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Abstract

The impact of vocationalism on secondary education
in England and Wales has been limited in range and
incidence. This study examines some of the attempts to
give expression to practical education in schools between
1889 and 1965. It focuses on institutions specifically
charged wvith providing a technical education to pupils
of secondary school age, with particular reference to
Junior and Secondary Technical Schools.

Collectively, the technical schools wvere casualties
of policies which emphasized their instrumental nature,
and vhich failed to secure their ambigquous institutional
foundations. This impeded the projection of the educational
benefits of vocationalism. Nor were curriculum policies
clear about the favoured methods, content or disposition
of secondary technical education. Practical education
denoted an ambition rather than an agreed approach
to secondary education. Administrative and curriculum
policies lacked the coherence necessary if newv ideas
vere to be presented successfiully.

These contentions are elucidated through an
examination of central and local policies. These wvere
determined by the interaction between administrative,
professional, industrial and political interests.
Reference is also made to some of the contemporary
justificatioms of practical education., Enabling policies
originated in the localities and found expression in a
number of institutions., They were belatedly endorsed
by the central department.

In the process an 'ideal' type emerged, the
'Technical High School of Science'. It was intended
to be the vocational counterpart of the academic grammar
school. With its emphasis on scientific and technological
concerns it represented one strand of practical education.

Changes in science, technology and employment have
meant that the curriculum of the technical schools no
longer reflects contemporary needs. Their concern wvith
practical education, hovever, remains undiminished.
Their importance lies in the assistance they provide
in posing questions about present day practices.

The history of the technical schools underlines
the need to define precisely the meaning of vocationalism.
In the period under discussion, 'vocationalism' wvas
the starting point for disagreements about the nature
and purposes of practical education. 'Liberal' vs.
'Vocational'; 'Education' vs. 'Training' wvere
standard formulations wvhich left little room for synthesis.
The case for vocationalism was un-coordinated. It
vas hindered by a disinclination to include curriculum
isgsues alongside matters of provision. It wvas
left to individuals, sectional groups, and sympathetic
administrators wvho approached the subject from a
multiplicity of viewpoints and institutional settings.
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INTRODUCTION

(i)

At long intervals and in changed contexts attention
has been drawn to the neglect of practical education in'
secondary schools. Its omission was raised in the
Taunton Report (1868); made explicit in the Bryce
Report (1895) at a time wvhen the secondary curriculum
vas becoming more open to interpretation; repeated in
the Spens Report (1938); made a cardinal principle of
curriculum reform in the Crowther Report (1959); and
resuscitated in the 'Great Debate' (1976). All vere
major statements of educational intent. Yet progress
has been modest.

This study is a contribution to the history of
vocationalism in schools. It examines the origins,
development and demise of institutiohs specifically
charged vith providing a technical education for pupils
of secondary schoql age, with particular attention to
junior and secondary technical schools. The period
delineated (1889-1965) embraces the early growth and
maturity of policies that resﬁlted in universal secondary
education.

Schools reflect in their administrative arrangements
and curriculum policies the conditioning agency of
dominant cultural assumptions. This avareness has
encouraged an approach to tﬁe study of education which
stresses the social contexts and historical evolution of
institutional practices.l

Martin Wiener has characterized British ambiguity

towvards the technological foundations of industrial



society as,

"a cultural 'cordon sanitaire' encircling the

forces of economic development - technology,

industry, commerce .. this mental quarantine."2
Secondary schools have always sought to reconcile social
purposes vwith individual development. As such they
have always embraced vocationalism, In its technological
guise, howvever, vocationalism has frequently been
regarded as incompatible with 'liberal' educational
. purposes.

Industrialization transformed occupational and
social structures. It called into being a whole
apparatus of education and training based on the )
application of science, and the acquisition of technical
skills., But it has been accompanied by uncertainty and
disagreement about the compatibility of vocation with
education. The interface between industrial vork,
schooling and personal development has not been fertile
educational territory. Practical.education'has not
stamped its impress on the secondary curriculum.

(ii)

This study approaches its subject by an account of
national and local policies for technical education in
schools. These policies were critical in determining
conceptions of vocationalism. The greater part of the
thesis, accordingly, is an account of the interactions
betwveen the central department and the local authorities.
These are examined in conjunction vith iﬁportant interest
groups wvhich helped determine policies, including the
political parties and 'industry', as vell as professional

points of view.

This aporoach does not fully capture the texture



of institutional discussions, much less show where
critics of academicism vere 'coming from', In order

to make discussions about vocationalism concrete the
institutional generation ¢f policies is investigated, and
related (where possible} to the educational critique of
academicism. 'Training' was an essentially normative
activity which took as its Pational industrial
requirements. The case for practical educatiisn required
intellectual foundations and nNoutishment. Chepter 9

out lines some of the eclectic views of educationalists,
and Chapter 10 examines some of the institutional
responses to secondary technical education.

The constraints placed in the way of the junior
technical schools meant they were collectively prevented
from develcping a programme of practical education. The
period before 1944 did, hovever, witness the emergence
of the foundations of secondary technical education.

The opinions of leading individuals associated with
the technical schools, moreover, were formed in the
1930s and 1940s .

Institutional responses were undoubtedly less
important in shaping policies than the wider administrative
determinants of vocationalism. They show, howvever, that
competind concepts of vocationalism and the lack of
coherence about content and methods, were as evident
among the schools as in the wvider context.

Thus, there was an absence of agreement about the
nature‘of secondary technical education at both the
organizational and institutional levels. Competing
interpretations of vocationalism meant that tensions

betwveen instrumental and educational points of view



vere never wvidely reconciled.

In the organizational context there was much
controversy - lessening after 1944 but never s£illed -
betwveen labour market functions and educational values.

At times, there was some doubt about whether the
technical schools wvere 'proper' schools at all, or
pre-apprenticeship institutions.

Institutionally, this was represented in disagreements
about purposes. A numbe: of schools sought to promote
scientific understanding via craft and technical
activities. In others, their role was seen as the
development of work-related skills, or even the mastery‘
of a single technique. In the 1950s attempts to enhance
the status of practical education emphasized its selective
nature. |

The craft inheritance was played down (finding a
home in the modern school) and scientific and technological
preparation. stressed. This wvas in harmony- vith
administrative policies but was accompanied by a
growing 'purity' of out 1ook.

The schools vere a heterogeneous group of
institutions although the range of courses offered
decreased as the 'selective - scientific' ideal grev.

This was typified by the (boys) technical high school
vhich represented only one strand among the arguments
for vocational education in schools.,

(iii)

The sources consulted have suggested a conceptual
framework for discussion and analysis., This study,
except for illustrative references to classroom practices,

is concerned with macro-level determinants of vocationalism.



The 'official mind' is well-represented in the
discussion of administrative issues (Chapters 1-8),
The principal sources used are the records of the central
debartments for education held at the Public Record
Office (PRO), and the Association of Education Committees
collection (AEC) deposited in the University of Leeds.
The Raybould Papers, housed in the Museum of Education
at Leeds University have also been consulted. They
contain material relating to the activities of the
Central Advisory Council on Education (England) in the
1950s.. As yet, these papers are unavailable elstheré;
including the PRO. _ .

The material in the Public Record Office has been
indispensable. The range and preservation of its
educational holdings over long periods is much greater
than for any other single source consulted. Reliance
on the PRO has been increased because there is no
authoritative account based on archive'soufces of
technical education for the whole of the period examined
here. Popular secondary accounts, meanvhile, like
Brian Simon (1974)€,have proved to be an unreliable
guide to the policy issues discussed. The Raybould
Papers, meanvhile, allov a comparison to be made between
the Council and the Consultativ; Committee which it
closely resembled. They also reduce dependence on
published sources vhere archive material is closed under
the 30 year rule.

‘The AEC Collection has been particularly useful.
The Association grew in influence through the period,
and acted as a channel of communication b;tween the

central department and the local authorities. Its
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records are in a good state of preservation, especially
after 1945, and are helpfully catalogued.

This compares favourably with the highly variable
preservation and access to individual local authority
records. It was decided at an early stage not to attempt
local case studies. Coverage of a worthwile area wvould
have altered the scope of the thesis. 1t was far from
clear, in any case, that detailed relationships would
be revealed. The nature of surviving or accessible
records make it unlikely that it would be possible to
plot, for. example, relations between schools and
industry. Occasionally, locally orientated theses have
cast some light on these issues. For the most part
records of particular institutions are unavailable. Many
Inspectorate reports on technical schools are still
closed. Log Books, meanwhile, are imperfectly preserved
and frequently not open to consultation.

The Development Plans of local authorities vere
consulted extensively. They provide a detailed account
of the conceptions (and some of the influences) which
shaped secondary organization. Their uses are discussed
in Chapter 7.

Other influences on policy making are examined
tﬁrough a range of sources.

The extensive collection of material available on
microfiche for the study of political and trade union
attitudes has greatly reduced dependence on Hansard and
conference reports. The records of both sides of
industry are, hovever, unrepresentative. For employers
especially they are really a selection of opinions from

vell-organized capital intensive industries. These vievs
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have been gleaned from a variety of published sources.
The FBI papers share these characteristics and additionally
are the records of a highly political group of employers.
Before 1945 its Education Committee was gernrally
doubtful about the value of education for industry.
Smaller archives which have been usefulwere those
of teaching associations, the ATTI and the NUT. They cast
light on professional anxieties and also provide
information about junior technical gchools, teacher
supply and examinations.
The chapters dealing with curriculum issues seek
to describe the flavour of contemporary discussions and.
point to dominant practices in vocational education.
Chapter 9 contains a discussion of sgsome of the educational
foundations of practical education. Particular points
of viewv are illustrated by reference to individual
commentators selected on the grounds of their élarity of
exposition or influence.
Material on institutional practices is far more
plentiful for the period after 1944 wvhen the secondary
technical curriculum wvas being 'worked out'. The

educational press and journals like Vocational Aspect

contain a greét deal of information on technical education
in schools. Greatest reliance, however, has been

placed on the records of the Association of Heads of
Secondary Technical Schools (AHSTS). The Association wvas
the most vocal supporter of practical education in
technical schools. The records must be used wvith

caution. The Association represented the male,

engineering tradition in technical education. It did not,



therefore, possess the universality its members
sometimes claimed. United in their opposition to
academicism, the Associations' membefs vere clearer on
desired outcomes from than inputs to the curriculum.
They were wunable, therefore, to present a collective
policy. The Association acted as a 'general' support
group for members; its outlook was particularist. This
diminished further its effectiveness.
(iv)

This is a historical study of vocationalism.
Mindful, howvever, that antecedents shape later educational
practice, it sheds light on related contemporary concerns.
Despite the changing context of science (even within the
period under discussion), the social context has ensured
that practical education is yet to be firmly established
in schools. Most notéble is the enduring nature of the
education vs. traihing mentality regarding vocationalism,
and the predominance of reflective over practical

secondary education.



CHAPTER 1

The Background to Planning for Secondary Technical
Education, 1851-1914.

(1)

This chapter will provide a brief retrospective
account of the wider considerations which shaped the
development of secondary technical education. Practical
education has not been a distinctive feature, nor occupied
a prestigious place wvithin secondary schools in
England and Wales. 1Its absence is surprising in view of
Britain's early Industrial Revolution, and by coﬁparisod
vith other industrial nations. The deficiency has
provoked surprise in recent observers., Yet it is
important to grasp the perennial nature and essential
continuity,l rooted in cultural assumptions, O¢
the antipathy toward praétical education.'.Furthermore,
too great a coherence should not be ascribed to the case
for vocationalism in schools.

(ii)

1851 marked the apogee of Britain's industrial
pre-eminence and Victorian business self-confidence., It
vas symbolized by the Great Exhibition. In reality, it
vas the high noon of Britain's predominance. Thereafter,
she wvas rivalled, and then overtaken by Germany
and the United States before 1914. The international
exhibitions which punctuated the second half of the
century vividly demonstrated the gfowing insecurity of

2

Britains position. Private apprehension became

a matter of public concern aftér the Paris Exhibition of

1867.°
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The mood of introspection and doubt vas maintained
by individuals and extra-governmental bodies concerned
at Britain's comparative educational deficiencies.

Lybn Playfair, a Liberal and an elder statesman of
Victorian science visited the Paris Exhibition and made
known his disquiet in a supplement to the Taunton
Commission's Report.4 Skilled men concurred with his
view.S The shock of Paris was the catalyst which led to
the setting up of a Select Committee under the ironmaster,
Bernhard Samuelson to look into the matter of 'Scientific
Instruction'. Technical education from its earliest da}s
vas associated with economic advantage and competitive
efficiency. The relationship was not susceptible to
direct proof but became a touchstone of enlightened
(often Liberal) opinion.

The world's first industrial nation exhibited a
number of special characteristics that conditioned
subsequent development. Her manufacturing'base vas
dependent upon the import of foodstuffs and raw materials
-and the export of finished gcods. Machines were widely
applied to production, labour extensively sub-divided, and
the population increasingly urban. Yet the degree of
labour skills was low. Cotton and coal vere staple exports
in 1914. Not least, in the.natisn vhich stood at the
centre of the international economy, advances in productivity
had been accomplished without a national system of
instruction. Such educational provision as existed wvas
typified at the elementary 1level by extreme localism,
vide regional variations until 1870 and beyond, and was

dominated by religious questions until at least 1902,



-11-

Access to secondary education, meanwhile, was restricted
and the curriculum (with notable exceptions) was dominated
like that of the two ancient universities, by classical
traditions which served other needs, either vell-
established like the Church, or more recent like the
administration of Empire.

Formal government interest in education dates from
1833 when a grant wvas made to the two principal educational
charities which represented the Established Church and
the Protestant denominations and administered by the
Treasury.

'In consequence, the demand for scientific and
technical instruction before 1870 was "handicapped by the
lov general educational attainments of many students."6
It is in this context that the failure of the most
interesting forerunner of the movement for improved
technical instruction must be seen. The mechanics'
institutes which sprang up before 1851 sooﬁ found themselves
diverted from their avoved task of promoting scientific
education. Instead, where they did not fall under the
domination of middle class and cleridal interests they
became a channel of basic educational provision, a need
vhich for many institutes became a 'raison d'etre' till
1870.7
It would be wrong to suppose that this characterization
of education in England and Wales - unfriendly in
digposition to scientific and technical provision =
had not been significantly altered in detail by 1900.

The spur of foreign competition and the efforts of individuals

had kept the educational issues alive,a and aroused the
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interests of politicians. Meanwhile, the university
colleges,certain public schools, the higher grade
schools, day technical schools and polytechnics
.transmitted a body of technical knowledge and skills into
the new century. Not least, the training provided by
the Scottish institutions of higher education was well
regarded, even in Europe, and individuals had an impact
on the English higher grade schools.9

By contrast, Britain's industrial rivals, especially
Germany, America and Japan furnished object lessons in
the parallel development of industry and education. In
Germany and Japan the state, and in the United States \
local and industrial interests sought to integrate
educational provision in a series of end on stages -
elementary, secondary and higher, and had fewer pre-
conceptions about the conteqt of secondary education.

Propagandists are apt to make much of the novel.
The MIT was not typical of Americén higher technical
education. The wvide differences of standard between
American high gschools was admitted by those who sought
inspiration in overseas prac’cice.10 Japanese institutions,
headed by a panoply of Imperial Universities were quite
different in their social origins to their European
counterparts. Nonetheless, late Victorians interested
in scientific and technical education regarded English
provision as ramshackle and muddle-headed. A number of
influential commentators like Playfair, Henry Roscoe and
R.B. Haldene had direet experience of German higher
education. Haldane became the leader of a powerful pro-

11

German ‘cult’'. He suffered for his exertions at the
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hands of those who saw in Teutonic effectiveness not only

a model and a competitor, but a military state on a path

of collision with Britain after 1890.12
Education as a national investment vas a theme

developed in the later years of the century.13 The

stages by wvhich government interest in technical education grew

are vell known.la

It vas not subject to long term
planning. By contrast, the framework of co-operation vith
the religious denominations promised toc realise the hope
of a universal system of elementary education before 1900.
The activities of the School Boards, and the wvork |
of the Technical Instruction Committees, and corporations
like the Society of Arts and the London Chartered Companies
did much to promote commercial and technical courses.
This was encouraged by the Department of Science and Art,
notably through the School Boards in the large towns.
Its support took the form of sponsorship of day technicﬁl
classes vithin the 'Higher Grade' elementary schools.
The upper forms in consequence of their scientific
bias were known as 'Organized Science Schools.'15
The strength of the voluntary principle provided
interesting examples of technical education betwveen
1853-1889 (from the inception of the Department of Science
and Art to the emergence of the Technical Instruction
Committees). Perhaps most interesting in this context,
because they vere the direct ancestors of the secondary
technical schools, vere the trade schools. They originated
from a variety of initiatives, including the work 6f the
Mechanics' Institutes, National Schools, Schools of Science

and Art, as vell as the resuscitation of grammar school

endowments which had fallen into decline.
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Widely dispersed, their purpose was to provide
instruction for working class boys as a preparation for
further training 'and apprenticeship "..in the engineering,
building, and manufacturing trades.. as applied to

16  pecause they drewv grants from the Departm;ht

industry."
of Science and Art, their curriculum was scientific
rather than technical, and seems to have excluded trade
instruction or much workshop practice.

The school at Keighley is an interesting example
of the coincidence of local initiative and official assent.
It is instructive because it indicates that where there
vas an absence of local 'secondary' schools the 'trade
school' - teaching 'general principles' with an admixture
of 'liberal' study, was wvarmly supported. This
enabling outlook was to change especially after 1917
even though a programme of educational extension was
planned before the First World War.

At Keighley, the desire to provide "..a practical

or scientific education“17

bad moved beyond part-time
evening study to full-time day secondary training. The
capital had been subscribed between 1867-70 by a local
soﬁiety, the Yorkshire Board of Education and the Managers
of the Keighley Mechanics' Institute. The school wvas
organized under the aegis of the Mechanies' Institute
into post-elementary and upper departments providing an
extensive commercial and industrial preparation.18

The voluntary principle and localism were the twin
pillars on which the administrative structure of 1late
nineteenth century elementary education vere erected.

In this way, by 1902, the managers of 14,000 voluntary

schools and 2,500 School Boards provided compulsory
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education for all children'up to the age of 12. 1In
. somé quaiters this administrative structure came to be
regarded as in need of wholesale reform., The pursuit of
a -greater collectivism, and hopefully, improved efficiency
sav the substitution of the local authority in place
of the 'ad hoc' educational committees. This triumph wvas
enshrined in the Education Act of 1902.

The solution of 1902 had been prefigured in
administrative detail, most notably in the Technical

Instruction Act of 1889.%17

The Act enabled county and
borough councils (created after 1888), to provide for
technical instruction by means of the product of a ld.
rate. The Technical Instruction Committees were put on

a secure footing by the grant of 'Whisky Money' in 1890,
and displayed a particular interest in extending technical
and secondary education. Importantly, the setting up of
the Committees challenged thé work of the School Boards

in the h.igher grade schools.20

The 'Cockerton Judgement'
(1901) found against School Boards who were deemed to
have exceeded their function of providing elementary
.education, thereby competing for the grants of the
Department of Scienc; and Art with institutions sponsored
by the Technical Instruction Committees.

At any rate, the higher grade schools and the wvork
of the Technical Instruction Committees stimulated the
grovth of science education in schools. The removal of
'gcientific' education after 1902 to the realm of avowedly
secondary education meant that the place of science in
the curriculum was threatened since it waé no longer a

grant earnﬁng subject as it had been in the organized

science schools. The Secondary School Regulations of 1904
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confirmed the place of science in the secondary schools,
and appeared to lend support to the development of
"practical science .. as a compulsory component of a
sound, general education" in place of the "primarily
industrial" ideal which had conditioned the outlook of °
most teaching conducted under grants from the Department
of Science and Art.21
The curricula of schools reflected occupational
deétinies, and wvere devieed with the various social
classes in mind. The 'mere trade schools' comprehended under
the Regulations for Junior Technical Schools in 1913 were'
placed uﬁder the auspices of further education. This
reflected a growing doubt about the inclusion of practical
vork in secondary schools, as signifying premature
vocational specialization. "..The best place for a young
man to learn the practice of his trade or business," wrote
one late century commentator, "is in the workshop or

n2Z Only in the case of manual trades which did

office..
not depend on general knowledge for an understanding of
their practice was this principle waived in favour of the
acquisition of skills by future artisans, where agreement

could be reached vith employefs‘and trade unions.

Provision of technical education before 1914 wvas
directed at supervisory and managerial grades. It vas
undertaken in senior technical colleges. Typically it
vas part-time and took place outside working hours so
that sucess depended on a high degree of personal
motivation.

For other groups, the stock of human capital vas
increased by fogtering traits conducive to good wvork

discipline and obedience to authority. This vas
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achieved through the elementary schools, and by a growing
support for some system of continuation classes,

Within this® framewvork, vocational specialization,
notably the trade schools were seen as a valuable adjunct
to educaticnal provision within their localities, but
vhich fitted uneasily into the system of national priorities.
The movement for 'educational efficiency', for example,
cast its recommendations in terms of the need for a
general education designed to improve the level of personal
skills.z3 )

Industrialization furnished contemporaries with
good reasons to think along these lines. The principal<
result of occupational change - or so it seemed - was a
decline in skills wvithin the workforce as a consequence
of excessive sub-division in the methods of production,
and the virtual expiry of the system of apprenticeship.
The position vas exacerbated‘by the wvidespread employment
of children and women, together with forms of urban
underemployment (dockers were the most often cited
example) likely to result in personal demoralization and
social decay.24

(iii)

Britain's declining competitiveness was the catalyst
for an increased emphasis on education, especially
technical education, as a national investment. This
influenced the disposition of technical education and
introduced the dualism with which it has had to contend
ever since. 'Liberal' vs. 'Vocational' has divided all
formulations of technical education.

During the 1890s it seemed that practical education

wvould find a place in Secondary schools. The mood passed.
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Technical education found itself on the margins of

secondary education. Its educational foundations vere
poorly developed. The result was that instrumental
interpretations prevailed and vocationalism confined to e
sub-secondary institutions. The education system itself
reflected occupational and even social classification.
Technical education was unable to challenge the pre-eminence
of academic education and its influence remained peripheral

in the curriculum of secondary schools.
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CHAPTER 2

Education and the Replication of the Social Order:
Central Policies, 1900-1939,

(i) Introduction,

This chapter contains a discussion of the complex
of influences which shaped central policy making. It
vill shov that the structure of the educational service
vas defined very largely in terms of the occupational
future of pupils. The result was that utilitarian
justifications of technical education took precedence
over the educational benefits of vocationalism. The
former criterky\meant that Junior Technical Schools were
accepted as an anomalous but important part of provision
for secondary age pupils in certain areas. The latter
threaténed to disrupt the system of secondary education
and cut across the policy of increasingly selective
secondary schools favoured by the Board of Education.
These policies were reinforced by the acute financial
restraints on educational reconstruction and the
multiplicity of 'codes' under which schools were
administered. Above all, a well-defined and understood
gsocial structure meant that the disinterested officials
of the Board sav themselves as balancing educational
opportunity wvith employment possibilities. 'Training
for employment', therefore, could have a particular
meaning in the context of a differentiated system

of schools.
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(ii) Unskilled Adolescents.

'Technical' education for skilled vorkers and
scientific managers, 'general' education for the rest
seemed to be the lesson of industrialization. "The .
need was not for technical instruction," George Lansbury
told the Consultative Committee in 1909, "but for
a development of the intelligence..“1 This was because
most employment presented few opportunities for the
development of skills.

The problem of poverty associated with i?rpgulqr
empldyment (most clearly revealed in the monumental |
studies of Booth and Rountree) was taken up by early ‘
tventieth commentators and administrators, convinced
of the part education might play in effecting social
advance; The greatest cause for concern wvas "boy
labour"? which compromised the elementary school leaver
by offering early rewvard for unskilled effort. But
educational programmes could not be deVised'of discharged
by competitive industry.> This vas a legitimate task of
"educational extension within parameters determined by
industrial organization. This meant that for the great
majority of future unskilled wvorkers a good elementary
education vould enable them to "be energetic, intelligent,
careful, resourceful, trustwdrthy and adaptable.."4

The "manufacture of inefficienéy", observers agreed
vas not the fault of the elementary schools which promoted
good habits often against powerful retarding influences.’
But crucially, the good influence of school was lost
between the ages of 14 and 18. Increasingly popular

among educationalists, the labour movement and some
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employers was the idea of part-time day continuation school;.-

The system of continuation classes yas- already a
vell-established part of educational provision. They vere
usually conducted in the evening. Their subject matter
vas wide and included technical courses. The Technical.
('T') Branch at the Board of Education was alvays more
concerned with part-time courses than with full-time
provision. "No one can understand the system of technical
education in England”, declared Robert Blair, "who has not
fully grasped the meaning of Evening School work..."6

The extensién of the continuation principle to the
general ;ducation of young unskilled workers in daytime
vas the most congenial solution to the problems of
social wvastage before and shortly after the first vorld
var. They were the spearhead of educational advance
outlined in the Education Act of 1918, largely as a
result of the Herbert Lewis Committee,7 vhich
"indicated the trend of progressive opinioh“,8
insisting that 18 (not 16) should be the upper age
limit.

The continuation schools vere never'widely
established as a result of educational retrenchment.
But in any case the raising of the school age, together
vith increased voluntary school attendance beyond 14
(in all types of elementary and technical institution )
seemed to be eviderce of a growing recognition of the
value of education by parents and pupils alike. This
vas not, however, alvays in directions favoured by the

Board of Education, a disquiet that mounted from the

late 1920s and given particular force during the
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economic recession of the 1930's,

(iii) The Growth of 'Secondary' Education: Salaried
Employment for Boys and Girls,

The most worrying gap in provision to informed
contemporariestefore 1914, however,rwas secondary .
education. In particular, the intermediate (Grade III)
secondary schools suggested by the Taunton Commission
(1868) were in need of considerable expansion if
national requirements and demand for an extended
education vere to be met.

The growth of secondary education after 1900
is one of the most important developments in the:
education service during the twentieth century. This
built on foundations laid in the previous decade, a
period during wvhich the interpretation of what
constituted a secondary education was not yet formalized
to exclude technical subjects. Contemporaries
observed that secondary séhools should offer scientific
study of a technical nature as a preparatioﬁ for
advanced work in the "technical high school or science
university."9

In England at least the new secondary schools
constituted under the local authorities during the 1880's
vere directed at "tHe improvement of scientific and

. . 0
commercial educatlon."1

Earlier still the Department

of Science and Art had encouraged the growth of technical
education in organized s.cience schools instituted

in 1872, These 'schools' - in reality the upper forms of
e.lementary and secondary schools - vere greatly expanded

after 1895 vith the introduction of a method of payment

based on inspection grants. This growth took place

mainly under the supervision of the local 'Technical
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Instruction Committees' rather than the School Boards.
They were therefore classified as 'technical' or
'secondary' schools -
"the industrial Department for the continuative
education of the labouring classes became ane of

the central authorities for éidiTQ the secondary
education of the middle classes."

Table 1

The Growth of Organized Science Schools,
1883-1897.

Year No. of Schools Pueils
1883 S 256
1893 64 -
1895 98 -
1897 137 18,560
Table 2
Organized Science Schools by Type,
1892-1897.,
y No. of Higher Grade Technical Secondary
Year gSchools (School Board) (Local Authority)
1892 39 24 8 7
1897 137 63 28 46

Based on: H. Macan, 'The Development of
Technical Instruction in Secondary Schools etec'
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The growth in post-elementary technical education
revealed a shift of emphaéis (locally determined) from
the "working man" to the "talent catching" theory of
technical education12 - that is, an education that vas
selective and secondary. Thus, Herbert Macan cited
vith approval "experts" who likened the efforts of the
County Councils to Germanprototypes vhich had resulted
in the creation of the Real-Schule.13 The decade proved
to be one of remarkable openness in curriculum policies.
Thereafter technical subjects were progressively excluded
in the re-formulation of secondary education y especially
after 1917.

Subsequently, critics of academicism looked back
to the 1890s ,and in particular regarded the Bryce Report
(1895) as a landmark in the recognition of the place of
practical education in secondary schools. But, the
curriculum had been subverted by Robert Morant to vhom
authorship of the 1904 Regulations for Secéndary Schools -
"based wholly on the tradition of the Grammar Schools and
the Public Schools"la - and a charter for academicisn,
vas ascribed. Thié is an extremely partial guide to the
thinking behind attempts to formalize the secondary
school curriculum and greatly over-estimates the
influence of Morant, but has been highly influential."

In fact, science was included in the curriculum of
all s.econdary s chools. Indeed, some organized science
"schools had epitomized the balance aimed at in 1904, Pupils
vere not permitted to specialize at an early stage in
their courses and 'general' subjects were continued.

The Bryce commission had singled out, for example,
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the work of the Leeds Central High School15 vhere the
curricuium displayed something of the balance announced
in 1904. As late as 1928 it wvas possible for the
practical and technical courses in qecondary schools to
attract favourable attention.16 |
But for the most part the considerable expansion
of secondary education - halted by the First World War -
but re-gaining momentum thereafter took place without
reference to practical education., The price of
introducing a common standard - the School Certificate
Examination - was that the curriculum became increasingly
academic since it vas a matriculation test. The schools,
moreover, wvere geared up to send pupils directly into
clerical employment, teacher training, the universities

and the black coated professions.,

Table 3.

Maintained Secondary Schools (England and Wales):
Number of Schools and Pupils, 1918-1938.

Year Schools Pupils

1918 1061 238,314
1923 1270 358,531
1927 . 1319 371,493
1929 1341 386,993
1933 1378 441,883
1936 1389 o 463,906
1938 1398 470,003

Based on: Board of Education,

Annual Reports.
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Between 1918 and 1938 the number of secondary school pupils
more than doubled to over 470,000. The increase was most rapid
in the 1920s (1918-29 up 62%), falling to only about one-third

of that rate of growth in the 1930s (1929-38 up 22%).

(iv) The Emergence of Junior Technical Schools.,

Junior technical schools did not have auspicious
precedents. Technical education for adolescents
retained about it associations with "penal discipline and
early disgface.."l7 ~ Their purpose however was to
diffuse technical skills more widely acting as
pre-apﬁrenticeship institutions. They were formally
instituted in July 1913 by the Board of Education
to replace miscellaneous day classes conducted with
grants under Article 42 of the Regulations for Technical
Schools (1904-5). Welcome as this initiative vas to
the technical associations, the Board's policy was not

to create rival or alternative forms of 'secondary'

education.

"The grovth of these schools has undoubtedly been
in response to a definite educational need",
announced the preamble to the Regulations,
"namely, of those who can afford some time

for the continuation of their full-time

education beyond the normal age for leaving the
Public Elementary School before entering upon
industrial life. These new Regulations are

not intended to promote the establishment of
courses planned to furnish a preparation for the
professions, the universities or higher full-time
technical work. The establishment of such courses
is work appropriate to Secondary Schools.."18
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These conditions placed considerable limitations on
the nev institutions. Most irksome of all was the
prohibition on the study of foreign languages,19
and the requirement that parents co-operate in binding .
pupils to particular occupations, Closely circumscribed
in these wvays, pupils vere effectively prevented from
matriculating and this led to intermittent but bitter
clashes between the Board and a number of local authorities
as well as the technical institutions. Their
pre-apprenticeship nature was further exemplified by the
recommendation that Advisory Bodies composed of
representatives of both sides of industry should be set
up for each school.20 They were, in short, industrial
schools in which the ethos of the school was counterbalanced
by the demands of industry. This led to discussions
about the relative emphasis ‘between education gnd
training, a formulation which anticipated every subsequent
discussion about vocational education for young people.

An unintentional strength of their curriculum, hovever,
vas freedom from external examinations which progressively
restricted the secondary schools after 1917. 1In
this, they benefitgd from the Board's disengagement from
the examination system, a policy inherited from the
Department of Science and Art, in favour of internal
assessment.2

Thirty seven schools vere recognized by the Board
in 1913, all in urban centres of industry. Of these 27
vere for boys, 29 were in London and the South-East,
the other 8 confined to Yorkshire and Lancashire. The

provincial schools offered general industrial courses
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related to an industry, usually engineering or building,
vhile in London continuities with the trade school
tradition wvere more marked22 - a pattern that lasted

the life of the schools.

But the junior technical schools wvere also
regarded as a vehicle for professional training from
their earliest days. In 1907, the Association of
Teachers in Technical Institutions (ATTI) - itself in the
throes of professionalization - had called for the
establishment of 'secondary technical schools' and
vrote to the Board in 1915 suggesting that the Junior
Technical schools '

"gshould not be restricted in such a way as to limit

the outlgok and ambition of the more brilliant

pupils."23
The demand was immediately rejected by the Board but wvas
raised time and again and came to form a central plank in
the joint programme of educational reform of the
technical institutions.

More influentially still, the demand to organize
the schools as quasi-secondary institutions vas growving
in the localities. The AEC - increasingly important as
a forum of opinion within the maintained sector - gave
collective voice to these demands by resolQing in 1931
that local authorities should be permitted to

"experiment with the organization of Junior

Technical schools offering a four or five year
course from the age of 11 plus,"24
and took the matter up with the Board early in the

following year.
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Occasionally, local initiative transformed a
junior technical school into a type of secondary
technical school. At Loughborough College, for instance,
the school set up in 1917 was soon converted.

Herbert Schofield the College Principal "wanted a feeder

25 for the senior institute, in contravention of

school"
the 1913 Regulations. With the school's headmaster,
A.T. Eggington, the junior department came to closely
resemble the technical high school prototype envisaged
in the Spens Report, and was held up by Schofield as a

26

model to emulate. The Board reta}iéted by transferring

the school to the Secondary Regulations although it

maintained its distinctive technical character.27
The national development of junior technical schools

vas slow and uneven in the face of alternative local

preferences, the high cost of places and the

requirement for articulate support from industry.

Table 4

Junior Technical Schools (England):
Growth of Schools and Pupils, 1918-38.

Year Schools Pupils
1913 37 -

1918 51 5,101
1923 86 12,206
1927 101 18,704
1929 108 18,243
1933 191 21,445
1936 216 26,071
1938 230 29,036

Sdurce: Board of Education, Annual Reports.
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The table shovs that the'number of institutions
rough1§ doubled in each decade (1918-29, 1929-38).
Numbers of pupils rose most steeply in the years
immediately following 1918 as part of the programme
of educational reconstructiqn, fell back in the latter
half of the 1920s , and recovered in the 1930s. as part
aof the increased emphasis on technical education.

In Wales, hovever, téchnical education of al}l
types vas "..almost negligible.." so that the first
junior technical school at Newport was cautiously
welcomed,28 as a break with earlier indifference. But
cost was undoubtedly a factor limiting the growth of tﬁe
schools. Expenditure per pupil in 1937 vasg £23 p,a.
"relatively high"29 compared to e lementary or centrgl
school places.30 Furthermore, 'special places’ numbered
between 75-100% in most schools. "The cost could
hardly be low," Richardson exbléined,31 once salaries,
the cost of equipment, and FaJourable pupil-teacher
ratios wvere taken into account.

Expenses vere to some extent offset because most
ju&ior technical Schools (B85% in 1937) vere housed in
technical colleges and.made use of facilities and
equipment which stood idle during the daytime. On
the other hand,accommodation wvas frequently "depressing"
and "unsatisfactory .. quite unsuitable for full-time
schools for boys and girls.."32 The situation had
hardly begun to be taken in hand by 1939,33

The small size of most schools canncot have helped
unit costs. As a matter of policy numbers vere kept

rather below anticipated industrial demand. 1In some
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highly organized trades, especially around London, this
vas achieved by consultation with the schools'

Advisory Committees or local trade boards. Elsevhere,
patterns of demand for places were conditioned by local
employment opportunities with schools oversubscribed in
times of depression. O0Only 16% of schools in {937 had
more than 200 pupils; more than half (54%) had fewer than
100.

The London schools exemplified both extremes with a
great many small trade schools and a smaller number of
large schools prepéring pupils for a single industry.

The uphoistery course at Hammersmith had an intake of 24

in 1935, wvhile the engineering school at Borough Polytechnic
had 347 pupils. The London County Council (LCC) developed
the greatest number and variety of schools and courses.

In 1935 there were 30 institutions offering 78 courses to
close on 5,000 pupils. Technical education had been
actively promoted in London, especially by the Chief
Officer Sir Robert Blair (1904-24) a firm believer in
"vocationally directed education"34 as a means of

combating problems of 'social»wastage'. The size of

the LCC and the variety of its industry meant it was able
to sustain smail diverse courses such as process engraving,
horology, instrument making and rubber trades.35

The provincial schools by contrast vere generally
larger and served single industries. Leeds in 1935 had
a large school for Preparatory Trades with 250 bdys and
a mixed junior commercial school for a further 250 pupils.
Liverpool had four junior taschnical schools. Three
were boys' schools with an average size of over 200

pupils, though trade schools (especially for girls) vere not

unknovn.
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(v) Policies for Secondary Education at the Board
of Education, 1904-38: Towards the Academic and
. Occupational Grading of Schools.

Too much is sometimes made _of - Morant's departure

from the Board as ushering in a "new era"36

in Secondary
school policies. Before 1911 it had been recognized thél
the Regulations for Secondary Schools issued in 1904

could not define even a majority of courses, and the

Board was active in promoting other types of courses from
1905 down to the introduction of the School Certificate
Examination in 1917.37 Vocational courses vere encouraged
by means of special grants in 1907 and the Board's Report
of 1912-13 endorsed the principle of local experiments
vith the secondary curriéulum.

There wvas in short a detailed concern at the Board,
more particularly among the Inspectorate, to broaden the
content of the secondary cugriculum to include "activities
of a definitely practical kind" as a means of improving

the 'general education"38

of pupils. After 1917 hovever
the secondary curriculum came to be defined by the
requirements of an external examination which legitimized
a more restricted interpretation, and which, moreover,
triumphed by a consent which passed far beyond the
Board and the examining bodies.39
For the mohent, hovever, the shift of emphasis at the
Board of Education requires explanation. Howv was it that
the "narrow view" of the respective sphefes of
technical and secondary education criticised in 191240
gave wvay to a uniform academic standard? It will be

argued that the Board consented to an instrumental yet

'proper' vocationalism in gecondary schools before 1914
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vhich became more difficult to sustain during the
rapid expansion of secondary education after the var,
Indéed, it will Eé shown later in the chapter that an
expansion of all education wvas expected after 1918, ]
as a result of the Education Act and voluntary attendance,
énd this was to be met by a variety of separate
institutions divided along occupational criteria.

'‘Proper' vocationalism meant that there was a
relative openness to experiment at the Board with
realistic subjects in the later years of the gecondary
school course. For example, commercial classes vere
regarded as a legitimate extension of the course, in ‘
direct competition vith independent commercial colleges.
As such special 'Day Commercial Schools' vere
rejected and it vas "warmly disputed" that winning
University Scholarships was the "major aim" of the
secoﬁdary schools.al ‘

'Rural training' was also seen as a pféper attempt
by secondary schools to reflect local interests in
their courses. At Dauntsey's and Knaresborough it had
gone beyond a "rural bias" offering pupils a course that
vas frankly "vocational" (instrumental) and yet
encouraged by the Board.a2

'Industrial training', howvever, vas less warmly
regarded as a proper sphere of interest for the secondary
schools. The separation of mechanical activities from
secondary education wvas exemplified by the establishment

of junior technical schools as pre-vocational or

pre-apprenticeship institutions.
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Expense,and concern at duplicating the provision made
in technical schools vere put forvard as reasons against
the establishment of engineering 'sides' in ‘secondary
schools, At bottom, hovever, the Board's objection vas
to an improper vocationalism associated vith a
distasteful and impure branch of science.a3

The Board's views also reveal differences betveen
administrative staff and the Inspectorate. Engineering
courses in secondary schools vere wvell regarded by the
fnspectorate at least, who compared their courses favourably
vith those of junior technical schools.44 No obstacle
vas placed in the way of an engineering course also '
being "a useful part of a general education",45 a view
reinforced by senior members of the Secondary Inspectorate.46

Indeed, the Secondary Inspectorate wvere more
enthusiastic than their Technical Branch colleagues vho
continued to be particularist in outlooka7, to the point
vhere 'S' Branch conducted its own survey df 'vocational
courses'. These initiatives vere usually vell-regarded
on the grounds that they prolonged school life and vere
bompatible with "a good general education" and introduced

"a nev sense of reality and a spirit of'kemums§'a8

into
the schools. 'T' Branch hovever did not concur and vas
suspicious of "technolagy" in secondary schools for
territorial reasons, and regarded it as evidence of
premature vocationalism. It was suggested that mounting
techrnical courses should result in the re-classification

of secondary schools as junior technical schools.49

Meanwvhile, the Secondary Advisory Committee (a

statutory Committee of the Board) was exaﬁining the
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gecondary curriculum in the light of the 1918 Science
(Thomson) and Modern Language reports on educational
reconstruction after the var. 1Its task was given urgency
by the requirement for LEAs to submit local schemes
of organization under the 1918 Education Act. The Boar;
reasoned that Circular 826 could not be simply
re-issued as a statement of its post-war secondary policy.

The Secondary Advisory Committee proved to be bolder
than the Board itself in looking forward to a great
increase in secondary education., Its members wefe
unconcerned at the prospect of a secondary education tﬁét
did not include a foreign language, and endorsed the view
that junior itechnical schools should be re-classified as
secondary schools as the Thomson Committee had proposed.
It concluded that a unified Code was desirable for all full-
time schools.50

By the early 1920's the Board's attitude towards
administrative and curricula separation of 'technical’
from 'secondary' education had hardened. The junior
. technical schools were confirmed in their special and
anomalous position as junior Fuil-time pre-vocational
achools admitting pupils at 13. The recommendation of
the Thomson Committee was rejected by the administrative
officers of 'T' Branch who insigted that the junior
technical school wvas

rintended to meet a definite economic need

and ought not to be regarded as a school

vhich gives a general education."5l

'The Board's views were published as circular 1294

rCcurricula of Secondary Schools in England' (December 1922).

In its tenor it had scarcely advanced beyond the 1304

Regulations requiring a "proper balance of subjects" which
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should include science and a foreign language. The

science course prescribed was intended to emphasize

humane aspects of scientific inquiry,52 a position that

wvould have been understood by grammar school science

>3 The Circular did

teachers a generation later.
nothing to suggest how the congestion of the timetable
might be reduced and vas a dead letter,having failed to
advance beyond Circular 826, a fact privately admitted

at the Board.54

The School Certificate, it was agreed,
had stifled experiment by making the secondary course

"a Matriculation Certificate" which schools could not

ignore.ss

A decade later, the academicism of the secondary
course was varmly defended by the Board. The criticisms
levelled at 'alternative courses' mounted by some
West Riding secondary schools is a fresh marker of this
re-orientation. The Inspectorate condemned the courses
for their similarity to those of junior technical schools.”®
In an acrimonious interview, the Education Officer of the
West Riding, Hallam was taken to task for permitting
these developments.57 The exclusivity of the secondary
course was being damaged, the Inspectorate complained, in
favour of the extension of.secondary facilities to
pupils wvho vould ordinarily find themselves in other

AN
types of school, notably junior technical schools where

they could undertake vocational courses,”8
The segregation of courses by 'type' wvas also
reflected in stricter conditions laid down for the

teaching of commercial subjects in secondary schools -

further evidence of growing exclusivity and academicism.
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The Board vas limited howvever to administrative measures
because groundrules could not be announced vhile the
Consultative Committee under Spens was reporting on
related issues. By this time 'S®' and 'T' Branch worked
closely to maintain the separation of vocational from
academic courses.59 The upshot was that only closely
prescribed post-scho&l‘Certificate courses wvere permitted
60

cutside the range of academic subjects.

(vi) The Board of Education 1918-39: Organizational
Sympathies.

The inter-war years represented a period of
disappointment when set against the programme of reform
outlined in the Education Act of 1918, Critically, '
the Board lacked financial resources to promote advance
and lacked pover in its dealings with the local
authorities, where its role was restrictive rather than
compulsive.6

Technical education vas poorly placed in £he 1920's,
before increasing slightly its share of the educational
budget in the later 1930's. Technical ('T') Branch itself
represented a policy division that inevitably fostered the
separation betwveen secondary and technical education. It
presided over a wide but residual sphere of activity
vith a miscellaneous collection of responsibilities for
full and part-time provision for pupils aged 13 and |
above whose needs wvere not met elsewvhere.
| Policy within 'T' Branch vas aiéo conditioned by
the personalitieé and outlook of its senior officers
among wvhom scientific backgrounds or enthusiasm vere
poorly dgveloped, especially when cﬁmpared to their

predecessors at the Department of Science and Art.

They were preponderantly men with literary and artistic
UNIVERSITY LIBRARY 1£ene o
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leanings. Between 1910 and 1919, for example, the head
of 'T' Branch was E.K. Chambers, a well-known historian
of the stage and litetary critic, who'deferred as a matter
of Branch policy to the superior claims of the

Elementary ('E')and Secondary ('S') Branches over
resources.62 The Board's officials appeared to outsiders

as remote from those pLaced in their charge.63

The
Board itself seemed to be typified by a patrician outlook
wvhen contrasted with other departments of state,
maintaining for example a system of patronage to
" appointments as late as 1919,%%
In the absence of effective political supervision by
successive Presidents,permanent officials possessed
considerable influence in framing policy. That policy
vas characterized by the hope of cautious (very possibly
local) improvements in the face of general financial
restrictions. There wvas substantial agreement betveen
the Board and the most progresaive'local authorities over
a number of issues, not least the need to expand 'higher'
education especially thfough post-elementary institutions.
The junior technical schools too had a limited but
important place in this scheme. More difficult to agree
vas exactly wvhat that ;lace should be. A strictly
instrumental interpretation of their role wvas pre-
eminent at the Board until 1944, though it was progressively
diluted by strategic wvithdrawal in the face of alternative
local demands.
The party political sympathies of permanent officials

is by no means clear. In any case, the majority viev in

botH major parties was that secondary education should be
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selective. This "limited the scope of the measures
officials believed were required to reform the English
educational system."65 They were meliorist in their
outlook. A free and compulsory universal system of
elementary schooling until 14 with limited access to
various types of 'higher' education wvas the Board's
ideal. Post-elementary education vas regarded in terms
of separate institutions administered under a variety of
Codes. The Board was committed (after 1926) to the
re-organization of post-elementary education at 11+ in the
vake of the Hadow Repoft in separate 'Senior' schools.

The Board's greatest solicitation was reserved for
the secondary schools.66 They wvere the flowver of
maintained provision and distinguished by their
sixth forms,®’ uhich enabled boys and girls of limited
family means Fo secure access to the universities and gain
entry to the professions.

School organization was closely associated with the
occupational destiny of pupils. The expansion c&f
secondary school places was directly linked to the
grovth of the black-coated professions and teaching
opportunities as well as the increase in clerical
occupations. DOemand and supply of places seemed to be
balanced until the 1930's when employment opportunities
began to contract.

Anxiety vas re-iterated about an older imbalance
vhich the education system had not yet successfully

tackled - the need for skilled labour in certain

industries, This was expressed in terms of national

requirements or personal consequences or both. The
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alleged shortage wvas widely attributed to the breakdown
of the apprenticeéhip system,and senior Board officials
had cut their administrative teeth on devising schemes

to overcome the problem.‘s8

The junior technical sSchools vere regarded as one )
response to the requirements of industry for skilled
production vorkers. They wvere intended to improve the
efficiency of industries where apprenticeship survived
or vhere craft methods still prevailed, a distinction that
corresponded to the 'industrial' and ftrade' school division
among the institutions. Many schools vere able to secure
exemptions for their pupils from the first year of
apprentice fraining by local agreements vwith employers
and trade unions, so that the length of school course was
determined by the local age of entry to apprenticeship.

Significantly, the Board felt there yas evidence
to showv that it vas possible to reduce the period of
apprenticeship vithout diluting standards.. The day
classes in technical schools (1905) which had
.foreshadoved junior technical schools vere consciously
modelled on the Adm{ralty 'Dockyard Schools’ vhere
naval apprentices had been trained since 1843. The
prestige of the Admiralty institutions among professional
associations and employers cannot be overstated.69 They
vere a key example of how "workmen of special ability"
could be trained in an extremely competitive atmosphere.71

To replicate this training in the junior technical
schools was the Board's ambition, allowing for a younger
and less competitive entry and wvith special attenfion to

pre-employment conditions stipulated by industry. The

dockyard schools, interestingly, sent some apprentices on
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to higher education, usually Imperial College, where their
training secured exemptions from parts of the undergraduate
courses.72 Distinguished alumni included Fellows of

the Royal Society and holders of university chairs in
engineering subjects.

The impending passage of the Fisher Act, meanvhile,
vas the occasion for the Board to reflect on the aims of
national school policies. Anticipating a demand for
post-elementary education the Permanent Secretary
Selby Bigge envisaged "the establishment of practically
a nev group of facilities" distinct and separate from the
secondary schools, maintainance and growth of which was .
still the cornerstone of post-elementary policy.73

Selby Bigge reasoned that there would be a larger
number of pupils than in former times remaining in

4

education voluntarily until the age of 16,7 for whom the

School Certificate wvas an immppropriate goal. But he

rejected 'Secondary Technical Schools' of the type suggested

by the ATI.’®

The needs of this group of pupils he
conceded would be "impossible to ignore" and were best met
in post-elementary institutions "that..vould offer a
course of study aimed at occupations .. if only as a
concession to the weakness of human nature.."76 It

vas the Board's ambition all through the period to 'grade'
secondary Schools by length of course and occupational
prepadion, supplemented by'a body of pre-employ.ment
schools aimed at industrial occupations - the junior
technical schools. He outlined his plans to Spurley Hey

the Director of Education in Manchester in an attempt

to forestall independent actions by the local authority
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in implementing a scheme of reconstruction.77

The expectations outiined in Selby Bigge'é
memorandum were altered in detail. The raising of
the school age to 14 meant that junior technical
Schools were no longer 'end on' to e lementary schools,
vhich made their position anomalous. Much more important
vas the disintegration of reforming hopes in the face of
educational retrenchment, so the the scale of growth
envisaged by Selby Bigge was arrested.

But his ideas about the expansion of juynior technical
schools found echoes elsewhere, not alvays those which
the Board approved. The Thomson Committee (1918)
commented very favourably on the junior technical schools,
and entered a plea for the relaxation of the 1913 Regulations,
allowving them to be re-classified as secondary schools.78
Sections of industry were also generous, even fulsome,
in praise of the schools, though;for self-interested
reasons, notably as a means of cifcumventiﬁg the
provisions for day continuation classes for young
vorkers contained in the 1918 Education Act,

Most importantly, the vision of a group of
sub-secondary schools groving out of the junior technical
school tradition was replaced by more influential canons
of school organization. The 'Hadou' Report (1926)
endorsed the arguments for a system of universal
post-primary education from the age of 11. This vas to
be accompanied by a longer school life with the raising
of the leaving age to 15, enabling a variety of genuine
four year lowver secondary courses to be developed.

