
Cowen, Robert
Educational studies in England and Scotland. [Symposion 7.
Erziehungswissenschaft in Europa - Entwicklung und gegenwärtige
Situation]
Benner, Dietrich [Hrsg.]; Lenzen, Dieter [Hrsg.]: Bildung und Erziehung in Europa. Beiträge zum 14.
Kongreß der Deutschen Gesellschaft für Erziehungswissenschaft vom 14.-16. März 1994 in der
Universität Dortmund. Weinheim u.a. : Beltz 1994, S. 251-261. - (Zeitschrift für Pädagogik, Beiheft;
32)

Quellenangabe/ Reference:
Cowen, Robert: Educational studies in England and Scotland. [Symposion 7. Erziehungswissenschaft in
Europa - Entwicklung und gegenwärtige Situation] - In: Benner, Dietrich [Hrsg.]; Lenzen, Dieter [Hrsg.]:
Bildung und Erziehung in Europa. Beiträge zum 14. Kongreß der Deutschen Gesellschaft für
Erziehungswissenschaft vom 14.-16. März 1994 in der Universität Dortmund. Weinheim u.a. : Beltz
1994, S. 251-261 - URN: urn:nbn:de:0111-pedocs-101757 - DOI: 10.25656/01:10175

https://nbn-resolving.org/urn:nbn:de:0111-pedocs-101757
https://doi.org/10.25656/01:10175

in Kooperation mit / in cooperation with:

http://www.juventa.de

Nutzungsbedingungen Terms of use

Gewährt wird ein nicht exklusives, nicht übertragbares, persönliches und
beschränktes Recht auf Nutzung dieses Dokuments. Dieses Dokument ist
ausschließlich für den persönlichen, nicht-kommerziellen Gebrauch
bestimmt. Die Nutzung stellt keine Übertragung des Eigentumsrechts an
diesem Dokument dar und gilt vorbehaltlich der folgenden Einschränkungen:
Auf sämtlichen Kopien dieses Dokuments müssen alle
Urheberrechtshinweise und sonstigen Hinweise auf gesetzlichen Schutz
beibehalten werden. Sie dürfen dieses Dokument nicht in irgendeiner Weise
abändern, noch dürfen Sie dieses Dokument für öffentliche oder
kommerzielle Zwecke vervielfältigen, öffentlich ausstellen, aufführen,
vertreiben oder anderweitig nutzen.

We grant a non-exclusive, non-transferable, individual and limited right to
using this document.
This document is solely intended for your personal, non-commercial use. Use
of this document does not include any transfer of property rights and it is
conditional to the following limitations: All of the copies of this documents must
retain all copyright information and other information regarding legal
protection. You are not allowed to alter this document in any way, to copy it for
public or commercial purposes, to exhibit the document in public, to perform,
distribute or otherwise use the document in public.

Mit der Verwendung dieses Dokuments erkennen Sie die
Nutzungsbedingungen an.

By using this particular document, you accept the above-stated conditions of
use.

Kontakt / Contact:

peDOCS
DIPF | Leibniz-Institut für Bildungsforschung und Bildungsinformation
Informationszentrum (IZ) Bildung
E-Mail: pedocs@dipf.de
Internet: www.pedocs.de



Zeitschrift für Pädagogik
32. Beiheft



Zeitschrift für Pädagogik
32. Beiheft

Bildungund

Erziehung in Europa
Beiträge zum 14. Kongreß der

Deutschen Gesellschaft für Erziehungswissenschaft
vom 14.-16. März 1994

in der Universität Dortmund

Im Auftrag des Vorstandes herausgegeben von
Dietrich Benner und Dieter Lenzen

Beltz Verlag • Weinheim und Basel



Die Deutsche Bibliothek - CEP-Einheitsaufnahme

[Zeitschrift für Pädagogik / Beiheft]
Zeitschrift für PädagogUc. Beiheft. - Weinheim; Basel: Beltz.

Früher Schriftenreihe

Fortlaufende Beil. zu: Zeitschrift für Pädagogik
ISSN 0514-2717

32. Deutsche Gesellschaft für Erziehungswissenschaft: Beiträge zum... Kongreß
der Deutschen Gesellschaft für Erziehungswissenschaft ...

14. BUdung und Erziehung in Europa. -1994

Deutsche Gesellschaft für Erziehungswissenschaft: Beiträge zum... Kongreß
der Deutschen Gesellschaft für Erziehungswissenschaft... / im Auftr. des Vorstandes hrsg. -

Weinheim ; Basel: Beltz.

(Zeitschrift für PädagogUc: Beiheft;...)
Früher Schriftenreihe

NE:HST

Bildung und Erziehung in Europa: vom 14.-16. März 1994 in der Universität Dortmund /

im Auftr. des Vorstandes hrsg. von Dietrich Benner und Dieter Lenten. -

Weinheim ; Basel: Beltz, 1994

(Beiträge zum... Kongreß der Deutschen Gesellschaft für Erziehungswissenschaft...; 14)

(Zeitschrift für Pädagogik: Beiheft; 32)
ISBN 3-407-41133-2

NE: Benner, Dietrich [Hrsg.]

Die in der Zeitschrift veröffentlichten Beiträge sind urheberrechtlich geschützt. Alle Rechte,

insbesondere das der Übersetzung in fremde Sprachen, vorbehalten. Kein Teil dieser

Zeitschrift darf ohne schriftliche Genehmigung des Verlages in irgendeiner Form - durch

Fotokopie, Mikrofilm oder ein anderes Verfahren - reproduziert oder in eine von Maschinen,

insbesondere von Datenverarbeitungsanlagen, verwendbare Sprache übertragen werden.

