughness and Trouble may be achieved without
violatjng; laws. What Miller stresses is that the failure to conform to
the group nomms may risk powerful sanctions resulting in exclusion from
the group.

How, then, are sub-cultures formed? Cohen suggests that these are
formed by an interaction between individuals with similar problems of
- adjustment. A process of immovation, with individuals gravitating towards
other like-minded individuals. Furlong (1976) is critical of the
sub-cultural model and suggests that culture is viewed as an "external
reality" with members responding to a ''reified group''. He argues that
individuals in such a culture are "controlled by something outside him:
the growp'. Cohen, on the contrary, suggests that the formation of the
culture is itself a dynamic process since individuals solve the problem
encounters by testing out what other individuals are like. This is |
achieved through a series of exploratory gestures with small movements,
thus allowing an individual to retreat if the signals are unfavourable.
These develop over time in a series of stages with movements in a particular
direction, alﬁhough individuals may not necessarily have deviance in mind.
Cohen seeé the group as growing and developing, with each individual actor
contributing to the formation by encouraging others to either advance,
retreat, or by suggesting new avenues of exploration. This process leads to
the formation of "group standards" within this shared frame of reference
and it is this which gives rise to the emergence of the sub-culture. The
formation of sub-cultures as described by Cohen can hardly constitute an
"external ®eality' as Furlong has argued. However, Cohen offers no
empirical evidence on which to base his analysis of how cultures are
formed.,

There are a mumber of major problems and criticisms of the sub-cultural



88
model's analysis of deviance. Social class is an ambiguous and subjective
term, although when used in research it has been more commonly related to
socio-economic status (Meighan, 1986). Both Cohen and Miller ignore the
possible range of meanings and values between upper and lower middle classes,
and contrasts between the middle and upper classes. American society does
not have, of course, the historical tradition of class structufe that is
prevalent in Britain. Any application of the sub-cultural model in
Britain needs to take this into account since values may vary widely between
these classes. Similarly, Miller can be criticised since there are different
strata of mrk_ing‘ (or lower) classes: the aspiring working class who seek
to be part of the middle class value system and the lower working classes
(Miller's distinctive culture). Interestingly, Miller refers to these
aspects in note form only and it is not part of his analysis in the main
text. He admits that the termm lower class culture "as used here refers
most specifically to the way of life of -a 'hard core' group'. He adds
that "'systematic research in this area would probably reveal at least
four to six major sub-types of lower class culture'. His next point is
most illuminating, for he admits that his '"concerns presented here would
be differently weighted for the sub-types for which law-abiding behaviour
is a high overt evaluation'. What must be stressed is that Miller's analysis,
even by his own definition, is only applicable to a small section of the
lower end of the working classes and cammot, therefore, be generalised
to working class people as a whole. If we accept that there are distinctive

cultures labelled upper class, middle class and working class, though each

may be divided into a number of strata with associated values, then this
throws into question Cohen's assumptions of a dominant value system. If

we reject Cohen's analysis in favour of Miller's analysis, then we still

have to face the criticism of values related to different strata of lower
class culture. Miller clearly has not answered this criticism and, therefore,

much of his analysis of sub-cultural values is questionable if not flawed.



89
1.11.1 Application of the Sub-Cultural Model to Schools

The sub-cultural model has been applied to the study of British
schools by a number of researchers. Hargreaves (1967), Lacey (1970) and
Ball (198l), whose studies encompassed secondary modermn, grammar and
comprehensive schools respectively, used Cohen's an;'ilysis. Willis's (1977)
study of a boys secondary modern school used Miller's analysis as well -
as encorporating a neo-Marxist perspective on class reproduction. In
Section 2 the contribution these researchers have made to our understanding
of the processes of differentiation in schools have already been outlined,
what will be given here is a brief but critical resumé of their
relationship to the sub-cultural model and the explanations they offer
concermning deviance and conformity in schools.

Hargreaves argues that the 'A' Stream and 'D' Stream are poles or
extremes of the "normative differentiation', the two polarised sub-cultures
being "academic'" and "delinquescent”. The former conform to and orientate
towards the values of the school and the teachers, whilst the latter are
orientated negatively towards the school. There is a graduation between
these péles so that the 'B' Stream contain more pupils who are less
academically orientated to school than the 'A' Stream: Similarly,
the 'C' Stream contain more boys who are orientated to the delinquent
values with the 'D' Stream containing almost all pupils who are anti-school
(Figure 1.2). Although Hargreaves doesrmot make this explicit in his
diagram, the values of the academic streams Jrepresent the middle class
values. Cohen argues there are nine key areas in relation to middle
class values. These are ambition,which ié regarded as a virtue,
individual responsibility and resourcefulness, cultivation and possession
of skilis, delayed gratification, rationality and plamming, cultivation of
mammers, control of physical aggression, wholesome recreation and respect
for property. These values are said to be inverted by pupils in the lower
streams by the time pupils reach their third and fourth years in school
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because they cammot succeed in them.
Lacey's study and Ball's replication in a comprehensive school,
had similar conclusions (Figure 1.2). Lacey suggests, however, that
deviant behaviour is less evident in the grammar school he studied,
because pupils could be reallocated in a secondary modermn school
(thus confirmming these schools as lower status, noted in Section 1).
He argued that pupils experience "differentiation" which produces
"polarisation''. Differentiation was '"the process of separation and
- ranking of pupils according to thenommative value of the grammar schoal'.
Ball showed how the comprehensive school he studied had a deviant |
sub-cul ture which was confined to the lower Band 2 and Band 3 pupils.
He noted also how the socio-economic status of pupils' parents varied
when he compared these to pupils' band zllocation, as did pupils'
occupational expectations, The differentiatéd option system meant that
“pupils in different bands studied for a different examination - GCE or
CSE - which had implications for future occmpations and life chances.
Willis (1976; 1977), working in a boy's secondary modern school,
suggested that there was a class significance to what he called the counter
school culture. Willis related thé oppositional culture of the working
class boys he studied, represented by ''the lads', to the wider working
class shop floor culture. He argued that these boys were not so much
reacting against middle class school values, but rather they were seeking
to uphold their own distinctive working class values. The argmmﬁ Willis
advances; which concurs with certain aspects of the analysis on
segregationist policies presented in part of this chapter (Section 1),
is that the school system helps reproduce the existing social class
structure. Indeed, the important contribution of Willis's work is the bridge
he makes between the counter school culture and the shop floor culture.
He shows how the values of the lads in the school are:carried over into

the shop floor to which Willis's lads were destined.
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FIGURE 1.2 Sub-Cultural Models: Explanations of Deviance in Schools

Representation of the Two Subcultures

Aston University

llustration removed for copyright restrictions

Source: Hargreaves, D.H. (1967)

Class Differentiation and the Pro- and
Anti-School Sub-cultures

Aston University

lustration removed for copyright restrictions

Source: Lacey, C. (1970) Source: Ball, S (1981)
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There has been a growing criticism of the sub-cultural model m
its application to schools (Wertlman, 1963; Firlong, 1976; Meighan, 1978a;
Hammersley and Tumer, 1980). Turner, 1983 argues that pupils'
internalisation or rejection of official school values are problematic
since "values of individual teachers are likely to differ or even be in
conflict". Whilst we may accept certain aspects of Turner's arpument,
what is of concern is the dominant wvalues inherent in the school's
‘hierarchy from the headteacher down to the mewestand youngest probationary
teacher. The dominant value system of the school, as we have already
noted (1.4), rests with those who have control over the school organisation
and structure, notably the headteacher and dei:-uty heads, and the departmental
heads who allocate teachers to particular classes and pupils. The amalgamation
of secondary modern and grammar schools illustrates this in its ‘division
of labour within the school. For instance, it has been argued that the
ex=secondary teachers, who are likely to be in control of the knowledge .
structure (option system) in the school, dominate the school so that
aspiring ex-secondary teachers may well need to take on these values or
give lip service to them. Moreover, opposition fraom teachers to the
dominant values only serve to illustrate that these values are, indeed,
present. More particularly, if a school or teachers' value system differs
radically from the wider middle class values dominant in society, then such
schools or teachers would be quickly and surely be brought under control.
This was evident in the closure of _Bisinghill Comprehensive School in |
London (see Berg, 1966) and the sacking of the teachers from the William
Tyndale Junior School (see Ellis et al. 1976) after a public enquiry
(The Auld Report, 1975). Any radical changes in the school system needs
to-have the full support of the local authority as witnessed by Countersthorpe
College in Leicestershire. The substantive part of Tumer's criticism
carmmot be upheld and it can be argued that there is a dominant value
system in schools perpetuated through its teaching force.

Turmer is also critical of Hargreaves for seeming to quote evidence
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which seems to contradict his assertion of a pro-school, academic culture.
Hargreaves argues that certain 'A' Stream pupils were impatient with
non-examination subjects and that such pupils were sometimes critical
of teachsxs if tho lesson-was: evaluated by them as being inadequate
(Hargreaves, 1967, ppl3-14). Turner suggests that it is difficult to
see that "if pupils are not committed to the same values of the teachers,
the argument that they are committed to school values seems undermined'.
But the evidences does suggest, as Hargreaves painted out, that these
pupils did in fact value the dominant, examination orientated instrumental
curriculum of the school and were only critical when their desire to
accomplish these ends was frustrated or curtailed. Of course, a problem
with theesub-cultural analysis as presented by Hargreaves, Lacey and
Ball is that they do not make explicit that a school can have a dominant
value system as well as subsidiary or subterranean values (see 1.4).
A justified criticism of Harpgreaves and Lacey made by Furlong is
that they rarely ventured into the classroom. Thus, their analysis of
pupil questiommaires, for instance, offers no detailed knowledge of
classroom interactions and processes. Furlong suggests that such
shortfall had been rectified by his research on interaction sets. He
argues that pupnils' friendships and groupings are ever=changing.
However, Furlong can also be criticised since he offers no details of
the school's organisation in which to locate his '"interaction sets'.
Whilst he starts with actions and detects variability where other -
approaches assume consistency, no édeguate reasons are provided and the
explanations remain at the level of descriptions (Hammersley and Turner, 1980).
Another criticism made by Furlong concerns the consistency of - |
nomms and values. He argues that even the most delinquent group will
behave or conform to school values in certain circumstances. It depends,
of course, on which analysis of the sub-cultural model Furlong is referring
to: Cohen's or Miller. .Miller does argue, as we have already noted, that

lower class boys do not necessary oppose the values and norms of the
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middle classes and will 'conform' to middle class norms if these are

not inconsistent with the values of the culture. When applied to schools,
Cohen's model is problematic. For instance, Lacey's account of Short ‘

in 5C noted that he was badly bemaved ad truariced, 'membership- of the
anti-group did not entail defiance in every gesture, with total dedication

" to upsetting the system every moment of the day". 1In Cohen's terms,

these values are those of the sub-culture although the members have

chosen to reject them. The process of irmovation in relation to problems
of adjustment would suggest that if a new status problem arose, the
criteria would be sharéd within the group and a new, but group solution
found. Lacey does not suggest that this is a group solution but an
individual solution which conflicts with Cohen's emphasis on group

decisions rather than individual decision-making. He also argues that

a boy in 5B can misbehave on occasions, often when the teacher is not
present, thereby not being excluded from the group and yet giving the
impression to the teacher of full co-operation. Lacey endeavours to -
explain this by suggesting that pupils can operate both sets of sib-cultural
values whilst at the same time (it must be assumed, but not explicitly
stated by Lacey) giving greater allegiance to one set of values over another.
However, this seemingly contradiction can be explained with reference to
Coffman's (1959) analysis of impression management and techniques of
audience segregation (see 1.14). Whilst an individual may put on one
performance in front of a particular audience, he may change his perfcrmance
in front of another audience. In this way the individual is able to
separate his audience ''so that the individual who witmesses one of his

roles will not be the individual who witnesses him in another". Thus,

using Goffman's dramaturgical model (whilst noting its relationship to the
analysis of roles in symbolic interaction theory), the explanation can
still be consistent with sub-cultural theory, although the Model falls

short of offering a more complete account,
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Cohen's arguement that an individual has little choice in his

actions when he becomes part of a sub-culture is certainly questionable.
Indeed, Lacey's own account presented here would indicate that his data
does, indeed, allow some individuel choices. Similarly, Ball recognises
sub-divisions with the pro- and énti-groups. He argues that pro-school.
pupils can be either "'supportive' or "manipulatiwve', whereas anti-school
pupils can be either "passive" or '"rejecting' and view school as calculative.
Hargreaves (1979) has also suggested that there may be four basic types
of pupils. These are "the comiitted", broadly conformist pupils who share
the values and ideals of the school (miniature versions of teachers);
"the instrumentalist' who are content to play the teacher's game. The
others are ''the indifferent' who are bored with school and drift and
""the opposition''. Such dimeméions, as suggested by Ball and Hargreaves,
suggest a decision-making approach (Turner, 1983) which is, of course,
the antithesis of Cohen's and Miller's analyses. However, an individual
can still be part of a sub-culture and be free to make decisions, as
Mead's analysis of culture indicates (see 1.13). There are, clearly,
a number of grey areas not explored by the sub-cultural model in its

application to schools which do not take into account the variation in
the interaction between teacher and pupils which may promote deviance
(Werthman, 1963).

Werthman is critical of the sub-cultural model's view of the school

"as a monolith of middle class personel” against which certain individuals
fare badly. Although noting (as with'Hargreaves, Lacey, Ball and Willis)
that in the early years in a high school there is no relatizn between
acaderic performance and trouble, he suggests that when trouble does
erupt, it is only in particular classes and with certain teachers. These
factors constitute an important aspect of the interactionist perspective
which will be discussed later (see 1.13). However, whilst ‘th'e analysis

of sub-cultures by Hargreaves and Lacey have short comings in that they

may not offer an adequate explanation, the analysis Willis presents is
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problematic in temms of both its theoretical application as well as on
methodological grounds.

Meighan (1978a) is critical of Willis's application of the counter
school culture represented by "the lads" to the wider working class
culture. Here we see the problem already outlined in relation to Miller's
analysis. There may well be (and probably are) a number of strata of
values within the working class culture. Meighan is also critical of
Willis's use of the temm opposition to authority in the context of
school with the suggestion that this is synoﬁymus w:.th opposition to
authority by ‘the working classes in the wider context of society. It is
questionable whether this can be used to refer to the same thing in
both contexts. However, major problems of Willis's analysis concerns his
methodology and presentation of data.

The rigid dichotomy of "the lads" and ''the ear 'oles" portrayed
ﬂ;roug110ut much of Willis's analysis is called into question by Willis's
own reference to Joey's remarks about "semi-ear ‘oles' who form a separate,
almost twilight group, who would seem to be mid-way between the ear 'oles
and the lads. There are, then, at least three groups of pupils in the
school, yet the semi-ear 'oles, like the conformist pupils, are not
given any space in the analysis. Thé world of the conformist pupils is
not explored although, when necessary, comments are used from them to
confirm Willis's thesis that the lads represent the counter school culture.

(In a group discussion with conformists at Hammertown Boys)

Barry: ..he (one of the teachers) goes on about 'Everybody. .

you know. I don't like things like that, when they
say, 'Everybody's... none of you like, thls none of

you like that. You're all in trouble’ 'Ihey should say,
'A few of yer...' Like Mr Peters, he does that, he don t
say, ’Everybody , just the odd few That's better 'cos
some of us are interested (...)

Nigel: The frouble is when they start getting, you know, playing
the teachers up (...) it means that you're los:.ng time,
valuable time, teaclu_ng time, and that, so its sp0111ng
it for your, you know, sometlmps I wish they'd just pack
up and leave (...)
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Barry: It's better the way the’ve done it now(...) they'wve
put them all together (CSE groups were not mixed
ability groups). It don't really matter whether they
do any work or not ... You just get on, get on well
now (in the CSE groups), 'cos if anybody's talking

o he tells you to shut up, you know, get on with the work.

PW: (...) Have you ever felt that you should try and stop
them? (...)

Barry: I've just never bothered with them (...) now, in the
fifth, they should ... you know, you don't just go around
shouting at people in the classroom, you know, you just
talk sensibly. (The teachers) should be more stricter.

(Willis, 1977, ppl6-17)

'éiuﬁ.larly, the one voice of the lads is broken only when Willis, on
rare occasions, records the comments of teachers. Their views are only
included to support his main thesis of class reproduction and counter
school culture, and teachers' comments on pupils are almost exclusively

about the lads. An example is glven below:

Deputy Head: Joey is the outstanding one as far as following
my leader is concemed (...) Spike being the
barrack room lawyer would support him, and those
two did the stirring (...) and Will is easily led."

(Willis, 1977, pbl)

Willis goes on to argue that "written school-leaving and other reports
demonstrate notions of pathology in relation to a basic social model
of leaders and the led". It can be noted that such reports are only
of the lads, Willis does not set alongside these reports those of the

conformists for comparison:

""(Joey) proved himself to be a young man of intelligence and ability
who could have done well at most subjects, but decided that he

did not want to work to develop this talent to the full and allowed
not only his standard of work to deterioriate, except for English,
but also attendance and behaviour (...) too often his qualities

of leadership were misplaced and not used on behalf of the school.

(Spanksy) in the first three years was a most co-operative and
active member of school. He took part in the school council,
school play and school choir in this period and represented the
school at cricket, football and cross-country events.
Unfortunately, this good start did not last and his whole mamer
changed. He did not try to develop his ability in either academic
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practical skills (...) his early pleasant and cheerful mammer
deteriorated and he became a most unco-operative member of the
school (...) hindered by negative attitudes.

(Eddie's) conduct and behaviour was very inconsistertand on
occasions totally umacceptable to the school. A lack of self-
discipline was apparent and a tendency to be swayed by group
behaviour revealed itself."

(Willis, 1977, p62)

The relati_onship between the way the lads go about school work and
working practices in the workplace, the shop floor, is the most illuminating

aspect of Willis's study, but it tells us little about the way the ear
'oles settle into their workplace after leaving school, nor does it offer
data on how they actually worked in school. Pupil practices and work
restrictions, as we have already noted (see 1.8), is an important area

of differentiation in school. It camot be assumed that pro-school pupils
when they settle into their workplace, will not operate restrictions on
work and try to gain control over the rates of work, as do the shop floor
culture. Willis offers few details of the school as a 'workplace' in terms
of organisation and structure, except for brief extracts in note form

at the end of a chapter which is inadequate to allow the reader to judge
the influence of the school on pupils.

Yet another problem in Willis's analysis is that he makes reference
to other schools, a secondary modérn school and a grammar school in the
area, but little or no data are given on these schools. Aga:"n, the all
too familiar technique is made of bringing in data from other sources
to support the main thesis. Thus, comments by Larry, a pupil from the
grammar school , are used to support the notion that the lads were
concerned with practical work rather than theory, which limits their
choice in the job market, and therefore is further evidence of class
reproduction (see p57). .

Willis argues that the non-conformist working class pupils in the
grammar school differ from the lads because they ''lack the collective

school based and generated form of class culture' even though they may
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come from similar backgrounds and have an inclination to oppositional
values. Thus, Willis emphasises the nature of the school for generating

a class culture and counter culture whilst acknowledging different forms
of working class culture. Yet his analysis makes neither explicit. A
main overriding criticism, then, of his study is that he fails to present
adequate data from the different participants - the lads and the ear 'oles,
and by so doing, flaws his own analyéis.

1.12 The Adaptational Model

The -analysis of deviance by Merton (1938, 1968) and Gofﬁnan (1961)
concerns how. individuals adapt to the social structures which exert
pressure on them. Merton's later analysis is similar, in some respscts,
with certain aspects of Cohen's sub-cultural model. Unlike the sub-
cultural model's emphasis solely on norms and values, Merton identifies
. a nuber of adaptations in relation to cultural goals and the means of
achieving them. It does, however, include in the analysis reference
to nomms and values. Goffman is concerned to show how the constraints
that individuals face in what he calls '"closed institutions'. Although
the adaptational model was developed before the subsrcultural model, it has
been modified and used in schools as an alternative to Cohen and Miller's
analysis of deviance. Wakeford (1969) and Woods (1979) draw on and
modify Merton and Goffman's analyses to depict pupil adaptions in school.

Merton developed his analysis from Durkheim's (1964) notion of
anomie. A state of anomie is said to exist when a body of common rules
for which the principle mechanism for the regulation of the relationship
anong the elements of the social system, has broken down. This state of
noxmlessness or deregulation occurs when desires are insufficiently
restrained. Like Cohen and Miller, Merton believes that these desires
set not so much by biology but by social rules which define what men are

entitled to. Rules are incorporated into an individual's conscience which
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regulate and discipline man's aspiration and create a sense of satisfaction
and fulfilment. An abrupt growth of power and wealth, for instance, may
upset an individual's customary definition of what is a fitting distribution
of rewards. Merton, unlike Darkiieiit, appiied the Grcept 6E agiie to
deviant behaviour. He argued that a state of anomie exists when there is

a breakdovn of societal goala and means. Culturally defined goals are
purposes and interests held out as legitimate objectives for all members

of society which are ordered in some hierarchy-of values. The second
elénmt of the cultural structure ''defines, regulates and controls the
acceptable modes of reaching out for these goals'" (Merton, 1968). Merton
argues that in American society, greater stress is placed on the value

of specific goals than on culturally defined means of achieving them so
that individuals may endeavour to achieve goals through illicit means.
These goals, in a capitalist society, are concerned with financial success,
é:'l.t:hox@'l alternative goals can be in the realms of intellectual and
artistic achievement. The latter, of course, being applicable to schools
and educational institutions..

Parents serve as a "'transmission belt" for the values and goals of

the group to which they belong. Like Cohen and Miller, Merton argues

that the values of the social class in which individuals are socialised, has
some relationship to the attaimment goals.. Furthermore, although the

lower classes are motivated towards the goal of financial success, they
may lack the education and economic resources to achieve it and are

more 11kely to adopt illegitimate means to achieve these goals. The
. institution of the school is stressed as the main agency for passing on
prevailing values, since té{t books imply or state specifically that
"education leads to intelligence and consequently job and money success'.

Five types of adaptations related to cultural goals and institutional

means are outlined by Merton (Figure 1.3). He sees 'confommity' as part of
a stable society, unlike the sub-cultural model which sees conformity as
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FIGURE 1.3 A Typology of Modes of Individual Adaptation

Aston University

Hlustration removed for copyright restrictions

(From R. K., Merton, 'Social Theory and Social Structure"”,

being a concept which is relative to different groups. Merton takes

a functionalist view of conformity which, he says, is '"typically orientated
to basic values of society'. In this sense, of course, he concurs with
Cohen's view of a society whose dominantvalues have a pervasive influence.
Merton's otﬁer four modes of adaptation concern various forms of deviance.
Individuals who utilise "immovation'' as a mode of adaptation are said

to have assimilated the cultural emphasis on goals without a corresponding
emphasis on the institutional norms governing the means of its attairment.
This form of adaptation is said to be used by the lower strata in society
who may not be capable of reaching such goals without cause to use
illegitimate means. His argument is that whilst goals are held to
transcend class lines and are not bounded by them, ''the actual social
organisation is such that there exists class differentials in accessibility
of the goals'. This is very similar to Cohen's notion of "status
frustration" leading to "reaction formation" because individuals have been
denied access to routes leading to a&;ieveumt. Cohen suggests, of course,
that this forces individuals to invert these values and exalt their
opposition, whereas Merton argues-that, whilst some individuals will
become alienated and rebel, the majority will attribute blame for their
difficulties to fortune, chance and luck, thereby preserving their esteem

in the face of failure,
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"Retreatism'' as a mode of adaptation is, again, similar to Cohen's
"status frustration'' since both the goals and means are imbued with
high value "but accessible institutional avenues are not productive of
success" (Merton, 1968 p207). Individuals, therefore, can use "'escape
mechanisms' such as defeatism, quietness and resignation which are
subtle and not outwardly aggressive like Cohen's ''reaction formation'.
"Rebellion"', wnlike "rétreatism'' has all the hall-marks of Cohen's analysis
“since it "involves a genuine transvaluation, where direct or vicarious
experience of frustration lead to full denunciation of previously prized
values" (Merton, 1968 p210). Merton suggests that not only does an
individual withdraw his allegiance from the "prevailing social structure'
but transfers these to a new grcup. Again, the similarity to Cohen's
analysis with respect to the formation of sub-cultures is striking.

"Ritualism" is a scaling down of lofty goals although individuals
abide by institutional means. In societies in which individuals are
dependent for achievement on competition, this struggle to succeed can
produce acute status anxiety. To alleviate this, individuals may lower
their level of aspiration. These constitute "private escapes' from
frustrations and whereas ''Imnovation' is said to be a province of the
lower classes, '"Ritualism'' is the province of the lower middle class
because parents exert pressure on child to "abide by the moral mandates of
society'. However, since individuals are not using illicit means but
cling to recognised institutional nomms, this mode of adaptafion could
be said to constitute a form of confommity.

A criticism of Merton's analysis is that it fails to focus on
the characteristics of individuals but concentrates only on the positions
that individuals are said to occupy in the social system. An objection
to Merton's (1938) earlier formilation was that it depicted an individual

as somecne who chose his adaptation to the institution in isolation from
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others who served as his reference group. Merton has now allowed for

this and, as we hawe seen, his analysis is similar to that of the
sub-cultural model in a number of areas. A further criticism of Merton

is that his typology of adaptations refers to conformity and several
varieties of deviance in terms of a simple ''parsimonious conceptual
scheme: (either or)choices on .eac'h of two variables (cultural goals;
institutional means)'" (Cohen, 1966)., This is a false distinction since it
can be argued that they are both linked in social reality (Wakeford, 1968).
The ambiguity of the schematic’ outline of attributing the same symbol

for two or more different ideas and two different symbols for the same
idea, leads to difficulties in interpretation and in using the typology
in practice (Harary, 1966).

In contrast, Goffman's (1961) modes of adaptations woiild appear not

to distinguish be*'ween means and ends. He argues that an 1nd:.v1c‘rua1
engrossmt: in the activity of an organisation tends to be taken as a
symbol both of commitment and one's attachment''. The survival of the
institution necessitates that an individual "call forth' usable ccntr:_butlons
of activity from its members so that ''stipulated means must be employed,
stipulated ends must be achieved'. Goffman argues that individuals make
- primary or secondary adjustments to institutions. Primary adjustments
occur when .an individual "'co-operatively contributes required activity
to an organisation and under required conditions'. In contrast, secondary
adjustment occurs when an “individual stands apart from the role and
self that were taken for granted' for him by the institution'. éecmdary
adjustment can be of two types: disruptive ones !where the realistic
intentions of the participants are to abandon the organisation or radically
alter its structure'" which leads to a "rupture" in the smooth operation
of the institution. The others are contained ones in which individuals

fit into the existing institutional structure without introducing pressure

for change.
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Goffman suggests four modes of adaptation. ''Situational withdrawl"
is when the inmmate withdraw apparent attention from everything except
the events immediately around his body. The "intransigent line"
is more thian mere withdrawl since challenges are made to the institution
by flagrant refusal to co-operate with staff. Other forms of adaptation
see the immate appear to share the values.of the institution. Thus,
“"colonization'" sees the immate as having a stable and relatively contentéd
existence so mich so that other irmates may accuse him of "having found a
home' or "never had it so good'. '"Conversion" is a form of adaptation
in which the irmate takes over the official or staff view of himself
and tries to act out the role of the perfect irmate. Goffman suggests
that irmates may use a combination of these and thereby maximise their
chance of getting out "physically and psychologically undamaged''.

1.12.1 Application of the Adaptational Model to Schools

Wakeford's (1969) typology of modes of adaptation derives from
Harary's (1966) Revised (Stage 2) Typology. Wakeford, working in a boy's
public boarding school, places his modes of adaptation, unlike Merton,
within an interactional process which he argues are influenced by societal
responses (reactions) as well as by forms of social control. Wakeford
takes '"'conformity', "retreatism'' and ''rebellion' from Merton's typology
and "intransigence'' and"colonisation' from Goffman's analysis (Figure 1.4).
Unlike Merton and Harary, Wakeford's Model is dynamic in that it indicates
both major mvﬁnmts in the boys' career in school and indicates modes of
adaptation for the early, middle and later years.

Woods (1979) developed Wakeford's typology as part of a study of a
secondary school (Figure 1.5). Although a state school could not be
defined as a ''total institution" (Goffmam, 1961), Woods argues that they have
been developing ''totalising tendencies'' because the way pupils are

treated outside school may differ from the way they are treated in
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FIGURE 1.4 Revised typology of modes of individual adaptation

showing principal modes of adaptation by boys to the
public boarding school,

Aston University

Hlustration removed for copyright restrictions

Source: J Wakeford, '"The Cloistered Elite', 1869, pages 133-134.

school in today's more liberal and democratic climate. Vhile Wakeford only
provides one space for conformity, there are a nurber of possible forms of
conformity in Woods' analysis. Indeed, Woods argues that conformity
should be considered as an wnbrella term. 'Ingratiation', "optimistic

compliance", "ritualism' and "opportunism' provide a variety of conforming
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styles. For instance, ingratiators seek to maximise benefits by being
favourably disposed to those in power and are not concerned with the
wpopularity this may create with their peers. They may, as Goffman
(1961) notes, embrace an institution too waxmly. "Ritualisw, derived:
from Merton, is a mode of adaptation in which pupils accept that they have
to be at school but do not consider school to be important, although
they abide by the norms of behaviour within school. The modes of adaptation
of "optimistic' and "instrumental compliance"” and "'ritualism” can be
said to consist of primary adjustments and lead to conformity. Pupils
can also make secondary adjustments producing 'colonization' which also
leads to conformity. '"Retreatism'', "intransigence' or ''rebellion' as
modes of adaptation can lead to dissonance.

Woods extended his typology to include six possible standpoints
that can be addressed towards goals and means. Thus "'retreatism'’ is
characterised by indifference to or rejection (without replacement) of
both goals and means. School is considered to be boring by pupils because
they have no replacement (such as Willis's lads who have a laugh).. Woods
suggests that "'rebellion'" inwvolves rejection of both goals and means and
that this mode of adaptation is more common in later years. Such a
typolbgy would appear to be both dynamic as well as having, like
Wakeford's typology, a temporal sequence incorporated into it. Woods
suggests that first year pupils and pupils up totheir third year in
school experience "'optimistic compliance' and "oppofmmisuf'. Wakeford
also suggests that first year pupils conform; These analyses are in
accord with researchers using a sub-cultural model since they argue
that the anti-school or counter school culture does not begin until
after the second year in school and then hardms when pupils reach
the fourth and fifth years. Woods, and indeed Merton, like those using
a sub-cultural model, draw a relationship between pupils' acceptance or

rejection of school and their social class. For instance, Merton

suggests that there is a need to investigate "occupational goal
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formation in several social stratd''.

