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ABSTRACT

The relationship between education and the economy, and particularly
secondary schooling and the workplace, found itself receiving greater scrutiny in many
advanced capitalist societies during the 1980s as economies were in decline. Many of
those same nations engaged in reviews of their state educational systems to ascertain
among other things their potential contribution to the amelioration of those nations'
economic and social woes. This dissertation examines one such educational review.
With anational and global recession, adecline in the world price of oil, and the
impact of the NE]?, public education generally in Alberta and secondary education in
particular found itself being increasingly linked by Premier Lougheed to future
economic development. Amidst afiscal crisis of the state, increasing public and official
concern over the dysfunctioning of the labour market, particularly the youth labour
market, the escalating costs of the social wage and adecline in corporate profitability
(capital accumulation), education was viewed as one of anumber of long term
measures by which the economic and social effects of the recession could be
ameliorated. The review of secondary education in 1984-1985 was facilitated in great
part by the desire of the officials of this welfare state to gain greater budgetary control
over the demands made for diminishing educational resources. That the discussion
surrounding the review was dominated by adiscourse of functionalism and human
capital theory should not have been surprising. Many of the recommendations
contained in the subsequent policy statement reflected the premier's own
preoccupation with economic development during his tenure and were specifically tied
to the provincial industrial White Paper released the year before. In this sense,
educational policy found itself drawn increasingly into the 'economic sphere.
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Chapter 1
NATURE OF THE STUDY

No century in recorded history has experienced so many social transformations
and such radical ones as the twentieth century. They, Isubmit, may turn out to
be the most significant events of this, our century, and its lasting legacy. In the
developed free-market countries
which contain less than afifth of the earth's
population but are amodel for the rest
work and workforce, society and
polity, are all, in the last decade of this century, qualitatively and
quantitatively different not only from what they were in the first years of this
century but also from what has existed at any other time in history: in their
configurations, in their processes, in their problems, and in their structures.
-

-

Drucker (1994:53)

INTRODUCTION
It has been argued that the social transformation of human society during the
twentieth century, particularly within the advanced industrialized world, has not only
been extreme, but also failed to elicit anything approaching the concerted and violent
responses of seemingly less significant social changes during earlier historical periods
(Drucker, 1994). It has been further contended that the reasons for such an apparently
limited response to this transformation rests with the fact that such sea changes have
been continuous "with aminimum of friction, with aminimum of upheavals" rather
than convulsive and that in so being have escaped with little more than "minimum
attention from scholars, politicians, the press, and the public"

(p.

54). One may well

concede to Drucker the enormity of social transformation since the turn of the century
and its seemingly relentless nature, but the apparent downplaying of its introduction
and immediate (felt) impact, especially at the micro level, is certainly contestable.
Whether referred to rather patronizingly by economists and private sector consultants
as "victims of change" or as having been in the "wrong place at the wrong time" (Beck,
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1995), individuals and families whose lives have been directly affected might well wish
to take Drucker to task on his comments. "That western capitalist societies are in the
grip of adeep and protracted crisis is now atrite observation, though no less
consequential for those fated to live through its effects" (Carroll & Rather, 1994:3).
However, their failure to unite as acohesive and coherent front in opposition to such
change may be less areflection of their indifference or implicit acceptance than the
success of the structure of modern society in constraining and diffusing oppositional
forces and responses by "delimiting the sorts of activities open to them" (Fay, 1986:84;
also see Skocpol,

1985).1

The forces and processes of legitimacy within society may

well be an undervalued and underestimated consideration and hence suffer from
inadequate examination. That having been said, apotential factor in the successful
diffusion of social protest may be the evolution in the role of the state itself.
The Keynesian revolution in economic theorizing and practice in the wake of
the crash of Wall Street in October, 1929 and the depression that followed envisioned a
new role for the state in economic regeneration through increased state expenditures.2
For most of the industrialized nations, the adoption of variants of Keynes's theories
was contributory to the economic expansionary decades that followed the aftermath of
WW fl•3 A particularly important aspect of that economic stimulus was the extension
into and expansion of state expenditures within the realm of social policy (i.e. ;health,
welfare, education) as pressures from within civil society rose in support of increased
social benefits. It has been argued that such social budgetary activity was reflective of
an implicit social democratic accord wherein the state became both the arena and vehicle
for the struggle to enhance person rights to accompany the profits being reaped by the
private sector (Apple, 1988b).
With the social upheaval of the 1960s came anew breed of critically-minded
neo-Marxists who resurrected the debate on the capitalist state (Skocpol, 1985) with
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their scrutiny and reappraisal of theory in light of contemporary social, political, and
economic experience. Thus over the past few decades the academic community has
witnessed an increase in scholarship that has addressed itself to the role(s) of the state
in advanced industrialized (capitalist) society (e.g., Carnoy, 1984; Dunleavy & O'Leary,
1987; Esping-Andersen, 1990; Habermas, 1976; Ham & Hill, 1984; Jessop, 1977,1990;
McLennan, Held & Hall, 1984; McLennan, 1989; Milibänd, 1972,1977; O'Connor, 1973;
Offe, 1972b, 1974, 1975ab, 1984; Offe & Ronge, 1975; Pickvance, 1980; Pierson, 1984;
Skocpol, 1985; Therborn, 1986).4 Researchers in Canadian institutions, too, are amongst
those whose general inquiries were so directed (e.g., Curtis, 1984; Knuttila, 1987;
MacPherson, 1981; Mellos, 1986; Torres, 1989) while the Canadian state itself has also
been the subject of investigation (e.g., Lightman & Irving, 1991; Mishra, 1990; Panitch,
1977). With the increased attention that this macrostructural construct has received,
especially from within social, political, and economic theory , it should come as no
surprise that such aresearch concern has also emanated from within the field of
education (e.g., Apple, 1982,1985; Bates, 1985ab; Berman, 1986; Bowles & Gintis, 1976;
Brosio, 1991,1993; Carnoy, 1980,1982,1989; Carnoy & Levin, 1985; Codd, 1990; Codd,
Gordon, & Harker, 1990; Dale, 1989,1992; Dale & Ozga, 1993; Fuller & Rubinson, 1992;
Green, 1990; McNeely & Cha, 1994; Robertson, 1990; Shapiro, 1982,1983,1985; Torres,
1989). And similarly, this approach has also found aniche within Canadian educational
inquiries (e.g., Decore & Pannu, 1989; Livingstone, 1985,1987; Wotherspoon, 1987,
1991). Such an educational focus upon the state has been precipitated in partial
response to the emergence in the early 1970s of what has been labelled the new
sociology of education (e.g., Young, 1971).5 The promise of this new sociology "was to
reveal the political character of educational knowledge which was conceived as a
construct of underlying meanings" (Cole, 1988:7). But as Cole also points out, it was
fundamentally flawed in that being "methodologically ethnographic, its concern was
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with the individual social actors rather than with social structures"

(p.

7). As a

consequence even though it recognized the importance and relationship of power and
control within the educational enterprise, it was unable to link its micro analyses of
school classrooms with the macro impact of the capitalist economy within which those
very educational sites were located. Thus the subsequent publication of Bowles and
Gintis's (1976) Schooling in Capitalist America was seen initially by many as attending
to this perceived deficiency (Cole, 1988).
One of the general premises of this evolving strand of educational research with
its incorporation of social structural considerations is the belief that modem mass
education in its compulsory, state-administered manifestation is an integral part of the
ongoing struggle amongst the constituent elements of society over whose influence will
prevail, whose power will be successfully exercised, and consequently, whose vision

•

will gain sway, particularly during the formulation of policy by the state (Apple, 1988a;
Camoy, 1982; Fuller & Rubinson, 1992; Green, 1990; Torres, 1989). 6 Informing such a
belief is the perspective that rather than the "traditional views of education... [which]
emphasize the role that education plays in altering individual characteristics and the
position of the individual in the economy, social structure, and polity" (Carnoy, 1982:79)
(i.e., education as the vehicle whereby individuals through human agency can improve
not only their cognitive abilities but also their economic well-being, social
mobility/status, and degree of political participation/influence), the purported
neutrality of public education and the potential for such alteration in an individual's
circumstances are instead brought into question. As an institution, education is viewed
as but one aspect of abroader struggle against domination (and violence) within
society 7 And so, rather than adopting apluralist-consensual model of society that
underpins our dominant view of socio-political theorizing and that accords the
resolution of social, political and economic conflict within advanced industrialized
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society as being both democratically and consensually achieved through the jurispolitical institutions of the state and the marketplace, such an alternative research
orientation embodies the argument that "the marketplace and the State, far from being
consensual, are the product of class domination and class struggle ... they serve
particular interests" (Carnoy, 1982:82). And as theoretically particularistic, stilted, even
outmoded, 8 as some may wish to label such adescription of society, the (liberal
humanist) economist Robert Heilbroner (1992) reminds us that class struggles are
endemic to all stratified societies, which the advanced industrialized nations most
arguably are.
Although it may lie in the background, out of sight, atension between
those who occupy the favoured positions, and those who do not,
informs the politics of all stratified social orders. That is only to say that
the fundamental political issue of capitalism, as of every stratified
society, concerns its class relations (p. 49).
More than amere contemporary view of historical society, this point was also
recognized over 200 years ago by the father of much present day liberal (free-market)
economic theorizing. Even Adam Smith in his Wealth of Nations in 1776 noted
"wherever there is great wealth, there is great inequality. For one very rich man, there
must be at least five hundred poor, and the affluence of the rich supposes the indigence
of the many" (in Apple, 1988b:113). However, Smith also appreciated the power and
influence that was attendant to such an accumulation of wealth (i.e., property) for he
perceived astatist role that reinforced the inherent societal inequities that coincided
with such accumulation.
Civil government, so far as it is instituted for the security of property, is
in reality instituted for the defence of the rich against the poor, or those
who have some property against those who have none at all (in EspingAndersen, 1990:33, fn. 2).
And so the argument is put that power and influence9 find their current expression in
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daily struggles within the State through the aforementioned juris-political institutions,
including by extension, the domain of public education. This alternative research
orientation thus stands in contrast to conventional approaches to analyzing public
policy making as the latter
lack an understanding of [a] theory of the state, and acritical
conceptualization of issues such as domination, power, rules and
political representation in analyzing policy making ... They also lack a
holistic approach to determinants of policy-making, i.e. an ability to link
what happens in schools and nonformal education settings with what
happens in terms of the accumulation and legitimation process in the
overall society (Torres, 1989:82).
Consequently, modern mass education, as astate-coordinated activity and as an
institution where there has been increasing recognition of its interdependence with
society's economic, political, and cultural/ideological spheres (Apple, 1989), is in need
of analyses that incorporate astate perspective for "educational institutions [do]
constitute strategic sites for [encouraging social] stability and the further development
of these societies" (Torres, 1989:84). And so, "for practical reasons, any study of the
educational system cannot be separated from some explicit or implicit analysis of the
purpose and functioning of the government sector" (Carnoy, 1982:82), or as Dale (1992)
more forcefully affirms "[a] focus on the State is not only necessary, but the most
important component on any adequate understanding of education policy. Of that
there can be no doubt"

(p.

388). The advantages, then, of employing such astate

perspective for the examination of education policy result in aresearch orientation
whereby "the goals and policies that guide education, and the cultural policy and
economic outcomes of the school [are] placed under amicroscope labelled "Who
benefits?" (Apple, 1989: xiii).
It is with this concern for the state that many educational researchers over the
past couple of decades (e.g., Apple, 1982,1985; Bates, 1985ab; Bowles & Gintis, 1976;
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Brosio, 1991,1993; Carnoy & Levin, 1985; Codd, 1990; Codd, Gordon, & Harker, 1990;
Dale, 1989; Dale & Ozga, 1993; Green, 1990; Robertson, 1990; Shapiro, 1985; Torres,
1989) have drawn increasingly upon atradition fairly rich in state theory, albeit
dispersed; that being, the critical tradition or what others have also referred to as critical
social science (Comstock, 1982; Fay,1986, 1987; Lather, 1992; Popkewitz, 1984), critical
social research (Harvey, 1990; Troyna, 1994

), critical educational science (Carr &

Kemmis, 1986; Popkewitz, 1990) or critical educational studies (Apple, 1992). 1011 And
as subsequent theorizing within this tradition has contributed to the enhancement of a
state perspective to better reflect its impact upon the development of education in
advanced industrialized (capitalist) society, the state's role(s) in such society has been
increasingly afforded aheightened consideration (e.g., Apple, 1982, 1986a, 1989; Bowles
& Gintis, 1976; Carnoy & Levin, 1985; Codd, 1990; Codd, Gordon, & Harker, 1990; Dale,
1981, 1989, 1992; Dale & Ozga, 1993; Robertson, 1990; Torres, 1989).
Much theorizing within this critical tradition, in contradistinction td the
pluralist (and stateless )
tradition, argues that the state has long been supportive of
business (capital) and the capitalist economy (accumulation of capital) (Hunt, 1972).
The maxim by US President Calvin Coolidge (1923-29) that the business of government is
business is certainly not unfamiliar to us (Heilbroner, 1992). As the economic sector of
society has evolved, especially since the depression of the 1930s and particularly with
proliferation of multi and transnational corporations and the gradual evolution of a
globalized market, the state itself has begun to take on aqualitatively different and
more active role; There appears the development of amore autonomous relationship to
business, while simultaneously amore active intermediation in the economy and other
policy sectors on its behalf (e.g., through policy action and non-action) so as to ensure
continued profitability (capital accumulation) and ultimately the survival of the
capitalist mode of production. As Miliband (1977) has argued, the current relationship
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between the state and capital has evolved to the point that while it may act on capital's
behalf, the state does not act at its behest. This evolution (i.e., appearance of state
autonomy) is seen by some as the natural development of awelfare state (i.e., during
the post-WW II period of economic expansion contending with the conflicting demands
for increased person rights made by labour on behalf of the larger society and the desire
by business for unfettered economic activity) as well as in response to the various
economic (fiscal) crises that have also beset advanced industrialized societies,
particularly since the mid-1970s.
The state has along history of involvement in the economy as an intermediary
of business (Giddens, 1981; Hunt, 1972). Inquiry then into the complex role(s) of the
state within the process of po.
licy-making has become an increasingly important issue in
advanced industrialized nations for "the state ... functions in acapitalist economy in
which the goal of capital accumulation is fundamental" (Ham & Hill, 1984:43). In
consideration of such afounding economic principle, the necessity of examining the
extent to which the state's relationship with its economy might impact upon
governmental policy becomes essential, less the analysis be reduced to apartial
enterprise (Ham & Hill, 1984). From the viewpoint of educational policy development
"the relationship between power, organization and the state should be understood from
acombined perspective of the political economy and apolitical sociology of
educational policy making" (Torres, 1989:83).

NEED FOR THE STUDY

The goals and policies that guide the public educational enterprise involve a
plethora of issues that have long been debated. "Disputes among those who disagree
on the direction our society should take are not new" (Barlow & Robertson, 1994:vi).
The decade of the 1970s and particularly the 1980s appeared no different as these
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debates were renewed with increased vigour as the relationship between education and
civil society the state, and the economy came under intense scrutiny in advanced
industrialized societies and, in particular, the United States, the United Kingdom, and
Australia where waves of educational reform swept across those nations (e.g., Apple,
1986b; Ball, 1990; Bowe, Ball & Gold, 1992; Dale, 1989; Dale & Ozga, 1993; Education
Reform Act (UK), 1988; NCEE, 1983; Robertson, 1990; Shapiro, 1985). Likewise, during
this period Canada was witness to its share of major provincial educational reforms,
particularly those directed at the secondary level (i.e., Grades 9-12) (e.g., Alberta
Education, 1985a; BC Ministry of Education, 1989; Government of Alberta, 1985;
Government of British Columbia 1985,1988; Saskatchewan Education, 1984,1986,1988;
Ontario Ministry of Education, 1981, 1982,

1987).12

The fact that each of these countries,

inclusive of Canada and the rest of the industrialized world, had suffered the effects of
successive economic setbacks should not be viewed as mere coincidence and casually
dismissed (e.g., 1973-74 and 1979 OPEC oil price increases; high inflation throughout
the mid-1970s and early 1980s; mounting unemployment during these same periods,
especially among the young; amajor economic recession during 1981-82). In fact, the
early 1980s witnessed the convening of amajor conference on the very issue of social
policies, of which education is certainly one, by the major industridi7ed nations of the
world who were intent on addressing themselves to the rising costs of the welfare state
in aperiod of stagnant economic growth and high unemployment (OECD, 1981). More
than mere concern for "the burden of unemployment compensation," though this cost
represents no trivial amount for an industrialized nation claiming economic duress,
was the apparent anxiety over unemployment's "impact on awide range of social
expenditures" and their possible "negative effects on the economy"

(p.

5).

Much of the opportunity for public debate on education during this period was
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generated during the initial stages or phases of the policy process

-

commonly referred

in the policy literature as policy formulation or formation.' 3 Contingent upon the
policy domain or environment and problem or issue under consideration, the potential
for significant public response (i.e., from stakeholders) is great. This is areasonable
expectation for we are reminded by Minogue (in Ham & Hill, 1984) that the importance
of governmental activity and the possibility of its considerable impact upon human
activity should not be underestimated given that "what governments do embraces the
whole of social, economic and political life, either in practice or potentially" (p. 17).
Drawing our attention to the interplay amongst the various sectors of society and the
potential pervasiveness of policy decisions, Minogue reinforces the necessity of an
expanded form of policy analysis.
Public policy is self-evidently not anarrow field of enquiry though
policy analysts may well focus only on narrow areas of the broad field.
Public policies do things to economies and societies, so that ultimately
any satisfactory explanatory theory of public policy must also explain
the inter-relations between the state, politics, economy and society (p.
17).
While endorsing this view, Ham and Hill (1984) also note the presence of areciprocal
effect. Economies and societies do things to policies, too. 14
The need arises then for an analysis of governmental policy that incorporates an
examination of the breadth of factors brought to bear upon the policy formulation
process.' 5 While this typically entails consideration being paid to the actions of the
political actors immediately involved including the stakeholder groups who are both
positively and adversely affected, inquiry into the policy-making procedures and
mechanisms that comprise such aprocess, and an investigation of the immediate
political context wherein the ideation of such policy originates, it additionally calls for
an approach that reflects not only the interconnected and interdependent complexities
inherent in policy-making within contemporary society, but also one that incorporates
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as part of that complex totality the role or functioning of the state within advanced
industrialized society.
Policy analysis should give due consideration to the social, political and
economic contexts within which problems are tackled .... It also follows
that the student of the policy process should stand back from the world
of everyday politics in order to ask some of the bigger questions about the
role of the state in contemporary society and the distribution of power
(emphasis added, Ham & Hill, 1984:17).
Whether or not one subscribes to the view of an asymmetrical exercise of power
throughout society inclusive of the educational sphere and as grounds for policy
analysis, the sheer increase in the size of the public educational sector and its
corresponding growth within agiven state's budget, particularly since the mid-1960s,
thereby raising its provision, financing, and delivery to one of the primary functions of
the state, should be sufficiently compelling grounds, in itself, for analysis of the state'
and its policy-making (i.e., policy adoption) relative to such an important societal
undertaking (Carnoy, 1982:82). 16 By so doing, it is argued that greater illumination of
proposed or adopted reform strategies and their potential impact upon the educational
enterprise may be elicited.
Focussing on the source and cbntrol over education and schools entails
focussing on the immediate provider of education, the State, and it is in
the analysis of the State that we may begin to understand the
assumptions, intentions and outcomes of various strategies of
educational change (Dale, 1989:25).
The employment then of the analysis of policy from within the critical tradition
(i.e., critical social science, critical social research, critical educational studies

-

critical

educational policy analysis) raises as an important issue the state's role(s) within
advanced industrialized (capitalist) society and the degree or extent to which that role(s)
influences public policy. This concern is of particular relevance for public education as
its relationship to the world of work and the nation's global economic competitiveness
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came under intense scrutiny throughout the 1980s and continues unabated into the
1990s (e.g., Alberta Education, 1985a; Alberta Chamber of Resources, 1992; Canadian
Education Association, 1983; Conference Board of Canada, 1990,1992; Dale, 1989;
Economic Council of Canada, 1990, 1992ab; Government of Alberta, 1984,1985,1993;
Government of Canada, 1985, 1991ab; Government of New Brunswick, 1992;
Livingstone, 1985; NCEE, 1983; Ontario Ministry of Education, 1981, 1982; Ontario
Premier's Council, 1990; Watkins, 1984; Robertson, 1990; Middleton, Codd & Jones,
1990).
With such apotential for influence upon policy in mind, many theories of the
state developed within acritical framework have attempted to delimit the extent to
which state support for the capital accumulation process in advanced industrialized
societies has influenced policy adoption. 17 It is this author's claim that this has become
aparticularly relevant perspective given the evolution of acompetitive and globalized
economy, with its increasing multinational (transnational) composition, from its more
national-based composition prior to the 1970s. 18 The development of such aglobal
presence as well as corporations' abilities to move investment capital about the world
may well have significant bearing upon the kinds of policies that governments
can/might generate within their societies (predominantly economic but also by
implication social). Such aconsideration may be of interest not only to the investigator
of educational reform and restructuring within North America and nations of the
European Union (EU), but also of particular relevance to the student of both economic
and social policy-making, including education, within developing nations. 19

THE PROCESS AND POLICY UNDER STUDY
In February , 1984 Alberta Education initiated an official review of the province's
secondary education (i.e., Grades 9-12), aprocess that culminated in the release of a
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policy statement sixteen months later in June, 1985. The secondary review and
subsequent policy statement were constituent aspects of abroader examination of the
entire public educational system (K-12) of Alberta during the 1980s that witnessed,
among other developments, the distribution of computer technology (i.e., micro) to the
schools by the ministry, anew management and finance plan for the restructuring of
school funding and the education ministry itself (Alberta Education, 1984ab; Bohac,
1989), the re-institution of high school diploma examinations (Alberta Education, 1982;
Alberta Hansard, 1983; Keyser, 1983), arevision of criteria for high school matriculation
(Government of Alberta, 1985), anew school act (Alberta Education, 1985b, 1987;
Government of Alberta, 1988, 1990), curricular revision including the imposition of a
new mandatory core course in Grade 11 (i.e., Career And Life Management CALM)
-

(Alberta Education, 1988b, 1985a; Bosetti, 1990; Government of Alberta, 1985) and the
institution of regular subject area assessment for Grades 3, 6, and 9by the ministry.
The policy statement Secondary Education in Alberta (Government of Alberta,
1985) stated that its principles and objectives had reflected and reinforced the main
thrust of the provincial government's White Paper on science and industry
(Government of Alberta, 1984), amid-recession industrial strategy that had preceded
the educational policy statement by ayear. 2°In that White Paper, the government of
Alberta viewed its role in the economy as one of
positive intervention ... in support of the private sector...In this sense,
intervention by government expands economic activity and growth.
Examples ... include ... the development of askilled work force through the
provision of facilities for training and education (Government of Alberta,
1984:39).
A further explication of the government's perception of its role was contained
elsewhere in the document. "It is the responsibility of the government to set an
environment so the private sector can make our economy more adaptable,
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dynamic..."(p. 39, italics added).
To this end of setting the economic (and thus social) environment, enhancing it
and making it more conducive to continued investment and profitability (accumulation
of capital), the industrial strategy of the Alberta government also envisioned arole for
the province's educational system. This vision called for anew direction for public
education that employed ageneral discourse that would arguably be more readily
associated with private enterprise and entrepreneurism. "Education should foster ideas
of risk-taking, innovation, and the pursuit of excellence" (Government of Alberta,
1984:67). 21 However, there appeared afurther discursive crystallization of those rather
vague expressions which materialized in further calls to "press for more concrete job
oriented education in order for young people to compete in the new economic
environment" (italics added, p. 43). This view was subsequently reinforced in areport
by the Education Minister's Advisory Committee (Alberta Education, 1985a). Much of
the Conservtive government's perspective on secondary student preparation for the
workplace and closer school-business relations for the furtherance and coherence of the
needs of business can be traced to that latter Foundations for the Future report to the
minister.
Secondary education must prepare students for involvement in the
world of work through skill and attitude development. Business, industry
and labour should assume greater responsibility for developing a
working partnership with schools .... Employers must be encouraged to
participate with educators in communicating their expectations of both
the program and the students, in terms of required attitudes, behaviours
and skills (italics added, Alberta Education, 1985a:7).
Thus, in keeping with the Alberta government's public position on the relationship
between the state and the economy and the role of education within that relationship,
the Secondary Education in Alberta: Policy Statement (Government of Alberta, 1985)
contained views and goals for education that supported the importance of the economic
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sector within this advanced industrialized (capitalist) society (pp. 13-14).
This policy study seeks an alternative examination of the review of secondary
education by the Government of Alberta during 1984 and 1985. The focus is dualistic.
This researcher is concerned with investigating both the public face of the review and the
official policy that resulted (i.e., Government of Alberta, 1985). That is, this inquiry will
inspect the public conduct of the review of secondary education and the policy
statement that was forthcoming. A particular interest lies with the Philosophy and
assumptions that appear to underpin this government's view of the relationship
between the provincial state and the economy and the role of education therein. The
problem statement that informed this study posited the following question:
To what extent did the policy process and statement for the review of
secondary education by the Government of Alberta reflect the changing
fiscal nature of this provincial capitalist state?
The problem statement was further defined by the following research questions:

1.

To what extent did the impact of an economic crisis appear
contributory to acomprehensive review of secondary education?

2.

To what extent did the secondary education review process and
subsequent policy statement appear supportive of the 1984
economic white paper (Government of Alberta, 1984) and a
provincial economy in crisis?

3.

To what extent did the secondary education review process also
appear to constitute an act of political legitimacy amidst an
economic crisis on the part of the Government of Alberta?

4.

How might the review of secondary education be seen as
contributory to the future accumulation of capital through
educational policy development by the Alberta state?

BACKGROUND TO THE STUDY

From 1971 to 1985 the Progressive Conservative government of Premier Peter
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Lougheed was perceived as particularly supportive of business (capital) in the
province, not only through public conveyances, but more significantly, through the
enactment of provincial economic policy. What was good for Corporate Alberta was
arguably good for the provincial citizenry. Lacking abroad manufacturing or industrial
base for the purposes of taxation stability, successive governments in Alberta (including
the Social Credit Party who pre-dated the Conservatives) had been particularly
vulnerable to the fluctuating cycles of world markets as aresult of the narrow, resourcebased provincial economy. The oil boom of the 1970s brought much wealth to the
province and witnessed enormous profits being reaped by the private sector and,
specifically, the oil patch. The resultant taxation (predominantly royalties) afforded the
Conservative government the fiscal resources it required to implement its political
(economic and social) agenda. The accumulation of capital (profits) continued
unabated until anumber of factors led to its rather sudden curtailment (i.e., 2years):
1) the incursion by the Canadian federal government into the
marketplace with its National Energy Program (NEP) in 1980,
2) anational and global recession during 1981-82, and
3) the decline in the world price of oil in 1983.
All of these events in conjunction with the decline in world demand for oil had
serious repercussions on the Alberta economy. 22 The potential accumulation o'f capital
by foreign multinationals, who dominated Canadian oil development and production,
was seen to be threatened by the NEP with its appearance of anationalistic economic
policy. 23 Such afederal policy was viewed as an impediment to future investment by
those same multinationals, not to mention the provincial government. This perception
combined with the subsequent drop in the price of crude precipitated an exodus of
investment capital from Alberta (and with it drilling rigs) which, in turn, set off an
economic chain reaction within the province. Compounded by the impact of the
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national recession, the crisis of this capitalist state was being realized.
In consideration of the fluctuating tendencies of the business cycle and its
cascading effect throughout the rest of Alberta society, the Lougheed government had
long entertained notions of diversifying the economy and had, in fact, repeatedly
enunciated the idea as part of their platform over the course of anumber of elections. 24
Important to note here is that diversification was conceived not only as an expansion in
the variety of economic activity and with it an expansion of the occupational
opportunities afforded labour, but also an understanding that there would be the
expectation of enhanced skill requirements on the part of those future workers. Rather
than viewing diversification within the traditional manufacturing sector, the Lougheed
government envisioned it as technologically and scientifically enhanced occupations
that created services and value-added products both within and without the petroleum
sector (e.g., health services). Thus, the fact that diversification was raised once more
amidst the discourse surrounding the review of secondary education should not be
adventitiously entertained.
One of the recurring themes, then, of the Secondary Education Review (SER)
during 1984 and 1985 was the linkage between secondary education and the
requirements of the workplace. The Education Minister's Advisory Committee
reported that one of the purposes of secondary education should be
to provide the initial stages of career preparation by developing basic
work skills, with an emphasis on fostering appropriate attitudes and
awareness of the requirements of the world of work (emphasis added,
Alberta Education, 1985a:5).
This has become an increasing concern for the state within advanced industrialized
society, particularly during the 1980s. Since educational policy is the domain of the
provincial state in Canada (Constitutional Act, 1867, 1982),25 the government's decision
to invoke reform that addressed the adequate preparation of Alberta's youth for the
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workplace, preparation that included the incorporation of general skills and attitudes
necessary not only to function within but also contribute to both the existing and future
(anticipatory) capitalist modes of production, thus serves amultitude of purposes (i.e.,
individual, business, state).
Of particular interest, too, was this state's attempt as part of its educational
reform to prepare its youth to accept the fact that occupational insecurity and skill
upgrading (i.e., lifelong learning) 26 could potentially become away of life in late
capitalism due to the restructuring of business (rationalization of production) in
response to the fiscal crisis as the industrialized world moved toward economic
globalization.
It is likely that people will change occupations several times throughout
their working lives .... Schools must endeavour to ... enhance the ability of
students to deal effectively with changing social, political, technological
and economic environments (Alberta Education, 1985a:5).
Alberta Education as an apparatus of aprovincial capitalist state provided its
vision of the future with an educational reform package that endeavoured to adjust the
attitudes, skills, behaviours and knowledge of its young citizenry so as to prepare them
for the uncertainties that an advanced capitalist economy might subject them to. In
that sense, the state apparatus was seen as not only assisting youth with their potential
for securing employment, but also as enhancing the labour market for capital, while in
the process affording the wider provincial state with an act of legitimacy that was
portrayed as positive action in pursuit of the amelioration of asocial and economic
problem (i.e., unemployment, recession).

SIGNIFICANCE OF THE STUDY

The public policy-making process and, in particular, the policy formulation
stage is premised upon perceived needs and the attempt to attain specific values. In
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that sense, it represents acontestation among conflictive perceptions, even to the level
of world views (and ideologies). Paramount to the examination of any policy is the
determination of whose perceptions prevailed and, consequently, whose values
attempted to be secured. This approach places policy-making in alight that is
incompatible with the view that such aprocess simply represents agovernment's
attempt to ameliorate acommonly agreed upon (common sense; commonly
conceptualized) problem. Rather, this study sees public policy-making as astruggle
among competing values for the right not only to frame the parameters for the
examination of the problem, including how that problem will be defined, but also to
determine the course of action to be attempted for its anticipated amelioration. Michael
Apple (1989) has commented upon just such aperspective on policy-making and its
relationship to the state.
The State itself is an arena of conflict. It is asite in which groups with
decidedly different interests struggle over policies, goals, procedures,
and personnel. Thus, state policy is always the result of multiple levels
of conflicts and compromises (p.13).
But, pluralist political theory currently views the state in much the same manner
(McLennan, 1989). However, Apple's comment is still markedly different from the
pluralist perspective even though the latter now holds that not all stakeholders come to
the policy process on level terms (i.e., "a level playing field"). 27 Of significance here is
the notion that the implicitness of state neutrality within pluralist theory is afalse one
for while the state appears as amediator of conflict, this study argues that it tends to
side with business (capital) for reasons of its relationship to the process of accumulation
(Giddens, 1981; Offe, 1975a, 1984; Offe & Ronge, 1975). And while it is clear that not all
policy decisions by the state are necessarily reducible to economic factors (Dale, 1989),
the latter has come to be one of the most potent persuasions among anumber of
influences, especially when economies are deemed to be under stress by the state.
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The significance then of this study is manyfold. First, it provides the reader
with an alternative account of the Secondary Education Review in Alberta—one not
situated in rational policy-making nor within apluralist theory of the state that
envisions the resolution of policy conflict as ademocratically and consensually
achieved process. This study will offer one possible interpretation of the SER situated
within interconnected political, economic and social spheres of influence.
Secondly, it recognizes the significance of the state in educational policy
formulation, arelationship often overlooked or undervalued. The exclusion of such an
analytical orientation neglects adequate consideration of the influence that can be
wielded through the authority and power embodied in the state, especially in terms of
curricular redirection with its attendant attitudes, skills and constitution of knowledge,
during periods of great economic uncertainty in advanced industrialized (capitalist)
society. As Dale (1989) reminds us,

"[w]hile

very many social forces affect education in

very important ways, the major motor of educational change in capitalist societies is the
changing nature of the capitalist state"

(p.

45). In order, then, to gain afuller

appreciation of the underlying assumptions and intentions as well as anticipated
outcomes of assorted strategies for educational reform, especially significant
educational restructuring during those periods of claimed economic (and social) duress,
it is imperative thatan analysis of the state be tended to. As Offe argues "crises should
be conceptualized not at the level of events, but rather at the superordinate level of
mechanisms that generate events" (in Dale, 1989:45).
Thirdly, the study will contribute to the body of literature on the role of the state
in Alberta and, in particular, to the relationship between the state, the economy and
educational policy-making. Such knowledge is currently limited. A particular
consideration, here, is the process of educational policy formulation and adoption in
conjunction with "the contradictory needs of the State to support capital accumulation
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and to legitimate both itself and the accumulation process" (Apple, 1986a:409).
This study is significant because it will involve an examination of the state's
intervention into the Alberta economy through educational public policy and will
further examine how that intervention reflected its intermediation on behalf of the
process of capital accumulation with the intent of directing educational policy towards
ends that would not only provide students with the necessary skills and behaviours
required to become productive and contributing members of future society, but
concomitantly would contribute to the accumulation of capital (profitability). Such a
perspective is reflected in the comment by Apple (1985) who remarks that what we are
observing is
the increasing influence of big business ... on schools at all levels. We are
witnessing aremarkable business offensive, one in which our
educational system is slowly being more and more drawn into the
ideological orbit of the corporation and its needs (p. ix).
Furthermore, that public policy and its process will be examined as serving not only the
needs of labour and capital, but also those of the state with its concern for the escalating
costs of person rights and its own political legitimacy amidst an economic (fiscal) crisis.

DELIMITATIONS

The policy and process under study are delimited in the following manner:
1) Policy does not evolve in avacuum. While the formal (official) process of
policy formulation may be temporally bounded with acontextual immediacy, other
factors that invariably have ahistorical reach impact upon that formal process.
Acknowledging such atemporal extension, this study conducts ageneral examination
of events from the rise to power of the Progressive Conservative Party in 1971 under
Premier Peter Lougheed until the Secondary Education policy statement in June, 1985
allowing for greater concentration between 1979 and 1985.
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2) The primary focus of this study is the period of the Secondary Education
Review (SER) which transpired between February, 1984 and March, 1985 and
culminated in the Secondary Education policy statement in June, 1985.
3) As this study is particularly concerned with the public conduct of the
secondary review, the primary sources of data include policy statements, research
documents generated by the review, stakeholder position papers and submissions,
Alberta Hansard, public speeches and the provincial media (newspapers).

ASSUMPTIONS
1) An essential role of the state in advanced industrialized (capitalist) society is

to support the accumulation of capital. Such arole usually involves guaranteeing,
through intervention if necessary, the context or development of the conditions for the
capital accumulation process (i.e., stable government, infrastructure support, subsidies,
skilled workforce, fiscal responsibility and so forth).
2) A concomitant role of the state in advanced industrialized (capitalist) society
is the legitimation of the capitalist mode of production.

LIMITATIONS

This study is limited by the following conditions:
1) Given the uniqueness of social formations, the behaviour of individual states
within those social formations, and the uniqueness of each public policy process, this
study is case specific. This does not preclude making reference to similarities with
other policy processes and decisions both within and without Alberta (see Chapter
Two).
2) Because of the macro nature of the study, many of the conclusions will be
theoretical in nature.
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3) Since policy analysis is inherently political, the assumptions made and the
conclusions drawn will be subject to additional debate for reasons of possible
conflicting world views between the analyst and the reader (underdetermination of
theory).
4) Focussing on publicly accessible documents to the exclusion of interviews
with the various actors precludes opportunity for possible verification and clarification of
public statements. However, this researcher believes that this limitation is more than
offset by the problems inherent in having actors accurately recall both events and the
intent of their utterances nearly adecade post facto. Secondly, aconstructivist
epistemological stance with amodified realist ontological position (Popkewitz, 1990),
which this study adopts, brings the entire discussion surrounding verification and
clarification into question (Lincoln & Guba, 1985; Guba & Lincoln, 1989; Schwandt,
1994).

DEFINITION OF TERMS
Table 1.1 delineates anumber of definitions for the terms employed throughout
the ensuing analysis of educational policy. They have been adapted from Dunn
(1981:59-61) and are offered not in an operational sense, but as information to guide the
reader's understanding.

ORGANIZATION OF THE THESIS

Chapter One has introduced the reader to the nature of this study commencing
with an alternative perspective for incorporation into the analysis of educational policy.
The need or worthiness of such aperspective was then explicated. A description of the
policy and process under consideration was offered, followed by the contextualization
of the study through the provision of background information which placed it within
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Table 1.1—Definition of Terms for this Study

Policy Action:

amove or series of moves guided by apolicy alternative
that is designed to achieve certain values.

Policy Formulation:

the development and synthesis of alternative solutions for
policy problems.

Policy Issue:

adisagreement or conflict among policy actors about an
actual or potential course of government action.

Policy Problem:

an unrealized value, need or opportunity which ... may be
attained through public action.

Policy Stakeholders:

individuals or groups who have astake in policy because
they affect or are affected by government decisions.

Public Policy:

long series of more or less related choices, including
decisions not to act, made by government bodies and
officials.

the confluence of historical factors. This was succeeded by an argument for the
significance of the study. The study was then delimited and its potential limitations
proffered. Two underlying assumptions of the study were described. The chapter
concluded by delineating the definitions of terms to be employed by the study.
Chapter Two offers adiscussion of the literature on the role of the state in
advanced industriali7ed (capitalist) society. The relationship of the state to the process
of capitalist accumulation as well as one of the roles of schooling within that
relationship is examined. The place of public polic and the process of policy-making
relative to the state-capital accumulation-schooling nexus is illuminated.
Chapter Three outlines the method to be employed in the analysis of the
Secondary Education Review (SER). The first part of Chapter Three describes and
critiques various epistemological and ontological perspectives for conducting
educational research while the second part examines the perspective of choice

-

the

critical tradition. In claiming the study as apolicy analysis, the author discerns it from
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its traditional roots in the methodology of social science, particularly political science
or public administration with their realist overtones. Instead the author argues for an
historical (historicist) approach (Jenkins, 1991) with amodified ontological realism
(Fopkewitz, 1990) which discerns the physical world from the socially constructed
(Cuba & Lincoln, 1994; Rorty, 1989), and an epistemological scepticism, asocial
construction of knowledge, that conceives of objectivity in agreement with Bernstein
(1976) and Smith (1992) as intersubjective.
Setting the background to the study, the historical context (i.e., social, political
and economic) for the process and policy under review is described in Chapter Four.
The dissertation concludes with Chapter Five and its description and analyzes of the
process and policy.
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Notes
1. "The political expression of class interests and conflicts is never automatic or
economically determined. It depends on the capacities classes have for achieving
consciousness, organization, and representation. Directly or indirectly, the
structures and activities of states profoundly condition such class capacities"
(Skocpol, 1985:25).
2. In the US, for instance, Keynes economic theorizing was translated into President
Roosevelt's New Deal and in Canada into Prime Minister Bennett's ultra vires 'New
Deal.'
3. Prior to WW II most industrialized states' expenditures as apercentage of GDP
amounted to less than 20% and in many cases was in the low teens. The adoption of
Keynesianism has witnessed those expenditures climb significantly (double in most
cases). In the case of Sweden state expenditures rose to in excess of 50% of GDR
Such expenditure (i.e., the infusion of capital into the market) cannot but contribute
to economic growth.
4. For the purposes of discussion in this dissertation, capitalist society and the capitalist
state will refer essentially to the advanced industrialized nations of the world.
Furthermore, it is the contention of the author that there exists not asingle version of
capitalism, but rather multiple variants as historically each nation has evolved its
own version (Giddens, 1981; Therborn, 1986; Torres, 1989). Nonetheless, it is an
internationally practised theory of economics with cross-cultural application.
5. While much of the new sociology of education was initially directed at the content of
school curriculum, implicit in such educational research is the understanding that
mass education is not only state-sponsored and mandated, but that what constitutes
knowledge within the curriculum is also state-mandated. Also, see Bates (1980) and
Wexler (1987) for two perspectives on the development of this new sociology of
education, and particularly, the latter's view that what began as aradical critique of
the educational establishment has itself evolved, in part, into its original subject.
6. This does not deny the potential impact of local interpretation on the
implementation of policy originating at the state level. Rather, it is to simply argue
that responsibility for the general coordination (i.e., guidance, direction) of the
delivery of mass education tends to be situated as the state level and it is from that
level that policy directives for such coordination emanate (with greater or lesser
specificity where such is frequently policy dependent).
7. Violence need not be construed merely as the application of physical (brute) force.
There are multiple definitions of the term including the adoption/implementation of
policy which has aprofoundly negative impact upon particular stakeholders (e.g.,
funding cuts to social service organizations that tend to the needs of the poor, the
disadvantaged, the disabled, immigrants, and so forth). In asociety whose raison
d'être is economic exchange, it is argued by some that the (re)distribution of
economic resources has become atool to be used, not only as areward, but also, by
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implication, as its converse. The 1993-94 department budget cuts of approximately
30% by Alberta Social Services Minister Mike Cardinal which subsequently
witnessed, among other things, nearly a50% decline in welfare recipients could be
viewed as an overt example of just such policy violence. It is instructive to note that
his department recorded the largest individual ministry budget rollback and that the
clients served by this governmental department are also the least unified and
organized to develop resistance.
8. A research orientation that employs terms such as class relations, class struggle, class
domination, the social relations of production or the relationship of the state to these is
invariably equated with the political (and academic) Left. With the destruction of
the Berlin Wall in 1990 and the subsequent drift toward market economies by the
nations that comprised the old USSR and the Eastern Bloc, mainstream political and
economic theorists in the West, not to mention the media, have tended to champion
capitalism while sounding the death knell for Left political and economic theory. In
fact, it was the very collapse of communism in the old Soviet Union that apparently
prompted apolitical science department at aCanadian university to question its
further offering of courses whose content was derived from Marxism. The decline of
the old USSR has also lead to another round of end of ideology arguments a
la Daniel
Bell (1960) (Thao, 1993; e.g., Fukuyama, 1992; cf. Ryan, 1992).
9. "[Capitalism is a] stratified society in which the accumulation of wealth fulfills two
functions: the realization of prestige, with its freight of unconscious sexual and
emotional needs, and the expression of power, with its own constellation of
unconscious requirements and origins" (Heilbroner, 1985:53).
10. For the purposes of this dissertation, the term critical will be employed to describe a
research orientation that has also been referred to as radical or as being derived
from Marxism. The decision to opt for critical rests with one of the paradigm's
major functions, that being critique—external and internal. Secondly, there have
evolved so many variants of Marxism (e.g., structuralist, analytic, scientific,
hermeneutical, neo-, post-) that the term has become acatch-all, often obfuscating
as much as it illuminates. The same may be said of the term radical. Further
explication follows in the chapter on methodology.
11. Classical Marxist literature did not direct itself specifically to the role of the state in
capitalist society. Marx died before tending to that particular task. As a
consequence, the state's role is embedded in and must be derived both implicitly
and explicitly from works directed toward other subject matter.
12. Unlike many nations, governmental responsibility for education in Canada rests
with the provinces; there is no federal department responsible for K12 education.
Canada is the only nation in the OECD so organized (OECD, 1976). See chapter
four for further explication.
13. It is understood that such atomizing of the policy process into discrete domains is
artificial. Rather, the various stages such as formation, adoption and
implementation blend one into the other defying clear delineation. That having
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been said, the intent here is merely to maintain the artificiality so as to mark the
traditional areas for public input (i.e., policy formulation or formation). This in no
way infers the limiting of potential public influence to this stage only nor alinear
process of policy implementation as formed and adopted. However, such
delineation does also afford the opportunity for examination of the formulation
process as astratagem to legitimize policy decisions previously made.
14. While the linguistic or discursive implication of these past few sentences might
suggest areification or objectification of poiicy , in fact, all that is being suggested
here is that governmental policy influences human behaviour by setting
boundaries /expectations for contpliance and that, conversely, the sum of human
activity can and does influence the decisions of governmental policy-makers.
15. At this point in the dissertation, the formulation stage will refer to the initial period
when aproblem is perceived by those state officials responsible for its domain and
regulation, and aformal process for discussing means through which to attend the
same is entered into, eventually culminating in either action or non-action (a
decision to do nothing still constitutes apolicy decision). Of secondary concern is
whether the policy deliberation was initiated by the state officials of their own
volition or as aresponse to overt public pressure. Finally, the breadth of input (i.e.,
public consultation, legislative committees, cabinet approval) is also of lesser
concern here. Certainly, the lack thereof can contribute to apolicy issue (not to
mention acrisis in political legitimacy), but such tends to be policy specific and
nevertheless does not preclude policy decisions being taken.
16. Focus here is with Grades K-12 (elementary and secondary schooling).
17. State theory within the critical tradition often assumes arelationship between the
state and capital. Debate focuses on the state's autonomy from the direct influences
of capital relative to policy.
18. This statement is not intended to refer to the nationalistic behaviour of corporations
(i.e., corporate policy and action that favours the cultural views of the nation where
the company originated). It refers only to the expansiveness or breadth of their
markets. This is also not to suggest that when industry was more nationally-based
the potential for influence upon government policy was somehow diminished or
considered less.
19. The influence upon policy-making within the developing world by the International
Monetary Fund and the World Bank has been recorded elsewhere (e.g., Barlow &
Robertson, 1994; Fuller, 1991; McNeely & Cha, 1994). The impact of their criteria for
funding has not only been felt directly within the requesting nations' economic
policies, but also directly and indirectly (intended and unintended outcomes)
within their social policy as aresult of frequently imposed structural reform
(Barlow & Robertson, 1994).
20. In the British parliamentary tradition, Canadian White Papers are documents that
foretell the government's intent in aparticular policy domain. They are released for
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public discussion and critical reaction is frequently incorporated in the form of a
policy adjustment. However, in this case, the industrial strategy White Paper
became more of apolicy statement as opinions primarily from business and its
interest groups had been solicited the previous year (i.e., 1983) as part of the
discussions for the prdvince's position paper (Government of Alberta, 1983) for the
MacDonald Commission (Government of Canada, 1984ab, 1985), afederal Royal
Commission into economic renewal launched by Prime Minister Pierre Trudeau in
1982 in the wake of the 1981-82 world recession. See also Chapter Five.
21. Few in the educational field would argue that education does not involve risktaking, innovation and excellence, though the former pair might be referred to as
experimentation and creativity. But the language of the industrial policy statement
(Government of Alberta, 1984) was not neutral. Language in this sense is more
than merely naming, for by so naming, objects (including constructs such as
education) are constituted (i.e., how we describe something often reflects our
underlying perception of its role, its purpose, its value, its worth).
22. Because of the rise in the price of crude oil in 1979, Alberta was buffered from the
beginnings of the 1981-82 recession, unlike the rest of the provinces which had
begun their. economic stagnation even as early as 1978. While inflation was also
high in Alberta, unemployment measured less than 5% and migration into the
province continued unabated.
23. This has long been the cry of Alberta's oil patch, but one must keep in mind the
level of foreign ownership. One might also have come to expect such aresponse
when the oil patch had been encouraged by this capitalist state's economic policies
and financial incentives, not to mention the skyrocketing price of oil.
24. Diversification under the Lougheed Conservatives tended to take on the
appearance of adiversified petrochemical industry rather than broadening the
economic base beyond petrochemical dependence.
25. The British North America (BNA) Act of 1867, the Canadian founding constitution
wherein the division of federal and provincial responsibilities were delineated, was
retroactively renamed the Constitutional Act of 1867 by the Constitutional Act of
1982 which repatriated the constitution from London (i.e., UK parliament).
26. Lifelong learning appears to have been co-opted during the 1980s and narrowly
redefined as occupational retraining.
27. This latter phrase evolved out of the Free Trade Agreement (FTA) between Canada
and the US in the late 1980s as well as the subsequent North American Free Trade
Agreement (NAFTA) which incorporated Mexico. It was and continues to be
employed to describe the power relations amongst various competing groups within
assorted economic sectors. It is often used where government regulations and
tariffs are under challenge for their support of said groups.
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Chapter 2
THEORETICAL BACKGROUND
TO THE STUDY

INTRODUCTION

As contentious atheoretical paradigm as Marxism may be for some engaged in
educational policy analysis in North America (some would suggest.irrelevant),' it
would be uncontentious for us to talk about the society in which we live, work, and
conduct our social research as being capitalist. This is an economic fact. No claims are
made at this juncture as to the normative nature of such alabel. Suffice it to say that as
afact of daily life we live in acapitalist society—that is, we live within asociety where
not only the dominant and thus pervasive economic activity is constituted by the
principles of capitalism, but where the broad rationalism of capitalist economics
prevails (i.e., extends beyond the economic sphere) impacting various aspects of daily
life.2
Iwould also suggest that we could probably agree that one of the major
activities in most of our lives (if not the major activity and for many adefining activity)
incorporating the majority of us into our economic system on aregular, if not daily,
basis is the activity called work. 3 Without entering into aprolonged discussion about
what it is that constitutes the concept work, its defining qualities, and whether it is "the
fundamental social fact" or as Marx suggested the "eternal natural necessity of social
life" (Offe, 1985:129), for the purposes of this chapter it will be sufficient to think of it
with less precision as aprimary activity in which most of us (i.e., adults) are engaged
and whose intended outcome represents the means by which we attempt to secure our
physical survival in this society, notwithstanding the debate over the decline of wage-
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labourers as the dominant category of workers or the subsequent increase in public
sector employment, self-employment, even unemployment (Offe, 1985). As Giddens
(1981) remarks "in acapitalist society, virtually everyone is dependent upon the activity
of capitalist employers for their survival" (p. 211). As should become dearer as we
proceed, all that Giddens is stating here is that the fiscal health of capitalist enterprises
affects asizable majority of advanced capitalist society's citizenry both directly (e.g.,
employment opportunities or loss thereof) and indirectly (e.g., adjustments in social
and economic policy to either spur on or fiscally 'skim off' the accumulation of capital).
It is the indirect impact of capital accumulation upon adjustments to social
policy within astate, specifically educational policy-making at aparticular historical
juncture in aspecific provincial state, that constitutes the primary focus of this
dissertation. This will entail atheoretical examination of the role (mandate) of the state
in capitalist society, especially during times of economic dysfunction (i.e., fiscal crisis),
and the place of public policy, including educational policy, amongst the various
alternatives employed by the state in its attempts to temper such dysfunctioning. Of,
critical concern is the societal (social, political and economic) context of educational
policy-making. This author will endeavour to reintroduce into the process of policy
analysis the significance of the influences brought to bear upon educational policymaking by the nature of the very society in which we live and the role of the modern
state (i.e., interventionist) therein for as Apple (1990) reminds us "[we] do live in a
capitalist society, and that means something ... to the overall goals of the school, and to
who makes decisions about all these things" (p. 1).
The purpose here is not to claim the exclusive legitimacy of the view employed
for the analysis of the policy in question, though clearly this author, like any other,
obviously prefers his perspective and perceives it as more appropriate for the task at
hand for reasons which shall be articulated. Rather, the intent here is to acknowledge
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that there are amultiplicity of perspectives from which to view any given policy
formulation—a variety of lenses through which to consider such development (i.e., an
underdetermination of theory). Of necessity, any analyst should then wrestle with the
question "How am Ito show...what it would be like to wear my spectacles when [the
audience] has already learned to look at everything Ican point to through his own"
(Kuhn, 1970:3)?
The intent of the foregoing is not to argue that any and all theoretical
explanations are equally valid by their sheet existence, atheoretical pluralisii run
amok, as it were. Rather all that is being claimed is the lack of afinal arbiter which
necessarily decides the ultimate success of one theory over another or all others (i.e.,
finding The Truth). However, this does not preclude aparticular theoretical approach
being claimed superior by reason of its explanatory power by those within the
community of critical scholars (i.e., offers abetter, that is, more comprehensive, account
of events and so forth as well as offering more convincing empirical warrant).
However, this argument will be taken up in some detail in the next chapter. It is
sufficient at this juncture to simply raise the issue and offer acursory comment so as to
diffuse any initial misreading of intent.

REVIVAL OF STATE THEORY

More than 15 years ago in the wake of the 1973-74 OPEC oil crises brought on
by the Egypt-Israeli War,4 the political economist John Keane (1978) wrote
"notwithstanding widespread official chatter about 'de-controls' and 'cutbacks' and the
renewed call for 'free markets,' we of the advanced capitalist world are witness to state
activities unparalleled in their extent, sophistication, and intrusiveness in the marketplace" (p. 49).5 Noting aremark by Karl Marx on the "huge state edifice" in reference
to late nineteenth century Prance, Keane proclaimed that the same had "become
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universally applicable in our times"

(p.

49). And yet, given such an increasing state

presence in the market (all aspects of modem social existence), during the post-WW II
era, and thus the presumable import of examining such an impact, Keane further noted
that interest in Marxian discussion on the state and the political economy was only then
undergoing along overdue revival, the implication seeming to be that this perspective
had been in decline (possibly having fallen from theoretical grace), during aperiod when
the expansion of state activity was at an historical climax. This increased attention
being afforded the state was reiterated by Keane (1988) adecade later as it became part
of awider discussion discerning it from civil society. The distinction between the two
raised questions as to whether the fruitfulness of such renewed interest constituted
"little more than anostalgic rummaging through the past" or whether there were
"intellectual and political purposes" to the theme and "whose interests might it [the
resurrecting of the discussion] serve?"

(p.

1).

At about the same time as Keane's (1978) original comment, Jessop (1977) had
made asimilar remark noting that in economics even though Marxists and nonMarxists alike (i.e., Keynesians) shared "a concern with the nature and impact of the
state intervention in capitalist economies ... the state itself is strangely neglected as a
field of analysis" (p. 353). In fact, given that Keynesian theory was then more than 50
years old (now nearly 70 years) and Marxism significantly more than that, Jessop noted
that "it is only in the last ten years [late 60s to late 70s] that they [Marxists] have
rediscovered the state as aproblem in political economy" (p. 353).
Likewise during this same period, MacPherson (1981) queried "do we need a
theory of the state"

(p.

61)? Questioning liberal-pluralist interpretations which related

the state to bourgeois society while uncritically accepting the latter by failing to
"examine the implications of that acceptance"

(p.

66), MacPherson debated the

adequacy of then dominant political theorizing (at least within North American
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political science) with its empiricism and claim to value neutrality, suggesting that
much could be learned from the Marxist views on the state. He argued that liberalpluralists' extrication of the liberal-democratic state from the capitalist nature of
modern society only served to deny its relationship to that form of society, apoint with
which Giddens (1981) seemingly concurs—"the industrial-society theorists mostly took
it for granted that the state was abenign instrument for the progressive achievement of
goals of social reform"

(p.

203). This, MacPherson (1981) claimed, was further

compounded by constructing an archetype of society rather than contending with its
bourgeois nature. Consequently, he argued, atheory of the liberal-democratic state
supplanted ageneral theory of the state thereby defining it in such an idealized fashion
as to obscure many essential aspects which should have produced discernible
differences. For MacPherson, what the state was and what it was supposed to be were at
variance.
In A Contemporary Critique of Historical Materialism, Giddens (1981) likewise
appeared to consider and incorporate both Jessop's (1977) sentiment on the flurry of
writing on the state after an apparent theoretical hibernation as well as MacPherson's
(1981) noting of liberal-pluralists' rather nondescript rendition of this political
construct.
The past few years have seen an extraordinary efflorescence of writing
on the state, especially among Marxists, following along period during
which the subject had been largely ignored .... In non-Marxist sociology,
especially during—apparently firmly established Western economic
growth, the state was barely discussed at all....
The turn from seemingly stable patterns of economic growth to much
more parlous [perilous] economic circumstances has also alerted
everyone ... to the dangers of overgeneralisation from arelatively limited
period of Western economic prosperity (Giddens, 1981:203,209).
Finally, Pierson (1984) noted that 15 years prior even Marxist sociologists had
"consistently failed even to raise as aserious issue the nature of the state"

(p.

563). If
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nothing else, the debate over the state's nature that has developed from Marxists
during the intervening years has served to elevate important political questions that
appeared to have wallowed in relative obscurity while attention was focussed
elsewhere. That those questions are still under debate only reinforces the complexity of
the tate's role in advanced capitalist society and its resistance to theoretical simplicity
and reduction. Perhaps more importantly, it is also causing pluralists to re-examine
their statist theories in light of Marxist claims (McLennan, 1989) notwithstanding the
significance attached by some to the collapse of Marxist-inspired regimes around the
world. 6
Shifting the debate from its exclusive focus on politics and economics, similar
observations regarding the role of the state have been expressed in the field of
education by Roger Dale (1989) who has also remarked upon the absence of astate•
perspective in theorizing about one of the most significant social policy areas in
advanced capitalist countries.
Given all that sociologists, economists and political scientists have had
to say about the meanings and assumptions, the processes and practices,
the functions and outcomes, of education systems in recent years, it is
really very surprising to find no analysis of the implications of State
provision, irrespective of the particular approach adopted (p. 23).
Dale's remarks are echoed by Torres (1989; Morrow & Torres, 1995) who views the
predominant means of conducting public policy analysis, including educational policy
analysis, as "fairly conventional approaches [which] lack an understanding of theory of
the state, and ... an ability to link what happens in schools and nonformal educational
settings with what happens in terms of accumulation and legitimation processes in the
overall society" (Torres, 1989:82).
It would seem then that all of these theorists have been endeavouring to bring
to readers' attention the need to pay greater heed to aphenomenon which certainly did
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not originate with late capitalism, but nonetheless has become rather unique in the
expansiveness of its role given its evolution from aliberal phase in pre- and early
capitalism to its present reference as the welfare state and the implicit role attendant to
such alabel. It is this latter transitory stage, which some suggest had its beginnings in
Bismarck's Germany during the latter part of the last century and escalated during the
aftermath of the depression of the 1930s, that is of significance to this study for it has
been argued that it is the apparent success of the welfare state that has been
contributory to the fiscal crises that have beset capitalism particularly since the late
1970s, despite its role as alightning rod for the diffusion of the effects of political and
economic crises (Offe, 1984). It has been fur
ther argued that policy responses to such
crises, that is attempts through policy to manage the crises, have witnessed a
restructuring of the State within many advanced capitalist nations including among
other things the retraction of fiscal resources for social expenditures (Dale, 1989) as well
as the re-examination of educational policy with the view to bringing education (i.e.,
primarily secondary and tertiary) further within the influence (purview) of the
economic sphere (e.g., Australia, Canada (Alberta, New Brunswick, Ontario), New
Zealand, United Kingdom, USA) as aprecursor to the fulfilment of one of its evolved
roles in advanced capitalist society as an institution for the socialization (social
integration) of the young into (preparation for) the various roles of adulthood of which
labour market acclimatization for the purposes occupational acquisition is surely one.

CONCEPTUALIZATIONS OF THE CAPITALIST STATE
As aprelude to discussing the role of the state, an introductory comment on the

relationship of the state to civil society in advanced capitalism is warranted. We are
reminded by Giddens (1981) that "the distinctiveness of the capitalist state is quite

obviously bound up with the more encompassing matter of the distinctiveness of
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capitalism as aform of society" (p. 210). Part of such an understanding of the state in
late capitalism then has necessitated the re-examination and considered dissolution of
the state-market dualism so prevalent in dominant liberal-pluralist economic and
political theorizing. The need for areconsideration of the liberal-pluralist state-market
perspective, as well as awider examination of the state, is reflected in Offe's (1972a)
comments which direct our attention to the extent of modern state involvement in the
activities of its citizenry, comments which are no less significant more than 20 years
later. Offe's remarks give us cause to reflect on the administrative creep of the state in
late capitalism.
In an era of comprehensive state intervention, one can no longer
reasonably speak of 'spheres free of state intervention' that constitute the
'material base' of the 'political superstructure'; an all-pervasive state
regulation of social and economic processes is certainly abetter
description of today's order (Offe, 1972a:78).
Currently, there are two main bodies of social and political thought, what
McLennan (1989) has referred to as "once-eminent paradigms in social science"

(p.

3)—

pluralism and Marxism. They iepresent conflicting views on the role of the state with
the debate further extended amongst Marxist scholars themselves. 7 A general
examination of those perspectives follows.

Liberal-Pluralists on the State
For liberal-pluralists, the focus of social and political theory has been directed
toward "questions of the nature of the state, of civil society and of the individual, and
of the nature of the relationships that should exist between them—These questions have
centred on the concepts of individuality, democracy and consent" (Bates, 1985b:4). This
has led to the modern state being seen as producing "a crisis free stabilization and
integration of advanced capitalist society" (Editors, 1975:137). Consequently, liberal-
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pluralists have theoretically constructed the state as "a form of public power
independent of both ruler and ruled and constituting an arena for the legitimation and
imposition of authority in respect of the rights and obligations of each" (emphasis
added; Bates, 1985b:4). For Carnoy and Levin (1985) the claim is that pluralists have
come to conceive of the state as
an empty shell to be filled by some expression of the general will. The
State itself, having no ideology and no underlying purpose except to
reflect that will, is the collective creation of its individual members
providing aset of common social goods ... to asizable majority of the
society (pp. 27-28).
Reflecting asimilar view, Miliband (1977) also argues that pluralists understand
the state as seemingly independent and representative of society as awhole, "standing
above particular and necessarily partial groups, interests, and classes, as having the
special function of ensuring both that competition between these groups, interests, and
classes remains orderly and that the national interest could not be impaired in the
process"

(p.

66). But as Offe (1984) points out, in so doing there is atendency to view

the state through "the forms, procedures, rules and instruments of state activity, and
not [its] functions, [its] consequences and the contending interests within [it]"

(p.

88).

The same concern raised by Offe pertaining to the focus of state theorizing under
liberal-pluralism is perhaps captured differently in Wolfe's (1977) remark that "the
dominant political issue facing late capitalism will not take place within the rules of the
game but over them"

(p.

329). Thus within such aframework the state has been

conceived not only as autonomous in the fulfilment of its role, but as neutral mediator
as well. This latter point is particularly significant for with the growth of market
economies, liberal-pluralist theory has also incorporated acknowledgment of "the
protection of individual rights within aframework of aminimal state" (Bates, 1985b:9).
With such afocus directed toward the individual, "freedom of choice (and context)
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became ademand in more and more areas of social and economic life"

(p.

9). By

implication this would seem to suggest acessation of the current expansionary nature
of the modern welfare state and perhaps even arolling back of its administrative
pervasiveness in daily life "for liberalism is above all adoctrine of liberation ... [setting]
individuals loose ... It [wants to] abolish all sorts of controls and agencies of control"
(emphasis added, Waizer in Bates, 1985b:22).
This view persists today as an apparent historical carryover from earlier liberal
thought which the reader should recognize through its current materialization in the
media as the dominant discourse of business and politicians throughout much of the
industrialized world. It is apolitical-economic philosophy which claims that
the major distortions of trade within and between nations were due to
the interference of political processes with the natural forces of the free
market ... [U]nder conditions of free competition between amultitude of
individual producers, harmony would be achieved (emphasis added;
Brandel in Bates, 1985b:18).
However, given the complexity of modern capitalist society, frequent calls for areturn
to what has not existed for nearly acentury do not seem particularly fruitful, instead
either concealing or ignoring amultitude of social, political and economic problems
implicit in such avision. The existence of such thinking has led Wolfe (1977) to reveal
both his disdain and incredulity toward the same.
Nothing symbolizes the vacuity of serious political thinking more than
the resurgence of popularity of theorists as irrelevant to the modern
world as Smith, Locke, Malthus and Saint-Simon. The fact that abook
that argues the case for laissez-faire could be taken seriously in 1975 is
an impressive indication of the decay of political thought (p. 253).8
Some 15 years after his initial remarks, one can only assume that he would still
find the persistent calls for arolling back of the State and increased market competition
equally distressing for such views are neither politically nor economically neutral, nor
do they necessarily have the interests of the greatest number at heart. Rather, as Wolfe
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(1984) notes
prescriptions of revised laissez-faire economic policy are profoundly
ideological. They are congenitally blind to the fact that ... the attempt to
turn the clock back to the nineteenth century results in more not less
austerity (p. 71).
Such economic nostalgia conflicts with the reality of advanced capitalism for as
Habermas (1976) has noted "the supplementation and partial replacement of the
market mechanism by state intervention marks the end of liberal capitalism" (p. 33).
And yet while an apparently persistent if not ascendant discourse currently with
seemingly increasing support, it nevertheless suffers from contradiction for one of the
great ironies of liberalism was that "by adopting laissez-faire economy, it provided at
least one of the prerequisites for the emergence of capitalist monopolies and the
destruction of the free market" (Bates, 1985b:18)
A rescinding of the impact of the state and areturn to increased market
competition has been the rallying cry of the New Right throughout much of the
industrialized world for more than adecade. For liberals, the power of reason
(common sense) and the enforcement of legal contracts are seen as diminishing the
need for an otherwise potentially intrusive state, though its value as neutral mediator
(and defender from threats from without and within) remains necessary . But an
additionally important aspect of liberal state theory is its acknowledgment of private
property and particularly private ownership of the means of production. The
constitutions of many modern industrialized (liberal-democratic) states incorporate
protection for private property and in so doing demarcate the economic sphere as
separate from the domain of direct state control (though clearly not its influence). 9
However, there are those who would argue that by that very fact alone liberal-pluralist
state theory becomes self-contradictory for
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by defending private property the state has already taken aside. The
state, then, is not an independent structure or set of institutions above
society ..On the contrary, it is deeply embedded in socio-economic
relations and linked to particular interests (Held, 1985:25).
Consequently, it is claimed that liberal statist notions of aneutral set of institutions
acting on behalf of the general public fail to withstand closer scrutiny. As Offe (1979)
remarks "liberalism is the institutional protection and ideological justification of the
marketplace, private property and capital accumulation"

(p.

