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Education for Citizenship

Kevin Harris .

John Stuart Mill saw it as an “almost sell-evident axiom . . . that the State
should require and cormpel the education, up o a certain standard, of every
human being who is born its citizen™ (Mil} 1964, p. 160). And while many
might see such an axiom requiring some justification, rather than relying on
its allegedly self-evident nature, few apart from extreme anarchists are likely
to disagree with the fundamental substance of Mits claim.

This claim, however, like so many which are largely unproblematic when
cansidered in broad terms, tends not 1o reveal that it is both built upon and
contains within it issues of extreme compiexity and controversy, and that
once unpacked it more closely approximates the proverbial can of worms.

_ Immediate issues arise, such as what is meant by “education”, what standard
should be set, how is a citizen defined, and so on. These lead 1o further ques-
tions such as whe should determine the content of education, how can
compulsion be secured, how can standards be set and maintained; and from
there on the worms keep wriggling and wriggling.

For my contribution to the conversation in this collection 1 shall warily
open the can 1 have displayed, but 1 shall be neither ambitious nor feolish
enough to expect to monitor or control all the wriggling that will result.
Instead, [ shall simply examine certain aspects surrounding one of the first
issues to crawl out as soon as the lid is removed; namely the role of State-
provided er State-sanctioned education in preparing people (0 become active
citizens of the State.
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Picking up on Mill [ have deliberately
When human beings are firgy born we te
citizens, We expect, howevcr,

oontinved o use the word “Citizen”

that afler a period (today commonly sep g

¥ 10 participate in and conuribuge (o

the society’s economy, culture, and politics; in short 1o irs overall develop.

ment as & society or State.
Maluration alone wil]

duty” of parems; and for Mil] the State’s requi
ing cducation was mare the establ
stopped. The State was 10 step in an
competing models, where parents eith
not afford 1o educaie their o}
developed world, the Sute b
educate in a different tight. In times much changed fio
ally the case rha State-provided or State-sanctione
universally and on a compulsory hasis, ag (

tement and compulsion regard-
ishment of a point where the buck
d school, as one model among many
er failed to do thejr duty or else could
hildren properly. Today, however, at least in the
as taken its “requirernent” and ‘compulsion” to
m Mills it is now ypsy-
d schooling is offered
he legitimated forma) context in

ta do so.

The Content and Purpose of Schooling/Education

Learning sufficiently in order (o participate meaningfully in (he economic,
cukural and political life of the State can result from experience, both within
and outside of schooling, with infinjte permutations and combinations of
content. Thus in any complex society there could he a vast variely of possible
curricula that its future citizens might encounter, Bur two features could be

expected 10 be constant; namely the attempt to instill the dominan value
and belief systems of the society in question—valyes and beliefs which direct
the society in pretty much the way in which ir §

$ going—along with, for each

particular soctety, the ransmission of specific content judged necessary for
that seciely’ survival and furtherance.