Woods' typology of adaptations end his illustration of the dominant
modes of adaptations leading to either conformity or dissonance would
seem to be, to a large extent, speculative. For instance, whilst Woods'
concentrated on‘ 4A and 4L (an examination and non-examination class
respectively) and presents data from all third year pupils on their
optionschoices, it is difficult to see how ha could obtain adequate
data from first, second, third yeaf, as well as fourth and fifth year
pupils to fully justify the assertions he makes. Indeed, he does not offer
such information, and examples of pupils' individual modes of adaptations
are not related to pupils' school class or year, with little indication
of whether they are exmination or non-examination pupils. A more
general criticism of the adaptational model from Merton, through
Harary and from Wakeford to Woods, becomes progressively too complex.
Indeed, 1eav1'ng. aside the complexity of adequately showing different
pupils' adaptations in all }essons thus adding a firther dimension
of "contextual features'" (Turner, 1983), there are more adaptations
in Woods' typology that have not been assigned a label. The
complexity partly arises out of the use of labels ad descriptions of
actions. These can be- called second order constructs, being the
researchers own labels which may be too far removed from the actual
practices in which pupils actually engage.

Researchers using both the sub-_cultural model and the adaptational -
model treat the school structure, m many Jrespects, as "given' and =
mprdt;lematic. References to.the school structure is treated discursively
in a short chapter (see Hargreaves, 1967, Chapter 2) or treated as
background information (see the introduction by Woods, 1979) or omitted
from the text and relegated to a series of notes at the end of a
chapter (see Willis, 1977). Yet the sub-cultural mpdel and the
adaptational model have much in common, as noted previously.- For instance,

the sub-cultural model has difficulty in accounting for deviaace in
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terms of the simple concept of polarisation. They import into their
analysis various forms of differing pupilsresponses to school with reference
to pupils who are "the connﬁ_tted", "the indifferent", or pupils: who are
"semi=sar 'oles" (1.11.1). These could well be called. 'adantatione!,
although Hargreaves, Lacey, Ball and Willis avoid making specific reference
. to pupil adaptations. It seems likely, as noted previously, that these

two approaches to the study of deviance in school have much in common.

An understanding of the processes of differentiation can best be understood
by analysing how pupils form sub-cultures and then adapt to school. Can

pupil adaptations take place in sub-cultures?.

1.13 Labelling Theory and the Self-Fulfilling Prophecy

A problem of both the sub-cultural model and the typologies of
pupil adaptations is that they do not take into full consideration the
dinteractions between teacher and pupil in their consideration of differ-
entiation and deviance in school. Labelling theory stresses the
importance of the interaction between individuals and, consequently,
has been referred to as the 'interactionist perspective' (Becker, 1963)
or 'transactional theory' (see Meighan, 1986). Although labelling
theory, like the sub-cultural model, developed from criminology and
deviance (Rubington and Weinberg, 1978), labels can be either positive
or negative. There"is, therefore, a need to consider the notion of
self-ful filling prophecy, and it s relatimnship to labelling theory
(see ‘Bist,_. 1977), with respect to how labels to particular pupils or
groups of pupils can contribute to their success (leading to conformity)

or failure (leading to deviance).

1.13.1 Self-Fulfilling Prophecy

The notion of the self-fulfilling prophecy has been particularly
concerned with schools in relation to teacher expectation. The

central proposition being that "pupils tend to perform as well or as

badly as their teacherg expect'' (Meighan, 1986).and that the prophecy
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is fulfilled because it was made (Merton, 1968). At the core of the
proposition is W.I.Thomas's dictum that "if men define situations as
real, they are real in their consequences" (Rist, 1977).

Central to Kelly's (1963) personal construct theory are the key
elements of anticipation, replication, prediction and expectation
enshrined in his fundamental postulate that "A person's processes are
psychologicélly- chammellised by the way he anticipates events'. Kelly's
notion of man-the-scientist suggests that individuals have theories and
are constantly making hypothesises and testing these out against 'reality'
and noting the accuracy of their predictions. The bi-polar constructs
aid :mdlvlchJals in predicting the course of events © are constantly.
being tested to ascertain the efficiency of their predictiveness. Those
constructs that predict events accurately are retained, whilst others
are revised or changed. However, there are problems.. Whilst an
individual may seek to improve his construct system, damage may result
from the alteration of what Kelly calls the sub-ordinate constructs.

A person may feel personally dependent upon them and so refrain from
adopting a more precise construct in the sub-structure since this

would alter his whole construct system. Other factors governing expect-
ations are the notion of the primacy of first impressions (Luchins, 1957;
Asch, 1946), that is, impressions gained from a first meeting may influence
subsequent perceptions, with the cosequential implication for expectations.

It was the pioneering work of Bosmthall (1966), and later
Rosenthal and Jackobson (1968) wh:l.ch influenced a whole plethora of
research studies on teacher expectation. Rosenthal and Jackobson, by
randomly assigning a number of pupils as high scorers on tests ('spurters')
and informing the teachers of these pupils' scores, purported to show
that pupils improved because the teachers expected them to do well.
However, as Brophy. and Goode (1974) point out, these researchers have
been much criticised on methological grounds (Snow, 1969; Fimm, 1972;
Thorndike, 1968) and attempts to replicate the study have not been
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successful (Clairborm, 1969; Fleming and Antonon, 1971; cited by
Brophy and Goode). A major criticism of their study is that they did
not elicit the teachers' own perceptions and expectations of pupils and
then relate these to pre-test and post-test scores over a period. Even
this would not take into account teacher-pupil interactions in the
classroom.

Brophy and Goode's extensive review of research in this area
placed them into two broad categories: induced expectation studies
(such as t't;e one by Rosenthal and .Jackobson) and naturalistic studies.
The research methodology of this lat_:ter approach consisted of obtaining
the teachers' own perceptions and expectations of pupils. Whilst some
studies did show expectation effects, other studies failed to provide
evidence of an expectation effect being evident in neither the outcome
(test scores) nor in the process (classroom interaction). The study by
Nash (1973) in Britain using personal construct thebry, compared junior
school teachers' perceptions of pupils with senior school teachers'
perceptions of the same pupils when they transferred to secondary school,
and showed that they had similar perceptions of these pupils.

Forming impressions of individuals is a. complex matter in which
people endeavour to encode in coming information in an economical form
(Heider, 1954; Brur.lar, 1958; 1975). These impressions can be from the
most slender information which, in turn, may give rise tolinaccurate and
false expectations (Bruner, 1975). Thus, as Phiéhan notes, teachers can
form impressions of pupils they have not met on the basis of their first
names (Garwood and McDavid, 1975; Garwood, 1976), their sex (Parlardy,
1969) their appearénce (Harvey and Slatin, 1976) as well as their perceived
ability. The sequence of teacher expectation can be suggested as follows:

"1 Predictions based on teachers' interpretive scheme before
meeting pupils for the first time.

2 The initial meeting.

3 Subsequent pattern of interaction.

4 Retrospective assessment and reflection 1ead:mg to reinforcement
or modification of the interpretive schemes."

(Meighan, 1986, pl32)
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The notion of self-fulfilling prophecy is vague and the contributing
variables, beyond the schematic ocutline noted above, are difficult to
isolate and relate to specific outcomes. Brophy and Goode conclude

that "'expectation affscts - are-likely to be greater when the student

accurately perceives the teacheris behaviour and understands the
implication regarding teacher expectation for him''. This simplistic
truism, however, has not been substantiated to any great extent, |
although Pidgeon's (1970) earlier review of the expectation effect
concluded with the m.iggestion that "the levels of performance between
the most able and the least able pupils (...) are due in mo small
‘part to the expectations of their teachers'. Rist (1977) suggests
that the inconclusive nature of the expectation effect and the "log
jam" building up in the self-fulfilling prophecy can be broken by
integrating this notion with those inherent in labelling theory.

1.13.2 1abelling Theory

Hargreaves et al. show how self-fulfilling -prophecy and labelling
theory are similar in many respects (Figure 1.6).

FIGURE 1.6 Self-Fulfilling Prophecy and Labelling Theory:
Schematic Outline

Aston University

Hustration removed for copyright restrictions

(Hargreaves et al. 1975, pl4l)

The analysis of labelling theory outlined E}r Meighan reveals the
processes involved in the labelling of pupils by teachers and provides
a further critical framework for the explanation of deviance in school,
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This framework will be utilised and elaborated where necessary.

i) Deviance Involves a Social Process

A basic proposition of labelling theory is that ''deviant behaviour
has the characteristics of a transaction between the deviant person and
another or others'.(Meighan, 1986). Like the sub-cultural and adaptational
models, labelling theory counters biological theories of deviance.
Labelling theory, therefore, "allows for an examination of what, in fact,
is happening within schools" (Rist, 1977). It is concerned to understand
and then to offer explanations for deviarxcg by taking account of the
process of interaction between the person who has been labelled and
the person who is doing the labelling. It also examines the assumptions
behind the labels and the social significance of the labelling process.

The social process of deviance revolves around a series of interactions
between rule-makers, rule enforcers and rule-breakers (Meighan, 1986) and
has at least three distinct elements. The first is the commission of an
act by the first party; the second is the interpretation of that act as
rule-breaking by the second party which leads to the first party being
defined as deviant. The third element constitutes .a reaction of the first
party to the second element (Hargreaves, 1976). In this way, labelling
theory differs from the sub-mltm:él and adaptational models' emphasis
on specific groups dr particular individuals, since it concentrates on the
interaction between the two parties and the reaction of the labelled person

to the labelling process.

ii) Process of Soc:LalTypmg of Deviance: Successful Application
of the Label

The theory of typmg developed by Hargreaves et al. suggests three
distinct but related stagés. The first is "'speculation' in which the
teacher first comes to know about or meet pupils .(see Section 2; 1.6.2).

As noted previously, this can be related to notions of the primacy of first

impressions. The second stage is "'elaboration'' in which the teacher goes
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beyond these first impressions and seeks to find out more about the
pupil. The third stage is "'stabilisation' in which the teacher considers
he has "'a relatively clear and stable conception of the identity of the
pupils". This schematic analysis presented by Hargreaves et al. obscures
the complexity of the deviants' reaction to the label, which can now be

considered.

iii) How the Labelling Process of Typing Affects the Person
Who is Labelled

The process of labelling and typing of pupils by the teacher needs
to be placed alongside the reaction of those who are labelled. In the
'labelled person' there is a process of negotiating, rejection or acceptance,
reinterpretation or modification of their behaviour (Meighan, 1986). There
are a nuber of elements in this process which does not mean that the
label given by someone to another person will automatically ‘stick’.
Firstly, it depends on whether the so-called deviant accepts the label
and comes to think of himself as deviant. This is dependent upon the
frequency iniwhich the label is applied by the teacher to the pupil and
itsareﬁnforcing effectson the pupil's self concept (Burns, 1982). The
person may simply not accept the label or reject the label. Secondly,
the acceptance of the label is dependent upon whether the person doing
the labelling is viewed as a significant other by the person who has” been
labelled (Hargreaves, 1976). The status of the typer is important because
"effective social typing usually flow down rather than up the social
structure' (Rubington and Weinberg, 1978). A third element is the
‘extent to which others support the label since this will affect the
" labelling and a person's self concept (Burms, 1982). There is a
distinction, as Hargreaves notes, between "idiosyncratic' and
"consensual" deviants. In the former case it is a particular teacher who
may have a specific problem with one pupil, in the latter case it is an
agreement between teachers as to which pupils are 'deviant.. As already

noted, the staffroom serves::as the back region (Boffman, 1959) for
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staff gossip and the generating of identities (Section 2; 1.6.4) in the
promilgation and reinforcement of the labelling process. Whether parents
support or dissociate themselves from such labels attributed to pupils may
affact the labelled person in his ultimate acceptance or rejection of.
that label. In this context, then, labelling theory does not wnderplay
the importance of home background or indeed social class variables.

Lastly, and extending these elements, is the public nature of
labelling. These can consist of deliberate degradation ceremonies
(Garfinkel, 1967) such as “showing them up' (Woods, 1979) which are
desigﬁed to confirm pupil status and reinforce the mnegative label. This,
as noted previocusly (1.8), acts as a“” form of social control, and is
deliberately engineered in front of an audience so that others will support
and join in the condemnation and help hold the deviant in check. However,
this is problematic since it may confirm the pupil in a deviant career
(G3ffman, 1961); yet there is no certainty that this will occur. According
to Lemert (1951), there are at least eight stages to the "ultimate acceptance
of deviant social status and efforts at adjustment on the basis of the
associated role''. Thus, while labelling may have a social control effect
and-deter an individual fromcomitting further deviance, individuals can
justify or disavow the act of deviance by normalisation or ﬁeutralisation
(giving excuses for an untypical incident). Lemert's analysis makes a
distinction between what he calls "primary deviation' in which an
-individual breaks a rule or rules but may not be regarded as a deviant,
per se, and "'secondary deviation"-

"Which becomes a means of defense, attack or adaptation to the
overt and covert problems created by societal reaction to primary
deviation. In effect the original 'causes' of deviation recede
and give way.:to the central importance of the disapproving,
degredation and isolating reactions of society."

(Lemert, 1951)

The adjustments and adaptations pupils make may, of course, be those that
have been outlined by Wakeford (1968) and Woods (1979). What labelling
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theory emphasises is how these adaptations arise from the interactions
between teacher and pupils. The process can be related to a school context.
The deviant pupil's self concept may be altered. He is placed in a
new 'status' and is said to be a different kind of person ''from the one he
is supposed to be'' (Becker, 1963). He is no longer considered by others
and himself as 'mommal' or 'ordinary'. He thus undergoes a process of
stigmatisation . (Goffman, 1968) which change the meaning of, rather than
cause, deviance (Hafgreaves, 1976). It i§, as Matza (1969) suggests, a
movement of stigmatisation from having committed a deviant act to becoming
a deviant. Once defined as deviant, the pupil is treated differently by
the teacher. He is regarded with "suspicion", "kept under surveillance",
subjected to "'rigorous controls" and subjected to "exclusion or isolation'
from various school activities. (Hargreaves, 1967;.1976). Exclusion may
well testify to his deviance so that ';to be cast a deviant, is to
further compound and hasten the process of becoming that very thing'
(Matza, 1969).
The pupil can become what the deviant label labels him; as Mead
has shown, the 'I', the response of the pupil to the attitudes of the
others, and the "ME' become inseparable. As Matza notes, "he is unable
not to see or giimpse himself as he appears in the eyes of another.
The whole process can encourage expectations of deviance and so self-
fulfilling prophecies may emerge. Labelling theory asserts that for an
individual to endeavour to break away from the deviant image, he has
to fallow a code which requires less deviation than that of a 'normal’
individual. He has to appear ''super-normals" (Hargreaves, 1976)
otherwise trivial or '"mormal crimes' (Sudnow, 1965) may help to
reaffirm the deviant label, Thus, as Lemert's analysis points out,
it may be easier for the pupil to accept the label and engage in
fuirther acts of deviance and so confi:m his status. Meighan suggests

that aggressive social policy of "tightening up' and "establishing
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firmer law and order" may create a vicious circle effect in which the
whole process itself leads to more deviance.

The point being made, of course, is :that it may well be the
institution itself that helps create deviance. Reynolds and Sullivan
(1979) found that schools with a zealous social control policy had, in
fact, the most deviants, whereas schools with a softer control policy
had fewer deviants. Rutter et al. (1979) similarly noted that overt
use of reprimands and punishment as a style of teacher response ''may
well tend to aggravate rather than ameliorate the situation'.in the
school or the classroom, with the likelihood of social aggression.

Other studies have indicated differences in delinquency rates between
schools. Farrington (1972) found that 387 of boys entering the secondary
schools he studied had previously been rated as troublesome when in

the primary school, compared with 87 in low delinquecy schools (cited

by Rutter and Madge, 1976). However, the selectiwve intake could not
account for delinqueney in all schools. Wadsworth (1979) in a
longitudinal study which aimed at trying to locate variables of
:ielinqtiency suggests that teachers' assessments may have "contributed
significantly to the discrimination of delinquents from non-delinquents"
but how far these assessments became instrumental in the production of

delinquency was not known.

iv) The Role of Support Groups and Group Affiliation

The role of audiences in labelling theory has been viewed predominantly
from the perspectiwve of the labeller. ' However, the audience can refer to
individuals who seek suppo::'t of similar individuals in similar situations
who may or may not have solved problems of adjustment (re: Cohen, 1966).
Meighan (1986) suggests that such groups (such as women's liberation
movements) to be at a macro level. However, it can be suggested that
support groups can operate at a more micro level and be organised into

sub-cultures. A distinction can be made between the two sub-cultural



118

approaches advanced by Cohen and Miller and Mead's (1934) notion

of "cultural determinism''. Whilst individuals may gravitate towards
like-minded people, Mead argues (unlike Miller) that individuals can
and do make decisions and are not governed by, or enslaved in, a culture
rooted in social class. Individuals are '"bom into an on-going society
and are socialised to some significant degree into behaviour which

meet the expectations of its cul "' (Rose, 1962). They are socialised
into a general culture as well as into various sub-cultures. Mead

and Cohen can be seen to be in agreement about society consisting of

a dominant or general culture. However, unlike Cohen, Mead stfesses

the reflexive nature of individuals in as much as group affiliations

can change with the individdal, not the group, contributing to the
imovation. Importantly, symbolic interaction theory stresses that whilst
the personal meanings and values of one group affiliation may be
‘dropped, they are not lost or forgotten. In other words, the newly
acquired meanings and values are integrated with old ones.

The implication from labelling theory is that the school itself
(as was noted previously) can help in the formation of such groups.
Although it may be possible for the school to change pupils' group
affiliations, for instance in relation to an anti—groLp‘, meanings and
values may change but will not be dropped completely. Clearly, the
notion of cultural determinism offers gn alternative and complimentary
explanation for the sub-cultural analysis of differentiation and
division in schools, and in so cbmg answers certain criticisms by

Turner (1983), Furlong (1976) and others.

There has, however, been a number of criticism of labelling
theory. Firstly, as noted previously in relation to pupils' perceptions
of pupils (Section 2; 1.7), the significant audience of peer group members

(who may be pro- or counter school culture pupils) can be a formidable
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pressure group labelling pupils who are considered to be conformist

or anti-school. This would seem to be an important omission fromthe
theory which has tended to concentrate on the interaction between teacher
and pupils,

Other criticisms levelled against labelling theory are tackled by
Goode (1978). He suggests that scientists or positivists who seek
concrete and universal laws of deviance are critical -Of the shifting
definitions of deviance. This is because, of course, labelling theory
itself is about the explanation of such labels. Moralists seek
absolutism in the definition of deviance and want studies of deviant .
behaviour to join in the condemnation and stigmatisation of deviance.

But the interactionist perspectivé, as applied here, takes non-conformity
to be a relative matter and that boundaries between deviance and
non-deviance can and do shift (Erikson, 1962). Finally, the traditional
orthodox psychiatrists make declarations that certain forms of behaviour
"are always and everywhere manifestations of psychic pathology" (Goode, 1978)
and that there is an objection to interactionists' approach because

they do not automatically apportion blame to the deviants themselves, to
their childhood trauma or family circumstances.

Other confusions conceming labelling theory which surface as
criticisms stem from the inappropriate application of the general
axiom by so-called labellists and summed up in the notion of the
generalised other: "you see yourself, and became, the way others
see you as being''. This reduces a person's self and his identity to
being the ''simple product of thought and actions of others'" (Goode, 1978).
This is clearly a crass oversimplication (Hargreaves, 1976; Goode, 1978).
Labelling theory does not hold the self to be an umambiguous product of
external forces but rather that the image that significant others have
of you can exert a powerful effect‘: on what you do and think. Unlike the

sub-cultural model's view of the individual as béing governed by the
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group, labelling theory asserts that the individual has a choice,
although powerful forces can be influential in the formation of an
individuals self concept. This is one of the manv forces that act on
individuals. This is not to szay that hcrv;\r we see ourselves, and what we
do, is wholly and absolutely determined by how others see us. Labelling
theory can be said to be relevant and applicable to some issues
concerning deviance and irrelevant to other issues; although labelling
theory was never intended to be, nor can it be, an explanation of
causality (Goode, 1978). What is argued here is that labelling theory
is distinct from other approaches to the study of deviance, but can be
useful in providing explanations sbout deviance in relation to the
crucial issues revoiving around the process of interaction between two

or more parties.

1.14 Institutionalised Typifications and the Dramaturgical Model

In this concluding analysis of the processes of differentiation
and deviance it will be argued that there is a need to consider the
institution as a major factor in the socialisation of, and differentiation
between, individuals..The discussions of institutions provided the
back ground to the analysis in Section 1,which was then examined from
a mostly interactionist perspective in Section 2. A theoretical outline

of the processes inwolved in institutionglisation will be outlined here,

drawing on the social-phenomenological work of Berger (1966), Berger and
Luckmarm (1967), Goffman (1961; _1959) and Schutz (1964).

1.14.1 Institutionalisation

Institutions and the process of institutionalisation play a major
role in shaping a person's perceptions which, in turn, give rise to
actions. Man, unlike animals, can be said to have 'mo species-specific
enviromment' and is characterised by 'world opemness' as opposed to

"world closedness" of animals whose enviromment can be said to be biologically
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fixed (Berger and Luckmarm, 1967). This "world opemness' means that man
interrelates not only with a natural enviromment but also with a "'specific
cultural and social order which is mediated to him by specific others who
have charge of him''. ‘Conseqpem:ly, man can be both a creator of an

envirorment but, paradoxically, he can also be enslaved by it:

"The reality of everyday life is taken for granted as reality.
It does not require additional verification over and beyond
its simple presence. It is simply there, as self evident and
compelling facticity. I know that it is real."

(Berger and Luckmann,1967, p37)

The authenticity of the institution is not doubted. This reality of
everyday life and common sense knowledge is shared by others and seems
‘7ot to require further verification. It is, as Plessner (1948) has
suggested, that our sense perception makes things seem obvious, something
is obvious because it is familiar. It is familiar because it is taken
for granted; it is taken for granted because it is -obvious, and so on.
Individuals, then, can become habitualised to the institutional
bureaucracy (Berger, 1966). Aspects of the institutional arrangements
appear as being natural as if things could be no different and, as
Plessner notes, "individuals go along familiar paths without much regard".
In this way all human activity can be said to be subject:to habitualisation
and action that is freauently repeated becomes cast in a pattermm. This
set pattern is reproduced and so affords economy of effort. Such
actions can be perfommed again in the future in the same mammer with
equal economy of effort. Thwus, habitualisation can be said to free an
individual from much decision-making and can, therefore, provide a
direction for which Iittle further consideration is necessary.
Institutionalisation can be said to begin when such habitual responses
are replicated by other actors. Actors and actions work together since

"the institution posits that action of a type X will be performed by actors
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of type X" (Berger and Luckmann, 1967). Another facet of institutionalisation
is that, for the most part, the institution is not created afresh by
individuals. Institutions are endowed with histories, but these may be
inaccessible to an individual's direct or previous experience. Although
not being part of a person's biography, the associated values and goals

of institutions can be passed down to individuals. They were not of

their making and so can appear as given, unalterable and self evident.

The institution confronts individuals as undeniable facts. Large sections
of the social world may be experienced as incomprehensible but real. There
is a sgnse in which the instititutional world takes on an objective reality
in as much as individuals 'forget' that it is a humanly produced and
constructed objectivity. Just as man created it,.so he can modify or
radically change it if he has the presence of mind and takes on a different
attitude by suspending his "natural attitude" (Husserl, 1931).

1.14.2 Primary and Secondary Socialisation

Institutions can be viewed as - places into which individuals are
socialised. Drawing on Berger and Luckman, a distinction can be made
between primary and secondary socialisation. Primary socialisation can
be said to be the first socialisation that the individual undergoes in
childhood in which he relates to significant others as well as reflecting
the attitude of others. Here Berger and Luckman use Mead's notion of
the 'I' and the "ME' . It is a sharing of situations with reciprocating
definitions and tm.ltural. identifications. For Berger and Luckman, like Cohen,
Miller and, indeed, Merton, an individual is considered to bring to an
institution these aspects of his "base world'. Secondary socialisation
is a development of this process and is "'any subsequent process that
inducts an already socialised individual into new sections of the already
objective world of his society' (Berger and Luckmann, 1967).

These two forms of sociélisat‘ion, however, are not sef)arate entities.

Whilst primary socialisation can be said to be the most important,
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secondary socialisation draws on this "basic structure”. The individual
internalises the institutional or institutionally based 'sub-worlds", so
that '"'role-specific vocabularies" are acquired which necessitates him
having an awareriess of institutional rules and procedures which he then
puts into practice in terms of acceptable conduct. Since secondary
socialisation is a éub-world and not a base world, an indivicdual, as
CGoffman has suggested, can make primary or secondary adjustments

(as noted previously in relation to the discussion conceming the
adaptational model). He can, of course, reject the institutionalised world
as having no meaning for him. But JUSt'. as in primary socialisation an
individual can be said to view himself through significant others in his base
‘world, so  institutions and institutionalisation has implications for the

self. . ’

1.14.3 The Self and the Allocation System

Goffman (1961) asserts that the self is "bolted down in the social
establishment'. Typifications individuals formulate of each other are
facilitated by the institition in which individuals £ind theuselves. There is
a reciprocity of typifications since "the institution itself typifies
individual actors as well as individual actions" (Berger and Luckmann, 1967).
This is a typification in a double sense since individuals are apprehended
as a type in a typical situation. The analysis of institutions in Goffman's
study shows how the ward system in mental hospitals accentuated t'h:Ls double
typification. It can be argued that Goffman's analysis is also applicable
to schools since they have, as Woods (1979) has suggested, '"totalising
tendencies'. Goffman's term 'ward system' will be substituted for the
more general term 'allocation system'.

An individual who enters an institution is allocated to a position
and his status as a person is measured by this placement. The allocation

system is graded from the top (or best) to the bottom (or worst) in
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relation to individuals', :and the institution's, specific but varied

goals. This has implications for the self which

"in turn affirms that the self arises not merely out of its
possessors interactions with significant others, but also
qut of. the arvangements that are evolved in an organisation
for its members."

(Goffman, 1961, pl38)

It can be noted here, of course, that this analysis relates directly to

the emphasis in labelling theory on the interactions between individuals,
as well as extending that analysis by considering the additional con.stra:i.nts
of the institutional arrangements on individuals.

Individuals, tend.to see and judge each other and themselves in temms
of this allocation and their position is viewed by other members of the
institution (such as the warders, nurses or teachers) as ''an expression
of the state that his self has fallen to" or risen to, depending upon their
position in the hierarchy. This represents “his general level of social
functioning, his status as a person" (Goffman, 1961). Individuals who
enter an institution are classed as a certain type of i)erson and allocated
to an oppropriate position. They then tend to be stereotyped in that
classification, although their actions may not necessarily be typical of
their allocated position. Rosenhan's (1973) study illustrates this point.
A group of researchers entered mental hospitals as pseudopatients with the
co-operation of the administration. They faked the symptoms of mental
illnesses but all other details of themselves were genuine. Once in
hospital and on the ward theSr proceeded to act as 'mormal' people. They
were never detected by the staff, even when they were informed that a
mumber of pseudopatients had been admitted to some wards. The patients,
however, soon detected their 'nmormality'. Rosenhan suggests ﬂﬁt the
power of labelling is so strong that individuals may accepf. the diagnosis
and behave accordingly. | |

The allocation system, within the institution, can be seen as an
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agency of secondary socialisation to the extent that the members of

the institution (whether they be patients, prisoners or pupils) on the
lower part of the hierarchy can be considered by those who have charge

of them (such as nurses, warders, or teachers) and other members of the
institution, as being "incapable of socialised conduct''. Those at the
top of the hierarchy are viewed as being 'ready and willing to play the
social game'., Socialisation is said to take place as the individual
moves up the hierarchy. There is a vested interest in the system by
those who have control over it (such as warders or teachers) in as much
as a member's movement down the hierarchy in no way reflects on the
integrity of the institution but rather it is a fault within the member
himself. His movement upwards may reflect favourably on both the individual
and the institution. Those who control institutions may thus take pride
in playing some part in the member's elevation. Thus the use of terms
such as 'promotions' and 'demotions' are heavily ladened towards positive
or negative movements within this hierarchy.

"These demotions may be officially interpreted as psychiatric
‘relapses or moral back-sliding, thus protecting the resocial-
isation view of the (institution); these interpretations, by
implication, translate a mere infraction of rules and consequent
demotion into a fimdamental expression of the status of the
culprit's self."

~ (Goffman, 1961, pl150)

Although Goffman does not suggest that there is a hierarchical
arrangement within the staff in his study of asylums (being concerned to
examine the patient's role), it hasalready been argued (Section 1; 1.4)
that there are hierarchical arrangements and divisions between teachers
in schools. The allocation system affecting pupils with respect to
placement within streams or bands, has implications for those who teach

them. These 'promotions' and 'demotions' are part of the staff world also.

1.14.4 Fronts, Impression Management and Typifications

Whilst the analysis outlined so far shows how an institution can
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impose a framework on individual interactions and perceptions, attention
can now be drawn to the complexity of sustaining fronts, impression management
and typifications. In schools, these affect both teacher and mupils alike.
Goffman (1959) delineates between the expression a person "'gives'
which he uses purposefully to convey information, and the expression a
person "gives off". This may be unintentionally (or intentionally)
inferred by the individual and treated as symptomatic of that individual.
The latter..of course, may be influenced by the person's position in the
hierarchy. Goffman uses the term "performance" to refer to the individual's
activity in the presence of observers with "Front" i:eferring to that
individualds performance which "regularly fimctions in a general and
fixed fashion to define the situation for those who observe the
performance''. 'The personal front consists of a multitude of personal
characteristics, whereas the institutionalised front consists of “abstract
stereotyped expectations to which it gives rise''. The front becomes
"a 'collective representation' and a fact in its own right" (Goffman,1959).
What is argued here is that the personal front that a person "gives off™
can be associated with the institutional front that is expected of such -
a person (be they pupils or teachers). The personal characteristics
of individuals may be matched to their position within the hierarchy in
a process of justification and rationalisation (eg 'what can you expect
of that sort of person in that class ') A person's position in the
hierarchy may influence the :i.nterpretation of fronts.
How an individual presents hjméelf may differ according to what
Goffman calls "regions' giving rise to 'regional behaviowr'. A region
may be said to be "any place that is bounded to some degree by barriers
to perception" (Goffman, 1959). The front region is where the performance
is given, In a school setting this can be the classroom with respect to
the relaﬁi.onship between teacher and pupils. Thus, the back region may be
said to be a place for generating assumptions about identity through, for
instance, it can be argued, staffroom talk as noted previously (Section 2;
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1.6.4). These 'second-hand' typifications constitute a Thou-relation

in terms of the analysis by Schutz. 1In this orientation the person is
present in the here and now but he is experienced in a general form.

