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ABSTRACT
This thesis develops a model of community education for non
traditional adult learners from the least socially and educationally
advantaged groups living in the priority areas of urban Britain. The
model is investigated through a case study of a community education
project situated within North Hull.
The thesis is organised into six chapters. Chapter One commences
with a detailed analysis of urban priority areas and examines the
cumulative effects of post war material conditions, social dislocation
and educational underachievement. Educational proposals for
ameliorating the situation are reviewed, including the idea of closer
links with the home and neighbourhood as part of a community education
solution.
Chapter Two develops this emerging theme of community education by
examining compensatory and reconstructionist models of British community
education in which USA models of compensation and the idea of community
problem solving became influential
Following this early discussion, a model for community education in
priority areas is proposed in Chapter Three. The model has the overall
purpose of developing adult learners and achieving more open and
accessible institutions through a two stage continuum of learning
opportunities.
Chapter Four describes the North Hull Community Outreach Project
which investigates the model in practice. In Chapter Five an evaluation
of the case study is carried out to analyse the potential value of the
model.
Chapter Six brings together the main findings of the thesis. These
suggest that the educational problems of non traditional adult learners
are the result of the cumulative interaction between situational,
institutional and dispositional factors in the priority area situation
which serve to diminish the importance of education.
The proposed model hence should be regarded as developmental with
the potential capacity of engaging adults in mainstream educational
opportunities which may provide the skills and knowledge needed to
challenge and possibly change the material inequalities in the
situation.
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INTRODUCTION
I have worked for the past twenty years in a variety of
educational contexts as a teacher, development officer and
latterly, in local authority administration. My special
field of interest has been community education in the inner
city where I have worked with parents in inner London,
developed adult education and youth work strategies in
Coventry and Birmingham and led a variety of initiatives in
post sixteen education in Humberside.
It has always puzzled me throughout my endeavours that
despite the efforts of community educators'in areas
experiencing severe disadvantage, the involvement and
subsequent performance of children and adults from such
places has been disappointing. This despite community
education in Britain having a long-standing reputation as
the user friendly arm of mainstream educational provision
and, as a consequence, often been expected to provide a
point of connection between education and learners who have
become disengaged from educational opportunities.
However, evidence from the post war period appears to
suggest that community education in its various forms has
made little impact amongst the people in areas experiencing
considerable material disadvantage and social stress. The
expectation that community education should undertake
community problem solving may, on reflection, have been over
ambitious. The problems of educational underachievement
when linked to poverty, low income and the physical
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conditions arising out of economic and social decay has
proved too great a hurdle for community education alone to
overcome.
The time has come to have a closer look at the role and
purpose of community education in urban areas undergoing
serious socio-economic decline. The social and economic
changes of the past fifteen years particularly, have
produced a new condition for education which has been
reflected in legislation. Market and competitive forces
have become the dominant factors guiding educational
activities, jeapordising the kind of developments outside of
the mainstream which community education has promoted.
The consequence of this position has been to lessen the
scope for developing activities to support less advantaged
groups which may be regarded as on the margins of
educational provision and non-profitable. Yet the needs
that such programmes set out to address are no less, and
arguably, greater, amongst the groups in question. It is
therefore imperative that community education continues to
respond to these needs and develop strategies to encourage
the re-engagement of non-traditional adult learners in
education.
This thesis attempts to address the issues raised over
the post war period by community education practice in
disadvantaged areas. A model of community education is
subsequently developed which is concerned with equalising
educational opportunities for less advantaged groups by
developing the potential in adults for greater participation
10

in education and proposing ways in which institutions can
become more open and accessible.
There is nothing particularly new in this proposal;
community educators in urban areas would argue that their
central purpose is to seek the educational participation of
disadvantaged groups. That is not being disputed. What is
suggested however, is that the overtly social bias of past
community education theory and practice has led to the
development of educational strategies that have operated on
the margins of the educational mainstream with proposals
that have remained outside of the main body of provision.
The model of community education proposed in this thesis is
not concerned with creating an alternative educational
methodology nor a pre conceived set of solutions labelled
community education.

Rather it seeks to raise the

educational involvement of people who have remained outside
of the system as adults by actively creating routes back
into education through a developmental role for community
education, stressing the importance of change in
institutional practice which leads to the encouragement of
greater access and participation in the main educational
systems by less advantaged groups.
Community education, in this perspective, thus becomes
the bridge between those outside of education and the
opportunities within. What is emphasised however, is the
importance of the process in community education which
informs the total educational contribution that educational
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providers and institutions undertake. Thus, in urban areas
of decline, the model of community education is
distinguished by its approach which takes account of the
material conditions, outreaching in the area in a cautious
and developmental process which brings people along to the
point at which they can feel confident enough to want access
into the main educational opportunities. The institutions
then need to be prepared to become open and inclusive to
encourage this emerging potential group of participants.
This thesis therefore is concerned with community
education in urban areas suffering from decline. In giving
consideration to this, the discussion will develop from
community education as it has been presented during the post
war years to proposals for a new model that takes account of
the modern urban educational condition.
The structure of the thesis reflects this purpose and
is divided into three main areas:
(i)A detailed examination of the urban and educational
context within which community education developed.
(ii)The development of a model for community education
based upon this contextualising as well as further and
relevant literature and personal experience of twenty
years work in the field of community education.
(iii)The examination and evaluation of the model against a
community education project, drawing conclusions on
the model's effectiveness as a theoretical basis for
practice.

12

The thesis is subsequently organised into six chapters.
Chapter One commences with a discussion of urban priority
areas, reviewing the development from urbanisation to
suburbanisation which left the inner areas of many
industrial cities experiencing economic and physical
decline. The connection between population loss and
subsequent social dislocation is argued and the role of
education and in particular, community education, in
responding to underachievement and disadvantage examined.
Chapter Two develops the emerging theme of community
education by considering the influence in Britain of the
United States compensatory programmes of the 1960s. The
emergence in the UK of positive discrimination strategies in
which the stress was on altering the cultural outlook of
children and their families is examined and their influence
on the early idea of community education analysed. As the
compensatory strand in community education became
criticised, more radical formulations of community education
were developed and are summarised in the chapter as a
broadly reconstructionist approach.
Here, the emphasis became placed on regeneration
through community education involving the school based
community oriented relevant curriculum, community action
through adult education and community control and
participation of local residents in the management of
institutions. The bias towards community problem solving in
both the compensatory and reconstructionist strands in post
war community education however, raises questions about the
13

suitability of such an approach in meeting the educational
needs of the least educationally advantaged groups.
In Chapter Three therefore, the discussion focuses on a
model for community education in which the overall purpose
is to develop adult learners and achieve more open and
accessible insitutions through a continuum of learning
opportunities. In practice, the community education model
has a number of key elements which assists in the
development of individuals to be able and ready to re-engage
in the educational mainstream and encourages educational
providers to become more accessible and participative in
their acceptance of non-traditional adult learners. The
elements are summarised as interventionist, supportive and
responsive to reflect the stages and types of community
education practice contained in the model.
In carrying out its core purpose the model seeks to
equalise educational opportunities for the least advantaged
groups in society and in working towards this goal, takes
account of the complex interactions of situational,
institutional and dispositional factors which serve to
inhibit their participation in education.
The model is subsequently examined in Chapter Four
through a detailed case study of a community education
project in Hull while in Chapter Five, an evaluation is
carried out to see how far the practice illuminated and
developed the model.
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Chapter Six brings together the main findings of the
thesis. These suggest that the problems of the least
advantaged adult learners in urban priority areas cannot be
seen simply as an issue of the inadequate articulation
between educational providers and educational consumers but
that the cumulative disadvantages found in the priority area
context are so overpowering as to relegate the importance of
education. The proposed model has the potential capacity of
engaging adults in educational opportunities which may
provide them with the skills and knowledge to challenge and
possibly change the educational and social inequalities in
their situation.
Furthermore, the value of a closely focused, small area
community education initiative based upon such a
developmental model should not be underestimated in
achieving the re-engagement of non-traditional adults in
education and in doing so, improve educational performance.
The long term social and economic benefits far outweigh the
costs involved in establishing such projects. The argument
is thus made for a community education process which
contributes towards preserving the national interest,
achieving a sense of equity and encouraging the development
of an open and inclusive educational system. Such provision
has an important part to play in working towards the
educational empowerment of non traditional adult learners
from the least advantaged groups in society.

15

CHAPTER ONE
THE URBAN PRIORITY AREA CONTEXT
INTRODUCTION
The purpose of this thesis is to examine and analyse
the development of community education in British urban
priority areas with special reference to Hull. The notion
of the priority area includes existing and emerging areas in
decline, both in the inner cities and amongst some of the
peripheral estates of the conurbations. In these areas are
gathered disproportionate numbers of people who live on
lower incomes or in poverty, have limited employment
opportunities, inhabit inadequate housing than elsewhere and
persistently record low educational achievements.1 As
Harrison suggests, these priority areas are now and "likely
to remain, Britain's most dramatic and intractable social
problem"2 where the combination of the "worst housing, the
highest unemployment, greatest density of poor people"3
serves to materially disadvantage whole areas.
When analysing such material conditions, the underlying
factor amongst the disadvantages many people living in such
priority areas experience is that of poverty which is linked
to a lack of employment opportunities. Poverty in these
circumstances can be measured, as Townsend has suggested, by
"the lack of the resources necessary to permit participation
in the activities, customs and diets commonly approved by
society".4 It is a helpful definition because this study is
concerned with educational opportunities for people who are
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at risk or have become disengaged from the main social and
economic mechanisms of society as a result of their
situation.
These will include those who are unemployed, people
dependent on state benefits, socially vulnerable groups such
as pensioners living alone, single parents and many ethnic
minorities. Such groups make up the least socially and
educationally advantaged sections of society and can be
generally found amongst those groups of people who are
classified by the Registrar General as Social Class V5 or as
various government departments describe, Socio Economic
Group 116. Collectively they come from lower social class
groups whose lack of money contributes significantly to
their deprivation.
The purpose of this chapter therefore, is to provide
the context for the discussion in the following chapters on
community education in urban priority areas by examining and
analysing the material conditions that characterise such
areas and disadvantage the groups of people who live there.
In carrying out this task, it will be shown that the effect
of adverse material conditions has been to increase the
social polarisation of priority areas away from the main
body of society. As a consequence, concentrations of
residents are being dislocated from the main social and
economic mechanisms of society because of the severity of
their position in the local area.
Furthermore, it will be demonstrated that children in
priority areas have repeatedly recorded poor results as they
persistently fail in the schooling system 7. Educational
17

responses to this evident.failure were concentrated over the
post war period on widening access and improving the skills
of pupils to meet the growing demands of the economy.8 The
emphasis on removing the barriers to educational achievement
for the least educationally advantaged focused on strategies
which promoted equality of access such as the implementation
of comprehensive schooling.9 The early development of the
notion of community education which also emerged during the
period however, concentrated more on strategies of
compensation and on improving the cultural outlook of
children and their families through schooling in an attempt
to improve performance. The subsequent proposal to develop
community schools and create closer links between school,
home and neighbourhood contained in the Plowden Reportl° was
illustrative of this movement.11
The chapter is consequently arranged in the following
two parts to enable an examination and analysis of the
priority area context and educational developments to take
place.
1. Urban Priority Areas in Context.
2. Education and Disadvantage.
The first part describes the material conditions affecting
urban priority areas and discusses the effects of population
movement within the conurbations. It is suggested that the
loss of population from the inner areas of the industrial
cities has been selective and that many of those who remain
behind or arrive later, represent the least advantaged
groups in society. The consequence of the combination of
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material disadvantage and concentrations of socially
vulnerable groups serves to dislocate life within priority
areas and further to polarise such areas away from the rest
of affluent Britain. Evidence too is produced which
suggests that the priority area situation is no longer
limited to the older declining inner areas but is now
spreading to include other parts of the conurbations in a
gradient outwards from the core.
The second part of the chapter focuses on the position
of education in relation to disadvantage and is discussed
with particular reference to the educational performance- of
children from lower social class backgrounds and the range
of educational responses which were developed in an attempt
to improve achievement.
This discussion includes the emergence out of
compensatory education strategies of community education as
one solution to the problems of social and educational
disadvantage in priority areas. In this response lay the
basis of more radical formulations for community education
which are subsequently developed in Chapter Two of the
thesis.
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1. URBAN PRIORITY AREAS IN CONTEXT
The purpose of this first part of the chapter is to
describe and analyse five important and related aspects in
the material conditions that affect urban priority areas.
These are namely:
1. The movement of population associated with the
development from urbanisation to suburbanisation during
the 20th century and especially from the 1960s.
2. The effects of economic decline in the inner areas of
cities.
3. The deteriorating housing conditions in cities.
4. The emergence of a gradient of disadvantage out from
the core areas of the conurbations.
5. The existence of dislocation in priority areas and
subsequent social polarisation away from main society.
It will be argued in this part of the chapter that it is the
combination of all these factors which produces the
economic, physical and social difficulties of priority areas
and provides a particular context which affects education
and the performance of learners in such areas.

1.1 Urbanisation and suburbanisation
The urban priority areas of 20th century Britain cannot
be seen in isolation; they represent a "microcosm of
deprivation, of economic decline and of social
disintegration"12 and as such exist within, and are subject
to, the influence of a wider urban system. Hall has given
this urban system empirical form by adapting the notion of
the Metropolitan Economic Labour Area (MELA) developed in
20

the USA during the 1920s.13 Essentially he used the MELA to
describe a daily urban system using the concept of an urban
field linking place of work with residential area; it also
included places that were employment cores and those that
were outlying commuting areas.14
Although this explanation has useful definitional value
when considering the wider urban system it offers little
towards explaining the process which has resulted in over 90
per cent of the British population living in MELAs.15 To
describe this process will require an understanding of the
development from urbanisation to suburbanisation.
The process of urbanisation, of which the MELA is a
functional description, has been occurring since the late
19th century when the early crowding of people and jobs into
the urban cores of Britain during the early and middle parts
of the 19th century gave way to a movement into the suburbs,
smaller towns and rural fringes during the course of the
20th century as industrial and commercial centres developed
ou twards

6 The transformation from 19th century

urbanisation, when almost three quarters of the population
lived in or near the urban centres to 20th century
suburbanisation, resulted in the depopulation of the older
centres of the urban conurbations and has been summarised by
Hall as a process of growth and dispersal.17
The dispersal that occurred coincided with public
policy during the 1950s and 1960s which resulted in many
large cities being redeveloped, both for commercial reasons
at the centre and for slum clearance purposes around it.18
The consequence of this was a massive and sudden drop in the
21

population of many inner city areas as people, and
employment opportunities, moved directly into suburban
areas. Thus between 1961 and 1974, the metropolitan
counties and Greater London lost 5.4 per cent of their
populations while the rest of Britain had a population
increase of 12.8 per cent.19
With a growth in the suburban population from 39 per
cent to 43 per cent between 1971 and 198120 the movement
away from the large connurbations continued unabated. Table
1 shows how between 1988 and 1990 the metropolitan areas and
cities in non metropolitan areas continued to lose people
while districts away from these areas gained population.
TABLE 1

Average annual population growth rates by
type of district, mid-1977 to mid-1990

Type of district

Growth rate (per thousand)
1977-81 1981-85 1985-89

England & Wales

Population
at mid-1990
(thousands)

1

1

3

50,719

Greater London
-7
Inner London boroughs -15
Outer London boroughs -3

-1
-4
0

1
1
1

6,794
2,523
4,271

Metropolitan Counties
Principal cities
Other metropolitan
districts

-4
-8
-3

-3
-5
-3

-1
-4
0

11,142
3,418
7,724

Non-metropolitan
5
counties
Cities
-3
Industrial areas
2
Districts containing
14
New Towns
Resort, port and
5
retirement districts
Urban and mixed
7
urban/rural districts
Remote, mainly rural
7
districts

4

5

32,783

-4
-1
9

-2
3
8

4,465
6,799
2,359

8

9

3,638

6

5

9,980

7

10

5,541

Source:

Population Trends (Winter 1991)21
22

Thus, while there was a general overall increase in growth,
all the metropolitan counties continued to lose population,
as did cities in non metropolitan areas, with smaller urban
areas, resort and remote rural areas experiencing increased
growth. The resulting post war demographic trends hence,
was for a shift of population away from the centres of the
conurbations towards a substantial growth in the suburbs.
This movement away from the inner parts of the larger urban
areas has led to substantial losss of population as Table 2
shows.
TABLE 2

Population change in urban areas 1971-1981
Population
Change (%)

Area

1. Hull inner
2. Nottingham inner
3. Manchester and Salford inner
4. Liverpool inner
5. Lambeth special area
6. Glasgow
7. Derby inner
8. Birmingham inner
9. Hackney and Islington
10. Other Inner London
11. Docklands special area
12. South Yorkshire inner (Sheffield)
13. Teeside inner (Hartlepool, Middlesborough
and Stockton)
14. Merseyside peripheral (Knowsley special area)
15. Haringey, Kensington and Chelsea, Westminster
16. Inner West Yorkshire (Leeds and Bradford)
17. Southampton inner
18. Inner Tyne and Wear (Newcastle and Gateshead)
19. Bristol inner
20. Other Merseyside inner
21. Plymouth inner
22. Other inner Greater Manchester
23. Stoke inner
24. Portsmouth inner
25. Rest of Outer London
26. Brent and Ealing special area

-35.8
-31.3
-25.5
-23.1
-23.0
-22.0
-20.1
-19.3
-19.1
-17.1
-16.9
-16.0
-15.6
-15.3
-15.0
-14.4
-14.1
-13.8
-13.5
-13.2
-13.1
-11.5
-11.5
-11.3
- 9.0
- 8.7

Source: Begg and Eversley (1986)22
This demographic movement away from the inner areas of
the large cities can be attributed to a number of factors,
23

beginning with the push factor of slum clearance and
overspill policy during the 1960s and 1970s resulting in
dramatic losses in the inner parts of older cities23 and a
pull factor in the desire for owner occupation as people
seeking better standards of living and opportunities moved
away from the inner areas which offered little in the way of
new or affordable properties compared to the suburbs.24
This movement though has been selective, with the more able
and better skilled moving out to take on new opportunities
available outside of the older urban areas. As a partial
replacement there has been an inflow of ethnic minorities
from the Indian sub continent, Pakistan and the Caribbean to
specific parts of certain inner cities as Figure 1 shows.
Figure 1

Inner Areas 1981 : Ethnic Minorities

% persons in households with head born in New Commonwealth or Pakistan
0

10

20

30

40

51%

Liverpool
Manchester/Salford
Newcastle/Gateshead
Birmingham
Lambeth
Hackney
Docklands
Islington
n/r
Note: n/r refers to the national rate for ethnic minorities in
England and Wales

Source: Department of the Environment (DoE)(1983), derived from the
1981 Census of Population4J
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Generally these groUps moved to take up residence in
parts of inner areas between the central area and the outer
boroughs often in the locations which had a higher
proportion of poor quality housing than elsewhere.26
However, it should be noted that the presence or absence of
ethnic minorities cannot be taken as an indicator of
deprivation or social problems in an area. Rather it may be
interpreted as an indication of need and levels of support
required. This is because the position of some ethnic
minority groups is worsened by their experience of
disadvantage compounded by discrimination across a wide
economic and social scale.27 Thus commonwealth immigrants
join other low income groups to constitute disproportionate
numbers of people in the inner cities who are predominantly
unskilled and socially disadvantaged. The result of this
movement of population during the post war period has been
the migration away from the inner cities of the more mobile
and better skilled workforce and a retention and/or
immigration of less skilled and socially disadvantaged
groups.

Consequently this has led to a concentration of

poverty in urban priority areas where high numbers of one
parent families, of unemployed males, of manual workers and
especially of unskilled manual workers are gathered. A
range of studies by Townsend28, Webber29, Holtermann30 and
others broadly concluded that concentrations of poverty and
deprivation do exist in urban areas although they also
suggest, that as many poor people live outside of urban
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priority areas as those living within and that many people
in priority areas would not be classified as being poor.31
However a substantial problem does exist amongst the
population in inner priority areas particularly if the
indicators of deprivation used to designate urban priority
areas for assistance through the Urban Programme are
considered. The criteria used, namely, unemployment,
pensioners living alone, single-parent families,
overcrowding, houses which lack basic amenities and ethnic
minority populations, are all direct measures of poverty and
produce a picture of widespread material and social
disadvantage. Two features which serve to particularly
materially disadvantage residents in priority areas are
declining economic conditions and the physical deterioration
of the housing stock. These aspects of priority area life
will be the concern of the following sections commencing
first with an examination of economic decline.

1.2 Economic decline
Changing employment opportunities in the inner areas of
the conurbations have contributed to the material conditions
experienced in priority areas. As employment moved out of
the centres of the large cities to relocate to the suburbs
and expanding towns during the post war period, the jobs
that were left in the inner cities were in employment
sectors which were undergoing serious contraction. Thus,
the manufacturing and distribution industries which
traditionally provided unskilled work for low income groups
26

in the inner cities were, over the post war period, rapidly
declining, as Table 3 shows.

Changes in Employment 1951-1981

TABLE 3

Manufacturing Inner Outer Freestanding Small towns Great
Britain
and Rural
Cities Cities Cities
Areas
1951-1961

-143
(-8.0)

+84
(+5.0)

-21
(-2.0)

+453
(+14.0)

+374
(+5.0)

1961-1971

-428
(-26.1)

-217
(-10.3)

-93
(-6.2)

+489
(+12.5)

-255
(-3.9)

1971-1981

-447
(-36.8)

-480
(-32.6)

-311
(-28.6)

-717
(-17.2)

-1929
(-24.5)

Total Employment
1951-1961

+43
(+1.0)

+231
(+6.0)

+14
(+6.0)

+1060
(+10.0)

+1490
(+7.0)

1961-1971

-643
(-14.8)

+19
(+0.6)

+54
(+2.4)

+1022
(+8.5)

+320
(+1.3)

1971-1981

-538
(-14.6)

-236
(-7.1)

-150
(-5.4)

+404
(+3.5)

-590
(-2.7)

Employment changes are shown in 000s;

percentage changes

are given in brackets
Source:

Hausner and Robson, (198 6).3 2

This meant in real terms that during the period 19611971, London lost 243,000 jobs, inner Manchester 84,000,
inner Glasgow close to 60,000 and inner Liverpool 34,000.33
Overall one million manufacturing jobs were lost in inner
cities between 1951 and 1981 and a further one million from
outer areas and free standing cities.34 The jobs that were
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provided by these industries for a predominantly low skilled
workforce had subsequently disappeared with little
alternative investment by new industry. Any growth in white
collar jobs which occurred in either inner or outer areas
largely attracted employees from the outer rings rather than
those from the central areas of cities which contained
disproportionate numbers of unskilled workers. Thus it was
the combination of the absolute decline in the number of
manual jobs and the higher than average concentration of
manual workers in the inner areas which created a mismatch
between employment opportunities and the skills available in
such areas. Thus, many of the new job opportunities that
were becoming available required a more skilled workforce,
particularly in the growing demand from clerical,
administrative and service industries. The consequence of a
high concentration of unskilled manual workers and semiskilled workers in priority areas with much smaller numbers
of people from the higher social class groups led to the
demand for skilled workers to be met from elsewhere leaving
large numbers of the unskilled group out of work with little
hope of finding any (see Appendix One). This mismatch in
the available labour and urban employment demands resulted
in higher than average unemployment amongst the unskilled
groups from inner areas, as Table 4 demonstrates.
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Unemployment Rates 1981

TABLE 4
Inner City
Partnership
Areas

A

B

C

D

E

Total

Birmingham

6.5

4.2

17.8

18.3

22.0

21.8

Gateshead

7.7

2.6

17.5

18.4

22.4

16.8

Hackney

5.7

5.9

15.0

12.6

14.5

15.4

Islington

5.5

4.8

13.0

11.2

13.4

12.9

Lambeth

5.6

5.3

14.3

12.0

10.6

14.4

Liverpool

9.3

3.7

19.8

16.9

22.8

22.1

Manchester

8.8

3.4

19.1

17.9

22.5

20.3

Newcastle

4.7

2.5

18.0

21.1

21.7

17.7

Salford

7.1

14.3

21.4

18.9

23.5

20.8

AVERAGE

6.8

5.2

17.3

16.4

19.0

18.0

GB

3.4

2.5

9.8

10.8

14.3

9.4

Key A
B
C
D
E

Employers and Managers (SEG 1&2)
Professional Workers (SEG 3&4)
Skilled Manual Workers (SEG 8&9)
Semi-Skilled Manual Workers (SEG 10)
Unskilled Manual Workers (SEG 11)

Source:

Manpower Service Commissioq4 4980, derived from
1981 Census of Population.

The effect in overall terms has been for unemployment
rates among inner area residents to rise from 33 per cent
above the national average in 1951 to 51 per cent in 1981.36
In addition, certain groups have been disproportionately
affected by unemployment, for example, 16-19 year olds who
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averaged an unemployment rate of 29.7 per cent against the
national average for that age range of 17.8 per cent and 6064 year olds who also suffered with an unemployment rate of
16.6 per cent against a national average of 12.0 per cent.37
In the peripheral estates on the edge of the large
cities too, recent experience has been of economic
deterioration on a similar scale to the inner areas with
unemployment levels sometimes as high as three times the
national average.38 These areas remain isolated as the
economic decline and lack of employment opportunities is
heightened by poor transport links thus reducing access to
employment opportunities elsewhere.
For both the inner areas and peripheral estates that
make up priority areas the position remains that in general
they experience higher than the national or regional average
unemployment rates with disproportionate concentrations of
unskilled manual workers. Moreover, because residents
living in priority areas suffer an unequal share in terms of
access to economic opportunity they hold a weak position in
the job market which subsequently affects their ability to
compete in other markets. Stewart has suggested that there
exists a connection between the relative positions held in
the job and housing markets so that
power in the job market is associated with power
in the housing market, while a weak job market
position (low, insecure income) is oft
linked to
a weak position in the housing market.'
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The lack of affordable good quality housing and the
existence of older decaying property particularly in the
inner priority areas presents serious accommodation
difficulties for those on low incomes as the discussion in
the the next section shows.

1.3 Housing conditions
A great deal of the property in inner city areas is
characterised by concentrations of terraced housing and in
some places, larger housing now used for multi-occupation,
mostly privately rented, generally decayed and poorly
maintained."
The disproportionate accumulation of poor quality
housing in the inner areas of the large cities is a visible
reminder of 19th century industrialisation when vast
increases of population had to be contained in towns and
cities lacking the social and physical infrastructure to
cope with the new demands of industrial and urban growth.41
The subsequent unchecked, substandard and cheaply
constructed accommodation remains today to dominate the
inner areas. While just over a quarter of housing in
England was built before 1919 the proportion contained in
the inner areas of large cities varies from between 40 - 60
per cent.42
Furthermore, many of the contemporary properties in the
inner areas have high population densities, little open
space and are in generally poor and run down residential
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environments with many owners tending to be older and poorer
and unable to afford the cost of improvements to their
property. The Inner Area Studies for instance noted that
it was the combination of the inability of residents to fund
their share of improvement costs and the refusal by absentee
landlords to finance the upkeep of rented property which
contributed significantly in delaying progress with
improvements. 43
Those that live in these properties constitute some of
the poorer and more vulnerable of the population generally.
In addition to a large and often transient population there
are disproportionate levels of socially disadvantaged groups
such as pensioners living alone and single parent headed
households where greater numbers are found in the inner
areas than is the national average (see Appendix Two).
These groups not only have problems in the housing market,
they are also in need of more social and welfare support as
their experience of the disadvantages encountered in such
areas makes it particularly difficult for them to maintain
their independence.44 This is not helped by living in
properties which are multi-occupied or lacking in the
exclusive use of basic amenities. Figure 2 illustrates the
scale of the problem in the inner areas.

32

Figure 2

Lacking exclusive use of basic amenities

% Households lacking exclusive use of basic amenities
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14

Liverpool
Manchester/
Salford
Newcastle/
Gateshead
Birmingham
Lambeth
Hackney
Docklands
Islington
nir
Note: n/r refers to the national rate for such households
in England and Wales.
Source: Department of the Environment (DoE),(19,83),
derived from the 1981 Census of Population4'

The lack of privacy induced by overcrowded conditions
thus contributes to an overall personal deprivation for many
priority area residents which affects the most vulnerable
groups; people from ethnic minority groups are particularly
affected by the shortage and poor quality of accommodation
encountering the additional problem of discrimination in
their attempt to gain a foothold in the owner occupied
sector of the market.46
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Therefore, as many of the more affluent have over time
moved out to the suburbs to become owner occupiers those
that are left experience two problems, namely, that much
housing in deprived areas "is in poor condition, and the
choice is often very limited".47 Paradoxically as the better
able move out to inhabit relatively cheaper amounts of land
the poor are left to contend with finding space amongst
scarce and expensive inner city land. The paradox is partly
resolved by the poorer residents adapting to higher rents by
living at higher densities and hence taking up less land.
As the movement to rehouse residents from the inner
cities gathered pace during the post war period, the number
of overspill estates close to the periphery of the large
cities increased and initially appeared to resolve many of
the problems inherent in the older properties. However, the
housing that was built needed to be constructed to avoid
encroaching on the green belt. The emphasis therefore
centred on retaining the densities of previous housing
resulting in the erection of tower blocks or medium rise
deck access blocks set in an environment short of parks and
open play spaces.48
Gradually, as many of these properties have begun to
come to the end of their useful life, the housing
disadvantages seen in the inner areas are emerging in a
number of the outer estates where huge, impersonal and often
single class communities exist amidst unkept public areas
with little accessible or available social and recreational
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facilities.49 The consequence of these conditions in both
inner and outer priority areas is for groups of people to be
largely excluded from having access to good quality housing.
Hall has suggested that they, due to "lack of money, lack of
credit-worthiness, lack of information, lack of opportunity,
lack of political power and influence"50 have been unable to
gain access to the suburban owner occupier market or the
public sector housing system and have subsequently become
forgotten people in the housing system.
Thus the argument so far in this chapter has suggested
that a significant effect of the movement in population away
from the older, inner parts of large cities has been to
leave behind disproportionate and socially disadvantaged
groups of people who experience deteriorating economic and
physical conditions. In the next section a recent extensive
survey by Begg and Eversley51 will be drawn upon to
demonstrate that not only is there evidence of a connection
between population loss and disadvantage but that such
priority area conditions are no longer exclusively appearing
in the inner areas but spreading to other parts of the
conurbations to create a gradient of disadvantage.

1.4 A gradient of urban disadvantage
In their examination of eighty five urban areas in
Britain, Begg and Eversley identified the existence of a
high correlation in the twenty seven most deprived areas
between disadvantage and population loss.
summarises their findings.
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Table 5

TABLE 5

Indices of social deprivation - ranking of most
deprived areas

Favourable
Adverse
Scores
Rank
*
*
*
*
*
*
*
*
*

*

*
*

*
*
*

1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22
23
24
25
26

Glasgow Old Core
Glasgow Peripheral
Birmingham Old Core
Hull Core
Derby Core
Manchester/Salford Old Core
Liverpool Old Core
Nottingham Core
Teesside Core
Other West Midlands Cores
Other Strathclyde Cores
Other Greater Manchester Cores
Leicester Core
Merseyside Peripheral (Knowsley)
West. Yorkshire Cores
London Docklands
Plymouth Core
Other Tyne and Wear Cores
Sheffield Core
Newcastle/Gateshead Old Core
Other Merseyside Cores
Other South Yorkshire Cores
Stoke Core
Hull Outer Area
Hackney and Islington
Kensington and Chelsea,
Haringey and Westminster
27 Lambeth

Population
Change
1971-1981
%

-2.87
-2.50
-2.37
-2.26
-1.97
-1.77
-1.73
-1.70
-1.60
-1.60
-1.55
-1.54
-1.43
-1.36
-1.34
-1.31
-1.27
-1.27
-1.20
-1.10
-1.07
-1.04
-0.98
-0.84
-0.82
-0.66

-22.0
-22.0
-19.3
-35.8
-20.1
-25.5
-23.1
-31.3
-15.6
- 8.2
-22.0
-11.5
- 7.1
-22.0
-14.4
-16.9
-13.1
-17.0
-16.0
-13.8
-13.2
- 3.8
-11.5
- 6.2
-19.1
-15.0

-0.60

-23.0

Note: * Those in receipt of funds from the Urban Programme
Source: Derived from Begg and Eversley (1986)52
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By using over seventy indicators grouped to correspond
to identifiable policy areas 53, the authors of the survey
were able to compare urban areas across a broad range using
a method of scoring across favourable and adverse factors.54
In considering the findings it is noticeable that Glasgow,
the six English metropolitan county cores and the four inner
London areas included in the most deprived areas are also
included in the top eighteen rates of population loss
illustrated earlier in Table 2, with Hull as the outstanding
case amongst the free standing towns and cities, though not
exactly in the same order. The connection therefore between
population loss and deprivation is strongly evident from
this study, reinforcing the belief that out migration has
been highly selective and that the greater the rate of loss,
the more disadvantaged becomes the social composition of the
remaining population.55
Furthermore, what emerges from a closer analysis of the
survey is the existence in almost all cases of a gradient of
disadvantage from the core to fringe areas. The only break
occurs in the few identified post war peripheral estates
which score highly on deprivation factors. Therefore as
Table 6 illustrates, social conditions worsen in an almost
straight line in relation to the closeness of urban cores.
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TABLE 6

Type of area

Gradient of deprivation

Average advantage Advantage and Population
change
deprivation
and deprivation
1971-81
factor
factor for type
of area

1.Metropolitan
Inner Areas
Glasgow Old Core
Hull Core

-1.48

2.Peripheral
Council Estates
Glasgow Peripheral
Knowsley

-1.57

3.Other Old Cores
Inner Nottingham
Inner Derby

-0.97

2.87
2.26

-22.0
-35.8

-2.50
-1.36

-22.0
-15.3

-1.70
-1.97

-31.3
-20.1

4.Rest of Old
0.25
Industrial urban Areas
Hull Outer
Derby Outer

-0.84
-0.58

+ 6.2
+ 7.4

5.Rest of agglomeration 0.74
Rest of Greater
Manchester
Rest of Outer London

0.67
1.42

+ 0.37
- 9.0

6.Fringe Areas
West Midlands South
Fringe
London South Fringe

1.43
2.32

+16.6
- 3.8

1.04

Source: Derived from Begg and Eversley (1986)56
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What can be seen is that nearly all outer areas are
better off than inner areas, mostly by a significant margin.
Hence, for instance, the inner area of Hull registers one of
the worst overall scores in the country at -2.26, an outcome
equally composed of high adverse indicators, an absence of
favourable indicators together with the highest percentage
population loss at 35.8 per cent over the 1971-81 period.
The outer area of Hull by comparison scores -0.84 on the
favourable-adverse factors and has a percentage population
gain of +6.2 between 1971-81. The higher adverse score for
outer Hull is explained by the fact the area includes
pockets of severe disadvantage including the North Hull and
Orchard Park Estates, the subject of the case study
discussed later in Chapter Four.
Nonetheless the evidence contained in Table 6 points to
a situation of increasing social polarisation in the cities
of Britain occurring in deprived inner areas and a number of
peripheral estates surrounded by favourable outer and fringe
areas. The survey also confirms that the extent of
deprivation is much wider than had previously been
identified when only a small number of single indicators had
been used.57

What emerges too is a specifically

geographical dimension to priority areas. Conditions are
worse overall in the North. and Midlands than in the South
and worse still in those industrial cities which still bear
the legacy of rapid urban growth associated with 19th
century industrialisation and the large scale migration from
a rural to an urban economy.
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Thus, what has emerged from the survey by Begg and
Eversley is a demonstrable linkage between the decline in
parts of the urban conurbations with the outward movement of
population, encouraged by push and pull factors associated
with planning policies of the post war period and more
recently, the disadvantages in priority areas being
exacerbated by the effects of wider structural changes
affecting national economies .5 8

Furthermore, the

traditional assumption that severe disadvantage is only to
be found in the older declining inner areas of the larger
towns and cities now no longer adequately reflects the
situation. Other inner and outer parts of the conurbations
are exhibiting similar combinations of adverse conditions in
a gradient outwards that include more recently developed
post war peripheral estates.
In some of these estates particularly, the problem of
economic decline is such that unemployment levels exceed the
national average and match those being experienced in the
inner cities." Equally, housing conditions too are
deteriorating as poorly constructed and ill designed
developments reach the end of their useful life. The
increase therefore in the extent and scale of areas affected
by economic and social decline raises questions over the
geographical association with disadvantage implied in the
term inner area or inner city. As areas in decline have now
come to include some outer estates of the major cities, the
conurbations may now be regarded as constituting a series
of areas of varying quality in which disadvantaged or
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declining parts may be found in the outer parts of towns and
cities as well as near the centre. It is in these areas
therefore that the priority areas of urban Britain can be
found where there exists a low economic and skills base as
well as high levels of unemployment. These lead to many
people experiencing poverty with lower than average
household incomes. Residents furthermore, live in unpopular
and declining housing conditions amidst widespread physical
decay, and the educational record is poor with low levels of
achievement and progression. The 1977 White Paper "Policy
for the Inner Cities"" in noting this situation commented
on the
shabby environment, lack of amenities, the high
density remaining in some parts and the poor
condition of the older housing stock in the inner
areas contrast sharply with better conditions
elsewhere. They combine together to make these
areas unattractive, both to many of the people who
live there t9 new investment in business, industry
and housing.'
The situation thus, is worsened by the cumulative effects of
the material disadvantages which produces deprivation in the
form of a lack of access, limited participation and a denial
of opportunity in the social and economic mechanisms of
society. This in turn results in a dislocation of priority
area life and is the concern of the next section.
1.5 Dislocation and social polarisation in priority areas
Crucially, in urban priority areas, it is this
combination of the material disadvantages which serve to
trap low income groups within an iterative process as one
aspect of disadvantage affects another resulting in a cycle
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of powerlessness, illustrated in Figure 3, from which there
appears no apparent way of breaking out.