The Consultative Committee had also, inter alia,

examined the position of junior technical schools. Guarded
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approval for their courses was tempered by the feeling
that although a 'practical' post-primary curriculum vas
urgently needed, the junior technical schools did not
provide exemplary types. There was doubt, moreover,
vhether their curriculum - aimed at industrial

preparation, could be adapted to a break at ll.79

They
vere regarded, in short, as too specialized and vocational.
The Committee distinguished between 'realistic' courses
and 'vocational' or 'technical' training, deciding that
Junior technical schools wveretobenumbered among the
latter group, and vere too firmly linked to industrial
requirements to cross the boundary.80
Encouragement of the junior technical schools
from the centre was the responsibility of 'T' Branch.
During the 19208 and 1930s the strictly instrumental
orientation of their courses continued to be stressed.
Even following the Spens Report, which advocated the
establishment of technical high schools, there were no
startling differences betwveen the Board's conception of
the schoois in 1930 and'the early years of the Second
World war.al
Thé Board's policy provoked a considerable reaction
in the 1920s sparked of f by the suggeétion that the
schools should be re-named 'Junior Vocational Schools! The
Board was forced to retreat,and the 1926 Requlations for
Further Education, vhich marked the end of its interest
in detailed control over the curriculum, widened the
freedom of action of local authorities in framing

junior technical school courses. There wvas no change of

heart, hovever, and the policy of Selby 8igge and W.R. Davies
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(head of 'T' Branch) in the 1920s , vas continued by
W.C. Eaton and R.S. Wood, heads of 'T' Branch in the
1930s. .

Eaton relied heavily on the advice of the Inspectorate
vho looked forwvard to the consequences of Hadovw ¢
re~organization on technical education. 1Its view was
that entry to the various grades of technical education
would become much more.definitely linked to school
types than in the past. The secondary schools far
example would furnish,

"indivduals from among whom the higher posts in
industry and commerce will be filled"

wvhile the elementary schools sent out, o

"the rank and file for whom opportunities far
promotion will be greatly restricted."

taton, committed to Hadow re-organization, stressed the
value to industry of “school .leavers educated on general lines.
"He mirrored the ambiguity of Hadov towards the junior
technical schools, which did not fit into the twofold
division of post-primary education the Consultative
Committee had proposed. Eaton accepted, therefore, that
there should be no expansion of the kind of technical
education suggested by Selby Bigge in 1918. This policy
now risked interference with the position of the
secaondary schools and would restrict the work of the
re-organized senior (Modern') schools. The number of
junior technical schoals might well grow, but as a
definite group of QUasi-industrial institutions, subsidjary
to thenetwérkof part-time courses in technical education.®?
The ppsition of the junior technical schools had

already been the subject of an extensive review under
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the direction of the Senior Chief Inspector, Sir

'H.M; Richards. The contents of Pamphlet 83, Memorandum

of the Place of the Junior Technical School in the

Education System, (1930), were largely derived from the

results of that inquiry, and formed the basis of the i
Board's policy in the 1930s .82

The 'Junior Technical School Committee' outlined
reasons which effectively limited the schools to
instrumental purposes, while admitting that the
conclusions of the Hadow Report made their position
"jindefinite and obscure." The junior technical schools
it wvas maintained, should continue to be "characterized .o
by singleness of aim .." and could not therefore "fulfif
the wider and more general functions of central and

senior schools .."84

This conflict of direction prefigured
later tensions between the proper sphere of technical
schools vis-a-vis their grammar and modern sichool

counterparts.
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(vii) The Political Parties and Technical Education.

Cultural assumptions are vell-illustrated by
.political attitudes. Politics and education, meanvhile,
have been inseparable. Schooling has always been highly
ideological and costly, so that ministers are commonly .
associated with departmental policies. In fact, political
parties have not been important in formulating policies
or initiating debate. Educational issues, moreover,
have usually been a matter of minority interest within
parties. But politics is the forum vhere popular
interest in education most often finds expression so that
the social history of education cannot be discussed without
referring to vhat "organized interest groups, including
the political parties thought about it.n8%

Betveen the wars, party interest in education can be
regsolved into a few standard formulas, and the subject
evoked little political interest,86 except for matters
of expenditure.

Up to 1918, individual Liberal M.P.'s had been most
interested in the extension of secondary and technical
education (often regarded as synonymous), with the support
of some Labour members. The Labour and Independent Labour
Parties, hovever, were suspicious of vocational education
wHich vas regarded as a tool of employers.87

After the First World War, Labour was more closely
attuﬁed to the political importance of education. In
particular, individuals wvere critical of the Board of
Education for its tardiness to implement 'Hadow'
.re-organization and its attitude toward educational

88

economies in the 1920's. Conservatives wvere split on
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the question of educational extension, with Liberals
taking the credit for the Education Act of 1918.

(a) The Conservative Party

In a party distinguished by its lack of interest
in education there vere a few members including Eustace.
Percy, Peter Cadogan, Macmillan and Herwvald Ramsbotham
vho took a close interest in ﬁhe subject. Within the
party at large there vas an instinctive feeling that
elementary education should be intensely vocational by

emphasizing practical skills.89

The most widely shared
view wvas that education must bear its share of governmenf
economies. These facts vere inevitablf linked to
concep tions of post-elementary schooling. The party vas
swift, for example, to accept 'Hadov' re-organization,
claiming it as a vihdication of its own policies, but
preferred the cheaper and more vocationally directed
central schools to Labour's preference for a universal
system of secondary schools.90
The popularity of central schools owed much to
Percy's advocacy. The Party‘adopted enthusiastically his
hopes for the voluntary extension of post-glementary
education in central schools - expressed as an election
pledge in 1929 for "non-compulsory, universal higher
education."91 They provided an intermediate secondary
education vith opportunities for commercial and practical
study.
Behind this desire vas a view of post-primary
education shot through (in varying degrees) by an instruments
view of vocationalism in vhich technocratic and technical

interests vere accompanied by the desire to leave the

gocial structure undisturbed.
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On the moderate wing of the Party alternatives to
‘academic' secondary education wvere velcomed. The modern
school curriculum in particular could provide "large

opportunities for practical work",92

an area that.
secondary schools had neglected. In the country, the
Party was careful to avoid conflict over social reform
ana party publications followved ﬁoderate parliaméntary
opinion.93

Mainstream opinion within the parliamentary Party
attached far greater importance to education as a direct
vocational preparation. Junior technical schools in
their trade or pre-apprenticeship manifestations were
praised as the epitome of realistic study.ga Annesley
Somerville (formerly an assistant master at Eton College)
varned of the danger of "training a discontented generation",
reasoning that since most school leavers were destined for
"manual labour" it vas the duty of elementary échools
to follov the junior technical schools,95 ieaving the

sacondary schools to "train leaders",96

a division of
schools along occupational and even class lines.

No account of Conservative educational policy in these
years can ignore the influence of Eustace Percy. His
ministerial career (1924-9) vas active and personal. An

orthodox pre-Keynsian his belief in economy,97

and his
disposition against legislative action meant that his
period of office was not marked by a general improvement
in the service or by administrative landmarks. Naonetheless,
Percy vas vell-disposed to education especially technical
education. He brought to his interest a distinctive and

consciously Conservative point of view,

Percy's interest in technical education wvas
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expressed in the language of radicalism., He was, hovever,
less egalitarian than his talk of two educational ladders
- the liberal and the techmnical - might lead one to
suppose. He regarded "equality of opportunity” or "parity
of esteem" in education as chimerical, and divisive aloqg
class lines, believing also that the contribution of the

28

technical institutions was thereby overlooked. The

"educational ladder" had become a matter of sociological
interest,ggfocusing on the restricted and highly variable
opportunities for secondary education. For Percy, the
main consequence of this attention "was to breed a
rather sickly distaste for 'vocational® education."100
He took up the matter with the local authorities over .
the issue of 'Hadow' re-organization wvhich he regarded as
expensive and vrong-headed. It brought him into serious
conflict with his advisors. He believed the promise of
re-organization wvas mistaken, its benefits exaggerated
and the vork of existing technical colleges ignored.101
Qut of office, Percy was free to speéulate against
a background of unparalleled economic dislocation. His
ambivalence towvards edUéational reform was the result
of a desire to promote economic recovery assisted by a
skilled vorkforce, but alter as little as possible the
balance of political pover between classes and preserve
existing social structures. A grammar or academic education,
he reasoned, was an appropriate preparation for the iiberal
professions., But it had been unwisely extended at the
cost of part-time routes through the technical colleges.102
As it vas, there vere signs that the blackcoated
professions vere reaching saturation point in their capacity

to absorb the upwvardly mobile.103 National

regeneration associated with



-50-

improvements in technological education is a familiar
enough totem . But even assuming that translation of
educational effort to be possible, the creation of
Percy's technocracy left undisturbed the prestige of
academic education by maintaining its exclusivity on the
grounds that full-time courses should be selective.

During the 1920's, Percy favoured the Central schools
vhich, had been developed in a number of the largef urban
authorities, as a solution to the demands for extended
education over the proposed 'Modern' schools postulated
by 'Hadow'. He publicly committed the Board to a policy
of "full-time intermediate higher education for all" in -
senior schools "with a curriculum designed on general
education grounds, to give the preliminary manual
training vhich vas the basis of all crafts."0%

He was not slow to root his desires in Conservative

history and principles.105

Voluntary educational extension
meant variety in place of "formalism"; of iocality against
bureaucratic injunction. In place of the "aimless
uniformity" of the elementary school, Conservatives vere
encouraging a newv variety of senior school “closely
agsociated with institutions of technical education as
the Secondary School has been associated with the
universities."106
Percy believed that schools in which occupational
preparation vas a normal part of the course could‘lead
onto more "definite opportunities" for education, a
viev ignored by Hadow which had placed too much emphasis
on the developmental aspects of 'practical' education and

exaggerated wvhat schools could achieve on their own. Thus

technical education for occupations was integrated with
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. the educational system as a vhole - planning without
"extravagance“.107
In time, Percy broadened his argument to include
secondary s.chools as feeders for the technical colleges,
Before 1930 he accepted that they would take about 20%
of e lementary school pupils at the age of 11. But he came
to doubt the value of their courses.108 This vas a
consequence of his growiﬁg pessimism over the increasingly
chaotic conditions of industrial recruitment,109 and
fears for the political stability of the country'itself.u0
Secondary schools, Percy came to feel, had not |
taken part wvidely enough in preparing pupils for employment,
Although they did produce "future lesaders" they were 'hot
in any sense selective of the highest talent." 1In truth
they were "intermediate" schools, no better (but more costly)
than ordinary central schools offering a higher e lementary
course.lll It made more sense in Percy's viev to abandon
the Board's policy (which wvas being pursued under his
successor Ramsbotham) of secondary, senior elementary and
"junior technical schools in favour of "a highly
differentiated system of intermediate education" responsive
to local employment opportunities and of direct

relevance to technical education.llz

A system of intermediate schools imposed an outward
conformity on the structure of post-primary education.
The four year course, Percy suggested, should be
terminated by an examination, the results of which
admitted successful pupils to a three year "higher

113

secondary school" of an academic type. Junior

technical schools, however, while performing good
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work were anomalous vithin the education system . Like
the Board, his viewv was that they should not prepare
pupils for further courses,lla and would be rendered
obsolete by the proper operation of the ‘'intermediate’
system.115

Percy did not claim his system was 'liberal'; its
instrumental brand of vocationalism cannot be doubted.
The traditional secondary school curriculum based on
languages was liberal but could only be offered to a
small minority of pupils. In this way he hoped to
preserve_ 'excellence', meet national manpower
requirements, and adapt the secondary school to modern
conditions vithout adding to its type.l16

(b) The Liberal Party

Liberal interest in education was undiminished in the

1920s. Dean points out that some, like Lloyd George and F.D.

Ae land stressed-the links between "education and-economic

117 a favourite theme based on German models.

advance",
Fisher himself made no such claims for his Bill, though
he doubted the popularity of the parliamentary Labour
party's anti-vocationalism.118

Continuation schools had long been a feature of
Liberal pOlicy,ll9 and formed a cornerstone of the
1918 Education Act. To Haldane, their vocational
possibflities vere paramoﬁnt. In particular, he was
impressed by Kerchensteiners "Trade-Continuation" Schools,120
and wished to see their extension in England, a desire

supported by Sir Robert Blairlz1

(Education Officer at
the LCC) and a fellow Liberal.

The war had helped to foster a growing consciousness

about scientific applications and this was directly
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related to the expansion of technical education for
"national prosperity",lzz‘a demand that vas eclipsed
in the 1920s. by the emphaéis on the extension of
sécondary school places. By the 1930s: progressive
opinion within the Party sought to implement the Hadow
Report.123

But the most tireless parliamentary voice in
educational matters - that of Percy Harris - continued
to give expression to earlier Liberal concerns, especially
the relationships between vocational education aﬁd
national regeneration. European education develoﬁmenti
deeply impressed Harris, giving substance to his belief
that Britain was falling behind her international

competitors in product development and labour skills.124

125

The direction of labour in pre-Nazi Germany and

Belgium met with his approval and fortified his desire

to make "efficient and highly trained workers"126

along
similar lines in Britain.

As such, vocational education was to be encouraged
- in the schools, though he viewved the Board of Education
as a considerable impediment in this direction.lz7
Harris and other Liberals were particularly impressed
by the vocational bias of London central schools. The
organization of schools along occupational lines was -
wvelcomed, and some Jjunior technical schools singled out
for special praise. The extension of trade schools vas

pressed hard and manual vork in modern schools encouraged.128

(c) The Labour Party

There vere mixed views within the Labour party about

vocational education in schools. Education itself was a



-54-

subject on which the Party exhibited varying degrees of

interest.129

The passage of the 1918 Education Bill
marked the nadir éf the parliamentary party's concern
vith education, despite considerable lobbying by the
Labour Movement at large.130
Objections to vocational education were commonly
reflexes against the viewvs of Conservatives and employers.
The secondary schools, meanwhile, in spite of the
stuffiness and academicism of their curriculum were
videly respected. .The Party also shared the pr;gressive
viev about the possibilities of educational psychology as
a means of allocating pupils between institutions. The '
result was that school organization was seen in terms of
providing for 'types' of pupils in separate institutions.,
Vocational education was deprecated in favour of
literary and 'cultural' study. Even continuation schoois
vere charged with providing a "broadly humanistic" coufse.
The need to develop labour skills, meanwhiie vas
separated from mere training in "technical processes" vith
the injunction that it éhould be "liberalized by the most
intimate connection with general education."131 These
commehts bear the unmistakable stamp of R.H. Tawney
vho dominated parliamentary Labour views on education in
the 1920s .. His essay 'Secondary Education for All' (1922)
vas the cornerstone of party policy and its recommendations
actively put forvard by parliamentarians like'Sir
Charles Trevelyan (sometime President of the Board of
Education) in and out of office.

Tavney's essay was married with the Hadow Report

to shape a policy of universal 'Secondary' education in
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vhich 'liberal' central and junior technical schools had
a place so long as their courses were 'practical' or
'realistic’ as distinct from being merely 'vocational'.

Labour presented itself as the party of educational,
reform. The precise meaning of increased educational
opportunity, hovever, wvas not entirely clear. Matters
vere exacerbated in the 1930s . by the intervention of
explicitly political and class hostility into educational
discussions. This meant that educational issues wvere
sometimes obscured by the invective of 'conviction'
politics.

The Party's continuing commitment to 'Hadov'
re-organization did not, hovever, overcome problems of
dualism between education and employment. It was an
uncomfortable fact that a variety of post-primary schools,
offering separate groups of pupils discrete curriculsa,
could be seen as preparing them for particular bccupational
destinies. There was no doubt, moreover, that the
conventional secondary school attracied the highest esteem.

The secondary school course was challenged,
hovever, on the grounds of its inelasticity, and demands
vere made that post-primary schooling take accounf of
wpractical education” which in some circumstances
permitted training "for a given type of craft."132
rcraft' proved to be a popular legitimation of 'practical’
study because it enlisted "vocational activities" to
develop aesthetic sensibility and social insight.133

As such, Jjunior technical schools were warmly
éppreciatgd for their efforts to establish an alternative

type of secondary course leading on to hiéher education.134

They were also praised for shortening the period of
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apprenticeship by keeping young people in contact with

education.135
But while vocationalism was an educational means

of promoting interest and relevance in the classroom, th

harmful social consequences of two 'types' of secondary

educationwere also recognized.136

If vocationalism meant
training for jobs then.it wvas a sham, and there vas a
feeling within the Party that re-organization vas a
means of depriving working class children of a
"general education."

"I am not against vocational education under

a Socialist system", declared W.G. Cove, "The

clash and the dualism comes under the capitalist

system. If you have vocational education early

in your system you can get the predestination of

children to one particular job."l

The effects of the 1931 crisis reverberated throughout
political life, altering the tone of educational debate.138
Two main lines of development - each intended to promote
social ambitions as well as educational goals -
manifested themselves in the 1930s . The first and most
important was the promotion of well-established policies,
especially the extension of (free) secondary school places.
The second was more radical - the demand for multilateral
secondary education for all children. This viev vas
particularly (but not solely) associated with the
National Asscciation of Labour Teachers (NALT), and vas
seen as a means of bringing about a social revolution
through the schools. The effects of social class would
be minimised, wvhile a variety of courses related to interest
aﬁd gbility could be mounted within a single institution.
The psychological basis of education ('types') was

accepted, while its social basis (separatism) was

re jected.
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The promotion of the first policy was distinguished
by the development of mainstreanm progressive opinion
(Tawney, the Consultative Committee). The junior
technical schools vere potentially regarded as ''a new
type of secondary school" which fostered "the natural
tendencies of children towvards practical forms of work,"i2?
The NALT, hovever, objected to the "socigl philosophy"140
of 'Hadow' re-organization on the grounds that it corresponded

141

"to a division of children" by occupational groups.

The Spens Report, the NALT concluded vas,

"a benevolent attempt to devise a system of
post-primary education which conforms to the structure
and political philosoghg of a capitalist and .
competitive society,"1l4

(viii) Industry and Technical Education: the Case of
Junior Technical Schools, 1913-1939,

A critical test of technical education is the nature
and extent of its relationship to industry. In Britain,
the picture before 1939 wvas one of remoteness rather
than co-operation in detail. The case of hany junior
technical schools was progressive in this respect.

In some quarters, (Liberal Imperialists, Fabians),
technical education vas regarded as a means of promoting
industrial efficiency.laj But the scholarship 'ladder'
had not greatly assisted in helping develop the
infrastructure of scientific manpower within industry
before 1914. The political hopes of the 18905 to
extend technical education were arrested by é videspread
lack of interest from industry. Employers and labour
alike vere mostly lukewarm (and sometimes actively hostile)
to wvork related education. Craft unions vere particularly

gsuspicious of technical education, while the Trades Union

Congress (TUC) was more interested in the development of
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secondary education, than the growth of technical

144 1 dividual working men, meanuhile,

education.
contemporaries averred, vere alienated from the technical
schools which vere regarded as being solely concerned with

"the education of the higher sections of the people and

not so much for the actual artisans."145
After 1918, national manpowver planning was conditioned

by the experiences of wartime and the projected aims of

reconstruction. It wvas set against the background of

economic recession in the early 192G . and 1930g., The

educational needs of industry wvere examined in a ndmber"

of official and semi-official reports. Their conclusions

are an indictment of educational and industrial interests

alike. There was relatively little improvement in the links

betwveen technical education and industry. The demand for

trained manpover remained stgtic. While verbal support

for technical education from industry vas enthusiastic these

expressions vere "..more in the nature of a.stereotyped

opinion than a conviction leading to action."146 The

Federation of British Industries (FBI) admitted there vas

"no formulated poliqy regarding technical education ..

in many trades it has not even been considered.”" In

several areas, important local industries vere not

asgisted by complementary educational provision.147

For the most part, the Emmott Report concluded, "individual

firms .. are sympathetic and helpful. Trade Unions are

not prominent.."l“B
'chal educational policies were often equally remote

from industrial needs. Consultation was poor, so that the

Malcolm Committee drew attention to the need for

industrial views to be sought before schemes for post-primary
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1
re-organization wvent ahead.~%? Worse still, a similar

position obtained with regard to technical classes sas
well.150
The war had revealed serious deficiencies in national
provision of scientific training and certain branches o;
technical expertise. This awareness undoubtedly
conditioned the outlook of the Thomson Committee which
had regarded industrial preparation as consistent vith
secondary 'technical' education.151 The need for advanced
technological co-operation had earlier resulted in the
establishment of the Department of Scientific and Industrial
Research in 1916. It was charged wvith promoting research
agsociations within groups of allied industrieé.
Progress wvas very mixed, with vide variations between
industries. Some key sectors of the economy - shipbuilding,
railvays, steel manufacture, heavy and organic chemicals -

had no facilities for joint research.152

This position
contrasted unfavourably wvith that of Foreidn competitors,
a fact the Balfour Committee attributed to the effects of
economic recession, and perhaps more importantly, a
deep-seated indifference towards scientific applications
by industry at large.153

Framing demands that the education service could
discharge proved to be extremely difficult. The Malcolm
Committee noted the "disquieting indifference" of
employers to consider training needs. In many industries
there vere no bodies capable of formulating educational
requirements, or guaranteeing the co-operation of

154

employers.,

Employers were better at articulating criticisms of
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the schools, Specialized instruyction - 'Engineering
sides' in secondary schools for example - found little
favour. Instead, demands vere usually expressed for
‘general' preparation in schools. Professional
qualification at day or evening classes, building on
"fundamental subjects" wvas the preferred route for the
secondary School leaver.155
Apprenticeship and recruitment policies by industry
vere typified by the prevalence of 'ad hoc' methods.,
Junior technical school pupils usually encountered liftle
difficulty in obtaining aspprenticeships, though they vere
mostly recruited as 'trade' rather than 'pupil' or 'student’
apprentices, that is, to prepare for a particular occupation
vithin an industry. Systematic selection policies were
rare.156
A considerable limiting.factOt in the way of greater
dialogue was the local organization of educatidnkand the
national organization of industries. 1In consequence, demands
from on both sides were framed at a high level of
generality. Departures from this rule wvere notevorthy
exceptions.157 Links were most in evidence in apprentice
training in technical colleges, predominantly a
voluntary system to meet practical requirements.158
The Junior technical schools, meanwvhile, wvere too few
and circumscribed in thei: actions, to play‘a significant
part in forging links between school and work.159 For
the most part, they remaindd 'clients' of employers and
trades.

'Industry' is a collective term. It vas among larger

firms, or technically advanced firms or tﬁosa in which
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scientific or technical skills were most evident among

management, that an interest in education and training

vas most apparent. But small and local firms

predominated, even in those industries which demanded

heavy capital investment.160
This fact was recognized and commentators vere

careful to point out that information supplied by

progressive industrial associations did not represent

opinion as a vhole, much iess that of the 'average'

employer.161 Despite the positive evidence of support

| for technical education the overall position wvas one

of concern.162 '
Links between education and industry between the wars

vere in general weak. Industrial interest was at a low

level. Despite complaints about the quality of e lementary

school leavers by employers few had any detailed

knovledge about central and junior technical schools. This

fact helped restrict the growth of the junior technical

echools since expressed demand by industry was a pre-

condition of their formation. Simuitaneously, their

development was limited because they were constrained

by the requirement that they should only prepare pupils

163

for supervisory posts within industry.

(ix) The Board of Education and Technical Education for
Tndustry, 1918-39,

164 declared Eustace

"Co-ordinationisablessed vord",
Percy in exasperation at parliamentary demands for national
schemes of technical education for industry. Percy
himself regarded the Board's task as enabling; the details
to be wvorked out locally and by each industry for itself.

The Board's officers, meanwhile, did not'squarely address
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the issue of technical education for industry before
the 1930s.

Tovards the close of the First World War it appeared
as if both sides of industry were becoming more recepti{e
to the need for scientific and technical education.165
This hope soon evaporated. Employers wvere reluctant to
accept day continuation education, while the FBI in a phase

of intense politicization,166 opposed the Education Bill

wholesale,167 preferring full-time 'higher' education for

a selected Few.168 This view wvas re-iterated before the
Board by the powerful Shipbuilding Employers' Federation.
It . urged that the extension of selective secondary
education should be in junior technical schools. Thas,
industry would be furnished with skilled school leavers
of 16 without further obligation to provide for day
release. "Education", said.one employer acrimoniously,

"may be carried too Far."169

There vere exceptions to
this point of view but generally employers’were afraid of
the dislocation and cost of continued part-time education.
The trade unions, for their part, wvere lukewarm towards
day continuation schools, suspecting‘them to be
vocational substitutes for genuine s'econdary education.l70
The closest co-operation in technical education and
industry vas betwveen the Board and the professional
institutions through the validation of national certificate
schemes. Othervise, the Board was poorly placed - because
of its lack of contécts, pressures of economy, and the
disposition of officials - to tackle the problems of

education for industry.

The need for definite training for employment was a

view expressed influentially before 1914. It led, for
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example, to the endorsement of trade schools,171 vhich
vere sussequently canvassed during the var as a means of
training foremen and leading hands.172
Leading educational administrators were in sympathy
vith this point of view, feeling that progressive educagion

vas too much in the hands of "idealists".l73

The Board
itself was regarded as inimical to the growth of technical
education, and incapable of establishing industrial needs.
These views led directly to the setting up of the
independent 'Emmott' Committee, sponsored by the ATTI to
inquire into the provision of technical education for
industry, as a calculated snub to the Board of Educatioq.l7a
Under the Presidency of Eustace Percy, hovever, the
Board began to take a greater interest in attempting to
establish industrial requirements. But Percy was not
sanguine about the possibility of national schemes of
education for industries. He preferred regional
co-operation betwveen consortiums of education authorities
and local industry along the lines of the Yorkshire Council
for Further Education.175 Accordingly, the Board's
Inspectorate conduc%ed an overviev of the national position l76€

favourably received vithin the technical education

'movement'177

- vhich vas intended to be a starting point
for local discussions.

Percy's political colleagues, hovever, were cool on

178 leaving the

the subject of inter-departmental action,
Board of Education to look into education for salesmanship
(Goodenough Report) and engineering (Clerk Report) on its
own. The Clerk Report in particular was intended to

answer charges about the Board's lukewarm attitude towards



education for manufacturing industry.l79 But depressingly,

the Inspectorate noted that their inquiries wvere widely
construed by emplbyers as "a plot to re-establish compulsory

n180 181

day classes. As a result of these efforts there

vas some lessening of "indifference" by employers and y
nSuspicion" by trade unions to the extent that Advisory
Committees were set up for a number of regional courses
for industry. Junior technical schools, meanvhile,
continued to find considerable support among employers in
their localities.182

After Percy's departure the level of interest in
technicai education for industry was maintained by the
Board of Education. The investigations of its ouwn offic;rs
had revealed the seriousness of Britains comparative
deficiency. Financially, technical educationfared rather
better in the face of economies in the 1930s than
during the previous decade. Like Percy, Herwald
Ramsbotham (Parliamentary Secretary 1931-5) was also
concerned by 'the lack of co-operation between industry
and commerce .. and education."t8% Accommodation vas
the most pressing need so that capital schemes vere
allowved to go forward "notwithstanding the economy

atmosphere,"laa so long as initial overtures came from

the local authority.185 The Inspectorate, for its part,

vas instructed to give encouragement to LEAs contemplating

building programmes designed to assist industry.186

187

In

1936, £12 million vas allocated for building.
At any rate, while local authorities wvere more

alive to technical education after 1936, progress vas

slow.l88 The Board's attention, meanwhile, was moving



tovards the development of links with industry,
especially employers, a departure from its position for
most of the period. The Board was in an exposed
situation, however, because of its lamentably weak
contacts with "the workaday side of industry". The
promotion of day release wvas the Board's object, and
vhile relations with the professional associations were
cordial there was "no such approach to the local
industrialist". What vas needed was a survey of needs

n189 It vas recognized, howevef,>

"industry by industry.

that the "piecemeal"” nature of the Inspectorate’s contacts meant

there was little possibility of collating their

information to produce a pictuie of national requirements.190
The problem was given extra force by the re-emergence

of a powerful shibboleth - superiof foreign practice.

"] gay it with great sadness," Graham Savage wrote from

Beriin, "that Germany is far'and avay ahead of us in the

provision of Technical Schools.."191 192

The "alarming"
fact emerged as the major conclusion to a series of
discussions in the early summer of 1938. But remedies
vere not to hand in the absence of "definite or
auythoritative vievs" from industry. It wvas admitted that
the alarming reports of the preceding decade had done
little to improve matters.193
So pressing vas the need to turn the situation
around that the Board decided to abandon its earlier
position and actively seek out industrial opinion

134 Regret at the state of affairs

vherever it could.
vas turning to panic. "Special attention" was demanded

of the government to give "as high a priority as possible
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and special fincancial assistance” to technical education
in the hope of improving links with industry.195 As ever,
cost proved to be the stumbling block and monies vere

not made available in peacetime.

( x ) The Professional Institutions and Junior Technical
Education, 1918-39,

The greatest coherence introduced into education for
industry was the growth and development of national
certificate schemes. They were moderated by the professional
institutions. One consequence was the facilitation of
contacts between the institutions and the Board of

196

Education. This was seen, hovever, as a over-emphasis

197

[

on the need for "highly trained" technologists.
This was only partly true. The Institutions vere

concerned to maintain professional entry from a variety
of educational sources. Not least, they were favourably
disposed towards junior technical schools and to part-time
routes to professional qualification. The North-East Coast
Institution, for example, set up an Education Committee
as early as 1902 in response to the Education Act, with

198

the intention of promoting secondary technical education. The

Mechanical Engineers constituted an Education Croup in 1935

wvhich wvas active in the vartime discussions on the

199

training of engineers. The "active minded" Civil

tngineers, meanvhile, took a particular interest in

200 The

part-time routes to aséociate membership.
Electrical Engineers for their part had always inc¢luded

the junior technical schools within their sphere of

intefest.201

In general, the junior technical schools were warmly
regarded as having a part to play on the route to

professional accreditation. The North-East Coast
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Institution in 1918202 and the Mechanicals in 1943,

looking forward to peacetime reconstruction, urged that
they should be freed from the restrictions on their
development as fully fledged secondary technical schools,.

In the North East, secondary technical education
(to 16) in junior technical schools vas videly regarded
as a national investment by employers and teachers alike,203
and was actively promoted by education officers like
Percival Sharp,204 later Secretary of the AEC. The
members of the Apprenticeship Committee of the North
East Coast Institution (which included shipbuilding and
engineering employers as well as educational representatives)
took up the proposal wvith enthusiasm, regarding the
schools as seedbeds of future managerial and technological

205 The matter was raised wvith the Board of

206

staff.
Educatibn vhich remained unconvinced, only conceding
that "the brightest pupils"207 should find.their vay to
the technical colleges.

The demand was repeated almost a generation later
by the Mechanicals'vho took pride in the various routes
to professional status - "not limited to those who
complete a secondary education,"208 The junior technical
schools in particular had proved "advantageous" tg
the engineering industry, and the barriers in the vay of
pupils matriculating vas deplored.209 The North East
Coast Institution, meanvhile, urged that the age of entry
to apprenticeship should be raised, and itg period
shortened by taking on boys who had voluntarily stayed on
at school, especially junior technical schools.210 In

discussion, they attracted the highest accolades from

individual members aof the Institution, with only the
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'Boafd of Education's representative expressing concern at

the tendency for ex-pupils to move from craft to

supervisory positions.

Matriculation difficulties dogged the preparation for
professional registratioﬁ the junior technical schools
could offer. It was possible, by dint of considerable
effort for boys in schools within the larger colleges to

nfind their way" on to National Diploma courses or

212

external London University degrees. The officially

fostered inferiority of junior technical schools to

213

Secondary Schools did not go unchallenged. On

occasion, a schoals' demand to offer a foreign language‘
wvas made explicitly in terms of the entry requirements of
professional institutions.214
Among the Institutions an enabling view of the
purposes of junior technical schools prevailed.
Exceptions to this outlook - that of the Electrical

Engineers for example215

- dominated by Sir Arthur Fleming
jndicated the predominance of the training interests of
employers over educational vieusvithin the Institution.

(x1i) Employers and Technical Education for Industry,
1918-39.

There is sometimes a failure tv acknowledge the
laék of interest by employgrs in technical education when
considering the relationships betwveen education and
industry between the wvars. There is an emphasis instead
on the anti-technical and anti-vocational disposition of
the échools, the alleged diminution of technical education,
and the neglect of Jjunior technical schools, even in
accounts that present a frankly instrumental viev of

216

education for industry. In fact, the majority of
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employers and employer associations were unable to frame
educational policies at national or industrial level.
Ignorance and suspicion bedevilled relations with the
educational service. Recommendations were cast in the °*
most general terms, while the desire to reduce public

217 vas at odds with the extension of school

expenditure
life or day continuation education. It was in this
context that junior technical schools attempted to
claim the attention of employers.

The views of the FBI best characterize those of

employers for whom technical education had no real

meaning. The Federation demanded instead "a sound

218 in place of day continuation or

general education"
extended education. It favoured training at the works,
ensuring control of education by employers.219 Members
vere suspicious of the Board of Education and reluctant
to co-operate with it. Arthur Fleming, a powerful voice
in the Federation's counsels, believed that an extended
education was a "waste of time" and that in his
experience "there wvas no real determination of (a) boy's
vorth as a wvorker due to his previous education," including
preparation in a junior technical school, 220

Thus, the overtures of the Consultative Committee
requesting the Federation's views on education were
rebuffed.221 When working with professional and technical
institutions on the Emmott ﬁeport, the Federation
dismayed its partners, favouring voluntaryism over

government action.222

Despite polite interest the
Federation was unable to work with the Board on a range

of issues.223 Crude sectionalism of this type was by
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no means confined to the Federation?24 and wvas a

significant barrier to co-operation on educational
igssues of relevance to industry.

Less commonly, industrialists took a progressive .
view of education. This outlook was typified by the
industrial membership of Political and Economic Planning
(PEP), the brainchild of Sir Basil Blackett and Israel

sieff, a director of Marks and Spencer.225

It wvas broadly
sympathetic to the outlook of the Consultative Committee
regarding re-organization, and vas enthusiastic about
the expansion of junior technical schools.226

But most employers were critical of technical educétion
in schools. Their case was made in terms of the need for
preparation in fundamental subjects. The 'secondary'
pretensions of junior technical schools also came in for
criticism because of the teﬁdency of boys not to enter
craft positions after having received a "guperior“
education. Many pupils did in fact go on to non-manual
occupations, a factor which sometimes led employers to
prefer €lementary school leavers. Junior technical school
pupils by contrast proceeded on to ONC courses and were

wlost to the trade"??’

for which they had been prepared.
This view found wvide support, not least at the Board,
vhose officials complained the schools had "succeeded
too vell," by "over-educating apprentices intended for
craftsmen." Only less academic pupils - "boys of lesser
mental calibre" - should attend the schools.228 This
1leakage' gave rise to discussions between the Board and

employers in an attempt to keep good craftsmen at the

bench. The Board argued for a dilution in the quality of
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entrants to the schools. More pessimistic employers took

the view that only direct entry to industry at 14 could

secure their major aim.229
Where employeré vere personally involved with the °

technical schools they were seen as a valuable source

of skilled labour, and their pupils preferred above those

from other institutioné.230

This was particularly evident
in London vhere trade schools prevailed, and Manchester
where large employers like Mather and Platt and others
represented in the Manchester Association of Engineers

had close links with the essentially pre-employment
schools at Openshawv and Newton Heath.231

(xii) Trade Unions and Technical Education, 1918-39.

Trade unions vere well-disposed'towards junior
technical schools wvhere they appeared as quasi-secondary
institutions. Attendance was frequently counted in full
tovards the léngth of appfenticeship. The .Trades Union
Congress (TUC), meanwvhile, was intensely interested in
the extension bf educational opportunity. It
possessed a thorough and consistent understanding of
issues, and vas concerned vith the "content" as vell as
the "machinery" of education.???

The TUC consistently opposed vocational education
in s-:chools,u3 vhile lending support to the development
of a "less bookish"234 secondary curriculum. Thus, while
day release was wvelcomed as an extension of training
opporfunities, secondary education in technical institutions,
junior technical schools included; vas regarded as an
235

unvelcome expedient.

The TUC Education Committee was distinctly 'Hadowist'
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in outlook, taking the view that the needs of the

great majority of children could be best met by a series

of 'biased' post-primary courses which recognized the

place of handwork and local concerns within the curriculyum,
including indestry, so long as instruction was not

directed towards particular employment needs.

There were several arguments advanced against
vocationalism in schools. Most commonly it was said that
the majority of tasks in industry required no special skills
and were repetitive and boring. Future vorkers,
therefore, by way of compensation required a 'liberal’
education to assist them in developing their vhole
personalities and make constructive use of their 1eisure.236
Concefn vas expressed, moreover, that vocational education

237

vas essentially of benefit to employers. The danger

vas thaf schools would come to replicate the "traditional

class structure"238

of society by preparing school
leavers for particular occupations. That vas one
reason vhy the multilateral school found wide support
in the face of the recommendations of the Consultative
Committee.239 On occasion, anti-vocationalism was
linked to fears about the concealed motives of groups
like the NUT (not a member of the TUC), or the
Conservative Party's real commitment to educational
x:econs-ztr:uction.2“0 : .

In any case, there vas a strong undercurrent of
opinion that academic secondary education was superior
to other types because it assisted social mobility.241
Even when.the value of 'useful' subjects was admitted,

jt wvas wvidely believed that grammar schools wvere best able
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to provide a genuinely "cultural” or humane treatment.242
Practical bias in the secondary school vas incorporated

into the demand for multilateral scheoling building on the

foundations of junior technical education. Trade schools,

however, were condemned for their narrov outlook.2%4°>

In the meantime, the association of junior technical gchools

vith local industry was commended as an example of close

co-operation and educational independence.244 At bottom,

ambivalence towards junior technical schools vas most in

evidence. To be set alongside their promise to giye

effect to a secondary technical curriculum vas the fear £hat

vocationalism might be indistinguishable fron vork

245

related training.

(xiii) Conelusion.

The complex of central administrative, political and
industrial interactions ensured that instrumental justifications
for vocational education prevailed over thq case for
its educational benefits. School organization mirrored
the social order. It corresponded to a vell-defined and
"generally understood social structure, relatively static
in disposition which the schools would leave undisturbed.

This represented ' a hardening of administrative attitudes
as more restricted interpretatiqns'of the secondary
curriculum took hold after 1917. By contrast, the
preceding years had vitnessed a degree of experimentation.
The School Certificate offered a means of defining the
curriculum vith the support of the universities, during
a period of unprecedented expansion in secondary
education. The Board of Education accepted that the

academicism of the examination was the price of.

standardization. The drift of policy was confirmed by
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other circumstances which favoured an increasingly
selective system of secondary education. These
included the financial constraints en educational
advance, as vell as alternative priorities, notably the,
re-organization of elementary schools and a growving
desire to expand 'intermediate’ secondary education. The
latter wvas directly linked to the Job market as clerical
openings declined in the 1930s.

Conceptions of a slouly evolving social order
vere accompanied by the lov level of industrial interest
in technical education, and the limited avareness of the
use of scientific applications. '

The Junior technical and trade schools vere regarded
as a valuable source of craft, skilled manual and
supervisory vorkers. Employers and the Board hovever,
complained frequently that junior technical schools by
preparing their pupils for professional posts in industry
or for higher courses vere over-stepping their
pre-apprenticeship functions,

Opposition to this instrumental conception of
practical education counted for little before 1926.
The Hadow Report of that year encouraged, on educational
grounds, the development of ‘'practical’ education in
re-organized Senior (modern) Schools, The same year
alsc marked the end of the progressive disengagement by
the Board of Education from'defailed control over the
curriculum, Administrative policies, the Board
believed would ensure, along with dialogue with 1locsl
authorities, the occupational classification of

schools. In fact, it vas the signal for increased

variation in the curriculum of Junior t'echnical (and ather)
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schools.

Up till then, the Board had taken little notice
of demands for an enlarged conception of practical
education in schools, disregarding the technicsl
associations and even the recommendations of the
Thomson Report.

The only intereststo carry any real weight with
the Board were the local authorities and the préfessional
associations. It will be seen in Chapters 3, 7, and 8
that the local authorities took a more enabling view of
practical education but that they were by no means
united at this or any other period behind a single '
conception of vocationalism themselves. The professional
associations, meanwvhile, co-operated with the Board
in detail and were still in a state of opennesgs
regarding the educational preparation of potential
members. |

The Jjunior technical schools then wvere an anomalous
group of institutions, partly educational and partly
industrial. The particular balance struck could be seen
in their local relationships with employers and the
fechniCal colleges; the length of courses and the extent
to vhich their curricula wvas restricted by pre-employment
functions. There was growing uncertainity about their
future. The Hadov Report expressed some concern about
their position within a system of re-organized senior
schools. The Boards reply, in 1930, stressed their
preparatory nature. The only other administrative space
that remained for them - long before it was confirmed in

the Spens Report - was as some kind of alternative to

the secondary (grammar) school.
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Arguments for the replication of the social order
in the schools had their origins in conceptions of
national well-being; the need for an appropriately
trained vorkforce; as: vell as cost and a conservative
social disposition. These outweighed arguments for

the educational value of vocationalism.



-77-

CHAPTER 3

Local Policies and the Board of Education: The Emergence
of the 'Liberal' Technical School, 1913-39,

(i) Introduction

This chapter contains an account of the interpretation
of central policies among the local authorities, as they
attempted to make sense of local pricrities. A variety
of strategies emerged that attempted to bring administrative
coherence to post-primary education, and render junior

technical schools less anomalous, educational institutions.

[}

Local voluntary pressures after 1918 resulted in an
unsatisfied demand for extended education beyond 14,
gometimes in junior technical schools. But no single model
of the 'liberal' technical school prevailed. The

curriculum of these schools is best defined negatively,

in terms of impatience with the academicism of the

gecondary schools. Thus the technical high school

which appeared at the end of the period, and which

outlined an integrated vocational curriculum was 'another
type' of liberal technical school. It did have exemplars but
cannot simply be said to be an expression of local

desires.

(ii) " Local Education Authorities and Junior Technical
Schools: Some Aspects of Provision.,

The local development of junior technical schools
vagsamore complex phenomenon than is alloved in the

1 Their

tale of "success" charted in some sources.
distribution was uneven and their number insufficient to
meet industrial demand for their pupils.z' Their growth

vas slov and unspectacular, especially when set alongside
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" that of Secondary Schools. Table 5 shows that although
junior technical school places increassd almost sixfold.
during the period, the total number was a small proportion
of Secondary School places which doubled between 1918 .

and 1938.

TABLE 5

Pupils in Junior Technical and Secondary Schools in
England and Wales, 1918-38.

(A) Pupils in (B) Pupils in

Year Junior lechnical Secondary % (A) of (B).
Schools Schools ‘

1918 5,101 238,314 2.1

1923 12,392 358,531 3.5

1927 19,333 371,493 5.2

1929 18,877 386,993 4.9

1933 22,470 441,883 5.1

1936 27,354 463,906 5.9

1938 30,457 - 470,003 6.5

Source: Board of Education, Annual Reports.

The 37 institutions recognized in 1913 grew steadily
'in number during the war. By 1938 there were almost 250
junior technical schools with places for more than
30,000 pupils.

The Board's approval for the éarly junior technical
schools continued to be détermined by evidence of effective
local industrial demand.3 By 1938 they wvere more widely
distributed and often performed a quasi-secondary role.
Usually they vere houéed in techniéal colleges, which
they vere obliged to leave after 1944 when they officially
became part of the system of secondary education. This
vas a matter of regret in some quarters, notably the

ATTI, which for professional reasons had regarded the



TABLE 6

tocation and Growth of Junior Technical Schools, 1918-38
(England and Wales). .
Area 1918 1923 1927 1929 1933 1936 1938
Schools Pupils Schools Pupils Schools Pupils Schools Pupils Schools Pupils Schools Pupils Schools Pupils
Counties 30 5176 35 5236 70 7065 86 9433 96 11169
41
County
5101 86 12206 51 9252 51 8721 77 9731 85 11245 89 12082
Boroughs
Londen 20 20 4276 22 4286 44 4649 45 5393 45 5785
Wales 1 - 3 186 3 629 7 634 12 1025 16 1283 18 1421
Totals 62 5101 89 12392 104 19333 115 18777 203 22470 232 27354 248 30457
Source: Board of Education,
Annual Reports. -
]
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school-college relationship as mutually beneficial,
as well as providing educational progression for students.4
But generally separation from the colleges was welcomed

as an essential step towvards parity with grammar schools..5

TABLE 7

Distribution of Junior Technical School Places by Area,
1923-38. (%)

Area 1923 1927 1929 1933 1936 1938

Counties 27 28 31 34 37
County

Boroughs 98 48 46 43 41 40
London 22 23 21 20 19
Wales 2 3 3 5 5 4
Total 100 100 100 100 100 100

Source: Board of Education, Annual Reports.

Industrial demand nonetheless remained the main factor
determining the location of the schools, vhich almost
vithout exception vere urban institutions. Several
counties had no experience of junior technical schools
in 1944. The large number of pupils in county junior
technical schools vere cancentrated in a few areas.l
A significant number of county boroughs, including some
in heavily industrial districts like Gateshead, Huddersfield
Rotherham and Wolverhampton, had no technical schools:

In many smaller county boroughs the absence of junior
technical schools was part of a vider deficiency in
post-elementary education. Finaﬁcial constraints, in
short, determined the variety of non-statutory educational
provision. It vas no accident that county boroughs
without Jjunior téchnical schools were usually those where

senior schools re-organization proceeded slowly.
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In Leeds, the schools of the 1930's evolved from earlier
ingstitutions housed in the mechanics institutes at
Holbeck and WOodh;use, vhich had been among the
original group of schools recognised in 1913; Other
early schools included those at Toxteth (Liverpool),
Portsmouth, Hull, Newton Heath and Openshav (Manchester)
and Newcaatle-upon-Tyne.‘6

In Wales, competition for educational resources, and
a culturaldisposition against technical instruction,
meant that junior technical schools formed a small
proportion of the system of post-elementary education, wvhere they
approximated more to secondary schools than pre-apprentice-
ship institutions. Academic secondary courses were much
in evidence. They had been promoted under the Welsh
Intermediate Education Act, and in some areas admitted
more than half of elementary school pupils.

Junior technical schools in Wales were located
in the industrial south of the country, whére the Board
was anxious to promote technical education as a means
of assisting economic renewal.r Newport had an engineering
school as early as 1917; Cardiff followed suit shortly
afterwards.8 0f the remaining county boroughs Swvansea
did not possess a junior technical school wuntil 1936 and
Merthyr Tydfil did not experiment with junior technical
schools at all. The most extensive development of junior
technical schools took place in Glamorgan and Monmouthshire.
Engineering, mining and building courses vere offered in
schools attached to larger technical institutes in the
valley communities of the coalfield?'

The distribution of places between boys and girls

favoured the former in the ratio 3 to 1.
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By contrast, the London County Council (LCC) in
1940 had a flourishing network of junior technical
schools both in number and the variety of courses
they offered. Middlesex also planned, and began to .
implement a considerable expansion of technical education,
in response to local population growth and industrial
development in the mid 19303'.'0 Other Counties to make
noteworthy provision of junior technical schools vere
Essex, Kent and Lancashire.

On the whole, county authorities were more
reluctant to set up junior technical schools than county
boroughs. Of the 47 counties (including London) 27 had -
no experience of junior technical gchools in 1936. 1In
viev of the guarantees required from local industry this
is unsurprising, except perhaps in Staffordshire and
Durham.‘ In the latter secondary school places vere free
and comparativeiy numerous. County junior technical
schools, wvithout exception, were located ih industrial
pockets or larger urban centres and sometimes met very
specific industrial needs.

Of the 79 county borcughs in England and Wales, 24
had no junior t'echnical s'chools up to 1944, Of these,
fhe largest authority vas Bradford wvhich took special
pride in the scale and accessibility of its secondary
school provision. The remainder wvere small to medium
sized boroughs like Chester, Hastings and Southampton.

Usually a borough would support a.-single institution
vhich might well offer more than one course. Only larger
centres vere able to maintain a range of institutions.

Of these cities, Birmingham alone had not set up

junior t'echnical schools in the early period before 1918.
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TABLE 8

Junior Technical Schools (England);
Distribution of Pupils by Gender, 1918-38,

Year Boys Girls Jotal
No. % No. % .

1918 3594 70 1507 30 5101
1923 10413 85 1793 15 12206
1927 14124 76 4580 24 18704
1929 13642 75 4601 25 18243
1933 15422 72 6023 28 21445
1936 18844 72 -1237 28 26071

1938 20961 72 go7s 28 29036 -

For boys the most important Preparation was for the
engineering and construction industries and for openings
in commerce. There vere also a number of trade schools,
brincipally in London, which prepared boys and girls for
highly specific occupations, through mastery of
particular trade processes, ‘For girls, the trade
school wvas especially popular, usually for entry to
'Needle Trades' but included courses in photagraphy,
hairdressing and laundry work. Commerce vas the most
popular general course for girls,

The di;tribution of places betweén London
('trade') and provincial ('industrial') schools meant that
engineering institutions vere latgely pProvincial, while
'vomens trades' were almost exclusively a metropolitan
concern. Other specialist courses reflected lﬁcal industrial
demands. At Hull, boys were prepared for the mercantile
marine and the fishing industry. Northampton offered
courses to boys in the boot and shoe industry. Liverpool
and Manchester were ablé to support t:adekschools‘for
girls. At the Newton Heath school in Manchester boys

vere offered preparation for the rubber industry. 1In
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Essex, Lancashire and the West Riding small numbers of

pupils were prepared for entry into the chemical

industry, mining, and textile trades.i!
(iii) The Local Authorities, the Board of Education and
Technical Education for Industry, 19518-39. .

fhe inter-var years vere a period of considerable
financial restraint in education., It has been noted in
Chapter 2 that the various sectors under the Board's
control fared quite differently. Elementary education
vas hit hardest of all, while secondary education suffered
least as a result of special consideration by the Board
of Education and the local authorities. Technical
eduéation, meanvhile, was hardest hit in the early 192&;
but fared better in the round of economies in the 1930 s..
Support for technical education grew in the face of
Britain's faltering competitiveness and the evidence of
superior provision abroad. Thus between Hadow (1926)
and Spens (1938) the outlook for technical.education
improved, although the response from industry was far
from effective, and much needed to be done to modernize
and re-equip the technical colleges in 1939.

The Board's investigations revealed that co-operation
between local authorities was poorly developed and usually
confined to specialized advanced courses. The most active
authorities acted independently of the Board and there
is nothing to suggest that other authorities had made
much progress before the oufbreak of wvar,

The AEC vas closely involved in the preparation of
the Board's principal review of local initiatives,

'Co-operation in Technical Education,' (1937) through its
12

Secretary Percival Sharp. Publication was the outcome
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of a nationallsurvey of local efforts, and a series of
meetings betwveen the Board and representatives of the
local authorities.

The inadequacy of provision for technical education

had been highlighted by the Inspectorate13

in its
investigations which had preceded the programme of educational
advance outlined by the government in 1935. The Board's
attempt to remedy this state of affairs was by means of
informal communications with the local authorities. This"
reliance on administrative approaches was undoubtedly
influenced by the achievements of the regional councils.la
Some members of the AEC, however, felt the matter demanded
the attention of nothing less than a Departmental
Committee. In the event, urgency proved to be the decisive
factor. The major object of the inquiry was the distribution
of £12 million allocated for capital expenditure in
technical education in October 1935. |
From the outset, the Board directed attention to

the question of co-operation between authorities to
facilitate the preparation of schemes for technical
education on a regional or industrial basis. The efficient
ordering of existing provision was a major consideration.
Schemes already helping to break down particularism
between authorities vere of special interest as possible
models for future development,

| It is instructive that replies to the Board's most
detailed survey of local initiatives during the period
vere not forthcoming from very nearly half the total
number of LEAS. Rural counties and smaller county

boroughs vere the principal offenders though Leeds,

Liverpool and Manchester were notable absences. To some
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extent these omissions wvere filled by reports from the
Regional Councils which remained, howvever, voluntary
consultative and advisory bodies. Nonetheless, the
Board was pleased with the result.

