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ABSTRACT

There has been a growing interest in Australia, ae in other parts of the world, in the development of a
comprehensive youth policy. The Partieipation and Equity Program, which will subswme the existing Sehool-Work
Transition Program, is on inttiative leading towards such a polisy. It is now a decade since the Karmel Report
first elaborated policies for achieving educational equality, but theve have been Few changes in the relationship
between social background and educational achievement. We suggest that there ave a nwwber of lessons to be learned
From the experience of the last decade. It is our view that the effectivensse of the new Program will depend on
a thorough analysis of the social context of schooling, and a clear statement of its oéjeetive of ebciallequality.
The paper proposes an approach ta the analysis of social division in Australien soclety, and draws attention to

the strategies from which have emerged projects which ave currently in cperation.

INTRODUCTION

The rising incidence of youth unemployment has proveked a considerable debate about the need
for a comprehensive youth policy, not just in Australia but in all OECD countries. Most interest
has centred on the provision of coordinated policies and programs in the areas of education,
training and empioyment, with a growing concern about the relationship between these policy
areas and the provision of adequate income support. To date, & considerable number of govern-
ment agencies have joined the debate and it has become apparent that the issues involved are
vary complex. 'Advocates for a comprehensive youth policy suggest that it cover, in addition ta
education, trxaining and employment, questions of income support, health, recreation, accommod-
ation, transport and law. Shears and Mathews have suggested a broad formulation of the problem:

"The central question for youth policy is how to provide a framework of
pelicy and action within which 15-19 year olds will be ensbled to participate
effectively in society, use their time constructively, explore and develop
social relationships, and achieve a successful transition into the workforce
and into adulit roles generally.®

{Shears and Mathews, 1983 : 1)

In reéent months, the Federal Labor government has hegun a revision of existing education
and employment policies as z step towards a greater integration of its policies for youth., The
focus of the new initiative is the Participation and Equity Program, which will incorporate the
existing School-Work Transition Program. It is to be coordinated by the Department of Education
and Youth Affairs. In announcing the changes in the guidelines for the Commonwealth Schools
Commission for 1984, the Minister for Education indicated that,

“The new program will be directed towards bringing about wide-ranging

changes in schools which will enable them to give all students, and especially
those from disadvantaged backgrounds, & rewarding useful education through to the
end of secondary schooling. The program will be directed particularly to
secondary scheools with low retention rates and will seek to foster more

equal outcomes from schooling. Thus the new program will have the twin
objectives of increasing participation in education and of introducing greater
equity in our overall provision for young people®. {C.S.C. Guidelines 1983:6)

The new policy represents a significant shift in emphasis from the narrower focus on
vocational preparation which had been the focus of the School-Work Transition program when it
was introduced by the Fraser government in 1979. It also represents a reformulation of old
themes, annunciated in the Karmel Report (1973), just a decade ago. The Rarmel Report had
established that government funding for schools should be based on the principles of equality,
diversity {openness) and deveolution (participation). The philosophical orientation which it
espoused and the programs which were subsequently implemented have provided the parameters
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for the debate about educational equality which continued throughout most of the 1970%'s.

Educational or Social Equality?

Ten years later there have been fevr apparent changes in the relationship between social
background and educational achievement. Marginson (1983) and Johnston (1983} have suggested
that part of the explanation for the lack of success derived from the approach teo the task
adopted by the Karmel Committee in 1973. Marginson has examined the structural arrangements
proposed by the Karmel Report as a basis for reconciling the public and private sectors of
schooling. He concluded that the Karmel recommendations refelcoted an inadeguate analysis of
the social roles of the public and private sectors and hence failed to get to the rcots of
educational ineguality. Johnston, on the other hand, has drawn attention to ambiguities and
contradictions in the philosophical and educational rhetoric used to advance the principle of
eguality. While the rhetoric was politically useful in gathering support, it also enabled
different groups to continue to advance their own interests in the name of equality.

Furthermore, we have gsuggested in a previous paper that a major limitation on the programs
in the 1970's was a lack of clarity in the understanding of policy-makers, teachers and others
about the relationship between schooling and the labour market, and more broadly, between
educational equality and social equality. 1In all of the discussions of equality, one can find
an underlying

", . .ambiguity about the extent to which the competitive labour market,

and the corresponding hierarchical and exploitative labour process, is
considered to be the target of change. When this is linked with the

resource constraints and contradictions discussed by Marginson, it is

not surprising that the research evidence indicates that little progress
has been made towards greater educational equality, let alone significant
change in the social structure of inequality". (Wilson/Wyn 1983:5)

T+ is our view that the experience of the Schools Commission programs, and more recently of
the School-Work Transition program, indicates the importance of ensuring that the Participation
and Equity Program recognizes the social implications of schooling and that its objectives for
social equality are clearly stated. We would suggest that a major weakness in the previous
programs has been the focus on addressing specific social divisions independently, without
recognition of their complex interaction in people's daily experience. An analysis of the
interaction of class, gender and ethnicity in people's everyday lives should be central to
explanations of inequality, and hence, to programs aimed at effecting change in these

circumstances.