Auch die Rechte der Wiedergabe durch Vortrag, Funk- und Fernsehsendung, im

Magnettonverfahren oder ähnlichem Wege bleiben vorbehalten. Fotokopien für den

persönlichen oder sonstigen eigenen Gebrauch dürfen nur von einzelnen Beiträgen oder

Teilen daraus als Einzelkopie hergestellt werden. Jede im Bereich eines gewerblichen
Unternehmens hergestellte oder benützte Kopie dient gewerblichen Zwecken gem. § 54 (2)
UrhG und verpflichtet zur Gebührenzahlung an die VG Wort, Abteilung Wissenschaft,
Goethestr. 49,80336 München, von der die einzelnen Zahlungsmodalitäten zu erfragen sind.

© 1994 Beltz Verlag • Weinheim und Basel

Herstellung: Klaus Kaltenberg
Satz (DTP): Satz- und Reprotechnik GmbH, Hemsbach

Druck: Druckhaus Beltz, Hemsbach

Printed in Germany
ISSN 0514-2717

ISBN 3-407-41133-2



Inhaltsverzeichnis

I. Öffentliche Ansprachen

Dietrich Benner 15

Fritz Schaumann 20

Johanna von Bennigsen-Foerder 23

Detlef Müller-Böling 25

II. Öffentüche Vorträge

Dieter Lenzen

BUdung und Erziehung für Europa?. 31

Gert Geissler

Schulreform zwischen Diktaturen? Pädagogik und Politik in der frühen

sowjetischen Besatzungszone Deutschlands 49

Frieda Heyting

Plurahsierungstendenzen in der Gesellschaft und pädagogische Risiko¬

beherrschung 65

Andrea Kärpäti

Ungarische Jugendhche in den Neunziger Jahren: Ideale, Meinungen,
Erwartungen 79

Hans Merkens

»Youth at risk«. Einstellungen und Wertvorstellungen Jugendlicher in Europa
in Zeiten gesellschafthchen Wandels 93

Peter Mortimore

Schuleffektivität: Ihre Herausforderung für die Zukunft 117

7



FRANCOIS ORIVEL

Stand der Forschung ün Bereich der Bildungsökonomie. Allgemeine Übersicht

und französische Situation 135

Gabriela Ossenbach-Sauter

Demokratisierung und Europäisierung als Herausforderungen an das spani¬
sche BUdungswesen seit 1970 149

Thomas Rauschenbach

Der neue Generationenvertrag. Von der privaten Erziehung zu den sozialen

Diensten 161

UI. Symposien: Berichte/Vorträge

Frank Achtenhagen/Adolf Kell

Symposion 2. BerufsbUdung in Europa: Analysen und Perspektiven 179

Peter Diepold

Symposion 3. Strukturwandel und Weiterbüdung in Europa 191

Hans-Günter Rolff

Symposion 5. Steuerung und Beratung der Schulentwicklung in Europa -

Theorien und Fallstudien 207

Marianne Krüger-Potratz

Symposion 6. Erziehungswissenschaft und Bildungsreformen ün größeren

Europa 225

Symposion 7. Erziehungswissenschaft in Europa - Entwicklung und gegen¬

wärtige Situation 241

JÜRGEN SCHRIEWER/HEINZ-ELMAR TENORTH

Vorwort 241

Gediminas Merkys

Methodologie und Praxis der empirischen erziehungswissenschaftlichen
Forschung in der ehemaligen UdSSR 241

Robert Cowen

Educational Studies in England and Scotland 251

Symposion 8. Schule und Unterricht in Ost und West 263

Jürgen Baumert

Vorwort 263

8



Klaus-Jürgen Tillmann

Von der Kontinuität, die nicht auffällt: Das Schulsystem im Übergang von

der DDR zur BRD 264

Miroslaw S. Szymanski

Schule und geseUschafthcher Wandel in Polen 267

Elisabeth Fuhrmann

Didaktik und Unterrichtsforschung in der DDR -Was bleibt? 269

Jürgen Baumert

Bildungsvorstellungen, SchuUeistungen und selbstbezogene Kognitionen in

Ost- und Westdeutschland 272

Rainer Lehmann

Leseverständnis von Schülerinnen und Schülern in Ost- und Westdeutsch¬

land im internationalen Vergleich 277

Ingvar Lundberg

Leseunterricht in internationaler Perspektive 280

Bernhard Wolf/Christine Weber/AndreaS Frey/Ingrid Kagel

Alltag des Kindergartens ün deutsch-deutschen Vergleich 281

Lutz Koch/Winfried Marotzki/Helmut Peukert

Symposion 9. Demokratie und Erziehung in Europa 285

Margret Kraul/Christoph Lüth

Symposion 10. Der Emfluß von Religion und Kirche auf geschlechtsspezifische
Sozialisation und Ausbüdung im europäischen Vergleich 301