Of the replies received by the Board, the great
majority of authorities indicated they had some measure
of agreement with their neighbours. The extent of
co-operation varied widely from simple payments to
participation in one of the regional schemes (though
even here the degree of involvement revealed wide
differences).

Nevertheless, the net result can hardly be said to'
show that technical education wvas becoming a matter of
videspread local interest. The responsibilityfor this
state of affairs must be shared by the Board,LEAs as well
as industry vhich had not translated verbal support for
technical education into effective demand. Moreover,
LEAs differed widelyvin outlook either because of the
severity of educational economies or a set of alternative
educational priorities, éhief of vhich was elementary
school re-organization.

The junior technical schools wvere only marginally
affected by local schemes. Small ﬁumbers of places
vere occasionally reserved for extra-district pupils,
East Ham, for example, sent a few pupils to neighbouring
West Ham, More usual vas the reservation of places by
county authorities in county boroughs. Norfolk, for
instance, sent pupilé to schools in Norwich, Ipsvich énd
Yarmouth.ls

There was little improvement, hovever, up to 1939

wvhen the vhole question of improving technical education
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wvas placed before the Cabinet by De La Warr. 1In
particular, premises and equipment required modernisation,
The time was not yet propitious for the demand.16

(iv) The 'Liberal' Technical School: Local Authorities
and Junior Technical Education, 1913-39, .

The educational economies of the early 19204
meant that the programmes outlined by local authorities
in response to the Education Act of 1918 vere subject to
retrenchment. The Hadow Report, meanwvhile, had cast doubt
on the place of junior technical schools vithin the
educational system so long as they remained pre-apprenticeship
institutions. It seemed unlikely that junior technical
schools in 1926 vere going to be an important component‘
in an expanded system of post-primary education as Selby
Bigge had anticipated towards the end of the var.1?

Some local authorities, however, were proposing that
junior technical schools could form the nucleus of a
group of secondary technical institutions.. In spite of
constraints on their development many junior technical
schools offered an 'alternative' secondary education to
their pupils. This vas in breach of the 1913 Regulations.
It represented local determination to make them
genuinely educational institutions. The processaccelerated
after the relaxation of the clauses dealing with
curriculum issues in the Regulations for Further Education
in 1926. Some local authorities, notably the LCC, took
a strictly instrumental viev of their functions. But more
liberal interpretatidns emerged nqt long after 1918,
as LEA s attempted to meet the groving demand for voluntary
post-elementary education, suited to local situatiops.

The technical rival to the academic secondary schaal

18

had reépectable antecedents. It meant that the junior
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technicgl schools vere seen as potential additions to
the netwvork of secondary schools, believed by the
Board of Education by the early 1930s to be overprovided
themselves. The organization of post-primary education
before 1944 strongly reflected employment opportunities.
and vas also increasingly justified in terms of 'special
interests and abilities.' The former became less tenable
after 1944. But even earlier, administrative order vas
imposed on the logic of 'special abilities'. The Board
was to grasp this device during the war as a prihciple
of school organization and it was ultimately to hdrden'into
the doctrine of 'tripartitism. It found fullest expression
among the most extensively re-organised local authorities
in a system of secondary, senior and junior technical
schools. This was justified principally on grounds of
administrative convenience, although it vas coming to be
buttressed in the 1930s . by reference to psychological
principles. ‘

Among the consequences of the administrative
. division of vocational education vas the emergence of at
least three competipg paradigms about the nature of the
curriculum. Firstly, there was the 'selective' technical
variant of the secondary 'grammar'.school curriculum that
ldoked to engineering and the aésumptions of science for
inspiration. This vas encountered in a number of junior
technical schools, and vas commemorated in the 'Technical
High School' described in the Spens Report. The principal
and brevailing rival to this view (most influentially
held by the Board of Education) was the instrumental

tradition of technical education. Its justification vas

industrial need for skilled production vorkers, and gave
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encouragement to the early acquisition of particular
vocational skills. This vas marked in the building schools
and of course the trade schools and was impossible to
sustain, overtly at least, after 1944. Another theme,
not well-developed before the war but which proved to be'
the most powerful and positive rival to the separate
technical school was the comprehensive interpretation of
vocational education. A favourite idea of some
educationalists betwveen the wvars, it was non-prescriptive
and made no reference to aptitude or intelligence. It
found fullest expréssion in senior (modern) schools and
later still in secondary modern and c omprehensive schools.
Graham Savage, in his later existence as Chief Officer
at the LCC, insisted that practical education was not
merely appropriate but necessary for all but a small
proportion of pupils as an essential part of a complete
secondary education.19 |
The curricula of junior technical schools exhibited
considerable variety - betwveen trade schools and
industrial schools; London and the provinces; England
and Wales. J.W, Bishpam a former member of the Consultative
Committee explained to his successors that trade schools
vere not forbears of junior technical schools but

20

"parallel types wvhich cannot wholly be separated.” Trade

s.chools were most common in London and industrial schools
in the provinces.

"Even among schools of the provincial type," it
vas pointed out, "there are considerable
differences, the schools in the north being as

a rule more definitely vocational, vhile those in
the south of England tend, in some cases at any
rate to approximate towards the vork of a
Secondary school."21l

_ No collective educational philosophy could be advanced
by the junior technical schools. Locally they deferred
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to secondary schools in the length of their courses
(usually 3 years), facilities and age of admission of
pupils. Concern about the restrictions on Junior
Technical schools come to a head in the mid 19205 as
local authorities struggled to provide opportunities
for more varied 'higher' education for the growving number
of pupils electing to remain at school beyond 14. This
resulted in a reaction against a narrowly instrumental
interpretation of their functions. The Board at first
re-asserted its opposition to these developments but
gave way, partly in the face of unexpected resistance
and partly as it sought to disengage itself from
detailed involvement in the curriculum. Its strategic
vithdraval was announced in 1926. The Further Education
Regulations in that year permitted much greater
local flexibility in the cu;riculum and organization of
junior technical schools. The Board remained committed,
hovever, to a utilitarian viev of the schools.

Local authorities responded by lowering the age of
entry and establishing longer (4 year) courses. In time
a small but growing proportion of pupils remained in

junior technical schools beyond 16.
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TABLE 9

Junior Technical Schools (England): Percentage of Pupils
aged 16 years and above, 1927-38,

No. of Pupils

16 years old % of
Year and above total *
1927 749 4
1929 1106 6
1933 3166 15
1936 2936 12
1938 , 3253 12

Source: Board of Education, Annual Reports.

The rift between the Board of Education and the
local authorities about the role of junior t echnical \
s.chools had widened from the early 1920s . Occasionally,
these conflicts became a matter of wider interest.
Fisher, for example, wvas pressed in the Commons to lift
the restraints on the schools, allowing them freedom
to devise appropriate local courses and to be classified
as institutions of 'higher' education. The exclusion
of foreign lanquages from the curriculum, and clauses
enforcing entry to artisan occupations were particularly
condemned. Fisher, briefed by his officials wvas unmoved,
stating that fheir purpose wvas "to give technical
instruction to young people who are desirous of entering

trades."22

Evén Trevelyan, Labour President of the Board

of Education emphasized their instrumental functions.

He suggested they might be one means of increasing the

supply of skilled labour into the building industry in

order fo implement Wheatley's Housing Act.23
The impatience of tHe local authorities was joined

by that of the technical associations. 'Education', the

journal of the AEC attacked the failure of the Board to
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reviewv the 1913 Regulations for Junior Technical Schools.
National requirements, it was insisted, demanded that
Jjunior technical schools should be consiﬁered "a
preparatory school for the technologist." The Board's
concern, howvever, was to keep the Secondary schools
"gafe from .. competition."24
This was the opening shot in a carefully orchestrated
campaign conducted in the educational press. Leading
figures in the Association of Technical Institutions (ATI)
vere especially critical of the restrictions on the
length of junior technical school courses, the exclusion
of foreign languages from the curriculum, and the under-.
takings regarding entry to employment demanded of parents.
The solution was to "allow the junior technical school
to be recognized as a type of secondary school," preparing:
pupils for incustry and for advanced courses in the
technical colleges.25 Particular criticism vas directed
at Eustace Percy for his conspicious lack 6? interest
in improving the status of the schools.2® Much to the
chagrin of the technical associations, although Percy
believed the secondary school vas ready for change, he
sav no need to create a parallel network of 'technical!
secondary schools.27
'*T* Branch was unmoved by these representations.
When the Draft Regulations for Further Education vere
issued for discussion it vas suggested that the instrumental
nature of the schools would become clearer if they were
re-named Junior Vocational Schools. This proveked an
outcry. The ATTI complained it would damage the image

of the schools wvith employers and parents wvho would

regard them simply as "centres where trade instruction
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~will be‘found."28 More importantly, the AEC expressed
its dismay at the Board's proposal. It would limit the
schools to "a narrov training in craftsmanship" and

dénied the "liberal" preparation for industry29

they
of fered.

The strength of reaction persuaded the Board to
climb down, and indeed, the right to teach a foreign
language wvas conceded. Matters stablilized again along
the old course. The Board continued to emphasize their
pre-employment functions and the self-contained ﬁature
of their courses. The technical institutions demaﬁded"
secondary status for the schools. They pointed to the
variety they brought to the post-elementary curriculum,
emphasized their good relations wvith industry, and
asserted the right of local self-determination with the
curriculum and age of entry._30

The AEC was growing in influence during the 1920'S.

It vas in the vanguard of opinion in favouf“of school
re-organization, a policy that wvas pressed on member

. authorities. The Hadow Report was the touchstone of
progressive educatignal opinion, and the commitment it
expressed in favour of fitting the school to the child
coloured every approach to questions of school organization,

However, by accepting and ;mphasizing the instrumental

aspects of junior t.echnical schools,31

the Hadov Report
pre-empted discussion about their educational wvorth,
especially their contribution to child centred education
throﬁgh the development of manual skills. Instead, the
Report was unclear about the place of junior technical
schools within the educational system once re-organization

got under way.32
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The Board's interpretation of the junior technical
sﬁhools was consonant with the conclusions of the Hadow
Report. In 1930, the Board's latest attempt to define
the role of the schools 33 again threatened to stifle
local initiative. The Board's reassertion of their
pre-apprenticeship functions wvas once again met by
opposition. The AEC condemned the Board's viewvs as
anachronistic. Changed circumstances, if vas argued,
had put great pressure on the institutions., They had been
established when the school leaving age was 13, But
"vocational" education for pupils below the compulsory
school leaving age wvas hard to defend., It was pointed
out that modern schools vere actively developing practical
courses. Junior technical schools were credited with
pioneering vocationalism in schools. The Board's
limitations would "undermine the contribution they might
make to the development of the modern school,"

The AEC urged local self-determination of the
curriculum on the grounds that interest in practicaly
education had replaced commitment to a pafticular
industrial occupation. In any case, it was no longer
possible for industries to give firm undertakings to
accept junior technical school pupils for apprentice
training. Logically then, training for employment should
not remain central to their purposes. They had already
departed from that model without complaints from local
employers. In reality many offered courses not unlike
those of the best modern schools. To attempt to presérve
the junior technical school as it had originally been
constitufed waé backwvard locoking and flew in the face of

established local interpretations.34
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The statément vas wvelcomed by local authorities
attempting to imp}ement schemes of school re-organization,
The point of viev of the most forwvard looking local
administrators vas summarised by Frederic Evans, a .
Divisional Officer in Kent. He expressed the hope that
post-elementary education would become universal, and
believed there vere signs in its organization that it
wvas "inevitably moving towvards one coherent whole." The
only important distinction in.future betwveen institutions,
he believed, should be lquth and type of course. Evans
drev attention to the AEC's demand for equality between
re-organized Senior schools and secondary schools and
blamed "official mental inelasticity" at the centre for
the slow progress towards a single post-primary system
based on senior, secondary and technical schools.35
These views wére representative of local impatience with
the variety of post-primary Codes which allowed for
different standards of provision betveen inétitutions.

The technical associations, vere forced into an
uncomfortable defence of separate junior technical
schools in the light of the fertilizing role sketched out
for them by the AEC in response to the Board of Education.,
The ATTI stressed that it was "atmosphere" that vas
largely responsible for their success, and this could
not be reproduced in institutions outside technical
colleges.36

The Board of Education wasalive to pressures from
the LEAs but in the climate of severe financial constraint
was unable to improve its standing with them. The LEAS

themselves had financial problems of equal magnitude.

In consequence, they approached the question of junior
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technical Schools under re-organization from a rather
different angle to the bipartite symmetry suggested by
Hadow, or the viewus of the technical institutions. The
most pressing consideration for local authorities was senior
school re-organization as the major step towards a
suitably differentiated post-primary system of
education. The restrictions on capital expenditure in
the 19303 . meant that very little was done to improve
secondary school facilitieas. Available finance vas spent
on re-organization. The Board's most senior officials
bluntly acknowvledged in pfivate that there was "no
prospect"37 of being able to relieve the accumulated
needs of the LEAs .
In this climate, local authorities anxious to expand
post-elementary education wvere obliged to extemporise.
The junior technical schools often proved to be vehicles
for innovation. Thus, they provided ‘alternative' secondary
courses in Wales and a number of counties aﬁd county
boroughs in England. In Workington, for example, the
junior technical school enjoyed similar facilities to the
- local secondary school, admitting selected pupils at 11.
Furthermore, there vas no barrier to matriculation imposed
on technical school pupils.38
These initiatives were taken a step further at
Smethwick where the differences in interpretation between
national policies and iocal needs were most clearly

brought into focus.39

The argument betveen the Smethwick
LEA (championed by the AEC) and the Board of Education
became a 'cause célebre’ because {t vas represented as

an attack on "local automony." It resulted in the passing

of a resolution at the Annual Conference of the AEC in
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1931 demanding local determination of the organization,
curriculum and length of courses in junior technical
schools.40
Significantly, the Director of Education for .
Smethwick gave as his major reason the authority's vish
to "experiment with the organization of Junior Technical
Schools", the need to secure optimum conditions for the
development of evolving senior schools. By lowering
the age of entry to junior technical gchools to 11 senior
schools would be able to frame their courses without
the prospect of having tovprepare their most able pupils
for entry to another institution at 13. Anticipating the
tripartite ideal, he argued that each type of school would
be able to develop a "single objective”. The effect on
the junior technical school vould be an improvement in
its corporate life as a result of the longer course.
Standards of achievement were also likely to rise as it
shared the selective cohort of pupils vith the s.econdary
school.41
The most important local authorities to press for
an enlarged provision of 'technical secondary education'
under re-organization wvere Essex and Kent. It was being
argued by the 1930's that the siecondary schools had
overreached themselves, and that their expansion should
be iimited in favour of other types of school, particularly
so as to meet the "requirements of industry and commerce."
The secondary schools were sharply criticized. There
vas concern that their curriculum vas dominated by the

matriculation test represented by the School Certificate.

It vas also alleged that their ambience was inimical to

rearning a living". The demise of the higher grade school
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tradition wvas lamented. Not least, the differences in
status between 'academic' and 'technical' secondary
education could not be overcome so long as separate
Codes remained. It was suggested that, .

"alternative types bf higher education

institutions of equal status but with a less

academic outlook"
should be established rather than attempting to re-orientate
existing secondary sch0018.az Their pre-disposition
tovards preparation for black-coated and clerical
occupations, and the hold of the School Certificate on.
their curriculum meant théy vere unable to respond
quickly to the needs of many pupils for an education that
vas relevant to employment after leaving school. The
promise of improved selection methods, however, meant
that a nev group of secondary technical institutions,
growing out of the junior technical schools (but
unshackled from their punitive restraints) could be set up.

The Essex LEA - consciously echoihg thé demand of
the technicél agsociations - envisaged a school

"offering the cultural amenities of secondary

schools .. but affording .. a variety of

vocational options determined in their nature

and content by the industrial and commercial

requirements of the area.”

The Kent LEA also set great store by the libéralization
of junior technical schools as "a valuable alternative
form of secondary education .. where industries are
gituated." They had been established in the county as
one response to the growing voluntary demand for
gsecondary and other 'higher' education since 1918. Their
grovth had been especially marked after the publication

of the Hadov Report. The authority's assessment of

local needs meant that it took an independent and positive
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stance about the benefits of an expanded network of
junior technical schools, in place of the ambiguity
expressed by the Consultative Committee. The Kent
schobls, (in common with those in Lancashire), wvere not »
narrovly vocational institutions but wvere intended to
provide "a course of general education with a bias towards
a group of industries."*
A decade later, the need for an expansion of places
in Kent's junior technical schools wvas as pressing as
ever., In particular, they were seen as a means of
relieving pressure on the central schools wvhich had found
themselves attempting to meet the demand for practical
education. The need had become increasingly apparent
as re-organization had proceeded.45
In Wales, the growing enthusiasm for junior t echnical
s.chools was réally a means of circumventing the prohibition
on additional secondary school places in the 19305 under
the guise of re-organization. In Wales, the division of
institutional functions - "inter-relation" - so clearly
apparent in some areas was much less well-defined so
that the newly established junior technical schools
provided a conventional 'academic' secondary education
to pupils wvho did not obtain a secondary school place;46
The popularity of secondary schools in Wales was.a
reflection of cultural values projected on to the
educational system. It led to growving support for the
multilateral school as a means of develdping the practical
curriculum as one element within a single streamed

institution. Welsh secondary schools for their part were

not to be outdone. Already it was said that they

included practical subjects within their curricula, and
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vere therefore secondary technical schools.47

The Board could not indefinitely resist the pressures
for change in the status of junior technical gchools.

It took great pains though to ensure that the Secondary
Regulations vere not breached. They remained intact
because the Board was able to insist that the conclusions
of the Consultative Committee under Sir Will Spens should
not be pre-empted. This vas a means of fending off the
demands of the local authorities%8 wvhich were increasingly
vocal in their support of junior ‘tachnical schools as
institutions providing full-scale vell-resourced practicgl
secondary education.

In fact, the Board had conducted its own inquiry into
the working of junior technical achools in England. It
ﬁad been set in train just prior to the announcement of -
the Consultative Committee’s nev reference in 1933. The
Inspectorate's report was publishéd in 1937. How far its
conclusions vere designed to influence the Consultative
Committee is unclear. It wvas at least calculated to posit
an alternative and authoritative statement about the
schools.

'T' Branch had a deep suspicion of the Consultative
Committee. Its officers felt it was not fit to comment
on matters relating to technical Qducation. Not only
vas the Committee too ‘educational' in outlook, its
lack of expertise meant it was liable to be influenced
by sectional interests, Accordingly, a report on
‘junior technical schools which emphasized their pre-employ-
ment nat'ure49 vould inform the Committee's deliberationg,

reveal the error of local interpretations, and set the

schools in the wider context of European trade schools
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vhich had been the subject of a related inquiry by the
Inspectorate.50
The results of the Inspectorate's efforts vere

circulated as a long pamphlet entitled, A Survey of

Junior Technical Schools in England, (1937). Its

general tenor vas favourable and attention vas drawn to
their poor standards of accommodation. Despite this

golicitation, the case for their future development wvas
made in strictly instrumental terms.sl

This had direct relevance for the curriculum which

vas critically surveyed in a further report, Suggestions

in Regard to Teaching in Junior Technical Schools, (1937).
The Inspectorate's report outlined some of the "suitably
practical"” vays in which pupils were taught and drew
particular attention to problem solving and investigations

as a method of scientific education. It resisted, thouéh,
the lesson to be drawn, namely, that many junior technical
schools wvere technical secondary schools. Instead

their instrumental value for 16 year olds entering industrial
apprenticeships vas emphasized. In mathematics, for
instance, the limitations of the short.course and the
severely restricted approach enjoined by the Board meant
"nuch that is included in the ordinary academic course

must be excluded in order to concentrate upon matters of
“real value in subsequent practice."52 Science, meanvhile,
although not externally examined wvas deliberately

restricted in eontent to prevent the schools from becoming

ng recognized avenue for further academicftraining.."53
It wvas becoming increasingly hard théugh for the

Board to resist local demands particularly from local

authorities that were actively re-organizing their
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schools in the face of financial constraints. In Essex,
for example, the county plan for technical education
announced in 1935 vas closely followved so that "progress ..
vas the greatest ever recorded."54 ¢
The precedent for purpose built 'technical secondary
schools' was set by the Essex local education authority.
The county's population had increasedsignificantly in
certain areas, as a result of the growth of the motor
industry. This had led to a local shortage of accommodatian
in conventional secondary schools. The authority elected,
by preference (as well as economy), for a policy of
"suypplementing" secondary places in "institutions looking
more directly towards industry and commerce ..", housed
vithin the network of new technical colleges. It vas
intended that the schools would offer technical, commercial
and art subjects as part of a general course parallel to
the First School Certificate course in ordinary gecondary
schools.55
| The school at Dagenham was the "main and méjor"
“exception to the Board's policy against 'technical
secondary schools'gﬁd as' such is of. special interest. It wvas
never a junior technical school, but was described as
an "experimental school", and was located in the South-
East Essex Technical College. Planned to admit 900
selected pupils it was a very large school indeed. Building
started in 1934, and the school was officially opened in
1937. In 1940, it offered a wvide range of practical
courses, including Art, Commerce, Domestic Sciencé,

57

Engineering and Science, A similar pattern was folloved

at Walthamstow (1938) vhere the school formed part of the
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recently opened South-West Essex Technical College.

These schools replaced junior tachnical schools at

Leyton and Walthamstow. At Romford and Grays 'technical
secondary schools' vere formed out of Intermediate schools.
The result, the local authority announced proudly vas

that

"at four of the six County technical

schools the change of outlook envisaged

by the Education Act (of 1944) had taken

place several years before the Act was

passed."58

The vigour of local authorities in pursuing secondary
technical education was frequently associated with the
influence of individuals. 1In Essex, the concerted expansion
of selective technical schools was a major priority of
the Chief Education Officer, John Sergeant. 1In particular,
he was responsible for obtaining permission for the lover

age of admission to the school at Dagenham.59

These
policies vere actively folloved by his successor B.E.
Lavrence. After 1945 steps vere taken to bring the schools
in the North-East and Mid-Essex Technical Colleges into
line with admission of pupils at 11, and to carry out
the programme for secondary technical education outlined
in the Development Plan.

In Kent, the forceful Chief Education Officer
E. Salter Davies was strongly associated with the development
of 'industrial' junior technical schools in the 1920s
and 1930s . The Kent schools continued to defer to the
gecondary schools and vere clearly seen as occupying a
position between them and the central schools.60

Other influential figures made representations

to the Board for the right of local education authorities

to set up secondary technical schools. They included

-
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Chuter Ede, Chairman of the Surrey County Council
(1933-7), and Ernest Rovlinson, leader of the Labour
controlled City Council in Sheffield and a highly
respected member of the Consultative Committee. Both
had approached the Board with proposals "for some sort
of technical secondary school."sl They were important
local politicians with a close interest in education.
Chuter Ede was sponsored during his parliamentary
career by the NUT and was a leading member of the

62 The summit of

Labour Party Education Committee.
his influence in educational matters was as
Parliamentary Secretary to the Board during the passage .
of the 1944 Education Act. Rowlinson, meanwhile,
dominated Sheffield politics between 1926 until his death
in 1940. Lord Alexander, whose personal association with
Rovlinson extended back to the period when he was Chief
Education Officer at Sheffield (1939-44) recalled his |
"outstanding ability .. particularly relating to the
education service." His special interest was to develop
"technical secondary schools as distinct from grammar

n63 A fitting memorial was the sometime

schools.
technical school in the city vhich commemorated his
interest in the subject.

(v) Conclusion.

The generation of policies 'bottom up' from the local
authorities resulted, from early times, in competing
interpretations of the place of junior technical schools,
to the limited pre-employment functions put forward by
the Board of Education.

The support of many local authorities for

vocationalism, was primarily sensitive to its educational



-105-

value. The result was the creation of genuinely
secondary institutions among the junior technical
schools. Local aLthorities themselves were not united
in their conceptions of the schools. They developed .
in response to a variety of local needs. At the end

of the period, the 'Technical High School' emerged as an
'ijdeal type'. This imposed coherence on the range of
local practices. Its closest approximation vere the
large, new, purpose built 'technical secondary schools'
of Essex. Administratively, these schools were rendered
obsolete after 1944 because of their association wvith
technical colleges. It is mere useful to think of the
'Technical High School’ as 'another type' of post-primary
selective institution than the outcome of local
developments before 1939.

The 'liberal' technical school was not a co-ordinatéd
growth and was not in many cases even primarily
conditioned by the desire to promote practical secondary
education. In fact, there vere a number of disparate
challenges to the 'offiéial' conception of the junior
technical schools. This was the result of demands for
improved post-e lementary education, signified by groving
voluntary attendance at schools beyond the minimum
leaving age. In trying to use their resources wvisely
the local authorities found themselves at odds with the
goard of Education, which continued to press the pre-
employment training functions of junior technical schools
on LEAs ..

The local authorities were accurately reflecting

gocial demands - or in the case of 'industry' a lack of

interest, in technical education to promote quasi-
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- secondary technical schaols. These initiatives vere
strongly endorsed by the AEC, growing in confidence,

and anxious to press the case for the autonomy of its
members. ,

In particular, local education authorities vished to
devise longer courses, select all post-primary pupils at
11, and make use of college facilities for secondary
school pupils. The Board of Education vieﬁed these
developments with consternation because they disturbed
national policy on the curriculum and organization of
secondary education. Incréasing selectivity and
standardization was the Board's aim. Variety and the
proliferation of institutional types was deplored. Not
least, technical secondary education seemed unvarranted
in the face of contracting employment opportunities for
secondary school leavers.

The efforts of the LEAs to develop vocational secondary
education are most simply defined negativelf as 'not
training'. There was a growing educational varranty for
'including practical education in schools, Local
authorities facilitated the opportunities for experiment.
'Technical secondary schools' were becoming a divisive
issue between the Board of Educatioﬁ and the LEAs. "Qur
attitude to them so far," R.S, Wood (head of 'T°' Branch)
informed a group of his most senior peers, "has been to
discourage them, but ve can hardly maintain this attitude
if the Consultative Committee is likely to recommend schools

. . 4
on similar lmes."6
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CHAPTER 4

From Junior Technical School to Technical High School:
The Consultative Committee and Educational Policies in
the 1930's,

",., the Technical High School. The creation of
this type of school, wvhich does not yet exist,
is advocated by the authors of the Spens report.
The matter is one the merits and disadvantages
of vhich it is difficult to make clear to the
lay reader..”

F.H. Spencer,
Education for the People, (1941), 199.

(i) Introduction.

This chapter contains an examination of the range
of educational interests concerned with technical education
in schools. It4is based on the records of the Consultative
Committee between 1933 and 1938. These are preserved in
the Public Record:OFFice (PRO). In the 1920's and 1930's
the Committee was at the height of its activity and
independence. It expressed progressive educational
opinions but wvas nonetheléss, in viev of its composition

open to sectional points of view. Secondary Education,

(1938) proved to be the Committee's final report.

Chapter VIII, entitled 'Technical High Schools' was the

most influential interpretation of secondary technical

education betwveen the wars. The Chapter's recommendations

vere in sympathy with the tenor of contemporary opinions

in favour of the extension of practical education,

Its - administrative foundations wvere less secure.
*Technical High Schools' were not forced on the

Consultative Committee by the Board of Education, as is

sometimes suggested% This has proved to be an enduring

myth fostered by members of the Committee itself.2
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This account traces the evolution of the recommendation
for 'Technical High Schools', generally reckoned to be
among the most significant suggestions in the Report.
Because of the Committee's detailed procedures and the *
volume of memoranda and oral evidence submitted to it,
the Committee operated slowly and methodically. Its
report was avaited witH considerable interest. In the
discussions which followed its publication there was no
single focus of attention. The Report was considered in
the light of the interests‘of particular groups. The
proposal for a nev institution, hovever, drew vide
comment. "What is a Technical High School?" demanded one
commentator rhetorically, fearful that it might limit
the most positive aspects of junior technical schools,

in the quest for secondary status.’

(ii) Finding a Reference for the Consultative Committee,
1933,

The Consultative Committee had its ofigin in the
vconviction that professional experience ought to have
an authoritative place in the new central department.."’
In its early years, the Committee reported on subjects
suggested by the Board of Education. After 1923, it
exercised greater autonomy, reporting on matters put

forvard by its members and endorsed by the Board.5

It
became a respected independent voice,alive to research
and good practices in education. In encouraging the
Committee under Sir Henry Hadow to put up subjects for
discussion, the task of systematically examining the
stages of public education within the Board's provehance
. .6
vas begun.

The topics suggested to the Board in 1933 all

reflected interest groups within the Committee. By this
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time the Committee was more representative of the three
main sectors of public education (e lementary, secondary
and technical). The need for increased technical
representation was raised in 1928 by Hadow himself, in *
response to outside pressures. The Permanent Secretary
E.H. Pelham agreed, so that twvo places wvere set aside,
one for a representative of the technical institutions,
and the other for trade and industry.7 The latter was
given special point by the findings of the Emmott and
Malcolm Reports.

This was the background to the appointment of
J. Paley Yorke and Herbert Schofield to the Committees iﬁ
1934. 'Industry,’ meanvhile, vas given a voice through
R.L. Roberts a company director and a governor of
Borough Polytechnic. By the time Hadowv resigned and wvas
replaced by Sir Will Spens®, the Committee's subject
had already been agreed and submissions had been received.

There had been no shortage of suggestions. A
reference which originated vithin the Committee was
finally accepted, without the direction of the Board.

The matter was first broached with Pelham by his
deputy Mauricé Holmes whose own preference vas for the
Committee to build upon earlier reports, perhaps by looking
at "the whole conception and content of Secondary Education.“9
Meanwhile,'a range of other possible subjects vere put
forward within the Board,10 and opinion was actively

sought, for example, from the Medical Branch.}l

'T' Branch stood aloof from these discussions.
In a joint memorandum drafted by H.B. Wallis and E.G.

Savage,uith the knouledge of A.A. Abbott (Chief Inspector),

Laskey (the President's Private Secretary) was informed
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"that the Consultative Committee as at present

constituted is not an appropriate body for

dealing wvith specifically technical problems

.. We have therefore no suggestions of this

kind to make.."12

The estrangement of 'T' Branch from the Consultative
Committee was already a matter of record within the Board.
Albert Abbott had specifically proposed that technical
opinion should have increased representation, and suggested
a panel of 'experts' should be set up to speak for industry
and commerce, with wvhich the Committee could confer.

W.C. Eaton (Head of 'T' Branch) took the idea of separation
even further, and canvassed the creation of "a distinct
Consultative Committee for Technical Education."13

Members of the Consultative Committee, meanvhile,
had been busy collecting their own thoughts. Their
suggestions, set out in a paper dated 25th May 1933,
numbered no fewver than 1l separate proposals.

Most arresting, hovever, was William Brockington's
suggestion vith its challenging, closely argued and vell-
integrated text. He argued that the Committee should
not direct its attention to a discrete subject but should
"complete the picture” begun in the 'Hadov' reports of
1926 and 1931. In viewv particularly of post-primary
school re-organization,

"jt is desirable ,"™ he wrote, "that the

Consultative Committee should consider the

other forms of secondary education provided

by schools which are not administered under the

Elementary Code. These schools are Grammar

Schools, Junior Technical .. and Trade Schools

and vaguer forms of Technical High Schools.."

The "most important aspect of the problem," he

continued, "is (a) the framevork, and (b) the

varying content of the education to be provided
for boys and girls of vhom more than 80% do not

remain at school beyond the age of 16 and less
than 5% proceed to universities."

Brockington framed his suggestions into a reference,
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' parfs of which ( ) were deleted by the Board. It ran:

"To consider and report upon the organization

and interrelation of schools, other than those

adminstered under the Elementary Code vhich

provide (secondary) education for pupils

beyond the age of 1ll+; regard being had in .

particular to the framewvork and content of the

education of pupils vho do not remain at

school beyond the age of about 16; (and to

advise as to the arrangements to be made for

testing the pupils at the end of the school

course)."1l4

Pelham informed Hadov that, as amended, Brockington's
reference seemed most appropriate as the next subject of
inquiry. He pointed out, hovever, that examinations were
the preserve of the Secondary School Examination Cduncil
(s5EC).1® Hadou responded quickly. "I think ve had
better accept it as it stands,”" he informed R.F. Young,
"yill you bring it up at the next meeting?"16

The Board's decision to accept Brockington's
reference gave deep offence to 'T' Branch. In a long
minute, W.C. Eaton (having consulted Savage) informed
Pelham that he was "rather perturbed" since the junior
technical schools wvould be "within its scope." A
public inguiry, he reasoned, would be premature. An
investigation of the schools would be better left to
an internal inquiry by the Inspectorate, without "the
intervention of another body". At the root of these
concerns was territorial jealousy; the‘possible loss of
tactical advantage for its own investigations. Above
all there wvas the likelihood that the educational
functions of junior technical schools would outveigh
instrumental considerations with the Consultative

Committee.17

L e
e
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(111) The 'Rank and file' School: Instrumental Views
of Junior Technical education.,

In view of the misconceptions surrounding the
Board of Education's attitude to junior technical schools,
it is necessary to look at the case it presented to .
the Consultative Committee. This may be set alongside other
edidence more friendly to the case for secondary technical
education.,

Maurice Holmes (Deputy Secretary ) presented the
Board's policy on secondary education. He criticised pupils
(and their parents) wvho regarded Secondary schools as a
"means to advancement" rather than"acquiring knovledge
for its own sake." He doubted, in any case, wvhether
traditional openings in clerical or blackcoated occupations
could sustain the growth of secondary school places. He
argued there was evidence that "less academically minded"
pupils from secondary schools were finding their vay
"into the industrial ranks."18 '

Holmes,together with F,R.G. Duckworth, a senior
member of the Inspectorate admitted that the secondary
curriculum had become less and less flexible with the
groving hold of the School Certificate. Although they
had no 'a priori ' grounds for opposition to closer
links between secondary schools and technical colleges,
they insisted that suitability for secondary education
must continue to be measured in terms of "the likelihgod
of passing the First School Certificate."19

These viewvs vere amplified by the Inspectorate.
F.B. Stead, a former Chief Inspector of‘Secondary Schools

urged an increasingly selective entry to secondary schools
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in the light of videspread misallocation of pupils at
ll.20 In girls’ secondary schools, meanwhile, the
"growving uneasiness" about the suitability of the course
for many pupils was matched by the "feeling of inferiority
attached to vocational vork." The solution vas to divert
"secondary technical" subjects from secondary to modern
schools.21

The downgrading of Secondary schools wasg the Board's
preferred alternative to the problem of an oversupply of
places. Their curriculum, for all its academicism, was
at least vell-defined and vas not, therefore, in need
of wholesale change. Administratively too this fitted
in neatly with the re-organization scheme outlined in the
Hadow Report.

The Inspectorate ignored or even re jected the part
junior technical schools could play in diversifying
post-primary education. C.A. Richardson, for example,
an e lementary school inspector dismissed théir courses
as "highly specialized preparation for particular

industries."22

Contrary to the assertion that the

Board sought to include junior technical s.chools (suitably
disguised) under the Secondary Regulations,23 the

prospect wvas accepted with great reluctance.24 The
prevailing viewv, hovever, was that 'Technical High Schools’
should be administered under the Regulations for

Further Education,?? Fundamentally, technical and
secondary institutions had mutually exclusive purposes,
Technical institutions served industrial needs and
therefore "vere in a separate category" to educational

ingtitutions proper.26
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Many junior technical schools, of course, had not
developed along narrowly instrumental lines. Instead
they offered an alternative secondary education and their
courses were a legitimate expression of dissatisfaction
with the traditional curriculum. In its evidence to the
Committee, 'T' Branch argued forcefully for the
maintenance of the instrumental functions of junior
tgchnical and trade schools."Both types appear to me to
be admirably adapted for fulfilling their professed aim,"
_commented Albert Abbott. They stood apart from other
schools in "providing vocational instruction" so that it
vas "wrong" to lover the age of entry to 11. Warming to
~ his theme, Abbott expressed doubts about the value of
gse lecting the most able élementary school pupils for
transfer to Jjunior technical schools. He suggested that
entrancé examinations should be replaced by a "qualifying"
test. By the same token, he shrank from the notion of
"technisising" the grammar school, insisting on a
functional division of institutions by type.

In this scheme, the junior technical schools - for
as far ahead as he could see - would be unchanged. He
deplored experiments with 'technical' and 'secondary' sides
vithin a single institution as had happened at Workington.
The number and types of junior technical schools, Abbott
emphasized, should be subject to effective industrial
demand. The schools, he reasoned, vere in the business
of "training pupils who will eventually become foremen,"
The secondary curriculum, he conceded, could be broadened,

but could not be made practical.27
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W.C. Eaton and Graham Savage emphasized congruent
aspects of departmental opinion. They accepted that other
post-primary schools were developing practical courses,
but insisted that junior technical gchools remain ’
industrial institutions. Their anomalous position as
institutions providing full-time technical instruction
to pupils below the compulsory school age was the price

of their relationship wvith industry.28

On this evidence,
it can hardly be said that the Board led the Consultative
Committée to recommend technical high schools, Rather,
it sought to restrict entry to secondary schools and
encouraged the diversification of the curriculum of
re-organized senior schools. After Hadov, another type of
secondary school = cut across the policy of school
organization agreed by the Board and being given effect
in the localities.

These views found support in the localities,
notably the LCC,vhere trade schools were most fully
developed. Junior technical schools which prepared boys
for supervisory posts came in for particular criticism.z9
The instrumental néture of the London schools was

30 Care was taken to

ensured by the College principals.
send .the most able pupils to secondary schools, where

the curriculum wvas framed along 'general' lines in an
attempt to discourage links with technical institutions.°:
The Education Officer, Rich specifically rejected the
"technical secondary school”, contending that equivalent
courses vere to be found in central schools administered

under the Elehentary Code .>2
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- (div) Varieties of 'Secondary’ Education.

a. lLocal Perspectives.

The local authority associations autlined a progressive
programme of educational development before the - .
Consultative Committee. 'Their suggestions included the
acceptance of the junior technical schools as secondary
institutions. Their views found vide support among a
group of members of the Committee, including Sir Percy
Jacksaon, Brockington, and Lady Simon, Jackson vas a
particularly influential figure. He dominated local
authority dealings with the Board as a result of his
control of the County Councils Asscciation (cecay,
carrying the Association of Metropolitan Corporations
(AMC) and the Association of Education Committees (AEC)
with him.>>

Perhaps more influential still wag the Association
of Directors and Secretaries of Education3é vhich
represented professional educational adminiétrators.
fhe AEC's role as intermediary between the central
‘department and the local authorities lay in the future.35
Even so, it assumed "an important place in the process of
consultation, though Percival Sharp (its Secretary) never
enjoyed the full confidence of the éoard.36

Both the CCA and the AMC favoured a single poste
primary system. The latter also believed that the junior
t echnical schools, using careful methods of selection,
could provide "diversified" secondary courses. The
AMC gave no encouragement,however, to the technical high
school, regarding the 'liberal' junior technical school

as one element within the multilateral achool.37
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The AEC vas more positive about the Junior technical
school as a means of diversifying post-primary education
than the CCA or AMC had been.38 This was in keeping with
its demand that LEAs @ should determine locally the nature
of junior t echnical schools. The ADSE vas varmest in
its support .of the schools, congratulating them for having
developed alternative secondary courses, and lending
its authority to secondary schools in technical colleges.39
Dissatisfaction with academicism led the ADSE to declare

that,

"Many administrators nowv thought that the

logical outcome of this vhole development

vould be a type of Secondary school which '
might be described as the Technical

Secondary School.."40

b. Psychological Research and Technical Aptitude..

The evidence of educational Psychologists provided
a scientific legitimation for the institutional separation
of pupils by 'type'. Psychology promised the allocation
of talent to its appraopriate sphere. It was objective
and value free, offering a neutral 'scientific!' classification
of pupils according to mental type and ability,

The issue of selection for secondary education
attracted the attention of eminent educational psychologists,
Cyril Burt and C.W. Valentine addressed the Consultative
Committee in person on general aspects of selection, ’
William Alexander, meanwhile, was invited before the
Committee as an expert on selection for technical
education. In the event, the Committee recomﬁended only
a 'general selective' examination. But expressions of
confidence about selection for technical education grev,

Alexander's wvas an early representation of the case,

nSchool organization," Alexander argued, "should
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be based on thé psychological nature of children." The
type of school appropriate to each pupil could be
determined by the evidence of 'g' (general intelligence)
the most important factor of all, in some combination °
with 'v' (verbal facility) and 'f' (practical ability).
A child displaying high 'g' in conjunction with a marked
ty' factor vas best suited to a grammar school education.
A pupil (a boy) who evinced high 'g' in conjunction with
'f' gshould be placed in a technical high school. Examplesl
of such schools, Alexander noted, could be found in the
U.S.A., and even his native Glasgow. The second order
of schools, for children with an average 'g' factor,
Alexander sub-divided into commercial and junior technica%
gschools. These had a decidedly instrumental character.
Lastly, children of lov 'g' were destined for non-
specialized and undivided senior schools for boys and girls.
When related to existing school organization, the
most pressing need was "to build new Techniéal
Secondary Schools." Alexander assured the Committee that
techniques vere already sufficiently advanced to allocate
pupils in this vay. He conceded that 'v' and 'f' vere
not as evident at 11 as 13, but argued on grounds of
administrative convenience for selection at 11. He
admitted that technical education for girls wvas far ffom
clear and made no attempt to define the curriculum, except
that it would not be academic. The main problem,

Alexander insisted, wvas to refine tests for 'v' and 'f’.al
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c. Professional Viewpoints: Teachers and Educatianalists,

Professiona} opinions vere vell-represented in the
evidence to the Consultative Committee.

The most trenchant case against academic secondarf
education was presented by Cyril Norwvood. He argued
that it should be made‘much more general. He took no
account of the developing interests of adolescents,42
regarding the schools as agencies of manpover planning
and the maintenance of the social order.43

By contrast, the teacher associations argued for
a greater variety of secondary courses. Vocational
interest, and the increasing demand for school leavers
vith scientific and technical understanding, vere
mentioned as objects for curricdlum change.

'Secondary Education for All' had been a part of

NUT policy since the 1920s, %4

The junior technical
schools (in which the Union had members) vere warmly
regarded as one element within a diversified netwvork of
gecondary schools.45 The Assistant Masterg (IAAM)
suggested they might constitute one ‘'side’ withinka
multilateral school, reminding the Committee that
Jackson himself had put forvard this point of view.46
Attention was dravn to the Central Secondary School at
Sheffield és an example of how the school might be
organized.47 |

The case for the 'Technical High Schoals' was most.
clearly advanced by the technical associations.ae‘ It
had been a part of their policy for more than a generatxon.

In viev of the evangelical manner in which the

technical associations (especially the ATTI) presented

their case, the extent to which their recommendationg
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found a place in the Report is remarkable. The
Committee’'s members clearly regarded the 'technical'
vitnesses as slighly ridiculous. 1In the event, the
coincidence of other evidence presented to the Committei
meant that the hyperbole of the technical associations
did not prove a setback. Rhetoric about the transforming
pover of technical education on society was joined by a
virulent attack on the academicism of most secondary
education, as well as the tactical rejection of

'the Multiple Bias School.'

The Associations proposed that junior t echnical
schools should admit pupils at 11 for a full five year
secondary course. This would ensure they did not receive
the "second skim". The upper age of 16 was determined
by the age of transfer to senior courses in technical
colleges.ag The neglect of sixth forms in technical
high schools made it difficult for them to challenge the
pre-eminence of secondary schools. The Coﬁmittee realised
this but accepted the 1l1l-16 technical high school on the
advice of its 'technical' representative Paley Yorke.50

It vas argued that the junior tecﬁnical schools
already offered a "liberal" secondary education.

The process had accelerated since the relaxation of the
Regulations for Further Education in 1926, Damagingly,
however, they had not managed to escape from their
ingtrumental associations.51:

The ATI and APTI suggested that 'Junior Technical!
should be replaced by 'Technical Secondary' and that

equality with traditional secondary schools be established.52
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" (v) Good ‘Alternative’ Practice: Institutional
Evidence for Secondary lechnical Education,

The ConsultativekCommittee vas empirical in outlook
and progressive in inclination., It vas receptive to
evidence of good practice in education., Much of itg
authority wvas derived from its careful and methodical
procedures. Evidence was sifted and veighed; opinions
closely scrutinized, and vhere possible, tested.

The case for 'technical secondary education' vas
made in terms of the shortcomings of academic seéondary
education, but the Committee demanded evidence For  '
secondary technical education. Within the interstices
of the school system there were a number of exemplary
institutions from which the model of the 'Technical
High School' was constructed. It was intended to

"provide a liberal education with Science
and its applications as the core and inspiration."53

"A particularly effective act was the visit of the
Committee .. to representative junior Eechnical schools..",sa
including the Poplar School of Engineering, Paley Yorke's
.school. The evidence to the Committee, however, was not
'packed.' Submissions approached the problem of junior
and Secondary technical education from local needs and
pqupectives. It vas the sifting ;nd collating of this
evidence which helped produce the blueprint of the
technical high school,

The instrumental justifications for junior technical
education vere played down in the Report. The continuation
of links with technical colleges that was recommended
vas not entirely supported by the evidence. Catevay

School in Leicester, for example, vas converted from a

junior technical to a secondary school as its position
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35 Sometimes

became increasingly "precarious,"
junior technical schools vere regarded as a "definite
wveakness," utilizing specialist teachers and lovering
the prestige of advanced work.56 A .
A point of agreement was the need for the technical
school course to be longer. This would allowv an extended
treatment of subjects and permit the inclusion of a
foreign language.57 It would also enable the schools to
compete for more abie pupils wvith secondary schools.58
The success of the schools was attributed to their
'atmosphére', wvhich wvas derived from contact with industry.
The exémple of certain schools offered a model fof
secondary technical education. These included Loughborough
College School and Gateway School (both Secondary schools)
and the Allen Glen School in Glasgow, formerly an
organized science school, transformed into "a high school
of science."59
The secondary curriculum, argued Edward White of
Géteway School, should combine common subjects with others
determined by the 'interest' of pupils. He regarded the
benefits of this association in moral terms, as a means
of infusing education with "honesty of purpose". There
vere already signs of this diversity in secondary schools in
"a greater sympathy towards both mental
and manual work and a closer link with
the industries of the area."60
At Loughborough, the éecondary school sought to
develop practical education vithin the limits set by
jndustrial demand for apprentices, and the need for boys

to take the School Certificate. The most distinctive

feature of the curriculum - kept free from examination-

vas 'handicraft.' By means of project work, sometimes
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over a period of weeks, boys vere encouraged to produce
items of commercial standard. Pupils vere also

encouraged to collaborate in small groups, using College'
facilities and calling on the expertise of staff. "In

our school," submitted the headmaster, A.T, Eggington,
"Handicraft, or as I should pfefer to term it Constructive
Work or Craft Science, is given the chief place.,."

He admitted, however, that the School Certificate increasingly
compromised practical education, 1In mathematics and
science, for example, teaching had "tended to become moré
definite and academic" to the exclusion of practical

and scientific applications.61

The most rigorous challenge to the academic
secondary curriculum vas presented by J.H. Steele,
headmaster of Allen Glen's School, Glasgow.

In the Intermediate department (Years l-3)ipupils
vere allowed to begin specialization by "a p}actical
study of heat and internal combustion engines." Their
opportunities to matriculate vere maintained by an
intensive German course in the sixth form. Three
specialized post-Intermediate courses were of fered,
'Engineering", 'Chemistry' and 'Art', from which pupils
vould select one.

Steele wvent on to describe the approaches used
in the school, emphasizing the educational nature of the
courses. The commitment to science vas the starting point
for the development of a curriculum integrated by
vocational purpose. The content of the English course,
for example, vas determined by the nature of the

specialization folloved. O0Oral skills were developed by

describing "mechanical operations or scientific
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experiments." Essays posed questions like "how to make , "
or required the preparation of scientific instructions
¢~d reports. Passages from scientific writing vere
employed in readings in class. The claims of technology,
meant that the traditional curriculum of English was
foreshortened. Literature was not included in the
syllabus. Greatest difficulty was encountered in
language teaching wvhich remained both formal and
"thoroughly unpopular.”

In Mathematics, Science and Technical Subjects'
great care was taken to stress their inter-relationship,
and to emphasize the deduction of mathematical and
scientific principles from practical situations.

The scheme of work in physics and chemistry, for
example, wvas intended to "relate .. physical science .,
more closely .. to the phenomena of the industrial world
vhich surrounds us." This was accomplished by calling
upon 'experts' to give talks to senior boyg; and by
capitalising on the interests of the pupils themselves.
Boys were encouraged to present talks about their own
enthusiasms, and to undertake projects with a viev to
make items connected wvith their interests., Examples
vincluded vireless sets, galvanometers, valve testers and
electric motors. School societies also enabled boys to

62 go that influences from belovw

develop their enthusiasms,
vere also responsible for shaping the curriculum,

The success of schools like Allan Glen's wvas in
stark contrast'to the Board of Education's assessment of
related activities in England. Practical'aecondary

education had been encouraged by the Board at least up

to 1917.63 Vocational activities, especially if they
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vere not technical, vere encouraged and publicized.64

Most notably,one of the Consultative Committee's early

65 The'

reports was on practical secondary education.
Board's interest in vocationalism diminished rapidly

after the introduction of School Certificate. Practical
education came to be regarded as a threat to the coherence
of the well-defined academic secondary curriculum. There
vas concern that practical courses were a cloak for
directly vocational preparation in sscondary schools.

It wvould devalue the established secondary course, wvas

at variance with the institutional organization of schools
by type, and interfered .vith the 'grading' of sacondary
schools, by which the Board intended to make secondary
education more selective before 1939.

The most damaging evidence that 'alternative
courses' in secondary schools had degenerated to mere
vocational preparation came from the West Riding. This
evidence was placed before the Consultative Committee in
support of the case against practicai secondary education.

The Chief Education Officer for the West Riding,
J.H. Hallam -~ defended the expansion of secondary education
in his authority. He argued that 'alternative courses'
encouraged pupils to remain at school voluntarily beyond
the leaving age, and had educational value in themselves.
Moving to the offensive, Hallam attacked the Board's
attitude as an artificial restriction,

nof greater variety into the secondary school

curriculum, lest the Secondary schools should

encroach upon the domain of technical education.”
The West Riding policy was for |
"more children to enjoy the amenities of the

gsecondary school.. and a widening of the choice of
curriculum within the individual school.."66
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" Hallam restated his views before the Consultative
Committee. He argued that the use of technical college
facilities by secondary schools was justified in terms

of the

wlegitimate expansion of (the) school
curriculum and not as vocational training."

The important point, Hallam declared,
"is not whether the subject, the teacher,
the premises or the equipment have been
traditionally labelled Secondary or Technical,
but whether proper regard is had to educational
purpose."67 ‘
The Board rejected this explanation, which struck at
the heart of its secondary policy. The instrumental
nature of the 'alternative courses' veege upheld, and

they vere deemed

"inconsistent with the prevailing conception
in this country of what the schools should be."68

(vi) Qutstanding Problems..