Structures of Power

The failure to take seriously the nature of the experience of young people in program or
curriculum development also reflects an avoidance of the conflict of interests that exists
between different groups or sectors in the society. In this regard, we have found the
relational analysis suggested by Connell et al (1982) to be particularly useful, especially £or
exploring the significance of class and gender for young males and females.

In particular, by taking people's perspectives ‘and experiences seriously, they challenge
the rather simplistic (though prevalent) wview that most pecple are uncritically socialised into
a 'role'. This implies a critique of explanatiocns of social behaviour that rely on the notion
of "sex-role socialization" or on the all-pervasiveness of a "dominant culture". Rather, they
suggest there are other, more complex issues involved in the processes creating and perpetuating
inequality in Australian society, recognizing that people make positive choices which, however
leave them vulnerable. This approach links the issues of class and gender at a broad level,

with specific situations in schools or in factories.

Based on their discussions with young people and their parents, Comnell et al suggest that
not only is people's experience of class and gender relations constantly intertwined, but that
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they constitute structures of power which contain tension and contradiction and hence, are
subject to change. Unless these issues are seen as being central in policy development, it
would seem uniikely that the resulting programs would be effective in achieving sccial
eguality.

A case in point is equal oppertunity policy: While there arxe variations in their approach,
all equal opportunity programs are based on the idea that it 1s necessary to acknowledge the
disadvantage suffered by girls and to right the imbalance *by providing for equal education
experiences for both sexes". (Bqual Opportunity Unit 1983). In practice this has come to mean
that the crucial areas for change have been those associated with the stereotyping of "sex
roles", in particular those which have the effect of restricting choices for students,
especially girls.

We would draw attention to three problems which can arise in such programs. The first is
that in practice, ‘equality’ comes to mean similarity between boys and girls. Boys' experiences
and outcomes are seen as the yardstick against which the outcomes of all students should be
measured. Secondly, although some programs in schools address the issue of livelihood and
participation in the adult world in terms of paid employment, they ignore the relationship this
may have with c¢hild rearing and domestic labour. Thus, a fundamental aspect of human experience
{and a major concern of girls) is excluded from the educational process.

The third limitation on the notion of equal opportunity is that as a strategy it cannot of
itself produce equality of outcomes. Because of the structure and practices of the labour
market and of the choices and decisions young people themselves make,requality of experience in
school may be followed by ineguality in the search for paid employment. The basic limitation
of the equality of opportunity approach is that with regard to both gender and class}

‘by locating the source of inequality at the point of the acquisition of skills
angd attitodes it falls to recognise the political character of the social
relations within which they are acquired; so it leaves unexamined and unchallenged
the social/economic institutions which maintain and perpetuate those social
relations'. (Franzway & Lowe 1878:15) .

School-Work Transition

The projects funded under the $chool-Work Transition Program in the last four years have
provided opportunities to examine the potential of alternative program models. Some projects
were based on the assumption that individual students were at fault in one respect or another
and that specific remediation was necessary to prepare those people for the labour market.
Many others have demonstrated a wide range of strategies for bringing about curriculum change
and have contributed to some creative thinking about the future direction of curriculum
development.

Throughout its life, however, the Program has been bedevilled by ambiguity about whether it
wWas a manpower program to serve the needs of industry, or an educational program with equity
implications (insofar as it was directed at early school leavers who did not have recognised
credentials.) Neither of these positions, however, has in any way led to questioning of the
existing structure of the labour market, ox of the inequities and the distribution of power
which: it veflects. In the absence of such questioning, the most important gains have been in
those projects which set out to ensure that school assisted all students, irrespective‘of
background, to develop these atbtributes and strategies, which would enable them to take part in
a rapidly changing society. Blakers has gone further and suggested that the great gain has
been

‘... fundamental thinking abeut...much more coherent concepts of the
purposes of schooling, its processes and relationships. These concepts
are being developed in the context of a growing recognition of a changing

society and of the need foir a more comprehensive assessment of the rights,
responsibilities and needs of individuals and of the soclety.' {Blakers 1983:79)
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the School-Work Transition Program has not, however, assisted greatly in reducing the extent
of social divisions withinthe society, or even of stimulating debate about the ‘hidden agenda'
of ineguality. Social class, gender and ethricity continue to be significant influences on the
iife chances of young people. This is not simply a matter of direct discrimination or bias in
educaﬁion or in the labour market, but alsc of the choices which young people make themselves.
It needs to be recognised that young men and women often have good reasons for the decisions
which they make about school or work, even though those cholces currently may result in their
cbtaining unsatisfactory or exploitative work, or unemployment.