1 is in this wa

y that 2] socialisation, ncluding the production of the
future citizenry, is

conservative, in the literal sense of seeking to conserve and

nd not 10 regard them as functioning
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intain the dominant value systems and the }.)'odies of knolwledge eim;l l?i]fof
e ed 1 brought the status que into being. it then follows tha s
deemed o hﬁ“’e . cogncemed with socialisation, 1o that extent schoohrzg is
i SChVOOhF";E clisschooling as required, provided or sanctioned by the lbtate
CO“SSL‘V&LW."\ ;1 d 10 be conservative given that no Staie Wauid consaouf-
b od beu'er ; acle foster a universal compulsory inslitution i‘hal.open ¥
Iy deil“?erac[if)innam value, beliel and knowledge systems; .01 set u:;)
T :itsn an institution likely to produce the Einq ol future citizens
e _55}‘]“‘3 . rthrow the very State that formed or somahfsed th(‘:Am: . o
Wh'l(')l :“fielaoiien ol schooling as a form of indoctrination fo110c1{;1;gnez) ni
. : possibil this are very easy .
AR aé_cal %misfl ]:]'\lil;lz); :::ozz?;lg,[) ﬁil(i)rflist schooling, school'mg under
thil'lks‘ el l;ﬁ@ ¢ }utién and some fundamentalist religious §c§001111g. But
e _TCVLO nees (;f schooling and socialisation in socicties that a-re
. 'Df e o 1?:31& ‘which forbid criticism and even open debate. of p}eci
Va?'i?liﬂy mOmSUd beliefs. Could it possibly be argued that SChOO]l.ng an1
"31}_1“!_5 Va'lues‘ arlmodem ].iberal demeocracies is similarly conservatwe‘a all‘ﬁc
?O(:li}:x?;lg;nlc:aliy 1o produce citizens who will uncriticatly reproduce the
unc
SOC{}al Dri::uers immediately confrom such a position. Fivst; .hbelrﬂdde;?riz
raieLrele the very declaration of their liberal ar.ld dﬁgiﬁf;; ns;c)quem,
indica'te dissatisfaction with impositizu anifn{;z;:;rmcl;econd}y; a consequent
P P hting plzcr;lclgliigﬁnﬁ;z;e;?dcm{}crauc sacieties proclair}ls thlat
diSCOUTSC l?ejlazng i?:l not just with socialisation bul also with. gducatmg L1§
?Chooﬁﬁz]z;ya;%fd speaIJ(s of producing not compliant ul'lc_;}xt.lcg:y])al:gaale:;n
oo g citi ' r mous citizens. Thirdly;
doﬁ‘“a'f‘)“m’_m_‘g C;E':eg:n}:):r{n:azihweiltl?uc;::;iopmem and po.silioning for lh(;
P SOC]GLES ith strictly reproductive conservation in t.he way (sgy
. Fﬂ‘ihﬁ_r : at]: ‘Zconserved their lifeways for more generations thetn lusi
" mC.haﬂS [?vwould appear, Lhen, that modern, complex libera
tory Can_. N ace.- ties seeking (o educate autonomous citizens are., at the mosit,
de'moiz?ll;zcc?:;;'w;tive' holding on to only those thing}f thaF l}:t;;ral experi-
ence 1 ic del rablished to be worth retaining. .
o a“fi dcn}l"?a;‘; ?f:\ff:rgjv:isiz}iill be maintained. A liberal dcmgc;aucf
" cleh?meina a::)o ‘liberal and insufficiently conservative. runs Lhe rljc r;e
S‘tam 'bcw?.['lh ; he extreme form of liberiy advocated by Mlll., or the ext l
;lcensn}%rililiv?;l.iaﬁmn promoted by Rousseau and Oft(ﬂ; poartlaliiy ;E:E:I;Z?d-
3 e i i seau 1966). On the .
e 'Of I)Lr(;g::fs;‘;{;vi?iﬁozl;:j i(ric\).l].;;iz?znt}y democratic runs t%le r.is.k
a State beFOln_%llg P.ia:o’s ideal, where education was designed both to 1l1b§1al;
& apP’rOXIm;li')ngintcllecluall); elite and 1o ensure that everyone h.appl g sstilcL ¢
ﬂii}ﬁfi—;‘;@isg that cobblers cobbled contentedly and left running the
iz the wise (Plato 1986; Books 2-4).
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Modern liberal theary avoids both extremes largely through the discourse
of liberal rationalism which concentrates heavily on rationaiity, community,
and justice. Individuality s stil] celebrated but is recontextualised in terms of

autonomous cliizenship; and freedom of individual action is proscribed
within a social congex: in which auronomous agents rationally accept the
need 1o live in a just, rule-governed society which operates in the interests of
all while promoting maximum acceptable diversity, John White, a prominen
proponent of liberal rationalistn, suggests thar “in a lberal-democratic soci.
ety the proper task of government is o promote the weil-being of all citizeng
by equipping them wilh the conditions of an autonomous life” {White 1988,
P. 229, and the government is 10 do this through providing education
which acquains pupils impartiaily with a whele range of dilferent ideals of
the good life while not steering them towards any ideals in particular. Within

such a frame of discourse Bovernment, liberalism, auwonomy, choice, plural-

ism, tolerance, democracy, participatory citizenship, schooling, and
education ai{ fie together in apparent relative comfort,