118).

Carnoy and Levin (1985) note anumber of concerns regarding pluralist
interpretations of the state and its role. Like MacPherson (1981), they view pluralists as
uncritically accepting of the state's relationship to bourgeois society with its attendant
conception of the former "s autonomy and an equality of access by various competing
interests. Carnoy and Levin (1985) argue that such aconceptualization is flawed in that
it is based on several questionable assumptions:
• that the economic sphere, characterized by the free market, represents
an essentially just and socially efficient social organization, requiring
only fine tuning by the public polity..
• that although social classes may exist in capitalist society, there is no
conceptual conflict between the existence of aclass society and the
achievement of the greatest good for the greatest number...
• that individuals acting privately on their own material behalf produce
the greatest public benefit even though capital has become
concentrated in large bureaucratic organizations controlled by
relatively small groups of individuals (p. 31).
For Carnoy and Levin, by employing these assumptions, pluralists tend to be guilty of
ignoring the relationship between economic and political power and its implication for
the public welfare—"political power is not divorced or distinct from economic power"
(p. 31).
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Marxists on the State
One of the primary problems for Marxist state theorizing is the fact that Marx
himself never attended to such an analysis in the manner he addressed capitalism as an
economic system in Das Capital (Jessop, 1977). He left behind no unambiguous theory
of the state (Carnoy & Levin, 1985; McLennan, Held & Hall, 1984). Rather, "his work
on the state comprises afragmented and unsystematic series of philosophical
reflections, contemporary history, journalism and incidental remarks" (Jessop,
1977:354). Such acircumstance affords us further understanding for the plethora of
Marxian-inspired state theories apart from necessary individual interpretive variances.
That being said, what will follow will represent arather broad grouping of some of
those theories for both the purposes of ageneral explanation as background for the
reader as well as for their subsequent juxtaposing with this dissertation's state theory of
choice.
Many Marxist theories of the state over the past couple of decades are deemed
to have suffered from either instrumentalism or structuralism. Such tendencies have
often been critiqued as being either functionalist or determinist or both. Even though
there has been apenchant in Marxist literature for denouncing such theoretical
approaches for their glaring deficiencies (e.g., Liston, 1984, 1990), 10 it is claimed that too
frequently, the state is still presented as avariant of one of these two approaches.
Instrumentalist theory or what Offe (1974) refers to as influence theory argues
that the State is directly controlled by the capitalist class. Representing the "totality of
the institutional vehicles of the process of exploitation," the apparatus of the State is
viewed as an instrument of the ruling class

(p.

32). For Miliband (1972) this means that

the ruling class of capitalist society is that class which owns and controls
the means of production and ...by virtue of the economic power thus
conferred upon it, [is able] to use the state as its instrument for the
domination of society (in Gold, Lo & Wright, 1975a:32).
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The apparently manipulative nature of the ruling class is seen as being accomplished
through anumber of measures including:
1) corporate threats based on strong market position by powerful individual
capitals;
2) evasion of regulative intervention where state agencies with such
responsibility are privatized;
3) investment strikes;
4) influence of political opinion via direct, private control of the mass media;
and
5) electoral financing of political candidates and hence influence for subsequent
political appointments (Offe, 1974:32).
Typically, aresearch agenda associated with this theoretical perspective has
,focussed on "studying the nature of the class which rules, the mechanisms which tie
this class to the state, and the concrete relationships between state policies and class
interests" (Gold, Lo & Wright, 1975a:32). 11 Having attained dominance by virtue of its
ownership and control of the means of production and thus the economic clout which
attends such aposition in capitalist society, this class also influences the State which
thus becomes an instrument employed in its continued exercise of that dominance.
And so the capitalist class is perceived as extending its exercise of dominance and
control to society's political life "through the influence of corporations on the executive
and legislative branches of government, regulatory agencies, and the media, as well as
through the capitalist threat of an investment strike" (Carnoy, 1984:132).
Conversely, structuralist theories, also referred to as constraint theories (Offe,
1974) , reject notions of the state as an "instrument in the hands of the ruling class"
(Gold, Lo & Wright, 1975a:35). Rather, "the State's form and function is ... shaped by the
structure of class relations" (Carnoy, 1984:98)—derived from the relations of production
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(i.e., social hierarchy based on economic relations—capital and labour)—rather than by
the people who occupy positions of state power- 12 Here we find it argued that the
structural location of the State within capitalist society vis-a-vis its relationship to the
economy leads to a"limitation to the possible courses of action, of the lack of
sovereignty of political institutions and processes and ... to the ineffectiveness of possible
regulation and intervention measures" (Offe, 1974:32). Implicit in such claims is the
belief that such acircumstance of necessity leads to the exclusion of non-capitalist
interests (i.e., labour, social movements) securing control of and successfully employing
the State apparatus.
On the surface the inadequacies of such state theorizing may seem fairly selfevident. On the one hand while it may appear that some state institutions and policies
are supportive of particular capitalist interests, that is afar cry from understanding
state policy generally and the constellation of state institutions and activities as derived
directly from "class conscious manipulation by the ruling class" (Gold, Lo & Wright,
1975b:36). Such aperspective fails to explain State reforms that business opposes or
that cannot be directly linked to corporate initiatives (Gold, Lo & Wright, 1975a).' 3
Even those policies which are demonstrably beneficial to the ruling class or the process
of capital accumulation suffer from the difficulty of being traced with any specificity.
State activities ...which in their function can plausibly be interpreted as
being highly significant for the maintenance and development of
collective capital's conditions of accumulation, frequently cannot be
genetically traced back to the interest-oriented influence of groups or
authorities advocating them (Offe, 1974:34).
Similarly, struggles over impending reforms among competing groups appear to be
denied. Ruling class interests seem over-represented and the wider society
overdetermined.
On the other hand, while one might argue that the social relations generated by
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the capitalist mode of production—that is, aclass system with its attendant
differentiated (class-biased) dispersion of power based on wealth derived through
ownership of the productive means—may have its reflection in the structure and
activities of the political system, it is quite adifferent matter to conclude that all policy
consequently and of necessity then supports capitalism and such class arrangements.
"The social mechanisms which actually generate aclass policy that is compatible with
the needs of the [capitalist] system" (Gold, Lo & Wright, 1975b:36) tend to be left
unexplained. That is, there is "no explanation of the social mechanisms which
guarantee that the state will in fact function in this way" (Gold, Lo, St Wright, 1975a:38).
Rather, they are more often than not adopted apriori. One is left questioning "which
internal structures within the political system guarantee the implementabffity of
initiatives and interests arising from the process of accumulation ... How the success of
exerting influence is structurally guaranteed" (Offe, 1974:35-36)? Furthermore, State
policy under structuralist or constraint theories appears driven almost entirely by
economic contradictions thereby leaving the State itself virtually devoid of any
autonomy and thus appearing overdetermined as well.
Of further significance is the tendency for both approaches to assume a
homogeneity of ruling (capitalist) class interests, as contrasted with the mere special
interest of individual capitals, such that any policy emanating from the State is imbued
with this particular class interest. Such theorizing tends to lead to "the definition of
interests possess[ing] adegree of rationality which allows the creation of aconception
cleansed of situational and particular coincidences and divergencies" (Offe, 1974:33).
The inherent pro1lem with employing such theory then lies in clearly delineating a
common ruling class interest, asameness of purpose and intent which of necessity tends
to negate the potential for divergent thinking, beliefs and interests within such aclass.
Such aview suffers from extreme improbability.
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Finally, apart from the criticism over the attribution of homogeneous class
interests, there is the additional claim that with both approaches there is an implicit
neutrality being afforded the State with the nature of its role subsequently determined
externally—either by the ruling class or the State's structured relationship to the mode
of production—an implication which has pluralist overtones. In either case, the
necessity of ruling class control is not explained, only described—how, not why. The
class-character of the State remains unproved and thus amystery.

CRISIS TENDENCIES, THE STATE AND LEGITIMATION

This dissertation will derive its primary view of the state and its relationship to
capitalist society from the work of Offe (1972ab, 1974,1975a, 1984; Offe & Ronge, 1975)
and Habermas (1976, 1979) who worked together in the early 1970s. It will be
augmented by interpretations from Carnoy (1984), Dale (1989), Giddens (1981) and
Keane (1978, 1984) and to alesser extent Held (1985), Pusey (1987), Shapiro (1983) and
Torres (1989), all of whom have either written on the primary authors or at one time
have derived their own perspectives in part from those authors. Likewise, the focus
upon the demociatic aspects of. the State as opposed to its economic responsibilities,
particularly the need to legitimate the wider social arrangement and its own policy
action, will also be drawn from Offe and Habermas as well as Wolfe (1977,1984). The
implications for general policy formation come particularly from Offe (1975a, 1984)
while the perspective on educational policy and its relationship to the state are derived
from Carnoy and Levin (1985), Dale (1989), Levin (1980a, 1980b), and Torres (1989).
Having discussed various perspectives on the state and having taken for
granted what constitutes the state, it would be appropriate at this juncture to develop a
more fruitful understanding of just what the state is. This dissertation shall employ
Dale's (1989) definition. It begins with the government which "is clearly amost
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important part of the State. It is the most active and the most visible part of it, but it is
not the whole of it"

(p.

33). That is simply to say, that the state consists of government

and "state apparatuses—specifiable publicly-financed institutions ... and officially
accountable to government"

(p.

54), though not all in the same manner. Dale draws our

attention to the fact that "labelling aparticular set of institutions state apparatuses
cannot be taken to imply that they all have acommon purpose in that they all operate
in the same way"
actor"

(p.

(p.

54). Thus the State is not to be conceived of as a"monolithic

55) in Kafkaesque fashion. Rather, state apparatuses have their own character

(i.e., abroad institutional history) 14 and governments are simply incapable of
controlling every aspect of the day-to-day operation of governing. And so, "to say the
public bureaucracies are agents of policy implementation does not mean that they are
lifeless instruments. Public agencies have significant margins for discretionary action
in the fulfilment of their tasks" (Mayntz in Dale, p. 56). To encapsulate, then, what the
state constitutes, it
is not amonolith, or the same as government, or merely the
government's (or anybody else's) executive committee. It is aset of
publicly financed institutions, neither separately nor collectively
necessarily in harmony, confronted by certain basic problems deriving
from its relationships with capitalism, with one branch, the government,
having responsibility for ensuring the continuing prominence of those
problems on its agenda (p. 57).
Capitalism's tendency towards dysfunction, periodic economic crisis, has
contributed considerably to the development of the State's expanding role in the
process of accumulation as well as other areas of social existence. This has led
Habermas, among others, to document "the growth of large-scale economic and
commercial organisations, the increasing interdependence of science, technology and
industry the increasing interdependence of state and society and the extension of
instrumental reason ... to ever more areas of life" (Held, 1985:124).
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For Habermas (1976) adescription of advanced capitalism is bound up in the
very expression organized or state-regulated capitalism which he denotes as
two classes of phenomena, both of which can be attributed to the
advanced stage of the accumulation process. It refers on the one hand to
the process of economic concentration—the rise of national and,
subsequently, of multinational corporations—and to the organization of
markets for goods, capital, and labor. On the other hand, it refers to the
fact that the state intervenes in the market as functional gaps develop (p.
33).
The state's involvement in the plugging of these functional gaps or instabilities finds its
subsequent expression in the various economic and social policies emanating
therefrom. Such policies form avoidance strategies (Habermas, 1976; Keane, 1978). For
Habermas (1976) the implications of organized capitalism and its state intervention as a
market corrective are that
the structures of advanced capitalism can be understood as reaction
formations to endemic crises. To ward off system crisis, advanced
capitalist societies focus all forces of social integration at the point of the
structurally most probably conflict—in order all the more effectively to
keep it latent

(pp.

37-38).

In attempting to elucidate the complexity of the formation of late capitalist
society, Offe (1984), like Habermas (1976), has employed arevised version of systems
theory which comprises three interdependent but differently organized subsystems (see
Figure 2.1). These subsystems include
the structures of socialization (such as the household) which are guided
by normative rules; the commodity production and exchange relations
of the capitalist economy; and the welfare state, organized by the
mechanisms of political and administrative power and coercion (Keane,
1984:12).
By conceptualizing advance capitalist society as such, Offe (1984) interprets the
(welfare) state "as amulti-functional and heterogeneous set of political and
administrative institutions whose purpose is to manage the structures of socialization
and the capitalist economy" (Keane, 1984:13). It is worth interjecting at this point that,
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Figure 2.1—Offean/Habermasian Subsystems
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as the reader might already be aware, systems theory has been traditionally associated
with functionalism -as well as liberal political and economic theory whereby the
reification of structures and thus determinism tend to occur (human agency appears
expunged) and in the process value-neutrality materializes. Systems function in a
given manner because they have to (they are discussed as having anature all their
own). This is clearly not what is intended here with the employment of Offe and
Habermas's system theoretic view. Rather, it represents avaluable heuristic by which
to begin to understand the organized nature, the complexity, of late capitalist society and
the significance of the role of the state in the maintenance of such asociety. That the
state, the economy (private sector) and civil society are being viewed as systems should
be afforded less consideration in the sense of traditional political sociology. Rather,
such aview should be more appropriately conceived as an indication of the
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interdependent nature of various sectors of society. This becomes apparent when one
examines the nature of public policy-making, especially during periods of economic
duress. Before we pursue acloser examination of the management of those subsystems,
it is important to understand Offe's view of the state's position within capitalist society.
Typically, both Marxist-influenced and liberal-pluralist theoreticians endeavour
to understand the state-civil society relationship through the delineation of the former's
structural attributes with liberal-pluralists usually equating the same with the
government (Dale, 1989; Torres, 1989). However, Offe (1975a) has shown adisinclination
to follow that tradition choosing rather to acknowledge such structural embodiments as
the material manifestation of this political construct while preferring to conceive of the
state relationally to the accumulation process—that is, as "related to and dependent
upon the accumulation process"

(p.

125). For Offe, then, the state is defined by its

relationship to the cornerstone of capitalist society—that which discerns agiven society
as capitalist. Through acloser examination of this relationship, one is able to gain
greater insight not only into the various roles conducted by the state in western
industrialized society, but also for the purposes of this study, one of the roles provided
by the institution of education within capitalism. This will assist with the illumination
of the policy formation process generally within advanced capitalist society, and in
particular, hopefully shed some theoretical light upon the evolution of the specific
educational policy under review.
Offe (1975a, Offe & Ronge, 1975) draws our attention to ageneral (abstract)
conceptualization of the state as an institutional form of relational political power that
comprises four conditions or "guiding patterns of activity" (Torres, 1989) referred to in
broad terms as exclusion, dependency, maintenance and legitimation (Offe, 1975a) or
elsewhere as private production, taxation constraints, accumulation and democratic
legitimation (Offe, 1984). It is these conditions, which Dale (1989) calls the State's "core
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problems," that comprise the capitalist state's relationship to the accumulation process
which increasingly distinguishes it not as astate in capitalist society but rather as a
capitalist state.
The statist elements outlined by Offe (1975a:126-127; 1984:120-121; Offe &
Ronge, 1975:139-140) follow:

1. Private Production/Exclusion
Free enterprise is in part so named as it is exempt or free from state control—
the state is not invested with authority which allows it to either directly order or control
private means of production. The state is thus excluded from both initiating
noncumulative production in private enterprises as well as halting cumulative
production (Carnoy,

1984).15

"Political power is prohibited from organizing production

according to its own political criteria" (Offe & Ronge, 1975:139). This remains aprivate
freedom. Thus the "state and accumulation are divorced, so that production and
accumulation cannot be divorced" (Offe, 1975a:126).

2. Taxation Constraints/Dependence
While the State is deprived of the de jure authority to order and control private
production and hence the accumulation process, it is at the same time indirectly
dependent upon that process for its political power. The power relationship ,of the
State, "its very decision-making power[,] depends ... upon the presence and continuity
of the accumulation process" (Offe, 1975a:126). This is achieved through the budgetary
requisites of the State and its fiscal resources which are dependent upon the system of
taxation, wages and profits, that are in turn derived from the private accumulation
process. "Those who occupy positions of [political] power in acapitalist state are in
fact powerless unless the volume of the accumulation process allows them to derive
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(through taxation) the material resources necessary to promote any political ends"
(Offe, 1984:124). Offe argues that consequently "in the absence of accumulation ... the
power of the state tends to disintegrate" (Offe, 1975a:126), deficit budgetting
notwithstanding. 16 Thus, it can also be reasonably argued that the accumulation
process has apotential constraining effect upon the policy process. That is, while
clearly not all state policy is directed specifically at accumulation (especially noneconomic policy; e.g., social policy—health, social welfare, education), nonetheless,
such policy that might be perceived as significantly disruptive of (a threat to) the
maintenance of the process of accumulation or inconsistent with its protection might
find passage, even due consideration, difficult if not improbable. 17
The state in capitalist society .. cannot escape its dependence upon that
society and, above all, upon those who own and control the productive
process. Its dependence is revealed whenever the economyis beset by
crises; for economic organizations of all kinds create the material
resources on which the state apparatus survives. The state's overall
policies have to be compatible in the long run with the objectives of
manufacturers and traders [and investors], otherwise civil society and
the stability of the state itself are jeopardized (emphasis added; Held,
1985:28).
Giddens (1981) warns against interpreting such arelationship between the state, its
policy actions and the accumulation process as necessarily functionalist. There has
evolved afiscal dependency with legal (frequently constitutional) implications between
the political and economic spheres of capitalist society that is not utterly determinist of
state policy. That is, state officialdom willing drives the policy vehicle.
The state,...is dependent upon the activities of capitalist employers for its
revenue, and hence the state operates in acontext of various capitalistic
'imperatives'. This should not be rendered ... as afunctionalist argument;
the state officialdom... helps formulate what these imperatives are, just as
[business does] (p. 211).
Thus, by the very nature of the evolved relationship between those two spheres, the
potential for influence upon state policy can be ignored only under consequence of
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inadequate theorizing.

3. Accumulation/Maintenance
Given such areliance upon successful accumulation as the ultimate basis for the
material resources which the state employs (distributes) during the pursuit of its
political agenda and thus its exercise of power, it should come as no surprise that a
certain self-interested aspect of the state-accumulation process relationship rests with
the concern by the former's officials for the continuity and stability of the latter. Thus
one of the mandates of the state in capitalist society has become "to sustain and create
conditions of accumulation" (Offe, 1975a:126). This might materialize by sector, region
or for capitalism as awhole within any given nation. 18 It also entails both acting upon
and anticipating perceived threats to the accumulation proce5s 19 whether that be
domestically or internationally or from non-capitalists (i.e., labour, social movements).
Thus "in order for resources to flow to the State, [and] depending upon resources that
are not owned by the State, the State apparatus must promote the general accumulation
process" (emphasis added; Carnoy, 1984:134). Giddens (1981) captures the essence of
this with his quote from Lindblom, while at the same time cautioning the need for a
divestiture of the latter's explicit functionalism.
Because public functions in the market system rest in the hands of
businessmen [sic], it follows that jobs, prices, production, growth, the
standard of living, and the economic security of everyone all rest in their
hands. Consequently, government officials cannOt be indifferent to how
well business performs its functions ... A major function of government,
therefore, is to see to it businessmen perform their tasks (in Giddens,
1981:212).
By adopting the role of establishing the conditions which contribute to the creation and
maintenance of accumulation, it is claimed that the State is, in fact, endeavouring to
gain "control over...destructive possibilities and events" (Offe, 1975a:126). Given that
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the interests of capital are heterogeneous and not homogeneous, and that consequently,
the capitalist class is incapable of organizing itself around common interests thus
tending toward disruption of the accumulation process (through their market
competition), the State becomes the vehicle through which such accumulation is best
guaranteed and safeguarded—the representative of the general interests of capital
whose act of representation can be conceived at root as institutional self-interest.
One of the major characteristics of contemporary capitalism is the increased
presence of state activity in both economic and other social realms (Held, 1985; Keane,
1978; Offe, 1972a). Thus, the state can be conceptualized rather broadly as an
administrative steering mechanism (see Figure 2.1). The economy in late capitalism is
viewed as being dependent, in part, upon the state for its support and maintenance—
the political-administrative capabilities of the state provide the steering performances;
that is, "the state must steer the economy in such away as to provide favourable
conditions for economic growth" (Pusey, 1987:94) Such steerage materializes through
the increasing regulation of the economic cycle. This is accomplished "through arange
of phenomena that includes government credits, price guarantees, subsidies, loans,
labor policy [and] income redistribution" (Shapiro, 1983:137) as well as
• through improvement of the material infrastructure (transportation,
education, health, recreation, urban and regional planning, housing
construction, etc.);
• through improvement of the immaterial infrastructure (general
promotion of science, investments in research and development,
provision of patents, etc.);
• through heightening the productivity of human labour (general
system of education, vocational schools, programs for training and reeducation, etc.);
• through relieving the social and material costs resulting from private
production (unemployment compensation, welfare, repair of ecological
damage) (emphasis added; Habermas, 1976:35).
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For some, the foregoing may have implications of an economy almost totally
administered by the state with capital merely functioning within aplethora of
externally imposed constraints. Such an image may conjure up visions of anticipated
or planned (determined) futures with the present simply constituting asuccession of
interrelated (dependent) moments each of which sets the groundwork for the next.
While the final part of that latter comment warrants reasonable consideration (i.e.,
possible options for current action are often constrained by past choices), and the state
administration's involvement in the economy at any given time may be driven by an
underlying, even seemingly apparent logic (e.g., public rhetoric from government of
the day), that such logic, in fact, materializes and results in the administration
(steerage) of the economy as intended is obviously highly contestable. As Giddens's
(1981) remark above noted, aquarter century of seemingly stable economic growth
following the Second World War may well have contributed to afalse sense of
theoretical confidence with which the state-economy relationship has been viewed (i.e.,
the tendency toward arather linear interpretation implicit in the state steerage
metaphor). Economic instability since the mid-1970s has caused arethinking of that
relationship, and though the steerage metaphor has its limitations as aconsequence, it
is not completely without foundation. Rather, Dawkins (1986) captures areformulated
vie* quite nicely.
The capitalist economy may be steered by acentral government, but at
the same time it is based on entrepreneurial decisions within thousands
of businesses in the competitive pursuit of their own profit.
In this sense, in times of economic crisis the government is in the
same position as the driver of abus with failed brakes running out of
control. Its journey is determined by factors out of the driver's control,
like the gradient, camber, and surface of the road, and what bends and
obstructions lie ahead. While able to steer the bus, the driver may
ultimately have to choose between the interests of the passengers
and/or the boss, and the interests of some other group, and he [sic] may
then have to decide whether to crash the bus into acliff or run through a
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group of pedestrians. The decision may be based on some clear rational
choices,...but may also be clouded by irrationalities,...or the driver may
even be incapable of any choices by reason of being frozen with fear.
Likewise, governments do not necessarily act in the best interests of the
economic prosperity of society on the basis of the 'best' economic advice,
assuming that the best is available. They balance this against the interest
of particular groups that they represent or fear, or may act purely in their
own electoral interests, or may be totally confused and irrational in their
decisions (pp. 14-15).
What becomes immediately apparent from this description is the reactive nature of
state policy driven in great part by the unforeseen and mitigating circumstances
emanating from the activity of capital within the economic sphere compounded by
non-capitalist interests (e.g., labour, social movements) intent on securing the position
taken by their constituency which, of necessity, has either direct or indirect implications
for the process of accumulation.
All this leads to questions regarding what has been referred to as a"precarious
combination of conditions" (Offe, 1975a:127). That is, given the State's dependency
upon accumulation and hence its role in its maintenance, but also that it is perceived to
be aliberal-democratic State with regular electoral conferral, how does it succeed in
reconciling potentially conflicting or contradictory claims from the electorate with the
need to maintain the accumulation process so as not to undermine popular support
(political legitimacy) from the former nor the conditions required for maximizing the
latter process? Here Offe (1975a), Habermas (1976) and Wolfe (1977) refer to the notion
of legitimation.

4. Legitimation
The need for state intervention and the subsequent legitimation of policy
choices and action arises from the separation of the political sphere from the economic
in capitalist society. That is, because "one of the defining characteristics of the capitalist
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state is that it is excluded from private production for profit" (Pusey, 1987:94), it has no
direct and stable form of revenue generation; "it is dependent for its revenue on taxes
that are levied on the private economy—dependent on the fiscal skim off"

(p.

95).

Hence, policy choices that are designed to ensure the health and growth of the
accumulation process can at the same time act to undermine popular expectations,
setting up apotential rationality crisis (Habermas, 1976) where the State "is unable to
reconcile and fulfil the imperatives that arise from the economic system" (Shapiro,
1983:138)—attempts by the state to mediate the economic crisis appear unsuccessful.
The State is seen as increasingly immobilized by the contradictory demands made upon
it by groups with competing interests. "A crisis of meaning is generated by the fact that
symbols are not as effective as they once were in compelling loyalty" (Wolfe, 1977:251).
The increasing effect of state intervention, particularly during periods of
economic crisis, leads to the unmasking of the nature-like quality frequently attributed
to the economy. More and more the citizenry come to "the belief that what happens in
the economy...is no longer [an] uncontrollable result ...but the direct consequence of
government activity" (Shapiro, 1983:138). For Habermas (1976) this means that
"economic processes can no longer be conceived immanently as movements of aselfregulating economic system"

(p.

52). Because state intervention is increasingly exposed

and understood as issues of political choice, planning and control, an attendant
problem becomes one of political legitimacy—the need to maintain popular assent and
mass loyalty.
In his work on political legitimacy, Alan Wolfe has drawn upon O'Connor
(1973) for his explanation of capitalism's tendency toward economic dysfunction or
what he calls disequilibrium, "that the accumulation of capital will also give rise at some
point to its own disaccumulative tendencies" (Wolfe, 1977:250). These tendencies are
seen as derived from "various structural restraints on the capacity of capitalist societies
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to find ever increasing sources for the expansion of surplus value [profit]" (p. 251).
Like Habermas (1976), Wolfe (1977) also views the modern capitalist state as
being confronted by the central difficulty of attempting to balance the economic
requirements of capital accumulation with the political necessity of legitimating the
existing social arrangement.
On the one hand [there is] the need to meet ... the imperative of 'liberal'
ideology which is the assurance of profitability for those who dominate
the economic marketplace, and, at the same time, the need to fulfill the
'democratic' demand for 'some kind of popular participation and some
equality of results' (emphasis added; Shapiro, 1983:140).
While the unresolved tension of these two roles of the State persists, during
disaccumulation political legitimacy appears increasingly threatened as "capitalist
societies seem no longer able to deliver the prosperity that has always been the main
argument in their favour" (Wolfe, 1977:328). As disaccumulation continues, the

.

situation is exacerbated and "liberal democracy loses respect because it is not
democratic enough because its liberalism is maintained at the expense of its popular
component" (p. 328).
Economic crises invariably contribute to crises of political legitimacy in either of
two broadly categorized and competing groups—capital or labour. This results from
"the inability of the late capitalist state to maintain its democratic rhetoric if it is to
preserve the accumulation function, or the inability to spur further accumulation if it is
true to its democratic ideology" (Wolfe, 1977:329). The policies of the State appear
caught between arock and ahard place

damned, as it were, in alternating fashion by

competing interests. And the problem of political legitimacy appears to be exacerbated
because "one endemic problem is that 'democracy...imparts asystemic upward bias to
expectations" (Brittan in Wolfe, p. 332). More than mere democratic rhetoric, most
state spending on social welfare is popular "not in the abstract...but as it affects specific
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individuals"

(p.

331). However, the increase in democratizing policies by the State over

aprotracted period inevitably has aprice tag attached to it, and the social welfare
budget of necessity has negative implications for capital. At the same time, as policy
choices are increasingly viewed as political choices, then the increased politicization of
the citizenry (including political opposition to pro-capital/anti-welfare policies) serves
to diminish the effective power of the state—"the more money ordinary people receive,
the less is available for accumulation, and the more politicized the population, the less
the power available to the state"

(p.

332). For Wolfe this has "important political and

social implications as well. In late capitalist societies characterized by disaccumulation
there is atendency for ruling classes to run out of political options"

(p.

251). Wolfe

argues that this can lead not only to acontradiction in policies, but even the appearance
of authoritarian tendencies (e.g., see Apple, 1988b; cf. Burbules & Kantor, 1988, 1992).
The defenders of the existing social arrangements find themselves forced
to deny once strongly asserted values ... [T]heir liberalism turns into
social control, their concern for welfare becomes benign neglect, their
faith in democracy is transformed into apenchant for hierarchy ..and
they are prepared to advocate some extreme solutions in order to bring
[their world] back into line with their prejudices and preconceptions.
Having carefully admonished their antagonists to play by the rules, they
wish to suspend the rules when they no longer work to their benefit
(Wolfe, 1977:330).
Inasmuch as institutional State power is attainable by any political group or
party in advanced capitalist society, the same is still dependent upon the process of
capital accumulation for the material resources of its political agenda. How can such a
relationship be reconciled with the need "to convey the image of an organization of
power that pursues common and general interests of society as awhole, allows equal
access to power, and is responsive to justified demands" (Offe, 1975a:127)? In order to
maintain itself as acapitalist State where such necessarily serves the general interests of
capital, there is also the problem that the state "needs to be legitimate in the eyes of
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those masses who give it [institutional] power" (Carnoy, 1984:134). To do so, the state
needs to appeal to the symbols and sources of its support which at the same time serve
to conceal its actual nature (Offe, 1975a). As aconsequence, the appearance of a
contradictory scenario arises where "the existence of acapitalist state presupposes the
systematic denial of its nature as acapitalist state"

(p.

127) for the co-determinants for

exercising political power within capitalism rests with the often contradictory and
antagonistic attributes of institutional form and material content (Offe & Ronge,
1975)—electoral support and budgetary revenues derived from the process of
accumulation. To appear "to represent capital to the detriment of its mass-based
support" will only serve to endanger the legitimacy of the party in power and the State
apparatus (Carnoy, 1984:135).
Policy action on the part of the State which attends to the dysfunctional aspecc
of the economy has repercussions or implications. "The autonomy of the economic
sphere vis-a-vis the political has given way to aquasi-political distribution of the social
product" (Shapiro, 1983:138). The result of this is that "re-coupling the economic
system to the political—which in away repolitidzes the relations of production—
creates an increased need for legitimation" (Habermas, 1976:36). As the politicaladministrative activities of the State expand in their influence and jurisdictional control,
policy decisions come to be viewed increasingly as political choices. "There is ageneral
awareness that the distribution of social wealth depends in no small way on
government policies and the quasi-political negotiations of rewards and obligations"
(McCarthy in Shapiro, 1983:138). Simply put, "the state's very intervention in the
economy, education, etc., draws attention to issues of choice, planning and control"
(Held, 1985:127). For Habermas (1976) action by the State amidst an economic crisis
also serves to expose the class structure of capitalist society as well as the relationship
of the State to capital.
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Government activity now pursues the declared goal of steering the
system so as to avoid crises, and, consequently, the class relationship
[capitalist class domination] has lost its unpoliticized form [exchange
between wage-labour and capital in the market]. For these reasons, class
structure must be maintained in struggles over the administratively
mediated distribution of increases in the social product (p. 52).
Wolfe (1977) makes the argument that the most popular tendency of late by
capitalist states when confronted with this accumulation-democracy dilemma has been
an attempt to curtail the activity of government. But for him this represents an
historical contradiction for the history of state expansionism is rooted in the belief that
solutions to the effects of previous economic dysfunction have lain in an increased state
presence in civil society. However, this has also produced astate bureaucracy that has
become unwieldy.
Each failure of apublic agency to routinize class conflict with finality led
to demands for new bureaus. The result has been the intensification of
the process by which the state has evolved into asprawling, irrational,
contradictory and wasteful bureaucracy (Shapiro, 1983:140).
And compared to the capitalist criteria representative of the competitive private sector
"the state [bureaus] appear parochial, uncompetitive [sic] and inefficient"

(p.

141).

Even subsequent attempts by state bureaus to adopt the centralizing administrative
practices of business are deemed counterproductive. "The creation of 'superadministrative' units has, by anumber of accounts, reduced innovation, risk-taking,
and eliminated 'self-generated standards of propriety"

(p.

141).

However, current calls for aretraction of the welfare state and the replacement
of many of those responsibilities by private sector initiatives also has amuch wider
implication for Wolfe (1977) because much of that State activity has had a
democratizing effect.
Extensions of government activity restrict the number of options that
dominant classes possess, for each increase in social spending means
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either areduction in the accumulation function of the state or an
intensification of fiscal and political contradictions (p. 342).
It has also involved an attempt at offsetting the deleterious effects of market
competition not only upon the labour market but also in terms of ecological
degradation and so forth. The implications for Wolfe extend beyond fiscal concerns
and raise questions about the significance of democracy. "The attack on government
activity has become ... anot particularly well disguised attack on democracy itself" (p.
331).
Finally, given these four elements that comprise the State's role in capitalist
society (i.e., exclusion from private production, dependence upon and maintenance of
accumulation, and legitimation), Offe and Ronge (1975) posit the question as to any
condition under which the State is capable of reconciling all of these elements through
the policies of aparticular government. They conclude that these structural
relationships are capable of being fulfilled only when "every citizen becomes a
participant in commodity relationships" (p. 140)—when all the owners of capital and all
the owners of labour power are each able to engage successfully in economic exchange.
It is claimed that at this ideal juncture the need for state intervention in economic
decision-making is no longer required; the process of capital accumulation is
maintained at asteady level; material resources (through various taxation) for state use
become readily available; and political support tends toward the unproblematic amidst
such conditions of commodity exchange or wealth creation. Thus "the commodity
form [capital and labour power] is the general point of equilibrium of the capitalist
state"

(p.

141). It constitutes the link between the political and economic structures.

One concedes that the claim by Offe and Ronge has aparticularly econonuistic
overtone to it. However, for our purposes, it is sufficient to view it more broadly in
terms of the effects that both economic growth with its tendency toward lower levels of
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unemployment versus economic stagnation and increasing levels of unemployment
have had generally upon state policy and the resultant issues of political legitimacy
which governments have faced. While few would argue that what transpires in the
economic sphere, particularly the labour market, represents the totality of issues
confronting state officials, at the same time, one could hardly imagine that any vision
for comprehensive societal improvement could be successfully articulated and achieve
broad-based support while being devoid of asignificant plan (even if rhetorical) for
greater employment opportunities, especially amidst aperiod of labour market stress.

DELIMITING THE ROLE OF THE STATE

The link between the nature and role of the capitalist State and the process of
accumulation does not find itself translated in alinear, cause-effect fashion into
economic and social policy. That is, problem identification, policy adoption, policy
implementation and policy outcomes do not necessarily constitute consistent and
coherent sequential stages within the policy domain. Rather, commencing with
problem identification, the entire process represents afragmented contestation of
visions that involves not only competing interests within the larger social formation,
but also internally within the very bureaucratic structures whose existence is, in part,
explained through their jurisdiction over particular policy issues. Furthermore, the
policy process itself, its constituent elements and its manner of conduct, plays a
significant part in the determination of the formulation of issues addressed, their
potential for action, and the form which such action might take. Dale (1989) outlines
these and other related concerns pertaining to the nature and role of the capitalist State
and its relationship to the accumulation process. For him, there are qualifications and
limitations to Offe's (1975a, 1984; Offe & Ronge, 1975) and Habermas's (1976)
conceptualization of the State.
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First, for Dale (1989) it is important that the view of the State and the problems
its administrators respond to not be universalized. While capitalism is abroad referent
for an economic system, such alabel does not account for the implementation of
variants of that system throughout the world. General principles do not translate into
common, specific practices, hence ensuing problems reflect the cultural and social
heterogeneity of the world's capitalisms (see also Giddens, 1981; Morrow & Torres, 1995;
Torres, 1989). Thus as Dale (1989) remarks
specfications of the problems facing the State in any particular social
formation cannot be laid down theoretically in advance; they do not
appear in the same form. They have to be extracted through an analysis
of each separate social formation (p. 28).
Secondly, simply identifying the State-accumulation process relationship does not at
the same time offer any means by which problems arising can be tended to.
Identification [does not] imply that the State apparatus as awhole is well
tuned to overcoming the problems [if, in fact, problems can actually be
overcome rather than simply displaced],2° nor that the machinery
available in any given social form is especially relevant to tackling them
(p. 29).
Thirdly, since knowledge and understanding are variable, so too are policy-makers'
perspectives on policy issues. What seems obvious may not be so to those charged with
responsibility for its attempted amelioration (for aplethora of reasons, political or
otherwise). Fourth, the process of problem identification and policy adoption does not
constitute aharmonious relationship with the process of policy implementation. There
are no guarantees. Finally, the State-accumulation process relationship does not
constitute the totality of State policy. There are other concerns at play. As Dale (1989)
remarks "in arguing that the problems of the capitalist State derive from its relationship
to the maintenance and reproduction of the capitalist mode of production, [one should
not] assume that all State activity derives from this relationship" (p. 25). As we are
reminded by Offe (in Dale, 1989) "State agencies ... giv[e] in to the claims which emerge
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from party competition and political conflict, but in no way directly result from the
actual requirements of capital accumulation itself"

(p.

30). In fact, Dale suggests that

this potential influence can lead to policies which come into direct conflict with
problems arising from the State-accumulation process relationship. 2'
What has been attempted here is an understanding of the State which is neither
simplistic nor reductionist (to only the economic sphere or process of accumulation),
but rather one which reflects "enormous complexity .. [and that] is not monolithic but
full of contradiction and heterogeneity" (Dale, 1992:388), one which appears in contrast
to the implicit imagery of the Hobbesian leviathan state or the economic determinism
of orthodox Marxism. If we accept such acontrasting vision with its potential for a
multiplicity of understandings, interests, and opportunities and from that the
possibility for contestable policy decisions, then one must also consider that part of the
process of legitimation for State policies rests with anticipating opposition and tending
to such apossibility, even in apre-emptory manner. Hence, when policy debate
reaches the public domain, generally "opposition, not support, must be expected and a
major part of State policy [becomes] concerned with dealing with that opposition in one
way or another" (Dale, 1989:30). Strategies for combating opposition as opposed to
garnering support are not mutually exclusive, but symbiotic. While approaches for
achieving one tend to contrast with those employed for the other, success in either often
translates into success in the other.

INTERVENTION BY THE STATE

Offe and Ronge (1975) argue that one of the primary activities leading to state
intervention rests with its role in safeguarding and attempting to guarantee the
commodity exchange of economic actors, be they capital or labour.
The State apparatus must ensure that labour power is employable and is
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employed on the market and that individual units of capital find it
profitable to employ this labour—that the rate of profit is high enough to
promote increased investment and economic expansion (Carnoy,
1984:135-136).
It is this activity that permits them to claim that such "does not directly mean guarding
the general interests of aparticular class, but guarding the general interests of all
classes on the basis of capital exchange relationships" (Offe & Ronge, 1975:142). While
the State may not directly serve any particular class interest, for none can be clearly
articulated, it is its safeguarding of all interests (and its own self-interest given its
position and hence role in capitalist society) within the framework of aparticular
economic system which best serves the interests of aparticular class that implies the
specific nature of the State as capitalist. And so, what it is that the State endeavours to
secure both directly and indirectly is the maximization of economic exchange
opportunities. It is claimed
that the capitalist State will, out of its institutional self-interest, attempt
to increase the employability of labour and to promote the investment of
money capital. This is apolicy-making process in which the State solves
its own problems as they result from the discrepancies of the four
constituent elements (Carnoy, 1984:136).
The State's intervention for the safeguarding of the exchange relationship of
economic actors (i.e., not leave it simply to market determination) is aphenomenon
(political strategy) whose current political roots in North America are found, in part, in
the depression of the 1930s when unemployment (failure of exchange opportunities)
was over 30 per cent nationally in the US and Canada, when the value of world trade
dropped by nearly 50 per cent between 1929 and 1933 (Creighton, 1966), and when
governments responded by developing comprehensive plans to restore labour and
capital's opportunities (e.g., Roosevelt's New Deal in the US and Prime Minister R. B.
Bennett's ultra vires 'New Deal' legislation in Canada). 22 The evolution of this State
activity more than 50 years later to its present advanced level is expressively captured
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by Offe and Ronge's (1975:143) term "administrative re-commodification." In fact, they
make the claim that the "more and more dominant, more and more exclusive strategy
of the capitalist state is to solve the problem of the obsolescence of the commodity form
by creating conditions under which values can function as commodities"

(p.

143). For

Offe and Ronge, this involves not only assisting capital through policies which assist in
the development of markets (e.g., FTA, NAFTA), research and development policies
(e.g., Science Council of Canada), regional development policies (e.g., Western
Diversification Fund) and encouraging modernization (e.g., restructuring with
technology), but also enhancing "the saleability of labour power... through measures and
programs directed towards education, training, regional mobility and general
adaptivity of labour power" (p. 143).23

Ciusis TENDENCIES, THE STATE AND POLICY IMPLICATIONS
Because Offe and Ronge's (1975) scenario of full employment and fully engaged
capital investment is, in fact, ideal, the State is in actuality continually engaged with
attempts to achieve some level of equilibrium. For Offe, the reconciling of such
dynamic elements constitutes the State's primary activity and in large part represents
the motivational force behind much policy deliberations and formation (Offe in Carnoy,
1984:135). What is suggested by the Offean thesis is the considerable extent to which
the State pervades the process of accumulation. "The State in advanced capitalism is
intimately involved with the accumulation process such that private accumulation
becomes afunction of bureaucratic State activity and organized political conflict"
(Carnoy, 1984:135). This is to say, given the nature of the market (competition amongst
capitals), the lack of ahomogeneous capitalist class interest and the potential impact of
such anature upon those whose only capital is their mental or physical labour
(workers), as well as the potential political repercussions (legitimacy) for the State's
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institutional (electorally conferred) power when economic disequilibrium occurs, the
State in advanced capitalist society is increasingly drawn into an administrative role
relative to the economic sphere which of necessity also spills over into other policy
domains (e.g., social policy) for the general effects of the market, particularly
disaccumulation, are never confined simply to the economic sector (e.g., social policies
such as state-controlled old age and disability pensions, unemployment insurance,
welfare, health services, education, manpower training, and so forth). Thus it is the
process of policy formation when the State intervenes politically to attempt to
ameliorate the effects of these fiscal crises that becomes the flash point for the struggle
within the State—the struggle between what Apple (1988b) refers to as property rights
and person rights—a struggle whose contradictory nature implies State support for
capital accumulation frequently at the expense (i.e., capping, curtailing, rolling back) of
the person rights extended through apost-WW II expansion of the Welfare State.
That the dynamics of capitalist development tend toward paralysis is surely a
Marxist-influenced acknowledgment. That such paralysis is market self-correcting is
the domain of liberal economic theory. However, such theorizing tends to reflect an
understanding of the market as afree market—free from offsetting policies
implemented by the State and through capital's relationship (contractual agreements)
with labour—as well as the reductionist view of the sale of one's labour as amere form
of commodity exchange not unlike any other product or service. The problem with the
former perspective, persistent as it seems to be in much of the daily discourse of
business, politicians and significant portions of the media (i.e., Business and OpEd
sections), is that it has not existed, certainly since the development of modern
capitalism (Offe, 1975a). Giddens (1981) remarks that
although the experience of different capitalist societies have varied
greatly...in all such societies the state has from the beginnings of
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capitalism played amajor part in economic activity. Since the late
eighteenth century ..the state's activities within the economy and outside
of it have continued to expand (p. 214).
Various capitals and sectors of the market have always been assisted (e.g., corporate tax
incentives/breaks/holidays), protected (e.g., marketing boards, tariffs), subsidized
(e.g., Crow Freight Rate, logging of crown land), influenced (e.g., various government
regulations) or controlled (i.e., monopoly; e.g., Bell and various provincial government
telephone companies, Irving Oil in New Brunswick) 24 such that commodity prices have
not always historically represented the vagaries of the marketplace reflective of classic
liberal economic theorizing (Hunt, 1972). At various times oligopolistic (i.e., alimited
number of producers strong enough to influence the market; e.g., Canadian marketing
boards, OPEC) as well as oligopsonistic (i.e., alimited number of buyers strong enough
to influence the market; e.g., McCains in PEI, FPI in Newfoundland, Consumers Gas in
Ontario) conditions have occurred. 25 Secondly, the labour-as-commodity view, apart
from its ethical implications of reifying even abstracting an important human activity,
fails to afford adequate consideration to the social (and personal) impact of displaced
workers as well as the potential problems for political legitimacy that invariably
accompanies such impact. Classic liberal economic theorizing appears to neglect this
point focussing instead upon such areserve of displaced workers as exerting
downward pressure on wage demands which, in turn, has positive implications for,
capital investment and hence potential accumulation. That one of the State's primary
sources of revenue (personal taxation) is adversely affected is of limited concern to
capital. With the general decline in the revenue base (from both capital and personal
taxation) which accompanies economic crises, the re-examination and possible
restructuring of welfare state services which directly support person rights (but also
indirectly benefit capital, apoint too frequently ignored) is seen as increasingly
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necessary by politicians and business. Doing so while attempting to restore adisrupted
accumulation process only tends to exacerbate the problem of political legitimacy.
Hence the nature of the capitalist State becomes its denial as such. This can be
witnessed in the current debate in Canada over fiscal (monetary) policies by federal
and provincial governments alike. Government policy is often couched in terms of
necessity such that it represents anatural and, too often, the only reaction available to a
depressed market. By so declaring, policy is deemed administrative rather than
political (contestable) and thus the power of the market is seen to assume anature-like
quality. 26

THE STATE, COMMODITY RELATIONSHIPS AND POLICY FORMATION
The welfare state's relationship to (and intervention into) the accumulation
process has direct policy implications according to Offe. Here the state is seen as
contributing to that process through either of two actions it employs—allocative and
productive. Keane (1978) suggests that these policy approaches, in fact, represent an
improved and more precise description of the state's role rather than that which is
implicit in the broad term state intervention because the former are "based not only on
the extent of state activity required to reproduce the capitalist accumulation process,
but also on an empirical description of the nature of those requirements and the means
by which the state fulfils them"

(p.

57).

First, it is argued that the state is involved in allocative policies whereby its role
is essentially the -co-ordination and regulation of capital accumulation through "the
allocation of resources of state property—which, already are under its jurisdiction"
(Keane, 1978:57). Such an allocative role is defined by Offe (1975a) as "a mode of
activity...that creates and maintains the conditions of accumulation in a,purely
authoritative way. Resources and powers that intrinsically belong to the state and are at
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the disposal of the state"

(p.

128). Examples of such policy practices would include

protective tariffs, money-lending policies (e.g., Bank Act), use of crown land,
employment of the military, police and courts according to law and precedence and so
forth. For the purposes of this policy analysis, educational funding for instruction and
building construction, teacher licensure, creation and distribution of instructional
materials, compulsory school attendance for certain age groups and the institution of
state evaluation policies for students, teachers, and school systems are examples
representative of this policy category.
Allocative policies are deemed interventionist in that they "impose acertain
order created by the state on an area of social and economic activity" (Offe, 1975a:128).
However, their allocative nature rests with the authoritative base of the political actor
involved in the decision (e.g., Minister, Deputy Minister)—whether it be constitutional,
based on legal norms or on consideration of political majorities and affiliations. This
implies, then, that the decision is entirely politically (power) based—"politics and
policies are not differentiated"

(p.

128).

The practice of allocative policies by the state ,which was common during the
period of 19th century liberal capitalism (laissez-faire) and has since become orthodoxy
in all late capitalist countries, has slowly been supplanted by another policy form
referred to as productive state policy (Keane, 1978). This latter action has evolved from
the needs of acapitalist mode of production in its later stages of development (i.e.,
organized capitalism—welfare state). And while, like the allocative policies, it, too, is
interventionist and assists in creating the conditions for the continued accumulation of
capital, its employment requires physical input for the expressed purpose of
maintaining accumulation, usually in the form of variable or constant capital
investment (human labour power or raw materials). 27 "Productive policies ... seek the
provision of inputs of accumulation (e.g., reconstructing labour skills via programmes
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of vocational training) in anticipation of disturbances within the domain of privately
controlled accumulation" (Keane, 1978:58).
The question arises as to why the State engages in productive policy rather than
leaving it to capital and the market. We are informed that "productive policies strive to
bolster sagging supplies of... capital, where such capital is either not provided or
provided in inadequate supply by private market decisions" (Offe, 1975a:132). And so
in late capitalism we find that "the state now actually produces conditions which are
essential for the reproduction of private capital but which capital is incapable of
creating" (Keane, 1978:57) (e.g., key infrastructural components such as health,
housing, education, transportation, communication services, energy, manpower training,
and science and research development). If we are talking here about the training or
retraining of labour in Canada, the federal and provincial States have taken on this task
(with adegree of direct and indirect user pay; e.g., property taxation, tertiary tuition)
almost to the exclusion of capital because the latter tends to view the investment as
unprofitable. The rationale frequently employed in support of this view in Canada
(and one suspects in most industrialized nations) invokes concerns about its potential
costs as well as the risks and uncertainties of profitable benefit given that such training
may not be exclusive (specific to aparticular capital) while the potential for worker
mobility, the possibility of movement to another employer, increases the likelihood that
one accumulating unit of capital finds itself essentially training its competitors' (or
simply other capitals') labour. This becomes important for the dynamics of competitive
accumulation especially during fiscal downturns because with the globalization of
markets, the increased pressure of competition finds capitals of varying sizes
increasingly dependent upon help with their strategy for competition. This certainly
became the claim of business during the 1980s and again at the beginning of the 1990s
when it was argued that the generation of young workers entering the labour market
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were ill-equipped both in necessary skills and attitudes. With productivity declines
occurring in the early part of the former decade and, then again as that decade dosed,
such declines were often attributed to workers' complacency as well as their inability to
adapt to new technology (they were either inadequately trained or not at all). Much of
the criticism began to find itself deposited at the doorstep of the educational system as
aconsequence and one might reasonably argue that "at this point, productive state
activities ... [began to] emerge since the state is the only organization in capitalist society
that could provide such inputs that are required in order to sustain accumulation and
production" (Offe, 1975a:132). Thus, one of the activities of the State is to respond to
situations in which labour and/or capital fail to operate in the
accumulation process by producing material conditions that allow the
continuation of accumulation. By its material production the state
creates conditions that are essential for the accumulating units but that
cannot be achieved by their own activity (p. 132).
It is clearly contestable whether the State need be the only or dominant
organization responsible for conducting the general activity of career
development/preparation, but since there has been alimited history of capital having
participated in such activity in Canada (especially compared to its European
competitors) (e.g., Economic. Council, 1992ab; Pearse, 1992), attempting to shift the
burden and costs of doing so to them especially amidst an accumulation crises is not a
particularly viable option. 28 But this problem facing State officials is also adirect
outcrop of the latter's method of crises management—reaction to perceived threats.
The use of productive policies then tends to be reactive to perceived or actual
deficiencies or blockages in the accumulation process. 29
This is the real significance and uniqueness of public policy formation in
the period of late capitalism. Through such policies, the state selfconsciously shoulders the task of overcoming the socially disintegrative
consequence of liberal capitalism's anarchic pursuit of profit (Keane,
1978:58).
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By also shouldering responsibility for upgrading the immaterial infrastructure via the
formal provision of schooling and re-schooling "this market replacing state activity
[represents] only one example of the state's more general involvement in the planned
provision of science and technology for the accumulation process" (p. 59). While
concerns over basic literacy were important, issues pertaining to the curriculum
support for science and technology were also asignificant part of the discussions
surrounding the review of secondary education in Alberta in 1984-1985, discussions
which, among other things, found key political figures calling increasingly for work
related skills and attitudes directed toward future economic development which
comprised, in part, further mandatory mathematics and science requirements for high
school matriculation as well as microtechnology incorporation in the provincial schools.
That the province was undergoing the worst economic crisis since the depression on
the heels of the greatest economic expansion in its history cannot pass without
comment.

CRITIQUE OF OFFE

Offe (1975a, 1984; Offe ,& Ronge, 1975) has come under criticism from both
political and social theorists and educational theorists alike. The predominant
argument employed against him is his economistic tendencies ranging from Torres'
(1989) remark that Offe's thesis suffers from "crude economic analysis" to Carnoy and
Levin's (1985) remark claiming its "unidimensional" quality (different sides of the same
coin). However, in critiquing Offe, Carnoy & Levin also offer additional perceived
deficiencies. These pertain primarily to his lack of consideration for the power of
ideology.
He defines the school's role solely in economic terms, as asource of
increased possibilities both for the capitalist to accumulate capital and
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for the laborer to enhance his employability by capital. Neither does
Offe's theory account for capitalists' private power over media and other
ideological apparatuses, or for the power of social movements to alter
the ideological conditions under which the State is forced to deal with
labor and with capital (Carnoy & Levin, 1985:44).
Keane (1984) raises many of the issues brought forth by Carnoy (1984) and
Carnoy and Levin (1985). He, too, views ideology as atheoretical shortcoming of Offe,
noting specifically his failure to incorporate the same as an explanation for consensus
building or the power of leadership. Furthermore, the ideology of nostalgia, of
harkening back to abygone era, an ideology which certainly struck aresonant chord in
Alberta, is also without due consideration in Offe's work.
Offe does not engage current advances within the analysis of ideology
and discourse. This is one reason why he undervalues the contemporary
importance of certain ideological discourses ... and strategies of consensus
building (such as plebiscitarian leadership). Especially problematic is
his failure to systematically consider whether, in the present period
[early 1980s] of social and political disorganization, there can emerge
widespread nostalgia for decaying ideological traditions, anostalgia
which can, in turn, be strategically nurtured and manipulated by the
ruling groups of dominant institutions (Keane, 1984:23).
Also, on an economic note, Keane questions Offe's failure to dearly articulate
the causes of the fiscal crisis—why does the commodity form suffer paralysis? Are
these "squeezes on the rate of profit" related to organized labour's enhanced
bargaining power, monopoly capital's search for improved investment globally, "or the
outcome of demand saturation and declining rates of productivity resulting from the
exhaustion of the potentials of scientific and technical innovation" (Keane, 1984:15). It
is felt by Keane that Offe is less than clear on this issue, apoint on which Carnoy (1984)
concurs when he notes that state derivationists perceive Offe as "taking for granted the
laws of motion of capital and the tendency of the rate of profit to fall"

(p.

148).

Finally, Keane (1984) raises the issue of transnational migration of individual
capital and argues that Offe fails to consider its occurrence as related to welfare state
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incursions, choosing instead to conceive of the welfare state as providing assistance to
various social movements in their resistance to capitalism's exploitative tendencies (p.
17).
Carnoy (1984), like Keane, views Offe as inadequately explaining why the crises
to which the State must respond initially transpire (p. 151). Furthermore, he, too,
perceives Offe's theory of legitimation as too materially based and thus inconsiderate of
ideology's potential to counter the tendency for the rate of profit to fall while still
allowing state officials the ability to maintain the legitimacy of their policy action, as
detrimental to labour or individual capitals as it may have been construed initially.
There is anotable absence ... of any discussion of the ideological and
repressive functions of the State. Although Offe discusses the useful
notion of legitimation, legitimacy in his analysis depends solely on
material gains by the working class. The ideological means available to
the State ... to legitimate worker exploitation and State action against the
working class and individual capitals is not discussed by Offe .... [He]
would see downward pressure on wages (in order to counter the
tendency in the rate of profit to fall) as intensifying the class struggle
or...as delegitimating the State. The State, in order to retain legitimacy,
would have to provide the working class with some material benefits to
offset the falling wages. But ... the State could attempt to get the working
class to accept lower wages as part of anational effort. The
countertendencies to the falling rate of profit include ideological
struggles in which State personnel not only take action to promote
capital accumulation, but to justify unpopular actions (e.g., increased
unemployment, lower real wages) with dominant-class ideology
(Carnoy, 1984:149-150).
As has been pointed out by these authors, such an economic focus by Offe has its
pitfalls.
While Offe's thesis does tend to suffer from an over-dependence on the import
of the economic sphere and the role of education as predominantly the vehicle for
enhancing labour employability, to summarily dismiss his theoretical framework
would seem hasty and equally inappropriate. Since this dissertation is concerned
primarily with the espousal of aparticular educational policy and its school-work
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linkage as well as the examination of the relationship between such alinkage and
policy amidst fiscal crises, Offe's work is certainly not without significant merit. Since
our intent here is not to explain all the roles played by educational institutions nor all
the societal issues brought to bear upon or made manifest within schools, but rather to
focus upon aparticular role relative to the public policy process at aparticular
historical juncture of aspecific social formation, Offe's thesis thus warrants reasonable
consideration (ever mindful of its limitations).

THE APPEARANCE OF CONTRADICTORY STATE ACTION

It is the capitalist state's relationship to the process of accumulation that has
been contributory to seemingly contradictory political behaviour in some of the welfare
states of the western industrialized world during the past 20 years. A case in pointis
the British Labour Party. As Diesing (1982) indicates, the Labour Party's ascendancy to
power during the 1960s and 1970s was marked by economic policy which flew in the
face of their political philosophy, not to mention their electoral rhetoric. 30
Three times now it [Labour Party] has come to power in an
accumulation crisis, when falling profits and investment produced
unemployment and aleftward shift of the electorate. Each time it has
resolved the crisis by imposing austerity on the working class, the most
recent time by aseries of wage freezes. A Tory government could not
have done that....Labor is uniquely qualified for this task because it has
no legitimation problem; since its leaders are ex-workers they must have
the interests of labor at heart (p. 260).
The UK electorate's experience with Labour's apparently contradictory
behaviour has not been unique. Essentially, the same has occurred in Australia
(Robertson, 1990). In 1983, the Australian Labour Party (ALP) came to power under the
tutelage of the ex-president of the Australian Council of Trade Unions. With an
economic (accumulation) crisis in full swing (i.e., high unemployment, inflation and
wage demands; low GDP; declining corporate profits), the ALP succeeded in securing a
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tripartite agreement with labour and capital which produced, among other things, a
reduced social wage and acentralized wage fixing body (Robertson, 1990:117,120). 31 A
democratic socialist party "traditionally representing the interests of the working class:
.
social

justice and democratic freedoms"

(p.

2) negated its historical political philosophy

(and struggle) with the stroke of'a pen.
Also from that part of the world, Canadians were introduced in the early 1990s
to the New Zealand experience which the media both provincially here in Alberta and
nationally (e.g., W5) 32 brought to the public's attention as apossiblefate that awaited
this country lest the welfare state gained control of its budget. Like the IlK and
Australia, New Zealand had elected aLabour government in 1984 and then again in
1987 amidst acrisis of looming debt, unemployment, inflation, and currency
devaluation. After the latter electoral victory the Labour government reversed its
traditional economic policy stand of welfare statism and introduced aseries of stringent
fiscal measures (i.e., Rogernoniics) 33 that embraced wholesale budget cutbacks, the
privatization of certain government assets and services (e.g., electricity, schools) and the
imposition of assorted user fees (e.g., health services). Upon their electoral defeat in
1990, the incoming conservative National Party picked up the torch and continued with
cuts to welfare and the de-regulation of the labour market (i.e., decertification of
teachers and trades unions, with the latter resulting in that body of organizations being
reduced to association status under the law) (Beresford, 1994; St. Clair, 1994). 34 While
the conservatives may or may not have been able to initiate such measures themselves,
the seemingly contradictory actions of the prior Labour government possibly served as
aspringboard for the continued dismantling of the welfare state and the privatization
(re-comnaodification) of sectors that had become politicized or socialized by the NZ
government over the years.
Lastly, closer to home, in September 1990, the province of Ontario, Canada's
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industrial heartland, was witness to its first ever electoral victory by ademocratic
socialist party the New Democratic Party (NDP), after fifty years of Conservative and
Liberal control (of which 45 consecutive years was the former). Having ascended to
power amidst aprovincial/national economic crisis (i.e., high unemployment, high
inflation, stagnant industrial productivity since the mid-1980s), their first budget which
tripled the annual provincial deficit to nearly $14 billion was reflective of the Keynesian
economic theory associated with their political philosophy and electoral rhetoric which
called for the state to assist the citizenry with the hardships imposed by the impact of
recessionary times. And, like their political socialist counterparts in other
industrialized nations, budget cutbacks through major public sector wage concessions
(i.e., $2 billion) and diminished financing of public services (e.g., health, education,
social services) also began to occur in year two of their mandate. The enforced public
sector wage concessions transpired through the violation of one of the pillars of liberal
economic and political theory—the sanctity of legal contract. 35'
36 At about the same
time, asimilar scenario began to play itself out in the province of Saskatchewan,
another democratic socialist (NDP) domain and the birthplace of Canadian socialism. 37

EDUCATION AND THE STATE

Like Dale (1989), Carnoy and Levin (1985) note alack of explicit theories of the
State within much educational writing "even though public education is primarily a
State function and the State has become an increasingly significant part of the
production system" (p. 26). They remark that such theorizing is particularly important
for an understanding of all societal institutions and "their interrelation including the
role of education and its relation to society at large" (p. 26). While it has been noted
elsewhere that not all State policy is attributable to the State's role in production and
the accumulation process, nonetheless Dale (1989) suggests that
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focusing on State provision of education ... enables us to see that the basic
problems facing education systems in capitalist countries derive [in part]
from the problems of the capitalist State ... In order to understand why
education systems are as they are, we have to understand the relationship
between the ways they tackle the various problems confronting them,
and that ... is arelationship of contradictions (pp. 25, 32).
These contradictions arise from the conflicting roles the State is compelled to adopt as a
result of the historical evolution of its current position in capitalist society and the basic
conditions inherent in such positioning, as described above by Offe (1975a, 1984; Offe &
Ronge, 1975). As important an understanding as that is, such recognition is singularly
.inadequate for the comprehension and appreciation of the State's impact upon
education.
One of the knocks against Marxist or criticalist perspectives generally on the
relationship between the role of education and the State has been their
oversimplification, that linear, cause and effect explanations, often functionalist in
nature, have been proffered (e.g., see Liston, 1984, 1990) and that somehow
"understanding the State is not only necessary but sufficient for an understanding of
education policy" (Dale, 1992:388). And while there appears aneed for fuller
appreciation of the State's position within advanced capitalist society including its role
in the provision of one of the most important areas of social policy, in terms of social
integration (socialization), as well as one of the most costly, education surely constitutes
more than an appendage of the State, controlled and directed, determined as it were, by
the latter's political-economic necessities. At the same time, an equally inadequate
understanding of education entails its autonomy as an institution engaged only in the
cognitive and affective development of its charges divorced from the wider social,
political and economic forces at play within the social formation. For such a
perspective, overdetermination seems substituted by blissful ignorance and detachment.
This, of course, constitutes avariant of the long running, micro-macro debate. What is
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required, then, is an understanding of how that changing nature of the State impacts
society's public educational system through the policy-making process.
The point to be made here is that "education is not aprofessional activity that
remains discrete from other social processes, but is inextricably bound up in the
economic and political processes of society" (Dawkins, 1986:3). However,
acknowledgment of its relationship to wider social processes requires further
explanation. For Carnoy and Levin (1985) it means that the educational state
apparatus, reflective of the larger State apparatus, has been mandated responsibility for
the accomplishment of two seemingly contradictory tasks—"those of the imperatives of
capitalism and those of democracy in all its forms"

(p.

4). To argue that there is aclose

link between economics, politics and education (Dawkins, 1986) is to recognize that "as
both aproduct and shaper of social discord, the school is necessarily caught up in the
larger conflicts inherent in acapitalist economy and aliberal capitalist State" (Camoy &
Levin, 1985:4). Those larger conflicts are made manifest within the educational
institutions because rather than being adomain divorced from the social struggles of
capitalist society schools are not only "essential to the accumulation of capital and the
reproduction of the dominant capitalist relations of production [but as importantly are]
valued by parents and youth as
political life"

(p.

ameans to greater participation in economic and

4). Such an understanding of the role of schools in advanced capitalist

society, then, involves the view that social movements are not powerless in their
influence. They do have apotential impact upon educational policy. State provision of
education is not simply the reproduction of dominant class conceptions, the
proliferation of acoherent and consistent set of ideological practices grounded in forms
of knowledge which are bounded and static or, conversely, utterly controlled in their
evolution. Rather, public schools mirror not only the changing nature of the demands
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of capital (and the requirements of the accumulation process), but social demands as
well.
As capitalism changes, some of the demands made by capitals on the
schools also change, although the underlying theme of reproducing the
relations of production remains the same. Similarly, the demands of
social movements have changed with social change ... Education can thus
be understood in the context of social conflict, as part of asocial conflict
that changes as aresult of previous struggles (Camoy & Levin, 1985:48).

DOMINANT VIEWS OF EDUCATION AND WORK
Levin (1980a) outlines two views of the relationship between education and
work which frequently conflict in modern industrialized societies. These views are
referred to rather broadly as education and social growth (progressivism) and education for
social efficiency (functionalism). Carnoy and Levin (1985) offer ageneral explanation of
these two views:
On one side are those who stress the role of education as independent of
the structure and content of jobs .... [Some even] argue that the school can
create values or ideology independently of the workplace .... [E]ducation
shapes minds that in turn condition social relations outside the schools.
On the other side are those who ... conceive of schools as institutions that
prepare youth for later work roles; it is the functional connection to the
workplace that gives schools their most important characteristics (p. 2).
Neither view exists to the exclusivity of the other nor as outlined here achieves broad
parental support. There is an expectation for the presence of both. It is often the
perceived dominance of one over the other and the concommitant shortcomings seen to
accompany such dominance (through its implicit social vision and even lack of skills
and/or knowledge acquisition or opportunity for same) that constitutes much of the
grist for the debate. That is, both views find themselves embedded within alarger
framework of assumptions about the appropriate role of schooling in society and the
relationship of that institution to the world of work. An overview of both shall follow.

