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Confronting the Media 

The mass media, and television in particular, is one of the most powerful social forces in 
Australia. Television networks determine the structure and content of news and information, 
and the values and ideologies in television entertainment. In general, the mass media serves 
as an instrument of social control, promoting commodities and consumerist values, social 
conformity, law and order, authority figures and the family. Media ownership is an extremely 
profitable form of business institution, and part of a rapidly growing economic conglomerate 
which controls many other businesses. 

Yet, despite its obvious power, and the great national and international growth of the media 
industry, we have yet to develop a serious socialist critique of the mass media in Australia. 
Furthermore, we have hardly begun to develop media studies in schools that look critically at 
the media industry and its productions. Although we are surrounded by the visual image, we 
keep our eyes in school narrowly focused on the written text. 

We have based this issue of RED on media and education in order to counteract this neglect. In 
New South Wales, the Education Department has given the lead by issuing in March of this 
year a policy statement on Mass Media Education. Helen Wyatt discusses the policy statement 
in this issue, and argues that the Department has given progressive teachers the opportunity to 
press ahead with curriculum change in this vital area. The emphasis in such programs should be 
on production when teachers and students together can work with the technology and in so 
doing develop a language and an analysis of media in general. 

Whatever the techniques used in media education programs, a basic recognition of the contra­
dictory images and social effects of the media should be a central component of the analysis. 
The simplistic view on the left is to define television as a monolithic tool of a unified ruling 
class, used to maintain order and stability. Conservatives, in contrast, have projected their own 
simplistic view, where television is seen as a destabilising force, eroding respect for authority 
by exposing political scandals, and business corruption, while fostering cynicism, distrust and 
disrespect for the system. Both views fail to see the contradictions within television messages 
and its contradictory social effects. 

This important theme is explored in our lead article by Christine Curry and Christine O'Sullivan. 
They describe the various approaches to teaching television in schools, stressing their major 
weaknesses, before developing an approach to television teaching that avoids some of the 
pitfalls and takes account of the contradictory images and social effects. 

It is the policy of RED to produce, whenever possible, practical resources for teachers and in 
this issue we have a four page centre lift-out on the theme of sexism and the media. Janet 
Kossy has prepared the detailed lesson plans which have been tried out in various classrooms. 
They contain excellent ideas and we hope teachers will remove this section from the magazine 
and make good use of it in their classrooms. 

Our final article in this issue continues the theme of worker education that we featured in 
RED 14. In that issue we highlighted the current controversy in the Workers Educational 
Association in New South Wales. In this issue, we can see the historical roots of the current 
conflict. Tim Rowse describes the doctrine of impartiality and detachment that was central for 
the liberal intelligentsia who controlled the WEA in its early years, and the confHcts that began 
in the late 1930s when the maverick liberal, Lloyd Ross, challenged this comfortable notion. 
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·Cutty and O'Sulllvan ana1y&e the assumptions 1IIU1erlyina IDOlt . 
comlqs and 111aest a classroom procedure teachers can use wh1di illnffll 
experience of TV. • 
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Christine Curry IH>~brisr,ine O'~umr:oin 
In tb.is article we want to raue some problemt that we think cioualy) iSQm~'i1,~fl,,l'ee1' 1that the ,1ereen ~~ th~k 
surround the. teachmg of television in the junior secondary authority., Quiti separate frQm this use oftolmslo'n,1~t,ev'er, 
IChool. While some of these problems ue specitlc to television is .ther ~' ~bM~,¾ft/ :-pi~ latter varies fr . te ~t>~s•te 
studies, othem are relevant .to th&? teaching of mass qie~ and and from scho~i(o '~iJ :<lven the often Vii • 'fietween 
popular cultwe generally. We , tealise that some • teachers ofllc,ial dictates, auch as syllabi, and actual school practice, and 
reading this may consider atleh an outlining of problems, with the paucity of documentation on the latter, it is at the 
a reduced emphasis on practical suggestions, unnecessmly moment impOIISible to establish accurately what teaching does 
crittcal and confusing. Nevertheless there are two major go on, let alone to generalise about it. In New South Wales, at 
reasons why we think . tb.is 1type of approach is necessary.. least, the most prevalent official practice seems to be the 
Firstly• becaum in our view:a large proportion of the televisic,n school formulajion of a mass media course, of which television 
teaching that does take place in secondary schools.is quite forms a part. This mass.~edia course is uswilly slotq,d into 
ineffective in what is often its implicit aim: to raue the English in the, jun':ipf ' ol .. Some mass media. is . taught as 
atandarda of the television audieilce so that they will demand part of social stlldies1 iscience. However,'ltaosttelicbing 
better from the television networks than they alteady aet. seema to ,.go . '111' ')I .i ~ addition to te~ijsfo'n, ,mass 
Hence we have devoted a part of our article to an outline of media studies~;',.:···. , ' 1. olscovernewsp~ffl~ 1~-

