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ABSTRLCT

The Concepts of 'Equality' and 'Centralization' and some
of their implications in the New Zealand Education System.

SECTICN A: Egalitarianism in New Zealand Education

This section sketches the development of the New
Zealand statement of equality of educational
opportunity, from its beginnings in England to
pre-frovincial New Zealand, the several developments
in the rrovincial period, tnrough the first national
education system till the present day. The nmajor
relationship with Centralization is pointed out and
a New Zealand definition of the concept is made.

SECTION B: Centrslization in Zducation in New Zealand

The develcpment in historical terms, © ﬂawds a
strongly centralised QEZLTCEG_U, op

fact of centrsl Tunding is shown, ast and present
problems associated with centralization are pointed
out. The administrative system is discussed and
the theory of ccntr¢lizhtlcn as it relctes to Lew
Zealand sducaticn 1s exemined.
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SHOTICH C: An Exemination of some Concepts of the
Fepalitarian Fringiple

The section begins with an analysis of Ieter's
concept of eguality. There follows a comparison
with that concept expressed by Lieberman and the
section concludes with an examination of the
concept in terms of New Zealand education.

SECTICN D: Some Problems Associated with 'Egquality’
and 'Centralization'

In this section, the way the two concepts are seen
to work in New Zealand education is examined.
Examples are cited which indicate their shortcomings
as a basis for an education system. A plea is made
for an examination of princirles upon which it might
be possible to base llew Zealand education.
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survival, education of The m2sZes Wet seen 88 & way 1E which
this objeel e i

W. ®. Porster sald, iz @ treliminary spéech introducing
the 18670 Bill

"Upon, this speedy provision of educatlon depends

also our naticnzl power. Civilised comnmurnities

thrbughout the world are massing themselvggr-fogether,

each mass ‘being measured by its force;

to hold our position among men of our own'race or

4 if we =re



among the nations of the world we nmust make up that

smallness of our numbers by increasing the intellectual

force of the individual.’

schools were provided and childiren were comuvelled to
attend them. Prior to the new national »rovision, it was
possible for a narent to obtain a good schooling for his
children if he was zrepared to pay for it. 'A sound education

could be had in a day school for 2s. or 3s. per week, which
would fit a boy for =z respectable job in an office or
counting house.'  (4) Zeligious groups also made some stren-
uous efforts to vrovide education, specially for the poor.
The 'sunday -school' novement, 'Zageged Schools' and Church
Schools were all providsd as an outworking of Christian
concern for those who wers sz2en as being less foruvunate but
ect oi econonic
nationalism will be exsznined in _.ecztion
since missionaries were among the i
Zealand, it is to be exnected thst these made some onrovision
the mission work., 4Alsc, because the

s

no less intelligent. Zgalitarisricsm as an e
|
~t
i

- 4=

for educstion as part o
first settlers in Ilew Jealand came froz an snglnnd in which

Hh

the rise of a movement for educational »rovision had begun,
it 1s clear that these »neonle brought with them the ideas
that caused *the lztzr devalopments in Zngland, and translated
those into a New Zealznd setting. Jo the early background
to the New Zealsand education system is szen in the pre-Provincial
period, the Provincizl period itself and that first attempt
at a national government at the breakdown of the Provincial
governments.

In the pre-provincizl pekiod (until 1852) education was
largely an individual concern, except for the government
subsidised Mission schools which were s=2en by Lrey as

'measures calculated to improve the condition of the laori
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people and to elevate them in tThe scale of civilisation.
This was the only attempt at all systematic which was made
to civilise, (that is, to Zuroveanize) the llaoris.' Thus
they were hardly egalitarian in purpose. lNeither were the
private educational establishments which were beginning to
spring up in the growing settlements throughout the colony.
There is little doubt that education until the Frovincial
period was for the few, and was vased on anything but egal-
itarian princinles.

Among the special responsitilities granted to the
Provinces upon their Constitution was the vrovicion of
education. ©IZach nrovince was charged with the Jjob of making

P

some attempt to "educate'" its pecnle. Yet by 187¢,
'despite relatively enligchtenzd policies in Otago,

failed in educsastilon.

N
£

Canterbury snd lelson, ther :

3
]

"he second generation of New Zegland children was

1
3

little bettaer educated ther the first. OCnly 56w of

children aged 5 to 15 years were on the schoel rolls,

while the averaze daily attendance was a cers 395

of that group ..... in l.assackruset S e the

averase daily attendzice was V3.

Thus the idea, su:imarised by slf
1849

'It will not be denied that in esvery community

education ought to be universal. where it is in

the power of society to beztow it, every child has

a right to the means of developing its moral and

intellectual nature as well as its physical .....

it is then, the duty of the Government to nrovide

education ..... 2nd the wisest policy of Government

to compel pearents to give their children the

benefit of such education wnen provided .....'(6)
had not yet been achieved, althourh the basis for such an

education had teen estatlished in the best aspectcs of the
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work done by the Frovinces. In spite of the fact that educsa-
tion until 1877 was neither free nor compulsory, the twin
ideas had been debated and in 1873 an iZducation Commission in
#%ellington strongly recommended the introduction of compulsory
attendance but because fees ware at this time an econonic
necessity, added somewhat reluctan ly that compulsion was not
then possible. Nelson, the smallest province was by far the
most successful in providing an educartion for its children;
in 1864 daily attendance had reached 70, in Nelson, while
wellington and suckland, Ctago znd Canterbury achieved 54,
46;5, 53%» and 46 resvectively. Inis had a marked eifect upon
the other provinces and 'the influsnce of (Lelson, in hasten-
ing the movemsrt to universal cublice pcuc tion wes out cf all

1 1 (7

>zrioG, the heart of the problem

proportion to its size znd wezlth.

Throughout the Provincial
prohibiting the early introduc:tion of free, compulsory educa-
tion was finance. 4oven in the Zeouth Islznd, where the
churches had endowed educabion with large l=nd heldings, the
cost of free, compulsory educziicn :rovea to bes vsryond the
Councils. “he Iorth Island provirces, leaclhiing trhe endowments
and impoverished by lizori wars, found the financisl problems
even more insurmountable. Despite these difficulti
idea of universazl education nhad =lwsys had scme zunnort and
this sentiment grew and develoted in the Frovincial neriod.
Unly in the Kaori kiission schools, thanks largely to Grey's
1847 ordinance which provided subsidies, was free esducation
provided. Eowever, the Mzori wuzrs in the sixties largely
removed any benefit which might have been derived from this
adventage.

Thus by the end of the Yrovinces im 1876, there was, in
general, a lcng way to go belore Irese, compulscory esducation
for all children could be achieved. Dbut there had been



significant steps tsiien, meinly in terms of expressicn of
ideas which, once voiced, had to be cocrsidered. The rost
significant provtlem was seen to be the very great aiffer-
ences which existed in terms of educetional vrovision
between North ané South. 'In 1869, the provinces of XNelcon,
Ctago and Canterbury were spending on the average £2.1Cs.
for every child cf schocl age a2s agsainst an averaze of
only 5s. in the rest of the colcay and it was

sei
corpared with the Soutnh, the whcle of the liorth Island was

P

'an intellectual dzsert.’ ©/ tuch = giffercnce vss seeu s
cernable of scluticrn only at the collzpse of the provinces,
becezuse of the dilfsrsnces of orinicn occasicned oy relic-
icus cuestions at svery atterrt to intreccduce natvionzl
edusetbion Bilis nricgr to NE€%E. zZuv reriismert had estsh-
lished the seefs 0 the icdees that utkztever fhe sort of
education nrovided, it nmust of necersity sllow all children
ecuel scecess ané onzorvtunity. True, The regson wos that

cones e neclect of sduceticre of thelir necule ....s thTOLE
uson the folony an zrneducetesc nonulistisnn, te become &

cdanzerous ela;cntr;: She ¢
Linister, 1570, (% o, f
szfety, the 1877 ict aztterpted to provide a vuvniversal
education,; hut stil’l the religicus gueciions, for so long
and even still, a <ivisive factor in liew zealsnd's

educational histcry, mesnt thzt, in reslity, little true
Jy 3 3

1

equality vwas evident in the reculting system. IDeceause cf
the many compromicses, reculting in sner-rients ss a2 result
of the long Parliamentzry struszsle, the 1877 LZducation Act
ticfying anyone completely
but cleerly establizhing universsl primary education as &
1%

ch was the concern for ithe

u
cetion thzst for some years zfter
2

i
the vassins ¢f the Z2t, sny atternnt to zrend it led to z=n
9
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outcry like that of Bowen in 78904 '. e devrecate seri

amendments which might imperil (the Act), until the

oit

and necessity of a national sycstem of primery instr >

-

b
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Clezarly then, universal sducation was seen s a socisl

had grown into the hearts and minds of the peorle.’

nececssity end one of the Iundenental princirles upon which
this should be built was that of egalitarienism. From the
1877 Act onwards the princicle of egalitarienism was viritten
nto the framework of educstion in New zZealand znd indeed

i
hzes been taken an

of 3 8

egelitarien provision hare wes that of eguality of provision
of educetion. oSouality sithizn schocling 11l te discussed
in Secticn U below.

2= | = .
arlén DILINCITLIES. rrere el'e TLO ne

il

e tezczning vower cver thL
of society vould reduce that avsileble for the really
telenteé few who would bte the intellectusl lecfers of the
next gencration. They held the view that 'meore mesnt ucrese.
ot surorisingly, those who advocezted this rosition had
already hzd the benefits of education, vzluec it im their
own »ay, sna feranded =zuch orsportunity for their own. They
were wezlthy encuzh to make zdecuate urevision for their

5 scted to hevins to make Timancisl
rrevisicn for educstion for childresn vho they cconsigered

unworthy. Hovwever, the growth of state interventicn iz ihe
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field of education vias here, as in -ngland, a rellection of
the progressive abzndcnment of individualism and. the corres-
ponding acceptance of collectivism, Thus the elitists were
seen ty scme to be obsclete in thelr thinking.

Zducebtion is not en enterprise upon

is bty nature inclineé te spend large sums ©

e of the sum ccricerned. .hez the 1E87C ic

3.
£
imposing checks znd controls of a severity related to the
&
e

(=

e
by the end of the ﬁ?i??:y wag a plessant and bighly
civiliseg hCLLT:y_,K!;/
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It could be arcued thet suc
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helped ©To create such a chenge and this cannot be ccavletely

overlocked but it is more likely that the increased cpror-
tunity created by the better living standards, growing
il ser

more accepted, much mecre zenerally suprcorted, universal

commerce and a burgeoning civ vice, led to a new, nuch
educaticn.

A further reseson Ior the couporabively eslow growsh
towards uriversal educat’d e
the first of the rszcesssions viiek
in ew Zeelend eduvcaticn. Liriss of prevision snd expansion
were ‘clesrly irscesd, in rescense to & period of reag
c

economic cifficuity,

growts of eduecsticnel rrovisier, the 9550 fdepression amlec
CavVe & Ppericl I8y Thotrkty BRC Thers ircze LY Sgo denerniad
revigitn, &£ currizuiun closer To life gné I¢r fores hunshe
methocrs. &% this tize, cizgcses eften munbered ML, t=sthers
were wretchetly naity Butecess &f . ucaed Iy tas nsrcentnie
Hass geined 1n eafr siErdsrd a: 4 restlt of the anpyzl
inssection.

It is perzens fortunate thet zs The gnectre of desression
receedced, two nmen czme terether to meke educeblon in 2
Zealznd into & pabtitsrn which exisvs uznchonged onc larcely
unchallenged to the precsent dsy. ichard cohn zecdon

conbined the Freriercship with the Fortfceclio of Lducstion
from 4903_until ne cied in 19CE. Such wae the chericma of
'King Dick' thaet he was able to prcvide for change, much of
wiich wes realizec¢ even after his desth. He, together with
pector general since 189G, s z==zn vhe had
ns in orgecnizeticn asnd who zlmost zlone,
set sbout the evpezncsien of the centrzl depsrticent, hed so
_great an elfect that in 9930, it was cosgible tc say 'no
perioé in the rkistery cf the gyster is more Zmportsnt than

AN
q =

—~

that of Er Sedécn’'s occurnency of the

e e e T e '
anisberzsel crilce.



imong the achievements of this Llinistry were Teachers'
Pl
|

& r
£elary Acts i1n 19C1 enéd 1905, a2nd 2 furndamentsl chenge in

=

griier period, by 2 new freefom and =g¢
e

the Frimary oyllsal S04 : est exnvressed
&s a replccement ¢f the formelity and rigidity of the
t

tio be tamperesd witn sndé seldom, if ever,

G
f this 1ndeed ©bes =

cleérly and c
and every citizen wothk collectively wad severally. ''his,

€
therefore places the resgonsitbility ¢n the centrzl Government

to nrovide the szms sort znd suelity ¢l ecucaticn to

vhozeever it must, without favour. WE This a8 4HLTES
gifferent frem providinzs geouirnely egual epporiuniiy, since

LIBRARY
MASSEY UNIVERSITY



the ease with whick purils in differing situations, be
these social or geozrzrhicel, desirstle or deleterious,
may accept the ecusl prrovicion has led since 1938 (and
indeed prior to that date) to differentiztion in the provi-

cion of education itself.

The principle of egaliterienisr is formzl in the sense

that it does not crescribe how in fact, anyone is to be
treated. But it dces hzve many rractical consecuences since
it forces out into the open the Justificastion for treating
reorle differently tsczuse of scre factor in their situaticn.
‘rus, far from beirs 2 pilrnecirle which Zemande complete
gimilarity of treztmernt, ezelitarisnism is, or should be
concerned with éifferences. a8 & result of such aifferences,
the varicus sorts znd astures of provisior sould render the

originel differences (where they mive either privilese or

benelit or both, of less sigrificence T be the case,
had the relsbtionsrnip znot been aclterec. Ihe argunent is
cirmzle where the perscs congidered has £ nioryesiczl or mental

in
ocols for the

Deaf and Elind, ‘“recizl ochools for Intellectually
capped Children, clascses for the emoticnally disturbed,
rezading clinics and the like, all provided in an attempt to
allow the pupils for whom they exist to develop their
educational potentizl to the fullest extent of their powers.
The implications of differences of provision within an
egaliterian system will be explored in Section C below,

Also, becuuse ol the particulzar loceal situztion we have,
in I'ew 7Zeazland, seen the development of iaori
country schocls, District Eigh schools snd technicsl schools
tha

of several differernt types, for the reacson t, at some
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time, the basis uprexr which educationzl potentizl is t
tuilt recuired such zidés for the icezl of ecuality to

seen &8 resal. The educzbtion ¢f the 21 porulation

o te
be

to

their fullest pctential is seer zs gcod for several rez . ons.