83
Education and Social Growth
This perspective perceives the major role of schooling as being concerned with
developing the abilities of students for the primary purpose of their own personal
development and through that the larger social formation. Its focus is with developing
the talents of the young such that the construction of "healthy and satisfying
educational experiences ...will nurture all the innate talent among the present youth on
behalf of creating ademocratic, social transformation of the future society" (Levin,
1980a:131). Such an experience is seen as constituting activities which reflect "a process
of living rather than [necessarily] apreparation for future living" (p. 129). That is, that
their educational experience should be intrinsically rewarding rather than become
directed primarily toward external returns—"schoolhtg should be valued in its own
right ... its role was [not]

to contribute to some external objective" (Carnoy & Levin,

1985:16). That is not to imply that such educational activity is frivolous or of limited
value upon achieving adulthood. Rather, it is believed that by providing "an education
with broad social meaning and with implications for transforming the present society
and its organisation of work to amore participative, interactive, democratic, and
humanised experience" (Levin, 1980a:130) that individuals will come forth who will
assist in the creation of amore desirable future society and with it the activities of
work—"the workplace is subservient to the educational process ... [S]chooling, by,
shaping young minds in aparticular way, can change society, on the assumption that
education operates independently of existing social and work processes" (Carnoy &
Levin, 1985:16). It is argued that in contrast to education for social efficiency, the
schools are able to "shape values and skills in their own image" (p.3) rather than those
of the workplace thereby being capable of the subsequent democratic changes to the
activities of work and other institutions.
This view is typically associated with the progressive educational movement
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(progressivism) of which John Dewey was asignificant actor and whose writings
constitute amajor portion of its foundational theorizing. One can reasonably argue that
avariant of this view represented the dominant educational philosophy of the 1960s
and 1970s in North America, and is currently under severe criticism by many parents,
politicians and those in business for its perceived shortcomings, not the least of which
are found as the focus of the educational perspective that follows.

Education for Social Efficiency
In contrast to the social growth view, the social efficiency perspective is
concerned with youth preparation for existing adult roles—"institutions can be
understood only in terms of how they serve society" (Carnoy Sz Levin, 1985:19). Within
such an understanding of social institutions "the schools exist as part of abroad system
of socialisation that is designed to create adults who are competent in satisfying the
demands that society places on its adult members" (Levin, 1980a:130) or more
specifically, "schools merely develop the skills and attitudes needed in work" (Carnoy
& Levin, 1985:3). Needless to say, as expectations for adulthood change (including the
activity of work), it is anticipated, so too (though to alesser extent) does school
curriculum (both formally and informally) and perhaps even the institution of
education itself—"as work requirements change, so do practices and even the whole
structure of education" (p. 3).
The school in the functionalist perspective is understood then in terms of its
specific contribution to the development of competent adults. And since the activity of
work is such asignificant part of what it means to be acompetent adult in advanced
capitalist society (including one's success in acquiring employment), "the schools'
agenda necessarily focuses on [among other things] the skills, attitudes, and
personalities required for acceptable performance [in the workplace]" (Carnoy & Levin,
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1985:19). The schools' role as an institution necessarily engaged in the preparation of
young competent adults capable of successfully negotiating ever more sophisticated
social and work-related relationships finds itself increasingly driven by the expanding
technological industrialization and evolving complexity of society.
Often this perspective is driven by anticipated end-results—"the measure of
success that is implied for the schools is not the degree to which they foster intrinsically
meaningful activities, but the degree to which they satisfy competency-related
outcomes" (Levin, 1980a:131)—"education is ameans to an end, rather than an end in
itself" (Carnoy & Levin, 1985:19). Part of that socialization and outcomes relates to
preparation of the young for work roles. "Competent workers must have specific skills,
behaviours, values, and attitudes which are not likely to be provided by such other
institutions of socialisation as the family, church, and community" (Levin, 1980a:131).
In this sense, the outcome measurements relate to student preparation for workplace
requirements and this is implicitly (if not explicitly) evaluated by the degree of success
youth have in achieving employment and parental and employers' satisfaction with
said youth. 38 One can reasonably argue that avariant of this view has increasingly
come to represent the ascendant educational philosophy of the 1980s and 1990s as
reflected in the discourse of politicians and educrats (educational bureaucrats) through
educational policy and curriculum (e.g., Government of Alberta, 1985; NCEE, 1983;
Ontario Ministry of Education, 1981, 1982; Ontario Premier's Council, 1990), though not
necessarily in the practices and personal educational philosophies of the majority of the
teaching profession.
All that is being argued here is that two general yetdistinct views of the role of
schooling and education in late capitalist society exist in the school system without
exclusivity. Rather, education and schooling in capitalist society have always been,
certainly since the Second World War, about the co-existence of these two perspectives
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since personal cognitive and affective development and maturation have tended to
complement (augment) workplace preparation (in its generic sense). What is of
particular interest is the emphasis afforded each at specific historical junctures and the
possible impact of the state of the economy (crisis in the accumulation process) upon
such emphasis, as well as the State's reinforcement through policy of the ascendancy or
dominance of either. Furthermore, with the activity of work being the primary means
by which most adult members of advanced capitalist society acquire their physical
survival, institutional preparation for such an activity (in whatever form) seems a
particularly significant responsibility for the State given that few other traditional
institutions (i.e., church, family) appear capable of accommodating let alone
accomplishing the complexities the same have assumed in modern society (Levin,
1980a).
The period of the late 1970s and early 1980s represented aperiod of change for
capital throughout most of the industrialized world. The postwar expansionary era
had been witness to increased and, in great part, accommodated social demands upon
the welfare state in Canada and particularly in the area of education. This latter state
apparatus constitutes an area whose mutual beneficiality is understood by both labour
and capital. It also represents one of the major institutions through which the ideology
of the achievement principle is reinforced. It was and still is generally believed that by
successfully acquiring the skills and knowledge (and hence credentials) that
simultaneously attend to both personal development and generic occupational
development, the potential for social mobility and material wealth by individuals is
enhanced.
If the State in capitalist democracies is viewed as responsible for
providing justice and equity to compensate for inequalities arising out of
the social and economic systems, education's role then is seen as
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improving the social position of havenot groups by making relevant
knowledge and certification for participation available to them (Carnoy
& Levin, 1985:27).
And in an extended period of economic growth such beliefs are intrinsically reinforced
as the combination of increased educational attainment and adequate work ethic are
viewed as contributory to greater individual, occupational success in alabour market
where vocational opportunities are expanding. However, during periods of economic
decline, such an apparent relationship between education, hard work and the
acquisition of employment begins to falter (e.g., Too Skilled, 1992). The upshot of that
faltering is its contribution to the State's fiscal dilemma as "the proportion of
occupational activity involved in surplus value creation (from which state spending is
financed) fail[s] to apoint where it will be impossible to maintain existing levels of state
expenditure" (Dale, 1989:31). Demands upon the State become more pressing. It is at
this juncture that government policy begins to come under increased scrutiny and
questions pertaining to its legitimacy raised.
For instance, such state intervention has the effect of making
unemployment not anatural phenomenon, but one which is infinitely
adjustable by state intervention and hence acrucial political matter,
whereby levels of employment are decided as much on political and
economic criteria. Such strains are not avoidable but are intrinsic to the
system; and this creates legitimation problems (p. 31).
As aconsequence, the State's role in capitalist society also becomes more transparent.
In education, this materializes as astruggle among competing groups over
declining resources because the immediate impact of economic decline is often a
retraction in the level of fiscal support by the state. In contrast, during periods of
economic prosperity, the increase in benefits made available through the welfare state
has served to mute social conflict, for such an act was often construed, at least by state
officials, as delivering the goods or making good on electoral promises and thus was
projected as legitimating the role of the State as ademocratic (and neutral) institution
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which served to ameliorate social inequalities and injustices. In the process, "the whole
Welfare State apparatus, which gave capitalism amuch more human face, and by
demonstrating that it (capitalism) could care for all its dependents, enabled the State to
preserve acontext amenable to capital accumulation" (Dale, 1989:31). As long as the
economy continues to grow faster than the social wage, the State is able to diffuse some
of the political legitimacy problems into the education system which is able to cope
with the increasing expectations of social advancement implicit in the portrayal of the
value of the education system within the liberal-democratic State. However, "where
social spending has been growing faster than the econdmy, it becomes increasingly
difficult for state apparatuses such as education to maintain their existing level of
provision and hence to legitimate themselves through the value they provide" (p. 48).
This has repercussions for the educational state apparatus. which are not unfamiliar to
most educationists in western capitalist nations.
There is an attempt to find anew means of legitimation, for both the
education system itself and for state policy as awhole, following the
undermining of value-base legitimation .... [Currently] this includes ashift
in the rationale for education, from an implicit rationale that education is
for the development of the individual to the explicit rationale based on
the contribution of education to national [economic] survival; this is to
be achieved through the preparation of an appropriately skilled and
motivated workforce; .... [I]t is almost as though someone had read, and
accepted, and seen the value of, the correspondence [functional]
principle (p. 48).
What this produced in anumber of countries during the 1980s (e.g., Australia, Canada
(Alberta, Ontario), NZ, UK, USA) was the tendency toward scapegoating the education
system (Dawkins, 1986). The political rhetoric outlining the deficiencies in state
education set the groundwork for "a conscious attempt to re-legitimate government
actions by attributing manifest evidence of failure, perceived in youth unemployment,
to the failure of education"

(p.

28). While Dawkins's comments pertain specifically to
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the Australian situation in the early 1980s, their general description of events and
nature of the discussion in the public sphere are surely representative of circumstances
elsewhere.
As aresult of the state-administrative system seeking to overcome
legitimation crisis by diverting attention away from government and
towards the education system, the practice of scapegoating served
mainly to generate motivation crisis among young people. Though the
arguments might be spurious and circular, nevertheless, they touched a
responsive nerve ... and many accepted the view that high youth
unemployment was due to deficiencies in the state education systeth.
Consequently, there was renewed concern about the content and
pedagogy of schools as parents worried about their offsprings' job
opportunities and career pathways in the face of shrinking
[occupational] vacancies.
Thus education was being squeezed from above and from below.
Above, from the state-administrative system where allegations were
made attributing much of the cause of unemployment to the school
system; below, from parents who were exerting pressure in an
expression of anxiety for their children (Dawkins, 1986:29).
Fiscal crises can lead to other state policy decisions besides funding cutbacks
and scapegoating for purposes of legitimation. Both of these can represent precursors to
more fundamental change. An indirect effect during the 1980s was often the "review
and redirect[ion] of existing [State] activities ... (which contributed to] apartial
restructuring of the whole state apparatus" (Dale, 1989:38). This reflects Wolfe's (1977)
comments about attempts by public bureaucracies to emulate private sector
organizations' administrative structures where efficiency and effectiveness have
become the buzzwords. For Dale (1989) such action simply represents "efforts to impose
greater control on the education system" (p. 38) through technocratic management—"to
replace politics with technical solutions"

(p.

40). For Wright (in Dale, 1989), there are

distinctly conservative implications to the attempted reduction of complex political
management problems to technical ones.
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EDUCATION POLICY Fo1ATIoN AND THE STATE

Levin (1980b) has evolved ageneral model of the educational sector to
illuminate the multitude of factors that are brought to bear upon the educational
planning process (Figure 2.2). In developing the model, Levin has argued that the
process of educational planning is inherently an exercise in optimism. This would
seem to apply irrespective of the level of change intimated by aparticular policy.
Whether grand (e.g., major restructuring) or subtle (e.g., curricular adjustment to
incorporate asocial issue), "it is assumed that social change can be planned and

Figure 2.2—A View of the Educational Sector and Its Selling
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managed by the formation of purposive institutions that will be guided by
appropriately trained professionals with commitments to acommon vision of the
future society" (p. 15). However, while the institution of education in capitalist society
is presumably capable of making acontribution to the improvement of some pressing
social issues, Levin also makes the claim that
when educational planning and reform is directed towards altering
characteristics of asociety that derive from the basic political, economic,
and social functioning and structure of that society, the educational
reforms and plans will fail to achieve their stated objective (p. 16).
Such aclaim does not bode well for those who tout the power of education for the
eventual amelioration of social ills, given adequate time and resources. In fact, Levin
has argued elsewhere that based on past experience "concerted efforts to use the
educational system to eliminate poverty or reduce inequalities have shown little
evidence of success (Carnoy & Levin, 1976)"

(p.

15). The inability of the educational

system to exact the intent of such reforms is rooted in "the lack of aconstituency for
change and the overwhelming momentum of educational and social processes in the
direction of social reproduction of the existing policy" (p. 33). In fact, it would seem
that directing focus toward the school as aproblem solver for societal issues originating
elsewhere serves little more than to divert attention away from that original area of
society which requires examination and reconsideration, and in the process reinforces
an ideology which promotes such an institution's ability to effect significant social
change.
Levin (1980b) outlines three elements to such an ideology. These are:
a) that the major purpose of the system of education is to ameliorate poverty,
oppression, and uneven political and social participation;
b) that social change results from social planning and management (technical
solution); and
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c) the only constraints upon the success of such planned social change are the
adequacy of resources, knowledge and appropriately trained planners (p. 33).
While the latter twosome would seem fairly self-explanatory, it is the first element of
this ideology of educational planning that warrants closer examination for Levin argues
that there are anumber of incongruous and inadequately examined implications to
what would seem presumably to be auniversal desire on the part citizens of any
advanced society to tend to such societal inequities. For Levin (1980b) then the
implications of employing educational institutions as vehicles for overcoming
significant societal inequities are
a) the that wealthy would wish to rid themselves of their wealth and have it
redistributed amongst the poor;
b) that, likewise, dominant political groups would wish to share their acquired
power with the dominated; and
c) that exploitation and repression of the weak by the powerful is but aproduct
of ignorance

(p.

33).

As unlikely as these may seem in actuality, they appear reinforced by the presence of
the belief that there is an implicit societal consensus on them, but that the solutions to
them must await the future educational upgrading of the dispossessed. The former is
self-defeating, undermining attempts at the amelioration of major societal ills through
its pursuit via an avenue whose record of success warrants little comfort, while the
latter begs the rather simple question "But when?".
From the foregoing, one might assume that educational planning suffers a
poverty of successful implementations. However, this is not the case. Rather, of import
is the type of educational implementations planned. Levin (1980b) suggests that three
types of educational change stand agood possibility of success contingent upon their
consistency with the major thrust of sponsoring societal institutions. These three
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changes are:
a) those which are essentially logistical (e.g., new buildings, expansion of
teacher training programs, student transportation services);
b) those which do not appear as threats to present operations of other societal
institutions or dominant groups (e.g., curriculum planning, creation and distribution of
instructional materials, training and retraining of teachers); and
c) those which conform to the changes that are consistent with the requirements
of the polity (p.'
35).
It is this latter change which is of particular interest for this dissertation, as educational
reform driven by the legitimating practices of the polity are not only sponsored by a
powerful societal institution (i.e., the Government), but they also present no threat to
dominant political and economic groups; in fact, the reforms supported those groups'
interests indirectly. The only societal institution threatened was, in fact, the institution
of education itself and yet its primary mandate of social integration (social
reproduction) remained essentially undisturbed.
In The Capitalist State and Public Policy Formation, Torres (1989) concedes
the importance of giving adequate consideration to the corresponding relationship
between education and capitalist accumulation, but argues that of greater significance
is an examination of the state's role in mediating the contradictions inherent in that
relationship. The contradictions to which Torres (1989) refers are the tendency of
educational systems (state educational apparatuses) in capitalist societies to pursue
social equality and democracy while the larger national (provincial) state's role in such
pursuit must be tempered by its mandate to secure the long term interests of capital
collectively and the process of capital accumulation, economic interests which are
implicitly undemocratic and constitutive of social inequality (social relations of
production). 39 To that end of understanding the process and outcome of the State's

94
grappling with those contradictions, Torres (1989) has developed aseries of working
hypotheses on the production of rules of public policy. They represent an attempt at
the development of "a theoretical bridge with which to understand educational
relationships between political society and civil society at aparticular point in time" (p.
96). A summary of his theoretical approach to public policy formation (Figure 2.3) as it
applies particularly to education follows:
1) The capitalist state is conceptualized as both aproduct and determinant of
class and social conflict. State intervention denotes aresponse to perceived or actual
social threats or to structural problems developed from capital accumulation and
political domination (political legitimacy practices, policies and outputs). The state's
structure reflects both class struggle and the political practices of social movements. In
turn, state.policies become the medium through which those struggles find expression
as well as being shaped by them.
2) Methods and modes of state intervention provide substance to the policy
formation process.
3) Interests served by public policy tend to be abstract systemic (historicalstructural) rather than particular. However, the latter do find their expression in policy
at various moments but frequently represent ashort-term coalition of political forces
(i.e., often issue specific).
4) Attempts at reconciling the state's core problems (see Offe, 1975a and Dale,
1989) through policy action precipitates conflicts, imbalances, contradictions and fragile
stability in the policy process.
5) The relationship between policy intent and policy outcome is variable.
Furthermore, to view the state as only aproblem solving agent is inappropriate as it
ignores the State's role in capitalist society.
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Figure 2.3—Contextual Factors Influencing Public Policy

Realm of civil society
TYPE OF POLITICAL REGIME

MODES 4

Patterns of state
interventionism

-

METHODS

•State regulation
•Infrstructure
investment
•Participation
•Repression

•Allocative
•Productive

MEANS
•Fiscal means
•Administrative rationality
•Mass loyalty
EDUCATION: INSTITUTIONS AND POLICIES
ORGANIZATIONAL STUDIES

I

State
Ideology
Policy
framework
Dominant
educational
ideology

Inputs

processes of transformation— outputs

Policy
planning
process

Policy
making
process

\
Levels of
case studies

Policy
outcome

&
comparative
studies

AGENTS AND CONSTITUENCIES
(clienteles and bureaucracies)

}

PRODUCTION RULES OF PUBLIC POLICY: A SCHEME
(1)
(2)
(3)
(4)

Patterns of threats or structural problems
The State is not aproblem-solving agent
Conjunctural verses organic processes
Patterns of state activity (mode, method, means)

(5) Form versus content of public policy
(6) Forms of bureaucratic interaction
(7) Dominant laws of public policy formation

Source: Torres, 1989, p. 971

96
6) Both amacro and micro approach to policy analysis set within apolitical
framework is required (i.e., theory of the state and an organizational approach).
Domination and power find their expression in all phases of the policy process.
7) Different countries develop different capitalisms and statist formulations.
An historical understanding of aparticular state is anecessary antecedent to the
analysis of policy so as to begin to ascertain underlying motives for the creation (or
elimination) of institutions, services, plans or policies, and the particular rationale for
resource assignment (Torres, 1989:94-95, 98).
In consideration of these production rules of policy formation, Torres (1989)
suggests that policy formation inquiries need to take into consideration the following:
1) the main actors of policy formation...
2) the main systemic elements (inputs, processes of transformation and
outputs)...
3) the main institutional phases, stages and/or units of policy formation (the
levels of policy planning, policy making, policy operation and even the
policy outcome)...
4) the intellectual, institutional and ideological atmosphere where those
decisions are made (policy framework) (pp. 95-96).
The main systemic elements have an air of Lindblom's black box model about them.
However, Torres has shed further light on their intended use. Input mechanisms are
conceptualized as the type of task (i.e., issue) dealt with by the State which is, in turn,
shaped by the nature of the ideology present both within the educational state
apparatus (bureaucratic) as well as the wider provincial state. Transformation
processes constitute the modes of decision making (as opposed to the handling of
tasks). And output mechanisms might represent the "patterning of decisions and
practices of the state toward civil society" as well as "modes of outflow of material and
non-material resources"

(p.

97).
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These general models of Levin's (1980b) and Torres (1989) represent the broad
framework within which the subsequent analysis of the review of the secondary
education in Alberta during the early 1980s shall be conducted.
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Notes

1. "There's not much, you can do these days with adegree in Marxist-Leninist
philosophy.' An. unemployed Soviet contemplates life after graduate school" (The
Recessionary Blues, 1991).
Canadian TV news reported on Chinese universities reducing instruction in
Marxism and increasing it in business management (including real estate
transactions). "Marxism is still taught in this philosophy class and something called
dialectical materialism [picture shows students yawning] ...while across the hail
they're learning business management and real estate [picture shows enthusiastic
students]" (CBC Prime Time News, May 27, 1994).
2. My intent here is simply to refer to late (or post-industrial or welfare state)
capitalism in its most general or reductionist form (i.e., as employing the notions of
competition, profit—surplus value—and wage-labour), fully cognizant of the fact
that capitalist economic practices vary throughout the world depending upon
cultural and historical antecedents for their derivative form.
3. "I do what Ican, Iwork for aliving, that's who Iam, Ido what Ican" (Crowe, 1993).
4. The Israelis and the Egyptians had been at war almost continuously since the
creation of the state of Israel in 1948. The Egyptians suffered significant defeats at
the hands of the Israelis particularly in. 1967 and 1973 when large sections of
Egyptian soil were occupied by Israel. After the 1973 war, the Arab nations led by
Saudi Arabia attempted to employ the power of oil (i.e., the dependency of the
West's industrial complex upon it) to curtail Israel's aggression which was seen as
being supported and financed by the West (particularly the US).
5. The term advanced capitalism is often interchanged with late and organized
capitalism. Various authors have their reasons for so choosing usually reflective of
their theoretical focus.
6. This is particularly true for the importance attributed to the collapse of the Eastern
Bloc and the Berlin Wall as well as the old Soviet Union (see also Chapter One, fn. 8).
7. The label Marxism has evolved as acatch-all category which houses avariety of
scholars with differing focuses and views. It often serves to do little more than lump
together acadre of theorists whose commonality rests with having had their
perspectives inspired to varying degrees by Marxian literature. Hence, one may
find this label referring to individuals toward one end of acontinuum as orthodox
Marxists while near the other end are those who are deemed post-Marxist, aterm
often used to denote aflirtation with liberal-pluralism. The problem rests not with
those so inspired as much as it does with the presuppositions of non-Marxists
employing the label.
8. Wolfe is referring here to the text by Nozick (1973).
9. "The economy is regarded as non-political, in that the massive division between
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those who own and control the means of production, and those who must live by
wage-labour, is regarded as the outcome of free private contracts, not amatter for
the state" (Held, 1985:25).
10. Bowles & Gintis (1976) is agood example of aunique (at the time in the U.S.) and
provocative text that reviewers generally criticized as too deterministic due to its
perceived dependency upon aMarxian base-superstructure theoretical framework
(i.e., the economy is ultimately the final determinant). A well-known discussion
that was depicted as pitting instrumentalism against structuralism was the
scholarly engagement between Ralph Miliband and Nicos Poulantzas in the late
1960s in New Left Review (nos. 58,59 & 82). While it was portrayed by some as a
debate between these two Marxist theories of the state (e.g., Gold, Lo, Wright,
1975a), others (e.g., Carnoy, 1984) argue that such was amisreading of their
discussion.
11. In Canada, such aresearch agenda has typically been employed by political
economists (e.g., Panitch, 1977). Attention is frequently drawn to personal links
between the capitalist class and the state, and between the capitalist class and
institutions such as political parties. Often an examination of shared corporate
directorships is pursued.
12. It is contended that the state reflects the social relations of economic production,
that is, the diffetentiated power between the owner of property (capital) and the
owner of labour, the employer and the employee, the,
dominant class and the
dominated class, hence the capitalist class and the working class. Rather than the
state being acapitalist state as aresult of capitalist or ruling class instrumentalism,
it is acapitalist state controlled by the ruling class because of the nature of capitalist
economic relations and the class structure inherent therein (i.e., resulting from).
Thus the state is but areflection of those relations of power. Structuralism, then,
does not necessarily refer to the "concrete social institutions that make up asociety,
but rather the systematic functional interrelationships among these institutions"
(Gold, Lo, Wright, 1975a:36, fn.).
13. For example, the replacement of the private auto insurance industry by state auto
insurance in the provinces of Manitoba and British Columbia.
14. There is no attempt here to reify state apparatuses. This is simply acomment upon
traditional institutional practices that might have evolved. They are not necessarily
static, but nonetheless may well be resistant to change simply because of the history
of the practice, hence the notion of bureaucratic inertia.
15. This does not mean that the state is incapable of curtailing or even terminating
capital accumulation in private enterprises whose products, services or practices
are deemed injurious to the general public (or its own employees) or to the
environment (degradation). There are multifarious regulations the state could
invoke to achieve such an end. But these all tend to be interpretive (the nature of
legislation and regulations) and thus are open to legal contest and hence revision or
termination through either administrative or legal including legislative action. In
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that sense, they are peripheral to the production process and hence accumulation
process. The state is not invested with ultimate authority over private production.
16. One must keep in mind that this discussion pertains generally to advanced
capitalist societies. As repressive as the Chilean government of General Pinochet
was vis-a-vis human rights, one of their first tasks after the coup in 1973, besides a
new constitution, was an overhaul of their system of taxation, contributed to in part
by the American free market economist Milton Friedman, which lead to acorporate
tax holiday for adecade. One might argue that even the military understood the
necessity of the success of the accumulation process to not only fund their projects
but for the organization and operation of adeveloping society. As for more
underdeveloped nations, again even the repressive regimes in Haiti perceived the
import of the accumulation process, however limited, even if only to placate those
relatively few who composed the wealthy class.
17. Early on in his mandate, democratic socialist Premier Bob Rae of Ontario (19901995) attempted to pass legislation which would have made corporate boards of
directors partially responsible financially for any decisions which contributed to
plant closures or to the company's collapse and thus resulted in lost wages and/or
severance pay to employees. The outcry from the private sector was strong and
clear enough to cause the legislation to be withdrawn and not considered for
resubmission in arevised form (Financial Post, 1991, June 10).
18. For example, tax concessions for asector of capital experiencing economic hardship
(i.e., depressed markets dues to low demand, and so forth); in Canada, regional
development funds (i.e., government funds and loan guarantees) are not
uncommon (e.g., Western Diversification Fund) to assist capital with the
establishment of new or more enterprises; for capital as awhole, tax concessions
(e.g., corporate tax or excise tax relief—in Alberta, the oil companies often petition
the government for royalty relief during economic downturns claiming it will spur
further exploration).
19. It is perhaps in this latter activity that economics endeavours to claim the mantle of
science (i.e., economic prediction).
20. A good example of this was the Mulroney (Conservative) government's contract
with federal civil servants in the late 1980s. In exchange for wage restraint, the
government agreed to ajob security clause in its agreement with the Canadian
Union of Public Employees (CUrE). With the claim of abudgetary crisis by the
current Chretien (Liberal) government, and its apparent need to shed civil servant
jobs as afiscal necessity, the present government has arbitrarily extricated the job
security clause as aprelude to removing up to 45,000 federal positions from the
payroll over the new few years.
21. Provincial nationalization of auto insurance and the expanded services available
under the Canada Health Act are but two examples.
22. In January 1935, Conservative Prime Minister R. B. Bennett outlined an extensive
reform programme in aseries of five radio broadcasts. The parliament's legislative
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agenda of 1934 and 1935 was "crowded with the passage of along series of socialsecurity laws, labour statutes, and economic-control measures." Seen not only as an
attack on the impact of the depression, it was also viewed as "a frontal onslaught
on the constitution as well." However, it marked adrastic policy change for the
Conservatives, apolicy change which served to alienate both supporters and
opponents. With an election due in 1935, the philosophical shift in policy may also
have been viewed with cynicism as political expediency. In any event, Bennett lost
the election. Furthermore, five of the major statutes passed prior to the election—
the Minimum Wages Act, the Limitation of Hours of Work Act, the Weekly Rest in
Industrial Undertakings Act, the Unemployment and Social Insurance Act, and the
Natural Products Marketing Act—were all declared ultra vires of the federal
Parliament by the Judicial Committee of the Privy Council. The primary argument
for their repudiation was "that they affected 'Property and Civil Rights in the
Province'—federal statutes encroached on provincial policy domains (Creighton,
1966: 496-497).
23. For example, in Canada, such measures and programs would include general
curricular changes in high school including greater concentration on math and
science content, the introduction of computer technology in the school systems and
revised vocational education programs (education); apprenticeships and careeroriented courses in tertiary educational institutions, e.g., colleges and technology
institutes (training); and the deduction of moving expenses to gain new
employment from federal income tax payable as well as moving allowances for
welfare recipients (regional mobility).
24. While the various telephone companies in each province held amonopoly position
until the early 1990s, they were restricted by federal government regulation for
price increases (i.e., telecommunications is afederal jurisdiction and the consumer
was protected by the authority of the CRTC).
25. McCains is amulti-billion dollar, multinational (though Canadian originated) fast
food company one of whose mainstays is french fries, and potatoes are Prince
Edward Island's (PEI) main agricultural product. Many, if not most, of PEI's
farmers are contracted to McCains and thus have little bargaining power as sellers
since McCains is by far the dominant buyer. Similarly, in Newfoundland during
the 1980s, the federal Conservatives under then Prime Minister Brian Mulroney,
granted Fish Products International (FF1) the right to become the dominant capital
in the east coast fish processing business through the issuance of additional fishing
permits to local fisherman (i.e., federal allocative policy) so FF1 would have alarger
resource base for its expansion of plants along the province's eastern shore.
Fisherman had few alternatives for the sale of their catches lest they formed their
own cooperatives which would have put them in direct competition with FF1
whose capital reserves and government preference would have been difficult to
overcome. The point to be argued here is simply that free enterprise is not. A
better reference would be restricted or bounded even 'assisted' enterprise. And
such restraints are not simply for the welfare of labour or the non-labouring public.
They are also designed to safeguard capital from itself (i.e., its own competitive
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excesses). Finally, Consumers Gas is the oligopsonistic controller of natural gas to
Ontario's consuming public. During the 1970s Premier Lougheed of Alberta
attempted to force market competition for natural gas in Ontario to diminish the
clout held by Consumers which was keeping down the domestic price of gas (and
thus his government's royalty share).
Canadian agricultural marketing boards (e.g., Wheat Board, Egg Marketing
Board, Milk Marketing Board) were created to restrict the number of farmers selling
various agricultural products on the open market thereby artificially forcing the
price up.
26. It is interesting to note that as the power of currency speculators appears to affect
the currencies of some of the major trading nation (e.g., Canada, Japan, US), those
governments have begun to view such speculation as less than nature-like and
increasingly as manipulative. But perhaps more importantly, with the negative
economic impact such speculative activity is having upon these nations and the
potential legitimacy problems that it creates for their governments' policies, the call
on the part of government for the re-examination of regulations pertaining to that
sector of the market (e.g., G7 meeting in Halifax, Canada in June 1995) seems to fly
in the face of their apparent inability or refusal to consider external market
influences upon their previous fiscal policy relative to budgetary restraint (i.e.,
rolling back the State). Market forces appear as both atool and awhipping boy
depending upon the government's intent.
27. Some of the most publicized demonstrations of productive policies occur when
provincial and federal governments in Canada announce significant contributions
to capital intensive projects such as those in the oil and gas sector (e.g., Hibernia off
Newfoundland, Alberta's Syncrude tar sands or Saskatchewan and Alberta's
Lloydminister Heavy Oil Upgrader project). This was usually done with adirect
infusion of capital, or through loan guarantees and subsidies.
28. The World Economic Forum in Geneva in 1992 ranked Canada 20th out of 24
industrialized countries in the provision of corporate training programs. Canada
and Italy were ranked the lowest of the G7 in corporate research and development
funding, while only 4% of Canadian manufacturers do any R&D at all (Pearse,
1992).
29. Other than jointly funded mega-projects, the state will also fund, frequently in their
entirety, infrastructural components (i.e., roads, railways; e.g., B.C. agreed to spend
$500 million in the mid 1980's to secure Japanese investment in acoal operation in
its NE, rather curiously at atime when its other mines could not find markets and
were stockpiling), special manpower training programs for sectors of the economy
short of labour, non-fossil energy projects (i.e., hydro electric and nuclear; e.g.,
Hydro Quebec's James Bay and Ontario Hydro's nuclear reactors) as well as
scientific research and development (e.g., National Research Council of Canada) to
name afew. These endeavours are often viewed as too expensive for private capital
to pursue alone because of either the enormity of the initial capital outlay or more
often than not because the return on investment is either too low or too protracted
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(different sides of the same coin).
30. One of the foundational principles of the modern British Labour Party has been its
pursuit of public ownership of the means of production (nationalization) with this
statement having been prominently displayed on party literature over the years.
Having been out of power since the mid-1970s, Labour has slowly moved closer to
the political centre in an attempt to appeal to the less committed supporters of the
Conservatives. This has included asuccessful bid in the spring of 1995 by the
current Labour Party leader to extricate reference to the public ownership of the
means of production from the party's policies. Any attempt to so do as recently as
five years ago (i.e., 1990) would not only have been unsuccessful, but the party
leadership would have been seriously threatened. Lack of access to the levers of
institutional power can and does make for philosophical sea changes within a
given organization. Even if viewed cynically as apolitical ploy, the prospect of any
British government nationalizing (politicizing) industry in the near future seems
extremely improbable given the fiscal power that has been.afforded the
marketplace by conservatism not only in Britain but worldwide.
31. Major economic and educational, and thus social reorganization, has resulted.
32. W5 is aCanadian weekly news affair show. Unfortunately, the reporting on New
Zealand has been abit one-eyed. That is, media reports, especially the W5 news
broadcast, tended to focus on the -circumstances that preceded and by implication
precipitated New Zealand's drastic economic policy actions. The hypothesized
cause and effect relationship suffered from severe reductionism and simplicity. Of
particular note as to the potential power of the media (though perhaps more the
lack of critical skills by politicians) was the suggestion that the democratic socialist
government of the province of Ontario had used story as one of its motivating
factors in deciding to implement its Social Contract, aprotracted public sector wage
and services rollback amounting to $2 billion that was designed to assist the
government in its attempt to gain control of amounting deficit and debt in the
wake of the 1990-92 recession (McBride, 1994).
The reports on New Zealand in the Canadian press were not balanced as any
news on the negative impact on New Zealand's society after such policy had had
an opportunity to take effect were suspiciously absent. For example, Beresford
(1994) noted: unemployment rose from 4% (1985) to 9% (1993); seven years of
economic stagnation-0% growth (1987-1993); state debt increased from $11 billion
(1984) to $38 billion (1993) despite a$12 billion state asset sale; users fees and cuts
in services find only 60% of children immunized by the age of 2years. St Clair
(1994) noted: high inflation (around 20%); 25% cut in welfare benefits; male (18-25
years) suicide was the highest in the world; 60% increase in child abuse; increase in
poverty in real terms. Also, a1994 poll of New Zealanders found them unhappy
with the cuts and awillingness to restore some levels of funding through increased
taxation (New Zealanders reject, 1994).
33. The architect of the NZ fiscal policy was Labour-Finance Minister Roger Douglas
(1984-1987) who upon the party's defeat went to work for the World Bank as a
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consultant. He came to Alberta on acouple of occasions during 1992 and 1993 to
address, among others, anew federal populist party (i.e., Reform Party) that was
based in the province. His classic advice on the implementation of controversial
fiscal policy, "hit them hard and hit them fast" so that opposition did not have an
opportunity to organize, also appears to have become the logic of the current
provincial Conservative government in Alberta. One cannot help but draw
comparisons between Douglas and the apparent influence by the Treasury on NZ
cabinet decisions on policy and his counterpart in Alberta, Jim Dinning and the
influence his department seems to exercise fiscally.
34. Beresford worked for the NZ Treasury as aresearcher during these reforms before
crossing over to their teachers' union (i.e., NZ Educational Institute) in 1988. St.
Clair also worked for the Treasury during Douglas's reign.
35. In the spring of 1992, Premier Rae's Ontario government gave public sector unions,
including the umbrella organization for provincial teachers, the Ontario Teachers'
Federation (OTF), several months to negotiate how the cuts would be applied to
their membership. However, hanging over their heads was Social Contract
legislation which would impose the cuts unilaterally if the negotiations failed.
Some unions were successful in their negotiations with the government, but the
OTF was not one of them. The result has been apay freeze since September 1992,
which many boards had to recoup from teachers since the specifics of the
legislation had to be worked out during the 1992-93 school year. Additionally,
there were what the public sector came to refer to as Rae days, aseries of unpaid
and forced holidays. Rather curiously, Premier Bob Rae commented during aradio
interview that, in retrospect, he could not believe some of the things he had said
during his tenure as leader of the opposition in the Ontario legislature. The
implication here seemed to be that the reality of politics for the government of the
day was inherently different than one might imagine as an inexperienced
opposition member (inexperienced in the sense of having never formed the
government). It would almost seem to suggest that Rae felt that the range of
alternatives open to political leaders (in acapitalist society) was significantly more
constrained than he had previously envisioned as leader of the opposition (CBC
Morningside, February (n.d.), 1994).
36. On June 8th, 1995 Ontario held another provincial election. Going into the election,
the NDP were adistant third in the polls at approximately 20 per cent, largely it
was assumed as aresult not only of abacklash by supporters, but also areaction to
the politics of anger fostered by the Conservatives and Liberals, anger directed at
what was framed as welfare state excesses that have made personal taxation
burdensome. Such aform of politics has been directed at and tended to make
victims of the unemployed, those on welfare, deviant youth, minorities and
women, and so forth. The NDP were defeated, being relegated to the third party
after the ruling Conservatives and opposition Liberals. The Conservatives
proposed balancing the budget within four to five years. They began by rolling
back payments to welfare recipients and vowing to cut the civil service.
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37. In Saskatchewan, as in Ontario, the label of fiscal conservatism belonged to the
party of labour (NDP) while the epithet of tax and spend was directed at the
Conservatives and Liberals, the former having run up a$1 billion deficit while in
power from 1984 to 1991 in this province of less than 2million people. The NDP in
Saskatchewan instituted abudgetary policy to eliminate the deficit which
witnessed increased personal taxation and cutbacks in funding for various welfare
state services including the closing of many rural hospitals. Announcing in late
April 1995 that the budget had been balanced, Premier Romanow called a
provincial election for June. The opposition Conservatives and Liberals having had
their traditional fiscal rug pulled from under them responded with the former
calling for far deeper cuts to the provincial budget and afurther rolling back of the
welfare state, while the latter has found itself adopting an historical NDP position
that the cuts were too stringent and too temporally compacted. The NDP were
subsequently re-elected in Saskatchewan.
38. There has been increased attention given to employer attitudes toward graduates'
skills as well as the success rate of student placement in employment by anumber
of privately operated tertiary institutions which, in turn, stress the same as part of
their media advertisements (e.g., Calgary's DeVry Institute and PEI's Holland
College). The latter institute gave out astudent warranty allowing business 6
months to decide if graduates should be returned for retraining.
39. "Money, and not morality, is the principle of commerce and commercial nations"
(Thomas Jefferson).
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Chapter 3
METHODOLOGY

The truth is out there.
(X-Files)

"Don't say truth. It's humbug."
(Martin Chuzzelwitt)

"Any reasonable person who heard my comments yesterday... and
processed them would have known what Imeant."
(Bill Clinton)
"Then you should say what you mean," the March Hare went on.
"I do," Alice hastily replied; "at least Imean what Isay—that's the
same thing you know."
"Not the same thing abit!" said the Hatter.
"Why you might just as well say that 'I see what Ieat' is the same thing
as 'I eat what Isee!'
(Carroll, 1915)
be investigating adifferent case."
"No, the same case, adifferent angle."
I,
"I know nothing about angles. The evidence is clear.
"

You seem to

(Inspector Morse)
"Just the facts, ma'am."
(Dragnet)l

OVERVIEW
This chapter will attend to anumber of issues most of which are interwoven
throughout the addressing of the methodological approach. The writer will examine
several paradigms before explicating the research tradition of choice. This has been
done because the critical tradition has its methodological roots in critiquing the
deficiencies of other research agendas including how particular approaches to social
scientific inquiry have come not only to dominate but also take on the appearance of
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being the most appropriate if not the only valid approach. The ontological,
epistemological and methodological implications for these paradigms will be briefly
discussed. Questions pertaining to objectivity in research and claims to truth, the
constitution of inquiry validity, will also be addressed.
As an introductory aside, Ihave chosen to draw the initial quotes from popular
and political culture (that line has become increasingly blurred since the ascendancy of
Ronald Reagan to the US presidency) as an example of how scientific thinking, and the
idea of truth, representation and evidential warrant has permeated, impacted and
found itself subsequently played out and reinforced daily in our lives.

INTRODUCTION
Methodology is the "interface between methodic practice, substantive theory
and epistemological underpinnings" (Harvey, 1990:1). Thus conceived, it comprises
significantly more than mere technique

-

the way empirical data are collected and

analyzed. Rather these latter activities too frequently constitute the methodological act
in educational research culminating in asituation whereby such aconflating of
"methods and procedures provide[s] little understanding of the underlying matrix of
assumptions, dispositions, questions, concepts and procedures that interrelate in the
production of knowledge" (Popkewitz, 1990:52). As Guba and Lincoln (1989) correctly
remark, such an act "confuses ... tools and techniques with overall guiding strategies" (p.
158). This is most clearly apparent in the traditional presentation format of graduate
theses and dissertations in the social sciences wherein the third chapter is entitled
Methodology , and is invariably devoted to methods or procedures thereby leaving the
epistemological and ontological implications (foundations) of that method relatively
unexamined or unquestioned and hence taken for granted. Consequently, much of
what constitutes the procedures, concepts and rules of scientific investigation along
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with their philosophical implications, having acquired their taken-for-granted status
over aprolonged period of time, have come to be viewed as natural or common sense
wherein such an elevated favouring only serves to mask presuppositions about the
nature of knowledge, the constitution of the social world and the act of scientific
inquiry itself. This is particularly the case for positivist or empiricist approaches to
social research and seems compounded by the ease with which the terms methodology
and methods are interchanged. And so rather than acknowledging, for example, that
"the rules and standards of educational research [like all research are] historically
formed and tied to particular social values and political relations [and] are often hidden
through the rituals and rhetoric of science itself" (Popkewitz, 1990:47), much social
inquiry too frequently suffers from the transmutation of methodology into method
(Guba & Lincoln, 1989; Harvey, 1990; Popkewitz, 1990; Schwandt, 1990), or more
specifically epistemology into scientific method (Habermas, 1972), thereby reducing the
enterprise to one of technical problem-solving, often technical primacy, and in the
process obscuring the social nature of inquiry and with it the historical problem of
applying an ontology and epistemology of natural science to its conduct (Popkewitz,
1990). This has the potential to produce an investigation wherein "the methodological
tail wags the substantive dog" culminating in research much deprived of its critical bite
(emphasis added; Coser in Harvey, 1990:18). Commenting upon just such an
occurrence in social ethnography, Thomas (1983) claimed that demise of the "critical
potential" of the field, the loss of "the development of social insights," had been
precipitated by "the application of methodological rules and the practice of normative
techniques" (in Quantz, 1992:449). Such apre-occupation with the conduct of scientific
method within the research process has lead some to dub the practice methodolatry
(Janesick, 1994).
Morgan (1983b) provides aframework for the illumination of the logic of
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various research strategies which draws our attention to the "way ontological and
epistemological premises favour distinctive kinds of research practice" (p. 20). Table 3.1
outlines how the researcher's background assumptions, epistemological stance, and

Table 3.1

-

A Framework for Analyzing the Logics of Different Research Strategies

Constitutive
Assumptions

(PARADIGMS)

Epistemological
Stance

(METAPHORS)

Favoured
Methodology

(PUZZLE SOLVING)

The rationale for aparticular research strategy is grounded in a
network of implicit or explicit assumptions regarding ontology and
human nature that define the researcher's view of the social world.
These assumptions provide the foundations of research practice,
inclining the researcher to see and interpret the world
from one perspective rather than from another. By identifying the
researcher's assumptions about human beings and the world in
which they live, we can identify the basic paradigm that serves as a
foundation of inquiry.

Scientific knowledge is shaped by the way researchers attempt to
concretize the ground assumptions that underwrite their work.
Images of asocial phenomenon, usually expressed in terms ofa
favoured metaphor, provide ameans of structuring scientific
inquiry, guiding attention in distinctive ways. The image favours a
particular epistemological stance in suggesting that certain kinds of
insight, understanding, and explanation may be more appropriate
than are others. Different ground assumptions and the images
through which they are grasped and developed thus give rise to
different grounds for knowledge about the social world.

The image of aphenomenon to be investigated provides the basis
for detailed scientific research concerned to examine, and perhaps
operationalize and measure, the extent to which detailed aspects of
the image characterize the phenomenon. The image generates
specific concepts and methods of study through which knowledge
of the phenomenon can be obtained. In effect, methodologies are
puzzle-solving devices that bridge the gap between the image of a
phenomenon and the phenomenon itself. Methodologies link the
researcher to the situation being studied in terms of rules,
procedures, and general protocol that operationalize the network of
assumptions embodied in the researcher's paradigm and favoured
epistemological stance.

Source: Morgan, 1983b, p.21
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employment of methodology are linked and cumulatively provide insight into the logic
or strategy of research. Similarly, Guba and Lincoln (1989) are concerned with the
importance of making explicit the three major realms of any research project. For them
this is anecessary function of both critiquing dominant practices within social research
and developing agreater appreciation for the implications as well as limitations of those
practices. Table 3.2 provides an overview of those realms.

Table 3.2

-

Metaphysic Realms of Paradigmatic Research

Ontology:

That branch of philosophy (specifically, metaphysics) that is
concerned with issues of existence or being.

Epistemology:

That branch of philosophy that deals with the origin, nature, and
limits of human knowledge:

Methodology:

A more practical branch of philosophy (especially philosophy of
science) that deals with methods, systems, and rules for the conduct
of inquiry.

Source: Guba &Lincoln, 1989, p. 83
The questions and concerns that the three philosophical realms address relative
to any research act are delineated in Table 3.3. Many of the issues pertaining to ontology
and epistemology as they relate to social inquiry are frequently left implicit within the
practices employed in the methodological domain. This has become the case not only in
natural science research, but also with the adoption of that research's methodology for
inquiring into the human condition. It is the appropriateness of such an adoption that
will be examined throughout the following pages.
Having provided an overview of the concerns this writer has regarding research
methodology, the following discussion will briefly attend to the methodological
underpinnings of scientific (positivism, post-positivism) and interpretivist or
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Table 3.3

-

Research Concerns Attendant to Each Metaphysic Realm

Ontological

What is the form and nature of reality and, therefore, what is there

Question:

that can be known about it? For example, if a"real" world is
assumed, then what can be known about it is "how things really
are" and "how things really work." Then only those questions that
relate to matters of "real" existence and "real" action are admissible;
other questions, such as those concerning matters of aesthetic or
moral significance, fall outside the realm of legitimate scientific
inquiry.

Epistemological

What is the nature of the relationship between the knower or would

Question:

be knower and what can be known? The answer that can be given to
this question is constrained by the answer already given to the
ontological question; that is, not just any relationship can now be
postulated. So if, for example, a"real" reality is assumed, then the
posture of the knower must be one of objective detachment or value
freedom in order to be able to discover "how things really are" and
"how things really work." (Conversely, assumption of an objectivist
posture implies the existence of a"real" world to be objective about).

Methodological

How can the inquirer (would-be knower) go about finding out what-

Question:

ever he or she believes can be known? Again, the answer that can be
given to this question is constrained by answers already given to the
first two questions: that is, not just any methodology is appropriate.
For example, a"real" reality pursued by an "objective" inquirer
mandates control of possible confounding factors, whether the
methods are qualitative (say, observational) or quantitative (say,
analysis of covariance). (Conversely, selection of amanipulative
methodology
the experiment, say
implies the ability to be
objective and areal world to be objective about.) The methodological
question cannot be reduced to aquestion of methods; methods must
be fitted to apredetermined methodology.
-

-

Source: Guba & Lincoln, 1989, 1994

constructivist (phenomenological, hermeneutical) 2 frameworks prior to articulating the
methodology to be employed for this dissertation, that of critical inquiry. This
examination is intended to demonstrate that these paradigms are not comprised of
mutually exclusive elements but rather share various aspects with one another (though
not necessarily all with each). And so whether it be asocially constructed nature of
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knowledge (epistemological question), an underdeterniination of theory, an
intersubjective criterion for objectivity or an ontological variant of realism,
commonalities exist. Secondly, as one of the most important functions of any research is
its gaining of acceptance by others within the field, the larger scholarly community, as
well as the public in general, the question of ascertaining its legitimacy, what is
conventionally referred to as validity, becomes an issue. .What seems at first glance a
common sense call for universal criteria by which to judge any inquiry's findings is
revealed as aproblem which is not so easily solved. At the heart of the paradigm wars
is not only what constitutes knowledge, but how aparticular version of method
.acquired adominant position being thus construed as the only means for legitimating
findings, and hence knowledge. And so while debate over methodology continues and
alternate methods for acquiring and interpreting data flourish, in many respects the
validation of research is still reminiscent of the dominant (scientific) paradigm. This
issue will be addressed directly toward the end of the chapter.
The importance of methodology is perhaps better revealed when one adopts the
understanding that social research is never neutral. It serves apurpose. Whether for
predicting and controlling nature (or in this case, human conduct, beliefs, attitudes, and
so forth), gaining greater insight into the lived experiences of social actors, or exposing
and transforming the ideological impact upon that lived experience (emancipation),
each tradition brings to the research act aset of assumptions about the (social) world
that informs its choice of method which, in turn, constrains the kinds of interpretations,
explanations, or conclusions that can issue forth. It must be noted that the categories of
positivist, post-positivist, constructivist, and criticalist represent broad-based research
traditions each of which encompasses variants that reflect adjusted theoretical
orientations. The following cannot do adequate justice to the complexities of each. The
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level of treatment required is beyond the scope of this work. A characterization of the
various methodologies and their epistemological implications will be offered. The
intent is to afford the reader some background for the subsequent examination of critical
research relative to the other traditions.

PosITIvIsM
Origins
Social inquiry or social research has its roots in the natural sciences
(naturwissenschaften).
As the examination of any methods text in the social disciplines will
show, we have intended to derive our understanding of methodology
from the conception of scientific method—the principles and procedures
that govern investigations of the physical world—and not from the
humanistic disciplines. In part, this testimony to the pervasive secular
and professional belief in the naturalistic3 interpretation of the social
sciences (Schwandt, 1990:259-260).
As ascience, social inquiry was conceived both as atool for assisting in the organization
of society (social control) and its betterment (Popkewitz, 1992). Silver (1983) notes the
importance of the form that such ascience of society should take—"central was the
vision of ascience which would help make society as amenable to analysis and certain
kinds of mastery and reform as was the world investigated by the natural sciences" (in
Popkewitz, 1992:14). And so in the main tradition of Anglo-American thought—at least
until recently—"the overwhelming bias has been to think of the social sciences as
natural sciences concerning individuals in their social relations" (Bernstein, 1988:35).
The ontological and epistemological foundations of contemporary social sciences and
their accompanying methods have their genesis in the attempts by Enlightenment
practitioners of natural and social science (social and political theorizing) to break free
of the social control explicit in the authority over and legitimacy of the pre-
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Enlightenment production of (scientific) knowledge by established religion with its
focus upon understanding the word (plan) of God (Lincoln & Guba, 1985; Popkewitz,
1984, 1990, 1992) (e.g., the inquisition of Galileo in 1633, his condemnation to death, and
the eventual commuting of this sentence in response to the subsequent recantation of
his scientific work is but one example of such control).4 Popkewitz (1992) claims,
following Toulmin (1990), that the emergence of modern science can be traced to the
seventeenth century struggle between Humanists and Rationalists, with the latter
emerging victorious. But Toulmin reminds us that the appearance of certainty and
stability offered by rationalism must be placed within the historical context of a
European continent in the throes of ongoing political, social and military strife. In fact,
Popkewitz (1992) argues for an understanding of positivism's invention as taking place
in the context of radical nineteenth century philosophy that challenged
the authority of the knowledge of those who were born into certain
social position (the aristocracy) or those who spoke as representatives of
the sacred in society.—the priests of the church (p. 14).
As Comstock (1982) remarks "genuine [read scientific] knowledge [was] the most
effective means for the liberation of humans"

(p.

372) and part of that liberation was

from the societal influence exerted by the Church.
Lincoln and Guba (1985) report that David Hamilton (1976) has viewed the
publication of John Stuart Mill's A System of Logic in 1843 as marking the beginning of
twentieth century positivism (see Popkewitz, 1984, for similar import of Mill).
Hamilton claims that Mill's text "was apowerful interpretation, formalization, and
defense of the secular ideologies which had emerged alongside the political, economic,
and social revolutions of the late 18th and early 19th centuries" (in Lincoln & Guba,
1985:20). Mill's A System of Logic was reflective of and contributory to the temper of
the times. Yet, it might reasonably be countered that Mill's work had been significantly
influenced by Auguste Comte (often referred to as thefather of sociology) whose
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publication Course of Positive Philosophy appeared in six volumes commencing in
1830 (with the final volume being released in 1842). Integral to the establishment of
Comte's social physics, the discipline he developed for the study of society and whose
label clearly reflects his belief in the ability to discern social laws comparable to those in
the natural sciences, was what he referred to as the positive method. His positive
method "demanded the subordination of concepts to facts and the acceptance of the
idea that social phenomena are subject to general laws," though he recognized that the
system they formed were less rigid in nature than those of biology and physics
(Timasheff, 1967:22). The term positive is historically situated in this case for it was
associated with mathematics and statistics which had acquired significant status during
the eighteenth and nineteenth centuries by being perceived as synonymous with
certainty in research. All else was vague and conjectural. Yet Comte denied that the
study of society could be reduced to the domain of mathematics. Instead, he developed
four procedures

-

observation, experiment, comparison, and historical method

-

which constituted his positive method or positivism (p. 23). 6 Irrespective of the
positivist significance assigned to Mill's work by Hamilton (1976), it still does not
detract from the timing of Mill's text (i.e., socio-historical context) nor the interests it
helped serve including both the reinforcement of new scientific methods and their
employment in the legitimacy of the societal upheaval (reform) of the day (i.e.,
Industrial Revolution and its impact upon economic and social policy). "The
Enlightenment saw the appearance of aform of discourse which linked together the
revelation of truth about the human condition, the overturning of social orders, the
proclamation of anew day to come, and the promise of felicity" (Fay, 1987:2). But more
than simply the provision of support for asocietal convulsion, Hamilton (1976) also
argues that Mill's publication has had an impact beyond its temporal and cultural
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location, having been contributory to contemporary scientific practices through its
articulation of aset of procedural guidelines. "Its 20th century importance, however, is
rather different. Mill's Logic offered acoherent set of principles of procedure for use in
the social and natural sciences" (in Lincoln & Guba, 1985:20). Such principles of
procedure provided assistance and direction perhaps even impetus to the evolution of
the methodic practices (methodik) of modern natural and social sciences that has
resulted in asensory engagement with nature (observations) by adisinterested (neutral)
observer and asubsequent objective (unbiased) reporting of such activity with its
accompanying claim to truth (anspruch aufwahrheit) as constituting the method of
scientific inquiry This is not to diminish the influence of others' work upon the
development of scientific methods (e.g., Descartes' Meditations). Rather, it is to
emphasize the import of Mill's text at the confluence of socio-historical factors. It is in
this light that the origins of contemporary practices in natural science research, and
hence social science research through subsequent adoption, have specific historical
foundations whose developmental circumstances (i.e., social climate) are too frequently
glossed, even forgotten.—a form of historical amnesia, as it were.

Basic Tenets of Positivism
Positivism is not asingle philosophy of science. Garrison (1986) notes Phillips's
(1983) identification of four kinds, some of which no longer exist in their originally
conceived form. The four are: nineteenth century positivism of Comte and Mill, logical
positivism, behaviourism, and empiricism. The latter threesome have had their
pinnades of prominence during the past half century, However, that is not to suggest
they lack influence within contemporary research methodologies (see Garrison, 1986;
Schrag, 1992ab). In fact, "it is unlikely that anyone would want to suggest empiricism
is dead, or even mortal" (emphasis added; Garrison, 1986:12), though perhaps the title of
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the Eisner (1983) article, Anastasia Might Still Be Alive, But the Monarchy Is Dead,
best sums up the current situation for many within education. Nonetheless, the (social)
scientific community is currently witness to its greatest period of alternate
methodologies.
Within the literature, critics of positivism appear to conflate logical positivism
and empiricism, particularly on the matter of verification. As important an issue as that
confusion may be to positivist practitioners, for the purposes of this discussion it will be
sufficient to frame the issue as different sides of the same coin. This writer suggests
that in the final analysis, the inability to apprehend reality directly (i.e., accepting the
interpretive role of the researcher and the subject) makes the clarification moot. Further
explication of this point will appear below. For that ontological reason, no attempt to
discern the two will be undertaken. Rather, the iesidual effects of their prominence will
be addressed jointly.
Guba (1990a) claims that positivism's foundationalist conceptualization is
rooted in its ontological stance of naive realism, the ability to directly perceive reality
and that perception's correspondence to truth. It is this philosophical belief in an
objective material existence "that there exists areality out there" (p. 19), that drives the
researcher's pursuit of the nature of such reality, that is, ascertaining (with certainty)
"how things really are" and "how things really work"

(p.

19). Furthermore, in

conjunction with such an ontological orientation and its epistemological consequences,
the belief in the ability to discern nomological principles and patterns of existence
(laws) through methodic practice has lead positivists to pursue the possibility of
predicting and thus controlling natural, and through methodological extension social,
phenomena.
The assumption has been that the social sciences differ in degree and not
in kind from the natural sciences and that ideally the methods and

118
standards appropriate to the natural sciences can be extended by
analogy to the social sciences (Bernstein, 1988:35).
As aconsequence of such dominant beliefs, Guba (1990a) argues that the
epistemological repercussions are that positivists define and pursue truth as the
correspondence between nature and the investigator's act of acquiring knowledge of
(observing) that nature (i.e., verification criterion of meaning). 7 Thus the traditional
conception of scientific knowledge "favor[s] the idea that the Eye of the Mind sees
knowledge in correspondence with, as arepresentation of ageneral mirroring or
reflection of, the world" (Morgan, 1983c:370). It is such aview of the correspondence
between knowledge and reality, Morgan claims, which has lead Rorty (1979) to suggest
that "the whole history of epistemology can be interpreted as hinging on this quest for
certainty in our way of knowing" (in Morgan, 1983c:372). In this way, the inquirer is
perceived as merely the medium, the vessel, through which nature reveals its deeper
meanings to human society. Thus, the conception of such astance by the inquirer is
perceived as an adequate position for the unbiased offering of nature's response to the
questions put to it. This objective position (as disinterested observer) represents the
Archimedean point that affords the researcher aview of nature as it really is while
endeavouring not to alter or interfere with it in the process. However, given the
possibility of inquirer bias (i.e., to err is human) as well as "nature's propensity to
confound" (Guba, 1990a:19), the use of manipulative methodology that controls for
both tends to be employed (i.e., experimental empiricism) or what Schrag (1992a) refers
to in educational research as the educational trial. Thus the conventional view of the
natural sciences can be summarized by the following features which Hesse (1980)
claims have characterized it:
1) Experience is taken to be objective, testable and independent of
theoretical explanation...
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2) Theories are artificial constructions or models, yielding explanation in
the sense of alogic of hypothetico-deduction: if external nature were
of such akind, then data and experience would be as we find them...
3) The law-like relations asserted of experience are external, both to the
objects connected and to the investigator, since they are merely
correlational...
4) The language of natural science is exact, formalizable, and literal;
therefore meanings are univocal, and aproblem of meaning arises
only in the application of universal categories to particulars...
5) Meanings in natural science are separate from facts.
(in Bernstein, 1988:32)
Hesse (1980) continues with her overview of the traditional conceptualization of the
hard sciences (a label designed to reflect the paucity of non-natural scientific
methodology) with the statement that "it follows [from the above] ... that in natural
science aoneway logic and method of interpretation is appropriate, since theory is
dependent on self-subsistent facts, and testable by them" (in Bernstein, 1988:32). The
essential ontological, epistemological, and methodological features' of the natural
science (positivist) paradigm are presented in Table 3.4:
The central elements that comprise traditional inquiry in the natural sciences as
framed by the discussions of Guba (1990), Hesse (1980), Lincoln and Guba (1985), and
Guba and Lincoln (1989) are represented in Figure 3.1. Of note is the demarcation of the
domains of discovery and verification. The former is conceptualized as being outside of
science while the latter is characterized as synonymous with science (i.e., constitutive of
it). The weaknesses arising from such ademarcation will be addressed later. While
possibly in decline, this model still reflects amajor if not the dominant research
methodology for social inquiry even though there may be exceptions in specific fields
within the disciplines of the human sciences (geisteswissenschaften). As Lincoln and
Guba (1985) note "the positive posture, while discredited by vanguard thinkers in every
known discipline, continues to this day to guide the efforts of practitioners of inquiry,
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Table 3.4

-

Basic Axioms of Empirical/Analytic Research (Positivism)

Ontology:

Realist—reality exists out there and is driven by immutable natural
laws and mechanisms (nomological) and is studied through its
fragments (independent variables and processes). Knowledge of
these entities, laws, and mechanisms is conventionally summarized
in the form of time-and context-free generali7ations. Some of these
latter generalizations take the form of cause-effect laws. The
development of anomothetic body of knowledge for prediction and

control is aprimary aim.
Epistemology:

Dualistlobjectivist.—it is both possible and essential for the inquirer
to adopt adistant, noninteractive posture. Knower and known as
independent. Values and other biasing and confounding factors are
thereby automatically excluded from influencing the outcomes
(separation of is and OUGHT).

Methodology:

Experimental/manipulative—questions and/or hypotheses are
stated in advance in propositional form and subjected to empirical
tests (falsification) under carefully controlled conditions.

Source: Guba, 1990a, p. 20; Lincoln & Guba, 1985, pp. 3738)
particularly in the social or human sciences" (p. 15).

Criiique of Positivism
The conventional positivist view of social scientific inquiry that is seen as
emanating from and imitating the methods of verification from the natural sciences has
been under an increased and concerted attack for the past couple of decades. Much of
this criticism has found its expression within the parameters of the quantitativequalitative methods level debate. This continues to be the case within the field of
educational research (e.g., the publication Educational Researcher throughout the 1980s
and on into the 1990s). While incidences of scholars having questioned natural science
methodology as an appropriate method for the social or human sciences can be located
throughout the nineteenth and twentieth centuries (e.g., Dilthey, 1910; Horkheimer,
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Figure 3.1

--

Methodology of Empirical/Analytic (Positivist) Inquiry

Tacit Knowledge,
Insights, Intuitions, Hunches,
"Creative Imaginings" and "Thought Experiments."
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Source: Guba & Lincoln, 1989, p. 165
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1974), it was, perhaps, not until the publication during the late 1950s and early 1960s of
Winch's (1958) The Idea of aSocial Science, Gadamer's (1960) Wahrheit und Methode,
and Kuhn's (1962) Structure of Scientific Revolutions that contemporary debate began
to issue forth in amore concerted manner. The English translation of Gadamer's text
(Truth and Method) released in 1975 contributed additional Anglo-American voices and
other English-speaking scholars to the discussion. The subsequent impact of Gadamer
and particularly Kuhn upon methodological debate within the educational sciences was
reflected in the increasing frequency of the dialogue surrounding this issue. 8
As part of their attempt to draw from the literature something approximating
consensus on the definition of positivism or the conventional method of the natural
sciences, Lincoln and Guba (1985) concluded that "there is no clear agreement about
what either the philosophy or the method encompasses. Positivism can be reshaped,
apparently, to suit the definer's purpose" (p. 24). Schrag (1992a) concurs with the
former point with his noting that the term "has long been emptied of any precise
denotation" (p.5) whik Phillips's (1983) earlier identification of positivism points to its
existence in multiple forms. Lincoln and Guba (1985) continue their commentary on
positivism's apparent definitional variability by suggesting that such variance could
lead one "to say that the particular form of definition offered by any commentator
depends heavily upon the counterpoints he or she wishes to make"

(p.

24). Yet, such a

situation does not preclude researchers finding agreement upon ageneral protocol of
practice nor preceding with scientific inquiries through employment of those same
general principles. Indeed, such apparent success in so doing may well result from a
view of positivism as "a family of philosophies characterized by an extremely positive
evaluation of science and scientific method" (Reese in Lincoln & Guba, 1985:19). In fact,
Lincoln and Guba did note acertain similarity, a"remarkable overlap," in the
conceptualizations of positivism in the literature despite the difficulty in locating a
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definitional consensus, apoint also confirmed by Garrison (1986) and Phillips (1983).
Nevertheless, none of this detracts from the weaknesses that they and others see as
inherent in its general method and subsequent adoption for social research.
The attack upon positivism or empiricism has been generated primarily around
two key aspects—its ontology of naive realism and from that its epistemological stance
of objectivity. These represent the foundations of observation, the lynchpin and "the
final arbiter of what [can] be believed" (Phillips, 1990a:32). The issue of observation has
brought forth much debate in social scientific circles, especially the implications of the
observational act itself and its relationship to the development of knowledge Two
aspects of observation are noted for comment by Phillips (1990a): operationalism and
the neutrality of sensory data. Operationalism, aproperty of both logical positivism
and behaviouralism, refers to the belief in theoretical terms being reducible to
observational language. The untenable nature of such anotion was criticized (and still
is) for its inability to accommodate "theorizing about unobservable mechanisms" as
well as the understanding that "theoretical concepts ...have meanings that transcend
definition in observational terms"

(p.