the philosophy ~d this, teaching and will attemP,t : tq,. Ii ing,, magazines, n4io 'an&cinema. Some schooll1m other states 
refcmnulate IOb1e. pdUtical dims.', Our second ,reubn, iii·~. have couises in in8Sli media that are separate, at least in theory. 
'pracUcal suaesttohs ,~tine do1r:tot cotmt for a ,great d~-1 unte-.' , ' .. from English. 
they are embQdidclm1a knowledl!i! :of recent advancesin111edia , • Given. that teleYision is, as Umberto Eco says, "the school 
•~dies and are ~he&• ifounded in, a pedagogical priic~, '. 1 book of modern adults. as mtleh as it is the only authoritative 
wldch acknowledies ,it.be school md its educatio11&1 pia¢~s school .book for our childien"1 one would imagine that 
u themselves subject to 1criticlsm; analysis and change. teaching about ~vision, as opposed to its mere use, would be 

far more pmalen; ~'d <'drganised than it actbally 'is., 'Yet in 

TeJmsion and the Eft8)isb Curriculum 
Television bas been umd and taught in Australian secondary 
schools for some time now. In many subjects it is used as an 
ai4, a neutral means of,conveying subject matter, in a: way that . 
a: thought to be mon interestfug than conventional teacher 
,talking or student 'reading. Jndeed, (and quite . unselfcons-. . . 
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state IChools ih New,South Wales and, as far 'as we know, in 
other states, it is' lumped in with the other mass media and is, . 
in tum, in junior seco~duy schools in New South Wales a part 
of English, while .1'he, ;~ble to the media ,section of the 
New South W'alesi,Bddcatioil'Department's English Syllabus 
admits that a complete study of the media ''would be beyond 
the scope of English". It goes on to say that it is "highly 



:. \ 

,ht 
;; ! ;s :i;f.H , t1 ,, ' 

tel!mnt to English 1-:d, ha/;t11~~ore ,a firm ~ in Ute 
English syllabus". In, 1praFti!::e lthe "fel!dw>,g of ithe media ,and, 
telmsion ia very much .au~diuyi to tlie tnditiOllal lit.etQy 
concerns of English teachen. Indeed. tlie English syllabus is 
symptomatic of this when it says that lite~turo and expression 
should not be curtailed for media ltUdies, but that such work 
should ieplace "language .studies of the formal kind"~. More• 
over, few teachers have formal technical or theoretical training 
iq inedia studies. Mo,st, se~.~ school English te~, f~ 
yistance, In?· pro~ ~f MmlY iJiwraturo-centied ,~. 
counes. . ·, i T I ; ; I r I i ' 

... mudl teleYilion teaching i$ .cmied out by lnafllb 
teshen who, ... see their task or bunlen • oppcJli:q a 
Jiterary-impncl culture (often of a rather pedt bompoiB 
ffliety) to the banalitim of uy foma of ._ cultme'. 

) i \ ~, 

' .. '. ' 

1 ' • ' ' t I;' &; /' '¾rt'};, ' . ii ' > :ir~;,~;10Jil; Educa1ionAaain$t ... ~~~1,,, , . ,,,,vi .. lh(I.Cl\d\),· 

Partly as a consequence. of this, ,as well as other; ideologies of 
schooling and school knowledge, much telmsion teaching is 
camed out by English teachers who, with varying degrees of 
intensity, see their task ,or bl!J'den as opposing a literary­
inspired culture (often of a rather petit bourgems variety) to 
thq banalities of any foqn of 'J;ltass cultute'.:Th.e most ~de­
spread teason given fqr tile inclusion of mus media/-,elevision 
studies in school courses is to teach ~tion,;;'.Q1us the. 
:NSW English syllabus suggests that students be taught ~. for 
and against the media". Th.e J\.ustralian Society ofEdµcational 
Fihn and Television ~bmission to the 1977 Broadcas~g 
Tribunal Inquiry requests "much deeper .education • in tele­
vision . . . with the purpose of raising aesthetic standards 
(leading to more diseriminatoiy viewing) and counteracting 
the so-called bad effects of TV"8 •. The latter formulation ia 
interesting because it reveals the ultimate political aim of the 
liberal and well-intentioned advocates of television education: 
a working class, whose school~quired cultural ,tefinement Will 
,somehow force the commercial television stations to elqvate' 
their programming, which will prefer perhaps Ed'Wfll'd and Mn 
Simpaon to Ouzrlie'I Angela. 