Renate Nestvogel/Annette Scheunpflug

Symposion 11. Europas Bilder von der »Dritten Welt« - erziehungswissen¬

schaftliche Auswirkungen 317

Symposion 12. Öffentliche und famihale Kleinkinderziehung in Europa -

Schwerpunkte der frühpädagogischen Forschung 333

KarlNeumann

Bericht 333

Hans-Günther Rossbach/Wolfgang Tietze

Vorschulische Erziehung in den Ländern der Europäischen Union - Eine

vergleichende Studie 336

Symposion 13. Primarstufenlehrerinnen in Europa 349

Elke Nyssen

Einführung 349

9



Manfred Bayer

Retrospektive und prospektive Gedanken zur Einleitung des Symposions... 351

Dagmar Hansel

Primarlehrerausbüdung und -beruf als weibliche Karriere 353

Edith Glumpler

Von der Unterstufenlehrerin zur Grundschullehrerin. Probleme und

Perspektiven der AusbUdungs- und Studienreform nach der deutschen

Vereinigung
355

BeatrixLumer

Integration und Kooperation als zentrale Aufgaben von Grundschul¬

lehrer/innen in Europa - Konsequenzen für die Ausbildung 358

Manfred Bayer

Bericht über den Beitrag von Peter HEASLIP, Early Years Consultant in

Sandford/Avon (GB) zum Thema: »Die europäische Dimension der Ausbil¬

dung von Elementar- und Primarstufenlehrerinnen« 360

Johannes Wildt

Bericht über die Podiumsdiskussion: Primarstufenlehrerlnnenausbildung

zwischen Universität und Fachhochschule 363

Peter Alheit/Rudolf Tippelt

Symposion 14. Neue Forschungstendenzen in der europäischen Erwachsenen¬

bildung
367

Franz-Josef Kaiser/Günter Pätzold

Symposion 15. Berufliche Umweltbildung in Europa 385

Symposion 16. Sonderpädagogik in Europa -Tendenzen, Entwicklungen,

Perspektiven ün Vergleich
401

Monika A. Vernooij

Einleitung
401

Peter Mittler

Einbeziehen statt ausschließen 401

Alois Bürli

Zur pädagogischen Situation behinderter Menschen ün europäischen

Vergleich
405

Bengt-olof Mattson

Sozialpolitische Entwicklung in der EU im Hinblick auf behinderte

Menschen, aus skandinavischer Sicht 409

Sieglind Ellger-Rüttgardt

Sonderpädagogische Entwicklung in Frankreich 411

10



Agnes Länyi-Engelmayer

Der politisch-ideologische Einfluß auf die Erziehung und BUdung von

behinderten Kindern in Ungarn 415

Hans Hovorka

Sonderpädagogische Zentren als Kooperationsbeispiele netzwerkorientier¬

ter Gemeinwesen 418

JOHAN STURM/DORIEN GRAAS

Das Sonderschulsystem am Ende? Das niederländische Beispiel 420

Monika A. Vernooij

Ausblick 423

Symposion 17. Freizeitbildung: ein neues Thema für Europa? Zum Verhältnis

von Freizeitpädagogik und leisure studies 425

Wolfgang Nahrstedt/Reinhold Popp

Einleitung 425

Wolfgang Nahrstedt

Freizeitpädagogik und leisure studies in Europa: Probleme und Frage¬

steUungen 430

Gisela Wegener-Spöhring

Freizeitbildung als Teil allgemeiner Bildung 437

Horst W. Opaschowski

Freizeitwissenschaft als neue Spektrumswissenschaft 441

Symposion 18. Psychoanalytische Pädagogik in Europa: Geschichte -

Institutionen -Handlungsformen 445

Reinhard Fatke/Burkhard Müller/Luise Winterhager-Schmid

Einführung 445

Wilfried Datler

Psychoanalytische Pädagogik ün Ursprungsland Österreich: Einige problem¬

geschichtliche Anmerkungen 446

Mireille Cifali/Jeanne Moll

Die Begegnung der Pädagogik und der Psychoanalyse in den frankophonen
Ländern 449

MlA BEAUMONT

»Erziehungstherapie« in Großbritannien: Ein Fallbeispiel 452

Ariane Garlichs/Marianne Leuzinger-Bohleber

Aufgewachsen in zwei Deutschlands. Eine pädagogisch-psychoanalytische
Studie mit Kindern in Jena und Kassel 455

11



Wilfried Gottschalch

Abhängigkeitsscham und Trennungsschuld in der deutsch-deutschen

Erziehungspraxis
459

Mario Erdheim

Ethnische und universalistische Identität 461

TV. BUdungspolitische Erklärung

Berufliche Orientierung und Hochschulzugang: Empfehlungen der Experten¬

kommission der DGfE zu einer Neugestaltung der Sekundarstufe II 467

V. Andernorts veröffentlichte Kongreßbeiträge

12



Michejew, W.I.: Modellierung und Methoden der Messtheorie in der Pädagogik. Moskau 1987.

Merkys, G.: Struktur und methodologische Normative der Hypothese in der pädagogischen

Experimentalforschung. Unveröffentlichte Dissertation. Moskau 1992.

Netschajew, A.P.: Gegenwärtige experimentelle Psychologie in ihrer Beziehung zur Fragen

der schulischen Lehre. Bd. 1-2, Moskau 1908-1912.

Netschajew, A.P.: Umriß der Psychologie für Erzieher und Lehrer. Sankt-Petersburg 1915.

Netschajew, A.P.: Das Gedächtnis des Menschen und seine Erziehung. Moskau-Leningrad
1930.

Polonsku, W.M.: Kriterien und Methoden der Bewertung der Qualität der pädagogischen

Forschungen. Unveröffentlichte Habilitationsschrift. Moskau 1988.

Sagwiasinsku, W.I.: Methodologie und Methodik der didaktischen Forschung. Moskau 1980.

Shurawliow, W.I.: Pädagogik im System der Wissenschaften über den Menschen. Moskau

1990.