This all sounds very different from the idea and practice of schooling seek-
Ing to conserve the starus Guo; and in a very real sense it j difficult to level
the charges of ronservation, indoctrination, and the promulgation of specifi-
cally selected values and knowledge at schooling in ostensibly libera!
democratic pluralist societjes. To maie the charge even viabie, let alone make

conservation,

According to Marxism (he Sate, although commonly identified in national
and geographical terms, is properly recognisable as State Power (Marx 1971,
Marx and Engels 1978; Engels 1975), and this power is exerted through
offices or, as Althusser has termed them, apparatuses, which funcj
secure and serve the ruling interests in 2 saclety (Althusser 1984, pp-
15-22). Also according 1o Marxism, the cenfra? identifying feature of 2 social
formation is not its political mode, whether it is democratic or totalitarian;
but rather its dominant ode of production, whether it is feudal or capitalist
or socialist. It then foliows that what State Power seeks 1o legitimate, secure,
and conserve in any society is basically the conditions or relations of produc-
tion which will secure the dominant mode of production and continye 10
serve the ruling interests——(he interests of the class which owns and/or con-
trols the means of production. This, will, of course, have much to do with
knewledge and values; but for “conservation” in Marxisy lerminology reac

“reproducing the relations of production that secyre the dominant mode of
production.”
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" " i iversal
If 1his much is accepted, the question of wh.y is ;a‘]s“);lisniﬁ:d(h[jl versal
lsory schooling is established to transit an ‘cg knowl
cgnlp:nd values which are to preserve the ruling m;ﬂelleslsl and :)) i::lcis[ b
o i -oduction. Thus, in a ¢
repmduai%ifcli}elé 1?11211;::{3]};?1?;23:]; Tclhooiing serve, conserye, a}]:d
o Slalleﬂp‘l:zerests of the capitalist class by legitimating and pmmot‘m.g .t; .aL
Teccl)l\:?e[d:el;nd l-hose values perceived Lo be well placed to serve the interests
kn
of (;.a[)ilal- difficult and complex question is How is this achl.eved?; an.d
M;'2;25121:rrlzwel's: largely by ideology; by malking rhings aPﬁJear. ifi{izr[}yatg
e (Marx and Engels; 1976)." In order Lo. 1‘ usty e this | am
lh? e ilmr)ar'sia(;er six issues relating 1o education and ClliZ.E‘.llShIp in 1 ol
g(;ig(%clrzuc: Stales, but more importantly 1 am going to colnsl;ilz; 1;}51:1:; :;s ; ] ;io
sions; and as illusions whick do not readily ﬂ_PDEai.“ -asdr;g;_t;d e
function clearly as allusions. As Althusser again has m.. ot e wid ey
illusions didnt key into or allude Lo our experienc . rid ey
. IHUT‘O”S readily be recognised as illusions. The fact that they allu
wouldc:lsest;of)rw;'e gresemed in theoretic contexts in which thfiy al[])lzfal; éo
lizrt?l{:‘ally 01: logically allude 1o cxperie.nce, helps %ea(;;e tfl::;ﬂs;ggmg. htow)i
ly universally and accurately describe the world, (Be . 8
aPErY] must offer the imporlant warning that the followmgra;cotfl; it be
:‘;a{iﬁﬁd after its Compietion£ 1 t}]ere?;iii%;i;%i;i{:ﬁ 31 eg 1-{;5; -
what follows bordering oo closely on cr
ac}l;‘l:‘hsi'ogmlc)zre is the illusion of educaion itsell, or more exact]ﬁf Lhe 1131;1:])2
Lhat1 sc{moling is primarily concemc.d .wilh educatmg.n"i;igﬁoa; ];121;)3 ks
here both through the everyday lingmsuc. nexus l)'chee o educt
on d in that schools do offer educative activities, and they certainly
e ani ;'ne numbers of people 1o varyingly i?ig.h levels. .But srj'ho;)];.s al{so[ j:el
N tg ocial control, and in doing so instill into a large part of dthe ul
zlstfzi?:nr; t(;esknowledge, ;kills and attitudes that will ma.ke Ltl;en:n E;ereoi}[rp:zf
i le well placed to contribute to reproducing the e -
Cf)miﬂmm PEDP h the development of critical thought has constarily been o
d;monxl'tﬁgteszg for school curricula, it less commenly happensbm p:af}t:s:e
;neigs(;y's fchoois people are learning more than everd bi{zzz, mu;;gvading
ionary times when schoels are becoming more dir iding
emaloymen kills rather than developing critical thought, students are :
1embpe]i?1y n;ﬁi;tocsiulced to those reflective practices that can free Lh](;l.? 2?2;2:5
Ifoundgby their ideclo;;r,icaldcon11P_:'(t.l ng:l{l)}ll?}i% ?ggzog?lgiggﬁ g L ;)ucsmn .
iLi onomy are studies kep : v
p(l)lm;iir;:ziﬁz laBrIge majority of the population hasl drop.p(,d out ;r l;e;n ;{:;S
- if out, and even then the content of these subjects is controlle
ere .