The view that the peorle reprecent a natural rescurce
is avzileble for utilization, suggests that to settle

anything less thsn the meximur cdevelorment of tiiic recs

is, in & very rezl sense, wastsful. ‘he view bssed on

naticnal ecoromic consideraticns, wxich suggests thut,

édeveloring country, cursrecuired the best use of the
ities of the whole torulacion 1f the fesiradle educut

a4 TO meet u o

e worresreondsnce tcrocl wes estabiish

c
obvious lack, scen as z result of the scsttered, isclat

inhabtitints of meny srezs 1
operates a postzl cervice fo
the State education syst
should courses not be offered in some cschnocls to nuit
'special' cases, thcze zitendin
schocle muy receive trneir lerszens through the Jcorresp

wchool system.

o
em for reascns of location, but

wnich
for
ource,

as &

zhil-

icnel

lear and
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In 1942 the Thomas Report expressed the aims of second-

ary education as follows:-
'411 post primary puprils, irrespective of their
varying abilities anc their varying occupational

ambitions should receive & generous and well balanced

education. Such &n education would aim, firstly,

at the full develorment of the adolescent as a
person; and, secondly, at preparing him for an

active place in our Xew Zeslznd scciety as worker,

neighbour, home-maker ané citizen ..... In practice

both personzl needs znd socizl needs have all too
ften been pushed into the tackground, especially

(14
by economic prescures,' :

core 20 years later the Currie Report mckes the peint

somevhet cifferently
'""ne senticent, becsed on the idea of e;uaiitv,
e L

demands the fullest

c3
all citizens, (and, finds suzvort znd reinforcement

from two other cireczicns. ..... 12 & worldé that hss

suddenly becone more competivive, it will be necessary

for zny country which considers itzelf advanced to

nake every effort ..... 1f 2t wishes to imyrove or

even reaintsin its vrecsent nosition ..... liew Zealund

is precsently feced with a teculier economic challenge

which means that we rmust make the best use of the

abilities of the whole porulation. ILguslity and
expediency appear therefore to point in the same

1 (15)

direction.'

The above two statements have severecl clear pointe of
e

similarity. Both imply that an eg:litzrizn provisicn

b

of

the

education is being achieved. Both accept that this zrovision
”*

has a two-fold purpose; firstly to sllow, even rLrcrot

development of the individuzl ¢z a personzl level ond

the rurpose of msintzinirzg the quality cf l1life in the
2s & whole. Both also sugrest thuzt

seconcly,
socliety
of the
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egalitarian principle has in fact because of financisal

considerations only been less than what might be desired.

Clearly then, ecuality of educational provision is seen as

desirable by the society but society has accepted a less

than adecuate financing of education to make this possible.

This apparent contradiction has caused some disguiet.

Phoebe lieikle in a speech delivered as Chairman of a Social

Studies Refresher Course in Feilding in 1959 put the disquiet

thus,

'411 is not well with education; some of the values,

and attitudes and the tekhaviour of a significent

number of boys and girls and teachers have changed

in a distressing
eight or ten
too often be
think he is?

WEY ssuils vquClull} over the lest
years.' 'Our egslitaerisnism which can
sunmed up in the aggressive ".hat's he

I'm as gooé &s he is," rather than in

the humbler "But of course, he's as good as I am.,"

Now this kind cof egaliterisnism has procduced a lusty
child - conceit.’

Perheps it is this sociel background which prevents thoce

charged with
country from

in action.

Constitution’
is the equality that levels and destroys,
that elevates and creates.
equality ..... is that nc one should be privileged,

administering the system of education in our
exanining the nature of the egalitarian princirples
Disraeli said in the Znglish
(18%5) "There are two kinds of ecuzlity; there

and the ecuality

'Virdication of

£8

The principle of the first
the

principle of the second equality is that everyone whould be

privileged."”

There is no doubt that nstional spokesmen would

claim that New Zealand's education system is besed upon

egalitarianism principles
first, but
are exposed or discussed calls

These two

types of egali

of the second type rather than the

the continuing discuietf whenever these princirles

the eclaim into cuestion.

tarianizm will be subjected tc a more

detailed exzminsticn in Sectiorn C.



The demand for eguality in Kew Zealand tends to be
rather extreme. csomevimes truculent and aggressive, expressed
as "I'm as good as he isi" As Fhoebe keikle contends,(q6)
this may lie at the root of our alleged nationzl feelings
of conceit, and the difficulty which we have in admitting
that we are wrong or in taking direct orders. This buried
tendency flowers whenever asuthority, in almost any form,
enters the picture. However wihether this is demonstrably
the case or not, let us row examine not where such a basic
attitude as demand for equality has taken us, but rather
where we might go from hnere andé whether such an attitude
might reguire some mocGificaticn in its aprlication, partic-

ularly in education.

cgalitariznism is highly reg:rded until it is arrlied

to women. "Ary rman is as good =s his reizhbour, but women

are not.”(q7) “hrocughout the teszciing service, as but cne
1 3 2Ce 1dom if ever

exemy:le, women, slthough r
have ecual promoticnzl or»
an Intermediate zchocl is €
parents would regard zs Cesirable, 2Zut the same parents
demrend for their dzughters zn ecuslity of oprportunity which
may later be denied to them. rhe current rise in denrend for
ecuality by woren workers mzy indeed indicate a growing
awareness that the egslitarian prrincigle, so cherished in the
education system, but only in regerd to the pupils, is rot in
fact seen in the society, except where it is not held to be
dangerous. Furthermore, the eguality of opportunity provided,
so0 it is clzimed, by the educatiocn system, is eroded by
factors beyond the control of the levartment charged with
mainteining it.

The eguality for which lew Zezland hss been searching

and to which a mzjority would subscrive, is of opportunity,

but clearly more then thet slone. This is seen to include

i
an ecuality of zccess to eCucational opporturity. that n
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one should be denied the richt to partzke of the chance of
education. The idea of life-longz education, perhaps
emphasised by the =.I2.C. debzates, is but zn extension of
the idea of ecuality of access, serving to elongate the time
during which the access is ecually avsilatle. There is a
clear expression of opinion which holds, that because of the
relatively short srvan during which formzl education is avail-
able, and because, for a number of rezsons, some students
are unable to utilize this orportunity which, so far, is not
again offerred to them, the life-time concept has z great
ezl to offer. Thus the pericé of access to educsiticn would

be extended so that any vwho would, c&n tzke the orrocrtunity

1S

whenever they are able. 7The icdesz has guined a rezliy accep-

tence, beceuse it has been based oz the egalitarizn ethie.
another facet ol this mrizgi:le is thet of esuuzlity of
the distributicn cf The toole of ecucation. Thess tools ure
seen as the feellitiss, bulidings, stail, texts z2i &ll else
used by the student within the elucation iroce sxcert nis
own personsl attridbutes. IThe zebticd of ensuring tze equality
cof thies éistributiocn of educaticrnil tools hezs besrn thaet of
central cortrel. It hzs been held, for reascns to be exemined,

73 e
that & sinrle, strong, centr:l zcmiristretive bcdy would
ensure, as rothing else hzs, that the basic educationzl tools
would be equally rrovicded throughcut the country. The central
financing of nationzl education has supported the equality
of educational rrovision &s nothing else.

There is also that ecuslity imposed by a common curric-
ulum, decided by, extended by and provided for by, the
Central Department. This has been argued for by reason of
the high degree of internzl rcvility of the populsztion, the
scattered nature of settlement, the wice runge of differing
local resources, even the 4ifferent etlhinic bucksrounds of
the peorle of repions: sut in the final znalysis, the reason
for the high p ority ziven to centrsl funding i: thet of

ecuclity of distribtution of the tools of educaticn, so thst
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even the methods of payment are seen as natural outcomes
of the egalitarian princirle. Thus the concept of 'geog-
raphical ecuality' has bteen estatlished. This will be
discussed more fully in lecticn © below.

The egalitarianism for which New Zealand would argue
is that of wide, generul equality of opportunity, coupled
with an equality of access to educaticn and a srstem of
ecual distribution of the basic teols of educztion. The
implicetions of such a system &s would be built upon this
ethic are clear. Central funding, a nationzl volicy
directed znd determined Zor all ernd final resronsibility
locazted within the cne, all-embrzcing lerartment. The
principle of egzlitarizrisz heas been thus expressed in the

-
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CENTHRALIZATICON IN EDUCATICH N NEW ZEALAYND

A central feature of educaticnal administreticn as it

has come to develop in lew Zealand has been that of a clezarly
defined policy of centralisation., But this has not always
been the case; witness the wide variety of standards extant
during the oprovincial period and the real differences which
were encouraged between the vrovincial administrations &t

that time. The fact that Nelson w able to develop an

e

as
Zducation system significantly different in many respects fronm
an

ren
that of Auckland is indicative of an eszrlier policy of
decentralized admiristretion. Until 7 'the rrovision of

sckooling was for & number cf yeer

(1)

¢f local effort.

flourished in sucklsnd, Centerbury snd (tzzo; .ellincton
depended cn wrivete teachsrs; llelecon zlone strerngthened and
extended the putlic system ¢f educsticn.
'""hen the Irovinces wers estzoliched irn 4’§E)nctb;ng
efinite was laid dovwn as to whether Education was to

a
be the écmeir of the Jeoleniszg) or of the Frovicecisl

legisletures; but Grey's action in calling the latter
together first, and their imrediate appropriection of
the field,laic the foundation of the present (1930)
New Zezland system of locel admirisztration in
Educetion., The provincizl systems then set up
compriced, for the most part, the earlier local

.ative -ducation contiruved to
be administered by the Colonizl Government mzde
the denominationsl system. The later provinces
adopted, in generel, and so fer as thelir resources
allowed, systems bLaced on thoce e=tuc 1rheﬂ by

o
their older and lzrger neizsh:



cate of the passing of the

Zéducation Act

20

which,

revised and reneved in 1914 znd much amended since,

remsins still

e

Education.

the basic document on New Zealand

'"This Statute, s passed, was anything but the

ordered organization of
education.

(=8

a national system of
The original Bill had contemplated a

system of divided corirel, with a small measure of

local ratirg on a capite
speaking, the Eill lsid
side should Te recognise
the Central _erertment,
buildings zzné

e
i s 2 NV qm e S —
tration, inclucirg the

of teachers w=zs To Te le
zince the fundamentsl pr

1",
L=

due contro
gives the money - in

rrovision of neticnzl

§

feature of the schere.
But, the pass
Frovincial oppositi
'the isct, as

which the whcle of

ticn otzsis
thzt the

ft te the loca
incitle of the Bill we

¥

Vad'e

T ov

Sroadly
professional
0

on of sites,

ver which

Lyl

t, by this Zouse," the
irervectorete was & vital
&)

11 o Act ran into strong

wes

one-cicded system under

;nrown upon the

Central Government, while almost the whole of the

control including the control of the inspectorate

was entrusted to the local educational authorities.

1 (5)

It is interesting, if somewhat fruitless, to speculate

upon what might heve been had the Bill become the Act.

Zealand could well have a

New

systen of rducztion with 2

considerably more loczl flavour which wmight, by this time

have been able to zrovide locsl znswers to problems zrising
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as a result of the special local needs. But the Bill was not
passed and despite later attempts, notably by Hogben and the
Cohen Commission in 1912, to revive the local education tax,
this has not been proceeded with.

Unaer the 1877 .ct, the lducation Foards which ccntrolled
the EZducation District were themselves zoderated by the local
School Committees end the functicns of the Central Department
were seen as such as could be carried out by a very small
staff. Between 1877 znd 1895

'the average annual cost of the Central Department

did not exceed z2,5C0 and the combined cost of

departmental anéd Eoard administretion at the end of

theat period constituted a comraratively small

percentage of the total sum expendec for th year.'(6)

But, the IZducaticn Boards had a trimp card. Iio legal

le

recuirement existed wzickh cowmpelled them to finance education

in the manner for whicz the funds had been apuvropriuted. Xo

Departmeatzl officers exzisted to cerry out checks on expend-
iture and Parliesment Zid ancthing to correct the situction.

The local ZEcheol Corzits

D

= o
=

, under tke ict supposedly capanle
of exercicing ccntrols over the peregrirations cf the EBozrds,
were in fact limited to control over one school znd there
exicsted 1little orp r:u:itj for united zction aimed at influen-
cing, let alore ccntrclling, the Eoard.

A1l funds alloczted by Central Government were distributed
on a population basis zlone. Thus, at least till 1899 when
Hogben was appointed Incspector-General, those areas which had
small, scattered populztions, were vorst off in educational
provision.

'"The movement towzrds greuter centrzlization which

developed after 1&39 ed much of its strength

(DEI'

, Sl
from the obvious rersist

nce of thecse inecuclities
in the midst of a nationel system of educaticen.
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to lead to a need for swift action in the esrly post-wa
period. In 148, the lepzrtment was re-organised internally
with the azpointment of an .ssistant lirector, and the later
esteblisbment of Hegicnal (ffices in asuckland, <hristehurch
and wellington. The comrments of the Currie report r.CC are

revealing

than chzang
hov.ever mruch
liexrly, the bureaucrucy
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Superintendent of
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to scme that what was feared has arrived by a2 rcute not
perceived by the gucsrdians
In 1962 the Currie Comnicssion surmariseé the argu
in relestion to centrelisation in financicl terzs, basing
their opinion on the :.oral resrcnsibility whieh central
G

Government hacé to ensure the clezr accounting for =
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There then followed 27 reccocmmendaticns nesrly half of

o
them devoted to major cheznges in the administrstive structure
i

% S s - o | 49, P ki gy g o S
S Les SELTEriGed 1 vie Llairadm L1100’

s , e ARE i < :
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they were received with little enthusiasm .....