Figure 3

The cycle of powerlessness

Lack of occupational skills --0 Poverty, low wages
irregular wages,
unemployment
Poor educational background
Poor accommodation,
Strain, physical ill health
poor physical conditions,
psychological stress
÷--- overcrowding
Source: Adapted from The Open University (1976)62

Thus in areas in severe decline it is the cumulative
effects of disadvantage and poverty which is the fundamental
problem. If "earned income is low and government support
limited"63 the lack of purchasing power which follows
brings with it a loss of dignity and self esteem arising
from the absence of a regular income. As a consequence,
people experiencing poverty become socially isolated and
excluded from participating in the mainstream of society.
This combination of disadvantages therefore contributes
to a collective deprivation in priority areas which affects
all the residents, even thou9n individually many people in
such

areas are content with their homes and and

satisfactorily employed. The 1977 White Paper believed that
the cumulative effects of disadvantage gives rise to
...a pervasive sense of decay and neglect which
afflicts the whole area, through the decline of
community spirit, through an often low standard of
neighbourhood facilities, and through greater
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exposure to crime and vandalism... This
collective deprivation amounts to more than the
sum of all the individul disadvantages with which
people have to contend."
Furthermore, the concentration of the worst housing, the
highest unemployment and he greatest density of poor people
in priority areas has served to fragment, unhinge and
dislocate those who live there. Cohen65 has associated this
position with the breakdown of traditional neighbourhood and
extended family arrangements which he believed was typified
by the disappearance of the focal points of the traditional
community in the shape of the corner shop, the pub and the
street as a major area of "communal space".66

This movement

away from traditional neighbourhood in urban priority areas
has been described by Wilmott67 and can largely be traced
back to the influence of the post war programmes of
clearance and redevelopment in Britain's towns and cities
which not only broke up existing local networks but also
redeveloped the old districts in new physical forms making
it difficult for people to get to know their new neighbours.
The development subsequently of huge high rise council
estates was not conducive to neighbourliness rather serving
more, as Wilmott suggests to "discourage sociability between
neighbours u.68 By the 1970s, this redevelopment and
dispersal of population changed the social character of
inner cities, and as the White Paper noted, while 'the
massive slum clearance and associated developments were
necessary, the effect
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... has sometimes been one of continuing
disruptioi of local life and a loss of local
community.
These factors have been used to help explain the
dramatic changes in social relationships and subsequent
breakdown of traditional community. While contemporary
writers like Harrison 70 and White71 largely confirm that
older, inner areas of large cities are more often
characterised by social isolation and conflict than by any
sense of community, while other evidence has suggested that
under certain circumstances there can exist local social
networks and a sense of community. For example, the Inner
Area Studies72 noted how a concentration of fellow residents
with the same ethnic background in a neighbourhood
contributed towards strong local associational ties and
extensive networks amongst people. The Birmingham and
Lambeth studies particularly, reported that those who felt
most attached to the places were the ethnic minorities,
74
Asians in Birmingham 73 and West Indians in Lambeth.
These findings are a reminder that in discussing
priority areas it cannot be assumed that such areas are
homogeneous in their make up or that all of the people or
districts in a priority area will experience economic or
social deprivation. However, although deprivation may not
be uniformly spread, the combination of disadvantages may
have an effect across all residents in priority areas
through a deteriorating environment and the overall negative
image given of the area. Thus, the risk of a break down in
social relationships is potentially increased under
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conditions of material disadvantage and the consequent
personal deprivation encountered by residents in priority
areas.
In overall terms though, the material disadvantages
affecting urban priority areas have served to deprive those
who live in such places of the benefits enjoyed by the rest
of society and, as the study of eighty five urban areas has
demonstrated, contribute to socially polarise whole areas of
the conurbations. The findings furthermore confirm the
geographical bias to polarisation: all the areas surveyed,
excepting inner London and Plymouth, were in the north and
midlands of Britain where the legacy of 19th century
industrial and urban growth still persists.
Furthermore, the prognosis is not good either for
priority areas: Urban Programme funding and other
assistance directed at disadvantaged urban areas has been
around since the late 1960s75 yet the evidence in this
chapter shows that far from a diminution in the problem
there has been a growth in the extent of areas in decline.
New research evidence from the Policy Studies Institute too,
suggests that the gap between deprived areas and the rest of
the country in housing, unemployment, education and other
conditions of life remains as wide as 15 years ago, when the
White Paper was launched.76
Hence, as the gulf between affluent Britain and urban
priority areas widens and the fracturing effects of
deprivation progressively dislocate social relationships and
neighbourhood life, there are raised particular questions on
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the linkage between improving education in such areas and
ameliorating the range of disadvantages discussed in this
chapter. The development of educational responses during
the post war period to concerns raised over the failure of
children from priority areas was predicated on the notion of
widening access into education for lower social class groups
who were seen to be performing badly as a consequence of
their social and economic position. These responses will be
examined in the next part of the chapter.
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2. EDUCATION AND DISADVANTAGE
The available evidence suggests that the educational
performance of children from priority areas over the post
war period has been poor with low levels of achievement and
progression being persistently recorded amongst the least
socially advantaged groups concentrated in inner areas.
This part of the chapter examines in the first section the
evidence supporting this assertion while in the second
section, the discussion focuses on the educational responses
that were directed towards improving educational
achievement. In particular, the emergence of early notions
of community education as one solution to the educational
difficulties being experienced in priority areas is
considered.

2.1 Educational under-achievement
The concentration of children and families from the
least advantaged social class groups in the older inner
areas of cities was over the post war period, linked to the
poor educational performance by children from such areas.
The connection between social class and educational
achievement was widely referred to in both government
sponsored reports and other enquiries. In the National
Child Development Study, for instance, Davie and colleagues
reporting on progress up until the age of seven, found that
social class was the variable with the strongest association
with attainment in reading and ari thmetic.7 7 They
discovered that 50 per cent of 7 year olds in Social Class V
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had "poor" reading scores compared to 9 per cent of those
from Social Class I78

while over 40 per cent from Social

Class V compared to 12 per cent from Social Class I recorded
poor' arithmetic scores.79 Furthermore, when looking at
the incidence of social disadvantage among these children,
they considered the three factors of family composition
(five or more children or only one parent), low income and
poor housing to be crucial to disadvantage." Both the
Crowther 81 and Newsom Reports82 too reached similar
conclusions concerning the attainment levels of children
from lower social class backgrounds while statistics from as
early as 1959-60 showed that greater proportions of children
from low income groups were leaving schooling at the
earliest opportunity, as Table 7 indicates.

TABLE 7

Proportions of recruits who left school at 15, 16,
17 or 18+ in relation to occupation of father (1959-60)
Occupation of Father

Age of
Professional Clerical Skilled Semi
Unskilled All
five
recruit
and
and other manual skilled manual
on leaving managerial
non manual
manual
groups
school
%
%
%
%
%
%
18+
2
1
8
34
10
4
5
17
9
3
2
1
17
16
24
22
11
15
15
6
72
15
59
85
92
25
78
Total: 100%

923

879

3654

945

854

7255

Source: Central Advisory Council for Education (1959)83
This pattern of early school leaving by children from
lower social class backgrounds was reflected in the
percentages that entered university as Table 8 shows.
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TABLE 8

Percentage of 18 year olds entering University
by social class 1961 and 1968

Father's Social Class

1961
(undergraduates)

1968
(entrants)

1

Professional, managerial

19

19

11

Intermediate

42

32

lila

Clerical

12

18

111b

Skilled manual

20

19

IV

Semi-skilled manual

6

10

V

Unskilled

1

2

100

100

TOTAL
Source:

UCCA Reports for 1967/6884

A decade later the situation had hardly improved for lower
social class groups as Table 9 illustrates. This led Halsey
and his colleagues to point out that while class chances of
access to university remained more or less constant over the
period the absolute gains from the middle class were massive
compared with those from the manual classes.85
TABLE 9 Home candidates and accestance b

Accepted Candidates
1978
1977
1979

Father's Social Class
1
11
lila
111b
IV
V

Professional, managerial
Intermediate
Clerical
Skilled manual
Semi-skilled manual
Unskilled

TOTAL
Source:

social class

20.9
41.2
14.8
16.6
5.2
1.2

21.7
41.5
14.4
16.1
5.2
1.2

21.9
42.3
13.4
16.3
5.0
1.0

100

100

100

UCCA Statistic
Supplement to the seventeenth
Report 1978/79°'
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On the basis of this and other evidence, Westergard and
Resler suggested that manual workers' children were less
likely to enter university than children from professional
backgrounds by a factor of nearly nine times.87 The
statistics further supported the claim by Douglas that the
social class background of parents was influential in the
post school destinations of children.88 Others like Floud 89
claimed that the gap between the educational opportunities
and achievements of children from low income and manual
backgrounds and that of middle class children widened as
they grew older.
As far as children from ethnic minority backgrounds
were concerned, the results of tests carried out in the
early 1970s in London and Birmingham confirmed the widely
held view that children of immigrants were underachieving in
schools." Assessments carried out through English Picture
Vocabulary Tests (EPVT) to measure reading, listening and
vocabulary skills and the Standard Reading Assessment (SRA)
abilities test showed ethnic minority performance to be
trailing behind that of white children, illustrated in the
mean EPVT scores of 5-6 and 7-10 year olds and the mean SRA
scores of 8-10 year olds contained in Table 10.
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t
TABLE 10
.

EPA Mean EPVT and SRA Scores
White
British
(n)

Caribbean
(n)

Asian
(n)

1. EPVT Level 1:
Ages 5-6 years
London
Birmingham

97.9 (957)
89.5 (342)

86.9 (298)
81.6 (96)

69.6

2. EPVT Level 2:
Ages 7-10 years
London
Birmingham

92.9 (1162)
86.4 (785)

84.5 (250)
81.6 (209)

72.7 (373)

3. SRA:
Ages 8-10 years
London
Birmingham

93.0 (878)
86.4 (360)

88.1 (161)
83.5 (107)

78.4 (173)

Source:

-

Payne (1974)91

Furthermore, not only did many children In priority
areas experience low achievement and limited progression
into post school education they received poorer educational
provision, especially when measured in material and physical
terms. The Newsom Report highlighted the condition of
secondary schools in "slum areas"92; four years later, in
1967, the Plowden Report focused attention on the state of
primary schools in inner urban areas calling for better
educational resources in neighbourhoods that had "for
generations been starved of new schools, new houses and
investment of every kind"93, while an independent report
from the National Union of Teachers (NUT) pointed to the
physical impoverishment of schools serving predominantly
working class catchment areas.94
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Thus, in terms of, the educational performance of
children in priority areas, the overall situation was one of
limited achievement which produced yet another disadvantage
that served to further deprive the least advantaged groups
in society. In addition therefore to economic decline, poor
quality housing and a run down residential environment with
relatively high concentrations of socially vulnerable groups
over reliant on welfare benefit and social services, was the
problem of children who performed badly within the
educational system. How such educational failure in
priority areas was tackled will be the concern of the next
section in this part of the chapter.

2.2 Educational responses in priority areas
As far back as 1959, the Crowther Report picked out the
"special and depressing characteristics"95 of the "...inner,
declining rings of impoverished districts near the centre of
the great cities"96 as being in need of urgent attention
from education.
This call for intervention epitomised post war
educational concern over the educational performance of
children from low income backgrounds which had two elements,
namely in terms of the political and social problems over
the manpower needs of the economy97 and a concern over
equality of educational opportunity.98 Hence, as major
government reports and enquiries in education during the
1950s and 1960s expressed worries over the inadequacies of
the existing system to produce appropriately skilled labour
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required for economic expansion the response was crucially
articulated as a concern with working class failure in
education and subsequent waste in the available pool of
labour.99
Part of the answer was to change the structure of
education and to provide more of it in an attempt to widen
opportunities. Thus educational spending during the 1960s
grew faster than any major national enterprise apart from
gas and electronics.

Whereas education spending as a

proportion of the gross national product was 3.2 per cent in
1955, by 1969 it had grown to 6 per cent.100
Developments were subsequently concerned with opening
up access for under represented groups in education by such
means as the scholarship ladder, abolishing grammar school
fees and establishing a comprehensive schooling system.
Supporters of this latter idea such as Jenkins argued for
the introduction of comprehensive schooling, believing that
in their most developed form they would encourage "children
of different social classes to understand each other
better 101 and make an important contribution to the
achievement of social and educational equality of
opportunity. In this notion it was assumed that the
comprehensive school would act to "develop a united
community" in new or crowded areas.102 Community thus
became a new organising principle of the education system
and as selection by 11+ was to disappear so selection by
area was to grow bringing with it all the implications of
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neighbourhood differences. The emphasis in the early
manifestation of equality of opportunity thus was not
concerned with the social processes within and outside
schools which generated or reinforced inequality but with
education as a means to personal social mobility through the
improvement of access to education. In this universalistic
approach to equality of educational opportunity it was
perceived that the problem with education lay not so much in
what it was or what it did, but how it was distributed.
Yet despite the movement towards greater equality of
opportunity afforded by the removal of educational barriers
and improvements in access, the school performance of
children from lower social class backgrounds remained
disappointing, with confirmation that there existed a
spatial polarisation in respect to educational
achievements.103 Evidence was emerging that suggested
children from families living in the suburbs of large cities
took both advantage of educational provision and benefited
from it while families living in the inner area of cities
were neither benefiting from opportunities offered in the
education system nor achieving within it.104
Attention thus shifted to consider other factors
contained in the urban environment which could possibly
provide an explanation for poor educational performance. An
important movement in the debate occurred when it was
suggested by Douglas1°5 and others1°6 that school success
and failure could be related to cultural as well as sociostructural aspects in the environment. It was suggested
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that where there was a better 'cultural fit'107 between home
and school in terms of values and behavioural norms for
example, the likelihood of success in school was made more
possible. As Douglas pointed out:
When housing conditions are unsatisfactory,
children make relatively low scores in the tests.
This is so in each social class but whereas the
middle class children, as they got older, reduce
this handicap, the manual working class children
from unsatisfactory homes fall even further
behind; for them, overcrowding and other
deficiencies at home have a progres4n digressing
influence in their test performance.
The implication that there might be a causal link
between the environment which children came from and
educational performance was strengthened when it was
suggested in the Newsom Report that problem families
produced children with "linguistic inadequacy ... poor
attainments in school"109 and that the incidence thus of
educational underachievement was closely linked to the
pathology of the urban community.110

The additional

concentration during the 1950s and 1960s of families from
ethnic minority backgrounds into the older decaying areas of
industrial cities increased concerns about the educational
performance of children who were at a disadvantage because
of the poor educational background from which it was claimed
that they had comelll and reinforced the belief that
educational failure was associated with cultural features in
the family and neighbourhood.
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The suggestion that educational problems could be
related to the inadequacies of the home background and
upbringing of children coincided with the debate promoted by
Sir Keith Joseph's concern over why deprivation and problems
of maladjustment persisted despite long periods of full
employment and relative prosperity.112

The ensuing notion

of a cycle of deprivation that was developed to explain the
problem proposed the existence of a "cyclical process of
transmission of deprivation and social maladjustment from
one generation to another"113 which was basically internal
to the family. Thus the family was thrust into a position
of crucial importance in affecting educational and social
disadvantage. Wisemann argued that home variables had "pro
rata, twice the weight of 'neighbourhood' and 'school'
variables put together"114 and suggested ,_hat school
absenteeism was linked to an unsatisfactory home life and
uninterested parents.115
The idea that home and adverse neighbourhood conditions
were important influences in educational underachievement
was also put into a cyclical context in the Inner Area
Studies where it was identified that the combination of
poverty and concentrated multiple disadvantages became
reflected in a lack of educational opportunities resulting
in probable poor job conditions, low status, low income and
eventually poverty.116

The Birmingham Study for instance

showed that in the Small Heath district, only 3 per cent of
males had qualifications of A level or above compared with
13 per cent nationally and only 13 per cent had 0 levels or
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CSE compared with 22 per'cent nationally117

Similarly, the

Liverpool Study showed that while inner Liverpool contained
7 per cent of the secondary school population it only had 5
per cent of those in the city taking CSE exams while over 50
per cent of school leavers in the inner area had not taken
CSE or 0 level exams at all.118
Against a growing belief that people from lower social
class groups were bearers of educationally disadvantageous
behaviour with an internal pathology at work which affected
the educational performance of children, calls were made for
greater intervention and closer links between schools, the
family and the neighbourhood through a strategy of positive
discrimination and programmes of compensatory education to
meet the needs of "deprived children of limited family and
social backgrounds".119 The suggestion progressed further,
with claims that in improving the education of children
from the poorest neighbourhoods the school would need to
"transcend its environment and create within itself a
community of good living" 120
It was assumed that the solution to the evident failure
of lower social class groups and children from ethnic
minority backgrounds who scored poorly on the EPVT and SRA
tests121 could be found through an emphasis on compensatory
strategies particularly in respect of additional support for
English language teaching122 and later, by a recognition of
creating closer links with families as a means of tackling
educational under-achievement.123 Thus, for the diversity
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of social groups found in priority areas their
underachievement became linked to a lack of motivation,
language deficiency, economic background, literacy levels of
parents and cultural traditions.124
Interspersed with the concern to compensate for
cultural deficiencies was the emergence of an idea for the
urban school to become "a social centre for its
neighbourhood"125 built on a different design and scale as
part of a community focus seeking to alter the cultural
attitudes of the neighbourhood. The proposal in the 1967
Plowden Report for closer home and school links to influence
the family's whole cultural outlook through "a programme for
contact with children's homes"126 represented the
introduction of community education as one approach for
solving the problems of educational underachievement in
urban priority areas.
The recommendation in the Plowden Report for the school
to become a focus for community activities127 and stimulate
closer links with the home, however, was also part of a
broader concern for improving working class cultural
behaviour as well as improving educational performance. As
Vaizey put it
This (improving the schooling of working class
children) would undoubtedly be the quickest and
most effective way of eliminating the social
problems of the so called delinquent areas, a name
which masks a much wider social problem - the
failure to integrate the unskilled and semi
skilled working class into a society which is
becoming predominantly governed by the values qq0
the standards of the professional middle class.'"
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Thus, the early manifestation of community education
focused on the compensating role of schooling in attempting
to improve the cultural and educational performance of
children from lower social class groups through a strategy
that linked urban communities and schools more closely. By
attempting to influence the attitude of the home the early
supporters of community education believed that children
would display a more positive approach to learning and
subsequently improve their performance. Improving education
in this perspective was not directly linked to improving the
major socio economic disadvantages discussed in this
chapter; the emphasis was more on remediated cultural and
social behaviour in respect to schooling.
Subsequent developments in community education broadly
continued this interventionist approach amongst urban
priority communities, although a different view emerged
which stressed the function of education to regenerate local
community life as a prerequisite to wholesale alteration of
the social and economic circumstances in such areas. Hence,
the purpose in the later strategies of community schooling
and community development would be to educate people to be
able to tackle and potentially change their disadvantageous
social and economic conditions.
Thus developments in community education over the post
war period were to move from a largely compensatory role to
one which emphasised the positive attributes of urban
communities. How far community education in these forms
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was successful in soliiing the social and educational
problems of priority area learners will be subject to a
detailed examination and analysis in the next chapter.
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APPENDIX ONE

TABLE 11 Broad occupational distribution of employment 1981
(Numbers in each group as % of total employment

Inner City
Partnership
Area

A

B

Birmingham

6.4

2.4

23.0

22.0

9.6

Gateshead

6.4

1.7

27.6

16.0

10.4

Hackney

8.3

2.4

17.7

15.7

8.0

Islington

9.1

4.3

15.2

13.1

8.4

Lambeth

8.8

3.5

14.4

11.4

10.7

Liverpool

5.9

1.8

20.8

18.4

12.1

Manchester

6.3

2.1

22.1

18.1

11.1

Newcastle

7.9

3.3

22.4

12.4

11.0

Salford

5.2

1.2

23.6

20.5

13.6

12.3

4.1

19.8

12.1

5.6

GB

Key:

D

C

A

Employers and Managers (SEG 1&2)

B

Professional Workers (SEG 3&4)

C

Skilled Manual Workers (SEG 8&9)

D

Semi-Skilled Manual Workers (SEG 10)

E

Unskilled Manual Workers (SEG 11)

Source: Manpower Service Commission, (1985),
derived from 1981 Census of Population129
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APPENDIX TWO
TABLE 12

Disadvantaged households

Pensioners Living Alone
% Households with pensioners living alone
16
18
12
14
10
4
6
8
0
2
Liverpool
Manchester/
Salford
Newcastle/
Gateshead
Birmingham
Lambeth
Hackney
Docklands
Islington

n/ r
Single Parent Households
% Single parent households
0 2 4 6 8 10 12
j

14

I

Liverpool
Manchester/
Salford
Newcastle/
Gateshead
Birmingham
Lambeth
Hackney
Docklands
Islington

nir
Note: n/r refers to the national rate for England and Wales
Source: Department of the Environment (DoE), ,(.1983),
derived from the 1981 Census of Population.
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CHAPTER TWO
COMMUNITY EDUCATION AND URBAN PRIORITY AREAS
INTRODUCTION
The previous chapter described the post war physical
decline in the economic and social fabric of British urban
priority areas and suggested that the cumulative effect of
subsequent material disadvantage has resulted in a
dislocation of relationships and an increasing polarisation
between such areas and the main social and economic
mechanisms of society. It was demonstrated too, that these
conditions are spreading out from the inner cities to affect
other parts of the urban conurbations, including some of the
outer estates on the periphery of the large towns and
cities. Furthermore, the poor educational achievements over
the period by children from lower social class backgrounds
gave cause for concern, raising

the question of what

constituted a relevant educational experience for children
living in such areas. It was suggested by Edwards that if
...a child's parents are poor and live in an inner
city area of decay, the chances are that he will
go to a poor school; his education will be
deficient and the motivation for advancement
througkii examination success will be low or
absent.
Post war educational responses were initially concerned
with increasing access as a means of creating wider equality
of opportunity. As these strategies appeared to have little
impact on educational underachievement however, the focus
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shifted to the part environmental and cultural factors
played in education. In particular, the effect of adverse
social conditions and the attitudes of the family towards
education were increasingly regarded as significant in
affecting school performance. Consequently, the debate
shifted to consider cultural factors in children and their
homes which it was believed had the effect of reinforcing
what were regarded as deficiencies in an educational
setting.
What followed were calls for schools to intervene in
providing a compensatory environment for children who were
seen as culturally deprived, to enable such children to
compete on equal terms with others from more favoured
backgrounds. This led to a greater intervention by schools
in their neighbourhoods through closer links being forged
between home and school and the development of schools as
community centres. These proposals formed part of the early
compensatory education response to under-achievement that
influenced the developing notion of community education
found in the Plowden Report.2
As the notion of compensatory education became
criticised because of its presumed negative view of priority
area children and their communities, a more radical view of
community education evolved in which the emphasis was upon
reconstructing urban priority area communities.3 In this
perspective, priority area communities were regarded as
having positive attributes and the urban environment was
taken as the source of an education that would be social
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rather than academic. Thus, through the idea of the
community school with its community oriented relevant
curriculum and adult education, which emphasised community
development through community action, both children and
adults would be made aware of their social circumstances and
become active in regenerating their communities.
In addition, it was believed that community
regeneration could further be achieved by institutions which
served as a social and cultural focus for their
neighbourhoods and encouraged community control through
participative management structures. By focusing community
activity around institutions and encouraging forms of local
control in the running of affairs it was believed that
education could influence the cultural and social
regeneration of disadvantaged communities.
The purpose of this chapter thus is to examine and
analyse the movement from educational compensation to
community education in urban priority areas during the post
war period in order to set a context against which a
proposed model of community education can be located and
subsequently developed in Chapter Three. In carrying out
this task, the developments contained in this chapter raise
questions which require answering. In particular, the
notion contained in compensatory education that education
could alter the cultural outlook of disadvantaged
neighbourhoods is problematic. So too is the idea that there
exists in priority areas a homogeneous community that could
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be encouraged through edpcational innovation to regenerate
itself. The problem too, of circumscribing children's
experience raised by the relevant curriculum also needs
addressing as do the implications contained in the radical
notion of adult education and community action. The
questions raised in the idea of community control and
participative management of institutions by local people
brings the debate back to the earlier point on the existence
of an homogeneous community in such areas. Specifically, the
question needs unravelling on whether community in the
singular sense as used by many community educators does in
fact exist, in addition to exploring how the needs of
diverse communities can be adequately represented at the
level of institutional governance.
These issues are subsequently examined in this chapter
through the following three parts.
1. Educational Compensation and Urban Priority Areas.
2. The Reconstructionist Strand of Community Education.
3. Developmental Issues.
In the first part, the notion of compensation and
compensatory education is examined and its origins in the
USA during the 1950s and 1960s analysed.

The British

context of compensatory education is then considered, noting
in particular the influence of the idea of positive
discrimination and the movement from compensatory education
to early notions of community education in the shape of
community schools.
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The second part of the chapter discusses the
development of the reconstructionist strand in community
education and the concern over community regeneration and
community development in priority areas. The three major
aspects of the relevant curriculum, community action and
community control reflected in this strand are then examined
and their effectiveness analysed.
The discussion in the final part of the chapter
considers the lessons emerging in the movement from
compensation to community education and sets out the
implications of these lessons for a model of community
education which will be developed in the next chapter.
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1. EDUCATIONAL COMPENSATION AND URBAN PRIORITY AREAS
This part of the chapter describes the emergence of
compensatory education in the USA and discusses the
theories which influenced its development. An understanding
of American notions of compensatory education is important
in the context of the early community education responses in
Britain during the 1960s because these British responses
broadly reflected the experience of the USA programmes. The
discussion is subsequently facilitated through the following
four sections:
1. The culture of poverty and cultural deprivation.
2. Compensatory education in the USA.
3. The idea of positive discrimination.
4. From compensation to community education.
The roots of compensatory education can be found in the
response to the educational failings of children from black
families moving into northern cities of the USA during the
1950s and 1960s and where influence of theories of poverty
and cultural deprivation as explanations for underachievement were widely adopted. The ideas behind the
culture of poverty theory therefore will be discussed in the
first section while in the second section, the development
of compensatory education programmes in response to
educational failings of urban families is examined.
The third and fourth sections are concerned with the
British context of compensation where the discussion focuses
firstly on the idea of positive discrimination and then on
the development of compensatory education strategies, noting
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the correlation between 'ideas developed in the USA and the
British experience. In summarising the development of
compensation in Britain during the post war period the
emergence of community education in the form of the
community school is identified and the influence of
compensatory notions in this early development of community
education considered.
1.1 The culture of poverty and cultural deprivation
The connection between compensatory education and urban
priority areas in the USA and subsequently in the UK, had
its roots in the so called post war crisis of the cities
arising as a result of concern at the concentration of low
income groups and blacks from the rural south into the major
northern cities of the United States. Between 1.950 and 1960
the city centres of the twenty four largest United States
metropolitan areas lost nearly one and a quarter million
whites to the suburbs and gained more than two million black
people largely from the southern states. These new incomers
encountered social and economic inequalities and their
children repeatedly recorded poor school performance.4
The problems that they faced in the absence of job
opportunities, adequate housing and decent educational and
recreational facilities were compounded by high levels of
poverty. A widely held view at the time regarded this
poverty and the associated problems as an intergenerational
phenomenon which produced its own culture that in turn,
prevented the poor from gaining access to the economic and
social mechanisms of society.
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This view was closely linked to theories associated
with the culture of poverty thesis. first advanced by Oscar
Lewis during the 1950s in the context of Mexico.5 He had
suggested that through a combination of financial hardship,
squalid environment and lack of opportunity, people living
in slums were left with "... a strong feeling of
marginality, of helplessness, of dependence and of
inferiority".8
His argument went further to claim that the values
contained in the culture of poverty were generally linked
and learnt early in life. Thus by the time children living
in slums were six or seven years old, they had absorbed the
basic values and attitudes of this subculture and were not
psychologically geared to take full advantage of changing
conditions or increased opportunities which could occur in
their lifetime.?
Subsequently, poor motivation and low achievement in
schooling became directly linked to a range of cultural
deprivations induced in children by the experience of
poverty and gave rise to the claim by Reissmann that the
"culturally deprived child was clearly one of the most
pressing problems facing the urban schools".8 It was
further supported by research evidence from writers like
Ausubel 9, Deutsch 10, and others11 where the findings
concentrated upon the cultural, intellectual and
socialisation deficiencies of lower social class urban
groups.
Other however, such as Valentine12 and Labov13, unhappy
at the notion of the culturally deprived child, emphasised
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the strengths and differences of the "bicultural child"14
arguing that the problem of educational underachievement lay
with the school system which failed to resolve or
acknowledge the duality and capabilities in the culture of
the inner city child.15
The belief persisted however that children from low
income groups were less educable than those from other
social groups, a view that was given support by the findings
contained in the Coleman Report16 in which the educational
attainments of Northerners and Southerners, white and black
were compared. Figure 4 illustrates the report's findings
on the divergence in mean attainment between four categories
of children aged between 6 and 18 (grades 1-12 in American
schools).
Figure 4. Patterns of achievement in verbal skills at
various grade levels by race and region
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The evidence in the Report pointed to a growing
divergence between white and black groups as they progressed
through the grades.

The discrepancies in patterns of

achievement especially those between white children in the
urban northeast and black children from the northeast and
rural south gave rise to serious concerns on the ability of
the urban educational system to respond adequately to the
new demands it faced.18
The response to this perceived educational crisis of
the cities in schools was for more resources to be
specifically targeted at compensating for the educational
inequalities that were becoming evident. The findings in
the Coleman Report stimulated the debate over the concept of
equality of educational opportunity as meaning equality of
outcome. It was an emphasis that moved away from the
previous notion of equality of opportunity associated with
equal chances of access to educational facilities, a theme
adopted in British post war debates on educational
inequality.19 Thus educational intervention in the war on
poverty initiated by the Johnson administration became
concerned with compensating for the effects of poverty and
the crisis in the cities.
Subsequently, contemporary studies of urban communities
focused on issues relating to low socio economic status, in
particular ethnic minority status2° and many explanations in
the USA for the poor educational performance of learners
from lower social class groups became linked to Lewis's
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culture of poverty thesis which ascribed children with
genetic, environmental and nutritional deficiencies of
varying degrees.21 It was believed that a combination of
these problems explained why children in schools exhibited
language inadequacies, perceptual deficiencies, poor self
image, short term view of life and a lack of motivation.
Responding to such perceived deficiencies, proposals were
made for programmes of compensatory education to be
developed to redress the problems of school failure. These
developments are the concern of the following section.

1.2 Compensatory education in the USA
The concern at widespread educational under-achievement
and failure amongst the poor who were concentrated in the
run down areas of the large cities of the USA, stimulated
the initiation of a complex variety of educational
developments and innovations in the early 1960s. These
concentrated on broad strategies of change through the
development of new curricula to tackle weaknesses related to
short attention span, poor language development,
deficiencies in visual and auditory perception and low
levels of motivation towards learning in schoo1.22 In
practice, the emphasis on skill based activities included
language enrichment programmes directed mainly at oral
language skills and reading development23 and an extension
of nursery education contained for example in the Head Start
Programme as part of an attempt at an early stage to
influence the socialisation process.24 Other programmes
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meanwhile focused on improving home school links, creating
greater community access and influence in school
organisation and establishing closer links between schools
and the world of work.25
While early indications from these strategies suggested
that certain types of programme did produce gains in
cognitive abilities especially where the programme was more
intensely focused on intellectual developments associated
with language skills26, the overall results of many of the
large scale programmes proved disappointing. The massive
Westinghouse Report on the national pre-school programme Head
Start which was launched in 1965 completed a series of
negative findings on the long run effects of pre-school
programmes.27

The Report argued that the project did not

make any substantial long term impact on children's
intellectual and social development. Evaluation of other
programmes showed that in general, the smaller scale and
more closely focused programmes were relatively successful
while the larger broader based programmes failed.28
Such failure could be in part attributed to the design
of the action programmes, where the use of research evidence
or limited terms of reference neglected children's wider
social experience outside schoo1.28 Other factors
contributing to the failure of the programmes were related
to the overall level of the resources or short time scale
within which to meet unrealistic and measurable
objectives.30
The overall negative findings from the compensatory
programmes stimulated Jensen to reopen the debate on the
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role of hereditary factors which challenged the emphasis on
environmental influences in educational performance.31 In
particular, he argued that genetic differences were far more
influential in accounting for the differential performance
in measured intelligence amongst different social classes
and ethnic groups.32 He further contended that genetic
factors determined individual differences in intelligence
twice as much as did environmental features and therefore
educational provision should be directed at meeting the
particular needs of children according to their genetic
composition.33 In reality this meant developing lesser
demanding educational programmes to correspond to the
inferior conceptual abilities of urban blacks and lower
social class groups.34
By contrast, others like Bernstein from Britain,
challenged the actual notion of compensatory education,
arguing that education could not compensate for society 35
and that the labelling of children as failures served to
deflect attention away from the real problem contained in
the "internal organisation and educational context of the
schools".36

Grace too, in his later writing, regarded

institutional solutions as inadequate being "locked into a
present time and small scale focus"37 limited to seeking
solutions at the level of changed institutional procedures
and improved interpersonal relationships.
Further evidence from the USA provided by Reimer 38,
Kohl39, and Jacobs40 pointed to the relationship between low
teacher expectation and alienating institutional procedures
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and the marked effect these had on poor school performance
and educational underachievement. The implication in
compensatory programmes that there was something "lacking in
the family, and so in the child"41 merely served to
reinforce the argument put forward by Passow42 and Grace 43
that the USA compensatory programmes were another name "for
an extended debate about the cultural deficiencies of ethnic
minorities"44 which ignored an examination of the role of
wider structural forces in society that affected people
living in declining urban areas.
A more radical critique was proposed by Jencks 45 who
argued that little evidence existed to show school reform
could "substantially reduce the extent of cognitive
inequality" .46 In doing so, he challenged the assumption
that the best mechanism for breaking the vicious circle
created by conditions of poverty was educational innovation
in the form of "extra compensatory programs".47 He found,
after reworking the Coleman Report data, that "neither
school resources nor segregation has an appreciable effect
on either test scores or educational attainment"48 and
concluded that school reform could not be expected to bring
about significant social changes outside the schools.
Criticism of compensatory educational programmes thus
highlighted the weakness of the assumption that educational
underachievement could be solely attributed to the values
and attitudes of families from low income backgrounds. In
practical terms too, the evidence was mounting of
substantial failure on the part of the programmes to achieve

82

improvements in the range of school related problems brought
on by the dislocation occurring in the larger cities of the
USA.
Yet despite the apparent failure of the programmes the
ideas contained in the USA notion of compensatory education
emerged in British urban social and educational policy
during the late 1960s and early 1970s. While there was a
specific British interpretation of need, programmes of
educational compensation shared with the US strategies a
desire to focus resources on areas where it was believed in
some generative manner a cycle of deprivation existed among
lower social class groups. This formed part of a wider
notion of positive discrimination developed within urban
policy in Britain in which a concentration of resources was
directed at areas to tackle the problems of multiple
deprivation and underpinned British responses to the social
and material difficulties of severely disadvantaged areas.
Thus, compensatory education in Britain was predicated on
the notion of the pathological failings of urban communities
and in which subsequent programmes were directed at
correcting psychological and cultural failings of
individuals and families. In this interpretation
compensation in Britain became closely allied to the
prevailing notions developed in the USA. These developments
will be the subject of examination in the next section.
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1.3 The idea of positive discrimination
The idea of positive discrimination reflected in both
social and education area based policies and research
studies of the late 1960s and early 1970s was largely
advanced as a response to the problem of multiple
deprivation in the inner city or various aspects of it.
Such area based policies were, according to Hatch and
Sherrott, aimed at
concentrating resources where they are most needed
- without the disadvantage of means testing and
limited take up. This is the policy of poAitive
discrimination in favour of deprived areas.'"
Thus the application of positive discrimination assumed a
concentration of deprivations; it also presumed that
disadvantaged areas could usually be identified through the
use of problem related criteria." It was believed
therefore, that as the poor, the poorly educated unstably
employed and the unemployed were concentrated in particular,
relatively small areas and because there was an ecological
and statistical association with other area based social
problems, some common causal factors were to be found in the
areas themselves. This view connected with prevailing
theories at the time from the USA on the culture of poverty
and cultural deprivation51 and was reinforced by Sir Keith
Joseph's suggestion that there was in existence a cycle of
deprivation52 in which the personal and family inadequacies
associated with social problems amongst low income groups
were transmitted from one generation to the next.

In the

educational proposals which encapsulated the idea of
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positive discrimination the link too was made between
problem based characteristics and deprivation. In the
attempt, for instance, to reach a closer definition of
deprivation by devising apparently "objective criteria for
the selection of educational priority schools and areas"53
the Plowden Committee reinforced the prevailing notion of
individual and family inadequacies. The use of indicators
such as family composition, poor attendance and truancy and
incomplete families54 as a means to "identifying those
places where educational handicaps are reinforced by social
handicaps"55 assumed that there were social pathologies at
work in urban priority areas.
The assumption was held therefore that poverty was the
result of defective socialisation as certain families with
inadequate child rearing methods did not provide their
children with the skills necessary to benefit from
educational and employment opportunities.
This perception too, reflected an older concern related
to the claimed decline in the traditional role of the family
resulting from the fracturing effects caused by the rapid
rise of British industrial urban society during the 19th
century and the subsequent decline in the controlling
function of localism.56 Kay Shuttleworth had argued earlier
in the 19th century that the rise of industrial urban
society had resulted in the family ceasing to perform the
basic social and moral functions and in particular,
neglecting the education of children.57

In the modern

British context the view was similarly expressed on the
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inability of families from low income groups to adequately
provide the "sort of background which would promote success
or even happiness at school".58
This concern led to the call for schools to intervene
in the upbringing of such children by providing a
compensating environment. Firstly though, schools in areas
of urban disadvantage would need to be upgraded and given
additional resources for the task. The recommendation by
the Plowden Committee to provide support for "schools and
the children in them going well beyond an attempt to
equalise resources"59 in priority areas extended the notion
of equality of opportunity, discussed in Chapter One, by
incorporating the more radical concept of positive
discrimination in education. In this proposal, it was
argued that in an unequal society, equality of opportunity
could only have lasting relevance if those children who
began with unequal chances had unequal support from the
education system.
In calling for more money to be spent on the education
of disadvantaged children" the Report demonstrated a
paradox within the concept of equality of opportunity. It
was now evident that equality meant more than access;
equality of opportunity meant equality of access plus
positive discrimination. The argument followed that what
children from disadvantaged areas needed was not equal
educational opportunity with their more fortunate peers, but
greater opportunity.61

Only through positive discrimination
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could such children begin to recover in educational and
social status. Positive discrimination in education was one
way in which the life chances of these children could be
enhanced. Thus it was proposed in the Plowden Report that a
series of educational priority areas (EPAs) be established
as a means of giving extra help to children in socially
disadvantaged neighbourhoods. The emphasis was on early
intervention into the lives of children and accordingly, the
Report not only suggested a radical reappraisal of primary
schools in disadvantaged areas by raising "the schools of
low standards to the national average"62 and of deliberately
making them better, it also called for the creation of pre
school facilities in the community.63 These proposals
formed the context of British compensatory educational
responses to the perceived problems of priority areas and
this development is the concern of the next section.