Tscerepanow, WS.: Theoretische Grundlagen der pädagogischen Expertise. Unveröffentlich¬

te Habilitationsschrift. Moskau 1991.

Worobjew, G.W.: Zur Erkenntnis der Gesetze des pädagogischen Prozesses. In: Sowjetische

Pädagogik 9 (1989), S. 37-41.

Anschrift des Autors:
Gediminas Merkys, Zentrum für Empirische Pädagogische Forschung, Friedrich-Ebert-Str. 12,

76829 Landau

ROBERT COWEN

Educational Studies in England and Scotland

Purpose and structure

I wish to do two things: (a) to provide a brief description of educational studies in

England and Scotland, as these have developed in the last hundred years, and (b) to

suggest that, within this narrative account, patterns of change can be identified. For

most of the paper I wül take the site of educational studies to be university depart-
ments and university schools of education; rather than Colleges of education or natio¬

nal or local research agencies, such as the National Foundation of Educational Re¬

search, or the former Inner London Education Authority research office.

The structure of my paper is simple: I distinguish a number of stages in the

development of educational studies: from the 1870s to the 1940s; from the 1940s to the

1970s; and the more contemporary developments thereafter. Inside each period, I

distinguish one or two trends, usually noting (a) the institutionalization of educational

studies and (b) shifts in its epistemological centre of gravity, as some kinds of studies

in education rise in importance and others düninish. This structure provides me with

a straightforward framework within which to construct a descriptive narrative.

However the interpretative argument of the paper is less simple, and I think it is

useful to set out the general arguments straight away, and re-visit them from time to
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time during the paper. This is a bit like telhng the reader who did the murder at the

front of the detective story rather than at the end: the sense of surprise and excitement

is sharply reduced.

Argument

I have three abstract arguments:

First, that what we wül discuss for England and Scotland is not »educational

studies«, a field that is unified by some as yet unspecified principles, but studies of

education: Fragmentation - and at least a double fragmentation - of the cognitive
has occurred.

Second, that the moral dimension at the centre of studies of education has moved.

The moral dimension within studies of education, once located with the philosophical,
has been replaced by the pohtical: DlSPLACEMENT - and at least a double displace-
ment - of the moral has occurred.

Third, that, very dramatically, the control of educational discourse has changed in

the last decade and that this is having major consequences for British education and

for the future of studies of education in England especially: a Revolution in

discourse has occurred.

Stage One: The institutionalization ofeducational studies: 1870 to 1940

It is conventional to date the start of education studies in Britain in the late 1870s, with

the creation of the first Chair, in Scotland, in 1876, and the pubhcation of Bain's book

of 1879 on »Education as a Science« (Aldrich 1990, p.21; THOMAS 1990, p.11-12).
From the time of the Universities Commission, in 1892, Education had become

available as a fully qualifying subject for the MA in the universities of Edinburgh,

Glasgow, Aberdeen and St. Andrews, and after 1918 this degree stabüized in aU four

Scottish universities.

In England, by contrast, the institutionalization of educational studies inside univer¬

sities was initially slow and far from universal. For example, the University of London

created an examination in the history, the art and the theory of education in 1883;

University College of Aberystwyth created a Welsh Day Training Department from

1892; and Durham created a Chair in Education in 1895 (Gordon 1990, p.165-166).
However, Oxford and Cambridge declined to set up Chairs in Education, a Situation

from which their Education Departments have still not fully recovered, despite the

appointment of very talented people to professorial chairs in recent years.

In contrast, taking advantage of the Bryce Commission Report of 1893 that »uni¬

versities ought to train the teachers of (secondary) schools«, London moved relatively

quickly. By May 1901 SIDNEY Webb, Chairman of the London Technical Education

Board, recommended creating an institution for those teachers wishing to make »a

special study of the theory, history and practice of education«. A London Day Training
College was established in 1902, as a day-tüne training College from which students

could study for the University of London's BA and BSc degrees, and the Teachers
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Diploma. The first Principal, JOHN ADAMS, was appointed with a salary off800 a year

and with the rank of Professor of the University (GORDON, S.166). This London Day

Training CoUege became from 1932 the Institute of Education, University of London,

which now has about 200 full-time academic staff and more than 50 fuU-tüne re¬

searchers.

Thus, the context of the institutionalization of education studies was the growth of

secondary education in the late nineteenth Century; and the consequent location of

educational studies at university level.

The content of those educational studies had three dimensions:

a) A concem with the supervision of school teaching practice. All professors of

education in this period had been outstanding teachers and later administrators of

education. There was not a great deal of time at this stage for sustained reflection

and theoretical analysis.

b) There was a strong interest in psychology, notably Herbartian psychology e.g.

Adams (1897), »The Herbartian Psychology Applied in Education«; Findlay at

Manchester with his »Principles of Class Teaching« and »The Teachers Handbook

of Psychology« (1886) (GORDON 1990, p.168).

c) There was a place for history of education. Partly this was straightforward histori¬

cal accounts of schooling phenomena. For example, Foster Watson at the

University College of Aberystwyth wrote on »The English Grammar Schools to

1666: their curriculum and practices« (1908) and »The Beginnings of the Teaching

of Modem Subjects in England« (1909). And Michael Sadler appointed to the

University of Manchester in 1911 wrote a book on »The History and Administra¬

tion of Education: 1800 -1902« (Simon 1990, p.129-130).