There was no strong public demand for change. .....
in 1966 a Sub-committee of the Tublic Ixpenditure
Committee made its own encuiries within the Education
service during Farlismentary recess, and found little
support for, and scme resistance to, the Commission's

(=}
propcsals.”(,]">

for the above reasons, very few changes have been generated

by the Commission's Report. In the main, the changes have
been within the framework as it existed, razther than changes
cf the frameweork itself. Ceverzl new positions have been
established within the Department, some readjustments in
function have been adopted btut the basic relationship between

the Depertment ernd the loczl educztion todies has not been

materially alterea. .huat hes havpened hes been & merked
rroliferzticn of Zepzytmentsl officers situated primarily in
«ellington but e2lso in the regicnzl centres of :suckland =and

Christchurch.
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'"Mhere 1s evifence that 2 number of nrofessi

are seriously overcommitted on matters, socme of which
are below their level of responsibility. kany of them
work excessively long hours =nd forgo leazve; but even
s0, there is a risk that their professionel respons-
ibilities, and especially their sbility to plan ahead,
will suffer because of the strain under which they are
working. There is no single simple remedy for this
situation «.... The appointment of administrztion
officers should help in this regard and also in
inducting newly appointed officers into the ways cof
the Civil ZJervice, snd, at some points, more clerical
support is needed for Lenior Cfficers.'(16)
~tutements such zg the foregoing indicate the ways in
which the Central Lepartment has beern znd will be encourszged

to crow even lzrger znd perhaps mcre cunmbercome,



29

But, the above statement aiso has within it other cazuses
for disquiet. Overwork and lack of time for the necessary
planning would seem to indicate that some organizational
structures in the past and of the present have evolved without
due consideration. ZXxpediency has, cuite clearly, been the
basis of some decisions rather than a clearly thought out,
well developed and widely accepted policy. The example of
the continued re-allocation of ancient prrefabriceted class-
rooms rather than planned rebuilding serves to illustrate the
roint. There is, within the above statement the clear
implication that some decisions at least, are taxen in haste,
perhaps ill-advisedly and possibly in ignorance of some
factors which must necessarily te considered before any
decision is taken. 4&lso, the imrlication that the 'ways of
the Civil Service' are such thst some sort of stecial
indoctrinstion course is needed tefore newvly arrcinted
officers are competent to work within this structure must

13

dity of those weys in relation

L,

give cause to cuestion the va
to the administration of the nztional education sysitem., It
is true that officers of the Lepzrtment zre selected from the
ranks of the teschers arpointed by and selected by the very
system for which, upon their 'elevation' they are not yet
ready or qualified to serve without further trecining. This
calls into serious cuestion the vslidity of the appointments
made, the validity of the system under which the appointments
are made and indeed, the validity of the Department itself.
Regional offices of the DLepartment have been established
in suckland, «ellington and Christchurch, each headed by a
regional superintendent and staffed by administrztive cfficers
whose purpose ic to acply within each region the policies
which have been centrally cetermined. Their function in
relation to the rducetion 2pards zppears largely supervisory,
checking that Zosrd decisiors znd spending corforms to the

rules and sprroving of rozré prorcsals cn behalf of the

Lo
(9]
4

Central Depzrtrent. The .uperintendent is respcrnsible tc %he



Lirector-General and is recuired to be the interpreter of
general policy within the region. It could be seen as an
anomaly, since he is virtually the only professional in what

is an administretive function. »but, with the trirlication of
the regional administrations, what has happened is that the
rlace where, on some occasions, the decisions are made 1s seen
as being removed, in place if not in effect, from the Central
Department. In turn, the increasing dispersion of the Depart-
ment of Education in .ellington (Fig. 3) has made a significant
contribution to the feeling that the Central DTepartment is so

"

lzrge znd so removed from the place vhere the action rezlly is,

that & clearly defined procedure becomes difficult should a
1

ecision become recuired. Ihe early fear, alrezdy referred to,

a
in relation te en &ll exncoupausing
b

various reforrers were unable to convince cncugh of

4 4 o T A
u

This is even meore true of changss in zdminicstrative fields.
#or example, the powers of the Zducsztion Zoards hive been
eroded considerebly since their establishment. The Board's
sutonomy has been limited mainly due to Centrzl Government
funding. Likewise the tchool Committee's powers huve been
rmasculated, since general policy is in no way originated by
them. They could be seen as nere rubber stzmps, doing the duy
to duy accounting hut always under the close scrutiny of the
Educaticn Pozard's officers.

The administration of xducetion in Ilew Zealund as icT
hes developec, c:n te seen as a system of levels., At tne

first level is the Zchool committee or Board of Sovernors who
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are charged with the short term administration of individual
schools or small groups c¢f schocls within cleurly defined
financial restrictions imposed Irom above. The second level
is the Education Board, which exercises its control over the
committees on behalf of the Central Departrent, but whose
decision-making and policy-forming powers are limited by thzt
ventral Department upon whose behalf they are themselves
recuired to act. Cver and above the Boards are the Regionsal
Cffices, whose jobs appear to be one of liason; to act as

interpreters for the Central Ierzartment in relastion to the
local situstion. =t the nead of tive bocy 1is
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the Central Department, and here long-t

making in terms of reslizsticn of z rhilcsorhy znd educu-
tional inrovaticn on a nzticnel scale is contained. This,

cecpite the alr f overworked, under-

=2
staffed, time-presse

d exrcedience which some c¢l=irm preveils.
Decisions made in «ellins%tcn zzy need interpretetion by
regional superirtendents to the LZozrd officers whno may in

tarn feel the need to pases or t=is, oOr other, int
to the loczl crez,., There n&ve seen coccussions where the

delsy generated by su

;
| o
g m

c S

procedures oper:zte within thne zrofessionsl =zrea. ‘The
e
v

Inspectorate have also zccerted the rule of internreters of
Central Lepsrtment policy, znd devote time to this function.
Ferhsps this is one of the weys of the Civil .ervice into
which they have to be 1nitizlly trained as suggested above.
Despite the fact of Central Department funding of
education, there exists at the local level oprortunity for
the raising of additional finance, controlled by the School
Committees or 5School Boards. -uch funds may te cuite large
and have enabled schools up and doewn the country to develop
a character cignificantly different from thuot of their
neighbours. as a rezult of commurity involvement, develouped
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for any one of seve:al reasons, the means of rroviding a
different cuality, and even a different sort of education
exists for any community able to generate the sort of involve-
ment which results in a mcnetary response. There are those
within the community who see in this fact reason for grumbling
complaint: those who benefit from such opportunity cannot be
seen as having ecuality with those who lack access to such
improved finance. Zrgo: the Central Department should provide
extra grants to bulance the inecuality. There exists in the
comtunity, the expectabtion that such a redressing cf an
inequsl bslance is the prorer concern of the Depzrtment. The
grounds for such expectaticn is rccted, arparently, in the
wide generzl acceptuince of a sort of egulitarizn vrinciple.
<0 here is a very basic ccntradicticn, which lies in the
Lepartment ettempting to crezte a bul.unce where in fact no
lence existea. Cn the orze hznc schocls are enccuraged to
provide the best facilities for their pupils, dbut should the
c¢ifference between schoocls becore too great, the t
is cslled on To create a situsaticn of zear ecuality. Thus,

local initiatives cazn be seen as threats to
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of provision, at the very least) a misunderstzncing of one of

the most basic assumpbtions of liew sealand -ducaticn in pracuice.

There even exists in the cormunity the feeling tkhat it is not

ct

really the thing to provide too much additional finance by way
of community activity of meny sorts, for the reaction of thoce
who have not done se 1is criticism, based on a jealous,
poscibly misunderstocod, but none the less critical applicaticn
of the egaliterian princirle. TL: differences, aprarent or
real, which the commurity sees or accepts between the sevcraol
schools in a district's provision of wducation, for exemple,
cen ans have become elexents of community disintegreation,
where time nd effort is expended in attengts to justify
dispurities., The fact of the certrzl funding princirle

i

ives to those who wisk to use it, the argument that zll
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Lducational provision should be provided from this central
source. The concern of parents and cthers with an interest
in the Education of the younger members of the community,
which is expressed in the provision of additional finance so
that the sort of education provided may more closely approx-
imate the best available appears to be in conflict with the
very principle which earlier in our history demanded a central
funding policy.

History itself, translated into tracition, can and does
provide additional evidence of educationsl inecguslity at tThe
very least in degrees cf opportunity. ihnose schools which
heve developed a trediticn in resvect of zesthetic activities
and opportunities, cen be seen to rzrovide orportunities for
their pupils which a recerntly-estsblished school, for example,

o

estsblisn. .nile this is not

0]
e
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ct

may not have had th
to szy that other differenv and znone the less challenging
opportunities will not exist within the never school, the

e

trzédition in the aecthe steblisned and transzitted

e fi
into the community oty tre older school makes the expectzution
of egquslity difficult to support. <uch differences sre not
usually unacceptsble and there may even te those who would
choocce the newer school on the grounds thzt, in the estab-
e

lishing of the new, sources similar to those developed by

the pioneers may have the opportunity tc flourish and
picneering cualities are vzlued for their own traditicnal
merit. Thus, the ecuality of opportunity may be subsummed
under a different sort of opportunity if it is hoped that
other ecually valued opportunities can be seen to accrue.
There is, therefore an ambivalent attitude to the
centrzl funding of Educztion. It does prove the egulitzrian

ncouraged to overcome this ecuality

basics of llew Zealand's Lducational entercrise, yet the
individusl community iec e

-

by local financing on wheztever scale the-local community may

@

see fit. The proviso thzt locally-raised finance ziay b
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spent without reference to the central or even the regional
authority is a democratic provision which is not seen as in
conflict with the egalitarian princirple.

The charge of bureaucracy has often been levelled at the
iellington~-based Department, perhaps because of 1its spatial
relationship with Government and government functions. But,
when members of the Department of =Zducation can see themselves,
even in jest, as part of a paternalistic centralized bureau-
cracy which tells others what to o, then there is a very real
danger that their performance may become more in accord with
the picture often painted of them. “he statement, referred to
earlier, that newcomers often do not understand the ways of
the Department and need indoctrinastion into these ways, lends
some support to the idea that there is a difference in
behaviour between the Central Department and those parts of it
from wnich new recruits are draun,

It is stipuleted in the act wrnich governs the educavional

¢

administration of the land that, in terms of policy maxing and
financing such policy, the Centrzal IDepurtment alone bears the
ultimete responsibility. Thus, major changes in the curric-
ulum must come from tris source, since these would normally

be costly to implement. In the same way the basic eguiprent
of education, vuildings and land, are rrovided at least
initially, by the Department. In meny schools, there are
buildings or parts of buildings the&t have been added by local
effort to the existing plant, but the siting of such additions
rust be in accord with the initial plan decided upon, even
granting the fullest local consultation, in wellington by some,
often faceless, often anonymous Departmentzl Officer. hould
the local commurity, for good, clearly-stated reason wish, for
example, that the proposed addition be sited apart from the

school, maybe even shared by neighbouring schools, &s &
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swimming pool might reasonavly be, then the Departmentzal
arguments against such a procedure would be final, on the
grounds of a previcusly-decided policy.

Thus, because of the grectly increased functions which
must be carried out by the Centrasl Lepartment, there has
developed a large staff whose duty it is to do the various
different jobs of administration and at a professional
level which have evolved as the Department developed. The
development, both in size anc complexity, since the time of
Habens, who ran the Lepartment virtuzlly single handed
until today is clecsely related to the develorment znd
extension of the functions znd decision-making of the Central
Departrent,

£

The functicns of the Levertrment are seen in twe major
e

divisions: aaministrative ane -zrofessicncl. Lecisions
ffecting the practice of e Tion throughout the counutry
are made in one or cther of these divisions. Zhe various

c
functions of the CJentral leresriment mey be seen as rinanciszl,

- - = 7 ~ - e B ~ = &) vy v >
HEMALSEraE1ve wUrrilicuLler sGucation=l and weveloprentel.
? Ed X
o ik iy L et o b
scme of the finsnci:zl Ifunclicns nave been cisc {

the major furction of the Centrzl lepartment inust be 4
bution of the finznce to the places within the Lystem where
the best uce czn be made of the amounts avuilable, since

the Department itself exists only as a channel to enable
Education to be continued. The‘Department does little first-
level teaching, (first-level tezching being thet which occurs
in the classroom on a continuing basis) but it is vitally
concerned to ensure th:t the first-level teaching is provided.
For this purpcse, an aéministrstive division exists, whose
function is directly relcted to the continuance of the first-
level teaching. The role of the administretive cection is

surportive of the Zducsticnal syctem and is often seen as
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conservative in its workings. The staffing of these two
sections has several associated problems, nemely the blend
between permznent Civil Servants and former teschers. This
blend is necessary because
'the former teachers zre engaged in administration
but they bring to the task front-line experience
which sensitises them to certain implications of
the issues and proroszls with which the depeartment
deals. &n appropriate blend of administrafive and
professiongl officers is tnus wvseful to the
department.'(ﬂf:
d by the need for such a

zhte
blending of functions is that of liason between snd among

The reszl problem, highlizht
the various officers, <‘he division between adédminis
end professionzl concerns 1s se
of the cepartment implies. he ph
department, slreidy cited, make

Sstaff recruitment €
the Currie Commission's Report) and in order to assist in this
regard special courses have recently been est.tlished at
Universities to nrovide a training in Educstionsl ~dministra-
tion. Further, the professional staff of the Lepzrtment 1is
recruited from teacher rarnxs. #lthough they mignt resasonably
be expected to have a clear appreciation of the professional
aspects of the tzsks to wrnich they are appointed, there is
little guarantee that they have had opportunity to develop
any administreative sbility. Thus, until this is developed,
there are clearly periods when, in several sections of the
department, newly-appointed officers are likely nct to be in
a position to mske decisions; where such decisions are not
forced if those who wish them are wise, for there is a danger
that they may be ill-considered decisions due to the lack of

wide ranging appreciztion of the total problem which the
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under trained newly-appointed officer can bring to the
decision-making role. The solution to this protlem lies,
it has been suggested,cqg) in a better allocation of work
rather than in appointing more officers to 'cover' for those
presently inadecuate.