In spite of the meticulous way in which the Consultative
Committee went about its business, its'treéfment of
secondary technical education was far from complete. The
‘Committee itself wvas aware of some of these omissions.
Girls'needs vere not. squarely faced; commercial subjects
vere ignored; the problems of selection, age of entry
and examinations were not properly resolved.

The good intentions about the need for practical
education relevant to girld69 vere not fulfilied. In
the final report, suggestions were limited td training
for commercial and domestic employment,70 courses that
vere manifestly not the equal of the technical high school
course. 1This reflected existing practice in girls' schools.

At Chatham, for example, the curriculum was consciously

1imited by the requirements of trades and the social
origins of pupils.
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"It is my considered opinion," declared
the Principal, "that a curriculum of
this type is the best which has been
developed so far for girls of average
mental ability of the Wage-earning
class."71

Similarly, junior commercial Schools (in which the pupils
vere predominant ly girls) were consigned to the category
of 'other technical schools' on the advice of Paley Yorke.
They vere regarded as akin to trade schools, offering a
course in which "mechanical skill" counted for more than
"fundamental educational principles."72
The, Committee adopted a positive stance on the

age of admission to technical h.igh s.chools. The evidence
of witnesses was collated, and the recommendations of the

Board's Inspectorate disregarded.73

Admission of pupils
at 11 would enable the technical hiigh schools to share
the most able‘pupils vith secondary schools. The
Committee avoided, hovever, the question of positive
gselection for technical education. The Coﬁmittee expressed
the belief that, in time, educational psychology would
provide a more secure basis for allocation. 1In the
meantime, it pinned its faith in

"the general selective examination by

vhich pupils are at present recruited for

the Grammar Schools."74

This wvas a Qeakness in the case for 'special
technical aptitude' that pursued the technical schools
thoughout their existence. It became a stick with which
to belabour them, and a headache for their supporters,.
The claims for special abilities did not long survive the
end of the.war, and the case for secondary technical

education vas made in terms of the universal value of

practical education for all children.
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In certain particulars, the recommendations of the

Consultative Committee vere overtaken by the changed
conditions that followved the war., Its attitude towards
external examinations and sixth forms are examples.

The grip of academicism on the secondary curriculum
reflected the hold of the School Certificate. It wvas a
wvarning against the extension of external examinatiaons
to technical high schools, Their absence was put forwvard
to explain the success of junior technical schools. A
fruitful set of arrangements had emerged in which the
curriculum reflected local circumstances. Some schools
did enter pupils for Royal Navy, Admiralty Dockyard and
RAF engineer apprenticeships, but these did not distort
the curriculum. Elsewhere, schools issued their own

leaving certificates which enjoyed currency among local

employers.
But the technical high school would have to demonstrate
its equality with secondary schools. Paley Yorke

conjectured that,

"some form of school leaving certificate
might be desirable if such provision be
possible without the imposition of an
external examination." He suggested, "a
form of school leaving certificate which
could be issued by the school or the
local authority and endorsed by the
Board of Education.”

In essence, this wvas applying the National Certificate
principle to full-time secondary day schools vith the
Board taking the place of the professional institutions.75
This reflected the compromise reached between the Board
of Education and the ATTI in 1935.76 The Consultative
Committee was re-assured on the point by R.S. Wood,

"In effect,” he informed its members, "the

Board's proposal is to endorse under stated
conditions the certificates already awarded by
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By neglecting sixth forms, the opportunity to develop
advanced courses in technical high schools wvas arrested.
The schoals were seen largely in terms of industrial demand
for their pupils at 16. Boys vere expected to take up
apprenticeships, continuing their education on national
certificate and even national diploma couraes.78

The trend was only slowly reversed after 1944.

(vii) The Making of Chapter VIII: ‘!Technical High
Schools and Other Technical Schools,'

The Consultative Committee divided into sub-groups
to discuss issues of sectional interest, and for the
purposes of compiling its Report. Spens himself took
an active part in this work. The minutes of the Drafting
and Curriculum Sub-Committee are the records of the forum
in which the detailed proposals about tachnical high
schools vere aired, once the principle was established.
It vas suggested that Paley Yorke should compile the |
chapter on 'Technical High Schools' with the assistance
of the Committee's Secretary, R.F. Young.79

By May 1937, Paley Yorke had prepared the first draft
of Chapter VIII. It was closely discussed by the Sub-
cOmmittee.BO His major thesis - the need for a liberal
science based practical education - wvas supported., It
vas also agreed that the proposed institutions should
be associated wvith the technical colleges,

The future qf trade schools proved controvergial.

The Board made strenuous attempts to ensure their continued
existence. The Sub-Committee was divided on the issue

gso that the Boards demand that they "should be retained"

81

proved decisive.

A Curriculum Sub-Committee was formed in 1935,

composed of Spens and Young, together with ten members
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of the Consultative Committee, as well as a number
of co-opted members, pre-eminently Sir Percy Nunn.82
Its discussions brought to the fore the issue of
‘alternative' secondary courses, which had proved so .
alarming to the Board of Education. Notwithstanding
the evidence from the West Riding, Spens informed Graham
Savage that the Committee wvas considering the establishment
of engineering 'sides' in large grammar gchools, where
Technical High Schools were not feasjible. Savage replied
that existing examples of these courses were unduly
technical wvithout being sufficiently scientific. The
Sub-Committee was not deterred, howvever, from its belief
that liberal technical courses could be established in
secondary schools. Ideally, it was suggested, they
vould emphasize practical work and would be taught by
graduate teachers with industrial experience.83
Later, the Board refused to concede that a foreign
language, the key to matriculation, should be taught in
technical schools, despite the relaxation in the F.E,
Regulations. The Board protested that technical schools
should be unselective and aim at direct vocational

preparation. It vas reasoned that language teaching,

therefore, interfered with the main purposes of the

'schools.aa

The question of technical education for girls vas
not approached vith the same enthusiasm aroused by
provision for boys. This reflected existing practices
as vell as the 'male' atmosphere of the Committee itself.
The subject was treated on the level of details rather

than of fundamental issues. It wvas limited to a

discussion of Commercial and Domestiec Science courses
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- in ‘secondary schools.t’

The preparaFion of Chapter VIII further devolved
on Paley Yorke wvho produced a number of papers summarising
the evidence the Committee had received about technical.
education. Paley Yorke is overshadowed by thereputation
of his 'technical' colleague Herbert Schofield, but in
truth, a larger share of the detailed work vas laid at
his door. He gave voice to the arguments for 'technical
secondary education' put forwvard by the technical associations,
of which he wvas a leading member.

The educational justification for a 'technical
secondary course' built around engineering subjects
vas first tested on the Consultative Committee in a
paper vritten jointly by Paley Yorke and Schofield, They
started from the premise the the junior technical tradition
of engineering education

"connotes a method of approach to a group

of subjects rather than the teaching of any

single subject."
Consequently, the curriculum of junior technical schools
‘was not limited by instrumental tests, but included huch
that was common to fecondary schools., Specialization was
gradually introduced from the third year onwards.86 The
best practices of the junior techniéal Schools, it was
inferred, could be more widely developed in the new
ingtitutions.

(viii) The Consideration of the Spens Report by the
Board of Education.

The Consultative Committee's activities obliged the
Board to review its own policies for secondary education.
The outline recommendations of the Report vere examined

by an O0ffice Committee led by R.S. Wood (Principal

Assistant Secretary 'T' Branch), in consultation vith the
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permanently constituted Secondary Advisory Committee,
and the informal LEA Advisory Committee.

The Office Committee believed that employment
opportunities for Secondary school leavers had "radically
altered" for the worse. The result was that secondary
places vere over-provided. The situation ves exacerbated
by the proposed 'Technical High Schools' since the
Board would be forced to re-consider the pre-employment
justifications for junior technical schools. The Office
Committee vas adamant, hovever, that the proposed
institutions should not be granted secondary status,

"We cannot regard the solution as a

satisfactory one. Technical High Schools

vill be vocational schools.. ve believe it

vill be fatal to the tradition of

Secondary Education.."

It vas admitted, though, that if the technical high
school ﬁas re jected

"there will still remain the problem of

adapting the Secondary School system

proper so as to fit more nearly present-

day conditions.."

Although greater variety could be introduced into
the secondary curriculum by relaxing the grip of the
School Certificate the Board's preferred solution wvas
restrictive and conservative. The possibility that
existing Secondary schools might be 'graded' into
tModern' and 'Grammar' required exploration. One
possibility was to reduce the number of academic places
by re-designating 3rammar schools as modern schools.®’

R.S5. Wood interpreted the demand by local authorities
for 'alternative' types of gecondary schools as evidence

of over-provision of traditional secondary.places. He

sav the administrative organization of post-primary

education in terms of separate modern, secondary and
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t'echnical Wigh'schools, each under different Codes.88
The Board's ideal post-primary system in 1937

may be summarised as follows:

‘*Genuine!
Secondary Schools

existing places

divided

traditional
18+ schools
preparation
for First
and second
school
Certificate
Examination

Modern
Schools

continuing
the policy
of Hadow
(Senior
school)
re-organization

between

intermediate
17+ schools
taking pupils
to First School
Certificate
only; some

1l year

'special
courses'

16+,

Junior
Technical Schools
and Trade Schools

to be expanded;
possibly with the
addition of some

Technical High

Schools, if the
request originated
in the localities.

The prospect of 'Technical High Schools' vas

greeted vithout enthusiasm by the O0ffice Committee.

Their limited appeal to local authorities was predicted,

without resolving the problem of the "too exclusively

academic lines" of the traditional (18+) secondary

schools.
9
by individuals®

refaorm,

Surprisingly, "multilateralism" was favoured
as a means of effecting curriculum

This vas another means of re-asserting the

primacy of "academic" secondary education by limiting

tgrammar stream' places in multilateral schools.”®

Thé Board's soundings indicated that technical

high schools would receive a lukewarm reception by the

local authorities.,

The Secondary Advigsory Committee was
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"more than doubtful" about their value. The majority
of its members favoured the provision of "special
facilities" in secondary schools or re-organized

3enior schools instead.91 In Wales, they were regarded*

as a threat to re-organization.92

Their general adoption,
G.G. Williams concluded, would be "unnecessary and unvise".
Intermediate secondary schools could discharge all the
functions of technical high schools, and LEAs should not
be deflected from the task of re-organization.93

The Board had previously discouraged LEAs from
developing 'technical secondary schools'. The
"modification" of secondary schools proper was more
pressing.94 For this reason, the technical high school
would divert attention from the real necessity, the

95 The

expansion of intermediate secondary schools.
opinions of leading Education Officers elicited scepticism
about the hope of re-classifying secondary schools. The
most probable development, said Peter Innes of Birminghanm,
vas the further growth of junior tachnical schools.96
Only William Brockington, who had drafted Chapter IX
'Administrative Problems' in which a unified Code was
demanded urged

nthree types of Secondary School .. the

fUlly developed Grammar School.. a Modern

Secondary School.. Thirdly, there would
be Technical High Schools.."97

As predicted, the local authorities proved to be
unreceptive to the technical high school, 1In any case,

it wvas made abundantly clear to the LEA Advisory Committee
that "present financial circumstances" circumscribed its
discussions.98 There was little enough warmth for

technical high schools under any circumstances. It

vas generally agreed that they would "prejudice" attehpts
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to widen the traditional secondary curriculum. The
technical high school had its longstanding friends
among LEA representatives, like Percival Sharp,?? but
in general "there vas obviously nao enthusiasm for the
institution .. on a large scale.."100 The Board
accepted this without demur.101

The Board's main interest in the Spens Report
vas its treatment Qf the traditional secondary curriculum,
Making the best of 'Technical High Schools,' it yas
propmed that the suggestions outlined might be adapted
to avoid "greater confusion of aims and functions than
exists at present." The Board had emphasized the
ingtrumental nature of junior technical gchools in its
rival interpretation to the Consultative Committee in
1937. The technical high school, Wallis and Savage
declared, threatened to disturb this interpretation.
They hinted that fees in technical high schools might
be levelled up to match those of secondary schools, as
a vay of making them less attractive to local authorities.loz

The Secondary Advisory Committee, meanwﬁile, vas
no warmer about the power of technical high gchools to
influence curriculum development, because of the
small numbers of pupils likely to be involved, their
limitation to boys, and association vith technical
colleges.103

The Board vas at a loss to knowv what to do.
Multilateralism was condemned as a "tragic error,"
academicism defended - "one of our.most precious
heritages," and vocationalism in secondary schools

4 . .
censured.lo Disappointed by the Spens Report, and the

reaction it had provoked, the Board decided to issue its
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. oun Circular on Secandary Schools.105

"The central idea," wrote Duckworth, "..is
that there seems to be room for twvo types

of secondary school, the grammar school
taking pupils up to 18 and sending some

on to universities etc. and modern

secondary schools not normally keeping
pupils beyond the age of 17, i.e. with a ocne
year post-Certificate Course. In

addition to this there might be technical
high schools conducted under the RFE."106

Much of Chapter VIII then in the Spens Report wvas
nopen to criticism.” Certainly there was "no enthusiasm"
to replace Junior technical schools by technical high
schoals. The exclusivity of secondary schools vas
defended, While there was a case for converting séme
secondary schools to technical high schools, there vas
no justification for engineering "sides" in gecondary

schools.107

(ix) Conclusion.

The Spens Report was a point of reference for all
subsequent discussions about secondary technical education.
The 'Technical High School' endorsed by the-Committee
came to represent the ‘'ideal type' of practical education
for selected secondary pupils., At the time, hovever, the
suggestions embodie& in the Report pleased neither the
Board of Education, nor the LEAs, nor educationalists108
vho demanded the general adoption of practical education.

In the context of postéprimary education in the -
period,'Technical High Schoals' proved to be something
of a red herring. The course they outlined vas expensive
and limited to a small range of specialisms. They opposed
academicism by multiplying the range of post-primary
jnstitutions.

The 'Technical High School' occupied an existing

administrative 'space' and reflected particular interests
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and organizational premises, notably association vith
technical colleges. Technical high schools represented
an enlargement of the 'Hadow' scheme. 1Its symmetry,
hovever, cut across national policies for secondary .
education. The Board of Education accepted the anomalous,
instrumental position of Jjunior technical s.ahools. The
advent of technical high schools disturped this policy
and threatened the Board's hidden agenda, the ‘grading’
of existing secondary schools with a view to limiting.
access to the full, academic secondary course. The
Board had accepted the definition of the secondary
curriculum by the School Certificate. The problems this
raised wvere interpreted in terms of the deficiencies of
pupils - 'misfits' - rather than the nature of the
academic secondary course. The outbreak of war meant
that teéhnicalfTigh schools were sidelined. They
reappeared in a new guise as 'secondary technical schools'
This invclved a(:§;3change for the Board's policy, which
will be detailed in chapter 5. Briefly, secondary
technical schools came to be proposed amidst a cenfused
gset of policy influences. Academicism remained of
greatest wvorth, the experiences of wartime seemed to
emphasize the intrumental worth of technical schools,
political will, hovever, endorsed secondary education
for all. The result was that the technical schoals vere
slotted in to a brittle, compartmentalized scheme for
secondary education,

The 'Technical High School' did, howvever, offer for

general discussion the idea of an integrated vocational
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curriculum for boys aged between 11 and 16. It

promised the reconciliation of occupational roles vith

education, and of vocationalism as a unifying principle

for the selection of subject matter. The Report made

no recommendation on method and was content to rely on
109

"lines already in existence", but supposed that

pupils would learn science through technology.



-139-

CHAPTER 5

Policies for Secondary Technical Fducation:
Central Viewpoints during Wartime, 1939-45.

({) Introduction.

Wartime circumstances gave rise to an increased
consciocusness about the need for social reform. 1In
these years the embattled officials of the Board of
Education, many of whom had spent a professional lifetime
protecting the educational service from economies, vere
charged vith the task of educational reconstruction.

The Board sought to consolidate traditional
objectives, chief among which ves senior schoal re-organization;
But hostilities wvere accompanied by great changes of
outlook. Political willingness vas the signal for
universal secondary education. The war brought home
the importance of science to industry, and. the desirability
of manpover planning. The Board was brought into closer
discussions about education and training with other
departments of state. It sought the views of interested
bedies. The mood of industry and the professional
associations needed to be gauged. The combination of
circumstances appeared, on the surface, favourable to

the development of 'technical secondary education.'

(ii) Assumptions about Secondary Technical Educatibn,

The Board of Education responded to the Spens
Reﬁort vith its own reflections on secondary organization
in August 1939, days pefore the outbreak of war. 1It yas
evident that technical high schools did not meet the Board's

criteria for introducing "greater variety" to the secondary
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curriculum, Instead, the Board decided to press ahead
with the 'grading' of secondary schools, a plan which

had been discussed internally while the Consultative
Committee was preparing its Report. Under this scheme,
some secondary schools wvould continueto provide academic
courses for pupils up to the age of 18. But the needs

of the majority would be met by one year post-certificate
courses that included '"general" and "special" subjects.l

The future of technical education was discussed in
the early months of the var when the Board was advised
to greatly extend "Trade schools as originally intended" .
gsince existing institutions tended to "train only the
cream."2 Board officials like H.B., Wallis (recently
promoted to head of 'T!' Branch) were inclined to agree.
The more education was seen |

"to have a direct bearing on vork in after life

the more popular and efficient it will be .. ve

should look at the educational provision for the

years .. prior to leaving in relation to the
occupational objects of the schools and that

these objectg should be defined with reasonable

clearness.."”

G.G. Williams concurred, suggesting that in consequence,
the number of secondary school placesvmight indeed contract.
The secondary curriculum he warned should not be "modified
in the direction of vocational training .. any drastic -~
change of this kind would be unnecessary and dangerous."a
Rather, junior technical education should be expanded.5
Only 'E' Branch under the direction of William Cleary
disagreed, on the grounds that "social merging and full
equality of opportunity" called for "a common school for
6

all post-primary education."

Nonetheless, the pre-employment functions of

junior t'echnical schools continued to determine the
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_ Board's outlook even after the principle of universal
secondary education was agreed. It vas particularly
embarrassed for example when Percival Sharp, (Secretary
of the AEC), vrote up an account of a meeting in which
he suggested that the Board regarded technical schools ’
as the equivalent of grammar schools., ",,This account
is his and is not an agreed account," the Chief IhSpector
forewarned the Inspectorate. The Board's viev of
secondary technical schools vas that they would continue
to admit pupils st 13 in preparation for industrial
employment wvithout seeking to rival the advanced wbrk ﬁf
the grammar schools.7

The Board had "unburdened itself"8 of detailed
control over the curriculum in the 1920's. The result
vas a curriculum 'vacuum'9 at the centre of national
educational policy making. The Board was accused of
neglecting the practice of education in favour of
questions about provision. "Natural curiosity about the
essence of education is curiously lacking," complained one
.observer, "The definition of it is barely attempted, unless
by spheres, as that education is tripartite."10 So it was
vith junior technical gchools, While issues like age of
entry were much discussed it vas agreed that "curriculum
of the present type" wvas "quite Broad enough to meet §.
conditions.."ll

Accordingly, in their dealings with _EAs , members
of the Inspectorate vere enjoined to promote full-time
junidr technical courses as a matter of urgency, preferably
as 13+ schools, and never as 1ll+ schools in technical

colleges. ‘Industrial and manpower planning
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needs took precedence over curriculum policy under

gsecondary conditions. Circular 1639 issued in 1943

remained the model for building courses.12 Multilateral

schools meanvhile were 'not encouraged."l}

(iii) Discussions at the Board: the Framing of the
Education Act.

The 1944 Education Act was the monument to the
efforts of vartime educational reconstruction., The most
important change ordered by the Act was a universal system
of secondary education for all children between the ages
of 11 and 15 in seﬁarate schools from those in which they
had received their primary education., The forms that
secondary education should take,therefcre,becamé a matter
of gréat concern.

Clearly, if all children were to receive a secondary
education,the dominant academic model would need to be
added to by courses relevgntto other pupils. It wvas a matter
vhich demanded early consideration. Secondary education
for all implied equality betveen the 'types' of secondary
education proposed. To'translate ideals into practice
demanded considerable efforts by the Ministry of Education
and 'LEAS, vho vere responsible for implementing the Act.

The lines along which organizational discussions
proceeded were determined between the wars. The tripartite
model - grammar, technical and modern schools -~ owed nmuch
to the educational thought qf the previous generation,
and in particular to the opinions which found a focus in
the reports of the Consultative Committee in 1926 (Hadow)
and 1938 (Spens).

The academic secondary schools were greatly

respected by the Board of Education and in the localities.
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They representéd the established route by which ap1e
boys and girls could rise to secure and revarding
black-coated occupations, teaching and the universities,
They also had their critics, Educationalists vho »
looked abroad were struck by the enlarged conceptions of
secondary education which obtained elsevhere. From Hadovw
onwvards the ideal of the common secondary school as it
had developed in North America and Scotland proved

14
The Spens Report vas more guarded in its

attractive.
approval definitely preferring "separate schools of the
existing types". The Report proposed a tripartite poste
primary organization based on grammar schools, technical
high schools and modern schools (senior departments),
and indicated in broad terms the praportion of children
likely to benefit from each of the three types.15

Rémoval to Bournemouth in October 1940 had g
salutary effect on the permanent officials of ghe Board
of Education. Freed from the minutiaeof day to day
administration, and stung by the charge that they had
failed to "..provide direction and planning..," senior
staff engaged in a most intense period of planning for
reconstruction. The 'Green Book' which grev out of their
reflections

" .

the Ministry of Educatior vas by bhiinolicied vhich

tventy years following the Education Act of 1944 ,"16

From the Board's point of view it vas essential that
reconstruction must not prolong..the sterile relationship vith
the localities that had typified the inter-war years.

At the same time, the>political mood encouraged the

belief that reform must be poor neither in imagination

nor construction.
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One of the most internally divisive issues that the
Office Committee faced was secondary organizstion.17
Inter-departmental interest determined the key issueé.
On the age of transfer to secondary education, for
instance, Secondary Branch was inclined to favour 13. The
Eleméntary Branch and the Welsh Department, however, felt
this would create serious difficulties by reversing
existing practices. Technical branch meanwhile was used
to transfer at 13 pointing out that special interests and
éptitudes vere more evident at that age. The convenience
of a three year pre-apprenticeship course poinfed to thé
retention of 13 as the age of transfer. Fearful, however,
that the technical schools vould not receive a proportion
of the most able children, 'T' Branch under Wallis proposed
a cumbersome, administratively complex solution with a
break at 11 for a minority of children in each year group
vho would geo on to 'preparatory schools' before a
further transfer at 13 to grammar and technical schools.
The issue was decided by the Permanent Secretary, Sir
Maurice Holmes. Anxious to proceeq vith executive
action he decided that 11 should be the age of transfer,
vith opportunities for further transfers at 13 to @echnical
schools.18

Administrative details - age of transfer, selection
aFcommodation - absorbed the attention of officials., It
was assumed that three physically separate 'types' of
secondary schools wvould meet the needs of the great majority
of secondary pupils. The bilateralism of Hadow became
the tripartite structure envisaged by Spens and belatedly
accepted by the Board during the early years of the wvar.

The only dissenters from this view were William Cleary,

and the Elementary Inspectorate who had come to believe
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that the common school "was likely to bescome politically

19 In viev of the intense feelings that have

essential."
been aroused by the question of secondary organization
since then, it is of considerable interest that the
greatest dissension during the war-time discussions too£
place wvithin the Board itse]f.20

The matter was examined from the spring of 1942
onvards. The Deputy Secretary R.S. Wood lent his authority
to the tripartite scheme. The acceptance of universal
secondary education meant that social considerations which
had played a part in framing policies before the war vere
less in evidence. Discussions proceeded from the fact
that existing schools would form the backbone of post-war
provision, and that multilateral schools (made up of
separate streams within a single institution) vould be
much larger.

The LCC was not as warm in its support of the
multilateral school (the policy objective of the majority
Labour group since 1935) as its subsequent 'comprehensive
school' Development Plan might indicate. Most vocal in
favour of multilateralism wvere the Joint Four Secandary
Associations. Most deputations received at the Board
vere concerned with "the problems of organizing the
tripartite arrangement itself.."22

Once it was clear that a religious settlement
concerning the 'dual system' vas at hand (at least with
the Church of England) the educational bill vas Provisionally

23 Butler had to thank many politicians for their

drafted.
efforts in support of educational reconstruction. They
included Andersom and the Chancellor of the Exchequer,

Wood who promised financial backing, as well as Ramsbotham
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"and Chuter Ede. It was Wood who proposed that a White
Paper should be published and debated "with leave to
print a bill.,."2%

The White Paper appeared in July 1943. It .

"marked the point at which the wartime coalition

government publicly adopted what was probably its

most comprehensive single piece of postwar social
policy."25

Contemporaries were aware of its significance, and
Butler was widely congratulated both inside and outside
parliament.

The White Paper was cast in general terms bué
jndicated very clearly the lines along which secondary
education was intended to develop. It explicitly
accepted there would be '"grammar, modern and technical
schools," although it vas conceded, ".. It would be wrong
to suppose that they will necessarily remain separate and
apart.."z6

'‘Hadow' re-organization was a major bre-war
objective but had been far from realised. Only 50% of
‘children over the age of 1l had been satisfactorily
housed in genior schools or departments before 1939.

Even so, progress was enough to limit conceptions of
gecondary organization after the war. A major priority
announced in the White Paper was the equalization of
conditions ".. in the different types of secondary schools,"

Reservations wére expressed about the traditional

gecondary curriculum:

"An academic training is ill-suited for many of the
pupils wvho find themselves moving along a narrow
path bounded by the School Certificate and

leading into a limited field of opportunity .. too
many of the nation's abler children are attracted
into a type of education which prepares primarily
for the University and for the administrative

and clerical professions.”
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The technical school was offered as an alternative.
"too few find their way into schools from which
the design and craftsmanship sides of industry

~are recruited."

Education must serve "child and nation", a harmony of

interests achieved by

"directing ability into the field where it will
find its best realization."

The emphasis on practical education, and the
presumption that the technical schools would remain
free from external examinations, pointed to the need for
separate schools., The sixth form, meanwvhile, was
regarded'as the preserve of the grammar schools. The
junior technical schools vere recommended as a model,

"yith altered conditions and with a more

rapid development in the future they hold out

great opportunities for pupils with a practical

bent."

This conception was unlikely to increase the
esteem of practical education compared to the grammar
school course. It also under-estimated the effects
that a generation's subordination had had on the junior
technical schools.

The third 'type' of school was to grow out of the
experience of re-organized senior ('modern') schools.
Their ethos and likely development was unclear. Their
advent, nonetheless, was attended by considerable
public optimism.

"Their future is their own to make, and it

is a future full of promise. They offer a

general education for life, closely related

to the interests and the enviroment of the pupils

and of a wide range embracing the literary as

vell as the practical.."27

Certainly by the late 1950's developments within

the mModern schools meant that the 'best' were rivals of

the technical schools in outlook, as wvell as offering
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examination cdurses.28 They grewv in esteem by leaving
behind the idea of 'general' education.

The laudable hopes for secondary education raised
in the White Paper must be set alongside the conclusiona
of the Norwood Report. Both documents appeared
simultaneously, and vere clearly intended to be read
in association with each other. The Norwood Report
H.C. Dent declared;"transformed tripartism from a
proposal into a doctrine."29

Within its remit of curriculum and examinations,
the Secondary Examinations Council under Norwood vas
entitled to fefer to more general aspects of education.:
Norwood interpreted this to include secondary organization,
The Report itself was slightly documented but highly
influential.

Detailed accounts of the Council's deliberations
are available.30 In spite of its small size tﬁe Council
vas asked to consider aspects of educationéi change
ﬁeglected by the Green Book and the White Paper. 1Its
Secretary, Barrowv waé supported in this ambition by
Maurice Holmes the Permanent Secretary of the Board.

In other quarters there was considerable dismay
at the prospect. Spens 'expressed great alarm" at
Norwvoods activities fearful that the curriculum issues
examined by the Consultative Cpmmittee vould be subjected
to review.31 Citrine of the TUC,Vmeanwhile, complained
about the selective way in which information was gathered
and demanded the Council should not deal with "the layout
and organization of secondary education" or attempt to

usurp the povers of the Consultative Committee.32
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There is much of in@erest betwveen the slim covers
of the Norwocod Report. The controversy aroused by the
proposal to phase out the School Certificate estranged
the Examining Bodies from the SSEC for a decade after

[ ]

1946. At least as important wvas the authority the Report
lent to tripartitiam' by providing experiential, and
apparently psychological bases for this division.

"The evolution of education has in fact thrown

up certain groups,”" the Norwood Report

concluded, "each of which can and must be

treated in a way appropriate to itself .. rough

groupings, whatever may be their ground; have

in fact established themselves in general

educational experience, and the recognition of

such groupings in educational practice has

been justified both during the period of education

and in the after-careers of pupils."

These groups, it vas asserted, corresponded broadly
to those pupils suited to a grammar or academic education -
"jinterested in learning for its own sake;" the technical
school pupils whose "interests and abilities lie
markedly in the field of applied science or applied art;"
and those best suited to a modern school - "The pupil in
this group deals more easily with concrete things than
vith ideas.">’

Post-primary schooling already evinced the lines
of advance in secondary, junior technical and senior schools.
Particular affection was accorded to the wvork of the
secondary schools. But they had been asked 'to do too much."
It had become necessary to meet the demand for universal
secondary education by referring to the needs of the
three groups of pupils within three types of school.34

Issues like selection were not touched on in the
'Report. It is true it commented on the characteristics

of different groups of children drawving on the evidence

of contemporary educational psychology, gyt essentially
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the place of experience in determining school organization
vas emphasized. It vas awindication of common sense.
Initially,.the Report met with favour but soon
generated heated discussion. Understandably perhaps
the Examining Bodies were perturbed, But the TES -
committed to comprehensive schooling in 1945 - led
a violent counter-reaction against Norwood. Professional
feathers vere ruffled too, notably those of educational
psychologists who had played little part in the making
of the Report, and in particular those of Cyril Burt.35
He was not opposed to selection as such but to the claim
that technical aptitude could be sufficiently determined
at 11 (or even 13) to serve as the basis of allocation.
There is a hint of pique in this reaction. Certainly
other psychologists like Alexander who had conducted
his own research on the question of technical aptitude
vas more friendly to the Report's conclusions.>®
Privately, Alexander acknowledged that Burfvand himself
37

vere separated by a division more imaginary than real.

(iv) The Board of FEducation, | EAs and Secondary
Technical Education in Wartime.

The outbreak of war was accompanied by the
dislocation of schooling in the large towns as children
vere evacuated to safer areas. The problems facing
junior technical schools wvere particularly severe. They
vere urban schools and therefore cut off from the
equipment of parent colleges. ;n November 1940 the
number of enro{led pupils stood at 83% of the last
pre-var figure. This was marked by wide regional
differences. London vas vorst hit; Manchester and

sheffield least affected. These problems were
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exacerbated by the call up of teachers of science and
engineering subjects.

In other ways the wvar proved a great fillip to
junior technical schools with a renewed justification
of their educational and industrial worth. Agricultural
and engineering schools vere set up in response to
vartime conditions and particular importance was accorded
to setting up schools for the building industry.>®8
De La Warr suggested a threefold increase in the number
of building places in view of the likely needs of thel
construction industry. Board officials like Wallis
felt that was over-ambitious. Their contribution to the:
war effort vas outlined in 1940?9

It was the Ministry of Works which persuaded
the Board that newv junior technical schools should be
opened, and that building sides should be grafted on to
existing schools. Accordingly, LEAs vere encéuraged to
set up building schools in the interests of "national
reconstruction”. To make the proposition more attractive
the Board emphasized that conditions of employment were
likely to remain stable in peacetime.40

Progress vas good. More than 3000 places were
added by June 1943. The 'building schools' initiative
vas widely spread, and for the benefit of authorities
contemplating junior technical schools for the first
time the Board issued guidelines.41 'Emergency' schools
vere set up in Brighton, Carlisle, East Ham, Nottingham
and Warrington. West Sussex opened three building schools

and there was even a boarding school in rural Wales

(Montgomeryshire). Undoubtedly this experience inclined

gome authorities to a tripartite secondary organization,
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using the vartime schools as tﬁe basis for secondary
technical education. |

The need for 3 year building courses was emphasized
at the British Association meeting in 1942. The follow{ng
year the Building Apprenticeship and Training Council
(BATC) was set up with a sub-committee convened to look
at education issues. The Council included representatives
of the industry - like the Federation of Building Trade
Employers; professions - such as the R.I.B.A.; education -
notably the ATI and the APTI; and government departments -
including the Board of Education and the Ministry of WOrks.42

Staffing difficulties were the most acute problem:
facing LEAs. The matter vas eased somewhat when the
local authorities wefe empovered to transfer to teaching
vell-qualified employeeé in building and allied trades.a}
The categories were enlarged to include professional
engineers and others later in the same year.aa

Steps were also taken to stimulate abplications from
pupils. A training film vas produced by the Ministry of
Information in conjunction with the BATC.45 The annual
intake to building courses rose from a bare 300 in 1942
to 4,400 in 1943 and 6000 in 1944, making a total of some
10,000 pupils in more than 130 centres in England and
Wales.AG This exacerbated the already difficult

gtaffing position which LEAs were encouraged to avercome
by using the registers of Government Training Centres
controlled by the Ministry of Labour.%’

Personnel shortages vere a feature of several key
technical specialisms in wartime, radar and wireless

technology for instance. It is a matter of conjécture

hov far the drafting powers outlined by the Board vere
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ever employed. The highly qualified graduates well-
represented on the staff of pre-war technical schools
vere in great demand elsewhere.

(v) Technical Education and the Labour Market.
Wartime Developments,

By 1939 there vere few signs of interest by employers
in education or training for their wvorkforce despite
the Board's hope that engineering employers might be
prepared to frame demands of the education service .8
Once hostilities commenced a few firma turned their
attention to the potential training facilities of the
technical colleges. By this time the Board had last its
enthusjasm. College facilities were increasingly being
given over to military purposes. For its part, the
Board wvas opposed, in principle, to colleges’being used
as places of special training rather than of craft
instruction.49 Skilled training schemes were put in
hand - the conversion aof machinists and fitters into
toolmakers for example - but the response from industry
vas disappointing.®? Skilled labour could still be
recruited from among the unemployed, and firms were
prepared to offer high wages and train workers on the
job.sl The global problem remained -

"neither industry nor commerce are found to

exist as some corporate entities with which

the education service can establish relations."52
The advice the Board received when it approached industries
vas often contradictory and confusing. Major sectors of
industries like engineering were without national education
and training programmea.53

In the event, the Board was obliged to work closely

with the Ministry of Labour which was anxious to direct
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. secondary school leavers into the engineering industry,5a
and with the nevly created Ministry of Works and Buildings
concerned primarily vith education for the building

industry.55

These partnerships were the subject of misunderstandings
and clashes of emphases. As late as 1944 Dalton at the
Board of Trade noted that he would try to ensure that

"industry play its part“56

in the post-var development
of technical education. But the Board of Education
failed to negotiate effectively with other government
departments or with industry.

Indeed, government departments and representatives’
of industry were deadlocked over policy. The Engineering
Employers Federation (EEF) opposed the scheme advanced
by the Ministry of Labour to secure preferential
training in engineering for gecondary school leavers.
The Board meanwvhile wes also "against" placing pupils.
The idea, despite support from the British Electrical
Manufacturers Association and the British Engineering

57

‘Association, vas abandoned. The Board's main interest

was in promoting junior and senior courses of the
traditional kind.58
The Board vieved with distgsté the intervention of

its own officers in the labour market. In particular),

the Board was opposed to the compulsory direction of
“juvenile labour".”? Voluntary preparation for employment
of the type offered in junior technical schools wvas

the Board's preferred solution. It was admitted that

their character wvas "not generally understood,” and there

vere confusions among employers who understood that the
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choice was between vocational and general education in
elementary schools.60 The Ministry of Labour, meanwhile,
continued its poficy of training for industry to the

extent of encouraging local initiativee.61

By this time groups of employers in well organized
and technological industries had taken up the question
of recruitment and training on their own account. The
Telecommunication Engineering and Manufacturing Association,
for example, was set up with the object of promoting
national educational planning for the industry.62 This
vas velcomed by the Ministry of Labour where it was seen

as an advance on the outlook of the £er. 82

Furthermore,
the Ministry felt that the Education Bill presented a
great opportunity to interest both sides of industry in
questions of education and training.sa
The Board, howvever, remained reluctant to deal so‘
directly with the labour market and prefer;ed to stress
the probable expansion of junior technical education after
the wvar. Secondary technical schools it was argued
wvould have better contaéts vith industry than their
predecessors since they would have their own governing
bodies.5> At any rate, replies from the Joint
Organizations in selected industries shoved an encouraging
response by employers to day release.66} There was some
confusion though about the Board's policy on junior
technical schools. A strictly instrumental interpretation
of their role was not favoured although it was granted |
that "approved wvhole time practical and technical
instruction" might be set against the period of
apprenticeship.67 |

Only in the case of junior technical s chools for
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the building industry - calculated to play an important
part in post-var reconstruction - was the Board shaken
from its misgivings about direct association with

manpower planning for industry68

by the policies of thes
Ministry of Works. Undoubtedly this was because the
demand had emanateddirectly from among leading employers
associations vithin the industry.69

The .Inspectorate vere enthusiastic where the
professional officers vere compromised. Not only
vas the building industry crucial to the reconstruction
effort, it was important to pre-empt moves by the Ministry
of Labour to impose Government Training Centres on any ‘
scheme of education for the building industry, The
Inspectorate urged the Board to try and ensure the early
demobilization of skilled building vorkers, and to‘approach
the Ministry of Works at the earliest opportunity to
attempt to link up reconstruction proposals.

"Thus .. ve ought to be able to draw attention to

the value of the Junior Technical Schools in this

field and suggest that, with the proposed increase
in the number of these schools, some should be
devoted to Building."70 -

The disagreement continued as the Board opposed
the special training schemes advanced by the Ministry of
Labour.71 The Board looked to the building industry for
allies with Manson (an HMI) insisting that in matters
of education and training "the industry wishes to look
to us for help rather than to any other department or
body." He conceded, hovever, that the Board's indirect
contact proved a handicap. Manson called for the

establishment of "gmall non-statutory advisory bodies in

connection with the major industries" in order to rival

the "direct and intimate" contacts enjoyed by the
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Ministry of Labour.’>

The Board sided witﬁ the Minstry of Works to advance
the case of junior technical schools for Building above
special courses. It worked with the Central Council
for Works and Buildings. The Council, directed by Hugh
Beaver, @ncluded educational issues within its province,

73 The

and was accountable to Reith's Ministry.
Parliamentary Secretary, George Hicks, was regarded as
an ally, and members of the Council's sub-committee on
education encouraged the Board to retain its hold on
preparatory courses against the Ministry of Labour.’?
Wallis hovever did not believe it was the Board's place '
to train 'rank and file" workers - proper subjects for the

75

Ministry of Labour's special schemes., This meant that

junior technical schools vould remain as pre-apprenticeship
institutions.76

The Board's decision to expand junior full-time
building courses arose directly from the e%couragement
of the Education Sub-Committee of the Central Council for
Works and Buildings. It vas envisaged that 10,000 boys
vould be sent into the industry each year.77 They wvere
planned as pre-apprenticeship schools much like their

78
inter~-var predecessors.

They wvere not technical high
schools. Their development soon became a major objective,
and the Board made some efforts to find and train suitable
teachers.79 Despite its earlier misgivings about
involvement with manpower planning steps were taken to
interest LEAs in suitable building projects on which

boys could exercise their new skills,80 and to make

provigsion for the building schools in their Development

Plans.81
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In the event both sides of industry began to define
educational needs without the assistance of the Board
acting under the stimulus of wartime pressures. O0On
occesion both sides were brought together to jointly
consider post-wvar requirements. Leading employers agre;d
at a Nuffield College invitation conference that they
should collectively look at productivity before labour
costs, a welcome departure from earlier practice. This
type of examination was also carried out within industry
and by training bodies which specifically noted the possible
contribution of technical énd commercial secondary
gschoals to the skilled labour requirements of industry.qz

The statement on 'Education and Industry' agreed
at Nuffield College was "widely signed .. embodying very
advanced views."83 Although industrialists were not well
represented in numbers they included leading figures like
Sir Harold Hartley. Butler himself was particularly
struck by the agreement that "quality 1aboﬁr“ vas
preferable to "cheap labour".84

The Nuffield Committee was concerned, inter alia,
with the junior technical schools and their place in the
pogt-war scheme of education. Graham Savage commended
the "really liberal" work of the engineering schools
but wvas content that as a group they should continue "to
produce craftsmen." Paley Yorke protested hovever that
such a viev of their functions would alienate parents =-
"condemn a boy to artisanship" - and unions - "designed
to provide cheap labour for employers." Employers
themselves he admitted often saw the schools in this light

and he criticised them for their viev that the schools
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.were 'training all boys to be wvorks managers." G.D.H. Cole
put forward the need for junior technical schools to be
included within the multilateral school, an early
argument for the 'school base'. Hartley interestingly
expressed concern at overly vocational education in
schools but commended "a general outlook .. on the lines
of the junior technical school."85
The "liberal - technological" views found expression
in the conference statement. It was reasoned that in
future overseas competition would oblige employefs to
consider wvays of improving labour productivity. This
did not call for "specific vocational preparation” in
schools. It could be assisted by the "very great
development" of technical schools which offered "a wide
instruction in mathematics and basic science" alongside
"general and social subjectd’ vithout teaching technique
of any kind. It vas essential to make use of education
wto raise the prestige of high manual skill."®¢ 7Thys,
the pre-apprenticeship character of the schools would be
'preserved and extended. As such, the proposals fell
short of the recommendations of the Spens Report but
vere an accurate characterization of how the secondary
technical schools came to be seen by employers after
1945. ".. Early specialization" was condemned by
individuals on behalf of industry and the professions,
a view which sometimes coincided with criticism of the
gecondary technical schools as an instrument of
vocational training.87 |

The FBI sponsored its own discussions in view of

the impending Education Bill. The outcome was a great
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. 8
deal more positive than it had been in 1918. 8

The
Federation's Education Committee delineated its task as
concerned with "the education of those who would accupy

managerial, administrative and technical positions in

-

industry," leaving issues of rank and file education to

89 Tradition vas

the British Employers' Federation.,
mixed with a desire for reconstruction. The Committee
vas anxious to preserve the public schools and the often
intensely vocational junior art departments. But concern
vas also expressed about the adequacy of the supply of
technical teachers, and a general fear that there was a
"potential shortage of qualified personnel particularly -
those of degree standard."90
Secondary technical education and the content of
secondary courses vere examined in the context of industrial
recruitment. The difficulty of establishing technical
schools combining a "sound general education" for major
industries other than engineering was placéd before the
committee by representatives of education. Charles
Tennyson, a leading member, regarded the stratification
of secaondary schools as closely conforming with the
occupational destiny of pupils, so that boys from a
technical school would "go on to the productive side of
inbustry“ vhile boys from grammar schools "would tend to
enter a profession." Ffor production vorkers he favoured
"a gound grounding in fundamental principles" above
specialised knowledge, insisting that “the pover of
expression vas of the utmost importance."91

The Federation's statement closely reflected these

arguments balancing educstional needs with industrial
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requirements., . It was cast, hovever, in extremely

general terms. Prejudice against the elementary schaools
vas mixed with qualified support for grammar and technical
achools. Selection between institutions vas to be on
grounds of "natural aptitude". The new secondary schoo;s
above all had to teach pupils to "read, write and speak

92 imited ambitions, yet clearly an advance

clearly."
on its vieus on education betwveen the wars.

By far the most enthusiastic wartime discussions
of educational reconstruction from within industry emanated
from the TUC.93 The Congress endorsed multilateral
secondary schools on both educational and social grounds,
fearful that specialized training might replace "cultural
education."ga Junior technical schools, hovever,
so long as they were not restricted to a particular
trade were looked upon favourably as a means of introducing
variety into the secondary curricqlum. Locally they were
often regarded as alternatives to Secondary'schools and
agreements vere negotiated whereby attendance was counted
in full towards the period of apprenticeship. These
local views vere giVen general expression by the TUC wvhich
traditionally had been intensely concerned with social
questions, including education. Its influence reached
a peak during the Second World War as union leaders like
Bevin (an ardent supporter of vocational training) were
dravn into government, playing an active part in the
discussions leading up to the Education 8111.95

(vi) The Political Parties and Technical Education,

Reneved political interest in technical

educatioh, first expressed during the 1930's, wvas extended

during the war, in the light of the scientific contribution
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to the var effort, and as it became clear that
educational reform would be a central issue of reconstrucfion.

In the Commons, old formulations of technical
education as a valuable national investment or the need'
to train young warkers, were widened by concerns about
the expansion of the secondary curriculum. The exigencies
of wartime, meanvhile, had meant a considerable growth
of interest in the expansion of junior technical education,
notably by R.A. Butler,96 vhose concern was mirrored in
all political parties.

The Conservatives had set up a Sub-Committee on
Educational Reconstruction. Notwithstanding criticism -
from the left and within the party,’’ the Sub-Committee
submitted its reports to the Board as a contribution to
the 'Green Book' discussions. There was no disagreement,
hovever, over the proposal for the "extension of junior
technical education” as an "immediate and urgent need,"
This represented an interest in "practicBIQ‘education for
children about to enter the nev secondary schools.98
This vas in full accord with the hopes of Butler and his
advisors,99 and was eChoedEﬂthusiastically-in the party.100

Labour views were characterized by the continuing
belief that schools should include 'practical' studies
to meet the variety of interests among children, with.

a growing support for some sort of common school.101
Vocational training hovever vas totally rejected,

But concerns about Britain's post-war position vere
reflected in demands for the improvement of skills among'
the wvorkforce to meet the demands of international

competition. This was advanced most influentially by

Ernest Bevin from the Minstry of Labour wvhere he took a
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considerable personal interest in educational reconstructio*?z

especially opportunities for training.103

His preferences
for "practical" education along the lines of the junior
t echnical s chools were well known to the Board104 as the,

first stage in a highly organized programme of manpover

planning among young workers.105

(vii) Conclusion

The knowledge that educational reconstruction wass
to be a central plank in social reform, as well as the
reneved interest in scientific applications and manpover
planning had important consequences for technical education,
including vocational educetion in schools,

Recenstruction enjoined secondary technical education
which represented a change of policy by the Bosrd of
Education. It had rejected the 'Technical High Schoals’
only to find that the principle had to be revived and
made relevant (chiefly by removal from the technical
colleges) to post-war expectations. In fact, most
vartime tendencies had served to emphasize instrumental
values in technical eduéation. The Ministry of Education
pinned its hopes on the 'common sense' administrative
gymmetry of the tripartite system.

"We have in fact taken a considerable plunge

in the dark," confessed R.S. Wood, "We have

talked of all children having a secondary

education - it might have been better to

call it post-primary - wvithout being at all

clear what education we could best give them."106

By the end of the war, public optimism about
education reconstruction Eoncealed,the problems of turning
central policies around. The Jjunior fechnical schools

had enhanced their standing during the war. They had

responded quickly to the demand for skilled entrants to
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. the construction industry. The secondary technical
schoals appeared to be set fair to build on the success
of their predecessors, vith support from industry and
political backing. The fact was that the advent of .
universal secondary education was accompanied by the
accretion of problems from the past which wvere not to be
easily disposed.

Conflicting interpretations of vocationalism
remained. Acceptance of educational justifications was
impeded by the success of instrumental policies.. The
recommendations of the Spehs Report had been in abeyance
for most of the war. The Board continued to stress
instrumental views of vocationalism. Wartime pressures
reinforced this outlook as the Board was drawn in to
discussions of manpover planning with other ‘training'
departments of state.

This mood also found expression within industry.
Enlightened employers began to take a greatér interest
in education for employment, especially scientific and
‘technical education, and day release. Though conditioned
by industrial objectives their outlook was scarcely
more heartening. Differences of opinion about which
pupils should take technical coupseé vas accompanied by
the §trong suspicion that practical education would mean
poorer 'general’ education.

The result was that'education' was hurriedly
'added'on' to the junior technical schools, destined to
become the third leg of the tripartite system. So it was
that at a time of apparent opportunity the educational

context of practical secondary educastion remained ill-

devgloped. Problems of ‘'esteem', meanwvhile, had been
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partly submerged with the hope that universal secondary
education would overcome differences in status betveen
institutions. The technical schools were not to

recover from these beginnings.
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CHAPTER 6

Policies for Secondary Technical Education:
Central Viewpoints, 1944-65,

(i) Introduction.

The secondary technical schools were eclipsed
before 1965. Paradoxically, the period after 1945
vitnessed the grow;ng conviction, publicly expressed,
that national regeneration was linked to the application
of science and technology. This chapter contains
a discussion of some of the influences at the centre
which ensured the secondary technical schools would
not prosper.

(ii) National Bearings.

'Science' and 'technology' became major political
jagues after 1945. The result wvas to drav the issue of
trained manpover into the heart of political debate.l

The period opened witﬁ tvo influential reports
both of which expressed disquiet at the nation's
manpover deficiencies., The Percy Report (1945) was
the charter for the development of the technical colleges,
although its recommendations were not accepted until
the White Paper on Technical Education (1956). The Report
also singled out the secondary technical schools as an

important future source of skilled manpower.2

The Barlow
Report (1946), meanvhile, set the urgent tone of the
discussions with the claim that Britain'needed "to
double the present output" of scientists in the succeeding
decade in order to meet changing circumstances.3

Political initiatives followed. The National

Advisory Council for EducatiOn in Industry and Commerce

(NACEIC) was set up in June 1948, with the intention of
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advising on all aspects of the problem.4 Its principal

interest wvas in the development of the technical colleges.5

This was in sharp contrast to the prestigious Advisory

Council on Scientific Policy (ACSP) which argued that

technological education should be developed in the

universities.6 In the event, the government favoured

the ACSP during the first half of the 1950's,’
- These discussions came to be reflected with growing

interest in the educational world. Educational goals,

it was said, were sensitive to world events and of greatest

moment was the Soviet Union's entry into space technology.

Britain's reply had to start in the educational system

and technical schools were canvassed as potential sources

of skilled manpower,8 including science teachers. In

many cases, hovever, they were prevented from responding

to these needs because they had stood apart from external

examinations.9

| The 1956 White Paper on Technical Education was

of signal importance for the growvth of advanced technological

education., It also made referencelto the secondary

technical schools and re-iterated the policy announced

by Eccles the previous year in which the princible

of selection was defended but tripartitism was abandoned.

It marked the end of any official solicitation for

the secondary technical schools. Eccles looked forward

to a more general association of secondary schools vith

technical colleges. He did not differentiate betwveen

grammar and technical schrols and paid speciai tribute

to the modern schools.10 |

By the early 1960's, there were some grounds for

optimism that the efforts of the preceding. decade had
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met with a measure of success. The expansion of
advanced work in universities and colleges, the growth
of science in sixth-forms, and the growing contribution
of modern schools had all helped to meet the national
‘demand for scientifically trained personnel. The most
important gaps were the continuing difficulty in
attracting sufficient numbers of scientists into teaching,
and the post-compulsory training of young people

through day-release.

These were crucial years for secondary technical
education. In what respects had national policies -
educatiomal, political, manpower planning - taken account
of the schools?

(iii) The Ministry of Education and Secondary Technical
Education 1944-65.

(a) Public Pronouncements 1945-51.