33). Failure to recognize the deficiencies inherent

in both these criticisms served to impede even ossify the potential for contributions
made by science. The second contentious aspect of observation is the view of data
neutrality. Phillips (1990a) dismisses this analytical perspective through deference to
Hanson's (1958) publication of Patterns of Discovery and the latter researcher's
statement that "the theory, hypothesis, or background knowledge held by an observer
can influence in amajor way what is observed ...There is more to seeing than meets the
eyeball" (emphasis added; in Phillips, 1990a:34). However, rather than intimating a
relativistic interpretation, Phillips claims that Hanson's comments only imply that as a
result of different preconceptions different researchers may have different frameworks
for observing and reporting the same data. It does not follow that they would hold no
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views commonly nor any data. Incommensurability is not anecessary outcome. On
the contrary, Phillips (1990a) argues that
while we must be aware of the role played by our preconceptions in
influencing our observations, and while we have to abandon the view
that observation is neutral or theory-free, there is nothing in Hanson that
forces us to the conclusion that we cannot decide between rival claims
and cannot arrive at consensus about which viewpoint (or which
observations) seem to be most trustworthy under the prevailing
circumstances (p. 35).
A second broad issue for debate within positivist social science methodology
pertains to the relationship of evidence to theory. Acceptance of the
underdetermination of natural scientific theories has come increasingly to the
foreground. That is, that there is always the possibility that other theories may be
constructed using the same data which offer alternate or rival descriptions and
explanations. The issue which this immediately raises relates to the surety with which
aresearcher's theory may be employed, the certainty with which one may conclude
that data confirm aparticular theoretical stance. If one accepts the problems inherent in
operationalism as well as the impact on data by the observer's preconceptions noted by
Hanson (1958), then underdetermination of theory seems areasonable consequence (if
not alogical one). Certainly, it would not follow that dubiety in method (interpretation)
would lead to reliability of conclusions (explanations) and subsequent theorizing
(generalizing from said conclusions). Thus interpretation of data and the theory
building derived from it are deemed as open to continuous contestation, that is,
alternate interpretations and theorizing. Consequently, researchers are not afforded a
mantle of certainty for the fruits of their labour. Rather, their preconceptions, their
practices, and their conclusions are up for debate, and in the process the ability to
retreat into method as alast refuge, positivism's traditional fallback position, is
seriously undermined.9
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In their criticism of positivist methodology Lincoln and Cuba (1985) raise many
of the same issues addressed by others as well as some additional concerns. These
include the following:
1) "Positivism leads to an inadequate conceptualization of what science is:"
a) Empiricist practices confuse the context of discovery with the context of
justification where the former tends to be viewed as non-science (noncognitive/non-rational) while attention is directed exclusively to the
latter. Verification is seen as monopolizing the scientific enterprise such
that it takes precedence over discovery—testing drives the inquiry.
Prediction and control supersede understanding, description, and so
forth.
2) "Positivism is unable to deal adequately with two crucial and interacting
aspects of the theory-fact relationship:"
a) "The underdeterinination of theory" allows for multiple interpretations
of data. This undermines the certainty of observations and thus
conclusions.
b) "The theory-ladenness of facts" suggests that observational language
cannot be neutral but rather is embedded with theory. Hence facts cannot
speak for themselves. That being the case, this further compounds the,
issue
of certainty or truth.
3) Positivism suffers from "determinism" and "reductionism"
a) The nomothetical/nomological nature of positivism devalues human will
4) "Positivism is overly dependent on operationalism..."
a) Too great afocus upon sensory definition offacts. The world tends to
become atomized and decontextualized with meaning being squeezed out
of it in the process (Lincoln & Guba, 1985:25-28).
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PosT-PosrrlvlsM

Basic Tenets
Current methodological debate about the merits and demerits of post-positivism
has found Clark (1994), Lakomski (1992), and Phillips (1983, 1987, 1990ab) ardent
supporters of the re-education (resocialization) of positivism as the method for the social
sciences and educational research, though all would claim that the kinship of positivism
and post-positivism is distant. Similar to Lincoln and Guba's (1985) quest for a
definition of positivism, post-positivism has also escaped anything approaching an
operationalized form, asituation Phillips (1990a) claims produces "little unanimity on
important issues among its adherents" but acondition which is nonetheless viewed as
"a healthy feature and not aweakness"

(p.

44). In fact, the term post-positivism finds

reference in the literature to two general categories of scientific inquiry. The first is'a
particularly broad classification which appears to encompass all the methodologies that
developed after the rise of positivism or more specifically the traditional method of
science (e.g., hermeneutics, Marxism, phenomenology). 1°Put another way, postpositivism is seen as constituting those methodologies (i.e., family of philosophies) that
either remained after the rejection or demise of positivism, or ascended like the Phoenix
from its ashes (e.g., Lather, 1985, 1986ab, 1991; Mawhinney, 1993; Schwandt, 1990).
Within the social sciences this is essentially anet for those methodologies that claim
distinction from conventional natural science research practices.
The second category of post-positivism is much narrower in scope and refers to
the updating, modernization, or transformation (some might suggest mutation) of
positivism into its contemporary form, aform that takes into consideration and
incorporates the mounting criticism of the hard sciences' method from both within and
without this latter tradition. This second classification appears the more commonly
employed one and represents the characterization to which Clark (1994), Garrison
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(1986), Lakomski (1992) and Phillips (1983, 1987, 1990ab) adhere. 1'The arguments put
forth by Phillips regarding his conceptualization of post-positivist inquiry and its
viability as an appropriate method for social research will be presented below. The
discussion is intended to offer the reader ageneral understanding of the
conceptualization of post-positivist research and to begin to address whether it has
evolved from its positivist ancestors as argued by Cuba (1990b) and Schwandt (1990),
or has severed that lineage (Clark, 1994; Lakomski, 1992; Phillips, 1990ab).
Hesse (1980), ahistorian of science, and others (e.g., Clark, 1994; Howe &
Eisenhart, 1990; Lakomski, 1992; Phillips 1990a) point out that the typical view of the
natural sciences as empiricist has been amisconstrual of its methodology and that such
aformulation has been almost "universally discredited" (Hesse in Bernstein, 1988:33).
The suggestion by Hesse and the others would seem to imply that critiques emanating
from many practitioners within the social sciences may well have been of the straw man
(sic) variety—arguing against amethodology that had already had the stuffing kicked
out of it, as it were. A similar point was raised by Maxwell (1962) over 30 years ago
(Phillips, 1990a). However, Eisner (1994) challenges the notion of positivism's disrepute
by suggesting that researchers "are not as well informed on the North American
continent" about its apparent demise

(p.

207), citing Schrag (1992ab) as proof. Rather,

Eisner posits that "the immaculate perception" is still alive and well in this part of the
world, perhaps providing unintentional confirmation for Schrag's (1992a) noting of its
perseverance as well as Garrison's (1986) remark about empiricism's apparent
immortality (see also Howe & Eisenhart, 1990).
In arguing for the expiration of empiricist research, Hesse (1980) claims instead
that what she refers to as apost-empiricist approach to inquiry has superseded the
conventional positivist view and has come in practice much closer to the methodology
of the social or human sciences (geisteswissenschaften).' 2 She adumbrates those aspects
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of such apost-empiricist perspective which discern it from its conventional caricature:
1) Data [are] not detachable from theory, for what count as data are
determined in the light of some theoretical interpretation, and the
facts themselves have to be reconstructed in the light of
interpretation.
2) Theories are not models externally compared to nature in a
hypothetico-deductive schema, they are the way the facts themselves
are seen.
3) The lawlike relations asserted of experience are internal, because
what count as facts are constituted by what the theory says about
their inter-relations.
4) The language of natural science is irreducibly metaphorical and
inexact, and formalizable only at the cost of distortion of the
historical dynamics of scientific development and of the imaginative
constructions in terms of which nature is interpreted by science.
5) Meanings in natural science are determined, by theory; they are
understood by theoretical coherence rather than by correspondence
with facts (in Bernstein, 1988:33).
With Hesse's (1980) updated axioms in mind, Phillips (1990a) commences a
defence of post-positivism by offering up the fallibility of scientific reasoning,
comparing it in kind to any other human intellectual endeavour, the only difference
being that researchers are perceived as more meticulous (i.e., self-conscious, controlled)
in their application of such reasoning. Dreyfus (1980) claims that the same argument
was made by Quine (1976). But that being said, Phillips (1990a) is also quick to declare
that like any other intellectual workers, scientists are "in the business of providing
reasonable justifications for their assertions,...nothing they do can make these assertions
absolutely safe from criticism and potential overthrow" (1990a:31). However, he
stipulates that because assertions lack certitude, it does not mean that "there are no
justifications at all"—the acceptance of aposition of extreme relativism (p. 31). Rather,
he draws upon Dewey's notion of warranted assertabifity and the idea that assertions
and warrants have adynamic association not only with each other but also temporally.
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Yet, as aconsequence science is not to be judged "unbelievable"

(p.

32) nor perceived as

"anything goes" in Feyerabend's (1975) oft-quoted phrase. Instead, all that is being
argued for is something approaching an authoritative foundation, one that lacks
certainty, but nonetheless one where "many of our beliefs are warranted by rather
weighty bodies of evidence and argument, and so we are justified in holding them; but
they are not absolutely unchallengeable" (Phillips, 1990a:32). For Phillips, then, postpositivistic research is not to be viewed as the issuance of a"holy writ" but rather
simply "the building [of a] good case"

(p.

32).

Phillips (1990a) argues that the contemporary state of the philosophy of science
has been several decades in the making and was contributed, in part, by the questions
raised by Hanson (1958), Kuhn (1962), and Feyerabend (1975), among others. A couple
of these crucial issues will be addressed in brief relative to the social sciences so as to
provide the reader with asense of the concerns had by those practising within the
natural sciences regarding the then dominant view of their inquiry methodology as a
precursor to post-positivism's response to those concerns and the possible implications
for social science investigations. They will most probably appear familiar to
educational researchers as being part of the quantitative-qualitative debate.
Though the critique of positivism and the subsequent revision of the
methodology of the naturwissenschaften might suggest aserious undermining of the
scientific enterprise as well as the robustness of its outcomes, Phillips (1990a) denies
that such conclusions must follow. That knowledge from scientific inquiry can be
challenged does not lead to any interpretation or explanation being substituted, that
"nothing can be disbarred"

(p.

38). What he argues against is aconfusion between,

even conflation of, acknowledging different perceptions about reality (e.g., some action
or event) and the ability to evaluate the accuracy of those perceptions. He notes that
"different people and different societies have different views about what is real (a fact
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that seems undeniable)" but the issue of greater import is "whether or not we can know
which of those views is the correct one (or indeed, whether there is acorrect one at all)"
(p. 41). This debate centres around the act of evaluation and its possibility, or whether
one is resigned to mutual exclusivity (Schwandt, 1990)—accepting differing views as
inherently correct as Phillips would claim relativists are obliged to do (i.e., people
believe such and such, therefore it is as they believe). Phillips (1990a) obviously does
not concur with the latter. Belief and accuracy of belief are not of necessity bedfellows.
Rather, he insists that social researchers are able to "inquire into the beliefs of asociety,
how they came about, what their effects are, and what the status is of the evidence that
if offered in support of the truth of the beliefs"

(p.

42). By conceptualizing the research

act in this manner, the ability and significance of the social scientific enterprise in
evaluating these beliefs is seen to be maintained. Phillips ,(1990a) claims that it is still
possible to "get these matters right or wrong... [to] describe these beliefs correctly or
incorrectly or...[to be] right or make mistakes about their origins or their effects"

(p.

42).

For post-positivists, the social construction of reality does not equate to epistemological
relativism (Schwandt, 1990).
Related to evaluative possibilities is the post-positivisitic belief in objectivity as a
standard or ideal for scientific inquiry. Important to this discussion is the unlinking of
certainty (truth) from objectivity (Phillips, 1990b:23). The correspondence theory of
truth held by positivists /empiricists is deemed untenable. Its constitution as an
isomorphic relationship with reality was founded upon its naive realism. Instead, postpositivists acknowledge the theory-ladenness of facts and the underdetermination of
theory, and consequently view objectivity as aregulative ideal (Guba, 1990b; Phillips,
1990ab; Schwandt, 1990), the state one strives for where "the viewpoint that is more
objective is the one that currently is the most warranted or rational" (emphasis added;
Phillips, 1990b:24). In this way objectivity is discerned from the objectivism of the
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empiricists, the latter being "the basic conviction that there is or must be some
permanent, ahistorical matrix or framework to which we can ultimately appeal in
determining the nature of rationality, knowledge, truth, reality, goodness or rightness"
(Bernstein, 1988:8)—an Archimedean point. In place of the latter, Phillips (1990a) would
want to substitute aPopperian account of objectivity:
It is not amatter of the individual scientists but rather the social result of
their mutual criticism, of the friendly-hostile division of labour among
scientists, of their co-operation and also of their competition. For this
reason, it depends, in part, upon anumber of social and political
circumstances which make criticism possible (in Phillips, 1990a:44).
This is afar cry from the objectivism of naive realism. In fact, Popper's comment about
objectivity's relationship with "social and political circumstances" brings this
conceptualization much closer to issues raised by the critical tradition's Popkewitz
(1984, 1990).
The incorporation of positivism's critique has produced an adaptation in
methods by post-positivists as well. Given that reality is not deemed fully
apprehendible, that it is not isomorphic with observation, experimental empiricism has
been compromised (c.f. Schrag, 1992a). In its place, educational researchers have
emphasized critical multiplism (Cook, 1985), what has been referred to as "a refurbished
version of triangulation" (Guba & Lincoln, 1994:110), where hypothesis testing is
falsified

ala Popper (1968) rather than verified.

As aresult, post-positivist methods

have supposedly become more qualitative, engaging subjects in natural settings,
attempting to ground research, and more considerate of the role of discovery versus
verification (Guba, 1990; Guba & Lincoln, 1994).
Phillips' (1990a) comment regarding the nature of aresearcher's activity within
post-positivism reflects the dynamism of the revitalized positivistic project (though he
would not agree with this latter characterization):
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Seekers after enlightenment in any field do the best that they can; they
are open to alternative viewpoints, they take criticism seriously and try
to profit from it, they play their hunches, they stick to their guns, but
they also have asense of when it is time to quit. It may be adirty, hard,
and uncertain game, but it is the only game in town (p. 38-39).
The basic beliefs of post-positivism are summarized in Table 3.5:
Table 3.5— Basic Axioms of Post-Positivist Inquiry
Ontology:

Critical realist
reality exists but can never by fully apprehended.
It is driven by natural laws that can be only incompletely and
imperfectly, but probablistically understood.

Epistemology:

Modified dualistlobjectivist
objectivity remains aregulatory
ideal, but it can only be approximated, with special emphasis placed
on external guardians such as the critical tradition13 and the critical
community. Findings deemed probably true.

Methodology:

Modified experimental/manipulative
emphasize critical
multiplism. Redress imbalances by doing inquiry in more natural
settings, using more qualitative methods, depending more on
grounded theory, and reintroducing discovery into the inquiry
process. Practices falsification of hypotheses.

-

-

-

Source: Guba, 1990a, p. 23; Guba & Lincoln, 1994, p. 109

Critique of Post-Positivism
The discussion of post-positivism would appear to demonstrate the extent to
which the philosophy of science has accommodated and incorporated the criticisms
leveled against positivism/empiricism. Underdetermination of theory, areconstructed
objectivity, and an acknowledgement of the constraints placed upon the certainty with
which outcomes can be expressed have all been addressed under post-positivism.
However, Schwandt (1990) and Guba (1990b) still view post-positivism as
fundamentally flawed. In particular, Schwandt (1990) raises concern over Phillips'
(1987) apparent belief in the similarity between the naturwissenschaften and the
geisteswissenschaften such that the latter "have no features that offer insuperable
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obstacles to the adoption of the methods of the natural sciences" (in Schwandt,
1990:263). In fact, Schwandt claims that Phillips not only remarks upon the similarities
in methods, but also the epistemological similarities

-

"epistemologically, the two

sciences are rather similar—the relationship between the evidence that is appealed to,
and the knowledge claims that are made, is the same"

(p.

263). This particular issue has

found itself discussed both individually as well as part of an ongoing debate amongst
Charles Taylor (1980, 1987), Hubert Dreyfus (1980), Richard Rorty (1979, 1980,
1982a,1991a) (also Rorty, Taylor and Dreyfus, 1980) within the philosophy of science
with Dreyfus and Taylor adopting adualist stance (i.e., different methodologies for the
natural and social sciences) while Rorty continues to argue that there is little
methodological difference between the two traditions. In the case of Taylor (1980,
1987), he argues for the difference between investigating inanimate objects in nature
and the socially constructed and hermeneutically engaged interactions of humans by
acknowledging the need for separate methodologies. Rorty (1979, 1980, 1982a,1991a),
on the other hand, and in contradistinction to the comment by Phillips (1987), sees the
natural and social sciences as essentially the same in that objectivity and verification of
meaning (truth) are consensual and not etic-ally derived (i.e., both are rule-bound and
thus constructed). While they may differ with each other, both Taylor (1980, 1987) and
Rorty (1979, 1980, 1982a,1991a) are in agreement with their opposition to the views of
those such as Phillips (1987) as they relate to the similarity in conduct of social and
natural sciences research, though for different reasons.
Apart from the debate about the appropriateness of applying the same methods
to both sciences, Guba (1990b) directs his attention to Phillips' (1990b) post-positivistic
claim of arehabilitated sense of objectivity and correspondence to truth that eschews
consensual validation, in spite of his quote of Popper who would appear to imply just
such aconsensual endorsement (see Phillips, 1990a:44). In fact, Phillips (1990b) takes
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exception to this latter condition, referring to it as "the myth of the more the merrier,"
arguing that "quality and number of investigators do not always go together" (p. 28).
However, Guba (1990b) responds that nowhere does Phillips define objectivity with any
clarity. Rather, he tends to note what it is not—"not truth ... not [isomorphic] with
facts ... not certainty .. not consensual validation" (Guba, 1990b:75)—and in the end
appears to resort to the positivist crutch of the rigour of method while extolling the
importance of the critical community of scholars, the latter of which constitutes
consensual validation in another guise.
It is also claimed that the aim of post-positivistic inquiry, like positivism,
remains explanation and from this the notions of prediction and control are able to issue
forth (Cuba & Lincoln, 1994). And while reality may not be fully apprehendible,
objectivity and truth, being situated in the consensus of critical scholarship (i.e.,
rigourous method followed by critique within the scientific community) allows for the
postulation of possible (probable) facts and laws (Guba & Lincoln, 1994). Postpositivism appears as positivism in drag.

CONSTRUCTIVISM

Basic Tenets
The interpretive paradigm encompasses abreadth of methodological
persuasions (Schwandt, 1994). This is reflected in the comment that this "family
of...methodologies is far less uniform in aims and strategies than the methodologies
constituting the ... scientific approach to inquiry"

(p.

264). However, many interpretive

inquiries also appear under the banner of constructivism, particularly within
educational research. But the two do represent different approaches to human inquiry.
Nevertheless, one of the common features distinguishing interpretive methodologies
from positivist, is its emic as opposed to etic orientation (the status afforded the
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researcher as insider as opposed to detached observer). The central aim of such inquiry
is "understanding the complex world of lived experience from the point of view of
those who live it" and that by interpreting reality from such an emic viewpoint (as
opposed to the positivist's naive reporting of the correspondence between observation
measurements and reality), "the inquirer must elucidate the process of meaning
construction and clarify what and how meanings are embodied in the language and
actions of social actors" (Schwandt, 1994:118). For the purposes of our discussion, both
approaches, interpretivism and constructivism, will be treated as one and subsumed
under the label of constructivism as represented by Guba (1990a), Guba and Lincoln
(1989, 1994), Lincoln and Cuba (1985), and Schwandt (1990, 1994). Again, no disservice
to interpretive researchers is intended. Rather, since the chosen methodological
approach for this dissertation is that which is associated with the critical tradition, this
discussion of alternative paradigmatic orientations and practices is offered merely as
contextual backgrounding for their articulated differences with the critical tradition. In
that sense, we will not be ill-served by the forced grouping of interpretivism and
constructivism. For asurvey of the various fields that comprise interpretivism and
constructivism, see Schwandt (1994).
Many of constructivism's basic beliefs can be found within its critique of both
positivism and post-positivism. Perhaps, first and foremost, is the belief in arelativist
ontology. For Lincoln and Cuba (1985) there are "multiple constructed realities that can
be studied only holistically" (p. 37)—"they do not exist outside of the persons who
create and hold them" (Cuba & Lincoln, 1989:143). Relativism is seen as the only
logical alternative for them to the apparent undermining of traditional scientific
research's claim to foundationalism. With the view that reality is not directly
apprehendible, acentrepiece of constructivist understanding, the denial of the ultimate
truth or falsity of interpretation leads to multiple constructions and thus relativity
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(Guba, 1990a). Such astance also elicits asubjectivist epistemological position—the
social construction of knowledge. "Subjectivity is not only forced on us by the human
condition ...but because it is the only means of unlocking the constructions held by
individuals"

(p.

26). Consequently, truth is seen as socio-historically relative (Schwandt,

1994). "Truth is amatter of the best-informed and most sophisticated construction on
which there is consensus at agiven time"

(p.

128). Lincoln and Guba (1985) draw their

relativity of truth in part from Hesse (1980) who commented upon the history of
scientific theories and their supersedence by subsequent generations of thinkers.
Lincoln and Guba (1985) conclude from this that present theorizing, scientific or
otherwise, will suffer the same fate

(p.

16).

Given their ontological and epistemological perspective, Lincoln and Guba's
methodological stance places the inquirer or observer within the constructions of the
research findings (Schwandt, 1994). That is, "the inquirer complements the inquiry"
(Schwandt, 1990:272) and "cannot (should not) be neatly disentangled from the
observed" (Schwandt, 1994:128). Consequently, "individuals constructions can be
elicited and refined only through interaction between and among investigator and
respondents" (Guba & Lincoln, 1994:111). One of the aims of constructivist research,
then, is to "identify the variety of constructions that exist and bring them into as much
consensus as possible" (Guba, 1990a:26). The intent is not to predict and control, nor to
transform the world, but rather "to reconstruct the 'world' at the point at which it exists:
in the minds of constructors"

(p.

27).

The conventional criteria of validity is addressed in part by the "degree of
correspondence between the inquirer's account of participant's lived experience and the
participant's own views on the matter" (Schwandt, 1990:273). But more than mere
concurrence, it is instead conceived as both ahermeneutic and dialectic endeavour, a
more refined and sophisticated, as well as consensual, construction (interpretation)
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(Guba & Lincoln, 1994). The validity criteria of conventional scientific research are
internal validity, external validity, reliability, and objectivity. Since constructivism is not
conventional science, Lincoln and Guba (1985) developed trustworthiness criteria in
place of (experimentalist) validity but did so in analogue fashion (Eisenhart & Howe,
1992) or what they refer to as "parallel criteria" (Guba & Lincoln, 1989). Instead, their
criteria for research validity became credibility, transferability, dependability, and
confirmability (Lincoln & Guba, 1985:302). Since some criticalists have begun to
appropriate aspects of Lincoln and Guba's criteria of trustworthiness (e.g., Kinchloe &
McLaren, 1992; Lather, 1986ab, 1991), discussion of these criteria will proceed later. For
the moment they consist, in brief, of:
a) dependability—carrying out the inquiry to enhance findings as credible
including conferral with subjects (member checks) for interpretation
verification. Other credibility criteria consist of prolonged engagement (with
the study and participants), persistent observation, triangulation, peer
debriefing, and referential adequacy
b) transferability—all ill-defined concept which calls for the presentation of
thick data on the part of the original investigator thereby allowing for
subsequent researchers to possibly conduct transfers of working hypotheses
to some other context. Onus is on subsequent researchers to ascertain
appropriateness of transfer, not the original inquirer in developing
generalizable hypotheses.
c) dependability— the dependability audit conducted by adisinterested, scholar
to authenticate the process and the product (i.e., examine study for "creative
accounting"—uncorroborated interpretations; examine records for their
accuracy)
d) confirmability—the confirmability audit—an audit trail informed by a
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disciplined routine or series of steps (Lincoln & Guba, 1985:301-326)
The basic beliefs of constructivism can thus be found summarized by Table 3.6.

Table 3.6—Basic Axioms of Constructivist Inquiry

Ontology:

Relativist—multiple realities exist in the form of multiple mental
constructions, socially and experientially based, local and specific,
dependent for their form and content on the persons who hold
them.

Epistemology:

Subjectivist—inquirer and inquired into are fused into asingle
(monistic) entity. Findings are literally the creation of the process of
interaction between the two.

Methodology:

JJermenuetic, dialectic—individual constructions are elicited and
refhid hermeneutically, and compared and contrasted dialectically,
with the aim of generating one (or afew) constructions on which
there is substantial consensus.
N

Source: Guba, 1990, p. 27; Lincoln & Guba, 1985, pp. 37-38

Critique of Constructivism
The constructivist or interpretivist paradigm finds criticism being aimed at it
from opposite directions—from post-positivists and from criticalists. The former tend
to critique interpretivists based on their (post-positivist) canons of rationality (Carr and
Kemrriis, 1986; Schwandt, 1990) including focussing concerns on the key issues of
ontological relativism and the validity or trustworthiness of research findings. This is
especially the case for the constructivism employed in Lincoln and Guba (1985) and
Guba and Lincoln (1989, 1994). Many criticalists, while tending to be closer to the
interpretivist or constructivist position ontologically and epistemologically, still direct
their attack at these two philosophical streams, but for different reasons than postpositivists, while at the same time raising methodological concerns that are also tied to
this pair.
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Post-positivists reject the implication that the denial of absolute certainty or
justification leads to epistemological subjectivism and ontological relativism—the
argument that there are no justifications at all (Phillips, 1990a). Constructivists are
accused of confusing antifoundationalism with nonfoundationalism, antirealism with
relativism. Post-positivists claim that the denial of "absolutely authoritative foundations
upon which scientific knowledge is based" does not diminish "the fact that many of our
beliefs are warranted by rather weighty bodies of evidence and argument, and so we
are justified in holding them" (Phillips, 1990a:32), though the methodology under
which that volume of evidence accrues, supported in turn by ascientific rationality,
appears taken for granted within such an argument. What is at issue in Phillips's
argument is the implications of such arelativist/subjectivist stance. The
epistemological repercussions are of knowledge being apersonal construction, but this
fails to account in any way for its sharing and transmission (Schwandt, 1994). How is it
that such knowledge becomes a"form of theoretical production" which is "somehow
available to individuals" and that "can be modified, changed, or abandoned"

(p.

131)?

The claim to relativism also has arather unique paradoxical property to it. To
argue for relativism, non-relativists would suggest, is to be self-referentially
inconsistent, self-defeating and incoherent (Bernstein, 1988). To claim that one's
position is true and that truth is relative is to find oneself arguing logically for relativism
as both true and false. Stating both cases simultaneously obviously undermines one's
position

(p.

9). But Bernstein also points out that as cogent and irrefutable an argument

as that may be against relativism, it has not succeeded in convincing, let alone silencing,
relativistic believers. Perhaps Gadamer's comments (drawn from Heidegger) offer
some insight for the persistence over the millennia of relativist thinkers (e.g., including
Sophists and Protagoras):
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However cogent they may seem, they still miss the main point. In
making use of them one is proved right, and yet they do not express any
superior insight of any value. That the thesis of scepticism or relativism
refutes itself to the extent that it claims to be true is an irrefutable
argument. But what does it achieve? The reflective argument that
proves successful here falls back on the arguer, in that it renders the
truthfulness of all reflection suspect. It is not the reality of scepticism or
of truth dissolving relativism, but the claim to truth of all formal
argument that is affected (in Bernstein, 1988:234, fn.18).
The criticalists, perhaps like the post-positivists, find the descriptive nature of
constructivist research troublesome. The origins, causes, and results of actors'
interpretations of action tend to neglect problems of social change and social conflict;
that is, the deeper structural causes and effects of conflict are ignored except in terms of
actors' perceptions, and the particular social construction of reality adopted by
constructivists constrains the range of interpretations of reality that are introduced into
the research discussions and analyses (Carr & Kemnds, 1986). "The hermeneutic
sciences of the phenomenological tradition ... aim at understanding meaning without
influencing it" (Burrell & Morgan, 1979:294). What this fails to give adequate
consideration to is the view that social structures are not only the result of human
interaction, but that they are, in turn, capable of placing limitations upon subsequent
social action. What the constructivist approach appears to neglect in failing to consider
other than social actors' accounts are the possible historical and social causes of
actions—causes of which social actors may be unconscious or oblivious (Carr &
Kemmis, 1986). For criticalists, the constructivist agenda's major flaw relates to its
inability to account for the impact of ideology—false consciousness. They view
constructivists as incapable of coming to terms with social actions which are at variance
with the actor's understandings and explanations. The latter have the potential to be
little more than rationalizations.
And so, the interpretive nature of the research act, "the uncovering of actors'
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own definitions of the situation" (Carr & Keminis, 1986:94), the "understandiitg [and]
reconstruction" (Guba & Lincoln, 1994:112) of circumstances to the exclusion of
explanation, tends to produce inquiries devoid of "certain features of social reality
which are of the utmost importance" (Carr & Kernmis, 1986:94). Constructivists are
apparently left defending themselves by others' rules.
Schwandt (1994) summarizes anumber of criticisms that have been jointly
levelled at interpretivists and constructivists. The perennial problem of validity criteria
for arelativist inquiry operating in the shadows of natural scientific methodologies is
foremost. Amending their ontological position to one of "modified realism"
(Popkewitz, 1990) or "subtle realism" (Schwandt, 1994) has been recommended as but
one means for overcoming Sartre's "reef of solipsism" (in Burrell & Morgan, 1979:239).
Secondly, Schwandt (1994) raises the issue of lack of acritical purchase. This is another
problem derived from focus upon interpretation and description to the exclusion of
explanation, and the nature of the inquirer/inquired-into relationship. "The principle
objection here is that interpretive accounts lack any critical interest or ability to critique
the very accounts they produce"

(p.

130).

The final criticism of aparticular form of constructivism, Guba and Lincoln's
(1989), comes from Heap (1993) who argues that for all their claims to relativity and
socially constructed realities, the monist rhetoric of their text Fourth Generation
Evaluation is fraught with realist allusions and implications. Similarly, Heap asserts
they lack theoretical development of how reality is socially constructed other than to
declare support for amonist stance which Heap maintains is derived fromBerger and
Luckmann.'s (1966) dualist social constructionism. In the end, Heap concludes that
monist constructionist inquiries in the evaluation field are not viable, professing that
evaluation and policy studies must inevitably be about concrete practices, not their
mental or linguistic constructions.
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CRITICAL TIADrnoN

Introduction
The application of the adjective critical to the research methodology of critical
inquiry has aparticular connotation beyond the commonly conceived judicious
evaluation or healthy scepticism. While such referents remain an expected feature of all
research, the term critical has evolved an additional quality as part of its
conceptualization within critical educational inquiry, one that assigns it an overt
political property whereby those engaged in such research "attempt to confront the
injustice of aparticular society or sphere within society" (Kinchloe & McLaren,
1992:140; c.f. Schrag, 1992b, fn. 1).' Rather than claiming value neutrality, the
disinterested nature of the investigator, or even the descriptive reporting of subject
understanding, "critical researchers are usually politically minded people who wish,
through their research, to aid struggles against inequality and domination" (Carspecken
& Apple, 1992:512). They are "unembarrassed by the label political ... [and] frequently
announce their partisanship in the struggle for abetter world" (Kind-doe & McLaren,
1992:140). But while all researchers, critical and non-critical alike, would affirm their
desire for an improved world and would consequently see their work as acontribution
toward such agoal (otherwise what purpose is there to conducting social research),
critical social research frames such agoal within the triple objectives of enlightenment,
empowerment, and emancipation (Fay 1986, 1987). The aim of critical inquiry is "to
transform the (real) world by raising the consciousness of participants so that they are
energized and facilitated toward transformation" (Guba, 1990a:24), and "to reveal
society for what it is, to unmask its essence and mode of operation and to lay the
foundation for human emancipation through deep-seated social change" (Burrell &
Morgan, 1979:284), that is, "to enlighten subjects so that, coming to see themselves and
their social situation in anew way, they themselves can decide to alter the conditions

143
which they find repressive" (Comstock, I982:385). Thus critical researchers are
involved primarily in the empowerment of social actors and the central aspect of that
activity begins with the demystification of asocial order characterized by material and
social domination. However, as Quantz (1992) argues, the act of demystifying
discursive and material and hence ideological hegemony is not by itself sufficient to
claim the critical mantle. It is thelinking of that demystification to relations of power
that is required, or what Lather (1986a) refers to as "research designed not only to
understand but also to change the maldistribution of power and resources which
underlies our society" (p. 2).
Not unlike the interpretive tradition, the critical tradition encompasses a
plethora of (social) theoretic variants which, in turn, employ avariety of methodologies
including methods. For example, Fay (1987) expounds upon acritical social science
which he discerns from acritical theory of modern society, the former being a
metatheoretical perspective of social science while the latter is equated with "a
substantive, neo-Marxist theory of advanced capitalism" (p. 4)—one atheory of science,
the other atheory of society. While critical theory tends to be associated with the
Frankfurt School15 and critical social science draws in part from its social theoretic
precepts, Pay argues that his distinction allows him to not hold as necessarily true those
Frankfurt School theories, but instead to draw upon other social scientific theories
"which are critical in the requisite sense of both intention and content" (Fay, 1987:5).
Similarly, Roman and Apple (1990) develop afeminist, materialist ethnographic
framework which while holding to aspects of neo-Marxist theorizing of advanced
capitalism would nonetheless differ with some in the Frankfurt School in terms of its
social theory but also methodologically with Fay (1987) whose focus on the scientific
aspects of critical social science finds him concerned with empirical warrant including
empirical falsifiability (see fn. 7).
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Simon and Dippo (1986) in their description of ethnographic research claim that
three fundamental conditions must be met for an inquiry to don the label critical. As
will perhaps become apparent, all these conditions need not necessarily be confined to
the field of critical ethnography.
1) the work must employ an organizing problematic that defines one's
data and analytical procedures in away consistent with its project;
2) the work must be situated, in part, within apublic sphere that allows
it to become the starting point for the critique and transformation of
the conditions of oppressive and inequitable moral and social
regulations; and
3) the work must address the limits of its own claims by aconsideration
of how, as aform of social practice, it too is constituted and regulated
through historical relations of power and existing material conditions
(in Quantz, 1992:448).
While Simon and Dippo (1986) endeavour to present adescription constitutive of
critical ethnographic work that is not overly restrictive yet substantially defining so as
to discern it from conventional ethnographies, one might reasonably argue that a
conservative reading of the first two criteria would probably find many ethnographic
researchers concurring with the description as representative of their work. Certainly,
the first criteria of the congruence of data collection and analysis with the study's
organizing problematic does not appear as an aspect of research unique to the critical
tradition (see Lincoln & Guba, 1985; Guba & Lincoln, 1989). One would hope that any
research of significance is consistent in that regard, though clearly some fail this test,
critical and non-critical alike. And in fact, one could envision the second criteria being
appropriated by those groups opposed, say, to many of the current practices of equity
(in the workplace and elsewhere—quotas) or various approaches to human studies (sex
education) curricula in the schools.
Kinchloe and McLaren's (1992) offering appears to take the criteria proposed by
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Simon and Dippo (1986) astep further by defining criticalists as those who not only
employ their research in social or cultural criticism (kulturkritik), but whose axiological
beliefs include:
1) that all thought is fundamentally mediated by power relations that
are social and historically constituted;
2) that facts can never by isolated from the domain of values or removed
from some form of ideological inscription;
3) that the relationship between concept and object and between
signifier and signified is never stable or fixed and is often mediated
by the social relations of capitalist production and consumption;
4) that language is central to the formation of subjectivity (conscious
and unconscious awareness);
5) that certain groups in any society are privileged over others and,
although the reasons for this privileging may vary widely, the
oppression that characterizes contemporary societies is most
forcefully reproduced when subordinates accept their social status as
natural, necessary, or inevitable;
6) that oppression has many faces and that focusing on only one at the
expense of others (e.g., class oppression versus racism) often elides
the interconnections among them; and
7) that mainstream research practices are generally, although most often
unwittingly, implicated in the reproduction of systems of class, race
and gender oppression (Kinchloe & McLaren, 1992:139-140).
Having outlined what critical inquiry entails, explanation of the conceptualization of
knowledge and the importance of criteria will follow.

Critique and Knowledge
The claim that critical social research differs from other forms of rigorous
investigative practice that also employ astrong sense of judicious evaluation may
appear fictive to some (Harvey, 1990), aself-justifying property that proponents of the
tradition attribute to their work not only to distinguish its orientation from that of the
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practices of (post) positivist and interpretive (phenomenological and hermeneutical)
research but also as part of an attempt to claim the moral high ground of social concern,
relevance and improvement. While academic literature is strewn with discussions
about paradigmatic deficiencies (and by implication the superiority including moral
positioning of others), one of the significant attributes of critical research pertains to its
perspective on the generation of knowledge and the intertwining of critique within that
process (Harvey, 1990). Of concern here is "an analysis of social processes, [the] delving
beneath ostensive and dominant conceptual frames, in order to reveal the underlying
practices, their historical specificity and structural manifestations"

(p.

4). It is a

focussing upon the interaction between the processes that generate and legitimate our
social knowledge and the value of critique in recognizing the consequent structuring of
our perceptions that is important. In this way, knowledge and critique are dialectical.
Hence it can be argued that the critical aspect of this social research is intrinsic, for to
gain knowledge and understanding within critical social research is to have acquired a
critical understanding, that is, the critiquing of appearances. The apparent social
structures, social processes, or accepted history are not taken for granted. Rather,
attention is directed to the social "processes and institutions which legitimate
knowledge" (Harvey, 1990:6). There is no claim in such an approach that social actors
are duped or that officials of the state are wittingly duplicitous in the domination.of the
citizenry. Conspiratorial theories hold no sway here. Rather, all that is being claimed is
that unlike traditional interpretive social science, social agents are not perceived as
utterly self-determining. They both structure their social environment and are, in turn,
structured by it. Among other things, critical social inquiry argues for acritical
comprehension of this idea including the processes by which human society not only
produces itself (a transitional and transformative quality), but also reproduces itself (a
stability quality)—the ebb and flow of social regeneration.
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Like the evolving nature of human society, so too is the nature of critical social
research. There is adynamism to the critique of knowledge which serves to situate
critical inquiry within its social milieu (Harvey, 1990). That is to say, that in arguing for
an understanding of knowledge as having been generated and legitimated within the
existing social relations of society and that these relations have an historical moment or
origin, so too is the contingency of critical research based. The adequacy of critical
social understanding is not in stasis but rather in flux—a socio-historical relativity. In
this respect, it is similar to constructivism (see Schwandt, 1994).
To this point, much of the discussion pertaining to acritical science of education
has been theoretical in nature focussing upon its imperative of social betterment.
Having introduced the broad aims of the critical tradition, discussion will be directed
next toward critical inquiry as ascience—the practice of critical science and its attempt
to address criticalists' concerns about the research act itself and the issues that require
attention in consideration of its conduct. Few educational criticalists have focussed
their attention on this matter to the extent that Popkewitz (1980, 1984, 1990, 1992) has.' 6
The following will be derived in large part from his work.

Critical Methodology
To apply critical methodology in the conduct of aresearch inquiry is to
appreciate the notion of critique not only as atool for the deconstruction of the object of
the inquiry, but equally as important, as acritical evaluation of the questions, concepts,
and strategies employed and an understanding of their historical and institutional
situatedness with the attendant social values and political relations. "The rules and
standards of educational research [are] historically formed and tied to particular social
values and political relations that are often hidden through the rituals and rhetoric of
science itself" (Popkewitz, 1990:47). This means that "research is never without interest;
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all forms of research impose values" (Quantz, 1992:471). Thus social research is never
neutral; it is invariablyfor some interest (e.g., individual, group, organization) with its
attendant purpose (e.g., social control, social betterment, institutional reorganization).
By its very nature, it is inherently evaluative and hence political. "The competing
assumptions, questions, and procedures of research contain values that represent deep
divisions within ... society about principles of authority, institutional transformation and
social order" (Popkewitz, 1984:vii). In so being, it represents the production of values
and an attempt to secure their ascendancy (adoption and implementation). Criticalists
appreciate this intrinsic nature of research rejecting the disinterested, neutral, at-arm'slength approach often symptomatic of conventional, evaluative, educational research
and particularly policy analysis. It is at root anormative practice.
It is just such an understanding of the activity of conducting research as
normative that is of particular importance to Popkewitz (1984,1990). The most obvious
sense of this is the set of assumptions and presuppositions that the investigator brings
to the inquiry. But this is not simply an acknowledgement of the influence of subjective
knowledge and motives. Rather, it is to appreciate "the present as aheritage not only of
physical goods but also of social forms and knowledge" (Popkewitz, 1990:50) including
the scientific act. Its procedures of theory development or data collection and analysis
have their own historical origins with their accompanying epistemological and
ontological implications. It is encumbent upon researchers to be knowledgeable of
those origins lest historical amnesia contributes to ataken-for-granted methodological
position which remains unquestioning of its underlying social vision. In terms of the
application of conventional scientific research within the human sciences
(geisteswissenschaften), this may well be contributory to the maintenance of the status
quo through atechnocratic conceptualization of social problem solving with its
inherently instrumentalist, means-ends approach. This serves only to reinforce the

149
potential power of science while at the same time contributing to the ever-increasing
expectations of its ability to solve social problems. Rather, Popkewitz (1990) calls for an
historical understanding of methodology, one that reconceptualizes it as ahuman
construction imbued with all the attendant concerns, desires, ,aspirations, and
assumptions that any human endeavour supports. It is aview of methodology wherein
it is acknowledged that "social values, struggles, and interest influence the questions,
concepts, and strategies of educational science"

(p.

50). It is aview that comprehends

that our current conceptualization of science and its standards is aparticular one, the
result of aspecific social, historical construction. An important aspect of that
comprehension is its appreciation that such aconstruction finds that
words of scientific standards, such as adequacy, values, or rigor, are not
logical artifacts independent of social affairs but are concepts formed and
reformed in adynamic world of institutional arrangements, linguistic
conventions, and contested priorities. There is no individuality in
science without communal rules (Popkewitz, 1990:50).
This develops the notion that knowledge acquisition is temporally, culturally and
socially situated, and is thus naturally constrained. Consequently, "there is no personal
knowledge in any absolute sense or practices that are not bound to the cultural
conditions and social circumstances"

(p.

50). By viewing methodology through such a

lens while keeping in mind the role of history in the development of scientific inquiry, it
is hoped, for example, that the nascent researcher will come to understand present
circumstances within the research act as the momentary culmination or coalescing of
past practices and the assumptions underlying them. Furthermore, it is believed, such
knowledge will afford investigators agreater appreciation of the limits to which
scientific research can aspire.
In extending the foregoing discussion, Popkewitz (1990) adumbrates six themes
central to the constitution of acritical practice of the science of education. These themes
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are:
a) certain institutional conditions and practices of educational sciences
make the distinctions between methodology, methods, and
procedures into technical problems, obscuring the historical problem
of scientific epistemology;
b) standards and rules of science are aform of reasoning that is always
bound in time and space;
c) the dichotomy between objective and subjective is misleading and
obscuring of research practices;
d) the production of knowledge is the production of values;
e) there are social interests in the claims for disinterest; and
f) when thinking about science as guiding the future, there is the irony
that science is inevitably about the past. The limitation of what
science can offer also set limits on what should be sold to people in
positions of power and powerlessness (p. 50-51).
Popkewitz's (1990) themes will be outlined below. Like aspects of critical inquiry itself,
these themes overlap to form an interrelated whole.

a) Procedures Methods and Methodology of Science
The attainment of acommon sense status for much educational inquiry has
resulted over the decades from the separating of practice—"the problems of the
construction of procedures and rules for research"—from the social and historical
concerns that were their impetus (Popkewitz, 1990:51). Furthermore, Popkewitz claims
that no single scientific method exists, but rather there are methods whose form and
application have been derived from the specific studies undertaken. In science what
this has meant is the development of amethodology geared to "the production of
findings" and in the process asecuring of the coherence and consistency of the various
parts of the study for the legitimacy (validity) of those findings (p. 51). In this mariner,
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methodology is about the acquisition, sequencing and legitimation of knowledge (p.
52). It is argued that this conventional view of science is seen as conflating
methodology with procedures (Guba & Lincoln, 1989; Harvey, 1990; Popkewitz, 1990;
Schwandt, 1990). For Popkewitz, this has meant that the production of knowledge has
become divorced from its "underlying matrix of assumptions, dispositions, questions,
concepts and procedures" which has lead to afailure by research initiates to
comprehend the derivation of those matrices from their "intellectual traditions and
institutional conditions" (1990:52). In short, method and epistemology have become
strangers. The latter tends to be subsumed by the former leaving such inquiry and the
acquisition of knowledge synonymous with procedure—technique divorced from its
social movements, political interests and historical conditions, practice isolated from its
human-ness.

b) Science as aLogic in Historical Context
"Conventional wisdom has it that logic is auniversally valid process that
continually clarifies and redefines what knowledge is, introducing science as a
cumulative and progressive development" (Popkewitz, 1990:53). This latter point has
been under contemporary debate within the philosophy of science since it was raised as
an issue by Kuhn (1970) in 1962. While few would dispute the generally incremental
and cumulative nature of knowledge, it has also been asserted that major
breakthroughs in various fields (which redirect or reorient our way of thinking about an
issue or problem) invariably result from breaking with traditional approaches.
Secondly, the logic of science or scientific practice has become wedded to aform of
rationality (reason) that claims auniversality of language rules, a"cross-contextual
validity" that "transcend[s] the particular and the idiosyncratic" (Popkewitz, 1990:54)—
represented in part by the scientific concepts of objectivity and generalizability. It is
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through such procedural approaches over time that scientific method has come to be
seen as the most (only) appropriate method. Popkewitz argues instead for critical
educational studies that question the "procedures, concepts, rules, and
investigation ... [as not] natural or inevitable to research but made reasonable within
institutional settings and social interests"

(pp.

55-56).

c) Subjectivity and Objectivity
Critique of the positivist methodology within the critical tradition has not lead
to the claims of ontological relativism proffered by Guba and Lincoln (1989, 1994;
Lincoln & Guba, 1985). In its place, Popkewitz (1990) proposes a"modified realist
view"

(p.

56), taking into consideration that there are objects which occupy physical

time and space but that human experience is also constructed discursively. That is, that
social practice is as much constituted by language and the act of interpretation as it is
by the behaviour enacted, and that such practice invariably has ahistory. For this
reason, traditional scientific notions of objectivity and subjectivity are deemed
inappropriate. Rather than objectivity being seen as having to do with external laws
(naive realism), it is instead viewed as "the socially formed patterns that impinge upon
our daily life as unquestioned and seemingly natural boundaries; ...because these
conditions are historically formed through human struggles, the patterns are dynamic
and changing" (p. 56). However, subjectivity retains its more common reference as that
which occurs in the minds of individuals. With the traditional dichotomy framed in
this manner, their differences become less dear. "It is not easy to tease out what is one's
individuality and what is formed by unseen and unacknowledged rules that act as
horizons for individual reason"

(p.

57). This reflects the interrelatedness of the concepts

structure and agency which are discussed below.
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d) A Disinterested Social Science
The idea of neutrality for social scientific observers adopted during the
nineteenth century was an analogue of the position of the scientist in the natural
sciences. But Popkewitz (1990) claims that there was an additional political quality to
that stance within the practices US universities. The system of private tertiary
institutions in 'the US are supported in great part by the benevolence of business. With
the social volatility of anation experiencing growing pains during the latter decades of
the nineteenth century and the early part of this century senior university
administrators were concerned about the role of their academic social scientists in any
social movements potentially hostile to capital. The need for adisinterested appearance
on the part of the professoriat (as experts) came to dominate. As aconsequence, the
values and dispositions embedded in the concepts and theories employed were hidden
(appeared natural). Thus disinterest "cannot mean lack of commitment or ideas that
have no social location or consequences [but rather] ...at best can mean adisciplined
and systematic approach to investigation" (p. 59) where researchers are mindful of the
multitude of confounding influences which intercede into the research process. It is 'for
this reason that Popkewitz (1990) claims that "a science of schooling is one that involves
complex social, philosophical, political, and historical questions that are intertwined
with the practices of science itself" (p.

59).17

e) Production of Values as Knowledge
Social science is not aset of neutral practices designed to disinterestedly inform
society as to the best courses of action. Criticalists tend instead to view "social science
knowledge [as] apart of the production, administration, and ideological spheres in
society" (Popkewitz, 1990:59). This means that the collection, organization and
presentation of data reflects various assumptions about society. As atool of the state,

154
social science is employed in the planning and administration of the state's agenda. At
the same time it "can provide acritical voice of social consciousness"

(p.

60). Either

way, the practices of social science serve to constrain how social problems are examined
and the possible solutions proffered. Criticalists would want to question "what social
debates, and by whom, give support to the manner in which the standards and rules of
inquiry are adopted and revised" (p..62)?

f) Science as History
"Any social science is inevitably about the past" (Popkewitz, 1990:63) because the
subject matter under study and the subsequently constructed generalizations pertain to
that which has already occurred. At the point at which projections into the future are
considered, the researcher departs the realm of "science and its relation to the empirical
world" and enters the "realm of ideology and social control"

(p.

63). Social science

cannot prediêt the future, but rather only sensitize us to various possibilities. Its
employment in support of particular possibilities hence social directions is to be
understood as "[tying] the practices of science to those of power and control in society"
(p. 64).
Having outlined the general considerations of acritical inquiry, discussion will
turn next to the basic elements which critical researchers endeavour to address during
the conduct of such an inquiry.

Elements of Critical Social Inquiry
There are anumber of elements to critical social research which not only help to
discern it from other forms of inquiry but also provide abasis for the methodology
employed by critical researchers. According to Harvey (1990), these elements include
abstraction, totality, essence, praxis, ideology, history and structure as well as a
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deconstructive-reconstructive component. Each of these will be adumbrated below
with the understanding that educational criticalists, or even those within the critical
tradition generally, while tending to employ most of these elements, do not do so in a
separately delineated fashion or "series of discrete phases" (p. 29) nor explicitly. Rather,
the relationship between the various elements is one of interaction and
interdependence, and so discussion during analyses necessarily results in the
simultaneous or parallel addressing of many elements. For example, one cannot talk of
totality without considering structure, ideology and history as totality incorporates all
of these. One might argue they are subsumed within the concept of totality (as the
construct's label might suggest). Additionally, there is adialectical relationship
between each of this latter threesome which tend to preclude any meaningful
discussion of each within critical research without attending to the other pair. IAs
confusing, even convoluted, as this may seem to those practicing outside the critical
tradition, the essential point remains that for criticalists, as for non-crificail researchers
as well, there are aspects to any analytical process which gain their strength from their
relationship to other elements and to discuss some features in isolation as aseries of
appended explications rather than as part of an interdependent, interactive and
concurrent process only serves to undermine the potential explanatory power of the
analysis.

Abstraction. Within conventional research this is aprocess involving the
categorization and analysis of empirical data leading to asubsequent generalization
which produces aproposition (hypothesis) about some aspect of the (natural and social)
world—a proposition designed to be ageneral commentary on all such cases. It
represents anomological-deductive activity with afinal inductive act. By abstracting
facts from the empirical world, the latter having been typically acquired through
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engagement with the sensory organs, principles, laws, and theory are then constructed
and subsequently tested in an attempt to disconfirm (falsify) their viability . This is a
method reflective of the hard sciences and one which is not unfamiliar to the
geisteswissenschaften (especially sodology, political science, and psychology in North
America, hence educational research).
The major flaw enunciated by critics of natural science methods within the
social sciences is the seemingly neutral property afforded social facts by such an
approach. Neither the hermeneutical (or phenomenological) nor critical sciences accept
such an objective favouring of activity in the social world for all such observation is
interpreted or filtered through the observer (though the same argument can be made in
the natural sciences). Instead, social facts become acollection of observed
interpretations. Additionally, critical researchers also believe that all facts are theory
dependent, that they are constructed within atheoretical context. That being the case,
the development of theory that accurately represents the distillation and categorization
(abstraction) of neutrally observed (disinterested; objective) social phenomena is not
possible. "If facts are not self-evident then concepts cannot be abstracted from them"
(Harvey, 1990:20). Rather, criticalists invert the process by acknowledging the abstract
generalizations that inform the collection of empirical data thereby lifting the veil on
seemingly disinterested methods and exposing their presuppositions to the light of day
(the discovery portion contained in Figure 3.1 which is deemed as being outside
traditional scientific method is included as part of the process in critical science and
hence acknowledged). In addition, the abstracted concepts employed by criticalists,
which are not necessarily unique to critical inquiry but rather represent the commonly
employed concepts of the discipline at hand, are also exposed to critique in an attempt
to "reveal underlying structures which specify the nature of the abstract concepts, but
which have themselves been assimilated uncritically into the prevailing
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conceptualization" (emphasis added; Harvey, 1990:21). It is at this juncture that the
theory ladenness of social facts and the political (and,moral) property to the critical
tradition merge. Surface appearances are transcended and their foundations examined
relative to the political and social agenda embedded within critical inquiry, namely
liberation and social justice18 (in the broadest sense of these terms).

Totality. This represents asignificant and yet potentially misunderstood
concept within critical research. 19 On the surface this concept argues for an
understanding of social phenomena within the context of interrelated and
interdependent parts that produce asocial whole or totality which represents
something more than the sum of the parts. "Everything must be grasped as awhole;
the whole dominates the parts in an all-embracing sense" (Burrell & Morgan, 1979:286).
Consequently, examination of the parts without relation to the others, but more
importantly to the whole, is deemed unacceptable (the analysis is incomplete). That is,
"a totalistic perspective implies that the components are interrelated into acoherent
structure, that they only have meaning in terms of the structure, and in turn the
structure relies on the component parts" '(Harvey, 1990:21). For example, in terms of the
current economic organization of western industrialized society "this implies that one
cannot understand any aspect of capitalism without first understanding capitalism in
its entirity" (Burrell & Morgan, 1979:286).
The implications of this last statement could be viewed as debilitating for the
purposes of enlightenment and empowerment. While it is important to comprehend
the general nature of capitalism and its potential impact upon society, to expect
comprehension in amuch greater sense such as this category's label might imply is to
virtually resign one's project to defeat prior to commencement. This comment might be
construed as suggesting that one's research subjects or the public-at-large may be
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incapable of such understanding—the claim of acondescending researcher. This is
clearly not my intent. Rather, it would seem that the concept of totality has the
potential to be so abstract and all-encompassing as to leave one faced with the prospect
that short of acomplete overthrow of the planet's dominant economic system, little else
can be accomplished beforehand. This is both absurd and an act of utter futility.
Secondly, the totality of capitalist practices and effects are beyond knowing if for no
other reason than its penetration into all aspects of human endeavour as well as its
varied practice throughout the cultures of the world. Which leads into the third point.
Rather than asingle capitalism, there are multiple variants (Giddens, 1981; Therborn,
1986; Torres, 1989; also see Chapter Two). And while they may have many foundational
economic principles in common, various societies have chosen (or not) to ameliorate the
social effects in aplethora of ways. Discussion of capitalism's impact across cultures
other than at amacro level becomes difficult (though not impossible). That is, one very
quickly tends to become case specific. Finally, action is always taken locally to attempt
to diminish the impact of the social inequities attendant to capitalism. While some
criticalists may wish to argue that this might be analogous to attempting the project of
Mt. Rushmore individually with asmall hammer and chisel, the point remains that
while people strive for the larger completed project (in this case the presidential faces),
their sense of accomplishment is ongoing and linked to smaller frames of reference
(e.g., completion of an eye, anose, lips). In the end, the mountain is converted.
Granted the retort might be that the mountain is in fact avolcano which periodically
remakes itself inflicting psychic devastation upon those on it, but here the analogy ends
for while the impact of fiscal crisis and periodic economic restructuring are devastating
to those most vulnerable, it is still an economic system of human construction and
reified or not, it is not anatural phenomenon. This may seem autopian
conceptualization (for which Iam not apologetic), but to think about totality otherwise
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is potentially debilitating and presents afuture which seems overwhelming if not
determined.
While the general nature of research is such that categorization and abstraction
of necessity places artificial boundaries where none exist so that the investigation can be
made both manageable and coherent for both the inquirer and others, the criticalist
concept of totality attempts to make some of those boundaries less precise and in some
sense, the inquiry less definable to reflect that human existence is clearly not neat, rather
that it is particularly messy in terms of the interconnected nature of its social activity.
Totality also represents an attempt to incorporate an examination of the breadth of
factors that can and do impact upon social phenomena including the immediate world
of appearances (the obvious) and the sub-rosa world of impinging concerns
(underlying factors—less obvious, unintended, unacknowledged). From apolitical
economic or policy perspective, this latter point is reflected in Offe's comment "crises
should be conceptuali7ed not at the level of events, but at the superordinate level of
mechanisms that generate events" (in Dale, 1989:45). Educational research, and
particularly educational policy research, often suffers from failure to incorporate a
totalizing perspective. For example, policy is frequently examined in terms of the
actions of individual political and bureaucratic actors, the immediate political
organizational context, or the publicly espoused intent of the government of the day.
While all of these represent important perspectives worthy of incorporation into the
interpretation of policy action, they are often isolated for examination, or when they are
coalesced into amore expansive and coherent whole, such examinations frequently
suffer from failure to extend their analyses to the next level as has been the case with
much educational policy analysis over the past decade especially when major structural
reforms (economic and social) are involved. Thus, for example, the policy of
centralizing educational funding at the state level, as is the recent case in the province
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of Alberta (Canada), would be examined by criticalists not only as an issue of financial
equity among school jurisdictions (surface appearance of governmental logic) but
additionally as the attempted centralization of power and control at the state level, the
plight of the Alberta economy (or its conceptualization and publication as such by the
government) and the relation of this welfare state to the exigencies of aglobal market in
which its private sector businesses compete, and not least of all, the political and hence
social philosophy undergirding this right-of-centre government with its implications for
the citizenry's democratic participation in and control of the province's schools (parent
advisory councils notwithstanding).2°
The conceptualization of totality within critical research thus involves structural
considerations not as adeterminant factor but rather in adialectical relationship.
Returning to the example of funding, structure (including the structure of political
ideology) impinges upon policy not in adirect and linear fashion but rather as a
limitation upon the policy options available to the state in solving aconcern regarding
equitable distribution of limited state financial resources. Simply increasing rural
funding so per pupil expenditures match those of urban boards was not deemed an
alternative within the confluence of social, political and economic factors at this
historical moment.
This necessarily leads us to another aspect of totality—historical considerations.
Harvey (1990) points out three elements of the critical methodological approach to
employing history and structure:
a) an appreciation that social relations are historically specific;
b) an appreciation of the structural relations operating within that
historical moment; and
c) an appreciation of the reciprocal nature of the determining of
historically specific structure and specific phenomenal forms (p. 22).
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Essence. Harvey (1990) describes this as representing the "fundamental element
of the analytic process ... used as the key to unlocking the deconstructive process" (p. 22).
For example, in deconstructing the funding equity issue, delving below the surface
appearances of it as merely an issue of the equitable and efficient distribution of state's
resources, the essence or fundamental concept of analysis might become one of.
power—the power of the state to maintain control of financing education and through
it enhanced administrative control of the entire educational enterprise (directly and
indirectly), that is instructional and administrative salaries, programming, noncurricular offerings, and so forth. Essences, then, are not tangible nor dearly definable
(in operational terms), the latter being anotion which most educational criticalists
reject. Rather, they represent the core concept under investigation.

Praxis. This comprises the integration of knowledge and practical activity
directed toward the eventual change in social formations and the subsequent liberation
of its inhabitants from the oppressing features of its social structure. Both components
are deemed necessary as the practice of reflecting upon new knowledge of the social
world is deemed insufficient to bring about transformation by itself. The knowledgeactivity relationship is perceived as adynamic one. Knowledge informs activity and is
likewise changed or transformed by that activity. "We live our knowledge and
constantly transform it through what we do, as much as it informs what we do .... [T]his
means that an analysis of oppressive social structures [the research act] is in itself a
political act" (Harvey, 1990:23). This latter claim has not only lead to debate regarding
the role of the researcher in deconstructing the "delusive appearance of things" (Marx
in Bhaskar, 1983:149), and in so doing bringing forth anew perspective for social actors
to reflect upon, but also in raising questions about the researchers' own active
engagement in political activity. While praxis represents the synthesis of knowledge
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and activity, questions still remain as to the extent of researchers' involvement in both
guiding and participating in such activity. This debate elicits concerns about the social
position of investigators (usually academics) relative to their research subjects.
Popkewitz (1990) discusses this point, claiming disagreement with Giroux and McLaren
(1986) on this matter. His debating of this issue centres around the constitution of
partisanship in research (science) and whether its definition necessitates engagement
with and participation in oppositional political groups. In practical terms, it represents
the historical debate (about to who will lead the revolution) between those who
subscribe to the views of Lenin (vanguard of the party) on the one hand and Gramsci
(organic intellectuals) on the other where the former believed that the proletariat never
produced its own appropriate consciousness—at best, it was atrade unionist
consciousness which was seen as little more than debased bourgeois ideology.

Ideology. This is somewhat of avaporous concept for ahost of reasons not the
least of which involves its abstract and complex nature as well as its history of
pejorative use within contemporary political debate, the latter in its reductive form
tending to be adismissive label directed toward any oppositional idea that not only
disagrees with, but which often exposes or undermines and hence brings seriously into
question one's own argument. Such alabelling invokes closure, thereby terminating
debate and silencing opposition. When not so employed, its critics claim that its use as
false consciousness portrays individuals as cultural dupes and in the process constitutes
social production and reproduction as determinist, construed as being directed by a
social (ruling) elite. Portrayed in such alight, critics are then able to argue that such a
vision is essentially conspiratorial in nature and fails to afford any rational choice
(human will) to individual social actors. While this general sketch of oppositional
views of ideology is obviously simplistic, it nonetheless serves to underline the kernel
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of their critique even if in aless theoretically elegant manner. However, ideology
remains akey concept within the critical tradition derived from its original employment
by Marx.
Harvey (1990) identifies two views of ideology which he denotes as positive and
negative. The positive view of ideology is conceived as aworldview (weltanschauung)
usually in association with class. The pervasiveness or hegemonic quality of ideology is
argued for, aworidview whose dominant themes serve the bourgeoisie by concealing
the underlying nature of capitalism's social relations. It is within this positive view of
ideology that the term false consciousness finds its place as amisrecognition or
obscuring of reality. It is claimed that the obscuring of capitalist society's reel social
relations is achieved in part through the public discourse on the explanations of and
solutions to various contradictions within capitalism (between what proponents claim
and what is often contrarily experienced by many of capitalist society's citizenry; e.g.,
equality, liberty, freedom, opportunity). Such discourse serves to obfuscate even deny
those very contradictions while at the same time endeavouring to project them
alternatively in alight which often materializes as the directing of blame toward social
actors. This latter condition results from the dependence upon theories of rational
choice and individualism within the dominant political, social, and economic theories
supportive of capitalism. What this positive view of ideology argues for is an idealist
screen between the daily experiences of social actors under capitalism and the themes of
capitalism which are both visually and discursively perpetuated serving frequently to
deny or downplay many of those same daily experiences while at the same time
highlighting the potential opportunities offered by capitalism. Proponents of capitalism
often frame the argument in terms of whether "the glass is half full or half empty"
thereby redirecting (reducing) the discussion to one of optimism-pessimism. And so,
for example, the view of schools as instruments (functional agencies) for the
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enhancement of opportunity, social mobility, racial harmony, vocational preparedness,
and so forth is confronted by the experiences of many whose social group is not part of
the mainstream (marginalized) or whose encounters with the educational system have
not confirmed such views of schooling, whether those encounters pertain specifically to
the educational system itself or as aresult of post-educational experience within the
wider society. Such anomalies are often portrayed as deficiencies in instructional
methods, curricular content, teacher preparation and so forth, or in terms of the
successful graduate, as amismatch in skills between the individual and the needs of
business, an inadequate work ethic, apsychological (attitudinal or behavioural)
deficiency and the like. We are all too familiar with the assorted rags to riches stories
which frequent the media, characters who are foisted on astage for all to see and aspire
to, and whose inherently inductive logic propels capitalist society's citizenry to continue
striving (in apparent contradiction that all cannot possibly achieve such success for
being awinner necessarily implies the existence of an oppositional binary, aloser, a
point even Adam Smith understood; see Chapter Two).
However, supporters of avariant of hegemonic theory refuse the perceived
reductionist tendency of ideology being labelledfalse consciousness. Instead, drawing
upon abroader and more complex (and in the process more abstract) interpretation
derived from and developed by Antonio Gramsci (1971),21 hegemony is conceptualized
as ideological dominance through political strategy and not merely ideological
pervasiveness founded upon economic class interest and enacted through political
persuasion. That is, economic class interests as the foundation for an ideological
analysis of society represents an inadequate portrayal of politics and culture nor an
adequate understanding of the power of the state. Such aperspective fails to explain
collective will nor social groups' active consent in their own oppression. Consequently,
amore complex conceptualization of hegemony is deemed necessary. Drawing upon
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the work of Mouffe (1979), Showstack-Sassoon (1983) offers an enriched perspective on
the concept:
Hegemony, it may be argued, cannot be reduced to legitimation, false
consciousness, or manipulation of the mass of the population, whose
common sense or worldview, according to Gramsci, is made up of a
variety of elements, some of which contradict the dominant ideology , as
does much of everyday experience. What adominant, hegemonic
ideology can do is to provide amore coherent and systematic woridview
which not only influences the mass of the population but serves as a
principle of organization of social institutions. Ideology in his view does
not simply reflect or mirror economic class interest, and in this sense it is
not agiven determined by the economic structure or organization of
society but rather an area of struggle. It organizes action through the
way it is embodied in social relations, institutions and practices, and
informs all individual and collective activities (p. 202).
In contradistinction, the negative view of ideology is so named not because of
any pejorative, inappropriate or necessarily inaccurate conceptualization. Rather,
negative is employed here in the sense of negation (i.e., denial, disavowal, opposing).
Harvey (1990) discusses this negative view of ideology as being in opposition to false
consciousness (ideology as merely ideational). In contrast, the proponents of this
perspective see ideology as having amaterial (substantive) base, that being the material
conditions of ideational production (discursive as well as social practices). It represents
more than simply reality distortion, though such anotion is subsumed within it. It is
claimed that ideas cannot be divorced from the circumstances of their material origin or
generation (Harvey, 1990). Ideologies can only change if their material antecedents
change, though the material-ideal relation is not conceived as alinear one of cause and
effect, but rather as adialectical one. Consequently, ideologies are seen as inherent in
social relations serving not as distortion per se, but as the reification of those social
relations—for example, class differences appear natural and intrinsic to capitalism
(Harvey, 1990; see Helibroner, 1992). And so, unlike the positive view of ideology as a
distorted woridview (weltanschauung), that is, amisrecognition of reality, afilter or
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screen between the social milieu and knowledge production, the negative view of
ideology argues for aconception integral to the material infrastructure. The former
focuses its attention on consciousness while the latter, though not ignoring the import
of that, derives its conceptualization from the social relations (class structure) inherent
in capitalist (or any hierarchically structured) society. The latter claims an all-pervasive
and hence constantly reinforcing nature through daily existence. It has been argued by
some that the latter constitutes adeterminist representation of ideology being that its
dependence upon social relations derives from the forces of production, and secondly, it
suffers from reductionism and economism with its tendency toward being
characterized by abase-superstructure relationship (see Williams, 1973), that is the
primacy of economic determinacy as the force which ultimately conditions the forms of
the state and social consciousness (i.e., superstructure—legal, ideological, and social).
Eagleton (1991) claims that it is "possible to define ideology in roughly six
different ways, [each] ... in aprogressive sharpening of focus"

(p.