1.4 From compensation to community education
The subsequent emphasis that developed in British
compensatory education programmes following the call for
positive discrimination strategies in priority areas argued
for educational intervention to occur throughout the life of
disadvantaged families. What was required was "a pre school
programme linked with a continuous policy throughout the
whole of school life"64 supported by the appointment of
additional members of staff in all EPA schools with special
responsibilities for home visiting.65

In a similar way,

urban programme funding was made available for schools to
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pursue a policy of positive discrimination by "providing
extra teachers in schools in deprived areas"66 to work with
difficult pupils. Nursery provision too would be extended
in areas of "acute social need"67 as part of a comprehensive
attempt to rectify the educational failures of inadequate
families.
In these proposals were reflected the concern at the
perceived quality of family life and the fear that "cultural
deprivation ... in its clearest form"68 existed amongst
lower social class groups which would require schools to
"provide a compensating environment"69 within which the
problems of poor parenting and learning difficulties could
be tackled. It was believed that the family's whole
cultural outlook could be influenced through compensatory
programmes and closer contact with the children's homes
where parents would be encouraged to help the school with
its out of hours activities as well as home visits by
teaching staff and regular reporting back to parents on
their child's progress.7°
This emphasis on linking home and school was predicated
on the long held belief that the attitude of the parent and
the home was influential in affecting educational
achievement by children. Hence Wiseman was able to argue the
case for the impact of home over neighbourhood and school in
educational achievement 71 while the Peaker regression
analysis specifically identified parental attitudes to
education as the major problem urban schools faced.72 Such
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claims had an important. 4.nfluence in the Plowden Report's
call for closer links with parents, while proposals for
compensatory educational programmes for 4-8 year olds73 also
had a considerable bearing on the arguments and outcomes
found in both the Plowden Report and the Schools Council's
Cross'd with Adversity Report.74
The assumptions behind compensatory education therefore
typified the generally held views informing urban policy at
the time and the idea of positive discrimination. Hence, it
was assumed that educational failure could be located in the
emotional, physical and psychological handicaps found
amongst children from low income groups. The homes and
neighbourhoods in disadvantaged areas were believed to
provide "little support and stimulus for learning"75 with
the result that children were "handicapped because of their
home circumstances".76 This assertion reflected the widely
held belief that educational disadvantage could be linked to
poor parenting and inadequate family life. It was a
sentiment that accorded with Sir Keith Joseph's idea of the
cycle of deprivation 77 and the theories of cultural
deprivation developed in the USA discussed in the earlier
section.
However, the educational strategies proposed had a
number of practical limitations. Firstly, the drawing
boundaries around areas of benefit could exclude the very
people being targeted for assistance and include those
individuals least requiring help. Barnes demonstrated thatresources going to educational priority area schools in
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inner London reached 13.6:per cent of all children but only
20.2 per cent of the most disadvantaged children in the
priority area.78 He found that for every ethnic minority
child attending a priority area school three were not.
There were also five times as many unskilled workers'
children, three and a half times as many children receiving
free school meals and four and a half times as many children
with low verbal reasoning outside educational priority
schools as were in them.79 Townsend 80 suggested that any
proposal based on ecology would miss out more of the poor or
disadvantaged than it would include, while Holtermann
concluded that "the degree of spatial concentration of
individual aspects of deprivation was quite low"81 in
priority areas.
Secondly, a shortfall in financial support for the
educational priority area projects was a serious problem in
implementing the reforms called for in the Plowden Report.
The £16 million allocated for school buildings in EPAs fell
short of the recommendation that approximately £5,000 be
allocated for minor works for every EPA school. Similarly
the call for an increase of over 500,000 nursery places for
the country as a whole was matched by 18,000 government
approved places while the special teachers allowance for
5,000 teachers in 500 EPA schools to offset high teacher
turnover was paid at over £40 less than called for.82
The "piecemeal progress"83 which followed in the
government response to the Plowden Committee recommendations
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severely restricted the scale of responses that were
believed to be needed. Nevertheless, the idea of positive
discrimination epitomized in the P 1 owden Report and
subsequent compensatory education programmes, focused on the
importance of using the education system as a means of
funnelling resources to disadvantaged areas to compensate
children for the disadvantages found there.84 In doing so,
it was also believed that the personal and cultural
attitudes of lower social class families could also be
altered to adopt the values promoted through schooling.
The suggestion thus in positive discrimination for
schools to adopt a community problem solving approach in
their local neighbourhoods had earlier been proposed in both
the School and Life Report85 and the Newsom Report86 where
the "vulgarity, meanness and squalor of the modern urban
environment"87 could be countered by the influence of the
school. The basis of the proposition lay in the belief that
schools should be the focus for their local communities in
an attempt to influence the disabling forces believed to be
at work in the priority area neighbourhood. This view
reflected the older tradition found in the 19th century and
expressed by Kay-Shuttleworth,88 where calls were made for
the greater intervention by schools to affect the lives of
the urban poor, based on the proposition made by the
Newcastle Commission of 1861 that a good school civilises a
whole neighbourhood.89 The view was widely held then that
in the poorer areas natural parents were disqualified or
incapacitated by their behaviour from fulfilling their
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natural role.

Teachers' would have the responsibility

therefore of counteracting the "evil example of parent and
neighbours"" as part of the attempt to exert a moral
influence over the children in such areas.
The subsequent early notions of community schools in
the 20th century too were narrowly conceived around the idea
of "building up a community sense in the absence of
community"91, although they did arise in part as a response
to the actual social and communal disorganisation created by
post war redevelopment schemes discussed in Chapter One.
Nevertheless, the underlying sentiment for schools to
provide a social and cultural focus in priority areas were
driven by a pathological view of the priority area
environment. This early development of urban community
education thus became dependent upon a perception of the
learner as a socially handicapped product of a socially
handicapped community in which the cause of educational
failure could be directly linked to the personal
inadequacies of individuals, their families and their
communities.
The idea though of the community school contained in
the Plowden Report, whereby primary schools would open
"beyond the ordinary hours for the use of children, their
parents and exceptionally for other members of the
community"92 signified the first tentative movement towards
incorporating a community education dimension within the
compensatory strategy.
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Subsequent developments in the proposals for community
education and community schools emerging out of the EPA
projects however extended this notion of the community
school and encouraged a different perspective on the
educational and social difficulties to be found in urban
priority areas. In particular, the notion of compensatory
education, as expressed in positive discrimination, gave way
to a positive approach on the potential of lower social
class groups to "cope with, gain power over, and in the end
transform the conditions of their local community".93
In these developments a different view of educability
was held which stressed the idea of community regeneration
and community mobility. Grouped together, these responses
formed a reconstructionist strand in community education and
being the antithesis of the deficit notions contained in
compensatory education. An examination of the major aspects
of this strand and the different ways community regeneration
was approached is the concern of the next part of this
chapter.
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2. THE RECONSTRUCTIONIST STRAND CF COMMUNITY EDUCATION
This part of the chapter examines through the following
four sections the emergence of community education
strategies which moved away from the notion of compensatory
education to embrace the idea of community regeneration.
1. The notion of community regeneration.
2. The community oriented relevant curriculum.
3. Adult education and community action.
4. Community control and participative management.
The arguments contained in what can be regarded as the
reconstructionist strand in community education extended the
existing interpretation of learners in priority areas to
include a different view of educability linked to the notion
of a relevant educational experience. It was a proposal
which was attuned to the social and economic needs of
disadvantaged urban communities where the emphasis would be
placed on community regeneration as the discussion in the
first section will demonstrate.
This stress on community regeneration could be located
within three different and often interrelated aspects of
community education. The first of these aspects, which
emphasised the community oriented relevant curriculum in
community schools as a means of making children aware of
problems and possibilities of their local environment, will
be examined in the second section.
The notion of relevance extended also into adult
education where the emphasis was towards community
development and social action as a means of enabling adults
to become more politically active in their localities. This
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second aspect in community regeneration is covered in the
third section while the fourth and final section, the idea
that community regeneration could be achieved through an
extension of community control and participative management
of educational institutions is discussed.
2.1 The notion of community regeneration in urban priority areas
The philosophy of community regeneration in priority
areas is concerned with community mobility rather than
individual mobility whereby disadvantaged communities would
be encouraged to act on their own interests to resolve their
problems.
The ideas informing this perspective derive in part
from the influence of the village college movement
established by Henry Morris in the 1920s and 1930s as a
response to the encroachment of urbanisation on the rural
areas of Cambridgeshire.94 Not only were the colleges
established to provide basic community facilities they also
represented an attempt by Morris through education to
regenerate the local social and political life of declining
communities. The colleges would thus become
...the seat and guardian of humane public
traditions in the countvl side, the training ground
of a rural demoqacy realising its social and
political duties.
Hence education for Morris was to be the focal point
for the reinvigoration and re-creation of a way of community
life which he believed was in danger of being lost from the
rural areas. In similar arguments, supporters of community
education in urban areas emphasised the role of education in
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achieving community regeneration. As Halsey proposed,
education would provid&a basis which would enable each
priority area community to "stand on its own feet like any
other and rejuvenate its world".96
Consequently, for both Morris, in the rural context,
and urban community educators, education through its
institutions would help regenerate the social and
educational life of each respective area. The connection
between the two traditions is established further when
considering the problems of rural decline which faced
Morris. These have close parallels with the material
disadvantages found in urban priority areas as Figure 5
demonstrates.
Figure 5 Urban and Rural Britain:
Overlapping sets of problems
.--INNER URBAN
Derelict physical
environment
Visual/noise
pollution
Racial and social
tension
Problems from
overcrowding
High density of
population

OUTER RURAL
Economic Stagnation
-declining demand
for labour
-high unemployment
-low wages
-wrong skills
-poor job opportunities
for school leavers
Population decline
-loss of dynamic
elements
Decline of services
-public & private
Little new investment
-public or private
Gentrification
-second homes
Declining morale and
community spirit
Housing markets which
lock in the poor

Source: Adapted from Moseley (1980) 97
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Inaccessibility to
services and jobs
High per capita
costs of services
(public and private)
High percentage of
elderly people
-effects on society
-costs of servicing

What can be seen here are similarities between urban and
rural areas in terms of economic decline, unemployment,
poverty, housing and social stress. All are found in both
urban communities and rural areas in varying degrees of
intensity and scale.
Thus for Morris, as the problem of decline in village
life appeared deep rooted, the solution would subsequently
need to be radical. In his view the village college would
be a community centre for the neighbourhood, abolishing the
duality of education and ordinary life, being concerned not
only with children and schools but also, as the driving
force behind community regeneration and political change.98
In these terms, community education was not simply
concerned with involving parents in their children's
schooling, nor of schools merely opening as passive centres
for community use. Community education would, on the
contrary, service "community development"99 and "help
people work out their communal destinle100, with schools in
particular holding a pivotal role in bringing about social
and community regeneration.
Underpinning this belief in the function of education
from both rural developments in the 1920s and 1930s and
later community education developments in urban priority
areas was the recurring theme of the loss of community in
modern society. Cohen and others were shown in Chapter One
to have regarded the widespread post war redevelopment of .
British cities to have contributed towards a decline in
communal relationships.101 This concern at the loss of
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community can be traced back to an older tradition found in
the 19th century when social theorists wrote of the
atomization and the alienation of modern society that left
large numbers of people without neighbourhood, religion,
kinship and community.
for example, provided a distinction between
Tonnies102
the traditions of community and of the large scale, secular,
individualistic industrial society that had grown in the
latter part of the 19th century. His book Iaemeinschaft and
Gesellschaft -103 articulated this sense of loss of community
brought about by the new social and economic predicaments of
his time. Weberl" developed the notion of bureaucracy
reflecting an attempt to rationalise the transformed social
and economic affairs while Durkheim's idea of anomie
represented a spirit of pessimism, moral uncertainty and
dislocation of norms produced in a period of material
progress.105

Closely associated with this concern in the

decline of community was the development during the 19th
century of the ideological usage of the notion of community
as critique of the spread of industrial urban society. In
this perspective, the concept of community portrayed a
pictu"re of homogeneous pre-industrial local communities
based upon harmony, affection and social stability as a
means of preserving an established social order.106
The idea was thus developed of the existence of a
single, homogeneous working community which rapidly became
dissolved on the advent of the new 19th century industrial
urban order. Despite contemporary criticism from
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of this ideal typification of preWilliams107 and Newby108
industrial society the sentiments it expressed have remained
a powerful influence in community education developments.
It is against this background that the desire by Morris to
rekindle the notion of community around the village colleges
can be located. In the urban situation too, this sentiment
is prevalent. Dewey's idea of the school as a bulwark to
the encroachment of urbanisation was underpinned by a
concern over the decline of the pioneer American
communities?" Similarly, modern community educators such
as Midwinter sought to rebuild "a community life of ...
social serenity u110 and adult educators, who believed in the
presence within urban priority areas of a "profound and
spontaneous desire for organic community ul1l

were

representative of a view that saw in priority areas a
...yearning for social wholeness, a mutuality and
interrelatedness as opposed to the alienated,
fragmented antagonistic social world of daily
experience.
The idea that there existed a homogeneous population in
urban priority areas thus became used to develop community
education responses with the most significant manifestation
of this notion of the single community coming with the
development of urban community colleges during the early to
mid 1970s.113
In a similar way that Morris believed village colleges
could provide a social and cultural focus for the
regeneration of rural life, community colleges were
established to provide all of the educational, social and
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cultural activities in urban priority areas. Centred on
large multi-purpose campuses the aim was to encourage
widespread participation in both the management of the
colleges and the programmes available. In this sense, the
proposals went far beyond the arrangements in the dual use
of schools.114
Community colleges were conceived on a different design
and scale to the desire for financial efficiency
underpinning the dual use of schools. The colleges were
established to promote community cohesion and identity
amongst the local population, in particular, encouraging
community control within institutions, as part of the
contribution towards the regeneration of local community
life. In pursuit of this aim, community colleges typically
included a curriculum emphasis on local community studies, a
willingness to use community resources as part of the
learning process for children and an involvement with local
community development initiatives. For instance, the
Abraham Moss Community College in Manchester included on its
campus a secondary school, a further education college, a
residential unit, a youth wing, an elderly handicapped and
single persons club, a district library, a district sports
and recreation centre and shops. These resources typified
the new developments115 where the aim was to widen the
boundaries and functions of the traditional school with
community colleges becoming the "cultural focal points for
the community ... the enlarger of the social conscience and
enabling mechanism to a higher standard of living"116 as
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part of a comprehensive community service for local
neighbourhoods.
In developing community colleges in these terms the
belief was largely held that community education, as
expressed through the colleges, could comprise a programme
which satisfied the needs of all members of the community at
any one time and providing, as Dewey suggested, a focus for
the regeneration of local cultural and community life.117
Such a belief however rested on the assumption that there
existed in priority areas a single homogeneous community
with shared values and attitudes. This theme of fraternity
reflected the longer romantic tradition of the 19th century,
underpinned by notions of gemeinschaft118 in which society
was organised as an organic and harmonious entity.
Thus urban community colleges attempted to create a
situation whereby different groups in priority areas could
come together, to work side by side in the romantic and
idealised form of 19th century community. As laudable as
this goal may have appeared, the reality of urban priority
area life facing colleges consisted of diverse and
conflicting groups of people, many of whom were caught in a
cycle of cumulative disadvantage which reinforced their
polarisation from each other and the main structures of
society. The belief therefore that community cohesion and
identity could be heightened by simply bringing together
existing community groups and individuals within one centre,
or providing an education programme which satisfies the
needs of all members at any one time ignored the diversity
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of cultures and local arrangements that exist in priority
areas. Indeed this single layered approach to priority area
community life was rarely supported by a detailed analysis
by institutional builders of the local situation and the
extent to which an implanted institution could intermesh
with these.
Thus, the assumption that community in the traditional
sense existed or could be recreated in urban priority areas
was a simplification of the social situation of local
populations experiencing the sort of material circumstances
that were described in Chapter One. Furthermore, not only
are priority areas characterised by severe adverse material
conditions which serve to disadvantage and deprive people
from low income groups they are also significant for their
cultural pluralism. The existence of a diversity of groups
in priority areas has the effect of increasing the range of
different attitudes, perceptions and habits that people
bring to that context- This leads to a multiplicity of
values and a multiplicity of interests which give rise to
the presence of a plurality of values and standards all
existing in parallel. Thus, the gathering together of a
greater diversity of people from culturally plural groups
and concentrations of low income and socially vulnerable
people raises conflicts of interest and a lack of congruency
between groups competing in the priority area context for
scarce resources and opportunities under conditions of
cumulative disadvantage.
The consequence of this diversity under conditions of
disadvantage is that urban priority areas, far from
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constituting a common and harmonious community, consist of
many smaller interest groilps and factions, often in conflict
and constantly striving to adapt to the range of
contradictory and competing situations that typify the
priority area. In this situation it is difficult to talk in
terms of the existence of a simple, harmonious community and
is problematic for educational strategies that attempt to
predicate their solutions on this notion. However, despite
this evident contradiction in the interpretation of priority
area communities, the view remained in reconstructionist
community education strategies that there was the existence
in such areas of "a network of reciprocal social
relationships, which among other things, ensure mutual aid
and give those who experience it a sense of well being" .119
Thus, despite social dislocation brought on by wide ranging
disadvantages affecting priority area populations it was
believed that the strengths of a cohesive wider community
with shared values and interests could provide the potential
for community regeneration and social reform. Subsequent
community education responses were directed at enabling
children and adults to acquire the skills and the
perspectives to be able to compete successfully for more
resources and greater local political power and influence.
The theory and practice of community education in this
broad strand therefore stressed the positive educative
strengths of learners and their urban environment and the
potential that existed amongst individuals to work towards
creating effective change in their condition. It was a much
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more positive and all embracing concept which moved away
from earlier notions of educational compensation based on
the pathology of local communities. Community education in
this perspective would take account of the participative
nature of learners in priority area communities to stress
the potential for social change and community regeneration
to occur from within. This regeneration and potential
change could thus be achieved through a variety of
educational strategies, of which the community oriented
relevant curriculum practiced in community schools, adult
education which stressed community action and local
participation and control of institutions, were typical.
Through these developments children and adults would be
given the skills to reform the urban priority area in "all
its aspects, physical, organic, technical, cultural and
moral"120 and as a consequence, contribute to community
regeneration. The first of these, the community oriented
relevant curriculum, will be examined in the next section.

2.2 The community oriented relevant curriculum
The notion of the community oriented relevant
curriculum emerged out of the EPA projects during the early
1970s and was inextricably linked to the development of the
community school which became regarded as the educational
arm for community development in priority areas. Halsey
regarded the community school as the pivot for a wide range
of reforms that would change the nature of disadvantaged
urban areas and lead to a radical improvement in the quality
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of life and employment opportunities.121

The liberating

school in this context would contribute towards a new
radical sense of community and self confidence by supplying
politically and socially articulate young people equipped
with the knowledge and skills to live and work within the
priority area and ultimately transform their local
conditions.122
The formation of personalities who could regenerate
their local area would be achieved through a community
oriented relevant curriculum which was focused on the local
environment, critically examining all of the social,
political and moral issues.

The advantages of such a

relevant curriculum were well summarised by Midwinter:
First, it is likely that given a socially oriented
content, children will do as well and probably
better in traditional attainments, simply because
the exercise of their reading, writing and so on
will be directly geared to their experience. This
answers the much pressed criticism of social
education, i.e. the suggestion that 'academic'
prowess suffers. Second, the child is dignified
by the acceptance that education can be about him
and his environs, that his is an historical
character in a geographical situation, with
social, spiritual and technical and other problems
facing him. The ceaseless wanderings off to the
cowsheds of rurality and the poesy of yesteryear
can be a constant reminder to the child that
'education' by implication is not of their world.
Third, parental involvement and support for
curricular enterprises would probably be enhanced
by a socially relevant curriculum, in that the
parents' own experience, occupations, insights and
so forth would be material evidence. The
mysteries of the school would be, in part,
replaced by a substance well known to the
parent.123
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Thus for Midwinter the development of the community
curriculum was a fundamental principle in bringing
educational relevance to the learning experience of children
in priority areas. He criticised the academic content of
schooling for being alien to the children in priority area
schools and asserted that the community curriculum would
rectify this situation by a relevant total, life long
experience, in which the home and neighbourhood played
important parts, with everyone contributing to and drawing
on this educative dimension of the community.124
In these terms the community curriculum process was,
according to Midwinter, different. It would have as its
core subject matter, the development of a critical and
constructive adaptation of children to the actual
circumstances, so that they would be equipped "to meet the
grim reality of the social environment in which they
live".125

Any other knowledge that transcended the

immediate setting of time and place was regarded as
irrelevant to children living in urban priority areas.
The emphasis therefore in the curriculum would be
social rather than academic in practice, replacing the
standard school curriculum with a process of socially
relevant education in which children would receive "a sense
of identification with their community, become sensitive to
its shortcomings and develop methods of participation in
those activities needed for the solution of social
problems".126

In this sense the community curriculum

differed from the earlier propositions contained in
compensatory education where it was assumed that the
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standard system of education was correct and that the
function of compensation was to make minor adjustments
within it to accommodate the inadequate learning
capabilities of priority area children.127
In defending the educational content of the relevant
curriculum, Toogood has argued that the conceptual aspects
of learning are enhanced if placed within the readily
understood context of the local environment:
... the whole tenor of the academic experience of
the young person at school should be that movement
of the mind from the practical everyday
circumstances of ccmmunity existence to the
abstract reflection upon the princiMbes of it and
back again to the everyday reality.
Thus, by widening the interpretation of what could be
included in the educational experience of children, not only
linked the school curriculum to everyday life but assisted
in breaking down the isolation of school existence from that
of local community life.
This assumption was particularly crucial in urban
priority areas where the idea of the relevant curriculum was
seen as an aspect in closing the social and cultural gap
between home and school. By reflecting back the values of
the home and social experience of the child as being valid
and significant the educational process would become
relevant to children from homes previously disengaged from
its ethos and purpose. The relevant curriculum therefore
provided an area of mutual understanding which could be
developed between school, child and parent.
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One outcome claimed from this relationship has been the
improvement in reading standards amongst children from
priority areas. In addition to findings from the USA on
parental involvement programmes129, evidence supporting the
effectiveness of such strategies continues to emerge.
"Raising Standards"130, the report of a large scale
evaluation in Coventry, demonstrated how children from
disadvantaged backgrounds could sccre as highly as middle
class children on a range of reading criteria.
However, the narrow interpretation often associated
with the community oriented relevant curriculum has led to
criticism of the whole idea of relating the work of the
school to local circumstances. The most frequently quoted
comment has been concerned with the introspective and narrow
view of the world promoted through such a restricted
curriculum. The removal for instance of references to other
forms of knowledge weakened the claim by Midwinter that the
community curriculum would lead to children perceiving their
environment in a critical way. The exclusion of historical
and geographical contexts from the curriculum also, denied
the opportunity to liberate the imagination of the priority
area child through deepening their self knowledge by
reference to other people and different environments. In
the relevant curriculum people were historical characters
only because they lived in the present; references to any
other aspects in history teaching were dismissed as part of
an irrelevant focus for priority area children.131
This denial of the opportunity to develop an
understanding of the wider environment led to calls to
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guarantee that the universal forms of educational knowledge
would be retained. Teachers, Zeldin argued,
—. should seek to accept and relate to the values
and beliefs, moral symbols and cultural meanings,
skills and sensitivities of the local community.
However, the local situation and its traditions
should not —. exclude the introduction of pupils
to universal forms of knowledge and basic skills,
otherwise they might be denied optipttunities for
participation in the wider society.'
The Smiths in their review of community schools,
suggested that the proposals contained in the relevant
curriculum were nothing new and typified the characteristics
found in many "progressive" primary schools.13 3
Furthermore, the belief that such a curriculum would produce
in children, when they became adults, the capabilities, as
Halsey proposed, to transform the conditions of their local
community134 was a simplification of the nature of the
social processes at work in urban priority areas. The
discussion in Chapter One has suggested that the adverse
material conditions which characterise priority areas are
the result of structural forces which require changing at
wider political, economic and social levels.
The idea that a narrow school based community
curriculum could achieve this task is problematic. Apart
from doubts about whether schools have the necessary
flexibility to undertake community development135 it is not
self evident in the proposition for a narrowly conceived
community curriculum that what is relevant to learning about
the realities in the urban environment is relevant in any
other sense. The introspective basis of this curricular
approach, far from educating for radical social change,
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could serve to further disadvantage children in priority
areas. The denial of 'the opportunity to develop an
understanding of the wider environment and the part external
forces played on local problems could frustrate the
development of those perceptions which might lead children
to being able to influence their environment.
As Merson and Campbell put it,
In terms of access both to forms of knowledge and
admission into the groups that exercise political
control, the relevance of the commwty curriculum
is probably a supreme irrelevance.
Thus, the idea that a locally focused school curriculum
could possibly achieve the scale of changes to make any
significant impact on the reality of priority area social
life was overly ambitious. The notion however, that schools
should interact more closely with their local communities
and in particular, encourage a greater understanding of
local difficulties, had merit. The involvement of local
people in the school curriculum and children learning in the
community are positive elements emerging from this proposal.
However, as a model for effective community regeneration and
social change the achievement was much less than expected.
As the Smiths have argued, if this form of community
education had sought regeneration and change, the emphasis
should have been on parents or other adults and not solely
on children.137
This latter point was taken up when a different
emphasis in community education emerged which focused
increasingly on adult groups, developing their political
awareness and the necessary skills for successful community
regeneration. This aspect in the reconstructionist strand
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concerned the development:of community action through adult
education and will be discussed in the next section.

2.3

Adult education and community action

Adult education activities which developed out of a
number of the EPA projects were concerned, as Lovett has
suggested, with helping to create a
participating democracy, and finding solutions to
the problems of social inequality and poverty by
involving large sections of the wol fing class in
relevant, and meaningful education.
Hence, the notion of community adult education moved away
from traditional adult education with its emphasis on
standard liberal, recreational and vocational programmes to
become what Lovett called "an educational movement closely
linked and committed to the existing community action
movement"139

contributing to a broader strategy for

regeneration and social change.
In practice this meant taking education out into local
areas to ascertain needs and subsequently develop adult
education programmes. These, it was believed, could be made
relevant to potential learners by focussing on working class
issues as opposed to engaging in traditional forms of
education. Subsequent activities thus attempted to
demonstrate that the culture and the environment of the
working class communities could be the basis for an
examination of community life, providing the materials for
the educational experience.
As with the school based relevant curriculum, the local
environment and its issues, formed the context for learning
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with group work that took the life experiences of the
participants as the basis for discussion together with a
variety of non formal liberal, vocational and recreational
courses.140

The emphasis was also on the need for community

education to work outside the traditional boundaries of
institutions by meeting residents in homes, pubs, community
centres and churches in an approach that had parallels with
the proposals of Ivan Illich.141
Underlying the educational activities of adult
education was a concern with community action. Here the
stress was on assisting whole communities to become aware of
and challenge the social inequalities within priority areas.
Part of this process meant also assisting personal
fulfilment by emphasising the opportunities afforded in
education and to widen the choices available to individuals
in such communities.142

Ultimately as Lovett argued, the

effectiveness of community adult education would be measured
in the extent to which it had contributed as an active agent
to change in the wider community development process.143
These developments were therefore concerned explicitly
in achieving community regeneration and social change
through a process of political awareness raising and
subsequent working class action. The basis of this approach
relied upon a belief in the existence of a reciprocal
relationship between learners in priority area comrunities
and the educative process, the two, under ideal conditions,
collaborating to provide dynamic learning experiences that
built on the strengths and attributes of individuals. Here
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the emphasis was on culture, class and communication in
which adult educators would unite with local people in
fighting local issues and thereby raising their communal and
class consciousness.144

In this particular aspect of adult

education can be found the influence of Freire145 with his
work in South America raising the political consciousness of
poorer people as part of the struggle for freedom and
democracy.
Adult education as it developed in the 1970s reflected
a similar philosophy: its success would depend on how far
it contributed "to the process of social change"146 blurring
the distinction between educational and political action.
In the same manner as 19th century radical
educationalists147, education would be seen to be committed
to collective political action148 working towards the fully
educated society as a prerequisite for social change. It
was crucial therefore that the process had an all embracing
cooperative and participative approach which emphasised the
adult education content in community work in which adult
education could contribute alongside other agencies,
individuals and community groups in revitalising and
enabling local communities in working towards solutions to
the issues affecting their daily lives.149
The political emphasis in adult education relied upon
an assumption that the potential for social change existed
within priority area communities and stressed the importance
in its activities of increasing the critical awareness of
working class people and their environment as a prerequisite
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for community action leading to regeneration and social
change. The difficulty h&ever with an educational approach
which was limited to exploring working class issues at the
expense of broader studies was that it potentially risked
excluding learners from full social and political
participation. Indeed, before the war, Gramsci had
criticised curriculum process that focused exclusively upon
local problems because it ignored the fact that the problems
facing local communities almost always had their origins in
structural forces at the macro level.150

He argued

therefore that it was important in so far that education
could contribute to an understanding and resolution of such
problems, for the existence of a concept of relevance in the
relationship between education and life which in the
learning process may not always be immediately obvious to
the participant.151
The idea hence of relating aspects of the local
environment to adult education may have been very successful
in encouraging working class adults to participate in
education, encouraging personal development and possibly
providing a way out of the priority area for a limited
number of participants. In reality however, the idea of
community action through adult education provided a narrow
interpretation of education with the possible dangers of
creating an educational elite:
...courses on the political economy of cities are
fine, but very few ... are at the point where such
phrases mean anything to them. Such courses are
more often run for the benefit of left
professionals ... with perhaps a couple o,t,.,oken
working class activists or trade unionists.
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The rarrowly conceived community action perspective of
adult education centred more on local alternative solutions
to the problems of inequality, a rather weak form of radical
practice that attempted to sweep away wider structural
constraints. In reality what emerged was a diversion of
local energies into activities that saw the establishment of
small scale environmental improvements such as children's
playgrounds and community parks, but very little in the way
of widely recognised community regeneration or social
change.153 Ultimately, community action through adult
education resulted in little widespread community
regeneration. What it did precipitate though was the
movement towards a process that saw education being centred
in the very midst of local communities. The traditional
reliance on institutional based provision became replaced by
less formal locations where the emphasis was on educational
engagement on the terms agreed by local residents.
Crucially, this aspect of reconstructionist community
education precipitated the notion of negotiating educational
activities with local people on the basis of a participative
and reciprocal basis which became adopted in other community
education responses. Thi,s, while adult education
negotiated learning opportunities on an outreach basis in
the priority areas, another aspect of community education in
this strand ccncentrated on focussing community involvement
and participation in education through large scale and
multi-purpose institutions. How this was attempted will be
examined in the next section.

115

2.4 Community control and participative management
The issue of community control and participative
management by local residents in institutional life was an
important facet in the rationale underpinning community
colleges and other community education developments.
Midwinter, for example, saw community schools as having more
representative governing bodies which could help to increase
understanding and awareness between professionals and local
people.154 Through this representation greater cooperation
and integration could be facilitated, thus further reducing
the gap between school and local communities.
In the community colleges the encouragement of local
representation in the decision making process was regarded
as
.— both an educational goal in itself and a means
of achieving a programme of opportunities which
will match educational needs within a geographical
area. Any attempt to describe or evaluate
community education must understand the importance
of this participatory process, which can and must
lead instiVqions to develop a wide variety of
activities.
Whilst the development of community colleges signified the
most ambitious attempt at encouraging community
participation in the management of community education the
debate should be seen in the context of large scale complex
institutional development. In such situations participation
took many forms operating at different levels and with
varying degrees of consultation. Thus it was through semimanagerial bodies variously entitled Community Council,
Community Association, User Group existing alongside
governing bodies, that attempts were made to incorporate
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local community representation and local opinion in the
running of institutional affairs.156
The notion however of community participation brought
with it a number of problems. Not least was the difficulty
of achieving appropriate local representation from the wide
diversity of groups and interests in the local area. The
discussion earlier on pages 91-99 illustrated the failure of
professionals associated with community colleges to fully
grasp the issues of diversity in the priority area context
and which manifested itself in institutions failing to
select widely representative members from the local area for
participation in the management of institutions. This
difficulty reinforced the difference between the earlier
model of the village college promoted by Morris. Whereas
the village college movement could depend for its catchment
upon reasonably stable residential communities with their
own histories, in which most of the participants at the
college were part of the local community, in the urban
priority areas this situation of community as residential
area is not easily transposed. The urban experience,
discussed in Chapter One, indicated that priority areas have
no clearly marked residential communities and consist of
populations that are fragmented and highly mobile.157 For
the community college therefore the problem existed on the
one hand, of institutional arrangements that assumed
community homogeneity and on the other, the reality of
culturally diverse groups, often in conflict and with
dislocation in their social relationships.
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Furthermore, Jones typically found that community
representatives on governing bodies and users' groups were
usually recruited from within a narrow constituency of
This form of selection led to participation
membership.158
in the management of institutions being limited to those
groups and individuals who were current users of facilities
and were able to articulate better their requirements. This
raised issues for colleges in achieving a broad cross
section of the local population making it difficult to
sustain wide popular support as the cultural and social
focus for local communities.
Even with the representation that was achieved,
difficulties soon emerged in relation to the sharing of
power. Urban community colleges were developed in the
belief that priority area commmunities, through
participative structures, could markedly influence
institutions and their curriculum. Such an assumption
however became difficult to support because of the
ambivalence contained in the concept of the community
college. As Mitchell and Richards have suggested:
Ambivalence is endemic to the concept of the
community college. Its management is dominated by
the boards of governors who have a legal
responsibility to the local authority which could
well be in conflict with the interests and wishes
of the local community. All too often, the
representatives of the local interest, i.e.,t1Ae
community association, are in a weak position."'
In particular, this problem became evident with the
factionalising between interests that occurred on governing
bodies between different groups as each represented their
own collective version of what constituted the effective
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running of affairs. Representatives from the local
interests on the governors subsequently found themselves in
a weak position with their small numbers and relative lack
of power. The consequence of such a token position for the
community representatives often led to difficulties in
maintaining local member interest.160 Community involvement
became further obscured as governing bodies responded in
other directions in meeting their legal responsibilities to
the local authority.
The difficulties contained over the sharing of power
can be linked to Arnstein's idea of levels of
participation161 in which local interests are usually
has
relegated to a level of token involvement. Cook162
suggested that even when local people are involved, the
limited power and influence over the decision making process
results in widespread disillusionment. The point she
considered crucial was that the presence of some form of
community body should not be automatically taken to mean
effective participation was taking place.163
The general difficulty thus of involving members from
lower social class groups in the running of institutional
affairs remains problematic. Partly the difficulty can be
attributed to the dominance of the professional interests in
the control over educational decision making. The evidence
available on educational hierarchies suggests that they
consist of decision makers who compete with other
educational interests in systematic boundary maintenance to
preserve or reinforce internal power.164
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The business of

policy making and decision taking usually involves closed
meetings with members from the local area only allowed
selective access to institutions or meetings and nearly
always in a marginal receiving role rather than a
participatory one.165 This would be true in the management
of large urban colleges; the more complex the institution
the greater the eventuality that professionals, with their
experience and training, will have control in practice.
Furthermore, educational hierarchies have traditionally been
reluctant to share or give up control of land and buildings
within their purview. The case is always that ultimate
direction of an educational establishment is retained by
those within the hierarchy who have control.166
The paradox for community colleges of this positicn has
meant, as Jones pointed out, that those who are to benefit
are rarely consulted or given an opportunity to influence
the process of development.167 The lack of real power or
control and the limited representation of local groups and
individuals in the governance of institutions has made the
claim that community regeneration could be achieved through
such innovations as the community colleges somewhat tenuous.
Rather the opposite reaction has often occurred.
Mason, when analysing the impact of Abraham Moss with
the local area for example, suggested that the college was
an expensive investment that failed to understand the
dynamics of the area to be served.168 The result of the
project was for local participation in the adult and
community programme to be minimal with a subsequent
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disorganisation of existing groups and facilities. Jones
too, concluded much the 'same in her assessment of Sidney
Stringer Community College in inner Coventry where the
monopoly by more advantaged groups from inside and outside
of the local area over the educational and recreational
facilities deterred use by those who were locally situated,
already less advantaged and for whom the facilities were
primarily intended.169 Thus the solution to provide in
disadvantaged urban areas monolithic educational settings as
the prime mechanism for achieving a communal focus and local
control of facilities as part of the movement towards
community regeneration can be judged to have largely failed
in that purpose. Furthermore the attempt to centralise
activities on one campus far from acting as a cohesive
force, has the potential effect of siphoning "educational
and cultural life out of communities"170 and produce on a
single site an institution of such scale and complexity that
it militates against the creation of an appropriate
environment, or the involvement by local residents, in the
running of its affairs.
In a related debate, the difficulties colleges
experienced in achieving the wide mandate as cultural focal
points in priority area communities, served to undermine the
claim by community colleges that their existence could be
traced to the development of the village colleges by Morris
in rural Cambridgeshire. Whereas in his proposals Morris
satisfied popular pressure for access to full secondary
education for all some twenty years before it became
national policy171 and established locally popularised
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centres for communal activity, little evidence exists to
suggest that urban community colleges were formed or
sustained as part of popular pressure. Indeed, there is
much to suggest that they were imposed by local authorities
as putative solutions to local difficulties.172
It is arguable therefore that little continuity exists
between village colleges and community colleges. A few
administrative changes, shared use and aspirations to be a
communal focus are all that hold together Morris's carefully
planned and radical policies of the 1920s and the modern
urban community colleges. The emphasis thus on the
provision of facilities at the expense of consideration of
the relationship between the institution and its communities
has remained problematic for urban community colleges.
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3. DEVELOPMENTAL ISSUES

This chapter has considered the development of British
post war community education in priority areas. It has been
shown that community education over this period has been
influenced by the movement from positive discrimination and
the associated notion of compensation to responses contained
in a more radical formulation within a reconstructionist
strand of community education.
In this movement from compensatory to reconstructionist
strategies of community education three key developmental
issues emerge.
1. Views about priority area life.
2. The concern over community problem solving.
3. The issue of community control and participation.