The Ministry of Education's policies for secondary
organization betwveen 1944-65 were largely determined by
the assumptions made in the 1944 Education Act. It vas
supposed that most authorities would provide for the
education of children from the age of 11 in separate
schools for which they had been selected. There vas
the belief that in this way technical education onld
have a recognized place in the secondary schools,

This raised many issues, including the incorporation
of Jjunior technical schools into the system of secondary
education, selection for technical education, cost,
and technical education for girls.

fhe Ministry issued official notes and memoranda

vhich mixed detailed and practical advice with guidelines
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for development.

'The Nation's Schools', (1945) vas released under
the outgoing Cons;rvative government. While it
summarised Ministry and Conservative policies, it vas o
greeted by a storm of protest at the Labour Party
Conference, and by members of the parliamentary Labour
Party. The situation was considerably exacerbated by
the refusal of the incoming minister Ellen Wilkinson to
denounce its contents. Indeed, some suspected it had
originated with the minister herself.

'The Nation's Schools' argued that organic growth.
and administrative response had already given rise to
a system of secondary education wvhich had "developed a
variety of species .. represented by the senior or ﬁodern
school, the technical school and the grammar school."
The implication was the these 'types' shouldvform the
basis of future expansion, but that grammar séhool
places might in fact be reduced "without préjUdicing
recruitment to the careers for wvhich it gives the most
"guitable préparation," a policy which dated back to the
early 1930s . This-left technical and modern school
places as the priority for expansion. Skirting the
problem of selection, it vas ma;ntéined that the
technical school would be the equal of its grammar
school counterparts, serving the technical professions
just as the grammar schools served the’blackcoated
professions.11

Soon after, 'A Guide to the Educational System
of England and Wales', (1945), restated the origins of

secondary types. It was conceded however that the
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"three types .. will not necessarily be provided in

wl2 Howvever, immediate needs for

separate schools.
modern and technical places, and existing school buildings
made separate schools the most favoured solution., This |
vas confirmed by the need for the "proper classification”
of pupils. Not least, the putative size of multilateral
schools did not "justify a general reversal of present
practice."13

The educational justification for restricting -
technical education to only a proportion of the secondary
age group was never properly formulated. Selection vas
a guide which on occasion appealed to intelligence
grouping and at other times to special aptitudes. The
Ministry insisted on

"the ;eceSSity for clearly defined and adequately

developed courses of different kinds .. to meet

the special interests and abilities of

different groups of pupils.”
The confusion surrounding selection for technical
education was compounded by the related consideration -
for which group of pupils was vocationalism intended?
Were the schools to produce future managerial and
supervisory vorkers; development scientists or skilled
craftsmen. The advice that secondary technical education
should be "based and built around the needs of a particular

14 did not take local authorities

group of occupations”
far. In practice, general intelligence rather than
aptitude was the usual basis of selection for technical
education. Except for certain local well-established
schoolé, or vhere the proportion of selective places vas
lov, technical schools received pupils on the grammaf-

modern divide. This was compounded by sentiment, which

deemed‘that technical ability was unequally distributed
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by gender. des possessed a greater measure of technical
aptitude as a group, and this wvas reflected in their
greater chances of attending a technical school,
'Tripartitism' was the touchstone of secondary .
organization at the Ministry of Education in the years
immediately after the wvar. It was held that it wvas
"not possible to deal intelligently with the organization
of secondary education vithout reference to the three
broad groups." This wvas complicated, hovever, since
each group was held to comprise "a range of ability and
aptitude which should be catered for by a variety of
courses within each group,"ls a fudge of the notion of
a simple three tier system of secondary schooling.
In the light of this ambiguous advice the message,
at least, was clear. The Ministry vas determined to create
a tripartite secondary structure. This pressure vas
maintained on local authorities until aboup 1958,
"by which time separate .. schools vere no longer
being pressed quite so strongly."16
Technical schools called for special attention by
LEAs because they were relatively nev, sometimes
unknown, and expensive to provide. The cost per place
vas higher than for grammar or modern schools. The
N&rfclk LEA estimated that building and equipment in
grammar and modern schools cost £275 per place compared
to £430 for technical schools.17 The specialist
equipment and staff required, meant that the Ministry
looked most closely at proposals for grammar-technical
or techn;cal-modern schools. Separstion was the preferred

solution. Technical streams in grammar schools were

particularly suspect, ostensibly on grounds of
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accommodation -~ "the mere addition of one or more

practical rooms are not likely to be'approved."18

But

exclusivity and maintaining the purity of the grammar

curriculum vere as important in the 19405. .
The size of schools was a decisive influence over

secondafy planning. Experience was contrary to the

multiiateral principle. The Ministry expressed concern

at the prospect of large schools and those authorities

that could not comply with the Ministry's interpretation

of multilateral schools, or wvho insisted on comprehensive

schools, had the greatest difficulty in obtaining

approval for their plans. Another difficulty placed in’

the path of unitary or bilateral schools wvas the

insistence that two streams of each educational 'type!'

was a minimum requirement. Even technical sides based

around a single industry should be plannedkin this wvay.

Boys and girls moreover vould require separate streams.19
George Tomlinson announced that he infended to

contirwe Ellen Wilkinson's policies,20 'The New

Secondary Education' (1947) vas a restatement of the

tripartite doctrine, though pains were taken to

emphasize the_shared features all secondary schools --

a common code, equality of provision and parity of esteenm.

The contradictions of selection for technical education,

however, vere unresolved. Practice already pointed to

the fact that pupils were drawn very largely from children

vho had most narrovly failed to reach the grammar

schools. This was ignored. TheMinistry continued to

press for admission at 11 on grounds of technical

aptitude, augmentéd by a system of transfers at 13 for
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those wrongly placed. Facing both vays, the Ministry
announced that technical school pupils would be "very
able boys and girls for whom the grammar school course
will not provide the opportunity for full development.”
It was conceded, however, that the essential condition .
of entry wvas not high general intelligence, "though this
must count," so much as "the natural bent of their
minds and their outlook."21
Tomlinson's support for separate schools was brought
to a head by his rejection of the Middlesex Development
Plan, on the grounds that it was based on the adoption
of small comprehensive schools. In a crisp letter to
the LEA Tomlinson read the lessons of secondary
planning:

"there are broad groups of children who can
suitably be handled together, and who, as
between group and group, would be likely to be
suited by different forms and standards of
even a general education. The logical and
usual expression of this is in the system of
separate schools for groups of children wvho
are broadly classifiable as different from
each other."22

(b) Internal Doubts.

The tripartite system remained policy at the
Ministry of Education until 1955, wvhen it was abandoned
in favour of a twofold division between selective and
unselective secondary schools. A decade later Circular
10/65 announced the policy of comprehensive re-organization,
The distinctive place of the technical schools therefore
became increasingly precarious. It was in their interests
that the tripartite plan had been conceived.

But the educational basis of separate schools was

conceded to be faulty in the face of research into

gselection, as well as demands from the local authorities

for greater flexibility in school organization.
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Edward Boyle, the Parliamentary Secretary, dismissed
the 'Christianised Platonism' of the Norwood Report

23.

as "Mysticism." By 1960 the Ministry admitted that

tﬁe "only serious future" for secondary technical
schools was as "an alternative form of grammar school, 2%
In its secondary organization, Scotland had demonstrated
a marked preference for multilateral schools, especially
in rural areas. Wales, though administratively linked
to England, vas scarcely more friendly to separate technical
schools. from early times the Central Advisory Council
for Education (Wales) wanted technical education to be
incorporated in multilateral or bilateral schools., It
explicitly rejected the junior t'echnical s'chool traditions25
vhich vere regarded as "fundamentally illiberal."26
The secondary policy favoured by the Ministry wvas
optimistic,but frequently unclear and imprecise
regarding both modern, but especially technical schools.
At bottom, secondary policy on school organization was
vell-intentioned but confused, instinctive and conservative.
"We have in fact,‘"admitted R.S. Wood, “taken
a considerable plunge a little bit in the dark.
We have talked of all children having a secondary
education - it might have been better to call
it post-primary - without being at all clear
vhat education ve could best give them."
Wood admitted that technical schools might prove
to be an
"undistributed middle, that might be distributed
sometimes as a technological side to the 'Grammar'
school and sometimes as the advanced top of a
'Modern' school,"
a prescient summary of the positions of many local

authorities a decade later. "I suspect," he continued

'thét the gap betveen 'Grammér' and 'Technicél’ may be

considerably wider than that between 'Technical and 'Modern’
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Again, he rightly predicted the attitude of a majority of
local authorities in their Development Plans, although
the Ministry and the AHSTS always - for reasons of status
or to improve the national percentage of selective
places - regarded them as selective achools, on )
a par with grammar schools.

At any rate, the meaning of secondary technical
education was unclear. The Ministry itself had "véry little
experience" of this type of education, while most
existing courses operated "under extremely difficult
conditior:\s."28 Even so, the Minstry wvas obliged to
disburse authoritative views about secondary technical
schools.

A.A. Part, Private Secretary to Ellen Wilkinson
vas extremely active in trying to formulate a cohermsnt
picture of the best practices in technical schools, in
order to lend credence to national policy. It was
important, Part maintained, to publicize the fact that
they wvere not vocational trade schools, and, if possible

to point to the success of former pupils.29

The
Inspectorate could furnish few examples. R.A.R. Tricker
confessed that his personal knowledge was "extremely
rudimentary"”, and that schools in his own district
(Loughborough College Schoal and Gatewvay) were both
atypical of Junior technical schools, He added, moreover,
that parentd' qualms wvere not "without foundation" and
not to be allayed by "quotable examples."30 Othef
Inspectors doubted in any case whether the success of

pupils from particular schools could be attributed to their

technical orientation since "all schools have to conéider
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their pupils' future lives."31

The Inspectorate was doubtful, meanwvhile, whether
the curriculum of many technical schools could yet be
distinguished as secondary, though there vere numerous
examples of pupils who had gone on to academic and

32

professional distinction. As for girls', there vere

few examples of genuinely secondary technical education.33
Its future was "much less clear" but at least would

apply to a smaller proportion of each year group than
boys,34 so that schools need only be established in the
largest towns.35 Tvuo points at least vere agreed. The
schools must leave the technical colleges for their own

premises under the direction of a headteacher,36

deficiencies much commented on in the past.37

But
selection remained a problem and was never satisfactorily
resolved in favour of technical education,38 becoming a
liability to those who spoke for curriculum development
in secondary technical schools.39
This unhappy picture inevitably affected the
vigour wvith which the schools wvere publicized. To some
extent, difficulties were concealed behind the facade of
tripartitism., There vere those wvho continued to think
in terms of the old stereotypes., Sir Griffith Williams,
a former Deputy Secretary continued to defend the "well

composed” Norvood Report as late as 1955.40

But the
Ministry's public optimism was countenanced by private
doubt. Hardman the Parliamentary Secretary informed the
Minister of the "generally accepted suggestion" within
the parliamentary Léboqr Party,

"that wve were not sure vhere we wvere going in our

new conception of secondarz education for the
majority of our children."4l
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More damning still vere the views of professional
administrators., The Inspectorate vere counselled by
1951 that the serious objections voiced by LEAs to
the Ministry's secondary policy would have to Ee met
"extemporarily. It was admitted that methods of selecti;n
had not shown that "special abilities" could be
assessed at 13 any more than at 11, Organization therefore
could no longer be rigidly separated by type of school,
There were other issues which clouded the development of
technical schools including the high cost of places,
the uncertain impact of external examinations, the problems
of developing sixth forms, and the continuing association
of the schools with technical cr.alleges.z'2 In short, it
vas admitted that their position remained as uncomfortable
and ambiguous as ever, yet the public direction of
Ministerial policy was unaltered.

This review summarised effectively the attempts 5y
the Ministry to pin down the essence of seéondary
technical education for the quidance of LEAS since
the publication of 'The Nation's Schools.' The
deliberations had proved inconclusive, except for the
determination to maintain the policy of separate
secondary schools.43 Of the issues under discussion,

11 wvas agreed to be the age for admission to technical
schools, but most other questions - courses,

technical education for girls, equipment, the place of
the junior art departments remained indefinite.

The challenge of Barlow still clearly required "a good

né4 In the event it was decided

deal of working out,
that the draft pamphlet on secdndary technical schools

could not be published,
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But fhe Ministry continued to actively promote
technical schools among the LEA-s. 1Its oun
confusion was reflected in the range of local options
regarding secondary technical education in the Development
Plans. Observers became critical of the Ministry's .
emphasis on secondary technical education demanding an
explanation of the differences betwren rachnical and
modern education and of the meaning of "practical bias",
nyocational", "pre-vocational" and "technical secondary"
vhen applied to the secondary curriculum. The Ministry,
it was said, could not state "what is meant by a
45

technical secondary school.”

(iv) Political Parties and Secondary Education, 1944-1965.

Secondary school organization became a live
political issue vith important consequences for secondary
technical education.Ministerial policies vere increasingly
framed vith reference to party views. This was partly
because between 1955-65, a succession of Ministers vere
closely interested in the details of secondary schooling
wvorking with their advisors, and the local authorities.

Between 1945-50, there was a considerable measure
of parliamentary political agreement over education,
especially the need to make universal secondary education

a reality.46 It collapsed as divisions over the merits

of selective education and the pace of reform emerged.47

Technical education meanvhile was accorded priority
across the political spectrum. It could only be built
upon sound secondary foundations in which technical

education itself was accepted and reptesented.48 This

avareness even led some politicians to denounce their own



-179-

classical education.49

Yet the precise form in vhich secondary technical
education vould be established became part of the
pblitical battleground. Locally, technical 'streams'
in larger institutions drew fire from many directions,Sd
including the Ministry. 1In turn, some members of the
Labour Party regarded multilateral schools as a step
tovards the comprehensive ideal.51

It remains to say something about the evolution of
party political opinion and its effects at the Ministry

of Education in these years.

(a) The Labour Party. ‘

‘The Labour Party took office in 1945 with an outvard
commitment to the 'comprehensive' secondary school. It
vas also committed to the development of science and
technology. The comprehensive issue conditioned all
party discussions on the form and purposes of secondary
education. The other linked Britain's ecohomic
competitiveness with the application of science and
- technology to industry.' This was intimately related to
the educational system where the "profound reshaping"52
of manpower requirements would be effected. For these
reasons practical secondary education wvas greeted with
enthusiasm, while the secondary'technical school generated
less support as an element of the tripartite systenm.

Party opinions about technical schools were
divided usually between educationalists with Labour
symbathies (wvho are disproportionately represented in
the literature), and those whose outlook.was conditioned

by secondary organization as they found it. ' These
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tensions determined internal party discussions at least

until 1955 when the Parliamentary party formally

accepted the Conference decisions on commwehensive schools.53
As Ministers, both Ellen Wilkinson and George

Tomlinson supported the tripartite system, a stand

vhich brought them into sharp conflict with party members

both in and out of parliament.54

In this policy they

vere strongly influenced by the advice of their civil

servants”” whose policy "vas one of caution,"?® A.A. Part,

in particular, wvas a considerable influence on Ellen |

Wilkinsor}.57 He was committed to separate schools, and

in particular the establishment of technical schools.

Like many self-made Labour politicians both Ministers

vere warm supporters of the grammar schools.58
The most vocal opposition to Ministerial policy

came from the small but influential National Association

of Labour Teachers (NALT) which complained that "there

was no sign 6f a socialist policy dictating the course

of action.“59 This stricture folloved a general criticism

of the parliamentary party's lack of enthusiasm for

comprehensive schools, and a bitter persanal attack on

Tomlinson's record on the matter.60

The cause of this
outburst vas Tomlinson's intransigence in the face of
Conference demands, and his curt rejection of the
comprehensive schools proposed by the Middlesex Lgp in
its original Development Plan. Tomlinson's estrangement
from party pﬁlicy vas complete after the publication and
endorsement of 'A Policy for Secondary Eddcation.' It

had been slipped through the 1950 Conference according

to one critic, "by a small group of enthuéiasts."61
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With a pungenf flourish, Tomlinson warned that "the
party are kidding themselves if they think that the
Comprehensive school idea has any appeal."62
Within the parliamentary party, technical educatien
was keenly discussed, and linked to economic performance.
The Jjunior technical schools were the subject of praise
and solicitation. Their functions vere variously
regarded. In some quarters the vocational training they

63 1The utilitarian

had proQided vas especially commended.
conception of technical school education was complemented
by reference to its educational justifications. But
concerns about early seqregation raised doubts about
the suitability of even the best junior technical schools
as models for the future. 'Double Bias' schools were
favoured, and attention drawn to local experiments,64
and for the needfar grammar schools to reflect technical
subjects in their curricula.65
Once it became clear that technical schools vyere
not popular with local authorities, the parliamentary
party shifted its attention to the provision of technical
education in grammar, modern and comprehensive schools.66
Comprehensive schools vere largaly unknown before
the 1950's. But ideas about what they should - or
should not - be were current in the 1940's and influeﬁced
conceptions about secondary technical education in the
Labour party.
Ellen Wilkinson was conudnced that "secondary education
for all does not and should not mean grammar school

n67

education for all, This was a reaction against those

in her party who sawv the comprehensive school in those

terms. Her ovn preference wvas for a bipartite systenm
of secondary education in grammar and technical gchools,
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vhile she expressed grave reservations about the vocational

interpretations of modern schools she encountered at the
Ministry. Sheacquiesced to "three types" once she

vas satisfied that opportunities would not be closed to,
the modern school pupil.68 Nonetheless deep confusions

are evident as she grappled with her parliamentary

aides to come to terms with the concept of a non-academic

secondary modern course.69 They employed the catchwords

of progressive educational thought without an understanding

of classroom practice.,

After her attempt to break free from her advisors,
Ellen Wilkinson returned to the safety and order of
tripartitism. Equality of opportunity through
separate schools became her ambition. She was anxious

therefore to promote technical schools as alternatives
to grammar schools by emphasizing their educational
nature and the success of’their pupils.70

But party members were among those who.were
unconvinced by the procedures for selection at 11, and
saw in this early segregation a secondary school system
which mirrored the occupational destiny of school
leavers. Under the tripartite system the grammar school
continued to enjoy superiority over other secondary
schools. The solution was the establishment of
comprehensive schools. This "social equality"71
view of comprehensive education vas increasingly typical
of the party as a whole; and wvas argued most elegantly
by Anthony Crosland,

But 'comprehensive' education meant a number of

things to party members. If some, like Ralph Morley

(sponsored by the NUT) was-clear it did not mean grammar

/<;(¢
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school education for all,72 Gaitskell as late as 1958
rather ambiguously seemed to suggest that it did.73

The dominant viev among Party ‘experts' was that
the number of arammar places could be greatly increased.]a
This could be achieved through the comprehensive - grammar
school which was "a microcosm of the classless society."75
It would also promote scientific and technical education.
During the war there had been some concern that exigencies
might distort secondary technical education into
vocational preparation. As this fear subsided technical
education was taken up vith enthusiasm as a means of
bringing reality and diversity to the curriculum,
especially with pupils remaining at school to 15. "A
great extension df rooms and workshops for technical
education is necessary in schools," declared the NALT,
so long.as this was not confined to technical high

76

schools. The comprehensive school vould ensure that

the most able would benefit from technical education,
as wvell as guarding against the possibility of the less
able being placed in "shop courses" and "vocational

77 As such, technical schools vere "a

78

training."
doctrinaire anomaly" vhich stood in the vay of an

expansion of technical education under a comprehensijve

system.79

Viewvs vithin the parliamentary party, and local
government, and of teachers wvorking outside the
comprehensive schools vere distinguished by greater
empiricism. Modern schoal teacheré argued that tripartitism
vould not -be overturned for many years., The immediate

task therefore was to "make the Secondary Modern schaol
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as good és it can be." It wvas essential to reject "the
old view that there was something dangerous and illiberal
about technical education," because vell-planned courses
provided satisfaction through vocational preparation, °
making good use of the extra year at school.80

The recognition that a fully comprehensive
system of secondary education was some vay off meant that
the grammar schools continued to find favour, not least
since they were "the main existing source of supply"
of scientists and technologists. Some jrammar schools, .
it was arqued, could well be converted to technicai schools.81
The hasty abolition of grammar and technical schools, |
varned some party members, would seriously reduce the
nation's supply of scientists, technicians and engineers,
and increase the dominance of independent schools.82

These views found greafer support as the decade
advanced. The subject of secondary organization came
to be regarded from the realities of existing provision,
. especially the need to provide an adequate education for

pupils in Modern schools.83

Difficulties in the vay of

the general establishment of comprehensive schools were

squarely facedyea

so that phe party's major policy
statement 'lLearning to Live' (1958) toned doun the issue,
by pointing out its long term nature and the need to
respond tao local circumstances. It committed the party
to the expansion of scientific and technical education

85

beginning in all schools. In the meantime, experiments

with bilateral technical-rodern and grammar-t echnical
schools vere velcomed, 56

(b) The Conservative Party.

The Conservative Party emerged from the war vith
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a public commitment to a "considerable expansion in

technical and vocational training,"87 presenting itself

as the defender of the national interest.88

The
urgent need to develop technical education vas contrasted
vith neglect by the Board of Education. Even the
raising of the school leaving age was seen in vocational

9
terms.8

Down to about 1950, although the majority in each
major parliamentary party believed in an educational
meritocracy based 6n selection, Conservative attitudes
had not ;et hardened into the rigidly tripartite ideology
they assumed in the early 1950's. In consequence,
concern about the growth, facilities and poor prospects
of the technical schools,90 was tempered by a desire to
improve "purposive" education in all schools especially
modern schoolsg.l For some, the likely hegemony of the
grammar, that is, academic curriculum in the common school,
vas sufficient reason for separate schools. Butler
himself had velcomed experiments with modern-technical
schools.92

This many sided approach to secondary technical
education vas shared by local Conservatives who advised
the Parliamentary Education Committee. In Middlesex,
for example, the expansion of secondary technical education
took place in grammar and modern schools, thereby
retaining the principle of selection.93 Selection
wvas a cardinal principle of secondary organization among
Conservatives, preferably at 11. It would not preclude
modern schools offering specialized courses to pupils of
13+

The breakdown of inter-party consensus on education
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after about 1950 had repercussions for secondary technical
education. Conservative reflexes against comprehensive
education came to be seen as an electoral advantage.,
Howevef,'during the 1950s. the integrity of separate *
secondary technical schools was undermined during
successive Conservative administrations. By 1965,
Circular 10/65 confirmed a process already wéll-advanced.
The optimism of the Crowther Report which saw a future

for the technical schools as specialist experimental
institutions94 wvas overtaken by events.

" Policy during the first half of the decade favoured
the technical schools, as Florence Horsbrugh the incoming‘
Conservative Minister, took up the political challenge
of secondary organization. She declared herself
unambiguously in favour of "the tripartite scheme", which
had to include a credible number of technical schools.95
The lines of policy had been indicated in opposition
with the condemnation of multilateral schools which vere
regarded as destructive of grammar school standards.

Better modern and technical schools vere the real need,

vith the latter a priority demanding the "first considerationvgﬁl
These views were stridently echoed in the party as the

cautious mood of the 1940's gave way to a more hostile

and combative tone.

Conservative teachers, formally represented on the
National Executive during the 1950's, expressed opposition
to multilateral schools. They strongly favoured vocational
preparétion,‘however, declaring that many children in

modern schools derived little benefit from the extra

year "and wvould be better employed in learning the tools

of their trade."?7 Differences in "capacity"” meanwhile
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pointed to a rigidly tripartite division and a special
Plea was entered for the expansion of secondary
technical education.98

These opinions lent support tao the continuance of
separate technical schools. But the main concerns vere
selective g rammar and public schools, a popular issue
among party members. Defence of the gqrammar schools
wvas the object of Ministerial policy. Mistakes in
selection, Miss Horsbrugh declared, vere preferable to
the widespread adoption of comprehensive schools.99 Her
defence of separate schools vas greeted enthusiastically
vithin the Party. Friendly educational opinion vas '
sought, notably that of Dr. Eric James.+00 At times,
the need to maintain separate schools seemed almost to
be a sufficient justification for the inequitable

distribution of selective places.101

The Party
Conference repeated its bélief in selective qgrammar and
technical schools. The Minister, emboldened by this
support, gave succour to parental groups fighting the

102

extinction of local grammar schools, As late as

1957, Party opinion vas resolutely vedded to the concept

103 wvhich bhad ceased to conform

of a tripartite systenm,
to the facts of secondary organization.

But Conservatives held fast to selection, By the
mid-l950's'd0ubts about the "three channel division"loa
had been replaced by the more general belief in the
desirability = of separation of children according to
"aptitudes and abilities, regardless of names and labels."105

Under the parliamentary leadership of Eccles, Boyle,

Hailsham and Lloyd this came to be interpreted as a

division between grammar, modern and emerging comprehensive
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schools. Eccles wvas avare that his "ideas about education®
vould not lessen political controversy since the Party
remained committed to selection., But he also

emphasized the demands of the "scientific revalution® uptn
the schools and in particular the need for "technicians

and skilled workers." This led him to emphasize the

place of "secondary moderns as satisfying alternatives

106 This was far from being the

to grammar schools."
case, so that modern school re-organization became the
principal cbject of policyAlater in the decade. Thus,
the revival of political interest in scientific and
technical education in the second half of the decade did
not coincide wvith a revival in the fortunes of technical
schools.

Eccles assumed office in propitious circumstances.
He was determined to improve technical education, and
effect rural secondary re-organization,107-§ traditional
Tory concern. It was in these years that the Party
"became converted to the importance of education,":98

Technical education had become a live political
issue by the middle 1950'3 in response to gloomy
predictions about Britain's international competitiveness,
‘and the shock occasioned by advancesin Soviet technology.
?arty leaders including grandees like Salisbury, and
Churchill as vell as Macmillan and Eden vocalized
these fears, committing the government to redress the
position.

"This scientific revolution may be world vide,"

Eden announced, "but the prizes will not go to

the countries with the largest populations.

Those with the best systems of education wvill

win."

Eccles had already announced his support for

W‘ ‘ﬂg“’“i ggucation in
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. sdhools, notably by the Industrial Fund. As Minister he
had the backing to create "more scientists and technologists,,
by raising the standards for all bur children,n110
Tﬂis shift of emphasis from questions of 'excellence’ aqd
the place of the 'grammar' schools had been put in train
at the Party Conference of 1955, Eccles rejected calls
for more secondary technical places and stressed the
importance of improved modern schools.lll This wvas
echoed by Boyle , wvho stressed the need to develop
manpower skills "all the wvay along the line."112
This policy had important consequences for the positioal
of secondary technical schools. .

It wvas clear by 1955 that local preferences vere
not in favour of the establishment of secondary technical
schools. Ministers of Education, meanvhile, had begun
to include technical school places in the total number
of selective places in an attempt to improve that
figure. |
1955-57 vere years of uncertainty for the technical

"schools. The shift of emphasis to rodern schools yas
popular within the Party because it did not disturb the
principle of selection, while making secondary education
for all a reality., The positioq of secondary technical
séhools, Angus Maude arqued, was therefore anomalouys.
They vere an impediment to the development of both
modern and jrammar schools, and should be abolished.113

Eccles announced the end of tripartitism in April
1955 declaring that he wvas against "too much" vocational
education. He imposed strict conditions for the approval

of newv secondary technical schools.lla Eccles

announced his "working rules" at the N,U.T. Conference.l15
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He expressed ideas that wvere developed in the White
Paper on Technical Education (1956). The accent on
secondary technical education vas wvelcomed. Issac Pitman,
for example sav it as a means of reviving the junior
tachnical curriculum in modern schools.!!é Angus Maudev
noted with satisfaction that the White Paper edorsed the
policy that the Middlesex LEA had been vorking towvards
for some time.117

The White Paper decreed that technical schools should
become like grammar schools. This view - by no means

118 for a number of reasons,

original - wvas popularized
Firstly, the move towvards science in grammar schoal .
sixth forms was still too slow, and compounded by the

issue of early leaving. Grammar and technical schools
together could fill the gap in national demand,119 with
technical schools acting as pathfinders. At least

as important was the growving acceptance among the mare
sophisticated Tories, who found themselves‘in control of
Government policy, that the 'Christianised Platonism' which
had characterized thinking about secondary education at
the time of the 1944 Act vas false. Rigid segregation

120

vas no longer possible. Boyle argued that the hyperbale

of so much popular debate about national survival vas
accompanied by the demand for improved technical education,
neglecting the fact that successful training must build

121

on thorough primary and secondary education. This

meant an enlargement of the scope of all secondary
education, allowing vocational studies their fullest

122

expression in further education. This vas proposed

in 1956 and again in the 1961 White Paper 'Better Opportunities

in Technical Education.’
The 1956 White Paper was intended to be a "charter"
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for the remaining secondary technical schools to develop

as real alternatives to'the grammar schools, 123

The
change to secondary policy was made in pro-scientific
terms. But it was also made in terms of jodern school
successes, especially the numbers proceeding to HoN.C.

courses in technical colleges,124

evidence of the ability,
as yet untapped, in unselective schools. This was further
demonstrated by modern school entries for '0' levels.

The recognition of these facts meant that modern schools
could equally well provide the sort of links technical
schools had developed with further education. The
technical schools, meanwvhile, by developing as variants

)

of grammar schools would strengthen their links with
universities and colleges of advanced technology.125

The modern schools vere particularly noticed in
the Party. Their success was linked to improvements in
living standards and appeared to vidicate the belief of
leading figures like BuFler in éxperimentation. It wvas
left to Vosper the Parliamentary Secretary to declare that
the modern school was 'the most outstanding post-war
development in education."126

Although the old formula of tripartitism vas
repeated vithin the party it had been replaced by a
belief in selection, and the promotion of wodern schools
in terms of their examination success, and the need for
rural re-organization., Hailsham most definitely expressed
the similarities between technical and qrammar schools.1%?
These sentiments vere echoed by Lloyd, and given

considerable force in the important policy document

'Secondary Education - A New Drive,' (1959).
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In the second half of the decade the Party adopted
a less rigid and less defensive stance on secondary
organization. Selection remained g3 cornerstone of policy,
but the health of the qgrammar schools and a8 recognition,
of the worth of local experiment such as the Leicestershire
scheme, alloved the Party to take a more relaxed
attitude. The influence of personalities such as
Eccles, Boyle, Butler and Hailsham wvas also important
in educating Party opinibns. They accepted the existence
of a considerably wider pool of talent than vas formerly
supposed, thereby accepting the need to improve the
M.odern schools, in the light of their curriculum successes.
This realisation, compounded by the problems of selection
for technical education, also marked the effective
abandonment of a class of secondary technical schools,

(v) secondary Technical Education and the Labour Market.

(a) The Professional Institutions.

After the war, the gradual disengageméﬁt of the
technical schools from gheir parent colleges meant
the professional institutions lost direct contact with
secondary education. In any case, their outlook vas
marked by a greater 'purity’ which stressed the need for
preparation in 'fundamental' subjects before embarking
on National Diploma courses. The grammar schools became
the focus of interest for the recruitment of future members
of the proFessions.128

ThevElectrical Engineers, meanvhile, had re jected
specialization in their professional examinations, They
called for a "new conception” incorporating more "common

material” in "basic scientifie subjects", It required

a "drastic pruning of applications and techniques" from
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129 The move tovards basic subjects found

the syllabus.
clearest expression in the Common Preliminary Examination
of the Institutions.

Occasionally, local schemes vere negotiated
taking g.rammar school boys direct from their sixth form
~courses ta H.N.D. courses in technical colleges.130
In general, the groving links betveen g.rammar and modern schools
and the colleges vas an important development
in the 1950 s.

The success of grammar school technology course
and the inception of the Diploma in Technology meant in
any case that fev boys wished to continue their technical

131 vhich had been the traditional

education part-time,
t echnical school route., Not least, the suspicion
remained to cloud all school attempts to develop practical
educatibn that "technology will simply mean less
mathematics, physics and chemistry.“132
Secondary technical schools, meanwvhile, still
preponderantly without sixth forms, could not follow
this lead. They still managed in some cases to secure
exemptions from the first part of Q.N.C. courses. This
was marked in schools still housed in technical colleges
and proved attractive to employers of skilled labour .12’
The Engineering Institutions though, sought future members
in the '"grammar and public schools;"l3a craftsmen

would be drawvn from modern and tachnicsal schoola.135

(b) Employers and Trade Unions.

The co-operation of emplayers with the education

gervice. took off after the war, with the growth of day

rele336136 for technical and technolagical staff. This
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vas velcomed by the trade unions and Ministry of Education,
vho sought to extend the principle to unskilled workers.
It wvas achieved through the efforts of the local
authorities and technical colleges, although it wvas
recognized that day releése must build on a "sound
foundation" laid in the schools.l??

Leaders of industry varmed to the theme, proclaiming
a vigorous role for the employers in helping determine
the wvork of the schools. The need to create a graded
technocracy, declared Sir George Schuster, meant that
schools must rid themselvés of their prejudices against

manual work.l38 Sir Harry Pilkington applauded the

move towards science in grammar school sixth forms.139
"I am the user," declared Sir Hugh Beaver, President of
the FBl, complaining the schools encauraged "too much of
escapism - disguised .. as freedom for individual

development."140

Admitting industry's "“legitimate <':laim."ml on the
schools, what was demanded of them and how far was it met
'by the variety of secondary schools?

The FBI's membérship increasingly recruited science
graduates. They looked for the "good 'all rounder'".142
The demand was for schools to equiﬁ Pupils with "a firm
grounding in vritten and spoken English, and .. a
realistic and attractive approach .. to mathematics."la}
The British Employers' Federation (B.E.F.), meanwhile,
claimed that "basic subjects”" were neglected by modern
schools in favour of vocational subjects which was best
left to part-time education within industty.laa

Technical education, in short, was concerned anly with

vocational preparation and the “advancement of British Industr}a1
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Secondary schools could include "practical work" within

a "well balanced curriculum" as the technical schools did,146
proof of which was the high proportion of leavers who |
proceeded to technical colleges. This acted as a stimules to

147 The inclusion

advanced eeurses in technical colleges.

of téchnology in secondary education, and the need to

ensure that a proportioh of the "grammar school" stream

entéred industry, wvere ptessing issues in the 1950s.

Solutions often had much in common with the approaches

being developed in the most selective technical schools.148
Teachers and employers expressed incompatible objectives.

Teachers looked at the liberal possibilities of practicai

education, vhile employers (although they seldom demanded

vocational skills) were frequently suspicious that technical

education meant a reduction in the time given to 'basic'

subjects. Employers feared that technical education might

reduce the potential for training in school leavers - "the

capacity for future development" - vhich was widely interpreted

in terms of "character rather than attainment ."14?
Teachers in technical schools remarked bitterly

that courses like engineering, engineering drawing, and

metalwork were dismissed as "of no value to industry,"

in favour of English and Mathematics, followed by works

training.150 One critic wvarned of the dangers in speaking

for industry as a wvhole. The variety of courses offered

by technical schaools were aihed at different levels of

industrial employment, from future professional engineers

to skilled craftsmen. The former demanded mathematics

and English; the latter often included vocational instruction.
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Teachers were ‘groving in confidence about the educational
wvorth of their courses, réjecting "dictation from |
industry."151
Nonetheless, employers did comment on the poor
preparation offered in many secondary schools., There
was a measure of support for this point of view. The
concern vas that practical education neglected, "Basic
subjects,." It wvas the dut9 of teachers "to impose by
discipline what inclination turns avay from .. industrial
firms regard the responsibilityfor teaching technical
subj;cts as theirs."152
Secondary schoel leavers, complained the education .
"officer for Vickers-Armstrong,. were frequently unable
to express themselves in speech and writing."
"We are adequately equipped and staffed to train
apprentices in workshop practice," he declared,
"but not-to attempt to make good deficiencies in
their general education .. We too, deplore time
sacrificed in the schools to vocational training."
The Education Officer of the Dowty Group cgncurred,
vriting that

"there was no marked difference in ability,

after the first few months, which could be
attributed to the existence or absence of previous
vorkshop experience."

1t was far more important, he maintained,
"to have had a sound education in English,
mathematics or science," than "to have done
metalvork or even engineering drawing."
Employers, a Youth Employment Officer concluded preferred
school leavers
"to be equipped with more mathematics and less
benchwork .. Educationally this may be unsound,
but .. it is a view which deserves consideration."153

There was a chasm betveen teachers and employers.

One technical school headmaster wvas constrained to vwrite
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that no less English or mathematics was taught in technical
schools; their aim wvas "to turn out well educated
youngsters through an appeal to their vocational interests."
Craft subjects and drawing vere not simply instrumental,
wrote a teacher from Yorkshire - "te omit craftwvork froé
any child's schooling is to leave a gap that he will feel
for the rest of his life."154
"We do not aim to give vocational training,"
declared a craft teacher from Wigan in exasperation,
"industrialists should make the effort to discern
wvhat schools of this type are trying to do and
should recognize and value their aims and methods,"155
He was disappointed. Employers continued to
complain that the content of secondary courses penalized
them, demanding "wider teaching of elementary science
and mathematics'" and a reduction in "the amount of

specialized science instruction,"16

Teachers responded
in kind. Bitterness was expressed by teachers in technical
vhigh schools, because of the neglect of their advanced
courses and use of workshop facilities, which "inflexible"
training officers could not build on in their training
sn::hemess.ls7 .

Practical education attracted criticism in the
light of allegations about falling standards. Full
employment and progressive methods penalized industry

in its search for employees.158

The Under Secretary

at the F.E. Branch, within the Ministry of Education,

had moderated his enthusiasm for technicsl schools and
realistic studies. "A good general education,”" he assured
the F.B.I1. Southern Region, was a necessary precondition
of successful technical education, "the schools were

thoroughly avare of the importance of science .. they

quite rightly taught little or no technology."!5?
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Hostility or lack of understanding tovards the aims of
secondary technical schools vas typical of employers
after 1945. The close links with industry developed in
the localities befween the wvars were lost except for those
schools which remained like trade schools. The interest
in technical education by employers was in day release,
as wvell as training at work. Special schemes such as the
building schools also attracted favourable comment for
their efforts to increase numbers entering apprenticeships
in the industry. As late as 1957, technical schools
vere praised for characteristics which educationally and
physically had become a limitation - "their close
agssociation with technical colleges .. an advantage in

vw160

securing apprenticeships. In some quarters, the

passing of the Trade schools wvas a matter of regret.161
fducationalists had decisively rejected trade schools
by the early 1950Qs, 162 though several survived
vithin the L.C.C.

The 19508 were marked by the widespread growth

163 But

of practical courses in all secondary schools.
employers, particularly large employers in scientific or
technical industries, vere not moved from their suspicion
that the educational grounding of recruits was thereby
harmed.

The result was that grammar school headteachers
vere defensive about fechnology, stressing the
attention to "the inculcation .. of principles"lsa
The 1.A.H.M, Chairman, meanwvhile, reassured employers
that specialization was delayed "until late in the school

career," and built on "a grounding in the humanities," 16’

The B.E.F. for its part cautioned the C.A.C.E. (England)
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that pupils from modern schools entering industry:

"should have a sound knowledge of the

basic subjects, rather than technical skills..
Given the right teaching, a larger proportion
of these young persons could attain the
educational level considered desirable - by
industry,nlé .

Technical school headmasters, frustrated by the lack
of acceptance of their courses by employers, stressed the
increasingly selective intake of their schools, and
the 'realistic preparation for careers in industry"” they
of fered, in distinction to the grammar schools,l6?

Many employers in any case were still distant from
research, technical change and improvements in ‘
productivity, including a number of the largest concerns.168
Works training continued to receive preference to graduate
entry among some engineering f‘irms,169 symptomatic of the
suspicion about education as a vhole, and was particularly
marked in the motor-car and aircraft indust:ies.170
Industry, said one headmaster, wvas wasting the skills of
scientists . it already had.}’!

After 1945, the trade unions, working through the
T.U.C., continued t9 press for policies developed before
the war.l72 The T.U.C. collected information through a
system of regional advisory councils vhich included education

wifhin their purview.”3

Although loosely committed to
comprehensive education, the General Council vas

prepared to work in the meantime through existing
institutions, an attitude which in the late 1950s drew the
fire of members,17a

With regard to the curficulum, the TUC supported

practical education in a core of "general" subjects:
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"In pleading for a very liberal provision of

general education .. in many cases this end will

be best served by exploiting the immediate

environment and the close interests of the

young person .. much of the teaching will

be related to _and revolve around his industrial

interests."!

The C.A.C.E. (England) was told that:

"a good general education should be significantly

related to the vorld outside school .. and must

take account of the growing vocational interests

of .. young people."1l76

A balance of practical and general subjects would
prepare adolescents for industrial employment better than
nspecialized' education, whether academic or .. vocational.:’’
For this.reason, the Newsom Report was welcomed because
of its recognition that "education should be clearly
relevant to the needs of young people in the vorld
outside school” with the proviso that "all courses

with a vocational reference must be vehicles of general
education."178

Concern for the development of technical educsation
vas deeply felt within the T.U.C. The greafest possible
circulation for the Cbngress‘ "Statement on Higher
Education" was sought among the local authoritieg.l’?
It vas a response to Britain's apparent shortage of
scientific and technological manpouer. Topically,
technical education vas discussed at the 1956 Congress
vhen it was linked to a "complete overhaul" of secondary
education in favour of comprehensive schools "in.order
that the supply of students for technical education may be
considerably extended."180

In the meantime, the T.U.C. argued, the shortage of
technical school places should be rectified by allowing
"modern technical secondary schools"181 to compete

vith grammar schools on equal terms,
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(vi) Conclusion.

The importance of 'science' and 'technology' as a
means of national regeneration coloured discussions of
public affairs in these years. Education vas no
excepfion. Yet the technical schools remained on the
margins Sf secondary education.

The schools were‘not able to surmount the confusions
vhich wege present at their origins. Although it was no
longer aéceptable to think of séhool organization in
terms of instrumental functions (associations which
nonetheless vere slov to dispel) their educational
justifications vere unclear, and in the context of
‘tripartitism' remained obscure. The issue of positive
selection for technical education had been avoided until
1944, Privately it wvas wvidely admitted that research
on the subject was inconcluéive. The clinical division
of secondary schools proposed by the Miniat;y of Education
vas questioned by local authorities at an early stage,
and became steadily less convincing until it was
formally abandoned in 1955.

The decade between 1945 and 1955 saw technical schools
passed by. Buried under administrative problems (cost,
selection) they suffered from a lack of projection. They
vere fatally caught up by changes of policy as the
organization of secondary education became a major
political issue from the early 1950s onvards. The ideal
of selective technical school, re-stated as late as the
White Paper on Technical Education (1956), proved to be
a fragile construct with which to oppose trends in

secondary education. Practical secondary education was

-
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becoming wvell-established in other secondary schools.
The technical schools, moreover, were drawn into the
controversy about common schools, If technical 'aptitude'
vas impossible to estimate with precision, there could
be no justification for limiting practical educstion to
pupils of a certain band of ability,
In one other important respect the schoois proved
to be handicapped by the associations of the past.
Employers continued to misinterpret the nature of
technical education., It was regarded as a substitute for
preparation in 'fundamental subjects'. The professional
institutions, meanwhile, once friendly towvards
vocationalism, were increasing 'pure' in outlook,
distancing themselves from practical education in schools.
Thus, in a period wvhen science impressed itself on
national life and when the labour market justifications'
of education had never entirely gone awvay, the secondary
technical schools vere unsuccessful in estéblishing their

presence.
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CHAPTER 7

The Evidence of the Development Plans: Local Authorities
and Secondary Technical Fducation 1944-51,

"every local authority.. submit to the Minister a
plan.. shoving the action which.. should be

taken for securing that there shall be sufficient
primary and secondary schools available for

their area and the successive measures by which
it is proposed to accomplish that purpose."
(Education Act 1944, 7 and 8 Geo. § CH31, 6~7)

(i) Problems, Percnetages and Preparation.

The Development Plans wvere conceived in a spirit of
reform - the belief that the extension of educational
opportunity vas a political priority, and that the
local authorities should all provide a similar standard
of secondary education. Following the publication of
the White Paper outlining the Government's intentions
for reconstruction, A.L. Binns wrote personally to the
Permanent Secretary Sir Maurice Holmes to say that
coefcion must be a weapon in the Board's armory if
reforming hopes were not to disintegrate. Holmes replied
that to some extent this undoubted need would be met
by the Development Plans.l

But the Develapment Plans also ove something to
a static viewv of society. They were predicated on low
rates of demographic change and very long term planning
including estimates for capital expenditure. It was
soon realised that the programmes they outlined could
only be notional.

However, if the Development Plans are not a guide
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" to fhe evolution of post-war‘pblicy' they illustrate
very clearly the conceptions of secondary education held
in the localities. They also reveal the influences on
their authors. Combining the merits of the census and o
the opinion poll they aré a8 guide to the local educational
intentions of the post-wvar years. VYet it is as vell to
realise first some of the limitations which attach to
their use.

Statistically, the plans do not provide an accurate
assessment of school population trends. Furthermore, a
complete set of plans probablydoesnot exist outside the
PRO where a number remain embargoed despite the thirty
year rule. Great reliance has been placed on Joan

Thompson's monograph, Secondary Education Survey,

(Fabian Research Series 148, 1951). This slim vork
contains a number of errors and omissions arising from
the use of provisional plans which have diminished its
usefulness. | |

The present survey is based on a study of 134
| plans out of a total of 146 . 115 of these vere
inspected persanally; Joan Thampson's survey was
consulted for 19 authorities. The remaining 12 vere
untraceable but not for major auth;rities, except in
Wales.2

A shortcoming of educational records of this
type is that they reveal little about the nature of the
decision making process which shaped local policies. It
vould be rash to generalize too firmly about the creation
of post-war educational policy. But localism has

been a stronginfluence, and it is unlikely that local
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studies will result in the 'same tale many times told'.
This is confirmed by the groving literature on the
subject.3

Moreover, the questions asked in the plans are
not always those which interest the researcher,
Details about the school curriculum are incidental;
junior technical gchools are usually excluded; the
prolix form'of presentation was intended to meet the
needs of Divisional Executives.

Used with caution howvever the Development Plans
are stili a useful archive., From the great mass of
detail they contain certain statistical expressions
may be extracted. Of great interest concerning
secondary organization are the relative proportions
of children allocated to the various types of school.
Ministry guidelines suggested about 70-75% of modern
school places and 25-30% grammar and technical school

4

places in each year. The Spens Report had earlier

found that roughly 15% of elementary School leavers
vere able to profit from a secondary school education
and recommended that there should be a considerable

development of technical high schools.5
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Yet tripartitism vas never really established.
As the Central Advisory Council for Education (England)
reflected:

"To justify us talking of a tripartite system, ve
should need as many technical schools as grammar
schools. In fact, ve have four grammar schools
to every technical school and six grammar school
pupils to every technical school pupil. Over

40% gf the loqal education agthorities do not

provide technical schools..”

Statistically the tripartite ideal never approached
the suggested proportions even in the Development Plans.7
Local preferences howvever reveal wide differences in
planning for secondary technical education. (see appendix I)

The tables (in Appendix 1) demonstrate that as
vith Junior Technical Schools, the County Boroughs in
England shoved a more marked preference for technical
schools than the Counties. Almost half the County
Boroughs planned for 10% of places in technical schools,
and a number - Doncaster, Hull, Sfoke-on-Trent - made
allowance for more than 15% of places. Exceptionally
20% technical school places wvere anticipated at Canterbury,
Gateshead, Liverpool and Tynemouth. Of the remaining
English County Boroughs, a fifth planned for less than
10% of technical school places. The rest made no
'provision for separate technical schools but intended
to develop technical streams, usually in conjunction.
with modern streams, though grammar-technical schools
wvere not uncommon. It was rare for authorities to
reject wholly the technical.stream as Bradford and
Coventfy did in favour of multilateral schools.

The English counties on the other hand made

allovance for lower proportions of technical school

places, though large overall numbers vere sometimes
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anticipated in authorities like Lancashire, Kent and

Essex. These LEAs built on earlier traditions, but
elsvhere, the wartime expansion of junior technical schools
had been a basis for experiment, as in West Sussex., But
the most significant feature of the County plans was the
great fund of experience of separate technical schools
abandoned by the largest authorities, London and

Middlesex, and the rejection of separate technical

schools by the West Riding.

The position in Wales is less clear since principal
Development Plans are not available. The Swansea LEA
meanvhile had still not obtained approval for its
proposals by the late 19503, Rural Wales made no
significant moves to provide technical schools. Indeed
the form of secondary organization vas not a major issue_.8
The County Boroughs vere hardly warmer in their support.
Cardiff alone made plans éor separate technical schools,
wvhile Newport, where the first Welsh J.T.S. had been set
up took the opportunity .afforded by the plan to aprogate
the experience of the past, preferring technical streams
in grammar and modern schools,

The preparation of the plans wvas left to
proféssional officers, vorking in co-operation vith
other departments, especially the Borough Surveyor.

The local Reconstruction Committees that had been

9

constituted to implement the Education Act” found

themselves looking to the Chief Education Officer (CEQ)
as the 'expert' for quidance about the fomsecondary

organization should take.10

Elsevhere, there was an interplay of forces,
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Alec Clegg, while he was not unsympathetic to the

case for multilateral schools advanced by the forceful
Walter Hyman, (Chairman of the West Riding Education
Committee), was obliged to emphasise separate parts ¢
of the Development Plan to interested groups in the.
hope of diffusing a potential split in the Education

Committee along party political lines.11

In Staffordshire,
the Education Committee and the CEOQ, Oxspring, vere

in agreement that multilateral schools should provide the
bulk of secondary places.12 Their view vas not alvays
mirrored at divisional level.13

In West Ham, strongly Labour in its allegiance
the entire Reconstruction Sub-Committee was closely
involved in the decision to adopt a tripartite secondary
system. They vere led to this conclusion by a small
number 6f 'experts' and political spokesmen. The CEO
and the chairman of the Education Committee were most
in evidence, joined by a small group of councillors,
and co-opted members, especially teachers.la A
gimilar balance was evident in Middlesex, thinly
disguised as 'Townley' in Saran's study.

Party politics did not play a significant part in
determining the organization of secondary education.
Undoubtedly from the late 19408 it became aklive
political issue. But in the local context a corrective
is needed to the view that Labour controlled authorities
favoured the common school while Conservatives and

Liberals were inclined towvards selecti°n.16

That
alignment was embryonic (and sometimes inaccurate) and

does not find expression in these documents. In 1946, when

Labour controlled 10 Counties apart from London and 52
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* County Boroughs (43% of LEAs ) only "a mere handful
of local education authorities ﬁroposéd organizing their
secondary education on the basis of the common school."17
The grammar school held the respect of all ghades .
of political opinion, inéide and outside parliament. The
Labour outlook in the 1940s was not primarily conditioned
by a viev of education which related secondary organization
(and in particular tripartitism) to social structure.
The common school lobby vas a teachers' lobby and in the
constituences it was an education committee lobby. As
such, wvhile influenced by social and political configurgtions
it vas "the educational disadvantages of the modern
school and the unsatisfied demand for grammar school
education, not the inequitable social structure of
Britain, which provided both the force and the context
of the campaign for reform."18
Nor can practical considerations be divorced from
political pogitions. Expressions of pfincible vere
bound by everyday considerations. The plans
‘afforded the chance to restructure schooling but
could not assume a‘clean slate on which to mark out the
future. Central priorities and resources vere fixed -
too low so far as school building énd the provision of
e;tra places was concerned., Education itself vas
not a major preoccupation of a government beset by
economic difficulties and pre-occupied by the issue of
nationalization.19
Locally, anterior forces proved influential in

shaping policy. The existing stock of school

buildings limited conceptions of advance to such an

ex:ent that the hopes of politicians, plannérs and
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interest groups wvere sometimes seriously affected. 1In

Bolton for example these difficulties meant that

principle was limited by expediency. While the

comprehensive school was preferred it wvas '"realized ’

that for some years ahead secondary education will continue

to be provided in existing secondary schools, each

devoted to a particular type of secondary education."20

In these circumstances, educational principles sometimes

collided with established practices. Teachers in West

Ham for instance initially opposed comprehensive schools,

not on principle, but fearing the disruption’

implementation of the policy would cause.21
Mention must be made of the bodies which sought

to influence secondary organization - and of one which

did not. Educational planners wvere obliged to consider

the claims of many interest groups. There is an extensive

literature on reconstruction to be set alongside the advice

from the Board and the Ministry of Educatién. The

support for Comprehensive schooling has been well surveyed.