28). In its broadest

form, ideology is "the general material process of production of ideas, beliefs and values
in social life"

(p.

28), aview which is loosely analogous to the notion of culture, though

clearly wider in its application and understanding. In this definition, ideology is "the
whole complex of signifying practices and symbolic processes in aparticular society" (p
28).
The second definition conceives of ideology as aworidview though it is
qualified by the phrase socially significant as in such aview represents the experiences
of asocially significant group or class. The third definition "attends to the promotion
and legitimation of the interests" of such groups as mentioned in the second definition
when faced with opposition. Important is that the interests are being sustained or
protected. Here speech appears "suasive or rhetorical"

(p.

29).

The fourth meaning extends the promotion and legitimation aspects of the third,
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"but confine[s] it to the activities of adominant social power" (p. 29) while the fifth
meaning understands such legitimation aspects as "distortion and dissimulation" (p.
30). Finally, the sixth definition continues with the notion of false consciousness or
beliefs, but attributes them not to the interests of the ruling class per se, but sees them
as derived from "the material structure of society as awhole"

(p.

30). Ideology then

represents "the way power-struggles are fought out at the level of signification" (p. 113).
Important to the foregoing is that false beliefs are not merely displaced through
some form of rationalism (either logic or empirical representation), however they are
not immune to forms of reason either. For Eagleton (1991), too, closely related to the
notion of ideology is hegemony. It is aterm broader in scope than ideology and
incorporates the latter. The term hegemony is used "to mean ways in which a
governing power wins consent to its rule from those it subjugates"

(p.

112). It is not

merely successful ideology, but rather constitutes the subtle and pervasive diffusion of
power through habitual daily activities and practices

(p.

114). While ideology

represents asystem of ideas, hegemony is the habitual, material practices of those ideas
--

what Williams refers to as astructure offeeling (in Eagleton, p. 115).
Burbules (1986) points out that ideologies represent "a framework of

explanation and justification which accommodates persons to their position vis-a-vis
one another in society...they explain, reassure and motivate"

(p.

106). In becoming

hegemonic, aparticular ideology comes to "monopolize the range of social and political
discourses"

(p.

106). Its values dominate, insinuating themselves into the very fabric of

social existence such that they achieve common sense understanding.

Structure. In conventional research, this concept is most often associated with
structure in terms of social system, the sociological concept that is usually areferent for
relations between distinctive social groupings (i.e., class, race, gender, ethnicity).
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Within critical social inquiry, structure is viewed from amore sociologically structuralist
perspective rather than that of structural functionalism (Harvey, 1990). The former
argues for aholistic conceptualization of "interrelated elements which are
interdependent and which can only be adequately conceived of in terms of the complete
structure"

(p.

25), the Marxist view of social system, while the latter tends to be

reductive by "exposing the elements and simplifying the whole [thereby
assuming] ... that the elements make sense in their own right" (pp. 25-26), an atomistic
conceptualization that appears receptive to positivism (or perhaps more accurately was
derived from apositivist methodology). Consequently, the structural-functional
interpretation often fails "to address the dialectical interrelationship of the parts and the
whole"

(p.

26). But there is nothing about the discussion of structure to this point that

makes it unique to the critical tradition. Non-critical researchers certainly discus
structure. What is important to criticalists is the additional concept of power and the
inequity of it access. "Critical discourse ... recognizes social structures or social systems
to be the result of particular asymmetrical power relations" (Quantz, 1992:478). The
significance of power in relation to structure is, in part, what discerns critical research
from non-critical. That is, "critical discourse places that discussion of structure or
material relations within asymmetrical power relations rather than within asystemic
whole"

(p.

478). And so what we find within critical research is talk of power relations

not simply as being present within particular societies, but rather as the basis upon
which societies have developed. The distinction and subsequent impact is articulated
by Quantz (1992):
Modem societies are not merely marked by the rise of capitalism,
patriarchy, and Eurocentrism; capitalism, patriarchy, and Eurocentrism
have formed modem societies. People must always construct their
cultural lives within and against these constraints with varying degrees
and focuses of understanding and recognition (emphasis added; p. 482).
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Important to this discussion is the relationship between the notions of structure and
human agency, that is, the understanding of asocial actor's positioning in society
relative

to social and material relations.

It is the debate between determinism and

voluntarism. Criticalists tend to deny the dichotomy preferring to frame the discussion
instead as one of the exercise of human will within bounded choices, that as social
beings, we are not utterly self-determining, but are at the same time products of our
historical culture (environment)2-2 It is the dialectical nature of structure and agency
which criticalists attempt to understand and explain.
Within such aconceptualization, transformation is seen as having adynamic
quality both in terms of the system's capacity for structuring social actors (organizing,
influencing) as well as their reciprocal attempts at the adjustment and imposition of
form (structure) upon the system (Harvey, 1990). Social agents are viewed as making
themselves while at the same time being made.
From the perspective of policy analysis, the two views of structure represent the
difference between examining the policy process through its constituent elements
(stages) as opposed to directing one's attention to the policy's intent and what
underlying relations of power are both brought to bear upon the process to achieve a
desired outcome as well as how those power relations might be further enhanced,
entrenched or possibly even unintentionally undermined. The transformative nature of
policy is best described not as alinear progression of stages from formulation to
implementation, but rather as an interactive negotiation, though clearly in terms of state
policy (or even organizational policy in general), there are limits to the extent of that
interactivity and negotiated outcome. This is true at both the levels of formulation and
implementation.
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History. The conventional view of history is one where the historian is
perceived as attempting "simply to show how it really was We es eigentlich gewesen)"
(Ranke in Carr, 1990:8),23 to "get the story straight" (White in Jenkins, 1991:14) and by
so attempting has mounted a"search for the truth" (Elton in Jenkins, p. 14). But in a
typically postpositivistic attempt at deflecting possible charges of empiricism while at
the same time refusing to give up the idea of being able to acquire true knowledge of
the past, many mainstream (liberal) historians, like the practices of some of their
educational researcher counterparts (e.g., Phillips, 1990a), have adapted their methods
to incorporate adisclaimer that while discussion of the past. may be interpretive and
knowledge of the past not fully recoverable, this does not diminish the (truthful)
explanations of historians. Thus we find ourselves confounded by comments from
historians such as Elton who claim that each historical researcher
knows that what he [sic] is studying is real [but] he knows that he can
never recover all of it...he knows that the process of historical research
and reconstruction will never end, but he is also conscious that this does
not render his work unreal or illegitimate (emphasis added; in Jenkins,
1991:14).
As has been the case in the social sciences, there have also been attempts by historians
to shift the focus of the debate to the rigours of method as adiffusion of or detraction
from the critique of their works' explanatory correspondence with historical reality

-

"just because historical explanation does not depend upon universal laws, that does not
mean it is not governed by very strict rules" (Marwick in Jenkins, p. 14). But the
overriding question becomes one of whose method and, consequently, whose truth or
historical explanation prevails? One assumes rigour is acommonly agreed upon
principle or quality strived for by all research (though its specific defining attributes
vary across disciplines and fields). "How [then] could one know which method would
lead to the truer past? Of course, each method would be rigourous, that is, internally
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coherent and consistent, but it would also be self-referencing" (Jenkins, 1991:15). It is
the acknowledgement (or actually the lack of) this latter problem that finds debates
over method as determinants of accuracy (correspondence to truth) frequently selfserving and ultimately futile. What then is history? And are there really things known
as historical facts? If so, what are they? Answers to these questions will be attempted
over the next few pages, but for the moment, atemporary, though not unfamiliar,
definition of history will be introduced, followed by abrief discussion of anumber of
approaches to the study and writing of history (historiography) before articulating the
approach to be incorporated within this dissertation. Attendant to the discussion of
those various approaches will be attention to the nature of history and what it means to
do history, that is, the confidence with which the researcher can offer an explanation of
historical events. In many respects this discussion will also be important for its
reflection upon what it means to do policy analysis. This writer suggests that in
principle the two are not dissimilar.
Our initial understanding of history, then, shall be as "both the reconstructed
account of past events and the process by which this reconstruction is made" (emphasis
added; Harvey, 1990:26). The term reconstructed actually finds itself employed in two
different ways in history. Perhaps, the most obvious that comes to mind is the notion of
the historian as gatherer or collector of dispersed historical traces who subsequently
weaves athread through those same traces, connecting seemingly disparate and
discrete events into acoherent and plausible description and explanation for the reader.
Momentarily holding in abeyance debate as to the nature of historical traces, both views
on historical reconstruction would be in general agreement on this conceptualization of
the role of the historian. The disagreement commences with the correspondence of
historical reconstruction to past reality—its attribution of truth. While one view
acknowledges the historian as an interpreter but one of historical truths, amedium as it
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were, between the past and the here-and-now, the other views reconstruction and
interpretation in its more creative (artistic) sense allowing for the understanding that
the historian's presuppositions and theoretical orientation become actively engaged
with and embedded in such reconstruction. Hence the question arises, can we know
the past or only one's interpretation of it? Consequently, the discipline of history finds
itself subdivided to reflect such an orienting schism. One view of that division is
represented by Figure 3.2.

Figure 3.2—Theoretical Divisions in History

HISTORY

I

L

Historism
naive realism
objectivism

Historicism
interpretive
presentist
objective
I

Naive
presentist ignored

Weltanschauung
presentist declared

I
Radical

Recognition of the historian's role as interpreter during historical reconstruction
is denoted as historicism. Failure to concede that interpretive aspect of the role is a
property of historism. In presenting an overview of the discipline and its various
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approaches, Harvey (1990) notes that in addition to the interpretive property of
historicism, there is also the tenet of objectivity, that is that "historicists either explicitly
or implicitly propose an account which reconstructs the meaning of events or, in
analyzing atext, reconstructs the meanings of the author"

(p.

26). It is the denoting of

the historicist approach as objective that may cause some confusion compounded by an
apparent emphasis upon the word the as suggestive of only one meaning or perhaps the
most appropriate meaning, the one that really matters. Harvey's intent here is difficult
to discern. As Jenkins (1991) points out, there are historicists who, like the educational
philosopher Phillips (1990a), assert that objectivity is unobtainable but can still act as a
regulative ideal—something to strive for. At the same time, there are historians who
place faith in the truth-value of texts and authorial intent—what has been referred to as
"fetishism of the document [and] its obsession with the facts" (Samuel in Jenkins, 1991:2).
However, these tend to be viewed as empiricist historians. There are also historicists
who are epistemologically sceptical (e.g., Jenkins, 1991). Thus Harvey's (1990) broad
categorization only makes sense if it is intended to demonstrate historicists'
employment of objectivity as discerned from objectivism where the former refers to
"intersubjective standards of rationality or norms of inquiry by which we attempt to
distinguish personal bias, superstition, or false beliefs from objective claims" (Bernstein,
1976:111). Consequently, historicists would appear to view their claims about the past
as valid based upon the intersubjectively acknowledged understandings of doing
history within their branch of the discipline while empiricist historians claim the
reconstruction of events as being representative of what really occurred (isomorphic
with some past reality). Finally, historicist research always reconstructs the past on the
basis of the present (often referred to as presentist or revisionist). This will be addressed
further along in the discussion as will anumber of other concerns after the following
overview.
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For Harvey (1990) two main streams of historicism exist—naive and
weltanschauung (not unlike the post-positivist/interpretive debate in the social sciences).
While both claim to be interpretive, objective, and presentist, the former apparently
gains its label from the belief that it can objectively (in the objectivist sense) reconstruct
or re-experience (empathize with) the past, ignoring the historian's material existence in
the present and the epistemological implications embedded in such positioning. This
not only leads its proponents to believe that they can acquire real historical
understanding (historical isomorphism), but that they can also do so through "an
informed appreciation of the predicaments and viewpoints of people in the past... (to see
the past from its viewpoint)" (Jenkins, 1991:39). To anon-historian, such abranch of
historicism might appear similar to historism except for the researchers' self-deception
as to their role in interpretation. The difference may also be the interpretive weight
assigned to primary sources (i.e., they are another's recording and thus interpretation
themselves).
Weltanschauung (or worldview) historicism, on the other hand, adopts the belief
in the course of history as having been informed, that is impacted, by particular
interests. Weltanschauung historicism in its more doctrinaire form is not unlike a
determinist version of historical materialism "where allegedly superior insight into the
laws of history" (McLennan, 1983:211) has produced apatterned or planned historical
trajectory through stages—for some criticalists presumably from pre-capitalist through
capitalist society and eventually on to socialism. That Marx himself did not afford
history any meaning "beyond that which men in their varying stages of development
assigned to it" (McLennan, 1983:211) appears to have been neglected by such critical
historians. A less determinist view of interest specification within weltanschauung
historicism is one where historians make known the assumptions underlying their
analysis while at the same time acknowledging that particular interests can and do have
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aprofound impact upon the course of events during any particular historical epoch
(Harvey, 1990).
Radical views of historicism come in two forms—structural and critical. The
former focuses upon acritique of prevailing social structures (structure and ideology)
through structural analysis. The latter is more concerned with presenting acritical
woridview. That is
this approach examines the historical genesis of the social system and
shows how oppressive structures have emerged. It addresses historical
events in terms of their relations to prevailing social practices and
examines the extent to which prevailing structures are sustained through
them (Harvey, 1990:28).
Of importance here, then, is the understanding that critical social (historical) research is
more than simply an alternative perspective. While anecessary component, it is
insufficient in itself. Similarly, offering an historical alternative within abroader context
is also not unique to critical social inquiry. Rather, what is called for is an alternative
explanation which offers "a totalistic perspective rather than aholistic framework ... The
critical approach to history locates events in their social and political contexts,
addresses the economic constraints and engages taken-for-granted ideological
constraints"

(pp.

28-29).

It is important to this discussion that it be understood that "history is never for
itself; it is always for someone" (Jenkins, 1991:17), that the interpretation of history
represents the application of meaning to past events—"meanings given to histories ... are
necessarily that; not meanings intrinsic in the past ...but meanings given to the past from
outside(rs)"

(p.

17). Consequently, history or historical interpretation is an integral part

of the struggle among competing social groups to have their view of the past gain sway.
Here Orwell's comments from 1984 are pertinent, "that those who control the present,
control the past and those who control the past control the future" (Jenkins, 1991:18).

P6
Simply put, dominant groups require "antecedents to locate themselves now and
legitimate their ongoing and future ways of living"

(p.

18). Given the magnitude of the

struggle for social dominance and the prize to be gained (or more correctly, gains to be
lost), it is no wonder that historical interpretations are vigorously contested. "It is easy
to see how history for arevolutionary is bound to be different from that desired by a
conservative"

(p.

18). And so, historical interpretation is perhaps best understood as

"theory and theory is ideological and ideology is just material interests"

(p.

19).

Deconstruction. As noted above (under Essence), this concept is tied directly to
the core analytical concept or essence. That core concept is not static but varies
according to its contribution as the moment's "best focus for deconstructing ... the
phenomenon in its sociohistorical context" (Harvey, 1990:30). In this sense while the.
core concept is momentary, it still remains central at that juncture. Thus deconstruction
represents the act of taking apart an area of inquiry relative to the study's core concept.
In this manner it constitutes continual analysis and critique with asubsequent
reconstruction or re-presentation of the datum in light of theoretic assumptions. It is
the critical reconstitution of the object of study.
The basic beliefs of the critical tradition can be found summarized in Table 3.7.

Critique of Critical Inquiry
Since the political nature of the critical tradition, and hence its moral vision of
society, is an integral part of its methodology, it becomes difficult to separate the two.
Unlike post-positivism and constructivism which claim no overt political or moral
agenda (yet they implicitly support the status quo whatever its ideological
persuasion),24 critique of critical inquiry will include abrief commentary upon aspects
of its social-political theorizing.
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Table 3.7—Basic Axioms of Critical Inquiry
Ontology:

Historical Realism —A reality is assumed to be apprehenible that
was once plastic, but that was, over time, shaped by acongeries, of
social, political, cultural, economic, ethnic, and gender factors, and
then cryst1h7ed (reified) into aseries of structures that are now
(inappropriately) taken as real, that is, natural and immutable. For
all practical purposes the structures are real, avirtual or historical
reality.

Epistemology:

Transactional/Subjectivist —The investigator and the investigated
object are assumed to be interactively linked, with the values of the
investigator (and of situated others) inevitably influencing the
inquiry. Findings are therefore value mediated. Note that this
posture effectively challenges the traditinal distinction between
ontology and epistemology; what can be known is inextricably
intertwined with the interaction between aparticular investigator
and particular object or group.

Methodology:

Dialogical, dialectical —The transactional nature of inquiry
requires adialogue between the investigator and the subjects of the
inquiry; that dialogue must be dialectical in nature to transform.
ignorance and misapprehensions (accepting historically mediated
structures as immutable) into more informed consciousness (seeing
how the structures might be changed and comprehending the
actions required to effect change), or, as Giroux (1988a) puts it, "as
transformative intellectuals ... to uncover and excavate those forms of
historical and subjugated knowledges that point to experiences of
suffering, conflict, and collective struggle; ...to link the notion of
historical understanding to elements of critique and hope" (p. 213).

Source: Guba & Lincoln, 1994, p. 110

With the significance attributed to enlightenment as the key to empowerment
and hence emancipation, critical research is often accused of being idealistic (for similar
reasons employed in the critique of constructivism) and thus construed as powerless,
moralistic preaching (Fay, 1987). Its idealism is said to be bound up in its views that
people's ideas ... solely cause social behaviour; second, that in order for
people to alleviate their dissatisfaction, all they have to do is to change
their ideas about who they are and what they are doing; and third, that
people are willing to listen to rational analyses of their lives and to act on
these analyses (p. 24).

178
But not all social theorizing within the critical tradition suffers from such idealism. This
criticism represents but one side of the voluntarism-determinism or structure-agency
debate, and most contemporary theorizing within the tradition accepts the limits of
rational analysis and its subsequent social amelioration based entirely upon the power
of enlightenment. Rather, idealism and materialism are cross-fertilized to incorporate
the understanding that while "ideas are the determinants of social structure ... social
structure [also] determines ideas" (Fay, 1987:25). More than simply change their ideas
about their social circumstance, social actors are also party to domination, resistance (on
their own part) and weakness of will, all of which contribute as counteracting factors to
the potential enlightenment and hence empowerment and possible emancipation. Also
tied to this is the related criticism directed to the critical tradition's propensity to focus
upon critique to the exclusion of socially transformative action, the seeming inability to
"move beyond the language of critique and domination' to develop a"language of
possibility" (Giroux in Schwandt, 1990:274). A similar view appears implicit in Barcan
(1993) who maps the genesis of the new sociology of education in Australia from its
initial development to its apparent demise in 1987, the latter being contributed to in part
by aresponse to the scepticism and instability generated through the relatively
successful critique of the beliefs in traditional educational practices and compounded
by what was viewed as an inadequate substitute. The new sociology was successful in
creating uncertainty and avoid which was subsequently filled once again by traditional
instrumentalist policies driven in good part by the fiscal crisis that was besetting the
global economy generally and Australia in particular.
Moving from the social theoretic to the methodological, Guba (1990a) directs his
criticism of the ideological sciences to what he views as acontradiction, a"logical
disjunction," between arealist ontology and subjectivist epistemology. The latter is
mediated by the (political) values of the inquirer which are necessarily part of the
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methodology and yet appear undermined by its metaphysical stance. Guba claims
criticalists, like post-positivists, perceive reality as existing but not directly
apprehendible. The criticism, of course, is adirect reflection of Guba's own view of the
relationship between ontology and epistemology as well as his own failure to
distinguish any difference between the physical world and the socially constructed
interpretations of actors' behaviour (or for this dissertation, the difference between a
document and its text). Only recently after more than adecade have Guba and Lincoln
(1994:116) finally begun to acknowledge the possible reworking of ontological beliefs to
afford consideration of the potential differences in acquiring knowledge of plysical
objects versus understandings of human-mediated activities. Nonetheless, Guba
(1990a) draws our attention to the issue of false consciousness by querying the
ontological validity of its implicit binary and presumable substitute true
consciousness—in part, different sides of the same coin. Likewise, Fay (1987) raises
questions as to the adequate determination of the falsity of false consciousness and the
implications for rationality (reason) in so proceeding. This becomes agreater problem
for Fay than it might be for others due to his concern for demonstrating the scientific
potential of critical social science while engaging in some respects in arelatively
traditional sense of what it means to do science (i.e., hypothesis testing through
falsification).
Having provided the reader with agrounding in the basic beliefs and general
precepts of critical inquiry, the discussion will be directed next to adiscussion about the
use of case study research.

CASE STUDY—A SCIENCE OF THE SINGULAR
To declare that apiece of research represents acase study is to imply acommon
(intuitive) understanding of the term. However, Stake (1994) claims great ambiguity
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exists as to its specific constitution beyond agreement that it "is not amethodological
choice, but achoice of object to be studied"

(p.

236). Adelman, Jenkins & Kemmis

(1980) also suggest its conceptualization is "a slippery one" arguing for its general
employment as "an umbrella term for afamily of research methods having in common
the decision to focus on enquiry around an instance"

(p.

48). Similarly, they argue for

the case study as not alabel designating some standard methodological package.
Rather, they point out that
research methodology is not defining in case studies but does determine
the form of the particular study. In general, the techniques for collecting
iri.formation for acase study are held in common with awider
tradition ... Case study methodology is eclectic, although techniques and
procedures in common use include observation,...interview,...audiovisual recording, field note-taking, document collection, and the
negotiation of products (e.g., discussing the accuracy of an account with
those observed) (pp. 48-49).
1-luberman and Miles's (1994) definition, on the other hand, focuses more on the
description of the boundaries and inclusions of case study research.
Essentially, acase is aphenomenon of some sort occuring in abounded
context—the unit of analysis, in effect. Normally, there is afocus of
attention and amore or less vaguely defined temporal, social, and/or
physical boundary involved ....Foci and boundaries can be defined by
social unit size,...by spatial location, or temporally.... As with other
conceptual aspects of study design, the definition of the case is astrongly
analytic, data-selective choice (Appendix, p. 440).
By choosing to focus upon asingular object case; researchers are endeavouring
to "draw attention to the question of what specifically can be learned from the single
case" (Stake, 1994:236)—"the study of an instance in action" (Adelman, Jenkins &
Kemmis, 1980:49). As Wolcott (1992) both informs and reminds us
personally Ialways stump on behalf of the single, well-honed case, and I
have noted time and again that Ihave never studied more than one of
anything (one village, one principal, one school-district-wide innovation
effort, one sneaky kid) (pp. 4-5).
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This has implications for the issue of validity (see also Wolcott, 1990), and particularly,
generalizability. The latter will be attended immediately below as it relates to case
studies and then again later in another section in conjunction with the issue of the
former as it pertains to the broader question of credibility in qualitative research.
Adelman, Jenkins & Kemmis (1980) suggest that research employing acase
study approach may be initially fashioned in one of two ways:
1) an issue or hypothesis is given, and abounded system (the case) is
selected as an instance drawn from aclass,... [or]
2) abounded system (the case) is given, within which issues are
indicated, discovered or studied so that atolerably full understanding
of the case is possible (p. 49).
The case of the secondary education review in Alberta (Canada) under study has the
potential to be viewed from either perspective depending upon the approach that a
researcher intended to engage. If the first approach were employed, the issue could
become one of the role of the welfare state in modern industriRH7ed societies with
Alberta being generally representative of that class of capitalist states in the early to
mid-1980s. However, while such acase study would be conceived as an instance
drawn from aclass, "during the conduct of the study the description of the case will
increasingly emphasise its uniqueness"

(p.

50). Simply put, the study "will transcend

the principle of selection ... and become astudy of aunique case"

(p.

50). But, it is the

second approach to case study that this researcher will adopt. Of import to this
discussion is the permeable boundaries of this approach to case study. The boundedness dissipates as the object of the study is found to be increaingly impacted by ahost
of contextual factors. As the authors report "each case turns out to be profoundly
embedded in its real world situation"

(p.

51).

Where concern for generalizations is important, the question arises 'Will these
approaches afford an opportunity for such to other studies?' Adelman, Jenkins &
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Kemmis (1980:50) make the claim that generalizations in case studies can take three
possible forms:
1) from the instance studied to the class it purports to represent;
2) from case-bound features of the instance to amultiplicity of classes;
3) generalizations about the case.
In the case of the first approach explicated above, the potential for generalization is not
eliminated given the apparent evolving uniqueness of the study; rather "the basis of
generalisation itself has changed" (p. 50). As for the second approach, the argument is
put by Adelman, Jenkins & Kemmis that generalizations about the case (form 3or what
Maxwell (1992) also refers to as internal generalizability) "promotes generalisation from
case to case" (emphasis added; Adelman, Jenkins & Kem.mis, 1980:51) (form 1or what
Maxwell (1992) likewise refers to as external generalizabiily).
Stake (1994) comments that his review of the literature has found that "case
study methods [are] written largely by people who believe that the research should
contribute to scientific generalization ... [but that] the bulk of case study work ... is done
by people who have intrinsic interests in the cases"

(p.

242), that is that greater

understanding of the issues, contexts, and interpretations takes precedence over
"illustrating how the concerns of res
earchers and theorists are manifest in the case" (p.
243). In fact, Stake's intrinsic case study approach is incapable of generalizing to other
situations (perhaps an implicit agreement with Lincoln & Guba, 1985 and Guba &
Lincoln, 1989 on shifting responsibility for generalizing—see below). Intrinsic case
study methods are thus conceived as "learn[ing] enough about the case to encapsulate
complex meanings into afinite report but to describe the case in sufficient descriptive
narrative so that readers can vicariously experience these happenings, and draw their
own conclusions" (Stake, 1994:243).
However, this writer is not preoccupied with the possibility for generali7ation
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and will adopt the stance following Lincoln and Guba (1990) that generalizability in the
traditional research sense should be rejected, and that secondly, generalizations beyond
the case at hand are not the responsibility of the immediate researcher (Guba & Lincoln,
1989; Lincoln & Guba, 1985; Wehiage, 1981), as is usually the rule in experimental social
sciences methodology being that' it is one of their criteria for validity. Rather, adopting
the constructivist position of shifting the responsibility to the researcher who wishes to
draw similarities from this case to his or hers, the onus will be placed upon said
researcher to make an argument in support of such aclaim.
In further regard to generalizations and in comparison to experimental research,
the issue arises as to the value of such generalizations—the qualifiers stronger or
weaker are often posited. However, this is afalse issue. It results from the conflation of
experimental methods with those usually involved in case study research which tend to
be interpretive (or qualitative)—the judgement of one approaches' generali7ations by
the validity standards of another. It is pointed out by Adelman, Jenkins & Kemmis
(1980) that while experimental research
guarantees the veracity of its generalizations by reference to formal
theories and hands them on intact to the reader...case study research
offers asurrogate experience and invites the reader to underwrite the
account, by appealing to his [sic] tacit knowledge of human situations (p.
52).
That is, what the case study approach to truth produces instead is guarantee "by the
shock of recognition"

(p.

52) or what Stake (1994:240) refers to as coming "to know

some things told, as if he or she had experienced them"—recognition (vicarious
experience) and consensus.
Finally, Adelman, Jenkins & Kemmis (1980) point out anumber of advantages to
case studies which they perceive as explicitly beneficial to educational researchers and
evaluators. This writer's concerns about (b) have already been tended to.
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a) Case study data ... is strong in reality but difficult to organize .... A reader
responding to acase study report is consequently able to employ the
ordinary processes of judgement by which people tacitly understand
life and social actions around them.
b) Case studies allow generali7ations either about an instance or from an
instance to aclass. Their peculiar strength lies in their attention to the
subtlety and complexity of the case in its own right.
c) Case studies recognise the complexity and embeddedness of social
truths...
d) Case studies, considered as products, may form an archive of
descriptive material sufficiently rich to admit subsequent [alternative]
reinterpretation...
e) Case studies are astep to action.
f) Case studies present research or evaluation data in amore publidy
accessible form than other kinds of research report... [though often] at
the expense of their length ... [e.g.,J hopefully less esoteric,...serv[es]
multiple audiences,...reduces the dependence of the reader upon
unstated implicit assumptions and makes the research process itself
accessible .... At its best, [case studies] allow the reader to judge the
implications of astudy for himself [sic] (pp. 59-60).
Lincoln and Guba (1990) claim that case reports are, in fact, the best format for
reporting the alternative paradigm work of many researchers because:
• they afford an opportunity for thick description;25
• they serve as metaphors ... to stretch and test [the reader's] own
knowledge;
• they provide the information and sophistication needed to challenge
the reader's current construction and enable its reconstruction;
• they serve as idea catalogs from which the reader may pick and choose
in ways relevant to his or her own situation;
• they provide vicarious experience from which the reader may learn
(as we do from all experience) (p. 54).
Additionally, they have developed four classes of criteria for ascertaining the
goodness or quality of case study reports from alternative paradigms—the product or
outcome of case study research as discerned from the validity or credibility of said
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research. These criteria are: resonance, rhetoric, empowerment, and applicability (pp.
54-58). Each will be discussed in brief below.

Resonance Criteria.
This represents the degree of fit between the study's report and the
philosophical underpinnings of the research (i.e., ontology, epistemology)—is there
consistency or do, for example, realist and relativist stances conflict (see Heap, 1993)?
For non-positivist research, concerns would include rejecting traditional definitions of
generalizability and objectivity, and making explicit value influences. Secondly,
conscious reflexivity becomes an obligation on the part of the inquirer because the
study is aconstruction "rooted in the person, character, experience, context, and
philosophy of the constructor" (Lincoln & Guba, 1990:54). What this calls for is the
study's author(s) to be "self-examining, self-questioning, self-challenging, self-critical,
and self-correcting" (p. 54), though presumably, all research should anticipate the
application of such astandard, not simply alternative paradigm work. At the same
time, while expected, the greater difficulty rests with declaring and successfully arguing
their absence in other than particularly obvious cases.

Rhetorical Criteria
These refer to the assessment of the "form, structure, and presentational
characteristics of the case study" (p. 54). There are four such rhetorical criteria: unity,
overall organization, simplicity or clarity, and craftsmanship.
Unity represents the coherence of arguments and conclusions drawn as well as
the corroboration of assertions through evidence. All of these should be apparent, that
is "there ought not to be loose ends, stories left dangling, or characters who disappear
from the cast"

(p.

55).
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Overall organization refers to the presentation of the narrative. Here, Lincoln
and Cuba (1990) suggest that the qualifies of scientific writing be supplanted by those of
the novelist. Fiction is not the intent, but the style of writing employed in the same may
better serve case reports.
Simplicity or clarity might seem acommon sense call for the avoidance of
jargon or technical language so as to make the report accessible to awider audience.
Combined with overall organization, the intent is to create an increased engagement
between the reader and the text.
The fourth criteria, craftsmanship, is denoted as careful writing derived from
extensive editing and rewriting as well as exhibiting some or all of the following
characteristics

(pp.

55-56):

• it has power and elegance;
• it is creative (i.e., novel ideas, latent meanings for manifest
understandings, playfulness and irony in communicating);
• it is open and problematic (i.e., open to negotiation and
reconstruction);
• it is independent (i.e., demonstrate an intellectual wrestling with the
construction as well as openness to other paradigmatic viewpoints—
independent ways of knowing);
• it should demonstrate the writer's emotional and intellectual
commitment to craftsmanship;
• it should display courage (i.e., put the writer's ego on the line and
invite criticism;
• it should display egalitarianism (toward respondents and
informants—disagreements should be negotiated).
While not all studies will demonstrate examples of all the criteria nor equal attention to
their employment, the report's constructor should endeavour toward their greater
rather than lesser incorporation or inclusion.
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Empowerment Criteria
This criteria is very similar to the concept of empowerment found usually in
research derived from the critical tradition—consciousness-raising. Lincoln and Cuba
(1990) argue for case studies which "evoke and facilitate action on the part of readers"
(p. 57). Here the authors define empowerment in their terms as "fairness,
educativeness, and actionability..or the power of such an inquiry to enable those whom
it affects directly or indirectly to take action on their circumstances or environments or
those environments in which they are significant others"

(p.

57). It requires research to

conclude not with adescription of what was found or typically, suggestions for further
research, but rather the taking of aposition—"what our findings say about where we
should be going" (p. 57).

Applicability Criteria
Applicability refers to criteria which assist in the drawing of inferences (as
discerned from generalizability (laws) which in conventional usage are context-free and.
time-free). Such inferential transference between cases (noting of similarities) requires
clarity of meaning (and presumably, understanding). In addition, the drawing and
application of insights from one case to another, even though potentially dissimilar,
may be accomplished under the following circumstances:
• asense of vicarious, deja vu experience
• acase may be used as ametaphor or used in ametaphoric sense
• acase could be used as abasis for re-examining and reconstructing
one's own construction of agiven phenomenon (Lincoln & Cuba,
1990:57-58).
In passing, afinal comment about Cuba and Lincoln in general and in particular
their view of case studies. What has struck this writer is their appearance of migrating
closer to the critical tradition in certain aspects of their methodology and the
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implications that that has for their research. Specifically, the example of the criteria of
empowerment noted above deserves mention here. One wonders how long these
authors can maintain their researcher's stance of "passionate participant" and their
notion of knowledge accumulation as "more informed and sophisticated
reconstructions" (Guba & Lincoln, 1994:112) before it is pointed out that the
empowerment criteria has seen them shift to researchers as transformative intellectuals
in Giroux's sense in all but name and acknowledgement? They appear to be flirting
with the concept while at the same time attempting to maintain aperceivable distance
relative to their potential impact upon subjects' constructions.
Having provided the reader with abackgrounding in the rationale for and use
of case study inquiry, the discussion will be directed to data collection and research
validity as it pertains specifically to the conduct of this investigation

DATA COLLECTION
Introduction

In his discussion on methods and specifically data acquisition for critical social
research, Harvey (1990) remarks that while some methods may "lend themselves more
readily to certain epistemological perspectives, no method of data collection is
inherently positivist, phenomenological or critical"

(p.

1). He continues by claiming "it

is not the manner of data collection, but the approach to evidence that is important" (P31; see also Maxwell, 1992). Here, Harvey (1990) would seem to be arguing for the
separation of the processes of collecting and analyzing data where the latter, in the case
of phenomenology and criticalism, is rooted in those inquiries' theoretical orientations
while positivists would claim neutrality in both. The implications of Harvey's claim are
troublesome. While critical researchers (e.g., Harvey, 1990; Lather, 1991; Popkewitz,
1990; Roman & Apple, 1990) as well as non-critical social researchers
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(phenomenological or interpretivist and post-positivist but not positivist) (e.g., Eisner,
1992ab, 1994; Cuba, 1990ab; Cuba & Lincoln, 1989,1994; Lakomski, 1992; Lincoln &
Cuba, 1985; Phillips, 1990a; Schwandt, 1990, 1994) tend to concur with the view of the
theory ladenness of all data, it is an entirely different matter to also appear to be
suggesting that the acquisition of that data is either methodologically external or
conversely common to all of the research traditions and their various fields. One seems
left with the paradox of claiming on the one hand that data is inherently embedded
with values and interests (historical, political, and social within which theory is itself
manifest) and yet the means of its generation, that is its constitution and gathering as
social information in support of particular research objectives, somehow is not. It is but
aneutral technique. Harvey (1990) thus appears to adopt the view that data only gains
its form during the analysis stage when it is formally introduced to its theoretical
architect, which in the final analysis begs the questions 'how was it initially identified?'
and 'what was it during the collection stage?' This has the earmarks of asubtle
empiricist ontology for social datum which presumably is not aposition amenable to
any and all research traditions (here Harvey's own ontological realism may itself be
courting empiricist tendencies). Secondly, to appear to downplay the issue by
suggesting that some collection methods "lend themselves ... to certain epistemological
perspectives" (emphasis added; Harvey, 1990:1) while endeavouring to place data
collection or perhaps more importantly, the implicit value system embedded in certain
collection practices, within aneutral (dare Isuggest, universal) context fails to fully
appreciate the methodic practices within the phenomenological or interpretive
tradition. Clearly, some methods of collecting data leave very few options open to the
analyst for their interpretation (theoretical application). Any method of collection
designed to accommodate the generation of specialized quantifiable social facts, that is,
relies upon the statistical representation of human attitudes, beliefs, actions, behaviours,
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and so forth (e.g., Likert Scale), presumably finds its potential for the analysis of such
data constrained. In fact, one might reasonably argue that such anumeric corralling of
the data through the employment of certain statistical generating collection may only
serve to marshal or dispose the investigator towards particular analyses deemed by
many as empiricist. Data collection is in great part driven by the kinds of analyses the
researcher intends to generate (a pre-collection decision) and is tied to the ontological
and epistemological suppositions of the inquirer. Returning for the moment to
practitioners within the phenomenological tradition, astatistical method of data
collection would be of very limited use to their vision of data analysis and narrative
reporting. The kinds of data derived from such collection would lack the types of
descriptions that phenomenologists prefer to generate. Conversely, the kinds of
descriptive data created via phenomenological data collection methods would
presumably be of very limited value to (post) positivists. Apart from the format of such
descriptive data, subsequent attempts at categorization by positivists would produce
innumerable problems the outcome of which could well prove ultimately unsatisfactory
if not irreconcilable. Thus Harvey's (1990) initial statement regarding the apparent
neutrality of data gathering cannot remain uncontested for while the need for empirical
data use by all three of the aforementioned traditions (i.e., post/positivist, interpretive,
critical) may seem an innocuous and innocent enough acquiescence on the surface, to
extend that line of argument and to suggest that predisposed (statistical) analyses, with
their empiricist implications, embodied within some of those same quantitative
collection methods could be equally at home in phenomenological or interpretive and
much critical research as in (post) positivist inquiry would only serve to undermine the
socially constructed nature of knowledge inherent in the former traditions. It would
seem to contradict their conception of the social world as intersubjectively and
hermeneutically constructed and engaged, while at the same time appearing to run
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counter to their avowed aversion to the potential for nomological practice (i.e.,
generalizability and universal laws). And so, while it is one thing to argue the
importance of foregrounding the epistemological underpinnings of research and to also
contend that some methods "lend themselves more readily to certain epistemological
perspectives" (emphasis added; Harvey, 1990:1), it is quite another to claim that any
such method of gathering data can be used within any paradigmatic tradition, or at
least theoretically. Finally, no comment has been raised regarding the particular
processes of validity which would tend to accompany particular analytical and hence
collection methods. All these aspects of method (i.e., collection, analysis, validity) are
interconnected and cannot realistically be treated as mutually exclusive stages. Validity
will be addressed in greater depth below.
Obvious from the foregoing then is the assumed empirical requirement for
research including critical social research. For Harvey (1990) the importance of
empirical warrant is paramount to methodology . The importance of methodology "in
grounding enquiry in empirical instances [which] thus makes explicit the
presuppositions that inform the knowledge that is generated by the enquiry" (Harvey,
1990:1). However, the problem here for Harvey appears as one of implicit
foundationalism. If reality is not directly apprehendible but interpreted (at least where
social interaction is concerned), then one cannot ground their research through empirical
warrant (unless one conceives of grounding as merely added support rather
confirmational in nature). Theories become underdetermined in such cases. While this
does not preclude the employment of evidence to support one's case (in fact such
support would be expected), the evidence is not beyond contest. This discussion will
also be addressed in greater detail below. It is aproblem some post-positivists and
criticalists seem to gloss over (e.g., Lather, 1986a, 1991; Miles & Huberman, 1984;
Huberman & Miles, 1994).
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Conversely, it has been contended by some that empirical data collection is not
of necessity an integral part of social investigations. While there are those who would
argue its import, claiming insufficient attention has been paid to its value (e.g., Geuss,
1981; Liston, 1984,1990; c.f. Wilson, 1994b), others, preferring instead to construct (more
abstract) theory, view such preoccupation with empirical warrants as ahangover from
positivism's hey days when the practices of the geisteswissenschaften were witness to the
dominance of naturwissenschaften methods (e.g., Giroux, 1984b).
A third alternative, referred to in seemingly commensurable terms as himethodological, has been proffered as one possible future outcome of the current
method(ological) wars (Eisner & Peshkin, 1990ab). But one tradition's future may be
another's present circumstance. A form of bi-methodology is already present within
the social sciences (and has been for many years) consummated in the marriage of
qualitative and quantitative methods wherein the former serves as the interpretive
activity for the latter's traditional statistical foundation (Peshkin, 1993)—
methodological patriarchy, as it were.26 Though this apparent synthesis is both
conceived in theory and perceived as apotential improvement upon arguable
deficiencies inherent in abinary choice of research methods (i.e., qualitative vs.
quantitative), in practice it represents little more than an accommodation for the
purposes of extending legitimacy to existing practices whose foundations are still
premised in large part on natural science assumptions regarding the conduct of human
sciences research, aparticularly questionable aspect of this potential future hybridity
which is noticeable by its lack of debate. As Guba and Lincoln (1989:162) comment
"multi-method designs have been used ... to offset obtrusiveness by inserting an
unobtrusive qualitative technique to augment and illuminate data collected by more
conventional but also more reactive means (Williams, 1986)." They also note that such a
practice does not require "the [researcher] to move away from the basic belief system of
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positivism" (p. 162). In asimilar sentiment, Wolcott (1992) remarks "professional
education is adapting rather than adopting qualitative research" (emphasis added; p. 7).
Appearances change, but epistemological comfort remains intact.

Documents and Records: Significance
As this study is concerned with the general public debate of policy surrounding
aparticular government's examination of its secondary education system, that is the
broad discussion of its review within the public sphere leading to the government's
eventual policy adoption, documents and records thus represent the singularly most
important empirical source. Lincoln and Guba (1985) outline the significant features of
these nonhuman sources, what Jenkins (1991) and Hodder (1994) refer to as "mute
evidence":
• availability [ease of access to government documents and records from
archival sources; similarly for many public and private institutions and
organizations, particularly the print media],-27
• stability [accurate reflection of past occurrences as well as the capacity to be
analyzed as discrete stage within alarger process (e.g., interim or draft
reports); in this way "texts endure and thus give historical insight" (Hodder,
1994:393)];
• potential richness as an information source [including their contextual
grounding and publication in the language of the day (with all of its
attendant values embedded therein];
• legal standing [as incontestable];
• nonreactive nature [unlike .an interviewee, documents and records do not
respond to aspects of the investigator's probings] (Lincoln and Cuba,
1985:276-277).
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While this writer is in general agreement with the value assigned these sources by
Lincoln and Guba (1985), there remains aquestion as to the authors' application of the
term stability. They claim documents and records "accurately reflect situations that
occurred at some time in the past" (emphasis added; p. 277), and yet Lincoln and Guba
are also mindful of the effects of the interaction between the sources and investigator.
There is apotential problem with the compatibility of these two views, not to mention
the former's seeming incommensurability with the authors' ontological stance of
relativism. If all that is being argued for by "accurately reflects" is the idea that
documents and records indicate that an event transpired (e.g., votes were cast,
legislation was passed, policy was adopted, aspeech was given, and so forth), what
Maxwell (1992) refers to as descriptive validity and Jenkins (1991) as historical traces,
then "accurately" becomes aless contentious qualifier. However, such is rarely the case
with this type of source (and one is left to wonder whether such alimited view was
Lincoln and Guba's (1985) original intent). Instead, documents and records almost
always contain or represent commentary, aposition taken, the expression of some
values. It is at this juncture that the use of such aqualifying adverb elicits aquizzical
probe. Certainly, weltanschauung historicists would argue against understanding
documents and records as isomorphic with some historical reality. And even if one did
believe that the latter was the case, how is it possible to filter out the investigator's
interpretive lens (this, of course, is the question of theory-laden data as well as concern
over temporal influences upon interpretation)? Would it follow that such sources can
be read identically by disparate researchers or audiences, stepping in the same river
twice, as it were? Given the political (ideological) nature of government documents, for
example, probably all that can be said with confidence about the accuracy of their
reflections is that they represent the government-of-the-day's perception of agiven
situation, and little more (a postmodernist view would hold that the stability of that
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reflection is not guaranteed from reader to reader either or even multiple readings by
the same reader over aprotracted period (Jenkins, 1991)—a temporal degeneration of
meaning is at work). The same may well be said of documents and records of other
private and public organizations and institutions. The degree of consensus either
politically, socially or organizationally represented by such documents is always open
to debate, and the ideological (not to mention power and financial) advantage to be
gained by proffering aparticular description of asituation as justification for enacting a
subsequent course of action, cannot be glossed over. As we are reminded by the old
adage, "the person who wants to drown his or her dog, first claims it is rabid" (anon.).
Similarly, journalistic reporting, upon which public debate is dependent and
which is self-deceptively claimed as objective by its authors who assert but amere
factual recounting, reportage, still represents little more than an authorial view of any
given happening irrespective of the claim to abalanced approach to coverage (the latter
is invariably undermined not only by the relative placement of the doxa within the
article and the latter's physical location within the publication, but also the copy
editor's liberty with rewrites—a further compounding of Gidden's already "double
hermeneutic"). 28
As for records such as Hansard (legislative speeches and debates) where
verbatim accounts are transcribed, important to note for some jurisdictions is their
opportunity to rewrite history (e.g., US Congress). 29 While this latter situation tends not
to be the case, for example, among the member nations of the Commonwealth or the
Economic Union (EU) and thus provides amore accurate representation of what was
said, the debate still swirls around what was meant. Many are the politicians who claim
to have been misunderstood (occasionally, they have even mis-spoken) 3°when
confronted with their exact words. Implicit in this latter act is the belief that expression
and understanding are isomorphic between author and all who make up the diverse
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audience. To momentarily engage in abit of statistical analogy, it might be suggested
that the potential for the misunderstanding of political communication seems positively
correlated with the emotional intensity of the issue addressed by the comments as well
as the latter's perceived inflammatory nature, either pro or con (rather ironically all of
which is arguably beyond statistical representation).
The point of the foregoing is to simply argue for the tentative nature of
document and record content, and hence analysis. The fact that these archives are in
some stable textual form, that is that the text does not physically change over time
(fading excepted) from reader to reader or reading to reading, perhaps affords the
impression of adifferent kind of stability—one of accurate representation (more or less)
of some historical view, opinion, or event. The problem with such aperspective is the
extent to which the questions the researcher is endeavouring to answer (based on his or
her suppositions) and the methods employed in analyzing those printed sources (e.g.,
content analsis) play amajor part in the interpretation that issues forth. It is the
individual socially constructed nature of reality (or more accurately, the interactive
construction between researcher and subject), relativism, the interpretive nature of
research, and the subjective nature of epistemology that Lincoln and Guba (1985; Guba
& Lincoln, 1989) want to be able to claim, and yet notions of stable readings that
"accurately reflect" some historical moment seem particularly conflictive with such a
conceptualization.

Documents and Records: Analytical Issues
Documentary data have atradition of great import to the social sciences,
however, the degree of significance attached to such data as well as the methods
employed in their analysis varies within the social scientific fields (Manning & CullumSwan, 1994). Conventional research interprets documents as production, that is, as a
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rather linear "process in which persons write documents for readers" (emphasis added;
p. 468). Much of this conventional approach to analyzing written texts is derived from
the dominance of aform of realist ontology borrowed from the natural sciences. "It has
been assumed ... that written texts provide atruer indication of original meanings than
do other types of evidence [interviews excepted as this. discussion is centred around
historical reconstruction]" and as aconsequence "somehow it is assumed that words
get us closer to minds" (Hodder, 1994:393-394). What this has tended to lead to is an
analysis wherein the researcher critiques and reconstructs the text for an audience. It
"should enable others to penetrate the [original] author's intent and the tenor of the
times within which the text existed, to strip away lies and stylistic obfuscations, and to
discover therefore the deeper or real meanings of awritten product" (Manning &
Cullum-Swan, 1994:469). However, the semiotic-linguistic turn in philosophy derived,
in part, from poststructuralism, has contributed to adebate over the types of
interpretations capable of being produced by these mute sources.
The linguistic turn has given rise to are-examination of the products of
document analysis by social scientists and has lead some to adopt the position that
"there is no original or true meaning of atext outside specific historical contexts"
(Hodder, 1994:394). Consequently, the argument is put that "the text can say many
different things in different contexts ... [that is] different types of texts have to be
understood in the contexts of their conditions of production and reading" (p. 394).
Noting Ricoeur's (1971) contrasting of concrete texts with the abstract structures of
language, Hodder (1994)

reports—"[texts]

are written to do something. They can be

understood only as what they are—a form of artifact produced under certain material
conditions ... and embedded within social and ideological systems"

(p.

394). At the same

time, spoken words are not completely arbitrary either. "Words are spoken to do things
as well as to say things—they have practical and social impact as well as a
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communication function"

(p.

394). This is particularly true of political orations. But

while poststructuralists appear to argue for the volatility of meaning and thus a
plurality of readings—that is, "uncertainty in meaning [arising] from changes in context
is an irreducible and agiven in all texts" (Manning & Cullum-Swan, 1994:467)—the
idea of free-floating meanings, asubjectivity of understanding (extreme epistemological
relativity) seems excessive given the intersubjective nature of cultural knowledge. As
Jenkins (1991:24-25) reminds us even amidst interpretive flux
in fact, we read in fairly predictable ways ... general agreements do occur.
They do so because of power...[and] ideology. For what arguably stops
texts from being used in totally arbitrary ways is the fact that certain
texts are nearer to some texts than others ... are more or less congenial to
the needs that people(s) have and which are expressed in texts ....We live
in asocial system, not asocial random.
Similarly, Manning and Cullum-Swan (1994) are correct in stating that "to some degree,
the potentially volatile contextual nature of meaning is reduced by shared knowledge,
rules and codes employed within aculture"

(p.

466).

VALIDITY IN CRITICAL INQUIRY

Framing the Discussion
The issue of validity in qualitative social research has found itself continuing to
be addressed in the literature with increasing regularity as alternative paradigms
challenge the dominance of natural science methodologies in the human sciences
(geisteswissenschaften). Researchers struggle with the various means by which they
endeavour to bring legitimacy to their work. Before it is validated by members of one's
own scholarly community, that is, understood and accepted as acoherent and
consistent representation of an occurrence (description and/or explanation), research
must also appear to have been conducted in an acceptable manner—the findings to have
been achieved and conclusions drawn in accordance with appropriate methods with
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their attendant claims to validity. Now while this seems aperfectly reasonable
expectation of any investigative endeavour (common sense), one which provides the
means not only for filtering out the pretenders to research (pejoratively labelled nonscience, pseudo-science even counterscience), or simply bad research, but also as a
process for refining and improving (critiquing) good research, in the final analysis, most
if not all researchers appear faced with the prospect of method driving their process, or
in ametaphorical context, the outcome of the research finds itself resting rather
tentatively on the quicksand of method. While the social scientific community
struggles to reinforce the structural components of their research with more and indeed
refined and improved methods, many still find themselves in the rather tenuous
position of attempting to reinforce that which is shifting, if not without foundation (see
Cizek, 1995). This represents, then, an important introduction to our discussion on the
question of validity in social research, and in particular, the validity of critical inquiry.

Debate Over the Constitution of Validity
By validity we are asking in rather simple terms about the goodness, the quality,
the credibility of the research in question. However, at their root, these debates over
issues of validity are debates over how it is that researchers have come to claim their
research as valid or legitimate—what the particular criteria are that project aparticular
study as credible and worthy of serious consideration while another is brought into
question, even dismissed. It is what Lather (1993) calls "disciplinary maintenance,
disciplining the disciplines" (p. 677). Conventionally, this is methods level debate.
It is rare for such debate to spill over into the public sphere. It tends to remain
within the particular discipline or field. However, where the greater public good is
perceived as being adversely affected (or conversely, vested private or institutional,
including academic, interests are viewed as potentially so affected) such debate can find
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its way into the public realm. An example of the former might be any of anumber of
environmental studies conducted by industry or government which deny or
undervalue the impact of new or existing practices (e.g., logging, pipeline construction,
nuclear plants). An example of the latter dressed up as the former would be the release
of Rachel Carson's Silent Spring in the early 1960s and the chemical (pesticide)
industry's repeated attempts at publicly denouncing her work as bad science. Finally,
the latter as vested interests could'be represented by the furor within the scientific
community in the late 1980s and early 1990s over cold water fusion. Denounced as
invalid (not having been successfully replicated by others), it could also be construed as
having posed aserious threat to current funding upon which centres for scientific
research and academic careers (prestige) have been built (CBC Prime Time News, 1994).
Years of work were seen as being put at risk. 31
With the metaphysical properties of positivism, particularly its naive realist
ontology and hence objectivist epistemology, employed as part of the 19th to mid-20th
century natural sciences, their adoption and parallel development within the social
sciences have led to the criteria for the goodness of social research being viewed as
synonymous with those used in the examination of naturally occurring (inanimate)
phenomena. Apart from the previously discussed problems with positivist researchers'
beliefs in their ability to observe reality as it really is, with its attendant epistemological
implication for truth as well as its linearly causal view of effects, the debate over
alternative research paradigms, alternative methodologies and thus alternative forms of
validity has intensified.
Likewise, there has been an increase in debates over recent decades about the
methods employed by critical researchers including by some of their own membership.
Issues addressed have included whether there is even aplace for empirical evidence
within the critical endeavour as well as the appropriate manner in which such

201
investigations should be conducted (e.g., Fay, 1987; Giroux, 1984b; Liston, 1984). Part of
that debate has centred around the "theoretical fortresses" that some within the critical
tradition have erected, compounded, it has been argued, by afailure to incorporate
evidential warrant (Liston, 1984,1990; c.f. Wilson, 1994b; see also Lather, 1986ab).
Within this general debate, the criticalist Patti Lather (1993) directs her concerns to what
she calls her "seeming obsession with the topic of validity" (p. 673) or what she has also
referred to elsewhere as "data trustworthiness" (Lather, 1986ab, 1991), having borrowed
the term from Lincoln and Guba (1985). Lather claims the need by criticalists to pursue
the same more systematically. In order to gamer support for "research openly
committed to the building of aworld in which we all can flourish" (Lather, 1986a:1), she
argues for the necessity of "systematizing the ambiguity" of critical research by
claiming that if those practising critical investigations want "illuminating and resonant,
evocative theory grounded in trustworthy data, [they] must formulate self-corrective
techniques that will check the credibility of [their] data and minimize the distorting
effect of personal bias upon the logic of evidence (Kamarovsky, 1981)" (Lather, 1986a:12). Her attempts to draw attention to such amethodological concern is reflective of
what she refers to as "a [post-positivistic] period marked by methodological and
epistemological ferment" contending that critical research "has an important voice to
add to that ferment"

(p.

2).

It is particularly interesting to note that critical scholars for whom issues of
methodology (or more specifically, the axioms of critical inquiry) have appeared as
being of secondary concern while theoretical interests were instead brought to the fore
have, of late, begun to find themselves increasingly contributory to the discussion
directed toward methodology (e.g., Carspecken & Apple, 1992; Kinchloe & McLaren,
1992; Roman & Apple, 1990) though such contributions still represent the exception. A
current example of this latter situation can be found in the ongoing debate directed at

202
the ontological and epistemological status of educational research within the Canadian
publication Curriculum Inquiry wherein representation from the academic left,32 that is,
the critical tradition, has yet to surface. The discussion has appeared essentially as an
epistemological dialogue between post-positivists and interpretivists/constructivists33
—methodological conservatives and liberals, as it were (e.g., Barone, 1992, 1994; Clark,
1994; Eisner, 1992ab, 1994; Guba, 1992; Lakomski, 1992). Not wanting to assign too
much significance at this juncture to the absence of critical participants, nonetheless one
is still mindful of Lather's (1986a) comment nearly adecade ago regarding "the
primitive state of validity discourse within emancipatory research" (p. 4). With the
exception of critical ethnography in education, the situation is marked by little
improvement. This does not bode well for the tradition generally, particularly its
training of nascent resea±chers (i.e., graduate students).
Throughout the latter part of the 1970s and on into the 1980s, Egon Guba and
Yvorina Lincoln (1981,1989; Lincoln & Guba, 1985) began the development of a
framework for an interpretive paradigm of inquiry called naturalistic inquiry (later
constructivist) 34 which was intended as asocial research paradigm to stand in
contradistinction to the basic beliefs or axioms of positivism and post-positivism.
Within their methodology, there was also the perceived need to address the issue of
validity and to develop tests to ensure the quality or goodness of constructivist research.
Deriving qualitative validity analogues from their quantitative (experimental)
counterparts (Eisenhart & Howe, 1992), Lincoln and Guba (1985) revised and renamed
internal and external validity, reliability and objectivity as the "parallel criteria"
credibility, dependability, confirmability, and transferability—trustworthiness. Some of
these qualitative analogues have begun to find themselves being employed by
criticalists (e.g., Kinchloe & McLaren, 1992; Lather, 1986ab, 1991; Roman & Apple, 1990).
In drawing upon Lincoln and Cuba (1985) in her discussion of apriori
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emancipatory or praxis-oriented research, Lather (1986ab, 1991) focuses upon those
authors' minimal criteria for trustworthiness as the tests for rigour in emancipatory
research. The criteria are triangulation, reflexivity, and member checks. However,
Lather prefaces that discussion by directing our attention to an earlier Guba and
Lincoln (1981) argument about the neutrality of data versus the neutrality of the
researcher, and claims with Guba and Lincoln that the former is the case and thus
should obviate any concerns over the ideological commitment of the investigator
relative to the goodness of evidential warrants and their subsequent support for the
theoretical argument of those engaged in critical inquiry: This seems aparticularly
curious line to employ, especially for one situated in the critical tradition. If there is
agreement, as there is with Lather, that emancipatory research is theoretically apriori,
how is it that one can come to argue for the neutrality of data? Presumably, if data is
conceived as theory-laden, the.idea that an observational language divorced from a
theoretical language is impossible, and if one accepts such ac0nceptuR1i7ati0n, then
data cannot exist in some pristine or virginal, non-theoretic form. Even Lincoln and
Guba (1985) subsequently note "[facts] do not have an existence independent of the
theory within whose framework they achieve coherence"

(p.

307). One might assume

that the principles enunciated by the physicists Heisenberg and Bohr35 nearly ahalf
century ago, which cumulatively suggest that the very act of observing (measuring)
data has aresulting effect upon said data and consequently, the potential findings of the
inquiry: are worthy of further reflection here (c.f. McKerrow & McKerrow, 1991).
In continuing her discussion of the criteria for rigour in critical inquiry, Lather
(1986ab, 1991) also argues for an expanded definition of the triangulation of data
trustworthiness, one which includes not only the more conventional multiple data
sources and methods, but, additionally, multiple theoretical schemes. For any tradition
of inquiry: multiple methods would imply different collection modes within agiven
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study (e.g., observation, interviews, surveys). This is not an uncommon practice where,
for example, asurvey as well as observations of and interviews with multiple social
actors might be combined with an analysis of supporting documents and records.
However, the suggestion of employing multiple theoretic schemes does present some
serious problems. Lather (1986a) educes from Morgan (1983) the potential that is
derived from having competing theoretical perspectives explain the same data and
thereby open up opportunities for "new modes of understanding," quite possibly
through some form of synthesis. She argues that "research designs which consciously
seek counter patterns as well as convergence create more credible data" (1986a:15).
What is particularly troublesome about this position is the fact that Lather has
developed her criteria for critical inquiry from Guba and Lincoln's (1981) minimum
expectation for establishing data trustworthiness, yet they specifically argue against the
notion of multiple theories as being of any significant value in reinforcing the credibility
of data (Lincoln & Guba, 1985:307). In fact, they question "in what sense can it be the
case that facts can be given more weight if they are consistent with multiple theories?"
(p. 307), aquestion which Lather (1986ab, 1991) fails to address with anything
approaching specificity. At the end of their examination of the issue, Lincoln and Guba
(1985) conclude that such an attempt at making data appear more confirmable runs the
risk of being both "epistemologically unsound and empirically empty" (p. 307). In a
less flattering response to asimilar suggestion by Miles and Huberman (1984) for
methodological (theoretic) eclecticism where researchers are directed to be "open to an
ecumenical blend of epistemologies and procedures, and [to] leave the grand debate to
those who care most about it" (in Guba & Lincoln, 1989:157-158), Guba and Lincoln
deride such advice as being of a"know-nothing character"

(p.

158). Similarly,

Schwandt (1990) argues that to devalue or relegate epistemological implications of
inquiry by foregrounding methodological practice, "to dismiss them as so many
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methodological dogmas is to reduce social inquiry to amatter of technique separating
the means of inquiry from the issues of purpose, value and assumption that shape the
very act of inquiry itself"

(p.

276). The point to be made here is that Lather's (1986ab,

1991) attempt to enhance the credibility of critical inquiry through multiple theoretic
approaches finds that very attempt potentially undermining of its theoretic base. 36 But
more to the point, that multiple theories explain the same data set reflects an
underdetennination of theory, not more credible data. While offering opportunities for
theoretical sophistication through pluralism and hybridity, theoretical multiplism is
also potentially contributory to the undermining of the critical in critical inquiry.
Attempting to enhance the likelihood of afavourable response to research through
minimal criteria for the rigours of practice is commendable and an act in which we all
engage, but in the final analysis all practice is contestable given its social construction
and anti.foundational nature, and the degree of prior acceptance of any given practice is
derived in great part from the history of ascholarly community's evolving
communicative consent. At its heart it would seem that the entire notion of validity is
rooted in an appeal external to the content of the research and others' understanding
and agreement (or lack thereof) with it. It represents an attempt at prior legitimacy
through professionally-sanctioned conduct which offers an abusive potential for use in
the service of social policy—that is, policy being justified on the grounds of method (as
is often the case in economics or where cost-effectiveness analysis on social policy
occurs) while the potential consequences of its implementation are downplayed. The
necessity of the action is reified in the practice of an inquiry's conduct. Lather's
(1986ab, 1991) concern for placing agovernor on potential researcher bias, especially
where empirical warrant for theoretical predisposition is aconcern, is probably best left
to the domain of the community of critical scholars with their critique and/or
consensus developed within their discursive intersubjectivity , If the naturwissenschaften
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have taught us anything, it is this.
Lather's (1986ab, 1991) other trustworthiness.
criteria—reflexivity and member
checks—also require additional commentary. The author equates reflexivity with a
form of construct validity. She envisions it as aself-critical reworking of theory through
the data; that is, atheoretical fine-tuning which also enhances theoretical sophistication
through self-examination—"some indication of how apriori theory has been changed by
the logic of the data (Lather, 1986b:67). This represents the self-reflective expectation of
critical inquiry, that researchers will interrogate their own work generally for silenced
voices, their position as researcher and values relative to the researched, and so forth
(what Lincoln and Guba (1985) have referred to as "coming dean"). It is argued that
such aprocess of self-examination, self-questioning, self-challenging, self-criticism and
self-correction (Lincoln & Guba, 1990) also constitutes aform of validity for the
researcher not only exposes his or her preconceived notions, but also indicates how
those notions have been impacted by the study at hand. Where social research is
involved, this is an important activity. It perhaps assists in sensitizing the researcher to
the possible distance between him/herself and the subject(s)— agovernor on the
arrogance of theoretical and interpretive imposition, acathartic device. However, the
other view of this approach perceives it as atempered confession and rationalization
which serves to conceal. In the end, others will presumably decide the credibility of
such public reflections. But it still is incapable of confirming the validity or legitimacy
of the research. It represents but another factor in the research process for possible
consideration by critics.
The final criteria for discussion is member checks which are conceived as face
validity where, in constructivist terms, the latter constitutes the submission of
descriptions, analyses, and conclusions to the studies' subjects for their reaction. Within
critical inquiry such aconceptualization also exists. However, apriori theoretical
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assumptions about the potential impact of ideology upon subjects places their reactions
in question. False consciousness acts as apossible limit upon actors' perceptions. In
the words of U.S. historian Harold Zinn "being there doesn't necessarily mean they
knew what was really going on" (CBC Prime Time News, 1995). Furthermore, how
does one contend satisfactorily with subsequent decisions by subjects to modify their
interpretations? Which insight is deemed more significant, the original or subsequent?
As Smith (1984) remarks "since we are not dealing with brute data there is no
unambiguous way to know"

(p.