3.1 Views about priority area life
The first of these issues concerns the view held about
community life in priority areas. In the compensatory
strand educational underachievement was closely linked to a
social pathological explanation which connected in
historical terms with the 19th century concern over the
fracturing effects of industrialisation and urbanisation on
family life and social behaviour. It was shown that
positive discrimination and compensatory education were
influenced by the debate in the USA during the 1960s where
theories of cultural deprivation and the existence of a
culture of poverty amongst lower social class residents
became the main explanation for educational failure.
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These negative vieN:Is of family and community life
suggested that the failure of lower social class groups in
the education system could be attributed to individual,
family or community deficiencies. The assumption was made
that the young from lower social class backgrounds
experienced a uniform set of cultural characteristics which
dominated their personalities to produce culturally
prescribed behaviour. In these assumptions, no allowance
was made for the part individual choice and individual

volition

played in interacting with the

cultural

environment. Gans has criticised this overtly static nature
of the culture of poverty approach which he suggests does
not allow for individual change and developm ent .17 3
Furthermore, attributing educational and social failure to a
pathological explanation of behaviour risked ignoring the
influence of wider structural forces which contribute to the
priority area situation. As Benington argued, the problems
of multi-deprivation should be
... redefined and reinterpreted in terms of
structural constraints rather than psychological
motivations —. the symptoms of disadvantage
cannot be explained adequately by any abnormal
preponderance of individuals or families N0449se
behaviour could be defined as 'pathological".1"
Similarly, Berthoud has argued that deprivation cannot be
explained solely in terms of social imprinting or personal
aid community pathologies but that basic inequalities in
economic circumstances might be at least as important.175
The limitations of the views contained in the compensatory
strand are thus relatively easily identified when compared
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with the evident material disadvantages of priority areas
discussed in Chapter One.
Later community education developments rejected the
negative views of compensation to stress the positive
attributes of priority area learners and emphasised the
potential for such communities to rejuvenate their world.
The belief was held that while there may exist dislocation
amidst community life in priority areas there was also in
existence a unified and cohesive wider community with
cherished beliefs, shared values and interests. This
sentiment was closely akin to the gemeinschaft176 notion of
community which gave identity and a meaning for all members
to be "allied in the common cause of a happy and prosperous
community".1 7 7

Priority area communities in this

formulation were worthy and active bodies with the potential
to change their destiny, despite the effects of adverse
material conditions.
Furthermore, the assumption was held, particularly in
the community college movement, that people were able to
enter education ready to take a full and active part in the
programmes and activities that were offered. This view,
when linked to the desire to build on the existence of a
single community with homogeneity of interests and needs was
influential in much of the community education response in
this strand. This was despite the limitations of the notion
of a single community discussed earlier in the chapter when
the ideological use of the notion of community was examined.
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In the proposed model for community education in the
next chapter, assumptions about priority area communities
will need to take account of the diversity of local
populaticns and the lack of congruency between groups
existing under conditions of physical dislocation, social
difficulty and educational underachievement. One
implication of this situation will be that adults in
priority areas are more likely to be non-traditional
learners who will require carefully staged educational
approaches and activities. The emphasis in both
compensatory and reconstructionist strands on the social
content of community education at the expense of educational
strategies should be avoided. Thus it was shown earlier
that positive discrimination and compensation sought to
alter the cultural outlook of families and neighbourhoods by
strengthening the links between home and school, while the
reconstructionist strand was concerned with the regeneration
and reorganisation of whole communities. This emphasis
identified in the chapter raises the second issue for
consideration, namely the focus on community problem solving
in community education.

3.2 The concern over community problem solving
In the compensation strand, the concern with
intervening in neighbourhoods and families was on the need
to alter their cultural focus. The stress on the importance
of reversing the deficiencies of family and home life by
influencing the cultural outlook of the family reflected the
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widely held view that schOol success and failure was closely
related to the interests and attitudes of parents to school.
The subsequent emphasis on intervention in the homes and
neighbourhoods to achieve a better cultural fit178 between
home and school in priority areas was underpinned by a
pathological view of community life which resulted in
educational failure by children.
The emphasis on cultural and social intervention in the
compensatory strand did not produce any greater social and
educational equality or achievement. Part of the difficulty
was in directing positive discrimination strategies through
schools which, as Rutter and Madge argued, is "a very clumsy
way of meeting the needs of children from disadvantaged
homes".179

The expectation that schools alone could achieve

social equality without the need for wider and comprehensive
reforms was argued against by Halsey when he suggested that
education through the EPA "can be no more than a part,
though an important one, of a comprehensive social movement
towards community development and redevelopment in
Britain".180
In the reconstructionist strand however, the aims were
on a much grander scale, seeking to create community
regeneration through a variety of strategies which
emphasisc,d the strengths of priority area communities and
providing an education that benefited all children and
adults. Thus, in advocating the community school and the
relevant curriculum as a central focus for achieving
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community regeneration and social change Midwinter stressed
the importance of the school in being at the heart of local
communities putting resources at their disposal not only for
social or recreation purposes, but to assist in the struggle
for social economic and political equality.181
However, the stress on local area studies in the
community oriented curriculum as a notion is profoundly
ambivalent. It raises questions over whether it means a
different educational experience for different areas of
urban Britain and if so, does it also mean by implication, a
lesser curriculum content than might be offered in more
affluent areas. Such an approach merely serves to reinforce
the isolation of priority area populations from the main
opportunity structure of society and has uncomfortable
parallels with Bantock's proposals for an adapted "folk"
curriculum for the non academic%182
This raises the whole question of what counts as
relevant for learners in priority areas. While there can be
constructed a reasonable argument for the curriculum in
schooling to have a locally relevant emphasis, the issues of
local interest should form the starting point of the
exploration into wider fields of enquiry and not, as argued
by supporters of the community oriented relevant curriculum,
become its main focus. In this way, the primary task for
education
... is not to be relevant but to help form a
society in which its ideals of free inquiry and
rationality shall themseJves have become chief
touchstones of relevance.
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In adult education by comparison, the need was seen for
community action strategies to provide learners with the
skills to effect a permanent change in the vicious circle of
deprivation and inequality affecting their lives. This
would be achieved, it was believed, through an emphasis on
community adult action strategies through programmes
directed at revitalising and enabling local communities and
agencies to work towards community regeneration and social
change.
The narrow focus however on working class issues at the
expense of standard forms of education in adult education
programmes again carried the risk of isolating learners from
standard forms of knowledge and prevent them from
integrating into the wider society. In addition, the stress
on community action raised the problem that such an approach
could raise false expectations about the power of community
adult education in achieving widespread social change.
Indeed, this idea of adult education and social change
is linked to what adult educators regard as desirable social
change. Thus, the bias and values of professionals may come
to dominate the programme of learning and if adult education
is judged simply on the amount of social change it achieves,
irrespective of the form or content of such change, it would
potentially contribute to the promotion of a closed,
hierarchical society as distinct from one which is open and
democratic.

While the potential for community

regeneration does undoubtedly exist amongst adult learners
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in the priority areas, tie idea that sccial change can be
achieved through education alone is questionable and has
been dispelled by writers such as Halsey184 and Bernstein185
For community education to achieve social change would
require fundamental changes at the local political and
social level together with complex parallel changes
alongside schooling and education in the distribution and
use of social resources. Educational strategies alone are
not able to reconstruct local community life, and as Halsey
has suggested:
.. too much has been claimed for the power of
educational systems as in§quments for the
wholesale reform of societies."
As a consequence of the limits to the community problem
solving ability of community education, the proposed model
in the following chapter will be concerned with stressing
the educational bias in its process as distinct to a social
emphasis found in previous strategies. The final issue
emerging from the period was the concern to encourage
community participation in the management of institutions.

3.3 The issue of community control and participation
The issues raised in the notion of community control
and participation in the management of educational
institutions can be summarised as a debate that has so far
essentially been among institution builders and
professionals. The development of institutions that would
be open and inclusive to all members of the locality were in
essence representative of an attempt to increase
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participation in what were professionally dominated
situations.
The crucial point is that the development of provision
embodying the ideas and beliefs of professionals without
consultation to ascertain local needs and preferences risks
isolating institutions which will not be supported in their
localities until there is ownership and involvement in their
development by local people. As the Smiths suggest:
—. with institutions like schools, imposed on a
top-down basis with very little local
consultation, a different strategy may be
required. —. The whole approach cuts across a
basic principle of community work; one should not
start with a ready made campus - but first try, 9d
get local people to articulate what they need.
Thus, in pursuing the notion of community control and
participation in education there is a need for a more close
and continuous involvement with local people and one which
is not solely dependent upon formal mechanisms which, as
section 2.4 has demonstrated, is problematic for the process
being pursued.
In summarising community education developments during
the post war period the emphasis has mainly been upon a
social bias which sought to engage in community problem
solving. It is arguable however, that this concern with
intervention in local neighbourhoods in an attempt to alter
local social and cultural behaviour should not be the
immediate concern of community education.
Instead, community education should be involved in
encouraging people to take advantage of the opportunities
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available in the main body of education. By participating
in education, non-traditional adult learners will increase
their potential to gain the skills and knowledge that may
assist them in overcoming the barriers to the social and
educational opportunity structure.
The proposed model for community education thus seeks
to work alongside adults in priority areas to develop in
them positive attitudes to education and their ability to
benefit from learning. In doing so, community educators
will endeavour to assist adults in overcoming their
situational, dispositional and institutional barriers by
developing a continuum of learning opportunities that is
interventionist, supportive and responsive to the position
of leLrners. This model of community education can be
regarded as developmental with the potential to engage nontraditional adult learners in a participative and accessible
process which works towards equalising educational
opportunities. This model of community education will be
the concern of the next chapter.
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CHAPTER THREE
A MODEL FOR COMMUNITY EDUCATION
INTRODUCTION
The previous two chapters have shown that urban
priority areas in Britain are characterised by economic and
physical decline, social dislocation and poor educational
achievements. Thus, the first chapter of this thesis
discussed the scale and extent of the material conditions
affecting British urban priority areas and concluded that an
increasing proportion of the population in priority areas
were experiencing a combination of material disadvantages
which served to trap them in a cycle of powerlessness. The
deprivations which occurred as a result of this situation
contributed to the social polarisation from the main
opportunity structures of society for parts of the priority
areas, and the problem was more widely spread than had
previously been anticipated.
In Chapter Two, the development of post war community
education as a response to the material disadvantages of
priority areas was examined. The strategies that emerged
broadly fell into two strands, namely compensatory or
reconstructionist.
It was shown that the early emphasis in community
education on compensatory programmes reflected a concern at
the part socio-cultural features played in educational and
social underachievements. Attempts to remediate fcr
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perceived deficiencies of; priority area communities focused
on programmes of positive discrimination which sought to
extend the influence of schools in altering the cultural
outlook of children and their families.
Widely criticised for their negative stance, as
discussed in the first part of Chapter Two, responses in the
compensatory strand made way for more positively directed
reconstructionist strategies in which, through a community
problem solving approach, community education was believed
to be able to lead to the regeneration of whole areas as the
examination in the second part of Chapter Two showed. While
the emphasis in this strand on the notion of a relevant
curriculum led to criticism of its narrowly based and
introspective content, aspects emerging out of community
adult education raised interesting possibilities.

In

particular, the stress in adult education during the period
on working in non traditional settings amidst the priority
areas, saw community educators attempting to contact local
adults from the least educationally advantaged groups in
their areas of residence and negotiate with them on their
terms, learning opportunities.1 In this way it was believed
that not only would education be taken out to where people
lived, thereby increasing the possibilities for access and
participation, but in the process of negotiation and
learning, adults would have developed a belief in their
capacity to benefit from the education system.
The purpose of this chapter is to extend these positive
elements and develop a model of community education which is
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better able to meet the educational needs discussed in the
previous chapter. It will consequently focus on adults and
have two primary stages with a continuum of learning
opportunities. The first stage requires intervention in
priority areas t.o develop locally based educational
activities. This has the purpose of building the confidence
and self esteem of members from the least advantaged groups
in society and seek changes in their perceptions and
attitudes towards education so that they might participate
more fully and benefit from learning. The second stage
seeks to influence institutions to overcome the obstacles
found at the institutional level and which serve to act as
barriers t.o re-entry into education in order to make
institutions more open and accessible. In the discussion
that follows the generic term educational institution is
used to describe all those providers and institutions who
make available provision for adults. Thus colleges of
further and higher education, the adult education service,
community centred and school based providers are all
included in this term.
The development of this model means community educators
facing up to the problems brought on by a range of powerful
situational factors in the priority area environment
discussed in Chapter One, which serve as barriers to
learning for many in the population. Adding to these
barriers, is the education system itself with its cultural
bias towards higher social groups and the re-entry barriers
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found at institutional level. Together, these broad
categories produce disincentives to participation which
sustain dispositional barriers that members of the groups to
be contacted have in relation to education.
The cumulative effect of these barriers reinforces the
disengagement of the least socially advantaged groups from
education. The proposed model however should not be
regarded as a panacea for all of these complex and
interrelated obstacles to learning. It is rather an attempt
to seek out those aspects that can reasonably be influenced
through educational intervention thereby creating the
conditions for fuller participation and progression in
learning opportunities.
The focus hence on adults from the least advantaged
sections of society is quite deliberate. Research evidence
has persistently shown that the attitudes and expectations
of parents is a crucial dimension in the level of school
success achieved by children.2 If parental attitudes are
positive towards education and there exists support for the
values and attitudes of schooling then children on the whole
do better. The contribution of parents and adults in the
neighbourhood can therefore have a direct influence on
educational performance and achievement by children.
Furthermore, by improving the educational opportunities
of adults the potential is released for individuals,
families and their communities to tackle the material
disadvantages which inhibit everyday circumstances in
priority areas. A better informed and more educationally
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aware population is more able to challenge inequalities and
to contribute to change.
In developing the discussion for this model of
community education, the chapter is divided into the
following four parts, each with a number of sections.
1. Barriers to learning.
2. Developing locally based educational activity.
3. Influencing institutionally based provision.
4. Towards a model for community education.
Thus, part one examines in more detail the barriers to
educational participation while the second part of the
chapter discusses the possibilities in the first stage of
community education for engaging with non-traditional adult
learners. In the third part, the debate is extended to
consider how educational provision can be influ'enced to
overcome institutional barriers. The fourth and final part
of the chapter discusses the development of a model of
community education which can be applied in urban priority
areas. It will be against this model that the Case study of
a community education project described in Chapter Four will
be evaluated and analysed.
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1. BARRIERS TO LEARNING
Research evidence from the UK,3 USA 4

and that provided

by the Organisation for Economic Cooperation and Develcpment
(OECD)5 points to the following broad groups of people
being unrepresented in post school educational activities
across a wide range of urban situations:
1. low income groups
2. people in unskilled or semi-skilled manual occupations
3. ethnic minority groups
4. women with dependent children
5. older adults.
These groups characterise the socially and
educationally least advantaged sections of society
discussed in Chapter One and whose reasons for non
involvement in education have been summarised by Cross after
reviewing American research to be related to situational,
institutional and dispositional factors.6 Thus, in the
urban priority area, the enormity and severity of material
disadvantages contributes to situational factors to such an
extent that educational participation is seen as irrelevant.
This is further compounded fog lower social class groups by
an educational system which appears to be culturally adrift
from the situation of disadvantaged groups with values and
expectations that appear to favour higher social class
groups. This mismatch is often reflected in the
organisation of institutions where support for participation
by non-traditional adult learners is negligible and acts as
a barrier to re-entry.
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The combination of these factors serves to confirm
attitudes and perceptions by adults from the least
advantaged groups in which the belief is held that education
is not part of the value system of lower social class
groups. In this situation, there exists little inclination
or confidence in individual ability to benefit from
education.
The sections in this part of the chapter are
subsequently arranged to discuss these issues as follows:
1. Situational barriers;
2. Institutional barriers;
3. Dispositional barriers.

1.1 Situational barriers
The underlying factor linking the educationally least
advantaged groups identified on the previous page is their
social and economic deprivation. Thus in priority areas,
the least educated are often unemployed or occupying low
skilled jobs with low incomes and those on low incomes are
usually disproportionately represented amongst the
unskilled, older adults, ethnic minority groups and women.
In a wide ranging review of the literature, McGivney
too found a strong correlation between socio economic
status, cumulative disadvantage and educational
underachievement amongst unskilled and unemployed people,
members of ethnic minority groups, women and older adults.7
Within the priority area therefore, there exists substantial
numbers of people from broadly heterogeneous groups who have
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little or no experience of post school education. The
crucial factor linking these groups in this position is low
income bordering on poverty which, as was shown in Chapter
One, is the result of exposure to a combination of material
disadvantages.
The social deprivation and isolation brought on by this
condition influences a person's decision to take up learning
opportunities.

Bruner has described working class

indifference to education as a reaction to wider structural
constraints8 which raises the question whether such
indifference to education and achievement is the inevitable
consequence of structural inequality. The examination in
Chapter One of the disadvantageous wider economic, physical
and social conditions suggested these inhibited the full
development of social and communal relationships in priority
areas, the consequence of which was internal social
dislocation and external polarisation from the main
opportunity systems of society.
The overall effects of the conditions in priority area
life can subsequently be measured by a gradual erosion in
the quality of life for disadvantaged groups. This
qualitative decline is evident in greater levels of illhealth and disability, particularly amongst older adults,
restrictions in travel brought on by low income,
responsibilities for dependent children and fear for
personal safety and the experience of racism and
discrimination by ethnic groups.9
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Given such circumstances, it would appear that the
combination of adverse factors in the priority area
situation serves as a powerful disincentive to adults from
low income and less advantaged groups from participating in
post school education. The problem however, is further
compounded by the education system itself which
systematically excludes members from the groups in question
by virtue of its ethos, values and expectations which are
differentially attuned to the requirements of higher social
class groups. The effect of educational barriers to the
participation in post-school learning of adults from lower
social class groups will be considered in the following
section.

1.2 Institutional barriers
As well as the powerful constraints produced by
cumulative disadvantage in the priority area situation,
adult learners from less advantaged groups are further
obstructed from participating in education by the cultural
barriers that are embedded in the system. Thus, as O'Shea
and Corrigan have proposed, it is the effect of cultural and
social class divisions and not low motivation which prevents
adults from engaging and benefiting from the education
system.10 This is part of a broader theme pursued by others
such as Willisll and Bowles and Gintis 12
in which it is
argued the school system prepares children for differential
future expectations based upon their social class
background. Thus, for lower social class groups, schooling,
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and by implication the education system, works to replicate
their existing situation rather than to liberate.13
This experience continues into post school education
which reinforces inequalities that started in the school
situation. As Mee and Wiltshire point out, large numbers of
educationally and socially disadvantaged groups are excluded
from post school education because of their experience of
failure in the school system.14 Thus, for those people who
are labelled as having failed at school there is an
unwillingness to repeat that failure later in life and
as a consequence, keep away from further educational
participation.
In the instances that people from the least advantaged
groups do attempt to engage in the post school educational
system further barriers to re-entry appear. These relate
broadly to institutional arrangements that do not take
account of the specific learning needs of people who have
been away from education for long periods. Included here
are the difficulties associated with the financial cost of
participating in education, childcare provision, support
while learning and the complicated administrative
arrangements around institutions which together form
resource, organisational and learning barriers which can
easily disorientate potential learners.
Thus there exists both in the broader cultural
arrangements for education and at the level of the
institution obstacles which militate against the full
participation of the least advantaged adults in post school
education. Furthermore, the combination of situational and
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educational barriers to engagement are complicated by the
attitudes and expectations held by disadvantaged groups.
These latter barriers to learning produced by dispositional
factors are the concern of the next section.
1.3 Dispositional barriers
For many people who are members of the least socially
and educationally advantaged groups, the experience of
education does not form part of their value system and
behaviour pattern. A study by the Advisory Council for
Adult and Continuing Education (ACACE) found that the most
significant barriers to engagement in education was related
to attitude.15

It was discovered many adults from these

groups saw education as inappropriate to their everyday
circumstances and needs. This notion of irrelevance was
compounded by a view of the education system as part of the
value system of higher social groups, which gave rise to the
belief that attending educational classes was outside of the
cultural norms of lower social class groups.16
In effect, such groups regarded voluntary learning as
part of the culture pattern of higher socio economic groups
and subsequently, outside of their value system. Hedoux has
linked this reluctance to participate in post school
education to perceptions of powerlessness and a lack of
future perspective.17

Thus, while higher social groups have

a positive view of education and live and work in situations
that benefit from educational participation, the life
experience of lower social class groups produces a situation
that has a limited future perspective.
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Hence, as Hedoux argues, the decision to engage in
education is connected with a person's ability to control
their life and anticipate the future.18 In a situation of
cumulative disadvantage which traps large sections of
socially vulnerable groups in the cycle of powerlessness
described in Chapter One, the opportunity for escape is
often unavailable and where it does appear, often
imperceptible to the groups in question.
Consequently, education is poorly regarded by sections
of the least advantaged groups in society who, as Scanlan
has observed, hold a negative view which is characterised by
the absence of something." This is seen in a lack of
confidence and self esteem associated with a lack of
qualifications and poor previous experiences of education, a
lack of trust in the system and its relevance which is
linked to a lack of perspective on the future, and a lack of
awareness of learning needs and of the opportunities that
are available.20
The resistance towards education therefore by
disadvantaged groups merely serves to compound the situation
in which they are trapped by the effects of cumulative
disadvantage. When the dispositional barriers discussed
above are combined with institutional and situational
features of priority area groups, the problem of non
participation cannot be ascribed to any single, easily
solved factor. What is evident is the interplay of a
multiple range of problems which together combine to
perpetuate the disengagement from post school education of
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the socially and educationally least advantaged groups in
society.
To alter the overall situation produced by all of the
barriers discussed would require major structural change in
the socio-economic and educational arrangements of British
society. This is hardly likely to occur in the foreseeable
future on a scale which fundamentally changes the balance of
societal values and priorities. However, the educational
perspective should be challenged to move from its
traditional provider led model to one that is responsive to
the particular circumstances and needs of the various groups
found in priority areas.
This is not an argument for a return to the community
problem solving approach of post war community education
described in Chapter Two, where the concern was with
attempting to tackle the situational problems facing
priority area communities. It is evident that many of the
structural factors which produce barriers to learning are
beyond the scope of education alone to alter. What can be
selected from the discussion so far however, are a number of
identifiable obstacles to re-entry into education for nontraditional learners which may be amenable to change through
community education and subsequently improve the
opportunities for participation by adults. These obstacles
are developed in Figure 6 and are derived from the previous
discussion on barriers to learning plus a number of studies
and surveys into the lack of participation in education by
non-traditional adult learners.21
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Figure 6

Obstacles to re-entry

1. Lack of learner confidence
(i)little educational contact
(ii)limited negotiation over activities
2. Resource barriers
(i)the cost of learning
(ii)inadequate childcare facilities
3. Learning barriers
(i)limited transitional arrangements
(ii)lack of guidance and counselling
(iii)timing and location of provision

4. General administrative barriers
(i)poor reception facilities
(ii)inappropriate publicity
(iii)complex admissions policies.

It is possible to see from the range of obstacles in Figure
6 the opportunity for community education to intervene to
tackle such obstacles. This can be achieved by the
development of a continuum of learning for less
educationally advantaged adults in a process which contains
two stages. The first of these stages involves creating
locally based educational activities in priority areas which
involves making contact with people in local areas and
negotiating with them programmes of learning activities.
This stage is an essential part of a process of building the
confidence and self esteem of adults to participate in
education and see the relevance of the learning content to
their life situation and expectations. The primary function
of this aspect in the community education continuum is
developmental in which adults are engaged in collaborative
educational activity with professional workers.

This

developmental role continues into the second stage of the
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community education continuum where the purpose is to
influence institutional provision in overcoming obstacles
impeding the re-entry of adults into mainstream education.
Thus, in these two stages, community educators work towards
altering the negative perceptions members from lower social
class groups have of education and seek to change
institutional attitudes and arrangements rather than being
concerned directly with altering the broader issues of
cultural barriers to education. One outcome of this approach
is that in the ideal situation, after the process of
confidence building and negotiation has taken place, adults
accept an element of ownership and feel part of the
educational system.
Underpinning this continuum is the need to equalise
access into available educational opportunities for all
disadvantaged groups in the priority areas. By positively
working towards this, the belief is that community education
can assist adults and their communities to intervene in the
cycle of powerlessness through increasing the educational
opportunities and achievements of those groups trapped by
cumulative disadvantage. If community education is
successful in attracting sufficient numbers of people into
educational activity, the potential is there, individually
and collectively, for priority area residents to alter the
circumstances which serve to constrain their development.
This process hence commences when community educators
move out into priority areas to initiate the first stage in
the engagement of non-traditional adult learners. How this
might be successfully achieved will be the concern of the
second part of the chapter.
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2. DEVELOPING LOCALLY BASED EDUCATIONAL ACTIVITY
The previous part of the chapter concluded that the
barriers to the engagement of adults from the least socially
and educationally advantaged groups in priority areas were
multi dimensional and in many respects, intractably linked
into wider structural forces. However, it was suggested
that it was possible to identify a number of obstacles to
re-entry which could be potentially removed by community
education. These barriers, contained in Figure 6, concerned
a lack of learner confidence and institutional obstacles
involving resources, learner support and general
administrative factors.
Given these barriers, it was proposed that community
education could tackle the problems facing non-traditional
adult learners and in doing so, develop a continuum which
enabled adults to progress through into mainstream
educational provision. The first stage in this continuum
occurs when community educators move out into priority areas
to develop contact and locally based educational activity.
The purpose of this stage is to build the confidence and
self esteem amongst adults through a negotiated partnership
which leads them to a point where they feel able to
participate in educational programmes.
The purpose of this part of the chapter is to explore
the propositions contained in the first stage of the
community education process.

These suggest that two

activities are necessary in achieving the development of
adults, namely making contact out in local areas and
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negotiating learning opportunities. The following two
sections consequently enable the discussion of this stage to
be carried out.
1. Establishing contact in local areas.
2. Negotiation and ownership of learning.

2.1 Establishing contact in local areas
The material conditions of priority area life and the
extent of personal deprivation of lower social class groups
often means that benefiting from the opportunities available
through education appears both remote and unattainable. The
poor educational experiences of many adults from such groups
in priority areas together with little tangible achievement
to show for time spent in the system reduces confidence and
a belief in the potential of education for progression.
Under these circumstances community, educators have the
crucial function of developing in people the confidence to
participate in education and of establishing with them, the
relevance of education to their everyday circumstances and
aspirations.
The task therefore is to persuade people that education
can be relevant to their present and future situation. This
requires the community education process being carried out
amongst the priority area population where contact can be
made and some of the deeply set attitudes and perceptions
generated by long periods of economic and social
disadvantage can be more directly addressed.
The first step therefore in the process is establishing
contact in the priority area; this vitally important phase
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in the process will no,t be achieved however through
publicity alone. Members from the educationally least
advantaged groups in priority areas will rarely respond to
the traditional institutional methods of educational contact
or provision. As Darkenwald and Larson put it:
One of the main reasons that groups are hard to
reach is that they don't respond to the normal
mar ket i
strategiesemployed by continuing
education."
People disengaged from education therefore need to be
contacted at a personal level by educational professionals
working in their areas of residence in a different approach
that emphasises a local area based outreach strategy. This
method of making contact with the educationally most
disengaged groups is widely believed to be the only
effective means of contacting and overcoming the resistance
to education shown by many in priority areas.

The

successful adoption of outreach strategies in community
based adult education during the post war period and
discussed in the previous chapter, showed the importance of
having educators working in local areas who were able to
identify with some of the values and aspirations of the
groups with whom contact was sought.
Working on an outreach basis furthermore requires that
community educators are able to interact effectively with
local people, listening to and understanding what is being
said as well as articulating the educational perspective.
This early contact and communication with local people will
need sensitivity in the way it is carried out so that
perceptions of professional imposition are studiously
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avoided. Lovett recognised as an outsider coming to work in
the Liverpool EPA project that he needed to spend a period
of time getting to know the area, its problems and local
residents. As he wrote later:
This meant becoming involved in a number of
community activities which, on the surface at
least, bore no relationship to adult education.
Social functions, community councils, residents"
associations, summer playschemes, pubs, community
centres, school open days - all provided an
opportunTy to make contact with local
residents.
The point for Lovett is the necessity of establishing a
close relationship with local people before attempting to
begin constructive educational work. This implies
professionals immersing themselves in local area activities,
events and organisations, both as a means of winning trust
and of developing a dialogue and partnership with people in
their areas of residence. In these situations the community
educator works in the local area alongside individuals and
groups as a form of "animateur"24 who enlivens and
stimulates the population into exercising a "capacity for
self determination".25
This role has elements of the community action
perspective developed in adult education during the 1970s
and discussed in the previous chapter on pages 111-115, in
which working out in the local area is an essential element
in establishing credibility and a focal point of contact
between education and the priority area population. Central
to achieving this role hence, is the requirement for the
community educator to first spend time in an area exploring
and investigating issues and understanding the problems and
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contradictions which underpin the everyday life of people in
such areas. From another context, Freire has acknowledged
this is the essential first stage of a critical educational
process.26

In terms of the community education process,

this contact stage is a necessary pre-requisite to
developing subsequent responses.
Thus, the community educator seeks to identify with the
people in the priority areas, understand their difficulties
and aspirations and to slowly work to build self confidence
and a belief that the education system can give knowledge
and skills which will be relevant to the circumstances of
priority area residents.
Furthermore, during this early stage of the community
educator establishing a presence in the priority area, links
with other agencies providing education in the locality are
essential. This will mean establishing networks in the
local area with a range of voluntary and statutory agencies
as part of the process of coordinating the efforts of
educational providers with the requirements of the
population in the area.
By supporting local groups and identifying with their
activities community educators have the means of
establishing credibility in the area and the opportunity to
supply an educational dimension to community groups. This
latter aspect can be achieved through offering training,
resources, access to institutions or other agencies. With
regard to statutory providers especially, the function of
the community educator is to provide a 'community' dimension

161

•

to the provision of services and resources through training
programmes which attempt to sensitise agencies to the needs
and perceptions of local people.
Larson has suggested that there is a further benefit
for community educators in working through established
groups. By making contact with local groups and identifying
the key leaders within those organisations a greater range
of influence can be brought to bear on the behaviour of
sections of the population.27 This notion of peer influence
has the advantage in the cases of individuals who are the
most difficult to reach but who may be amenable to contactor the influence of key local leaders.
In this position, working through locally based people
who may be able to influence cultural and behavioural
patterns in the locality, community educators may achieve
greater success in making contact with larger numbers of
difficult to reach adults than otherwise might have been the
case.

The Leeds Pioneer Work Project28 for instance, which

developed provision for unemployed adults, achieved a
significantly wider range of contact by working through
established groups in the local area. Thus, in such
circumstances it is more practical to work through groups,
rather than individuals, in establishing the message locally
of the benefits of educational activities.
In the development function, therefore, the community
educator has a multifarious role: from creating and
developing local networks to acting as a resource agent and
facilitator for local agencies and groups.
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All of these

aspects however, are contributory factors in the central
commitment, namely to engage a greater number of adults from
lower social class groups in educational programmes. The
positive intervention in priority areas by community
educators in this early stage of the developmental role
assists in raising awareness of educational opportunities,
affirms the relevance of education to the priority area
context and most crucially of all, contributes towards the
development in adults of a belief in their potential as
learners.
This process however, has a greater impact when the
least educationally advantaged groups are engaged as
partners in developing the learning content. This means
community educators involving adults throughout the
developmental stage, as partners with whom the educational
programmes and content are both negotiated and decisions
about their implementation shared. This aspect of the
process implies an element of collaboration between local
people and professionals in an equal ownership of the
educational content as a basis for further exploration and
development. How this notion of local ownership can be
achieved will be considered in the next section.

2.2. Negotiation and ownership of learning
One of the significant lessons which emerged from
community adult education during the post war period was the
emphasis on consulting with local people over the content of
learning programmes. By negotiating with the potential
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recipients, adult educators believed people who were
previously disempowered could be taken through a process in
which they became empowered to take decisions over parts of
their circumstances. Working in this way implied
establishing "a close relationship with all groups"29 before
mutually agreed and client centred educational work could
begin.
The negotiation of learning between professionals and
non-traditional adult learners however, is not just about
the form and nature of provision. It includes the methods
of delivery, styles of learning, modes of attendance and
impact on future opportunities for local people. As such it
gives the educator a valuable means of producing
appropriately structured programmes of learning, by
agreement, as a crucial introductory stage in the engagement
of disadvantaged adults into education.
The value of a negotiated approach can be measured in
four ways. Firstly, it allows the professional educator to
find out what people want to do, how they want to do it,
when and where they will participate. Secondly, with the
benefit of this information, more accurate provision can be
established. Thirdly, it offers the opportunity to clarify
anticipated outcomes and benefits from participation in
learning activities, linking thereby the value of education
to the circumstances and future opportunities of potential
learners. Finally, a negotiated programme of learning has a
greater chance of success because it emerges from local
people who will feel a sense of ownership in what is
produced. Furthermore, through the process of negotiation
164

local people are given A chance to be a stakeholder in
education which has the potential of establishing confidence
in people to participate in education and to see its value
for their situation.
It is therefore a fundamental necessity in the
community education developmental process to negotiate
throughout with local people to reinforce the belief that
they are partners in the educational situation and not
inferior or in receipt of predetermined outcomes. Being
sensitive to the notion of engendering partnerships is
important given that the least educationally advantaged
groups very often have poor experiences of education and
lack confidence and self esteem in their ability to
participate in learning activities. With the wider
constraints brought on by material disadvantage to further
contend with, non traditional learners will require a
carefully managed and positively directed educational
contact in this early stage of the learning continuum.
Thus, community educators should be prepared to build
educational activities around real life issues, as
practiced, for example in the Leeds Pioneer Work Project.
What workers found was that while no one was particularly
interested in adult education explicitly, there was a great
deal of interest in exploring the major issues which
affected their everyday lives:
.— welfare right, housing, the environment .
consultation with the local authority,
organisation
and group issues for tenants'
associations.
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Similarly, as community adult educators found,
professionals must take these issues as a starting point for
discussion and develop onto them educational perspectives
and skills.31

The result will be learning situations that

while having direct meaning and a sense of ownership for
local people are presented and developed to bring out the
educational aspect of everyday living. In negotiating this
learning programme, the community educator is seeking to
encourage people to explore the issues that are important to
their circumstances and for them to be encouraged to take
control of their own learning. From this position learners
are helped to explore available options beyond the initial
activities that will provide the most satisfactory route to
individual or collective progression.
In the first stage of the community education process
therefore, the emphasis is on negotiating with people to
find the best means of assisting in finding appropriate
means to gain knowledge and information. There are however,
three other fundamental purposes contained in this process
of negotiating with local people. The first is linked to
the development in people of a sense of self esteem and the
confidence to not only take cart in the learning process,
but to want to learn. The second purpose is for local
people and professionals alike to value and have valued the
life experiences participants bring to the learning
situation. The third and final purpose is to raise
awareness of the wider educational opportunities and
encourage a sense of independence in people to participate
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further in education to gain the knowledge and skills that
will allow them to potentially control and direct their life
situation.
This idea of negotiation and ownership however, falls
short of the notion of community control of institutions
discussed in Chapter Two, and does not subscribe to the
overt political intentions found in adult education
community action strategies. Instead, the prime objective
in this stage of the process is to engage adults by starting
from their individual situations and develop with them the
potential for fuller participation in the wider educational
system. In this respect it has none of the overly ambitious
claims of community control or wholesale regeneration
through education which characterised much of post war
community education.
Thus while negotiation and ownership in the
developmental stage arguably, in an ideal situation, aspires
to Arnstein's notion of genuine power sharing32 the lessons
of the recent past in exercising the notion of community
control have brought about a sense of realism to this
proposal. The idea that local people can be involved in the
formulation and decision making of education at a policy
level falters, as Chapter Two showed, on the difficulties in
overcoming professional hierarchies, avoiding domination by
powerful groups and the problems of achieving appropriately
mandated local representation. The structure of current
society seriously undermines the claim that education, in a
representative democracy, can be organised exclusively for
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local people, by local people, based on local areas. As
Saunders has observed, those that have control of the main
systems of society do not welcome involvement by those who
have neither been elected nor professionally appointed to
run affairs:
... any effective increase in the level of
political participation is seen as .— a threat to
the stability of the system and an indicgtion that
the system is not functioning properly.
Pahl too, has made a similar point when discussing the
notion of urban gatekeepers,34. Those who control scarce
resources are reluctant to relinquish power to others
outside of the established hierarchies.

In the

developmental role of the community education process
therefore, the involvement of local people is of necessity
encouraged in areas of educational activity where the notion
of partnership and ownership can realistically be developed
as part of the first stage in winning confidence, developing
self esteem and encouraging participation. To embark upon
any other form of ambitious community problem solving
strategy would jeapordise the delicate task of engaging the
least advantaged members of society in educational activity.
The lessons emerging from the analysis of barriers to
learning in the first section of this chapter demonstrated
the complexity of the multiple factors which combine to
inhibit adults returning to learn. The developmental
process in community education commences when educators
intervene in local areas and work alongside adults to build
their confidence for participation in education. This has a
greater chance of being achieved when carefully negotiated
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activities which are valued locally and which can be
broadened into accredited educational programmes are
developed.
This stage in the community education process thus
fulfils a crucial phase prior to the engagement of adults in
the main educational institutions. The first stage thus can
be characterised by its interventionist role amongst
priority area communities and reflects a crucial element in
the continuum of learning opportunities. After the informal
and flexible learning arrangements negotiated in this stage
the key task for community education is to influence the way
in which mainstream institutions subsequently integrate
educationally disadvantaged adults. As the earlier
discussion in the first part of the chapter indicated, there
exist institutional barriers which produce obstacles to reentry for many learners in priority areas and serve to
reinforce the polarisation of disadvantaged adults away from
education. (See Figure 6, page 155). These barriers will
need to be overcome if the notion of a continuum of learning
opportunities is to be realised through open institutions
that are responsive to local circumstances. How such a
position can be achieved will be examined in the next part
of the chapter.
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3. INFLUENCING INSTITUTIQNALLY BASED PROVISION
The discussion in the previous part of the chapter
suggested that the interventionist element of community
education fulfilled the first stage in a continuum of
learning opportunities for non-traditional adult learners.
In this part of the chapter, the second stage in the
continuum is developed by examining how educational
institutions can be influenced in order that they might
attract and hold adult learners from educationally less
advantaged backgrounds. For this to be achieved will
require community education overcoming institutional
barriers to re-entry which inhibit access into education.
Such obstacles were identified in Figure 6 and briefly
restated, relate to resources, learning support and the
general administrative arrangements in institutions.
The consequence of these barriers is to discriminate
against the educational participation of the least
advantaged members of society. Community education has a
commitment to challenge such inequality and subsequently
work towards equalising educational opportunities in
priority areas. As a first step towards achieving equity,
educational institutions should have a clearly stated
institutional policy for equalising opportunity, supported
by appropriate resources and management commitment to
implement the necessary action.
There are furthermore two other elements to be
fulfilled. These involve supporting learners and having
responsive provision. Thus, supporting learners in their
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transition from the edubational activities found in the
first stage of the continuum is critical if longer term
involvement is to be achieved. So too is the need to
provide guidance, counselling and personal support,
including childcare provision for non-traditional learners.
Finally, in supporting learners it will be crucial that the
costs of learning, in terms of fees, books and materials,
are not allowed to disbar potential students.
Institutions too, must be able to respond to the needs
of non-traditional learners with educational provision that
is flexible and appropriately pitched at the level of each
adult. Equally of importance is the responsiveness of the
general administration of an institution to learners. The
way in which publicity is presented and distributed, the
enquiry and reception arrangements and the admissions
procedure all have an important contribution in achieving a
responsive environment.
Consequently, the following sections in this part of
the chapter are arranged to facilitate the discussion on
achieving open and accessible institutions.
1. Working towards equal educational opportunities.
2. Supporting learners in education.
3. Developing responsive institutions.