Thus, teachers may be attending to particular named pupils with whom they may
have little or no dealings. What is crucial with respect to typifications

is the directness or indirectness of experience, that is, whether they are
merely recollections or concrete experiences. As Berger and Luckman

note, drawing on the analysis by Schutz of the We-relation:

"The social reality of everyday life is thus apprehended in a

continmuum of typifications, which are progressively anonymous

as they axe removed from the 'here and now' of the face-to-face

sltuation.

(Berger and Luckmann, 1967, pp47-48)
It can be noted here how this relates directly to Goffman's analysis of
regional behaviour. For instance, 'second-hand' typifications derived
from the staffroom can be said to be anonymous by being removed from the
immediacy of the here and now and face-to-face situation. The further
removed from the typification from the actual here and now face-to-face
We-relation (and regions and regional behaviour compound this), the
greater the scope for untested stereotypes to be deweloped.

Even in the face-to-face situation a person will still bring before
him "a stock of pre-constituted knowledge which includes a network of
goals and action patterns' (Schutz, 1964). As noted previously, a teacher
meeting pupils for the first time will bring to the meeting a stock of
prior knowledge derived from his own school days, college experience and
staffroom interactions (1.6.3). Of course, pupils will also bring to
these initial meetings their own stock of prior knowledge about teachers. -
Such a situation constitutes ''an act of thought", Schutz argues, ''that
holds invariant some typical attxibute of fellow human beings and
disregards the modifications and variations of that attribute in 'real

life' ". Such a complex situation can arise when an individual attempts

to describe someone else:



128

""He proceeds to characterise X, that is, he constructs an
ideal type of X by keeping invariant his direct experiences
of X, thereby transforming them into typifications. (His)
typifications depend, of course, upon his stock of knowledge,
his biographic situation, his interests when meeting X, his
interests when meeting X, his interests when telling me about
X, ete."

{Senucz; 1564)

Schutz suggest that people orientate themselves to one another through
such typifications, we noted previously in the discussion of teacher-pupil
perceptions and typifications (Section 2; 1.5, 1.6). According to
Schutz, if both parties' schemes of typifications and expectations of
each other match, then congruity in the relationship is achieved. However,
this 'matching' may have only occurred through what Schutz calls
"subjective chance' and it may be through a series of ''testing out" that,
for instance, pupils can get a measure of what teachers are really like
"(Bection 2; 1.5.3; 1.9):

| Whilst a particular performance can be identified with a specific
region, Goffman argues that there are a number of regions which can
function at one time and in one sense as a front region, whilst at another
time and in another sense as a back region. In this way the back region
can become the front region or the main stage of the performance. For
instance, teachers may use staffroom gossip to show how they got the
'better of' pupils. In so doing they "give off" the impression they
wish to foster of teacher competence to other teachers as well as
maligning particular (deviant) pupils. This is a stage within a stage,
" a performance within a performance, by using different audiences for the
maintenance of particular fronts.

1.14.5 Deviance and Levels of Legitimation

How, then, can deviance be explained using this approach to the
study of instititutions? There is likely to be deviation when the
institution3s realities are divorced from those aspects which had

original relevance for the members. In this sense, the more an
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individual's behaviour or conduct is institutionalised, in the sense

that his actions are compatible with the institution's modes of

acceptable behaviour and he fits into the defined roles laid down for

him, the more predictable and ccntrollable he becomes. There is less
emphasis on coercive measures of control. For this to occur, institutional
meanings need to be impressed "powerfully and unforgettably upon the
consciousness of the individual" (Berger and chlqnarm,l%?) . This can

be called "legitimation' which is a term derived from Weber but is used

in a broader framework rather than in a political sense (Berger and -
Luckmann,1967). The objectivesin making institutions appear both plausible
and meaningful foi: the participants necessitates informing individuals

why they should do one thing and not another, and it also tells them

why things are what they are. As Berger and Luckman note, " 'knowledge'
precedes 'values' in the legitimation of institutions". Theysuggest a
number of levels of legitimation.

There are "the fundamental legitimating 'explanations' (which) are,
so to speak, built into the vocabulary'. 'Ble-adage that 'this is how
things are done' is applicable. In this sense the institution, as noted
previously, is taken as given, umalterable and fixed. Another form of"
legitimation is couched in terms of a differentiated body of knowledge.
This provides a comprehensible frame of reference for respective sections
of institutionalised conduct. Since the institution is considered highly
complex and differentiated, various aspects of it are "frequently
entrusted to specialised persommel who transmit them (legitimations)
through formalised initiation procedures"(Berger and Luckmang, 1967, pll2).
In relating this to schools, it can be noted here the details already
offered with respect to Bemstein's (1971) knowledge codes and the
division of labour between teachers. |

Encompassing these levels of legitimation is Berger and Luckman's
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reference to symbolic universes which can be said to be '"a theoretical
tradition that integrate different provinces of meaning and encompass
the institutional order in symbolic reality''. These are realities
other than those of everday experience. Alternative symbolic universes
can be produced when the taken for granted nature of the institution is
questioned by particular members. This poses a threat to the institution
because ''its very existence demonstrates empirically that one's own
universe is less than inevitable" (Berger and Luckmanp, 1967, pl26).
Individuals can form groups so that "the group that has objectivated
this deviant reality becomes the carrier of an alternative definition of
reality" (pl24). This may give rise to "emigration' from the traditional
wiverse or the .changing of the older order into the image of the new one.
_'Ihis confrontation of altemative symbolic universes implies a problem of
power and conflicting definitions of reality. As noted previously in
relation to schools, this can be in terms of challenges to the teacher
(Denscoube, 1985) or the refusal to accept the teacher's authority
(Werthman, 1963) or even the development of a counter culture in relation
to the teachers themselves (Riseborough, 1981).

Thése alternative symbolic universes also give rise, of course, to
institutional procedures to maintain the universe. These may be
achieved through 'therapy'' and "nihilation" (Berger and Luckmang, 1967).
Therapy, as noted previously in relation to the objective approach to
the stﬁdy of deviance, attributes the cause of the problem to faults within
the individual and seeks to eradicate -them, thus ensuring that the
individual stays within the recognised symbolic universe. Behaviour
modification programmes are examples of the methods which can be used
as a form of therapy. In contrast, nihilation can be of two kinds. The
first type gives the deviant ''a negative, ontological status'" so that
"the threat to the social definition of reality is neutralised by
assigning an inferior ontological status to all definitions existing
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outside the symbolic universe''. This 'pmcess of legitimisation
endeavours to reduce the threat by considering individuals as less than
human, who are then imbued with labels such as "unstable", "maladjusted'
or "mentally retarded" (see Ball, 1981).

A more ambitious form of nihilation not only assigns to alternative
symbolic universes a negative, oﬁtological status, but the final goal
is to "incorporate the deviant's conceptions within one's own universe
and thereby liquidate them ultimately” (Berger and Luckmann, 1967). The
institution, as Goffman (1961) suggests, can therefore be said to make,
or to have made, secondary adjustments to the individual. In a school
context, the introduction of the CSE and the emphasis on everyday life
and comunity-based knowledge, with the practical orientation of the
curriculum for certain pupils (see Section 1), can be examples of this.
Further examples are schools that use incorporative or co-optive
sErategies in seeking to neutralise alternative symbolic universes and
bring these pupils into the mainstream of school 1life.

Questions which can be posed in relation to this analysis of
institutions are: To what extent does an institution prevent or keep
at bay altemative and deviant symbolic universes? How do they
neutralise or incorporate them into the éxisting symbolic universe?

To what extent can the institution be said tc create deviance by
assigning negative labels to imdividuals who set up alternative symbolic

mniverses?

Conclusion

These different theories and perspectives in relation to the study of
the processes of differentiation have shown that whilst some appear to
offer feasible explanations for certain aspects, they break down and
become stretched and lose credibility when they attempt to explain other
aspects. This, of course, is partly due to the multifaceted nature of

human behaviowr, but may also be attributed to the weakness of the
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theory or perspective being used. Behaviour camnot be easily located

and pigeon-holed. For instance, Lacey's attempts to 'fit' his observations
of a pro-school pupil's routine deviance into a sub-cultural analysis

is problematic and provides an uneasy explanation. Where there appears

to be contradictions (the pro-scivol and deviance dichotomty, for-instance)-
another perspective such as Goffman's dramaturgical model can be utilised.
The explamation can now be viewed as being more flexible and acceptable and,
arguably, can be incorporated into a sub-cultural analysis, although in

an extended or revised form. The power of one theory to offer explanations
or reasons is limited and there is a need to be critical of its short-comings
but a need, also, to consider its integration with~ other compatible
perspectives.

A schematic outline can be suggested which identifies a nuber of
areas that has been considered in the analysis of the processes of |
differentiation (Figure 1.7). These may be said to be the basis of what
can be called "layers of meaning'', as Meighan and Barton pomt out:

"In schools many of the layers of meanings of teachers differ

from that of pupils, from that of parents, and from that of

the local authority administrators. One individual may only

sample one layer of meaning: in schools,teachers are unlikely

to obtain a view of schools from the point of view of the pupils

unless they make special effort to gain it, and vice versa."

(Meighan and Barton, 1979, plO)

It can be argued, of course, that these different layers of meaning can
permeate into the researcher's perspectives and close off avermes of '
investigations because they do not fit into the paradigm being used.

Thus, it can be seen that different perspectives can yield different layers
of meaning in relation to the areas of identification. Whilst the sub-.
cultural model is strong in its relationship to social class and cultures,
one of its weaknesses lies in its lack of emphasis on individuals, their
actions and interactions. Here, labelling theory comes to the fore.

What is suggested is that these perspectives, when considered in terms
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of their interrelatedness, can offer greater understanding of the

processes of differentiation and can uncover more layers of meaning.

Of course, as noted throughout this discussion of explanations of deviance,
these different perspectives can and do have certain areas of identification
in common.

The detailed analysés of the processes of differentiation and the
studies of differentiation and deviance in secondary schools.suggest a
nunber of areas for further study. School organisatior. and access to
Elmledge, teacher-pupil perceptions and expectations, pupil practices
and classroom strategies. Certain questions can be posed: Are pupils
still segregated and given a different diet of knowledge as théy were
under the tripartite system? How do pupils' expectations relate to
their position in the school's hierarchy or allocation system? Are
pupils in the first year as truly optimistic and compliant as Woods (1979)
and many other researchers would have us believe? Do all teachers have
similar status and share the same values and, more particularly, how do
pupils see them? How do pupils perceive each other and what effect has
peer-group labelling on pupils? These areas and q:.léstions were incorpor-
ated into an ethnographic research of a case study of a comprehensive
school. The findamental question to which the research addressed itself
was: How has differentiation and division between and within schools
manifested itself in a comprehensive school amalgamsted from a grammar
school and secondary modern school?. .
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CHAPTER TWO

METHODS AND SETTING

Research aims and theoretical framework will be outlined,
followed by the research methods utilised. These will be related to
the particular setting in which the research took place. An ethno-
graphic method was used since perceptions obtained from teacher and

pupils determined the subsequent stages of data collection.

2.1 ResearchAims and Theoretical Framework

In research using ethnographic methods, research aims may
change in the course of data collection in response to what is found in
the setting. Questions to which the research addresses itself can be
generated in situ and in response to aspects found to be of interest.
For instance, research by Lacey (1970) changed from an examination
of the history of the school to an examination of the streaming and
social relations between pupils he observed taking place in the school.
Burgess (1983) examined a number of critical events that occurred in
the school as part of his analysis of the headteacher's definition of the-
situation. The initial aim of the present case study was to locate and
plot similarities and differences in teacher/pupil perceptions of events
in a number of different teaching/learning situations. This narrow
focus broadened in the course of data collection to encompass an enquiry
into how differentiation and divisions were manifest in the comprehen-

sive school being studied.

The ethnographer begins his analysis "by trying to describe the
perspectives and actions of the actors involved in the scenes he is

studying”" (0O.U., 1979). In ethnographic research it can be noted that
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firstly, emphasis must be given to how teachers' and pupils' perceive,
construe and interpret events and people. However, the researcher
does not accept uncritically insights derived from pupils' or teachers'
perceptions. Secondly, consideration should be given to how
individuals group themselves and how they interpret these groups.
Thirdly, whilst individuals' commentaries upon their own actions and
howthey interpret their reality are important, these must not be taken
uncritically as representing an objective reality. Other individuals
need to be consulted as to their possibly conflicting viewpoints. Where
different groups naturally co-exist in the sett-ihg, these can form the
basis of similarity and contrast., Wherever possible, action and inter-
pretation of actions as data can be collected through participant
observation. Although much of what goes on in school cannot be
observed, data on such phenomena can be reliably inferred and obtained
from a variety of primary and secondary sources. Actions can some-
times be said to speak for themselves., An enthnographer can reliably
infer meanings from actions observed in the classroom because he has
become familiar with the setting through a period of participant
observation. For instance, Woods (1979) argues that in observation of
teacher strategies, motives can be inferred from action. Woods
suggests that teachers are unable to give detailed reasons for their
actions, Hargreaves (1978), similarly, argues that "we cannot expect
the teacher to provide what is of the essence of such decision-making,
namely its subconscious components', However, symbolic interaction
theory and personal construct theory, theories which form the basis of
the present case study, stress the reflexive nature of individuals, that
they can explain their actions if given the opportunity, for instance

through an observation of their own teaching and a talking-through of
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events that transpired in the lesson.

Symbolic interaction theory developed by Mead (1934) and personal
construct théory developed by Kelly (1955; 1963) are compatible with
an ethnographic enquiry since they both stress the necessity to take
account of how individuals construe and interpret situations or events,
people and actions. Rose (1962) points out that symbolic interaction
theory (interactionism) stresses that individuals communicate with one
another through the use of shared symbols which relate to the physical
environment. These symbols evoke similar meanings and shared values
with others which thus allow communication to take place. More
particularly, role taking can take place in which an individual can
endeavour to take the role of the other (empathy) and by so doing, to
understand the other's point of view. Kelly sees this as an essential
element in communication as he makes apparent in his sociality
corollary: "to the extent that one person construes the construction
processes of another, he may play a role in a social process involving
the other person, Kelly argues that to understand other people it is

necessary to accept the other person's ways of 'seeing'.

An important aspect of interactionism is its stress on culture,
defined as an elaborate set of meanings and values shared by members
of a society. Culture is said to guide an individual's behaviour. How-
ever, much is dependent upon ind:widuals being able to predict the likely
actions of others and relate their own behaviour to the behaviour that
they predict (and expect) of others. This type of interaction is a
necessary aspect of society, it creates a kind of stability since individ-

uals are not constantly engaged in seeing people and events anew.

People or events are conveniently typified, thus avoiding the necessity
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to constantly examine and re-examine phenomena. Kelly argues that

"a person anticipates events by construing their replications" (construc-
tion corollary); when particular events or phenomena occur, then re-
occur, an expectation is built up so that such events or phenomena
become typical and thus, are expected. However, interactionism and
personal construct theory stress that individuals are not passive, they
do not merely respond to stimuli but actively engage in a process of
identifying and interpreting social phenomena - they can reflect upon
their actions. Kelly points out that individuals, whilst differing from
one another, and being from different backgrounds, may construe

events or people in a similar manner (commonality corollary).

Hargreaves (1976) and others utilising labelling theory, derived
from work by Becker, 1963;1) etl al., argue that although an individual
can take on different roles in different settings, he has parts of himself
which are reflections of others. As Har*gr‘ea;fes points out, if a pupil
treats a teacher as a '"significant other!" he is more likely to accept the
teacher's definition of him, whether it is a 'conformist' or a 'deviant'
label. However, individuals do not simply respond to a stimulus in any
mechanical way, but rather think through courses of action which are
assessed for their relative advantages, with one of them chosen for
action. Such thinking allows actions to be considered without the need
for trial and error. There is a careful (symbolic) weighing up and
assessment of past and possibly future actions for their possible effects
before action is considered. Kelly argues similarly that individuals

evolve for their convenience in anticipating events, '"a construct system

embracing ordinal relationship between constructs".
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Genetic assumptions of interactionism emphasise the importance

of socialising processes. Individuals are not only socialised into a
general -culture but into various cultures. Whilst society expects
individuals to learn the culture, distinctive groups form their own sub-
culture. Importantly, the values learned from these sub-cultures are
not forgotten, since individuals cannot 'unlearn', but they are retained
and integrated with newly acquired meanings and values from other
graups or sub-cultures, The methods employed in the present research
were selected to probe teacher and pupil perceptions, interactions and
cultures and to obtain data on events, situations, and people from the

different participants.

2.2, The Research Methods

Data were collected in three distinct but interrelated areas.
These concerned classroom interaction; pupils' perceptions of pupils,
teachers and school; and aspects of the school organisation. The
focus of the study moved from one region of the school to the investigat-
ion of other regions. Goffman (1959) has drawn attention to what he
calls "region behaviour", In this respect, individuals may act
differently in different places. Thus, the front region is where the
performance is usually given, whereas the back region is where "the
performer can relax; he can drop his front, forgo speaking his lines,
and step out of character" (Goff;nan, 1959). Using Goffman's
dramaturgical model, region behaviour can be seen to be connected
because the performer, out in front, can "receive backstage assistance"
in the course of his performance, The épproach used in the present

research takes account of these discrete yet connected regions. In

school, the front region for both teacher and pupils is the classroom.
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For teachers, the staffroom provides the main back region where staff-
room conversation, notices to staff, staff meetings and plans of action
all provide the backdrop to performances in the front region. For
pupils, the back region can be the playground, toilets, form rooms, the
dinne:_* hall and corridors; in fact, any and all places where pupils
congregate, including the official and the unofficial areas. These
regions coﬁstitute an important area of conern in educational research;
so that account is taken both of what is supposed to take place in school

and what actually occurs (Woods, 1983).

The data were collected during a twelve month period, from
February, 1982 until March, 1983, with subsequent data on examination
results being obtained in September, 1983, This included two terms
spent on observing and recording classroom interaction. Supplement-
ary data were collected in tandem with classroom observation, contact
with the school varying between three and four days a week. Towards
the end of data collection, brief and infrequent visits were made to the
school to collect discrete and particular data which specifically related

to the substantive data already collected,

Staying in the school for such a long period was necessary for two
reasons, Firstly, it enabled the researcher role to be more acceptable
for teachers and pupils. This role was ostensively that of participant
observer, no attempt was made t;'.> do any teaching. Secondly, the
period was necessary for acclimatisation, it enabled the researcher to

become familiar with, and to get to know the school.

From the outset it was decided to utilise participant observation

and to collect data through unstructured interviews. Where certain

aspects of the school were of particular concern, elucidation of teacher/



141

pupil perceptions was achieved by focussed discussion, open-ended
questionnaires, pupil drawings questionnaires in which pupils' percept-
ions of pupils were elicited by means of asking pupils to describe
pupils depicted on special drawings. Details of teachers' perceptions
of pupils were gathered from a variety of documents and secondary

sources,

2.2,1. Phase 1: Interactional Level

The focus of the research was, initially, to be entirely at the
classroom, interactional level. One group of pupils were to be observed
in three or four different classroom settings, with analysis of similar-
ities and differences in teacher/pupil perceptions to events that trans—
pired formulating the major aim of the research, However, this
proved not feasible since pupils were in a mixture of sets for subjects,
The focus of the research shifted to the studyl of fourth year pupils in
different classrooms, Access to the classroom was facilitated by
Mrs Timpson, head of fourth year; who made inquiries amongst
teachers concerning their willingness to take part in the research, The
reluctance of many teachers to volunteer was probably due to the

proposed use of video to record classroom interactian,

Four teachers were willing to co-operate: Miss Willis teaching
environmental science Mode III CSE to less academic Band B pupils;
MI’“CDHHOPS (head of English) anc'i.Mr*s Simms (second in the English
Department), both teaching 'O’ level English to academic Band A pupils;
Mrs Summers (head of Art) who taught 'O' level/CSE art to Band A
pupils., Details of what the research entailed, and what was expected

of the teacher were outlined in a document given to each teacher

(Appendix 1), although not all types of data listed were eventually
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analysed. The pupils from these four classrooms (totalling 100) were

asked for their co-operation and permission to observe and record
classroom interaction, This process of negotiating access to class-
room took half a term (mid-February until end of term), which was
longer than anticipated. However, detailed observations began in the
environmental science Band B classroom for much of this first half
term which proved to be a valuable and useful 'settling in' period.
Detailed observation and data collection from these pupils continued

during pupils' first term in the fifth year.

i, Selection of Classrooms for Intensive Analysis

Two of the four classrooms, Band A English and Band
B Environmental Science were selected for intensive analysis. Data
gathered in subsequent areas of the school revealed that these two class~-
rooms, experiencing different kinds of knowledge and teaching, with
different types of pupils in different settings, were useful comparative
areas in the analysis of differentiation and division within the school.
These classrooms utilised different "props'" (Goffman, 1959), and

used different forms of organisation, dichotomised below (Figure 2.1):

r Figure 2.1 Differing Characteristics of Classrooms
BAND A: ENGLISH BAND B: LIFE SCIENCE
(classroom) (science laboratory)
Observed seats stools
double desks benches
desks in four rows benches in rows
Observed/ pupils remain seated pupils can move around
Inferred pupils face teacher pupils face each other
teacher faces pupils teacher faces pupils
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ii. Recording, Triangulation and Participant Observer Role

Recourse to recording classroom interaction was necess-
ary if details of what transpired were to be accurately noted, thus
avoiding total reliance on scribbled notes and memory. Video was
used since access was readily available to a black and white portable
camera and the researcher was conversant with its use from a previous
study (Blurton, 1980). Five half-hour recordings were made of the
Band A classroom; eight half-hour recordings of the Band B classroom,
In both classrooms, the camera was set up in a corner Fac_:ing the
pupi-ls, with recordings being made on a random basis so that teachers
and pupils were not aware of which lessons were to be recorded. In
other lessons, observation notes were supplemented by tape-recordings
and slide photographs. Both classrooms were usually observed for

two double periods a week over the two full terms.

Insights into teacher/pupil perceptions and interpretations of
events that transpired in the lesson were sought utilising triangulation
techniques. Harré and Secord argue that this is a viable form of data
collection:

J'In order to be able to treat people as if they were
human beings it must be possible to accept their
commentaries upon their actions as authentic, though
revisable, reports of phenomena, subject to empirical

investigation, "

(Harré and Secord, 1972 p 101)

Teacher and pupils, separately, viewed parts of recorded lessons and
were asked to comment upon their actions. In this way, triangulation

enabled the authenticity of an account to be checked so that the role of

the researcher was an engaged observer, but not a primary participant

in the interaction, whose account had to be compared with the accounts
r
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of the other primary participants - the teacher and pupils.

The technique of triangulation at classroom level was developed
by Elliott and Adelman in the Ford Teaching Project (1972-1974, 1975;
see Adams, 1980). The Project was interested in analysing the
effects of teaching by enquiry/discovery methods and produced a
plethora of papers (Eliott and Adelman, 1973a; 1973b; Eliott, 1976;
Bowen et al., 1975). Triangulation as a research technique has not
been widely used in educational research, for instance the only refer-
ence Cohen and Manion (1981) make to this technique is to cite the Ford
Teaching Project. Although a certain amount of data was collected
using this method in the present research, the technique proved problem-—
atic for a number of reasons. It was difficult to arrange for teachers
and pupils to view and comment on the recorded lessons. When
teachers set aside their 'free' periods to view their lesson, they were
assigned to fill in a teaching period for an absent colleague, Teachers
were also concerned that pupils viewing recorded lessons during their
lesson time meant that pupils were losing valuable teaching time, How-
ever, up to three lessons were viewed by both groups which included
.lunch time viewing for a voluntar*j,/ group of Band A English pupils. On
two occasions, small groups of Band B pupils viewed video extracts of
a lesson outside the laboratory. These proved far from ideal data
collection methods but must be viewed as problematic elements in
research conducted in the natural setting. End of lesson comments by
Miss Willis proved invaluable in revealing insights into her teaching

approach and perceptions of events.

A particular problem with triangulation was that Band B pupils

were unwilling for their comments to be made available to the teacher,
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thus restricting the feedback element in triangulation. Pupils’
reasons for not co-operating, however, provided data on their percept-
ions of teacher's staffroom practices. Triangulation, recording and
infinite feedback of data is, as Delamont (1978) suggests, "an ideal

data collection technique" but its demands in terms of technical skill,
money and equipment makes the approach difficult, More importantly,
its main difficulty is gaining sufficient time and co-operation from
teachers and pupils to facilitate a large enough number; of triangulations
to take place. Essential in the whole procedure is the mutual trust

between teacher, pupils and researcher.

The role of researcher differed in each classroom, primarily
because of the different type of teaching. It was rarely possible to
talk to Band A pupils during the lesson. However, much data was
collected through 'conversation' in the Band B classroom which formed
an invaluable part of the ethnographic method (Spadley, 1979). Whilst
the ethnographer seeks to avoid being a central determinant in the
interaction, his role necessitates that he, nevertheless, becomes a
social participant (Harré and Secord, 1972), in which the actors react
to him as a fellow human being. Thus the character and personality of
the researcher entered into all transactions with the pupils. Conse-
quently, pupils' specific reactions to me as a researcher and comments
directed to me, solmeti mes of a very derogatory nature, were all used
as sources of data, Indeed, for much of the time many of these pupils
were hostile towards me and considered my interest in their classroom
as an invasion of privacy. Similarly, my questions about what went on
in the classroom were sometimes treated with contempt as being
obvious and, as such, unworthy of further consideration. It was

necessary in these circumstances to avoid reacting to pupils. Instead
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a stance of "unconditional positive regard" (Rogers, 1967) was taken,
being derived from work in psychotherapy and applicable to classroom

research.

Of particular interest were unsolicitated comments from Band B
pupils concerning their perceptions of pupils in Band A, which led to
the widening of the r*eseér*ch focus, Attention was directed towards
pupils' perceptions of pupils not only in a classroom context but in a

-more general context and in relation to the school organisation.

2.2.2, Phase II: Perceptual Level

The enquiry at this level was concerned to discover further
instances of differentiation and division within the school. Data were

collected from a number of different sources.

i. 4th/5th Year Pupils (Cohorg 1) Perceptions of Pupils

(Cléssr‘oom Context)

A growing concern of the research was to discover how
pupils perceived their peers in the same class. Pupils from the four
classrooms noted in 2.2,1., (Cohort 1) were given drawings of an
imaginary class (Appendix 2). These drawings depicted various types
of pupils. Usilng Kelly's theory, pupils were asked to write one or
more bi-polér construct on each drawing. In this way, a detailed
| analysis could be obtained of how pupils' perceived pupils. After an
initial analysis of these constructs, several lunch time meetings were
arranged, with mostly Bénd A English pupils attending, when pupils
were asked fo elaborate on the meanings of the bi-polar constructs.,

These discussions revealed much about classroom interaction and over-

lapped with Phase 1 data collection, Data were also obtained on
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pupils' perceptions of pupils other than in a classroom context.

ii. 4th/Sth Year Pupils (Cohort 1) Perceptions of Pupils

(Wider Context)

Hargreaves (1978) argues that pupils' perception of pupils is
dependent upon the particular context in which constructs of pupils:are
eliéited. It was evident from Band B pupils' unsolicited comments on
pupil banding that pupils perceived one another in relation to their band
allocation, Individually and in groups, pupils were asked to explain
what the differences were between Band A and Band B. The technique
used with pupils was that of a naive observer; pupils were reminded
that T knew little of the school and were asked to explain as fully as they
could, The analysis of this data prompted the question whether lower
school pupils, years 1 to 3 who were setted for different subjects,

perceived pupils in relation to sets

iii. 1st Year Pupils' Perceptions of Pupils

Modified pupil drawings (Appendix 3) were distributed
separately to two first year groups: a top set (1FX) and a lower set
(1F3). They were asked: "imagine pupils from different sets were
placed in one class. Look at these drawings then write down the set
you think each pupil would belong to and then describe them". This was
followed with a focussed discussion with each group; the naive
observer .technique was égain used., Pupils were asked initially to "tell
me what school is like", Focussed discussion centred on their percept—
ions of pupils according to their set allocation. Access to these pupils
was made easy with the help of Mrs Summers, who, at this stage in the
research, had become a co-federate and confidante, helping greatly to

facilitate ease of access to pupils and school documents.
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At this stage in the data collection, it was apparent that pupils
perceived one another as distinct types according to aspects of the
school organisati.on. However, to be sure that this was not confined
to one particular year, data were collected on pupils perceptions of

pupils from another cohort of pupils.

iv., 4th Year Pupils' (Cohort 2) Perceptions of Pupils

Mrs Summers again assisted in providing access to a group
of Band A and Band B 4th year pupils (the year prior to Cohort 1 pupils).
A further variation of the initial pupil drawings (Appendix 4) were
distributed to these pupils in their separ;ate groups. They were asked
to "Imagine pupils from different bands were placed in one class. Look
at these drawings and say which band each of them would belong to and
then describe them!"., Using their own descriptions, pupils were asked
to write down which pupils were most like and least like themselves,
and then write down which pupils they would most like to be like. The
aim was to discover if pupils perceived pupils differently according to
pupils' band allocation and the effect this had on their self concept.
Group interviews were also carried out using the same naive observer
approach, with pupils being invited to "tell me what school is like".
Focussed discussion related to the differences between bands and why
the school was on two sites. Clarification was also sought on pupils
construing of pupils as "stiffs" and-"dosser‘s ", terms which had become

apparent during previous stages in data collection.

v. Pupils' Educational Career

This aspect of the data collection from the same group of Band

A and Band B (Cohort 2) pupils developed from an initial analysis of the
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data on pupils' perceptions and sought to discover whether particular
pupils (labelled by pupils as "stiffs" or "dossers'") were perceived to be
associated with particular sets or bands. Also, utilising Turners (1983)
analysis, a questionnaire was designed to discover whether pupils
engaged in extra work which they kept secret from other pupils.

Follow up individual interviews were convened with a small number of
pupils from an initial analysis of data derived from the questionnaire

(Appendix 5).

vi. Pupils' Perceptions of Teachers

An investigation was also carried out into how pupils' per-
ceived teachers, The assumption was that if pupils perceived pupils
differently according to set or band allocation, then teachers may also
be perceived differently according to the pupils they taught. Consequent-
ly, a questionnaire (Appendix 6) was given to the same group of Band A
and Band B (Cohort 2) pupils, with follow-up focussed interviews with
each group. Pupils were asked to explain the term "stiff" when assoc-
iated with teachers and to "tell me about teachers in the school",

particularly teachers of Band A or Band B pupils.