In the area of curriculum, the Department has an
important function. In New Zealand the Education Act demands
an identity of curriculum from North Cape to the Bluff. The
job of establishing, researching and maintaining the
curriculum rests clearly with the Department. 4 Curriculum
Develormert Unit has been estaclished, the function of which

appeers to be to concentrate on curriculum develorment in
all its aspects, to act as advisors to the Department and
to provide a rescurce upcr vwizich change, when seen by the
Uepartment as needed, can be vased.

&n Inspectorate has been neintdined, indeed exvanded, by
the Department, whcse initial function was to ensure the

o

maintenance of a naticnal

("1

ardard and to act as Jjudges,
for promotion purpcses, urcn the rrofessional and perscnal
abilities of the teachers ~8 a consequence of these
functions the adviscry function of the Inspectorate developed.
llow, the azdvisory function is seen as the major function of
the Insvectorate.

'"The central function of the inspector of schools

is that of puidins teachers to serve the children

in the schools.'

7/hile recognising the advisory role as one of prime
importance, the role as teacher classifior, althouyh much
reduced cf recent times, both in frecuency and compulsion,
has still an importent place, The problem of in-breeding,
in that the inspectorste in large part determine those who

(@1)

will in turn become insgectors, has been recognised
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so it is claimed, the recogniticn of this phenomenon should
: | o

recuce its danger.

ment of Curriculumr in New Zealcnd see Lducation Vol.17

22). Deverth

1968 1 .,9-
recent (the latest

1y

Wi

g

(For zn histcricazl survey of the develop-

No. 3
eless, the systematic changes are too

overative from June 1974) for their

effect to be judged fairly.

A further furnction

ibility of the Department is that of curriculum.

Department exe

Oyst
selection and traini

»duecation er, from

kgl

“egs

which forms part of the legal respons-
Thus the

rcises its control over all aspects of the

eligibility

of pupils, through

of teachers, provision of educztional

facilities, mairtenance of broad ecucaticnal stendards, to
the selection of areas of content and initial screening of
methods of teaciirg.
'""he Devartrent of =iucstiocn is a state derartment
under the ccntrol of Che :.inister of _ducaticr and
ig responsible To the Zoverrment for the adminis-
tration of the Zducaticon #Act znd reguletions nade
thereunder. A1l expenditure, except for a small
smount from ezxdovients, is from funds provided by
the Central Governteat through the Departrent.
Broadly syecking, the lVersrtment has a threcfold
responsibility: teo c¢etermire eCucsztlional pellicy;
to see that zstsndarcs are masintained througnout

the country on &n

ecuitable basis; and to ensure

that the community

the people, as

education. ' ‘€2

The Department exi
Lducation is in score
rooted in an adAministr

esponsibility reachin

One of the major consi

gets full value for the money

taxpzyers, contribute towurds

sts then to ensure that vhatever the
and nature, its control remains firmly
ative hierzrchy, with a chain of

in the ultimate, to Farliczment.
stressed by the italicized

&
©)

cerations, &as
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phrase above, is the ecuitable basis upon which the provision
of education, in its broadest terms, is made. Thus, there is
a clear sense in which it is true to say, that the centrul-
ized structure of Zducational administraticn in Few Zealund

is an outcome of the egaliterian principle discussed in an
earlier section. 3ecause there has been a clearly felt need
to ensure that education itself be available 'on an eguitable
basis', the Zducation Department has been esteblished with the
clezr mandate to ensure that this should be so. The Jjustific-
ation for the existence, and continuel growth, cf the

Central Lepartment has been bas is consiceration,
above guotation, to

h
e

ensure that the texvayer, whc efter all, is meetirng the large
£

majority of the costs, receives value for roney. It is horn
out by history that the depearizental struciure zdopteé in
cther goverrnnentzl fielés hnes beern &

ma

&

syctem for administraticn in edQucasion as wells
The centralization of the contrcl

e

of eGucacion nes ereaced
a division within the system. There are, in eflect, tuo

divisions in the nationsl educaticn system, the educational
practitioners (i.e. the teschizngz staff and those in advisory
positions) ané the =dministretive staff. The history, traced
in outline sbove, describes how the latter has grown to the
point where it is possible now to mzke a cuareer of zducational
Administration. Yet the question has been stated thus:

'Cne cuestions if we have the best personnel to

lezd the administration of this vast machine which

spends almost the highest zmount of the annuzal

Parliamentary approrriztion ..... The situation

demands treaining administrztors of the highest

calibre. e must avoid the growgh ¢f amateur
sdministrators =t any level.'s <2/

Por, if the best peovle in zéministration zre not avall-
able, the reason must te either thet they do not exist, or
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that the means of selection militates against their sppoirt-
ment to positions of admiristrative responsibility. Another
possible explanation is that the best acdministrators are in
some way prevented from coing their job in the best way once
they have been appointed. rerry's question, above, hints
that one of the problems is in terms of sheer size. In other
words, Lducation on a national basis is big busirness with all
the problems and complexities associated with big business.
Real skill is needed in zadmirnistrative positions and the
well-meaning amateur 1s out of place, indeed, dangerous.

The realization that fducation is 'big business' is
cleerly seen in the natioral policy of CTentralization despite
the recent develorment of Zegicnal Officers in juckland
#ellington and Christcrhurch. (4fuckland orened 1948, Christchurch
196C and ~ellington 19€3,. Zfolicy decisions remain the
respensibility of the Zentral Jepartment snd the larliarentsary
aprropriation is disbursed thrcugh their offices.

The policy of Jentrelizstion of Lducation is meintzined
in flew Zealand on severzl srcurnds. t is supported by the
ezzlitarisn prizcinle wrich underzins sducationszl Lrovision;
it is surported onrn the bzsic of justice; it is sugrortedé on

i

het 1t 1is seen zs advantasecous that

=
ct
15
Q

geographicel terms,
the Departmnent chould be zited close to rarliament which

T 14 eince .ellington is central
%

o
fu
0
]
o]

provices the necessary Iun
to an elonsated island groupr; it has a history which has
created a prececent for central control in thei clternatives
tried ezarlier could be shown not to have been successful and
for the conservative, it is supported simply because it is
already in existence zand perhaps because it is so large and
complex that alterstion of the status guo would prove

extremely difficult.
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The Department of EZducation in
Mitchell, F. V. New Zealand Education

Today Reed 1968 (italics wmine)
The Administretive System in
¥itchell, F. %. (Ed.) New Zealand
tducation Today Reed 1968 P.45




AN EXAMINATICN QOF GSOES COXNCEXFTIS OF TEr
EGALITARIAN TFRINCIFLE

The function of this secticn will be to examine various
interpretations given to 'equality' and the operation of
ecual opportunity in education in New Zealand, since, as has
already been shown, this is cne of the essential presuppos-
itions upon which the educational provision is based.

An irnitial examination will be made of the phileosophical
concept of equality, basing the discussion on #. £. Peters

'Eguality' in Ethics and Zducaticn, allen & Unwin, 1966.(2)

In Feters' chapter, the aim zppears to be, to providé a
philosovhical basis upon which the principle of ecuality cean
be worked out within the educatiocn system. As justification
for rsising this issue, recters ssys:

'"Tackling issues to do with 'fzirress' znd 'ecuality!

nay therefore previde on zrrroach te the ethicel

foundations of educsbion, which is in acccrdance

with the time-roncured educstioral »ractice of

following the interests of the FrRaRTEE, ' V4

He is hopeful of developing 'a particular form of
argunent to Jjustify the manner anc matter of education.'(q)

Feters' cleim that this folliows the 'interests' of the
students is ambiguous, since he hes not made clear whether

'interests' mesns 'those pursuits motivated by curiosity'
as for example Smith's interest in medievzl history or Jones'

interest in ornithclogy,
'the welfare or benefit
interests of children.
but the reason for this
argumnent reters mskZes in
Feters then proceeds

generalization, the etst

the interest in any subject, or
from things' as in the long-term
This may appear to be hair-splitting,
tyse of confusion is central to the
the chepter.
that

erent that all men are ecual is

to wrove 'sg an enmpirical

<t
o)
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vacuous or patently feslse. It is vacuous because the term
‘equal', like the term 'szme', is a term for comparing
people or things, and people or things can only be comparcd
in certain respects.'

The emptiness of the statement 'A1ll men are equal' is
proven, in Peters' terms, by stating that its 'logical
function is to lay down a rule rather than to state a
generzlisation. It amounts to saying that men ouzht to be
treated egually. ..... It surely cannot mean that all men

ought always to be treated literally the same.'(o)

Peters is contezding that there exist but two peossibil-
ities; the seme (i.e. identical) snd not the saxe (i.e.
different). Thore is, however, & third case not considered
nawely, 'different in some respects'., This is surely
needful of considera-icn in this gontexbt. The fact thuab
Peters orits the trird —oseinility eppears to Te & mn=jor
weakhesgs in hie srgument. There slso appears Lo be sone
confuBgion in his use of szme znd ecual., In faet, reters
writes @s if these two herms vire syngunyrcus, wherees thi

settings throuchout znd yet their performence need not neces-
sarily be egual. ™The third ceterory, that of difference in
sone respect, whatever tnat respect may be, is clearly of
considerable importance. surther, the idea of eguzlity in
New Zeslsnd education appears to be based on this third
possibility overlooked by Peters, namely, that of difference
in some respects.

As Peters argues, (p.118; the real problem has to do
with the outcome of the philosophiczl position zrrived at,
rather than the mere scnievement of such a position. The

1

concern exprescsed often enouch in Xew Zesland, perhaps as

distinct from the English arenz of Peters', has to do with

the treatment of those who are éifferent in some resnects,
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rather than the cdiscussion of means by which a philosophicsl
positicn is elucidated. The concern is to present a case
which permits differing treatuwents for those who can be shown
to be different in some respects from others catered for by
the education system, and then to make arrangements for the
treztnent of such cases.

Peters uses the principle of distributive justice, which

lays it cdown that eguals should be treated equally and inequals

inecually. 'The first injunction refers to treatment within
a category, the second to treatment betveen categories. (70
He goes on to state that grounds must exist upon which
differences of treatment can be based, and that such grounds
rmust have a 'relevance' which, for reters, assumes the nature
of o speeciel quality. selevence depends, for ieters, upon

~

is being diztribuvted znd on the point of distribution

i
(1.12C) and relevence (5.140-1; is deternined by recourse to
o

cre those lzid down By the Iritich

~

z
-0, Gespite the clesim that 'relevarce' is ef crucial
€

importance to the iszue of ecuality, Lebers' claim that

o

relevarnce is deterzined bty principles a.nparently beyond the
bounds of his trestment, since he zakes more generalised
stztements concerning them, could be seen as begging the
cuestion. It could reasonably have been expected that he
vwould have examined the criteria for relevancée in come detail
at some point in this discussion. That he does not, and
seeks, in an attempt to cemouflage this weakness, to claim
that the principles ugpon which relevance could be determined
lie elsevhere, indicates a major area of wealkness. Ile does
sugrest, by implicaticr, that 'age, ability and a:titude' may
fill the gap he Las left. This in turn suggests that he
G

*I have used here anc throughout what fclileows, the three
concepts as developed by reters: rrinciples of jusulce,
principles of relevarce 3 criteria fcr relevance.
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accepts tacitly, but nonetreless clearly, the existence cf &
large body cf widely-accented criteria which can be accerted
without further exemination. IHe gives evidence of thke
assumption, that bekind practical discourse there lies a body
of accepted principles which of themselves will determine
relevance.

50, far from subnmitting the criteria for relevance to
philosophicel investigaticn, urcer a regime of logic and

reason which would seek clarity, reters falls back on a

re-statement of ar .ct of ;ariia:&nt, almost as if to seay

that authority of the originsl —zxes &ny discussion subseguent
to thet of farliisrent, unnecessz>y. ITor the rsason that he
has not exsosed nis criteries fgr relevance gvers is aravn

£ ST
the ¢uesticn, " haot ought I to do.” “here are
zlterretives e 0 hinm 228 o 14 tElangy Ior
Tgacseng fox pfopbizng one Z.Gerneayive rathery Loen
anotaers 1f Le 315 £0lng Lo ¢50ose one alterrnetive
rcther then another, es distinet frenm nerely

z i
‘vlumsing' for it, there must be some disecr
feature of A which 1|

ground Or Ieason.
The phrase italicised, wiich adds little to the argument
and could have been omitted, is a further indication of an
assumption reters seems tacitly toc have made. 1Its inclusicn
implies that, as the possessor of a 'public lansuage' it
behoves him to i zxe z staveuent. It is as i ]
is to take on the cast and function of z politiczl documernt,

rsther reminiccent of the lawe of the ledes =nd rersisans.



48

“hen this is couprled with the dependence upon the Inglist

1044 Lct a: an authorisy, the poliitical .furnction cf the
discourse becoumes explicit. In this context, the question
"What ought I to do¥" irplies a choice being available., But,
because Ieters has reiraired from a systematic expozition of
any criteria upon which relevence could be based, yet insists
that the chcice be nade upon morally relevant grounds, the
choice availaule is necessarily limited. Those 'discriminable
iriticn if the choice is to be real

ef

™

features' need clear

2]

oirng the choosing is 'choosing rather

-

or vzlid; if the cne

than plumping.' Heving Zis.issed the justification of
indiviéual fiat,'?’/ Feters foes on:

'iThis ig teo assume thalt there are principles in

acvence vhieh diebizzuish ir generel between vhet

iz & geod or ked resezen for folng Zometkirs,' en

"theve right te fezitures Josseswed by either - or

B wrich would nzke This choice correct or 1;9.'th’

the ceontenticr Tthst rirciples exist 'iIn agvance' reeds
further exspinst . C% 3re such prirneciznles estgbliisheds
How are they elucideted: «~re they really present at «ll
1f so, vhere Gid they originater If such principles have
already been authcritacively e¥posed, and that authcrity

e
shiown to keve philcsophiesl strength, then there is litile

ca

peint in continuing the discussion. Frhilosophical discourse
is thus lirited to talzing about talk, since the re:
authority, and any possi pility of action, lies clesrly outside
of and bﬂyond its aegis., There is no point in subjecting
the possible choices to scrutiny since no real, free choice
exists.