oductory discussion see Larrain 979).
La {

1. This is a most coinplex and comested issue. For useful intr t

This is a most d d { ad i 1974
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likely 1o promote existing legitimated dominant values, rather (han form a

basis for becoming critical of them. It is easier 1o absorb what is offered g

school and higher education than it is 1o become seriously critical of i

Students have enough on their plate trying to meet their hasic requirenients;

and there is lictle if any time or space or opportunity both to master the

orthodoxy and develop and expound a critical view of it. Also, when the aim
of studying is 1o gain good grades in order 1o get a job, especially in times of
high unemployment, schooling, or the period of formal education, might
wisely be spent learning the ropes rather than devoting rime o the risky and
unprofitable task of trying to untie them ane discover who is holding them.
The indication, above, that curricula content is controlled to promote cer-
tain knowledge and values, leads direcily to the second illusion: namely the
llusion of the neutrality of knowledge. This is supported by the allusion that
some knowledge appears to be urquestionably neutral—two plus two eqguals
four; Washington s the capital of the USA; ammonia consists of sodium,
oxygen and hydrogen; the Battle of Haslings was fought in 1066; and Mt
Etna is an active voleano—regardless of whether one is a Republican, a
Democrai, a Marxist, black, white, gay, straight, male or female. It is also sup-
ported by one of our dominant theoretic contexts, going back to Plato, that
teal knowledge (as distinet from belief or opinion} is apprehension of eternai
unchanging truths which are untrammelled by our personal predilections
and which are basically unaffected by limits or restrictions on 1he way we see
things (Plato 1986, Book 7). This view legitimates schaol knowledge as a
neutral revelation of the world: and it is often further claimed that, notwith-
standing that knowledge is infinite and schoal curricula must be selective,
selection of curricula content, or that knowledge which “is of most worth”, is
also made on neutral epistemological and/or pragmatic grounds. Knowledge,
however, is never theory-free or neutral; and that which is included in school
cwrricula is a very specific selection. Not everybody’s knowledge, way of see-
ing the world or priorities of concern Bet on the agenda. If we think of
human knowledge as the sum of the utterances the whele of humanity has
come to make about the world, it is clear that only & few voices (even from
our own society) are heard in school curricula, and even less of those are
legitimated. This leaves pupiis in an unequal relation to school knowledge;
and poinss (o the third illusion.