But there occurred an important and early shift. The history of education began to

examine the »lessons of the past«. For example, Adams with his text on »The

Evolution ofEducation Theory« (1912), J.W. Adamson at Kings College London and

the Reverend R.H. Quick in Cambridge began to explore the »ideas of great educa¬

tors« and »principles of education«. This was because in the words of Laurie from

Edinburgh, »the study of the history ofeducation in the writings of the most distinguis-

hed representatives of various schools of thought is an important part of the general

preparation ofthose who adapt the profession ofschoolmaster« (1903) (Simon 1990).

I wish to argue that this period in the development of educational studies establishes

an important pattern. It is clear that the slow institutionalization ofeducational studies

was partly because it was a new subject - Oxford and Cambridge show traditional

hostihty to this new subject in this period. But work is being developed and it has two

main dimensions, and an interesting Omission.

The scientific basis of educational studies is provided by psychology (in this early

period, Herbartian psychology); but the moral basis is provided by the ideas of the

»great educators«. Nominally this is the historical study of education, but it is actuaUy

an early version of the philosophy of education and concentrates on the »principles«
of early educators. It concerns itself with the general and correct purposes of educati¬

on. It deals with visions of, andvisions about, education. It is aform ofmoral education

for school teachers, giving them access to an Idea of The Good.
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The Omission is interesting. There is no sustained effort to relate the nature of

society - Scottish or Enghsh - to the nature of education; there is no thinking of the

kind which was increasingly visible in France at this period through Durkheim, and

in Germany, through Weber.
The basic pattem of this stage in the development of educational studies continues

up to the 1940s, although a couple of alterations in assumptions in psychology can be

noted. That is:

a) Steady institutionalization continues, especiaUy in London (700 students per an-

num in 1930s), with specialist courses developing at Leeds, Manchester, Birming¬
ham, Liverpool, Edinburgh and Glasgow.

b) There is a shift in psychological assumptions under the impact of a book, »Educa¬

tion: its data and first principles« (1920) by PERCY Nunn, a future Director of the

London Institute of Education. The book stressed the significance of biological
inheritance and the individual. It marked the possibility of a spht in educational

assumptions about how to think about and organize children in schools. One

Strand in Nunn's thinking provides indirect support for progressive education

marked in a number of public reports in the inter-war years on the »Education of

the Adolescent« (1926), »Infant and Nursery Schools« (1931), and »The Primary
School« (1933) (SIMON 1990, p.131). But the implicit tension was later to open up
in the views of educators over early childhood education, with one Strand being
represented by educators such as SUSAN ISAACS and John Dewey; and on the

other hand, with Burt and the psychometricians interested in mental measure-

ment and anticipating the use of intelligence testing after 1945 to allocate children

to secondary schools. Particular Universities such as Manchester and several of the

Scottish universities developed their psychological studies strongly along these

lines, later.

However up to 1938 the pattem heid. The moral elements in educational studies were

provided by the Principles of Education, lectures often offered by the Professor and

not fully separating the »history of education« from the »great man« and »great ideas«

approach to educational studies and the socialization of teachers. Psychology, inclu¬

ding divergent schools stressing mental measurement, and on the other hand, concep-
tions of the development of the whole child, provided the scientific base. The Methods

courses on how to teach were given to graduates in training by subject specialists and
former successful school-teachers. There was no general theory of didactics.

The forthcoming change had its groundwork laid by yet another Director of the

London Institute of Education, Sir Fred Clarke with his books on »Education and

Social Change« (1940), and »The Study of Education in England« (1943).

Stage Two: The institutionalization ofstudies ofeducation: 1940 to 1975

Clarke criticised the highly generalized »principles of education« and their treat¬

ment as if ideas determined educational practice. He complained about the low level

of awareness of the »social presuppositions« of educational writing and argued that

thought and practice »are much more closely conditioned by social realities which are
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themselves the result of social and economic forces.« In other words, Clarke, among

others, opened up the way for a new kind of history of education, for comparative
education and a new kind of sociology of education to develop. He utilized his own

experience as a comparative educator with his knowledge of South African, Canadian

and American education -and his position as Director ofthe Institute -to press home

his views. It is interesting that in the immediate post-war period the Institute appomted
both a Professor of Comparative Education (Joseph Lauwerys) and a Professor of

Sociology of Education (Karl Mannheim) under the impact of this kind of thinking.
However the context, in which education was studied, changed massively in the

post-war period, with the English experiments with three kinds of secondary school,

and then one common school. There was also a raising of the school leaving age,

experimentation with new forms of primary education and a considerable expansion
of the university system in the period 1945 to 1975.

Ofmore direct relevance to this paper is the fact ofthe expansion in teacher training
structures. The 1944 McNair Report recommended the estabhshment of Area Trai¬

ning Organizations, which placed universities or at least their Institutes of Education

at the centre of a network of teacher training based in teachers Colleges. This system

gave universities considerable control over what would be studied as »education« and

also offered possibilities for specialisation e.g. Durham and Birmingham strengt-

hened their psychology (Peel); Sheffield its history (Armytage); London its specia¬
list philosophy, initially through Arnaud Reid, later Richard Peters (Simon 1990;

cf. Thomas 1990, p.195-204: »Appendix: Professors of Education in the United

Kingdom«); along with the strengthening of comparative education and sociology
which I have already mentioned.