3.1 Working towards equal educational opportunities
Educational providers and institutions should have
strategies that are designed to offer equality of
opportunity and of outcomes to the least educationally
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advantaged groups who are under represented in education but
over represented in urban priority areas. Community
education has a commitment to work towards equalising
educational opportunities for such groups because an
education system which appears to benefit a small proportion
of the population is both inequitable and unjust.
Educational opportunities should be available to all who
could benefit, particularly those groups who have previously
experienced educational disadvantage, as part of the
movement towards a more equal and just society. In practice
however, many institutions do not have well developed
policies, at best offering a broadly based statement of
intent or code of conduct35, and, as a study of
institutional policies on equal opportunities showed, a
great variability in the emphasis given to different
groups.36 In particular, the evidence demonstrated that by
far the most widely supported aspect was work with special
educational needs in which special facilities, courses and
support for students was highly developed. By comparison,
the emphasis on measures to increase the access and
participation of women and people from ethnic minority
groups was limited.37
Furthermore, the problem for adults from ethnic
minority backgrounds is compounded by the eurocentric
domination in educational provision and a lack of non
European cultural values represented in the system which
often results in people from such groups being unable to
identify with the learning content being offered. This
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situation serves to reinforce a cultural barrier which
obstructs participation for many within ethnic minority
communities. When this problem is added to a general
alienation from the education system arising from school
experience, racism, stereotyping and a lack of role models
in institutions, there is in existence a multiple range of
additional factors compounding those already affecting
disadvantaged groups which serve to reinforce barriers to
re-entry for many members from ethnic minority groups.
Despite the differential experiences which inhibit the
entry into education for some groups more than others in
priority areas, institutional equal opportunity policy
should not emphasise one groups' needs over another. Cooper
and Bornat for example, have argued strongly for the need to
have an integrated approach when dealing with age, gender,
race and disability.38 They regard any other strategy which
benefits one group over another as detrimental, creating a
fragmented approach to equal opportunities within education
institutions which would serve only to further disadvantage
already disadvantaged groups.
An equally important element in the implementation of
equal opportunities policies is the position of the staff of
an institution. Evidence has shown that the way in which
responsibility is given for the coordination cf equal
opportunities is crucial to its deve 1 opment.3 9

If

responsibility is given on a part time basis the issue tends
to become marginalised across the institution. However, by
allocating the coordination of equal opportunities on a full
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time basis to a member of staff working across the whole
institution, the impact achieved is far greater. It is also
vitally important to make a substantial appointment in
promoting equal opportunities in situations where staff
resistance to such policies is evident. When occurrences of
apathy, obstructiveness or hostility to the spread of equal
opportunities in practice do occur within institutions, the
most effective way for altering such attitudes and behaviour
may be best achieved through staff development and training
programmes."
Other strategies for widening acceptance of the
principle and practice of equal opportunities include
involving teaching and non teaching staff in the drafting
of policy and to be subsequently represented on any equal
opportunities committee established to oversee development
across the institution. By approaching policy formulation
through collaborative and supportive strategies, equal
opportunities becomes by implication, the concern of the
whole institution. Thus, governors through to senior
managers, teaching staff and support staff should all feel
some responsibility and ownership towards making equality of
opportunity a reality for learners.41
Such a wholesale approach implies a major awareness
raising exercise supported by the resources to fund
training, staff time and material to achieve the level of
commitment and significant change in attitudes and practice
being called for.
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The development by institutions of equal opportunity
policies reflects the intention to take positive action that
will support the least educationally advantaged to benefit
fully from educational opportunities. The difficulty
however for adults who wish to progress after experiencing
educational activities in the first stage in community
education is the lack of support available in institutions
to make the transition. The higher rhetoric of equality of
opportunity is often poorly supported in practice by
institutions lacking adequate transitional arrangements,
guidance, counselling and personal support and strategies to
assist in the costs of learning. This aspect of supporting
adults returning to learn will be considered next.

3.2 Supporting learners in education
Adults who come from non-traditional educational
backgrounds require additional support when they move from
the informal and flexible educational activities experienced
in the first stage into mainstream educational provision.
In particular, there is a need for appropriate transitional
arrangements, readily available guidance and counselling and
assistance with the costs of learning, including adequate
childcare provision. These aspects in supporting learners
are discussed in the following three sub-sections
1. Transitional arrangements.
2. Guidance, counselling and personal support.
3. The cost of learning.
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3.2.1 Transitional arrapqements

The importance of the

transitional period when adult learners move from the
initial contact made with locally based informal learning
activities found in the interventionist element of the
community education process into mainstream educational
provision should not be underestimated. Despite the fact
that it is during this period that non-traditional adult
learners are most likely to drop out of education if the
conditions for re-entry are not adequate, a recent survey
carried out by Her Majesty's Inspectorate (HMI) found that
little allowance was made in much of the post school system
for programmes that met the needs and requirements of non
traditional adult learners.42

Rather, the tendency was to

fit adults into existing activities rather than develop new
courses or adapt programmes to meet local needs. Thus, for
those adults who experienced locally based informal and
flexible learning opportunities afforded through the
interventionist stage the contrast with institutional
provision may be pronounced. It is therefore riot-unusual to
find that non traditional learners are reluctant to move on
to an education system which they perceive to offer
programmes that are too advanced or are characterised by
formalised teaching methods.
It is important however, to ensure that adult learners
do move on from the early stage of community education into
the main education system, not only because of the
opportunities it offers for disadvantaged adults to benefit
from education but also because much development work found
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in the interventionist stage is based on short term funding
and subsequently time ''limited.

In addition to the

uncertainties over future funding, the work usually
developed in this stage is often carried out in isolation to
other parts of education and with untypical arrangements
where provision is often free, unrestricted by normal
administrative rules and can have low numbers and still be
viable.
In the community education process however, educational
activities in the interventionist stage are seen as part of
a continuum in learning opportunities afforded to adults and
while funding may limit the time available to develop
activities, the connection with main provision is encouraged
by community educators through transitional arrangements in
the institutions. Hence, what are required are a range of
return to learn and access courses at institutions which
provide a bridge into formal learning. Such courses are
aimed at developing the abilities and confidence of adults
to undertake institutional programmes and emphasise the
importance of learning study skills. As Issett and Spence
observe, this strategy develops formal and informal learning
links between local communities and education
institutions.43
A number of institutions have recognised the importance
of this form of work and have organised provided preparatory
access courses with specialist guidance support for non
traditional adult students.44 The development of bridging
courses is essential therefore if, as the evidence from the
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Adult Literacy and Basic Skills Unit (ALBSU) suggests, many
non traditional learners find, the gap between introductory
and main programmes to be too wide and a cause of a high
drop cut from participation.45
In addition, adults entering bridging courses during
the transitional phase of re-entry into educational
institutions require careful support and guidance in the
choice of programme made and a continuing participation in
the main system. The provision of guidance and counselling
thus becomes a crucial element in making the transitional
stage a successful point of entry for non traditional
learners and is examined next.
3.2.2 Guidance, counselling and personal support

For

adult learners who have had little satisfactory experience
of education, the need to have access to initial and
continuing guidance and support in their learning is vital.
Adults who enter post school education either for the first
time or after a long interval will require careful initial
support and guidance to ascertain their prior learning
experience and the appropriate level of course to join.
This approach is essential if the high risk of early
dropping out of programmes is to be avoided. In this
respect, the notion of 'sheltered entry -46 has been promoted
in which a non traditional entrant can spend a period of
time finding out what programmes are available, visit
providers and seek guidance before making a final choice of
study.
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Closely linked to this notion of guidance and
counselling is the need to provide personal support in many
cases. For those adults who enter post school education
from socially and economically disadvantaged backgrounds and
with cultural expectations different to those held in the
main education system, the experience of engagement in the
educational environment can be problematic. The feeling of
alienation is commonly quoted as causing the most difficulty
as adults move from a cultural and social milieu which is
different to one with represents the dominant interests of
society.47

In these circumstances the need for personal

support from experienced staff who can understand the
situation and act as a mediator in the new environment is
essential. This particular role is similar to the
development function carried out by community educators in
the interventionist element of the community education
process. In the institutional setting, professionals act as
critical friends, encouraging and prompting adults to
maximise their progression in the wider opportunities
available.
The opportunities for progression however, are often
severely curtailed for women who have responsibility for
children. Many such women wishing to re-enter education
require provision of childcare facilities or assistance with
arrangements for looking after children. However, the
provision of childcare facilities for women with dependent
children has been shown to be grossly inadequate across the
country48 in spite of the fact that a lack of such provision
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contributes as a signifixant barrier to women wishing to
return to learn.
Providing childcare support will require additional
funding to be made available through institutions, ideally
in collaboration with parents, as part of commitment to a
strategy for widening access. An example of cooperation
between educational providers and consumers can be found at
the Totton Community Education Centre in Southampton where a
variety of methods were tried, with success to establish and
support childcare facilities. These included the free use
of space, contributing or meeting in full the costs of
staffing childcare, obtaining grants, and providing toys and
materials.49
The provision of adequate childcare facilities within
institutions will afford a significant incentive for women
with dependent children to take advantage of educational
opportunities. All the available evidence suggests that
when such support is made, the involvement of women in post
school education is significantly increased.50
An important and related aspect in the introduction and
progression of adults through the main education system is
the financial costs associated with re-entry. While access
and bridging courses in the transitional phase aided by
guidance and personal support all contribute to encouraging
learner engagement in education, the cost of participation
can often be prohibitive and requires overcoming as the
following discussion illustrates.
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3.2.3 The cost of learning

The costs associated with

participation in education for low income and disadvantaged
groups is part of a wider national debate on the inequitable
basis of financial assistance in post school education. As
a recent study on financial barriers on access to education
made clear, the absence of a national framework and the
existence of a disparate means of funding for adult learners
does not provide a properly planned system.51 It found that
the problems associated with funding for part time study,
non award bearing courses and the limitations imposed on
studying while unemployed directly affect learners from low
income groups who find these methods of study more
appropriate to their circumstances.52 Thus, apart from
those on special schemes or people with basic education
needs, the majority of part time adult students do not get
financial support.
What exists therefore, is a financial disincentive for
many people in priority areas to engage in the education
system. Yet, the least educationally advantaged adults with
low income backgrounds and who left school early, or did not
achieve their full potential when young, could potentially
benefit from returning to learn as adults with different
needs and experiences. Hence a lack of adequate financial
support constitutes a serious barrier for such learners
seeking to achieve re-entry into education.
In these circumstances it is vitally important that
educational institutions find ways of easing the financial
burdens for learners. The main problem will primarily
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relate to payment of fees but there are other associated
barriers to do with the cost of books, materials and
transport difficulties. The practical and psychological
barriers raised by issues of funding inhibit adult learners
from choosing a programme or activity and often, completely
excludes entry into education.
Institutions can respond in a number of ways to
ameliorate the situation. They can publicise widely the
availability and eligibility of fee remissions and make
procedures to claim as simple and accessible as possible.
They can subsidise courses by issuing vouchers to students
studying over a specified length of the year or they can
help students maximise potential assistance from grants,
awards, bursaries and sponsorship. Examples of attempts by
institutions to overcome the financial barriers for students
include the scheme at Bradford and Ilkley College whereby
additional funds are sought from elsewhere to help ease the
financial burdens of students in difficulty.53 Another is
the introduction of a voucher system at Richmond College
which allows unemployed people and other low income groups
access to a subsidised method of payment for courses each
term.54

In another example of this kind, a project in

Southampton

not only employed a voucher system but

publicised the fee remission policy, established shorter
term and subsequently, cheaper course provision and i'ut on
one day taster courses on a frequent basis to minimise the
cost of taking up education.55
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These examples illustrate some of the ways in which
educational institutions can assist in the financial
difficulties experienced by low income groups which
potentially serve as a disincentive to re-entry. Supporting
learners where appropriate through direct financial
assistance is therefore a necessary step in attracting and
then holding people who have a poor experience of education.
Thus, if financial considerations can be overcome and
institutions are able to address the needs of nontraditional adult learners through transitional arrangements
and guidance and personal support strategies, significant
progress will have been made in the movement towards
achieving accessible institutions. To fully achieve such
institutions however, will require attention being directed
to ensure that organisational arrangements are responsive to
the needs of educationally less advantaged adults. How this
might be addressed will be the concern of the next section.

3.3 Developing responsive institutions
The accessible institution is notable for the way it
supports learners.

It is also characterised by its

willingness to be responsive in meeting the learning needs
of non-traditional adult learners. This can be measured by
the way in which professionals from institutions are willing
to go out into local areas to make contact with adults, the
flexibility of learning strategies and the extent to which
general administrative arrangements are "user friendly'.
These aspects are considered in the following three subsections.

183

1. Working out in local areas.
2. Flexible learning strategies.
3. Organising the open institution.
3.3.1 Working out in local areas

The time and expense

involved in travelling to institutional locations some
distance from the main site or homes of potential learners
can be a significant problem for people on very low incomes
or state benefits. For people with childcare or domestic
responsibilities, too, constraints on their time, as well as
finance, may often restrict travel from too far afield.
Institutions can overcome these geographical, and
financial restrictions, by adopting an outreach method of
provision where courses and activities are held in local
areas away from the main buildings. Thus, the opportunity
to use community centres, local schools or church halls
should be fully explored not only to enable the widest
possible opportunity for participation to occur but to
signify to learners that education can and should happen in
a community centred context. It is a strategy which builds
on the outreach methods adopted in the first stage of
community education and where close contact is made with
people in familiar and non-threatening surroundings.
Examples of institutions taking education out into the
local area involve not only basing courses in fixed sites
but using mobile units, similar to a caravan project
established by ALBSU56, to offer provision in outlying parts
of a local area. Associated with this idea of taking
education to the people is the appointment of outreach
workers to make contact from their local base with groups
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and individuals not participating in education. As in the
interventionist stage where commurity educators establish
contact in the locality, institutional outreach workers will
also collaborate and support existing individuals and groups
and their activities, bringing institutional resources in to
support local endeavours.
This idea of appointing outreach staff has been piloted
by Rother Valley College where it has produced early
progress in contacting a wider range of adults than has been
possible using traditional methods. Such an approach which
has the purpose to "build up relationships in the community
and to engage in a dialogue which will reveal expressed or
perceived needs"57 connects closely to the interventionist
element in community education and provides possibly one of
the main ways of making contact with non-traditional adult
learners.
Outreach work however, is still considered in the
institutional setting to be of marginal importance and
costly, usually only attracting short term development
funding for its duration and then ceasing. What is required
is a strategy that can maximise the benefits of outreach
work by integrating its activities into the main educational
programme as part of a response in providing a range cf
courses that serve people in their localities. These could
include bridging or access courses which may often mean
adapting existing levels of provision in offering
appropriately pitched courses for non traditional learners
to providing standard programmes as the demand requires.
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This approach will often be part of the arrangements in the
transition stage where, by offering a mix of access and
intermediate level courses, institutions show a willingness
to adopt a flexible approach to learning strategies. This
notion of flexibility can be further extended to include
other aspects of the learning process as the following
discussion shows.
3.3.2 Flexible learning strategies

Working towards

achieving a responsive institution will include a commitment
towards offering learning situations that are flexibly
arranged to meet the specific needs of non-traditional adult
learners.

In particular, problems associated with the

timing of provision often means that people involved in
shift work, part time work with irregular hours or with home
responsibilities have difficulties over regular attendance
and studies cannot be pursued very easily.
In responding to such difficulties, institutions should
look to arrange provision that is flexibly timed and
modularised so as to allow for sampling of various courses
and encourage flexible modes of attendance to a wider range
of opportunities. This opens the way to the concept of
"flexi-study" where adult learners are offered a greater
choice of study programmes, flexibility of time scheduling
and the opportunity to develop their own pace of learning.58
Closely linked to this latter point is the importance
of offering courses which are appropriate to the learning
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stage of non-traditional learners to avoid the risk of
excluding potential students through irrelevant provision.
This will require flexibility on the part of institutions in
organising new, or adapting existing programmes as, for
instance, the pre-"0" level maths course at Southampton
Institute of Adult, Youth and Community Education.59
This type of flexibility in course provision opens the
way to broader opportunities in adapting programmes to fit
specific learning needs and can be an important part in the
progression of less advantaged adult learners.

For

instance, some institutions offer certificated programmes
specifically aimed at non-traditional adult learners which
act as pre-course preparation for advanced study or higher
level programmeg."
Developing flexible learning strategies however,
carries the associated risk of treating adult learners in
isolation. The nature of flexi study encourages independent
learning in a variety of settings. For the non traditional
adult learners this type of participation may have the
benefits of meeting many of their requirements when reengaging with the education system but it can also produce
problems related to confidence building and the sharing of
experience.
It will be important therefore for institutions to
encourage wherever possible learning in groups, both for
mutual sharing of experience and as a way of supporting
individuals and of restoring personal confidence which is
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essential to the fullest participation in the continuum of
learning opportunities. Once having achieved these aspects
of group learning and established in learners the
confidence to participate in educational programmes the next
stage will involve the negotiation of individual action
planning which allows adults to review prior achievements,
plan learning activities and set targets for future study.
This aspect of confidence building has close parallels with
the interventionist element of community education and can
be regarded as part of the personal support for adult
learners which professionals in institutions should
constantly strive to provide. Learning strategies that
continue the flexible and informal methods developed in the
first stage of the community education continuum will be
more appropriate for non traditional adult learners, helped
particularly when professionals in institutions are
sensitive to the previous educational and cultural
experiences of learners.
Developing supportive and responsive strategies thus is
a goal to be aimed for in achieving accessible institutions.
However, such strategies raise issues for the way in which
the administration within institutions respond to the new
demands placed upon it in supporting and responding to nontraditional students. How providers might operate more
'learner friendly' organisational arrangements will be
considered next.
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3.3.3 Organising the open institution

The way in which

institutions are receptive in their arrangements to receive
non-traditional adult learners is crucial to the perceptions
such learners will hold on the openness and willingness of
education to be learner friendly.
Studies have confirmed that institutions which have
poor or inappropriate publicity, unfriendly reception and
enquiry points and complicated admissions procedures,
contribute to seriously obstruct the re-entry of
disadvantaged adults.61 Thus, in attempting to overcome the
barriers produced through administrative arrangements,
institutions should firstly pay particular attention to the
availability and language of their publicity. Not only
should it be in an informal and readable style with easily
recognised language, it should be widely available at main
centres and in the local area at places such as libraries,
employment centres, community centres and shopping areas.
Secondly, improvements should be made to the reception
and enquiry points in institutions. The evidence from
studies6 2 found that many adults' first contact with
institutions were spoilt by reception facilities that were
inadequate or a telephone enquiry service that was either
unavailable or unhelpful. Improving such areas of contact
may, as far as telephone enquiry services at institutions
are concerned, mean improving both the number of lines
available to deal with queries and the information available
to operators to make the right connections.

Reception

areas too should have trained and knowledgeable staff
available to deal with adults, within comfortable waiting
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areas with appropriate internal and external signposting.
Improving the receptivity of institutions for nontraditional learners thus implies adequately trained and
supported staff in the reception and telephone services who
are often the first person to be contacted by the public.
The way they deal with enquirers may be the difference
between participation or non participation by potential
learners.
Thirdly, creating a learner friendly environment will
be assisted by institutional admissions policies that have,
for example, application forms which are in an appropriate
format for non-traditional students and enrolment procedures
which minimise unnecessary queueing and formal and
unfriendly interviews.
By overcoming the inflexibilit.ies and lack of
responsiveness often found in the general administration of
institutions, and by improving the associated reception and
publicity arrangements, participation in educational
programmes will appear more achievable and open to those
adults who have benefited least in the past. As such, these
improvements offer ways in which institutions can become
more responsive to, and increase the participation of, nontraditional adult learners within an open and accessible
educational environment.
Fully achieving this goal will usually involve a
combination of supporting learners and responding to their
learning needs within flexible and receptive institutions
that actively seek to equalise educational opportunities

190

through strategies which attempt to remove barriers to the
entry or progression of learners. Thus in this second stage
of the continuum in learning opportunities, two elements
emerge which characterise the efforts of institutions
seeking to attract and hold non-traditional learners. These
elements can be described as supportive and responsive, the
presence of which in institutions are crucial to increasing
access into education.
When these two elements are set alongside the
interventionist element, which is drawn from the first
stage, the three elements that characterise the continuum of
learning opportunity in community education can be
summarised as
!interventionist,

supportive

responsivej

These elements however, should not be regarded as a static
representation of community education in which each part
functions independently of the other. On the contrary, they
are part of a potentially dynamic educational process which
has the overall purpose of developing learners and achieving
more open and accessible institutions.
In a fully developed model, community education has the
potential to overcome the barriers to learning which were
identified in Figure 6 on page 155. Furthermore, the model
can assist the least educationally advantaged adult learners
increase their skills and knowledge to participate more
fully in the main opportunity structure of society. How
such a model might function will be discussed in the next
part of the chapter.
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4. TOWARDS A MODEL FOR COMMUNITY EDUCATION
The discussion so far in the chapter has led to a
proposal that suggests community education is capable of
overcoming a range of barriers related to dispositional and
institutional factors which inhibit the re-entry into
education of non-traditional adult learners from lower
social class backgrounds.
Hence, a community education process has been
identified which contains a two stage continuum of learning
opportunities that is exemplified by three key elements
which contribute to the overall purpose of developing
learners and achieving more open and accessible
institutions. Figure 7 summarises in diagrammatic form such
a process.

Fiqure 7

The Community Education Process
Stage Two

Stage One
Continuum of
Learning
Opportunities

Key elements

Overall Purpose

Developing
locally based
educational
activity

Interventionist
- outreach contact
- negotiated learnin

Influencing
Institutionally
based provision

Supportive
- transitional
- guidance
- costs of
learning

Responsive
- outreach
- flexible
- learner
friendly

Developing learners and achieving more
open and accessible institutions
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Whilst Figure 7 illustrates what is contained in the
community education process, it is a static representation
of what is essentially a dynamic and interactive
relationship in the continuum of learning, between the
process in the continuum and between each of the three key
elements with each other. Thus, what is not evident in
Figure 7 are the interrelationships which occur between some
or all of the key elements in contributing to the continuum
nor how each element in practice reflects the overall
purpose of community education. Hence, in a fully developed
model, each of the key elements and the overall purpose
interact in a dynamic and iterative manner to produce a
model for community education. A pictorial illustration of
this dynamic process is given in Figure 8.

Fiqure 8

A Community Education Model

Interventionist

Developing
Learners
and
Achieving
OpeL! and
Accessible
Institutions

Open
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•<6,

Thus, in the fully developed model, the continuum of
learning with its two stages becomes an iterative process
whereby each element in the stages reflects the
developmental, open and accessible components of the overall
purpose. Therefore, each element in the process will
reflect in practice all parts of the overall purpose so that
whatever element is taken from the continuum, it will always
have a developmental, accessible and open emphasis
underpinning the practice.
This can be illustrated for example, when in the
interventionist element contact is made in the local area
and negotiation commences on learning activities. In that
situation, professional educators should see the
possibilities for developing in people a confidence in the
value of education and the belief that they can benefit from
participation. By negotiating with local people, the
education system is made more accessible and open to nontraditional learners thus fulfilling the purpose of
developing learners through community education.
Furthermore, aspects of the supportive and responsive
elements can be found in the interventionist element. In
contacting people, professionals will be seeking to support
individuals and groups in their local area through
involvement in local activities and events and eventually,
supporting the learning activities and events that are
carried out. Community educators too, will include aspects
of the responsive element as they collaborate in meeting
educational needs and requirements with appropriately
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structured, flexible and locally based activities as part of
the first stage of re-engagement.
The situation also pertains with each of the other two
elements in the process. Thus, when community educators are
seeking to influence institutions to provide support for
learners, for example by assisting with the costs of
participation, there will be involved in the situation the
purpose of developing in people confidence in addition to
creating educational provision that is more open and
accessible to less advantaged adults. In this supportive
function will be found aspects from the interventionist
element when, for example, transitional arrangements are
negotiated with learners. So too will interaction with the
responsive element occur as, again for example, methods for
easing the costs of learning are agreed between institutions
and learners to create more learner friendly arrangements.
Similarly, in working to achieve responsive
institutions, through, for example, flexible learning
strategies, community educators will be developing for the
least advantaged learners more appropriate educational
opportunities which opens access into institutions. In this
responsive element too, will be contained aspects of the
interventionist element when, for instance, outreach work is
carried out by institutions. The supportive

element will be

included also as guidance and personal support is offered to
adults participating in flexible learning strategies.
This interaction between each element and the overall
purpose of the community education model and the
intermeshing of the elements with each other can be seen as
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part of an iterative progression that characterises the
community education process. At whatever point educational
engagement is sought, other elements are by implication
necessary to fulfil each particular part of the continuum.
The model hence is developmental with each element dependent
on the other to create the conditions for a continuum of
educational opportunity.
It is crucial therefore that professional educators and
institution builders manage the implementation of the key
elements with a view to the importance of the interaction
between elements in the overall process. Thus the linkages
between each element are vital in sustaining the continuity
and coherence of the process: institutions which receive
non-traditional adult learners but have little guidance and
support available or flexible and negotiated learning
strategies will quickly lose their attraction for the groups
in question. Similarly, community educators who see the
interventionist element as an end in itself in engaging
adults in local areas without establishing arrangements to
assist in the transition into institutional provision
increase the risks of such work remaining on the margins of
the main system. In both these situations, not only will
the activity embarked upon fall short in providing a
continuum of educational opportunity but it will fail to
fully develop learners and achieve more open and accessible
institutions.
Therefore, the overall purpose of the community
education model may be described as developing learners and
contributing towards more open and accessible educational
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institutions that actively seek to meet the needs of nontraditional adult learners. A major objective of the model
consequently is to encourage the progression of adults from
the first stage in the continuum into mainstream educational
provision. While it may be the case that non-traditional
adult learners may get involved in educational activities as
a means of enjoyment or as an end in itself without the need
or desire to move on to other provision, the idea of
progression in the continuum is important. It remains a
crucial feature of the community education process to raise
the awareness of adults and point to the benefits of wider
educational participation while at the same time, moving
people on to voluntarily engage in the main educational
structures and to gain the knowledge and skills to develop
as individuals and as members of their communities. Through
the educational process exemplified in this approach,
community education contributes to the vital role of giving
the least advantaged people the skills and knowledge that
may assist them to intervene in the cumulative disadvantages
which trap them in the cycle of powerlessness described in
Chapter One.
By engaging non-traditional learners in fully
accredited educational activity within the main provision
they will be exposed to greater opportunities. From this
position the least advantaged groups may be potentially
empowered to participate in the main social and economic
systems thereby developing the potential to alter not only
their own personal circumstances but those of their
communities.
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Closely linked to this latter point is the possibility
that through education a longer term impact on the cycle of
powerlessness may be achieved. As non-traditional adult
learners benefit from the learning process, the negative
perceptions once held about education and passed on to
children may be reversed and substituted by positive
attitudes towards learning. Hopefully, in time, children
will grow up within a supportive climate towards education
and seek to achieve maximum benefits from the available
opportunities. As they grow into parents they too will pass
on the positive values of education to their children.
The possibility is thus held out through education to
alter the negative attitudes prevalent amongst disadvantaged
groups towards their situation. The hopelessness and lack
of confidence to alter circumstances could be changed by
empowering adults and subsequently children, through the
educational experience, to take a positive view of their
potential as individuals and as communities and improve
their present and future life situation. Community
education can contribute to this position by a process which
encourages "flexibility, imagination, coordination and
participation"63 on the part of professional community
educators, institution builders and adult learners towards
creating open and accessible educational systems.
Later in Chapter Five, the continuum of learning and
its key elements contained in the community education model
proposed in this chapter will be used to evaluate the work
of a community education project in Hull which is described
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in the following chapter. Thus, the evaluation will
consider how far the study of community education in
practice illuminated and developed the idea of a continuum
of learning opportunities and validated the interventionist,
supportive and responsive elements of the model. While
Chapter Five deals with this evaluation, the following
chapter sets out to describe in detail the development of
the community education project.
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CHAPTER FOUR
COMMUNITY EDUCATION IN PRACTICE:
THE NORTH HULL COMMUNITY OUTREACH PROJECT
INTRODUCTION
Chapter One was concerned with urban priority areas and
the effects of adverse material conditions on local
communities. It was suggested that as one aspect of
disadvantage affected another, the cumulative effect served
to trap members from low income groups in a cycle of
powerlessness.1 Furthermore, this situation was shown to be
spreading out from the inner areas of cities to affect other
parts of the conurbations thus increasing the numbers of
people who were becoming socially polarized from the main
institutions of society.
Chapter Two considered the way in which community
education emerged during the post war period as one solution
to the perceived problems of priority areas. In the
subsequent examination and analysis two broad strands were
identifiable which stressed a community problem solving
approach for community education. Thus, in the compensatory
strand, the emphasis was on altering the cultural outlook of
children and their families through a strategy of positive
discrimination and programmes of compensatory education.
In the second broad strand the focus switched to an
interventionist approach which stressed the potential of
priority area communities to regenerate their situation.
Community education would assist in this reconstruction of
urban life through community development in which three
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responses, the school based relevant curriculum, community
action through adult education and community control of
institutions were promoted as key elements.
It was argued however, that each of these responses
made little progress in altering the social and educational
problems arising within priority areas and failed to achieve
the level of regeneration amongst local communities that was
envisaged. It was argued that a contributory factor to the
failure of the responses was in the underestimation by
community educators of the complexities of a diverse urban
society. The assumption that there existed in priority
areas a single, unified homogeneous populaticn capable of
coming together through education to alter their material
circumstances was subsequently shown to be fallacious.
What appeared to be missing in the analysis by post war
community educators was an understanding of the powerful
inhibitions produced by situational, institutional and
dispositional barriers to learning which, in Chapter Three,
were shown to restrict participation in education.2 The
argument suggested that the complex interaction of these
multiple factors requires an approach from community
education which stresses the educational engagement of the
least advantaged groups in society, rather than a concern
with overt social change or community regeneration. The
proposed model of community education sought to achieve this
educational engagement by creating a continuum of learning
opportunities with the overall purpose of developing
learners and achieving more open and accessible
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institutions.3

Central to this purpose were the key

elements in community education practice that were
interventionist, supportive and responsive.
The purpose of this and the following chapter therefore
is to examine this model through a critical analysis of a
community education project in Hull that was fashioned on
the process suggested by the model. Hence, the development
of the North Hull Community Outreach Project, which focused
on the Orchard Park Estate located approximately three and a
half miles to the north of the city centre, is described in
this chapter. In the following chapter an evaluation is
undertaken which discusses how far the practice developed in
the project, illuminated and developed the model of
community education put forward in the previous chapter.
This chapter is consequently organised in the following
three parts to facilitate this task.
1. A profile of Hull and the Orchard Park Estate.
2. Establishing the North Hull Community Outreach Project.
3. Describing the North Hull Community Outreach Project.
In the first part a socio economic and educational profile
for Hull and the Orchard Park Estate is provided and the
material conditions which contribute to the priority area
status of the estate are discussed in order to provide a
context within which the initiative can be located and
subsequently evaluated. The second part of the chapter
reviews the position of the local education authority (LEA)
on community education and considers the methodology used in
the project, thus providing the background to the
establishment of the project.
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In the final part of the chapter, the actual
development of the work in the project is described,
providing details of the practice to be evaluated against
the proposed model of community education described
previously.
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1. A PROFILE OF HULL AND THE ORCHARD PARK ESTATE
The purpose of this part of the chapter is to set the
context within which the North Hull Community Outreach
Project functioned by describing the socio economic and
educational characteristics of the Orchard Park Estate and
the city of Kingston upon Hull.
In the broader context, the city of Hull, with a
population of 245,000 is situated within the administrative
county of Humberside (see Map One). The county has a
population of approximately 859,000 and stretches from
Bridlington in the north to the River Humber and south
across into what was once North Lincolnshire, with the
County Council having responsibility for educational
provision as the local education authority (LEA).
It will be shown in this part of the chapter that the
Orchard Park Estate with its population of 13,800 (see Map
Two) experiences a range of material disadvantages very
similar to those which characterise the urban priority areas
described in Chapter One. As an outer estate Orchard Park
is included in the outer areas of Hull which recorded
nationally the twenty fourth worst ranking for the incidence
of social deprivation demonstrated in Table 5 in Chapter
One.4
The estate should be seen also in comparison to the
inner area of Hull which on the same measure scored the
fourth highest incidence in Britain of social deprivation.
This position of overall disadvantage in the city has to be
considered in the context of the decline since the 1950s of

208

National Context
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Hull as a major sea port which brought with it severe
difficulties for the local economy. Despite eligibility for
assistance under the Urban Programme, the problems of
economic stagnation and housing decline have created long
term material disadvantages in both inner and outer parts of
the city. This part of the chapter therefore has the
following four sections which assist in describing
conditions within the city of Hull and the Orchard Park
Estate:
1. Population statistics.
2. Employment trends.
3. Housing conditions.
4. Educational provision.
The information emerging from these sections thus provides
the context for the subsequent description in Part 3 of the
Outreach Project developed in Orchard Park.

1.1 Population Statistics
The population profile for both the city of Hull and
Orchard Park is broadly similar as Figure 9 shows.

Figure 9

Population profile for Hull and Orchard Park

Age group
(in years)
65+
45-64
25-44
16-24
5-15
0-4
Source:

Hull
Pop. 245,000

Orchard Park Estate
Pop. 13,800

14%
22%
25%
15%
17%
7%

13%
24%
22%
17%
19%
5%

Derived from OPCS (1982)5
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A noticeable featur.e in the general area are the low
numbers in the population of ethnic minorities. In both
Humberside and Hull, ethnic minorities make up less than
0.8% of the respective total populations while the figure
for Orchard Park reflects the trend with less than 1% of
residents from ethnic minority backgrounds. The social
class composition of the population in Orchard Park however,
differs in two significant ways to the rest. of Hull.
Firstly, the estate contains far fewer residents from Social
Class I and II than for Hull as a whole and secondly, the
estate ranks as the-ward with the second highest percentage
amongst all the electoral wards in the city for heads of
household from Social Class V. Figure 10 shows the relative
figures.

Figure 10 Social class composition for Hull and Orchard Park
Social class
Professional and
Managerial

Hull
I/II

16%

6%

III

51%

49%

IV

19%

21%

V

11%

20%

VI

3%

4%

Skilled Occupations
Semi-Skilled
Occupations
Un-skilled Occupations
Armed Forces and
Inadequately Defined
Occupations
Total Population

Orchard Park
Estate

245,000

Source: Derived from OPCS (1982)6

212

13,800

The high percentage of unskilled residents present in
Orchard Park is largely explained by the resettlement during
the 1960s of less skilled people, predominantly unemployed
as a result of the slump in the fishing industry, Hull's
major employer at the time. Although over the following
twenty five years or so the pattern of employment has
changed for many from the estate, the incidence of
unemployment has remained largely at a similar level, as the
next section demonstrates.
1.2 Employment trends
The number of economically active residents in Hull
numbers 102,230 with 5,740 of those living on the Orchard
Park Estate. The occupational distribution for both the
city and for Orchard Park, as Figure 11 shows, is towards
the greater proportions of the workforce in service related
employment.
Figure 11

Type of employment of residents
Hull

Orchard Park Estate

Manufacturing and
Construction

38%

41%

Distribution and
Catering

22%

20%

Transportation

10%

10%

Other Services (including
Agriculture, Energy and
Water)

30%

29%

102,230

5,740

Total Workforce

Source: Derived from OPCS (1982)7
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However, the most recent figures available suggest that
the prognosis in some of 'the employment areas is not good.
Of the redundancies notified in Hull for 1991, 75 per cent
were in manufacturing and construction and almost 11 per
cent in distribution.8 With little comparable inward
investment to replace jobs lost, the high unemployment
trends for parts of Hull and the Orchard Park Estate look
set to continue. The situation at the 1981 Census provided
evidence showing how Orchard Park had an overall
unemployment rate of 20 per cent making it the fifth worst
affected electoral ward in Hull. Figure 12 illustrates the
extent of the position in 1981.

Figure 12

Unemployment rates for Hull and Orchard Park 1981
Hull

Orchard Park Estate

Total unemployment rate

16%

20%

Unemployment rate of
economically active males

19%

25%

24%

27%

Unemployment rate of all
economically active young
persons (16-24)
Source:

Derived from OPCS (1982)9

The situation in 1991 has shown little improvement,
and, if anything, reflects an increasing problem in Orchard
Park as Figure 13 shows.
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Figure13

Unemployment rates 1991
Hull

Orchard Park Estate

Total unemployment rate

15.2%

27%

Unemployment rate of
economically active males

20%

30%

Source: Derived from Department of Employment (1991)10

Hence, by December 1991, Orchard Park had become the fourth
worst affected ward in the city for overall unemployment and
the second highest for male unemployment. Furthermore, a
recent survey in 1991 of residents from Orchard Park found
that 63.5 per cent of people interviewed had been out of
work between six months and two years, and that 20 per cent
had been out of work longer than two years.11 Comparative
figures for 1988 showed that 25 per cent had been unemployed
for over six months and less than two years, while those
without employment for over two years registered at 43 per
cent.12
Thus, while there had occurred a shift in the pattern
of long term unemployment the survey found nevertheless that
there were "sections of the community ... for whom
unemployment has become endemic and generational, forming
groups of people who ... appear to be virtually
unemployable".13 The position of approximately one in three
of those unemployed on the estate having been without a job
for over a year was further exacerbated by the geographical
isolation of Orchard Park from- employment centres, an
outcome that arose out of post war policy to develop outer
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estates in Hull which had consequences for the types of
Po

housing on the estate. The issue of housing on the estate
is described in the next section.
1.3 Housing conditions
The Orchard Park Estate is predominantly a post war
uniformly built local authority outer estate where many of
the properties are in a poor condition and in need of
repair.14 The initial council estate, built between 1919
and 1950 was established in an effort to rehouse the
population of the inner city of West Hull suffering from the
effects of substandard properties and bomb damage during the
war. This resulted in some 1700 dwellings being built with
a further 3600 added after 1964. These properties included
high rise flats and were used to house the population moving
out of the dock areas of Hull following the collapse of the
fishing industry. Subsequently, the composition of housing
type on the estate reflected the predominant council
involvement in the area as Figure 14 shows.

Figure 14 Household type : Hull and Orchard Park

Type

Hull

Orchard Park Estate

Owner occupier

38%

2%

Renting from City Council

47%

97%

Renting privately

12%

0.2%

3%

0.3%

Other (i.e. Sheltered Housing)
Total households

97,982

Source: Derived from OPCS (1982)15

216

5.335 (5.45%)

Households on the estate too contained more occupants
likely to encounter disadvantage than elsewhere in Hull as
Figure 15 illustrates.