This is the illusion of equality of educational opportunity and mebility.
The altusion here is that all children, regardless of gender, race, creed, colour,
religion or class are offered a place in school, are offered more or less the
same curricula (more so with the advent of national curricula), much the
same access to teachers and other resoutces, and at certain points are all con-
fronted with more or less the same testing and sieving devices. No set of
opportunities could appear more equally offered. And yet the reality of it is
that schooling within societies recognised as liberal democracies systemati-
cally diseriminates against females, people of colour, certaim ethnic groups,
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i i less
erlain minority groups, and children of the workmg class, and of tl;e{he >
Sveal[hy Part of the reason for this is that it is not their knowledge a;n .tc.
experience that schooling fosiers, transmits, and legglr.nates. In' ?ctcaes :
’ i ; i in doing so reinfor
hooling denigrates this, and in
ofien the case that sc . : s @
sense of infeXior or marginal social location among such groups‘dBul 50 02
these children do, of course, succeed; many agall’isl the ;dcis a;SOTI?Sy %ﬁs
i ( chool per .
it standing leachers and other s
bt e i ility. While it is the case that
i ion for the myth of mobility. Whi s
then provides the allusio : Wil , c that
schooling provides the means for some o rise qulte.dtamauc.ally :l’lnoh fr
the social ranks (an achievement which tends 10 he dlspmporu;nac e {eman
alded) it has again been shown almost universally Lhati, Az;g,t el i;‘)}emem
ing little i 5 ach
i, little influence 1o bear on 4 chi
Report put it, “schools bring s acevemers
is i is [sic] background and general soc
that is independent of his [sicl ral s v
(Coleman 1966, p. 325). It is more the case that schooling reinforces Chl[ls
! locats ility; aren
dren’s social locations rather than promotes moblhl{, .and ofnce Sumon
i i reiations ol produc
i d schooling reproduces the reia .
reproduce their own kin o e
i i : opriale progeny. There are di .
in society from the appropria : e in
leing the white Anglo-Saxon heterosexual son of wealthy profession
business-connected parents. . , o
Now, moving a little beyend schooling, lhel'el is the funh;}ll.umﬁl?;rzl[
: i i i t within
is i redd in the undeniable allusion tha :
autonomy. This is secured : : : .
democracies people do have real choices and options, altl)lng w]tl; ceua(:)
i i illasi OWEVEL
i ir lives. It is revealed as an illusion, :
rights and controls over their own o, However,
w%xen we recognise the lack of power that we have oc;re; the bzsj.u-: smt’:itiim
ial li tions
individual and social lives and the condi
matters that shape our individua lons win
i ices. The freedom and autonomy we do
which we can make our choices. _ we
in being able to make limited adjustments to actions alcnd ch131c;ns ;1:1:1; (E)cy
business enterprises. Consider, for ,
overnments, banks, and huge id oF in .
:ojhe current situation in which all of us are presently exercising dll"l"fenn% livl
els of freedom and choice in adjusting our lives 10 l}}m effects obla g;)d?C
isn inevitable cyc
i i i ¢ver, is rot the natural or inev
recession. This recession, however, ¢ inevitable eyelic
i it i ctions “prdi
ing it is being, and it is not the result of a
thing it is often portrayed as . ' cuons "ordl
ilizens” lamed for, such as buying too many imy
nary cilizens” are commonly b su -
gO(r)Yds or seeking crippling wage rises. It s, in fact, the sty u;:ltulral sutcome <1)f
: ich mest people
i i ade, and hardly any of which 1
certain actions very few of us made, . of which most p
were capabie of preventing. A clear specific example in Llnf, regard cani bz:
seen in the actions of the German Bundesbank increasing interest 1aiu.. ir
i in
August 1992 1o counter inflation brought on by rpr:;ltéems in a;:;l.mla zzim%
i his
¢ East o the new unified Germany.
those who had come from the : : action
i ' preci ¢ outflow of fun
{ d turn precipitated a massiv : :
of a mere seventeen people in . e outflow of funds
i int es in other countries, and this, in conj
invested at lower interest rates n e o
with other factors associated with present moves towards Qlevclogmgeaﬂ o
of unified Burope {moves which few governmenis have given }11 e ;)luepo.f :
voice in through referenda) brought about sharp decreases in the v
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number of major currencies, The result of the German bank officials’ actions,
and of those chasing maximum capital gains, was 1o piunge entire countries
deeper into the recessions they were struggling to emeige [rom, and 1o serj.
cusly affect the lives of hundreds of miilions of people—people whose
freedom and auienomy nevertheless rendered them powerless spectato
the process.

It might be argued, however, that we have the freedom and the mecha.
nisms to force governments 1o alter policy, to put governments out of office
and to call banks and businesses 1o account. This is the fifth illusion; the
iflusion of democracy and power, and it too has its allusion. In liberal
democracies all citizens are entitled 10 vote for their representatives in pgoy.-
ernments every so often: gl banks and businesses are accountable to their
sharcholders who meet regularly; and # is not uncommon for governmenis
and boards of directors (o he voted out of office. Clearly people do have
power and access 10 decision tnaking (although it could be argued thag
Republicans are the same as Demacrats while capitalism remains). The point
Is citizens don* have it where and how it really counts, A vote {or a repre.
sentative every four years is hardly a voice in the government of the country,
as Kozol (1985, p, 94) has so poignantly shown; and often 2 vote for a parny
is by no means support for policies 1hat party either takes to the polls ar
lazer puts into operation. Nat everybody who voted Republican in the 10605
and 1970s supported America¥ involvement in the Vietnam war; just as not

1S o

Britain’ acceptance of (he Maastricht Treaty. Governments of the people in
liberal democracies Inay be elected by the people; but they do not necessari-

when they act.