In Scotland the number of Chairs in education was smaller - there were only four

chairs in the university system, and only three by the end of the 1970s - and the

strength of the BEd degree was very much in terms of psychology. This was a very

prestigious degree and its possession was often a symbol of future success; but it

remained very tightly linked to the Scottish nineteenth Century tradition of psycholo¬
gical studies. There was no broadening of content, in the way studies of education

altered in England in the post-war period.
In England, by 1963, the number of students in universities was twice the pre-war

figure and the BEd. degree for teachers in training was being invented. By 1968, five

universities were involved in running this degree and by 1972 there were 23 universi¬

ties involved. Between 1960 and 1967, the numbers of Chairs in education went from

41 to 76; and specializations multiplied (GORDON 1990, p.174). Thus for example in

the University of London Institute of Education there was a specialist chair for Child

Development occupied by Professor Tizard in 1964, in 1967 Basil Bernstein

became the Professor of Sociology of Education, Professor Niblett the Professor of

Higher Education and in 1971 MARK BLAUG took up a new Chair of the Economics

of Education.

This implicit conception of the university study of education was not entirely a

university invention. The very great expansion of teacher training (and its expense)
meant the Department of Education and Science also had an interest. And in fact there

was in Hüll, in 1964, a Joint seminar with university professors and the Department of
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Education and Science, which included a lecture by the Chief Inspector responsible
for teacher training and senior professors from schools of education including PETERS,
Bernstein and the psychologist Wiseman from the London Institute (Simon 1990,

p.134). The view which prevaUed was that studies of education would be best improved

by basing them in the rigorous study of the disciplines underpinning educational

knowledge - notably phüosophy, sociology, psychology and perhaps history.
It was on the basis of this tacit understanding that such should be the correct forms

of studies in education, especiaUy the advanced study of education, that the expansion
of MAs m education proceeded in the 1960s. The view was that there were certain

foundation disciplines, through which both the education of teachers and the training
of researchers should proceed.

Exactly what was a foundation discipline was, naturally, disputed and there was

always some tension about whether in addition to philosophy, sociology and psycho¬
logy, there should also be added to the list the history of education, the administration

of education, and comparative education; and indeed whether students in training as

teachers should be exposed to all foundation subjects compulsorüy; or whether some

»disciplines« should be optional (for a clear view defined by its chapter headings cf.

TIBBLE 1966).
However, what was clear is that the terms of pedagogie discourse in the 1960s and

through into the mid-seventies were very much defined by Professors in universities:

The moral centre of this discourse was a concem with equality of educational

opportunity. Thus psychometry became increasingly attacked and sociology, especially
of the kind pioneered by Jean Floud and A.H. Halsey - concerned with the

sociology of access to educational institutions -began to dominate educational discus¬

sions. The government itself, in this period, was concerned with the politics of educa¬

tional access to secondary and higher education.

Philosophy, in the hands of Peters and Hirst, increasingly concerned itself with

questions about the nature of disciplines and what should constitute a good school

curriculum. There was some tension between sociological and philosophical perspecti¬
ves at this time: the sociologists were increasingly concerned with the social construeti-

on of school knowledge, the philosophers very much concerned to work out the

epistemological principles from which a school curriculum could be deduced. Oddly,
in this discussion, the sociologists seemed to capture the moral, and political, concerns
which would define whether an education was »good« (likely to increase access to

education or not); though both groups debated curriculum. »Philosophy« of education,
the new and more rigorous inheritor of the concerns for the »principles« of education,
ceased to define, or to concern itself centrally, with the moral core of education and its

ethical and visionary aspects. Also in this period - of the growth of the foundation

subjects - lectures in the methods of education became oflower Status (compared with
the foundation diseiphnes) but there was a growth in the numbers of specialist chairs

concerned with the study of the curriculum, a development obviously linked to the

question of what kind of curriculum was appropriate to the new comprehensive
secondary schools.

Thus in this period there was much discussion of the »rigour« of educational studies,
a rigour, it was argued, that was guaranteed by the quality of scholarship underpinning
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the foundation disciplines. The word »science« of education was however rarely used

perhaps because, in the English context, of excessive reverberaüons with the idea of a

science of psychology especially in its psychometric modalities. But the rigour of this

scholarly study of education had a price: the foundation disciplines competing with

each other for prestige, resources and students saw the fragmentation of educational

studies into somewhat separate »studies of education«, marked offfrom each other by

specialist MA programmes, conferring separated and separating disciplinary identity.
It is also crucial to note that these differentiated disciplinary identities were rein-

forced by the division of labour in the education market and career structures. The

1960s and the expansion of teacher education, as well as the increasing requirement
that young teachers would gain BEd degrees, provided job opportunities in the

Colleges of education for new Lecturers with MA degrees. The Colleges themselves,

while wanting those with good school teaching experience, also wanted highly quali-
fied specialists, often in the foundation disciplines that were examined in the BEd

degree. The BEd degree was itself strongly influenced by the Institutes of Education

(acting as Area Training Organizations) which dominated examination requirements
in the Colleges. Thus there was a powerful overlap between the ideological and the

practical: the ideology of the period said that the rigorous scholarly study of the

foundation disciplines was the ideal form of educational studies - and the career

opportunities in the Colleges of education provided material and Status rewards for

those young people prepared to embark on scholarly MA work.

In the next period in the development of studies of education both this ideology and

these career structures weakened, and the main players in the game began to change.

Stage Three: The pragmatization of educational studies: 1975 to 1985.