Figure 15

Disadvantaged households
Hull

Private Household
containing a Pensioner
living alone

Orchard Park Ranking out
of 20 wards
Estate
(best 1,
worst 20)

16%

16%

11

Private Households in
permanent buildings with
more than one person per
room

4%

7%

19

Private Households which
contain at least one
single-parent family
with dependent children
aged 0-15 years

2%

4%

19

Source: Derived from OPCS (1982)16

Furthermore, Orchard Park contains the third highest
level of households in the city lacking a car at 67 per cent
with a population heavily dependent on public transport.17
In addition, the high numbers from socially vulnerable
groups who include unemployed people, one-parent families
and pensioners live amidst an unwelcoming environment.
The Orchard Park Estate has a lack of open spaces, with
existing space being featureless, poor shopping parades, is
isolated from family and childcare facilities and has a
shortage of community and recreation centres, all of which
increases the sense of social dislocation for many people
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living on the estate. When questioned in the 1991 survey on
the perception residents held over the quality and extent of
social relationships on the estate and whether people
thought a. good sense of community existed on Orchard Park
only 34 percent agreed while over 42 per cent disagreed and
24 per cent either didn't know or had no opinion.18 When
further questioned, respondents pointed out the connection
between unemployment and crime whether of theft, vandalism
or rowdiness which were perceived to reduce the feeling of
community.19
The feeling by local respondents that unemployment and
crime were linked and together, contributed to a lack of
community invariably reflected a subjective bias towards the
local situation. However, crime statistics in 1989 showed
Orchard Park to have the second worse figures for recorded
crime in the respective sub-division, with crimes againstproperty and cars featuring significantly in the figures.2°
Whatever the reasons behind the statistics, they combined
with the fact that. 19% of all probation cases for Hull came
from people living on the estate to contribute towards a
feeling that the area was in decline. Thus, the material
conditions on Orchard Park with disproportionately high
levels of unemployment, personal deprivation and a sense of
social dislocation reflected the worst disadvantages
associated with urban priority areas described in Chapter
One.21
Furthermore, the educational record on the estate was
poor with attainment levels well below the average for the
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city and the LEA as a whole. This educational performance
will be the concern of the next section.
1.4 Educational provision
Educational provision in Hull is under the auspices of
Humberside County Council as the LEA which in 1991
maintained 141,000 children at 427 schools, 73,500 students
at six further education colleges and 82,000 adult education
enrolments within a budget of £352 million. In Hull there
are eighty primary schools, eighteen secondary schools, two
sixth form colleges and one college of further education,
five full time adult education centres and seventeen full
time youth centres. On the Orchard Park Estate there are
five primary schools, one secondary school, three part time
adult education centres, three full time youth centres and a
number of part time evening centres.
The high percentage take up by those from Orchard Park
Estate entitled to free school meals and clothing grants,
which are linked to low income, largely reflects the socio
economic position discussed in the preceding sections of
this chapter. The statistics in Figure 16 illustrate the
extent of the position.
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Figure 16 Free school meals tnd clothing grants : Percentage take up

P

P

S

P

S

Free
school
meals

74.12 47

Clothing
grants

58.06 44.5 57.37 31.45

P = primary

LEA

Hull

North Hull

Orchard Park
Estate

72.53 28.38

P

S

S

42.6 25.20

30 16.80

27.40

25 17.90

36

S = secondary

Source: Humberside LEA (1992)22
The high allocation of free school meals and
clothing grants reflects the financial difficulties of many
families on Orchard Park, which is linked to the broader
problems associated with poverty and low income in such
priority areas. Adding to this aspect of disadvantage is
the achievement of children in schooling which, in Orchard
Park, ranks amongst the lowest in Hull and the LEA as Figure
17 shows.
Figure 17 GCSE passes and staying on rates : Orchard Park Estate
Orchard Park North Hull
Estate

Hull LEA UK

GCSE % pass
of entries

90

91.7

89

93

94.8

GCSE % A-C's
of entries

21

31.3

23

35

42.3

GCSE passes
per pupil
on roll

4.2

5.8

5.6

6.7

6.8

Staying on
rates by year
11 pupils

17.2

33

Source: Humberside LEA (1992)23
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35.8

38.7 49.9

This poor achievement in schooling and a low staying on
rate into post school education can be regarded as
synonymous with priority areas as Chapter One
demonstrated.24 There it was argued that the persistent
failure of children from priority areas to benefit from the
educational system was a contributory factor in the
continuation of the cycle of powerlessness which serves to
trap many people from priority areas.25 Thus, a lack of
qualifications weakens an individual's opportunities in the
job market which in turn affects their housing opportunities
and social mobility.
This situation appears to be working in the Orchard
Park Estate too; amongst the people who were unemployed on
Orchard Park, two thirds were without any formal educational
or vocational qualifications.26 Not only were they
unemployed and lacking qualifications, there appeared no
apparent desire to get more, as the responses to a question
in the 1991 survey of the estate indicated. Of those asked
if they would like to get better qualified only 22 per cent
said they would while over 56 per cent responded
negatively.27 The reasons given for not getting
qualifications are shown in Figure 18.
Figure 18

Qualifications : Why not?
Too old
Waste of time
Don't need more
Don't want any
Doesn't get a job
Don't like school

22.1
15.9
14.2
14.2
13.3
8.0

Source: Polygon Research (1991)28
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It appears from the survey that the longer unemployment
affected a person, the less inclined they became to take
part in education and the greater their hopelessne'ss at ever
achieving the skills or training to re-enter the job market.
This dispositional barrier to education was summarised in
the 1991 survey which suggested that generations of
unemployment and its attendant hardships ... have inflicted
a sense of, if not despair, at least defeatism.29
This disengagement from post school education together
with the general problems associated with the socio economic
circumstances on the estate provides the context against
which the LEA responded to tackle the educational needs of
unemployed people. The result was the development of a
multi-disciplinary community education project to work in
the North Hull area. The background to the establishment of
this initiative and the circumstances in the LEA at the time
of its emergence will be considered in the next part of the
chapter.
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2. ESTABLISHING THE NORTH HULL COMMUNITY OUTREACH PROJECT
This part of the chapter is crganised to enable three
aims to be fulfilled. Firstly, to discuss the emergence in
the LEA of a community education perspective. Secondly, to
describe the arrangements for launching the North Hull
Community Outreach Project and thirdly, to outline the
methodology used in establishing the Project. The following
three sections reflect these aims.
1. The LEA and community education.
2. Launching the Project.
3. Methodology for the Project.
2.1 The LEA and community education
Since the middle part of the 1980s the education
service in Humberside has at times through itr individual
agencies jointly carried out work directly related to the
educational needs of younger and older unemployed adults.
Hence, over a period of years, experiments have taken place
with a number of small scale initiatives in which adult,
youth and careers service staff jointly sought to provide
coordinated educational services to local groups and
communities, particularly in the Hull area.

Examples

include attaching careers officers to daytime and evening
youth centres and educational guidance services to adults in
partnership with the adult education service.
During 1986, a number of developments were beginning to
emerge from the LEA under the broad notion of community
education. The Education Committee Staffing Monitoring
Group30, established to oversee the reorganisation of all
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schools in the Hull area, agreed proposals to allocate
additional staff as "compensatory provision for schools
identified as disadvantaged because of environment
factors".31 These proposals led to the appointment of 42
home-school liaison teachers with a half time teaching
timetable together with specific responsibility for
facilitating the development of an effective partnership
between home and school.
In June 1986 the Education Committee established a
working party and commissioned a survey of existing
community education provision within the LEA to include the
home-school strategy, schools with community facilities and
the various inter-service community education initiatives
out in local areas. At the same time a post compulsory
planning group was formed in the Education Department to
look specifically at community based and outreach schemes
involving post sixteen providing services working with
unemployed adults.32 In the late summer of 1986 the
planning group proposed that a cross service outreach pilot
scheme should be established in North Hull, thus formalising
existing ad hoc arrangements between services. The
justification for choosing North Hull was linked to criteria
drawn up by the group that the pilot scheme should
concentrate on an area of identified multiple disadvantage
and where educational participation in the post school phase
was limited. The development of the idea of an outreach
project therefore coincided with a period during the mid to
late eighties when the Humberside LEA began to explore the
possibilities of a community education approach across the
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whole education service. Consequently, while the school
response concentrated more on a compensatory education
model, reminiscent of the positive discrimination debate in
Chapter Two33, the post 16 response was concerned with
collaborative and community based activities working in
particular with unemployed people. The emphasis on a
community education approach to post 16 thinking and
practice was stimulated by the appointment in February 1987
of a senior officer with responsibility for developing
community education across the post compulsory phase. He
brought to the LEA a wide experience of this area of work,
in particular, promoting the principles of community
education developed in the proposed model described in
Chapter Three.34
The endorsement by the Education Committee of an
Authority statement on community education appeared in the
summer of 1987 (see Appendix Three), well after both school
and post compulsory initiatives were under way but did serve
to reinforce the LEA view that a "high degree of local
collaboration between schools, colleges, and the adult and
youth services"35 was an integral part of the community
education approach. The broad commitment from the LEA
together with the judgement by professionals that all the
evidence showed Hull to be experiencing social and economic
disadvantages which contributed to low achievements in all
phases of education subsequently provided the context and
desire in the Authority to launch an interventionist
strategy in North Hull. The arrangements for establishing
that initiative will be considered next.
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2.2 Launching the Project
The first task of the post compulsory planning group
following the agreement to establish a pilot project in
North Hull was to make arrangements for a local group to
oversee developments. Subsequently a North Hull Steering
Group was established in the Autumn of 1986 36 with the
twofold task of firstly, formulating an inter-service
project that would improve the personal and vocational
development of adults and secondly, to identify specific
parts of North Hull to focus the work.
In early 1987 the Education Committee asked that the
Hull College of Further Education develop community

education programmes using the surplus Sir Leo Schultz
Senior High School in Orchard Park Estate. At the same
time, the North Hull Steering Group presented a report
entitled "A Project to Extend Educational Resources in Urban
Communities"37 in which it was proposed that a cross
institutional pilot scheme should be introduced into the
Orchard Park Estate and the North Hull Estate for two years
in the first instance. The purpose of the initiative would
be to "extend educational provision for those over school
age in urban areas, particularly the long term unemployed,
by institutional cooperation and developing a coherent and
coordinated response to meet the needs of the local
community"." Further schemes would follow in other urban
areas in the LEA pending the outcome of the lessons learned
from the work in Hull.
The proposal received Committee approval in February
198739 and arrangements were made to establish a local
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Management Group under whose direction the scheme would be
managed with the Steering Group forming the nucleus of a
broadly based local Consultative Group advising on community
and institutional issues. A newly constituted County
Planning Group responsible for the oversight of this scheme
and other post school initiatives was also established.
Figure 19 illustrates the proposed arrangements for managing
and supporting the Project.
Figure 19

North Hull Outreach Project:
System of Management and Support
County Coordinating Group
Deputy Director of Education
Senior Education Officers
Representatives of Adult,
Careers and Youth Services,
Advisory Service and Post
Compulsory Management Team
To develop and maintain the
County perspective

Local
Consultative
Group
Representatives
of local schools
District Council
Other statutory
agencies.
Voluntary agencies
To advise on
Community and
institutional issues

To provide
service
support

Local Management Group
Representatives of Adult,
Careers, Youth Srvices,
H Hull College of Further
Education, schools and
other key providers.

County
Post
Compulsory
Services

To provide
service
support

To manage the Project and
provide local support
To provide
Project Team Leader
service support/
To lead and manage
day to day affairs. f-----professional
direction
Project Team members and
Clerical Assistant
Youth Service
Careers Service
Adult Education
Hull College of Further
Education

Source: NHCOP40
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To provide
service/support
professional
direction

The recommendation in the report by the Steering Group
for a multi disciplinary Team to develop the initiative led
to appointments being sought from within the Adult Education
Service, Youth Service, Careers Service and the Hull College
of Further Education. The members would be expected to have
considerable experience of working with adults, especially
those experiencing unemployment, and would also be expected
to be able to work closely with a wide range of statutory
and voluntary agencies, including members of local community
centres, residents' groups and individual members of the
area. In choosing the team, considerable effort was made to
ensure that the team would not be perceived as 'officialdom'
so individuals were sought who would have the personality
that could create confidence and understanding amongst the
local population.
Subsequently, the appointments were made of
fieldworkers from the separate institutional organisations,
each with different pay and conditions of service, who were
experienced professionals aware of the bureaucracy of local
authority processes, its language and means of decision
making. Each fieldworker was able to demonstrate competence
in communication skills, report writing and dealing with
other professionals while bringing to the team considerable
experience of working with a broad range of less advantaged
learners. The team were to occupy a surplus school house
block on the Sir Leo Schultz site, adjacent to the Hull
College community annexe and on the periphery of the Orchard
Park Estate, although the area of benefit included the North
Hull Estate (see Map Three).
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AREA OF BENEFIT

NORTH HULL OUTREACH PROJECT
(JANUARY 1988)
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By the end of the summer 1987 arrangements were in hand
to launch the North Hull Community Outreach Project in the
Autumn under the leadership of the Careers Service worker
who received an additional responsibility allowance. The
emphasis for the Project would be on action research over a
time limited period as the next section in the chapter
describes.
2.3 Methodology for the Project
The choice of an action research project to carry out
the work was based on the notion that the experience gained
from the pilot scheme could be transferred to other parts of
the LEA exhibiting similar levels of disadvantage and
educational underachievement. The experiment in North Hull
therefore would be for a limited period in which a community
education process based on the model proposed in the
previous chapter would be adopted that allowed educators to
monitor, evaluate and record the practice and its social
context. The process in question would seek to achieve
educational provision that was interventionist, supportive
and responsive and where the practice emphasised working out
amongst local residents in their areas of residence and
organising educational activities in the locality. In this
way, the initiative was intended to reflect closely the key
elements and purpose of the community education model
proposed in Chapter Three.
By developing an action research model, the opportunity
was made to "study an instance in action"41 and capture the
reality and dynamics of everyday social reality which
provided a close description that could inform practice
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elsewhere. Such an apprpach was considered more valuable
than those contained in other forms of scientific enquiry
which relied upon the measurement of sets of objectives or
variables in a statistical form of methodology.42
Statistics alone were felt to be inadequate because, while
they may measure the existence of disadvantage they provided
little information about the complex interaction and
mediating relationships between people and between their
everyday experience of the environment.
In carrying out action research, the Project team
gathered anecdotal and statistical evidence from interviews
and used both open and closed questionnaires43 to obtain
information about practice and to assess attitudes and
opinions on the work being developed. The responses
elicited from the questionnaires were largely subjective
reflecting personal opinions, judgements, attitudes and
feelings about the Project and despite difficulties
associated with verifying the reliability and accuracy of
the responses the information gathered gave valuable
insights into user perceptions about the work. Similarly
the method of using semi structured interviews44 produced
subjective but again direct and valuable feedback from local
residents.
In overall terms, the methods involved in an action
research approach gave the opportunity for a closer
examination to be undertaken of community education in
practice and attendant complexities "to be grasped and
articulated"45 than otherwise might have occurred through
more scientific based modes of enquiry. Essentially, the
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action research project with its emphasis on process rather
than product enabled the unforeseen and unintended
consequences to be adjusted to, accommodated and recorded.
The dynamic interaction of everyday life therefore could be
grasped within a model that allowed complex social realities
to potentially be further explored and understood.
The subsequent development of the North Hull Community
Outreach Project thus became organised around the principles
of action research. The next part of the chapter provides a
description of the Project as it developed over a period of
two years.
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3. DESCRIBING THE NORTH HULL COMMUNITY OUTREACH PROJECT
The North Hull Community Outreach Project commenced on
2nd September 1987 when the Project team took up residence
in a house block on the Sir Leo Schultz site in what was to
be known as "the base". In proposing that the emphasis of
the Project would be to target work with unemployed people
on the two estates of North Hull and Orchard Park, the
Steering Group identified the following objectives in
support of the broader aim:
(i)identify more effectively the educational needs of the
post-school population and make appropriate provision,
giving special consideration to the requirements of the
unemployed while taking into account ethnic and gender
needs;
(ii) provide an integrated approach involving the Adult
Education, Youth, Careers, Hull College of Further Education
and local schools as well as other educational and social
agencies, both statutory and voluntary;
(iii) provide counselling, guidance and educational
provision in locations that are acceptable to unemployed
people and including the concept of "outreach";
(iv) build on individuals' experiences by establishing
varying styles of formal and informal educational provision
that are acceptable to them;
(v)explore working practices and management systems that it
is felt are relevant to an integrated educational approach;
(vi)encourage positive attitudes towards further education
and training and provide access to suitable programmes;
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(vii) integrate individual study with personal experience
and activity to improve relevance. This will particularly
apply to the development of basic educational skills."
In carrying out these objectives in a manner which
reflected the process contained in the model of community
education described in Chapter Three, the Project team
embarked upon a number of key and often overlapping tasks.
These tasks can be grouped into the following four main
areas which contributed to the development of the Project:
1. Building the Project team.
2. Identifying activities and establishing networks.
3. Developing educational activities.
4. Management and ownership of the Project.
3.1 Building the Project team
In establishing the Project team, the Steering Group
envisaged an hierarchical structure for its management as
Figure 20 shows.
Figure 20

Outreach Project Staffing Structure
Senior Education Officer (Community)
Local Management Group

PROJECT TEAM LEADER and SENIOR CAREERS OFFICER (COMMUNITY)
Fieldworkers
- Youth Service
- Adult Education
- Hull College of
Further Education

Clerical Officer

Source: NHCOP (1989)47
The team leader was expected "to lead the multidisciplinary team and provide the necessary vision and
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management skills to form a cohesive unit".48 The first
task therefore facing the leader involved establishing
working relationships amongst team members, and crossing
boundaries inherent in different statutory services. This
meant overcoming the differences in methods of working, of
philosophies and to an extent, the different salary and
conditions

of service which reflected different

organisational backgrounds.
The way this task was approached reflected a
participative ethos that team members agreed should
characterise the management and work of the Project. Thus
the role adopted by the leader in working towards building
the Project team became increasingly one of facilitator and
coordinator, encouraging opportunities for team discussions
and reflection as part of the process of achieving mutual
supportiveness and the identification of common objectives.
The emphasis throughout was on participative management
structures to encourage the team building process whereby
communication and decision making was shared between all the
team members.
Not only was this method of working together seen by
the staff as important in developing a collective sense of
ownership and identity as a Project team, the "participative
and democratic approach to decision making"49 would be a
significant aspect of the Project and permeate all aspects
of the work as the sections that follow illustrate.
Developing the team approach though required more than
a non-hierarchical management structure; fieldworkers
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required the support for their new role that staff
development and training ''opportunities could bring. Thus,
despite the absence in the original budget allocation of
finance specifically allocated for support and training of
Project team members, this was not allowed to hinder
progress. During the first year, a total of 139 days and a
further 60 in the second year, were devoted to staff
development programmes involving all members of the team.
Examples from this programme included a course in the
first few weeks of the Project delivered by the County
Council's training unit designed to meet the task of
developing new relationships and a new role for the
fieldworkers." Another example involved a residential
course with Northern College exploring community development
issues51 while further support and training was initiated by
individual fieldworkers' own organisations.52 These latter
courses were mostly concerned with individual skill
development, in counselling, time management and community
education.
In addition, visits to other projects outside of
Humberside were undertaken in which the team were able to
share experiences and compare different practices.53 A
great deal of staff development too, took place in the
actual work situation through staff meetings, discussions
with other providers and in the interactions with residents.
This process of support and training for the team
continued throughout the duration of the Project and became
an important aspect of the team approach which enabled the
educational activities and work with residents to develop.
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The early commencement of these aspects in the Project will
be described next.
3.2 Identifying activities and establishing networks
During the first three months of the Project, the team
concentrated on making contact with local residents and
other agencies in the area, identifying existing activities
and beginning the process of negotiating local educational
programmes.
Thus, the early work of the Project concentrated on
establishing contact with groups and agencies in the area
who could provide support for the Project objectives. The
team identified 80 such agencies and a further 22
organisations with whom initial contacts were made.54 Once
contact had been made through events such as community
lunches and tenants' group meetings, the team began to
identify existing activities within which they could offer
practical support and at the same time provide a focus for
the team's association with agencies in the locality.
In the period leading up to Christmas 1987, the team
were aware of plans by several groups on the two estates to
hold a variety of events to celebrate the festive season.
Subsequently, the team sent out letters offering assistance
in the activities; of the fifty seven letters sent to local
agencies and community groups, twenty eight replies were
received mostly requesting support in photography and making
videos of local community events.55 Subsequently the
Project team not only filmed activities but also enabled
local groups to use 'the base', youth centres and adult
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education centres to make Christmas costumes, decorations,
props and publicity posters.56
An important aspect in making contact and involving the
Project in the area was the support given to local groups
representing a variety of community interests. The Project
team were able to offer resources directly or access to
other educational facilities to a number of groups and team
members were able to offer training and support for a wide
range of issues and skills, for instance, developing
assertiveness skills, group skills and training on housing
issues. 57 Figure 21 provides an example of the types of
support offered by the Project team.
Figure 21
Group

Local Group Support
Nature of support

Outccine

Orchard Park
'Live Theatre
Group'

Resources for group
to assist in the use
of local church hall
for a variety of events

Approximately 100 people
attended first series of
shows. 45 people at
'Trawling Days' talk.
Group now independent
with own bank account

37th Avenue
Community Centre
40th Birthday
Booklet

Tutor support, access to
Hull College resources audio typing equipment,
student volunteer help

Book completed
and published

Orchard Park
Tenants
Association

Various public meetings
Support and encouragement
plus project attendance
for providing meetings/
training on housing issues at committee meetings

Source: Derived from NHCOP (1989) 57
In following this approach, the Project team recognised
that in this initial stage of their development they were
not only contributing in an active way to local community
events they were at the same time establishing some form of
credibility with local agencies. What became evident to the
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team members also in the early part of the work was that
building relationships would be very slow and time consuming
but nonetheless was an essential and ongoing activity
necessary if the objectives of the Project were to be met.
Equally important in this early phase of the Project
was the need to identify what resources were available and
what activities existed in the estates. The team believed
that any group wishing to establish a new service to ensure
the better utilisation of existing resources or to encourage
new forms of activity should begin by systematically
investigating and exploring what was available in the
locality. Hence, in the early months the Project team
carried out the task of obtaining and analysing the wealth
of information and data on what was available in the area.
Consequently, educational programmes and activities
were mapped and socio economic statistics gathered which
together provided a basis from which the team could approach
the task of developing programmes to meet perceived and
identified needs. An example of this part of the work
included the youth service and careers service team members
jointly undertaking a survey to determine attitudes of young
unemployed between the ages of 19-24 years towards long term
unemployment and how they might wish to spend their time.58
The purpose of this task, along with the broader Project
investigations in the area was to provide information which
could help inform the basis of future provision 'at the
base' and in the local area.
The key to successful integration of the Project in the
local area and of building trust lay in the informal way in
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which the Project team approached local residents and
groups. The involvement in the Christmas activities helped
greatly to establish the identity and credibility of the
team in the area and the subsequent survey and exploratory
work was carried out with the same level of informality,
crucial to the building of relationships and the development
of self confidence of local people. The support given t.o
local groups too, contributed to the establishment of a wide
ranging network of contacts in the area and allowed the
Project team to work alongside residents providing
professional expertise where it was absent in assisting
local people work towards meeting their own needs.
In this way the Project followed closely aspects of the
interventionist element in the proposed model of community
education discussed in Chapter Three 59 which stressed the
need for professionals to work out in local areas, making
contact and establishing relationships with residents as a
basis from which to build confidence to re-engage in
educational activity.
However, helping adults identify their own educational
needs across an area the size of North Hull with two large
housing estates proved to be a time consuming and difficult
task. To be effective the team realised that building trust
and relationships required a concentration of time and
effort over a much smaller scale physical area.
Furthermore, responding t.o the great range of needs and
requests for educational activities in North Hull could not
possibly be met from within the limited resources available
to the Project team. The consequence of this early mapping
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exercise resulted in the Project increasingly concentrating
their contacts and subsequent provision on Orchard Park, the
estate nearest to "the base" and one which exhibited the
greatest range of social and educational need.
Thus while the area of benefit ostensibly remained
North Hull, in practice, the operational field for the
Project became the Orchard Park Estate (see Map Four). The
educational activities which were subsequently developed
hence became focused in and around "the base", with courses
situated at local primary schools and in partnership with
other educational providers. These developments are the
concern of the next section.
3.3 Developing educational activities
The educational activities initiated and supported by
the Project broadly fell into three categories:
(i)those that were developed at "the base";
(ii)short taster courses situated in primary schools;
(iii)activities jointly promoted with other agencies.
These are described next in the following sub-sections:
1. Activities at the base".
2. Provision elsewhere on Orchard Park.
3. Involving other educational providers.
3.3.1 Activities at "the base"

Before any activities

could be developed at "the base", physical refurbishment was
needed to make it more appropriate for use by adults and to
ensure it was capable of being both an administrative centre
and a learning and activity focus for the Project. The
Steering Group had in its specification for the Project
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emphasised the need for "an identifiable base to house
clerical support and resources as well as —. space for
meetings and education provision".60 The accommodation
subsequently included office and reception facilities,
information area, counselling rooms, group rooms, creche,
darkroom, craft workshops, snack bar facilities and full
access for people with disabilities.
The educational provision at 'the base' fell into two
parts:

activities that took the form of workshops

responding to expressed needs and based on more traditional
forms of adult education activities over a longer duration
and taster sessions which acted as an introduction to
educational programmes. The notion of taster courses made
good educational sense to the Project team, who saw such
provision as encouraging confidence building amongst nontraditional learners that had become disengaged and distant
from education. The flexibility of the concept encouraged a
large degree of informality and the minimum pressure in
recouping fees or administrative requirements. It also made
economic sense as the course arranged were in direct
response to local community needs and thus in their
ownership and believed therefore to have a greater chance of
longer term viability when formally offered.
Examples of such courses included cake decorating in
which twelve people took part, nine of whom had never
participated in adult education before and an assertiveness
course in which the four participants had again no
experience of adult education.61 (see Appendix Four).
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The workshops that- were established offered local
people the opportunity to learn skills, for instance, in
photography, woodwork, video and artwork in an informal way,
over a longer period and allowed individuals to develop at
their own pace. Thus the photography workshop, which was
requested by local residents following the photographic
display of local Christmas festivities at "the base" during
December 198762 opened in May 1988 with a paid part time
tutor and between that date and July 1989 over seventy
different individuals participated in family workshops to
living history projects involving senior citizens. The
attraction of the photography workshop lay in its relaxed
drop in approach which encouraged attendance from people who
normally were reluctant to attend formal educational
classes.63
The multi-skills workshop too was in response to local
needs, having its origination in a motor cycle repair
workshop developed in coordination with the Probation
Service targeted at both young offenders and other young
people considered to be at risk. The original scheme
started in September 1988 but because of the lack of space
at "the base", closed three months later. The idea of a
multi-skills workshop super3eded it and opened in January
1989 as a woodwork drop in facility supported by a parttime
paid tutor and incorporated the relaxed and informal style
of other "base" activities.64
The art and crafts workshop which was again based on an
already existing local art group which was relocated to "the
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base' opened in September 1988 and developed into a much
broader activity which proved attractive to a wider group of
residents. During the following year, over seventy five
different people used the workshop facilities and took
advantage of activities in drawing, plaster sculptures,
model making, pottery, pastel making, face masks, graphics,
murals, tapestries and mixed fabrics.65 In addition, a
volunteer tutor helped organise a machine knitting group one
half day each week and a parents' group from one of the
local primary schools used the combined facilities of the
multiskills and art/craft workshops on a self help project
to re-upholster chairs needed for the school community room.
The activities thus provided at 'the base' encouraged
informality and self-help in the educational process.
Assisting in the development of these activities was
the provision of a creche at 'the base', even though no
finance was made available for child-care in the original
budget proposals for the Project. The issue of funding the
creche remained unresolved throughout the duration of the
Project and the facilities that emerged owed much to the
fund-raising capabilities of the team members than to any
formal allocation of monies.66
Despite the difficulties presented by the budgetary
constraints, creche facilities were opened at 'the base' in
August 1988 catering for a maximum of twelve children at any
one time. Over the following year, the provision of child
care facilities proved to be a crucial element in supporting
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parents participating in the educational activities at the
base". This aspect of the Project related closely with the
element in the proposed model of community education which
stressed the importance of supporting learners in the reengagement back into education.67
Another aspect of this element of support was the range
of educational advice and guidance available through the
Project. Residents were offered such support through their
day to day contacts in the workshops and taster courses.
This often took the form of individual and group discussion
with specific requirements for more in-depth counselling
being provided by the team leader in her capacity as Careers
Officer.
Formal careers advice and guidance was also made
available at 'the base', with an employment assistant in
attendance two days each week. The take-up of this facility
proved to be slow with only a total of forty five careers
guidance interviews being conducted over the duration of the
Project.68

The informal support and advice offered through

the educational activities however, proved to be a more
fruitful method of developing confidence and self
identification of needs."
The programme of activities that were established at
'the base' provided a foundation from which the Project team
looked to develop activities elsewhere on the estate which
subsequently became focused on the idea of extending taster
courses as the following discussion shows.
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3.3.2 Provision elsewhere on Orchard Park

The successful

launch of taster courses at 'the base' encouraged the
Project team to extend these activities out into the estate
using local primary schools. The development of community
rooms at primary schools and the appointment of home school
liaison teachers7° encouraged the team to work closely with
these teachers in organising taster courses. The result was
for a wide range of activities, again involving people who
had little or no experience of adult education. The courses
included video taster sessions of which two were held at
Thorpepark Primary School between joining and February 1989.
The workshops were instigated because the Home School
Liaison teacher suggested a specific physical education
class to be filmed every week. Filming was undertaken by
parents and successfully completed on a rota basis with the
whole group organising a trip to visit editing equipment and
learn editing techniques at a community arts centre in Hull.
Of the ten people who started the sessions, six continued
into the second session with four of those six never having
attended adult education classes before.71
Similarly, dressmaking taster courses at Shaw Park
Primary School between January and March 1989 involved nine
people, seven of whom had never taken part in adult
education.72
The development of taster curses at local primary
schools not only attracted non-traditional learners but
raised the interest of both the College of Further Education
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and the Adult Education Service in supporting the work of
the project.
3.3.3 Involving other educational providers

Many of the

residents who took part in the taster courses at the primary
schools progressed on to main stream provision at Hull
College of Further Education involving advanced filming,
dressmaking and pottery.73

In addition, the College took

over the dressmaking course at Shaw Park as a viable class
in March 1989, continuing to operate it in the school at the
request of the participants.74 In developing provision both
at the base' and in the primary schools, the Project team
sought to link activities to courses offered by the College,
which had a vocational orientation in order to offer the
option to participants of progressing to further levels with
possible qualifications at the end.
One consequence of this 'bridging' between taster
courses and College provision, was an increasing number of
residents from Orchard Park to participate in College
courses. Figure 22 gives an example of participation during
February 1989.
Thus, the Further Education fieldworker worked closely
with the College Access and Community Education Department
(ACE) to extend an existing Community Care in Practice
course75 by creating flexibility in the part of the College
towards timing, location and fee arrangements. College
resources too, were made available to local residents and
community based events77 and staff visits and discussions
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with Project team membdrs improved communication and a
sharing of ideas.

Figure 22

Involvement by Orchard Park residents in
Hull College of Further Education Courses

D.I.Y.

Attendance from Orchard Park
Estate

Monday evening
Tuesday evening
Wednesday morning
Thursday morning
Thursday evening

0
3
3
3
5

out
out
out
out
out

of
of
of
of
of

17
22
21
21
19

Pottery
7 out of 10
10 out of 10

Evening
Daytime in Dane Park

7
4
3
4
3
7
7

Dance
Typing
Maths
Return to learning
Motor vehicle maintenance
Cake decorating
Painting and Drawing

out
out
out
out
out
out
out.

of
of
of
of
of
of
of

10
11
10
4
8
9
14

Source: Project Management Committee (1989)76

However, when more fundamental changes in College
provision were required the results overall were not so
encouraging. The administrative and organisational barriers
associated with fees, subsidised open learning packs and
inappropriate course content78 persisted despite the
rationale underpinning the college operation as a community
resource in an area of considerable disadvantage. As far as
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other educational providers were concerned the responses
were less problematic.
The Youth Service had at the time of the Project begun
experimenting with outreach and detached methods of youth
work on the Orchard Park and North Hull estates and had
increased the availability of daytime opening. The Project
team from the Youth Service built on these responses by
supporting issue based work related to girls and women in
society, racial concerns and issues concerning homelessness
and long term unemployment.79 The drop-in ethos developed
by the Careers Service worker from the Project team
encouraged youth centre members to refer themselves for
careers guidance at 'the base'.
However, the most notable joint initiative came with
the development of the Hall Road Adult Education Centre
where the Project team collaborated closely with the Adult.
Education Service in its establishment. Significant in this
initiative was the consultation with local residents that
was undertaken beforehand as part of the process of setting
up the resource. An extensive survey of local residents
produced specific responses about what was additionally
wanted, both in the daytime aid evening, by local people, to
develop on the planned location of a parent toddler group,
youth club and community room at the centre by the adult
sPrvice.90
The responses by the residents on how Hall Road should
be used focused attention on the need to provide a communal
setting as much as an adult education centre. Phrases such
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as "like being with other volunteers", "helping others" and
"meet new people" and "widening my circle of friends",81
suggested a broader community development role for adult
education and one which encouraged local responsibility and
empowerment through a community education programme. This
emphasis on education having a community dimension accorded
closely with the Project team philosophy and became
expressed in the first instance by the involvement of local
people in the design and delivery of publicity and the
recruitment of students, in the use of shops and market
stalls to advertise classes and in the use of local radio
and the encouragement of publicity by word of mouth.82
The outcome was a widely based community initiated
programme of day and evening activities ranging from self
defence to car maintenance for women.83

The fact that sixty

two people initially took part in the fifteen courses that
were offered, in a part of the estate where previous adult
education involvement had been negligible, appeared to
vindicate the consultative approach taken by the Project
team and adult educators. It also reflected the community
education model by attempting to make provision responsive
and flexible in meeting the needs of non-traditional
learners.84

Thus, both the Project team and the adult

service staff involved believed the provision reflected the
choices expressed by residents and could be regarded as one
result of a process in which local people were given some
ownership of educational provision. The notion of
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consultation, negotiation and eventual ownership of the
learning process was a key principle throughout the work of
the Project. The belief by the team members that local
people should be encouraged to "participate and become
increasingly involved in planning and developing their own
educational opportunities"85 summarised their approach to
the management and ownership of the Project and is the
concern of the next section in this part of the chapter.

3.4 Management and ownership of the Project
To many groups on the Orchard Park Estate the Outreach
Project came as a fully-formed organisation. It's remit to
work with both individuals and local groups was not helped
by a lack of consultation and little advance publicity. The
Project team was faced with a difficult situation of
attempting to explain the aims of the Project while at the
same time trying to adapt to meet the needs of local people
whose understanding of the Project was vague and at times
inaccurate.
At no time prior to launching the Project were local
residents from the estate involved in the formation of the
proposals although it was envisaged that once the Project
was established, the consulcative group would represent
local interests.86

This group however was not formed until

four months after the start of the Project and met without
any clear expectation of what was expected of the group and
indeed what level of participation and ultimatelyl possible
control of the Project would be encouraged.
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During the period January to October 1988 the
consultative group membership fluctuated and gradually
decreased as the lack of purpose and direction other than to
"regularly meet and offer guidance to the local Management
Group"87 added confusion to a declining membership.
Achieving representative and locally credible support was an
issue raised in Chapter Three in discussing the proposed
model of community education.88 Within the Project it
became a problem too, and as the evaluation in Chapter Five
suggests, the issue of local collaboration and the extent of
ownership of the Project could not be satisfactorily
resolved over its lifetime.89
Difficulties too, were being experienced with the
Management Group. Over the seven meetings held during the
first twelve months, the Management Group membership
fluctuated with up to thirteen different people having
participated in meetings from the seven sponsoring
organisations represented (see Appendix Five). The problem
of continuity led to a lack of clarity over the role of the
Group which, as the Senior Adviser for post 16 commented,
soon became relatively peripheral to the running of the
Project as "representatives of a range of services meeting
relatively infrequently are not in a position to be very
proactive in managing the Project"." It was further
noticeable that few of the Group's members were aware of the
activities of the Project nor were they able to exercise
influence over the direction of the work or allocation of
resources. Rather, as the Project team members increasingly
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took control of the work, it was noticeable that the
Management Group was merely adopting "a passive role of
endorsing the activities of the Project".91
These problems associated with the Management Group
remained throughout the duration of the Project and raised
issues over the commitment by both individuals and agencies
towards the work, again, a point that will be taken up later
in the evaluation of the Project.92

Despite this lack of

support, the Project team members continued to develop their
relationships with local residents, building on the contacts
established in the early phase of their arrival.
As provision within 'the base' developed during 1988 an
increasing number of local residents became involved as
volunteers, working in the office answering telephones,
typing reports and helping the clerical officer with Project
research and reports (see Appendix Six). Volunteers also
,worked in the kitchen, helped in the creche and assisted
with many workshops from photography and video to multiskills giving to those who were involved, a sense of
identification with the Project.
After my work experience, I went in a lot more as
I enjoyed Andy's company. I got on very well with
him and soon he was teaching me how to run the
office. Soon I was doing typing, invoices and
computer work with him. I enjoyed every minute of
it.
Dean (local resident)93
The involvement of volunteers working alongside the
professionals fitted well within the Project team's stated
principle of involving people "more fully by gaining
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commitment and loyalty to the aims of the Project, involving
them in decisions by sharing information, jobs,
responsibilities and accountability".94 The consequence of
this strategy raised expectations and led to demands by
residents to have more control of the policy and decision
making in the Project. With the failure of the consultative
group to develop as a locally effective forum there emerged
increasing tension between volunteers and Project team
members over issues related to decision making and the
ownership of the Project.
The situation was partly resolved when residents and
the team met and agreed to reconstitute the consultative
group as a users group with an agreed code of conduct.95
The new group consisted of elected representatives of
volunteers from each of the main activities of the base
together with all the members of the Project team with two
members of the group elected to represent the residents on
the Management Group. Figure 23 illustrates in diagrammatic
form the organisation of the users' group.
Although the process of finding volunteers was slow the
formal existence of the users' group gave residents an
organisational base on which to build their involvement in
the Project and launch further demands towards increasing
ownership over the activities at 'the base'. Furthermore,
the movement towards a more open and participative
relationship between the users' group and team members was
extended when residents on the group were given
responsibility for a set of keys to the building.
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Figure 23

Base Users' Group

Management Group
Project Leader

Adult Education
Fieldworker

Further
Education
Fieldworker

Youth Service II Clerical
Officer
Fieldworker

k

Creche
Worker

II

I

Multiskills Video Photography
Tutor
Tutor
Group
2 Reps

Creche
Rep

Art. & Craftl
1 1
Tutor

II

It
Multiskills
Group 2 Reps

Photography
Group Rep
[

Art & Craft
Group Rep

Local
Resident.
1
Rep

Kitchen
Volunteer
Rep

I
4

Volunteers
2 Reps

Note: This diagram would appear to be hierarchical but in
spirit and in practice it is not.
Everyone coming into the base has access to
fieldworkers and project leader (co-ordinator).