2lsc, in the passace on :.122 gquoted sbove, there is a

o

sroximity between od znd vad' and 'wise znd correct'
¥
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which makes the equation 'gocd eguals wise and correct' one
which must be considered as highly likely. Such an equation
appears also to be based on the prior existence of an
authority previously established, and is thus, supportive
of the charge that Peters severely limits the function of
philosophical discourse.

Peters' presupposition of the existence of such an
suthority is further indicated.

'If therefore, a person is ever going to be able to

say truly that a course of action has a given fesature,

and that this feature is a reason for or against

choosing it, then practical discourse presuproses

general principles giving relevence to reasons.'

'There must, therefore, be genersl principles on

which he can rely in meking his choices.'(ﬂq)

Peters cites as the authority, the formel principle of fairness
or justice, or, as he restates it, the principle that there
should be principles.cqg)

In this context, this is taken to mean that unless
relevant differences can be found, no differences can feirly
be allowed in the treatment; or, &s restated positively,
difference must cause distinctions to be made. So again
the key concept, indeed the lynchpin of the argument is
'relevance', which, Feters claims is decided on the besis of
some other principles that he has not stated. Nowhere in the
scheme which Feters develops is there taken into account the
'laws of nature' which are reasons why things hsppen or work
the way they do. For example, mental defectives are separ-
ated out from the mainstream of educationel provision for
reasons which are clearly defined and generally accepted.
Given their difference in intellect, the system has been
forced to develop a meens of providing whet appears to be
ecuality of opportunity for this group of pupils. In reslity,



no such equality exists because the state of the mental
defective is such that, although relevent reasons exist for
difference of treatment, this difference in treatment does
little to provide later ecguality of opportunity.

Peters elso claims that 'choice cannot be a matter of
individual fiat if there is to be a possibility of its

1 (13)

but he makes no effort, beyond his own contention, to prove

being shrewd, wise, correct, intelligent, or far-sighted.

that the possibility of individual fiat must be excluded.
The cetegories of 'shrewdness', 'wisdom', 'rectitude',
'intelligence', and 'far-sightedness' have moreal overtones
and incorporate values which, for Feters, clearly assume
significant proprortions. It is &s if these may form part of

|
the spectrum of 'presurposed generel princirles' with which he makes
much plsey. It hes been held that people ere honest wher it

a
suits their purposes. ‘hile it might be reassuring to assume
+

be essumed to be the case. The reason lies in the reelm of .
human nature. Fersonel end 'interested' motives, as in ell
other fielcds of humen endesvour, sre found in educetion. The
indivicduel will therefore choose, on grounds other than
honesty to act in a certain way. ‘hile such & choice mey not
be correct it could meet the other criterie mentioned s&s
'impossible' by Peters.

As regards the discussion on the second-order character
of justice which follows, Peters uses the statement 'thet
there is never an issue of\justice if a situation is not in
some way rule—governed’(q4) to prove that 'justice is a
limited principle and acting on it is a virtue of limited
character.'(15 The limited nsture of the priﬁciple is due
to the fact thet it makes no stipulaticn as regards the
perticuler outcomes sveilable. The principle of justice is

abstrect and general and thus is not capable of giving rise
to details concerning particular actions. Here yet again,
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the problem of 'relevance' surfaces, since it is necessary
to have "relevant difference" considered in relation to
particular distinctions in treatment as a test for the

principle of justice. Thus, the principles giving relevance
need to be clearly established, for Peters claims 'without
such principles, moral discourse could have no application.'(qa
This is to say that unless relevance principles can be or

have been established, the concept of justice, and therefore
the concept of eguality, has no meaning.

Having given the principle of relevance such priority in
the argument presented, it must be seen as surprising, at
the very least, that reters makes no attempt to establish
the criteria upon which such a principle might be based.

It is claimed that

'Justification is tzntamount to the demand for

reasons (which is) the demand to base distinct

forms of conduct on relevant differences .....

If there is to be serious deliberation in

relation to such possibilities, there must be

principles picking out relevant aspects. These

1 (17)

Peters contends that there 1is direct relationship
a

principles must be general.

between Jjustification and relevance; unless the principles
of relevance are shown, the principle of Jjustification
cannot be said to have been proven. Peters suggests that
the criteria of relevance can be provided in advance of a
decision being made. Put in an equation, what Peters is
saying may be expressed thus; the principle of Jjustice plus
the principle of relevance equals the criteria for relevance.
'In its positive aspect if (the principle of justice)
lays down that if there is a relevant difference,
then there should be a rule for distinction in
treatment. But the considerations which make a
difference relevant cannot be determined by the

principle of justice itself.'(qq)
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In the situation explained by Peters, either the criteria
for relevance are identical to the principle of relevance,
or the principle of relevance alone is not sufficient to
predict the criteria for relevance. ©Since Feters has been
unable to formulate specific criteria, this can only be
because the general nature of the principle of relevance
does not allow such specific indications. Thus, the principle
of Jjustice is required by Peters to supply such criteria in
correlation with the principle of relevance. EZven so, no
specific criteria, capable of zllowing particularization,
have been laid down.

The principle of Jjustice would lay it down that, because
of the clear intellectual difference between most mongloid
children and normal children, some difference in treatment
of such children would be allowzble. A consideration of
relevance in this example would indicate that education is
concerned with intellectual potential (ability) and a child
with severe mental restrictions has not the 'aptitude' to
cope with a normal classroom programme. Thus some relevant
reasons exist for difference in treatment. Both principles
indicate that difference in treatment is possible, 1ndeed
mandatory. Yet the particular nature of the different
treatment cannot be postulated on these principles alone.
Neither are there decisicns in advance which indicate the
specific nature of such programmes in action, unless they
be a negation of either the principle of justice or the
principle of relevance. Peters' general argument 1is thus
not supported by this case.

Peters continues his argument thus:

'The principle of Jjustice prescribes the making of

general rules for distinctive forms of action where

there are relevant differences and, once rules are
made, making no exception to them unless there are
relevant differences in the situations or persons
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to which they are presumed to apply. The principle
of Jjustice 1n its negative and positive aspects is,
therefore, a presupposition of the aqtivity of just-
ifyiﬁg or searching for reasons of conduct. Far
from its being an arbitrary principle, it is the
very principle which condemns arbitrariness.'(qs)
He then defines arbitrariness in this context, but he
nowhere provides any form of guarantee, by way of argument,
which excludes arbitrary decisions. They may, in his terms,
be condemned, but condemnation alone does not necessagrily
lead to exclusion of arbitrariness. In a social context,
the moral condemnation applied to the act of murder is
insufficient to exclude it as a possible response. Clearly
then, arbitrariness cannot be excluded but what Feters
really needs to exclude from zis scheme are considerations

of fact which he clearly sees as 'arbitrary'; the reasons
for action which are based on the laws of neture and thus
only open to consideration as the result of an examination
of those laws.

It is clear that the principle of Jjustice, either on its
own or in combination with the principle of relevance (which
combination would provide criteria of relevance, in Feters'
terms) is insufficient to exclude arbitrary decisions.

‘here the possibility of 'arbitrary' decisions is conceded,
as I have argued it must be, and if 'arbitrariness' is
'Either acting without searching for reasons or making rules
which are not based on relevant differences.'(qg) then
actions could be taken which are outside both categories
which Peters has argued.

Peters next indicates some implications of his argument.
He claims that 'it can be inferred in advance that very
little of a substantive sort is implied.'(eo) and further,

'very little can follow from this principle (Jjustice) alone
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about the details of educational provision.'(go)

If this principle provides such a minimal quantity of
substantive obligations, these must apply as a result of
principles other than those selected for examination. ©Such
principles, or at least, 'clear decisions taken in advance,'
are seen by Peters as having been made. This would, of
necessity, seriocusly limit the areas open to the probings of
philosophical discourse which is a claim supported by Peters
later. (P.141) Indeed, such are the limits imposed by such
an understanding that philosophical discourse becomes only
talking about talk, since little of detail concerning
educational provisions is seen as an outcome of the activity.

In an attempt to discover the 'other principles' which
will provide content to the abstract form laid down by the
principle of justice, reters next discusses applications of
the principle of eguality. Two rule-governed situations
are considered, the first the case of equality of the sexes
in relation to voting, the second the provlem of s 'Jjust wage.'
The difference between the two cases 1s seen s cone showlng
different grounds for establishing criteria of relevance.
These grounds are said by Feters to lie outside general
categories, in a consideration of factors which give point

(21) These factors are enumerated as the

to the activity.
public interest, personal good, human dignity, individual
welfare and self-development. They all involve relationships
to objective reality, which might well account for their
exclusion from Feters' consideration.

Having subjected wvarious arguments concerning women's
rights to vote to scrutiny, Peters concludes: 'arguments
deriving from the consideration of interests clash with those
derived from respect to persons,'(zg) and claims that rules
for criteria of relevance are not discovered as a result of

conflicting arguments. Situational realities are cited to
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indicate that total eguality is in fact impossible, since
other rrinciples would sooner or later conflict with
ecuality. But the plea for total equality; as Feters points
out, has never really been made. +hat 1s required is the
removal of particular distinctions made on what have been
seen to be irrelevant grounds. These distinctions may have
arisen due to a wide variety of presuppositions, but once
attacked on grounds of relevance, some have been removed.
Reelities of the situation, it 1is implied, form part of the
'decisions taken in advance' which provide indications as
to the nature of the criteria of relevance,

If realities of the situation are to form part of
'decisions taken in sdvznce,' there would need to be argu-
ment ageinst the preposition that the rezlities of the
situation may only cperate if the factors involved are based
on inecuality.

A clearly-defineé class structure, for example, implies
a basic ineguality, and the rezlities here support an
inecuality in most aspects which lend dirnity to human exis-
tence. Irrationality could be cited as sufficient reason for
dismissing such a y;rozosition, yet the fect that, for some
time, such a situation was an historiczl fact, serves to
indicate that irraticnzlity as & human mode of behaviour,
needs to be taken into azccount rather more than Feters is
prepared to concede,

Peters now examines ecuality in education as a concrete
example making two points initizlly. Firstly, 'Justification
is recuired of princirles other than that of ecuality, «nd
Judgment is recuired to assess thg%y relative importance as
applied to a concrete situgtion'(cj) end secondly, '(There
exists) a con-rast between a formal snzlysis of a sitvuation
by law, cusbtom, or moruliily,

(el

in terms of vhat is gzrescribe
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But judgement nust be

N

\

and what actually ha;pens.'(d')
based upon certain criteria which should be capable of
being exposed. There is implicit in the two above statements
the understanding that part of the essence of such criteria
is included in law, custom, and morality; i.e. that it has
already been decided, and can thus serve as an authority
above, beyond, and suverior to justification as a rational
process. This is to claim that there are elements within
the situetion as it exists which are not based on any of the
principles for which argurent has been advanced.

Education is unlike the cases cited, particularly

because of its intrinsic vaslue. reters states, the

ot

AS
problem of eguality in relation to its availability has
beccme a key issue. 7Twe verleticns are outlined, that of
Uibene and Znglend. In U.Z.... Ieters elzims, the major area
of dissent is found where there =z en to be those who are
deprived of what is by law,aveiluble for all for irrelevant
reasons. In Zngland, it is stated that the problem lies in

deternining relevent grounds for ¢ifferent treatment. The
one system is concerned with educational deprivation issues,
the other with determining a 'Just' way of muaking differing
provision.

'In neither the U.:.s. nor in cngland have agitation

about equelity in educstion taken the form of abs-

tract pleas for idesl systems in which education

is to be distributed in accordance with clear-cut
criteria derivative from unitary aims.'chU

411 exanmples provided concern themselves with the
particular rather than the general., There is ulso clear
evidence that the psrticular national ethic of 'quality of
life' will be mirrored in the nature of the education
provided. iducabtionsl ecuzlity cun be affected in two major
areas, :reters stutes, Ine first of these i1s the muanner of
its distribution, the second the vazlues held by the society

for which the sducation iz designed. These two fields
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clearly provide many grounds for disagreement, but it is in
contrasting formal arrangements with what actually happens
which brings to the surface the major problems. Actual cases
have, or appear to have greater immediacy and therefore more
merit than arguments based on points of principle alone.
Peters cites both Negro population concentrations and the
English secondary modern schools as such cases where inequal-
ities are real on several grounds and where argument is
supported by easily discernible fact.

Having highlighted some areas of inecguelity in both
U.S.4. and Ingland, Ieters continues:

'most tnglish ecducationalists now gquery the basic

presunk+10uﬁt§at inecusls should be treated

unequally'(:5’ eand 'most enlichtened americans are

prepared to surport federal intervention in order

to ensure that liegroes arc(Eop debarred from good
1 C5)

atemente zre little more than ststements of

end universities.

(-

opinion, since 'most' is not guantified or suvported by
stetistics, and 'enlishtened iAmericens' may only be 'those
who agree wlth me.' This severely limits the authority of
the statements, and in a way which seems to be designed to
delude the unwary.