None of the zbove, however, is 10 5uggest that people have no power 1o
effect charge in society. Clearly standards of living and social values have
changed such thar the working class, along with people of colour, women
and gays are generally better off than they were a hundred years ago. We
mst be careful not to belitte (he enormous efforts that have gone into bring-
tng about such changed conditions, or even the propensity to effect change
itself. But we must alsa recognise that it has taken enormously dispropor-
tionate eflort, not to mentfon biood, to secure even a modicum of rights for

democratic societies. While the rich are getting richer and some of the poor
are getling rich, the number of the poor are increasing, as is the extent of
their poverty and their chances of ever gaining access 1o wealth and power,
The underclass is growing and the strugple for racial and gender equality is
by no means successfully completed.

This leads nicely ta the lagt lusion: the illusion of liberalism, Here again
the allusion holds. More alternatives are now offered and lolerated, restric-
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ey it has
ions almost everywhere are being relaxed, and spe.ech seems freer l?a?o )}erm_
o been, In fact, anti-establishment commentary is olien not m(:frg g{ -
7i . N i )
e:LuL even celebrated, as liberals boast of their penchant Lo] ig o the
Z ath to protect the rights of others o say things they lhe}l;jlse vef? 1he%‘eas
; i free 10 write this swuff, w
i i i t again that { am free erea
h. It will'be pointed cut ye » . hereas
wu]ih a foray in a non-liberal society would qulckly.land me in a m(;?exanm -
: tion or the legendary salt mines, Two other Lh.ings, however, fre not s
l~u dily pointed out. The first is that, while in a liberal sociely ra ;c}a 'Omz
ieDal hz):ve to suffer 1o the lengihs of a Sakharov or a Sollzhemclﬁyn, £ (.gr;mo
b find jobs, audiences, -
iti d way, and all oo often £ , :
D etsty anci i h The second is that even
i i 1sultancies denied to them, :
tions, and especially cor e
iber. iet n have the stoppers pu
e most liberal of societies ca h ) quickdy
g; those who actually hold power. Positions won after iecides 0{1 blg(e):v s
i i [ ave the C
ide in an instant by the few who
struggle can be swept asi i : e Power o
do s%fch simple things as make a single appointment l? the Su;ln.lbeet;ae] oun.
In practice liberal dernocracies tend 1o be not 109 mlelami or i o ,mduc,
things which threaten the conditions for reproducing the relations of p
i ing [ production.
on and the dominant mode o : - ' "
) The discussion above might leave us with 2 pessimistic concAlluslio.n ESS v
e A
ing education for citizenship; namely that educauon’ is pn{manzl l:ifm e
coiscrvation in the sense of reproducing the relations .0 prc.) .uc ,mm
thus its pul‘p‘ose is to provide differentially-skilled compliant citizens \;;S wg
i } smack
Lo reproduce the existing relations of production. That, howexéex.‘,n macks 1o
much of the erude reproduction theory some of 1‘1:) prol‘;wt{e Lh1e oy
i — s}
inti ; Harris 1979, pp. 140-4), anc
Bowles and Gintis 1976; Ha - . piracy
fheory many of us wanted to deny at the same time (Harris 1979..‘pcp lh_eor)
But even though there is now gocd reason o support a cznspua vy Y,
the reproductive aspect of the above case is too easy, 100 crude.

Can Schooling be Transformative/Revolutionary?

i j inis;
The preceding argument fails to take adequate notice of u:jvo m’aJoT pg =
i resi that education is by
sites of resistance, and '
namely that schools can be . : : by s
natureycri{ical and transformative. It is the level of res.zsmr.lcc, a}lczlngnxgcrades
presence of education, that distinguishes scheoling in liberal der
from that in totalitarian regime , . e car
Resistance is the lesser of the two jssues; aithoul%hdu was lhe 01:;3 l.h ¢ 0}}
i ' i attention to. R
iti tion theory mainly calle : :
critics of crude reproduc o e
ings do not go along nicely an ;
course, the case that things 0 cither 1n
schools, or in society at large. Positions tend to be conlested, ;nc.i a; s the
contest }can be severe and messy. Anyone who has ever tau? ﬂll inmmesl > o
fought a local issue or a more general cause would kno.\.ﬁ c; ; Sontest and
the mess. But in schooling children are younger, relatively p
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more compifant, and although they might not meekly accept all that is laid
before them they are well placed to assimilate or just recognise as legitimate
the vaives and knowledge passed on there. This would alss he exacerbated in
times of recession and high unemployment, where credentialling becomes
more cagerly sought and highly prized, and wheze schooling thus functions
even more powerfully as an agent of social control.