Printed and published material was supplemented by

conference resolutions and even by direct approaches to

B LEAS ,22

Importantly, the AEC, which might have been
calculéted to influence secondary organization in the
Development Plans did not do so. The Association
résolved that while experiment in secondary organization
wvas to be welcomed each local authority should "be

left full automony in the determination of schemes.. in
its areal"ZB defeating the proposal that it should

collectively support the multilateral principle.24

Accordingly the Association's influential Secretary
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William Alexander was obliged to keep silent on matters
wvhere he had a considerable interest although he found
it hard to conceal his dislike of multilateralism.25
Consideration of the plans by the Ministry extended
over a number of years. It was soon realised that the
original date for their submission wvas unrealistic?®
and authorities wvere oﬁliged to seek six monthly
extensions. Only a handful had completed their pians by
lst April, 1946 the appointed day, and steadily over the
next two and a half years the remaining plans vere
submitted. The process of consultation and approval wvas
a lengthy business. Though most plans had been examined
by the end of 1948, with 25 authorities still awaiting
comments, only 30 plans had been approved, about a
fifth of the total.27 Progress was rather svifter in
England than in Wales; wheréas a third of English plans
had been accepted by the end of 1949, in Wales,
"progress .. vas slover than had been hoped."28 By the
end of 1952 tvo major authorities, Monmouthshire and

Swansea were wholly recasting their plans.29

TABLE 10
Development Plans submitted under the 1944 Education Act,
England and Wales,

Elgz: ) Plans Plans Outstanding

Date (%%E%%ET%% b§25§%%§%rx England - Wales

1 Apr 46 16

30 Sept 46 66

31 Mar 47 92

31 Dec 47 126 . 6

31 Dec 48 146 30

31 Dec 49 - 48

31 Dec 50 70

31 Dec 51 101

31 Dec 52 120 21 5
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ot ; glagz ) ) Plans Plans Qutstanding
ate ubmitte Approved

— (complets) by Ministry Enqland - Wales
31 Dec 53 130 11 5

31 Dec 54 134 7 5

31 Dec 55 140 4 2

31 Dec 56 142 3 1

31 Dec 57 145 1

Source: Ministry of Education, Annual Reports.

(ii) Influences on Secondary Orqanization

"It is perhaps not an exaggeratedclaim to make for
the newv Education Act," declared the Portsmouth LEA,
"that the measure of its success will depend to a
large extent on the conception which Education
Authorities have of the aims and functions of
the schools which will in future be included in
the field of secondary or post-primary education.."30
While the Development Plans constituted an inquiry
into every stage of school life, and wvere intended to be
read in conjunction with the parallel 'Schemes for
Further Education' which authorities were obliged to
submit, their most controversial aspect were the
proposals relating to secondary organization. This
vas the main reason for -delays in approval by the
Ministry of Education.
Some plans are handsome, well presented forward
looking - full of detail, discussion and memoranda.
The plans of the L.C.C., Middlesex and Lancashire come
to mind. Others are poorly conceived. Compare for
example the brave hopes of the L.C.C. - "to create
a much vider aristocracy"31 - with Burfon-on-Trent
vhere the original plan was returned because of its
inadequate proposals for a building programme.32
Their production was an enormous task undertaken

in haste and in difficult circumstances. While

they could not therefore be regarded as "a final and
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ingpired vision of the future"33

the principles
outlined in the plans are a most useful guide to
local opinion.

The immediate difficulty in surveying school .
accommodation was the effect of wartime damage
and dislocation. County boroughs, because of their
physical unity, wvere most badly bit by structural damage
to schools. Portsmouth had special difficulties. Air
attack had been heavy and the first priority vas
housebuilding; 17 schools were also destroyed
including a large seconda:y grammar school. Total
loss of school accommodation was in excess of 4,700
places.34 West Ham too had been extensively damaged.
The evacuation of school children, and the need to
consider educational provision in the light of new
housing'developments and»rapidly changing local

population trends made planning especially difficult.35
Industry too, and therefore employment prospects

also suffered upheaval. In Northamptonshire this meant
that specific trade skills such as those offered in the
Boot and Shoe courses in the junior technical s 2hools
vere no longer viable. It wvas this, at least as much as
problems of selection which persuaded the authority
against Eechnicallhigh schools., Instead, "pre-technical
education" of a general kind wvas left to "Modern Schools
duly equipped with practical rooms.">®
Pre-war differences between authorities also Shaped
the forms of secondary organization'adopted, In
particular, the wide variations in senior school
reorganization left some authorities with‘much to do

in providing modern school places.



-214-

‘Reading for instance had proceeded rather slowly,37
as had the East Riding of Yorkshire.38 Rural counties
had made least progress. Apart from its grammar
schools, secondary education .:in Cambridgeshire vas
poorly developed.39 Norfolk estimated that a fourfold
increase in modern school places was required to
complete reorganization.40

Other authorities had more cause to be pleased with
their efforts. Middlesex had made great strides ‘with
reorganization. Among the most completely reorganized .
authorities was Surrey, which had made a start befate the
Hadov Report was published. By 1939 over two thirds of éupils
of 1l+ were educated''in reorganized senior schoola.41
Leicestershire, under its CEO Brockington, had an even
more successful ren:ord.a2

The less successful aufhorities had to bear the
cost of separate senior schoaol provision after 1944,
But as a corollary, reorganized authorities vere limited
. in their conceptions of future planning by the success
of the past. Multilateral schemes, for instance, wvere
hard to implement given the accepted size for schools
of that type, of about 1500 pupils. For all authorities,
especially the tardy, the provision of modern schaol places
vere in the main adequate. But since the majority
of authorities were of the opinion that a tripartite
structure suited their needs, modern school places took
precédence over the smaller proportion of technical school
places.

Another logistic problem was the increase in school

rolls as the leaving age wvas raised to 15. It made the
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provision of separate Senior schools imperative.43

Furthermore, the increase in birth rate added an
unexpected strain, and wvas felt especially hard
in certain localities.

Two further issues sometimes gave rise to local
difficulties. The relationships between the county
education authorities and the divisional executives
presented several "opportunities for discord ™ The
Development Plans wvere the focus of contention,
building in mahy céses on already strained relationships.".
The Middiesex plan, for instance, not only had its
critics at the Ministry but among a number of divisional
executives which "refused to alter" their proposals for

46

comprehensive schools. Elsewvhere, the dispute between

the West Riding and the Keighley excepted district vas
also a bitter contest.a7

In other areas a happier situation prevailed.
Derbyshire did not adopt a uniform plan for the county,
but based its proposals for secondary schools on the
recommendations of the Divisiqnal Exec:ut:ives.a8 In
Carmarthenshire meanvhile a wide variety of bilateral and
multilateral schools were proposed at divisional |
leQel to meet the needs of a small and scattered
population.Ag

The second issue reflected national difficulties -
the religious settlement and the end of the dual system.
Authorities vith a large Catholic population faced the
most sensitive task. In Nottingham, while secondary

organization vas conceived along grammar and technical -

modern lines, variations in the plan such as grammar-
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t echnical schools vere in deference to Catholic
interests,50 a frequent exblanation for apparent departures
from principle. There were other signs. Neucastle and
Liverpool were both strongly committed to secondary
technical schools and provide some of the few examples
of voluntary (R.C.) secondary technical proposals.51

In Lancashire the religious issue was most videly
represented.sz Salford, while planning a secondary
system along tripartite lines divided its proportions
into Catholic and non-Catholic places.53 The vigorous
competition betveen denominations is nowhere better
revealed than in St. Helens where almost ﬁwo-thirds of school
places were subscribed by voluntary effort in 1945.54

The counterpoint between local preference and
national policy becomes clearer still when the declared
principles of secondary organization are examined.
Central suggestions and local interpretatiqn come
together in the Development Plans. Many afe silent on
the precise relationship but there is enough evidence
to build up a composite picture to set alongside the
gstatistical summary.

The tripartite form of organization vas most popular
vith authorities. Burnley spoke‘for the majority of
LEAs vhose plans conformed "to the requirements of
the Ministry's latest pronouncements ."55

Some authorities looked further back to the
Consulfative Committee for inspiration.56 But the
typology established by the Norwood Report and the White
Paper and given force in the Ministry's first pamphlet

'The Nations Schools' was more frequently invoked.57

it
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In some cases authorities all but repeated the Norwood

classification of 'types' of pupils.se

These divisions
vere sometimes emﬁhasized in terms of curriculum
policies determined by the "great differences in the
needs of individual children." Woodwork and metalwork,
needlewvork and cookery, handicraft and gardening wvere best
suited for children destined to "vwork with their hands."
The technically minded would require "“practical instruction
along these lines .. coupled with training in science and
.thecretical technique." The academic child's needs
meanwvhile was for "tuition of a scholarly kind.n>?

The Ministry's circulars were another influence on
LEASs especially when planning for modern and technical
school places.60 This advice did not preclude the
amalgamation of schools into 'sides' but on balance schemes
that 'did not depart in too radical a fashion from the
vell tried foundations of existing types of school1"6!
prevailed.

At least as important as Ministerial guidelines wvas
the force of tradition and experience in favour of
separate schools. This weighed very strongly with Kent
and Lancashire wvhere the authority declared: "The
tripartite system is the only one of which the Committee
have had experience so far and their proposals are,
therefore, in the main, confined to Grammar Schools,
Technical Schools and Seéondary Modern Schools."62
Sheffield too, an important Labour controlled authority

made much the same point.63

It vas uncommon for an
authority to reject its traditions as Middlesbrough did

on the grounds of the difficulty of selecting children
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. . 64
for non-academic education.

But even the most optimistic authorities could not
claim that the modern schools had established themselves
in public esteem or developed coherent practices, "The ,
secondary modern school has no ancestry in the secondary
system" maintained the Stockport Education Committee while
conceding that "important educational and social work
could be done among children who had not demonstrated
high ability in either the academic or practical forms

65

of education."” They were regarded, perforce, under

a tripartite system, as "a development of the senior

66 Their advent also met vith

elementary school."
considerable uncertainty as to their functions.
Oxfordshire sav the modern schools as "the main pillars
of the secondary system" but accorded them a residual
place in curriculum development offering both academic
and technical courses "but of a less specialized kind."67
The Nottingham authority meanwhile trenchantly exclaimed
that the term 'modern' did not convey "any meaning or
purpose to the public mind,"é8
Hovever, as the secondary modern curriculum vas
congidered it is clear there was a considerable overlap
in the way many' authorities regarded modern and technical
courses. This vas to be observed in prectice in the 1950's.
Some LEAs . felt it was too early to speculate
about the content of either modern orktechnical education,
ingisting the schools must be free to develop "on

individual lines and to determine how best they can make

69

their proper contribution.” But those authorities which

planned along tripartite lines vere obliged to make a
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-case for the separate and distinct 'types' of education
each school would offer. The Berkshire authority vas
clear that a secondary technical education could not be
"met by essentially practical work of the kind wvhich will
continue to be done in moden:schools, or by absorption
into the scientific courses'at the proposed grammar-
technical schools."70 Although modern schools would
not be of a uniform type, the practical aspects of their
vork were usually emphasized but distinguished "from
technical training."71
But among those authorities which did not plan along
tripartite lines, or which did not differentiate
betveen modern and technical courses the similarities
between them were often pointed out. It vas sometimes
held that because secondary technical education was
different in kind from that formerly provided in many
junior technical schools then links wvith specific
industrial employment wvere not necessary. th only vere
industrial needs less easy to assess, but it was wrong
’to set children on the path to employment as soon as they
entered secondary education. What wvas needed was an
opportunity for the modern schools to "offer a choice of
courses." Exploratory work suggestéd that pre-technical
courses might be concentrated in modern schools. This
vould have the further merit of avoiding selection at
11 or 13, since pupils would be re-classified after a
general prepzration over 2 years, as interests developed,
vithin the same institution.72

This view vas widely held although the precise means

to accomplish it were different. Reading too proposed
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a series of alternative courses, but wvithin a netvork

of small (600-750 pupil) comprehensive schools while
preserving the old established grammar schools in the
towun. Schools would develop areas of expertise - .
engineering, building, design, commerce, nursing and
'grammar' course vere mentioned, and a system of
transfers at 13 wvould enable children, after
consultation, to follow the course of their choice.73

The notion of pre-technical courses in modern schools

proved attractive in rural counties. The demand for
separate technical schools associated with industry vas
limited, although practical courses were needed in the
later years of secondary education.74 Even wvhere separate
technical schools were proposed as in West Sussex the
potential of the modern school 'to "develop in special
directions and so supplement the more specialized

75

technical provision" was noted. Other rural authorities

sav the modern school contributing to agricultural
‘education.76

The need to examine the modern school curriculum vas
frequently linked to the need to establish the schools
in public esteenm. In this process, the Ministry's
guidelines were sometimes attacked, The form of
secondary organization suggested by 'The Nation's Schools'
appeared to one authority as a "facile assumption that
secondary schools can be readily placed in one of three
categories"'and vould, "inevitably result in the 'modern'
gschool being relegated to an inferior position and
regarded as catering for children of a lowver mental

calibre."77

Rrighton too. yhile acknowledging the work of
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its junior tecﬁnical schoo; felt itssuccess could not be
transplanted to the nev educational order, instancing the
close relationship with industry that had characterized
the school, and rejected the tripartite system because .
of the need to ensure optimum conditions for the
development of unselective schools. Modern courses had
been enriched and would continue to be improved with the
raising of the school age. Therefore, to remove their
most able pupils at 13 would have "a diécouraging effect"
particularly since they vere "engaged in widening their
ovn courses of work to include not only craft wvork but
theoretical vork based on it."78
Modern school courses then although still in
the process of definition were clearly the potential rivals
of most secondary technical courses. This was most
apparent in the plans put forward by authorities who
rejected separate technical schools - indeed, it was a
principal reason for their rejection. The need to provide
Modern school places as a matter of first priority
_accelerated the tendency to experiment with their
curriculum wvhile the high cost of technical échools and
places ensured that even the limited development
anticipated in the plans would be carefully scrutinised.
Not least, questions of status and parity cannot be
gseparated from 'types' of secondary education. In this
respect the technical school fell between two stools =~
one represented by the established grammar schools, the
other by the emerging modern schools. A minority of
authorities saw them leading to grammar status and the

majority as a variant on modern courses. Both types of
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course vwere to develop in the life of the schools, and

it proved to be in reality, as it was in the plans an

uncertain and ambivalent educational territory.

Increasingly, the 'ethos' of technical education vas

stressed by its advocates. But the most pressing educational

debate was established on other grounds. The issue of

secondary tzachnical schools was eclipsed by the concern

for the future of the grammar schools and selective

secondary education against the merits of common institutions.
Equally vorrying wvas the way in vhich the gqrammar

schools vere presented. "The only type of secondary

school which has proved itself in actual experience", wa;

the estimate of one authority.79
There was a videspread feeling that they should not

remain as they vere popularly supposed to be - the

repositories of an academic tradition within the

maintained system, but their continued existence vas

rarely threatened, even in localities where'comprehensive

schools vere proposed, such as Reading. Authorities

stressed the extent to which they had already adapted their

curricula to meet the needs of industry.80

Traditional
links with higher education including technological
education vere glso stressed. The orammar school at
St. Helens for example had developed close associations
with neighbouring universities but also with the local
t echnical college.81 These conceptions of the scope of
grammar school education challenged the administrative
notion of secondary technical education already

threatened by some proposals for rmodern school curricula.

Conservative estimates of the place of arammar schools
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vere scarcely more heartening. While the role of technical
schools vere not thereby questioned, it was clear that
differences in status, value and esteem made the grammar
school the pride of secondary education., Their ‘ .
traditions were remarked upon - "essentially academic..
related closely to university standards and the require-
ments of the professions."82 In York, the high
proportion of pupils staying on in the sixth-form - the
customary test of success - was invoked as a major reason
for the high proportion of grammar school places in the
plan.83 The Reconstruction Committee in Sheffield
proposed separate schools so that technical and modern
types could develop "free from the influence of the grammar
school atmosphere", but the first thought was "that the
dispersal of pupils and staff of the existing grammar
schools Qould lead to a serious decline in the standard
of scholarship in the academic course for a.number of
years."84

Even wvhere grammar school provision was reduced
in the plans exclusivity played a greater part than
discrimination in favour of other types of secondary
school. Huddersfield argued this course of action
because pre-wvar provision of grammar school places vas

more generous than the national average, concluding that

nthe present attainment and intelligence standards are

too low."85

Much less common was solicitation for the junior

technical schools.86

Usually they vere ignored or
mentioned perfunctorily. Occasionally their work vas

applauded, but interestingly, there were difficulties in



-224-

“ knowing in what wvays secondary technical schools should
drawv on this experience. The Gateshead LEA bluntly
"doubted .. whether technical education of the type now
proposed has been practicable to any real extent,"87 .
Others pointed to a clear division betwveen the secondary
technical and junior technical schools. "It would

be a mistake to regard‘secondary technical provision as

a development of the Junior Technical schools", counselled
one LEA .88 "The secondary technical school is largely
untried", wrote another, "for it would be unvise to think
of this type of secondary school entirely in terms of

the known 'junior technical school', which has rarely

n89

enjoyed separate existence.

(iii) Alternativesto 'Tripartitism.'

The Ministry of Education preferred separate
schools according to 'type' and the majority of LEAs
agreed. Howvever, the Ministry conceded that strict
separation was not appropriate in every casé.
'Alternative' forms of secondary organization were
.adopted by a very substantial minority of LEAs and
their reasons for doing so represent an important critique
of central policy, and indeed of the selective conception
of secondary technical education. éilateral schools
made up of 2 'streams' vere preferred in many areas.
The other combination of 'types' could be found in the
multilateral school, composed of all 3 streams.
Comprehensive schools were also mentioned - unselective
and undifferentiated schools about which a degree of
confusion existed in administratiye and political quarters

alike, regarding their precise balance of courses.
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It is a misconception to infer thét the Development Plans
of authorities which did not plan for separate technical
schools evince hostility to secondary technical education.
It vas rare for an LEA to exclude technical streams
from their secondary arrangements as Brighton and Preston
did., Even so, neither authority excluded technical ¥
education, assuming it would form an integrated part of
each school course.90

The most common argument put forward by authorities
against the tripartite scheme was the difficulty in
positive‘selection for technical education. While
intelligence testing might reveal individual differences
in ability on which allocation could be made to Grammar
schools there wvas

"no body of experience reliable enough to shov hov .

such a selection can be made for technical

education. It may be possible to find, even

at 11, children wvith practical aptitudes but not

to distinguish firmly children who will be

successful in a modern school rather than a

technical school,"91

In particular, the Norwood Report and the White
Paper wvere attacked as an inadequate and unreliable
basis on which to set up separate technical schools. The
Ministry was, on occasion, clearly stung by these
rejections. The Darlington Education Committee had its
plan returned with the caution that "the provision to be
made for education of the Sgcondary Technical type will
be kept under reviev", a concern vhich stemmed from
the decision to establish 3 rammar-technical and technical-

92

'modern schools. The authority had earlier condemned

the tripartite scheme as an attempt to

"perpetuate the existing hierarchical structure
and with it, those differences of status, prestige,
staffing and amenities which spring from a complex

of causes as largely social as educational in origin”.

T thdia
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The authority sav its own solution promoting the forms

of technical education appropriate to intelligence

groups, (wvhich could be readily ascertained), and

thereby helping to eliminate the 'harmful distinction .

between liberal and vocational education.'93
The West Riding LEA too wvas chary ofMinisterial

advice. It freely quoted Scottish criticisms about

policy in England. The three types of school vere

challenged on educational and psychological grounds, and

scepticism vas expressed that parity betwveen schools could

grov out of a tripartite arrangement.94

Selection for
technical education was an insuperable problem and
the proportions suggested vere arbitrarygs, concerns that
remained unallayed in 1952.96
A number of administrative devices were proposed to
overcome.the problems associated with selection.' Most
commonly, a system of transfers between schools at 13+
vas mooted, by which time aptitudes would be more apparent.
This could take many Forms.97
The "school base" - grouping together several
schools on one site was another proposal for limiting
the effects of selection at ll+. Some were planned with
a viev to amalgamation into comprehensive schools as
the experience of universal secondary education grew.98
Bilatefal secondary organization wvas most generally
evident in Wales vhere there had traditionally been a
higher proportion of grammar school places than elsevhere.
In rural Wales particularly, Intermediate school

antecedents. impelled authorities to organize along

grammar and modern lines with technical variants on
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each. There were urban parallels also.99

The small number of authorities that proposed to
set up multilateral or comprehensive schools are
interesting early examples of a movement that .
came to dominate secondary organization. Furthermore,
the opposition to selection or sometimes even to
streaming vere of a different kind to those made by
authorities planning on bilateral lines.

A great many authorities made reference to the
'multilateral school as a possible form of secondary
organization but concluded that experience of them
vas too limited. Nonetheless, a few LEAs vere
sufficiently persuaded by the advantages of multilateral
secondary education to plan mainly along those lines.

No single type of authority was representative of this
group which included Westmorland and Cardiganshire, the.
L.C.C., Bradford and Coventry, the industrial county

of Staffordshire, and a resort, Southend where the
Conservative group held power on the Council.

Multilateral rather than comprehensive schools
vere envisaged. Selection,transfers and biases were all
present in the scheme outlined by the L.C.C. except
that they would occur within a single large school,
ragher than separate institutions.

In much the most radical departure from type the
L.C.C. advocated the education of all children in
multilateral secondary schools. It justified its
proposals by a root and branch critique of the social
basis on which English secondary education had been

constructed and administered.
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The tradition of secondary education in England
and Wales, the L.C.C. argued, elevated the academic
'grammar' curriculum above all others. In spite of
alternatives, of wvhich the junior technical school was
the principal example, it remained pre-eminent. This
vas wunnecessarily selective and biased towards
preparation for the black coated professions and
administration rather than industry and commerce.100
The Norwood Report vas summarily dismissed as "a piece
of rationalization", though Spens was better treated
because of its acceptance that technical education vas
capable of liberal interpretation. The permissive
aspects of the White Paper vere particularly stressed,
in that wvhile three main types of secondary education
had been posited, it had not demanded they should take
place in separate schools.101

The early discussion about the merits of comprehensive
education was closely linked to the place ﬁf technical
education in schools. The L.C.C. in particular laid
great stress on technical education in its institutions.
The vocational dimension formerly the preserve of the
junior technical school must be kept alive in the new
schools because of its intrinsic educational value
and as an aid to natiohal vell being. In typically
expressive language the London School Plan declared:

"The world must come into the school and the school

must go out into the world .. The vocational

agspect of education in the schools has also g

bearing on the future of this country .."102

It vas proposed that the work of the existing junior

t'echnical schools should be incorprated intao the nevw

secondary schools. Appendix III of the Plan set out in
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-great detail hov secondary technical education would
take its place under the new system, as each
Multilateral school vould offer at least one technical

course.?9’ 1In practice, it proved to be difficult to

v
incorporate the former t rade and junior technical schools
into the nev system because in many cases their

courses had been unduly work-related and the skills

taught non-transferable. Most difficulty was

experienced in girls' trade schools. "It is impossible

to knowv wvhether secondary technical education vill
flourish in this alien soil", declared one headmistress
with misgiving at the prospect of incorporation within

104

a multilateral school.

(iv) Conceptions of Secondary Technical Education in
the Development Plans,

Secondary technical education was regarded in a
variety of ways in the light.of local circumstances and
traditions. It involved a good deal of fresh thought
about administrative details and educational functions.
Of the three 'types' of secondary education it had least
to build on as key aspects of the Jjunior technical tradition
vere rejected. The task was to develop a curriculum at
once both liberal and exact for pupils up to the school
leaving age and beyond.

Industrial need vas ah important stimulus in
planning technical schools even though the transmission
of particular techniques vas no longer enéouraged. At
wWest Ham for instance local industry created "a demand
for scientists and technicians, the supply of which it
is the duty of the educational system of the Authority

w105

to undertake. It was unusual for an LEA to establish
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industrial requirements and then reject technical schools,
as York did, on the grounds that demand was for
generally educateé school leavers.106

Perhaps surprising is the support for technical .
education in rural areas. The Herefordshire E.C. vas
especially concerned to meet the needs of agriculture
vhich was typified by a large number of small holdings
as well as a work force in which women figured prominently.
The Plan was considerably modified as the Ministry con-
gsidered the proposed technical provision "much too

107 Usually though technical education in rural

ambitious<."
areas vas left to the nodernschools even when technical
schools vere planned far industrial pockets of a
County as in Dorset and Wiltshire. 1In wholly
agricultural areas technical education was left to the
Modern schools.108

In Wales, there wvas evidence of limited experiment
with rural education in t echnical schools. Flintshire
planned that advanced sécondary agricultural education
should be concentrated in a small 'Junior Agricultural
School' at Celyn, and a strong 'bias' was anticipated

109 The

in nev schools at St. Asaph and Penley.
Montgomeryshire authority made a point of developing rural
secondary education in a school that was to be partly
residential and providing agricultural and industrial
courses, as wvell as training'for girls'.110
Residential places were not uncommon. They were
suggested by several rural authorities, at Grantham in

Kesteven and Cornvall for example, as a means of

concentrating resources. Somerset aimed to provide all
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its technical éducation in gix mainly boarding schools.lll
At least two residential schools vere established,!1?

Two central issues hovever already dominated local
authority thinking about secondary technical education. N
The first was the problem of selection, Indeed this proved
to be an insuperable stumbling block for some authorities.
The second (related) issue was the type of curriculunm
technical schools should offer. 1In this, questions,
about intelligence grouping, aptitude and industrial
demand were all raised.

While opposition to existing selection procedures
concerned the difficulty of paitively locating technical
aptitude in children, nonetheless, many local authorities,
for wvhatever reasons - persuasion, admfnistrative,
convenience, caution or ignorance - vere agreed that a
proportion of secondary school pupils could profit from
a 'technical' education. The sample of authorities
vho proposed technical schools and who also expressed
confidence in selection procedures is small. The
arguments put forwvard vere either based on experience or
adventitious.,

The Barrow LEA remarked on the:

"generous symmetry about nature which vould lead

to the belief that there are as many children

vho would profit by an education of the technical

school type as would profit by that provided by the

grammar school. 1In the absence of proof to the
contrary, the Authority have adopted that

assumption as a working basis for the provision

made in the Development Plan,"113

The Huddersfield LEA admitted that methods for
selecting pupils for the technical high school vere

"much less developed"” than for academic education but

that "as an immediate practical working basis, it is
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suggested that the provision .. might be about one half
of that for grammar schools,n114 Stressing the educational
justification for secondary technical education the
Huntingdonshire authority concluded that selection should
be based on a similar level of intelligence and attainment
to that for the grammar school "if industry is to obtain
recruits of the type needed to enable us to compete
wvith other countries." VYet this did not solve the
problem of specifically technical aptitude which remained
. "notoriously difficult" to establish and still largely
rested on "empirical foundations".115

Most commanly technical schools anticipated
providing courses which grewv out of the engineering
tradition of the junior technical schools. But
some interesting additions vere mentioned. Building
figured prominently in the light of labour demands to meet
the needs of post-wvar reconstruction. Birmingham
proposed establishing a number of commercial and art
schools.116

Curriculum expectations also conditioned the forms
of local provision. This must be considered vith reference
to the local industrial background and accupational
structure vhich exercised an indirect but poverful
influence on the varieties of secondary technical
education. The balance of provision favoured a type of
school related to determinate needs. At Bath, the
small number of students wvere split equally betveen
engineering and building courses.n7 The Nottingham
authority, which organized non-grammar plapea along

technical-modern lines, made an exception in maintaining
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the small vocational schools vhich prepared pupils for
.antry into the building and textile industries.118
Similar considerations vere put forward in Noroflk

vhere the small number of technical places vere intended

to meet the needs of the limited engineering and

119 When the Stoke-on-

building industries of the county.

Trent authority came to set up its technical schools,

the claims of local industry saw the amalgamation of the

junior commercial school, with the junior school of art

in 1951 to form Burslem Portland House County Technical

School, an institution well-regarded in its locality by

employers, though alwvays hampered by poor facilities.lzo.
ElsevhereJocal. demand was not deemed to be

sufficiently large nor specifically technical to

varrant separate technical schopls, so that biases in

rodern and grammar schools wvere preferred. It was less

usual to find support for the view that technical

education would be limited in this wvay, thdugh Liverpool

based its policy on the need to provide places for

'nore able pupils whose special interests and aptitudes

do not receive adequate development in the Grammar Schools'.'ll21

The Huntingdonshire LEA stressed that technical education

in a rural county should in fact reject strictly local

conceptionsof industrial need. 1In these circumstances,

secondary technical education wvas regarded as similar

to grammar school education, but wodld prepare pupils for

higher courses in technical institutes through a course

of practical but not narrowly instrumental technical

education.122

The importance of local need shaped policies on

matters like the gender balance of pupils, the leaving
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-age, and the allocation of places between the various
secondary schools. |

Boys were held to be more likely to benefit from
technical education than girls and also more likely to
need separate technical schools. At Barrow, uhere boys
vere catered for in their own school, it was argued
that the demand for female labour in the locality
precluded provision for girls whose needs for technical
education could be met by biased modern school coufses.123
Limited opportunities for girls vas also given a§ a
reason by Newcastle-upon;Tyne in allocating technical

places in the ratio 2:1 in favour of boys.124

At
East Ham, the ratio betwveen boys and girls was more even
on account of the large number of girls "who enter the
service of commercial undertakings."125
The leaving age was in ‘turn influenced by the
demand of employers in an industry. In this respect
the junior technical schotl inheritance prﬁbed
strongest in that the age of apprenticeship was usually

‘preferred.126

The demand for equality with the grammar
school or the grammar stream by the creation of technical
sixth forms was less evident but may be seen in a
handful of authorities including wigan (where an important
technical high school was indeed established),
Oxfordshire, and Gateshead. The Oxfordshire plan
gstressed:
“"the inadequacy of appropriate edubational
training for the higher walks of Civil, Electrical
and Mechanical engineering, and thaose industries
wvhich call for advanced technical knowledge in
Applied Science and Engineering in their leaders."127

Gateshead LEA meanwvhile, specifically rejected the
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old style of technical training that had existed in the
borough. While technical education would be comparable
to grammar school education in "aim, scope and character"
it would be distinguished by:
"A more concrete and practical approach .. vith
a bias towvards any considerable technical,
industrial or commercial interests in the lives
of pupils .. it is envisaged that many pupils wvill
wish to qualify themselves by examination and the
extension of school life to the age of 16 or 17 ..
is to be encouraged."l
Again, it is noteworthy that a similar outlook wvas
shared by authorities wvhich did not plan for separate
technical. schools., The L.C.C. remained proud of its tradition
of technical education, affirming its determination
that advanced facilities would be provided in
every tomprehensive' school for sixth-form work leading

up to university or senior technical college.129

That
is ,educational and preparatory functions would replace
the former emphasis on the acquisition of trade and
craft skills which had characterized the aufhority's
junior technical and trade schools.

The age of entry was unaffected by industrial needs
confirming the shift from employer's demands to the
educational benefits of a longer course (11 - 15/16).
In fact, it remained unusual for the schools to admit
pupils before 13, Certain authorities accepted the
old procedure and continued to plan along these lines,130
but in the main it was envisaged that entry at 1ll+ would
be followed by a two year general course prior to the
introduction by stages of vocational education.131

As for places, where technical schools vere

planned the proportion of selective places generally
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favoured the grammar schools. Exceptionally, as at
Gateshead, Sunderland, Liverpool and Stoke-on-Trent, the
reverse was the case. The reason given in each instance
vas the occupational structure of the town which
favoured technical trades and professions over clerical
and blackcoated occupations.132 The case of
Stoke-on-Trent must be one of the few in which an LEA vas
asked to reduce the proportion of secondary technical
places outlined in a draft Development Plan,1?3
Curriculum policies have not been fully revealed
by this examination of secondary technical education as
conceived in the Development Plans. Even so, much of
interest may be ascertained from the conceptions of
technical education (organization, problems) and its
disposition to industrial need. On balance, there was
a desire to viden the scope of the preparation technical
schools offered. However, planning for universél secandary
education made it diffic&lt to see preciseiy vhat the
technical schools could do that would be different from
their modern and grammar school counterparts, nov that
ideas abaut work-related preparatioﬁ vere abandoned in
favour of the educational benefits of practical
education for industrial society. As it happened craft
gskills which had been a feature of most trade and
pre-apprenticeship schools were played down because of
these associations. Handwork became more common in
modern schoals, leaving technical schools to emphasize
the scientific and technological aspects pf their
earlier wqu. Thus, they became more limited in the

range of preparation they offered seeing themselves as

gselective institutions even though most LEAs regarded



~237-

them as intermediate institutions, probably having more
in common with modern schools.

Predictably, Lord Alexander has argued that "progress
in education comes, not from the centre, but from the

periphery."l34 Indeed, the most progressive aspects of

the secondary technical school oved a great deal to
variants on the junior technical school traditions as
they had evolved in the localities in response to
particular pressures. These interpretations it has
been shown were in opposition to prevailing opinion and
policy at the Board from wvhom concessions wvere wrung.
These local opinions found a sort of recognition in the
liberal conception of secondary technical education
outlined in the Spens Report. Not least, there were many
wvho wvere anxious to translate these hopés, alongside
universal secondary education, into the technical school
curriculum. It would be the equivalent of‘the classical
grammér school curriculum but inspired by different
traditions. "There is an urgent nepd," vrote Edwvard
Semper, "to define the function of the Techniéal Schools
so that they may be lifted from the categories of the
trade school at the one extreme and rather poor imitations
135

of the grammar schools at the other.” This was the

task for teachers and administrators in the 1950s,
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(v) Conclusion.

The Development Plans are a little used source
for the study of policy making in secondary education.
They provide, however, a detailed insight into local
conceptions of educational reconstruction over a short
but crucial period after 1944.

The permanent officials at the Ministry of Education
privately admitted that the grounds on which its
policies for secondary organization vere constructed vere
less than secure. The local authorities mirrored the
evident lack of coherence from the centre. The plans
revealed a multiplicity of views about the place of
technical education within a system of universal
secondary education.

The 'tripartite' system wvas designed with technical
schools in mind. Its adoption mattered if they were
to establish themselves. The Ministry of Education
conceived of secondary education in terms 6f the provision
of school places. The central department had disengaged
itself from detailed interest in the curriculum, This
meant that the brittle administrative structure and
the mechanistic educational justifications suggested
for secondary organization wvere unconvincing to many
local authorities . They used the Ministry's framework
to try and make sense of local priorities, much as they
had done betwveen the wars.

The’plans shov that technical schools were not
favoured among a -significant minority of local authorities
at the early planning stage for reconstruction., They
vere rejected on grounds of cost, the more pressing
claims of modern schools, and critically, because their

administrative justification - selection by aptitude -
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~was simply not convincing.

The plans indicate that practical education found
a place in the conceptions of all local authorities.
The technical schools vere confirmed as educational
and not industrial institutions. But their future vas
not made secure. Instrumental formulations of
vocationalism remained to obscure the paths of educational
change. The evolving curriculum in other secondary
schools provided little comfort to the new technical
schools. As an administrative priority they couid not
claim first attention. The imperfect foundations Bf .
secondary organization meant that the change from
junior to secondary technical school was not accompanied
by an account of how practical education would fit with

the symmetry of 'tripartitism'.
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CHAPTER 8

The Evidence on _the Ground: Local Developments
1944-65,

(i) Introduction.

The local authorities interpreted the Education Act
of 1944 independently, although the Ministry of Education
had greater povers to promote national policies than the
Board had enjoyed. The Minktry favoured, with diminishing
conviction, a tripartite system of secondary organization
composed of qrammar} technical and modern schools. The
policy vas less firmly commended to LEAs by the late
1940s, Under Florence Horsbrugh, however, it vas
re-asserted publicly. The notion of 'special aptitude’
vas used to lend credence to the principle of selective
secondary education,

For the local authorities, the providers of
technical schools, the convenience of such ‘a division
failed to answver a number of fundamental questions about
secondary technical education. Chief among these vere
positive selection for technical education. Moreover,
in spite of the advice that they should be selective
schools, there wvas some doubt about the occupational
groups for wvhich the schools should prepere pupils. The
result vas that there was a variety of conceptions of
secondary technical education. Practical education,
moreover, vas being developed in other secondary schools.
It became more difficult to insist on educational grounds
on the maintenance of separate schoals. The number of

technical schools began to contract.
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(ii) 'Special' Aptitudes or 'General' Intelligence:
the LEA's and Selection for Secondary Technical
Education.

The scholarly attention which intelligence testing
had received since the 19303,l had not been widely
taken up by local authorities before 1944, The main
evidence for its use was by the armed forces vhere
selection techniques had been applied to military personnel.
Local authorities vere obliged to take notice of the
evidence for the measurement of ability and aptitude when
planning the organization of secondary education, It
vould appear, hovever, that administrative convenience
played a larger part in determining the system of
secondary organization. Indeed, the interpretation of
psychological research gave rise to much confusion among
local educational administratora.z

Selecticn for secondary education proved a difficult
issue. Selection for technical education vas more
problematic still. Areas of dispute included the age
of selection, the importance of general education, the
identification of specific technical aptitude, the
proportion of pupils likely to benefit from technical
education, and gender differences. The particular balance
in vhich these issues were represented are to be seen in
local conceptions of technical education,

The local authorities had little practical
evidence for selection. The one detailed model of the
'Technical High School' outlined in the Spens Report
made no mention of special aptitudes. The Consultative
Committee had received early evidence for the identification
of technical education. Caution, howvever, meant that the

Committee recommended that
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"the method of recruitment should be through

the general selective examination by which

children are recruited for the Grammar Schoolsg.,">

The Norwood Report, meanwvhile, offered an
experientia]l division of school 'types.' Technical
education, moreover, was still primarily justified on
instrumental grounds. The junior technical gchool

"oved its success to its very close

asgsociation vith local industry., Nothing

should interfere with that relationship."4

Universal secondary education demanded 'parity
of esteem' betwveen all secondary schools, This was
'accompanied after Norvood by the common sense assertion
that fitness for technical education was equated with
'gpecial aptitude'. The tensions implicit in these
" views were never successfully reconciled. Educationaiists
had emphasized the importance of vocationalism for all
pupils. - The requirement after 1944 was that technicai
education should be devised for pupils with a particulaf
'type' of intellect as well as a certain level of
intelligence.

Middlesex, one of the largest LEAs in the country
had particular difficulty in obtaining approval for its
Development Plan. This was because the authority
favoured a system of comprehensive schools. The Plan
vas abandoned under protest; Even in the approved version
(1951) the authority felt it vas impossible to plan along
tripartite lines, because of the contradictions
regarding selection for technical education. Middlesex
had been among the most active authorities in re-organizing
its senior schools. It was agreed |

"thaé there vere two main types of sécondary

education, that of the grammar school and that
of the modern school."5
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The authority maintained that Spens and Norwood
did not overturn this viewv in favour of tripartitism.
Norwvood . in particular, it was argued, was constructed

on inadequate psychological foundations.

English practice had shown that secondary schools
exhibited far more diversity within institutions than
the tripartite system alloved. The grammar schools, for
example, in adapting to their growth in numbers had come
to meet the needs of pupils

"whose subsequent careers would be in industry
and commerce rather than in the professions...
Engineering and other sides have been

developed .. The Grammar schools have

developed scientific and practical sides in
some cases to such an extent that they can
offer a technical education comparable vith
that provided in the junior technical schools."

This tendency was even more marked in the former
elementary schools where a great variety of practical
activities had been included in the curriculum,

".. the raising of the school leaving age to

fifteen opens up great possibilities which these

schools should be given the opportunity to
pursue... under approximately equal conditions..
there is little that can be done in the existing
junior technical schools that will not be

found readily reflected in the good modern

schools.. it would be fatal from the point of

viev of providing diversity of educational
opportunity for the pupils attending modern
schools - and these represent something like

75 per cent. of the wvhole - to be educated

on. largely uniform lines."6

Most importantly, the contradictions of selection
for technical education - between special abilities and
general intelligence - wvere exposed. Noting the
difficulties, the Middlesex LEA proposed to allocate
pupils at 11 to grammar and modern schools in the ratio
1:4 with opportunities for transfers at 13. 1In the

clearest early rejection of selection for technical

education authority, the inconsistency betwveen attempting
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. to fit an approach to education by the recognition of
individual orientation (Norwood) and the parameters

set by straightforvard intelligence grouping (Burt et al)
vas stated. If itwere agreed that

"technical education may be defined as

an approach to education through practical

activities which are allled to one of the

adult skills"
then intelligence grouping alone wvas not an accurate
guide to personality because it did not take account
of individual abilities and aptitudes which vere"
described as,

"innate technical ability."7
Therefore, to restrict technical education to pupils
of a single intelligence grouping, would distort the
grovth of practical secondary education, which
experience had shown could be fostered in both genior
and secondary schools.

Technical aptitude and intellectual ability, the
Middlesex LEA reasoned, vere related in unknowvable
proportions. The level of intellectual endowment,
however, conditioned the nature of technical skill.

"the degree to which technical skill can

be developed is normally limited by the intellectual

ability of the pupils... Thus, the

question of technical provision is a matter with

wvhich both the grammar schools and the

modern schools are closely associated although it

takes rather different forms in the two

types of school, it cannot reasonably be

divorced from either.

The controversies about selection for secondary
technical education accompanied local planning for
secondary education. In practice, pupils allocated to

technical schools vere selected on intelligence grounds

alone, just as those in junior technical schools had
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been.9 Technical 'aptitude' vas never established to
the satisfaction of local authoritiesk By the mid-1950s

it vas admitted that the Norwood typology was "now

generally discredited."10

(iii) Institutional Conceptions of Secondary Technical
Education.

The underlying confusions beneath the confident
public pronouncements of the Ministry of Education's
policy for secondary organization were soon noticed in
the localities. The Ministry wvas not able to dispose
of functional views of secondary technical education.
This conéeption had deep roots and had been a part of
official policy since 1913. 1Its belief in secondary
education for all was no doubt sincere. The presentation
of secondary technical education proved difficult,

In the absence of coherent guidance, local
authorities interpreted technical education autonomously
vith reference to local needs and usages. The range of
local opinions is hihted at in the Development Plans.ll

These interpretations were the earliest signs of the
polarity which became more apparent in the 1950s
between those authorities in favour of separate technical
schools and those who envisaged the development of
practical education in all secondary schools.

A number of authorities assumed that universal
secondary education would mgan the end of technical schools,
as instrumental views of their purposes became untenable.12
The technical associations had argued that the schools

should remain wvithin the colleges.13

The disengagement
of the schools from the colieges meant that thereafter,

the technical associations only took an intermittent

interest in them.l4 This was enough to alienate them from the
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Association of Heads of Secondary Technical Schools
(AHSTS).1? |

For the greater part of its existence,the AHSTS was
dominated by particularist elements, vho sav the technicgl
schools as the only genuine vehicle of practical education.
More defensively, the Association regarded the schools

as selective institutions whose justification wvas to
pioneer the vocational curriculum, in order to fertilize

16

secondary practices more wvidely., This viev was

endorsed in the Crovther Report which continued to support

a tripartite system.17
The Ministry of Education, outwardly optimistic

about the technical schools, explained they vere yet

to overcome the "limitations imposed by their history."18

To others, however, it seemed they may never do so in the

light of the evidence of the.Development Plans, vhere

technical school places vere under-represented Eompared

to grammar school provision.19 This wasuvidely attributed

to the prejudices arising out of the background and

outlook of the majority of local educational adminstrators.20

It seemed to be confirmed by the personal experience of

individuals who sought to extend the development of

21

technical schools. The result vas "the failure of most

education authorities to apply the 1944 Education Act

as it concerns technical schools."22

It was not
enough to include pre-vocational education in modern
schools as a substitute for "a secondary technical
alternative to the grammar school."z}

Setting up 'Technical High Schools' became a matter
of the fiist importance to advocates of secondary

technical education. Primarily for boys, they offered

courses with a scientific and technological flavour at
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the expense of the craft tradition of the junior technical
school. The workshop vas exchanged for the laboratory
and the subject matter was informed by a much greater

24

emphasis on theoretical considerations, In this

vay, much that had distinguished the practical traditions.
of the junior technical schools vas lost or relinquished
to modern schools as a result of the quest for public
acceptance and educational status.

The first designated technical high school was at
Wolverhampton. But the first purpose built technical
'high schools were not opened until 1953. They were at
Hatfield, described as a '"grammar school with a flavour .
of its own" by its headmaster Or. Hatton,25 formerly an

assistant master at Winchester College,26

27

and the Thomas
Linacre School at Wigan. Within the AHSTS, technical
high schools symbolized the acceptance of secondary
technical education, and their deyelopment became the
most cherished object in the Association's'programme.28

It became commonplace to assert that the corporate
goal of technical schools vas to promote "academic

courses vith a technical bias."29

Some believed this
vas best accomplished by maintaining the 'ethos' of
advanced technical education which had arisen out of the
association vith technical colleges. Most rejected this
link and wvere vedded instead to curriculum policies
conditioned by selective intékes, ionger courses and

less directly preparatory concerns. As such it vas

accepted that in many schools the curriculum was "almost

30

indistinguishable from that in grammar schools." There

vere some schools which approximated to tHe selective ideal,
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like the Leeds Central High School, where courses became

more specialized in the upper forms,31

as wvell as others
much better known like Doncaster Technical High School,
Gateway School in Leicester, and Cray Valley Technical .
High School in Kent.

Authorities which favoured technical high schools
like Wallasey,32 vere praised. The curriculum was
typified as "a sound and liberal secondary education.">>
These schools wvere seen as an effective wvay of combating
the 'Trade School - Junior College % idea of secondary
technical education, which wvas only slowly dispelled.35
Vocational ends were not forgotten, but they wvere less
direct and their justification had changed. It was
argued that the contribution of technical high schools
vas to help overcome the national shortage of technological
manpower,36 a-claim that wvas intended to enhance the
.status of technical schools as a group. But technical
high schools remained few in number so thai'each one
vas noteworthy. Buckinghamshire opened one as late as

37

1963. Apart from a few well-known schools, or those

in localities which maintained a commitment to separate

schools like Kent,38

collectively the position of technical i
schools was precarious and their status ambiguous.

(iv) The Demise of the Technical Schools,

The number of technical schools steadily fell,
From a maximum of 319 schools in 1948, most succeeding
years witnessed a decline in numbers. The fall wvas
sharpest from the late 19508 onwards., 1In 1964, the
last year in vhich the Department of Education and Science

listed secondary schools by ‘type’, there were 186

designated technical schools.,
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By contrast the number of pupils in technical
schools increased steadily, reaching a maximum of over
100000 in 1960. This is explained primarily in terms
oé the increasing length of thé school courses, and the,
development of sixth forms,

TABLE 11

Number of Secondary Technical Schools and Pupils,
England and Wales 1947-64.

Number of Number of
Year Schools Pupils Total
Boys Girls

1947 317 66,454
1948 319 | 71,698
1949 310 72,282
1950 301 72,449
1951 296 73,121
1952 291 48,389 25,940 74,329
1953 292 50,967 28,247 79,214
1954 300 53,753 30,819 84,572
1955 302 55,567 31,799 87,366
1956 298 58,4046 32,342 90,746
1957 290 60,553 33,916 94,469
1958 279 61,036 34,203 95,239
1959 264 63,258 35,996 99,224
1960 251 64,223 37,690 101,913
1961 228 61,369 35,670 97,039
1962 220 . 61,436 35,975 97,411
1963 204 57,699 34,805 92,504
1964 186 54,639 33,862 88,501

Sources: Ministry of Education, Annual Reports, 1947-61.

Ministry of Education, Statistics of Education,
(later Department of 1962-64.
Education and Science)

Hovever, when set alangside the proportion of pupils
in ail secondary schools the figures show a constant
dovnward trend. That is, rolls in technical schools
failed to keep pace with the general increase in the

secondary school population.,



1956

1958
1960
1962
1964

TABLE 12
Proportion (%) of 13 year oIds in Secondary Technical Schools

in England and Wales (Counties and County Boroughs) 1956-64.

England Wales England and Wales
County County County

Counties Boroughs Total Counties Boroughs Total Counties Boroughs Total
3.5 5.5 4.2 2.3 4.0 2.6 3.4 5.4 4.1

. 5.0 3.6 1.9 3.5 2.3 2.9 5.0 .
. 4.9 3.3 0.9 3.6 1.5 2.4 4.9 3.2
. 5.0 2.9 0.2 1.8 0.6 1.8 4.8 2.7

Source: Ministry of Education, Secondary Education in England and Wales,

(later Department of (List 69, 1956-1964).

Education and Science).

-0g2-
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There were some bitter closure battles which
became protracted and acrimonious. For the most part,
though, heads were not specially assertive and accepted

39 Older schools, or

the fate of their institutions,
those wvhich continued to share premises with technical
colleges vere closed dowvn. Probably in a majority of

cases, of which Nottinghamshire is an example,aD

the
technical schools weré simply re-designated by administrative
fiat.

Bitter disputes arose over the future of certain schools,
notably at Southall and Twickenham in Middlesex; Leicester -
vhere Gateway Girls' School vas under threat; and Rothe;ham
vhere both the girls' and boys' technical high gchools
vere the subject of attention. Southall alone was able
to secure a stay‘of execution.

In rural schools, .at least, "coursegwith a technical bias
in grammar and modern scho,ols"l‘1 proved congenial to
authorities. In Somerset and East Sussex the decision

vas defended on grounds of administrative convenience

and educational cohviction. This engendered considerable
ill-feeling. At Worthing, for instance, the well-
established technical high school was a casualty of

local pt::lit:ies.a2

Some schools, like Acton, went quietly to their end.43
Others fought a dogged rearguard action against the trend
of opinion, sometimes in the face of considerable
administrative hostility. Smaller authorities,
maintained E.W. Stone, Education Officer for Brighton,
could not support separate technical achools.aa Dr. Gurr

of Middlesex bluntly dismissed them as "an anachronism,"%>
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He found himself with a fight on his hands as support vas
hobilized behind the threatened schools in his authority.
In the event, the AHSTS proved to be rather tardy and °
half-hearted in its support of individual headteachers 46
underlining its wveakness in the face of determined LEAs.
The 'schools relied on local expressions of support, and
their record of achievement, to oppose administrative
decisions about their closure. Southall Technical

School was something of an exception to the rule',"7

‘which
sav the demise of several wvell known schools. It ﬁas
still housed within a technical college, and was proud
of its success with an unselected entry of boys admitfed

at 13,48 and its ability to support a sixth f'or:m.a9

The
headmaster, Frank Holroyd, was able to count on
considerable parental supporf in the campaign to save

the school.50

Prominent local Conservative politicians
like Kathleen Ollerenshaw from Manchester interpreted
the issue as one of local freedom to experiment agaihst

administrative diktat.51

The béttle vas joined by
teaching staff,52 a§ vell as a number of important
local employers. This forced the i§sue to the attention
of the Minister.’’ He vas obliged, in the light of
his predecessors poligy to encourage‘advanced vork in
technical schools, as vell as his ovun pronouncements on
the subject,sa to allov the school to continue in
existence.