388)?

It can be reasonably concluded from Lather's (1986ab, 1991) standards for
rigour, that multiple data sources and collection methods enhance the quality of the
data as supportive of theory while at the same time that data contributes to the
development of amore encompassing and complex theoretical understanding. While
member checks are important, their potential for confounding places them second to
triangulation and reflexivity , or construct validity. But even these two criteria are
contestable—the former for reasons of underdetermination of theory, and the latter for
the same reason as well as the very subjective nature of the reflexivity, that is, the
personal interpretation of the impact of the study (process) upon the researcher and the
refining of theoretical postulates.
What is it, then, that critical inquiry, and possibly interpretivists as well, are left
with as possible criteria for declaring the credibility of their findings? The short answer
is, what others think about it. That is, the shared values by others in the tradition. But the
legitimacy of qualitative research is still of major concern. Maxwell (1992) sums up its
most significantly perceived shortcoming, "if qualitative studies cannot consistently
produce valid results, then policies, programs, or predictions based on these studies
cannot be relied on"

(p.

279). But Maxwell also makes the argument that the explicit

validity claims of experimental/ quantitative social research likewise suffer
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fundamental flaws, that in the end, their procedures are undermined by investigators'
judgment in their application

(p.

280). He sums up the difference between the myth or

aura of validity rhetoric and the actual practice of scientific researchers by quoting
Einstein on method—"if you want to find out anything from the theoretical physicists
about the methods they use ... [d]on't listen to their words, fix your attention on their
deeds" (Manicas in Maxwell, 1992:282).
However, Maxwell (1992) believes that one can move beyond the debate
between objectivism and relativism. Declaring arealist ontology, he claims that validity
is plausible in abroad sense as the "relationship between an account and something
outside of that account"

(p.

283). He is mindful of the possibility of different and

equally valid accounts, but argues nonetheless for the validity of accounts, but not data
nor methods. That is, the conclusions one draws can be judged not isomorphically
between itself and some reality, nor in terms of some correspondence to truth, but "only
on the fact that there exist ways of assessing accounts that do not depend entirely on
features of the account itself, but in some way relate to those things that the account
claims to be about"

(p.

283).

Maxwell (1992) devises five categories of validity: descriptive validity,
interpretive validity, theoretical validity, generali7ability, and evaluative validity (p.
285). Descriptive validity essentially refers to honesty and accuracy in recording and
reporting aspects of qualitative research (verified as having transpired where meaning
is not an issue). Consensus on categorization rests with the research community (p.
290). Interpretive validity, on the other hand, gains its consensus from the community
under study. It is "grounded in the language of the people studied and [relies] as much
as possible on their own words and concepts" (p. 289). Accuracy is derived in part
from individuals' perspectives, but it is recognized that they are also constructed by the
researcher on the basis of those perspectives. Additionally, it is understood that
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participants' accounts are not incorrigible—inaccurate recollection, concealing of views,
conscious or unconscious distortion, and so forth. In the end, Maxwell (1992) claims
that as important as actors' perspectives are to an account or explanation of asituation,
such accounts or explanations need not centre on those perspectives

(p.

290). In this

manner, it appear that Maxwell is taking the position that actors take part in alarger
social play and that their understanding of it may not be complete (nor possibly may
they even be aware at all in agiven circumstance). Consensus within the relevant
community is also necessary here for accuracy, but not meaning.
The third category is theoretical validity. It refers "to an account's function as
an explanation, as well as adescription or interpretation of the phenomena" (p. 291)—its
theory. It is analogous to conventional construct and internal or causal validity. Again,
this category also "depends on whether there is consensus within the community
concerned with the research about the terms used to characterize the phenomena" (p.
292).
Generalizability has two components—internal and external. The former is
"generalizing within the community, group, or institution studied to persons, events,
and settings that were not directly observed or interviewed" while the latter is
"generalizing to other communities, groups or institutions"

(p.

293). Finally, evaluative

validity, like generalizability, is less important than the first three categories of
descriptive, interpretive and theoretical validity

(p.

295), but it, too, is the least

explained other than to suggest that evaluative stances in qualitative research are no
different than any other approach to research. For our purposes, this is not adrawback
as Maxwell (1992) has, in this writer's mind, already seriously undermined most of his
position by erecting experimental social science validity analogues only to proclaim that
in the three most important categories scholarly community consensus is the final
arbiter. Realism, antirealism, and relativism aside, these validity categories become
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little more than an exercise when in the final analysis the wider critical community
decides to impose its implicit standards on the research through acceptance or denial of
the conclusions.
The foregoing discussion on validity suggests perhaps that as researchers we are
wallowing in aquagmire over the constitution of method as how to do it and
methodology as the logic of justification (Smith & Heshusius, 1986). One suspects that
this is in part attributable to the evolution of scientific methodology within the natural
sciences (i.e., experimental empiricism) and its subsequent adoption by the social
sciences. Even with the development of alternative forms of inquiry (i.e., paradigms
and research practices), there is still the perceived need to justify one's conclusions
using the logic of proof set out initially by the naturwissenschaften. This is certainly the
case for Guba and Lincoln (1981,1989,1994; Lincoln & Guba, 1985; Guba, 1990). Their
qualitative analogues (parallel validity criteria) reflect their initial training in
quantitative analyses and their difficulty in shaking the ghost of methods past. While
both are prepared to shed the ontological and epistemological premises of their
positivist education, breaking with the old regime of validity for their new methods has
not been so forthcoming. Category name changes aside, their trustworthiness criteria
still employ aform of isomorphism for the gaining of credibility. In this case, agiven
study is deemed credible (truthful) to the degree that it is "isomorph[oric] to the
perceptions or interpretations aperson gives to asituation" (Smith & Heshusius,
1986:6). What this translates into for Lincoln and Guba's constructivism is astudy that
"achieve[s] truth value to the extent that an inquirer's statements correspond to how
people out there really interpret or construct their realities"

(p.

6). Such an attempt still

has the positivist earmarks of endeavouring to ground one's findings wherein there is an
implicitfinal arbiter—in this case, the subject.
The issue of ascertaining social research legitimacy has persisted and become
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perplexing. One imagines that in many respects, methods serve to conceal as much as,
perhaps more than, they reveal—something Lather (1993:676) refers to as the "mask of
methodology". In their attempt to convey the antifoundational nature of alternative
research paradigms, Howe and Eisenhart (1990) have also endeavoured to develop
"standards for qualitative and quantitative research" which are "anchored wholly
within the process of inquiry" itself (pp. 2-3). Given the varied nature of the particular
methodologies employed in alternative research, they conclude that "except at avery
high level of abstraction, it is fruitless to try to set standards for qualitative research per
se. Even when the focus within qualitative research is significantly restricted, the issues
associatedwith standards are quite complex and extensive" (p. 4).37 But that does not
deter them from pursuing their development of research standards. They disagree with
the suggestion by Smith (1990) that the adoption of aconstructivist research agenda, for
example, "may lead to the conclusion that standards of validity are ephemeral at best
and can be no more precise than the everyday norms governing social interactions and
negotiations" (Eisenhart & Howe, 1992:657). One sees in these latter authors the hint of
Phillips's (1990a) and Quine's (1976) earlier argument about the difference between the
inquiry practices of researchers and others in the public resting with the supposedly
meticulous nature of the former's application of their tools of research. 38
Howe & Eisenhart (1990; Eisenhart & Howe, 1992) advance five general
standards for validity in educational research. These standards are prefaced by three
features: that "any general standards for evaluating educational research will have to
bvery abstract;" that the research "must focus on educational issues" exclusive of
whether that implies description, prescription or the incorporation of atheoretical
perspective; and that the criteria are not necessarily restricted to qualitative research,
though quantitative research must be "anti- or nonpositivist" (1990:6).
The five standards for educational research consist of three "rules of thumb for
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systematic consideration of research studies qua arguments" and two "more global
requirements" (Eisenhart & Howe, 1992:657). 39 The first three are conceived as being
"invoked across substantially different arguments, even though their precise
application in agiven study requires sophisticated and specialized knowledge" (p. 657).
This latter remark will become clearer as we proceed.
1) the data collection techniques employed ought to fit or be suitable for
answering, the research questioned entertained .... A corollary of this
standard is that research questions should drive data collection
techniques and analysis rather than vice versa.
2) data collection and analysis techniques also must be competently
applied, in amore or less technical sense ... [this is not] to imply that
there are hard and fast rules that must be followed ... [rather] that
methodology is best characterized as ... guidelines.
3) background assumptions should guide the research questions and
methods in acoherent and consistent fashion.4researchers']
subjectivities must be made explicit if they are to clarify.
4) external and internal value constraints:
a) external—the worth of research for informing and improving
educational practice as well as the general accessibility of the
conclusions of such research (language);
b) internal—research ethics (the way research is conducted vis-a-vis
research subjects).
5) overall warrantor comprehensiveness:
a) overall theoretical and technical quality;
b) balancing technical quality, value and importance of the study
with the risks;
c) being alert to and able to employ knowledge from outside the
particular perspective and tradition (i.e., Denzin's (1989)
"triangulation by theory").
(Howe & Eisenhart, 1990:6-8; Eisenhart & Howe, 1992:657-663)
Apparent to this writer is the relative, that is interpretive, nature of Howe and
Eisenhart's standards. Upon closer examination, they appear to contain little to mark
their disagreement with Smith (1990) above. All require consensual discursive
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agreement among diverse audiences even within one's own tradition before validity is
granted. And all are extremely debatable. For example, standards 1,2 and 3are
reflective of research in general, but in any event are incredibly expansive in their
methodological coverage and are always open to contest given that they involve some
form of interpretation both in terms of the perceived appropriateness and application of
employed methods not to mention their analytical offspring. The first two aspects of
Standard 5also suffer the same criticism. The third aspect of Standard 5, theoretical
pluralism (e.g., Denzin's triangulation by theory), raises as many questions as it
attempts to pre-empt. Theory underdeterniinism may serve to enhance the
sophistication of some problematics; conversely, there is also the potential for creating a
theoretical fog wherein amultiplicity of lens serves only to muddy the waters rather
than improve clarity. In the end, even the idea of validity by triangulation is
undermined by its original author, Denzin, whose revised views conceive of it as an
"in-depth understanding, not validity" (emphasis added, Denzin in Flick, 1992:180). As
for the value constraints of Standard 4, it has been claimed elsewhere that ethics or
human subjects review committees in the pre-study stage (internal value constraint) are
increasingly perceived as a"purely bureaucratic ritual" and in many cases the work of
several has become the administrative work of one (Wolcott, 1992:4). While acquiring
such consent is nonetheless aprerequisite, one envisages that only the blatantly
deficient are initially denied. Secondly, in the reporting stage (the external value
constraint) who is to act as the arbiter of what constitutes clear language other than the
scholarly community in general (and even then unanimity is not always so easily
achieved—e.g., Giroux, 1988b; Schrag, 1988)? While appearing on the surface to be a
reasonable standard for research, its condition of practice can be fraught with
disagreement. Even if one attempts to employ the understanding of teacher
practitioners as the guide by which such report language is deemed accessible, the
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diversity of practitioner interests and levels of understanding would make the
evaluation of such astandard extremely difficult. In the end, such people will
determine its worth anyway and the attempt at developing distinct standards of
validity, even if they lack the precision of their positivist predecessor, still appear to
fallback on "everyday norms governing social interactions and negotiations" (Eisenhart
& Howe, 1992:657)—consensual validation.
What this would seem to suggest is that social and educational research is not
privileged knowledge. Smith (1992:100) makes an argument for the claim that "the
knowledge of researchers [as] inevitably superior to, and thus can stand automatically
in judgement of, the knowledge of others" should be dispensed with. The rise of
scientific method and positivism was part of an attempt to wrestle away from those in
positions of power the ability to confer legitimacy or validity upon research by sheer •
virtue of their status or authority. In pre-Enlightenment times that power rested with
the Church and landed aristocracy. Some might argue that that authority has since
shifted to scientists (natural and social), and not because of the incontestable proof of
their methods or findings, for as has been suggested throughout this chapter
there is no possibility that amechanical decision-making procedure can
be applied to distinguish valid from invalid research ... methodology or
procedures, in and of themselves, are not sufficient for decisions about
the quality of inquiry .. [and that] an appeal to consistently successful
predictiön ... has not done very well (Smith, 1990:184).
What, perhaps, we are left with are as Rorty (1982) suggests "judgments made about
research [being] like judgements made about knowledge claims at the day-to-day level"
(in Smith, 1990:85). But that does not imply that "anything goes" (Feyerabend, 1975).
There are still expectations for the presentations of ideas (theories). Making one's case
still "must be supported by reasons, the presentation of examples, and careful
judgements" (Smith, 1992:102). People "are expected to be reasonable in their claims,
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responsive to challenges to these reasons, open with others, honest and so on" (Smith,
1990:185). And not unlike scientific research, good reasons and careful judgements are and
have always been open to discussion (Smith, 1992). This does not preclude some
research being judged better but rather that better does not "correspond more accurately
to the way the world really is" (emphasis added, p. 102; interestingly Phillips, 1990a,
appears to make this general claim, too). This also involves the understanding that
criteria for judgement are imprecise and applied differently in different situations at
different times. An algorithm for procedure cannot overcome that. As Taylor (1987)
puts it "ultimately, agood explanation is one which makes sense of the behaviour, but
then to appreciate agood explanation one has to agree on what makes good sense; what
makes good sense is afunction of one's readings; and these in turn are based on the
kind of sense one understands"

(p.

44). In the final analysis, the validity of the

interpretation (explanation) appears situated in amutual understanding and
concurrence between the researcher and the audience.
Does such an understanding of validity lead to ontological and epistemological
relativism? And if epistemological subjectivism holds, does that imply that every belief
or value is as good as every other by the act of it being held? Rorty (1982b) lays this
concern to rest quite nicely:
Relativism is the belief that every belief on acertain topic, or perhaps
about any topic is as good as every other. No one holds this view.
Except for the occasional cooperative freshman, one cannot find anybody
who says that two incompatible opinions on an important topic are
equally good. The philosophers who get called relativists are those who
say that the grounds for choosing between opinions are less algorithmic
than had been thought .... So the real issue is not between people who
think one view is as good as another and people who do not. It is
between those who think our culture, or purpose, or intuitions cannot be
supported except conversationally, and people who still hope for other
sorts of support (pp. 166-167).
The debate surrounding objectivity and subjectivity has tended to be framed in
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terms of metaphysical realism and empiricism versus ontological relativism—the idea
that reality exists and we can know it as it really exists versus idealism and reality's
existence in our mind, apersonal construct. This dichotomy has tended to constrain the
discussion. An alternative view of objectivity offered above by Bernstein (1976)
conceptualizes it differently as "intersubjective standards of rationality or norms of
inquiry by which we attempt to distinguish personal bias, superstition, or false beliefs
from objective claims"

(p.

111). Objectivity thus becomes asocially defined though

dynamic form of discerning the personal from the consensual. Similarly, Smith
(1992:101) argues for objectivity as "an expression that denotes that agreement has been
reached among inquirers or possibly, as acompliment one pays to someone who agrees
with one's interpretation." The latter may be too subjective for many and in fact appear
to render the term virtually meaningless. However, the consensual aspect of the former
is in keeping with others (e.g., Bernstein, 1976; Rorty, 1982a).
In the final analysis, it would appear that the standards for determining
credibility in research—validity and whether claims to truth-valuç can be made—rest
not with procedure or method, but those who are involved in its judgement. While
metaphysical and epistemological debates continue linking these two philosophical
realms (e.g., Lincoln & Guba, 1985; Guba & Lincoln, 1989, 1994) perhaps an alternate
distinction such as the one for objectivity is better considered. As Rorty (1989) once
again points out
We need to make adistinction between the claim that the world is out
there and the claim that truth is out there. To say the world is out there,
that it is not our creation, is to say, with common sense, that most things
in space and time are the effects of causes which do not include human
mental states. To say that truth is not out there is simply to say that
where there are no sentences there is no truth, that sentences are
elements of human languages, and that human languages are human
creations (in Smith, 1992:101).
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METHODOLOGICAL ORIENTATION: THIS DISSERTATION

For the purposes of this dissertation, then, methodology is conceived in general
agreement with Harvey (1990) as "the point at which method, theory and epistemology
coalesce in an overt way in the process of directly investigating specific instances within
the social world"

(p.

1). Within this conception, method refers generally to the range of

practices employed in the collection of empirical data.
Following Popkewitz (1990) this writer will adopt the view of a"modified"
ontological realism which discerns the physical world from the socially constructed
(Guba & Lincoln, 1994; Rorty , 1989) and an epistemological scepticism, asocial
construction of knowledge, that conceives of objectivity as intersubjective in agreement
with Bernstein (1976) and Smith (1992). There is aphysical world external to us but our
understanding of it and our activity within it is an inherently interpretive act,
particularly where human interaction and meaning-making is under investigation. For
that reason truth and research validity are derived through consensual agreement
enhanced by mutually recognizable practical standards (methodological routine), but in
the final analysis the latter is not adeterminate guarantor. Decisions on validity in
research are ultimately the "result of aprocess of social interaction within which people
play out their different interests and purposes" (Smith, 1990:186) and often within
hierarchies of power. It is interpretive and reflects adynamic and historical rationality.
In the end, the task of making judgements about inquiry is an eminently
practical one whose rationality is not based on determinate rules but is a
rationality that emphasizes judgemental interpretation, exemplars, and
the norms that guide social discourse and agreement (p. 187).
Concerns over bias and ideology in apriori research are ever present in the
minds of critics. But Wolcott (1992), clearly someone who is not acriticalist, defends the
presence of bias.
Bias is essential to the conduct of research. If there were any such entity
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as completely unbiased researchers, they would be doomed to sit forever
in their offices, unable to take even the first step that might lead to the
study of one thing in favour of something else (p. 6).
On ideology, Wolcott appears just as unrelenting.
There is nothing wrong with being wedded to aparticular method and
looking for, or at, problems in terms of what one's methodological
predisposition may offer.... Ido not apologize for taking [a particular]
approach in my work nor feel defensive that everything gets treated
from that perspective (p. 6).
This writer will present acase study of an educational review and subsequent
policy adoption from within the critical tradition. The documents and records will be
gathered (official government publications, ministry and third party submissions to the
consultation process, Hansard, archived public speeches, professional publications (i.e.,
ATA, ASTA) and the popular media (i.e., newspapers, magazines)). The analysis of the
data will be driven by the theoretical underpinnings of the study. The case will be
presented in narrative form with arguments supported by evidential warrant. Sources
will be recorded for the reader's query. In this sense, the presentation of this
dissertation will reflect what it means to do history, or in this case, do historical policy
analysis. As Popkewitz (1990) reminds us, social research is invariably about the past—
we are studying what has already transpired. The point at which there is conjecture
about the future, we depart the realm of (social) science and begin its invocation in
defence of ideology. That is not to claim the illegitimacy of such an act, but rather
simply an attempt to understand and hence reveal such conjectures for what they are—
someone's social vision, anormative Ought, not an objectivist Is (or Will Be).
Finally, this chapter will conclude with asection outlining what this writer
conceives as the role of critical educational studies and its general theoretical
conceptualization.

219
CRITICAL EDUCATIONAL STUDIES (CES)

Critical educational studies (CES) are "part of atradition of radical scholarship
that has emerged in North America [and elsewhere] ...within the last two decades and
has taken as one of its fundamental concerns the need to re-emphasize the centrality of
politics and power in its approach to educational inquiry and research" (Giroux,
1988a:190-191). In situating politics and power at the apex of the tradition's
investigation of education, what the critical paradigm has sought to do is redefine
"educational problems as part of the social, political, cultural, and economic patterns b
which schooling is formed" (Popkewitz, 1990:46). What such aredefinition endeavours
to achieve, unlike positivist, post-positivist, even interpretive (constructivist) inquiry, is
the examination of schools within aparticular light. Schooling is seen as "intimately
connected to the patterns of unequal benefits and losses that organize societies like our
own... [and] is not immune from these patterns of differential benefits" (Carspecken &
Apple, 1992:508). As aconsequence of the critical framework's orientation toward the
educational enterprise, rather than being perceived as simply "instructional sites"
directed toward providing opportunities in the liberal "humanist tradition for self and
social empowerment," schools are seen instead as "agencies of social, economic, and
cultural reproduction... [offering] limited individual mobility... [and] in the final
analysis... [are] powerful instruments for the reproduction of capitalist relations of
production and the dominant legitimating ideologies of ruling groups" (Giroux,
1988a:192). The implication of the foregoing to non-critical researchers might be one of
utter dominance with the co-defendants, determinism and fatalism. However,
criticalists are acutely aware that labelling state institutions like schools as agencies of
capitalism and sites for reproduction does not result in an isomorphic correspondence
between intent/role and outcome. Nonetheless, schooling is viewed as "an institution
whose pedagogy and patterns of conduct are continually related to larger issues of
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social production and reproduction" (Popkewitz, 1990:48). Critical educational theory
"has focused on the ways in which structural forces outside the immediacy of school
life constructs the objective conditions within which schools function" (Giroux,
1988a:201).
Throughout the 1980s and on into the 1990s, schools in North America have
been under attack due, in part, to the decline in international economic competitiveness
by the United States and Canada. With the Canadian welfare state under duress from
two recessions within adecade, persistent high unemployment, fluctuating worker
productivity, restructuring of the workplace, and the escalation in technological
imposition, it should have surprised no one that schools were and continue to be
"under considerable pressure to perform vitalfunctions for the large political economy"
(Carspecken & Apple, 1992:510). Consequently, schools are viewed by criticalists as
anything but ideologically innocent (Giroux, 1988). Rather, criticalists' employment of
"a discourse of production in educational theory" has served to locate our
understanding of schools "within anetwork of larger connections that allows analyses
of them as historical and social constructions, embodiments of social forces that always
bear arelationship to the wider society" (Giroux, 1988a:201). What this has afforded
critical researchers is the opportunity to investigate, among other things, the "ways in
which social, cultural, and economic conditions produce [for example] acertain
selectivity in the processes of teaching and the organization of curriculum" (Popkewitz,
1990:49). 40 The implications of this are that "to think seriously about education.., is also
to think just as seriously about power, about the mechanisms through which certain
groups assert their visions, beliefs, and practices" (Carspecken & Apple, 1992:509).
Giroux (1988a) echoes the sentiment of this remark when he notes the important role
critical researchers play in analyzing "the ways in which state policy embodies and
promotes particular practices that legitimate and privilege some forms of knowledge
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over others"

(p.

201) as pressure that is brought to bear upon state policy-makers by

various political interests. Barlow and Robertson's (1994) Class Warfare also offers a
very insightful examination of the various interests both in Canada and the United
States that are vying for influence within public education, some of the most significant
of which originate with the corporate sector. And so, schools are not above the fray;
that is, they are not shielded from the daily struggle amongst competing interests for the
ability to effect greater ideological impact upon public policy. Instead, "education has
been amajor arena in which dominance is reproduced and contested, in which
hegemony is partly formed and partly fractured in the creation of the common sense of
apeople" (Carspecken & Apple, 1992:509). This is not an argument for the external
determination of social actors within the schools, nor to claim that schools are "simply
reproductive of dominant social relations and interests" (Giroux, 1988a:199). While they
are conceived as "ideological and political terrains out of which the dominant culture
manufactures its hegemortic certainties ...they are also places where dominant and
subordinate voices define and constrain each other"

(p.

198). The intent of criticalists is

not to perceive the educational enterprise as merely abattleground for the social
constituents and their assorted.interests. Framing the discussion in this manner would
be reductionist while ignoring the effects of wider societal and historical factors. But at
the same time, "not to deal with the structural sources of differential power is not to
deal with education as acultural and social process as well" (Carspeckeri & Apple,
1992:509).
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Notes

1. X-Files was an fictional FBI investigative drama on the US Fox TV Network (19931995) which in apparent contradiction to the show's prominently displayed quote
focused on alien encounters and the paranormal. X-Files is the label assigned by the
show's FBI to cases which constitute such.
Martin Chuzzlewitt (original author Charles Dickens), 1995.
Bill Clinton made this statement during apress interview about his speech in the
Canadian parliament on February 24,1995. Prime Minister Chretien chose to view
the speech in two distinctly different, not to mention advantageous, ways. He first
claimed that Clinton's remarks supported Canadian unity, that is Quebec in. Canada.
Chretien then publicly chastised the Bloc Quebecois, the loyal opposition and
federal separatist party, for not applauding Clinton's comments by arguing that his
remarks simply reflected the multicultural nature of the country and the ability of
those cultures to cooperate and coexist (CBC World At Six, February, 24,1995).
Carroll, L. (1915:100-101) in Marshall (1990188).
Morse, 1992, was an episode in aUK detective series on US PBS.
Dragnet was an early 1960s US police detective TV show that has lived on not only
in the protagonist's quote which seemed to be repeated at least once every episode,
but in his scientific-like demeanor which was the epitome of subject detached.
2. Interpretivist and constructivist are not synonymous. Constructivism is avariant of
interpretivism. It is this variant that will be examined as its main proponents,
Yvorina Lincoln and Egon Guba, have evolved asignificant following as aresult of
their work in attempting to forge new qualitative inquiries which contest what they
see as the dominance in educational research of positivist-like (experimental)
research.
3. Naturalistic here refers to natural sciences and not Lincoln and Guba's (1985)
naturalistic inquiry. In fact, the reason for their change in labelling their inquiry to
constructivism was in part to dissociate it from the philosophy of naturalism which
is empiricist.
4. "The foundation of the liberal university was the abolition of religious tests for
university teachers" (MacJntyre, 1988:399).
5. This claim has been subsequently adopted by Guba & Lincoln (1989). Also, Lincoln
& Guba (1985) demarcate the pre-positivist era as extending from Aristotle (384-322
BC) up to but excluding David Hume (1711-1776). It would seem that the decades
between Hume and Mill's A System of Logic represents agestation period for
positivism to gain credence as amethod.
6. Timasheff (1967) claims that Comte's ideas "remained unnoticed in his lifetime in
France. British students, especially John Stuart Mill (1806-73), were the first to

223
become interested in his views" (pp. 30-31). Part of the reason for the former
situation may well have been related to his social isolation resulting, in part, from his
bitter split with Saint-Simon and his subsequent failure to ever gain another "stable
and remunerative position" (emphasis added; p. 19).
7. Here is one place Popperiari logical positivists differ with empiricists. The former
view empirical data as only being able to refute or falsify hypotheses, not verify or
confirm them.
8. There is no attempt here to claim acause and effect relationship, or to suggest that
Gadamer's work necessarily lead to such adebate of methods, particularly within
educational research. However, the contributions of his scholarly work to that
debate probably should not be overlooked either.
9. The appropriation of the notion of the underdeterniination of theory by the social
sciences from the natural sciences has been contested (McKerrow & McKerrow,
1991). It is contended that the natural sciences have developed provable theories
which the social sciences have not.
10. Karl Popper always declared that Marxism was not ascience because he claimed it
was not theoretically open and thus capable of falsification.
11. Garrison (1986) is not apost-positivist like the others. However, his article
represents an overview of logical positivism's rehabilitation and reappearance.
12. In most Anglo-American countries, the humanities and the social sciences are
separated and when combined with the natural sciences form the trichotomy of the
scholarly tradition. In Germany, such atradition is divided into two broad
categories, the natural sciences (naturwissenschaften) and the human sciences
(geisteswissenschaften) which encompasses the humanities and the social sciences
and gained its categorization and name from the translation into German of what
John Stuart Mill referred to as the moral sciences.
13. Critical tradition refers here to rigourous method and critical community to the
employment of falsification of hypotheses by other scientists, though in broader
terms simply critique by one's peers.
14. Schrag (1992b) does not like the term critical being appropriated by this paradigm.
All research is deemed critical.
15. The Frankfurt School was initially the Institute of Social Research established in
Frankfurt, Germany in 1923. It developed in the context of "the defeat of leftwing
working-class movements in Western Europe after the first world war, the collapse
of mass leftwing parties in Germany into reformist or Moscow dominated
movements, the degeneration of the Russian revolution into Stalinism and the rise
of fascism and Nazism" (Held, 1983:182). Exiled from Germany in 1933 with the
rise of Nazism, the Institute re-located in the US, but returned to Frankfurt in the
early 1950s.
16. The field of critical ethnography has exhibited anumber of contributors to the
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methodological debate (perhaps the most). However, Popkewitz's work tends to
address broader concerns that cut across fields.
17. To digress slightly but still remain with the theme regarding the ability to affect the
direction and possible expectation of scientific endeavours (practice and outcome),
two social scientists in different countries with opposing political economic
ideologies during different periods of this century experienced similar responses to
their research which in turn contributed to the curtailing or constraining of their
life's work. In the 1920s, Georg Lukács, aHungarian Marxist, released History and
Class Consciousness, atext whose ideas were labelled heretical within the orthodox
Marxism of Stalinist Russia. Given the political climate and the perceived (real)
threat that "the life expectancy of heretical intellectuals was not high" (Burrell &
Morgan, 1979:285), Lukács did asubsequent paradigm shift bringing his views back
in line with contemporary dogma. Burrell and Morgan (1979:285) quote Lichtheim
as referring to the turnabout as "the work of aman who performed akind of
painless lobotomy upon himself, removed part of his brain and replaced it by
slogans from the Moscow propagandists."
On aless personally life-threatening level, the release of Power Elite by C.
Wright Mills (1956) in the US witnessed the evaporation of his research funds.
Popkewitz (1984) reports that Mills was to receive funds from but one source again
after that publication.
More currently, in the late 1970s and early 1980s, the educational criticalist
Henry Giroux was on staff at Boston University in the US and seeking tenure. It is
reported that despite the recommendation of the review committee to offer tenure,
the university president exercised his right of refusal. It has been suggested that the
political persuasion of this academic was seen as incompatible with the views of the
senior administrator in whose hands final judgement lay (discussion on
EDPOLYAN, 1993). Giroux, unlike Lukács or Mills before him, was relatively illaffected by the act. He was able to secure aposition elsewhere.
Finally, in April 1995, three female sociologists from the University of Alberta
(Canada) released areport on the effects of the provincial budget cutbacks on the
Alberta population. It was reported that some government backbenchers
(Conservative members of the legislature) were so outraged not only because the
report constituted the first extremely critical account of the effects, but that
inflammatory language was employed (e.g., it was argued in the report that women
were most affected by the cuts and hence were "roadkill" on the government's road
to economic renewal). The result was apublic call by the backbenchers for the
Minister of Advanced Education, Jack Ady, to intervene directly with the
University of Alberta president and request disciplinary action. Ady, to his credit,
refused by arguing that while he was dismayed at what he perceived as an
exaggeration, he still believed that the government had no role in directing
academic research per se (CBC EyeOpener, Calgary April (n.d.), 1995).
These examples reflect the spectrum of influence that can be brought to bear
upon academics during various historical periods.
18. This is abroad representation of the aim of the critical tradition. Its lack of
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specificity is intentional.
19. The potential for miscomprehending or even failing to comprehend this concept is
often exacerbated by researchers themselves within the critical tradition. The
convoluted nature of some attempts at explaining totality is demonstrated by the
following example by Georg Lukács:
The materialist-dialectical conception of totality means first of all the
concrete unity of interacting contradictions...; secondly, the
systematic relativity of all totality both upwards and downwards
(which means that all totality is made of totalities subordinated to it,
and also that the totality in question is, at the same time;
overdetermined by totalities of ahigher complexity...) and thirdly, the
historical relativity of all totality, namely that the totality-character of
all totality is changing, disintegrating, confined to adeterminate,
concrete historical period (Lukács in Mészáros, 1983:479).
20. Parent Advisory Councils (PACs) are theoretically ademocratizing group.
However, since school funding, curricular content and student as well as teacher
evaluation (and licensure) policies are centrally determined (Ministry of Education),
the PACs represent little more than ashell game. Such actions by the government
find broad public support in spite of their apparent shortcomings. Albertans have a
history of undemocratic government dating back to William Aberhart (1935).
Successive governments through to the current Premier, Ralph Klein, have adopted
the role of benevolent dictator while espousing democratic virtues. That no
premier has ever been defeated at the polls may suggest political support or it may
also reflect the weakness of oppositional politics and the lack of asophisticated
citizenry.
21. Granisci was imprisoned by the Fascist Italian leader Mussolini in 1926 for being
head of the Communist party . He died shortly after his release in the mid-1930s.
22. The term environment tends to be reductionist—the social actor as constituted by the
immediate social milieu which is invariably designated as the family unit. This
denies any influence by the larger societal setting in which the family is situated.
Secondly, it also fails to address the historical development of that society. It is
intended here in its broadest possible understanding.
23. Marx had aparticularly dim view of such historical perspectives and referred to the
German historian Ranke in arather derogatory manner as a"bouncing little rootgrubber' who reduced history to 'facile anecdote-mongering and the attribution of
all great events to petty and mean causes' (letter to Engels, 7September 1964)"
(Kiernan, 1983:211).
24. It is interesting to note Guba's (1990a) and Guba and LincQln's (1994) categorization
of critical inquiry as ideological research with the implicit suggestion that
constructivism is not, the former presumably because of its overt normative
(political) stance, the latter not so because it seeks to report social actor's own
understandings. Yet, this latter activity is viewed by Guba and Lincoln (1994) as
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having an "empowering" aspect to it. One can reasonably assume from such a
contention that empowerment is inherently political in nature, something Guba and
Lincoln appear not to make explicit.
25. The term thick description derived by most researchers from Geertz (1973) does not
refer as one might intuitively expect to amore extensive, detailed or richer account,
but, rather to the description's embeddedness in the cultural framework of the
actors (Maxwell, 1992:288, fn. 5).
26. June 11, 1994 Canadian Sociology and Anthropology Association session at
Learneds Societies Conference (University of Calgary, Canada) wherein the
discussant indicated the need for quantitative methods and that the rightful place
of qualitative methods was as an interpretive complement.
27. Visual media (i.e., TV News in Calgary) erases its tapes within two years.
Nationally-based documentaries made out of Toronto would have archival footage,
but daily interviews, press conferences, and so forth relating to educational reviews
do not belong to this category.
28. Paul Jackson (1995), acolumnist in the Calgary Sun, once complained about those
who occupied the copy editor's chair (at night after he had left for the day) and
how one of his pieces had had the conveyance of an intended meaning significantly
changed as aresult of the editing process such that he felt obliged to make apublic
apology to an offended party.
29. US Congressional members were permitted to edit their remarks made in the House
or Senate. However, this policy was changed in early 1995, requiring remarks to
stand as recorded. This initial US practice is not the case, for example, in the
parliaments and legislatures of England, Canada, Australia and New Zealand.
30. In US politics, mis-speaking the truth has become aeuphemism for lying, but with the
apparent and seemingly contradictory extirpation of intent.
31. It is interesting to note that while the greatest rebuke for cold water fusion came
from the US, the original researchers have subsequently secured significant, long
term funding (millions of dollars) for the continuance of their work by Asian,
particularly Japanese, investors (CBC Prime Time News, 1994, n.d.). Though
dismissed almost outright, their work proceeds virtually unaffected by the methods
level debate. For this writer, this raises the particularly interesting spectre of a
major piece of research arguably failing to achieve the basic criterion for scientific
validity, and rather than such judgment resulting in asignificant re-examination
and reconceptualization of its method and possibly acessation of the research, the
critical views of the major players in the field appear to have been essentially
ignored. The work continues unabated. It would seem that as long as research
finds itself increasingly dependent upon private enterprise for its funding, the
potential impact of the critical scholarly community could, in turn, possibly find
itself in dedine—there are other more important interests at work here.
32. In arecent academic exchange in the US publication Educational Researcher, aUS
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scholar noted for his left-of-centre theoretical position took exception of the
moniker left wing being attached to him and the connotation he perceived attendant
to it (Popkewitz, 1992; Schrag, 1992ab). While one appreciates the sentiment of his
concern given the past US political climate (i.e., McCarthyism), such sensitivity is
perhaps more areflection of that academic's cultural location in acountry where
the political left is virtually non-existent and at best comparable to most other
nation's centrist liberals. Such areaction was also rather curious given that writer's
propensity for addressing the historical and cultural situatedness of research and
researchers in his own publications.
33. One understands that critical inquiry is by its nature an interpretive exercise, but for
the purposes of this discussion, and dissertation, interpretive is being discerned as a
distinct paradigm of inquiry different from the critical paradigm. See the earlier
discussion on paradigms in this chapter.
34. The name change was precipitated by its closeness to naturalism, aphilosophical
position whose ontological and epistemological stances were, in fact, anti-thetical to
naturalistic inquiry. The term constructivist also better represented Lincoln and
Guba's views on the social construction of reality and knowledge.
35. "Heisenberg's Uncertainty Principle [stated]... that the actions of the investigator,
while facilitating certain observations.., made it impossible to make certain other
observations ... Bohr 's Complementarity Principle argued that the results of any
study depended upon the interaction between the inquirer and object" (Guba &
Lincoln, 1989:66).
36. An example of research which sets out to purposely blend antagonistic theoretical
positions is Ball (1994). His introduction publicly announces his intent and its
potential problems:
Three epistemologies or analytical perspectives fight to be heard in this
theory-work At times they dash and grate against one another but the
resultant friction is, Ihope, purposeful and effective rather than a
distraction (pp. 1-2).
...

In the end, he remarks "I recognize that Iam straddling, somewhat uncomfortably,
acrucial epistemological divide in trying to marry and use these different
perspectives" as he attempts to balance his "ambivalence about certain versions of
post-structuralism, to own up to amodernist commitment to the idea of the real and
to the constraints of the material context or to wanting to retain some version of
purposive agency" (p. 3).
37. Howe and Eisenhart (1990) employ ageneric version of the term qualitative as
encompassing all alternative research—that which is not positivistic in nature.
38. Recently, an American news show examined anumber of social research studies for
their methodology and initial public impact. In each case, the data was gathered
through survey instruments with aLikert scale format. One study (supported by a
national association for women university instructors) examined the self-esteem of
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female students as they progressed from elementary through to high school;
another examined the dietary habits of children between 8and 12 years of age (and
was conducted by alobby group for the food industry). The results of both studies
gained national prominence with the former producing calls for curricular
adjustment while the latter was portrayed as an issue of poverty and alack of food
consumption (framed by aprime time evening newscast as one of "starvation").
Upon closer examination, it was revealed that the presentation of the studies'
conclusions were derived from debatable questionnaire development and select
data analysis. In short, the studies found what they were looking for. In both cases,
when confronted with what might be construed as obvious methodological
deficiencies, the researchers in question resorted to two different positions in
support of their findings. One claimed that methodological shortcomings aside, the
issue was an important one and deserved remediation, ignoring that the
conclusions were ill-gotten. The other fell back on atraditional argument that the
study constituted "sound science" from which the viewing audience was
presumably left to conclude that correct methodological practice superseded
questions being raised about the conclusions drawn (NBC Prime Time, March 30,
1995).
39. As an aside, and as Popkewitz has drawn our attention to, even professional
researchers are often unaware of the history of some of the practices, including
language, of social scientific inquiry . In this instance the seemingly innocuous
employment of the linguistic qualifier "rule of thumb" whose historical meaning
within the English language is rooted in its original designation as the maximum
legal thickness of a(willow) branch employed by nineteenth century husbands to
discipline their spouses appears to have been overlooked.
40. While not trying to intimate alinear causality, one still cannot overlook the
explosion of say liberal high school curriculum beginning in the late 1960s and on
through to the end of the 1970s, at atime when the economies of the US and
Canada were robust and unemployment low, in comparison with the retrenchment
and return to the basics (whatever that means) of the 1980s and 1990s, atime of
economic uncertainty and considerably higher unemployment. In much public
debate, including educational reviews by governments, the latter is often intimated
if not explicit in such reports.
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Chapter 4
SOCIAL, POLITICAL, AND ECONOMIC CONTEXT
OF THE REVIEW OF SECONDARY EDUCATION IN ALBERTA

If you ask them what is the meaning of their restless activity, why they are never
satisfied with what they have, thus appearing so senseless to any purely worldly
view of life, they would perhaps give the answer, fthey know any at all: "to
provide for my children and grandchildren". But more often and, since that
motive is not peculiar to them, but was just as effective for the traditionalist,
more correctly, simply: that business with its continuous work has become a
necessary part of their lives. That is in fact the only possible motivation, but it
at the same time expresses what is, seen from the view-point of personal
happiness, so irrational about this sort of life, where aman exists for the sake of
his business, instead of the reverse,
Max Weber
It was the best of times; it was the worst of times.
Charles Dickens

INTRODUCTION

The relationship between education and the economy, and particularly
secondary schooling and the workplace, found itself receiving greater scrutiny in many
advanced capitalist societies during the 1980s (e.g., Australia, Canada, NZ, UK, US) as
economies were in decline and inflation and unemployment, especially youth
unemployment, mounted (e.g., CEA, 1983; Codd, Gordon, & Harker, 1990; Government
of Alberta, 1983, 1984; Government of Ontario, 1981, 1982; NCEE, 1983; Watkins, 1984).
In fact, scrutiny intensified to the extent that during the decade many of those same
industrialized nations, while re-examining economic and social policy with aview to
developing aresponsive industrial strategy, incorporated reviews of their state
educational systems in part to ascertain their potential contribution to the amelioration
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of those nations' economic and social woes (e.g., Alberta Education, 1985a; Apple,
1986b; Codd, 1990, Government of Alberta, 1985; Robertson, 1990; Shapiro, 1985). As
Watkins (1984:4) notes "[t]he development of policy relating to youth and work has
become increasingly an area of concern as the economy has declined, and as industry
has been restructured and new technology introduced." His comment informs us of the
potential significance afforded such social and economic policy reviews particularly in
Australia but also in many other western industriali7ed nations throughout the late
1970s and 1980s while at the same time implicitly reminding us of the context of the
logic for their consideration within those same political jurisdictions. The situation in
Canada was essentially no different.

THE NATIONAL POLITICAL AND ECONOMIC CONTEXT
The post-WW II decades up to the mid-1970s witnessed successive federal
Liberal governments1 attempt "to stabilize the economy with Keynesian demand
management techniques and social welfare policies while at the same time, tightly
linking Canada's economic development to that of the United States" (Brodie & Jenson,
1988:293). It was an industrial and social strategy that experienced initial success, not
entirely nor necessarily because of specific policy per se, but more perhaps because this
period was comprised of "growth generated by postwar reconstruction and anew
regime for international trade" as in advanced capitalist economies

(p.

294). Mass

production industries and mass consumption (acquisitive) lifestyles supported by
rising wages (both individual and social) contributed to social stability. Such Canadian
economic growth reflected the annual expansion in world trade of approximately 7%
between 1948 and 1973 as well as the growth in yearly world output of nearly 5% (p.
294). But the mid to late 1970s in Canada, again as with most advanced capitalist
countries, were witness to the impact of petroleum price increases by OPEC which, in
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turn, lead to inflation, recession, unemployment, and considerable stress being brought
to bear upon government sources of revenue and spending for support of various social
programmes. Additionally, in Canada, growth in productivity had slowed from 1967 to
1973 (i.e., 2.3% annually) while labour militancy increased. It has been claimed that
from 1974 to 1981 increases in productivity were virtually zero (Brodie Sz Jenson,
1988:294). The latter circumstance was derived in good measure from abranch-plant
industrialization policy (with predominantly US parent corporations) (e.g., Ford, GM,
Westinghouse) which found many subsidiary industries on Canadian soil unable to
respond to productivity declines with technological innovation because such decisions
would have been made by the parent corporations. As aconsequence, the inefficient
and uncompetitive practices of those subsidiaries continued, exacerbating an already
deteriorating economic picture by contributing to further productivity problems
including plant closures, uneven modernization and increasing unemployment (pp.
296, 300). This was caused in part by the practice of profits from branch plants often
being repatriated rather than reinvested.
The response by labour to rising inflation in the mid-1970s (i.e., 7.6% in 1973;
10.9% in 1974; 10.8% in 1975—Statistics Canada, 1984-91) was increased wage demands
which eventually lead to wage and price controls being instituted by Prime Minister
Trudeau and his Liberals in 1975 (though clearly the only controls were on wages, not
prices, and certainly not profits). The public act of legitimacy for implementing the
wage and price policy became founded upon the argument that "too many people and
too many group s'[were attempting to] increase their incomes at rates faster than the
increase in the national wealth" (Wood & Kumar in Brodie & Jenson, 1988:300), though,
during the traditional year end television interview, while deflecting criticism aimed at
the national government in Ottawa, Trudeau appeared more conciliatory, even
pragmatic, when he remarked "there's no specific scapegoats. It's not the unions and
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it's not the Government and it's not amatter of saying, well, if you would tighten your
belt alittle up in Ottawa everything would be fine" (Just what was said, 1976:7).
Whether directly related to the controls or not, inflation dropped to 7.5% in 1976, but
then proceeded to climb steadily to ahigh of 12.5% in 1981, the highest since 1948 and
the third highest amongst the G-7, afull 2% above the 1981 OECD average (Statistics
Canada, 1984-91). Perhaps of greater interest to this writer, though, were further
remarks by the prime minister upon market economies and the role of the modern state
in advanced capitalist countries, remarks which appeared initially similar to much of
the foregoing theoretical arguments in this dissertation.
It's [wag and price controls] amassive intervention into the decisionmaking power of the economic groups and it's telling Canadians we
haven't been able to make it work, the free market system.... Some
economists say all you've got to do is get back to the free market system
and make this market system work. It won't you know. We can't
destroy the big unions and we can't destroy the multinationals. We can
[try to] control them, but who can control them? ....
'Things don't go
necessarily better because we spend less on health or on welfare and
leave the private sector to spend more on producing bobbles ....This state
is important. The Government is important. It means there's going to be
not less authority in our lives but perhaps more .... Imean there's no
longer abelief in the absolute liberal state. It's an interventionist state
which intervenes to make sure that the strong and powerful don't abuse
their strength and their power in order to take freedoms away
from ...well, Imean, this is an old philosophical argument (Just what was
said, 1976:7).
As Wolfe (1984, 1977) has noted, when economies are under duress and there is a
contestation over dwindling resources, policies enacted by state officials increasingly
take on the appearance of political choices and are no longer seen simply as technical
administration. With the lifting of the veil (Heilbroner, 1988), state administrators and
the Government are increasingly pressed to legitimate policy, which, in this case, Prime
Minister Trudeau did in rather astraight forward manner by taking implicit aim at
labour and various social movements (though one might reasonably argue that the
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business lobby was part of his blanket condemnation). However, those initial remarks
were subsequently tempered by the argument that it was the market system as such
that was failing Canadians, and not necessarily labour or capital or other social
interests.
While the 1975 measures had been designed to be temporary (i.e., 2years), they
were reintroduced in 1982, though directed at the public sector this time. Referred to as
6and 5, they "removed the right to strike from public sector workers, extended the life
of existing contracts and set wage increases without negotiation at 6% the first year and
5% the second" (Brodie & Jenson, 1988:304). Such apolicy appeared as little more than
ahobbling of labour's only bargaining instrument—the retraction of an offer to work—
and resigned them to adecline in real wages for inflation during those two years was
10.8% and 5.9% respectively (Statistics Canada, 1984-91). This action came on the heels
of a1978 decision by the federal government to cut spending, particularly in areas of
the social wage (e.g., unemployment benefits, contributions to post-secondary
education, health care and partial de-indexing of social security payments). Thus, the
share of total federal government expenditures directed to social programmes dropped
correspondingly from 46% to 40% between 1976 and 1982 (Brodie & Jenson, 1988 :304).2
Because of these changes in government expenditures, its seems that private capital
accumulation was being spurred on at the implicit expense of person rights.
During the period 1975 to 1981, revenues derived from rising petroleum prices
as well as some other natural resources such as potash contributed to increased federalprovincial conflicts. These resulted from "a shift in the balance of power between the
federal and provincial governments and between provinces within Canada" (p. 298)—
the Canadian industrial heartland of Ontario, representing one third of the country's
population (and the same percentage of parliamentary seats), was in economic decline
from the effects of the branch plant industrial policy which dominated the
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manufacturing sector, rising petroleum prices (much eastern oil was imported from
Venezuela), and aBank of Canada monetarist policy of fighting inflation by raising
interest rates. This contributed, among other things, to adecline in economic
productivity (including an inability to afford stockpiling) and

rising national

unemployment rate that averaged 7.5% from 1975 to 1981. That rate represented either
the highest (mostly) or second highest rate in the G-7 for each of those years but one
(Statistics Canada, 1984-91). However, while this was transpiring, the western
provinces, particularly Alberta and Saskatchewan, were also experiencing inflation, but
with it the economic benefits attendant to the proceeds from significant resource
extraction.
The coffers of the oil-producing provinces ballooned, providing them
with the fiscal means to promote development within their respective
jurisdictions. Meanwhile, the population shifted to participate in the
economic boom in the western provinces. These changes brought the
federal government and resource-producing provinces into increasing
conflict with respect to both control and distribution of resource rents
and more fundamental issues about the role of the federal state in the
economy (Brodie & Jenson, 1988:298).
The conflict over the control and distribution of resource rents and the role of the
federal state, particularly in energy, eventually lead to the introduction of the federal
government's National Energy Program in 1980. This will be addressed below.
In 1981, like most other advanced capitalist nations, Canada entered arecession
which technically carried over into and ended in 1982, though the effects in terms of
unemployment and demand upon various sectors of the social wage were prolonged
(e.g., unemployment benefits, welfare, manpower retraining programmes). While the
growth in national economic productivity had been stagnant for the previous seven
years (i.e., profitability after inflation was marginal), in the second year of the recession,
it retracted significantly (Statistics Canada, 1984-91). Corporate accumulation
(profitability) in 1981 recorded its lowest increase since the 1976 recession. It was down
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1.3% after taxes but then plunged afurther 34% in 1982 (Statistics Canada, 1987b:4) as
the real domestic product (GDP after inflation) registered -4.3% (Statistics Canada,
1984-91). The economy was shrinking. Meanwhile, unemployment nationally (15 year
olds plus) began to climb, averaging 11% during 1982 and then 11.8% the following year
(Statistics Canada, 1992). As serious as the general unemployment scene appeared, it
concealed an even worse youth unemployment (15-24 years) picture which averaged
18.7% and 19.8% respectively during this same period. However, the subgroup most
adversely affected was 15-19 year olds whose levels reached 21.9% and 22.2% (Statistics
Canada, 1992). Exacerbating labour's prospects for employment during this period was
an upward inflationary spiral that had averaged 12.5% in 1981 taking the bank prime
rate to 14%, and sending interest rates for mortgages soaring to nearly 20% during 1982.
Amidst the decline in corporate profits (i.e., less sigpificant increases) and
increases in unemployment (both of which translated into adecline in governments'
revenue bases and simultaneous increases in expenditures for the social wage), the cost
of doing government had still been steadily increasing. With the claim of stagnation and
then retrogression in productivity and profits, and the latter 's decline exacerbated by
high inflation, as well as the increase in taxation and public sector spending, it came as
no surprise that business leaders became vocal, coalesced and then began apush for a
major examination of the economy and various means for areturn to improved
profitability. 3 It was within such an economic and social context that in November 1982
the federal Liberals launched the Royal Commission on Economic Union and
Development Prospects (Government of Canada, 1984ab, 1985).4 The Commission's
report, particularly as it pertains to training and education will be addressed in greater
detail in the next chapter in the context of its initial report and the review of secondary
education by the Alberta state.
During the 1980s the mood of the country also began amarked shift to the right
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on the political spectrum. Historically, Canadian society has reflected variants of the
political, economic and judicial realities of both its founding nation, England, and its
largest trading partner, the USA. In both of these countries, the late 1970s were witness
to the ascendancy to government of the right wing of aconservative party (i.e., the
Conservatives under Thatcher and Republicans under Reagan) complete with aneoclassical liberal economic ideology (i.e., market-driven free enterprise in combination
with decreased government intervention). It seemed only amatter of time before the
same would occur in Canada. Not that the country was without conservative
provincial governments. On the contrary, British Columbia, Alberta, Ontario, New
Brunswick and Nova Scotia were all governed by conservatives parties5 and the former
pair were particularly noted for their favourable views toward business and the market.
Yet, they all suffered, including Alberta, from expanded state apparatuses derived in
good measure from the dominant interpretation of Keynesian economic policy as state
interventionism which was now under scrutiny, earlier comments by Prime Minister
Trudeau notwithstanding. Perhaps an early indication of the state of the Canadian
union came at the provincial level in 1982 with the overwhelming defeat of a
democratic socialist government (i.e., New Democratic Party) in Saskatchewan at the
hands of the Progressive Conservative Party (PC). 6
The mood appeared to continue into 1983 with the election of Brian Mulroney, a
corporate leader from Quebec,7 to the leadership of the federal Progressive
Conservative Party. His defeat of the centrist incumbent and ex-Prime Minister Joe
Clark, acareer politician, was another indication of the changing tide. In asimilar
move in the spring of 1984, the federal Liberals replaced retiring Prime Minister Pierre
Trudeau with ex-federal finance minister (1968-76) and Bay Street8 corporate lawyer,
John Turner, aman who had quit Trudeau's government almost adecade earlier over
fiscal policy. In neither case were the new leaders caucus members, and only the latter
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had any legislative experience.
In the federal election later that fall, Mulroney and his PCs not only won,
bringing to aclose 16 years of Trudeau Liberal rule,9but also gained the most
parliamentary seats in Canadian political history 1°The national shift to the Right was
clearly on.

THE NATIONAL EDUCATIONAL CONTEXT

The rhetoric swirling around educational reform in Canada during the 1980s
mirrored that of other industrialized nations. Criticism intensified as the policies that
supported progressive education during the post-WWII economic expansion came
under renewed attack both during and in the aftermath of periods of prolonged
recession and the concomitant economic restructuring for global competition. But,
unlike its counterparts in the industrialized world, Canada does not have adepartment
of education at the national or federal level. Such asituation found the Organization
for Economic Cooperation and Development (OECD) remark that "[n]ot only is there
no Federal authority with the word Education in its title, but the Federal Parliament
eschews all debates that might bear on educational policy" (OECD, 1976: 89). 11 As a
direct result of the British parliamentary act that created the Canadian confederation
(i.e., Constitution Act, 1867) 12,education became aprovincial jurisdiction (i.e., Sec. 93).
This was designed to safeguard the diversity of regional interests by impeding the
potential for control on the part of the national government. As aconsequence, over a
century and aquarter later, the ten provinces and two territories that constitute the
Canadian state each have their own primary, secondary and tertiary systems of
education. 13 While there are similarities in their structuring of education (e.g.,
provincial education ministers, extensive educational bureaucracies, city/county school
boards, joint provincial/local funding, teacher licensure and qualifications, curricula,
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grade-age equivalents, provincial teacher associations), there are also some differences
(e.g., curricular content; curricular introduction—grade/content; secondary
matriculation requirements—subject prerequisites, age/grade, employment of
provincial exams; provincial vs. local teacher contract bargaining; funding for
ECS/Kindergarten; funding for and presence of denominational or French language
school boards; multiple vs. single teacher association representation). And yet, in spite
of this constitutional decentralization of education, funded in part by payments from
the national government for federally initiated or joint sponsored programs (e.g.,
ESL/FSL, French language instruction—bilingualism, secondary vocational programs,
post-secondary), each province is acutely aware of others' advances in the educational
domain whether it be curricular, evaluation practices, funding schemes, and so forth.
For example, more recently, the Council of Ministers of Education Canada (CMEC),
which was created in the late 1960s as the coordinating body through which provincial
ministries wOuld negotiate cooperative agreements with one another, has displayed a
more active role as the vehicle not only for greater information sharing, but also as a
national coordinating body particularly in the area of national student evaluation (i.e.,
Scholastic Achievement Indicators Program, SAIP).
And so, in the field of Canadian educational policy, while the potential for
significant diversity amongst the provincial jurisdictions exists, as amatter of practice,
the various educational systems are probably able to point to greater commonality than
difference (e.g., curricular content; presence/funding of ECS/Kindergarten services;
secondary matriculation requirements; age-grade equivalents; funding for private
education; provision for ESL/FSL and special education instruction). This is also due in
part to the staggered entry of the provinces into confederation and, in some instances,
their adoption of others' educational structures and curricula either intentionally
through the hiring of eastern senior educational administrators earlier this century (e.g.,
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Alberta)'4 or as aresult of migration west from central and eastern Canada and with it
prior educational experiences and ideas. Still, one can reasonably argue that the
decentralized nature of Canadian education has afforded various stakeholders and
interest groups multiple sites to contest the educational establishment with advances
gained in one jurisdiction (i.e., province or territory, possibly even local)'-5employed as
leverage in the campaign to secure public and/or governmental support in another.
The potential exists, then, for acascading effect over aprotracted period of time on
particular policy issues. However, this is counter-balanced by the political ideology of
the provincial government in question, which at any given time in Canada can reflect
the Right (e.g., Progressive Conservatives, Social Credit), the Left (e.g., New Democrats,
Parti Quebecois) or acentrist (centre-right; centre-left) position (e.g., Liberals), not to
mention the extensive educational bureaucracies that have evolved over the decades
and with them their particular institutional (historical) practices.
The period from the mid-1960s on through to the mid-1970s was witness to an
expansion in educational funding (services and buildings) that comparatively
outstripped the expansionary nature of other social policy areas (health excepted). Such
an increase in funding complemented reports from the Economic Council of Canada
(ECC). 16 Created in the early 1960s as an arm's length, yet federal government funded,
economic think tank, it began releasing annual reports in 1964 on the state of the
nation's economy, initially highlighting, among other things, the link between increased
educational attainment and individual economic gain (Economic Council of Canada,
1965). This latter issue has appeared throughout the ECC's 28 years of reporting.
Education and training issues have long been of concern to the members
of the Economic Council ....Education was the subject of the Second
Annual Review in 1965 and anumber of Council Reports published in
the 1970s, 1980s, and early 1990s emphasized the critical role of
education and training for Canada's future (Economic Council of
Canada, 1992a:vii).
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The views of such reports also served to reinforce belief in the principle of individual
achievement. The celebration of Canada's centenary in 1967 amidst abuoyant economy,
particularly in the country's industrial heartland, and reinforced by apervasive
ideology that Canadians were blessed with avast land, unlimited natural resources and
asmall population, lead many to believe that unlimited and unconstrained opportunity
lay available for any and all who, were willing to apply themselves (i.e., work hard).
The postwar industrious nature of Canadians was symbolized and reinforced
throughout the various media by image of the beaver, apowerful and dominant
cultural icon which persists to this day adorning, among other things, the Canadian
coat of arms and the nickel (5 cent piece). It reflected both early pioneer tenacity in
carving ahome out of the wilderness as well as, in more modern times, the ability and
willingness of workers to remain on task overcoming assorted unforeseen obstacles
until agiven project was completed. Canadians in the postwar boom were busy as
beavers. 17
Symptomatic of the increased attention afforded educational services in Canada
during the 1960s and 1970s was the province of Ontario (though perhaps sooner and on
amore ambitious scale than most provinces) where amassive building program
(secondary and tertiary) and curricular overhaul transformed education, particularly K12 (e.g., Ontario Department of Education, 1968). With expanding school populations
derived from the Baby Boom, the budget for Ontario's state educational apparatus (K13) grew from $268 million in 1961-62 to $1.2 billion in 1971 (Aikenhead, 1985), an
increase of 347% in asingle decade.
Cumulatively, in Canada, the amount spent on education during the inflationary
aftermath of the initial OPEC oil increases was considerable. Total expenditures
nationally on all education (including tertiary) had increased 88.4% (from 1976-77 to
1982-83). The cost of elementary schooling alone grew by 85.4%, averaging 14.2% per
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year (Statistics Canada, 1987a), while inflation averaged only 9% producing areal
increase of approximately 5% per annum. For the five-year period from 1974-75 to
1978-79, total expenditures nationally on K-12 education (i.e., provincially with federal
contributions) grew by almost approximately 73% (approximately 27% in real terms).
The extent of these increases represented acontrast to the subsequent five-year period
from 1980-81 to 1984-85, which included the 1981-82 recession, where amarked
slowdown was witnessed in the growth of K-12 expenditures at 43% compared to an
inflationary average of 8% for the same period (producing areal growth of but 3%
altogether) (Statistics Canada, 1987a).

A Provincial Case

Ontario in Review

The import of this brief examination of Ontario's educational review sets the
stage for the Alberta review of secondary education below. Given the former province's
historical status economically (e.g., 40% of Canadian GDP during the 1970s), its political
clout in confederation (i.e., afounding province and one-third of the seats in the federal
parliament) and the sheer size of its population relative to the other provinces (i.e., 30%
of the nation's population), the significance of its 1980s' educational review at that
historical juncture would not go unnoticed nor results unheeded by other provincial
education ministries. While Alberta's subsequent review in 1984-85 has its own unique
attributes and considerations, there was asimilarity in the concern, attitudes and the
general vision of the future world of work expressed as well as an attempt at goal
setting (i.e., labour market influence), all of which bear astriking resemblance to
Ontario's commission.
National economic decline, signs of which first materialized in the late 1970s in
the industrial centre of the country Ontario, and the second most populous province,
Quebec, had already found the former province engaged in an educational funding
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review as school populations had begun to decline as well-the initial influx of baby
boomers had begun to wane. Furthermore, with such economic decline, Canada's most
populous province soon faced unemployment, especially among its youth (see Table
4.1). Figures appeared not to reach or surpass national levels, but they were sufficiently
high that concern regarding the opportunity for future economic success and its

Table 4.1-Annual Unemployment Rates (Unadjusted) for Canada
and Provinces (Ontario), Selected Years.

1975

1977

1978

1979

1980

6.9
6.3

8.1
6.2

8.3
7.0

7.4
7.2

7.5
6.5

15-24

12.0

14.4

14.5

12.9

13.2

15-19
15-19 (ON)

14.9
14.1

17.5

17.8

16.0

16.2
15.9

20-24
20-24 (ON)

9.9
9.0

12.2

12.1

10.7

11.0
9.8

15 and over
15 and over (ON)

Source: Statistics Canada, 1992; Ontario Ministry of Education, 1981
attendant benefits equal to the opportunities experienced by their parents were being
raised, and with it were questions over the adequacy of the provincial public school
system and secondary schooling in particular. Periodic Gallup polling in Ontario had
begun to reveal concerns regarding the impact of aliberalized curricula on student
basic literacy (Skills of Students, 1977). As well, national parental satisfaction with the
education offered their children in the late 1970s was in decline (Gallup Poll, 1978),
registering only 34% in 1978, down from 51% in 1973. For most jurisdictions, the
expansion of curricular options, the concept of open classrooms, termination of
departmental (state) exams, and less prescription for high school matriculation, among
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ahost of other educational innovations, had still been in the implementation stages in
1973. Judgement appeared to have been reserved. Five years later, polls seemed to
suggest that parents had made up their minds—judgement had been passed. However,
the economic scenario confronting adults and youth alike in 1978 was significantly
different than the one which existed throughout much of 1973.
With its economy already in decline en route to the 1981-82 recession, Ontario
was the first province to launch apost-1970s round of educational reviews. Established
in April 1980, Ontario's secondary education review project (SERP) was given abroad
purview by its then Conservative provincial government:
to examine almost every aspect of secondary schools, focusing in
particular on the credit system, content and organization of the
curriculum, standards and discipline, and the role of the school in preparing
students for employment (emphasis added; Ontario Ministry of Education,
1981:1).
The subsequent report began by stating that SERP's own creation was, in part, a
reaction to the perception of mounting criticism, criticism that had been directed at
"discipline, the school's effectiveness in teaching basic literacy and number skills, and
the apparent gap between the school and the world of work" as well as the high school
individualized or credit system (of student course selection) first introduced in 1971
that apparently had "left students unskilled, parents confused, and employers
dissatisfied"

(p.

1).

But the report also noted the current state of the provincial labour

market, targeting it as apossible contributory factor in the perceived shortcomings of
the educational system—"much of the criticism stemmed from the existence of high
youth unemployment at atime when many employers complained that they could not
find enough skilled labourers"

(p.

1). While the linkage between economic prosperity

and education was not dearly enunciated in SERP, it was implicit in their calling for
improved youth skill development and employment as part of educational reform in
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Ontario. Public polling had revealed that work preparation as afunction of secondary
schooling had gained increased attention amongst parents and industry leaders—" [An]
Ontario-wide survey, conducted in September 1980,...indicated that the public believed
job training and career preparation should be given the highest priority in secondary
schools" (p.