By the mid-1970s the English education system was showing some signs of strain. The

comprehensive school reform had been a major one, as had the expansion of teacher

training. The number of universities had grpwn quite rapidly and there was increa¬

singly anxiety about school examination structures, Upper secondary level vocational

and technical training, and advanced technological training. The curriculum debate

about secondary education was strenuous, and there had been dispute (and research)
about the best ways of teaching rather young children in the primary schools. Socially,
Britain was also by this time clearly a multicultural society (in the sense that it had

important minorities distinguishable by skin colour) as well as the older mixes of

religious, ethnic and national differences. Economically, there was increasing anxiety

(expressed by both main political parties) about Britain's ability to compete in a world

economy affected by the oü shock and by traditional and oppositional management
and labour relations in the domestic economy.

The effects of these changes, on teacher education and on studies of education, were

not linearly deducible in a simple sense. However a series of changes gradually and

then cumulatively affected the definition of studies of education.

Within the teacher education group itself there was increasing anxiety about the

»irrelevance« of initial teacher training for the classroom-level competence of teachers

taking up their first Jobs (cf., as one contemporary expression of this position, O'Kee-
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FE 1990). Paul Hirst himself offered a thoughtful indirect critique of the foundation

discipünes by calling for a shift in their pedagogy, through more careful reflection of

the school experience and school practice of young teachers in initial training (Hirst
1990).

In 1974, an enquiry by the University Council for the Education of Teachers led to

a subsequent Report (in 1979) which argued for a school-centred training which would

stress the sküls required for effective teaching by new teachers in their first year of

teaching. The training course was lengthened, and the possession of »recent and

relevant« experience by teacher trainers became mandatory (cf. Taylor 1990).
The institutional base of teacher education began to change from the early 1970s.

The system of 160 Single purpose Colleges of education, 30 polytechnics, and 20

university departments of education was affected by the smaller number of teachers

required to teach a diminishing secondary school age cohort (TAYLOR 1990). Not only
were there many mergers of Colleges and the closure of others, but the universities

began to withdraw from the Validation of teacher qualifications and the (university-
led) Area Training Organizations began to give way to a system of academic Validation

under the control of the Council for National Academic Awards.

Increasingly there emerged a national system of studies in education, but now

influenced not by professorial views on the importance of foundation discipünes, but

by the criteria of the Council for the Accreditation of Teacher Education, advising the

Secretary of State for Education, who was also being advised by Her Majesty's

Inspectors. These criteria stressed classroom applicability of knowledge gained in

initial teacher training (TAYLOR 1990).
The effect was a pragmatization of studies of education in the university institutes

of education around problems directly linked to the problems of practical teaching in

schools, and the provision of a multiplicity of shorter and useful courses on such

themes as »education and museums«, or »race and education« (for the development
of this tendency by the mid 1980s, see Naish 1990). The aims of the teacher education

system had been altered: what was needed was immediately »competent« teachers - a

general principle very visible in the competency-based teacher education movement

in the USA, a movement of which the English were aware though they did not copy it

exactly.
Within the Systems of advanced training for teachers in the universities, at Masters

degree level and beyond, a shift occurred in the specialist degrees which were chosen

by students - and in the ränge of specialist degrees open to them. Studies of the

management, Organization and leadership of schools became increasingly populär;
more students began to do advanced courses in assessment and evaluation of educati¬

on, as a set of discrete skills; there was a growth in studies applying Computers and

information technology for school use. New career structures began to open up as the

vocational sector of upper second-level education expanded - and people could

Supplement their training with specialist qualifications appropriate for that sector.

With the exception of psychological studies (which offered clear professional oppor¬

tunities) there was a decline in the numbers of students taking up the study of

foundation disciplines. Sociology of education and philosophy suffered a decline in

Student applications. This general pattem was compounded by shifts in the financial
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support avaüable to teachers wishing to undertake in-service teacher education. In¬

creasingly, money was given for courses which had immediate applicability to school

practice; and money was given for part-time rather than fuU-time study. Thus the

knowledge provided in the in-service teacher education system was increasingly prag-
matized as courses shortened, fewer füll time teachers were released on paid sabbati-

cals, more part-time study was encouraged and new kinds of MA courses became

increasingly linked to career structures in schools and the further education sector.

Even the research foundations of educational studies changed as the numbers of

overseas students doing masters level work or above increased. They brought with

them their own topics, generally intended to be of pragmatic applicabüity in their

home countries. In parallel the Economic and Social Research CouncU, the source of

some funding for educational research, began to stress diffusion of research results to

policy makers and the Department of Education and Science began to aUocate a part

of its small research budget for the evaluation of educational pohcies. A general
characteristic of the new research system began to emerge: it would become increa¬

singly difficult for educational researchers to obtain money for researching those

topics which arose directly from their disciplinary interests. Rather a preferred list of

topics to be researched - typically urgent policy problems -would be published by the

funding agencies, and educational researchers would compete, not least by combining
their disciplinary skills, to obtain research grants.