Other schools, similarly placed and wvithin the
same authority, like Twickenham Technical School were

less fortunate. With brutal frankness the staff wvere

informed by the ATTI that any opposition to closure they
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contemplated would be fruitless and potentially

damaging to the Association's members whose scale
positions vere an important bargaining point.55 The
ATTI, one staunch supporter of technical schools
concluded, on the basis of this advice wvas "on the point
of losing any right to represent the school point of
view."56
Many other urban technical schools fared no
better. The tvo selective technical high schools in
Rotherham were threatened by comprehensive re-organization57
and their staff conducted a bitter quarrel with the LEA

over the lack of public discussion of its plans.58

At Leicester, Gateway Girls' School no longer fitted into
the towds plans for girls' seléctive education. Amid
complaints at the clandestine methods of the LEA 29

the Ministry was presented with a petition containing
over 10,000 signatures to rescind the local order,60 but
to no avail,61 bringing its lack of commithent to the
proposals of the Crowther Report regardipg technical

62

schools into sharp focus. Schools even less able to

defend themselves included Harrogate Technical School,
condemned by having to share the premises of the local
technical college,63 or the Nottingham Technical school
f&r Textile Trades and Building which despite

64

attestations to its "remarkable success' retained about

it too much of the trade school. These well-publicized

cases challenged those who sawv the technical schools

as an enduring feature in urban authorities.65
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(v) The Challenge of Other Secondary Schools.

The faté of technical schools wvas linked to the growth
of practical education in other secondary schools., There
vere voices raised throughout the period pointing to
the need for vocational interest and technical activiti;s
in all secondary schools. It was reasoned that a strict

tripartite system impeded that objective.66

There were
a host of schools developing practical secondary
education after 1944. They included selective schools
like Dauntsey's, Bryanston and Ealing Grammar Schoql,67
so that the AHSTS (at one-level) was simply accepting the
logic of these developments in its self-conversion to the
Association for Technical Education in Schools (ATES) in
1963.

In spite of difficulties over selection, especially

68 the technical schools

the absence of special testg,
sought to improve their status by presenting themselves
as alternatives to grammar schools, This had long been

an ambition of technical school headteachers69

and appeared
to be affirmed by the White Paper on technical Education
(1956).70 Thus, it was suggested that the technical schools
must enter the race for GCE success, develop sixth
forms, delay vbcational specialization, and play down
the place of "practical skills" in the curriculum.71

The accent on 'general' education in vhich
tyocational' interest' might find expression was in
keeping with prevailing trends of thought about
secondary education. Vocational education, as it was videly

understood, vas a concern of the later years of the secondary

course, vhere it wvas identified by the addition of
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scientific and technological subjects to the school
curriculum, rather than by particular approaches to
learning. The CACE (England) said as much in its

first Report,’? while Chief Education Officers

sympathetic to technical high schools made the case for ghem
in terms of their contribution to general post-primary
education73- in order to justify them as 'real’

secondary schools,

Observers could therefore be forgiven for failing
to appreciate the differences between Jrammar and
technical schools, especially if the latter possessed
their own accommodation. Predictably, the AHSTS
exhibited tactical reflexes against both grammar and

74

modern schools, but sharp distinctions were becoming

less clear than they had once appeared. The 'senuine

full-length" course demanded for technical schools’® vas

slowvly replacing the junior technical (13+) programme76

in surviving schools., They appeared even more like

other secondary schools. The benefits of technical

schools were almost intangible - "a matter of atmosphere"7z

especially if they had no direct connection with

advanced technical education or employment. A similar

case vas being made for the changing curriculum of the

grammar schools.78
The curriculum and organization of the most

advanced Technical schools like Luton increasingly

resembled that of the grammar school.79 “"The difference

between the tvo becomes imperceptible," explained the

Chief Education Officer for Devon in defence of his

LEAs decision to merge grammar and technical schools.80

Official support for science and technology in
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schools was linked to the maintenance of Britains
international position by means of a highly educated
vorkforce. The technical schools, for example, vere
encouraged to take the G.C.E. examination to help

81

alleviate the shortage of science teachers, just as

attention vas dravn to the development of technical
education in grammar school sixth f'orms.82
In truth, hovever, despite the assurances of the
White Paper on Technical Education (1956) about the
future of selective technical schools, there vas
diminishing official commitment to the schools. They
came to be regarded as a means of improving the
proportion of selective places. Geoffrey Lloyd, for
example, admitted he had no personal knowledge or
interest in them. He offered the AHSTS delegation the
comfort that they would "eventually be the same" as
g rammar schools.83
The educational territory of the Technical schools
vas also challenged by developments among the Modern

84

schools, vhere the "vocational trend" found a secure

place. They seemed to be fulfilling the hopes entertained

for them by, for example, the NUT?5 a case wvhich had

originally been put to the McNair Committee.86

The podern
schools had arrived at a position in the mid 1950's

vhere they had assumed much of the craft work formerly
accommodated in junior technical schools,87 and had

also come to pioneer 'biased', 'special' and 'advanced'
courses using vocational interests and project methods,ea
like many technical schools. These concerns wvere videly

seen as being in a direct line of descent from the
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curriculum policies outlined in the reports of the
Consultative Committee,89 still a potent influence on
educational philosophy.

The Ministry of Education itself, axiomatic about
the need for secondary selection, noted the "remarkable
success" of "extended courses" in modern schools. They
vere the best evidence that the schools were 'rebutting
the charge that their pupils are dogged from the start
by a sense of failure."90 Progress, measured by success
in external examinations as well as links with fdrthef

91 The achievemenfs ofn

education vas praised by Eccles.
the modern schools were noted in the White Paper,

Secondary Education for All: A New Drive, (1958),wvhich

sought to raise the standard of accommodation in all
m odern schools92 by eliminating the all-age institutions.
The initiative in implementing vocationalism
appeared to have passed to grammar and modern schools.
The former seemed to have successfully diversified
their practices and the latter to have overcome the
limitations of poor accommodation and unselective intakes
to develop lively and relevant craft and technical
courses. By contrast, the technical schools as a group
seemed to be stuck in their particularism., They vere
regarded as retarding influences.on curriculum policies
in other secondary schools, to the extent that the
College of Preceptors in a survey of opinion among
2,600 headteachers gnthe recommendations of the
Crovther Report found that their development aroused the
"gtrongest opposition."93

The educational issues about the orgénization of
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secondary organization came to the fore in the 1950s,
In addition, the political controversies about the Merits
of selective vs. unselective schools meant that the
technical schools became increasingly hard to justify
as separate institutions.

Tripartite differentiation of secondary schools wvas
a canon of organization which became less and less
tenable between 1950-60. MWith the increase of craft,
scientific and technical education in all schools,

tripartitism was abandoned.94

It wvas also argued that
the technical schools themselves could not maintain their
distinctiveness as quasi-industrial institutions as

they wvithdrew from the technical c:olleges.95

It did not
matter that technical school heads themselves had sought
to rid their institutions of these industrial and
'training' associations. Thus, the Association of
Education Officers argued the merits of bilateral

schools as an opportunity for implementing’a practical
curriculum for a majority of pupils, and simultaneously
raising the esteem of the modern schools. The Association
also sought to minimise differentiation by gender, so

that opportunities for girls should be the same as for
boys.96 The need to improve the status of technical
edﬁcation vas also put forward by the HMC/IAHM as a

reason for the development of grammar-technical schools,97
though territoriality was not absent from their

considerations. Equality of treatment, especially in the

matter of age of entry to the technical schools, was the
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best that was - urged on their behalf in a joint statement
by the AEC and the NUT.”® Predictably, it vas the ATTI
vhich called for a "considerable expansion" in the number
of technical sch0018,99 though to all intents, its

active interest was nowv focused on the problems of
further education.

The principal questions of secondary organization
had in any case moved beyond matters of school types as
the 1950s progressed. The evidence submitted to the
CACE (England) shows that by far the most pressing policy
alternatives vere between raising the school age ta
16 or the introduction of gounty colleges, both of
wvhich had been envisaged in the Education Act of 1944,
The balance of opinion favoured the latter caourse aof
action. It vas gupported, among others, by the AEC,
the Association of Metropolitan Counties (AMC) and the
County Councils Association (CCA) and the ATTIL100 1he
L.C.C. hovever vas prominent in arguing fof‘raising the
school age in order to complete the process of "secondary

education for all,"101

a8 suggestion wvhich found favour
vith the Council.

The local authorities were sometimes cool tovards,
and not a littie ambiguous about the purposes of separate
technical schools in the Development Plans. Their
grovth was further limited by restrictions on unit costs
and building from 1944 onwards. Official figures -~ which
appear to shov a healthy rate of growth in technical
school places - must be treated with caution since they
really indicate a movement to rehouse the most unsatisf-

actorily placed institutions, 102 in "old buildings or

crovded corners of technical colleges."103
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Despite increased supervision by the Ministry of
Education of the policies‘of the LEAs, consent rather
than imposition still typified their relationships.104
Following the stream of advice regarding secondary
organization between 1944 and 1948, the authorities wvere
left to their own devices. Even Florence Horsbrugh's
attempts to reimpose a pristine tripartite system was of
greater political than practical moment, and in any
case was aimed primarlily against comprehensive education, rather
than in any real sense expressing support for technical
" schools. Eccles and his successors, meanwhile, were
interested in maintaining a selective system of secondary
education in which technical schools would lose their
geparate identity in return for a putatively enhanced
status.

(vi) Problems of Institutional Identity.

The technical schools vere prisoners of a past
in which vocational preparation and industfial need
continued to be strongly represented. Their close
relationships with the technical colleges wvere favourably

noticed,10°

but the increasing physical separation did
not prevent less desirable associations continuing to
be asserted. The curriculum of technical schools, for
example, vas limited for the most part to "certain forms
of engineering .. the most obvious and orthodox technical
courses."106
The contradictions between industrial preparation
and educational justifications of vocationalism were
vell represented among the membership of the AHSTS.

There were three main technical school types, described

by one commentator as approximating to the "Trade
school concept", "the S.I. Preparatory School idea" and
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"the concept of the Secondary school."107

The first bad
become untenable, the second remained locally popular
but not capable of extension, and the last most
favoured on educational grounds after 1944. But the
first and second types vied with the last throughout th;
life of the secondary technical schools, blunting their
impact on educatioral thought., There was a need for "some
gense of common purpose" to dispose of the notion that
the schools vere places where "children who have no head
for the heights are set to work .. with their hands."l08
But for every headteacher wvho protested against the most
utilitarian aspects of the junior technical school
1egacy,109 others wvere unselfconsciously engaged in
preparing pupils for emplayment as their first priority,
But technical schools also experienced difficulties
in maintaining traditional support. The junior
technical schools had taken great pride in their links
vith local industry, and with the technicai’colleges
vhich had usually granted exemptions to their pupils from
the first stage of the ONC. The length of the school
course had often been determined by the age of entry to
apprenticeship. The technical schools were thrown into
a quandarywvith the introduction of the GCE examinatian.
It forced them to choose between entering their most
able pupils for the examination which would result in their

forfeiting entry to apprenticeship at 16.110

A more
flexible attitude was sought from both sides of industry.111
 Restrictive practices, hovever,continued to prevail,llz
Difficulties of another type - growing 'purity' =

wés increasingly encountered by technical schools in their
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dealings with the professional associations. They

had formerly looked warmly on the junior technical
Schools as the first step on the ladder to part-time
professional certification. Heads were anxious to
establish guidelines for SI exemption in building
subjects, for instance, with the backing of the Ministry
of Education.ll} They wvere informed that responsibility
lay with the college principals, in consultation with
joint professional committees. The heads suggested that
satisfactory completion of a 3 year secondary technical
course might be deemed to satisfy the requirementa;;la‘"
But the Institutions were not disposed to accept this
estimation of technical education. The Municipal
Engineers would not countenance technical subjects,

even though foreign languages could be substituted, to

115

secure exemption. Similarly, both the Mechsnical and

Electrical Engineers would only accept physics '0' level
as the science subject for S.I. exemption.ll.6

The AHSTS aligned itself with the trend towards
external examinations particularly the GCE. This was
justified in terms qf their contribution to 'general
education., After all, it was argued, the GCE (unlike
the School Certificate) was a single subject examination.
But the universities' disinclination to reccgnise
technical subjects for purposes of matriculation meant
that the schools were bound to oppose special technical
examinations. They vere seen as a mark of inferiority.
The AHSTS viewved new examining bodies like the AEB with

17

suspicion.l The heads preferred to work with existing

Boards particularly the NUJMB and Durham.IlB
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The desirability of "breaking awvay" from the
conventional 'science sixth' was enthusiastically
canvassed, with engineering subjects taking the place of

119

chemistry or a second mathematics subject. This

hope was dashed against the obstacle posed by external )

examinations. There vas a dearth of "suitable syllabuses
and examinations" since examiners could not be persuaded

to take part in the preparation of syllabuses at the

w120 1he conservatism of university

"formative stage.
heads of departments, meanwhile, prevented the acceptance
of alternative subjects to conventional science

121. As some headteachers fully realised,

combinations.

this meant that schools taking conventional GCE subjects

could be accused with some justification as in danger

of becoming a "pale imitation of the grammar schools."122
The disappointments and rebuffs that the AHSTS

received resulted in a thin-skinned and defensive outlook;

especially in the 1950's. Olive Banks', Parity and

Prestige in English Secondary Education, (1955) wvas

criticized for its analysis of secondary technical
schools,123 vhile even a sympathetic observer 1like

Reese Edwards was taken to task for allegedly failing

to describe adequately the successes of the schools.124
Relations with the NUT were aiso strained because of its
sympathy towards modern schools.??

| But it was becoming clear that the tide had turned

against technical schools, Despite 'official neglect and

parsimony'126

individual schools had prospered, and their
achievements had been celebrated in the Crowther Report.
It was crucial, argued Edward Semper, that this impétus

should not be lost, and pressed for a national inquiry
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into the 'Alternative Roads.'127

(vii) Conclusion.

The twventy years following the war sav the demise
of the secondary technical schools, From planning
to practice the schools had, collectively at least,
been unable to establish themselves as a distinctive anJ
coherent part of secondary school provision. They
continued to exhibit a variety of purposes, competing
for educational territory with other secondary schools,
and commanded videly different resources and standards
of accommodation.

Institutionally, 'Technical High Schools' and schools
that corresponded, more or less, to junior
technical (or even trade) schools co-existed. These
types represented different educational objectives; and
even marked the continuing existence of t;aining purposes.,
Curriculum policies reflecteq this lack of administrative
coherence in the widely different practices to be found
in the schools. |

An ideal was emerging - the selective technical
equivalent of the grammar school. It became a justification
for the schools. It was hoped that they would fertilize
practices in all secondary schools., This exaggerated
the coherence of the curriculum in technical schools and
ignored developments in other secondary schools., The
groving interest in practical education and the increasing
support for science in schools meant that technical schools
did not lead curriculum development in the field, but
contributed to it. In any case, the 'best' technical
schools wvere finding it difficult to resist an increasing

'purity' of outlook. This was accelerated by the

growing influence of external examinations on the
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curriculum of all secondary schools. It was also

hard to see how technical schools vere integrating their
curricula behind an agreed conception of vocationalism.

The AHSTS, meanwvhile, especially in the 1950s. failed
to successfully project technical education, whife
its inward looking nature made the Association fev friends. The
result vas that the technical schools wvere not able to
provide a lead in developing practical education in

schools. Nor wvere they able to surmount their poorly

conceived role within the network of secondary schools.
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CHAPTER 9

Between Thomson and Spens: Practical Education
and Critics of Academicism between the Wars.

(i) Introduction.

The inter-var years wvere a fertile period for
discussions about practical secondary education.
Educationalists took forward the critique of academicism
and formal learning and applied it to the secondary
curriculum. Their views vere eclectic but sustained
the spirit of criticism against the dominant Secondary
school curriculum. They put forwvard an alternative point
of view that reconciled vocation with education by means
of activity methods. No single coherent model of the
praétical curriculum emerged; Expression wvas limited in
the main to the craft work of re-organized senior schools,
the curriculum of a good many junior technical schools,
and 'advanced' courses in maintained and pﬁblic Secondary
schools.

The higher grade schools and organized science
schools had developed a secondary technical curriculum,
This had been a largely unselfconscious growth justified
on grant earning or occupational grounds‘as much as
eaucational grounds., Its practice displayed a 'simple'
curriculum model in which technical subjects vere
'added on', altering the traditional balance of subjects.
The period after 1944, meanwvhile, appears also to be
more concerned with 'working out' vocationalism in the
schools. The inter-var years vere a period during which
educationalists attempted to take stock of the secondary

curriculum, starting from a discussion of dominant

academic practices. One result wvas an increased emphasis
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on roafionalism. This étrengthened the educational
claims of the j.unior t echnical schools, and sketched the
broad outlines for secondary technical education after
1944. 1t is recognized Fhat contexts changed greatly *
as secondary éducation became the right of all children,
and education itself came to attract much greater
attention and resources. Nonetheless, there were
significant continuities in educational thought. Child
centred education; the educational value of selection;
the balance of subjects; the respective merits of
'gscientific’' vs. 'cultural subjects; 'association"and
'integration' of subjects in the curriculum, were all
discussed in these years, and continued to influence
educational practices after the war. After 1944,
the challenge of universal secondary education meant that
to a much greater extent thén before curriculum development
in technical schools (a disparate group of'institutions
in any case) became a more day to day activity,
_unencumbered by the need for constant justification. It
wvas accepted there must be a variety of 'types' of
provision. The edu;ational foundations of a practical
secondéry technical education.wefe.laid in fhis period.
Practical education is discussed here through an
examination of representative poihts of view associated
with individuals. This has been preferred to institutional
case studies because of the inability to construct
curriculum histories of the junior technical schools
from the widely scattered and slight documentation
available. Many Jjunior technical schools undoubtedly did

give expression to a practical secondary education

vithin the confineé of their short courses. These
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traditions, howvever, become clearer after 1944. In this
period, their activities vere at the very margins of
secondary education.

(ii) Contexts of Discussion,

The Spens Report (1938) contained the most authoritative
discussion about the nature and purpose of a secondary
technical education in the period. The 'Technical High
School of Science' became the most prestigious type of
technical school. Its ideal confirmed the scientific
school above the craft school, whose justification
had been -primarily instrumental. But the 'Technical
High School' was not simply the creation of the
Consultative Committee. Nor did it distil the best
practices of junior technical schools. The genesis of
much thought about the curriculum of technical schools
ijs to be found in inter-var discussions about practical
education.

Four main areas have been identified through which
the case for practical education was made. They are
(1) Accounts of the evolution of the secondary curriculum
vhich pointed to its subversion by academicism. These
served to legitimize practical education. This viewv of
the curriculum emphasized the struggle betveen practical
and academic education, which resulted in the triumpH
of the latter.

(2) Moral arguments which built on the historical
foundations, but vere more often presemated in terms of
the cultural determinants and philosophical bases of the
gchool curriculum.

(3) The 'liberal' possibilities of vocationalism. This

section will introduce some of the issues that were most
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fully joined after 1944 (Ch. 10 (ii) and (iii)). It

vill shov that there were competing interpretations about
the subjects of the curriculum, the balance betveen
subjects, 'associated' and or 'integrated' models of - .
technical education. These ideas had their origins

in the value placed on technical subjects to provide
a liberal education,

(4) Reference to foreign practices vhich lent support
to both educational and instrumental justifications for
vocationalism.

The common starting ﬁoint for most discussions
about the benefits of practical education vas the
domination of the school curriculum by the mores of the
classical tradition. This had resulted in a curriculum
that vas academic in its methods and (allegedly)
literary in content. This disposition was reinforced b;
the advent of external exéminations in 191?. An
alternative school of thought, hovever, nourished and
kept alive a competing QOctrine, namely, that secondary
education ought to integrate labour vith the classroom,
co-ordinate hand and eye with brain, and verbal facility
vith manual dexterity. 1In short, to develop the whole
personality by means of vocationalism.

The Spens Report represented both the acceptance
and the disavoval of these ambitions. Acceptance by
' its recommendation of 'Technical High Schools.' Yot
it wvas felt that they voyld confirm, by the creation of
a separate administrative structure, the lov status of
practical education, and wvere bound to minimise its

impact.1 What wvas needed was the incorporation of

vocationalism across the school gystenm.
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As it was, critics asserted that established secondary
practices had 'just happened'. The curriculum was
nothing more than an accretion of subjects without
reference to ideals,2 sustained by an ideology which .
raised up 'purity' above practical knowledge. There was
l1ittle truth in this argument, but it was widely shared
and wvas used as a means of attacking traditional practices.
The Spens Report itself detailed a critique of academicism
to which it opposed the realistic course of the 'Technical

High School.'
| The gqrowth of secondary schools (after 1902), it
vas arqued, had coincided with the emergence of a shift

in the emphasis of educational psychology. Their
curriculum, howvever, had neglected to take account of

nthe difference between children, their varied aptitudes,
sentimehts and inclinations."3 The curriculum should
reflect these factors, if necessary at the‘price of diluting
the predominantly 'intellectual' secondary course. The
modern schools had already begun to reveal the
deficiencies of gecondary schools.a The latter had
maintained "the idea of a liberal‘education vhich corresponds
neither to the circumstances of the pupils nor to the needs
of modern civilization,"5 and for this, as a group, they
vere roundly condemned.

The Consultative Committee conducted its own
reviev of the secondary curriculum draving heavily upon
the advice of co-opted members. The most influential vas
sir Percy Nunn wvho vas entrusted vith enunciating 'The
Principles. of the Curriculum.'6 His reputation had been

built upon the success of Education: Its Data and First

principles, (1920), regarded by contemporaries as the
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voutstanding book of the period .. a philosophical
treatise."7 His views had already found expression in
the Hadow Report and vere substantially repeated in
the Spens Report.8 |
Nunn gave popular expréssion to the child-centred
viewv of education. The purpose of the school,
accordingly, wvas to assist "every boy and girl to achieve
the highest degree of individual development." In the
later stages of the school course this could be
accomplished through
"studies .. which have a definite bearing on
the next stage of their life, whether that be a
future occupation or continued education.,"?
Nunn was an idealist. He was silent on the
complex problem of how, in practice, the schbol should
reflect society in its curriculum. At any rate, by
admitting certain vocational specialisms into the
curriculum Nunn vas able to overcome two major impediments
of academicism, the sterility of content - based learning,
and the failure to accommodate practical approaches. For Nunn,
pupils who made vocational choices embarked on a
liberal education.10
The goal, Nunn informed the Consultative Committee,
wvas that the secondary curriculum
"should be thought of in terms of activity
and experience rather than of knowledge to be
acquired and facts to be stored."
How was it that these views found such wide acceptance
in progressive educational circles? What interpretations
wvere placed on them?

(iii) "The Lessons of Historx".lz

Critics of academicism commonly sought warranty for

their views in the past. In this way, the record of
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~educational development was subjected to a particular
view of history in which vocationalism was driven from
the schoolroom, by a cultural outlook rooted in respect
f&r the classical tradition,
The exclusion of vocationalism from education vas
most eloquently stated by John Devey who had an especially
partisan historical sense which he directed against the
Greek inheritance in education,
"Of the segregatiohs of educational values," he
vrote, ".. that between culture and utility .is
probably the most fundamental. While the
distinction is often thought to be intrinsic
and absolute it is really historical and social..
The problem of education is to do awvay with the
dualism.."13
Devey was a live influence on the Consultative
Committee,la and his views were representative of a
vider movement which sought to overturn the historic
"antithesis between a technical and a liberal education."
"The intellect does not work best in a
vacuum, " asserted the philoscopher and.
mathematician A.N., Whitehead, "The '
stimulation of creative impulses requires,
especially in the case of a child, the quick
transition to practice."15
Whitehead's was the most comprehensive denunciation
on the Greek legacy.tq Western education.  The consequence,
he claimed was the neglect of practical education as a
bridge betveen thought and experience. Without applications,
he believed there could be no purpose to education.
“If you want to understand anything,” he exclaimed,
"make it yourself is a sound rule.."16
‘Criticisms of the classical inheritance vere
enthusiastically taken up by R.F. Young (Secretary to the

Consultative Committee) who argued that

"the ordinary grammar school curriculum up to

the beginning of the nineteenth century reproduced
the education in rhetoric described by Quintilian
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and inherited by the Western Church from
the Roman Empire."17

The curriculum had become progressively less relevant
to the needs of pupils. Nevertheless academicism
had tenaciously maintained its hold by a combination
of social prestige and the demands of the universities.
Departures from tradition, the Dissenting Academies or
the introduction of modern subjects into the grammar school
curriculum in the early nineteenth century, could not
be sustained in the face of attacks on vocationalism as
improper to the education of a gent leman. This outlook
hardened'as the century advanced and vas accélerated by
the revival in the fortunes of the public schools.18
So, it was alleged, practical education was subverted
by academicism wvhich was hostile towards ‘'useful'
education. The situation did not improve. Particular
emphasis wvas placed on the undifferentiated growth of
secondary and technical education in schools from the
1880s, which vas arrested by the early twentieth century.
Vocational education wvas diverted instead into the newly
established and specially designated junior technical
schools. These institutions wvere administered under
less favourable conditions than secondary schools,
and vere defined in terms of instrumental purposes. .
The period between 1895 (Bryce) and 1913 (Regulations
for Junior Technical Schoolg) vas therefore accorded a
special significance as marking a series of turning
points in the struggle for advantage over the conception
of the secondary education.
The separation of technical and secondary

education was velcomed by leading educationalists who
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regarded it as premature vocationalism.19

But to

R.F. Young, the measures announced between 1904 and 1913
progressively rev;rsed the traéition of secondary
technical education which had found support in the .
Bryce Report.Butitis doubtful vhether any of the late
nineteenth century demands fo; improved technical
education possessed the coherence ascribed to them.

For Young, there was little doubt that the 1904
Regulations for Secondary Schools standardized and
defined the curriculum for ill. This will not bear
scrutiny.20 Nevertheless, Young was repeating
contemporary wisdom when he charged that

"..the new Regqulations failed to take

account of the comparatively rich experience of

secondary curricula of a practical and quasi-

vocational type which had been evolved.. An unreal
. and unnecessary division vas introduced betveen
secondary education and technical education."?2l

Young's account greatly overstates @he role and
influence of the Board of Education and its Secretafy,
‘Morant. It also éssumed greater attention toAmethod than
the curriculum of organized science schools really
displayed.22 The contact betwveen technical education
and the secondary curriculdm vas at an early stage.

It was/characterized by the association of 'practical’
and 'generél' subjects.23

But for Young the task was to take forwvard the
recommendations of the Bryce Report. The Consultative
Committee had collated good practice in endorsing
'practical' education in re-organized senior schdols in
1926. But there was a hiatus with the exclusion of

vocational education from the secondary schoolé. The

Spens Report sought to redress this, unconscious of
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the contradiction between secondary technical education
and the creation of a new group of institutions - the
'Technical High Schools'.

(iv ) Cultural Determinants of the School Curriculum.

It wvas not loet on contemporaries that the content
of traditional school subjects had undergone great
changes.24 This was easier to effect than the introduction
of ﬁew subjects, especially if they vere associated
vith utility. Practical education, in these years, appeared

25

as a series of '"discrete responses", notably in the
junior technical schools and senior schools.,

This fragmentation had its origins in particular
cultural assumptions - "sociological determination” -26
vhich had shaped prevailing attitudes against vocationalism.
Once the‘relationship betveen social factors and
educational policy was understood, it’would be possible.
to oppose customary practices by a 'right'_sociology.
Clarke-was a principal representative of this point of
viev. He was particularly indebted to Karl Mannheim
in framing his ideas. Their speculations vere coloured
by a moral earnestness and idealism. Their belief in
the pover of ideas to alter practices nouv seems
excessive.

Clarke's idealism led him to suppose that the
‘education system was nothing less than a means of
re-shapiné industrial soeiaty. He alleged that the
Industrial Revolution had opened up a "vast gulf..

27

between work and life" as a result of the division of

labour, alienating vorkers from their products. He cast

his argument in moral terms,
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"the waste and misdirection of gpiritual

energy ., and the meagre opportunities of

self-fulfilment which it offers"
It vas idle, however, to tinker at the margins of the
educational system by the establishment of special
vocational schools., 'Culture' and 'vocation' could

only be re-united if schod and industry were

"taken up into the same system, an
educative system."28

Technical education vas a means of fusing education
wvith vocation, industry with the schools, and relevance
vith permanent values. It was not a special form of
education, nor concerned with particular subjects, nor
an adjunct to cultural education. Inasmuch as its
concerns were modern, its subject matter could be based
on the relationships between science and society.

Both Clarke and Mannheim were élitists. Mannheim's
object wvas the creation, by means of education, of a
disinterested cadre that would lead society. The
emergence of such a group had been suppressed by

"prevailing academicteaching".29

. He seems to have
envisaged the development of schooling along the lines
advocated by Dewey.Jo

Behind this philosophy was a particular set of
educational values. Humanistic education wvas of
greatest vorth. Without it, schooling was bereft of
leading principle and would
| "tend to transform everything into terms of
Yocatioqal trainiggland adjustment to an
industrial order.
In a modern school course the problem was to inform

science with an avareness of its social consequences.,

This could be achieved by making science conscious of its
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historyq32 The emphasis on the social context of

science found expression in many technical schools. 1In

this scheme science subjects were complemented by

céurses in the history of science, usually in the sixth.
form. Leading schools, like Gateway Boys' School

adopted this approach. For many educationalists, meanwvhile,
non-technical subjects particularly history wvere central

to the curriculum. The disposition of subjects wvas a

matter of central importance. The next section will discuss

twvo models that emerged.

( v) Association or Inteqration: The Range of Contempofa;y

Opinion.

There was disagreement about the disposition and

relationship between subjects. The issues are still in
the process of elucidation and negotiation. Two general
positions may be identified, not rigid and not exclusive
but helpful in th:eading a course through the range of
opinion. |

The first and earliest may be termed the 'agsociation'
view of secondary technical education. This vas
conditioned by the concept of a balanced timetable. 1In
its most basic expréssion technical subjects vere admitted
to the curriculum in instrumental guise and liberalized
by association vith subjects that possessed more
permanent value, notably the humanities,

The aother position, the 'integrated' view took as
‘a guiding principle the belief that the educational
wbrth of a subject wvas not dependent an a certain subject
matter. All subjects wefe‘capable of liberal interpretation
so long as they vere related to their wider contexts,
'Vocational' subjects were as amenable to 3 discussion

of human purposes and the elucidation of general principles
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as the humanities or pure science,

The curriculum of the technical schools displayed
greater evidence of the 'association' of subjects.
‘Integration' of the curriculum by means of vocationalisp,
howvever, was for many the ideal. These positions will
be examined by brief case studies of educational opinion.

From Magnus onvards educationalists had stressed
that the later school course should take account of "interest"

33 In the 19208 demands for the inclusion

and "training".
of practical subjects on educational grounds vere
better received, especially in senior schools.
Contemporary opinions, howvever, vere by no means
agreed about the value of vobationalism as the principle
of curriculum reform.

One of the most influential statements of the

illiberal nature of vocational education is contained

in the Final Report of the Ministry of Reconstruction

Adult Education Committee, (1919). 1In expféss
disregard of its terms of reference the Committee
examined the conditions under which technical education
could be made liberal. It expressed very clearly the
tagsgsociation' view of vocational education. The
subject content of a course determined its nature. A
course made up of technical subjects was not liberal.:
It could only be made so by the addition of literary and
humane subjects.

The chapter on technical education is an éxtraordinary
compilation. High-minded, romantic, nostalgic about
apprenticeship and craft skills, it urged the extensiqn

of the benefits of humane culture as widely as possible,

It is, in fact a tract against the liberal purposes of
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practical education.34

The object of technical education, the Report
insisted was to ihprove the efficiency of industry. It
vas doubtful, therefore, whether it could be compatible
vith secondary education. This limited view of vocation;lism,
determined by industry, imprisoned teacher and learner
vithin narrow and illiberal parameters.,

In order to make technical education liberal "pure
science" must replace "specific branches of application.”
It should be complemented by some treatment of the
economic background to industry. Furthermore, it wvas

"egsential that the technical student should

pursue studies but remotely connected with his

vocational training" in order to develop "the

other sides of his nature."35

By contrast vocation and education were reconciled
by Percy Nunn and Benchara Branford. They represent
(in varying degrees) the 'infegrated' view of technical
education. It is relevant that Nunn, in common vith
many others, stressed the importance of vocation and
activity as justifications for practical education and
not science. As such technical education, exemplified
by the technical high school, was a species of the
genus practical education in an advanced form. Nunn and
Branford had little interest in the evelution of the
curriculum or the cultural determinants of educational
practice. Their guiding principles were derived from the
precepts of educational psychology, especially
individual aptitudes. To this must be added a more
nebulous belief in 'moral' development through handvork,

vhich legitimized the induction of the pupil into

certain vocational traditions.
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Nunn wvas the most well-known representative of the
school of thought which held that the grounds of
separation betwveen liberal education and training vere
not the subjects of instruction but the approach to
the material. It was possible, therefore, for a
technical education to be liberal. Nunn's division
between a proper and improper vocationalism in the
classroom bears the stamp of moral certitude. 1In this
vay, he implied a greater worth to traditional craft
and engineering specialisms over others in the secdndary
curriculum. In his methods he drew heavily on Devey.

"The school," he wvrote, "must be thoughtof

primarily .. as a place vhere the young are

disciplined in certain forms of activity -

namely those that are of the greatest and

most permanent significance in the wvider

wvorld.."36

Nunn's belief in the balance between groups of
related subjects meant that he accepted the division of
the curriculum into "subjects." He pointed out, however,
that the pupil must be as free as possible to choose the
course of study.37 He relied on the mechanisms of
school life, the pupils instincts, as well as the spur
of employment to help the learner determine a proper
balance of study. The process was infused wvith moral
purpose:?

"there would be in school life as a whole a

sincerity, a vigour a dignity, that are hardly

attainable under the authoritarian tradition,"38

Benchara Branford (a friend of Nunn) wvas an

Inspector at the L.C.C. and the author of a remarkable

book, Janus and Vesta, (1916). One chapter 'Science

and Occupation' is of interest here. Among his gnomic

prescriptions vas a view of the school curriculum that
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explicitly conferred vocationalism with liberal
educational purposes.

Science, according to Branford, derived its
meaning from the application of natural laws to meet
social needs. Science itself had its origin in
vocational activity.

"thinking about the principles of .. work..
in a clear, logical and systematic way.."

It was verified by "the test of experiment", and he

argued that "the so-called sciences are the written

record of such thinking." This discovery was a creed.
"The world vithout as occupation and the

vorld vithin as science perpetually beget
each other."

'Science' arose from "the experience gathered by man from

one or other of his numerous occupations."a0

It vas the
tagsk of schools to develop 'scientific' awareness in
pupils arising from the consideration of vocationally
determined problems. Scientific principles could be
derived from technology. This argument represented the
most radical expression of the integrating powver of

vocation in the curriculum.

(vi) Encouragement from Abroad: Lessons from America
and Germany.

Evidence of good practice abroad influenced
iﬁdigenous thinking about vocational education. It
vas adapted to British circumstances, Sometimes; like
- Devey's 'activity schooli, it lent support to educational
justifications for practical education. Other' points of
view emphasized instrumental purposes. Kerschensteiner,
for example, was videly read. His ideas found ready
acceptance among politicians and the technical institutions.

The effect was to raise consciousness about the

cultural assumptions framing school practices. The
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. Spens Report cited with approval American support for

vocationalism,a1

noting particularly the views of the
expatriate Issac Kandel wvho declared that,

‘ "subjects can have meaning only as they are
treated as aspects oF active and living human
experience.

Above all, Devey was an enormous influence on both
sides of the Atlantic. It even seemed that the harmony
between vocation and schooling had sometimes been
achievéd in some American High Schc:ol.s.a3

Harold Rugg's, The Great Technology, (New York 1933)

encapsulated the leading themes of this critique of
academicism. He was outraged by the wvaste of talent and
loss of skills among the wvorkforce as a result of economic
depression. He sawv education as a means of social
reconstruction. The curriculum should be

- "built around the problems and modes of
living in the present."”

Rugg's view was that vocationalism was essential
to all schools if they wvere to prepafe pubils for a
society dominated by the consequences of technological
advance., Society itself would be transformed. Because
the school was the microcosm of society "scientific
determination" of goods and "socially useful" services
would replace the prevailing anarchy. Talents formed in
the schools would be liberated so’that creativity would
find its outlet in constructive employment.45

At a folk level German education was greatly

respected. Georg Kerschensteiner's, The Idea of the

Industrial Schaool, (1913), was wvidely read in Britain and

America. He was a favourite authority among Liberal

politicians. The technical institutions also had an
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affinity wvith his ideas.46 They were attractive to these
groups because he stressed the instrumental value of
technical education, combining it with a somevhat
mechanistic educational rationale. Shorn of their

47 Kerschensteiner's

particular philosophical contexts,
ideas also proved congenial because he had applied thenm

to the Munich school system where practical education found
a place in all schools., He was particularly interested

in changing science teaching from "the verbalism,
memorizing and the writing of paradigms” by compelling

pupils to be "more act:ive."a8

But he argued that all
subjects could be treated in an appropriately practical.
manner.a9

Kerschensteiner's arguments, moreover, vere
resolved in institutional forms that found considerable
support. He believed vocational training should begin
in a rigorously differentiated system of post-Elementary
institutions "in which children vould be gf0uped

according to their future vocation."50

Interestingly,
rigidity of organiiational structure existed alongside

an integrated view of the curriculum as determined by
vocation. He made explicit a formulation which was never
entirely clear in Britain. The curriculum he insisted
vas not subject to a notional balance between subjects.
Every 'subject' was of equal worth and its content

determined by vocational interest.

(viid Conclusion.

Discussions about vocationalism in these years
greatly conditioned attempts to 'work out' the practical

curriculum in secondary technical schools. Practical
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subjects found their way into the school curriculum

on the grounds of usefulness. This view found
expression in the junior technical schools wvhose courses
had been defined as frankly instrumental in nature. The
ideas presented here offered, in varying degrees, |
educational justifications for vocationalism. There
vere continuities enough in outlook to maintain the
pestinence of these ideas. In seeking to give effect to
them the technical schools drev on their strengths and
replicated some of their wveaknesses. These continuities
help explain the apparent hiatus in discussions about
the educational value of vocationalism. Attention to
propaganda and to the method of delivery characterized
later discussions.

From the 1880s practical subjects had found their’
vay into the secondary curr@culum. But they lacked
settled procedure or a cocherent rationale. The
educational justifications for voéationaliém folloved,
and methods were consciously refined in schools after
1944.

The critics discussed here represent a personal
choice. They were chosen because of the clarity of their
influence. What they do not possess is a common outlook.,
They'are not a group united by a single conception of
vocationalism.Agreed on the need for a less academic
curriculum they vere separated from each other by their
premises, and sometimes by personal animosity. Nonetheless,

their collective influence vas considerable,
In this broad church it was possible to hold

videly different views about the means of accomplishing
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their common aim, to introduce vocationalism into
the curriculum. In time, the bases of the arguments
presented here became untenable, Inétrumentél
justifications could not be sustained in the face of
universal secondary education. Others were inscrutable.‘
Clarke's evangelism, for example, was meaningless for
many who thought they shared his outlook,

The divisions suggested here are an attempt to
impose order on contemporary opinions, They are not
exclusive categories. Accounts of the historic evolution
of the curriculum fortified the conviction that
academicism had subverted practical education. Academicism
itself wvas an expression of a cultural outlook unfriendly
to vocationalism. Foreign opinions, meanwvhile, vere
sought out to justify indigenous beliefs. The contribution
of practical education to the development of personality,
a moral arqument justified by psychological principles‘
proved especially compelling.

It vas in framing ansvers to a host of questions
about the 'delivery' of vocationalism that differences
of outlook became most apparent. At the time,
senior schools, junior technical schools and the ideal
of the technical high school (which expressed social as
vell as educational ambitions) vere institutional examples
of vocational education. Their respective courses show
there were differences of outlook on when practical
education should begin, who it was most appropriate for
and what it should include. The disposition of the
curriculum vas é matter of further dispute. Most

commonly, the curriculum vas typified by the association

of groups of self-contained subjects. Towards the end
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of the period an integrated model of the curriculum was
emerging which did not distinguish between groups of subjects
v"labelled respectively 'vocational' and 'cultural'".51

The working out was a matter for the secondary technical

schools. i
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CHAPTER 10

Curriculum Policies for Secondary Technical Education:
1944-1965: Problems of Identity and Practice.

(i) Introduction

The secondary technical schools built on educational
foundat ions laid betveen the wvars. Criticismgof
academicism had resulted in making moare explicit the case
for practical education. The Spena Report vas the charter
forthe institutional development of the schools.l
Increasingly, practical education found a place in 
the curriculum of all secondary schools. It vas not,
howvever, able to command the respect of academic education.
The technical schools, meanwhile, were not able to formulate
an agreed set of curriculum policies.

This accounf of the curriculum is based on two
principal sources. Printed material on the technical
schools is far more plentiful after 1944 . Journals

like Vocational Aspect and The Journal of Education,

.as wvell as more ephemeral sources like the Times

Educational Supplement record many attempts to give

effect to practical education. The technical schools
fhemselves achieved a degree of institutional contact
through the Association of Heads of Secondary Technical
Schools (AHSTS), that had been beyond the reach of the
junior technical schools. The Association's records
form the other majof source on vhich this account is
based. |

Specialization, and the anxieties it engendered are
briefly discussed. This is folloved by an examination

of the principal determinants of the curriculum; content,
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teaching methods and assesment. Reference is made to
institutional practices, mainly taken from three
contrasting Technical High Schools, Cray Valley,
Doncaster and Gatevay, to exemplify key issues. .

(ii) Objectives and Contexts.

Discussion about implementing the 'liberal!
vocational curriculum became more prominent as instrumental
justifications receded. The logic of separate selective
institutions meant that the technical schools were
intended to challenge the academicism of the grammar
school course.

Outcomes at least became clearer. The technical
schools after 1944 aimed to reconcile vocation and
education in a secondary course that would:

(1) relate learning to the world of wvork in a course of
study iﬁtegrated by vocational interest.

(2) unite head and hand, that is, provide a liberal
education wvhich made use of practical methods to promote
intellectual development and liberate the creative energies
of pupils.

(3) combat the 'wastage' that resulted from dissstisfaction
wvith traditional approaches, thereby contributing to
national regeneration by meeting the need for scientific
manpower.

The most assiduous projection of vocationalism in
the 1950s. and early 1960s vas by. the Associafion of Heads
of Secondary Technical Schoolas (AHSTS). In fact, only
a minority of technical schools gave effect to itsg
ideals. The AHSTS itself never included as many as half

the heads of technical schools. Throughout its existence
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the Association's energies vere absorbed by publicity and
lobbying, leaving little time for detailed examination

of the curriculum. It would have been hard in any case

to seek to establish unanimity among the heads. They were
more united by external threats than a coherent set of
policies for the schools. The integrated vocational
curriculum proved elusive. The curriculum of most schools
vas typified by the association of discrete subjects,

in which practical subjects wvere more in evidence than

in most other secondary schools. A number of schools
(particularly in London) continued as pre-employment
institutions. Others could not resist the embrace of
external examinations which seldom made concessions to
practical education.

In any case, good practices in vocational education
vere to be found in all types of secondary schools. The
legacy of the technical schools vas slight, aléhough
particular individuals associated vith theﬁ, like Edvard
Semper, played an important part in keeping the issues
alive.2

In seeking to follow the blueprint of the 'Technical
High School' the technical schools emphasized science
subjects. The promise was to make use of practical
approaches in the classroom and vorkshop to bring about
technological avareness in pupils - .

"a disciplined process using scientific. material
and human resources to achieve human purpose,.”3

This was the basis of a liberal education through

vocational interests, modern concerns, and the integration

of subjects. Its benefits vere even made in moral terms,?
’

reminiscent of Clarke and Nunn.
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The difficulty was that technical education
appeared in many guises, making its precise nature a matter
of dispute, if not obscurity. A number of terms vere
used interchangeably and in a variety of contexts, not .
always clearly specified, as defining characteristics of
a secondary technical education., Simultaneously,
technical'education retained about it associations with
'special training' in place of a proper 'cultural!
education.

Illiberal connotations of technical education
continued to overshadov tHe case for vocationalism.

These arguments arose in discussions about specialization
in the curriculum and wvere regularly aired in the
educational press,

It was at the sixth form level that differences of
opinion over special vs. general education were most
clearly stated. The sixth form curriculum was a battle-
ground in the early 19505 as disquiet grew over the
specialization demanded of candidates for scholarships
in science at universities. There were complaints that
grammar schools already produced "too many clever dicks,"5
vhose education vas narrov and illiberal. Critics,
including science teachers, argqued that much that
passed as school science was scarcely an education at
all, but merely "a training in the physical sciences."6
Only a proper balance of suﬁjects, vhich alvays
included the humanities, could ensure a libérel secondary
educagion.

This meant that the curriculum of technical schools

could not be educational on 'a priori' grounds.
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Vocationalism attracted the charge of 'special
training'. Science °°U1d‘be a part of a liberal course
but could not provide such an education on its own.7
Science teachers were sensitive to the charges of .
excessive specialization and lack of ‘'culture?',
Remedies were usually along the lines that science must
be complemented by other subjects, including the history
of science, and should encourage the consideration of
scientific method.®

In this wvay, the humanities would act as a leaven
on vocational courses. Technical education, arqued Boris
Ford, could be broadened only so far after which it wvas '
necessary to include "a certain measure of liberal non-

9

vocational study."” This was because technical education

did not acknovledge "historical development .. social
context .. value or purpose,"10 an argument wvhich echoed
the concluéions of the Adult Education Committee in 1919.
For this reason, Graham Savage vas condemnéd for thinking
that a liberal education could be scientific alone.l}
Rather, it was composed of an association of discrete
subjects, the coﬁtent of each being independently defined.
Against this background, presentation of the case
for a 'liberal’ technical education often took a combative
form. Specialization was made a virtue, and "so
called cultural courses" attacked for neglecting "the
student's interests.”"” Far from having a narrowving effect
it would promote understanding of "the culture of the

nl2 Specialization vas ill-conceived only when

13

subject.

it was "imperfectly related to.. context,"
But science as the basis of a liberal secondary

education had more than one interpretation. Serious
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differences arose between 'academic' and 'technical!
versions of science education, both of which vere
avovedly speciali;ed.

. E.B. Castle, for instance, reasoned that at its
best, science was as much concerned with human purpose
as any other subject. His vieus, hovever, lacked a
settled procedure. He relied on the teachersg!’ ability
to relate laboratory observations ('applied’ science)
to the history and uses of science.14 Critics aptly
dubbed this "the doctrine of the 'brilliant aside,"l

The case for technology as the focus of g lib;ral~
education was made in terms of the benefits of
specialization. "We must work from vithin out,"
counselled Alex Ross, "we must begin with technology

16 Technology must be made pupil centered and

itself..”
determined by interest. The pupils' abilities vould bek
stimulated by the use of activity and discovery methods
in vocational settings. The test of succeés wvas the
extent to which special interestsvere related to other

‘knowledge and the concerns of society,

(iii) JThe Content of the Curriculum.

It became progressively less acceptable to limit
the content of subjects in deference to the pre-employment

functions of technical schools.l?

There vas a general
opinion that the curriculum, at least unti} the sixth
form, should embrace a wvide range aof subjects.18 This
view was accepted by the AHSTS, striving to emulate the
freedoms enjoyed by other secondary schools, such as

age of entry and length of coaurse,

The technical school curriculum vas regarded as
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specialized but not unbalanCed.19 It was noted that
the technical high schools vere approaching "closer and

closer to the grammar school"20

in the content of their
curriculum. They had not abandoned vocationalism
itself but its instrumental aspects. The whole range
of conventional school subjects vere represented, but they
vere conditioned by vocational interests.

The degree of specialization varied widely between
institutions. GSome headmasters insisted that boys should
be inducted into the ethos of technical education from

their first days at school.21

Others argued that the
"necessary background of culture" required that the

early years of the course should resemble in content that

of the grammar school, with a greater emphasis on craft

and the exclusion of a second foreign language.
Vocationalism should be gradually introduced from the

third year onwards by way of out of school activities.
Specialization wvas not permitted before thé fifth year.

The curriculum was made up by the association of "academic",

"eultural” and "craft" subjects.22

At Doncaster, the problems
of delayed specialization obliged Edvard Semper to reappraise
craftwvork in the lower school, after disappointing
early results vith sixth form project work. A problem
solving approach was encouraged through the design and
construction of simple working models which were tested
for purpose as part of the '0' level course in the
'Application of Physics.'??

Specialization was a matter determined within

institutions. But it was only a starting point for

variety between the content of the curriculum betwveen
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schools. There were powverful external determinants

vhich shaped the curriculum. These included traditions,

accommodation, admission, selection, relationships to

other secondary schools, cognisance of educational theory,

ideas about gender and changing attitudes tovards

practical education. Singly or in some combination

these factors conditioned the content of courses.
Secondary status witnessed the beginning of the

slow disengagement of the technical schools from the

technical colleges. This had the effect of freeing

their curriculum from domination by the senior institutions.

an influence which had sometimes been as distorting as

24

external examinations. As late as 1952, two-thirds of

technical schools were still housed in colleges.25
Subsequently, the Crowther Report revealed that a third
of schools continued to receive pupils at 13, and that
sixth forms were poorly developed. Although élmost
half the technical schools had sixth forms, the average
size was only 21, a global figure distorted by the fact
that only 15 schools had sixth forms with more than 15
pupils. The proportion of pupils taking more than 2 'A'
levels ranged from 43% of girls to 70% of boys. On

the whole these figures compared unfavourably vith a

sample of corresponding grammar schools.26

A strawv poll

of AHSTS members showed that their schools vere better

than average, with more than half receiving pupils at 11,2’
The curriculum of Gateway School was liberated from

the influence of the technical college after Dr. Frazer

8

became headmaster in 1952.2 At Doncaster, the technical

high school was not housed in its own buildings until

1957, despite considerable support for practical education
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by the Chief Education Officer, Hoskin.2? At Cray

Valley, meanvhile, the school was set up in the buildings
of a former grammar school as part of the Kent LEAs

30 The

forvard policy on separate technical schools,
corporate nature of technical schools after 1944 meant
they vere more able to resist demands from technical
colleges. Even so, most schools were not as fortunate
as the above, and vere limited by inadequate f"encilities.3l
The curriculum of technical schools was strongly
conditioned by selection. The AHSTS endorsed the

'Technical High School.'32

The prestige of certain
schools wvas such that their intake was similar to

local grammar schools. The ambition to increase the
selectivity of the technical schools was limited because
so many continued to receive pupils at 13. There vas a
vell-founded belief that modern schools wvere reluctant

to transfer their most promising pupils at 13,33

and that
grammar schools only passed on their less éuccesful pupils,
Although it was tﬁe Ministry's policy between 1944 and
1956 that technical schools should receive their pupils
at 11, and keep them until the sixth form, the schools
evinced a chaotic pattern of admission and length of
course.34

It vas only when the days of separate technical
schools wvere clearly numbered that members of the AHSTS,
like Edward Semper, became more diffusionist about
the institutional development of practical education.>?
He had for long argued the schools should make curriculum
development their rationale and reject training

36

conceptions of technical education, He recognized that

many grammar schools wvere emulating technical high schools
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in their approach to science education.37

In the light
of the Crowther Report he demanded a programme of
research and planning to co-ordinate the variety of

curriculum initiatives in the field,38

and insisted that,
an 'Alternative Road' could be constructed for pupils of
all abilities.>”

During the 1950s,  the separatist, selective case
for Technical High Schools wvas forcefully advocated
by individuals like ODr. Frazer,ao and endorsed by
the AHSTS as late as 1960, in the wake of the Crowther
Report:.'/41 Frazer stood on that ving of the Association
vhich held anti-grammar school views,az often a more
poverful bond between members than a unified conception
of secondary technical education.