Cn T .140, Teters cuotes Liebermzn's two meanings of
'ecuelity of educationszl oprortunity.' Iieberman concedes
that the first is zlmost non-existent, but the gualification
'almost' should be remembered, and leters clazims that the
second meuning is a2 shem. Lieberman's second meaning is
'A and B have it (ecuality of educaticnel opportunity} when
the material advantzszes which one of them pcssesses over
the other in selectiry or pursuing hie

€
cannot be remcved without endengering cother important val
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In this conbtext, 'material adventages' can be seen as any
and all visible attributes which contribute to placing
people at an advantage over others. Thus wealth, family,
language and geographical location may be seen, together
with many other factors, as 'material advontages'. &Such
factors may be susceptible to change but the Criterion
Lieberman reguires before such change is initiated is that
of 'other important vzlues.' These other important values
would be included amorng those for which Ieters has been
arguing and subsumed under his own 'criteria for relevance.'
If Lieberman's second eaning is a shem in reters' terms,
then so too, for identical reasons, is reters' search for

criteria for relevance.

reters cleirs cieterzan's gecond meaning of eguality is
a shem because it 'lis:e<rcscnts the facts of life in order to
y I(E—”(IJ !

retain a shibboleth. eguality
of opportunity' is morn~

e
attack upon irrelevant aicds to opportunity (e.p. wealth) or
e

He continues 'the plea for
yroperly understood as elitlier an

as a ¢emand for replacing unreessonable by reaccnable grounds
TR
o~ J

for providing access to opportunities.’ =7

Lieberman's second reaning (cuoted above) imulies that
there will be differences in treatment because of the limit-
ing 'other importent vzlues' waich also irnpinge upon the
situation. There are, then, some values which over-ride
the strict imposition of zbsolute equality, and with this
Peters is in full agreement. 'Lescriptively spezking, there
is no equality of oppertunity and never czn be,' <f He adds
some conditions vhich could, clezrly, never obtain. Thus
both definitions relate to some sort of ecuality. Teters
has cnly considereé one cther possibility, difference. IHis
omission of a considerstion of a third possibility, different
in some respects, is a weskness not evident in Lieberman's

1

oy A 2, —~
stazterent. reters ¢

relevant is a very ccxplex matter which necessarily involves
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7) Both vwriters contend

P
My

recourse to other principles.'

that 'other values' or 'other principles' are necessarily
involved in any consideration of eguzlity.

But, whereas reters sets himself to prove that issues
associated with equality are 'justified' in relation to
factors related to 'relevance', Lieberman suggests a single
y@rdstick against which Jjudgements can be made differences
in treatment can bte accepted when individual advantage
cannot be changed without affecting other important velues.
Thus Lieberman accepts 'difference in sornie respects' as
third possible choice, and has postulated some means whereby
it might be explgined in terrs of what is currently the case.
relevance' are seid to be

O
H

because Feters' 'criteria T
10 reel choice.

[y
o

H
H

=1
e

decided in advence, there can be within
rly in the area

(6]

It is as if some authnority operztes superi
‘his, it seems, is

=
=
ct
H
M
)
o
e
'_-.

of choice, serving to limi
part of the resson for ifeters' concern with arbitrariness.
He sees a need to exclude it, if he 1is rot to be seen to

subscribe to the idea of outside which, W reason
of its power geined from an arility to control what actually

a.
hetpens, exercises a limitirng fuxn

i ction on the extent and
ature of really free choice percitted.
Thus, in part by reason of his fzilure to exclude
s is conmpel clairm that eguality

arbitrariness, :zeter
&

based on philosor is an impocsibility.

L s,
=3
[

Because of his reliznce on 'criteria for relevance', and
because he clsims that these criteria are, have been or will

be determined in advence, nis ergwzent

1..I

%
dea of an 'educztional pover group' with whom decizions

ffecting eguelity and, indeed the 'criteria for relevence'

j4)

o
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Yhis view is supported by the following statenent:
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or argument can show at wiat particular points such
limite (on individual liberty) are to be set. This
depends uron practicsl judgmement which has to be
exercised in the light of a multitude of contingent
circumstances. rhilosophers can only map the contours
of such arguments; they \a:not proncunce upon the
details of the view.'( 28

Just who exercises the ctical judgement' and upon
what basis? Teters hints that there exists, somewhere, a

o

group or an individual wiich is able to exercise that function.

Because he coes not expose or éiscuss 'criteria for relevance',

thereby providing & basis for Judrerent, it nmight be wondered

T such a basis exists. If 1t is assumed that ore dces exist,
€

i
~ - - . B I o . > e T, —e e A Tes
then surely, in terms cf thie task ieters hes engzged hirself

&

in, he hed the responsictiliiy of ¢ispleying it To public view.
This he has refreined

ihe exclusien of prilosonticgl discourse Zrom the arena
-
o

he has ma.ped out rey rrovide & clue &g to the rezsons for
the above failure. Liegcisicns Zuken in advance are not
susce nt when 1t becomes clear

0
eptible Co debate &t the zoint wh
h ¢ prohibiticn sgeinst
philosopiiicel argument in the natver of detall lends further

support to the sugrestion of extsrior authority.
Here reters would eppear to take issue with those who
see the role of philosopher differently to himself. In

The lethod of Xnowledre in rhilosopghy C. J. Ducasse states
'Philosorhy has z creat constructive task which

involves the reconstruction of what has been
established by other disciplines snd by general
experience,' %)

This is clear evidence that the philosorher, «nd

0
presumably philosophic dizccurse and arcunent, sees no such
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prohibition as that stated by reters. Investigation of the
deteil, in rhilosophic terms, shouléd provide either support
for, or denial of the basesfor such detail. Teters seeks to
impose upon Fhilosophy a factual aPproach which has been
exposed as limited, if not wezk.

In a section entitled 'Gocial Inequality', Ieters
contends that the compleint of 'inequality' is made more in
response to social attitudes which accompany the type of

rovision male. 'This is often the result of categorization
where "Different"” is generalised to "worse" or “better“.'(ﬁo)
reters calls into cuestion whether attitudes of this nature
in England spring frem this system of categorization. 'It

is more likely thet this system simply provides clear-cut

i

1 (31)

channels through vwhich existing class atititudes can flow,
He supports this srgument by cleiming that
'in any social system sone people are better at
doing Jjecbs thesn others and some sre capable of doing
jobs reguiring skills that are beyond the capabilities
of others. There rust irevitably be, too, some
authority system which o superior
nbsition in & hiersrchy ¢
These two stztements are in clear contradictiemn. He
cennot both clsim the existence of a social system which
creates a hiererchical structure and deny its effects. If
the task set within society has ascribed to it a rank, and
if the selection procecure for the task is fair, then clezrly
it is in the interests of the society to ensure that the best-
suited candidate for the tssk is selected. what I'eters seems
to be saying is that the selection procedure is either unfair
or non-existent, which is quite another metter. .here th
selection procedure is unfair or non-existent, then clearly

there can bte no e;ua;ity, and also little or no respect for
ol
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FPeters has been at scze pains throughout the chapter to
show that equality in education, in terms that he has delined
it, is largely a myth. He claims that 'the pursuit of
equality may conflict with other 3*1nciples.'(52) Yet the
eguation upon which he would see equality based, viz.

principles of Jjustice plus principles of relevance equals

red

criteria for relevence, dces not 2llow thw possibility of
specific prediction, and reters himself has not identified
any of the criteria which zis regime might reasonably be
expected to generate.

In Ilew Zealand, it is clained that there exists an

eguality of educavional crporturity, but this appears to be
besed on an understending of 'ecuality' not conceded by reters.
In hew zealend the idea ¢f 'éifferent in scme respects' has

been used to support the conce.t cof eguality of orportunity in

C
ducaticn. we have zn educaticn system with bread general
similaritiec throuchout iﬁs';.ctraphic distribution, such as
neticnal curriculz decideé by a centralised department and
nt provided under fineancial

Yet, 'different in

implemented by ieans of basic eguipm
assistance distribute
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some respects’' allows the acditicn, in practice if not in
theory, of extensive zné often expensive surnplementary

material, should the school Le z2hile to generate the sort of
ch provides finance to allow
t

community involvement whi ¢
e to te made. Thus, zlthough there is

rurchases cf this nstur
claimed to be equality of opportunity in Few Zealand,
difference is tacitly supported.

what then are the vericus elements of eguality of oppor-
tunity in New Zesland ecduceticn? There is the element of
eccnomiec Asticnalieh which is releted, in historical teins,
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to eguslity. There is 'geosreshicsl! egyuality
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equality within schooling and the opposing ideas of 'no one'
and 'everyone' being privileged in educational opportunity.
There is alco the element of authority in education. If
there is to be any rational theory of equelity, it must

be able to accommodate what is the case in this country or
else, either point out clearly that equality is non-existent,
or that current practices are in error, or both, together
with reasons for whatever is shown to be the case. For
equality is either a reality or a myth. It is not possible
to have ecuslity by parts.

There are, as has been pointed out above, but three
possibilities in regard to ecuelity: the state of identity,
exact replication in every respect; the state of difference,
i.e. total difference and the stzate of difference or same-
ness in some respects. It cshould be remembered that the
'consumer' in educetion is & human being, thus the first
two possibilities must, of necessity be excluded. Iven
'identiceal' twins do not have true, complete identity.
Neither are humans totally different from each other. The
only real possibility is difference in some respects,
similarity in others. The cuestion remaining is whether the
similerities are sufficient to allow equality of treatment,
or if the differences are so great that ecuality becomes
only a theoreticeal and not a practical reality.

Intelligence, or ability to make use of educational
oprortunity is an attribute of the human being upbn which
educational provision is based. Without intelligence,
education would be a wasteful enterprise. The gquestion is
whether the range of difference in human intelligence is
sufficient to preclude identity of treatment. In practice,
the answer would appear to be that this is so. The
crovision made in New Zealand for Ipecizl Zducation indicates
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that daifferent educational provision is seen as necessary,
on account of this human difference. But is this difference
an effective negation of ecuality of opportunity in respect
of Fraser's statement with which this work began? In the
statement, the prescription as to the nature of the . educa-
tional provision is individual rather than collective. It
is an education 'of a type to which he is best fitted.'
However, as it has developed, the system of education is,
in the nature of its provision at least, not individual but
collective. The reason given for this is that, in develop-
mental terms, there exists sufficient similarity in the pupils
for an effective econocnmy to be practiced. Fupils are thus
grouped into classes which will vary in size and nature
according to the task to be accomplished znd the individueal
pupils which comprise the group. The expectation is, that
within this regime, an ecuality of treatment and distribution
of educational opportunity.will be exercised. Is such an
expectation capable of teing met? In Terms of intelligence,
where some sort of selection or grading procedure has been
used, the possibility of equality being practiced exists.
But the problem is one best seen in practical, human terms.
Selection for intellectual similarity is no gusrantee that
other human churacteristics, of at least egual importance in
education, will also be controlled. The practice of
'streaming' classes has been dispensed with in many schools
because of this. Selection on similarity of intelligence
appears to be a move against general equality of opportunity.
Age, like intellizence, is another human 'attribute'
upon which grouping for access to educational provision has
been made in the past. Althourh differences in factors
other then age are accepted in practice, social promotion,
the practice of promotion on grounds of common age alone, is
seen in lew Zealand as & valid system, vhich has its own set
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of inter-reactions upon the nrovision of educational oppor-
tunity. But there is the clear acceptance that socizal
promotion, or age promotion, serves ultimately to increase
the difference between chiléren, who upon this basis may

be placed in the same class. This practice then, creates
difference and makes ecuality of treatment less likely,
since this more disparate group is still viewed as a collec-
tion of individuals - a class.

Any human attribute which might be selected only serves
to increase the distinctions which it would be possible to
make, since the starting point is, in the final analysis, a
unique individusl, for whom ccmplete identity of treatment
would not be possible together with other unique individuals.
Individuality is itself a similarity shared by children.

Thus the education system is designed to cater for, and
capitalise upon this attribute. It is this arparent contra-
diction which forms part of the confusion in relation to
equality. How can children who are uniquely individualistic
at the same time be gimilar in some respects? It is unique
individuality which they share, the similarity of human
beings in general rather then in particular. Yet education
rust, sooner or later, make some statement in terms of the
particular. ‘hat must be made clear by adherence to any
egalitarian principle is, what a particular child will be
permitted on a particular occasion, when such permission is
not allowed children in generzl. CUr, to restate the problem
as a question: Is it equality 1f children are treated as
individuals?

Following Liebermen (20
equality of educationzl oprortunity if the provision mude

N

chilaren are seen to have

aveilable to one in the pursuit of his individual goals 1is
not in conflict with fthe indivicual long-term rights of any

other child. Tkus tke orportunities do not have to occur at
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identical btimes; &all that is necessary for the above to be
filled is that the same general range of opportunities be
available for all children. The range will be decided by
considerations other than those to do with equality, since
the content and ultimate purpose of education provided will
be affected as a result of the nature of this range of
opportunities.

The acceptance of an ecually provided, common, general
range of educational opportunities is thus suggested. 4n
examination of New Zealand's provision of educational oppor-
tunity, concentrating by way of exzmple, on the extreme ends
of the intellectual scele, will show whether this suggestion
holds true in this country.

Intellectually sub-normel children are not capable of
profitting from the rance of specific oprortunities provided
for the normal child. However, they are capable of profitting
from identicsl general oprertunities. They do not receive
srecific training in instrumentzl rusic, for exzmple, but
they do receive generzl opportunities to make music in concert
with their peers. n this context, 'to follow the fullest
extent of their povers' (22 recognises the many limitations
which will be present within the totsl educational spectrum.
Difference in specific provision is tkus accepted, if it can
be chown that the 'powers' of those for whom the provision
is made are limited.

The difference in provision noted when Special Class
children, for instaznce, are contrasted with those who are
recognised as intellectuzlly superior is guite clear. It is
seen first, and most clearly in terms of the financial grant
made by the Boards to provide for these children. The intellec-
tually superior child, who on severcl grounds could be seen &s
Just as demanding as the sub-normzl child, receives on his
behalf into school funds from the 2ducaticn Zoard a capitation
erant of $1.29 (1874 firures) whilst his Lpecial Class

e o)

neighbour, Jjust next dcor, receives from the same source the
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sum of $3.45. The Department sees clear need to make such a
distinction because of "the need for additional material
found in Special Classes. If class size has any relevance

to the opportunity zrovided in schools, then the controlled
roll size of the Special Class at 18, as against the 35+ in
some normal classrooms, is a further clear difference.