9).18

The poll had indicated that 62% of respondents had ranked it 1st or

2nd whereas the next highest objective, basic reading, writing and number skills,
ranked 1st or 2nd with only 33% of those questioned. In spite of the concern over work
preparation and the commencement of recessionary times, this 1980 poll also marked a
seemingly contradictory reversal in the protracted decline of Ontario public opinion
toward education with 51% of those questioned provincially being either satisfied or
very satisfied (p. 6) 19—a fairly significant difference from the national view two years
prior and also during aperiod that witnessed worsening, not improving, economic
circumstances. Still, given the apparent public mood, the SER project found itself
having to address major concerns about youth unemployment, youth preparedness for
the world of work, and concerns on the part of potential employers that sufficient
numbers of adequately skilled employees were not forthcoming.
Thus the SER project found itself confronted increasingly with an air of
dissatisfaction regarding the state of educating Ontario's young. Concerns by the
public and business, which found their expression typically through the media,
perceived the school system as deficient in the basics of education. While the collective
membership of the SERF committee openly questioned the validity of those concerns,
their persistence was conceded.
Rightly or wrongly, the view is frequently expressed, particularly by
employers, that this unsatisfactory youth employment picture results
from the schools concentrating... too little on equipping students with
basic skills, personal attributes and technical training required for
obtaining jobs and performing them satisfactorily...At the same time
as ... some employers [among others] perceive adecline in standards,
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studies conducted in recent years have found little empirical evidence of
such adecline. Where it exists, the drop in.achievement is attributed to
the fact ... that the proportion of students graduating ... is much larger than
it was many years ago (emphasis added; Ontario Ministry of Education,
1981:1-2).
Still, given the report's reservation about declines in educational standards and the
causes of youth unemployment, there appeared to be an acceptance that the future held
adifferent conceptualization of the world of work and that as aconsequence the notion
of lifelong learning would take on greater import.
The rate of technological change will continue to accelerate, with the
result that futures will be less certain than they used to be. Students
must therefore be prepared for alife in which they will undergo
continuous retraining or re-education (p. 2).
By implication, the task of the secondary education system was seen as becoming more
complicated in light of that uncertain future.
As the secondary schools try to prepare students for the workplace,
however, they face increasing difficulties. These include uncertainty in
employment trends, rapid economic and technological changes, less
stability and more specialization in the job market, and the difficulty in
identifying the specific job skills graduates will require (p. 9).
Responding to concerns about the perceived inadequacies of secondary
education, the project report recommended thirteen Goals of Education, goals whose
accomplishment was viewed as ashared responsibility between schools and the larger
society. Of interest here is the report's delineation of responsibility for the success of
some of these goals. For example, Goal Four
• Develop skills and attitudes that will enable [students] to enjoy their work
and be productive on the job
was perceived as essentially aschoolfunction with societal input, while interestingly,
Goals Eight and Ten
• Learn to respect their environment and use resources wisely, [and]
• Appreciate and enjoy the arts
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were deemed primarily societalfunctions with support from the schools (Ontario
Ministry of Education, 1981:3). The province appeared to have reoriented its progressive
educational policy of the late 1960s and 1970s (i.e., Living and Learning—The HallDennis Report; Ontario Department of Education, 1968) to one with an increasing focus
directed not so much at self-exploration and self-fulfillment as to work preparedness.
Students today are more concerned than those of ten years ago about
employment and they want the secondary school to do more to prepare
them for jobs ... The report proposes ... that [students] be offered instruction
in life skills, that they be given more useful career guidance, and that
they receive greater opportunities to gain practical experience in the
world of work (Ontario Ministry of Education, 1981:3).
And to assist in the facilitation of that preparedness, the SER report called for better
communication of labour market requirements on the part of industry (p. 9).
The Secondary Education Review not only found the public and business
favourably disposed to greater public school participation in labour market and
industry needs, but also the federal government whose jurisdictional responsibility
traditionally lay in manpower and training. The latter government released atask force
report that ostensibly argued against the private sector taking on greater responsibility
for employee skill development through agrant/levy system where the levying of a
charge on all industry would help to fund (i.e., through grants) private sector trainees.
[O]n equity grounds there is little support for amechanism which
requires private employers albeit collectively to bear the cost of
training for transferable trade skills when the public sector finances other
forms of general training (Ontario Ministry of Education, 1981:9)
-

-

The implication seemed to be that educational facilities could continue to address the
problem even though it was reported that working models of industrial grant/levy
systems existed in varying forms amongst some of Canada's major economic
competitors (e.g., UK, West Germany, France and some states in the US).
Finally, acknowledging the "fast-changing job market," the SER report discussed
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the possible need for schools to "alter [their] organization so that students may come
and go with greater ease"

(p.

10). It was within this context that the term recurrent

education was introduced and conceptualized as, "students ... leav[ing] school to work
and return[ing] either to upgrade their knowledge and skills or because they have been
laid off work or want to train for adifferent occupation" (p. 10). Within such a
conceptualization, education was to be afforded amore vocational and hence economic
orientation. Implicitly, it became skill and knowledge acquisition and adaptability to
economic or workplace volatility.
The SER report was presented to the Minster of Education in the fall of 1981.
The next stage in the process involved aresponse from various teacher federations,
trustee groups, civic organizations, and so forth which transpired early in 1982. The
distillation of those reactions culminated in the Renewal of Secondary Education in
Ontario (ROSE) document (Ontario Ministry of Education, 1982) in November of that
same year. The recommendations contained therein reflected arepudiation of the
educational system that the same Conservative government had embarked upon in
1971, when the premier was then education minister.20 The ROSE document claimed
that "a more prescriptive [curricula], especially in grades 7-10" was called for by both
professionals and the public (Ontario Ministry of Education, 1982:7). There was aneed
"for clearer and more demanding standards of achievement and discipline" (p.7)
generally and not only should the development of workplace skills be an important
aspect of educational reform, but also the inculcation of appropriate attitudes conducive
to the expectations of an employee in the work environment.
Preparation of young people to enter the world of work with the
attitudes and skills that would make them productive and successful is
an essential task which must complement the traditional functions of
secondary education (Ontario Ministry of Education, 1982:7).
And education, particularly relative to the student's vocational eventuality, was not
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seen as static. Rather, the ever-changing future of work was again acknowledged with
the need for continual upgrading and retraining being envisioned

(p.

10).

In response to the public perception of relaxed academic standards, ROSE called
for the number of compulsory high school courses to increase from nine to sixteen.
However, this recommendation was coupled with aslashing of the pool of available
optional courses, reducing the choices from "the present set of nearly 100 to about 25"
(p. 22). Even if the term back-to-basics was nowhere written, it was everywhere seen in
the document.
Having weathered one milder recession (1976) and in the throes of another, the
Ontario government attempted through the ROSE document to allay the fears of
parents about student occupational prospects as well as concerns by industry about
improving the skills of the labour market. It recommended enhancing the
"opportunities for...apprenticeships and/or other work-oriented programs," freeing up
provincial funds so school boards could hire their own industry placement officers, and
having the provincial government attempt to "increase the number of training places in
business and industry"

(Ontario

Ministry of Education, 1982:48,49). Within the school

system itself, the authors of ROSE foresaw opportunities for the creation of courses
geared specifically for industry's requirement even at the community or individual
school level through the "offering [of] credit courses which are concentrated and
practical in content and designed chiefly to meet the needs of the workplace"

(p.

52).

The subsequent transformation of the policy objectives into educational practice at the
local level throughout the mid and late 1980s did not prevent nor even temper the
return to yet higher and prolonged levels of unemployment, particularly youth
unemployment, which accompanied the Canadian recession of 199092.21 This brings to
mind Levin's (1980b:16) earlier noted comments on the general lack of success of
educational planning and reform which attempt to overcome problems whose
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foundations lay in the basic social and economic structure of society.
This chapter has argued, in the case of Ontario, and will continue to argue, in
the case of Alberta, that public education found itself being linked increasingly to
economic development, particularly concern over the labour market and the costs of a
rising social wage (i.e., social services), and political legitimacy amidst the throes of the
early 1980s' recession. It will be further argued that Alberta's review of secondary
education in 1984-85 was driven in great part by the issue of political legitimacy and the
desire to gain greater control over the demands made for educational funding. This
writer will continue to claim that one of the mandates which the modern welfare state
has taken responsibility for rests with ensuring there is an adequately skilled labour
pool for capital's employment. However, this is not merely an instrumental role vis-avis capital. It has adual purpose. Not only is such amandate intended to enhance the
prospect of labour and capital connecting, but also by so doing, the state by implication
reduces its social costs (the demands for expenditure on social welfare) while
simultaneously increasing its revenue base (personal and corporate taxation)—the latter
because presumably increased productivity will also materialize in increased
profitability (though one appreciates that such linearity is not always the case). Thus,
this is ultimately aself-serving facet of state administration which simultaneously
serves the interests of capital and to alesser extent labour.

PROVINCE OF ALBERTA-AN INTRODUCTION

Watkins (1984:3) reminds us that "historically, at times of high unemployment
the link between schooling and work receives increased attention." Such was also the
case in the province of Alberta during the early 1980s. In part, this is because
recessionary times (fiscal/accumulation crisis) tend to take their greatest toll on the
young (i.e., 15-24 year olds) often because of their perceived lack of work-oriented skills
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and experience as well as seniority (last on, first off). But more importantly,
accumulation crises also tend to produce the restructuring of production which, in turn,
frequently demands that workers have upgraded skill sets. The extent to which those
skills are able to be (or are more easily) met by existing workers through minimal
employer investment in employee retraining as opposed to arestructuring of the
institution of public education (e.g., educational funding, high school curricula) is open
to debate, apart from any discussions over the constitution of generic skills for any
work endeavour. The history of worker training in Canada lags behind its competitors
(Economic Council, 1992ab, Pearse, 1992). The tendency in this country during the last
decade and ahalf seems to have been to view school curricula as deficient when
accumulation crises loom and unemployment ensues. It is partially abelief that were
workers better trained, particularly young (unemployed) workers, their opportunities
for employment would become enhanced and consequently business would become
more productive and competitive (the latter due to the increased skill level). However,
to view the role of educational institutions as social agencies active in the alleviation of
the social and fiscal consequences of such unemployment (or other social ills) and to
pursue policy initiatives based upon such views also tends to serve as an act of
legitimacy on the part of state administration. Clearly, in such circumstances, inaction
(even appearing to do nothing) is usually not aviable option for the state over the longterm. Regular electoral conferment necessitates at least the appearance of problem
solving. But whether the retooling of curricula will assist in ameliorating the problem,
over the long term, as opposed to merely delaying even diffusing it, is rather
questionable, some would suggest very unlikely (Levin, 1980b). The latter would seem
to be the case more often because such problems tend to arise, this writer suggests, from
the inherent contradictions in the capitalist business cycle.
Successive Alberta governments dating back to the Depression (1930s) have
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espoused their preference for free enterprise and minimal state intervention in both the
market and individuals' lives- 99 But the period during the 1970s and 1980s witnessed
significantly increased state interventionism rather than less. That the interventions
were usually in support of the private sector, and occasionally to the detriment of
specific labour (e.g., Labour chaos possible, 1984), has only served to reinforce
perceptions of agovernment open for business. 23
The conjuncture of economic and political factors in the early 1980s brought
about are-examination of the province's economy and with it the educational system.
This marked the beginning of aseries of profound changes to education for Albertans,
changes which were then directed primarily at the secondary level but are currently
ongoing, having been extended to all levels including school system administration24
both locally and in terms of provincial funding. The Conservative government of the
day caught in afiscal crisis of the state launched acomprehensive attack on the
institutions and programs that constituted the welfare state, an attack that materialized
not only in arestructuring of the state educational apparatus and with it an attempted
restraint on funding, program cuts to public education, and ageneral review of
secondary education, but also and perhaps more importantly, an ideological
contestation over societal expectations and responsibilities including the role of the
state, the economy and the responsibility of individuals therein.
The present educational policy environment in Alberta has its roots in the
period 1974-1985 when economic activity thrived, accelerated and then declined (i.e.,
boom and bust). During the period 1982-1985 this welfare state initiated
comprehensive economic and educational policy reviews in its attempts to alleviate a
fiscal crisis and derail aperceived crisis of political legitimacy (electoral victory
notwithstanding) while restoring the economic process of capital accumulation
(profitability), asituation which resulted not only from declining world demand for
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petroleum in the wake of the oil price shocks of 1973 and 1979 followed by adrop in the
price of petroleum in 1983, but also anational recession compounded in Alberta by the
introduction of the federal government's National Energy Program (NEP).

WELCOME TO THE BOOMTOWN-ALBERTA IN THE 1970s
1971-1975

The early 1970s were witness to the long-reigning (1935-1971), rural-based,
conservative Social Credit Party (Socreds) being replaced by the Progressive
Conservatives (PCs) with their younger, professional, urban premier, Peter Lougheed,
whom outgoing Socred Premier Ernest Manning had once referred to as a"Madison
Avenue glamour boy" (Stenson, 1994), More than amere change in government with
its concomitant shift in political image arid the manner in which politics were to be'
conducted, it represented the ascension to power of the business and professional
classes. It was apower shift25 captured by Richards and Pratt (1979):
The meaning of Lougheed's victory was this: the political centre of
gravity within Alberta had shifted in favour of metropolitan interests.
The city, represented by an alliance of business and professional elites
and led by adescendant of one of Alberta's ruling families, now
dominated the towns and farms. Power had passed into the
outstretched hands of Alberta's new bourgeoisie (p. 149).
And that power emerged in the presence of the new premier26 much like it had with his
predecessors such that, like them, he also

"tower[ed]

over his cabinets as the major

architect and symbol of an entire era" (Palmer & Palmer, 1990:327). This would lead,
once more like his predecessors, to the Lougheed Conservatives "perpetuat[ing] the
syndrome of one-party dominance, characterized by weak and divided oppositions and
atendency toward one-man rule"

(p.

327) .27

The primary electoral issues for the new premier had been related to the
provincial economy, particularly energy. It was claimed that the slow development of
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secondary industry was one of the Socreds' areas of vulnerability (Thomas, 1980).
Resource development in Alberta had outstripped manufacturing and the traditional
economic base in agriculture. It was argued that failure to diversify the economy (i.e.,
develop secondary industry) was asignificant shortcoming as petroleum, the dominant
resource, was obviously afinite and thus exhaustible resource but "even before that
technological changes in the primary industries [would] create problems of
unemployment particularly worrying in anewly urbanized province" (p. 40).
Lougheed portrayed the Socreds as politically tired and, having cut his own teeth in the
major boardrooms of Corporate Alberta,28 found his labelling of the previous
government's policies as ineffectual for anew corporate era had gained credence.
Additionally, Lougheed had all the attributes of the traditional elite with "an education
and business background that appealed to those in the business community who found
the muted development of policies of the old regime unduly constricting" (p. 40). Thus,
his economic goals were to insure ahealthy petroleum industry in
Alberta, to get maximum revenue for the provincial government from
depleting petroleum resources, to increase local control over economic
development, to expand industrializati9n and local processing, and
generally to promote economic diversification (Palmer & Palmer,
1990:346).
These goals were to become part of what Pratt (1984) has called aprovince-building
strategy where the intent was to transfer
some of the secondary industry, high income jobs, and decision-making
from central Canada to the West. The Conservatives adopted aprovince
building strategy of state support for private entrepreneurs, organized
through an expanded bureaucracy in several agencies that were crucial
to Alberta's economic development strategy (Palmer & Palmer,
1990:346).
And integral to this strategy was an interventionist stance on the part of the Alberta
state, something which would cause some provincial Conservatives unease and
eventually draw criticism from business interests and government supporters both
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within and without the province (e.g., the governmental purchase of the nation's
second largest airline, Canadian Pacific). Nevertheless, "the electorate generally
accepted the premier's analysis that in alandlocked province, remote from markets,
with an allegedly hostile federal government, the provincial government needed to play
an activist role"

(p.

347).

The Conservatives had only been in power for ashort period of time before the
OPEC oil crisis of 1973 brought on by the Arab-Israeli War found the province suddenly
acquire heightened economic leverage within the Canadian confederation. This
immediately led the provincial Conservatives into the beginnings of aprotracted
political conflict with the federal Liberal government of Pierre Trudeau over the control
and pricing of natural resources, aprovincial right dating back to federal-provincial
agreements signed in the 1930s. This conflict would eventually lead to anational
energy program in the early 1980s, often portrayed as an attempt to Canadianize the oil
patch, that would, in turn, be amajor contributing factor to exacerbating the decline in
Alberta's economy and afiscal crisis of the provincial state.
The subsequent development of the oil boom would find the provincial premier
eventually remarking in the legislature that the province had perhaps adecade to profit
from the anticipated capital infusion (Leadbeater, 1984; Pratt, 1977).
But how long can it last? In my view, not very long; perhaps adecade at
the most, unless we're able to put in place amore balanced economy for
that inevitable day, Mr. Speaker, when oil and gas no long provide such a
large number of our jobs, when production begins to decline, and
resource revenue falls off (Lougheed in Pratt, 1977:133)
He envisioned an economic diversification, thus expanding the province's traditional
extraction-based, resource industry while furnishing an expanding labour force with an
opportunity not only to gain employment but also to enhance its skill level as well. 29
While the new Conservative government moved quickly on its policy of
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economic renewal, its performance in the educational field was comparatively subdued.
Little transpired during the government's first term (1971-1975). Of note was the fact
that Alberta was the last province to abolish mandatory state diploma examinations for
high school students. This 1973 policy decision received mixed reviews. It was but one
recommendation from aSocred initiated review of education prior to the 1971 election
which culminated in the report entitled A Choice of Futures (Government of Alberta,
1972).3°Authored by then-University of Alberta Dean of Education Walter Worth, its
mandate had been very broadly defined—"to examine the needs of all individuals in
our society; to analyze our total educational requirements; to recommend the future
changes, structures, and priorities necessary for acomprehensive educational system"
(emphasis added; p. 2). In keeping with such an expansive exploratory scope, one of
the possible futures for Alberta proffered by Worth envisioned that
values attached to capitalism and notions of private ownership will
decline considerably. The strength of opposition to the capitalist system
will increase steadily over the next three decades ...The evolution of
needs toward higher levels of consciousness has already begun in
Alberta (in Bell, 1991:28).
Nothing could have been farther from reality during the decade immediately following
the release of the Worth report. While the heady days of 1970s' capitalism have since
passed, no one in Alberta would reasonably suggest that it has either been threatened
or suffered asignificant setback in the minds of most of the provincial citizenry. If
anything, the 1990s have witnessed not only government and state, but also electoral
reaffirmation and recommitment to this economic system. Rather than adecline in
"values attached to capitalism and notions of private ownership" (p. 28), the current
government is preoccupied with fostering apositive economic climate through massive
bureaucratic streamlining and de-regulation including the depoliticization or
privatization of large sectors of state accumulated activity. In 1994, this has been
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dubbed the Alberta Advantage (Klein, 1994). But in asense Worth also foreshadowed the
potential for such an economic and social turn.
In asecond-phase industrial society the need is recognized to abolish
poverty, change conditions underlying various social problems, and
provide the poor minority with adequate education and equal
opportunity. But it is considered uneconomical for private capital to do
this and effective government action is thwarted by paralysis induced by
conflicting interests. Even though people need contact with nature and
beauty, it is deemed uneconomical to design ahumane environment, to
provide money for aesthetics. Although the channels of mass
communication offer greater potential for public enlightenment, they are
used mainly to promote sales and develop afavourable image for
business and government interests. Somehow society is not serving the
interests of the individuals who make it up (Government of Alberta,
1972:33).
If Worth's comments did not capture the essence of mid and late 1970s Alberta society
amidst acapital glut, it has certainly done so in the present decade where rather than a
deluge of investment, the foregoing description reflects current attempts at its
restoration. Rather than acting upon the recommendations of the Worth Commission,
which included aseries of goals of education, Fennell (1985) reports that there was little
reaction to them by the government and hence no indication of any position taken on
such goals. Rather, Education Minister Hyndman stood up in the legislature and
offered atentative governmental endorsement of the report's goals claiming only
agreement in principle while at the same time refusing to be limited exclusively to those
set out by Worth (Alberta Hansard, March 30, 1973, p. 1536). Furthermore,
it was the first public indication that the Government was to take direct
interest in setting goals for education. However, Caucus rejected the
goals of the Worth Report as too generRli7ed, too liberal, disparaging of
the work ethic, lacking an ethical base, and inconsistent with a
Conservative Party educational philosophy influenced by the business
community (Fennell, 1985:78).
The period 1972-1975 which represented an economic shock to most advanced
capitalist economies offered adifferent kind of shock to Alberta. While provincial
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Figure 4.1—Annual Unemployment Rate Nationally
and Provincially (Alberta), 1972-75
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unemployment for 1972 and 1973 was similar to the national average, beginning in 1974
the two rates began aconsiderable divergence (Figure 4.1). Spurred by the 1974
industrial strategy of the Lougheed government (e.g., Lougheed, 1974) which included
inentives for petroleum exploration, pre-tax corporate profits increased 178% between
1972 and 1975 (in current dollars) which lead in part to adoubling of the provincial
GDP3'thereby also contributing to an expansion in provincial government revenues in
excess of 150% during the same period (Statistics Canada, 1988). Such abewildering
display of economic activity (and its generation of wealth) would soon find this
provincial state quickly by-pass reference as "respectfully prosperous" on its way to
becoming "vulgarly rich" (Thomas, 1980:40), asocietal situation captured by the lyrics
of Baerwald and Ricketts (1986):
Welcome, welcome to the boomtown
Pick ahabit, we got plenty to go around
Such an influx of revenue eventually lead in 1976 to the creation of the Alberta Heritage
Savings and Trust Fund (AHSTF), apool of long-term investment capital fed by the
government's embarrassment of riches (revenue in excess of expenditure) derived almost
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entirely from petroleum royalties. 32 The subsequent benefits to social policy sectors
such as education could also be witnessed in figures such as the 70% expansion in
current government expenditures (i.e., the provincial budget) from 1972 to 1975
(Statistics Canada, 1988) including a52% growth in Alberta's school jurisdiction
expenditures (Alberta Education, 1988a)..
Amidst such economic expansion, the government returned to the polls on
March 26, 1975. This time their majority was significantly increased (at dissolution they
held 49 of 75 seats), virtually eliminating any opposition as they won 69 seats with but
62% of the popular vote.

1976-1979
The re-election of the Conservatives had also witnessed the appointment of
another minister of education in Julian Koziak who took the opportunity of being
afforded his first portfolio to review the state's structure for curriculum policy-making
(Pennell, 1985). The Party's initial election platform of 1971 had included aplank
critical of the state bureaucracy, putting forth the view that
the civil service was running the Government and was out of touch with
the public .... The Government had concluded that the educational
community was too influential in the direction in which education was
moving. Educators were perceived to lack understanding of what the
needs of society were generally, and what the public demanded of public
education specifically (pp. 73,82).
Within such aview, opportunities for changes to education were perceived as
potentially fruitful for electorate support (p. 73).
The overwhelming nature of the Conservative victory left the Premier with the
problem of an extremely large caucus (and hence asignificant group of backbenchers)
and no opposition to speak of. In response he created caucus committees to correspond
to the various ministries and required each member to sit on at least one. In turn,
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ministers were expected to bring anumber of issues for discussion to those committees
so as not only to keep members apprised and possibly gain from their questions and
insights, but also to assist in the maintenance of caucus solidarity.
During 1976, the year following the government's first landslide re-election, the
Education Minister's Advisory Committee on Student Achievement (MACOSA) was
created "in response to [perceived] growing concerns expressed by the public at large,
government, labour, business, students and educators regarding the quality and
standards of basic education" (MACOSA, 1979:i). Justification appeared reinforced by a
study which claimed grade inflation since the termination of state (departmental)
exams in 1973 (MACOSA, 1977), afinding supported by asimilar study conducted in
Ontario, which had been the first province to cease diploma examinations back in 1968
(Sallot & Stead, 1978). This sense of impending educational decline was compounded
by the media exposure afforded the University of Calgary's decision to institute English
literacy exan1s33 for its undergraduates in 1976, adecision which appeared almost
reactionary in nature. 34 A practice that is still in effect today, the exams are currently a
tool employed primarily for those whose first language is not English.
With the view that the government held about the civil service, and buoyed by
the party's overwhelming electoral victory, it was decided that the goals of education
would be reviewed and to that end, the Throne Speech in the early spring of 1977
finally put the public on notice that the government would direct its attention toward
education as one of five priorities that year (Alberta Hansard, February 24, 1977). Later
the new minister of education rose in the legislature claiming aneed for the review
because of public uncertainty over the role of schools and their curricular content.
However, these generalities were given focus when the minister, after providing
members with ashort review of the social, economic and political influences upon
schooling, indicated that "the economic concern for productivity and the social concern
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for authority [were] continuing influences which [had to be] considered in the current
debate" (Alberta Hansard, 1977:1344). Later in the same legislative address Minister
Koziak posited
Do we educate for agrowing industrial economy in Alberta? Do we also
prepare for the risks of unemployment, economic recession, and
austerity that may be conèequences of discussions outside provincial
control? ... Do we expect schools to train for prevention of future
breakdown (p. 1345)?
He would also come to discuss four concerns he claimed futurists attended in
their research: "economic growth, democratic control, regional disparities and
meaningful life roles"

(p.

1345). That concern for the economy and its potential impact

upon society would appear as agovernmental preoccupation should not have been
surprising. "The new Government shifted the political emphases to economic growth
and development. Its leaders were predominantly urban in outlook with dose ties to
the business community" (Fennell, 1985:184)—they represented Richards and Pratt's
(1977) ascendant bourgeoisie. But with that ascendancy and desire for economic
development came the need for political consolidation, something which characterized
the period 1972 to 1978 by the PCs (Fennell, 1985). Inclusive of that consolidation, as
well as the necessity of occupying apotentially unwieldy caucus, was this
government's preference for having elected officials assume agreater role in policymaking

(p.

193). As Minister Koziak had remarked "the decisions [for future

education] were so important that they cannot be left to the educational establishment"
(Alberta Hansard, 1977:1345).
By 1978 the government had established arevised Goals of Schooling and
Education. Krawchenko (1984) argues that their establishment in fact served two
important items on the government's educational agenda:
1) to demonstrate to the public and to the educational administrators
and teachers that it was assuming political authority and asserting its
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leadership in needed educational change, and
2) to ensure, by means of the authority which is suggested by public
legislation, that curricular policy revisions would conform to very
clearly specified, delimited and publicly authorized goals leading to a
narrower, more traditional, competency-based program (p. 10).
For Premier Lougheed, the educational system seemed to lack guidance. Without the
goals, provincial education was beyond the control of the legislature, and in the process
left important decisions to educrats and those in the teaching profession. Given the
plethora of competing views within the field, this produced what he viewed as a
rudderless situation in asignificant social policy domain (Alberta Hansard, 1978:1189).
The year following the institution of the Goals of Schooling and Education, the
Minister's Advisory Council released astudy into the "attitudes of Alberta students
towards the world of work" (MACOSA, 1979a:i). It was felt that an examination of
student "attitudes toward earning aliving, perceptions about employee expectations,
perceptions about available opportunities, relevance of school preparation for
employment and characteristics of desirable jobs" was necessary (MACOSA, 1979a:iii).
Surveying asample of grade eight and eleven students, an analysis of the data
identified fifteen categories including diligence, laziness, job security, positive and
negative employer characteristics, money, ambition, attitudes toward unemployment
and general attitudes toward learning alanguage (p. iii). Concerned initially about the
impact of the liberalism of the 1960s and 1970s on the work ethic of Alberta's youth, the
minister's council concluded that the students sampled, in fact, "seemed to appreciate
the importance of hard work, they appeared to have afaith in the economic system's
ability to provide them with meaningful employment"

(p.

4). It was generally

concluded that any concerns regarding the decline in that ethic could be allayed—"the
work ethic is deeply entrenched in... these Alberta students"

(p.

7).

If the period 1972-1975 had seemed heady, the last half of the decade was
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similar. The provincial GDP and corporate pre-tax profits virtually doubled between
1975 and 1979 (the former having quadrupled since 1972, the latter having increased
more than five and ahalf times). While the national unemployment rate had averaged
7.5%, having risen to 8.3% during 1977, Alberta's rate was almost half that settling in at
3.9% by 1979. All of this found the provincial coffers awash with additional revenues—
having expanded 120% between 1975 and 1979—which translated directly into a
provincial budgetary growth of 80% for the same period. The 1979 provincial budget
represented atripling of its 1972 counterpart (Statistics Canada, 1988).

Figure 4.2—Annual Unemployment Rate Nationally
and Provincially (Alberta), 1976-79
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For public education (K-12) there, too, were benefits to be derived from the free
flow of capital. Grants from the state to school jurisdictions grew by 40% from 1975 to
1979 (Alberta Education, 1989) and when combined with additional local requisition,
contributed to an increase of 56% in total K-12 school jurisdiction expenditures for the
same period (Alberta Education, 1988a). The current per pupil expenditure in Alberta
rose steadily from $950 (1972) to $1451 (1975) to $2263 (1979), up 56% between 1975 and
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1979 and having more than doubled (139%) since 1972 (Alberta Education, 1988a).
Important to the discussion and comprehension of these figures, particularly
those pertaining to educational spending, are two factors—the impact of inflation upon
the real value of such seemingly large funding increases and an understanding of the
relationship between provincial state spending on education and local requisition
through residential and corporate property taxation. The period of post-OPEC oil price
increases were marked by asignificant and protracted increase in the cost of living. In
Canada, from 1973 to 1979 inflation averaged almost 9% per annum (Statistics Canada,
1984-91). A $100 basket of goods in 1973 had cost almost $183 by the end of 1979.
The funding of public education in Alberta had shifted from the practices of the
1950s and 1960s where the principal source was local revenues derived largely from
property taxes—"between 1950 and 1960, municipal and other local government
sources provided, on the average, 61 percent of the funds for public schools. The
provincial government...provided the additional 39 percent" (Alberta Education,
1988a:39). With the development of the School Foundation Program Fund (SFPF) in
1961 which instituted auniform property tax to replace most of the local property taxes,
the funding shares shifted. The provincial state's contribution rose to 92% (though this
is deceptive as local requisition had simply been taken over by the state and
incorporated). However, in 1974-75 residential and farm property was removed from
the SFPF and the next year this state's:share of educational funding dropped to 79%
with the local school jurisdictions responsible, through local taxation once again, for the
remaining 21% (Alberta Education, 1988a). Important to this is the understanding that
the provincial contribution came from general revenues and so was, like all state
expenditures, generally susceptible to the vagaries of capital accumulation. What this
has contributed to is asteady decline in the provincial share of educational funding
from its 79% in 1975 to approximately 71% in 1979 (arid on its way to 61% for the year
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1989-90) (Alberta Education, 1989) despite the level of wealth generation from 1975 to
1979. Even still, between 1975 and 1982, school board spending rose at an annual
average rate of 15% (in current dollars) or 4.5% (in constant 1987 dollars). 35 However
one chooses to examine educational funding, the point to be made here is that it
climbed steadily, outstripping inflation, and in the process (presumably as an
unintended outcome), served to reinforce societal belief each year in the continuing
right to the maintenance, even expansion, of educational services. The upsh.ot of this
for the educational state apparatus was abudget which experienced fiscal
acceleration—Brittan's (in Wolfe, 1977) systemic upward bias to expectations.
In 1979 the PCs won their third election and Premier Lougheed appointed his
third education minister, David King, aself-appointed political theorist of the party
who appeared to embark upon acampaign to personally impact the province's
education system. 36 The PCs' second overwhelming majority (a second landslide
taking 74 of 79 seats) combined with the perceived resistance of the educational
establishment to many of the minister's initiatives found him adopting an increasingly
arrogant and antagonistic (i.e., authoritarian) stance on policy issues. 37 The result was
often acrimonious public relations between himself and provincial educators
particularly their organization, the Alberta Teachers' Association (ATA). The situation
was exacerbated when little over ayear into his appointment, late in the spring of 1980,
the Calgary Public teachers local of the ATA, the largest teacher bargaining unit in the
provincial state, went on strike remaining out until early September and in the process
had foregone year end student exams and report cards much to the distress of the
public. 38 It took the promise of an inquiry to convince them to return to work.
The first and most significant recommendation of the subsequent Kratzmann
Report (Alberta Labour, 1980) was referred to as 20/20—that was, 20 students per
classroom and 20 instructional hours per teacher per week. While the education
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minister was publicly amenable to most of the recommendations, the 20/20 option was
clearly not one of them. The fiscal ramifications of the state hiring an additional 4,600
provincial teachers to the tune of $150 million over athree year period (Alberta Labour,
1980) was apparently perceived as untenable in apost-NEP environment (this latter
development will be discussed below). And as we shall witness, in aseemingly utter
contradiction with the minister's refusal to endorse the 20/20 recommendation, the.
budget for this state apparatus nonetheless jumped 40% between 1980 and 1982 alone.
The politics of concession, the appearance of giving in to teachers on their crucial
demands (demands which the Kratzmann report supported), was, perhaps, politically
unpalatable, especially where the premier and many in the caucus perceived educators
as already too powerful, but the long-term impact of an additional 4,600 professionals
on the state payroll (including matching pension funds directly from government
coffers) may well have been the financial straw that broke the camel's back.39

STRENGTH IN ADVERSITY-ALBERTA IN THE 1980s

Economic Environment of Educational Reform: 1980-1983
The late 1970s were witness to educational initiatives and debates that laid the
groundwork for the next decade, but were still of secondary concern to agovernment
preoccupied by oil-driven accelerated accumulation and the concomitant economic
policy required to maximize its benefit. But the economic bubble developed a
protracted leak on October 28, 1980 with the release of afederal government's budget of
which the National Energy Program (NEP) was acomponent. Energy, and in particular
domestic energy pricing, was within the purview of federal policy. Deemed an intrusive
federal energy policy (by both the private sector and energy-producing provinces, i.e.,
Alberta, British Columbia, Saskatchewan) that not only reordered federal-provincial
taxation of the petroleum industry but also politicized or socialized part of it through
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preferential treatment of Canadian petroleum firms, the policy contributed to the
accelerated abatement of exploration and the retraction of private foreign capital from
the oil patch.4°Alberta began its protracted slide into the recessionary effects already
initiated elsewhere. The accumulation crisis of the early 1980s contributed4'to the
eventual decision to renew the provincial industrial strategy, astrategy that began to
find an increasingly articulated role for education and one that perceived apositive
correlation between future prosperity and the skill and attitude development of young
Albertans.
The earlier interventionist industrial policy of the Alberta state (i.e., Lougheed,
1974) had reflected and contributed to the province's economic growth (as discerned
from being the impetus for said growth). Social policy benefits were clearly attributable
in part to asuccessful accumulation process within predominantly petroleum and
petroleum-related industries (i.e., satellite or secondary) as well as petroleumdependent industries (i.e., services, and so forth). The state had not only assisted by
setting the climate for accumulation, it was also an active economic actor. The result was
aprovincial GDP that averaged an annual increase of 22% between 1972 and 1980
(almost 13% after inflation).

The impact upon the state labour market had also been

evident. Furthermore, commencing in 1975 the province had the lowest personal
income tax rate in the country and by 1977 only one other province had alower
corporate tax rate.
The 1980 provincial budget address announced that "taxes, primarily personal
and corporate income taxes, produced less than 20% of total [government] revenue"
compared to an average of 53.6% for the other provinces (Alberta Mansard, 1980:214).
Accelerated accumulation and commodity relationships were being experienced.
However, along with this came inflation. By 1980 it was 10.2% and the following year
had crept up to 12.5%. The pace of economic activity combined with the inflationary
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pressure had had its effect upon the government's budget, too, as total (current)
provincial state expenditures had grown by 349% from 1972 to 1980 (in current
dollars)—a $1.4 billion budget had been transformed into $5.2 billion (see Figure 4.3). It

Figure 4.3—Total Provincial Budget, Selected Years (billion $)
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was just such an expansion of this welfare state's budget relative to ableaker economic
outlook elsewhere in the country that was afactor in the provincial government's 1980
decision to introduce arestraint policy on public sector wages (Alberta Hansard,
1980:208). That year the provincial budget also saw nearly $3 billion of the $5.2 billion
being consumed by education, health and social services

(p.

208) (see Figure 4.3). The

$210 million directed toward education in 1971 in instructional grants had become $787
million nine years later

(p.

210) (see Figure 4.5).

The slowdown in corporate accumulation had been noted by Premier Lougheed
in the legislature aweek before the federal government brought in the National Energy
Program (Alberta Hansard, 1980:1141). The impact of the decline in national
accumulation also translated into asteady increase in unemployment nationally (15+
years), rising from 7.8% in November 1981 to 12.5% by October of 1982. The economic

268

Figure 4.4—Annual Unemployment Rate Nationally
and Provincially (Alberta), 1980-84
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outlook in Alberta was not quite as severe, but the continued dysfunctioning of the
labour market turned an average provincial unemployment rate of approximately 4%
for 1980 and 1981 into 8.3% by July 1982, and then climbed another 3.4% to 11.7% inside
of 9months (i.e., March 1983) (see Figure 4.4). In just over fifteen months,

Figure 4.5—Annual Budget Alberta Education (K-12),
Selected Years (million $)
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unemployment in Alberta had essentially tripled. Furthermore, the heady days of
double-digit growth in provincial productivity (i.e., GDP) had been supplanted by
nominal gains and then losses once inflation had been factored in (e.g., 3.2%,1981;
—4.9%, 1982; —1.2%,1983). But, while productivity and accumulation were in relative
decline, the expenditures of this welfare state were not. Current state expenditures on
goods and services showed amarked increase from $5.2 billion to $8.5 billion (63.5%)
between 1980 and 1983 (see Figure 4.3). Funding for K-12 education jumped from $746
million to $1.04 billion between 1980 and 1982 alone, an increase of nearly 40% in two
years (see Figure 4.5). It was not surprising then that in such aclimate state officialdom
recommended the restructuring of the education apparatus in 1982, and that one of the
first tasks of the new deputy minister was an overhaul of public school funding (Bohac,
1989). The .new deputy minister claimed to have been brought into the department to
change the educational system to make the system more productive for the students
and in the process create productive and responsible citizens (Bosetti, R., 1991). He was
to later claim perception of anew world paradigm driven by economic global trade
thereby acknowledging that social and economic policy were, in fact, in asymbiotic
relationship and thus the social and the economic spheres needed to be brought closer
together to allow for greater opportunity in the conduct of business (Bosetti, R., 1991).
Signs of concern about the spending growth of the state educational apparatus (as well
as school boards through local requisition) had been raised by Education Minister Dave
King in the legislature as early as April 1980 when he commented that the future
delivery of educational services would "require ... much more imagination rather than
money" (Alberta Hansard, 1980:327).
While budgetary expansion of all social policy programs was an obvious
concern, paramount to this State was the success of the commodity-exchange
relationship (both capital investment and wage-labour) upon which funding for the
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enactment of governmental policy was ultimately dependent. With that commodity
relationship in crisis and the long term prognosis seeming tentative, there was
substantial incentive for this State to engage in abroad review of policy with the
expressed intent of assisting in the resumption of that accumulation process. This
would involve not only the pivotal economic portfolios of Energy and Natural
Resources as well as Economic Development, but also Manpower and Education,
among others.
Throughout 1982 as the economy continued in the grips of arecession with the
concomitant decline in major economic indicators and increased youth alienation from
the labour market, public comments by Premier Lougheed and Education Minister
King began to display an increasing concern for the role of schools and the perceived
lack of student skill levels relative to the market place. While the provincial rate of
unemployment averaged 7.7% for 1982 (Statistics Canada, 1992), the 15-19 year old age
group were experiencing levels of 15.4% (Alberta Education, 1989:13). In the legislature
the education minister commented upon the impact that the crisis was likely to have
upon the schools.
Ibelieve very strongly that this community is in the midst of change that
is likely to be profound .... Changes in demographics, technology, the
economy and in the values of the community, are going to effect change
in the community generally. ... The school is not going to be isolated from
that. The school cannot continue into the future as if has operated in the
past ... the community that is without the will to recognize change, is
without the will to survive (Alberta Hansard, 1982:422).
The minister had begun to publicly express his views about impending changes. What
form they might take and the extent to which the educational system would be
impacted remained to be seen. In addition, it had also been brought to his attention
that Calgary high schools were behind some of their Vancouver counterparts in terms of
the availability of technological training (i.e., computers). In partisan fashion, he seized
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upon the opportunity to read into the situation industry's assessment of the former
city's public school system.
It is afact that as recently as last year, oil companies in Calgary were
hiring high school graduates from Vancouver, British Columbia, because
those graduates had some access to computer education in high school,
which was not available to the graduates of Calgary's high schools ... they
[petroleum executives] are not satisfied with what the students are
learning in Alberta's schools (p. 444).
For his part, the premier expressed dismay that so much of the debate on
education in Alberta had focussed of late upon monetary issues and particularly the
funding of the province's school system. With unemployment generally and youth
unemployment in particular becoming amajor concern, he felt attention needed to be
redirected toward curricular content and its relationship to job training. This was the
message he addressed to the Educational Futures Conference held in Edmonton in the
fall of 1982.
Iam disappointed ...with the extent to which... how little focus [of
educational debate] is placed on content for future challenges .... [On the
15th May, 1978] the Legislative Assembly of Alberta adopted the basic
goals of education ... The purpose of these goals are first of all to identify
the distinctive role of. schools and their contribution to the total
education of youth ....Ibelieve that we are going to have an even more
skilled society.... Iam not suggesting that the whole nature of education
has to be directed entirely to career-orientation, but Ido think that we are
going to see an era where there will be ahigher degree of frustration
with our system if we are not responding to the skill demands and the
market demands upon those who come through our school system and
want to make their way in the world (Lougheed, 1982:2,7).
For Lougheed there appeared little uncertainty as to the potential role that education
could play not only in helping to alleviate the present situation, but also in preparing
the way for future labour market activity and thereby enhancing the prospects for the
entire society (through the derivatives of accumulation).
Our competitive position in the world is going to force Canadians to
work longer hours ... and we will have to improve our productivity.... I
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believe [students and parents] will expect even more from the educators
and schools to prepare them for the market place and at the same time
provide them will an overall basic education (Lougheed, 1982:8).
Interestingly, though, after adecade of major expansive economic activity and all the
financial and material benefits that accompanied such activity (not ignoring the social
costs), Lougheed then remarked "I also believe that we will see aperhaps less
materialisticworld" (Lougheed, 1982:9). As helmsman of provincial ship of state
sailing the winds of petrodollars, one wonders if such aremark had simply reflected a
philosophical pondering or was, in fact, intended as aliteral comment upon the
economic state of things to come. Its similarity to Walter Worth's comments on -the
decline of capitalism in Alberta found in the report A Choice of Futures (Government of
Alberta, 1972) adecade earlier and which Lougheed dismissed is not lost on this author.
In late fall of 1982, Lougheed called an early election (he still had 12 to 24
months left in his mandate). In the end, the Conservatives actually increased their
stranglehold on the legislature with an additional seat (75 of 79).43
As Alberta entered 1983, the fiscal crisis continued to deepen. Not only were
economic indicators weak, but the social costs of the 'boom and bust' cycle were
beginning to take its toll. The divorce rate was on its way to becoming Canada's
highest as was single-parent families (Government of Alberta, 1989). The welfare
caseload had begun to increase significantly leading to major increases in the Social.
Services ministry budget.
During the spring of 1983, Education Minister Dave King announced a5%
budget increase in operational grants to school jurisdictions. This represented 1% less
than inflation. His intent was clear.
This year's increase (of 5% in operational grants for basic education)
reflects the government's determination to reduce the rate of growth of
government expenditures and hence reduce our deficits (News Release
#1; January 14, 1983) (in Krawchenko, 1984:46)
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He also advised that the provincial education system would be undergoing a
reassessment of its quality. Among other things the fiscal circumstances of the ministry,
as an extension of the fiscal realities of the entire State administration, necessitated areexamination of educational funding, aprocess initiated in November 1982. But an
editorial in the Calgary Herald questioned his publicly expressed motives.
His [King] clear warning that boards must re-examine their spending
priorities,...may be areflection of the government's desire to cut back on
all spending in light of current economics just as much as agenuine
concern over the quality of education (Schools facing review, 1983:A4).
Still, the minister had recognized that for reasons of legitimacy as well as fiscal
prudence amidst stagnant accumulation, action was called for. He proceeded to outline
his department's intent and its potential contribution to the subsidence of the recession.
Our hope is for revitalization .... The way out of these economic circumstances
will be found by discipline and new initiatives ... Ilook forward to
qualitative improvements. These improvements will be effected in two
ways: first, by emphasizing accountability and evaluation; second, by the
extension and improvement of existing services (emphasis added,
Alberta Hansard, 1983:606-607).
But he also took it upon himself to pass comment about the perceived causes of the
recession. Apart from typical statements pertaining to structural change, he also
appeared to lay blame upon the citizenry and their unreasonable expectations—"we are
living beyond our means. We have unreasonable expectations. Most important, we
have deluded ourselves into believing that we need everything we want" (Alberta
Hansard, 1983:606). It was as though King was arguing that the recession was of their
making, neglecting, of course, that the Alberta state had been amajor interventionist
force in the economy spurring on capital in their provincial accumulation. Albertans
had only come to expect what the government had assisted them in acquiring, and of
course, the latter appeared willing to provide it while it was both politically expedient
and affordable.
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The Education-Economy Linkage
The fiscal crisis faced by Alberta had prompted ageneral re-examination of this
state's economy. The subsequent report was also the first economic document to
comment upon education's potential role in provincial economic renewal. Alberta in
Canada: Strength in Adversity (Government of Alberta, 1983) represented this
provincial state's submission to the federal Royal Commission on Economic Union and
Development Prospects (Government of Canada, 1984ab, 1985). The report reiterated
the importance of the private sector as the engine of economic growth, stated that social
needs could not "be met unless the economy [was] strong and vibrant" (Government of
Alberta, 1983:11) and that consequently, there was arole for governments to play that
included "responsibilities for balancing economic and social objectives" (p. 74). But of
particular interest was the appearance of acorollary to such balancing, acorollary
whose implicit nature questioned the reciprocity of economic and social objectives. "It
is encumbent upon governments to resolve any conflicts between the operation of the
economy and the pursuit of social goals in amanner which enhances rather than disrupts
economic growth" (emphasis added; p. 20). And so the government perceived no
contradiction in claiming that "economic and social goals go hand-in-hand" (p. 20)—as
long as one understood the relationship between these two policy domains. To that
end, the government called for policy to enhance the human capital aspect of the
economic sector. "Efforts ... [are necessary] to improve the capability of our young
people to compete in the dynamic world market of the next decade ... to acquire new
technical skills to meet the changing needs of the market place" (p. 16). With the
importance being attributed to the private sector as the driving force behind economic
growth and thus social benefits, an argument was made for "recognizing the necessity
of askilled and adaptable labour force for [that] economic growth"

(p.

58).

During the fall of 1983, the second and worst year of the recession for Alberta,

275
the need to legitimate the State's performance arose. Lougheed had been successful at
the polls in 1982 prior to the significant worsening of provincial unemployment. But
now he would not only claim public understanding of the plight of the State while
reminding Albertans about the constraints upon governments in such circumstances,
but also appeared to lecture them, in aseemingly patriarchal manner, that while there
would be continued labour market dysfunctioning, there was still much to be grateful
for in the province. Part of those comments, too, were directed toward the idea of
increased individual responsibility for personal circumstances including economic.
Isee too, in terms of the mood of Albertans, the beginning of the
reduction of expectations of what governments can do ... As well, we've
seen astart on the need for greater self-reliance in this province: that we
live in avery competitive world, that productivity pays off, and that it is
askilled society we're involved in ... Perhaps we should ignore the petty
bickering and appreciate just how much we have, both in freedoms and
in economic opportunity..
[T]here's likely to be an overhang in unemployment of significant
proportions in this province ... We oppose the view that government can
artificially cure this situation. The permanent jobs, the lasting jobs, will
come from the private sector. There are some special ways in which the
government cart respond, but only in aspecial way and not overall...
We are still and will remain aprovince of doers and not knockers. That's the
overwhelming position of the province of Alberta and its people
(emphasis added; Alberta Hansard, 1983:1361,1364).
Being athird generation Albertan, the premier had developed apenchant throughout
his political tenure for speaking authoritatively on behalf of all Albertans, apractice
which subsequent premiers would continue (i.e., Getty, Klein).
After the release of Alberta in Canada (Government of Alberta, 1983), the
government then chose to re-examine its provincial industrial strategy. Lougheed
indicated that the multiple effects of the fiscal crisis had precipitated such areview.
We came to the conclusion ... that for these and other reasons—the market
changes, the technological developments, the other factors involved—it
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was an appropriate time for us to reassess Alberta's economic strategy, to
take stock of our accomplishments, our setbacks, the changes that have
occurred, the opportunities involved, the competitive position of the
province for the balance of the `80s (Alberta Hansard, 1983:1369).
The forthcoming industrial review (Government of Alberta, 1984), like Alberta in Canada
before it, would also envision aplace for education in assisting the province's economic
sphere and hence competitiveness in the marketplace. In fact, Lougheed expressed
concern for the state of the industrial sector's competitiveness, and education was seen
as one of many vehicles for overcoming that concern. As such, he noted education
would become one economic priority for his new industrial strategy.
Ibelieve the long-term future of... Alberta ... is afuture that will involve
our being competitive in the world market place. Our educational
process, our whole attitude, must be related to Alberta ...competing in
that world market place. I'm troubled by our ability to compete .... Ithink
we .are looked upon by those in many other countries of theworld as
simply coasting and living off our capital. We're into areal, worldwide
competitive challenge, and we'd better measure up to it....
A fourth priority is ... to improve the quality of our educational skills, our
capacity to compete in the world market place (Alberta Hansard,
1983:1370).
And yet as the new year approached and the premier conducted his traditional year
end media interview, the announcement of amajor review of secondary education for
1984 caught many by surprise. With unemployment in Calgary and Edmonton running
at just over 12%, and the latter city's situation worsening (see Figure 4.6), as well as the
succession of comments Lougheed had made since the onset of the recession pertaining
to education's potential in helping to resume the accumulation process through both
entrepreneurial training and skill upgraded workers, it probably should have been
anticipated.
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Figure 4.6—Annual Unemployment Rates, 1975-1984
Nationally and Municipally (Ca1gary, Edmonton)
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Notes
1. The federal Liberal party formed the government almost continuously from the late
1930s until 1984 including in aminority capacity. The Conservatives only gained
power from 1958 to 1963 and then again for less than ayear in 1979. See also
footnote 9this chapter.
2. Interest on government debt also increased significantly during this period helping
to draw off fiscal resources.
3. One of the difficulties this writer has had in attempting to comprehend concern over
corporate profitability and from that the need to then restructure government
programs to spur further accumulation is what constitutes afair or adequate rate of
return on investment in the private sector. At what point is agiven level of profit
inadequate for agiven business? While macro level financial data from government
documents conceals the lack of profitability of many companies, one cannot help but
consider the bigger picture since that is precisely what national or provincial
economies are about. In the case of Canada, we find that from 1976 to 1980
corporate profits before taxes for all industries rose cumulatively from $20.9 billion
to $39.8 billion (Patterson, 1990:29). This was nearly a100% increase within 4to 5
years. Even with inflation factored in for this period, it constituted an increase in
excess of 60% or 15% per year. And even after taxes and dividends it was up over
70% (Patterson, 1990). The year 1981 marked the first year of decline in profitability,
returning to 1976 levels, and it was not until 1982 that after taxes and dividends the
Canadian corporate sector lost $1.1 billion, aseemingly insignificant sum for a
national economy, even one as small as Canada's. But nevertheless it may well have
been the appearance of atrend (2 years in decline) that found the federal
government constituting amajor economic Royal Commission for reasons of selfinterest as well as corporate health. Had they not acted, the likelihood of
disinvestment may well have been possible thereby exacerbating aworsening
situation (i.e., movement of capital out of the country). In this sense, the
Commission seemed an act of legitimacy (the appearance of tending to aproblem)
which in the final analysis amounted inevitably to asking business what they wanted.
4. In Canada, such commissions usually represent aprotracted (i.e., 2-4 years) and
detailed examination of agiven issue through extensive public forums across the
country , public submissions and government funded research studies. The
subsequent commission report(s) is frequently voluminous with tens if not hundreds
of recommendations none of which the government is bound to heed. This Royal
Commission certainly lived up to the reputation of its namesakes.
5. There was no Progressive Conservative (PC) party in British Columbia. That role
was filled by the Social Credit party which had been the dominant party since WW
II. Like British Columbia, Alberta, too, had aSocial Credit party which ruled
continuously from 1935 to 1971.
6. There will always be debate about provincial elections reflecting anything more than
their regional realities and the potential folly of extrapolating beyond such,
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especially in this case since Manitoba's provincial election five months earlier had
produced ademocratic socialist majority government (34-23 seats), dispensing with
an incumbent PC government. Nevertheless, the Saskatchewan electorate did not
simply reduce ademocratic socialist government's standing (44-17 seats at
dissolution), it routed them (57-7 seats) in favour of acentre-right party and in the
process dispensed with aprovincial leader that Canada's national newspaper
described as having "a reputation as the senior statesman among Canada's premiers,
aman respected in the recent constitutional debate by both Ottawa and his
provincial colleagues" (Saskatchewan's Ballot, 1982:6)
7. Mulroney had been the President and CEO of the Iron Ore Co. of Canada, amajor
company in the mining sector at one point.
8. Canada's financial district in Toronto, Ontario (i.e., major stock exchange, corporate
head offices including banks, insurance companies and so forth).
9. Gibbins (1988) remarks that "the event was significant not only because of the
magnitude of the Conservative win, but also because of the rarity with which
governments change hands in Canada. In the fifty years preceding the 1984
election,...the Liberal party held national office for all but seven years, winning
eleven of 15 general elections" (p. 322).
10. It must also be noted that the federal Conservatives under Kim Campbell, who
replaced retiring PM Brian Mulroney in 1993, had the dubious honour of setting a
second political record with the fall election of 1993 when they went from forming
the government with 169 seats at dissolution to near obliteration retaining but two
seats in the House of Commons. This was less Campbell'sfault than the fallout
from 9years of federal Tory rule, though Campbell's campaign also bordered on
the incompetent.
11. When the federal government does find itself passing comment on a
constitutionally assigned provincial jurisdiction, particularly education, provinces
are often quick to respond publicly to the trespass as was the case with the Quebec
legislature's immediate passing of amotion (85 -0) to reaffirm its authority over
education after the federal announcement in the 1991 budget of aperceived need
for national educational standards /curricula. One might also reasonably argue .that
Quebec is more sensitive to intrusions into this particular policy domain for
cultural reasons (being the only French speaking state in North and South
America).
12. As part of the repatriation of Canada's constitution from England in 1982, the
British North America Act of 1867 was renamed post facto the Constitution Act,
1867. The new constitution embodied in the Constitution Act, 1982 contains an
additional Charter of Rights as well as other provincially agreed to provisions.
Quebec is the only province who is not currently asignatory to this repatriated
constitution.
13. While the Yukon and the NorthWest Territories have their own Departments of
Education,. both employ existing provincial curricula in their elementary and
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secondary schools (i.e., Yukon
BC's; NWT
Alberta's) while augmenting it to
accommodate their cultural and linguistic differences (i.e., adominant aboriginal
population). Neither have atertiary educational system per se.
-

-

14. In the late nineteenth century, Alberta's territorial superintendent of education was
an ex-Ontario senior provincial educational bureaucrat.
15. An example of local gains being used as potential leverage in other provinces is the
case of young, male Sikh students wearing ceremonial daggers to school as part of
their religious attire. Upon parental request to forbid such, during aperiod of
perceived increase in school violence, both the Calgary (Alberta) Public and Metro
Toronto (Ontario) School Boards debated their wearing. With the Toronto board
having initiated discussions sooner, Calgary, while engaging debate, still awaited
the formers outcome before making policy, realizing that on such apublic issue
precedence could hold sway, especially where alegal challenge might ensue.
16. If the 1992 membership was at all reflective of the ECC's his
torical membership, it
was dominated by private sector CEOs and presidents with labour having but a
few representatives comparatively.
17. In contrast to all the comparisons over the years between the work habits of
Canadians and beavers, it has also been reported that Canadian author Margaret
Atwood remarked that when beavers are under stress, they have been known to
mutilate their genitalia (CBC Morningside, July 13, 1995).
18. Livingstone, D. W. and D. J. Hart. (1981). Public Attitudes Toward Education in
Ontario, 1980: Third OISE Survey. Toronto: OISE.
19. An earlier national Gallup poll in 1973 (Gallup Poll, 1978: A2) had also indicated a
51 per cent satisfaction rate, but five years later that support had slipped to 34 per
cent, though the regional breakdown pegged Ontario's satisfaction rate at 36 per
cent at the time (p. A2). This latter polling had followed a1977 Ontario education
ministry survey which indicated that amajority of the students and taxpayers
questioned viewed writing and reading skills as having deteriorated (Stead, 1977:
5). And in 1979, apoll conducted for the Canadian Education Association (CEA)
had produced conflicting results. Designed as astudy to assess public perceptions
of current education compared to their recollection of their own schooling
experiences, at best aquestionable premise for asurvey, the regional analysis found
Ontarians split on the improvement or worsening of educational standards, that
student preparation for life after school had generally worsened, that curriculum
had improved, but in light of these confounding results, 62.3 per cent gave their
local school agrade of A or B (CEA, 1979:15,19,27,33).
20. In fact, the development of the Ontario educational system in the late 1960s and
early 1970s was the foundation of William (Bill) Davis' ascendancy to the party
leadership and provincial premiership.
21. In fact, this latter situation only served to precipitate yet another review of labour
market skills (i.e., Ontario Premier's Council, 1990).
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22. While espousing free enterprise and the importance of the hidden hand of the market,
Alberta governments over the past 20 years have not hesitated to invest large sums
of public capital in energy-related projects (e.g., Syncrude, Lloydminster Husky
Upgrader) as well as bailout private enterprise in financial difficulty (e.g., MagCan,
NovaTel, Principal Group). The rhetoric of the government is often inconsistent
with its interventionist actions. These latter two enterprise bailouts cost the Alberta
government over $1.5 billion during the 1990s alone.
23. During the Lougheed goverrment's second term (1975-1979) and in violation of a
1971 election promise, "Lougheed withdrew the right to strike from all provincial
civil servants, passed legislation giving the cabinet unprecedented power to end
strikes without reference to the legislature, imposed wage controls and publicly
blamed labour for inflation" (Johnson, 1977:36).
In 1984 during the post-recession period and under pressure from the construction
industry for assistance in the curtailment of rising labour costs (i.e., the oil boom
years, 1973-80, were witness to high wage settlements), the Alberta Conservative
government introduced legislation (i.e., Bill 110) to amend the Labour Act which
would allow companies whose employee contracts had expired to lock out unions
for 25 hours and then bring in non-union contractors. Labour Minister Ernie Isley
finally withdrew it after intense lobbying by labour, editorial rebuke, and the
expressed concerns of the wider business community about it being potentially
destabilizing. However, the continued tolerance of the practice was permitted by
the government.
24. In 1995, the Conservative government of Alberta legislated the upper limit
(percentage) of school jurisdictions' budgets assigned to administration.
25. In 1941 approximately half of the population of Alberta lived on farms, but by 1971
that number had been reduced to less than 20 per cent (Pratt, 1984).
26. William Thorsell, currently editor-in-chief of the Globe and Mail, relates astory
about Lougheed showing up uninvited to an editorial board meeting of the
Edmonton Journal (where ThoTsell was then editor) shortly after his election to the
premiership, wanting to sit in and partake in editorial policy-making.
27. The elections of 1975,1979 and 1982 were won by the Conservatives in alandslide
averaging over 60 per cent of the popular vote which converted to over 90 per cent
of the legislative seats. For nearly seven years, there were only 4or 5opposition
members compared to 70 plus members on the government side.
28. "Peter Lougheed's... grandfather was Senator James Lougheed, the lawyerspeculator.... Like his grandfather, Peter Lougheed became alawyer, educated first
at the University of Alberta [LLB] and then at Harvard [MBA].... [He] started his
business career with the Mannix Corporation of Calgary, apetroleum and
construction giant. He left their employ in 1962, set up aprivate law practice in
Calgary, then took over leadership of the moribund provincial Conservative Party
in 1965" (Stenson, 1994:47).
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29. The term diversification would come to haunt Lougheed. He would later claim that
he envisioned it as diversifying the petroleum and related industries while most of
the electorate took it to mean diversifying the entire economy thus making Alberta
less dependent upon oil, not more (e.g., see Shaffer, 1984).
30. Since the Lougheed Conservatives came to power on awave of young, urban
support and Alberta was the last province still employing such exams, there was
considerable pressure from the educational profession and others to abolish them.
Faced with such adecision early in its first mandate and the premier preoccupied
with economic and national constitutional matters, the government concurred.
31. For comparative purposes, most of the industrialized world is looking at a2to 3.5%
increase in national GDPs for 1995 and 1996.
32. The AHSTF was initially intended as arainy day fund after the boom was over and
the petroleum fields were exhausted. Its source was 30% of annual government
petroleum royalties plus yearly interest accumulated on the investments. The
government initially seeded the fund with $1.5 billion, an amount which has never
been spent in any given year on the entire cost of K-12 education within this
province of 2.3 million people. With the economy in decline in the early 1980s, the
Conservatives would first reduce to 15%, then eliminate the fund's source of
revenue, eventually redirecting even the AHSTF's interest on investments into the
government's general revenues.
33. This policy currently requires all undergraduates to demonstrate proficiency in
English literacy within 12 months of their initial registration. Exemptions include
passing an undergraduate English cours
eat the university or receiving amark of 75
or greater on the high school English diploma exam (1994 Undergraduate Calendar,
University of Calgary, pp. 58-59).
34. University curriculum representatives from both Calgary and Edmonton have
responded in alike-minded fashion nearly 15 years later to amove by the Ministry
of Education during the early 1990s to institute aprogram of Science 10-20-30 in
place of the traditional high school subjects of biology, chemistry and physics. Like
David Suzuki, aCanadian scientist (academic) and host of apopular and long
running science-oriented television programme, the ministry argued that ageneral
science education for all high school students was called for as but one means for
improving the general scientific literacy of society. The university representatives'
response was swift, decrying aconsequent dummying down of science in Alberta
high schools, that science-based programs at the post-secondary level would have
to train incoming students who would be deficient in the requisite scientific
knowledge. The government relented, choosing instead to run both programs
concurrently. Some in the scientific academic community have now publicly
commented that the academic community's response was an over-reaction and that
the original plan, in fact, had merit. Beneath the surface claim of concern for
student preparedness for scientific study may well lie greater concern for
preserving atraditional way of academic study as well as the potential for areexamination and re-development (restructuring) of current scientific content and
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instructional practices within Alberta's post-secondary institutions. The University
of Calgary is currently conducting astudy into undergraduate chemistry programs,
particularly the introductory 200 level course (Donaldson & Dixon, 1993). Concern
has been expressed over the large number of students who enrol in Chemistry 200
but the limited number who actually go on to major or even minor in Chemistry.
35. Inflation having been factored into the latter figure.
36. King had been Lougheed's Principal Secretary for anumber of years.
37. A case in point was the reintroduction of state examinations. Choosing to ignore
his own advisory committee's recommendation to not reinstate them (MACOSA,
1979), King set out at first in 1982 to make them optional and then finally in late
1983 mandated their use, with the ATA fighting the minister every step of the way.
The exams were mandated because the ATA refused on philosophical grounds to
endorse even their optional use and recommended that their membership and the
student body avoid doing so. The minister also floated trial balloons on such issues
as splitting the ATM professional and negotiating functions into two separate
organizations. However, he did create an organization (i.e., COATS) with Ministryappointed membership (including the ATA) to confer on matters such as teacher
decertification, previously an ATA domain with recommendation to the Minister.
On the matter of the latter, King circumvented the ATA executive and went directly
to the membership via mailout when the former refused to participate in protest.
38. While public servants were no longer permitted to strike in Alberta, teachers were
excluded from such legislation.
39. Unlike some jurisdictions where matching teacher pension contributions by the
state are made at the time of the initial employee contribution, Alberta policy as of
1981 was to contribute the state's share at the time of payout thereby affording the
government an opportunity to employ the necessary capital for other means: What
this produced by 1991 was acapital shortfall for the entire civil servant pension
plan including teachers. The government was unable to meet its obligation. The
Conservative government, in turn, negotiated increased contributions from
employees as ameans of tending to the problem.
40. Intrusive because while energy is under provincial jurisdiction as owner of any subsurface mineral rights, the federal involvement commences when petroleum moves
into the realm of interprovincial trade (sec. 109, Constitution Act 1867). Also,
Canada's petroleum industry was not its own. It was heavily dominated by the
Seven Sisters (i.e., the world's seven largest petroleum companies) and subsequent
federal attempts to reduce that domination as well as control domestic petroleum
prices lead to afederal-provincial conflict while contributing, perhaps even
exacerbating, amajor economic downturn in Alberta.
41. While budgets are inherently economic in nature, their policy roots are obviously
political and invariably have an implicit social objective. In the case of the 1980
federal budget, it may be reasonably argued that the energy provisions were, in
part, driven by asense of economic nationalism and the desire by the Canadian
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government to wrestle control of an unquestionably important sector away from
foreign dominance.
42. This is abit misleading as the provincial GDP had increased over 40% in 1974 alone,
the year after the OPEC oil embargo. Otherwise, the annual average ranged about
18% (not adjusted for inflation). GDP in 1972 was $11.2 billion. By 1980 it had risen
$43.1 billion (in current dollars).
43. The result of the election was never in doubt and to ensure the electorate's support,
Lougheed offered up amortgage interest relief plan whereby the government
would pay any private mortgage interest on less than $100,000 that exceeded 14%
but remained below 20% (needless to say mortgage rates were extremely high at
this time). It was claimed that the plan would cost $400 million during atime of
impending government fiscal restraint. Curiously, it was also argued, not by the
Conservatives, that the amount brought into the provincial coffers as aresult of a
subsequent increase in the provincial income tax rate equalled the cost of the new
mortgage relief program.
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Chapter 5
THE REVIEW AND ANALYSIS
OF SECONDARY EDUCATION, 1984-85

INTRODUCTION

During the period from 1980 to 1985, anumber of Canadian provinces
undertook, with varying degrees of scrutiny, are-assessment of their educational policy
including curricular content at the elementary and/or secondary level (e.g., Alberta,
British Columbia, Ontario, Saskatchewan). It was no coincidence that the economies of

these provinces, as well as that of the country, had been in decline and were in the
throes of afiscal crisis during this period (i.e., Canada suffered two recessions: 1 amild
one during 1976 and then amuch deeper one from April, 1981 to December 1982) with
either high inflation or high unemployment or, in the case of 1981-82, stagflation.2 Such
recessionary circumstances had ushered in the 1980s as appeared to be the case with
many of the advanced capitalist nations.