Our experience in the evaluation of some $chool-Work Transition programs and in other
research projects, with young pecple in working class schools, has suggested that these issues
must be addressed if an effective youth policy is to emerge from the thinking to which Blakers

refers.

pPerspectives of Working Class Youth

We would suggest tht there are several important themes to be explored in the analysis of
the perspectives of young people. There are two in particular which we would mention here.
a} Complexity
When asked about their attitudes to school and to the future, young people express a
variety of distinctive ideas, based on their own insights, experiences and values. These ideas
are complex, and reveal ambivalent feelings ahout school and work.Understanding the situation
of these young people reguires not only a recognition of the patterns and implicit connections
in their individual responses, but also the diversity and contradiction in their views. A
clear understanding of the issues depends on a recognition of the local and historical context
" in which people are living. These conditions may at times produce what seem like anomalies in
the relations between class, gender and ethnicity in the daily experience of younyg people, which
need to be explored carefully.

b} Class; gender and ethnicity

Understanding the choices which young people make depends on a consideration of their
experience of living in a working class neighbourhood, combined with the influence of gender
and ethnic background. Further, in attempting to analyse their experiences, the relational
nature of class, geader and ethnicity needs to be examined.

For example, while they are aware of their differing ethnicity, the experience of growing up
in a workihg class neighbourhcod in Melbourne provides the students with views that are not very
different from each other - despite the range of ethnic backgrounds. Students were often at
pains to point out toe us that they come from a 'Yugoslav' oxr 'Greek’ background, and that this
affected their parents' expectations of them for the future.

However, they were also able to elaborate on why they opposed their parents’ views, out-
lining their perceptions of the loeal labour market, based on the experiences of their peers and
and older siblings. This suggests that class relatione are much more significant than ethnicity
when it comes to questions of livelihood. It seems however that this may be more so for boys
than for girls. In some cases we found young women from non-Anglo/Australian backgrounds
reporting that their parents' expectations that they become teachers or study law were too high
for them; in others, it was clear that despite their hopes of gaining a tertiary education their
parents would not contemplate supporting them in education further than year 10 or 11, becéuse
they were females, whose priority it was pelieved should be on the domestic, not the public
world.

However, despite the apparent 'freedom' from domestic responsibilities for Anglo-saxon
girls, we have found that yvoung women from all ethnic backgrounds predominantly define their
futures in terms of a marginal or ambivalent relation to the ‘public’ world of wage-earning,
with a considerable commitment to the 'private' world of child rearing and domestic labour.
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While most working class girls did aim to get a job, they tended to put it in the context of
'working until I have a family', or ‘to set up the house'. Furthermore, the young wemen in our
sample overwhelmingly hoped to work in jobs that were ostensibly to do with human relationshipsg
(such as social work, child care or nursing). Our analysis of this suggests that those features
of some ethnic cultures that seem to be particularly 'patriarchal' (including the rigid
distinction between public and private) are in many respects, simply a difference of degree, not
of kind, from dominant social perspectives and practices. In the lives of these students, their
experience of ethnicity is inseparable from the experience of being a young male or female,
growing up in a working class neighbourhood.

it is through these experiences that young pecple build their identities. Through many of
their comments about themselves, it becomes apparent that the construction of their identity is -
baged on their relationships with others. For exanple, as we reported in an earlier paper,
{Wilson and Wyn 1982) many young people were quite emphatic about what constituted masculine or
feminine behaviour, particularly with regard to ways of gaining a livelihood. Many young
people presume that there was a ¢close link between particular jobs and a specific gender :
earning the main wage (in the public sphere) for the family was masculine behaviour, and
staying at home (the private sphere) with the majox responsibility for childrearing was more or
less a definition of feminine behaviour. Central to this was the assumption that the female
would be dependent on the male for her livelihood. In other words, both these young men and
women have a concept of adulthood that is closely associated with masculinity or femininity,
and these .are defined in relation to each other.