Staff aprointments are also based on criteria which are
different. Special Class positions are advertised separately
and personal suitability is noted as being recuired, in
particular, of the intending applicant. The distinction lies
e

P
in the assumption that any teacher, properly cualified, is
el

O
H
,D
=

capable of teaching a n 2s8s, which could have pupils of
superior intellect among their members, while only selected
al Class children. This may

e

peciszl Class children

teachers

£

re able to teach -pec
be true, and it may also be t o
are more costly to educate than 'normal' children, but it
cannot be that eguality is served under this regime. The
moralist view has been expressed thus: 'These children are
less fortunate than others, so they need the best we can give
them.‘(EE) This is almost as taough the school is trying to
redress the balance uprset by cruel chance.

within schooling then, there are many areas when the
provision for eaucational ocopportunity is different, for a
variety of reasons. Zven from school to school within a town,

differences will exist. This does not mean that such differences

will, of themselves, place some pupils in a better or worse
position in relation to others. Diversity is also of some
worth. ©Specific differences of provision of educational
opportunity are encouragea within lilew Zealand's education
system as a result of the loczl finencing of education by
school I.T.4's and School Comnmittee Thece eroups have the

right to decide on the expenditure of funds they raice.



68

whether such funds are spent on chalk or an Zdventure
Flayground is a matter which is decided, not by the central
11 be consulted should the
expenditure involve major capital works, but by the local
comunittee itself. Should a school be placed in a community
with greater averege financial resources, and should these
resources be tapped by the school to provide additional
purchasing power, the school's children may have many
advantages not able to be enjoyed by the majority of New
Zealand school children. This may well account for some of
the differences seen in the prcvision of education throughout

department, although this wi

the national system.

The idea that girls are in come way "less egual" than
boys needs some examination. Litchell (1968) has asserted
that this problem is an unanswered one in lew Zealand educ-
ation. There is still a distinction made by sex in courses
of Intermediate and Secondzry schocls. Girls almost

exclusively take Shorthand, many boys never see a class in
Here economics. Eut the crisis in ecuality of opportunity
is best seen in the staffing of primary schools. IZven in
16974, despite the i.omen's Liberation movement, there are
very few promotional opportunities for women teachers to
gain appointment as Frincipals of large schools. Thus

girls are confronted with an example of inequslity of which
they are seldom aware, but which nonetheless indicates a
community attitude which is reflected in the school and its
curriculum. In this way social attitudes outside the class-
room are imwinging upon the oprorturities of the girls,
reducing their range of choice of action, in ways which are
not always obvious. The social role of the female as the
homemuker has permested the curriculum to the point where
some alternstives are not even udmitted, let a2lone considered.

For exzmple, the community azttitude towards career women as
! 3 Ty
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those who are "less feminine" than mothers with children,
has made choices for girls less comfortable and more confused
than necessary.

Disraeli's comments regarding equality noted in Section A
above, also have a bearing upon eguality in New Zealand :
educational provision. Lo we aim for an equality underwhich all
are seen as privileged? Jhat sort of changes would this
imply, in terms of what happens now? The central authority
already exercises a strcng control over the sort of educa-
tional opportunity which is provided. The machinery for
control exists, and it could also be the machinery for
supplying egual opportunity where zll are seen as privileged.
If the machinery exists, what rust be examined is whether all
who are provided with educational opportunity are privileged.
Or, put another way, is the education so provided in any

sense discriminato ry° Some specifiec examples will suggest
that, for several reascns, cdiscriminaticn is present to sonme
degree. A child with a seriocus rcading difficulty, who needs
highly skilled treatment at srecific times, stands less
chance of receiving what he needs if he lives in a rural
community in the South Islearnd, rather than in Auckland, where
several Keading Clinics have been established. ILentally

handicapped pupils living in small country settlements, where

0]

there are often only onre - or two-teacher schools, cannot

take advantage of the Specizl Class provision made for their
city-dwelling peers. There are some then, who are less
privileged than others, for the simple reason that they live
where special provisions, seen as necessary for their like
in other places, are not provided.

It would be argued thezt the cost of privilege for all is

prchibitive, since it would meen & replication of many mzjor

provisions in every schoecl vhatever ite size. ILconomies of
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scale could not be effeédted. <=o there must be some who will
always be penalised or less privileged on financial grounds,
unless the community accepts the additional financial burden
implied by the changes which wculd be necessary to alter the
educational provision.

There is a sense, however, in which it is true to say
that all who hzve access to education of any sort are
privileged. Cn an international basis, children in New
Zealand are indeed privileged. 2Zut, given the national
system and the tradition of Iew lealand in terms of the demand
for ecuality of opportunity in education, there remain
children vho are clearly in 2 less privileged rosition than
others. &t the other enc of tke scuale, where parents cun

cular

heir p

W

ray for educsation of & sort which meets ¢
demands, there 2lso exists a nunber of rriveate schools which
cater Ffor yhplls in weys rot senerally pernritted in State

ochools. e y who would claim that, in the matters

g @re &l

5,1

£ religious instrucvicn &né moral education, the children
in Frivate schools huve some zGventage, for which their
parents must, of course, rpay. Thus, despite the desire to
remove finencial ineguslit;y from education in Kew sealand,
the Frivate schooles allow some differentiation on the grounds
of weslth.

There is snother, lecs cobvious form of inecuality in

mn

educational provision, which has to do with the teachers
rather than the subg ts which they teuch. ESome teachers
are better at teachinc than others and this is recognised
throughout the system st 21l levels. whether by accident or
design is not clear, but it apnezrs that the more highly

notivated grouns of chil scer to be given a prepon-

i
derence of the better tes

chers, poth by number and by times
while it wipht be argued thit those cupsble of making the
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most progress and ultimately likely To make the best
contribution to society deserve the best teaching, there
are grounds for claimirg that this differentiation is too
common a practice to be based entirely upon chance factors.
So the less well catered for children are also less
privileged, if the content and gquality of instruction is
taken into account.

Over the whole country, there are areas clearly finding
it much more difficult to attract and retain staff; there
exists a Country Service salary bar which is an adminis-
trative device designed to zssist in overcoming aspects of
this.problem. The difficulties of staffing give rise to
some ouite marked inecuelities. Mlany children, through no
fault of their own, have four or five changes of teacher
in one year of primary schocling, while others are indeed
fortunate to have a goecd teacher throughout the year.
%While it is conceded that scme of these changes may be for
the better, they do have bad effects upon some of the
children involved.

Allied to the problem of staff change, there is the
clearly established mobility of pupils throughout the
country. £uch mobility is, in fact, one of the justifica-
tions of a national system of education, in that those who
do shift about the country are supposedly able to do so
without great difficulty educationally. While this is so
administratively, those children who have had a great many
changes in their primery schooling are at some disadvantage,
socially at the very least, in comparison with those who
have been less mobile. The highly mobile pupil is less
priveéleged in another way as well. He may well move from
an area where there i1s a high local financial input into
the school, to &n area where such input is low, in terms
of a national averzge. The less well endowed cannot match

c

the provision of sreciaslist ecuipment aveilable at the more
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fortunate school, and it is 1i certain breadth

x a

of educational experience will be missing.

While i1t is true that, on bzlance, many of the diffic-
ulties cited are not marked, it cannot be denied that they
exist. £Some pupils in llew Zealand are less privileged than
others. In some cases, they themselves may have contributed
towards this, but in other cases, there is little or nothing
they they could have done about it. Iliore importantly, they
may not be aware of the nature of the differences involved.

The nature of the ecuality of educational opportunity
in New Zealand cannot then, be claimed as specific. Too
many differences exist for such a claim to be supported.
Generzl egquality may be &n elternative, as may a blend of
the specific and the general. The degree of generality,
however, may be so wide as to be meaningless in practical
terms, for unless the general ecuality principle is capable
of interpretation in terms of specific educationsl opportunity
it becomes little stort of zn excuse for not examining what
1s the real state of ecuzlity. Such an exarination must be
in terms of the specific, since the basic unit in education
is the individual child. If ecuality is to be a blend of
the specific and the general, this implies that at some
point within the netionsl system, choices have to be mace
against come specific sorts of ecuality provision and for
others, No matter what the basis of such choice, the result
cannot be seen as eguitable, since some cases have been
excluded. In real terms, the problem is usually reduced to
a consideration of the financisl aspects involved, rather
than an open assecscment of the eqguality principle. The
cost of a specific provision, demended by eguality, may,
as has been shown, meszn its rejection. Thus the claim for

equality of educatinsnzl opportunity in Kew Zealand education

can be seen as 2 stztement which says that there exists here

e WS

a national system of education, with a unified structure in
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most of its elements, with a high degree of similarity in

content and method, and with similar brcad, general provision.
But, 'similarity in some respects' which places some children
at a disadvantage in a haphazard manner is not enough to
allow the generzalisation to 'ecuality.' So, while the

concept of equality of educational opportunity may be a
highly laudable national aim, which reflects great credit
upon those responsible for lNew Zealand's education enter-

prisey in practice it has yet to be achieved. Nor can it be

achieved, because the principle of eguality, without clear

definition of
comes to mean
expedience is
and a legicsal

how it is

'whatever

served by

basis

for

capable of translation into practice,
can be azllowed to happen.' Thus,
adherence to an unexpanded principle
the day-to-day operation of a

nationel system cannot exist. It is likely that, once

exposed to full

be supported.

provision in New Zea

examination, the claim for equality cannot

Orly then will a true basis for educational

lan

d be found.
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The two quotations above highlight the dual nature of
the problem which faces those who would change the education
system today. While there is much of merit seen in past
performance, visible weaknesses have developed znd these need
either repair or replacement. The problem appears Lo be
capable of reduction into very simple terms. Do we patch and
rend the old instrument or do we construct an entirely new
model using the best of the o0ld with the new? Both approaches
have inherent difficulties. <chould the decision be to repair
the 0ld, the guestion is whether the basis of the old is
still socund. If the decision should be to build a new struc-
ture uron which an educaticn system might be based, then it

must be decided upon what principles this new structure will

e = | Fae = - e I e R i, g = s = oo
be founded. It is zZost unlikely than any new system will be
cnA P e R AR A o R TP I
based on znything but elements springing, in some wey Ifrom
1 . = 5 1 . T xi ey 1 2,
the pa2st exrerience of the nation. fhus, whether 1y 18

2

decided to repsir or build arew, the past will provide part
S t for btoth zlternatives.
"Cur old ecolonigl ties linger on in our modelling

cationel systems on _-nrlish vractice. ngland is
a densely pecrulzted, heavily industrialised urban
society with 2n educational system which reflects
the nation's tortuous socizl and historical back-
ground. It is not surprising that the lew Zealand
education system in its infancy was noulded on the
English pattern, for our forebears knew no other way
to approach it. Less commendable is our vresent day
propensity to run in parallel.
It is not unfair to suggest that drastic changes in
New Zesland educational policy sometimes result from
stealth. It can be asserted, indeed, that expensive
and irrevocable chences in direction occur with a
heavy commitment in capital expenditure with no putlic



ations, for instance, that Hew Jealznd nay already
be committed to a binzry system of higher education -
that running parallel with university training of
technologists there shall be a concentration at the

apex of the technicel education triangle of s
similar courses at similar levels. This nay

precisely what New Zezaland wants, but it is prudent
3,
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pay for it desrly. Clontinuing educsation needs
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personal invelvement of lecding illew Zealenders in
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all welks of life,
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Potter's purrese 1n ziring the above problem areszs is
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elearly vo ergue for s nstiensl conference, which hLe sees &s

being charged with the responsibility for coming teo some
conclusicn, making scme recornendations and generally

or New Zezlend education in the future.
The problems raised, for whatever reason, all relate in one
way or another to the two major concepts under present
consideration., The central department is charged with overall
responsibility for rroviding educational opportunity on the
basis of egquality. That we have & nationzl syctem besebt with
problems of cost, exhibiting sirns of unplanned general
growth and owing strong zllegiance to a culture now greatly
different to our own, ¢ directly attributed to the
central derartment, which has almost total responsibility in

each of the above arecs,
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The central euthority, given wide powers ir all aspects
of education, is alrezsdy exercising a strong contrdl on the
sort of educational provision which is availsble. There is
some concern with svandards, scme cloiming that these,
generally, are falling, while others, equally convinced but
perhaps not as convincing, claim merit for centrealisation
and the benefits it brings. It seems, however, that such
concern is a non-argument, since it is impossible to assume

p
(5

that at every choice-point, the most suitable material (in
st sense) 1s provided, the most useful distribution
s arranged and the most kelpful training is provided
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far greater
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e s
thern a guelitative Jjudgexent like the vealue of
exarrle to illustrate this clain
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vaileble, end this accounts for the
fzct that the original series, selected as the best basis
for New Zealand concitions (l.odern School lLiathematics) was
not provided in toto, the more-sedvanced and more costly
volumes being substituted by Australian designed texts which
were cheapert There were also several major differences in
approach, and particularly of specialised vocabulary which
gave rise to much early confusion. It should not be too

much to expect that, in matters like a major change of
approach in a major curriculum asrea, if the job is seen as
necessary end important, it should be done as well as it

can be, without regard to a pennypinching attitude. It would
seem that, despite the clearly defined organisational

* The Dubliehing history in Books 4, 5, 6 and 7 of the liew
Zealand series indicates the alfferent origins of the booXs.

An examineticn of the terms within Books 6 and 7 will confirm
the difference cited.
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structure, mediocrity is what is achieved rather than any

degree of excellence. 1f educsation is an enterprise which

the people of New Jealand value lxighly, and which certzinly
S

costs dearly, then in some . asge

=

et
the people are not being as well served as they might
expect to be. TFotter
actions of the central departnment may w
scnethiing much more sinister. If the enterprise of educa-
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Glbirabtely triurihed in the pzirfensnce of the stubta Q0 ,
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but many of the then-visivle Iileg vwitiin «ew Lezlarnc's

educsticon system rermein untouched to

[

day, scme forty yeurs
later. Indeed, becasuse they were ztle to survive the
earlier attsek, there is & sense in wbich, if they are To

be removed, a consi rt will need to be exsrted
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to overcome the inertia provided vy tradition. The adnmin-
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stration anomaly of the wangenul Education Iecard, vhichk 1s

-

n no sense central to the zrea it is cesigned to zcive
nd witk a meajority of its eareas of activity located c¢closer

et
[N

n
t,

F o ©

o ralmersten l.orth, is a case in peint. Lome arc-umen
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vour of ccentinuing the status cuo rests on the fact th
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only recently the Board spent large sums of public money
updating its office and administrative buildings. There
was little public debzte over the proposal to build new
premises, yet once they were erected, their existence was
able to be used as a Justificaticon for nct moving the Beoard.
Perhaps this is an indication ©f steslth in administration
to which Potter refers.