Source: Derived from NHCOP (1989) 96
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Despite these attempts however, to share the running of
the Project equally with the local residents at 'the base',
the question of management and ownership remained
problematic throughout the period of the Project. The
issues it raised for the model of community education are
analysed more fully in the next chapter; in the lifetime of
the Project no ready solution was found for instance, on how
to broaden local involvement in the Project. The democratic
process that developed at 'the base' and the growing
importance and involvement of the users' group however
represented only a very small proportion of the views within
the Orchard Park Estate. The difficulty still remained on
how the Project team might be able to overcome resistance by
many other residents to the perceived domination of the
Project by a locally unrepresentative minority.
By the time this and other issues related to control of
the Project were beginning to be confronted by the users'
group, the Project was coming to an end. The process of
phasing activities into the relevant educational providers
altered the emphasis on priorities amongst the Project team
and the users. Responsibility for 'the base' was to be
transferred to the Youth Service where it was intended that
an enlarged Youth and Community Centre would be developed
which incorporated many of the activities initiated at 'the
base' by the Project. Outreach programmes were variously
placed under the direction of the Adult Education Service
and Hull College from September 1989. User control at this
juncture effectively ceased as an issue as none of the
agencies involved offered any commitment other tnan to
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continue the principle "of consultation but without an
undertaking to establish a user group in the sense developed
by the Project.
By the end of the two years it became evident that full
ownership of the activities had not been achieved although
the process of collaboration had been a central aspect of
the community education process in the Project. What had
emerged from the period of operation at 'the base' and the
subsequent activities were extensive links within the
Orchard Park Estate with community groups, statutory
agencies and individual residents together with an expansion
of educational activity both directly initiated by the team
and indirectly through joint work with institutional
providers.
The question however, to what extent the activities of
the Project validated the model of community education
discussed previously in Chapter Three remains to be
evaluated and analysed in the next chapter. The emphasis in
the model continuum of learning opportunities, with the
three crucial elements which required practice to be
interventionist, supportive and responsive in engaging nontraditional learners in edw7ation provides the basis for
that evaluation. What remains to be seen ultimately is how
far the overall purpose of the model in developing learners
and achieving more open and accessible institutions was
validated by the work of the Project. It will be the
concern of the next chapter to provide the answers raised by
these questions.
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APPENDIX THREE

POLICY OF THE HUMBERSIDE EDUCATION COMMiribE
IN RELATION 10 COMMUNITY EDUCATION
COMMUNITY EDUCATION
It is the policy of the Authority to support and encourage such
activities. The policy will be effectively implemented by the
appointment of Heads/Principals of Institutions and all other staff
who have a commitment to community education.
The Authority considers it important that the community be used as a
resource for teaching and all who can contribute to the work of
schools and colleges should be encouraged to do so. Equally the
Authority wishes to stress the importance of the school or college as
a community in itself. Parents are a significant part of that
community and by being fully involved in the education of their
children become essential partners in schools and colleges.
It is vital that each person's gifts be developed to prepare the
individual for life in a society that increasingly demands
adaptability and resourcefulness. Each pupil or student should
therefore feel that he or she is significant as a person in the school
or college.
The Authority believes that schools and colleges should be an integral
part of their community, recognising and responding to its needs and
accepting a measure of responsibility for the welfare of that
ccummity.
If community education is to have substance it must cater for the
needs of the whole community, pre-school children, pupils, young
people and adults. Often quite different skills are required for
working with each of these grows and much can be gained in working in
both formal and informal situations. The Authority believes that this
is most likely to be achieved where there is a concerted response
involving a high degree of local collaboration between schools,
colleges and the adult and youth service.
Wherever accommodation is available schools and colleges should
welcome other groups so that no section of society feels excluded.
Full participation by the whole community can only be of benefit to
schools and colleges and to the groups encouraged to make use of their
facilities.
The main constraint faced in developing community education is that
there have in the past been few resources allocated specifically to
this aspect of the service. The Authority recognises that some have
reached a stage where they need further resources if they are to
maintain the momentum already built up by using local initiatives and
enthusiasm.
August 198797
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APPENDIX FIVE

MANAGEMENT GROUP MEMBERS99

MR K. AUTY (VICE CHAIR)
HULL COLLEGE OF FURTHER EDUCATION

CLLR D WOODS (W E F 10/88)
HULL CITY COUNCIL

MS J BREWIS
AREA YOUTH OFFICER (NORTH)

MR K SPOONNER
HULL COUNCIL FOR VOLUNTARY
SERVICE

MRS A BROOKS (CHAIR)
HULL ADULT EDUCATION SERVICE

MR K RUSSELL (W E F 10/88)
THE WARREN

MRS G MUNN
ASSISTANT COUNTY CAREERS OFFICER

MR J ALEANDER/MS C GALLAGHER
(W E F 8/88)
HULL COLLEGE OF FURTHER EDUCATION

MR A MORGAN (W E F 10/89)
HULL EDUCATION CENTRE

MRS B KELLOCK (LOCAL RESIDENT)

MR B McGOWAN
HULL CITY COUNCIL
LEISURE SERVICES DEPARTMENT

MRS C MURRAY (RESIGNED 9/88)
HEADTEACHER
THORPEPARK PRIMARY SCHOOL

MR B BEILBY (6 E F 10/89)
HEADTEACHER
HALL ROAD SCHOOL

MR J G LAWS
HEADTEACHER
SIR HENRY COOPER HIGH SCHOOL

MR H TOMLINbON - RESIGNED 7/89
PROBATION SERVICE

CLLR H .DALTON - RESIGNED 6/89
HUMBERSIDE COUNTY COUNCIL
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APPENDIX SIX

NORTH HULL COMMUNITY OUTREACH PROJECT100

VOLUNTEERS

Volunteers are sought to support activities in the base and
the community.
Volunteers will need to show a commitment to the aims and
philosophy of the North Hull Community Outreach Project, and
willingness to be fully involved in organising and
developing activities. They will have a clear role in the
base as responsible and accountable users.
Volunteers will need to ensure that their approach to people
is sensitive, informal and helpful so as to encourage
residents to become involved in activities. They must be
willing to work as part of a team with paid workers and
tutors, other users and groups within the community.
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CHAPTER FIVE
EVALUATING THE NORTH HULL COMMUNITY OUTREACH PROJECT

INTRODUCTION
This chapter evaluates the work of the North Hull
Community Outreach Project described in Chapter Four by
using the model

of community education discussed in

Chapter Three, pages 193-201. The purpose of approaching
the evaluation in this way is to see how far the work of the
Project validated the theoretical model that has been
proposed. The chapter is subsequently organised into the
following two parts to facilitate this task.
1. Analysing the work of the Project.
2. Issues raised in the evaluation of the Project.
Before considering the evaluation of the Project it is worth
restating briefly the community education model that was
developed earlier in Chapter Three. There, it was shown
that the proposed model had the overall purpose of
developing learners and achieving open and accessible
institutions for the most socially and educationally
disadvantaged groups in urban priority areas.
This purpose would be potentially achieved, it was
argued, through a process that emphasised the engagement of
non-traditional learners in the main body of education
through a two stage continuum of learning opportunities
within which community education practice was exemplified by
three key elements namely, interventionist, supportive and
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responsive that interact in an iterative fashion to create a
developmental, open and accessible educational process.
Thus, the interventionist element of the community
education model stressed the need for positive action in
priority areas where contact would be established with nontraditional adult learners in their areas of residence by an
outreach approach. Once in the area, community educators
would work alongside individuals and groups to develop their
confidence and belief in the advantages of participating in
educational opportunities. An important aspect of this
element becomes the negotiation with non traditional
learners on the content and method of locally centred
activities and the fostering of a sense of ownership in the
learning process.
In the supportive element of the process, community
educators attempt to overcome the material constraints of
participation and support the personal needs of learners in
the educational situation. Thus, this element of the
process addresses the difficulties posed by the financial
costs of learning, the need for guidance and personal
counselling support and meeting the transitional needs of
non-traditional adult learners returning to education.
Finally, the third element of the model emphasised the
importance of the community education process being
responsive to the needs and requirements of non-traditional
adult learners when participating in educational
institutions. Hence, the concern was with developing
flexible methods of learning, which included the timing and
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location of activities and in developing learner appropriate
publicity, reception and admission procedures.
Each of the three elements singly or in combination
reflected part or all of the overall principle of the
community education model by being developmental, open and
accessible. In the ideal model not only would the elements
reflect the overall purpose but each element would interact
with the other, supporting and extending each aspect in an
iterative process that contributed to a continuum of
learning opportunities for non-traditional adult learners.
In the ideal model, the community education process would
not be complete without all three elements being present.
Each element thus interlocks with the others to fully
represent the continuum of learning and the overall purpose
for the model of community education.
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1. ANALYSING THE WORK OF THE PROJECT
This first part of the evaluation in the chapter
examines how far the work of the North Hull Community
Outreach Project validated the model of community education
put forward in Chapter Three. This analysis of the Project
will be carried out in three sections:
1. The interventionist element in the Project
2. The supportive element in the Project.
3. The responsive element in the Project.
Each section is arranged to provide a means of measuring the
extent to which the elements in the community education
process were fulfilled by the practice carried out in the
Project and whether, as a consequence, any further issues
were raised for the model.
1.1 The interventionist element in the Project
The interventionist element of the proposed community
education model contains two significant aspects which
contribute to the first stage in the continuum of learning
opportunities and reflects particularly, the function of
developing learners within the overall purpose of the model.
These aspects refer firstly to the establishment of contact
in priority areas through outreach strategies and secondly,
the idea of negotiating with potential learners on the
establishment of locally centred educational activities and
the encouragement of ownership over such programmes. This
section evaluates these aspects through the following two
sub-sections to see how far the Project validated this part
of the proposed model.
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1. Establishing contact.
2. Negotiation and ownership in community education.
1.1.1 Establishing contact

One of the key aspects in

the interventionist element of the proposed model for
community education is establishing contact with the least
socially and educationally advantaged people in their areas
of residence. The initial purpose of this approach is to
familiarise and make familiar the professional(s) with the
local area and develop a bridge between residents and
educational provision. From this basis the educator works
to build the confidence of adults in priority areas to
engage in education: the community educator in the proposed
model carries out this task by adopting the multi-faceted
role of animateur, acting as educational facilitator, guide
and sometimes teacher.1
As the previous chapter showed, the function of the
community educator in the Outreach Project was carried out
through a team approach with individuals being drawn from
key post school educational agencies with links back into
sponsoring providers as required.2 This idea of a team
approach became a valuable aspect in the early stages of
making contact on the estate. The pooling of expertise and
experience meant the team were able to offer greater
flexibility and responsiveness across a wide range of
educational activities which could be made available to
local residents.
Furthermore, the links that were retained with the
sponsoring agencies allowed team members to more readily
273

approach mainstream proyision through familiar structures
where influence could be brought to bear more directly on
creating access to educational opportunities. Thus, in
working with local groups, for instance, the team were able
to draw collectively on resources from sponsoring agencies
to support activities.
Hence, in the case of helping the North Hull Community
Centre, produce a 40th birthday booklet, tutor time and
reprographic materials were made available to assist in the
publication of a permanent record in the development of the
community centre seen through the eyes of the members.3
Other examples included encouraging local groups to use
existing facilities at the emerging 'base" or in other
instances, facilitating the development of embryonic groups
using the skills of different team members.4
By deploying the strengths of the team across a wide
range of local initiatives and activities the early stage of
making contact with residents and groups in Orchard Park and
establishing a presence in the area was relatively quickly
achieved. Thus, the early team exercise of producing a
directory of local resources and information was carried out
from a position of trust and credibility in the local area.
This was not only a positive means of introducing the
Project into the area but gave the team the opportunity of
assessing the range of provision available, the gaps that
were evident and an early indication from those contacted on
what was needed or desired in the locality.
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Gradually, by extending their links and contacts in the
area, the team were able to listen, respond and participate
in local events until they finally became accepted on the
estate. In this way they followed closely the role of
community education, described in the previous chapter,
assisted in this task by the outreach nature of the Project,
which had by definition a responsibility to work in amongst
the Orchard Park Estate, making contact, investigating and
exploring educational issues and needs.

As a multi-

disciplinary team furthermore, carrying out the crucial role
of establishing contact they brought a variety of strengths
to the situation. In these terms, the practice can be seen
to have validated this aspect of the community education
process.
Consequently, as contact with local people over the
type and range of activities required in the area grew, the
idea of negotiating with residents became not only an
essential part of winning the confidence and trust of local
people to accept and feel ownership of the educational
programmes, it also constituted a second crucial aspect in
the interventionist element of the community education
process. How far subsequent practice validated this part of
the model will be discussed next.
1.1.2 Negotiation and ownership in community education
The idea that local people can negotiate and feel
ownership of the community education process in the proposed
model implies two complimentary parts. The first is the
negotiation of the actual learning activity where

275

professionals and learners agree the content and style of
the programmes to be included. The second part includes the
idea of local people becoming partners with professionals in
the decision making process within the given constraints of
a representative democracy. These two aspects of
negotiation and ownership in education are discussed next.
(i) Negotation in education As far as the Outreach Project
team was concerned, the task required early consultation
with local people to determine what form of learning
activity they would require. The early outcome from a wide
canvas of local opinion saw the establishment of taster
courses at "the base",5 set at a level that would attract
participants with little or no post school educational
experience.
The taster courses subsequently became an established
part of Project provision and offered local people a chance
to get involved within a supportive setting in educationbased projects without having to offer too much commitment.
Other courses like assertion training, were also provided in
response to requests from local people. "The base" also
responded to requests to offer opportunities for local
people to learn skills, for example, in photography, video
and artwork, in an informal way allowing individuals to
develop at their own rate.
The establishment of locally based activities and the
informal taster provision exemplified the willingness of the
Project team to listen and respond to local needs. The
advantages that accrue from negotiated activities have been
discussed earlier in Chapter Three.6 For the team however,
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it formed part of the commitment to actively involve local
residents in determining the development of the Project's
activities.
While such an approach appeared at times to slow down
decision making, it was more than compensated for by the
early acceptance amongst residents in the area of the team
and their approach. The idea therefore of negotiation and
consultation with residents remained a crucial element in
the Project's development within which the team sought to
create a climate whereby residents felt able to be involved
in the activities both in their planning and provision.
This was partially achieved through the early cautious
networking in the area which established some level of
credibility for the Project and together with the open and
participative ethos of the team, which had increasingly won
over the trust and confidence of residents.
(ii) Ownership in education The attempt however, to
encourage ownership by residents of the educational
provision and the general running of the Project affairs did
not meet with the sort of response given to the learning
activities. With the first major attempt at involving
residents in the management of the Project taking place four
months after its commencement7 and the subsequent confusion
and difficulties encountered with the Management Group
membership8 the idea that local people were involved in any
form of ownership was debatable. Indeed, the exclusion of
local residents from the planning or consultative process
occurred right from the commencement of the Project. At no
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time in the planning of the Project were any local residents
invited to contribute to the process. Neither the LEA
planning group nor the Steering Group had local residents in
membership, nor were they consulted over the proposals that
were suggested.
The lack of consultation or negotiation over the
direction of the Project with local residents thus continued
into the management and consultative arrangements
established early in the Project life. The confusion and
conflicts that emerged highlighted the necessity of
involving residents in the planning of such a development at
the earliest possible stage. The apathy of professional
members from the Management Group and the uncertainty and
perception of exclusion by local people from the Project
would have been avoided had greater emphasis been placed on
early consultation and the formation of broader
representative structures from the locality.
The fact that there was little support from the
management or consultative structures in the Project for
sharing ownership with local residents, stimulated the field
workers into involving local residents directly. The
subsequent development of a more cooperative and
participative style of relationship with local people formed
a central commitment of the team despite their lack of
relative experience in this area of community development
and the apparent lack of management support or guidance. In
carrying forward this commitment, the team aimed for what
Arnstein termed -citizen power-9 , in which the residents
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could achieve a high degree of control over the decision
making process.
Two particular developments illustrated the team
approach to this notion. The first was in the encouragement
of the idea of local volunteers at 'the base' and the
second, in the re-formulation of the users' group. The
involvement of volunteers in activities at 'the base'
however, was related to pragmatic reasons as much as
anything else. Without volunteer commitment to the support
systems of child care and refreshment facilities, access to
'the base' would have been limited. During times of staff
absence and holidays the volunteers were able to ensure that
the educational activities at 'the base' could continue by
providing help not only in operating the support systems,
but also by assisting in administrative tasks in the office
and helping out in group activities.
The extension of volunteer help into the overall
running of 'the base' reached an important symbolic stage
when the team agreed that volunteers should have
responsibility for a set of keys to the building. For the
residents, possession of the keys represented possession of
'the base'. The allocation of further responsibilities to
residents as non-paid workers in the office "doing typing,
invoices and computer work"10
as well as answering the
telephone and substituting for the clerical officer,
reinforced the team's commitment to encourage greater power
sharing with residents in the development of the Project.
These moves into a position of shared ownership and
control over aspects of the Project meant that for those
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residents involved, thei:r status amongst the users of 'the
base' grew and they became regarded as part of the support
team for the Project. This elevation in position however,
was frustrated by the lack of power over decision making by
residents.

The failure to be able to influence the

decisions or direction of the work within both the
Management Group or the early local consultative group
increased the frustration of the residents.
The tensions that arose as a result of this growing
frustration brought with it clashes as some residents became
possessive about their particular area of volunteer activity
leading to the discouragement of others wishing to take
part. The emergence of such conflicts became damaging to
the effectiveness of the work of the Project and led to the
team meeting with all the users and volunteers at 'the base'
in an attempt to resolve matters. The establishment of a
reconstituted users' group to replace the consultative group
retrieved the situation which allowed the first constructive
opportunity for the active involvement of residents in
managing developments. Thus the establishment of a broader
membership, clearer guidelines, and shared purpose and the
agreement of a system of arbitration to deal with disputes
provided a useful internal mechanism for resolving
differences and sharing decision-making within the Project.
As far as the idea of negotiation and ownership
contained in the proposed model of community education was
concerned, therefore, the activities of the Project team can
generally be regarded to have been a worthy attempt at
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giving people a greater sense of sharing in the decisions
and direction of the Project. This was helped by the
commitment from team members to actively collaborate and
consult with local residents, believing the success of the
work would be achieved through negotiation with the users.
Such a position challenged the conventional status of the
professional educator as the holder of power and knowledge.
The Project team were prepared to share this status and
actively encouraged user control in the running of the
Project. Team members set out to involve local people, to
give them new opportunities to participate in education on
their terms and in doing so, attempt to empower residents
and give them confidence and skills to challenge their
situation.
However, the frustration remained that sharing in the
decision making would only be realistic at the local level;
no matter how far the team wished to extend collaboration in
the decision making process, it was inhibited by.the fact
that the real control and power lay with the educational
hierarchy of the LEA. At that level, as the evidence from
elsewhere suggests,11 power sharing rarely occurs to the
extent experienced by residents associated with the Project.
Some of the issues that are raised by the attempt to
achieve active collaboration with local people at the level
of educational decision-taking will be considered further in
the final section of this chapter. As far as the Project
was concerned in its attempt to achieve negotiated learning
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activities, the process described in the model of
community education can be regarded as having been
validated. The development of learning opportunities within
the Orchard Park Estate broadly emerged following careful
consultation with sections of the local people. In pursuit
of these activities too, the Project team engaged in a
process of supporting learners wherever practicable and
encouraging other providers to do likewise. The extent to
which they were successful in achieving this element of the
proposed model is the concern of the next section.
1.2 The supportive element in the Protect
In working towards supporting adult learners who came
into contact with the Project, the team members took a
positive view of the educational potential of residents.
They made their position clear on this shortly after
commencing the Project. People would be "welcome to be
involved regardless of their race, disability, gender or
religion"12 and "encouraged to grow in confidence and be
made aware of the opportunities for moving on".13 This
commitment to develop in people the confidence to engage in
educational opportunities supported the important function
in the proposed model for intlgrating learners from priority
areas into the main body of education. In this part of the
community education process the aim is to support people in
building confidence to participate in the continuum of
opportunities available through education so that eventually
it may be possible for them to gain the skills and knowledge
to potentially alter their situation.
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Thus, by supporting learners in their self development,
the Project sought to demonstrate that such an approach
increases the potential for personal and community
development. In some respects, this view was illustrated by
comments from local people. As one resident suggested "All
the people I have been involved with at. 'outreach' have
become very important to me and without their help I would
not be where I am now".14 Another resident offered a
similar view

• • •

since attending the centre it has

enlightened me and totally changed my outlook about life in
general".15
Supporting residents and raising their confidence was
enhanced by the team offering guidance and counselling on
many issues, carried out in the form of individual and group
activity within 'the base' and elsewhere in the area. Where
it was appropriate also, referrals were made to the relevant
agencies or to activities within the Project. In attempting
to develop the supportive element of the community education
model however, the Project team encountered two particular
difficulties which hindered the trouble free re-entry into
education for a number of adults on the Estate. The first
of these related to finance and the cost of participation,
which was typically a problem for many in the area. Hence,
the inflexibility of fee structures produced a considerable
obstacle for those who, in particular, came within the
unclear area of low income but just outside the
qualification level of Income Support/Family Credit. On a
number of occasions, follow-up taster courses were offered
but proved problematic due to disputes within the group as
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to who was eligible for tee reductions. In particular, the
College of Further Education was enable to respond to the
suggestion from Project members to arrange a voucher system
for payment or for additional resources to be provided to
open the option of a subsidy operating in respect of fees.
The second problem facing the Project team was how to
operate child care support for the activities, particularly
at 'the base'. Although the Steering Group recognised the
need for child-care facilities at 'the base', no definite
policy or budget for creche provision was formulated in
their proposals. This issue was never properly addressed by
the Management Group despite the fact that child care
facilities eventually became the cornerstone in promoting
access to activities within 'the base'. The situation
subsequently required constant negotiation over the two
years between individual team members' sponsoring agencies
for staff resourcing, while equipment and materials were
acquired from a wide range of other sources.
The omission of budget provision in the initial
finances for the Project to support child-care provision was
an important oversight, not least because of the need across
all of Orchard Park to have available a comprehensive range
of child-care support for the large numbers of potential
women returners and single parents known to be in the area.
The scale of the eventual provision at 'the base' hardly
satisfied the wider demand although during the period
January to June 1987 it had been used by sixty seven
different children.16
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The important lesson frcm this particular issue shows
that child-care provision is an integral part of the
community education process and its omission, if repeated in
other similar projects, could have significant implications
for continuing the barriers to access for one of the least
advantaged groups in society. Equally, the problems
associated with fee structures encountered in the Project
and inflexible methods for payment remained unresolved,
forming part of a national issue that appeared impervious to
attempts by the Project to overcome. The outcome for the
adults caught in such a situation and wishing to move on
from the Project into adult or further education, often
meant dropping out altogether.
Thus, the supportive element in the Project was mostly
concerned with consolidating the self-development of
individuals who were involved more directly with the Project
activities. The eventual successful launch of the creche
was an important achievement but little movement occurred in
overcoming problems in the cost of learning, nor of
influencing institutional providers to offer access or
bridging courses. Indeed, the supportive element in the
Project was largely concerned with developments linked to
the interventionist element.
While this exemplified the iterative nature of the
model whereby each element in the process interacts with the
other to contribute to the overall purpose of being
developmental, open and accessible, in the case of the
Project, the supportive element was not fully developed.
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What this meant was that the process carried out in the
Project fell short of developing the full potential of the
continuum of learning. Adult learners thus became locked
into the first stage of the continuum and while benefiting
from that situation, were unable to be assisted into the
main educational provision as envisaged by the model.
Furthermore, the Project was unable to greatly influence
provision to the extent that the Estate was served by open
and accessible institutions.
What the Project did achieve however, was a range of
educational activities, both at 'the base', in the area and
jointly with other providers. In these developments, the
work exemplified aspects of the responsive element of the
model, a discussion of which follows in the next section.
1.3 The responsive element in the ProjectIn responding to the needs and requirements of adult
learners in Orchard Park, the Project itself was notable for
its flexibility in providing educational activities both
directly and in collaboration with other providers. By
working in this way, the Project came close to fulfilling
much contained in the responsive element of the community
education model. Thus, in working out in the area, offering
flexible learning activities and operating a learner
friendly organisation (see Appendix Seven), the Project
achieved a significant part of this element. It aid not,
however, achieve the same scale of responsiveness in other
institutional providers, which limited its effectiveness in
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achieving the full continuum of learning contained in the
model.
Nevertheless, while the major emphasis in developing
educational activities came from the Project itself and
became focused on 'the base' and at a number of schools,
other agencies contributed to the process of increasing
access and widening participation from amongst local
residents. Working with other educational providers made
good sense to the Project team; not only did it increase
the potential range of opportunities that would be made
available to local residents, it also meant that a greater
pool of resources could be used together with cooperative
strategies in publicising and marketing activities. The
result of this form of agency collaboration benefited
residents as providers cooperated in ensuring appropriately
coordinated provision was established.
Thus, the Project team organised activities during the
daytime in youth centres across the area to contact and work
with unemployed young people; Hull College of Further
Education provided tutor support for a number of the taster
courses - dressmaking at Shaw Park School, pottery at Dane
Park School, parents' advanced video-film following Thorpe
Park Parents' taster, plus locating a programme "Return to
Learning" within 'the base'.
In particular, these taster courses with their
flexibility over cost, timing, and location demonstrated a
modest but significant increasse in participation by adults
disengaged from education. Furthermore, the fact that
taster courses and much that was provided at 'the base'
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involved individuals and groups in negotiating and
developing the ideas behind educational activities
illustrates the importance and benefits of a consultative
approach which stressed the notion of partnerships with
local people and educational providers.
As far as the College of Further Education was
concerned, it supported activities by making available its
reprographic facilities and audio visual aids as well as
encouraging mutual visits between college staff and Project
team members. More significantly, the opportunities were
made available through the College for adults from the
Project to move on to longer term programmes which
contributed to the process of opening the main educational
system to non-traditional learners. Figure 22 in Chapter
Four is illustrative of this particular aspect of the work
showing the relative proportions of Orchard Park residents
who participated in College courses.18 The key to such
involvement was in the close linkige between the Project
activities and College provision which afforded the
opportunity of residents moving on to a number of courses
which had a vocational orientation or qualifications at the
end. Hence, for a small number of people, progression meant
moving on to courses leading to vocational qualifications19
and in one case, registering for degree work at the local
polytechnic.20
The modest success gained through the Project in
encouraging non traditional adult learners to participate
and in some cases progress into the main educational system
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not only demonstrated the responsiveness of the Project in
meeting needs, it also fulfilled the Project objective of
"establishing varying styles of formal and informal
educational provision".21 It further demonstrated by
working in collaboration with other providers, how extra
resources could have a major effect. The development at
Hall Road was a significant example of how the Project, the
adult service and local people could combine to increase
opportunities for access and participation in post school
education.22
Given the short time scale and relative size of the
task facing the Project the claim could be made with some
justification that the flexibility of approach by the
Project, with other providers, had laid the foundations for
a wide range of new and extended educational opportunities
which were broadly locally determined and owned in
partnership with local users. In addition to the taster
courses on school sites and the Hall Road development, there
was established at 'the base' an informal and supportive
local education centre offering a wide range of facilities.
These included a community darkroom, multiskills and
arts/craft workshop, snack-bar, welcoming meeting room
facilities and careers counselling and educational guidance.
A well equipped crèche for up to 12 under-five's was made
available to users promoting access for large numbers of
potential "adult returners' and full disabled access to and
within the base had been established with programmes aimed
at increasing awareness among staff and users of the needs
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of people with disabilities. An indication of the extent of
usage at 'the base' during the first twelve months of
opening is provided in Figure 24.

Figure 24

Local community use of'the base

September 1987-August 1988

Room bookings January 1988September 1988

Group Use
Interviews
Information
Agency Visitors
Total visitors

Darkroom
Large meeting room
Counselling room
Dining room
Multiskills workshop
Art workshop
FE meeting room
Creche

58
126
50
13
15
37
19
69

Total

380*

1582
44
136
374
2136

* This figure excludes consultative group meetings and drop
in facility for Darkroom, Multiskills and Arts/Crafts
workshop.
Source: North Hull Community AVtreach
Project Report (1989)"

The flexibility of the Project towards initiating
educational programmes in Orchard Park and collaborating
with other providers in developing and supporting other
courses and activities fulfilled much of the responsive
element of the community education model. The location and
timing of courses, the linkage into routes for progression
and the consultative process throughout demonstrated the
willingness of the Project team to respond positively and
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contribute towards institutional provision that was more
open and accessible.
There persisted however, difficulties throughout the
duration of the Project which served to constrain the full
development of access and participation proposed in the
community education model. The persistence of the
inflexibility in course timing in a number of College
programmes, for instance, was a principal reason in creating
problems over access. This was particularly the case in the
course on Community Care in Practice described earlier,24
which was jointly piloted in response to local residents'
needs by the Project team and College staff. Other
difficulties at the College which affected access
opportunities and subsequent participation were related to a
lack of tutor support for those returning to learn and staff
changes in mid programme.25 As far as adult education was
concerned, problems were experienced with the Hall Road
initiative which were related to the general quality of
facilities, including the lack of arrangements for
refreshments and where the absence in some cases of
fundamental materials such as screwdrivers in the furniture
restoration class and no mixers in the cake decorating class
caused initial problems.26 The presence of such obstacles
in the re-entry of non-traditional adult learners into the
educational mainstream served thus to inhibit the full
development of the responsive element of the model. It also
illustrated some of the difficulties that institutional
providers have in adjusting to meet the needs and demands of
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adults returning to learn, a point discussed earlier in
Chapter Three.27 There it was argued that in responding to
adult returners, many institutions were slow or unwilling to
adapt provision or produce new programmes that are more
appropriately suited to non-traditional adult learners.
Closely linked to this latter point was the
difficulty encountered by the Project in attracting men in
the activities. Much of the educational provision in the
Project was predominantly taken up by women and male
involvement remained low. At Hall Road Adult Centre for
example, out of a total of 137 participants who took part in
the activities only 18 were men, with 8 of 15 courses
attracting all women participants while no courses consisted
exclusively of men.28 Some limited success was recorded
however attracting men into the photography and multiskills
workshops.29 Generally though, men were not specifically
targeted as a group despite evidence in the mapping stage of
the Project and from the 1991 survey of the high levels of
male unemployment and the low level of educational and
vocational qualifications on the estate.3°
The Project however, failed to respond specifically to
the unemployed male population on the estate, rather
offering a range of provision which was more generally
targeted in the area. The result in fact saw a predominance
in the involvement of women with the notable absence of men
which appeared to uphold the suggestion in the 1991 survey
that the male unemployed population on Orchard Park held
negative attitudes towards education and a reluctance to
engage in further activities or training.
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While it is arguable that the lack of sufficient
resources and the timescale of the Project prevented the
concentration of work needed to engage the unemployed male
population, the Project not only missed tackling a primary
group in their objectives but also weakened the full
implementation of the responsive element of the model. The
opportunity for the Project to have addressed the needs of
this particular group on Orchard Park by making links with
training agencies in a broader economic regeneration
strategy could have improved the employability of the
residents concerned. In this respect, community education
initiatives would benefit from exploring some of the lessons
emerging from current. City Challenge regeneration strategies
for priority areas.32
The limitations of the Project identified in the
analysis however, should not detract from its achievements.
While the Project may not have validated in its ideal form
the proposed model of community education which emphasised
the two stage continuum of learning containing the three key
interventionist, supportive and responsive elements and
overall purpose of developing learners and achieving open
and accessible institutions, the work did in practice
reflect aspects of all these elements. The following three
areas in particular illustrate this point.
Firstly, the Project demonstrated the crucial part in
the interventionist element of working out in local areas,
making contact with and supporting individuals and groups.
By working alongside local residents and within their time
scale and pace of development, the Project team were able to
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establish an identity, 'gain credibility and eventually,
support and encourage adults to participate in educational
activities.
Secondly, by establishing activities that were the
product of negotiation between professionals and potential
learners, the Project validated the part in the
interventionist element of negotiation and ownership in
education. Throughout the Project, this process of
collaboration with local residents was regarded as an
essential part of democratising education and supporting
learners in their re-engagement back into education.
Thirdly, by increasing educational opportunities in the
local area that met local preferences and were flexible,
informal with minimal entry requirements, the Project
fulfilled much in the responsive element of the model,
thereby enhancing access and participation opportunities for
local residents.
These achievements reflected the educational process in
the Project and as the analysis has shown, validated much in
the proposed model of community education. However, the
examination has also shown that as the work in the Project
developed, the difficulties and tensions associated with
this type of community education process which seeks to
empower people raises issues which have significance for the
developrnont of the proposed model of community education.
In particular, the evaluation of the Project is not complete
without a discussion on the implications for the model of
firstly, the organisation of the Project and secondly, the
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emphasis on negotiation and ownership in education. These
two issues will be the concern of the next part of the
chapter.
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2. ISSUES RAISED IN THE EVALUATION OF THE PROJECT
The analysis of the North Hull Community Outreach
Project in the first part of this chapter suggested that
while the ideal community education model of community
education discussed in Chapter Three was not fully achieved,
the process adopted in Orchard Park broadly validated the
key elements of the model. Furthermore, the strengths and
weaknesses identified in the work of the Project raised a
number of issues for the process of community education.
These suggest that the model may need to be adapted or
developed to take account of the lessons emerging from the
Project, especially when seeking to develop community
education practice in other contexts. In particular, as was
indicated at the end of the first part of the chapter, the
following two issues emerged from the analysis which require
further examination and consideration:
1. The organisation of the Project.
2. Negotiation and ownership in education.
These two issues will be subsequently discussed in the
sections that follow with a few brief concluding remarks at
the end of the chapter.

2.1 The organisation of the Project
The organisation of the Outreach Project reflected the
stage at which the LEA had reached in developing the notion
of community education. The broader position was discussed
earlier in pages 223-225 of the previous chapter where it
was noted that experience in the Authority on community
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education was both limited and without established policy
guidelines.
Arrangements for establishing the Project subsequently
reflected this lack of experience: the extent and
achievability of the objectives, the funding for the Project
and the scale of the area to be covered by the work all
raised difficulties for the implementation of the initiative
and the imposed constraints on the practicability in the
idea of developing a two stage continuum of learning
opportunities envisaged in the model. Paradoxically
however, the idea of a cross-service team approach to
deliver the Project did in fact prove to have advantages in
carrying out the work. The issues these raised for
implementing the proposed model of community education are
subsequently discussed in this section in three subsections.
1. Arrangements for the Project.
2. Unresolved obstacles to development.
3. The role of the community education team.
2.1.1 Arrangements for the Project

In making arrange-

ments for the establishment of the Project the Steering
Group identified seven key objectives in support of the
central aim of extending educational opportunities for
adults in North Hu11.33 In addition, the Project was to
carry out these tasks as a combined centre based and
outreach operation.
In carrying out these proposals the Project team were
asked firstly to operate with a budget that was tied to the
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premises related costs of the Base with little part-time
tutor or development funding and no allowance for staff
development or childcare provision.34 Secondly, to cover in
their work two estates with an adult population of
approximately 21,000. Thirdly, have as their location a.
building that was an old school on the edge of North Hull
and fourthly, achieve their objectives within a two year
timescale.35
The impracticalities presented in these arrangements
soon became evident, as team members and the Management.
Group attempted to prioritise the key tasks. The limited
experience of the LEA in community education manifested
itself in a lack of policy guidance or direct support to the
Management Group and Project. The Project essentially was
left to develop its own path.
In effect, it was the Project team members who
recognised and dealt with the anomalous expectations
contained in the arrangements for the Project. At an early
stage they proposed that the focus of work should be limited
to the Orchard Park Estate and that the emphasis would be on
developing the base' with only limited outreach activity in
adjoining venues as resources allowed.
The problems though of working alongside large numbers
of adults on low incomes, who experienced cumulative
disadvantage and had little involvement in education were,
in practical terms, beyond the scope of such a small scale
Project. The constraints presented by the limited
flexibility in the budget restricted the range of activities
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involved.36
Overcoming the image of an old school too, took time to
be achieved and its location on the edge of Orchard Park was
never satisfactorily resolved. The short time scale for the
work seriously underestimated the scale of the task involved
and the amount of time required to establish contact and
develop the community education process in a priority area.
These limiting factors, related to funding, location and
timescale raise serious implications for the notion of a
continuum of learning opportunities contained in the model
for community education. It is essential that if the
process of community education is to progress from the first
to the second stage, then it is essential that the time
allocated for the proposed work and the amount of resources
made available should be adequate to carry out fully the
elements identified along the continuum of learning.
Thus, if the Outreach Project, or any other initiative
wishes to fully implement the process implicit in the model
of community education, the arrangements that are made in
establishing such work should take full account of the
implications involved. In the case of the Project, much of
its initial organisation reflected the lack of experience of
the Authority in community education. In this particular
respect therefore, the experience of the Project suggests
that before initiating such schemes, community educators
following the ideal model should give more attention to the
crucial place of policy guidance and the availability of
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experienced personnel to advise on the practical development
of community education in the priority area setting.
Thus it is important to acknowledge that the
expectation that the Outreach Project would be a pilot
scheme for community education aiming to increase adult
participation in education and instigate inter agency
cooperation within two years without expert and experienced
community education guidance from the LEA and with limited
flexibility in available finance was not achievable.
Subsequent practice should be organised with clear
objectives and realistic targets, a smaller scale of
operation and an appropriately judged timescale within which
to achieve the community education process. The consequence
of underestimating such organisational issues for the
proposed model may well result in the continuation of
obstacles to the re-entry of non-traditional adult learners
as the experience of the Outreach Project showed.
2.1.2 Unresolved obstacles to development.

Throughout

the life of the Project the commitment remained to extend
access into education for as wide a range of the target
population as possible. The problem for the team was that
they encountered barriers to access which inhibited the reentry of adult learners which were beyond their capacity to
resolve. Such obstacles to re-entry included difficulties
over the timing of courses which often meant evening
activities for vulnerable groups; poor quality facilities
and equipment in many classes; inadequate staff support for
learners; and importantly, the wider availability of creche
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facilities in support of activities.37 Tackling each of
these problems is within the scope of most educational
institutions, very often through reorganising internal
arrangements with little financial cost. In Chapter Three
means of overcoming such difficulties were discussed 38 yet,
as the analysis of the Project showed earlier in this
chapter ,39the problems for learners persisted in
institutional arrangements that showed an inflexibility and
insensitivity to their needs. The existence of such
difficulties in educational provision risks inhibiting the
fullest expression of the responsive element in the model
and without which, achieving open and accessible
institutions becomes problematic.
While these difficulties may be potentially overcome by
imaginative and responsive institutional arrangements,
however, the problems of financial constraints on
educational providers appear to be unresolvable. Although
some opportunity does exist for flexibility over fees in
particular, the issue of finance appears from the experience
of the Project and elsewhere," to remain a substantial
barrier to re-entry for non traditional learners. Short
term projects are only a temporary respite in this problem,
the reality is, particularly with the new legislatitive
arrangements for post school education,41 that the cost of
learning will remain problematic for priority area learners
where institutions either will not or cannot waive the
rules. As far as the model of community education is
concerned, the inability of educators to assist learners
with the cost of learning limits the scope of the supportive
301

element and increases jhe risk of debarring potential
learners who may have the most to gain from participating in
education.
Such difficulties challenge the primary function of
community education which attempts to equalise educational
opportunities for members from the least advantaged groups
in society. In the Outreach Project the problems of a short
timescale and limited budget removed the flexibility of the
team to tackle effectively the barriers to educational
provision.