What is particularly striking about the perspectives of the students is that regardless of
the attempts by policy-makers to intervene through programs aimed at redressing inequalities,
thesge young people will continue to establish their futures in terms that make sense to
themselves. More importantly, the way they make sense of their experience is not haphazard or
random, but is based on certain traditions (which we call cultural perspectives - see Dwyer et
al, forthcoming). This process is not eagily amenable to"attitude" change as is often assumed
by those who argue that students views are simply formed by 'sex-role stereotyping", nor is it
simply a matter of "motivating" students more. Rather than imposing curriculum on such
students, it is important that policy makers and educators take seriocusly the cultural
perspectives of working class students, in developing a more relevant curriculum. Central to
this is the issue of how young people will chbtain a livelihood in times of rising unemployment.

The Importance of Livelihood2

Both the young males and females express a strong concern to assume what they see as adult
positions in society. It seems that a central aspect of this concern is the issue of livelihood.
There are aspects of livelihood which are consistently mentioned and reguire consideration.
Firstly, the concept of livelihood is crucial in their hopes to achieve legitimacy as adult
members of soclety. The notion of livelihood encompasses both a means to a particular way of
living and of relating to¢ other people. Hence for the young males in our study, wage~labour
was the central means of obtaining the resources for livelihood. The wage was seen as the
means of obtaining the resources for livelihood. The wage was seen as the means of obtaining
a particular standard of material well-being for themselves and possibly for other dependents.,
More than this, exercising their labour power in paid employment was also seen as a way of
using time; a way of contributing that was clearly productive. For males and. females,
contribution to production in this way was bound up with establishing a sense of dignity as
members of society.

Consequently, the failure to ohtain a paid job has seriocus consequences not only in
material terms. The reasons are complex, but an outline of two analytical perspectives
provides some c¢larification. Young people grow up in a gociety which can be characterised as
both patriarchal and capitalist; this has several implications. Firstly, a significant aspect
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of the development of capitalism has been an apparent separation of interests between the
political and economic. Hence, the formal political structure of the state is seen to be
concerned with government, in supposed contrast to the interests of capitalist business
enterprises. This ideological separation of the political and ecconomic has been crucial to
enabling employer groups to resist people's claims to the right to subsistence. With an
increasing denial of livelihood because of increasing structural unemployment, the struggle
for the right to subsistence is heightened {Piven and Cloward 1982) . We suggest that this
helps to explain why the obtaining of 4 livelihood is so important to the young people to whom
we have spoken.

Secondly, in a patriarchal society, there is an apparent separation between public and
private experience. The public world is one in which males operate more comfortably than women,
the private realim is one which women are seen to inhahit less ambiguousiy than men.

However, we would suggest that the ideological split between private and public operates
to deny a sense of belonging or integrity to both males and females. With the assumption that
"yhe domestic" (i.e. childrearing and home work), is the realm of women, males’ may participate
in society as adults only through wage earning. The denial to many males of the right to a
wage (through unemployment) may in this sense constitute a 'crisis of masculinity'. In this
circumstance, the lines between 'public’ and ‘private' may become more blurred. Amongst our
interviewees many of their mothers were invelved in paid employment, especially where their
husbands were unemployed. Consequently the distinction between public and private in the
women's lives has become even more ambiguous.

For us, this discussion raises the important guestion of how we can address the guestion of
livelihood in a way that recognises and is appropriate to the intringically positive concerns
of younyg working class people. At present, young women prepare for and anticipate their future
in spite of the experience of formal schooling, rather than because of it. On the other hand,
young males are enthusiastic to join adult society, to make a contribution and to develop
positive relationships with other people. Most do not recognize that the urgency with which
they approach paid employment might place them in competition with their fellows. This raises
a gquestion about the sorts of projects which might be effective in encouraging young people to
stay at school for a longer time than they presently do.

Participation and Bgquity in Practice

Tt is an explicit intention of Participation and Equity that retention rates should be
increased. The guidelines for the Program recognize that for this to be accomplished,
significant changes will be required in the nature and organization of schooling at secondary,
and even-primary levels. In particular, it is proposed that funds will be available for:

'...~ making changes to secondary school organisation to accommodate more
adequately the social, economic and cultural diversity of students, and
to promote self-confidence, independence and & sense of autonomy in all
students. '

- reforming and diversifying the curriculum (¢8C Guidelines 1983:12).°'

The critigue of contemporary schooling which is made by young people from working-class
backgrounds has been fairly well documented (see Wright et al 1978; Schools Commission 1980;
Wilson/Wyn 1983). It centres on the quality of relationships established within schools,
among students themselves and with teachers; the decision making procedures available within
schools; the relationship between school activities and 'real life': and most importantly, how
school will assist them in obtaining an adequate livelihood, such that they will be accepted
as adult members of society.

Tt should be noted that within the constraints of the existing structures and policies,
many teachers already developed initiatives which respond to these concerns. Despite inadequate