The Zducational Development Conference, the most recent

{I)

e
examination of New Jealsndé education, has among its ter
of reference

(e} =] A £ g

To assess vhat incdivicdusls and society want frem
education and how the system can respond effeciively
ese vents, with perticuler reference to whalt may

he
seen as ite ehordeconirgs.
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future by the ecucsaticn systen.
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Ubjectives BLC 1974 1 ,20<3%, not one criticiesm of th

Central Lepsrtment as such, appears. Tet every shertconing
noted, all serious tc a degree, is an implied criticism of
the Department. Any adrministretive system should have been
able to prevent meny of the shortcomings from becomin
established, had it not long ago assumed that its own
existence was accepted ty all as a continuing one.

What are the results of the egalitarian priuciple in &etion
in l'ew Zealand education? susubel, in The Fern end the Tiki,
hints that a regression towards the norm in attainment and

attitude is to be fcund in llew Zealand schoole, particulerly
the secondary schools. 1t is not seen as desiravle that all
‘shoulé atteﬁpt to excell. Indeed, egual provision has
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attendant upon it problems of scale which militate against
the individual. &Such administrative procedures as stream-
ing, classification by ability, and 'labelling' are the
natural result of atbtempting To retain a high degree of
similarity in the treatment of large numbers of children.
oince all are held to have ecual opportunity under a
unifora system, the fact that all do not have eguel ability
is often lost sight of , especially in the mezelstrom of
secondary education. Icuality of opportunity of the sort

which gives rise to selecticn procedures under which some
g

rupils are s

levels and destroys.

the Iliepertmentally-contrellec ~cheool Certificate
exarination hes acguired the furcticn, in part, of a
gcreening mechenisz, nroviding The evzloyers of the courlry
with a regdy yerdstick gceinst wnich Judgements concsrning
enployment crportunity czn be xede. o cleer is this in
operation thel seleries are offerec tvhich Iaveour those vho
pass the examingticn. YTet, in any one year, scout half the
cendicdates are sure to fzil to gsin the cquaslificalicn needed
to earn the higher gelary. nile it is recogunised that
steandards heve scze value within the system,; the statistical
procedures appear nct to be protecting standards, but rather

to be ensuring that the seme proportion of examination

candidates succeed at each year, irrespective of standards.:

The lepzrtment mekes many claims that general standards

are being maintzined and even raised, yet the validity of

the examinaticns as a rneasurement of relat%ve standzrds

is not subjected to scrubtiny of a type that would be

necessary for say, a test of intelligence. The 1962
suggestion of check-points, made in the Currie Heport has
been proceeded with very slowly and in mocified form.
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The Heport stated:

'If the system is to funcbtion efficiently, there
cial need to provide teachers and schools
with tests and measures that will assure therm with

e t

ing
v (5)

_‘_|_ .

satisfactory progress in the basic subjects.

<he recuirement of the Comrission was a geries of
standardised checks or levels of achievexent in basic
subJects in the irimary =2chocls. At thie same Ttime the
Comirission exenined <cheol Certificate, "the only existing
nationel extern check on pupils' achievemenzs.“(6)

T c

examinaticn, in which the cendidates know tefore they sit
rouphly helf will f&il, convirues To be the baszsis upon which
ingreasing rurbers of secondary pupils develos Tosir
ecucsbilion. Eow czn ihis be ecustes vitr the rrovisien <f
eguzl ¢Hpertunity kas zever been cabtisfactorily exmplaized.
Indesd, this i& one ares within wbiech the Lepartrent,
charged with operaeting the exaninsbtion, hes- besn strangely
silent. ome changes, like the removel of the zrglish pass
reculrerent and the 1S€E€ einzle subject pass systenm have
been nade, yet the ezamination iteelfl regains virtuslly

i
unchanged. Twelve years efter the Commission's report,
school Certificate is still present. Internal assessment
mey be over the next hill, yet the time taken for this
development assumes thzt we, as a nation have alnost
unlimited time at our disposal. It is almost as if the
Department sees what it has created as inviolate.

Another interpretaticn of equality of opportunity in
education leads to progremmes of extensicn,rwhere gll the
differences in pupils are catered for, supposedly to the
full. There have been severel such programmes commeznced on
a local basis, over the country, (for example the rash of
so-called 'cpportunity' or 'extension' classes for the
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intellegtually superisr run within groups of schocls oul of

nermal school hours) but these have fourndered, often on the
cost faetor, simeg iv seems that egual provision, desr o
the heart of the slmimistrator, caznot be grevided in the
diverse forzs reguired to meel the educszticnzl needs.

- e N O L, e ot e i P [ I
yim ef sducatlion o retura to thas Ebuul¢uy

orivileged was guestioned.

from ecuality. IEow was it that such a principle could have
been thought to be a besis for New Zealind education? It
comes dovn to a corfusica betd ohat s provided and

ané profit frem it or improve himself by it. The assumption
4=
~

Has been mads that, 15 ecugl provision, wiigh hes been held
| 1 o = 3 = 4 =

to be 'goed', is mede, then znother sort of equality eciterges

~ r - -, B r — 2~ A =T e A

zs an end produet. This leoses sight of the fset thet the

c¢hild who accepts what is provided is not ezual to his peers

i
A sy e PR [ NIy O
in meny woays end therefore the rroduct is no

¥ X identicel. The
corfusion arises for Severzl resgcons; a failure to formulate,

in any sort of clecr terms, the end preduct expected from the
ual provision. How can the cdcusbticonal captains steer their
reft if they are not even sure of its destination? There has
been 2 fuilure to czter feor significent differences in children
and the acceptznce that this may czuce changes in what will
have to be provided. Uhere schools exist in New Zealand in
which the full renge of pupils cannot satis@actorily be
catered for, except in stop-gap, ill-conceived, poorly
financed programmes, ecual opportunity is denied all children.
There has been a fzilure to appreciate that difference in
itself is of some velue, and that this difference, properly
harnessed, mzy have as much if not more to offer than equality

of oprortunity.



But -the major failuxre srpears to be in the faet that
there Das pegn &an unguestioned cecervance ol eécuality
however it was définegd, a8 Téing good, without the necessity
exzminstion of Tae theoyy in pragiics. oo witen sguzlitys

has levellca
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often emotive

anything less than the best, then the socner it 1s exposed

28 wanbing, eiling or fzlagicus, the better. The link
between ecuality of the lew Zealand type and mediceridy is
erystallising, perhsps because more children are travelling
the educaticnal ccurse for longer then before and they
demand to kncow its desbtinscicn in terms which are meaning-
ful teo them. Tke principle of eguality of oprpertunity din

_ ¥ % Y e ey e e ) e ST g T~ R
It ig as 1if nrouzh being cesocisated wi

1 a
Department locuated, in the meain, in .ellington,
'Its work czn be only dimly perceived by reference
to Acts and Regulations; beczuse so much of what
it does is determined, not by the Department's
legal powers, but by the extent to which, and the
way in which it consults the many groups directly
concerned in the particular matters being considered;
whether they recuire changes in the law or regulations;
or whether they are concerned with solving procblems

or getting appropriate action under way.



te He Oliver i The Inadenuscy of & Deviendent Utoris says
"The kistory of pecpular edugetion in Lew Zealané is,

in everything except btlhs ;r*¢cu“,dion of & structure,

a bistery of frusirztich. I do not know why Cliver
gpeciglly exerpted fr¥om his stricituress the erticulatlicn
of the sduecsbionzl structures:; thet has alweys seczsh

to me to be verihicps the untidiest aspect of our public
systom of edusgtish. I Sartainly 4o Bobt kiow ahy
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cauatry thet kRas 18 complicoted admipisurative srravgs

ments for education a5 llew Zealaznd.

It is clear fron the above statensnt that the powmers of
the TLepartment are wide and difficult Lo sheet honme to =
particular Act or Regulabion. ith tke freedom allowed iz the
decision-maling field, the Zej;:t:::: iy. answersble only 4o
ths Einjlster He, of courst iswers te rerliament aznd

a
exnlanations that AT d PeETn hat 'ﬂeﬂ“" g moar bhe uninformed
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2
then the demoeratic richt te apply correcticn abt a time ard
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in a manner which is likely to be most effective, is denied

thie people. An example of this was highlighted by a
n

circular letter, giving nation-wvide distribution, from the
Concerned Farents Association dated 9 Cectober, 1974, which
expressed concern over 'Human Develorment and Relationships
in the School' curriculum. The letter states in part "It
would appear that this materizl has been prepared and
circulated on the assumption that the Department of IZducation
will introduce the programme regardless of any expression of

pa:ents' opinion ..... farents are now asked to give their
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decision ....« by the end of the mecath, although there is
haste."” While not necess-
arily accepting the views of the g
area conpcerned, it must be concede
of consultation and parentval right
some validity.
The difficulty appears to lie in the assumption made

=

somewhere within the Department itself, that in view of the

wide, but in places ill-defined powers which it possesses,

the Department must be able, not only to make policy decisions
and provide the expertise to ensure that they might operate
ffectively, but to make such decisions without reference,

if that course be decided upon. Irn other words, the
Lepartment gives the imnressicn, at the least, of using its

expert groups, but

H

powers not only to consult concerned ©
also to aveid making such ccnsultetions should it so decide.
A further factor &
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sheer size of the adninj icn. From its esrly begiznings,
which conceived as possible the Department's consisting of

an Inspector-General znd an office staff, the Depasrtment has
multiplied faster than any other section of the education
system. As this growth has taken place, pressure has been
put upon accommodation in Wellington, a 01ty in which office
acconmodation is always at a premium. This has meant that
the various physical sites from which education is administered
have become more and more spread. The physical dispersal of
the Department has been matched, it would appear, in a
dispersal of function, which has led to the charge, hinted

at in the letter quoted sbove, that finel résponsibility is
difficult to relate to & particular office or a particular
officer. Thus, what is perhaps the most personal concern of
parents, the education of their children, has become increas-
ingly impersopnal. The question raised following the presen-—

tation of Pinder's paper concerning lines of ccmmunication



from the Lepartment to the publie,
the findings of veriocus groups operating during the natic
wide Educsabion Develorment Conference esrl

ger of not having full and wide-
ranging consultation at all stages of the policy-making,
basis of fact. In addition to the area of consultation,
there has developed within the Department an increasin
group. who run the risk of sppesring more concerned with
administration than they ere with education. <hile there
a need for both functicns within the Depsrtment, there is
also an assumption that the necessary abilities
be found within those who are z2llowed by the syste
by the Department, te rise to the top. There is a real

]
o m

self-fulfilling

r
)

sence in which the Department cen be see
prophecy. This ccmes about because of & particular cozbin-

ation of factors. The majority of those vwho find enployment

& ik X . e e e b o o
in the poliey meking and develorment plarnifg sectors of the
™ 4 e - 1 i &

Depertment, not To mention the 1 g

nspecvorate, gained their
induction into educction 25 2 result of gaining gqualifications
for a teaching positiecn, It has been assumed that those who
pogseces the gualificctvions and skille vhich enable them to
teach eflectively, are also able, withoubt a great deley or
additional training cover a long period, to take responsibility
for the quite different functions exercised within the
Departmert. It is also significant that the officers who are
required to recognicse excellence in teaching are also, tacitly,
charged with the responsibility of using similar criteria to
assetss in the administration of education on a regional or
national basis. The assescsment of officers within the
Department can be seen, in fact, as involved in the task of
selecting their own successors; esnd they are doing this from

a group which need not necessarily possess the best adminis-
trative or policy-making or public relations skills that are



available within the community. Teackers, or those trained
to impart knowledze, often within specific and there €
limited subject areas, do not voscess a lien on the sort or

degree of skills necessaril
@
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cater for the total range of the population of Few Zealznd.
m ficoin 3= ;! - G . T 3 -
The Depzrtzent can be seen &s big enough and as distant

enough from the public

to be an unapproachable Jju
to be able to iznore a2ll but the nost si B ¢

of either its policies or its acticns This is not to say
thet all aspects of the Department in ¢

rather that there are areas of adzministration, associated

with the size and complexity of the enterprise which need
close, public exemination. 4&lso needing investigetion is

peration are bad, but

H

the sssumption thet a centralised sysctem, &lbeit historically
of great utility, is for all time, the best answer to the

present prcblemns in education and vo those which will develop

in the future. If the nsture of education is changing, and
it 1s clear thet it is, then it must be that the administration
of a chenging education should be changing tco. The Depsrt-
ment gives the impression of beirg conservative towards
administrative change. Loczl involvement is permitted as
long as it does not create too great a local difference,
The assumption is that local answers can be provided on a
national basis.

50 there are several areas giving rise to concern. The
first is the way in which the Department is in-bred, with
those responsible for ensuring the continuance of its function,
making their selection of personnel from comparatively
limited fields. The second is the assumptiéh, largely based
on history, that centrazl control of finance is the only way
that the tax-payer can be sure of getting value for his

money; this, despite the much earlier history of success in



es during the Frovincial p

ne £
area is that of sccountebility. Cne of bShe prin
S

b, irles
involved here concerns the right of the people teo e¢zll to
account those respensible for masking decisions., 4t the

sent time, in the field of Humsn Developmert Curriculum
there is a valid cooplsaint being made, one of the grounds of
eing the inability of the people Lo identify or contact
the officer or greoup of officers within the Department who
are accountable for the policy complsined of. Another
problem of concern is the relationship which should exist
between the community and sducaticn. The Departaent should
exist as the servant of the peorle rether than as & power-
house of educationsl expertise which dictates rolicy because
i
then, is en open debate on the two
sicn of education in
lew Zealand is made; the idea of equility of opportunity
's end earlier, ané the
idea that centrelisastion is the only policy upon which educ-
ation administraticn can be based. This exeminetion must be
of a scrt which males explicit the assumptions made which
expresses assumptions as such, and provides a sound, logical
and practical basis upon which Iew Zealand's educational
programme, may be given the opportunity to provide the best
education possible for those to whom Zducation and the

system which suvplies it, should serve.
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