2.2.3. Phase IIl: Organisational Level

In the closing stages of data collection the focus of the
research moved to the examination of aspects of the school organisation
itself, as a further consideration of differentiation and division within
the school. Data were collected on a number of related areas concerned

with the school organisation and teacher/pupil interactions.

i. The Staffroom

Woods (1979; 1983) has noted the importance of the staffroom
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as a back region from which to gether data on the functioning of the
school. Field notes of staff conversations, notices and observation
were recorded of what occurred in the staffroom. This data was
collected on a Qg@m basis with the aim of obtaining background

information on the school.

ii., Banding Allocation, Expectations and Examination Results

An analysis of 4th/5th year pupils (Cohort 1) was undertaken
after these pupils had completed their fifth year in school. Analysis
was of teachers' predictions for these pupils' examination success
rates whilst they were in the third year. Teachers' perceptions of
these pupils were also examined., Examination results (August, 1983)
were analysed in relation to pupils' band allocation. The continuing
educational career of pupils into the Sixth Form were examined, The
aim was to discover whether pupils were conferred with an educational
identity and how far band allocation was related to examinatipn success,
A further question arose as to whether pupils in different bands

experienced different curricula.

iii. The Option System

The 4th/5th year option system, which was experienced by
the two groups of pupils, Cohorts 1 and 2, and explained through an
option booklet, is given to parents and pupils during pupils' third year.
This document was examined in some detail utilising Bernstein''s (1971)
analysis of the classification and framing of educational knowledge
codes, The aim was to discover whether pupils' access to different
forms of knowledge was related to their band allocation. Occupational

orientations of subjects were also considered.
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iv. Pupils' Set and Band Allocation and their Expectations

Analysis of the option system raised questions concerning
whether there was a relationship between the school's organisation
(setting and banding and knowledge acquisition) and pupils' expectations
for a continuing educational career and future occupation expectation.
Consequently, a questionnaire (Appendix 7) was given to all pupils in
the 4th year (Cohort 2), which was designed to discover how their lower

school setting related to upper school banding and their expectations.

v. The Timetable

A detailed analysis of the time-table (academic year 1982-
1983) and staffing organisation in the school was undertaken to deter-
mine which teachers, from the grammar school and secondary modern
school, were responsible for the implementation of the curriculum
(Department Heads) and the control of pupils' behaviour (Year Heads).
More particularly, the analysis of the timetable was undertaken to
discover which teachers taught the academic pupils (Sixth Form, Band
A or high sets) and which teachers taught the less academic pupils
(Band B or low sets); thus ascertaining if the school operated a divis—-

ion of labour between teachers,

These methods encompassed three levels of analysis, each over-
lapping and relating to the next level of investigation. The phase of
data collection were not discrete. Whilst data in Phase I were
collected first and continued throughout much of the data collection
period, data in Phase II were collected in tandem with Phase I, whilst
data in Phase III were specifically collected to make more sense of
other data collected previously and to provide a detailed and general-

isable context,
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2,3. The Setting

Westward High, is a large comprehensive of 1200 pupils and is
situated in a small holiday town and port in the north-west of England,
some eight miles from a popular lnor*ther*n holiday resort, The school
was selected because the research team at the Department of Education-
al Enquiry at the University of Aston, with whom 1T had been awarded a
linked SSRC studentship, were already working there. The team were
engaged in a DES sponsored project to examine Preparation for Parent-
hood in the Secondary School Curriculum, mostly concentrating on the
upper school pupils. Some months prior to my study I had already
become familiar with the school in the course of interview work for the
research team. Continued access to the school was granted by the head-
teacher in February, 1982, Because of its distance from the University

I lived in the area, staying up to three nights a week.

Westward itself has a mixture of housing. At an extreme example
houses in Princes Way, some quarter of a mile from the school and at
the end of the promenade, were in the £60,000+ price range. At the
other extreme, there was a small council housing estate immediately

adjacent to the school.

Westward has a large number of bed and breakfast establishments
and two large hotels. The area seems to attract older holiday makers,
usually pensioners, and the port itself, once thriving, now only
accommodates a few fishing trawlers, trade having dwindled consider-
ably in recent years, The headteacher, in an interview with the
research team, remarked on what he considered to be the insular nature
of the area: "I think it's partly because of its geographical position,
out on the end of a peninsula. The character of the area was express-

ed by the headteacher as being "a place you go to without any intention
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of going anywhere else'”,

The school itself is situated a mile or so from the town centre,
a quarter of a mile from the sea front and promenade. Near to the
school is a Catholic senior school and a public school. For the most
part, pupils at Westward High come from Westward itself, although a
number of pupils come from Pooltown, Cleavsea and Thornlee, all
within three miles of the school. These brief accounts of the school
and the environment are important because pupils draw upon their
knowledge of the area in formulating their perceptions of their peers,

teachers and the school.

Westward High was an amalgamation from Westward Grammar
School and Burston Secondary Modern School in 1977, The secondary
modern school was itself an amalgamation in 1972, in preparation for
comprehensivisation, of a boys' and a girls' school; with each school
originally sharing the two storey building but being kept separate both
physically and in terms of organisation. Upon amalgamation to a split
site comprehensive school (separated by only a few hundred yards),
problems emerged between the former grammar and secondary modern
school staff since many teachers did not get the teaching posts they
expected in the new comprehensive school. As a result, the school has
at present many protected salary posts. The old grammar school
building , built in 1922, houses thé lower school pupils, aged 11 to 13+
the main school building, built in 1932, houses the upper school, 4th,

5th years and Sixth Form pupils.

Although amalgamation took place in 1977, pupils who were
originally from the grammar school and secondary modern school,

were kept separate and continued their courses through the school. In
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1982, when the research began, the lower sixth form pupils were the
last remaining pupils in the school to have sat for the 11+ and,

consequently, were the last of the former grammar school pupils.

The present headteacher, Mr Howell, came to the school in
January, 1980. After taking a three year degree in geography at
Cambridge University, he became a teacher, working in two grammar
schools before moving to a grammar school in a Northumberliand min-
ing town which he referred to as a "working class grammar school".
Prior to taking up his post at Westward High, Mr Howell had taught in
a grammar school which was reorganised into a comprehensive school.
At Westward High he re-organised the lower school into a mixture of
streaming and setting by including an express set, characteristic of
grammar school organisation (see Lacey, 1970), It had been hoped
that these pupils would be able to take '0O' levels a year earlier and thus
spend more time in preparation in the Sixth Form for university
entrance. However, this seems to have not proved possible. The
upper school was organised around what the headteacher referred to as
a "banded option arrangement'" with the formulation of two distinctive
bands; Band A for academic pupils, Band B for less academic pupils.
He also produced a Staff Handbook, outlining the staff structure and

hierarchy; school aims, rules, practices and procedures.

Having detailed the ethnographic method in its setting, the results
of the research can now be outlined. Data on pupils' perceptions and
interpretations of school, pupils and teachers are given in three related
chapters, followed by detailed study of Band A and Band B .

pupils in two.different classroom settings. Data and analysis of school

organisation, the option system, and teacher/pupil expectations, are
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outlined fipét, setting the scene for pupils' subsequent interpretive

accounts and analysis of classroom interaction.
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CHAPTER THREE

[y

SCHOOL ORGANISATION, CURRICULUM AND EXPECTATIONS

Divisions between grammar and secondary modern schools, out-
lined in Chapter 1, showed clearly that pupils experienced different
types of curriculum and were given access to different forms of know-
lege. Such knowledge waé stratified inasmuch as it was deemed suitable
for pupils only in accordance with their allocation to particular types
of schools at age of 11+, ‘Differentiation and division between pupils
are also evident in comprehensive schodls (Keddie, 1971; Ball, 1981;
Burgess, 1983). Data to be presented in this Chapter are mostly
derived from the back region of the school and willl reveal aspects of
differentiation and division between pupils manifest in the organisation
of the school at Westward High. Data on the organisational device of
setting and banding will be related to teachers' typifications and expect-
ations of pupils; a detailed analysis of the option system; an examin-
ation of pupils' examination success r*ellated to banding; pupils'
expectations of taking examinations. will be examined in relation to ‘their'
expectations for continuing education and future occupations. The
Chapter concludes with an analysis of the division of labour between

teachers.

3.1. Setting and Banding

Benn and Simon (1972) argue that methods of grouping pupils are
related to the type of curriculum pupils receive., Thus, if a different-
iated curriculum is provided for pupils, then the form of grouping of
pupils must be related to this division so that the differentiation of

pupils is built into the academic structure of the school. Conversely,

if a common curriculum is provided for pupils, Benn and Simon point
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out that in schools where this is operated, the type of grouping of
pupils remains an open question since it is not as important to segregate

pupils.

A predominant method of segregating pupils in grammar and
secondary modern schools was streaming which, as outlined in Chapter
1, was developed in the 1920's and reflected the notion that a child's
intellectual capacity is largely inherited, fixed and unchanging. The
surveyl by Monks (1968) showed that whilst a large number of compre-
hensive schools used streaming in the first to third years (up to 50%),
fewer schools used streaming in the fourth year. Many schools in
Monk's survey used setting which increased during pupils' third and
fourth years in school. More particularly, divisions occurred between
pupils in these comprehensive schools with respect to vocational
aspirations, subjects pupils studied, and whether or not pupils were
intent on leaving school at the earliest possible opportunity at the age of
fifteen, Benn and Simon's survey noted a reduction in streaming in
comprehensive schools in comparison with their earlier survey. Pupils
were setted for different subjects, usually the so-called more difficult
ones such as English, maths and science. However, Benn and Simon
argue that "the system of setting is a refinement of streaming, having
the same objective, but attempting a more precise classification of
pupils across different subjects".” The system of banding with pupils
being grouped in "broad ability hands" was shown to be a popular and
widely used method in comprehensive schools. Benn and Simon suggest
that banding is a "coarse, or modified, form of streaming" though
alternatively, it can be used as a transitional stage towards non-stream-

ing.
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At Westward High a process of differentiation of pupils begins
before pupils enter the school. Teachers from the feeder primary
schools assess pupils general ability on subjective scales A to E.
These assessments combined with pupils' test scores on English and
Maths NFER tests are used as the basis of sorting pupils into sets,
Research by Nash (1973) showed clear evidence that as pupils move
from primary school to secondary school, teachers from both schools

had similar perceptions of pupils,

When pupils enter Westward High they are divided into two broad
groups with approximately 120 pupils in each group. These groups
differ only in that one group of pupils take French (F) whilst the other
group of pupils take German (G). The thirty pupils with the highest
scores on the test in each group, termed the high fliers (the 'top' 25%),
are designated the Express (X) sets:. 1FX and 1GX. The other three
sets in each group are designated 1F1 and 1G1; 1F2 and 1G2; 1F3 and
1G8 (the numbered prefix refers to the school year). Thirty of the so-
called least able pupils with the lowest test scores are said to have
"learning difficulties" and are designated Remedials (R set). Officially,
sets other than Express and Remedial sets are mixed ability, although
there is some confusion about this because some teachers assumed the
sets were streamed whilst others assumed they were mixed ability.
The Express sets and the Remedial sets in each year are taught
separately and do not have any contact with other pupils during lesson
time, although there is some flexibility in movement within the middle

sets,

Pupils in the lower school (years one to three) do not experience

the same type of curriculum, which is organised through what the head-
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teacher described as '"suitable groupings"

"Even in years one to three, it is my belief - challenged
I am aware by theory and practice elsewhere — that an
entirely common curriculum (for pupils) is inappropriate. "

(Staff Handbook)

A clear statement on differentiation and division between pupils is made

in a further declaration by the headteacher :

"The school must be organised in such a way that the
academic high fliers can spread their wings and those
with learning difficulties can receive the specialist help
they need. Within this broad spectrum, we must not
lose sight of the vast majority between these extremes."

(Staff Handbook)

When pupils move to the upper school they are segregated into
either Band A for the more academically able pupils, or into Band B for
the less academic pupils. Selection for banding is based on teachers'
assessments of pupils during their third year. Clearly, as .Burﬂgess
(1983) points out, the headteacher's definition of the situation is apparent
in schools by the way the school is organised. At Westward High, the
headteacher had specific views on what he considered was the fundament-

al aim of a comprehensive school :

"What's wrong with private education in my book, its an
elitist education for children from a privileged background.
They've been educated for a very, very limited view of the
world. They may be given a very good academic education,
but socially their education is extraordinarily harrow because
they may be mixing with pupils only from their own social
background; whereas in a school like this, we have children
who have parents who are public school teachers, solicitors,
doctors, fishermen, unemployed people, criminals and so on.
I don't accept that parents need fear for their children coming
into contact with a wide range of social background in schools."

(Headteacher interview)

The mix of all types of pupils in one building was the main aim of the
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headteacher. Within this aim there was scope for the headteacher to
ensure that pupils defined as the "most able! would receive a different

type of education from other pupils.

Data to be presented now {s derived from teachers' perceptions of
pupils during their lower school years in relation to lower school setting.
Teachers' perceptions of pupils will be related to pupils' subsequent

band allocation.

3.2, Typifications and Expectations

Data on teachers' typifications and expectations for pupils were
drawn from a number of sources: an interview with the Deputy Head of
lower school; confidential documents on Cohort 1 pupils during their
third year and first term in the fourth year (1981-1982), obtained from
the 4th year Year Head, Mrs Timpson. These documents contained
two other teachers opinions of pupils and were detailed under a number
of headings in relation to reports on pupils., Staff room observations
will be outlined and data will be given on Cohort 1 pupils' examination

success.,

3.2.1. Pupils' Setting Identities

Teacher's perceptions and typifications of pupils are derived
from pupils' set allocation. This was made apparent by the Deputy
Head of lower school who indicated that pupils' intelligence, ability,
behaviour and attitude to work were related to setting. The context of
the conversation with the Deputy Head concerned her belief that Year
Heads who have worked with pupils from the first year, should be

responsible for pupils when they move into the fourth year :
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-

Deputy Head: 1 personally feel that the person (teacher) should
go up because they (pupils) are really starting
anew and very often the baddies (...) they're given
freedom that they don't always know how to use and
the person who's taking over doesn't suss them out
fast enough, sometimes.

R : You mean the what, less able children ?

Deputy Head: Not necessarily the less able ones (...) very often
the Remedials aren't the worst, its the ones above
who are a bit brighter and are naughty and who
willtruant or steal or bully or tell lies or... and
will not work properly when they can do the work,
don't do it; won't do the homework and they are
let fall through the net a little while the new person
is getting to know them,

A large number of pupils in Set 3 (8F3 or 3G3) are collectively
referred to as "the baddies". Subsumed under this typification are
other characteristics, They are "a bit brighter! than Remedials but
are "naughty", will "txuant'", "steal", "bully", "tell lies" and "won't
work properly”. The teacher utilises these typifications formulated
through the school's setting arrangements when she refers to pupils as

being "the ones above remedial” to justify her negative typifications and

expectations for lower set pupils.

Teachers have increased expectations for pupils in the Express
sets., These pupils are given accéssto deep structured knowledge of
: ('Ber*nstein, 1971) compared with other pupils, as the Deputy Head

explained with reference to the curriculum for 3F3 ;

", .. it will certainly be a much watered down course from
the X set because I know my subject, science, they cannot
cope with the maths of science so they wouldn't have all
the formula and the equations and things that you'd expect
the X set to do. So they will do most things at a lower
level or not in depth, they'll just do surface - er, I'm sure
that applies to other subjects as well. "

Bernstein argues that pacing of knowledge may be a crucial factor

in the educational success, or other wise, of pupils., At Westward
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High this is a factor in the selection of pupils for Band A, outlined
later (see 3.3). Pupils who are in the Express sets are encouraged by
teachers to work at a faster rate than other pupils, as the Deputy Head
remarked :

Deputy Head: So the X set obviously being the highest fliers
are worked at a greater rate and they go faster.

R: Hence 'Express' (...) is that the sort of term
kKnown to pupils?

Deputy Head: Oh yes, they know that they're the top set and I
mean people say to them this work isn't suitable
for an X, you've got to pull your socks up or else
you won't stay in this set, That's definitely
thrust at them. A threat that they will go down
if they don't work hard.

The inference to be drawn from this statement is that the Remedial and
other sets are not required to work as fast as the X set and are, there-
fore, not encouraged to work hard by teachers, This acts effectively

as a discrimination against pupils.who are typified as being of lower

ability.

3.2.2. Pupils' Banding Identities

A teacher's perception of pupils according-to their set
allocation has implications for pupils' selection for Band A or Band B.
Descriptions and opinions of third year pupils obtained from the Year
Head, Mr Waites, are polarised according to whether pupils are to be
placed in Bénd A or Band B, These descriptions of pupils are

analysed in relation to a number of pupil characteristics,

Character

Pupils who were later selected for Band A were mostly

typified by the Year Head as being "a super girl" or a "nice lad" or "a
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good kid". They are seen as being "dependable", "determined'" and
"superb!. The few negative typifications of pupils refer to them as
being "a likeable rogue' or more serious a "bad lad, truant”. In

contrast, pupils who were later selected for Band B were typified as
being "daft, silly", a "twit, lazy", is "on probation" and is a "'s moker,
problem, truant". Very few positive comments refer to these pupils as

being "a good kid", '"potential" or of a 'good character".

Personality

The Year Head's perception of pupils' personality are
factors in the selection of pupils for either Band A or Band B. Pupils
who were selected for Band A are described by him as being "chatty" or
"quiet"; 'serious" or "balanced"; or they "have_a sense of hum9ur~".
The few less positive comments refer to pupils as being "precocious" or
pupils who have "a big opinion of themselves!" and are "pushy". In
sharp contrast, pupils who were later selected for Band B are typified
as being _"maladjusted", "fiery!" or "shady'" and '"bolshie". Even
more extreme comments refer to one pupil who is described as "problem,

psycho, alcoholic, suicide",

Attitude to Work

Very few opinions in relation to pupils' attitude to work
were made related to pupils later 'selected for Band A. Although one
pupil is typified as being "lazy" this is somewhat ameliorated because
this pupil is also described as being an "underachiever"., However,
pupils who were later selected for Band B are typfied as being "unreli-

able"; "lazy'"; 'could be trouble. These pupils are typified as

"nasty" or as being "lost, idle" or simply "typical', Although the use
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of the description "typical' would not seem to denote any particular
attribute, what can be suggested is that it signifies those negative sets
of typifications of pupils which can be attributed to the "'typical' pupil
who disrﬁpts teacher's expectations concerning what constitutes an

ideal pupil (Keddie, 1971).

Intelligence

Intelligence is another important attribute in relation to
selection of pupils for the appropriate band. Pupils to be selected for
Band A were typified as being "bright", "very bright" or "smanrt";
whereas only one pupil who was later selected for Band B was described
as being smart. These assumptions as to what constitutes intelligence
are socially constructed and expressed through the organisation of the
school and the knowledge structure, Thus, a common typification for
pupils later selected for Band B revolved around variations on the notion
of pupils who are remedial. Some pupils were typified as being
simply "remedial'; others as being "twit, remedial'; '"remedial,
no problems" (implying that some remedials do have problems);
"remedial, immature" and "pleasant, remedial" or simply '"not remedial®.
The latter typification is a curious one since it signifies a norm to which
a particular pupil does not fit. A norm for Band A pupils might be
bright, with any deviation from that norm referring to variations upon it

such as '"not as bright".

School Work

Pupils who conformed to teachers' expectations and did

not disrupt their notions of an ideal pupil were more likely to be selected

for Band A than for Band B, These pupils are typified by the Year
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Head as being a '"good essayist!", are '"hard workers'; 'good,

conscientious", One pupil was described as being a "mathematician",
Other pupils are typified as being a "trier" or "supportive!, presumably
suppértive of the school and its values. One pupil, obviously regarded
as among the elite of Band A pupils, is described as being "superb,

maths, university'",

-

In contrast, pupils who were later selected for Band B were
typified in more negative terms and seen as being a "lost cause"; 'needs
support'; they are pupils who "struggle with work'"; are a "problem"
because they are "slow learner(s)." The type of subjects which they may
select as options was also noted for one pupil who was described as
taking "2-8 craft subjects'. More positive comments for pupils
selected for Band B are tinged with negative overtones. A pupil is
described as a "success story", implying that at some time he may

have been a failure.

Physical Appearance

The impressions pupils make on teachers in
relation to their physical appearance were also determinant in relation
to pupils' selection for Band A or Band B.  Although certain neutral
comments on pupils' appearance such as "little" or "tiny'" are used to
typify pupils who were later selected to either band, positive comments
such as "lovely girl"; "good looki'ng " 'pretty" or simply "lovely"
refer to pupils who were later selected for Band A. In contrast,
negative comments such as "overweight" (which is aligned to this
pupil being "twit, lazy") and "smelly" refer to pupils who were later

selected for Band B, Whilst physical appearance alone may not

determine a pupil's selection for Band A, it is the impressions these
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pupils 'give off' (cf Goffman, 1959) that are an important element in
the formulation of distinct identities associated with pupils assigned to

particular bands,

Family and Social Background

Pupils' background, particularly details of their
family, is another important aspect in the selection of pupils for Band A -
or Band B, There are more positive typifications of pupils' back-
grounds amongst pupils who were later selected for Band A than those
pupils who were later selected for Band B, These related to pupils
said to have "'good parents' or to belong to a "good family"; have
"involved parents" and "co-operative parents'", The latter signifies
that parental co-operation with the school is an important attribute in
pupils' selection for Band A. Less positive comments refer to pupils
who come from one parent families or pupils whose parents are divorced.
Pupils who were later selected for Band B are typified as coming from a
"poor family" indicating that there is a certain set of attributes (some of

which have been detailed above) which constitutes the 'normal! family.

3.2.3, Banding and The High Fliers

Typifications of another teacher (femal e) obtained from
confidential documents show quite clearly how pupils described as *high
fliers" have particular characteristics, A summary of the female
teacher's typifications of the high fliers destined for Band A is given

below (Table 3.1.).
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Table 3.1. Female Teacher's typification of pupils designated
'high fliers' who were selected for Band A,

CHARACTER - sense of humour; witty; amusing; pleasant;
lovely boy/girl

PERSONALITY - likeable; good kid; quiet; introvert;
withdrawn; bubbly

ATTITUDE TO - hard working; responsible; respectful; bored

WORK needs challenge; can be lazy but is
articulate; works at what he likes, lazy;
arrogant; snob, likes horses

INTELLIGENCE - very gifted; bright; clever; intense;
fantastic

SCHOOL WORK - musical; sheer hard worker; tendency to
over-work; good reader; underachiever

FAMILY AND - good parents; split family; divorced; old
SOCIAL BACK- parents; Tom Smith's daughter
GROUND

Source: Year Head's Confidential Documents

Teacher typifications of pupils and pupils' banding identities show
the extent of the social implications of pupils' selection for a particular
band. Band A pupils are describec‘i in completely different terms to
Band B pupils. Pupils' band allocation is determined by teachers'
subjective opinions of pupils, so that pupils selected for Band A are

more favourably perceived compared with pupils selected for Band B.

3.2.4,. The Monitoring of F’upil's' Progress

Analysis of documents and reports obtained from the 4th year
- R

Year Head ’ Mrs Timpson, after these pupils (Cohort 1) had spent
their first term in the fourth year (January, 1982), showed clearly that

=

pupils' allocation to Band A to'be dependent upon pupils having the

'correct! attitude to school and school work, - Pupils who lacked effort
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were threatened with demotion to Band B, as noted in this extract from

the Year Head's documents :

" Poor Reports

Tracey W. query Band A
Helen K, query Band A ? Very rude, arrogant
John L. lacks effort
Alison M., Own fault, will not ask for help
Carl D. one of life's failures
Paul L. lack of effort
- Paul 1. poor memory "

(Extract from the 4th year
Year Head's documents)

Helen K!'s allocation to Band A is in question because she is perceived
to be "very rude, arrogant"”, There is a clear inference that pupils!'
continuation in Band A is dependent upon them holding a particular
attitude to school. One may question whether the demotion of Helen K,
to Band B would confirm teachers' typifications and expectations for
Band B pupils in as much as these pupils were considered substantially

different to Band A pupils.

Another heading in the documents : "Problem Children or
Children with Problems'" relates entirely to Band B pupils. One girl is
reported as being "very unhappy", two boys are cited as being "disrupt-
ive's whilst two girls are described as "naughty'" and from "undisciplined
backgrounds?”, John is reported as appearing "not to know right from
wrong .... already a reject from at least one other school", Comments

on yet another pupil are :

"No uniform, truant, dirty, no parental support, This is a
tragedy because this boy is intelligent, likeable, articulate -
what can be done ? (all other members of the family have
convictions of one kind or another)"

(Extract from 4th year Year Head's
documents)
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This pupil's saving grace would appear to be that he is "intelligent,
likeable and articulate'; if it were not so, it is probable that requests
for colleagues to help this pupil would not be so forthcoming. The
extract from the documents below reveal some of the reported problems

associated with Band B pupils:

" Carl 1 -  Mother makes excuses - a 'soft' over-protected boy

Neil M ~ possibly a court case pending, but this family is
very unsupportive, on social security therefore a
fine is of no punitive value,

Mark J - truancy - parents have been into school and no
problem, seems better

Nina L. - school refusal, court case pending

John P - truancy, parents have been into school. No progress,
in hands of EWO (Educational Welfare Officer)

Alison - has been ill and is playing on it "

(Extract from 4th year Year Head's
documents)

Whilst Alison (abox\ze) is criticised for "playing on" her illness, else-
where in the documents a boy from Band A who had a long absence was
praised because he "has made excellent use of his time at home". One
can conjecture that if Alison hég:i been in Band A, the teacher would have
been more sympathetic to her illness and absence from school,

Truancy is é major factor in teachers' typifications of pupils which is
ostensibly related to Band B pupils. Low attendance details of ten

pupils in the documents showed that nine pupils were from Band B.

Checks by the Year Head on pupils' progress at school ensures
that pupils who are selected for Band A are more likely to have a
positive and favourable attitude to school and school work, that they do
not truant, are not disruptive and are from the 'right' type of home

background. There is a real sense in which Band B pupils are some-
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how 'rejects' from Band A. Whilst pupils can be excluded from Band
A  and placed in Band B, they cannot be excluded from Band B, The
only recourse for disruptive pupils in Band B is exclusion from school

itself,

3.2.5. Staffroom Notices and Incidents

Staffroom notices are used to communicate information about
pupils to teachers who may otherwise not be familiar with particular
pupils. Some notices elaborate on the details of the pupil's 'offence’

as illustrated by the headteacher's notice to staff noted below :

Aston University

Information an this page has been remaoved for data
protection purpases

(Staff Notice, dated 20,3,82)

Aston University

Informatian on this page has been removed for data
protection purpases

A teacher of the same name on Mmore
than one occasion bemoaned the fact that such a pupil, who had a

reputation for disruptive behaviour, was even remotely associated with
her. A follow-up notice about this pupil on the same day from the head-
teacher explained a little more of the surrounding details of the suspen-

sion, noted below :
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Aston University

Information on this page has been removed for data

The reFef‘eﬁce to "one of our less distinguished former pupils"
encapsulates a whole host of meanings about these pupils that are

assumed to be well known to the staff,

Aston University

Information on this page has been removed for data
protection purposes

The brevity of the notices assumed that teachers
reading them were acquainted with these pupils and knew something of
their history. Discreet enquiries about the pupils cited here revealed
that they were all from Band B. Staff room notices play their part in
perpetuating typifications of pupils and consequent expectations of pupils.
Although data collected from such a source was somewhat random, data
on pupils from staff notices collected daily over a period would reveal
much about how teachers become aware of pupils with whom they have

&

little contact at classroom (front region) level.

Staff room incidents also play their part in ensuring that the
antics of pupils and their behavic-;.:r* are made known to teachers., My
field notes revealed how one teacher was obviously enjoying re-telling
the tale of how a (named) pupil had been reprimanded for not wearing a
tie to school, only to arrive at the school the next day with the obligatory

tie but minus a shirt. This was greeted with howls of laughter from the

teachers who were listening, Woods (1879) notes how staffroom
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laughter helps relieve tensions among teachers who can engage in the
telling and re-telling of an amusing incident, sometimes at the expense

of the pupils involved,

Another incident, which was amusing in itself but was treated
seriously by Mrs Timpson, concerned one or two boys who were travel-
ling from the school to the sports centre. She rushed into the staff-
room to use the telephone to contact the teacher who had taken the
pupils to the Centre. There had been a telephone call from two elderly
ladies who had complained that pupils had been 'bumming it' (that is,
baring their bottoms to the window at the back of the coach).

Mrs Timpson's strategy was to explain what had happened to the teacher
at the Centre and to request that pupils sit in the same seats on the
return journey to school, thereby locating the guilty pupils. There is
no doubt that this story would have been the source of much staff room

talk, with the guilty pupils' names getting a wide airing.

These accounts of teacher typifications of pupils reveal how pupils
acquire an educational identity, particularly in relation to their set or
band allocation, Consideration can now be given to teachers' examin-
ation predictions for pupils related to pupils' band allocation and actual

GCE/CSE examination results at the end of their fifth year,

3.2.6, Examination Predictions and Results

The whole issue surrounding the so-called expectation effect
of pupil performance and examination success is a contentious issue in
educational research, Rosenthal and Jacobson's (1968) adage that

pupils' did well in school because teachers expected them to, is problem-

atic. Brophy and Good (1974) point out that the research was fraught
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with methodological problems. For instance, Rosenthal and Jacobson
gave teachers favourable descriptions randomly assigned to pupils with
whom the teachers otherwise knew little about.  More naturalistic
studies relied on eliciting teachers' perceptions of pupils and relating
these to pupils' examination results. The r'evi.ew by Brophy and Good
of these studies showed the finding of an expectation effect to be
inconclusive, Whilst some studies showed a positive relation between
teachers' perceptions of pupils and examination results, other studies
found no positive relationship. Pidgeon's (1970) review of the research
in this area concluded that there was no real proof of teacher expectat-
ion affecting pupil performance. However, he noted that "investigat=-
ions reported here offer a very strong support for the hypothesis that
relatively large differences in the levels of performance between the
most able and the least able pupils (...) are due in no small part to the
expectations of their teachers'", Data will now be presented on

teachers' expectations for pupils (Cohort 1).

!

Explicit predictions of examination success of pupils were made by
the Heads of Departments on a scale A to D prior to pupils' selection to
Band A or Band B, From this grading process and in conjunction with
teachers' typifications of pupils during the latt.er* part of the third year,
pupils were allocated to the 'appropriate' band. When these predictions
were related to pupils' subsequent band allocation, it was clear that
pupils who were not expected to do well in their examinations or who
were not expected to take examinations, were assigned to Band B
(Table 3.2). This expectation was made very apparent by the head

teacher who stated that :
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"By the time we're talking about Band B we're fairly sure,
with very, very rare exceptions, they are not going to do
particularly well at CSE in terms of grades and in fact, 1
think quite a lot of them may not be entered for an exam."

(Headteacher interview)

Table 3.2, Department Heads examination and grade predictions
for pupils related to their subsequent band allocation.