In effect this meant that the work of the

Project was unable to progress much beyond the first stage
of the continuum of learning, being focused on the
developmental aspects of the interventionist element.
Thus, while the activities of the Project reflected
much in all the key elements as the discussion _1.n the last
part of the chapter showed,42 it was unable to move on to
create more open and accessible institutional provision.
Consequently, the work of the Project focused on developing
learners within the first stage of the continuum, with some
limited collaborative ventures with institutional providers
which broadened the range of educational opportunities that
were available.43
The complexities and scale of intervention required to
alter institutional arrangements therefore, proved to be
beyond the resources of the Project. The emphasis thus
remained on developing learners and locally organised
activities. Thus, to enable the fullest development of the
model would require considerably greater time and funding to
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be made available to any future community education
initiative wishing to work in an urban priority area. The
problems for the proposed model presented in the
organisation of the Outreach Project however, have to be set
alongside the strengths contained in the team approach
adopted by the initiative. This method of delivering
activities had the benefit of producing a broader range of
educational opportunities for residents than had been
envisaged in the establishment of the idea and is considered
next.
2.1.3 The role of the community education team

The

decision to put in place a multidisciplinary team of workers
each with some experience and understanding of the values
and way of life in priority area settings encouraged the
development of a broader based response to the educational
needs that emerged than might have otherwise been the
case.44

There were however a number of difficulties

arising from the establishment of a multi-disciplinary team
of professional workers. For instance, forming a cohesive
and mutually supportive team which could share similar
values and attitudes on the task to be undertaken was not a
simple and axiomatic process. The different professional
experiences each individual brought to the situation, the
different methods of working, largely reflecting different
organisational influences, and the different philosophies on
what was meant by community education contributed in varying
degrees to tensions in the early stages of establishing team
rapport.
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The additional problem of contractual anomalies between
each fieldworker, which reflected the different service
background, created initial conflict and mistrust amongst
team members. The tensions generated by the different
demands made by sponsoring agencies on individual workers
also caused confusion and tensions amongst the team.
Balancing the demands of the Project requirements,
especially in the early stages of development, was a
problem.

Illustrative of this was the expectation by

sponsoring agencies for team members to produce outcomes
from the work at a time when the Project was consciously
resisting pressure to move too fast too soon. Despite these
difficulties, the idea of a team of professionals with close
links back into the main institutional providers extends the
notion of the role of the community educator contained in
the model of community education. Hence, in addition to the
community educator acting independently of the main
structures of education, operating more as an intermediary
between providers and users, the professional is able to
work back directly into a familiar organisation and
structure to potentially achieve more effective linkages.
Thus, despite the perception by community educators of
the importance of being seen as independent from mainstream
provision in order to win credibility amongst nontraditional learners, the availability of direct access into
institutions adds a further dimension to the role of the
educator and increases the opportunities for access and
participation. Furthermore, the availabilty in the Project
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of a team of professionals each with separate institutional
ro

links and access to resources, extends further the range of
opportunities more directly available to local people.
The benefits however, of a team approach, only occured
when the Project field-workers had overcome the potential
conflicts and initial tensions arising out of their unique
situation. These issues were dealt with through staff
development and training exercises which sought to cultivate
an identify and autonomy for the Project as a community
education team with specific goals and objectives.45 This
process continued throughout the duration of the Project,
both formally through training events and informally, as a
team visiting other projects and in holding group
discussions with users and other education workers.
The importance of staff support and training for
professional workers in facing as a team the dynamic of
community education developments in a priority area should
not be underestimated. There is always a need for community
educators, both as individuals and in a team situation to
require time away from the work to reflect, examine and
learn, in order to contribute more effectively back in the
area. Hence the acknowledgement by the team leader of the
need to facilitate team discussions and opportunities for
reflection on developments in order to generate mutual
supportiveness of team members and to identify and clarify
objectives.
The importance of staff development in supporting
individuals to embrace the participative and democratic
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approach to decision making adopted by the team should not
be underestimated. As the team grPdually dispensed with a
hierarchical staffing structure, replacing the role of team
leader with that of facilitator which was equally shared
amongst all members and moved towards collective decision
making, the process undertaken required much examination,
discussion and agreement.46 The ideal of the open and
participatory team approach had to be worked hard for and
constantly reinforced through team building and personal
counselling sessions. It was however, a crucial element of
the consultative style adopted by the Project both in its
own professional arrangements and in its relationship with
residents.
The idea therefore of a multidisciplinary team linked
to institutions which avoids contractual anomalies and has
staff development support available within a clearly stated
division of responsibilities between sponsoring agency and
fieldwork practice potentially enhances the process of
community education and widens the scope for access and
participation.
Furthermore, the emphasis on participative relationships within the team was extended to include work with the
residents in the Project. Such an approach was regarded by
the workers as the most effective means of developing a
sense of ownership by the residents in the educational
process. It did however, raise a number of issues for the
model of community education which are considered next.
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2.2 Negotiation and ownership in education
One of the key aspects in the interventionist element
of the proposed community education model is the notion of
negotiation and ownership in education, whereby the
participants in the learning situation are consulted over
the content and methods of learning and are encouraged to
feel some ownership of the process through active
involvement in decision making.47
The Project team were committed to the overall
principle of collaboration in developing the activities
recognising the importance for successfully engaging nontraditional adult learners in working closely alongside
residents and involving them in the planning and delivery of
the programmes. The use of volunteers at 'the base"48 and
the reconstituted users' group49 were illustrative of this
principle of collaboration.

Importantly for the team

members was the manner in which that collaboration was
developed.
Thus, the users' group, emerged after a carefully
staged period of relationship building, working within
residents own time scales and largely on their terms
initially to build trust and confidence. Once the trust had
been established the process of negotiation could begin.
The sense of ownership this created indicated that attempts
at imposing collaboration through a professionally dominated
Management Group or locally unrepresentative consultative
group" would fail precisely because they were imposed and
not allowed to develop from within through the users. The
community education model recognises that working with
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people in priority areas "is a slow process, building
gradually on developing relationships of trust".51 The
experience from the Project suggests that people would
become involved in education when they were treated as
partners and could share in the decision making and
direction of the work. The time taken to encourage
partnerships is thus a very real investment by community
educators in winning trust and confidence from participants.
In achieving the establishment of a locally
representative consultative group however, two problems
arise. The first concerns the extent of power sharing that
can occur between residents and professionals. The second,
is determining just how far such a group carries the mandate
to represent all of the opinions of diverse and often
conflicting local groups.
In respect of the first problem, it was suggested in
the discussion earlier in Chapter Three,52 that attempts to
share power can be both illusory and fraught with
difficulties. It is illusory, because in a representative
democracy there are limits to what will be allowed in the
shape of local control over the rights and privileges of
elected representatives and difficulty, because giving
control to local people challenges the traditional
domination of power by professionals.
The likely outcome of power sharing can and did within
the Project raise the unforeseen and unpredictable
consequence of provoking tension and conflict between the
field workers and the activated users who themselves, split
into smaller groups with competing interests. Thus, while
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some residents wanted to simply use 'the base' for its
educational and social activities, there were others who,
having been more centrally involved in team meetings and
decision making, had their expectations raised and demanded
further elements of control and an equal place in the
running of the Project. As one resident put it
We needed a room - a space. The team had theirs,
Jean had hers, even the cleaners had their own
room. We wanted a filing cabinet because we had
nowhere to put the minutes of the meeting we wrote
1 our wants and why we wanted them.
down.
DEMANDS.
The continued domination by prominent local
personalities in the running of affairs at 'the base' and
the clashes that arose had the effect of restricting wider
involvement from Orchard Park and raises the second problem
concerned with collaboration, namely, the representativeness
of a consultative group.
The difficulties experienced by community colleges in
achieving broad representation in the management of
institutions and discussed in Chapter Two,5 4 became
problematic for the Project also. As the team sought
collaboration and sharing of control with residents they
walked a continual tightrope between professional neutrality
and community politics. The strategy of encouraging the
growing importance and involvement of the users' group in
decision 'caking was offset by the struggle by team members
to overcome resistance on the estates to what many residents
outside of the base' regarded as the domination of the
Project by a small and locally unrepresentative minority.
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This issue of representation is problematic for
community educators because while they welcome involvement
from the local population and actively encourage people when
they come forward, the subsequent difficulty arises in
trying to broaden participation to include a wider
constituency and break the monopoly of one or more factions.
The Project team in one sense could be congratulated on the
high level of user control and participation which emerged
amongst residents who gravitated to 'the base' and were
involved as volunteers and participants in the activities.
Such an involvement by local people was never anticipated by
the original Steering Group and took the Management Group
and the Project team by surprise. However, the desire to
welcome and extend the partnership into user control was
done without team members stating or clarifying the limits
to resident involvement. Thus the early dominance by one
group of local people soon became consolidated and accepted
as the voice of the area by professionals without regard to
broader representation.
The two problems of power sharing and local
representativeness however, remained unresolved during the
life of the Project. As far as the sharing of power was
concerned what existed was a considerable degree of
localised power sharing and ownership within 'the base' and
between the residents and team members. However, the
opportunity for residents to control the Project through the
Management Group or the LEA Planning Group remained out of
reach. Little indication emerged from the Project which
suggested the situation could be changed; negotiation and
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ownership in education may well be only achieved within the
local context. The power of educational hierarchies and the
extent of professional domination appears too great for the
community education process alone to overcome.
Similarly, the difficulties in achieving a locally
broadly representative forum within the Project was fraught
with difficulties and contradiction. The issue is
complicated, given the desire and encouragement shown by
community educators to user partnership, the danger this
brings of exclusivity by one group over another may well
create difficulties locally and be counter productive to the
aim of a broad based community education process. Education
systems therefore must not succumb to narrowly conceived
local vested interests or the dominance by professionals but
maintain an open approach to all interests in a locality
tolerating the diversity and contradictions which
characterises urban priority areas.
2.3 Concluding remarks
In its short life, the Project attempted to move out
into the local area to such an extent that it became a
recognised part of community life, with established personal
contacts and a widely respected reputation. Through the
credibility gained in the area individuals and groups felt
able to approach the Project and ask for courses and
activities. In this development educational issues and
ideas were generated by local people rather than being
imposed by professional educators or institutions. By
involving residents more centrally in the education process
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the Project gave a voice to some members from the least
advantaged groups in society. What this gave these
residents was a sense of ownership in the education process
and a feeling that they were being listened to and in doing
so, some of the traditional barriers which have inhibited
access to education were, if not removed, then considerably
weakened.
This was the ideal model that fashioned the Project: a
commitment to work alongside and support adults in their
areas of residence, to increase the opportunities and access
into education and to share control and power in the
educational process. Two years of community education
developments however cannot make up, in some cases,
generations of disengagement from education nor can it
tackle alone the many social and economic issues facing
socially disadvantaged groups in priority areas.
The Project met with successes and failures as its
philosophy and practice unfolded, not in the beginning with
a fully developed strategy but gradually in an ad hoc
way, responding to the changing needs and perceptions of
local people. The team fashioned their ethos on the model
of community education developed in Chapter Three, working
to create a true partnership of equals. On the one side the
local residents with their knowledge, experiences, hopes,
fears and aspirations and on the other, the Project with its
resources and expertise, both coming together to provide
"what residents want as opposed to what professionals
need".55
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APPENDIX SEVEN
NORTH HULL COMMUNITY PROJECT56
USERS EVALUATION SHEET

TELEPHONE

NAME
ADDRESS
A For our statistics
Are
Are
Are
Are

you
you in regular employment
you registered disabled
you
UNDER 25JI

1
FEMALE
MALE 1. 1
YES 111111 NO
NO
YES
iI
OVER 60 I
25-60
I

1-71

B To help us in planning future courses
A lot C]
It was OK C=1
I didn't enjoy it 0

1. How much have you enjoyed the class?

2. What have you got out of the class? (Tick as many as you like)
Learned practical skills L1
Made friendships n
A good laugh(
Got more confidence ! 1
Any others

3. How did you find out about the class?
Through a friend 0
At my child's school I-1
From a poster or a leaflet
Some other way

r-I

4. Have you ever belonged to an Adult Class before
5. Was the class what you expected?
If not, how was it different
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YES EI NO j
YES I I

NO

6. Were you happy with the following?
ALL OF THE TIME ' SOME OF THE TIME
The room
Childcare
facilities
Equipment

EJ
ID
0

NONE OF THE TIME

CD
EI

n
El
U

n

7. Were you satisfied thatyou got
n.
enough individual attentio

NO El]

YES

8. Have you any ideas about how the class could have been improved?

9. Would you like information about other similar classes
NO 0
YES
in your area?

10. Would you like to continue with this class
YES 111
if the opportunity is there?

NO 0

11. Would you like to talk to one of our staff about where
to go from here? (eg other courses, return to work,
NO 11
training etc)
YES

n

12. Have you got any ideas for other classes or courses?

Thank you for completing this questionnaire, it will help us
when we plan other courses.
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Notes to Chapter Five
1. See Chapter Three, pp.159-163 for a discussion of this
role.
2. See Part 3 in Chapter Four where examples of the
process of linking back into sponsoring agencies
are provided.
3. See Figure 21, p.238, for details of this project and
other support given to local groups.
4. ibid.
5. See Appendix Four, p.260 for details of these taster
courses.
6. See pp.163-169 in Chapter Three for the discussion of
this point.
7. NHCOP, op.cit., pp.11-19.
8. ibid, pp.58-60.
9. Arnstein, op.cit.
10. NHCOP, op.cit., p.84.
11. See the discussion in Chapter Two, pp.116-121 and
pp.130-131.
12. NHCOP, op.cit., p.201.
13. ibid.
14. ibid, p.74. Sheila Cooper, local resident.
15. ibid, p.80. Hilda, "a contended and happy worker".
16. ibid, p.28.
17. See pp.243-247 in Chapter Four for details of these
activities.
18. See pp.248-259 in Chapter Four.
19. One long term unemployed person progressed on to a City
and Guilds craft level course at Hull College of
Further Education. NHCOP, op.cit., p.25.
20. One individual registered on a part time Documentary
Studies Degree Course at the local Polytechnic.
NHCOP, op.cit., p.24.
21. ibid, p.4.
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22. See pp.250-252 in Chapter Four.
23. NHCOP, op.cit., p.20.
24. See p.248 in Chapter Four,
25.

NHCOP, op.cit., p.44 summarises the difficulties

encountered at. the College.
26. ibid, pp.238-240.
27. See p.176 in Chapter Three.
28.

NHCOP, op.cit., pp.237-238.

29. ibid, pp.23-26.
30. Polygon, op.cit., p.48.
31. ibid, pp.53-54.
32. City Challenge is a new scheme funded from within the
Urban Programme that emphasises the notion of
comprehensive urban regeneration based on strategic
partnerships between public authorities, the
private sector, voluntary agencies and the local
communties. It is a competitive scheme operational
from April 1992. Bids were invited for 1993 starts
from Programme Authorities and 20 winners were
announced recently; although Hull put in a
submission for the west of the city, it was not
selected.
33.

NHCOP, op.cit., p.20.

34. See p.265, reference 40.
35. All of these proposals are covered in the Steering
Group's initial report found in NHCOP, op.cit.,
pp.105-128.
36. Despite the Project team successfully negotiating
activities and developments with Hull College, the
Adult Service and the Youth Service, its own scope
to initiate and promote activities was severely
curtailed by the lack of 'flexible headings to
spend within the budget. See again, p.265 and
reference 40.
37. See Part One of this chapter for details of these
problems.
38. See pp.175-199 in Chapter Three for a discussion of
this.
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39. See pp.283-284.
40. See the evidence from NIACE, op.cit., pp.27-29.
41. See the discussion on this point in Chapter Six,
pp.334-335.
42. See pp.293-295.
43. See pp.286-291 earlier in this chapter.
44. See Figure 20, p.234 in Chapter Four for details of the
Project staffing structure.
45. See pp.235-236 in Chapter Four for details of the staff
development and training provided.
46. While the team leader retained responsibility for
leadership of the Project as far as the Authority
was concerned, in practice, working relationships
were based upon the idea of the equal sharing of
responsibility and a participative decision making
process. See p.231 also.
47. See pp.163-169 in Chapter Three.
48. See pp.254-255 in Chapter Four.
49. See pp.255-256, ibid.
50. See pp.252-254, ibid.
51. NHCOP, op.cit., p.68, Betty, a local resident.
52. See pp.163-164.
53. NHCOP, op.cit., p.95.
54. See pp.112-118.
55. NHCOP, op.cit., p.96.
56. ibid, p.219.
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CHAPTER SIX
CONCLUSION

This thesis has been concerned with the educational
participation of non-traditional adult learners who come
from the least socially and educationall advantaged sections
of society. The emphasis has been on finding the means of
encouraging such adults back into the main body of education
in order that they might benefit from the opportunities that
are available and gain the knowledge and skills to improve
their personal situation and participate in the main social
and economic mechanisms of society.
The adverse material conditions that disadvantaged
groups living in urban priority areas face however, are
overwhelming and when combined, serve to deprive them of
access to the main opportunity structure of society. As
Chapter One showed, the risk of social polarisation does not
only affect the older inner areas of the major towns and
cities either.' The problem has spread to affect other
parts of the conurbations and is giving growing cause for
concern. Professor Halsey commenting on the 1991 housing
estate disturbances in the North East suggested that the
collective deprivation in many urban priority areas is
producing an "underclass" that is increasingly becoming
disconnected from the values associated with the
reproductive mechanisms of society represented by the family
and who are excluded from the economic productive system.2
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This new "underclass

according to Halsey, forms a

"minority within a minority"3 trapped within the priority
areas of large cities, alienated and increasingly resistant
to social cooperation.
If his observations prove correct, and the evidence
contained in both Chapters One and Four describing priority
area life offers little to detract from this vie w, these
raise serious questions on how the social and educational
systems in society might respond to ameliorate the
situation. The cycle of powerlessness referred to in
Chapter One5 described the extent and intractability of the
problem, showing how the combined effects of disadvantage
interact to keep people trapped within an iterative cycle of
deprivation. Edwards has suggested that this cumulative
effect of disadvantage begins early with the priority area
child when
he will progress to a secondary —. school and
will likely emerge at the earliest opportunity to
take up a job which offers low pay, low security
and no future. This sccial position and lack of
money will effectively disqualify him from
competing effectively in the housing market, and
in areas of acute housiilg shortage —. he may well
end up once more in an inner city area .— if he
ever left.
British post war urban educational policy solutions
attempting to tackle the problems of cumulative disadvantage
were underpinned by a number of views. As was shown in
Chapter One, these varied in their emphasis from ones
stressing an emphasis on equality of access in education,7
to strategies of positive discrimination and programmes of
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compensatory educati on

which were underpinned by

pathological explanations for educational failure,8 right
through to the development of responses that called for a
more radical reform of community and social life through
reconstructionist models of community education.9
Thus, as Chapter Two showed, the development of
positive discrimination was significant in post war
educational policy with its shift in focus from the
previously held unitary concept of the city to a model of
diversity in which additional resources were directed to
priority areas." This became the context within which
compensatory educational programmes were developed and from
which, the notion that education had a part to play in
solving the problems of families and neighbourhoods emerged.
The idea of compensatory education as was shown in Chapter
Two however, was widely criticised with Bernstein
particularly arguing that it was not possible to "talk about
offering compensatory education to children who in the first
place have not, as yet, been offered an adequate educational
environment".11
The possibilities though, introduced through positive
discrimination for educatioh to adopt a community problem
solving approach led to more radical developments in
community education where the emphasis was extended to take
on a social bias. As was discussed in Chapter Two,
arguments were developed that stressed the role of schools
in becoming a base for community regeneration and social
change stimulated by a socially relevant curriculum.12
320

Later, through the notion of community colleges, the school
was extended to become a centre for social, recreational,
cultural and educational provision within which local
control and participation in the management structures was
encouraged.13

Priority area communities in this latter

idea were regarded as consensual in nature, capable of
being promoted and developed by a single institution, a
notion which regarded the school as the centre of community
life and drawing upon the ideas found in the village
colleges of Cambridgeshire.14
Thus, while the emphasis in much of post war community
education on the school as a force for community
regeneration based on the notion of a homogeneous priority
area community is in itself a difficult notion to accept, as
the discussion earlier in Chapter Two showed, there are four
further problems associated with schools as a medium for
community development. Firstly, institutions with their
well defined traditional role, relative inflexibility of
plant and small marginal resources and centralised location
may find it difficult or be reluctant to move resources and
staffing towards an expanded role in wider spread community
locations.15
Secondly, most teachers would say that their first
priority is to the schoolchildren rather than the community.
When taken with the relative inflexibility of the
traditional teaching role itself with its statutory
obligations to pupils and the demands of a national
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curriculum, assessment and examinations, it is unlikely that
teachers are able to adopt the fluidity and informality of a
community work role. Furthermore, even in its most
progressive form, schooling is a highly structured situation
with fixed times and dates when schools are open. Pupils
are segregated into class groups and work with particular
teachers for allocated periods and the content of learning
is tightly circumscribed.
Thirdly, the changing legislative position of education
in which the emphasis on competitiveness and the shifting
power base to institutions has altered the balance of
influence in education. Whereas before, LEAs could be more
directive in achieving their aims with regard to nonstatutory activities at least, that situation has now
altered decisively.16

This now means schools through their

own governing bodies having to be more accountable for their
finances. Thus, with the non-statutory basis of community
education funding varying dramatically from one authority to
another, such initiatives will need to demonstrate financial
viability or risk becoming vulnerable in times of financial
stringency. This may be particularly the case when
competing demands are made over the use of school premises
by other groups. This could lead to demands by governing
bodies that the dual use of school facilities should not be
unprofitable. This may increase the pattern of school
premises being let out for use by groups who, as Jones has
noted,17 are articulate, readily available and profitable.
These are the people who could dominate usage in the future
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thus hindering the slower build up of participation by other
vulnerable or socially disadvantaged groups.
Fourthly, and finally, at a more fundamental level
however, there is a question about community schooling and
the development of the social individual subsequently able
to regenerate and change their community. It is not clear
that policies consciously intended at this level to promote
the coherence of local communities can influence the
structures that determine the nature of social
relationships, or even at any depth, interact with them.
Ideas about the power of schools to promote community
regeneration and social change have proved hard to sustain,
particularly in view of the selection function of schooling
with its emphasis on social sifting and examinations.18
Thus, while schools can be regarded as incapable of
fulfilling the process contained in the proposed model of
community education, later developments which focused on
adults offered an alternative option for experimenting with
the process. However, as the discussion in Chapter Two
demonstrated,19 this response was mostly concerned with
adult education as an instrument of social change,
contributing to the collective advancement of working class
minority groups.
In this perspective, adult educators saw that people in
priority areas had a wide range of interests, like people
elsewhere, but their most pressing needs of unemployment,
housing and poverty had restricted their involvement in
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education. Traditional adult education was seen to have
failed to utilise these interests or that of adults as
parents in their children's schooling. Community adult
education therefore emphasised the need to be involved in
tenants' associations and community groups to assist in
tackling the problems of housing, vandalism, poverty and
unemployment. Thus, as was shown in Chapter Two this was
regarded as the essential contribution of adult education to
social action. Educators were to unite with the working
class in fighting local issues.
This idea of combining aspects of community action with
adult education however, although very successful in
encouraging a number of working class adults to participate
in education, encourage their personal development and
possibly provide a ladder out of 'deprived' communities,
left the position of the general community unresolved. The
stress on local alternatives as solutions to the problems of
inequality resulted in the creation of alternative
educational solutions related to immediate problems of the
locality.
Consequently, this form of community action linked to
adult education produced, in parts, a narrow interpretation
of education and raised the possible dangers of creating an
educational elite at the expense of the wider population.
As Lovett commented
courses on the political economy of cities are
ie
fine, but very few community activists are at h
point where such phrases mean anything to them.
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What did emerge from this aspect of post war community
education however, was an emphasis on the importance of
working out in the priority area setting, alongside adult
learners, negotiating and sharing the educational content
with local people. These were worthy elements that later
reappeared in the proposed model of community education.
The stress however in adult education, and in school based
community education developments, was predominantly on a
social bias in solving the problems of local communities
where education was regarded as the crucial element in
revitalising and regenerating local community life, despite
the warning from Halsey that "too much has been claimed for
the power of educational systems as instruments for the
wholesale reform of societies".21

The idea that community

education in post war developments could achieve community
change subsequently failed in its own terms as Chapter Two
has documented.
By comparison to the arguments supporting the
development of community education in post war Britain, the
model for community education put forward in this thesis is
not concerned with wholesale community regeneration or
social change. Instead, the proposal is developed of a
community education process that emphasises a two stage
continuum of learning with the overall purpose of developing
learners and achieving open and accessible educational
institutions. The model discussed in Chapter Three22 argued
that community education practice should be interventionist,
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supportive and responsive, with the potential for re-engaging
adult learners within the main educational system.
The importance of such a model was broadly validated in
the study of the North Hull Community Outreach Project in
Chapter Four23 where the focus was on encouraging the
greater participation of traditional non-participant and
socially disadvantaged groups in a priority area to re-enter
the main body of education. Such adults, who lacked
qualifications and had unhappy experience of schooling had
become progressively disengaged from education and were
typical of many of the least advantaged groups found in
priority areas.
Thus, the development of the Outreach Project in
Orchard Park worked with an adult population with high
levels of disengagement from education, acknowledging that
it could not make up for years of entrenched disadvantage
nor the wider social and economic problems affecting many
people in the area. Instead, it demonstrated that some
barriers to education could be dismantled by engaging non
participants in a collaborative process which in small
degrees, empowered those who came into contact with the
activities. By involving adults the Project worked on the
belief that in raising their educational awareness the
benefits would accrue to those who were parents and their
children. This belief was sustained by the persistence in
the post war period of research which suggested that
parental support and education was an important factor in
determining a child's educational performance.24 In overall
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terms therefore, the Project developed a local facility with
high levels of user satisfaction and involvement, despite
the conflicts and tensions the approach generated.
The thesis has thus traced the context and development
of post war community education in urban priority areas,
proposed a model for community education that takes account
of the circumstances that inhibit the participation of the
least advantaged groups in society and tested it against a
community education project. In doing so, there have been
raised the following crucial issues that have implications
for the way the model is developed:
(i)Poor educational performance of priority area learners.
(ii)Collaboration with local residents.
(i) Poor-educational performance of priority area learners
The poor performance by children and adults from priority
areas in education, as discussed in the earlier chapters,25
has led to problems in education that result in
(i)a lack of formal qualifications, including basic
literacy and numeracy difficulties;
(ii)unhappy experiences of schooling;
(iii)a negative attitude when adult to further
education and training;
(iv)cynicism about the value of education to the
priority area situation;
(v)lack of role models in relation particularly to
further and higher education;
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(vi) a general anti-culture towards education - it
belongs to a higher status sector of society.
Interpretations for reasons why these issues persist have
ranged from indifference and low motivation to wider
structural features. Thus, the survey discussed in Chapter
Four of long term unemployed carried out on Orchard Park
identified cynicism about the value of education or training
amidst overpowering social and economic disadvantage and a
subsequent unwillingness to participate as further
contributing to the disinterest and disengagement shown
towards education.26
The suggestion however that antipathy or low motivation
is the cause of the educational difficulties of nontraditional learners has been challenged by writers who
maintain that many from the least advantaged groups hold
back from education not because of low motivation but
because of powerful constraints arising from cultural and
social class divisions. O'Shea and Corrigan27 thus argue
that adult participation in education is the continuation of
a process which starts at school. School creates or
reinforces sharp divisions in society, by conditioning
children to accept different expectations and status
patterns according to their 'success' or 'failure'. Through
the use of imposed standards and selection, the educational
system traditionally rejects or excludes large numbers of
the population, many of whom subsequently consider
themselves as educational failures.28
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To a significant degree post school education
perpetuates the values and status of patterns embedded in
the school system. Thus, for the less advantaged groups,
post school education can easily reinforce inequalities that
commence early in childhood. Not surprisingly, people who
are perceived to have failed in the school system do not
wish to repeat that failure by participating as adults.
While the proposed model of community education may not
be able to alter some of the wider and intractable
structural problems, it has been argued in Chapter Three
that the process can effectively address aspects of
institutional barriers to learning and alter the negative
attitudes and perceptions non-traditional adult learners
bring to the situation.29

Thus, in the continuum of

learning opportunities people who were disengaged from
education have their confidence developed and are involved
in selecting the learning content of activities in a
negotiated relationship with professionals. The model
hence positively supports adults in their return to learning
and encourages institutions to become more responsive in
meeting the needs of such learners. It is possible too, as
the evaluation of the Outreach Project in Chapter Five
showed,3° for all three of the elements in the model to
interact and be fulfilled in part during the first
developmental stage of the continuum. In this situation,
adults will benefit from a concentrated educational
experience which encourages re-entry although it remains an
important objective in the model to achieve the full
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continuum of learning opportunities so that the overall
purpose of developing learners and achieving open and
accessible institutions become available for priority area
learners.
Central to this process remains the issue of
collaboration with local residents where the discussion in
the last part of Chapter Five31 suggested such an activity
remains problematic for the model.
(ii) Collaboration with local residents

The commitment

to collaboration implies a need for equal sharing of power
between educational professionals and institutional builders
who control the educational process and local people.
Previous experience in education has pointed to the
existence of a less than equal sharing of power between
learners and the educational hierarchy.32

Associated with

this is the problem raised over the validity of local
representation: this raises important questions about the
extent to which representatives have a mandate in the
locality and who it is that they represent. The lessons
from community colleges suggest that more articulate groups
with better skills are able over time to dominate situations
and gain advantages in the decision making process.33
Jones has suggested that these are the groups who are often
unrepresentative of the local social economic profile or of
the interests and needs of local residents and that the
lesser advantaged groups then constantly remain on the
margins of participation and the community education
process.34
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In the Outreach Projct the lessons that emerged showed
that negotiation with local people meant bringing into
partnership with education people whose involvement will not
necessarily be predictable and who may create problems for
the professionals in the situation. Furthermore, if
broadening the base of community participation in
institutional arrangements is successful it will inevitably
lead to increased interest and motivation, and consequently
to demands for even more active forms of involvement.. This
dimension of the community education process is one which
educators should not and cannot expect to control and
requires professionals and institution builders to tolerate
and accommodate the conflicting and contradictory demands
involved in the sharing of power which will arise.
Ultimately, as the Outreach the Project demonstrated,
the whole area of sharing power and control with local
people is contentious for all the reasons stated. The model
acknowledges this situation and accepts that the ideal of
control by local residents in education will almost
certainly be unachievable, if it is ever desirable.35 In a
representative democracy, it is the elected representatives
who have the mandate to operate the controls in society. It
is a reality which may not be palatable to those who argue
for control at the local level by unelected factions.
Education is part of the elected democracy in Britain and as
such

must operate within the accepted traditions:

educators should undertake to ensure that the local view is
reflected through the properly elected representatives of
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the people. Any other attempt to wrest control will end in
failure or increase the polarisation of some groups at the
expense of others. The model therefore promotes the notion
of educational development within the accepted arrangements
of the existing representative democracy and emphasises the
involvement and participation of local people within the
realities of any given situation. Thus, power sharing
between professionals and local people may only occur within
the boundaries of what is available to be shared. Thus, as
the Project team found it, it could only share equally with
the local residents that power which effectively belonged
and was controlled within the Project itself.36
Thus, the process in the model is fashioned on a belief
in community education that emphasises a developmental and
participative process, readily accessible to non-traditional
learners within agreed and accepted boundaries for
collaboration. The model, furthermore, with its continuum
of learning, key elements and overall purpose is predicated
on the belief that negotiation and ownership in education is
a slow, continuing process which starts at the point where
learners are and has expectations that they might progress
into the main educational opportunity structure and take its
benefits. This does not mean imposing values, although
inevitably this will occur, but stresses negotiation and
involvement with local people in determining their
educational participation.
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In carrying out the process in the model, the potential
exists through the interventionist, supportive and
responsive elements not only to develop the greater
participation in mainstream learning activities of nontraditional learners, but also to give them a voice in the
educational debate. By doing so, community educators may
begin to challenge the quiescence of disadvantaged groups
within education which has compounded their nonparticipation in learning opportunities.
The practice carried out in the Outreach Project
through the idea of a small area focus validated the
potential in the model to re-invigorate non-traditional
adult learners to participate and contribute in the
educational process. This notion of a small area focus to
implement the model thus was an important aspect in
validating in practice the community education process.
Consequently, the proposed model of community education was
shown in practice to be effective in achieving the
development of learners when implemented through a closely
focused and discretely targeted strategy which combines with
mainstream providers to work alongside non-traditional
learners in encouraging their development and progression
into education. Arguments that call for the abandonment of
the notion of areal strategies because they may miss, in
some forms, the intended groups, or, because they are
expensive, could prove to be impetuous.37 As the Project
showed, such strategies have their use as experiments, as
ways of identifying and attempting to intervene with certain
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aspects of educational disengagement and disadvantage while
providing lessons on how models of community education could
be applied more widely.
Furthermore, despite inadequacies in the funding and
organisation of the Project,38 the work showed that small
area projects have the potential to ameliorate some of the
worst educational problems facing adults in priority areas.
While funding such schemes may appear expensive in the short
term, particularly in the new cost-conscious culture of
education, the expense to the State in social and economic
terms if the educational problems affecting disengaged
learners are not tackled, will be greater.
The opportunity therefore should be grasped to develop
in priority areas the model of community education proposed
in this thesis. The process validated by the Outreach
Project meets the challenge facing post school educational
providers to broaden and increase the opportunities in
education for the least educationally advantaged. The
Further and Higher Education Act sets a new context for post
sixteen education as it embodies major tensions between the
values of equity, access and entitlement and of
differentiation and competition implicit in the market
assumptions underpinning the Act.39 The need to market
courses and programmes effectively may lead to a reduction
in the incentive and flexibility of educational providers to
sustain activities for under-represented groups in the
system.
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This may lead only t,o the promotion and survival of the
most profitable income generating courses, while costly
small group and minority interest programmes may be
marginalised and lost. As the model implies and the Project
demonstrated, it is these latter activities with small
groups undergoing a period of preparation, negotiation,
guidance and support before entering the main provision
which are essential to engaging non-traditional adult
learners. The loss of such opportunities would mean
reducing the re-engagement of the least advantaged groups in
the educational process, thus further reinforcing their
polarisation away from the main opportunity structure of
society.
In this new educational condition it is therefore
essential that educators in post school education adopt and
retain the community education process exemplified by the
model. If community educators are institution based, and
many inevitably will be, they must ensure that the
structures they set up reflect the needs and aspirations of
their local communities and that within those structures,
their role is that of facilitator with the overriding aim of
enabling disadvantaged learners to participate in the
continuum of learning opportunities afforded through the
model of community education.
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Notes to Chapter Six
1. See pp.35-41 for a discussion of this point.
2. A.H. Halsey speaking on the ITV programme "Special
Enquiry" 3 November 1991, which considered the
consequences of the Meadowell disturbance in North
Tyneside for other parts of Britain.
3. ibid.
4. See pp.41-46 in Chapter One again and pp.211-222 in
Chapter Four for further information on this issue.
5. See p.42.
6. Edwards, op.cit., p.5.
7. See pp.52-54.
8. See pp.54-59 in Chapter One.
9. See pp.104-122 in Chapter Two.
10. See pp.84-93 or a discussion on the notion of positive
discrimination.
11. Bernstein, op.cit., p.61.
12. See pp.104-111 in Chapter Two.
13. See pp.100-102 in Chapter Two.
14. See the discussion in Chapter Two, pp.95-100 on the
work of Henry Morris in relation to village
colleges.
15. By attempting to embrace the concept of community
education, with its flexibility of time, approach
and clients, schools have the dilemma imposed by
their rigidity. Furthermore, pressure on staff who
are involved in the "community school" developing
local contacts, may become problematic as they are
expected to operate entirely different roles. On
the one hand maintaining a formalised teaching
commitment, and on the other, working flexibly with
local groups and their needs as they arise.
16. The effects of the Education Reform Act, in particular
the local management of schools (LMS) and the
recently published White Paper "Choice and
Diversity: A New Framework for Schools" all
contribute to the significant demise of local
education authority (LEA) influence in schooling.
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17. Jones has suggested .that the least advantaged groups in
priority areas are often squeezed out from the use
of community facilities in schools by more able and
affluent groups. She regards this as one of the
ironies of community schooling, namely, the groups
for whom facilities were intended are in fact the
ones to least benefit from use and assistance. See
Jones, op.cit., p.54 and pp.60-61.
18. Halsey makes the point that community regeneration
cannot be carried out through the community school
alone. Change can only occur "in the context of a
comprehensive organisation of social services in
the community". See Halsey, 1972, p.18.
19. See pp.111-115 in Chapter Two.
20. Lovett, 1983, p.40.
21. Halsey, op.cit., p.7.
22. See pp.192-199.
23. See the evaluation of the Project in Chapter Five.
24. See the evidence from Douglas, op.cit., Halsey et al,
op.cit., and the Plowden Report, op.cit.
25. See pp.47-52
in Chapter One and the evidence of the
educational performance of children from Orchard
Park in Chapter Four, pp.219-222.
26. See the discussion of the 1991 Polygon research results
on pp.221-222 in Chapter Four.
27. O'Shea and Corrigan, op.cit.
28. ibid.
29. See pp.154-156.
30. See pp.272-290.
31. See pp.307-311.
32. See the discussion on the issue of community control
and participation in Chapter Two, pp.116-122.
33. ibid.
34. See Jones, op.cit.
35. See the discussion of this point in developing the
proposed model on pp.163-169 in Chapter Three.
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36. See the discussion on issues arising for the model in
the evaluation of the Outreach Project on pp.307311 in Chapter Five.
37. The criticism from Barnes, op.cit., and Holtermann,
op.cit., is illustratative of this point.
38. See the discussion on pp.296-300.
39. The 1992 Further and Higher Education Act gives
independent status to further education colleges,
sixth form colleges and removes the binary line in
higher education. One consequence of the Act has
been to increase the competitiveness and market
orientation amongst post sixteen providers. This
may in turn create problems in meeting the needs of
disadvantaged groups, which are potentially
expensive, and the need for colleges to be costeffective.
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