Transformative critical education is the larger issue, and not withstanding
the conservative nature of schooling it is not a foregone and hopeless cause.
Studems and teachers do not come to school out of 4 vacuum, bul rather
carry the baggage of their beliefs and experience with them; and it is possi-
ble, even likely, that there would be a propottion within the school who
would bring the weapons of criticism and the desire 1o transform to the
educative exchange. There are, however, a number of difficuities associated
with this; and (hree ought at least be mentioned.

First; engaging in critical transformative education requires recognition of
Low people (citizens) are constituted as idealogicatl subjects, how naturalisa-
tion and illusions are created, and how critical perspectives can be
established. 1L also requires the educator, himself or herself a product of
schooling and wider socialisation, to have recognised and overcome the very
process of constitution as an ideclogical subject. Neither recognition is
impossible 10 achieve {Barris 1992).

Second; critical education entails the enormous difficulty of attempting 1o
be critical of, and transform, Lhe very system one is working within. This
basically requires using the elements of that system against itself, which can
be more difficult than might first appear. For instance, there are school stric-
Lures, 1exts, curricula, and power relations that have 10 be followed and
empioyed in the very act of atlempting to transform both these things direct-
ly and what is instantiated in them. This can cause contradictions in practice,
and failure to achieve both the legitimated goals (which for the current stu-
dents’ sake must still be pursued) and the critical goals. As Aronowitz and
Gireux have noted (1985, pp. 23-45) transformative intellectuals (teachers)
accupy contradictory, paradoxical and tension-filled roles in schools; and for
their extra pains suffer de-legitimation within their awn field as the more
accommodating teachers gain praise, success, and promotion.

Third; the critically transformative teacker, like all teachers, is in 3 privi-
leged position with regard to learners, but as » critically reflexive person may
be loathe to exploit this privileged position (Bereiter 1972, p. 26; Lanikshear,
1987, p. 240). Here the teacher might do well to take a leat from the Stare’s
book, for exercise and exploitation of privilege is what the State, as State
power does, However a critically educative teacher would need to avoid not
only making children the “walking wounded” of a cause, but also merely
replacing one form of indoctrination with another. Such a person woulid have
a lot of listening to do in school, and a great deal of reflexive knowledge to
acquire outside,
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Conclusion

[ want 1o conclude my part in this conversation by replying L-O 1i1ings- lh.al
have been Said (o me in other contexts and whic?h could easily be fsla}::)d 1r;
reply here: namely that T am simply reacting to an imperfect system o ] i e]a]
democracy. No liberal seriously believes that we have p:fescn%fly .efcﬁevec
truly representative government; that our schgolmg systcm.1§ per CCI’;‘ hat WS
have fully succeeded in achieving the conditions for affording equa 11¥ allal
full avtonomy Lo all; and so on. They might.-even see th.es.e as }nsl,o]] ically
evolving processes, and chide me for mistakmg_ moments in a clew:l opl;}g
process as structural barriers. My last word on this, then, is Lo stress U.aL.l.m
issue as [ see it is not the relative perfection or state of ev.oluuon of hbfnahsr.n
and democracy; but rather socio-political requirements in States where ca;w
1alistn is the dominant mode of production. Capitalism un@oubledly bene, 1.LS
many, and in its historical development there .WI]] be continuing C}?angcs in
whom it benefits and 1o what degree. But i is also a mode 0'[ pmdulct.lo‘n
which, throughout all forms of its historical deveiopmem expioits a1£1.d 3ilu(.:
turally disadvantages others. While the propensily Lo be111e it solmsr.
entrepreneurs through structurally disadvamggmg other people reir?amcu,
capitalism can easily contain central enets of Ili?CI'allstll, but it cannot fun 1
tion in conditions which allow for real eguality, real auLonomy, and rP::aj
democracy. Thus, while the State is a capitalist State, @al]i?@sted [m 1hAe‘ TXL;
cise of Stale power operaling to secure and protect the interests o @pz;a 31-1
the capitalist class, its apparatuses will simullgneousiy legitimate the le—
eourse of liberalism, create the sorts of illusions illustrated above, andisee o
deny o its citizens the critical faculty, level of aulonomy and th(.)se e e.zmegus
of democracy which could seriously endanger the process of replo.ducmg n(}
relations of production through which the State defines itself, and in terms o

which it seeks to conserve ftsell.
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