EXAMINATION | SCHOOL } BAND A PUPILS' | BAND B PUPILS!
GRADE EXAMINATION EXAMINATION
PREDICTIONS PREDICTIONS
No. % No. %
GCE A 536 38% ‘10 2%
GCE/CSE 1 A/B 187 18% 5
CSE grade 1 B 382 27% | 75 9%
Grade 1 /
4 5% 55 7%
low CSE Bri ® A A
Low CSE C 181 ' 13% 293 36%
Low CSE / C/D 19 1% 76 9% |
non exam.
Non Exam. D 47 3% 304 37%
TOTALS 1416 100% 818 100%
Source: Confidential documents from 4th year, Year Head on third
year pupils (1980-- 1981) N = 240 pupils

There is a polarisation of expectation for pupils in relation to
their band allocation, 78% of subjects taken by Band A pupils compared
with 11% of subjects taken by Band B pupils are expected to gain these

pupils GCE or CSE grade 1 passes. In contrast, there is a low

expectation for Band B pupils since subjects taken by these pupils are



expected to gain them low CSE passes or no examinations.

more, the explicit grading A, B, C,
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Fupkther-

and D, is comparable to the

streaming arrangements in grammar and secondary schools outlined

by Lacey (1970), and Hargreaves (1967).

ination results is given below (Table 3.3.),

The analysis of the exam-

N = 250 pupils

Table 3.3. Pupils' examination results across all subjects
analysed in relation to pupils' band allocation
(Cohort 1, 1981-1983)
EXAMINATION | EXAMINATION | BAND A PUPILS' |BAND B PUPIL.S!
GRADE EXAMINATION EXAMINATION
GRADES GRADES
No. % No. ok
GCE A 81 10%
B 149 18%
C 217 26%
D 114 14%
E 95 11%
U 188 22%
TOTALS 844 101%
CSE 1 33 9% 17 7%
2 77 20% 17 7%
3 109 28% 46 20%
4 109 28% 74 32%
5 39 10% 40 17%
§ 17" 4% 87 16%
TOTALS 883 99% | 282 99 %
Source GCE/CSE examination results, August, 1983
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Two-thirds of the examinations obtained by Band A pupils were
'O' levels, with over half of these (54%) being high grade passes (grades
A, B m;'- C). In contrast, no Band B pupils obtained 'O' levels since
they were not entered for them, Most of Band B pupils' grades, 86%
were low 3, 4 or 5§ grade CSE passes (as noted in Table 3.3). Few
of Band A pupils' grades at CSE were grade 1 passes, whereas most of
these pupils' grades were middle 2, 3 or 4 grade passes. Band B
pupils who obtained grade 1 in CSE were mostly in the more practically
orientated subjects, one boy received grade 1 CSE's in metalwork,
technical drawing and applied science (called industrial science at
Westward High);  another boy obtained grade 1 CSE in metalwork.
Ten girls obtained grade 1 in child care (called family science at
Westward High). Only two boys received one grade 1 each in the

more academic English or maths subjects.

Band A pupils were more successful in their examinations than
Band B pupils, with examination results being similar to the predictions
made by the Heads of Departments. However, the actual grade 1 CSE
passes obtained by Band A pupils were lower than expected and there

was a larger number of failed 'O' level examinations by these pupils,

compared with teachers' predictions.

3.8. The Options System

To understand more fully the processes involved in band allocat-
ion, it is necessary to examine the options system and differentiation
of subjects, their availability and access for pupils. The analysis of
differentiation and division between pupils according to whether they
attended a grammar or a secondary modern school, outlined in Chapter

1, revealed that pupils were given access to, or were expected to
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acquire, different forms of knowledge. A similar process operates
at Westward High. An analysis of the options system including
com;;;u‘lsory and optional subjects will be related to differentiation of
knowledge according to examination (GCE or CSE) and pupils' band
allocation; how different subjects prepare pupils for particular
occupations and how the school's system of rewards for pupils and
pupils' entry into the Sixth Form is dependent upon banding and pupils'

access to particular forms of knowledge.

3.3.1. Optional and Compulsory Subjects

The option lines (Figure 3.1) show that Band A and Band B
pupils (Cohorts 1 and 2) were allowed access to different types of

subjects, Band A pupils choose four subjects, one from each line.

Figure 3,1, Curriculum Options According to Banding

BAND A OPTIONS

Line 1 : Physics, Chemistry, Biology, Geology

Line 2 : Physics, History, Art, Typing

Line 83 : Biology, French, Home Economics, Art, Technical Drawing
Typing

Line 4 : Chemistry, Gerrnan, Latin, Geography, Religious Studies

Line 5

(Y

French, Geography, Religious Studies, Music, Metalwork,
Woodwork '

BAND B OPTIONS

Line 1 : Science, Physics, Life Science, Industrial Science, Family
Science
Line 2 : Woodwork, Metalwork, Technical Drawing, Home Economicsy

Typing, Office Practice, English Literature

Line 3 : Geography, Communications, Art, Home Economics, Family
Science, Typing, Office Practice

Line 4 Woodwork, Metalwork, Technical Drawing, History, Art,

Handicraft
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In addition to optional subjects, English, maths and a science subject
are compulsory for all pupils. Whereas Band A pupils can choose up
to three science subjects, Band B pupils can choose only one science
subject (line 1), although to some extent the reduction in choice for
some pupils was related to the reduction in numbers of staff due to
recent cut-backs in education, as made clear by the headteacher
(interview comments). Pupils may not be able to choose certain
subjects because these are restricted through the layout of the option

lines.

A more detailed analysis of optional and compulsory subjects
related to their associated examinations (GCE or CSE), makes more
explicit those subjects which were mutually exclusive to either Band A
or Band B pupils. These subjects are arranged in blocks (Figure 3.2).
Blocks 1, 2 and 3 are subjects exclusive to Band A pupils; Blocks 6,

7 and 8 are subjects exclusive to Band B pupils. Block 5 contain
subjects which are available to both bands, with subjects at GCE level
in Block 4 available only to Band A pupils. Access to subjects at
GCE level was restricted to Band A pupils. The choices made by
Cohort 1 pupils are analysed below (Tables 3.11.; 3.%)). Subjects
available only to Band B pupils in Block 6 are called by different names
than the actual examination title, environmental science being r*efer‘r-‘ed
to as life science; 'applied science as industrial science and child
care as family science. The_ names given by the school to these

subjects will be used throughout the analysis of options.

The analysis of choices showed that Band A and Band B pupils
take different types of subjects. Nearly half (47%) of choices made
by Band A pupils were from those subjects to which Band B pupils

have no access. Similarly, over half (59%) of choices made by Band
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TABLE 34.. Analysis of actual subject options chosen by Band A pupils
during their third year (1980 - 1981)

Block 1 Block 2 Block 3 - Block 4
Latin 10 1% French 59 8% Typing 385 5% |Art 37 5%
German 34 5%.| Biology 93 13% Home

Chemistry 85 12% Economics 31 4%
Geology 21 3% : Geography 106 15%
History 56 8%
RE 35 5%
Physics 71 10%

Woodwo rk 3 1%
Metalwork 11,

5%
Technical
Drawing 24
N = 44 6% N = 288 36% N = 35 5% N = 374 58%
To nearest whole percent Total number of choices by pupils

for.subject: 111
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TABLE 3.5. Analysis of actual subject options chosen by Band B pupils during

their third year (1980 - 1981)

Block 5 Block 6 Block 7 Block 8
Art 26 7% | Life 7% Typing Communi-
Home Science Office 34 9% cations 32 9%
Economics 23 6% Industrial Practice 21 6% |[Science 32 9%
Geography 12 3% | Science 21 6%
Woodwork 30 8% Family
Metalwork 35 10% | Science 381 8%
Technical Spanish 19 5%
Drawing 36 7%
N= 152 41% N = 87 26% N =55 15% N =64 18%
To nearest whole percent Total number of choices by pupils
for subjects: 368
Source: Analysis derived from Year Head's Confidential Documents
(Cohort 1 pupils)
B pupils were those which are r‘esgr‘icted to those pupils. Although

there were a large percentage of subjects chosen by both bands in the

mutually accessible Blocks 4 and § (but in the latter at CSE level only),

Band B pupils did not choose the more academic subjects such as

history, RE and physics,

In contrast, whereas 25% of choices made

by Band B pupils were for practical subjects such as woodwork, metal-

work, technical drawing; only a small proportion (less than 6%) of
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Band A pupils’ choices were for these subjects. Similarly, whereas
15% of all subject choices in Band B were for typing and office practice,

only 5% of choices for these subjects were made by Band A pupils,

Pupils are channelled into acquiring particular forms of know-
ledge through various compulsory and optional subjects, as the head-
teacher made clear in a letter to the staff: "It can be argued that Band
B pupils are channelled into a particular course, This is to some
extent a conscious decision in an attempt to offer them a course of
study, (or package), with limited choice, In an interview the head-
teacher explained that he thought too many pupils choose subjects for
the wrong reason ''so by reducing the choice you're putting more
constraints on certain pupils to choose subjects that we feel education-
ally they will benefit from rather than suffer from?" :

"Similarly with family science on the timetable, again I

think if you're not careful you'll get youngsters taking that

subject who probably ought to be doing one of the harder

sciences, like biology or physics. So I think an awful lot
of guidance is needed. A lot of guidance is given to them...."

(Headteacher interview)

Requests by pupils to change subject options may be denied and
pupils advised to continue their option, as noted in an extract from the
4th year Year Head's documents :

"Some pupils, low Band B, do not uhderstand what they

are opting for and therefore make confused choices.
Most of these requests for change have been persuaded

to 'stay put'."

Analysis of the option booklet distributed to parents and pupils

during pupils' third year in school when they have been selected for the

appropriate band, revealed how subject options are marketed by the
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headteacher and heads of departments.,

3.3.2, Subject Options and Compulsory Subjects: Marketing

Strategies

Subjects are described and presented to parents and pupils in
particular ways to make subjects appear more attractive and suitable
for certain pupils according to their band allocation. The headteacher
'warms up' pupils who were selected for Band A and their parents by
creating expectations for these pupils. The headteacher's letter
fronting the booklet states that "Band A will have as its target either
GCE 'O!' level in all subjects or a mixture of '0O' level and CSE". The
expectation that such pupils will receive grade 1 CSE is made explicit
by the reminder to parents and pupils that they should "please remember
that a grade 1 is regarded as the equivalent of an 'O' level grade A, B
or C result", No such reminder is given to parents of Band B pupils.
In contrast, these parents are "cooled out" (cf Goffman, 1962) since
they are told that "Band B will have as its target either CSE in all
subjects or a mixture of CSE and other subject in which an internal

leaving certificate will be awarded".

Heads of Departments utilise marketing strategies to encourage
particular types of pupils to choose 'appropriate' subjects. The
assumption is that certain pupils, differentiated by band allocation, are
expected to require different f“or‘m.s of knowledge. The head of
secretarial studies made the overt statement in the booklet that the
elementary examination is "more easily attained by pupils in Band B8
because (...) this examination is suitable for their needs". Pupils'

access to different forms of subject knowledge will be examined using

Bernstein's (1971) classification of educational knowledge codes. The
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option system and marketing strategies by the heads of department will
be examined in three interrelated areas: deep structured and surface
structured knowledge; educational knowledge and community knowledge; and

preparation for further education and occupations,

Deep Structured and Surface Structured Knowledge

The subjects available only to BandlA, for instance
Latin and economics (at GCE level, Block 1) allow pupils access to
deep structured knowledge. The study of Latin is marketed by the
head of department as being "interesting for its own sake' but "it also
improves one's own knowledge of English and enriches the study of
other foreign languages since Latin is the basis of most Western
European languages'. Clearly, the subject is marketed as making
accessible other forms of knowledge and understanding of other
languages, It is also marketed as a “démanding subject" and is said
to "prove a student's intellectual capacity and potential™. Thus,

acquisition of particular forms of knowledge at a more deeply structured

level is correlated with intelligence.

Economics is divided into economic theory and applied economics
and the differentiation between subject knowledge structuring is best
seen if this subject is compared with home economics. The knowledge
made available through this subject is outside the immediate experience
_of’ pupils. It includes a study of consumer goods and demands for goods,
how prices are determined, the structure of industry, the role of
government in managing the economy, prices and incomes control, and
so on. Careers for pupils taking this subject are in banking, account-

ancy, insurance and the civil service; making more readily available

to Band A pupils, occupations in social economic groups 1 or 2, In
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contrast, home economics (Blocks 4, 5) at CSE level only and available
to both bands, is designedas a broad course with its knowledge structure
being related to the home and home-life as opposed to a study of the
economics of the Country. This subject is marketed by the head of
department as being a valuable subject because it includes a study of
home buying, morigages, house insurance, rates. Since pupils in

Band A can take economics without having to take CSE home economics,
it can be inferred that the pupils of Band A are either assumed to possess
already the more surface structured knowledge inherent in home

economics or will acquire it in the course of their life after school.

In sharp contrast to economics, industrial science (Block 6, CSE),
exclusive to Band B pupils, is marketed as being concerned with '"the
influence of technology in their way of living" (my emphasis) and "an
understanding of up to date industrial processes, methods of working, ,"
Consequently, whilst economics for Band A pupils is concerned with
the structure of industry from the standpoint of a professional or
white collar worker, Band B pupils are taught about the process of
industry, from the standpoint .OF employed manual worker which will
give such pupils knowledge suitable for craft apprentices. The option
system at Westward High, through the differentiated organisation of
banding, is a device which can readily be utilised as a mechanism for

channelling certain types of pupils into particular occupations.

Educational Knowledge (Pure) and Community

Knowledge (Applied)

Subjects are marketed in relation to what Bernstein
refers to as educational knowledge, the theor'eti’cal and esoteric know-

ledge which is removed from teachers' and pupils' immediate every-

day life situations; and community knowledge, which relates more

R
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directly to everyday situations. Economics and home economics
discussed above depict this type of differentiation, Maths is also a
highly differentiating subject. Thus, whilst maths at GCE level is
marketed as covering the same topics as CSE, the examples are "much
harder and much longer", Of particular importance is the way GCE
is marketed as being "the basis from which one progresses to advanced
work in mathematics, sciences, economics and several other subjects",
No such emphasis is made in relation to pupils taking CSE (who will,
of course include Band B pupils). In contrast, the knowledge base
for basic maths for Band B pupils (Block B, non exam) is marketed as
being "useful throughout everyday life for us all". The reference to
"us all" applies to low Band B, grade D pupils who are not expected to
take any examination., Similarly, English literature at GCE level is
marketed as assessing pupils' "knowledge of the characters, ideas
and languages of the books" whereas the same subject at CSE assesses
pupils' "personal responses to the book and ability to create from
imagination based on them". By directing pupils' acquisition of know-
ledge from characters and books to' a personalising of pupils' own
everyday knowledge, this in effect reduces these pupils' acduisition of

more detailed knowledge and understanding of English literature.

Science subjects are marketed differently to pupils depending
upon their band allocation, as noted in Table 3.6. Band A science
relates to pupils' access to deep structured knowledge, access being
given to the restricted languages of the sciences, Bernstein's
educational knowledge, Band B pupils' access to knowledge is more
limited to the less esoteric and more personalised forms of knowledge

which are deemed to be relevant to this type of pupil.
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TABLE 3.6 Analysis of how different forms of knowledge in science
subjects are marketed to Band A and Band B pupils.
MARKETING FOR BAND A PUPILS : GCE/CSE
Biology: relates "structure to the functioning (of the body) and

Geology:

Physics:

Chemistry:

to develop knowledge and understanding' using a
variety of approaches,

marketed as being important to man, emphasises the
use of raw materials, "drugs ... plastics, paints,
metallurgy, agriculture and food science".

the subject involves practical work and includes map-
work, sketching, identification and handling of fossil,
mineral and rock specimens. 'The syllabus includes
work on (...) landforms, folds, faults and products
of economic importance". Pupils are advised to
ensure that they have acquired sufficient knowledge

of physics and chemistry in the lower school before
contemplating this subject.

aims to "familiarise students with scientific lang-
uage and conventions as well as establishing facts
and methods of working". Students are given an
opportunity to check that theories are consistent
with information available from experiments.

MARKETING FOR BAND B PUPILS: CSE/NON EXAMINATION

Life Science: designed "to help pupils acquire a basic understand-

Industrial :
Science:

Science:

ing about science involved in their everyday life';
""deals with scientific problems relevant to them?",

aims to provide a course in relation to an overall
theme of '"Man's Use of Materials and Resources’'.
Topics include the uses of raw materials made
into useful products; manufacturing processes and
sources of energy; the effects of industry on the
environment....

this course for non-examination pupils consists of
topics such as pollution, domestic electricity,
forensic science, earth science, building science.
Emphasis being placed on practical work.

Source: Subject options booklet NB Physics is included under

Band A since no pupils (Cohort 1) chose this subject and some pupils
(Cohort 2) had complained of being dissuaded from taking it.
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These subject divisions as we shall now see, have importance for

pupils with respect to further education and occupations.

Preparation for Further Education and Occupations

Bernstein argues that educational knowledge is "drawn
from a common universe of knowledge'" whilst community knowledge is
"drawn from different universes of knowledge'"., Science subjects out-
lined previously available to Band B pupils utilise what Bernstein refers
to as integrated code. l.ife Science is marketed to pupils as covering
topics such as pollution; resources (ie. chemistry); energy (ie.
physics), and public health (ie, biology). Industrial science covers
topics related to physics and chemistry (as noted in Table 3.6).
Another subject, family science (child development), covers a range of
diverse knowledge areas which include '"the human body and its
functions' (ie. biology); nutrition (ie. chemistry); "the family and its
budget" (sociology or maths); "behaviour, development and modific—
ation (ie. psychology), and "pre-school child and its early learning"
(ie. developmental psychology). The exclusion of this subject from
Band A options raises a host of questions, notably as to whether the
more academic pupils are assumed to know how to raise children by
the time they have a family or whether such pupils will somehow
'naturally' acquire such knowledge in the course of their life after

school.

Science option subjects for Band A pupils are more related to
what Bernstein refers to as collection code. Such subjects are well
insulated from one another and do not overlap into their subject areas.

These subjects are marketed by the head of science as being useful for

certain occupations, as noted in Table 3.7 , extracted from the option



booklet.

TABLE 3.7,

191

Consequences of the choice of Fourth Form Sciences

on

cources at Advanced Level and in Further Education

Fourth Form

Possible Advanced

Possibilities in Further

Choice Level Education
One Science Mixed Arts/ Very difficult to take up
Only Science a science course
Physics Mathematics This combination leads
Chemistr Physics to the maximum number
Y Chemistry of job opportunities and
courses in science,
engineering and technology
Biology ‘Mathematics Most courses in Biological
: Biology, Sciences, Pharmacy
t 3 3
Chemistry Chemistry Dentistry
Biology Three from Medicine and Veterinary
CREFpIEER Physics, Science, If Maths is taken
Chemistry, any Science Course
Physics Biology,
Mathematics
Biology Biology Very limited but useful for
Physics Physics radiography, physiotherapy

Geology and

Geology and

Geology

another another science
Science
Source: Subject Option Booklet (reproduced table)

The table makes explicit how Band A pupils' subject choices in

science affect entrance to continuing education at 'A' level, further

education and their career prospects.

Subject options during pupils’
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fourth and fifth years in school have implications for their continuing
education and occupations. For instance, options at 'A! level made
apparent in the Sixth Form option booklet (see subject choice sheet,
Appendix 8), show that unless Band B pupils obtained grade 1 CSE in
the few subjects made available to them under the option system which
could be taken to advanced level, they would be excluded from entry to
the Sixth Form for 'A' level work except in subjects such as sociology,
which is not available in the 'O’ level options. Only certain subjects
in Block 5 can be taken at advanced level. The option system at West-
ward High effectively excludes Band B pupils from 'A' level courses,
though of course they can re-sit subjects or take '0O' level subjects in

the Lower Sixth Form.

3.3.8. The Sixth Form Entry

Traditionally the Sixth Form was utilised by the grammar
schools for preparing pupils for professional careers and university
entrance, At Westward High the Lower Sixth pupils can take up 'A!
level courses or re-sit or take extra 'O' levels, Table 3.8 shows
quite clearly that at Westward High, few Cohort 1 pupils (1981 to 1983
fourth/fifth years) from Band B went into the Sixth Form.

TABLE 3.8. Analysis of Cohort 1 pupils (1981-1983) formerly in

Band A or Band B who went into the Sixth Form
(1983~1984)

FORMER BAND ALLOCATION TOTAL NUMBERS | % i
OF TOTAL

Band A 63 93%

Band B 5 7%

TOTALS 68 100%

Source: School documents, Sixth Form allocation

—_—
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Of these pupils, only two former Band B girls obtained 1 CSE
grade 1 each in family science (child care); whilst most of these pupils'
CSE grades were between 8 and 5. Consequently, it is more likely
that such pupils would have been staying on to continue their studies at
CSE or 'O!' level, particularly since child care as a subject was not

available at 'A! level.

Not only are Band A pupils given access to different types of
subjects which allows easier access to the Sixth Form, and to further
" education and particular occupations, but the organisation of the school

rewanrds particular pupils fhrough the instigation of prizes.

3.3.4. The Rewards System

The 4th/5th year option system utilises, to some extent, a
system of rewards. These are acquired through the pupils' access to
subject knowledge as made apparent in the analysis of subject blocking
and the occupations pupils may expect to acquire when leaving school.
These may be termed external awards. However, at Westward High
under the direction of the headteacher, there is a system of internal
rewards listed in the Staff Handbook. Lower school pupils can
receive badges and certificates for "excellent progress or excellent
achievement'", In the fifth year there are twenty-two prizes awarded
for pupils with the "highest number of 'O' level passes at grade A'";
with a further twenty prizes awarded to pupil's achieving grade 1 CSE,
There are four prizes in the Upper Sixth Form for pupils "with the
best overall 'A! level performance!” although "Yonly those sitting 4 'A!
levels (are) eligible", with further subject prizes for pupils achieving

grade 'A' in advanced level subjects.
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The analysis given thus far concerning teacher typifications and
expectations for pupils; pupils examination results, the differ'entiated-
option system and pupils entrance to the Sixth Form, show; that the
rewards system at Westward High to clearly discriminate against pupils
in Band B in favour of pupils in Band A, All prizes and awards are
given to the highest achieving pupils who are doubly rewarded since
they obtain both internal prizes and exar’hination success rewards,

Such a system effectively denies encouragement for pupils in Band B,

deemed the low achievers,

The concentration of data so far has been related to pupils' sett-
ing, banding and option choices and the implication of these factors on
pupils' educational career. The consideration of differentiation and
divisions at Westward High will now draw on data related to pupils'
lower school setting and upper school banding arrangements. Data
were collected from fourth year pupils in 1982-1983 (Cohort 2). These
pupils, being a year younger than Cohort 1 pupils, were the first to
experience the setting arrangementsin the lower school (described

previously, 3.1).

38.4. Pupils' Expectations

Data outlined in 3.3. detailed how differentiation of subjects
according to pupils' band allocation meant that pupils were prepared
for different occupations. An analysis of Band A and Band B (Cohort
2) pupils' expectations for examinations, continuing education and
future occupations will be outlined and related to pupils' lower school

setting and upper school banding.
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3.4.1. Pupils!' Routes Through the School

In an interview the Deputy Head of lower school remarked that
the middle sets in the lower school denoted "1, 2, 3 are just random
numbers" yet later in the same interview she remarked that '"set 3, ..
is the one just above remedial', indicating a hierarchical arrangement
in these middle sets, Data has already been presented (3.2) which
indicate that pupils at Westward High acquire a setting identity. The
data in Table 3.9 show how pupils' band allocation in the fourth year is
related to their lower school setting arrangements. Although movement
between sets is not fixed, the Deputy Head remarked that in relation to
the Express sets '"we sometimes move them up or sometimes move
them down". In practice, according to data on Cohort 2 pupils, move-
ment to or from the Express sets was restrictedto F G 1. Similarly,

movement tg or from the Remedial set was restricted to F G 3.

TABLE 3.9 A Fourth Year cohort of pupils' routes:
- through the lower school related to banding

etil X | X/ | FG1| FG1/| FG2 | FG | FG2/| FG3 | R/ | R | Totals
FG1 Fe2 |’ 1-2-3| FG3 FG3
Ban
TA! 45| 16 34 8 3 [ 2 - - - | N=114
=1 -1 = 5 e 10 8 15 11 6 9| N=173

Represents 88% sample of Band A .pupils; 69% sample of Band B pupils
of a fourth year Cohort 2 (1982-1983)

Of this Cohort, 82% of Band A pupils took the Express, Express/
FG1 or FG 1 route, with a further 10% taking the FG 1/FG 2 route
through the lower school. In contrast, only 7% of pupils in Band B

took the FG 1 route, with 70% taking the FG 2, FG 3 and Remedial
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routes (or a combination of these sets) through the lower school.
The analysis indicates that an unofficial or . hidden streamed
organisation was operating within the middle sets. A
consequence of this is that FG 2 is the differentiating set between
those pupils who are destined for Band A and those pupils destined
for Band B. However, of particular concern was how this
may affect pupils' expectations for examinations they hoped to take

in the fifth year.

3.4.2. Pupils' Examination Expectations

A criticism of the sub-cultural models in relation to the
divisions between pro- and anti-school pupils (Hargreaves, 1967;
Lacey 1970; Willis, 1977 and to a lesser extent Ball, 1981) is that
they have f’ailed to explore fully the differentiation between pupils with-
in streams, sets or bands. The analysis of pupils' expectations
(Table 3.10), shows that just under half (47%) of pupils in .Band A
expected to take purely GCE or a combination of GCE/16+
examinations, with a further 39% who expected to take a combinat-
ion of examinations, Only two pupils (under 2%) expected to take
only CSE examinations. However, when pupils routes through
the lower school are taken into account, considerably more pupils
(73%) who had been in the Express sets and just over half
(56%) of pupils who had been inthe Express/FG 1 sets, expected
to take GCE or GCE/164+ examinations. Pupils who ;xvere in
the higher sets, the so-called high fliers, had greater expectations

compared with pupils in lower sets.
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Fourth year cohort of pupils' routes through school related to
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banding and examination expectations.

X ¥/ | FG1 |FG1/|FG2 | FG/ | FG/ | FG3| R/ Totals
FG1 FG2 1-2-3| FG3 FG3
GCE 13 2 4 19
16+/GCE | 20 7 5 1 33
CSE/16+/GCE 12 6 17 6 1 2 1 45
16+ 6 1 1 8
< CSE / 16+ 2 1 1 2 1
0 CSE 1 1 o
) -
EE Non Exam/CSE
Non Exam
TOTALS 45 16 34 8 3 6 2 114
GCE
16+/GCE
CSE/16+/GCE
16+ .
CSEAN6+ 4 2 3 2 3 2 1 17
@ CSE 1 6 7 6 | 10 5 5 45
S| Non Exam/CSE 1 5
Cf -
o Non Exam 1 1 4 6
TOTALS 5 o] 10 8 15 11 6 73




198

In contrast, 62% of pupiis in Band B expected to take purely
CSE examinations, with a further 28% of pupils who expected
to take CSE/ 16+ examinations. This, of course, is a direct
result of the curriculum organisation which restricts access to
subjects for certain pupils and hence, examination qualifications.
Only 11 (158%) of pupils in Band B expected to take a

combination of CSE/non examinations or non-examinations, eight

of these pupils (73%), had formerly been in the lower sets

17/6 3, Remedial/FG 3 or Remedial.

Pupils' expectations also differed in relation to

continuing educational career and future occupations.

3.4.83. Pupils' Continuing Educational Career Expectations

The organisation of the option system, outlined previously,
discriminates in favour of those pupils who have won the right to be
selected for Band A and thus have access to deep structured knowledge.

The expectations of Chort 2 pupils. are shown in Table 3.11. 382% of
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TABLE 3.117 Fourth year cohort of pupils' routes through school
related to banding and further education expectations
X X/ | FG1 | FG1// FG2 | FG/ | FG/ | FG3 | R/ Total
FG1 FG2 1-2-3 | FG3 FG3
£ Yes 26 4 3 1 1 1 1 37
8]
l_cl‘ Unsure 16 7 18 7 2 3 1 54
4
X
46 No 3 5 13 2 23
al» g | Yes 18 4 3 1 1 1 28
212 o
|0 =
o 58 Unsure | 20 8 10 5 2 2 1 48
>
5> No 7 | 4 21| a 3 a8
TOTAL 45 | 16 34 8 3 6 2 N=114
PUPILS
£
E Yes 1 1 2
c Unsure 2 3 5 3 6 1 24
X
0 | No 3 6 5 4 8 | 11 5 47
0 5, O | Yes 1] 1 3 1 a | . 12
o8
al? § | unsure 1| 3 5 4 5| 4 | 3 26
Z12°
@ (5 No 3 5 2 3 7 7 3 35
TOTAL 5 9 10 8 15 11 6 N=73
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Pupils in Band A expected to stay on in the Sixth Form, although just
under half (47%) were undecided. 25% of pupils expected to go on to
college or university, whilst a third had no expectations in this area.
However, when pupils' routes through the lower school were taken into
account, over half (58%) of pupils who were in the Express sets and 50%
of pupils who were in the Express/FG 1 sets expected to go into the
Sixth Form, Only three pupils (7%) from all the pupils in the Express
sets,' and only 8 (13%) of all pupils who were in the Express and Express/
FG 1 sets indicated that they would NOT be going into the Sixth Form.
The expectation concerning Sixth Form entry markedly reduces for
pupils in Band A who were in sets FG 1 or lower, Only 7 (183%) of all

these pupils expected to go into the Sixth Form,

A similar pattern emerged with Band A pupils concerning

their expectations for further education in relation to lower

school setting. A large number of pupils, 40% who were in
the Express sets and 36% of pupils who were in the Express 4

FG 1 sets expected to go to college or university. However,

such expectations consider‘éj_by reduced for pupils who were

formerly in set FG 1 or lower, Only 11% of such pupils

expected to go on to further education.
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The analysis for Band B pupils reveals a polarisation
of expectations when compared with Band A pupils generally

and pupils who were formerly in Express and Express/ FG 1

sets particularly. Pupils in Band B had negative expect—-

ations concerning their continuing educational career. Only

2 (8%) of these pupils expected to enter the Sixth
Form, with the majority (64%) having no such expectations.
A small number of Band B pupils, 16%, had aspirations
concerning further education but nearly half were decidely
against it, Since very few pupils in Band B had
continuing educational career expectations, what is suggested
is that once pupils become typified as 'Band B', expectations
that these pupils have concerning their educational career
correspond with what is expected of them according to the
institutionalised setting (Goffman, 1961), In this context
what is surprising is that three out of nine pupils who were
in the Remedial sets expected to go onto further education.
However, in view of their éccupational expectations
(discussed next), these pupils were thinking of a technical

college to do some kind of apprenticeship.
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Clearly, data presented here show that not only is
there a differentiation of expectation between pupils acoording
to their band allocation, but also within Band A according
to pupils' lower school setting. Teacher expectations were
matched by pupil e xpectations not only in terms of a
differentiated curriculum but also, in relation to pupils
examination and continuing educational career expectations.
The final aspect of the analysis of Cbhort 2 pupils!

expectations conerns their future occupations.