REVIEW OF SECONDARY EDUCATION
The commencement of 1984 witnessed the release of anew plan for
restructuring educational funding within the province of Alberta, aplan devised by the
recently appointed deputy minister with his senior officials (Bohac, 1989). Its rationale
lay in economic and demographic factors including the perception "by the initial
architects... that the economic downturn [had] caused the public to demand "more value
for their dollar"

(p.

204). Support for the plan was perhaps more readily forthcoming

from the education minister because "the economy of Alberta [had] suffered asudden
sharp decline after aperiod of unprecedented prosperity [and] this situation had a
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direct effect upon education funding" (p. 91). As well, it was claimed that the "new
deputy minister...had astyle that the Minister supported .... Mr. King had adesire to put
his stamp on education and certainly any kind of thrust or new direction would get his
support" (p. 95)., But as the deputy minister would remark, the confluence of •
accountability factors had agreat bearing upon the Management and Finance Plan
(MFP) (Alberta Education, 1984ab)—the Auditor General, the Treasurer and the
Education Minister all wanted some achievement measure for the funds spent (Bohac,
1989:95). As aresult, the publicized rationale for the restructuring of educational
funding came to mirror that of the plan's developers.
Recently, anumber of significant events have affected all aspects of our
lives. For example, the rates of economic growth and population
increase have slowed down, and these trends are expected to continue
for some time. As aresult, attention has focussed on the need for the
public and private sectors to achieve increased efficiency and quality of
output. The current emphasis in education on the evaluation of
students, teachers, schools, and school jurisdictions and programs is an
illustration of this reality (Alberta Education, 1984a in Krawchenko,
1984).
After the public announcement of the intent to conduct aformal review of
secondary education during the premier's 1983 year end media interview, the
government delayed putting apublic face to the proceedings until February 1984. The
Education Minister's Advisory Committee was announced and chaired then by Halvar
Jonson, the man who some 9years later would become education minister. The
political value then of having an ex-ATA president representing the public face of the
examination into possible educational restructuring would not have been lost on the
government. The £omnlittee was comprised of seven individuals claimed to be
representative of across-section of the province's citizenry. There was asingle school
trustee, two business representatives (one small business, the other an oil executive),
one principal (the ATA representative), one high school student, arepresentative from
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the Northwest Territories3 and one representative official from the state ministry of
education. The Minister of Education described the Advisory group as
demographically and democratically selected, the latter being accounted for through
the solicitation of recommendations from all members of the legislature as well as
various stakeholder groups (Bosetti, 1986). Given the extent of the prior concern raised
about the relationship between education and future labour market expectations,
notable for its absence from the Committee was any formal representative from labour.
This may well have resulted from Lougheed's (and hence the government's) less than
warm embrace of the various organized interests of labour and thus the pro-business
interventionist stance by the state (Labour chaos possible, 1984; Using the jobless,
1984). 4
The review was given significant freedom by virtue of its mandate to "assess
the secondary school program available to Alberta students and to provide direction for
future changes" (Alberta Education, 1985a:1). It was anebulous and open-ended
mandate, not dissimilar in that regard to its predecessor, the Worth Commission more
than adecade earlier (Government of Alberta, 1972). Although some argued that such
vagueness afforded the Committee carte blanche in focussing their review on whatever
aspects they wished, the committee was clearly not autonomous, but rather worked
within the prior framework set out by ministry officials (i.e., the Education Project Team
and the Deputy Minister's office) (Bosetti, 1986). Their primary tasks were to conduct
public hearings and to distill the submissions to the review.
The Speech from the Throne the following month provided some further insight
into the government's direction on the secondary review. It constituted the second of
five areas which the government claimed were its priorities for the upcoming legislative
session.
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(2) My government proposes an in-depth re-evaluation both of. ..the
adequacy of curricula in junior and senior high schools, to better prepare
our young people for amore competitive and challenging world
marketplace ... Also in 1984-85, priorities will include major reviews of the
junior and senior high curricula ... My government is committed, as a
priority, to assuring that the graduates of our high schools are able to
compete in the anticipated new world of technology and international
competition (Alberta Hansard, 1984:1,2).
At the annual Conservative Party convention two weeks after the Throne
speech, aconvention which had been cancelled for 1983 in good measure as apublic
demonstration of the seriousness with which the premier held the fiscal plight of the
province (King, November 19,1982),s Lougheed took the opportunity to address the
party faithful and the wider provincial electorate on anumber of key issues. Greater
insight into Lougheed's views on the role of education and its relationship to the
economy were provided as well as commentary upon the general state of the private
sector and unemployment. For example, the provincial unemployment situation was
attributed in part rather interestingly to "an excessive immigration from other parts of
Canada. It was far too rapid" (Lougheed, 1984a:13-14). While such aremark contained
akernel of truth within it, it nevertheless concealed the obvious decline in job
opportunities in the private sector, something which was as much areflection of the
provincial investment climate which the state had akey role in setting as well as
mirroring national and global economic difficulties as it was acase of too many
(migrant) workers. However, the premier also informed those in attendance that the
period of economic expansion during the late 1970s and early 1980s had contributed to
expectations by the citizenry that were unrealistic in hindsight. For Lougheed, those
expectations were in need of realignment. "The expectations of people in this province
were out of sight in 1980-1981. We have made some headway—expectations are being
reduced. That is good, but we have more work to do" (Lougheed, 1984a:16).
Restructuring the state apparatuses and controlling state expenditures were not
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sufficient by themselves. Such action called for aprogram of public education as part of
the process of legitimating government policy. Hence, the perceived need for a
realignment of expectations was not driven by some altruistic or higher purpose (e.g.,
less acquisitiveness (materialism) or consumptive behaviour). It appeared as one of
fairly crude economics—government budgetary deficits. This was the first of seven
challenges upon which Lougheed seemed to lecture his audience. "The first one is to
sustain sound financial management. You may think that is ho-hum but just look at the
serious problem of government deficits and people's expectations—We have to manage
better with less" (Lougheed,1984a:18). One of the keys to such successful management
was public sector wage and salary settlements

(p.

18) which included teachers. But

such stem warnings rang rather hollow given that the premier had but afew pages
earlier remarked on the apparent fiscal health of the state budget by declaring that in
contrast to the federal government which required approximately 23% of their budget
for debt servicing, the Alberta government necessitated only 1.8%

(p.

16). One was left

wondering how grave matters really were, especially since the Heritage Fund created in
1976 stood at nearly $12 billion at that point with interest on investments contributing
between $1 billion and $2 billion annually to general revenues, enough, the premier
informed the audience, to fund the activities of the entire provincial state for two
months (p. 15). Furthermore, up until 1982 the provincial coffers had been in the black.
While Lougheed had always portrayed himself as fiscally prudent, two cents out of
each revenue dollar being assigned to pay down the debt did not constitute adebt crisis
as many of the nations of the advanced capitalist world came to know it throughout the
latter 1970s and into the 1980s and 1990s. It would appear that the primary concern of
the government rested with the health of the private sector and its accumulation of
capital as well as afuture projection of the persistence in rising costs to government,
costs which necessitated acontinually expanding economy.
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On the matter of the challenge of education, the premier was concerned to make
two points during his speech to the party convention—one, that the current curriculum
of Alberta's school system was inadequate for the future needs of its graduates relative
to the world of work and, two, that decisions regarding those changes would most
likely fuel controversy as the government was determined to claim its right as elected
officials to implement the social will as they perceived it.
The sixth challenge will be controversial. We must modify our school
curriculum so the graduates of our educational system are able to
compete in the new world marketplace. We have to change fifty years of
the accepted view that the major decisions in the educational field
should be made by the experts and not the public .... [T]he ultimate
decision making has to rest with the public at large through their elected
legislators (Lougheed, 1984a:20).
However, education was also linked more specifically to the future economic
requirements of both the province and the country as Lougheed exhorted the audience
to see Canadians become greater world traders.
The final challenge [is] for our country. There is only one real future
potential for Canada in term of jobs and prosperity and thus preserving
our standard of living. We have to become not the fifth best traders in
the world—we have to become the best traders in the whole world (p.
21).
And one of the means by which to pursue such an objective, for Lougheed, lay with the
education system. "We have to change our educational programs in away that focuses
upon training people to be involved in international marketing. ...We can show the rest
of the country how to be the best salesmen [sic] in the world"

(p.

21). Albertans were to

become, if the Lougheed vision held true, purveyors of oil and the world's best traders.
During the spring of 1984, part of the public consultation stage of the secondary
education review included aquestionnaire sent out to over 800,000 persons in the
province. Almost immediately it came under criticism from the Alberta Teachers
Association, some in the media, provincial school boards and concerned parents. Two
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major concerns were directed toward the survey's content and format, both of which,
many argued, tended to predispose respondents toward certain answers. It was
claimed that the government would get essentially the responses it was looking for. For
example, the Calgary Herald newspaper drew attention to the following:
Respondents are asked whether they agree or disagree that 'The quality
of the secondary school program does not justify its costs' (Barnett,
1984:A4).
[Question] Number 16 says: 'Students should learn more about
competition in the modem world.'...Is there not arather serious danger
when part of the public school curriculum is subordinated to the
particular policy position of agovernment of the day? ... Lougheed
refused to answer this question during arecent Herald interview. He
would only say that ... it is elected politicians who must decide curriculum on
behalf of the people, not educational officials (emphasis added; White,
1984:A8).
Lougheed's latter remarks had reinforced his earlier comments to the annual party
convention and represented atheme he would revisit on occasion. It constituted a
major philosophical thread to which the Conservatives had frequently alluded. The
responsibility of the elected was to make decisions for the electorate—to lead the way.
The question remained as to the degree to which such decisions involved a
democratically consultative process.
With the government coming under increasing criticism from the ATA and
sectors of the media for its seemingly functional linkage between secondary schooling
and the requirements of the labour market as well as its wording of the questionnaire,
Education Minister Dave King rose in the legislature to defend his government's
intention of overhauling the public school system, once again attempting to externalize
blame. The minister began by claiming the educational system had fostered selfindulgence while sacrificing the needs of the community in the process.
Ibelieve we have been dissatisfied with what was partly our own
experience in the late 60s and early 70s, when the idea was that the
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system served the interests of the me generation without any regard for
the responsibilities of the individual to the community. So first of all the
educational system has to be concerned for the well-being of the
community (Alberta Hansard, 1984:702).
Unfortunately, for the minister, the logic of arguing that the institution of
education was currently suffering from past ills found him, in part, implicitly
laying blame at the feet of his current premier. The party had had twelve or
thirteen years to initiate corrective action for seemingly apparent deficiencies in
the attitudes of Albertan society (they were after all in their fourth term). And
so, in making such aclaim against the system in the manner the minister did
almost seem to negate any state official or ministerial responsibility for past
practices, including those of his colleagues who had held the portfolio before
him, in contradiction to the espoused rhetoric of claiming that politicians
elsewhere had appeared to abrogate their elected responsibility while those in
Alberta were apparently prepared to grab the bull by the horns. At the same time,
in directing comments at this faceless leviathan, the teaching profession itself was
also being implicitly charged by King with having assisted in the current plight
of education. This was atheme to which Lougheed himself would likewise
return in debate over the role of elected offlri1s in educational policy making. If
the implications of such commentary by the minister were intended to assure
the very association whose membership would be responsible for implementing
any future changes, it was highly unlikely.
The educational system is partly the author of its own misfortune. The
logical outcome of liberalism is the idea that education will solve all our
problems ... you give us the money and we'll solve the problem... it might
take one generation or two, but education would solve all the problems
of the community, and in 20 or 30 years we'd have some kind of nirvana.
I'm over generalizing. ...The essential truth is, hbwever,...they were
oversold on what it is possible to accomplish in the school system
(Alberta Hansard, 1984:705).
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WI-die the power of ideas may have been afailing of avariant of liberalism or
even liberalism in general, the proposals for curricular change emanating from
the government and state educational apparatus essentially suffered from the
same criticism. The government was employing the institutions of the state to
evolve an ideological shift in societal expectations given the material
manifestations of economic decline over which it claimed it had little control.
Furthermore, by labelling pedagogical progressivism as symbolic of ame
generation, the minister and the government failed to demonstrate any
understanding or appreciation of the wider social consciousness that tended to
accompany (frame) progressivism's concern for individual growth. Casting
such educational philosophy as essentially nurturing self-centredness,
narcissism, served to create astraw man that was easily attacked by the
government.

Education and aNew Industrial Strategy
During July 1984, the final draft of the economic white paper on
revitalizing the provincial economy, Proposals For aNew Industrial Strategy,
was released (Government of Alberta, 1984). Noting the nation's high inflation
and unemployment, the government set out to update its industrial strategy to
reflect existing and impending economic realities. Developing an argument for
the benefit of askill-upgraded society, one of the many recommendations was to
"upgrade the skills of citizens to create higher productivity, higher job
marketabffity and greater job satisfaction that flow from such higher skills
levels" (p. 53). The world of the 1990s was projected to be "fiercely
competitive ... where only askilled society can prosper" (p. 59). The white paper
called for anumber of specific educational reforms to assist Albertans in
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competing and prospering within such ascenario:
1) educate Albertans about the province's economy, especially its free
enterprise nature, its resource' dependency and the effects upon it
being within aconfederation;
2) increase foreign language instruction in the primary education system
(K-6), especially relating to Pacific Rim countries; and
3) provide for the infusion of computer technology in basic and
secondary education institutions so as to prepare students for the
information age (p. 67).
The government foresaw arole for the provincial public schools in reinforcing in
students their province's perspective on the politics of afederal state, the ideology of
the market, the impending technological nature of their future and even their
prospective partners in economic activity.
The Progressive Conservative government of Peter Lougheed viewed its role, as
one of setting "an environment so the private sector can make our economy more
adaptable, dynamic" (Government of Alberta, 1984:39), arole defined within its 1971
election platform and one which had been practised since assuming power at the
commencement of the previous decade. Given this role and the vision that it held of the
future, the government, in concurring with one of the recommendations that came out
of the 1983 Western Premiers conference, articulated aneed to "press for more concrete
job oriented education in order for young people to compete in the new economic
environment"

(p.

43). To that extent, the role of education in Alberta was viewed as one

which "should foster ideas of risk-taking, innovation, and the pursuit of excellence" (p.
67).
With the release of the new industrial strategy in July 1984, Premier Lougheed
chose aspeaking engagement at the Edmonton Chamber of Commerce as the vehicle
for publicly clarifying the government's position regarding the new industrial strategy.
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He began by noting that the 1984-85 budget was the first in 40 years to reduce
expenditures over the previous year. In fact, the total provincial budget was rolled back
1.9%, but the state education budget increased by 3.7% even though the minister had
frozen state funding to school jurisdictions for the year (i.e., 0% increase). Initially, the
restructuring of the state educational bureaucracy required increased expenditures,
though apparently not for instructional grants (including teacher salaries).
Introductory comments delivered, the bulk of Lougheed's remarks to the Chamber of
Commerce audience were areiteration of his beliefs on the limitations of governmental
action, the role of the private sector, and the need to continue privatizing to assist with
private appropriation.
As part of our current fiscal policy we are involved in greater
privatization.... Ifeel strongly that it is wrong for government leaders to
say or imply that government can solve unemployment problems
directly. It is the private sector which will resolve unemployment
difficulties. The role of government is to provide...a climate for both
investor and consumer confidence....
A provincial government which is fully committed to the market system
accepts the reality that, not withstanding its strategies or policies, the
business and industrial decisions of investment, expansion or
diversification are made independently each day by thousands of large
and small private enterprise decisions makers (Lougheed, 1984b:6,15).
Downplaying the provincial labour market situation with Calgary unemployment at
12% and Edmonton's finally peaking at 14%, he predictably chose to practice the
political orator's art of legitimacy by highlighting positive aspects of the labour market,
the decline in inflation, and the state of provincial productivity.
Even considering the current unemployment situation, job creation in
this province since 1971 has been astartling 72.8% .... The important
statistic regarding unemployment is that we have the largest number of
jobs of any province in Canada in relationship to total population... and
for five straight years, through our whole adjustment period, Alberta has
led with the highest gross provincial product of any province... .The
average weekly earnings in this province remain the highest in
Canada... .The inflation rate—that means what an individual can do with
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that pay cheque—in Edmonton and Calgary, they are the lowest in
Canada .... [W]hat Iam trying to say is that people should not talk about
boom or bust (Lougheed, 1984b:8, 9-11).
But perhaps some of his most interesting remarks pertained to his views on education
and, in particular, the public schools where the potential existed for directing the
curricula through the requirement of mandatory coursework.
The mandatory studies in our education system should teach students
about our economy, by instruction and by example. Considerations
should include the model of the market economy and its application to
Alberta in terms of the nature of the resource base; the skills of the
people; the infrastructure; the impact of federal policy; the role of
financial institutions; the effect of the tax system, and the rights and
responsibilities of employees, employers, regulating agencies and
government. In short, we think the time has come for amandatory
program so that the graduates of our education system understand the
nature of really what our economy is all about (emphasis added;
Lougheed, 1984b:17). 6
Certainly, Lougheed's views on the function of schools had their detractors. The
press and some school board trustees questioned whether the focus on support for the
economy was misdirected, that perhaps Lougheed had failed to appreciate agreater
principle at work.
In announcing the five-year blueprint for Alberta's economy, Lougheed
said the economic strategy, which calls for amore active government role
in the economy, could be successful only if Albertans 'continue to
support our free enterprise way of live.' But (John) Donnachie (Calgary
Catholic Trustee) said Lougheed is putting the cart before the horse.
'That suggests our democratic government rests on free enferprise'
when, in fact, 'free enterprise exists because of democracy,' he said
(Bryden, 1984a:B1).
Near the end of the summer, Education Minister Dave King made public
comments which supported the vision that his premier had for the schools and their
curricula. This time they pertained to economic systems, and the minister claimed no
problem in having the schools favour instruction on capitalism as it was clearly the
current system under which Albertan society operated and would most probably
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continue to so do.
'I am quite prepared to indoctrinate them in the virtues of free enterprise
because Ithink that system has served our community well .... Ialso want
them to understand its limitations,' he said, adding the system has 'a lot
more assets than liabilities'.... [W]hen it comes to teaching children
'knowledge of operating systems,' it makes sense to emphasize the
economic system in which they live and in which they will eventually
work (Bryden, 1984b:B7).
The interventionist nature of the Alberta state throughout the 1970s, especially
the hundreds of millions of dollars directed toward petroleum megaprojects such as the
tar sands (petroleum extraction) project in Ft. McMurray, had few detractors in
business, at least initially (the purchase of Canadian Pacific Airline excepted). For
example, the volume of capital to fund such aproject was certainly beyond most
individual capitalist enterprises and the costs necessary before profitability could be
achieved made consortium members difficult to find (e.g., petroleum from the tar sands
was profitable at several dollars per barrel above then current world prices).
Nevertheless, the Lougheed government was prepared to invest and the private sector
was amenable to such aid. However, adecade later, there appeared adifferent mood in
the business community. It was reported that with the release of the new White Paper,
provincial
industrialists and businessmen [sic] gasped in disbelief at Premier Peter
Lougheed's blatantly espoused plans to intervene in the economy,
despite the free enterprise ethic so dearly held by so many, and hitherto
so boldly trumpeted by the government itself (Orr & Bergman, 1984:18).
Chambers of Commerce and economic think tanks publicly chastised the Lougheed
government for maintaining its interventionist stance (notwithstanding its rhetoric on
free enterprise and minimalist government). For example, one of the nation's leading
right wing economic think tanks, the Fraser Institute, published acomprehensive
collection of seven essays critiquing the new industrial strategy of Alberta (Walker,
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1984; see also Orr & Bergman, 1984) It decried interventionism for economic
diversification as expensive and largely ineffectual while scoffing at its implications of
job creation (through education and training) as "hav[irtg a] satisfying political ring to
it" but without any guarantees (Orr & Bergman, 1984:18). But perhaps the most
penetrating criticism came from two of the report's authors who during amedia
interview directed their sights at the government's view of its contribution to the
economy as well as the architects of the economic model upon which the provincial
strategy was based. The Tories were accused of "self-adulation for contending that
government initiatives had something to do with Alberta's robust 1970s economy" (p.
18)—they had taken credit for the boom. It was claimed that the White Paper was
particularly mute on the rapid rise in petroleum prices as akey factor in said boom.
Furthermore, the suggestion contained within the White Paper about instruction on free
enterprise in Alberta's public schools elicited the following response—"the reasoning
throughout the document suggests instruction about the model of the market economy
would not be wasted on the authors of the white paper themselves"

(p.

18).

While the Fraser Institute publication was predominantly the work of
academics, the Alberta Chamber of Commerce was kinder in its response to the White
Paper. They were in general agreement with much of the Report's content but even still
wanted "the government [to] re-commit itself to reducing the role of government, as
well as to actively reduce the cost of government" (Alberta Chamber of Commerce,
1984:3).
But if criticism from the private sector was seen as unanticipated and relatively
severe, the educational community and its supporters were none the kinder, weighing
in on the government's persistence with its perception of afunctional linkage between
work and public education—what was arguably an overt theory of human capital.
While the Calgary Chamber of Commerce concurred with the need for enhancing
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economic education in high school, claiming it "currently leaves much room for
improvement," as well as offering their support for "Pacific Rim language and cultural
studies to foster understanding of Alberta's trade partners" (King, September 13, 1984),
the ATA was much less supportive arguing in their initial submission to the Minister's
Advisory Committee that the proposal amounted to little more than an attempt at
ideological imposition—the government's attempt at making the province over in its
own philosophical (economic) image.
[The ATA is] not attracted to the proposal to mandate curriculum reform
along the lines suggested.... [The] proposal smacks of promoting one
ideology. It leaves little room for critical thought, amajor component of
education in ademocracy. It purports to make educators the agents of a
particular point of view and to that extent it negates our obligations to all
(Alberta Teachers' Association, 1984b:2).
The ATA submission ii.tzewise criticized the government's suggestion of afocus upon
international marketing as an appropriate emphasis for public school curricula. The
association suggested that an instructional preoccupation with the reinforcement of
views supporting capitalism and acquisitive behaviour narrowed the role of schooling
substantially and perhaps even undermined democracy in the process.
Emphasis on international marketing in public school programs must be
carefully considered and balanced with other courses lest a
preoccupation with the merits of materialism and free enterprise distorts
the overall purpose of schooling. Using strategies of industry as the sole
foundation for education could endanger the well-being of democracy
by excessively narrowing the students' understanding of ideologies to be
found in Canadian and world societies (Alberta Teachers' Association,
1984b:2).
Some individual school boards (elected trustees) also responded to the
government's White Paper. The Calgary Catholic Board of Education wrote directly to
the premier acknowledging the importance of student skill development but queried it
"becom[ing] the dominating focus of basic education" (King, October 1, 1984), while the
Lethbridge Public School Division (No. 51) board shared some of the views of the
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Fraser Institute—"the creation of job skills does not in itself create jobs" (King, October
9,1984)—and similar to the ATA's concerns over mandatory programs from a
"particular value orientation," the board argued that students needed to be able to
"objectively [discuss] ... anumber of political and economic value positions" (King,
October 9, 1984). Perhaps the kernel of the issue for many of those same contributors
was best repreented and rather succinctly (if not bluntly) articulated in the submission
from alaw firm in Edmonton which stated "we feel particular distress over the thrust of
the new direction for Education. Frankly, we don't think the government has any business
whatever directly involving itself in educational curriculum" (King, October 15, 1984).
Perhaps, one of the most scathing attacks against the White Paper came from the
University of Alberta. 7 Its author first took umbrage with the fact that the White Paper
"always speaks of Albertans or the people of Alberta, never of Canadians.. ..The noun
Canadians in the sense of aCanadian citizen never appears once in the 107 pages" (King,
September 24, 1984). Comment upon the report's parochial rhetoric aside, the author
then launched into an argument which claimed the presence of agovernmental attitude
the nature of which necessitated knowledge far beyond the possession or ability of its
membership and which thus culminated in political arrogance.
The all-pervading attitude of the Provincial Government, as expressed in
the White Paper, is that the Premier and the Ministers know everything
and know it better. They know better what should be taught at
elementary and secondary schools; ...what will be the technological,
industrial and commercial developments for the rest of the century; what
Albertans think and want; what is good for Albertans and so on. The
Government knows everything better, whether the Premier and the
ministers have the proper qualifications and experience or not. The
study of law, their election as MLAs and their appointments as ministers
apparently provide these politicians with asuperior insight into the
future (King, September 24, 1984).
It was further argued that this attitude of the government toward the populace was
decidedly patriarchal. Albertans were treated as "minors ... not trusted to provide for
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themselves [or] shape their own futures" (ibid). The repercussions of this were assailed
as potentially dictatorial, particularly where education was concerned.
In these areas [proposals in White Paper section on education] the iron
grip with which the Provincial Government holds the people of Alberta
becomes totalitarian and dictatorial. Here the attempts to pervade all
areas of life with its Conservative capitalist ideology becomes
indoctrination. It is alarming that the Provincial Government does not
even seem to notice how incompatible such an indoctrination is with the
tasks of agovernment in afre society. Everything in the whole area of
education is subjected to the ideas of capitalism and trade...
It is senseless to introduce into education aparochial attitude, as if all the
people of Alberta were born in Alberta and would live, work and die in
Alberta. The Canadian and international outlook is missing.... The whole
education process is seen only in light of training in trade and
commerce... .Every student is Alberta is seen as afuture businessman
[sic] (King, September 24, 1984).
The government certainly had an historical basis for appearing patriarchal. Two
premiers who preceded Lougheed behaved with unassailable authority—Aberhart and
Manning, the latter having managed the province for 25 years.
During 1984, the federal Royal Commission on the economy (constituted in late
1982), to which the Alberta government made asubmission (i.e., Government of
Alberta, 1983), released its initial report (Government of Canada, 1984ab). The
Commission had began by initiating aseries of cross-country public hearings
throughout 1983, producing aworking document outlining their findings in terms of
the challenges they perceived Canadians were facing, and the choices available to the
country in an attempt to meet those challenges. It should not have been unexpected
then that amidst the second recession in six years (i.e., 1976 and 1981-82) that the
Commission found that "economic concerns bulked large ... [and] most economic
discussions ... ultimately worked their way back to the issue of jobs" (Government of
Canada, 1984a:8). The Commission's working document went on to report that while
job loss and unemployment loomed large in the presentations, they were accompanied
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by afear of the unknown

-

the future was very much on the minds of many workers

and others. "[F]ar more jobs than had been lost were threatened by technology ..or by
new, changing and more intense competition ... for some, [unemployment] might be
permanent" (pp. 8-9).
Intended primarily as anational economic evaluation and industrial guide, the
Commission was concerned with proposing the means by which Canadian business
could regain its competitiveness in aglobal economy, but in so doing seemed to cast a
uncomplimentary light upon those very workers who knew only too well what the
implications of such technological restructuring meant. "Those who see the
enhancement of Canada's future in improved productivity and the improvement of
Canada's capacity to compete internationally look with far more favour on
technological change"

(p.

10). It was not difficult to determine whose side—capital or

labour—the commission supported. The Commission viewed this particular challenge
to Canadian industry as twofold:
The Challenges: To achieve technological excellence ... and to minimize
the adverse consequences of technological change (p. 6)
But concern for possible implications to workers' job security wrought by technological
imposition was displaced by agreater concern for the competitiveness of industry and
by implication their successful capital accumulation.
The Choices: ... Measures to ensure the more rapid adoption of
technologies necessary to maintain the competitiveness of Canadian
industry (p.7)
Yet, supportive of technology's role in Canada's industrial future while mindful of
labour's concerns about technology's impact on the workplace, the Commission chose
to argue for the potentiality of technology as "an opportunity to be taken ensuring that
[it] is aservant, not amaster" (p. 11). Consequently, there would be aplace for training
in the industrial strategy if technology was to play apivotal role. Similarly, education
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had acontribution to make if "rapid, adoption of technologies" was to take place. Such
adoption would necessitate earlier exposure to the technology, and, given the nature of
such technological change, it would be important to improve the quality of core or basic
education while attitudinally preparing the next generation's workforce for such astate
of continual labour market flux. Furthermore, recurrent education had avaluable role

•

to play as well.
The Challenges: To improve the ability of Canadians to adapt to
economic, social and other circumstances through high quality basic
education;'
To increase the capacity for systematic re-education in order to
incorporate new knowledge into the basic education of Canadians on an
ongoing basis (p. 8).
The reason the educational system was seen as playing an important role in
securing Canada's productivity lay in the Commission's belief that education was
"fundamental to addressing virtually every major challenge we face: economic, social,
cultural and ethical"

(p.

17). The importance of education as central to most of the

challenges facing Canadians, as the primary means available for initiating ashift in the
social consciousness as well as the level of skill development necessary to achieve the
new competitive society was articulated. However, the Commission also
communicated concerns which it claimed Canadians held generally about the quality of
education, perceiving it as "inadequate to the task of securing future economic wellbeing and social progress"

(p.

46). In light of this and the traditionally conservative

nature of schools and their resistance to rapid change, there could also be afuture place
for business to work in partnership with educational institutions so as to enhance the
adjustment of those institutions to the new economic realities

(p.

9). Once again,

education was being functionally associated with economic development. While few
documents research the particular relationship (education and wage earning
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notwithstanding), it is nonetheless often assumed apriori that training (skifi.
development) will enhance industrial productivity and competitiveness as well as an
individual's labour market success.
There would have been very little in this report in terms of future labour market
preparedness that the Lougheed government would have found objectionable. The
Commission had even been careful about framing issues of national perspectives on
education, another way of indicating national educational standards, within the
framework of an existing cross-provincial organization with representation at the
highest level of government—the ministers of education. As potentially contentious as
such an issue as national perspectives could have become (e.g., see Chapter Four, fn.
11), it was adroitly diffused before it could ever become so.
The Alberta review of secondary education continued on into the fall of 1984. In
September, the Canadian Education Association (CEA) held its annual conference in
Edmonton. A reflection of the times, it was entitled Education in the Marketplace. One
of the conference's keynote speakers was Premier Lougheed who was invited to make
an address in light of his province's review of secondary education and the comments
that had emanated from the Alberta state regarding education's linkage to the world of
work and the future competitiveness of the provincial private sector. His opening
remarks noted the persistence of youth lbour market alienation and the perception of
inadequacies in the skills and knowledge of Canadian high school graduates relative to
the marketplace.
Ibelieve [the conference] is so timely in terms of the problems we face in
Canada relative to youth unemployment and the skilled society we
face ... Ialso believe we can do better, particularly in responding to a
changing world. There is aperceived weakness in high school graduates
and their capacity in some basic areas to compete in the marketplace of
world-wide competition (Lougheed, 1984c:1-3).
The impression which he and his ministers as well as those officials in the educational
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state apparatus were endeavouring to create centred around broadly claimed
inadequacies of the current educational system. Yet Lougheed had also noted aCEA
national poll conducted prior to the conference in which 75% of those questioned had
considerable confidence in their schools. Additionally, the premier drew attention to
the fact that education had headed arecent list of Canadian institutions in which the
public held the greatest confidence

(p.

3). This remark was conjoined by further

comments on the May results of an Alberta Gallup poll conducted for the secondary
education review. Here, Lougheed indicated that in his own province 76% of the public
claimed to have been "satisfied with the job being done by public schools in their
neighbourhood"

(p.

3). But the premier then chose to temper the possible implications

of those results by arguing that general public support and public expectations were
different matters. Implicit in the latter was room for improvement. The audience was
then informed that the public was, in fact, "demanding excellence and demanding too
that the graduates of our education system are capable of being fully productive
members of our society" (p. 3). If by productive Lougheed was implying employed, then
he appeared to be arguing that the condition of the labour market was aderivative of
the skills of the labour force. Such logic seemed to deny the apportionment of any
responsibility for such astate to the private sector save that capital was apparently
unable to fill its employment requirements. Implicit in Lougheed's argument seemed to
be the logic of blaming the victim, alogic not unique to this political head.
Later during the same speech, Lougheed began to temper his earlier views on
the role of schooling with their functionalist and human capital theoretical overtones.
Instead, he noted the need for abalanced education that incorporated aspects of the
traditional liberal arts approach combined with acareer orientation.
The second issue Iwant to raise is the balance between the training of
skills and what all of us Iguess describe as agood all around broad
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education. It is atough question. It is more ... aquestion of
communication ...because Ithink most people would not want to be at
either extreme of that position. We would want to see abalance. That is
the operative word. We are moving into asociety where the forecasters
say that people in their lives may have two or even three quite different
careers. The more you think about that, the more it is obvious to me that
what we need to be considering is ageneral all around broad education
(Lougheed,1984c:6).
But the premier had no sooner commended the value of ageneral education than he
expressed concern that too much of it would diminish the student's ability to compete
in the labour market and with that its implications of unemployment. Having thus
undermined the value of aliberal arts education, he returned once more to the theory of
human capital and education for labour market competition.
There is the care that we must take, that we are facing avery competitive
world out there and we must recognize that we are going to be moving
so much into askilled society. Too much general education—...some of
the options seem to be more in pursuit of hobbies—and we will be
unable to compete in that marketplace. Iworry about young people
today.. .with no job experience except perhaps in unskilled fields and
then there is the concern about unemployment for those unskilled youth
(Lougheed, 1984c:6-7).
The importance of practical education for Lougheed lay in the notion of requisite skills
for future society. "Ten years from today it is going to be even more of askilled society.
It is going to become even more difficult for our young people to find meaningful work
unless they have developed skills"

(p.

10). And as if to add support to the public

comments made by his education minister Dave King some four weeks earlier
regarding the instruction of economics and the favouring of capitalism, Lougheed also
referred to the provincial review of education suggesting that "what we have in mind is
to ... debate, that shouldn't we teach in our school systems the real world from an
economic point of view" (emphasis added; p. 12). All of the implicitly new skills and
content referred to throughout the review of secondary education debate were
eventually dubbed the new basics by Lougheed. Wanting to dissociate his government's
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review from those who would harken education back to abygone era, back to the basics,
the premier argued that his label better reflected the ongoing debate about curricular
content

(p.

7), though nowhere was the term basics let alone new basics ever clearly

articulated. Rather, the term became somewhat of abroad brush with which the
government was painting the future. For example, for Lougheed microcomputers
represented asignificant example of the technological changes confronting educators.
"We could just think very quickly about the whole area of computer training. There is a
distinctive shift in emphasis in core content and we in the Alberta government are
committed to this change—to the new basics"

(p.

7).

Lougheed's closing comments to the CEA conference were particularly
insightful. His government had come under criticism becatse it appeared that the
caucus was significantly involved in the decisions regarding the secondary review at
the expense of educational professionals and parents. Lougheed's response seemed to
suggest that constitutional authority lay with the legislators and that they were not
about to shirk that responsibility—democracy meant societal visioning through
representation.
Another issue, the role of the publicly elected representatives in
education decisions. ..It seemed to us ... that there needed to be an
acceptance of the constitutional responsibilities of the provincial
legislators in the area of education—We are just simply not prepared to
abdicate our constitutional responsibility—it is necessary for those of us
who are involved in the education policy making to always have some
generally accepted goals ... the elected provincial representatives must
reassert their constitutional responsibility on policy. Also, we must
respond to the dynamic world environment of competition and
technology (Lougheed, 1984c:7,8,13).
Implicitly, elected officials needed to restore their constitutional responsibility for
guiding the building of an improved society and dearly part of that responsibility
involved reading the state of the economy and responding accordingly.
On October 17, 1984, Lougheed gave his State of the Province address to the
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legislature where he spoke to budgetary issues as well as ongoing relations with the
federal government. After nearly five months of legislative recess wherein the
government did most of its business through cabinet warrant, the fall sitting
traditionally required the government to make account of itself to the legislature. It is
interesting to note that Lougheed's discussion of education came under the heading of
Programs for People, and was designated by him as anoneconomic area (Alberta
Hansard, 1984:1173), somewhat of amisnomer given his penchant for linking
unemployment and the future prosperity of Albertans to individual skill acquisition
and development. Lougheed returned once more to the theme 6f the new basics, this
time marrying the concept to aliberal arts education with additional attention (school
time) being given to key articulated disciplines. In the end, his definition was still
reminiscent of the three Rs with ascientific literacy and second language competency
supplement. It was an academic orientation with dwindling opportunity for the option
programme that had evolved over the previous decade. It was essentially abourgeois
vision of education. 8 There was no mention of vocational education per se, and this
would become apoint of contention given the government's apparent public
preoccupation with the school-work relationship.
What is needed in terms of education is something Icall the new basics,
which means that essentially we have to keep in place aliberal arts
education but at the same time make adjustments for apendulum that
has swung too far, and move to asituation in which there is more
mandatory content, less optional content, more emphasis in terms of
mandatory requirements in the areas of mathematics, science, foreign
languages, English, and other areas as well (Alberta Hansard, 1984:1173).

The Year of the Policy Statement
In January 1985, the Education Minister's Advisory Committee released three
reports: Report of the Minister's Advisory Committee: Foundation for the Future
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(Alberta Education, 1985a), Alberta's Secondary Education Program: The Public's View
(Alberta Education, 1985b) and Alberta Secondary Education Review: Research Basis
(Alberta Education, 1985c). The first report, and by far the most important, constituted
the digestion and interpretation of the government's polling and the secondary
education review submissions forwarded to the Minister's Advisory Committee. It
began by framing the second round of public discussions on the secondary review, this
time with aclearly enunciated government position for consideration. Discussions to
date (submissions) had essentially elicited the public's expectations. Now the
government needed to prepare for the critique of its stance and to legitimate its views.
Foundation for the Future (Alberta Education, 1985a) posed aseries of fbur "key"
questions of which the first two were:
1) What is the purpose of secondary education?
2) What attitudes, knowledge and skills are required of secondary
education students (p. 4)?
The report also proffered adefinition of secondary education whose purpose was, in
part, to become the provision of "the initial stages of career preparation by developing
basic work skills, with an emphasis on fostering appropriate attitudes and awareness of
the requirements of the world of work" (emphasis added, p. 5).
The Secondary Review had also commissioned areport to analyze submissions
to aministry-sponsored futures workshop (Butt, 1984). The result was aprojected
future with an inherently different society and approach to work than Albertans had
been accustomed to and one that adecade later would ring particularly true. In
response, the Advisory Committee concluded
it is likely that people will change occupations several times throughout
their working lives .... Schools must endeavour to ... enhance the ability of
students to deal effectively with changing social, political, technological
and economic environments (Alberta Education, 1985a:5).
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To better prepare students for that future world of work, the Committee saw arole for a
number of specific areas of curricula. For example, secondary social studies (i.e.,
history and geography) would be expected to
prepare students to function in our demanding and competitive
economic environment, and ... provide an awareness of factors
influencing national productivity... [as well as] promote an awareness of
the economic needs of the province as abody of interacting producers,
consumers, entrepreneurs and workers (p. 12).
Additionally, an increased emphasis on the significance of math and science was
required while business education as acore component of junior high schools, courses
usually confined to secondary school, was also contemplated

(pp.

13,15).

To further assist students in their preparation for the anticipated future and the
requirements of business, the government foresaw aneed not only for secondary
schools to impart workplace skills, but for agreater coordination by business an
labour in the communication of their expectations to schools. While secondary
education was not deemed primarily atraining institution, the government did believe
that basic work skills and attitudes had aplace in their curriculum in support of high
school graduates who would become direct labour market entrants upon graduation. It
was recommended that
students be made aware of the expectations of the world of work in
terms of performance, attitudes, and behaviours .... The school must
provide generic work skills and foster in students the development of
attitudes which will be conducive to their success as employees and
contributing members of society (pp. 8,40)
To emphasize the importance it was attaching to the school-business linkage, the
government also defined that relationship in one of its Goals of Schooling. The dual
reality of secondary schools had been identified—a final leg of formal education and
training for some, and alaunching pad to further studies and skill development for
others. To that end, it was seen as important that
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educational experiences provide afoundation of skills and competencies
that help students with future career development, and ... affect the
quality of their lives .... Students should ... also develop apositive attitude
toward change, with astrong base of divergent skills and adaptive
abilities .... These qualities ...will enhance students' abilities to function
effectively in achanging world (p. 40)
To the extent that rapid and continual change was seen as an integral part of afuture
society, the idea of lifelong learning was also promoted.
The Foundation for the Future report had set the parameters for the next round
of public discussion. However, there was concern that during the previous 10 months
there had been limited opportinity for formal public involvement in the process. The
public survey that had blanketed the province carried adeadline of three weeks (ATA,
1985). While the call for submissions to the Minister's Advisory Committee had
yielded 117 such briefs and was essentially open to all members of the public, it had, in
fact, resulted primarily in eliciting replies from various educational stakeholder groups.
Even then many school boards had not responded nor had two key groups—the
Alberta School Trustees' Association (ASTA) and the Alberta Federation of Home and
School Associations (AFHSA), the umbrella organization for home and school
organizations. In fact, it would appear that much of the content for the Foundation
report (and the other two supporting documents) was derived from the limited
response (10,000 or just over 1%) to the public survey (800,000), interest group
submissions and, perhaps to agreater extent, the Gallup poll conducted back in May,
1984.
Part of the activity of legitimation or marketing of the State's agenda throughout
the review process involved caucus members and senior education ministry
bureaucrats preparing articles for key publications that served the profession (i.e.,
teachers, trustees). The enunciation of the government's position on the perceived need
for change, both curricular and funding, as well as the explication of (justification for)
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such change required publishing (e.g., Barron, 1984; Duke & Fenske, 1985; Fyfe, 1984).9
The following was not untypical of the discursive content or tenor of such publications:
employers and post-secondary institutions are now questioning the basic
skills, attitudes and knowledge of our high school graduates. As well,
the public is particularly concerned about increasing costs and the
perception that education has too many frills...'It is clear that ahigh
quality education is becoming increasingly necessary as the world
becomes more competitive and more complex,' said Mr. King (Barron,
1984:10).

Public Critique of the Foundation for the Future Report
The release of the government's findings from the first phase of its review of
secondary education gave Albertans asecond opportunity to voice their opinions. But
as in the first phase, this too was dominated by educational stakeholders, and though
members of the legislative assembly (MLAs) returned to their constituencies to set up
consultative meetings with their particular electorate, that was very much different than
having atravelling educational assessment committee with apublic face conducting
media-advertised and media-attended open sessions. The result was possibly asmaller
(or less representative) segment of the public responding than might have otherwise
been.
One stakeholder group potentially most affected by impending changes was the
ATA. They prepared an extensive recommendation-by-recommendation evaluation
and commentary (ATA, 1985). A few of their comments are particularly germane to this
discussion. The ATA reviewers expressed concern with the government's interpretation
of Alberta's social and cultural life as homogeneous with acommon set of values. They
referred specifically to recommendation #6:
[That] policy be developed to instil in Alberta youth an appreciation of
the value of citizenship and moral behaviour (Alberta Education,
1985a:7)

313
and found disagreement with
the idea that development of policy will instil students with citizenship
and moral values. The best we can do is foster and encourage the
acceptance and practice of certain moral and ethical traits such as
tolerance, fairness [and so forth]. The major difficulty is in having all
participants in education ... agreeing upon and supporting commonly
held beliefs (ATA, 1985:2).
More specifically regarding the government's view of the role of schooling and its
relationship to the future world of work, the ATA noted the seventh and eighth
recommendations of the Foundation for the Future report:
[That] students be made aware of the expectations of the world of work
in terms of performance, attitudes and behaviours.
[That] work experience programs be provided which include knowledge
of employment opportunities; practical knowledge of the working of the
market economy and its dependence upon productivity; awareness of
the expectations of employers; and the development of career knowledge
in addition to the emphasis on actual job experience (Alberta Education,
1985a:8)
The ATA concurred with recommendation #7—"provided that perspectives of labor
and employers are both presented and the nature of future occupations is
contemplated" (ATA, 1985:2)—but indicated some reservations and the need for some
further refinement.
If future forecasts turn out to be correct, the proposed exploration of the
world of work may be too narrow afocus for education. The secondary
program should include skills that would enable one to better cope with
afundamentally different future that may have less than full
employment (p. 3).
As for work experience programs, the ATA found the government's view too narrow—
"the concept of work experience programs must be broader than the employeeemployer variety"

(p.

3). Finally, the idea that all students in Alberta's schools

commencing in junior high (i.e., Grade 7) should be required to participate in business
education programs (i.e., Recommendation #37) drew the following response: "[we]
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express concern regarding the need for ajunior high school business education
program.... Should be part of aschool program, but adegree of student choice must
remain"

(p.

8). The general tenor of the ATA response had been conciliatory. They had

seen instructional grants to schools remain at half the inflation rate for the school years
1983-84 and 1984-85 and anticipated the same again for 1985-86. Teacher wage
settlements were low and in many districts only O%-1% (essentially awage rollback
after inflation).
Another major stakeholder group that responded to the Foundations report
was the Conference of Alberta School Superintendents (CASS, 1985). While they also
did not report significant disagreements with the government's position, the
organization's concern rested with the abstract nature of much of the debate—"there is
intermittent reference to the future needs of students but these needs are not addressed
in any concrete way" (p. 1). However, CASS then suggested that the review committee
failed to appreciate the present circumstances in Alberta's schools including the
ministry guidelines under which school jurisdictions operated—"the Review does not
reveal athorough understanding of what is presently happening in secondary schools
or what is possible under existing Alberta Education guidelines" (p. 1). It is possible
that the government's strategy to see elected officials assume greater control over
educational matters had begun to experience difficulties as many elected officials were
inadequately informed to make the kind of judgements and detailed recommendations
necessary , apoint which the University of Alberta submission also contended in its
analysis of education and the provincial industrial strategy (King, September 24, 1984).
Consequently, the broad nature of many of the recommendations and expectations also
elicited criticism from the superintendents' group because of the lack of specific
curricular direction or organizational planning for education (CASS, 1985:2). These
critics were the individuals who were on the front lines of educational planning and
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political rhetoric, and broad policy statements would be difficult to implement without
greater specificity about their intent. Finally, the relationship of education to work was
addressed by CASS and they, too, had reservations about the government's priorities.
If the major purpose, as expressed several times in the Review, is 'to
provide abroadly-based education aimed at stimulating and nurturing
the abilities of students,' then CASS recommends that this purpose be
stated as the primary objective of secondary education and the purpose
of providing '...initial stages of career preparation by developing basic
work skills' be stated as the secondary objective .... A general concern of
the entire report ... is the over-emphasis on preparation for the world of
work

(p.

2).

The government's apparent preoccupation with the school-work linkage had anumber
of detractors, both in and out of the educational field. That linkage had been previously
incorporated in two economic reports and now played an important part in the review
of education itself. It would appear yet again in the Secondary Education policy
statement (Government of Alberta, 1985).

The Final Months Before the Policy
The 1985 spring session of the legislature opened with the throne speech, a
document which represented an outline of the government's legislative and regulatory
intentions for the coming session and to which cabinet members contributed content
(through the premier's office). One of the priorities indicated in the speech was the
ongoing secondary education review, and once again its reference was in terms of youth
preparation for the world of work.
My government will emphasize the following six priority areas:...
(3) Basic Education Reforms—The government will respond to the
public discussion of junior and senior high school curricula by
presenting apolicy statement outlining programs to better prepare our
young people to meet the realities of the world marketplace ....With rapid
changes and advances in the technological and industrial world, we
must ensure that Alberta graduates are well prepared to meet the
challenges of ahighly competitive and much changing world .... [I}t will
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be apriority of my government to make major improvements to the
junior and senior high school curricula to better prepare our graduates
for the marketplace (Alberta Hansard, 1985:1-3).
A few days later during the budget debate, the Education Minister responded to
criticisms directed at the government for its decision to freeze instructional grants to the
schools the previous year with only anominal 2% increase for 1985-86, less than half the
inflation rate. Amidst avery modest decline in the general unemployment rate to 10%,
which, however, included an increase in the rate for 15-19 year olds from 17.8% to
19.6% as well as amajor curricular revision in the offing, the logic of restraint was
questioned. The minister responded by first legitimating the entire secondary
education review process, extolling its practices as not only democratic but perhaps the
most democratic in the country. The Conservatives were one with the electorate—they
came, they listened, they acted. 1°It was classic political rhetoric and in that sense, pure
political theatre.
As far as I'm concerned, the Speech from the Throne demonstrates that
as agovernment and as Members of the Legislative Assembly, we listen
to the people of this province, we understand what they are saying to us,
and we respond.... [I]n my view it is important that Albertans always
have it in their minds that this government does listen....
[W]e are in the midst of athree-stage process. We undertook extensive
consultation with individuals and groups before we even set out the
statement of the challenge. Having set out the statement ...we invited
•
people to dialogue with us before we went to the next stage.... [Alt stage
two we have produced adocument which says: 'This is where we are;
this is what we believe; these are our directions; these are our priorities.
But we don't want to proceed unilaterally. Tell us what you think.'....
Franl.zly,...I cannot imagine agovernment anywhere in
Canada ... which ...has made amore concerted, amore determined, amore
widespread effort to engage in dialogue with the people ... to find out
what the people of the community think, why they value the things they
value, and what we can do as agovernment to support those values....
[l]t's awonderful thing to be involved in. ... There is no one who, on an
examination of political activity in this province in the last year, could
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say that this government doesn't listen (Alberta Hansard, 1985:48).
The minister's first strategic rove toward ensuring political legitimacy was then
followed by acounter offensive which included acritical reply to the government's
detractors. King began with an appeal to Albertans' sense of individualism and selfassurance (reminiscent of the pioneer spirit, atypical Tory tactic during the Lougheed
regime), then proceeded to outline the opportunities that the province afforded its
citizenry, and finally aligned himself with optimists and those who saw only provincial
good (a tactic also employed by Lougheed himself during his tenure as premier,
especially his doers and knockers speech; i.e., Alberta Hansard, 1983:1364). It constituted
arepudiation of the welfare state and what King perceived it had become. But perhaps
King's most questionable tactic, and one which exuded arrogance, was his attempt at
negating his critics by labelling them un-Albertan, arare though not unknown practice
in Canada and one which nevertheless is generally frowned upon 'north of forty-nine'.
The second point Iwant to make this evening is that, in listening to the
people of the province, we also have an understanding of what they
want to accomplish... we understand that Albertans would like to
accomplish their goals themselves. They are not looking for their
government to do all the work for them .... The provincial flower is the
wild rose. We have adifficulty that some people look at that and don't
see the rose; they see the thorns .... We live in aprovince that is incredibly
blessed. We have more food than we can consume, and the rest of the
world is starving. We've got more energy than we can consume
ourselves, and the rest of the world is short of energy. ...In the face of our
incredible advantages it is disturbing, it is distressing, that some people,
in the midst of all this opportunity, persist in looking around them and
seeing thorns instead of roses. They are not Albertans (emphasis added;
Alberta Hansard, 1985:48).
At the end of March, Lougheed once again addressed the Progressive
Conservative Convention, this, the last time as leader and premier (he announced his
retirement afew months later). He drew attention to the deficit plight of the other
provinces and the federal government (the former required on average 10 cents out of
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every dollar for debt servicing, the latter 34 cents) by contrasting them with the
budgetary situation in Alberta (1 cent out of each dollar). He then remarked on the
extent to which business and government in Japan cooperated—something he would
like to see emulated in his province.
When Isee the world today and the way it changes, Alberta has got to
show the way to pull together business and the community at large with
government. So we are working together. We understand each other.... I
was really impressed in my trips to Japan the way the business
community and governments worked together...That is the world out
there and to meet our objectives, we need that sort of cooperation, the
working together (Lougheed, 1985:22).
But with the policy statement on secondary education proceeding, he offered some
examples of what he would like to see high school students become capable of
responding to. He likewise indicated his preferences for subject matter and general
time allotment. And finally, he let it be known that the policy statement was
forthcoming shortly and that his government intended to move on it quickly given the
constitutional responsibility afforded elected members.
Our young people have to face atough competitive world. Ithink it is
unfair that graduates from our high schools are not as well qualified as
they should be to compete in that world marketplace. We have agood
education system. There is no question about that but we can make it
better. Ihave done my own little poll and Iwill try four examples only
on you. Explain to me how we get adollar on an oil royalty; explain to
me what ademand loan is; explain to me where the Slave River is [a
river in northern Alberta running north-south] and what it means to
Alberta and; explain to me where the Heritage Savings Trust Fund
revenues come from. Idon't get that many good answers. Now, who is
at fault? It is not the teachers or the students. Who is responsible under
the Constitution? The people who are responsible are the Legislators of
Alberta and the government Party.... We are going to come with some
changes that Ithink are so important ... in terms of geography, history and
economics emphasized at the provincial and national level; and Social
Studies mandatory until grade 12....
Secondly, many Junior High School options should be discontinued and
more emphasis placed on core subjects. Third, minimum hourly.
requirements in Mathematics, Science and Social Studies should be
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increased ... there is going to be resistance—there always is to change .... It
is coming fast .... Its coming within weeks ... let's move it through. We are
the government Party, we are responsible. If it [education] isn't
adequate, we have got to make those changes (Lougheed, 1985:22-23).

SECONDARY EDUCATION POLICY DOCUMENT

In June 1985, the policy statement Secondary Education in Alberta (Government
of Alberta, 1985) was released. To reflect the importance he attached to it and the
influence he had upon its direction, the Premier himself was the focal point of the press
conference with Education IVilnister King at his side. The new education policy was
billed as aresponse to Albertans' concerns about their future—"Our government is
responding to citizens' concerns that there's ahard, tough cruel world out there and we
should be making some of these changes" (Pratt, 1985:A1). The policy document
indicated that there had been apublic questioning of secondary education's objectives
and content, aquestioning contributed to by the premier's public and critical musings
about the quality of education he felt his own children had received as well as the very
public, ongoing battle between the Minister of Education David King and the provincial
teachers' association (i.e., ATA) over issues ranging from accreditation and curriculum
development to the School Act itself.
The new policy called for "a firm foundation of basic knowledge and skills"
(Government of Alberta, 1985:4) but was clearly linked to the government's industrial
white paper (i.e., Government of Alberta, 1984).
The principles and the objectives described in this policy statement are
consistent with, and reinforce the thrust of the Government's White
Paper...which states that 'Education should foster ideas of risk-taking,
innovation and the pursuit of excellence.'...The next step will be a
consistent and deliberate review of the content and objectives of our
curriculum to ensure that the directions set in this paper are achieved
(emphasis added; Government of Alberta, 1985:4).
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While noting that education's primary focus was intellectual development, the policy
also commented that its role in work preparation required reinforcement. In keeping
with the recommendation of the Foundation for the Future report (Alberta Education
1985a), one of the goals of secondary education included
becom[ing] aware of the expectations, and be prepared for the
opportunities of the workplace expectations that will be faced as
employees or employers; expectations that will be faced as entrepreneurs
or volunteers (Government of Alberta, 1985:13).
This was to be achieved through the acquisition of "specialized knowledge, skills and
positive attitudes required for direct entry into the workforce"

(p.

14). And while the

role of education was seen as the general provision of skills that permitted students to
meet future challenges, the prominence of science and technology was also anticipated.
One of the mandatory courses articulated in the new policy was called Career
and Life Management (CALM). It was to be required of all grade 11 students in the
province and was an information and issues oriented curriculum whose central
characteristics were to encompass
career, personal finance, and life management skills, including personal
development, interpersonal relationships, effective learning skills, career
planning skills and attitudes required in the workplace, preventative
alcohol and drug education, and other relevant societal issues
(Government of Alberta, 1985:24)
The rationale for its development appeared to lay in the perceived degree to which
society was changing and the corresponding belief that graduating high school students
were ill-prepared (Bosetti, 1990:68). Education Minister Dave King described it in the
following manner:
Elements of the personal finance course are found in the existing home
economics course. We think it has application to many more students
that the ones that have historically taken home economics. It's very
important that students know how to open bank accounts, borrow
money, live with credit, pay off credit. It's important that they know that
apension is not agift from heaven, but adeferred income. It's important
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that they know how the tax system operates. It's important that they
know what alabour union is, because alot of them may end up as
members of labour unions. This is meant to give them some of the
practical knowledge that is important if you want to function effectively
in this community (Bergman, Cohen & Milner, 1985:18).

CONCLUDING REMARKS
The overwhelming focus of this study has been the seeming preoccupation by
key representatives of the provincial state (i.e., premier and education minister) with
the relationship between the skills, attitudes and knowledge of Alberta youth and the
potential for future economic development and prosperity, initially during aperiod of
expansive capital accumulation and social liberalism and then during asubsequent
period of capital retraction and labour market dysfun.ctioning. It is conceded that to
suggest that this was the only concern or issue raised during the latter period's review
of secondary education would be both inaccurate and reductionist, but its recurrence as
atheme throughout that period leading up to the review itself in 1984 and 1985 was a
reflection of the broader societal context within which the re-examination of educational
policy transpired. That Alberta was undergoing its worst recession with the highest
levels of unemployment since the Dirty Thirties cannot be dismissed. That there might
have been no perceived relationship between schooling and the labour market seems
highly unlikely if not unthinkable within that context. But at the same time, official,
focus upon such alinkage also served to conceal structural problems within the labour
market by shifting the onus for employability and by extension capital's future success
with accumulation almost entirely onto workers and potential workers (i.e., students)
who were expected to continually upgrade their occupational skill offerings so as to
enhance capital's potentialities. Implicit in such, it would seem, is the negation of any
social, obligation on the part of capital. Increasingly, the means by which and the
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conditions under which the majority of the citizenry of advanced capitalist societies
currently maintain their physical existence (i.e., employment—work) are in flux.
Consequently, those same individuals are expected to develop an attitude of
adaptability to such circumstances both through recurrent education (i.e., skill
upgrading) and acceptance (and hence accommodation) that the shifting needs of the
labour market are anatural necessity of capital's pursuit of further accumulation. In
this sense, the social is in large measure founded upon the economic. That such a
relationship explains everything, however, is to ignore the impact of political and
ideological influences whose bases are not necessarily in the productive sphere. All that
is being claimed by these latter comments is that the reaction to prior dominance of
orthodox Marxism's base-superstructure relationship has been to devalue, even
virtually deny, the possibility of any such relationship (Burbules & Kantor, 1992), to
expunge such considerations as too crude and deterministic—a swing of the pendulum
which is, ironically, probably more supportive of the interests of capital than critics
would have otherwise intended.
The growth of the Keynesian Welfare State (KWS) has been expansive during
the past half century. A natural evolution of that expansion has been the furthering of
administrative control in an ever-increasing number of areas of human activity, both
economic and non-economic, as state officials have endeavoured not only to
counterbalance the potentially debilitating social effects of the market, but also extend
to civil society social benefits derived from the private sector's success with capital
accumulation. The education sector represents, in part, an example of just such astate
activity. The system of public schooling has been the beneficiary of economic growth in
advanced capitalist society as state budgets for both capital projects (i.e. educational
infrastructure—buildings) and instructional grants have risen not only in current
dollars but also real dollars (adjusted for inflation). The unintended consequence of
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such growth has been to make the state's funding of its social (political) agenda
increasingly dependent upon asuccessful (expanding) capital accumulation process
such that states in late capitalism have evolved an interventionist role as ameans of
attempting to safeguard against perceived blockages to that process. In that sense, such
an interventionist role has become self-interested to adegree as economic downturns
frequently lead to unpopular policy decisions by government, decisions which can
curtail, undermine, even negate gains more easily achieved by various social interests
during periods of expanding accumulation. This was in part the issue facing the
government of Alberta as the heady economic expansion from 1974 to 1979 developed
into decline, stagnation, and retraction as this provincial state proceeded further into
the 1980s. While the NEP certainly did not explain everything about Alberta's
recessionary march, it was perhaps an untimely injection which exacerbated an
inevitability—an injection that reflected wider political interests at the federal and
national level just as the political interests which initially spurred Alberta's oil boom
also developed outside provincial boundaries. In either case, what it demonstrated was
this state's vulnerability to the vagaries of asingle resource dependency which it had
helped to create through anarrow economic base. That the new provincial government
of Peter Lougheed chose to define diversification primarily within an expansion of
petroleum-related (dependent) industries only served to increase that dependency
(Shaffer, 1984) such that, notwithstanding government rhetoric, rather than diffusing
the effects of such dependency, this state's industrial strategy in fact exacerbated it.
Hence, the marked decline in government revenue in the mid-1980s as well as the near
tripling of the rate of unemployment in just over 2years from approximately 4% to over
11% as profitability of the world's (and hence Alberta's) petroleum industries began to
wane.
One of the consequences of diminished state revenue is often the decision to
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restrict further expansion of various sectoral funding. This might materialize in its
simplest form as budgetary freezes (including below inflation increases) as was the case
for instructional grants to school jurisdictions by Alberta Education commencing in
1983ior where concern arises about the need for greater long term control of funding
through administrative influence, state officials might decide to institute bureaucratic
restructuring including redefining the relationship between the state and its
apparatuses as was also the case with the decision by Alberta Education in 1983-84 to
develop and implement the Management and Finance Plan (MFP) (Alberta Education,
1984ab). However, the initial impact to the budget was not decreased but increased
spending resulting in large measure from the decision to develop and implement high
school diploma exams and system evaluation testing for grades 3,6 and 9. It would
take afar worse economic climate in 1986 before funding would eventuallyretract in
current dollars both in terms of the ministry's budget and instructional grants to the
school jurisdictions (i.e., an across the board 3% rollback for the 1987-88 school year)- 11
However, with the option of local requisition through taxation, those same jurisdictions
were able to temper the cutbacks though not eliminate their impact given the potential
for tax exhaustion locally.
One might reasonably argue that the Lougheed government did not suffer from
problems of political legitimacy from the point of their initial re-election onward
through the 1980s—the size of their electoral mandates would suggest avery high
degree of voter satisfaction. Yet curiously, Lougheed also chose to go to the polls
during the early stages of the recession before the situation worsened and well before
he was required to do so constitutionally. That he was concerned about an election call
amidst higher levels of unemployment and ableaker economic climate remains
speculative. However, he would not have been the first (nor the last) politician to see
the writing on the wall and project its potential for negative political implications despite
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the current commanding control he had over the province's legislative assembly.
Furthermore, the four to five perennial opposition members, two of whom were
democratic socialists (as much as such is possible within the context of Alberta politics),
were successful in raising questions in the legislature which forced the minister of
education and even the premier to repeatedly defend their government's processes and
decisions thereby opening up the same to further scrutiny and critique by the media.
While the media appeared initially uncritically supportive of the new government in
the early 1970s, as the decade closed and the appearance of governmental arrogance set
in, in the wake of two landslide victories at the polls, the media became increasingly
critical of official governmental explanations. The government compounded its
growing rift with the provincial media by failing to act upon acritical plank of its 1971
election campaign—freedom of information legislation—which, as opposition
members, the Conservatives had repeatedly used for their attacks of the previous
administration. The fact that on numerous occasions during the next decade the
governmental argued that such access to governmental information was unnecessary;
and that members of cabinet had only the best interests of the general citizenry in mind
when making political decisions, only served to make the media more inquisitive while
exacerbating the government's attempts at political legitimacy.
The Secondary Education Review conducted in Alberta was not simply nor only
about job training or improving the future workforce. This was clearly afocal point of
the premier and to alesser extent the Minister of Education. The purpose of this study
was to explore how the issue of reviewing educational policy and particularly
curricular content was the political face (a distracting legitimacy) to governmental
attempts at controlling the expansion of the fiscal resources necessary for the operation
of the educational state apparatus. The study analyzed the government's attempts to
appear to be acting upon asocial effect of the economic recession—general, and
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particularly youth, unemployment—while at the same time seeming to be claiming that
if the attitude and skill level of Alberta's workforce were different (i.e., enhanced,
improved, and so forth ), the possibility of the recurrence of arecession might be
considerably lessened. While on the one hand the premier viewed education as an
investment (i.e., improved future workforce), the policy actions by the educational state
apparatus (i.e., increased calls for efficiency and accountability) indicated aperception
of education as consumption—two very contradictory views whose co-existence is very
difficult to synthesize.
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Notes
1. For our purposes, arecession is not defined in purely economic terms as successive
quarters of negative economic 'growth' for while the stock market and other
industrial indicators may reflect atheoretical recovery, unemployment still remained
high, companies were still laying off employees or demanding wage concessions, the
retail trade was suffering under lack of consumer spending, and bankruptcies were
still prevalent.
2. A condition in which ahigh rate of price and wage inflation is coupled with stagnant
consumer demand and high unemployment.
3. The Northwest Territories adopted most of Alberta's curriculum as their own. Since
this was aformal agreement, the provincial review included arepresentative from
that region.
4. Bill 110 was an attempt to allow companies to lock out union workers for 25 hours
and then bring in non-union workers. Also, Manpower Minister Ernie Isley
commented that full employment would be bad for the economy and preferred an
unemployment rate of around 6%. See also Chapter Four, footnote 23.
5. Party conventions, particularly for parties in government, are known typically for
their self-aggrandizement.
6. One suspects that what the premier meant by the last remark about the economy was
what it was really about according to aparticular philosophical (social theoretic)
perspective, though he would probably have argued for acommon understanding of
capitalist economics and hence society.
7. Tn aletter to the university's VP Academic and VP Research, Gerwin Marahrens,
chair of the Germanic Languages Department at the University of Alberta responded
to the White Paper. The letter was carbon copied to Marabrens' local MLA and
found its way to Minister King's files.
8. This last comment probably would not sit well with Lougheed. He had once
remarked "I wince whenever Ihere anybody in this part of the world use the word
class. It is not part of our way of life" (Lougheed, 1984d:10). This perhaps partially
explains his liberal view of possessive individualism as well as apenchant for failing
to fully comprehend the plight of those not of his class. This was never made dearer
than when he remarked that "there was no real establishment in [Calgary]" (p. 10).
9. Barron was apublic relations officer with the Ministry of Education; Duke and
Fenske were also Ministry officials; Fyfe was an MLA and chair of the Education
Caucus.
10. With apologies to Julius Caesar.
11. The bottom fell out of the petroleum market as oil prices pluxnñi.etted to $10 per
barrel (a 60% decline) cutting annual provincial revenues by 20% to 25%.
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