Stage Four: The Conservative Revolution

With increasing speed and coherence since 1979, and especially since 1988, a revoluti¬

on in English education has occurred. Major reforms have affected: the funding of

schools, the balance of power between the Secretary of State and the Local Education

Authorities, the vocational training system, the curriculum which has now been

nationally defined and which is intended to be nationally tested. New types of schools

have been created (the City Technical Colleges) and schools may now opt for funding
from central rather than local government. The power of parents over the school

system has increased and both teachers and certain pedagogie styles have been

criticised at the highest levels of government (cf. Coulby/Bash 1991).
The context for the reforms is a clear anxiety visible before the first Thatcher

administration in 1979 about Britain's international economic competitiveness, and in

the view of the government, our educational backwardness in terms of the Standards

of our educational system compared with Japan and Germany. In comparative terms

the Situation is analogous to the sense of crisis, and the energy of educational reform

in Napoleonic France or Meiji Japan - it is a »modernization crisis« - dealt with partly

through centralization of education (like France and Japan in the nineteenth Century)
but influenced by a theory of economics which owes more to Milton Friedman or

Adam Smith than the concept of state-led modernization of the economic system.
Issues of »quality« and »Standards«, efficiency and management, consumer choice,

economics and the market are the vocabularies through which the post-war consensus

on the educational system (stressing equality of educational opportunity) has been

broken. The efficiency of the educational system, particularly for economic purposes,
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is now the sahent issue; rather than the social theme of equality of educational

opportunity and the politics of access to education. The State has moved from being
the provider of the infra-structure of education (school buildings, teacher supply and

so on) to being a very powerful definer of the categories through which we think about

education: schools and universities are now clearly organized as a »market« and the

detaüs of their rnstitutional behaviour are beginning to reflect this. Schools and

universities are now much more concerned with »staff development«, and with »eva-

luation and assessment«, and increasingly in their internal documentation they speak
of their »customers«. Both schools and universities now ask about their »management

system« and at any given moment, currently, are typically in the business of reforming
it. Educational discourse has absorbed the categories of thought of business manage¬

ment, and as a correlate has increasmgly asked questions about effectiveness and

efficiency - delicate alternative vocabularies for »productivity«. Which was the State's

question about the education service in the »modernization« crisis of the late 1970s.

I have argued earlier that the moral core of educational studies - the visions of

»good education« captured in the writings of »great educational thinkers« and

discussed in the name of »principles of education« - fractured, as educational studies

became the more specialized studies of education in the 1950s and 1960s. I have argued
earher that the philosophy of education in narrowing its questions, for a while, to issues

of the correct epistemological foundations of the school curriculum ceased to provide
an alternative moral core to studies of education - this moral core being provided by
the post-war consensus about and commitment to the theme of equality of educational

access. I have argued earlier that the ideology about the rigour of educational studies

- provided by basing studies in education on the »foundations discipünes« - was

displaced in the 1970s by an increasing concern with providing pragmaticaUy useful

knowledge, for teachers in initial training, for new career opportunities within the

education service, and that these processes were compounded by shifts in Inset fun¬

ding, new national coordinating agencies (such as Cate) and the beginnings of an

alteration in the priorities of research funding agencies. And finally I have tried to

illustrate, while noting the counterpoint of paradoxes, the impact of the conservative

revolution in education of the last decade on educational discourse.

In that discourse we are seeing the final displacement of the moral: an equation of

the moral with the market. The ideology of the market suggests that it will provide a

whole ränge of material goods and service for the nation and the individual, while also

increasing individual choice in economic and social affairs, individual freedoms in

society, a more democratie and classless society, and healthier and more morally

responsible families; perhaps even happiness. Clearly those who oppose such a vision

are in pohtical error, are morally mistaken and may even be sinful. The market

ideology as it has developed in Britain since 1979 is a powerful one; and as educational

institutions have developed educational practices which reflect a market philosophy
their abüity to resist such views weakens as their work cultures change.

For example, increasingly universities take decisions on staff replacements on

market criteria. Tenure has been legally abolished, and the number of academies and

researchers working on short-term contracts has increased. Research Output is now

measured in a cycle of two-years and extra money is given to institutions for high
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Performance: the market rewards quite rapid pubhcation. Even though it is not

ünpossible to pubhsh books - still the format for major Statements in several fields of

study - their maturation time diminishes. Soft-money research, sometimes given in

large amounts, permits the creation of research units which are extemally funded but

located within the university. These units are as stable as their money supply, that is,

they are inherently insecure - and not a comfortable place within which to develop a

critique of the market. New managerial structures are being created which provide a

much better Information flow about the productivity of individuals, and sub-units of

the university (such as faculties or departments).
These detailed changes in work culture are beginning to affect university depart¬

ments of education. Studies in education, in some universities such as the Enghsh, wiU

increasingly shift focus and direction as the market demands. If the ideology of the

market, as sketched above, is correct (in practice and not merely in theory) and the

university well adapted inside a market system, then the university wül have fulfüled

much of its moral mission - an amelioration by indirect means of the human condition.

Literature

Aldrich, R.: The evolution of teacher education. In: GRAVES 1990.

Coulby, D./Bash, L.: Contradiction and Conflict: the 1988 Education Act in Action. London

1991.

Gordon, R: The university professor of education. In: Thomas 1990.

Graves, N.J. (ed.): Initial Teacher Education: policies and progress. London 1990.

Hirst, P.H.: Educational Studies and the PGCE Course. In: British Journal of Educational

Studies 33 (1990), 3. O'Keefe, D.: Equality and childhood: education and the myths of

teacher training. In: Graves 1990.

Naish, M.: Teacher Education today. in: Graves 1990.

Simon, B.: The study of education as a university subject. In: Thomas 1990.

Taylor, W: The Control of teacher education: the Council for the Accreditation of Teacher

Education. In: Graves 1990.

Thomas, J.B.: Victorian Beginnings. In: Thomas 1990.

Thomas, J.B. (ed.): British Universities and Teacher Education: a Century of change. London

1990.

Tibble, J.W. (ed.): The Study of Education. London 1966.

Anschrift des Autors:
Dr. Robert Cowen, Department of International and Comparative Education, Institute of

Education, University of London, 20 Bedford Way, London WC 1 H OAL, United Kingdom

261