3.4.4. Pupils' Occupational Expectations

Pupils' expectations for future occupations were
related to their band allocation and their lower school set

allocation, as noted in Table 3.12. Over  three—quarters

(77%) of pupils' choices in Band A were for non-manual jobs.
Of these pupils, just under half (45%) of their choices were for

jobs in the professional occupations in socio-economic groups

I orII. In contrast, only 12% of Band A pupils' expected
job choices were for manual jobs. When pupils' routes through
the lower school are taken into account, 88% of pupils' job

choices from pupils who took the Express or Express/FG 1 route

through the lower school related to non-manual occupations, with 62%



TABLE 3.12
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Fourth year cohort of pupils' routes through school
related to banding and job expectation according to SEG
SQCIO— X/ FG1/ FG/ | FG2/ R/
ECONOMIC * 1Fet | Fe1 |rea |FC2 |12-3| Fea| T®®|Faa | R |Totals
GROUIPS
1 16 6 < 1 1 1 29
11 21 10 2 3 1 3 40
I N 19 3 17 3 1 5 1 49
g I M 2 S 9 1 2 19
8]
5 v
g
a \%
FORCES 6 3 6 1 1 17
TOTALS | 64 27 38 7 3 10 5 154
I 2 1 1 4
11 2 1 1 1 5
IIN 2 2 2 6 1 138
IIT M 1 10 7 4 4 5 S5 9 45
1) v 2 1 1 4
Sl v
%)
FORCES 2 2 | 1 1 5 3 14
TOTALS 5 15 |15 9 17 9 5 10 85

Figures represent number of job choices made by pupils.
Some pupils offered more than one choice.
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of these pupils' choices for professional occupations in socio—-economic
groups I or II. The professions in which these pupils hoped to be
employed included lawyer, doctor, banker, biologist, teacher. What

is particularly interesting are the choices made by Band A pupils in
relation to their lower school set allocation. Only 12% of choices from
pupils who were in sets lower than FG 1 were for the more professional

occupations in socio—economic groups I or II,

Occupational expectations of Band B pupils are polarised in
relation to Band A pupils' expectations. Unlike pupils in Band A, only
a few of these pupils' choices for occupations (26%) were for non-
manual jobs, whereas over twice as many choices (56%) were for
manual jobs. When pupils' routes through the lower school are
accounted for, few pupils in Band B who wer;e in the higher sets in
the lower school had job choices in the professional occupations in
socio-economic groups I or II. Most choices from Band B pupils
who were in the lower FG 3, Remedial/FG 3 or Remedial sets were
for manual jobs in socio—economic groups III or IV. These
occupations included painter and decorator, car mechanic, fitter,
docker, One Band B pupil who was formerly in FG 3 nol-:ed, some-
what cynically, that he expected to be "an artist, I'll draw the dole."
A full analysis of job expectations according to pupils lower school

setting and band allocation is given in Appendix 9.
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Pupils' expectations for examinations, continuing education and
occupations have been shown to relate to the organisational device of
setting and banding. In relation to the option system, it was clear that
to a large extent, pupil expectations match teacher expectation in relat-
ion to pupils' set or band allocation. The question arises as to whether
teachers' expectations for pupils are, indeed, self fulfilling. Clearly,
once pupils have been conferred with a setting or banding identity by
being allocated to certain sets or a certain band, then it is likely that
teachers will have definite expectations for pupils. Pupils may then
find it difficult not to see themselves in terms of their setting or band-

ing identity.

3.5. The Division of Labour

The focus of the analysis differentiation and division within the
school has been on pupils. However, in an amalgamated comprehen-
sive school, account needs to be taken of the ex-grammanr and ex~-
secondary modern teachers' role in the school. Since divisions are
evident between pupils in relation to their set or band allocation, their
access to knowledge and expe.ctations, the question arises as to
whether divisions exist between teachers. Data on the division of
labour between ex-grammar and ex-secondary modern teachers will be
outlined in relation to teacher responsibilities and career structures;
teachers' perceptions of colleagues and the differentiation of teachers

according to the pupils they teach.

3:6:1, Teacher Responsibilities and Career Structures

There was a division of labour between teachers at Westward

High which can be related to what Hargreaves (1980) refers to as
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alternative career structures. The ex—-grammar Heads of Department
took over the control of almost all the departments at Westward High,
with ex—-secondary teachers being responsible only for technical studies,
home economics and the remedial department in the lower school.

Most of the posts of the ex-grammar school were scale 4 or senior
staff scale whilst the ex~secondary teachers held scale 3 posts
(Appendix 10). In contrast, four out of the five year head posts were
given to ex-secondary teachers. The Staff Handbook made explicit the
role for these teachers and their different responsibilities. The Heads
of Department job description outlined in the booklet by the head

teacher is concerned with the organisation, execution and implementat—
ion of the syllabus, the responsibility of the examination policy for

their subject and the evaluation of teachers. In other words they are
responsible for the educational standing of pupils. The Year Heads

are responsible for pupils' discipline, the maintenance of records on
pupils' progress and liaison with the home and other bodies. Although
the amalgamation took place in 1977, there was still a lingering sense
of animosity from some ex—-secondary teachers concerning the ex—

grammar teachers control over subject knowledge areas.

3:5:2. Teachers' Perceptions of Teachers

It was clear that divisions between teachers at Westward
related specifically to the amalgar:nation of the grammar and secondary
modern school. Comments about a staff room notice by a teacher
revealed much about this teacher's perception of his role in the
comprehensive school. The notice concerned fifth year non—-examin-

ation pupils who were about to leave the school and explained to staff

that the Deputy Head would be "patrolling around the school constantly
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during the day in an attempt to forestall trouble!. Comments on the

notice by Mr Barlow, an ex—grammar school teacher, were recorded in
my field notes :

Mr Barlow, a teacher renowned for discipline, said he

thought teachers should be like Gestapo patrolling the

corridors and knocking pupils in line. He believed that

this should have been done when the pupils entered the

school in the first year and related the need for this as

being the result of the change to comprehensive.

(Field Notes)

Staff conversations showed how teachers expected these divisions
between different teachers to exist in the comprehensive school since
different types of teachers had different skills and were used to teach-

ing particular types of pupils. As noted in my field notes ;

An ex-secondary modern teacher, who referred himself
to me as the policeman of the school, noted that a problem
of the school's amalgamation to comprehensive was that
some ex—-grammar teachers could not get down to the level
of CSE and non—-examination pupils.

(Field Notes)

"Policeman! is a direct reference to the disciplining of pupils who are
perceived to have behaviour problems. Such pupils, as noted
previously (8.2), are typified as being predominantly in Band B.
Consequently, the experience ex—secondary modern teachers had of
teaching the so-called less able p'upils in the secondary modern school

made them ideal for the role of diséiplinarians.

Conflicts can arise between teachers who were seen to teach
mostly the academic Band A or Sixth Form pupils. Such teachers

can become the centre of staffroom gossip: .
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Aston University

Information on this page has been removed for data
protection purposes

(Field Notes)

The 'good' school is one which has only academic pupils.

Divisions between teachers relate to the differentiation and
division between pupils according to their set or band allocation, A
conversation reported to me by Mrs Summers highlighted this aspect of

division between teachers:

Aston University

Information on this page has been remaved for data
protection purposes

(Field Notes)

On another occasion in the staff room, Mrs Simms was heard to
exclaim to the Head of English "Oh you good man" when he offered her

the opportunity to continue teaching Sixth Form 'A' level pupils,

3.5.3. Differentiation of Teachers

An analysis of the timetable confirmed this division of labour
between ex—grammar and ex-secondary modern teachers. The
analysis of the distribution of teaching period to particular pupils across

different types of teachers is given in Table 3. 15.



209

JusoJdad ajoym 3sadesu o

SHIHOV3L S IAHOVIL CSHIAHDWVIL
Seg=N- g =N g =N

%tve e ech %9 ore 8el %S L 8.5 694 slejoL
%cE 092 oL8 % LY S92 ov9 %89 8Lg L2e SJayl0
Juswiuedag
Jo spesH
%8t vS el %28 =¥ g6 %08 0ge 8t ‘speap
_ *3dsq/peaH

spolJad Spoluad Spoludd | spoluad spoldad SpolJad
JuaoUa4 11dng Puiyoeaj | juasdady 11dng | Bulyoea | | jusaosusad lidng |Bulyoes | snmyels
DIEP R Y 12301 oluwiapedyy 1230 21UIBpRIY e300l Jayoes |

NAFAOW C HIHOWVIL
ALVYANOO3IS M3IN SAVVWWYHO SHIHOVIL
=-xX3 -X3

s11dnd o1wspeoe 03 j3ybne) spoldsd Jo uolinglulsip |ejo |

€l'e 3N1gvl



210

The ex—grammar teachers as a whole spent three—quarters of
their teaching periods with the academic pupils, whilst the heads of
departments devoted BO0% of their teaching to these pupils. In contrast,
only a third of ex—secondary modern teachers teaching periods were
spent with-the academic pupils. When these teachers teaching periods
were analysed across individual groups of pupils (Table 3. 14), it was
clear that the ex—grammar teachers increased their share of teaching
the more academic pupils in the upper school (with Band A and the
Sixth Form). They had little responsibility for the teaching of non-
academic pupils in Band B and lower school remedial pupils. In
contrast, the ex-secondary modern teachers taught a smaller proportion
of the Sixth Form periods than the ex—grammar teachers, whilst most
of the Band B pupils' periods (55%) were taught by ex-secondary modern
teachers, with only 18% of their periods being taught by the ex-grammar

teachers.

TABLE 3. 14 ‘ -Distribution of periods taught to academic pupils
by different types of.teachers. :

EX- EX-
GRAMMAR NEW SECONDARY -,
. MODERN
3} X Sets 25% 45% 30% 100%
&
8 | ABands 39% 27% 35% 100%
8 ]
< | 6th Form 64% 21% 16% 100%
£ B Bands 18% 27% 55% 100%
C o
2 % | Remedials 4% 11% 85% 100%
(8]
4
Source: School Timetable (1982-19883)

To nearest whole percent
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The ex—-grammar and to a lesser extent the new teachers were
mostly responsible for teaching the academic pupils. There was also
a division of labour in relation to teaching qualifications. Whereas
B81% of ex—grammar teachers had degrees, this compared with 21% of
ex—secondary teachers, who mostly had non—-degree qualifications

(Appendix 11).

Differentiation and division between pupils according to their set
or band allocation has been shown to be related to the division of labour
between teachers. Not only do pupils have access to different subjects,
the more academic pupils were taught by the most academically quélified
teachers. Teachers were assumed to have different skills which
needed to be matched to particular pupil types, thus teachers rational-

ised a need for the division of labour between teachers.

Summary

- .
-

The analysis of the organisation QE Westward Higi"\'sﬂ' l;)ahdéa
option arrangement has shown that it is used to segregate pupils who
are given access to different types of subjects and different forms of
knowledge. This is related to the differentiation between CSE and GCE
examinations. The expeétations teachers have for pupils match closely
pupils' examination results with respect to pupils’ band allocation.
Furthermore, pupils' expectations: for continuing education and future
occupations has been shown to be related to their allocation to lower
school sets as well as Band A or Band B. Pupils who were originally
in Express or Set 1 wholw‘ant into Band A expected to obtain profession-

al jobs whereas pupils who were in Set 3 or Remedial sets who went into

Band B, expected to obtain manual jobs. The examination of teacher
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differentiation showed that there is also a division of labour in relation
to teacher role and responsibility and with respect to the type of pupils
teachers taught. The academic pupils being mostly taught by the ex-

grammar or 'new' teachers.

In Section 2 data on pupils' perceptions of pupils, teachers and
schooling will b e presented. Lower school pupils' perceptions of
pupils according to their set allocation will be outlined (Chapter 4)
followed by 4th and 6th year (Cohorts 1 and 2) pupils' perceptions of
pupils (Chapter 5). Data on how pupils' perceive teachers will also
be given (Chapter 6). Consequently, Section 2 provides a detailed
analysis of aspects of differentiation and division prevalent in the

school's organisation from the pupils perspective.
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Section 2

PERCEPTUAL LEVEL
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CHAPTER FOUR

SETTING AND PUPIL TYPIFICATIONS

There has been little research undertaken on first year pupils'
perceptions of pupils, their attitude to school work, and the effects of
setting on the social relations between pupils., Hargreaves (1967)
restricted his research to mostly fourth year pupils who, he argued,
represented "a crystallisation of values inculcated by a school and an
end product of the educative process!. Lacey (1970) suggested that
differentiation and polarisation between pupils "starts to emerge in the
second year and it develops markedly in the third and fourth years".

He also noted that the first year pupils constituted a '"relatively homo-
genius, undifferentiated group" and that it was "somewhat rare for the
anti-group to develop in the first year". Research by Willis (1977) in
a secondary modern school was also confined to older pupils. He
suggested that the emergence of pupils' opposition to the school system
(Lacey's anti—group) did not reveal itself until pupils were in the second
year, Willis explained that "even if there is some form of division in
the junior school, in the first year of secondary school everyone, it
seems, is an 'ear 'ole", that is, they confér‘m to what is expected of
them by teachers. Similarly, Woods (1979) noted that pupils in years
1 to 8 experienced "optimistic compliance'", divisions appeared in the
school during pupils' fourth and ﬁft["1 year as part of the option system.
The recent work by Ball (1981) in a comprehensive school, replicated
Lacey's work and showed how pupils' acquired a banding identity in the
eyes of the teachers, However, he makes little reference to lower

school and first year pupils' perceptions of pupils.

It cannot be assumed that most pupils, during their first year in
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a secondary school, will conform to dominant school values. Data in
Chapter 3 on teachers' typifications of pupils according to their
allocétions to sets showed that teachers typified pupils in two broad
groups., Pupils described by teachers in positive and favourable terms
were assigned to Band A, pupils described negatively and less favour—
ably by teachers,  were assigned to Band B. A teacher's typifications
of lower school pupils was dependent, to some extent, upon their set
allocation. Furthermore, pupils' expectations of examination success,
continuing education and future occupations (Chapter 3; 3.4) differed

according to pupils allocation to sets and bands.

Data on first year pupils' perceptions of pupils derived from their
descriptions of pupils elicited through pupil-drawing 'questionnai r'.es'
and follow-up group interviews, will be presented in three interrelated
areas, These concern pupils' typifications of pupils in the classroom
context and in relation to pupils allocation to sets; pupils' acquisition
of a setting identity amongst their peers and the perceived social and

socio—economic significance of setting.

4,1, The Classroom Context

Descriptions 1FX and 1F3 pupils offered of pupils according to
their set allocation were analysed in terms of teachers' typifications of
favourable (positive) and less favourable (negative) pupil descriptions
(Chapter 3; 3.2). Pupil descriptions of pupils were condensed into a
number of derived dichotomised constructs., The pole of the bi-polar
;.:onstruct most like the teachers' favourable pupil descriptions is
depicted + , whilst the pole of the bi-polar construct which would be
similar to teachers' less favourable pupil descriptions is depicted - .,

In this way, a comparative analysis between teacher and pupil descript-
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ions of pupils can be later outlined. Pupils' perceptions of pupils in
the classroom context concerned pupils' attitude to school work,

intelligence and thinking capacity, and pupils' personality.

4,1.1. Attitutude to Work

There is a differentiation of pupils across sets according to
pupils' perceived attitude to work (Tables 4.1; 4.2), Pupils in
Express and Remedial sets are typified as being polarised in this
respect. Express pupils are typified by 1FX and 1F3 as : '"studying
hard'; '"concentrates'; "asks teacher - creeps'"; "works quickly'";
"answers questions", can be "spiff", In contrast, Remedial pupils are
typified by 1FX and 1F3 as '"doesn't work'"; '"distracted"; 'copies".
Such pupils are said to '"struggle with work'"; are '"not bothered" and
can be '"dossers". 1FX see Express sets and Set 1 most like
teachers' favourable descriptions of pupils (79% and 56% of descript-
ions for each set respectively). Most descriptions of Express sets
from 1F3 pupils (95%) were also in terms of teachers' favourable
descriptions of pupils compared with their descriptions of Remedial
pupils (94%) depicting these pupils as being least like teachers' favour-
able descriptions of pupils., The sets are perceived as being hierarchic-
al so that there is a gradual change in pupils' perceptions of pupils from
Express sets to Remedial sets. What is clear is that Set 2 is perceived
to be the dividing point between tr;ose pupils who are most like the

teachers' favourable or least favourable descriptions of pupils,
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Bi-polar attitude to work constructs derived from a group of 1FX

pupils' descriptions of first year pupils, related to teachers'
favourable (+) and less favourable (-) descriptions of pupils.

t 2 ial |
ATTITUDE TO WORK Express Set 1 Se Set 83 Remedial
CONSTRUCTS
+ - + | - + - + - + -
Studying hard/ 56 9 2 0 3
Doesn't work, stuck 5 9 14 16 ’ 8
Concentrates, tries/ 6 2 o 0 0
Distracted 2 4 4 10 18
Own work, finds out o) 4 0 0 0
/Copies 1 2 8 5 9
Creeps, asks teacher/ 4 0 3 3 0
Not bothered to ask 0 0 0 0 0
Interested / 2 1 o) 0 0
Bored 5 o 11 1 0
Bothered, tries with 3 5 1 6 o
work
/Not bothered 2 1 4q 8 9
Works easily / 1 1 0 o o
Struggles 3 0 o 4 13
Finishes work quickly 5 1 1 o] o]
/Slow with work o ' (o] 0 10 0
Organised in work / 0] (o] o] (0] o]
Messy or muddled 4 0 2 6 0
Answers questions/ 7 3 0 0 0 _
Can't answer quest. o 2 0 0 o]
Spiff / 3 1 . 0 0 0
Dosser. 1 1 1 5 3
TOTALS 87 23 27 21 7 44 9 55 7 55
110 48 51 64 63

% OF TOTALS 79% 21% [56% 44% [14% 86% |(14% 864 11% 89
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Bi-polar attitude to work constructs derived from a group of 1F3

pupils' descriptions of first year pupils, related to teachers'
favourable (+) and less favourable (=) descriptions of pupils,

ATTITUDE TO WORK Express Set 1 Set 2 Set 3 Remedial
CONSTRUCTS

+ = + = + = + - + N
Studying hard/ 29 11 5 3 1
Doesn't work, stuck 1 2 2 10 1
Concentrates, tries/ 4 3 0 0 0
Distracted 0 2 1 2 4
Own work, finds out/ 0 0 0 0 (0]
Copies o 1 (o] 2 s
Creeps, asks teacher/ 5 2 0 0 1
Not bothered to ask (0] (@] 0 (6] 0
Interested / 0 2 2 0 o}
Bored 1 0 3 4 0
Bothered, tries with 0 0 0 0 0

work /
Not bothered o 0 0 1 3
Works easily / 0 0 0 0 0 o
Struggles 0 0 3 6 18
Finishes work quickly 3 1 ‘ 0] 0] 0
/ Slow with work o] 0 (o] 0 0
Organised in work / 0 0 0 0 o]
Messy or muddled 0 0] (0] 0 0
Answers questions/ 1 0 1 2 0
Can't answer quest, 0 0o o} 1 0
Spiff / 0 (o] 0 0 0
Dosser 0] 0 3 (0] 4
TOTAL S 42 2 19 5 8 12 5 26 2 32
44 24 20 31 34

% OF TOTALS 05% 5% |79% 21% | 40% 60% |16% B84% | 6% 94%
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4.1.2. Intelligence and Thinking Capacity

There. is a differentiation between pupils across sets

in relation to pupils' perceived intelligence (Appendix 12),

Pupils expect intelligent pupils to be in the higher sets so

that whilst Express pupils are typified as being "brainy",

clever", "intelligent” or !'wery bright'; pupils in Sets 1
and 2, who are considered to be intelligent, are predominantly

described as being only ‘'pretty brainy” or ‘!quite brainy" or

"'so-so brainy', and hence, not seen as intelligent as
Express pupils. There is a polar*isafion between Express
~and Remedial pupils concerning their perceived intelligence.
Both 1FX and 1F 3 pupils typify Remedials as being "thick",
"dumb", Y"stupid"”, or a "dunce". Whilst 1FX and 1F 3
pupils typify Express pupils as Ythinking deeply" about work,
Remedial pupils are typified as 'doesn't think" or "doesn't

understand’. (Appendix 12).
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4,1.8, Personality

Pupils perceive differences between pupils according to
their set allocation in terms of their personality (Appendix 13). 1FX
and 1F3 pupils typify pupils similarly. Whilst Express pupils are
seen as being "sensible!, they are also "stuck up, goody-goody two
shoes" (1FX), a "snob" and "snooty" or "teacher's pet" (1F3). In
marked contrast, Set 3 and Remedial pupils are typified as being "daft",

"idiot","day dreams'; they are a "dope", 'sleepy" or "dozy".

4.2, Setting Identities

Pupils describe Express and Set 1 pupils in a similar way to
teachers' favourable descriptions of pupils; whereas pupils in the lower
sets, Set 3 and Remedials, are described in a similar terms to teachers'
less favourable descriptions of pupils, Typifications of pupils are
hierarchical in the sense that pupils' identities are related to their set

allocation.

Setting identities concern pupils' perceived intelligence; they
are related to the curriculum and pupils' expectations and are associated
with pupils! working practices, ie, the way pupils go about doing theiﬁ
work in school. It is likely that pupils' setting identities are formulat-

ed in the primary school, as these pupils explain :

Pauline: If you were good in your junior school you did well
in your exam (ie., NFER tests in the fourth year
juniors) (....)

(1FX)

Donna: They said, if you do well in your exams you get,
like, put in the top set (ie. in the comprehensive
school)., But if you don't do well, you'll get put
in a lower set,

(1FX)
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4,2.1. Intelligence, and Pupil Status

When pupils have been assigned to a particular set, their

identities are affirmed:

Norma: The brainiest set is X set, then next to the
brainiest set is Set 1, then next to that is
Set 2 and after that is Set 8 and then the ones
that are not so good, they're Remedials.

(1F3)

The setting arrangement is interpreted by pupils as a form of
streaming so that pupils typify Express pupils as "X material® or the
"X stream" (1FX). 1FX pupils see themselves in terms of their
allocation to their set which is "the top group, the brainiest, the brain-
ies ! (pupils commenting together). Setting allocation allows pupils
to differentiate between one another on a continuum '"from the brainy to
Remedial" (1FX) or 'it depends how brainy you are" (1F3) 'as

in if you are thick or not" (1F3).

The segregation of pupils by setting helps determine how pupils
typify and interact with one another. Because Express pupils have a
reputation for doing work, predominantly depicted as "studying hard",
(Tables 4.1; 4.2), there is a deep sense of animosity between pupils
in the lower sets directed towards and against Express sets who are at
the top of the hierarchy and are perceived to have a high.er status :

Jamie: The Expresses, they're all good at work and that

but they look down on us as if we're little.,,.
pupil; .« sWeeds,,.

Jamie: . . .Little weeds (...) because they're the big
people and they're the big ones.

Peter: Yeah, they're the brainies, you know,

Andrew: And they think they're it, They think they're
the brainiest in the school, like (...)
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Jamie: Just 'cos like, they're the Express and that,

they think they're the best (.. .) and they can
rule the school, that's how they think, they

can rule us because we're a lot of dunces or
summat.

(1F3)

Express pupils are labelled by pupils at the bottom of the hierarchy
as the dominant group: '"the big ones" the ones who "rule the school.
1F3 pupils expect Express pupils to label them as "dunces", pupils who
they "look down on'". Whilst pupils may not accept the labels at their
face value and may rebel against them, as a pupil remarked: "If I found
they (Express pupils) were calling me a dunce or something, 1'd rip
them to pieces" (1F8), they indicate those pupils of potential strength,
power and status, the Express '"big people'; and pupils of weakness,

the 1F3 "little weeds",

Setting identities can change within the hierarchy as pupils move
from one set to another:
Donna: You get moved up as you get clever. Say you're
in the R and you're too clever for that, you get

moved up to 3, Say you're in 1 and you're not
good enough for it, you get moved down to 2.

(1FX)

Cleverness and being clever is perceived not as a matter of individual
difference, one pupil compared with another, but is a status or an
identity, that is perceived by pupils as being conferred upon them
according to their position (set allocation) within the hierarchy. Move-
ment between sets is expected only within the tight hierarchy of setting
between adjacent sets: 1FX and Set 1, Remedial and 1F3. In
practice this is what happens at Westward High. Because setting is

perceived in this way by pupils, they talk of other pupils in relation to
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their relative position in the hierarchy. If pupils do not conform to

setting expectations, then their set allocation is called into question :

Mark: Some of them are put in the wrong set, like ...

Peter: Andrew -

Mark: Well, I don't think he was any brainier at Milton
(ie. primary school)

Pupil: He used to copy of me

Mark: Well, some of them, like, I've heard some people
say that they're going down but I don't reckon ....

(1F3)

Pupils judge their peers in relation to their position in the hier-
archy. The hierarchy is perceived as allowing pupils to move from
one set to another, usually only to an adjacent set, Express to Set 1;
Set 8 to Remedial or Set 2, and so on., Set allocation not only
signifies what pupils are like, their ability, but also their attitude to
work and what constitutes accepted working practices for different sets:

Carl: If they work hard they get moved up but if they

don't bother they'il get moved down to the
Remedial set., If they're probably doing o.k.

not absolutely top of the class, they just stay
in their set.

(1FX)

Karen: The people in the lower set, they can probably
get to the top but they don't use their brain or
listen to the teacher.

(1FX)

Movement within the hierarchy is viewed in terms of the hierarchy so
that pupils who work hard are depicted as being eligible for, or are
moved up into, the higher sets, In contrast, if pupils are moved into
lower sets they are typified by their peers as pupils who "don't bother"
or "don't use their brains" (1FX). Pupils' perception of their peers

is derived from their location within the hierarchy, justification of
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their perceptions are couched in terms of the organisation of the school.

4.2,2, The Curriculum

Pupils' perceptions of the curriculum are a further factor in
pupils' setting identities. For instance, a 1FX pupil explained that
1F3 pupils were 'not as well educated" as Express pupils. Pupils
expect their peers to have access to different forms of knowledge
depending upon their set allocation and perceived intelligence:

Donna; 'Cos if some are clever than the others in the

class and the teacher is only teaching what the
clever ones should know, the thick ones won't

understand.
R Who are the thick ones?
Donna: The Remedials.

(1FX)

Knowledge is seen as being differentiated according to pupils' set
allocation., Clever or thick pupils are perceived to have different
needs and require access to different forms of knowledge. The

curricul um at Westward High is organised in terms of allowing different

types of pupils access to different forms of knowledge (Chapter 3; 3.3).

1FX pupils expect pupils in the lower sets to acquire knowledge which is
more easily assimilated to these pupils' needs. One pupil explained
that '"the Remedials, they have a garden (...) and outside they've got a
garden and a greenhouse and everything, and they pick grapes and
everything. It's part of their work" (1FX), IFX pupils expect
Remedials to be taught these things because "they're not as clever as

us" or because "we know all about that and they don't",

Pupils have no direct knowledge of what pupils in the lower sets
do in the classroom, front region, and utilise their perceptions of

pupils acquired in the back region of school, the form rooms, playground
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or the dining hall :

Karen: This girl in our class (registration form), she's
in Remedials and she got this maths homework
and its a Beta Book and we did that in our junior
schools (...) Well I think its junior school work
they do. Liike easier, primary school.

(1FX)

Donna: My friend's in 1F3 for maths. When she showed
me her maths book it had things like 57 + 36,
things like that, (pupils laugh)

(1FX)

Tracey: I have a friend in 1F1 and she has Mrs Cernes and

the work they do its like 100 take 56, but we're
doing X + 7 +3X (...)

Pupils: ..... Algebra, (1FX)

Pupils perceive pupils in relation to the curriculum so that certain
forms of knowledge are considered a higher status or privilege, as an
Express pupil explained: '"We get privileges. They (Remedials) do
games more than us and they get their gardening but they don't do
cookery and woodwork (...) and they don't do home economics". Games
are perceived by 1FX pupils to be more suited éo Remedials and pupils
in lower sets "because they're not good at work but we concentrate

more on our work!",

4,2.83, Expectations

Pupils' expectations of pupils are also dependent upon pupils'
set allocation. Whilst Express pupils are expected to be fast at their
work: "'Cos we're like express trains, we're so fast" (1FX) and do
their work at a fast speed (1F3), pupils in the lower sets are expected
to work at a slower rate, as these pupils explained: '"What we know
about 1F3 is that they are a bit slower at working" (1FX). Remedial
pupils are depicted as being "a bit slow and can't do the work as fast

as anyone else" (1F3) or they are "the slow people (who) can't think
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and can't cope" .(4th year Band A).

Pupils' perceptions of teacher expectations are an important
factor in the formation of pupils' setting identities. 1FX pupils are
aware that teachers expect them to work harder and faster and produce
a higher standard of work, For instance, one pupil took exception to
my requests for them to work as quickly as possible when filling in the
pupil drawings and exclaimed: "See, you're expecting us to work fast

because we're XM

Donna: Our English teacher (...) she expects perfect
standards from me and she knows I can't do it.

R: That's interesting. What do you think the
teachers think of 1F3 about their work?

Donna: Right, well, they think 'Oh well, this is 1FX so
we'll give them dead hard work' and they give
us too hard work, But with 1F3 they think 'Oh
well, this isn't a clever set so we'll give them
easy work!',

(1FX)
Pupils expectations are related to teacher expectation so that
pupils' knowledge of what pupils are like is related to what pupils should

know and also related to how pupils are taught ;

Tracey: They (teachers) must think we're going to be
Xcellently perfect and they're (1F3) going to
be a bit below.

Pupil: Yeah, but they expect us to be perfect.
R: - And what do they think of 1F83, for instance ?
Tracey: At least they're not as good as us.

Pupil: I think they're not so harsh on them, so they're
not ... so they're coming away and laughing and
we're coming away nearly screaming.,

(1FX)
The intentional emphasis on the X was very evident in Tracey's
comments, The difference between sets according to pressure and

pace of work is made apparent by the remarks "we're coming away
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nearly screaming" whilst 1F3 pupils are typified as ""coming away

laughing".

Different demands are perceived to be made on pupils. Teaching

is differentiated according to teachers' expectations of pupils in

relation to their set allocation, as these two Band A pupils explained

when recounting their experience in the lower school:

Andrew:

R:

Andrew:

Andrew:

Because Andrew was in both Express and Set 1, he is able to justify

his perceptions by direct experience. In contrast, Denise a fourth

I think they expect a bigger standard of you.
(ie. Express sets)

Why is that? What did they say? What gives
you that idea?

They just gave us more and more work (...)
but in Set 1 the teachers used to go over it
more to make sure you understood and then
gave you the work to do. These (Express
teachers) just gave you the work to do and said
'‘Get on with it",

Ah, why was that? I mean, they didn"t talk
about the work then?