The need for selectivity had been a major point in
the Association's submission to the Central Advisory
Council for Education (England).43 Gateway School
declared it provided "a more than academic.education to
boys of more than average calibre."44 Kingsland's
assertion that a "majority" of pupils could benefit from
a curriculum in which "the challenge of problems and

."45 must

gituations .. appear .. real and purposeful .
be set alongside the fact that pupils in his school wvere
drawn from the ablest quarter of each age group. It
meant that the subject matter of these technical schools
most consciously developed in the sixth form was applicable
to a minority of secondary pupils.

As for methods of selection there is little evidence
for the use of special entry tests. The junior tachnical

schools had admitted pupils at 13 on the results of an

examination which did not include intelligence or aptitude
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. tests.%®

Cray Valley Technical High School looked at
ability in the round, and held that an interest in
mgthematics vas d;sirable Stereotyped formulations
vere still to be encountered. Frazer, for example,
accepted the veakness of Norwood's categories of pupils,47
but reformulated the 'types' as a common sense guide to
school admissions.

The orientation of courses was a direct legacy from
the junior technical gchools. Specialisms tendeq to
appear later than had been the case, and they vere
described as 'biases'. In boys' schools the "central
importance" of craft and technical subjects vere
justified because they helped promote personal development
through handwork.ag John Kingsland at Cray Valley saw
the task of the technical schools as taking forward the
"sense of reality"50 of junior technical gchool courses
intao liberal secondary education.

In most technical high schools selective admissions,
examination pressures and changing demands from the
'professional institutions altered the character of the
traditional engineering courses. The decline in
engineering draving in schools was held to be a direct
consequence of increasing purity of outlook by the
engineering institutions, as well as the demands of the
scientific civil service.51 In general, it appeared that
technical school courses vere more technological than
craft based, and their content more theoretical than
practical comparedto their junior technical predecessors.52

They included a narrover range of 'biases'. Construction,

for example, where it survived wvaes rarely concerned vith
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"craft" approaches but with "scientific aspects of

nd3 The great variety of the schools meant

building.
that junior technical school "craft apprenticeship" courses
survived in those institutions which lacked advanced coyrses
and retained local emphases. They continued to be

intensely wvork related, and included the learning

of particular skills, like engineering drawving, and
introduced pupils to machine shop and foundry work.s4

The specialized nature of technical school courses
had important consequences for the content of non-
technical subjects. The extent to which practical
education operated through subjects not evidently technical
vas a test of the integration of the curriculum,

If the claims of teachers are taken at face value
every subject served vocational purposes. In fact, the
growing'importance of external examinations, and the
traditional retardation of non-technical sgbjects in
junior technical schools means this assertibn must be
qualified. Despite the claims made for the imaginative
integration of non-technical subjects in practical
education, the correlation between subjects was an ideal
which fell short of achievement in the schools.

Nevertheless, for many critics of academicism this
task was at least as important as the practical apéroaches
to craft and science education pioneered in technical
schools.55 Unless the content of all subjects was
adapted to "the major interests of the pupila"56 the
curriculum would be disjointed and lacking in any overall
purpose. Accordingly, curriculum revisiop in this area

vas a matter of the first importance.

The revision of traditional subjects was carried
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furthest in English in girls' technical schools, vhere
the science curriculum vas least deve loped., Communication
vas "the life blood"57 of courses like domestic science
and commerce, wvhich depended on the comprehension of
detailed instructions. In boys' schools, practical
communication was less developed. English lessons
vere used to illustrate the literature of science and
engineering, as well as understanding of technical accounts,
and promote the lucid expression of experimental
results.58

History was sometimes given pride of place in the
curriculum because of the insights it provided into the .
evolution of industrial society. Some schools developed
history courses in wvhich the content was determined by
the nature of the institutior's specialism., At Worksop
Technical High School, a boy electing to specialize in
building wvould find himself examining perticula£
techniques through the study of Corinthién capitals
and Norman keeps. This was part of a course in vhich a
"general" element was supplied by é treatment of the
interplay between technology and society by means of
a thematic discussion of agriculture, communications or
medicine.59 Both parts of the course vere intended to
complement the acquisition of craft skills by raising
issues about vocation and society, and the effects of
technology.

The study of foreign languages, (prior to 1951
a defining characteristic of the secondary curriculum),
posed considerable problems for technical schools. With

few exceptions,60 even wvhen practical usage (direct

communication, reading specialist literature) vas
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stressed, it proved difficult to devise language courses
that commanded the interest of pupils. Ffor many ,
languages only had point in terms of G.C.E. success as
a step towards professional qualifir:ation.61 .
A considerable gap in the technical curriculum vas
the neglect of giris. They were usually excluded from
engineering and related courses. Their place alvays
remained obscure, and even the Spens Report had 1little
to offer in this respect.62 Pre-employment functions
remained paramount. The curriculum itself yas divided

63 Much

betveen ‘general’' and 'vocational’' subjects.
time continued to be spent on the acquisition of vorke
related skills, taught by apprentice trained staff.6a
In some schools, placement of girls was left to
"trade mistresses" so that external validation of

65

courses was of little importance. These essentially

trade school characteristics were much in evidence,
especially in London. %% |
Practical education for girls lacked projection
because it lacked a forum for discussion. Women
heads in the AHSTS deferred to the domination of the
Association by 'male' concerns, apologizing for their
presence.67 This was because, with some exceptions,68
technical education for girls was not Usually scientific.
The most influential view of practical education for
girls was that of the trade school,'or vhich posited
caurses based on occupational differences related to
gender. Girls vere not regarded as being likely in view
of the reluctance of employers to engage women in

supervisory scientific posts, to find themselves

directing scientific operations. Girlg® schools,
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moreover, had considerable difficulty in attracting
science teachers and possessed limited laboratory
accommodation.

Beyond these constraints, a pervasive ethic dictated
that girls should regard vocation as an extension of
"natural instinct" as future wives and mothers.69 This
viev was sedulously propagated by headmistresses who
argued in favour of 'general’ courses, accompanied by
vocational training for careers as nurses, secretaries,
typists, laboratory assistants and primary schooi teachers.70
The Crowther Report had the effect of reviving the-
question of technical education for girls,71 as did
the tendency of girls to remain at school beyond 16. But
housecraft, commerce and needlework remained the most
important 'biases' in 9irls schools. In mixed schools
they wvere usually timetabled against metalwork and
woodwork.72 Where science wvas offered it was generally
biology. The girls' technical high schooi at Doncaster
only introduced chemistry thoughout the school in 1958,

" and did not offer physics at all. Technology wvas
regarded as a career for boys.73

A considerable limiting factor in the projection of
secondary technical education vas its association with
premature vocationalism in which content vas determined
by the requirements of a trade or industry. Trade
schools, which had been the preferred development of
the Board of Education in the 1930s, received only
qualified approval in the Spens Report, and wvere abandoned

in conceptioﬁ after‘1944.

Yet schools of this type continued to survive and

condition views of technical education. Some vere
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scarcely changed. The AHSTS sought to dissociate itself
from this aspect of the past. Nonetheless, heads of

trade schools were members of the association. The Mary
Boon School at Shepherds Bush continued to maintain "clogg
contacts wvith the relevant trades." Girls vere entered
for City and Guilds Examinations, but staff preferred to
place pupils informally through their contacts vith
employers.74 At 16 girls vere "receiving almost full-
time technical education."75 Counterparts could be

found among boys' schools. The school at Dudley was

an almost untouched specimen of a junior technical School.76
Woolwich (Polytechnic) Secondary School divided third year
pupils into 'engineers' or 'builders' who began to
specialize in engineering technical drawing, technical

draving and metalwork.77

The Boys' School of Engineering
at Willesden was organized "on much the same lines as tHe
junior technical schools.” Its curriculum did not include
a foreign language, and in the fifth form As little as
4 periods a wveek wvere allocated to non-technical subjects.78
These traditions eﬁbarrased the AHSTS. Heads of
technical high schools wvere at pains to point out that
"teaching", in their schools at least, had replaced
"instruction"o79 This had an effect on the content of
subjects which became more theoretical, increasihgly
scientific and formal. “Not an engineering shop,"
explained one headmaster defensively, "metalwvork craft
room."80 Craft subjects vere not able to command the
same esteem as scientific subjects. Moreover, the painful
fact remained that much craft teaching wvas not vell-

related to the rest of the curriculum.81
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Practical education vas not restricted to technical
échools. It meant that the content of their courses vas
defined in terms of the 'space' they were allocated in
local school organization. It also reinforced the
selective outlook as they sought to maintain a separate
existence on the grounds that they were pathfinding
institutions.

The growth of practical education in all schools
vas velcomed as a vindication of local conceptions about

secondary organization and the content of courses.82

The
result was to make the contribution of technical schools
less distinctive.

Butler himself had private reservationsabout the
ability of modern schools to frame an appropriate
curriculum for pupils.83 He wvas an early supporter of
bilateral technical-modern schools. The White Paper
on Educational Reconstruction (1943) had merelf expressed
the viewv that modern schools would provideAa 'general’
education. A decade later vocationalism was vell-advanced,
and pupils vere also being entered for the G.C.E., and
proceeding to technical colleges.84

The inclusion of practical subjects in modern schools
originated from the need to develop suitable courses for
older pupils. The appeal of vocationalism was many-sided.85
It wvas an introduction to work, as well as being an aid
to discipline, and vas regarded as particularly appropriate
for working class boys.86 Practical education wvas also
commended for the less able,87 and sometimes as a means
of realizing the potential of pupils cooled out by
88

academic approaches.

The tripartite system had been attacked from its



-304-

inception because of its faulty psychological basis, It
imposed artificial restrictions on the curriculum of
modern schools. Middlesex had rejected technical schools
on these grounds. Cheshire actively promoted 'alternatjve

89

courses' in modern schools, Technical schools vere

criticized for impeding their modern school counterparts,
forcing technical school heads on to the defensive.90
The advent of comprehensive schools laid the argument to
rest. But already some modern schools had risen above
instrumental approaches to technical education, and had
gone down the 'Alternative Road' with enthusiasm. Far
from remaining "a manly refuge from the effeminacies of '

71 integrated technical courses vere

academic education",
becoming more common.92 Good examination results vere
obtained with unselected pupils.93 Increasingly, craft
courses came to be regarded as the special preseve of

94

modern schools. Most importantly, their justification

was more often made in terms of their contribution to a
liberal secondary education.95
Grammar Schools were also deeply involved in
practical education, an interest which accompanied the
growth of science subjects in the sixth form. The
"grammar-science- technicalf school vas canvassed as
a means of meeting the need for scientific managers, a
demand technical schools wvith "sweatrag and trade school"
asgsociations could not fulfil.96
The move from "pure" to "applied" science vas

velcomed by the IAHM.?’

The grammar-technical school
proved congenial whether organized in 'sides' or as an

aspect of the diversity of the grammar school. 1In some

cases, grammar schools built on established traditions
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of practical education. Elsewvhere, it wvas new. The

result vas that 'mixed' schools had arrived and "authorities ..

. . w98

are happily saying so..
The case for practical education in grammar schools

vas made in instrumental and educational terms.

Engineering subjects appeared as "training" and for the

most part practical education vas regarded as a vay of

stimulating less able pupils.99 In some grammar schools,
hovever, the case for vocationalism was made on educational
grounds as varmly as any designated technical school, 190

(iv) Teaching Methods.

Activity methods vere the key to teaching in the
technical school. They were child centred, practical
and made use of special interests as a means of promoting
understanding and motivation in pupils.

The form and timing of vocational specialization
met with a variety of responses. There vere many, like
Venables, for whom aspects of the Junior technical gchool

101 The emphasis of the

tradition remained strong.
curriculum vas determined by local industrial needs,
Teaching methods were determined by the techniques of
each industry. Venables accepted the divisiaon betveen
"geheral" and "vocational" subjects, and was content for
"professional associations” and "trade institutions" to
determine the "technical studies and activities required
in preparation .. for the major industries."102

Venables' belief in the early determination of vocation
vas rooted in the "Junior College" idea. He was able to
assume, of course, full employment and a relatively

static occupational structure. His instrumental outlook

vas tempered by the hope that an integrated curriculum
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. vould emerge, but he was not clear on how this might be
accomplished.

Influential headmasters like John Kingsland also
looked back to aspects of the junior ta3chnical school
inheritance. He saw the technical school perfecting methods
of craft education. Craft he wrote:

"could surely be the starting point for

intellectual exploration and discovery. It

could give point and purpose to science and

mathematics and illuminate both subjects. It

could provide material for purposeful talking

and writing. It could provide pegs on which

a vhole course of history and geography could

be hung." '
Ité purpose vould be to make a boy consider "why" he wvas
engaged in a particular activity, "wvhile teaching him how."103
It would be a "liberal" education, "through various forms
of 'technology'.. instead of being a passive listener
or vatcher the boy should be actively creative or

inventive."104

He was not éoncerned about early
beginnihgs, and boys were inducted into the ethos of
vocationalism from their first days at school.

Heads like Edward Semper did not give equal weight
to practical subjects throughout the school. The most
challenging interpr;tation of vocational education took
place in the sixth form. He vas obliged, hovever, to
introduce changes lower down the schoolvto increaée thé
effectiveness of later wvork. The emphasis was on problem
solving through the design and making of vorking models
vhich were tested for purpose. Like Kingsland he
emphasized the creative value -"inventive curiosity' to

be derived from practical education.105

"Success, Creativity, Stimulus“106 vas the slogan

arbund which the curriculum at Gatevay School under
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Dr. Frazer was constructed. Practical education, Frazer
believed, was an extension of the primary school
curriculum. It allowed pupils to express themselves
in a realm other than the acadenmic, minimising the
possibility of rejection or failure.107 In the first
year at the school, boys vere encouraged to model, setting
their own standards in creative spontaneous activity.108
Activity methods in the technical school encouraged
personal observation and made use of the experience
gathered by pupils. This was exemplified by project
vork wvith its emphasis on applications and varkshop
experience., For unselected pupils, and with younger
pupils, the practical approach was represented by projects
in craftvork. 0Older and more able pupils vere directed
tovards science based courses in engineering. It was
an axiom of technical school science that general
lavs could be deduced from specific practiceslog-
science from technology. This owed very little to the
methods of the technica; colleges and had more in
common with methods being simultaneously used in
primary and modern schools.110
In practice, even the most consciously 'vocational’
schools fell short of these ideals. For ane thing it vas
difficult to find secondary school teachers whao possessed
the desired qualities - sympathy vith practical
approaches, industrial experience and subject knowledge.lll
It vas reckoned by headteachers who had experience of both
systems that Jjunior technicsl schools had less difficulty
in attracting craft teachers who possessed thege

abilities. Training college courses no longer reflected
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these needs. Grants for mature students were "hopelessly
inadequate” so that intending teachers found it
difficult to contemplate leaving employment. Worst of

all, student teachers regarded the workshop as a "last
112

resort". Within the schools, moreover, there was a
dissmnance between ideal and practice. At Gateway School,
the curriculum did not integrate subjects and methods
behind its stated aims. Doncaster Technical High School
reserved the most interesting approaches for sixth form
pupils. At Cray Valley, which did attempt an 'all through'
practical education, the subject matter did not alvays

lend itself to the development of generic skills, so that
discontinuities between the lover and upper school course
vere apparent.

Despite the ideals of its headmaster and the excellence
of its facilities, the Gatewvay curriculum lacked integration.
In spite of the time devoted to art and craft the
subjects vere discrete and there is little évidence that
early specialization included a treatment of the purposes
of practical subjects. Tao overcome this deficiency , the
sixth form course in science was accompanied by a
fissiparous general studies course which included the
history of science. It seems to have encountered a

degree of resistgnce from boys113

The approach to
gscience was not markedly influenced by practical methods.
The school wvas swift to change to Nuffield courses in
physical science and chemistry to encourage project work,
but in depth projects vere rare and conducted apart from

the "main.stream of science teaching."lla_u
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Some of the most important methods of practical
education vere exemplified at Doncaster Technical High
School. The sixth form course included three distinctive
elements. General studies, intended to meet the .
"cultural needs" of pupils occupied one quarter of lesson
time. "Scientific investigations" - not laboratory
practicals - formed part of the 'A' level course in
science. It placed the onus on the pupil wvho was
expected to devise, construct and conduct experiments
themselves with a minimum of supervision. "The real
science," Semper averred, "begins when things appear
to go wrong." Lastly, there wvere 'projects," major
pieces of individual vork, occupying an afternoon each
veek for 2 years. They took the pupil to the library,
workshop and laboratory as well as outside the school.

A testimony tc the success of projects and investigations
vas the evolution aof 'A' level courses in engineering
design and engineering physics for pupils Qishing to go
on to HND courseS. The design course was intended to be
an introduction to problems in mechanical engineering,
Pupils vere equipped with a knowvledge of some of the key
concerns of the engineer - strengths and stresses of
materials, elements of design and draving, and the use
of.tools. It vas an introduction to problem solving in
engineering vhere the range of options (though small)
vere dependent on the ansvers to a series of questions
an engineer might ask.115

At Cray Valley, the central importance of the craft
course vas justified in terms of its appeal to the emotions -

"joy of creation” - and for the disciplined approach it

fostered. But most importantly, Kingsland felt it was
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a means of problem soclving, preferably by means of
project vork., Rather disconcertingly, however, he
concluded that progress in this direction was "least
developed, yet educationally probably the most valuable.
and promising.."ll6

The components of the craft course, moreover,
cabinet making and engineering (followved sequentially -
the former in the lower and middle school gave wvay to the
latter in the upper forms) were subject to important
discontinuities and divergencies. The problem solving
approach in wvoodworking wvas different to engineering.
Solutions in woodworking vere more open-ended and various.
For that reason, design was introduced early in the
engineering course, not as a means of problem solving,
but to impart a familiarity with production methods, tools
and materials. GEarly work in engineering consisted of
"a set course which gives baesic skills and experience,
and permits only a measure of individual vériation."ll7
Discovery methods, therefore, did not operate at every
level, or with equal application to each subject. At
Cray Valley, the more traditional crafts proved more
suitable to a problem solving approach.

Problem solving was linked to the deduction of
scientific principles from specific observed facts.
Edwvard Semper believed that "scientific principles are
deduced from or linked with the performance, constructian

118 This opinion was shared

and design of machines.'
by many technical school heads. In practice, the
applicability of the approach was open to question.

The prior knowledge of pupils, limited resources and
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 the inaccuracy of experimental data meant that it wvas not
alvays possible to deduce principles from observed facts,

At Sevencaks School a compromise was reached. The
'Technical Aétivities Centre' under the direction of

Gerd Somerhoff made use of "practical interests" as a

means of promoting "theoretical studies in science. Projects
vere encouraged, but pupils wvere obliged to "study the
elementary principles involved by following a course

mapped out for him .,w11°

The verification of scientific
lavs by experiment had a striking resemblance to key
aspects of Nuffield science. But because of the insistence
on human needs above purely intellectual purposes, the
approaches pioneered at Sevenoaks had more in common with
the technical schools,

Appropriate teaching methods vere required in order
to devise and support individual programmes based on
the principle of "learning by doing."120 There vere
vorrying signs, however, that the prinéiplﬁiwas being
eroded under examination pressure, in favour of class
.teaching and formal experiments. Frazer deplored the
move away from workshops to be observed in many schools,
He insisted that the use of vorkshops, laboratories and
library must be integrated if the échool vas to concern
itself wvith "learning rather than vith teaching."IZI‘

In schools which managed to maintain distinctive
approaches formal class teaching gave way to individual
diséovery methods. The teacher acted as guide and
mentor. It meant that in place of class instruction,
pupils vere encouraged to 'find out' for themselves,
using libraries and reference books to explain the results

of personal observation.
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Project work and discovery methods militated against
the use of textbooks. The absence of common published
material meant that opportunities for the exchange of
information and good practices vas limited to informal.
contacts. Schools like Cray Valley minimised dependes nce
on textbooks in favour of practical work and the use
of libraries, reference books and material produced
vithin the school. The absence of agreement about
approaches to praétical education, the small number
of schools invalved, and the conservatism of publiahe!:sl'zz
meant thatno distinctive genre was brought into being.

Nonetheless, a number of books vere published which
were deemed suitable for technical schools. Books
for technical schools it was arqued should contain 'blenty
of practical applications," like A.J,. Whitmarsh's,

Technical School Science, (1941), a book intended for use
123

in Jjunior technical szhools., The tendency for

physics books to devote more space to applications wvas
velcomed. Distinctions were made between 'grammar school
physics' and 'technical'school physics.' The former

vas said to be distinguished by an extended treatment

of historical development and the latter by an account

of machinery and applications. A book like W.G. Davie's,

Heat, (1945) was a good example of grammar school physics,

vhile F. Jowett's, Heat and Hesat Engines for Technical

Schools, (1945) emphasized applications,t24 Chemistry
teachers in technical high schools wvere enjoined to make
reference to applications, and to shov "interactiong" |
between the development of the subject and its historical
and sociological determinants. V.J,. Clancy's, Chemigtry

and the Aeroplane, (1944) vas commended as a school book
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vhich managed'to integrate its subject matter in this
way.125 Chemistry textbooks were roundly condemned for
lack of revision.

At the same time, the legacy of instrumental .
preparation continued to be refelcted in technical school
books. Arithmetic and commercial arithmetic books
intended for use in technical schools were criticized by
one reviewver as the validation of "arithmetical tricks"127
aimed at preparing pupils for vocational examinations.

Workshop practice was also treated in this way.

G.T. Page's survey, Engineering Among the Schools,

(1965), revealed that at bottom, schoals interested in
applied science or engineering did not really want
textbooks, but preferred to use their own material.

Much more important for project work were good reference
books and library facilities. The "essential point", |
noted Page, was that textbooks folloved examination
syllabuses. New texts would only follov nev examinations.
In any case, the initia@ive of personal reference vas

an important part of project work.128

A charge

against English textbooks recorded by Page and others was
the inclusion of out of date applications. American
texts were much better in this respect.129

(v) Assessment: the Drift to Academicism,

The curriculum required validation in order to fulfil
the ambitions of pupils and schools alike, Prior to
1944 the Jjunior technical schools had stood aloof
from the School Certificate Examination. This had generally
been seen as a strength. Increasingly, however, it became
necessary to adopt a stance towards the single subject

General Certificate Education (GCE) as a leaving certificate.
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The popularity of public examinations increased rapidly
in the 1950s, The internal certificates avarded by
some schools, whatever their merits, enjoyed little
currency outside their localities. The removal of .
the minimum age for GCE candidates (1951), and the
consequent extension of the examination to all secondary
schools meant that technical schools could not avoid

the issue.

A minority of technical schools rejected external
examinations. Others, especially schools represented in
the AHSTS, took up the GCE, more or less enthusiastically,
arguing that it did not necessarily affect their outlook,
yet alloved them to compete vith grammar schools. Before
1951, some heads continued to press for internally
moderated and externally assessed courses advocated in

130

the Spehs Report. The idea found favour with local .

131 1he AHSTS itself had been formed at

administrators.
least partly as a response to the exclusion of technical
subjects from matriculation réquirements.132 Examiners
themselves vere perplexed about the relationship betveen
technical schools and the GCE - "relating the new to

133 Technical school headmasters vere

the non-existent."”
doubly alarmed by the inception of the Associated
Examining Board (AEB), regarding it as an inferjior
substitute to the university examination boards,
designed to cater solely for technical schools.134

Some members of the AHSTS maintained their opposition
to external examinations. This was marked among the

headmistresses of girls' schools. They tended to favour

informal measurement of success and shunned the

competitiveness of the examination systenm, They expressed
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concern, for example, at the groving insistence on formal
qualifications to obtain entry to training colleges.
It was this pressure vhich led to the setting up of

gsixth forms in girls' schools. Examinations vere .

regarded by some as being at odds with practical education

because they demanded pupils be filled with "relevant"

Facts.135 The early reluctance to enter girls for a

136

common examination vas a continuing theme,

to the displeasure of those heads in the AHSTS

determined to rival the examination success of grammar

schools.137 The headmistresses wvere not alone. Some

male heads stressed that the GCE must not become the
only form of assessment. A.G. Gooch an HMI , meanwhile,
recommended that although the schools must have "some

truck" vith the GCE it should only be to meet entry

requirements for employment.138

The misgiving among heads like Kingsland that the

GCE played an overly important part in determining the

curriculum139 seemed amply confirmed. Accepted as "the

cross ve had to take up vhen ve left the JTS :3tage"]'a0

some heads felt external examinations had restricted the

content and approaches to practical education.

"The focal point of the secondary technical school

used to be its wvorkshops, but it has moved to its

laboratories and its library," declared Dr. Frazer.141

The effects of this transition seemed to be the increasing
academicism of the technical high schools.

"It was established now," intervened D.G., Gooch at
the Annual Conference of the AHSTS in 1958, "that
many technical schools vere good schools with high
academic standards. But they should think more
about the real purpose of bias in the curriculum.
It vas absurd that in so many schools which

turned out boys for the engineering industry ..

no one had thought of experimenting with subjects
like engineering workshop practice.,"142
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There was a real vorry that the technical schools
would become "a pale imitation of £he grammar school"
offering an examination orientated curriculum that wvas
"too academic".143 The advent of the AEB offered some .
hope of reversing the trénd. But the AHSTS wag alienated
from the Board because of assumptions about its 1low
status, and its admitted lack of teacher representation.
Though individual teachers in technical schools vere
active on subject panels, the Board increasingly_saw its
role in terms of all secondary schools, and established

144 Thus,

a secure foothold in the grammar schools.
as the AEB grappled vith the validation of technical
subjects it did so without the special assistance of
the technical schools. The technical schools, in turn,
preferred local agreements and became the clients of
vell-established regional Boards. The concentration
of technical high schools in the North and Midlands
meant that the Northern Universities Jbint Matriculation
Qoard vas the most commonly used examining body, with
vhich special courses, like Engineering Science, wvere
developed. ’

Practical education was costly to assess and
demanded new approaches. Examineré pointed to the
great difficulty of successfully assessing science based
practical courseg, A.C. Reid, Examiner in Applied Physics
and Engineering Science for the Durham Board envisaged
special examination courses for technical schools to be
restricted to sixth form courses. They would, moreover,
have to be devised with particular reference to each

school, as Doncaster Techincal High School had done

vith his own Board.

His preferred method of assessment was an examination
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composed of three papers. The first, consisting of a
large number of short queétions vould test the candidates‘
knowledge of basic principles. The second vauld be
based on course work. The third would be an oral
examination. He deemed practical examinations
unnecessary for technical school pupils. But he was
not optimistic about the chances of grading candidates.
Though "good passes" could be distinguished from."bad
failures", course work assessment made it difficult to
estimate the contribution of the pupil as digtinct
from the school., "It could," he believed, "prove in the
event impossible to put a specific assessment on such
vork," and advised "the correct vay of tackling our
particular problem would be to follov the course and
forget about assessing attainment at 18.“145

The trend to academicism represented by external
examinations was the outcome of a conflict between
status and appropriate forms of assessmentl Some
technical school heads counted success with unselected

pupils an appropriate goal.146

The AHSTS as a body was
determined to follow the blueprint outlined in the White
Paper on Technical Education (1956). Examinations and
sixth forms offering advanced courses became the nev
orthodoxy in the Association which sought147 to abrogate
the junior technical gchool inheritance. The President
in 1956, H.B. Broun of Birmingham declared the future lay
vith selective schools which included a sixth form. His
own schools had introduced selected GCE streams for

about a third of the pupils in each year and had good

results, vith the exception of English and French. The

remainder vere prepared for SI exemptions by means of an
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internal certificate. "Secondary technical schools,"
he declared, "should not be worrying about the craftsmen.

148

They should aim at the technologist side.." This

vas not so far from the way in which the TES,no friend,

regarded them, as grammar schoocls with a technical bias,149

teaching "applied" instead of "pure" science, with more
"humanities" and less "vocational training."150

In mixed ability schools, the GCE was reserved for
the most able, with "a continued examination of practical

skills, offering a low hurdle" for the rest.151

The

pride of the schools, though, the sixth forms, A.E. Howard
demanded should only offer theoretical courses beyond

'0' level. "Is it necessarily wrong?" he answered critics,
wvho accused him of "grammarising" the technical school.lsz
The views wvere vell-supported within the AHSTS.153 External
examinations had come to stay. The result was that
vocational approaches vere less in evidence in.the

later years of the secondary course.

(vi) Conclusion.

The secondary techﬁical schools had been set up on
the basis of a mechanistic educational rationale.
Practical education was deemed to be appropriate to certain
'types' of pupil - those who found themselves in technical
gchools. But practical education had also been a
cardinal objective of the Senior schools since the Hadow
Report (1926), and was to be observed in grammar échools
as well., Clearly it was a nonsense to supbose that the
administrative symmetry of 'tripartitism' would be
reflected in the cdrriculum. tEdwvard Boyle dismissed the

educational foundations of 'tripartitism' as 'Christianized

Platonism.'1?* By the close of the 19505,  the Crouther
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Report expressed the educational case for vocationalism,
and linked it to the fate of technical schools.

"Technical schools have not finished their

mission," Crovther averred, "because they and

the influences that have brought them into

being have profoundly affected wvhat many grammar

and modern schools do.. there should be a

sufficient number of them so distributed

throughout the country as to enable their

influence to pervade all the schools."155

The value of practical education was universal since
all pupils would face decisions concernihg future
occupational roles. Its case was made in terms aof the
benefits of specialized courses whose nature was
determined by the vocational interests of pupils. The
schools could offer a liberal preparation to pupils in
vhich personal development'was harmonised with the
concerns of society.

The universality of practical education was limited
by its contextual development. The curriculum of technical
schools vas determined by the interaction between
influences from the past and the circbmstances of the
present. They crossed a major boundary in 1944. From
being considered as pre-employment institutions they vere
regarded as primarily educational institutions. The
change was not accompanied by the support required to
enhance the status or défine practical education more
clearly. The schools were plunged into the system of
secondary educafion carrying the baggage and associations
of the past. The secondary curriculum wvas in the process
of rapid re-definition as a result of the coming of
universal secondary education. Attempts to impose

administrative order on the groundsvell of curriculum

development by means of 'types' of institutions was a
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fragile and inflexible construct. The technical schools
vere obliged to define, validate and make distinctive
their curriculum quickly, and in a situation in vhich
they were in severe competition with other secondary
schools, while their institutional foundations

remained insecure.

The revival of practical education in the 1920s
wvas a response to the academicism of most secondary
courses.156 The rediscoveryof vocationalism wvas
accompanied by an appeal to traditions and moral
Jjustifications. Its objectives became more settled.
Approaches to practical education, however, remained a
matter of dispute. Specialization was attended by
disagreement about the liberal possibilities of techrical
" subjects, and whether vocationalism could serve as an
integrating principle for all the subjects of the
curriculum. The junior technical gchools vere associated
wvith a limited range of vocational specialisms. The
consequence was that the technical schools were unable
to agree on curriculum policies. They remained apologetic
or defensive about their courses and could not rival the
status of academicism,

After 1944, the heterogeneous collection of
inétitutions classified as technical schools were called
upon to 'vork out' 4 and 7 year secondary courses. The
schoals vere videly different in the level of their
resources, standards of accommodation and ability of
pupils. External forces, meanwhile, notably the growth
external examinations had the effect of diluting

vocationalism. Even technical high schools displayed

videly different institutional characteristics. The
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19503 were a crucial decade for the schools. The

AHSTS formed in 1950 was itself not universalist in

out look and failed to agree internally on key aspects

of vocational education. The results were problems of |,
identity and practice. The hopes of the Crowther

Report were not built on because they vere not a
realistic evaluation of the technical schools, or the

drift of secondary organization.
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Conclusion

(i) Problems of Status and Coherence: The Insecure
Foundations of Practical Education

The technical schools faced considerable .
difficulties in seeking to project vocational education.
The social contexts of vocationalism inhibited the
growvth of practical education in schools. Policies
vere not enabling. Practical education retained
negative connotations which concealed its educational
justifications. .'Liberal vs. 'Vocational' vas a
formula which accurately conveys the low regard in
vhich practical education was held. Vocationalism
could not rival the high status of reflective education.
It retained associations with premature specialization.
Practical education was regarded as a means of motivating
unselected pupils. The schools faced great difficulty
in attempting to transcend the instrumental interpretations
placed on them. |

In any case, the schools wvere a heterogeneous group
of institutions. Their provision was related to the
variety of functions they wvere expected to perform,.
Instrumental views prevailed, although the focus
gshifted from the requirements of industry, to the
needs of 'types' of pupils. This obscured their
educational value, and restricted the impact of
practical education. THe'challenge to academicism that
vocationalism implied was limited to a class of special
institutions.

Practical education struggled to gain acceptance

despite the changing social context of science. The

period under discussion witnessed the transformation
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of society by scientific applications. Yet the
visibility of technology was not reflected in the
school curriculum. Technical education wvas largely
confined to training, or liberalized within higher
education, where it built upon general preparation in
secondary schools.

Circumscribed by assumptions which deprecated
vocationalism, the social history of the technical

schools may be considered in terms of

- the objectives and contexts of policy making and

- the variety of practical education,

(ii) Policies for Practical Education.

At every major juncture 'purity' triumphed over
‘practical' education. Vocationalism survived
vithin the interstices of a major educational culture
vhich consistently valued reflective above practical
approaches, the thinking community above the.doing
community. '

For the greater part of the period central policies
vere determined by instrumental assumptions about
technical education which effectively limited the
schools to preparation for a range of industrial
employment. Before 1944, technical and secondary
education vere regarded (despite the efforts of some
LEA s ) as essentially unrelated. The secondary
curriculum was academic in its content and formal in
its methods. The consequences were that technical
schools suffered from a lack of projection and
uncertainity about their role.

The junior technical schools in particular were

frustrated in their attempts to liberalize their
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curriculum. Their activities vere limited by
regulations intended to restrict them to preparation
for a range of particular crafts or industries.

After 1944, the secondary technical schools vere,
not able to overcome the limitations and associations
of the past. While their environmentwas more supportive
tovards the educational importance of vocationalism,
they vere constrained in several key respects.

The local authorities, the providers of secondary
technical schools, had been restrained by official
disapprovai from setting up 'liberal' technical schools
before 1944. Later, relocation avay from technical
colleges and the need for expensive equipment meant that
LEAs thought hard about building technical schools.

As a group they wvere poorly placed in the competition
for educational resources vith other secondary schools,
and occupied an indeterminate position in public
consciousness.

This may have counted for less if the educational
case for separate schools had been more convincing.
Positive selection for technical education was uncertain
at best, and had become untenable by the early 1950g,
The administrative separation of institutions along
functional lines also became more difficult to sustain
in the face of the evidence far practical education
in other secondary schools.

There vere wide variations in local
conceptions of secondary technical education. In a
minority of cases they vere regarded as liberal

preparatory institutions equal to the'grammar schools

in their ambitions, and the level of support they
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received., This wvas assisted before 1944 by the
encouragement of the prdfessional engineering institutiaﬁs.

For the most part, howvever, the technical
schools vere seen as adjuncts to the workshop, factor%
or kitchen; a source of potential skilled production
workers. Such a directly instrumental relationship (yhich
vas reflected in the curriculum) became more difficult
to sustain, but wvas never entirely overcome.

The Ministry of Education had no very clear idea
about secondary technical education, although it
vas committed to a policy of tripartite school organization.
Indeed, the educational possibilities of technical
education‘were of little interest except in so far as
they might promote desirable economic or social purposes.
There was greater concern about supply of places and
the relationships between the stages of the educational
system - determined occupationally or by some form of
selection - than content. The central départment
abandoned interest in the curriculum after 1926 until
the early 1960s,

Furthermore, the schools existed within a political
and industrial framework vhich repeatedly failed to
promote enabling policies for vocational education
in schools. Before 1944 the 'training' mentality
prevailed. Thereafter, the schools wvere caught up in
controversies about selection and comprehensive
education. Policies in the decade after 1945
remained outwvardly confident and committed to technicai
schools. Selection difficulties vere glossed over.

Technical schools became a stage prop in a system of
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differentiated secondary schools.
These objects vere not alwvays accompanied by a

firm grasp of the educational issues involved.

(iii) Problems of 'Delivery’.

The technical schools represented one of the
most notable attempts to give expression to an education
based on the principle of 'Knowledge in action'.
Collectively they encouraged learning through observation,
experimentation and making as a means of helping pupils
to

"integrate .. into the various occupational"

and other adult roles required by an expanding

economy and a stable polity."l
The curriculum was focused around the consideration of
questions about usefulness, purpaose and design in a
range of craft and engineering specialisms., In so
doing, ideas about vocation were introduced into the
school. Hovever, their 'impact was limited, and the
educational coherence of their courses is sometimes
exaggerated

Secondary techniéal education was best defined
negatively as an expression of dissatisfaction with
academicism. The 'practical' curriculum offered the
possibility of using direct methdds to solve 'real!
problems. It was pupil centered. There was, hovever,
an absence of vertebrate subject matter on which
practitioners were agreed, and videly different approaches
characterized institutional practices.

To speak therefore.,of curriculum policy is to
denote an agreement which was lacking. Conflicting

interpretations of vocationalism existed, which stemmed

from the emphasis placed on instrumental objectives or
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educational values. There wvere also different
educational emphases which corresponded to earlier
(*association') or later (*integration') views of thé
role of practical subjects in the curriculum.

This may be represented diagrammatically:



Role

Occupational -
*Industrial
Institutions'

Educational

'Schools’

Models of the Technical Schocl Curriculum

Curriculum Model

Work related skills. Particular techiques for limited
group of industries (engineering, construetion) or
single trade (Boot and shoe, Upholstery, Plumbing).
For pupils 13+, unselected or on result of

qualifying test; early vocational choice.

Curriculum as 'timetable'; association of practical and
general subjects e.g. science and technical and general.
Justification: usefulness. Applicability: 'types' of
pupils 13-15/16. Selected in a variety of ways, (fees,
ability, availability of other school places etc.)

Curriculum as 'method'; vocationalism as integrating
principle aof the curriculum. Derivation of principles
from practice - science from technology. Justifications:
development of abilities and personality by use of
interests; education in a modern (scientific) idiom;
deve lopment of generic skills. Outlook: growing ‘purity’
to meet professional/industrial demands, enhance status.
Applicability: Selected pupils (I.Q.). Claim: Universal,
'*for all.’ .

Examples

Trade schools;
Housewvifery Schools:
many Junior Technical
Schools; some
Secondary Technical
Schools (especially
in London). 1890's-~
1960's.

'‘early' 1890's -
1960's, Higher Grade
Schooals; Many Junior
Technical Schools;
most Secondary
Technical Schools.

‘later' 1930's -
1960's. Some Junior
Technical Schools;
Secondary Technical
Schools corresponding
to Technical High
Schoals.

=8Z¢-~
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The curriculum of the technical schools vas
typified by localism wvhich reflected widely different
administrative objectives. Opportunity for the exchange
of good practices wvas limited., In the 1920s there vege
some regional attempts at staff development sponsored by
the Board of Education, with the object of promoting
instrumental aspects of junior technical education. In
the 1940s and 1950s the case for secondary technical
'education' vas made by dedicated professionals vith
informal opportunities for the exchange of views, wvorking
in diverse settings. The AHSTS, meanwhile, exhibited its
own divisions, and was unable, in any case, to command
vide attention. Without formal mechapisms to keep
curriculum issues in the forefront of discussions about
the schools, elucidation proceeded slovly, locally and
vithout co-ordination,

There wvere three major periods during vhich the
technical curriculum evolved. The first, roughly
corresponding to the period between 1889 and 1917, vas
an age of relative openness to experiment with the subjects
and methods of the secondary curriculum. Practical subjects
found a place in the curriculum, associated with general
subjects. This wvas succeeded by a period (1917-44)
during which practical education wvas driven from the
secondary curriculum. Vocationalism was confined to the
margins of school practice. After 1944 there was a revival
in the fortunes of practical secondary edycation. This
vas encouraged by the demise of a system of school

organization based essentially on occupational élassification,
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reinforced by the tenets of educational psychology, and
rooted in notions of différentmtion and aptitude. |
Instrumental attitudes remained. They were an impediment
to the projectionof practical education. The result vas
that the secondary technical schools-set to find their

way after years of official disapprobation of vocationalism -
found it difficult ¢to exploit their newv environment.

The schools were clearer on outcomes than inputs to the
curriculum. They were increasingly obliged to enter pupils
for external examinations vhich wvere distinguished by
traditional forms of assessment and 'purity' of subject
matter.

It was clearly impossible, in these changing
contexts, for the interest in practical education to be
sustained and nourished at 20 year intervals by right-
minded national reports (Spens, Crowther), vhich overlay
a multiplicity of practices. There was a notable absence
of administrative support for secondary tecknical education
in the second and third periods delineated here (1917-65).
The case for practical education wvas made in response to
crises about institutional survival, which deflected
attention awvay from curriculum issues. The coherence of
administrative policies wvas, in any case, lacking.

In this way, technical schools were often locally
respected but did not fit easily into national priorities
for secondary education.

By 1939, the technical high school was established
as the ideal type of secondary technical school. The merits
of vocationalism had been established on grounds of its

general applicability. However, accommodation, the tenets
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of psych010§y, and the desire to enhance the status of
practical education meant the technical high school vas
its favoured institutional expression.

. Schools which approximated to the technical high
school wvere not widely established. The dissonance .
betveen ideal and practice meant that no single curriculum
policy predominated. The technical schools between 1913
and 1965 subscribed to a variety of educational philosophies
and displayed widely different institutional characteristics.
The result wvas that vocationalism was undermlned by 1ts
instrumental associations, and was unable to command
the prestige of academic secondary education.

Not least, discussions about vocationalism vere
intermittent. They lacked perspective. Through changing
contexts, circularities. of argument abounded. Practical
education wvas regarded in terms of its instrumental value
or its place in assisting personal development.

Education and training vere seen as mutualiy exclusive
categories. The result was that unhelpful binary

- opposites - 'liberal’ vs. 'vocational! endured Much
indeed was context dependent and would require fresh
interpretation in response to contemporary industrial
and technological framevorks.

(iv) Outstanding Questions.

This research has identified related topics which

nov appear to be significant. They include;

a. instructional issues
This study has focused on the macro determinants
of the practical curriculum. An account of instructional

issues at the classroom level is also needed. Material

is more scarce for such an approach, especially for the
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early period. However, the use of institutional records

and oral evidence (including interviews with teachers and
pupils) would produce an account of the micro-determinants
of the curriculum. It would test the assertion that the

schools provided an education that united theory with

practice.

be local case studies .

The difficulties of conducting local case studies
is discussed in the Introduction. Theses have sometimes
cast incidental light on local relationships, especially
between technical colleges and industry. For the most
part, hovever, detailed accounts are unavailable. The
success of such research would depend on institutional,
administrative, and local industrial records. The extant
to which the conclusions could be generalized would
depend on the area covered and preservation of material.
It is likely to be most successful wvhere large employers
or wvell organized trades were served by thé’schools.

c., Practical Education in other Schools

A programme of investigation of other intitutions
contemporary with the technical schools shaould include
the curriculum policies of certain public schools. The
grovth of engineering 'sides', for example, requires
investigation. Grammar school sixth forms, meanvhile,
undervent important changes of emphasis in the 1950s,
The extent and method of science teaching is in need of
examination. Service .academies like Devonport and the
Admiralty Dockyard Schools wvere also exemplars of the
technical curriculum, and parallel the efforts of the

technical schools. Above all, the work oé’the modern
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Schools awvaits detailed examination and assessment. The
great majority of secondary school pupils received their
education in these institutions after 1944, and they vere
important in pioneering practical education with
unselected pupils.

d. Past and Present.

The current re-discovery of the importance of non-
advanced technical education has indicated some perennial
issues most notably the tensions between the 'training'
and 'educational' mentalities which have pervaded the
subject down the years. So far at least, at the secondary
level, educational and industrial criteria have been
mutually exclusive in their demands of the curriculum.
The possibility of developing generic skills through

vocational education is novel and offers the hope of
overcoming tHe objections to charges of utilitarianism.
These initiatives are beginning to be examined. They are
a nev starting point in looking at past developments.
Critical innovations like the Technical and Vocational
Education Initiative (TVEI), and the Certificate of
Pre-Vocational Education (CPVE) backed by resources and
support offer a nev framevork for practical secondary
education across a wider subject matter than wvas
coﬁceived in the technical schools. They have raised in
new guises the issue of education vs. training - the two
competing concepts of vocationalism that have been
identified in this study.

Present day conflicts also replicate past concerns.
'‘Work Related Training{ has a familiar ring and has been
asserted as a cardinal principle of the Manpower Services

Commission (MSC) Schemes. By contrast, the funds made
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available in this way have been used for a number of
local experiments in curriculum development where the
training mentality of the MSC has been much amended by
educational criteria. These issues directly echo the
utilitarian vs. liberal interpretations of the technical

school curriculum.
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APPENDIX I

Local Authority Estimates for Technical Schools
under the Education Act, 1944. submitted

(i) English Counties

Date County % Technical No. of
Places Schools
June 51 Bedfordshire 15 7
n.d. 1946 Berkshire 7 5
Feb 47 Bucks 10 4
Mar 47 Cambs. 3 2
Aug 51 Isle of Ely 10 2
- Cheshire not known
Aug 51 (Cornwall 4 1
(Isles of Scilly) - -
n.d. 47 Cumberland 3 2
Oct 52 Derbyshire 8 9
Dec 46 Devon 6 5
n.d. 46 Dorset 7 2
n.d. 1949 Durham 6 11
July 52 Essex 10 18
Feb 52 Gloucs. 17 9
Hants
n.d. Isle of Wight 9 1
Feb 50 Herefordshire 11 2
June 49 Herts - -
Aug 50 Hunts, - -
Feb 49 Kent 13 28
Feb 51 Lancashire 10 34
Sept 49 Leicestershire - -
- Lincs. Holland not known
Jan 50 Lincs. Kesteven 7 1
53 Lincs. Lindsey 2 1
n.d. 51 Middlesex - -
Mar 47 Norfolk 3 2
Feb 47 Northants. - -
59 Northumberland: 1 1
n.d, Notts. 13 12
n.d. 49 Oxfordshire 12 2
- Peterborough JEB not known
May 46 Rutland - -
ncdo 47 Salop - -
n.d. 48 Somerset 5 6
Sept 47 Staffs. 1 2
n.d. Suffolk, E - -
July 49 Suffolk, W - -
July 47 Surrey - -
Nov 49 Sussex, E - -
March 47 Sussex, W 7 3
n.d, : Warwickshire 5 4
July 46 Westmorland - -
Mar/June 46  Wilts. 7 4
46-48 Worcs. 8 p
Oct 48 Yorks., ER - -
Dec 47 Yorks., NR 1 1
n.d. 46 Yorks., WR - -
47 London -
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. (ii) Welsh Counties

Date County % Technical No. of
< Places Schools
n.d. Anglesey - -
Jan 54 Breconshire - -
n.d. Caernarvonshire - -
Mar 47 Cardiganshire 9 1
Apr 52 Carmarthenshire - -
n.d. 51 Denbighshire - -
July 47 Flintshire - -
- Glamorgan not known
Dec 46 Merionethshire - -
- Monmouthshire not known
July 46 Montgomeryshire 6 1
n.d. 47 Pembrokeshire - -
Sept 49 Radnorshire - -



(iii)
Date

Jan 47
Mar 46
Dct 46
Sept 46
46-47
Jan 47
49
Apr 47
Oct 50
n.d. 46
Oct 48
Mar 50
June 46
Jan 49
Apr 49
June 50
n.d.
June 52

Oct 48
n.d.

Sept 47
July 46
Dec 50
Nov 49

Oct 47
Sept 48
Feb 47
Oct 45
May 51

n.d. 47
Nov 48
n.d.

May 50
n.d. 50
nodo

Apr 48
Sept 46

n.d.,
Jan 48
n.d.
June 49
May 49
n.d.
n.d.
ncd.
n.d.
Aug 51
Dec 49
n.d.
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English County Boroughs

County Boro.

Barnsley
Barrow
Bath
Birkenhead
Birmingham
Blackburn
Blackpool
Bolton
Bootle
Bournemouth
Bradford
Brighton
Bristol
Burnley
Burton
Bury
Canterbury
Carlisle
Chester
Coventry
Croydon
Darlington
Derby
Dewsbury
Doncaster

Dudley
Eastbourne
East Ham
Exeter
Gateshead
Gloucester
Great Yarmouth
Grimsby
Halifax
Hastings
Huddersfield
Ipsvwich
Kingston-upon-Hull
Leeds
Leicester
Lincoln
Liverpool
Manchester
Middlesbrough
Newcastle=-u~Tyne
Northampton
Norwich
Nottingham
Oldham

Oxford
Plymouth
Portsmouth

Technical No. of

Places Schools

16 2
11 1

[+,8
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15
15
not known
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Date

47
July 46
Oct 51
Apr 48
Jan 49
Mar 46
n.d. 46

n.d.
July 48

July 54
n.d. 47
51
June 48
46

n.d.

June 49
Aug 48
Jan 52
July 48
n.d.
n.d. 48
July 46
Nov 46
Mar 48
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County Boro,

Prestaon
Reading
Rochdale
Rotherham
St. Helens
Salford
Sheffield

"Smethwick

Southampton
Southend
Southport
South Shields
Stockport
Stoke-an-Trent
Sunderland
Tynemouth
Wakefield
Wallasey
Walsall
Warrington
West Bromwich
West Ham

West Hartlepool
Wigan
Wolverhampton
Worcester

_York

% Technical No. of

Places Schools
17 2
14 2
5 1
8 5
not known

not known

9
19
13
20

1 WS

not known
12
12

11
13

6
17
18

I WERRNNIL N
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(iv) Welish County Boroughs

% Technical No. of

Date County
Places Schaols
Sept 51 Cardiff 10 4
Aug 47 Methyr Tydfil - - -
Apr 50 Newport - -
- Swvansea not knovun

- gources: Local Education Authority Development Plans.
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Notes and References

Abbreviations

The method adopted in referring to Hansard (Parliamentary
Debates) is as shown in the following example:-~

Volume house series date column
391 h.c. deb S5s 30th June 1955
1943

See, Kate L Turabian A Manual for Writers of Research Papers,
Theses and Dissertation, (Revised British Edition 1982 prepared
by John E Spink), 121.

Parliamentary Papers are referred to by the abbreviation P.P.
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