Obviously, they expected you to know it already,
well, not know it, they went over the basic stuff
and then said here's some work and essays and
that.

(4th Yr Band A, formerly Express/Set 1)

year pupil, who was formerly in Set 2, differentiates between the lower

sets and Set 1 and Express sets, and explained that the Express sets

were '"pushed a bit harder! by the teachers:

Denise:

R.

Denise:

Because they're fast workers and they're
supposed to be very brainy and that sort of
thing. They get pushed to keep up.

What about your set that you were in, Set 2,
were you pushed ?

Well, sometimes it depended on the teacher.
Usually we were left to drift along and hope~
fully understand it and if you didn't you just

were, you know, you weren't pushed as hard.
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Whilst Express pupils are perceived to be pushed harder by

teachers to encourage them to do well in school, pupils in the lower

sets are expected to be left to "drift along". Consequently, middle or

lower set pupils have to work harder and prove themselves to teachers

if they are to 'succeed' and acquire a different setting identity:

R:

Denise:

R:

Denise:

What do you think the teachers thought about
you as a pupil ?

I suppose they thought I was a creep or some-

 thing, trying to make them think I was better

than I was (...)

For instance, when they wrote a report about
you, did you get good reports ?

I got 'polite', 'pleasant', 'always works hard',
that sort of thing.

(Fourth year Band A, formerly Set 2)

It was clear that this pupil had worked out quite clearly the significance

of her setting identity and the relationship between lower school setting

and banding:

Denise:

Denise:

Denise:

Denise:

'Cos 1 wanted to get into Band A 'cos you get
better chances, really, in Band A, Like you
do more '0' levels (...)

But I thought you were in the second set (ie.
Set 2), so why do you think if you remained in
that set you ... ?

... 'Cos most of them usually used to mess
around.

What about Set 1, if you were in Set 1 would that
be alridht ? Would they have messed about in
Set 1 ?

I don't know, really, but most of them managed
to get into Band A (...)

What about Set 2, what happened to them ?
A lot of them got into Band B.

(4th year Band A, formerly Set 2)
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4,2,.4, Working Practices

Pupils in different sets are perceived by pupils to approach
school work in different ways and to utilise different practices. The
official school policy differentiates between pupils in the lower school

with respect to the amount of homework expected from different pupils :

"With a complete cross-section of ability, it is unrealistic
to expect all pupils to do the same amount of homework (...)
The Remedial sets or non-exam pupils may well not be set
homework, "

(Headteacher : Staff Handbook)
This policy may well bring about different expectations for pupils.
Homework is seen as a legitimate working practice by pupils in 1FX
who can talk freely in front of other pupils about doing homework:
Tracey: When we've finished our work at school, then

they say 'Right, tonight's homework is ...!
and you have to do that and bring it back the

next day.
(1FX)
Jane: Once I was up till 11 o'clock at night doing my
homework and I got into trouble from my mum.
(1FX)

1FX pupils admit to having thirteen lots of homework a week and
contrast themselves with 1F3 who only have five lots or "sometimes
they don't get any" (1FX). 1F3 expect pupils in Express sets to do
homework which is seen as being z—; legitimate practice for the intelli-

gent pupils only:

Mark: Express (...) most of the time they spend all
night studying., Like I know someone in the
third year. 1 don't think he's allowed out at
night, He's got to study all night and do his
homework,

Jamie: Just 'cos he's brainy an' all that, he just has
to study all his homework. I wouldn't do that,
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Me, if I went through that 1'd just run out of the
house and go out.

Andrew: Well, the ones who revise every night, like
every night, we call them spiffs,
(1F3)

The working practice of homework is synonymous with having "brains",
is associated with the pupils in higher sets, and is not a legitimate
practice for pupils in the lower sets. Such pupils could not talk

freely of doing homework without utilising a front:

Mark: Well, I do my homework everynight, sometimes
I revise (...) but I'm not a spiff,

Peter: I do mine, er ..,

Jamie: Yeah, copy off us,

Peter: Yeah, copying off everybody,
(1F3)
A pupil's role-playing in the pupil drawings questionnaire (Figure 4.1),
illustrates the different working practices expected of pupils according
to their set allocation. It is clear that different practices are
considered legitimate for pupils depending upon their position in the

hierarchy of setting. Pupils in 1FX typify pupils in the lower sets as

utilising copying as a legitinate practice, as one pupil explained :
"they're allowed to copy'". Pupils in 1F3 see copying as an acceptable

practice for pupils in their set :

Peter: If you say to them (Express pupils) 'let's copy
off your work' and they go 'No', you know, 'you
should have done it last night or the night before
that, I'm not letting you use it', But if I say to
my mate like Andrew (...) I go 'let's use your
homework' he goes 'yeah, yeah' 'cos you know
they'll want to use your book next time so you
just let them lend it.

(1F3)

In contrast, 1FX see copying as an illegitimate practice. They may

ask friends "how to do it",they '"don't do it to ask the answer" but to
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FIGURE 4.1. First year pupils' role-playing situations, showing
the different working practices expected for pupils
depending on their set allocation.
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find out the method (1FX pupils). Copying is considered "pointless"

because th-e teacher will soon detect them if they copy the wrong
answers. Whilst pupils in the lower sets see knowledge as being a
shared commodity, 1FX see knowledge in terms of possession and
ownership., 1F3 draw on group solidarity in terms of friendship to
help one anéther‘ with school work. Clearly, doing work and homework
or copying are considered legitimate working practices depending upon
pupils' set allocation and are important factors in the development of

pupils' setting identities.

4,2,5, Spiffs

If pupils engage too readily in school work they can be
derided as being spiffs., Spiffs are viewed as having different working
practices from most pupils and are usually found in the Express sets.
Such pupils are criticised by their peers because they "revise'" more
than other pupils, they "do all their homework everynight" and are
"neat writers" (1F3 pupils). A spiff can also be a "posh nosh",
stuck up" and a "snob"; someone who wants to "get their own way"
and "thinks a lot of themselveé" (1F3 and 1FX pupils). Pupils in the
Express sets can also discriminate against pupils in their own set who
engage in extra work, more than is legitimately accepted by the group.
One pupil's role playing in the pupil drawings questionnaire depicted
Scott M (a 1FX pupil) as "a big spiff", other pupils described him as a
"toffee nosed, goody-goody two shoes doing as he is told"; or '"posh
and gets on with his work because he wants it to be the best!", In
contrast, Scott M used his knowledge of lower set pupils to insult
Donna T (in his Express set) by depicting her in one pupil drawing as

being thick and therefore more suited to a Remedial set, Peer group
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influence must be seen as a factor in pupils' working practices, not

only between the top and lower sets but within the top set.

4.2.6. Displays and Fronts

Spiffs are also typified as pupils who creep round the
teachers and, as noted previously, are mostly in the Express sets,
Whilst Express pupils are typified as being eager to collect merit marks
and badges as part of the school's rewards system to encourage pupils
to work (Chapter 3; 3.3.4), 1F3 pupils play down the importance of

collecting such rewards and purposely present a different front:

Mark: Some of the Express are alright but the majority
of them are creeps.

R: Creeps, what does 'creeps' mean ?

Mark: They creep round the teachers.,

R: Why do they do that ?

Peter: The merit mark is when you do something really

outstanding. And when you get 10 you get a badge,

Couinie)

Pupil: All the X's try to get merit marks. When they
get merits they all show off they've got them (...)

R: Do you get many merits ?

Peter: No, I've only got one.

R: Why is that 2 (...)

Mark: 'Cos he's not a creep.

Peter:  I'm not a creep, that's why. No, its just that you
don't get them very often (...)

Jamie: I've got three merit marks but that doesn't mean

I'm a creep or a snob.

Merit marks and badges are signs and symbols which differentiate
Express pupils from pupils in the lower sets, Consequently, to walk
around school wearing badges is to run the risk of being labelled a spiff

and is a label which is avoided by pupils, particularly those in the 1F/G 3

or Remedial sets, Whilst merit marks and badges are used by
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teachers as strategies to promote learning, they exacerbate differences ‘
between pupils. 1F3 pupils castigate pupils in the Express sets who
gain badges and display them: "ﬁhey think they're brilliant, they're the
best in the school (...) they're Xcellent, and all that", Pupils purpose-
fully play on the "X' which symbolises the distinctive qual.ity of the top of

the lower school hierarchy.

Lower set pupils purposefully present fronts, these are impress-
ions 'given off!" (Goffman, 1989) to pupils in their own sets and also,

directed towards pupils in the higher sets, as these 1FX pupils

explained :

Pauline: I've got friends in 1F8 and they come out of lessons
and they're laughing and saying 'Oh we've had a
doss about in class today' and 'we've been drawing
on the desk and looking through key holes and bang-
ing the desks and things', They said the teachers
never said anything to them (...)

R: Dossing, what does that mean ?

Pupils: Mucking about, messing about (,..)

Pupil: Like having a laugh, laughing and joking.
R: Does this happen in this group then ?
Pupils: No (many voices)
Pupil: We'd get detention if we do

(1FX)

These fronts are designed to confirm 1F3 pupils status within the
hierarchy of sets. 1F3 pupils' practices of having a laugh or a "doss
about" are presented to other pupils as being legitimate for lower set
pupils, whereas for pupils in the higher sets this is an illegitimate

practice punishable by detention.

Pupils utilise fronts when talking about how pupils enter a class—
room and wait for the teacher, 1F3 pupils compare themselves with

the Express pupils who are percéived to adopt different practices:
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Peter: Before the classes, before the teacher comes
into class, us lot we start mucking about, don't
we ? But before a teacher comes into the class
they (Express pupils) just sit there and
start looking at the books.

(1F83)

Similar practices or strategies occur in the third year, On one
occasion, on visiting 3F3 pupils, they explained that they did not

usually sit quietly before the teacher arrived :

R: . Are you usually like this when the teacher comes
in (ie, sitting quietly) ?

Pupil: No.

R: Why, what are you usually like ?

Pupils: Noisy. We're usually noisy and mess about.

R Why's that ?

Pupil: So the teacher spends over half the lesson telling

us off and we don't do as much work,

(Field Notes, 3F3 pupils)

When teachers enter the classroom it is a custom for pupils in the
Express sets to stand up, as a pupil remarked '"you get detention if

you don't stand up". However, this custom seems not to be the

practice for pupils in the lower sets. My field notes make explicit how
the 1FX and 3FX sets I visited stood up when I entered the room, yet
1F3 and 3F3 sets did not. 1F3 pupils were aware of this discrimination,
as a pupil explained : " a girl called Karen (...) every time she comes
in class she always sits down and always stands up" (meaning when a
teacher enters). When asked why, the pupil explained that it was

"'cos she's an X and X people are stuck up".

It is clear that there is a polarisation between pupils typified as
stiffs to be found in the Express or top sets and pupils typified as dossers

to be found in the lower and bottom sets. Each group are perceived to
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have or present themselves as having their own distinctive working

practices.

4,3, The Socio-Economic Context

Setting identities can also be related to a broader context than
the classroom context, Pupils expect pupils to be of a certain social
status or from different socio-economic backgrounds depending on their

set allocation.

4,3.1, The Rough Kids and Friendships

1FX pupils typify pupils in the lower sets as being different
type of pupils, socially, from themselves: "normally, the rougher
Kids are in the lower sets'", Pupils justify their perceptions of pupils

by making reference to pupils' set allocation:

John: The people who are rough, they're in the lower
sets because they're always fighting and they
don't seem to bother about their work, All they
seem to bother about is fighting and things like
that,

(1FX)

Other 1FX pupils see the lower set pupils as being "rough' in the sense
that they like games: 'they doln't do well in their subject, but when it
comes to games, they show a real effort because they like doing it".
Subject status, as detailed previously, is also a product of the social as
well as the school world, Similarly, 1FX pupils signify that the lower
set "rough'" pupils are also thick. A p{.npil, by disagreeing that all
"rough kids'" are in the lower sets: "John's rough and he's an X, he's’
not thick", merely gives more emphasis to the typifications that the
lower set pupils, the predominantly "rough kids" are, in fact, "thick".

But John, termed "the cock'" because he fights, is an exception and

deviant in terms of expectations for pupils in the top sets.
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"Roughness'", a product of both fhe school world and the social
world, means that 1F3 pupils typify Express pupils as not wanting to
mix with the "rough kids" at discos. A 1F3 pupil explained that some
Express do not go to them because "they might get beat up by the
(indistinct) and get pushed about. They don't like it 'cos they say it's a
bit too rough for 'em'". It is clear that friendship patterns evolve
around the lower school hierarchy. 1F3 pupils explained that they do
not ""get on with the Express set " because Express pupils "think they're
really good and hard". 1F3 pupils see themselves as being different to
these pupils, as another pupil explained: '"they're not the sort of people
for us. We're a lot different than them. They're brainy and that. And
they know more things".

1F3 pupils "get on with the Remedials, the not so brainy ones"
(1F8). These are nearer to them in the hierarchy than the Express
pupils. Similarly, an Express spiff or a posh nosh would usually only
hang around with a certain type of pupil:

R: Well, just for example, would say, 1F3 think
they're posh noshes ?

Jane: No, because they're not good at their work, they've
got nothing to be proud of.

R: Oh, I see.

Karen: Posh nosh, he wouldn't really hang around with
somebody from 1F3 because he thinks he's not up
to their standard.

R: Oh, I see, they keep to their standard. Would 1F3
hang around with the Remedials ?

Karen: Yeah, like Scot hangs around with Carl (Express
pupils) because they're both posh noshes.

R: Well, what about 1F3, what group would they hang
around with ?

Karen; 1F3 mainly.
R: Any other groups, if there are any other groups ?
Karen: 1F38 and 1F2.

(1FX)
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The school's system of segregation of pupils through setting helps
forge closer friendship links between pupils of the same "standard".
Pupils have friends in their own sets because, as one pupil pointed out,
pupils "wouldn't hang around with anybody in another set because you
don't see them all that much" (1FX). It is also clear that when the
Express sets were formed under the headteacher's reorganisation,

pupils in these sets were resented by their friends :

Matthew: At first they resented yer a lot, but after a while
it was alright,

R: : Who resented you, sorry ?
Stavai Some ware aur mates, weren't they?
Pupil: They (Express pupils) all thought they were big

so they started showing off because they were in
the Express set.

R: What did the other pupils think ?

Pupil: They said, "right, we'll kick their heads in"
(ie. Express pupils)

Pupil: They called us stiffs and creeps.,

(4th year Band A, Cohort 1 pupils)

il

Stiffs appear to be a variation on spiffs as a derogatory term, which is

used extensively by pupils in the upper school (Chapter 5).

At Westward High this resentment against Express pupils is still
evident, as is apparent in pupils' typifications., This can result in
lower set pupils playing tricks on the Express pupils when they meet
them in the back region, as Jamie-a 1F3 pupil explained : "to get me
own back on an Express kid, you go in the dinner hall at dinner times,
right ? When you see an Express sitting down, we screw the top off the
vinegar and the salt and when they start to shake it on, it goes all over",
This antagonism between pupils probably renews itself with each new
intake of pupils into the school when they are segregated and placed in

different sets.
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Pupils' setting identities relate to friendship patterns. 1F3
pupils see pupils in their own set as being more friendly than pupils in

other sets. In 1F3 there is a group solidarity of self help :

Peter: And, say, they (Express pupils) do you a favour
(...) say they lend you 5p, they expect it back
the next day.

R: Oh, don't they do that in your group ?
Peter: Not really,

Andrew: He lent me 5p to 'phone my mum up and I said '
I''l give it back tomorrow and he said it don't
matter, give it me back another day.

(1F3)

The few friends 1F3 pupils have in the Express sets are only
friends because they indulge in the practice of having a laugh : "there's
five or six of them, they're all a laugh” (1F3), Clearly, pupils'
friendship groups develop and may change in relation to pupils' set
allbcation and the expected practices associated with particular sets,
Such friendship can also be dependent upon pupils' standard of work and
whether pupils are typified as being rough, clever, thick or a spiff, All
these combine and form part of pupils' setting identities and act -

together to perpetuate resentment or antagonism between pupils.

4.,3.2, Posh Noshes and Snobs

There is a perceived social significance in pupils' setting
identities, Because 1FX see themselves as being a higher standard
than pupils in other sets, they are typified by 1F3 as being ''creeps’,
"snobs", '"posh' or "posh noshes", Express pupils are typified as
being like this because they "can't be bothered to know yer'; "they.
don't want to talk to yer!" because "they're looking down on yer" (1F3).
It is also clear that 1F3 pupils expect pupils in the top sets to come

from a particular socio-economic background. Pupils explained that
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such pupils " live down the posh part of Westward'", "down Princes
Way". Princes Way is a few hundred yards from the school on the
southern end of the promenade with houses valued in excess of £60,000.
Rosewood, also near to the school, is another area where there are

private houses and a private school :

Pupil: (Expr‘es's) people live down Rosewood. Its this school
they call a street after, It's a boarding school. They
come from somewhere near Rosewood Grange.

R: You're telling me about these houses. I haven't
been to these places, what are they like ?

Susan: Posh and that, All the houses have flat roofs all
around., All the stalks are dead nice, all the petals
are polished every day. Looks nice,

(1F3)
Although the pupil qualified her remarks by saying that "not all of them
are snobs, some of them are common just like us, but they've got
better brains' she implied that pupils in the lower sets were predomin-
ately from the lower end of the socio—-economic groups. This resent-
ment against the top sets was demonstrated by . a 1F8 pupil who
when talking about the Express sets kept throwing his head backwards
and vigorously breathing up through his nose to signify that such pupils
were stuck up and different from pupils in the lower sets. This socio;
economic significance in pupils' set allocation and setting identities was
also prevalent in the differentiated occupational expectations of the
fourth year (Cohort 2) pupils (Chapter 3; 3.4), related both to their

lower school setting and upper school band allocations.

_S_ft_,s_mmary
The segregation and division of pupils according to set allocation

by teachers (Chapter 3; 3,2) has been shown to be related to first year

pupils' typifications of their peers. These divisions between pupils
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were related to pupils' perceived attitude to work, intelligence, and
personality, Pupils are conferred with a setting identity and status by
their peers according to their allocation to sets. In this respect pupils
develop fronts and conform to expected practices of their set. These
expectations broadly differ in terms of being either most like teachers'
favourable descriptions of pupils (Express and Set 1), or like the
teachers' less favourable and negative descriptions of pupils (Set 3 or
Remedial), Fupils' working practices are perceived to be polarised
between top and bottom sets, Part of the status differentiation between
pupils corcerns pupils' perceived access to knowledge and the forms of
knowledge expected to be legitimately made available to pupils in
relation to their set allocation., Express pupils and to a lesser extent
Set 1 pupils, are expected by pupils to engage in harder work, work

faster and produce better results than their peers in other sets.

The depiction of bupils as spiffs who engage in extra work, more
than is legitimate and expected by other pupils in their set, may well
influence pupil work output or necessitate pupils putting on a false front
with their peers (Turner, 1983). It was also clear that pupils in the
Express set can be derided as spiffs if they engage too readily in extra
work and achieve substantially better results than other pupils. Setting
identity and academic achievement is perceived by pupils to be related to
the wider divisions in society between the social classes. Lower set
pupils expect Express pupils to be of a higher social status than other
pupils, Pupils clearly perceive a relationship between the occupational
structure in society, which pupils refer to as the posh-common dichotomy,

and the ability structure in the lower school that is reflected in the

school's arrangement of pupils in sets. These first year pupils, who



242

had been in the comprehensive school for only half a term, had sorted

themselves out and knew their place in the setting hierarchy.

In Chapter 5 data will be presented on fourth and fith year pupils'
typifications of their peers, particularly in relation to their allocation

to bands.



243
CHAPTER FIVE

BANDING AND PUPIL TYPIFICATIONS

Pupils' perceptions of pupils in a comprehensive school is an
under-researched area. Whilst Hargreaves (1967), Lacey (1970),
Reynolds (1976), Willis (1977) and Woods (1979), provide detailed
accounts of peer group influence and pupils' perceptions of pupils, these
were from secondary modern or grammar school pupils. Lambart
(1976) and Furlong (1976) only provided evidence of girls' perceptions
of pupils. Pupils' perceptions of their peers and schooling were not
used in any Government enquiries from the Hadow Report (1926) through
to the Plowden Report (1867). Indeed as Meighan (1978) suggests,
"pupils are seen as things being processed and having little or r;o rights".
Meighan points out that in the Great Debate on education, Callaghan's
Ruskin College Speech in 1976 contained no reference to pupil consult-
ation. Such research, involving pupils' commentaries on teachers and

the organisation of the school, were considered ill-conceived and even

dangerous by many headteachers (Barton and Meighan, 1979).

Surveys such as those by Monks (1968) and Benn and Simon (1972)
on comprehensive re-organisation were more concerned with an analysis
of thke structure and organisation of the schools and collecting data from
~ teachers, than collecting data on pupils' opinions., Whilst Ford's (1969)
study of a comprehensive school ga've details on pupils' opinions about
the school and their expectations, there was no indication of how they
construed their peers. Ball (1981) provided data on pupils' perception
of pupils in relation to thleih banding identities but his analysis was
mostly concerned with teachers' perceptions of pupils. More recently,
Turner's (1983) analysis of pupils' perception of their peers and peer

group influence was restricted to study of academic pupils. In
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contrast, Burgess (1983) gave case study details on less academic, so
called Newsom pupils' perceptions of their peers. Little comparative
analysis has been forthcoming from research into how pupils in a
comprehensive school per‘ceivé and differentiate between their peers in

relation to the organisation of the school.

In Chapter 4 aspects of differentiation and divisions between first
year, lower school pupils were outlined. In this Chapter, data on
differentiation and divisions between upper school, 4th and 5th year
pupils and the effects of banding on their perceptions, will be outlined.
The analysis will initially relate to the classroom context, but will
broaden to include pupils' banding identities which will be placed in the
context of pupils' working practices, pupil knowledge and perceived
background, the perceived characteristics and expected underlife

practices for certain pupils and pupils' self concept.

5.1. The Classroom Context

Data were obtained from Cohort 1 pupils when they were in the
fourth year on how they construed pupils in the classroom. This was
obtained by eliciting pupils bi~polar constructs through the use of
drawings depicting various types of pupils (Appendix 2). Pupils
perceive pupils in relation to their attitude to work, personality,

intelligence. and thinking capacity (Appendix 14).

ST I . Pupil Typifications of Clever or Thick Pupils

In the lower school, first year pupils per'ce_ive.d as intelligent
or clever were expected to be from Express sets or Set 1, whilst thick
pupils were expected to be from the lower or Remedial sets., Intelli-

gence was also a factor in pupils' working practices (Chapter 4, 4.1;
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4.,2). Analysis from the twenty 4th year (Cohort 1) pupils who provided

more than one bi-polar construct for any pupil drawing, revealed that
intelligent and thick pupils are expected to have different characteristics.
For example, Bridget H's construing of pupils (Figure 5,1) illustrates
how c.:lever- and thick pupils are expected to have different attitudes to
work and different personalities. On the diagram, the connected lines
show a direct relationship between constructs, that is, where more than
one bi-polar construct has been used to describe a particular pupil
drawing. Where constructs are not connected directly by an unbroken
line, this demonstrates an implied rather than a direct relationship. A
full analysis of these pupils perceptions of clever and thick pupils is

given in Appendix 15, a summary is outlined in Table 5.1.

Figure 5.1. Construct Networks: Clever and Thick Pupil Typificat-
ions
A Bridaet H. ; wsriumet H
eares about work suot triea hard
- rea farc couldn't care Leas
bored poser
CILEVER .
quiet
interested unhappy THICK tart

Whilst a clever pupil is typified by Bridget H as someone who
"tries hard" and is "quiet'" (one pupil drawing); a clever pupil also
"cares about work" and can be "a swot" (bi~polar constructs on another
pupil drawing); such a pupil is also "interested" in school. In contrast,
a pupil perceived as '"thick' can be "unhappy" and "bored! and, by
implication, "couldn't care less" ("bored" and 'couldn't care less"
being constructs on another pupil drawing). Such a pupil may be a

"tart!" and a "poser",
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TABLE 5.1,

Pupils' typifications of clever and thick pupils

PUPILS' TYPIFICATIONS OF
CLEVER/INTELLIGENT PUPILS

PUPILS' TYPIFICATIONS OF
NOT CLEVER/THICK PUPILS

Sensible / serious / thoughtful
talkative / quiet

attentive/listens/concentrates

fools around / plays about /daft

outspoken/big mouth/outgoing/
noisy

doesn't concentrate/never listen

hard working/enjoys, cares
about work / neat -
ready for work -

not hard working/lazy/bored

daydreams / in a world of his
own

worried about work - not worried about work

interested / happy - not interested/couldn't care less

confident -, hot confident

tries hard - doesn't try

reliable/goody-goody (obedient) — disobedient

polite - impolite

creep / participates - not a creep

friendly - hot well liked

stiff /swot - gormless
clumsy/dozy/stupid/idiot/simple
tart/poser/punk

clever pupils may also be ... thick pupils may also be ....

lazy/doesn't try/doesn't work - a pupil who tries hard

vain - not vain
quiet / shy
Source ; Analysis of constructs from pupil drawings where pupils

(Cohort 1) offered more than one bi-polar construct, full
analysis in Appendix 15 N = 20

An individual's social status is dependent upon the expected
behaviour within that institution (Goffman, 1961). Intelligence is also
dependent upon institutional expectations in as much as Berger and
Luckman (19€6) suggest, all reality is socially constructed. Squibb's
(1973) analysis of the concept of intelligence suggests that intelligence

is something which is socially approved whilst 'unintelligence' is not

socially approved. He points out that there are "many definitions and
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concepts of intelligence and that the definition chosen as operational at
any particular time by any particular persons reflects the social percept-
ions and evaluative implications of particular relevance to those times

and those persons",

At Westward High pupils designated as intelligent are expected to
have certain ch.ar'acter‘istics which are socially approved, whilst pupils
designated thick have characteristics that are not socially approved.
These characteristics of approval resemble teachers' favourable
descriptions of pupils which form part of the selection procedure for
Band A (Chapter 3, 3.1; 3.1). Clearly, pupils tend to
adopt similar typifications of clever or thick pupils to teachers'

typifications.

5.2. Banding ldentities

Pupils' allocation to sets or bands provides a framework which
teachers use to typify and formulate expectations of pupils. Similarly,

pupils use this same framework in formulating perceptions and expect-

ations of their peers, as these unsolicited comments from Band B

pupils makes apparent :

(To researcher during lesson)

Michelle: Have you wrote your book now? (...) Why
did you come into our lessons? 1 mean,
we shout and bawl at you an' all that? I
thought you'd had enough of us.

R: You mean why did I pick you originally?
Michelle: Yeah,

R: Its just that Miss Willis said I could and(...)
Michelle: I mean, why didn't you pick on one of those

posh noshes, do they ever talk to yer?
R: Posh noshes?

Michelle: Yeah, the Band A ......



248

Collette : .... the Band A swots.
R: Posh noshes, who are they then?
Michelle : All the pupils in Band A, they're all posh aren't

they Collette.

(6th year Band B pupils comments
during a lesson)

A more-detailed analysis of pupils' perceptions of pupils according
to band allocation in a classroom context was achieved by obtaining
perceptions of pupils from fourth year Band A and Band B (Cohort 2)
pupils. They were asked to describe pupils on pupil drawings and
assign such pupils to particular bands. Pupils differentiated between
pupils in relation to pupils' perceived attitude to school work, their

intelligence and thinking capacities, and personality.

5.2.1, Banding and Attitude to Work

There is a polarisation between Band A and Band B pupi_Is
according to pupils' perceived attitudes to work (Table 5.2). 84% of
the derived bi=polar constructs from Band A pupils and almost the
entire derived bi-polar constructs from Band B pupils (89%) stereotype
Band A pupils as being most like teachers' favourable descriptions of
pupils. In contrast, both Band A pupils (92% of derived bi-polar
constructs) and Band B pupils (96% of derived bi-polar constructs)
stéreotype Band B pupils as being related to teachers' less favourable

descriptions of pupils (Chapter 3; 3.2).
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TABLE 5.2. Derived bi-polar attitude to work constructs from 4th
year Band A and Band B pupils related to teachers!
favourable (+) andless favourable (=) descriptions of
pupils.

BAND A PUPILS' BAND B PUPILS'
DERIVVED BI-P A
S CLAR RESPONSES RESPONSES
ATTITUDE TO WORK + - + -
CONSTRUCTS Band|Band |Band |Band |Band |[Band|Band |Band
A B A B A B A B
Works hard, studying/ 74 6 62 4
- Doesn't work, lazy 4 22 0 26
Concentrates, tries/ 31 5 7 1
Distracted 2 39 0] 12
Does own work / y I 0 1 0
Copies 1 5 0] 25
Creep or asks teacher/ 4 0 7 3
Not a creep 4 1 0 0
Interested / 5 O* 1 0
Bored 10 31 2 21
Bothered, likes 2 1 2 0
school / . :
Couldn't care less 4 24 | 0 21
Answers questions / 3 0 12 0
Not answers, wrong 0] 4 0] 2
Does work easily / 1 0 2 0
Finds work is hard 2 3 0 4
Finishes work first/ 2 o] 23 0
Slow with work ) 0 4 0 1
Stiff or Swot / 19 1 16 0
Dossgs, messes 1 5 0 o
about
TOTALS 143 13 28 |142 133 5] 2 121
% OF TOTALS 84% 8% | 16% | 92% 99% 4%| 1%| 96%

Source: 4th yr (Cohort 2) descriptions from pupil drawings.
(Pupil description of pupils being condensed into ten derived bi-
polar constructs) *+ denotes descriptions similar to teachers'

favourable descriptions of pupils, - denotes descriptions similar ;

to teachers' 1eSs favourable descriptions of pupils.
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5.2.2. Banding and Intelligence

Pupils' differentiation of pupils according to bands is also
polarised with respect to pupils who are perceived and expected to be
"intelligent" or "thick!, or are able to think about and understand their
school work Appendix 16). Band A pupils (92% of derived
bi-polar constructs) and Band B pupils (100% of derived bi-polar const—
ructs) stereotype Band A pupils as being "intelligent™. In contrast,
Band B pupils are stereotyped as being predominantly 'thick! by both
Band A pupils (83% of derived bi-polar constructs) and Band B pupils
(92% of derived bi-polar constructs). Similarly, Band A pupils are
typified by pupils in both bands as being able to think about or are
inquisitive about their school work, whilst Band B pupils are typified as

not thinking about, or not understanding their school work.

Pupils' perceptions and definitions of intelligence, particularly
in relation to the analysis of Cohort 1 pupils (Table 5.1), is dependent

upon pupils' band allocations.

5.2.3. Banding and Personality

Pupils expect pupils to have different personalities depending
upon their band allocation. Band B pupils are stereotyped as being
sleepy!, '"talkative! or "noisy", "daydreams', or are said to be "vain"
by Band A pupils. In contrast, Band A pupils are stereotyped as being
"quiet", "polite' or a "snob , thinks they're something special’ by

Band B pupils-. ( Appendix 17),

5.2.4. Band Allocation and Pupil Typifications

A few pupils in Band A indicated that a number of the pupil
drawings were perceived as being ambiguous. For example, Pupil P

was described as "could be thinking — Band A" or "just daydreaming =
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Band B". Another pupil described Pupil E as "thinks what to do - Band

A" or "daydreams — Band B". Pupil G is described as a "thinker!" or
"may not be concentrating and therefore, "could be in either band"”.

The perceived ambiguity in the drawings shows how pupils have clear and
definite typifications of one another which is dependent upon band

allocation.

Examples given here reveal the extent of the division between
pupils. Band A pupils may typify Band A pupils as simply "A!
definitely by the way she is working hard" or "a creep because he knows

the answer (so) what's the use of spreading it" or, more far-reaching in
terms of occupation expectation; !"probably ambitious wondering how to
rule the world". Pupils also used the drawing as devices for rote -

playing which showed the divisions between pupils in the two bands.

Band B pupils are typified by Band A pupils as having a "doesn't
see the point attitude"; such a pupil is "content to copy off people, when
it comes to exams will get a low mark", "a waste of skin'", 'slow =
Band B material’.. Band B pupils also typify Band A pupils as
particular types: "this is a typical Band A person who does piles of
work and never gets owt wrong™ or "he's thinking so hard his brains are
going to burst" or "this girl is from Band A and she thinks she is
something special’. Pupils have different expectations and working
practices. Whilst a Band A pupil can be called "a stiff because she is
doing a lot of work and not letting anyone copy", a Band B person may
only "like working because she copies and messes about"

(Figure 5.2; 5.3).
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FIGURE 5.2, 4th year Band B pupils' role-playing situations

showing perceived divisions between pupils
according to band allocation.

| . Nnies. i woraer v hat
Band B pupil - (gfmifﬂ S
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FIGURE 5.8 , 4th year Band B pupils' role~playing situations

showing perceived different working practices
according to banding.
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5.3. Working Practices

Pupils are perceived to have particular working practices which
are dependent upon their band allocation. However, pupils have no
direct knowledge of how other pupils work since Band A and Band B are
taught separately, their typifications and expectations of one another are

formulated in the back region.

5.3.1. Stiffs and Dossers

Working practices are polarised in the upper school with
respect to pupils who are perceived to do extra work, more than is
considered legitimate and necessary by pupils. Such pupils are labelled
stiffs. Pupils who are perceived to do little or no work, play up or
mess around are labelled dossers. The spiffs of the lower school are

more commonly called stiffs in the upper school.

All institutions have histories and biographies and such institutions
also provide what Goff’man (1961) refers to as the physical confines with-
in which individuals weave their impressions of people. At Westward
High the origin of the typification of pupils as stiffs can be traced to the
amalgamation. Miss Willis (as ex~secondary teacher) explained that
she thought pupils used the word before re-organisation but once we
amalgamated all the Burston kids (thought) anyone who came from the
grammar school (...) was a stiff, before they even got to know them?".

It is clear that the reorganisation of the grammanr and secondary modern
schools and the organisation within Westward High in 1977 exacerbated
rather than ameliorated social relations between pupils from the two
different types of schools. Miss Willis explained that "we didn't mix

any, I mean we kept them in the same forms (...) so instead of mixing

them up into different forms (ie. classes) they were kept, sort of, how

e
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they started school. And there was never any chance of them meeting".

The organisation within the new comprehensive school still per—
petgated the differentiation and division of pupils since pupils who had
started their education in a grammar school prior to amalgamation were
allowed to continue with that type of education. Pupils' typification of their®
peers and interpretation of schooling must be viewed in terms of the
school’s reorganisation and present organisation. The label stiff that
secon;iary pupils gave to all the grammar school pupils became a stereo—
type for a par*ficular* type of pupil. Miss Willis explained that a stiff was
a pupil "who conforms to school, really. You know, they work hard and
dress neat and tidy ... what it is, basically, is intelligent kids, really.

If they get a good exam mark they'll say: Oh, you're a stiff".

Goffman (1959) argues that people present themselves in certain
ways and the impressions a person 'gives" is meant to convey the type
of person he is. But impressions a peréon "gives off" in as much as he
is construed by others as being a particular type of person, are also
important. The label stiff is not self-appropriated, but is an identity that
is conferred upon certain pupils by their peers. As one pupil explained
"it's what other people think of them! because "they don't know they're
doing it", that is, being a stiff (5 year Band A). The origin of the stiff
is a very precise formulation of how pupils present themselves to their

peers:
Jane; | Straight ....
Mark: .. the way you walk around, dead straight (...)
Cathy: Stiff upper lip (...)

Jane; And you look down on people.
R: Oh, and you're looking down your nose?
Ian: ... That's everything about their appearance and their

clothing is all in place and there's not a hair out of place
on their head.

(5th year Band A)
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A stiff may also ""have their top‘ button Fas_tened " or they may be "some-
thing like a corpse' because they are dead socially and "can’'t take a joke"
(4th year pupils).

A stiff is associated with teachers' favourable descriptions of a

pupil and is more likely to be in BandA; a dosser is least like teachers'
favourable descriptions of a pupil and more likely to be in Band B
(Chapter 3; 3.2). An analysis of how Cohort 2 pupils depict stiffs and
dossers is given in Table 5.3, |

Whilst pupils in both bands can "play up'" a certain amount at
certain times in particular lessons‘, it is predominantly "the Band B
people (who) play up” (Cafhy, 5th year, Band A). Most pupils in Band A
‘expect pupils in Band B to doss because for such pupils dossing is an
accepted practice. Other pupils who disagree with this statement merely
confirm the notions of expected practices:

Michael: Some Band A play up (...)

Rachael: You get somebody quiet in Band B, it doesn't mean
they doss around all the time. Some people in
Band B want to work and really do well,

Jane: Yeah, they did at the beginning, this boy got moved
up out of Band B into Band A. There was a couple
who got moved up because they were really working.

PR T I TE e

(8th Yr Band A)

Pupils' banding identity relate to pupils' expected working practices.
Consequently, it is only some pupils in Band B who are "quiet" and
"want to work". The implication is that most pupils in Band B are
expected not to want to engage in school work, are noisy and doss about,
'Proof! of this is drawn from r*efer*enc.:e to the band allocation of pupils
and Jane's personal experience of pupils who have been given 'promot-

ion' by being moved from Band B to Band A.
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TABLE 5,3 Fourth year pupils' typifications of stiffs and dossers

STIFFS ' : - - DOSSERS
always reading
studies/works hard/works too - never does work
, hard . ' .
ATTITUDE works all day long - lazy/doen't like school
TO stays in to do homework — never does homework
WORK always revisingt + couldn't care less
does everything straight away - not bothered about school
gets everything right/high — doesn't pay attention
marks
creeps/grovels/sucks up to - never listens to the teacher
teacher +
ATTITUDE always in teacher's good books - gives back-chat to teacher
helps teacher /carries teacher's - gives cheek/argues with
TO
books teacher +
TEACHERS hangs around teacher — doesn't like teacher ++
good when teacher's about + -
teacher's pet ++ - swears at teacher ++
never does anything wrong/ - never behaves/gets into
behaves trouble
does as he is told/doesn't to — not doing as he should
BEHAVIOUR against school rules
never smokes or drinks +
never fights+ - always messing about
never late or away ~ always late/scives off school
swot who acts posh+ — acts childish
PERSONALITY stuck up/posh ++
' not very cheerful/boring - always talks
not very active +
INTELLIGENCE 1looks down on people not as - not so brainy/stupid +
clever as themselves +
never goes' out .
SOCIAL / doesn't join in activities
no free time
APPEARANGE well dressed/hates to get dirty
has no bottle +
+ Band A pupil typifications only -+t Band B pupil typifications
only

Source: 4th year pupils (Cohort 2) sentence completion = 'A stiff is @ pupil who
is ... ' 'Adosseris apupil whois....' on pupil drawings (Appendix 4)
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Band B typify all Band A pupiis as stiffs and glean knowledge of
such pupils from the back region of school: the form rooms, toilets,
corridors, the dining hall. As one pupil explained "like in the library
or summat they say 'Oh, look at them stiffs over there' " .(Russell,
5th year Band A). Because the front region (classroom) is unobserved
by Band B pupils, inferences and stereotypes of Band A pupils are
developed. As this pupil explained : "Some stiffs might mess around
and obviously people don't think they're stiffs but people lower down the
school might think they are because they don't see them" (5th year

Band A).

Pupils in Band A may also label pupils in their own band as being
stiffs depending upon their position in the hierarchy of the different sets
within Band A, between pupils taking CSE and those taking '0' levels,
Pupils described as '"being higher peoplef', thepse taking all subjtects.
at '0O!' level, can be derided as being stiffs by pupils who are ." low:er;' “

down'" in Band A,

Pupils may be accused of being stiffs in some subjects but not
others: "it depends on the lesson (...) like in geology, I might be
called a stiff but he (to a pupil) might not be called a stiff" (Russell,
5th year, Band A). Consequently, knowledge or subject boundary
enables pupils to take on or relax the particular identity signifying the
pupil as a stiff. Pupils in Band A may also label their peers stiffs if
they utilise different working practices from those used by most pupils.
Such pupils may be outcésts if they are seen to get everything right: its
the person you get annoyed at 'cos he gets everything right and you

don't" ‘(4th yr Band A). Pupils in Band B can also be labelled a stiff.

These are pupils such as Joanne who does not take part in particular
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Band B practices:

Denise: (of Joanne) she works now and again but she
doesn't be bad.

Girl: She never gets 'done! like us.

Girl: Or she might not shout across the classroom.
(4th year Band B)

There is a clear differentiation between Band A and Band B stiffs as this
pupil explained: "it's not like stiffs as bad as Band A but they just, er,
(are) like stiff because they never get into trouble and if they do they
can't get themselves out of it" (Denise, 4th year Band B). Whilst
pupils in Band A are stiffs because they do a lot of work and are well
behaved, well-mannered, Band B pupils are as stiffs if they do not join
in the accepted practice for Band B pupils. These practices are a prov-
ing ground in which pupils are obliged to show to their peers that they
can and do get into troublé and, as important, they can get themselves
out of it. Thus, Band A pupils are exempted from being labelled a

stiff if they indulge in practices perceived to be associated with Band B

pupils;
Pupil: Not everybody in Band A are stiffs, Shirley ~ isn't.
R: Why aren't they stiffs then?
Tina; Because they go around with us (...)
Pupil: Yeah, they do the things that we do.
Denise; Like we go smoking and drinking.
(4th year Band B)
5.3.2. Pupil Identity and Educational Career

Pupils were asked in a questionnaire (Appendix 5) to indicate
which sets or bands were likely to contain stiffs or dossers, thus
ascertaining whether pupils' identities were related to their educational
career. Analysis of data showed that pupils expect stiffs and dossers to

be from particular sets or bands (Table 5.4). Band A and Band B
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TABLE 5.4. Pupils! differentiation of pupils as stiffs or dossers
according to set or band allocation.
BAND A PUPILS' : BAND B PUPILS'
YEAR| SET ORBAND RESPONSE RESPONSES
Stiffs |Dossers |Between| Stiffs |Dossers|Between
Express 15 (100%) - - 13 (100%) - -
Sets 1 10 ( 67%) - 2 (18%) |10 (77%)| 1 (8%) -
o | Sets 2 9( 60%) 4 (27%)| 2 (18%)| 5 (38%)| 5 (38%)| 2 (15%)
St | sets 3 - |[12@on| - - 9 (69%)| 1 (8%)
Remedial - 14 (93%) - - 9 (69%)| 1 (8%)
Express 15(100%)| 1 ( 6%) - 183 (100%) - -
Sets 1 8 (53%)| 4 (27%)| 3 (20%) | 10(77%)| 2 (15%) ~
end |Sets 2 5 (83%) | 8(20%)| 8 (20%)| s5(38%)| 8 (28%)| 2 (15%)
Sets 3 - 12 (80%) = - 10 (77%)| 1 (8%)
Remedial ~ 14 (93%)| - - 9 (69%)| 1 (8%)
Express 14 (93%) | 2 (18%)| - 13 (100%) - -
Sets 1 7(47%) | 3 (20%)| B (20%) | 10 (77%)| 1 (8%)- _
3rd |Sets 2 5(83%) | 5 (33%)| 3 (20%) | 5 (38%)| 3 (23%)| 2 (15%)
Sets 3 1(7%) |18 (@B87%)| = - 10 (7T7%) 1 (8%)
Remedial - 14 (93%)| - - O (69%)] 1 (8%)
s |Band A 13 (87%)| 5 (88%)| 2 (18%) | 1 (8%) | 1 (8%) -
Band B 2 (18%)|11 (78%)| - - 9 (69%)| 1 (8%)
Band A 12 (BO%)| 5 (33%)| 1 (7%) |11 (85%)| 1 (8%) | 1 (8%)
5th o 0
Band B 1(7%) [12 (80%)| 1 (7%) - 9 (69%)| 1 (8%)
N = 15 N = 13
Source: Analysis of data derived from questionnaire (Appendix 5)

given to 4th yr (Cohort 2) pupils
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pupils expect stiffs to be predominantly in the Express sets (100% of
responses) and, to a lesser extent in Set 1 (67% and 77% of responses
respectively). More pupils in Band A expect Set 2 to be associated
with stiffs (60% of responses) than dossers; whereas Band B pupils

see Set 2 as being as likely to contain stiffs as dossers.

In contrast, pupils in Band A and Band B expect dossers to be
predominantly in Set 3 (80% and 77% of responses respectively) and
the Remedial sets (93% and 69% of responses respectively). In Chapter
3 the analysis of these pupils' (Cohort 2) routes through the lower and
upper school showed a clear differentiation in relation to pupils’
atlocation to bands. Set 2 formed the division in the lower school
between those pupils destined for Band A and those destined for Band B.
(Chapter 3; 8.4.). Pupils' typification of pupils as stiffs or dossers is
dependent upon pupils' setting or banding identities. However, the
analysis must be seen with some caution. Only a small number of
pupils were available to complete the questionnaire, with 9 pupils!' i
responses being unusable because they had scribbled crosses in a random
manner over their questionnaires. If all Cohort 2 pupils, approximately
230 pupils had been given the questionnaires, more reliable data of
pupil identity and educational career could have been obtained. However,
pupils' perceptions of pupils across sets and bands indifferent years is an
aspect of considerable interest in relation to comprehensive school

organisation.

5.3.3. Swots and Creeps

Stiffs and dossers represent polarisations of pupil typificat-

ions. However, pupils also differentiate between stiffs and swots;
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Jane: A stiff is at the top (...)
Karen: But some people need to swot, though, don't they?

Some people are finding it hard so they have to
revise for everything.

Mark: You swot for exams.

Michael: It's not working, it's what you do for tests.

Cathy: Karen's always swotting (pupils laugh)

Jane: No, she messes about in lessons so she has to swot.

(5th year Band A)

Swots and stiffs have different working practices. A pupil can
mess about in class which necessitates swotting at home to make up for
it. Pupils in Band A also swot at particular periods for a certain
amount of time and for specific purposes such as tests or exams. The
swot may "do extra work to get it over with" or they may "do it extra
well and spend more time" (Emma, 5th yr Band A). A swot is seen by
Band A pupils as not being as bad as a stiff because a stiff "puts extra
work into everything” whereas a swot does only that which is required

by the teacher.

Band A pupils also typify a swot as being studious and naturally
intelligent in contrast to stiffs who are perceived to have intelligence
but are social climbers., They concentrate solely on school work and
"won't communicate" or mix socially with other pupils. Whilst stiffs can
be in both bands (though predominantly in Band A and typified differently),
Band B pupils do not engage in ch?tting :

Pupil: That's a posher word for it, isn't it?
R; It's a different word?

Denise; That's too posh, it's just a stiff to us.
Norma; None of us are swots.

(4th year Band B)

The differentiated working practices related to stiffs and swots

are indistinguishable for these Band B pupils who associate such work-
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legitimate practice employed by Band B pupils who differentiate between

stiffs and creeps in their own group:

Denise: (Stiffs are) creepy round the teacher creeps.

Pupil; To get good reports. _

Denise: And they go round saying 'D'you want us to do this,
Miss; d'you want us to do that?' (...)

R: What's the difference between that and a creep then?
Why not just call them a creep?

Darrel: Because we can be creeps (...)

Pupil: When you want someat.

Pupil: When its near report day we might do that.

(4th Yr Band B)

Creeping is a legitimate practice employed by Band B pupils
because it is done for a short time and is used to try and manipulate the
system for the short term pay off of a good report. In contrast, Band
A stiffs perpetually creep for the more long term pay off of high grades,

GCE and possibly a professicnal career (Chapter 3; 3.4).

5.3.4. Identity and Impression Management

Peer group pr‘éssure helps set the limit on the amount of work
that pupils can legitimately produce. Whilst pupils in Band A may do
the set work they can also operate what Turner (1983) has referred to
as a "work restriction norm?", that is, pupils engage in restrictive
working practices. Band A pupils do the minimum work required and
distinguish between suggested and explicit work and homework require—
ments made by teachers. Such pupils,therefore, may avoid the! label

stiff and the associated typifications.

However, three pupils did admit to doing extra work and managed
the impressions they gave to other pupils (in answer to Questionnaire,

Appendix 5). Whilst few pupils admit to being a stiff or a dosser,

three pupils from Band A admitted to doing extra work and keeping it a
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secret:
Alison: Because you get laughed at otherwise.
Denise: I sometimes keep it a secret because people

think you're stupid or a teacher's pet. 1
think it's your business and not for anyone
else to know.

(4th year Band A, responses on a questionnaire)

Follow up individual interviews with these pupils revealed how the

endeavour to manage the impressions they give to other pupils:

Denise: Well, if you tell people they laugh at you thinking
you're a stiff whereas if you get (extra work) you
can keep up with the class.

Andrew: Well, why should they know I do extra work and
call me a stiff (...) its none of their business.

(4th year Band A)

Pupils who break the rules on restrictive working practices and
engage in extra work have to put-on a false front (Goffman, 1959) and
manage the impressions they give off to other pupils otherwise "they
think you're creeping to the teacher! (Alison), or they "laugh at you
thinking you're doing extra work all the time, they're thinking you're
better than them'" (Denise). Mrs. Summeérs reported to me that
recently she had asked this Band A class if they had completed a piece
of extra art work. Alison was the only one to raise her hand only to
lower it quickly when she discovered she was the only pupil who had
done the work. Consequently, o;ﬂy within a small circle of friends
"next to you who can see what you've done'" (Alison) can the false front
be momentarily relaxed. These pupils do extra work because they
have high aspirations: Andrew to get '0' levels and be a pilot, Denise

and Alison to get ©' and 'A' levels to go to university and obtain prof-

essional jobs.
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Pupils in Band A and Band B have distinctive working practices.
Whilst Band A pupils consider that they have a lot of homework and do
the minimum required by teachers; Band B pupils consider that the;y
either do enough work, are not usually asked to do work or "don't do extra
work because I'm not a spiff and I hate it anyway?. Pupils' o ntinuing
education and occupational expectations (Chapter 3;3.4) may well be
influenced by peer group pressure which legitimates certain working
practices, yet restricts others. Such practices are developed in the
first year (Chapter 4; 4.2) in relation to pupils' setting identities and
carried over into the upper school, There is also the factor of
teachers' expectation of pupils made manifest through the selection
procedures at 11+ and 138+ and the option system which channels pupils
into acquiring particular forms of knowledge. Peer group pressure
and expectations, the curriculum and school organisation act as powerful

determinants in pupils' educational career and identity.

5.4. Knowledge and the Socio—-Economic Context

Pupil status is perceived to be dependent upon access to, and
acquisition of particular forms of knowledge, occupational stratification,
family and background. Pupils' expectations of pupils are polariseci

in relation to these areas in accordance with pupils! band allocation.

5.4.1. Knowledge and Banding

Lower school pupils differentiate between one another accord-
ing to a hierarchy determined by pupils' set allocation. A similar
process occurs in the upper school, with c.ertain pupils at the bottom of
the hierarchy being referred to as 'the dregs™ of the school. As a
pupil explained; "They might mean that they were like the lower half

of the senior school's society. Like, they're — me mum's like this,
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she'sl dead biased - like, someone in Band A is higher in society,
exaggeration like, but higher in society than somebody in Band B"
(Louise, 5th year Band A).

Pupils differentiate between pupils within and across bands by mak~
ing reference to the type of knowledge pupils have access to, and the
examination they are expected to take. A pupil explained that "it's varied
'cos there's the low sets and the high sets! (56th year Band A). The high
sets are for pupils taking '0' levels; the low sets for pupils' taking CSE,
each has a different status in relation to the option system (Chapter 3;
3.3) which pupils are aware of; "We've always been told that CSE are
down grade! (5th year Band A). Pupils' banding identities are deter-—

mined by the subjects and examinations they are expected to take:

Claire: You can tell the difference (...) in an '0' level class
and CSE
R: What's the difference?

Claire: It's mad in CSE, they can't get anything done, can they?
Russell: No, geography is an excellent example of that,

Cathy: We get things done.

Claire: Oh, yeah, but not the level of '0! levels.

(5th year Band A)

Clearly, '0'level pupils in the high sets are depicted as being the-
elite of Band A. In contrast, pupils' perceptions are polarised when
pupils recount the differences between Band A and Band B. Band B
pupils are said tq be "the thick ones" for whom exams are "a waste of
money" (5th yr Band A). In Chapter 4 details were given on how pupils
typifications of intelligent pupils were related to pupils' sets allocation.
Similarly, pupils in the upper school typify intelligent pupils as being
predominantly in Band A, and justify their perceptions in

relation to examinations: "They're supposed to be brighter (...) if
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Band A are seen by some Band A pupils as "more intellectual” than
Band B pupils because they are taking '0' levels. In contrast, the less

intellectual pupils are seen as a "complete loss' by Band A pupils:

Matthew: You leave them to their own devices 'cos they're
not going to do anything for you (ie. teachers) so
you think 'Oh well....'

Russell: (interruping)'... put them in Band B'.

(5th year Band A)

5.4.2. Learning the Essentials

Pupils expect Band B pupils to study subjects related to their
everyday knowledge (Bernstein, 1971) and they utilise their experience

of the option system to justify their perceptions of pupils.

Karen: (of Band B) ... they do environmental studies and
health education (...)

Cathy: They learn the essentials.

Karen: It's something they caﬁ do, you see.
(5th year Baﬁd A)

These pupils' typifications of Band B pupils as pupils who need to learn
the essentials reveal the divisions between pu;.)ils in relation to pupils'
access to academic or non—academic subject knowledge. Band A
pupils see themselves as taking subjects which are more intellectually
suited to their needs and requirements, as this girl pointed out: "Band
A are intellectually more academically suited than Band B, but Band B
might be more sort of, craft, you know. More time to do art and craft
and everything” (5th year Band A). Pupils readily accept as
legitimate the differentiation of knowledge through the option system in
as much as everyday, surface structured and non-academic knowledge

is seen to be more suitable for the needs of Band B pupils:



268

Matthew: Because they're expected to be not so academic
They do subjects that would help them in their
life when they get married and plan what to do
with their money in the house and things like that
(...) Band B is more practical, simply it's more
what they will use in life.

R: As opposed to what?

Matthew: Well, you're not going to use trigonometry, are
. you? (meaning, if you are in Band B.)

(4th year Band A)

Band A pupils not only differentiation in general between Band A
and Band B pupils, but also do so between girls in each band in terms of
their access to knowledge and their expected occupations: "In Band B
all the girls do these house things™ because "they're not going to get a
job, really, they'll be a housewife or something" (4th year Band A boy).
Pupils are aware of the diﬂ’er‘entiat.e,d option system and this is an
important element in the way pupils typify one another in relation to

their band allocation:

Alison; I know this girl in Band B, family science, and they
taught her how to hold a baby. I think they (teachers)
surmise that we have the intelligence to know how to
hold a baby without being taught,

Pupil; Yeah.

Pupil: It's common sense to Band A .

(4th yr Band A)

This "common sense’” knowledge, which is thought to be an
inherent quality of Band A pupils by teachers and pupils, means that
Band B pupils are stereotyped as being deficient or lacking in particular
forms of knowledge and are expected to have a different life style after

school than Band A pupils:

Alison: I think it's because they either can't think for

themselves or (...) the teachers that gives them the
curriculum think that they're going to be geared
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Alison (cont..) towards a life of girls in the home and the
men bringing in the money, having more children

probably (...) that being all they (girls in Band B)
can do.

(4th year Band A)

Alison interprets the option system in terms of the school's aims,
which she says is '"to exploit the natural talents of pupils in Band B" and
she sees these pupils in contrast to Band A pupils who possess academic
and intellectual ability. The school organisation legitimises pupils'
perceptions of their peers. Different types of pupils are seen as
maturally" requiring particular forms of knowledge which is associated

with pupils' expected occupations.

5.4.3. Occupations and Expectations

An important aspect of pupil differentiegtion concerned pupils'
educational career and occupational expectations (Chapter 3; 3.4).
Although the school was reorganised in 1977, pupils are aware of the
demarcation between the former Westward Grammar School and Burston
Secondary Modern school. A pupil explained that the grammar school
pupils were orientated towards "professional j.obs " whilst the secondary
modern school pupils were orientated towards "industrial jobs" (Vicky,

6th year Band A).

R: But everybody's in the same school now, so does
that mean everybody has the same sort of chance
of getting the same jobs now? (...)

Vicky: It's not so extreme but people in Band A will
probably get the professional jobs.

(5th year Band A)

A fourth year pupil commented that "Band B, probably more labourers or

(do) menial work".  Other pupils suggested that Band B puils who do .
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subjects such as family science '"get jobs as nannies and that"., Band
A pupils are aware of how the school's organisation of banding and the
option scheme channel pupils towards certain occupations, as this

conversation between Band A and Band B pupils make explicit:

Vicky: ... the people in Band A will get better jobs.
Darren (incredulous tone) Band A get better jobs?
(Band B)

Vicky: Yeah , they do.

Darren: Why?

Julie: You can't get into college with CSE's. You've

got to go to college if you want a proper job.

Parren; (incredulous tone) Just 'cos you're in Band B
you won't get a proper job?'

Vicky: No, we're saying because you're in Band B you
won't get a good job; but people who go to
university now, get ...

Julie: . .« You can't get into university with three CSE's
) (I - l)

Darren: Who wants to go to university anyway!

Julie: You've got to go if you want a job, a decent job;

you've got to go further.

(5th year pupils)

Another pupil crystallised the divisions between the bands by suggesting
that "somebody in Band A could own a factory and somebody in Band B

could clean it" (4th year Band A). Pupils expect divisions between bands

to mirror the larger divisions in society:

Glen: We're supposed to be 'the thinkers' and they're
(Band B) supposed to be the 'doers' (...) we have
the ideas and they turn them into something (...)
like a designer has ideas, puts it down on paper
and the 'doer' will build it.

R: So what sort of job would 'the doer' have?

Glen: A 'doer' would be a labourer or someone.

(4th year Band A)



271

Pupils from the Express sets are seen as being more likely to
go to university than pﬁpils in other sets '"because they probably aim
higher (...) they don't want to be stuck in a boring job all their lives"
(Alison, formerly Express set). In this context Band A stiffs are
typified as using certain working practices (Table 5.3) because they are
pupils "who want more qualifications than the others" and "want to do
well in future work, In contrast, a Band B dosser is said to mess
about because 'he doesn't stand any chance of getting a job" or couldn't
care less if they get a job" (4th year Band A). The link between
school and the workplace is made very apparent by a Band B pupil who
described dossers as people who "don't like school and aren't bothered

about getting a job",

5.4.4, Family Background

Pupils typify one another in relation to pupils' perceived socio-
economic status. Family background aﬁd where pupils live are
important factors in differentiation and division between pupils according
to band allocation, by both teachers (Chapter 3; 3.2), and pupils. One
pupil explained that "we think they're scr*uFFs.and they think we're posh
nosh' (5th year Band A). Band B pupils expect Band A pupils to live ~
in certain 'posh' areas in Westwa_r‘d such as Princes Way and Leeside;
or areas further away such as Pooltown, Cleavsea and Thornlee. These
areas are described by Band A pupils who live there as "not common
places". A pupil explained that "there are more middle class people
who live in Pooltown than there are in Westward (...) 'cos we live in
Leeside and they live in town (Westward), they call us snobs" or "you

know they call it the elite Cleavsea and everything" (5th year Band A)

These perceived divisions between pupils are expressed humorously by
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Band B pupils:

Christina; 'Cos they've been brought up proper,

Karen; They all come from the posh areas like Chatstone
(pupils laugh at the in—joke)

R: Oh, is that a difference then? How do you know
they come from these posh areas?

Karen; Chatstone ain't posh, its scruffy,
(Laughs)

R: Make your mind up.

Christina; Well, they all live in mansions, don't they? -

R: I don't know. I haven't been to their home,
no-one's invited me back yet!

Karen: Don't blame them.

R: Well, how do you know they come from these big
houses and mansions then?

Karen: Well, they live in Pooltown, Thornlee don't they?

Christina: .+.. some from Cleavsea.

R: It that a (sniff) area?

Karen: Yeah.

(8th year Band B)

Chatstone is a council estate adjacent to the school.

Band B pupils poke fun at Band A pupils and exclaim that "their
noses have got a peg on it", that they are "stuck up" with their '"noses
in the air'" and they are derided as being "posh gits" or "pouffs'. A
Band B pupil explained that they exaggerate and call them any derogatory

name.

Band A pupils, in contrast, expect Band B pupils to come from a
poor home background in which their parents have little concern for

their children:

David: Like some people, their mums and dads don't care
about what they do at school and things like that.
Say they're caught skiving and sent home with a
letter their mums wouldn't be bothered (...) No,
I mean its the background of the kids, the parents
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David: (cont..) aren't bothered and a lot of the kids aren't
bothered because they're brought up like that,

(4th year Band A)
Matthew: If you come from a home where the dad was out
at the pub and the mum couldn't care less, you
could stop out to whatever time, I mean, you're
not going to be bothered about school. There's

no one to clip you 'raund the ear to tell you about
your homework.

Tim: But that doesn't necessarily mean that they're all
thick.

Matthew: I know, but it does mean that Band B are not
trying as much.

Pupils: No, they won't work.
(4th year Band A)

Pupils home background and intelligence is communicated to Band
A pupils by teachers, as this pupil explained: "a teacher today was
telling us he wished the mothers of the thick were sterilised because
they bred prolifically and if you get one who is a nutter, you'll get them
all nutters! (4th year Band A). The "mothers of the thick" at
Westward are, clearly,the parents of Band B pupils since these pupils
are least like tea