A.part from the extremely sbnplistic and questionable 
characterisation of th' cultural and idablogical, d~ of 
schooling assumed by this position, it also represents a veiy 
naive analysis of the relationship between television networks, 
their audiences and what appears on the screen. Just as, for 
example, the school 'audience' is differentiated and differ­
entiates itself according to various cultural and economic 
determinants, not the least being the types of jobs that' the 
students are oriented towards, so, to speak of a 'mass' tele­
vision audience is quite •qura~. ;rh:us, given that ~lmsipp 
~tions are profit•~t9dycingi•cie•·,whose ,aim• ~,'sell'· 
audiences to advertisers, 'pro~ uo somehow, ~d 
to, attract and to detip.e, ~ audiences. ~. ~~grams 
that are such a lamentable reflection of public plSte are 
frequently quite complex negotiations and representations 
of the various contradictoiy and shifting ideologies that 
accompany relations of production in capitalist society aod 

within which the a.~ Itself ii constructed. Moreover; the. 
limitations and foi;ecl,oswes of commercial television do· not 
escape what ~ . p~n Ute I ideal of1 Australian,· television 
educators, the • ABC, whose "quality' . pro .. gnt1p1· .. "•.. ill .. ~:f. .• 
subjoct than commercial telovision to the P• fod~IS!fal 
consensua and whose subjection to profellllional\i,e ~'.! 
as neutrality. and community standards, can s ! • ~!i ',. 
even greater limitations. . i ' ,: , Mi, ,1,11 

Yet, despite its inappropriateness, the :iliac ,' ' • • 
rationale, remains ,Ute m~t widely practised basis of television 
teaching in school,. '(!)p. ,a 1~1 that is, even CNder than the 
political program ,ve have descn"bed, it shades into what Ed 
•ombe tem1, ~•Ute ~ocµlation approach"• r Th.is involves 
condemnation 1of 90JluJar teJ,eyision p.ioJPJM from • conven .. 
tional literary h,~ ,petsppctl.ve, with the aim of e~untedng 
the presumed poor effects of. telovision., Re&eal'Chitiii,1~~ 
that this attitude to television teaching is •widespread* ~ 1 

England 11, and there is no reason to believe~' wbvl~ I\~ b~' 
equally, pervasive amongst•. Aust(alian teache!i. 10e~r-. 
our .experience it ia practically universal. Th.• 1~~i~I\ 
themes are 'shallow' in Americ1111 and Aust(alianulqrl~ ildn,f 
comedies (leas 'SO,pi Bri~ drama) and the "values• of tele­
vision are tQ be· ~ctd against, particularly 'violence'• 'eom• 
mercialism' and 1 ,~ty•., Sophisticated versions of_ the 

1 innoculation apPJiOach 'struc:1;\ue questions ,about telovision 
which are ahea\1-Y ~Uqtt, ,answered. Th.us a wtdely,circulatod 
.article ;m.-. •l~~~ first idoJdify the~ ~e .and, 
decide if it ia original or wlitten to a "well worn f~:~1!'-,' 
Other sugested questions the teacher might askiare:."'Cari YC>U 
identify explicit values in the program?". "Is Ute sh~ believf, 
able?." and fbially and rather enigmaticall. y "~~ it shA~,an ;• 
a'Wlf9oea. that the 1>,._ of all drama. lies l,n 1con'f1iet amt ·~1 
the roots of .human ·ccmSict must be sought well 1~0f<,~ i 

surface ofrelatiomhipa'l". ' ' 

\ '"' 'Propessi.ve' Approaches • . . ' • ' 
The true repOli~ries 9f values, depth, experience .and enlght­
enment are poetry" ana literature, despised as theae are in the 
world outside the school. Progressive, well-intentioned -,eaqhers 
are thus frequently demoralised and upset . ~ 1qhild!en, 
rather ttian connying their innocent and.im~, 1~ye1, 
use the opportunity afforded them for literary expre,,.on in 
'creative. wlitint to reproduee an amalgam .of telem~ 1pl~. 

Recent influential theorisations of English teaching involve 
certain overtly ideological assumptions about the puctis, 
purpqie1; and partici~ts of this seemingly ineongruous 
feature of the contemporaiy curriculum and in part explain 
why a study of tel~on is -1ther ineffectively incorporated 
or kept at the margins. For instance, Stp&ta and Wilkin.«>n see 
the typical BJi,gliah elamoom as pne where pupils are eqpged 
in exploring aspects of the human condition, especially thole 
conce,med with human relationships. "In the course of these 
explomtiom, the teacher hopes, amODJ other things to deepen 
the pupil's understanding of himself, others and o~ the 'ihuman 
condition'''· , , ,; •. 1 '·. 

Such insidious conceptions of the classroom as a laboratoty 
of self,understanding under the tolerant guidance of the melllllah 
te~',~ in "811 with i.,ea.-te conceptions of intellectuals, 
literat\lre, 11nd1~••. ,Moieover, u ,a,se...U.d guide to the 
functions of cultural edQQatl.on, they represent the incieaslng 
tendency of the school to trespass into areas of personal and 
emotional life once reaemd ahnost wholly for the family, 
since the latter ia no lonpr entirely adequate to some of the 
more subtle aspects of the task of labour power reproductf.on. 
Within this framework, television is seen as a negative and rival 
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cultural influence because it is insincere and fonnulaic. Never­
theless, the multiple, and until recently, fec?11d v~ants_ o! 
progressive/personal approaches to the teaching of English 
require that television be incorporated because it is 'relevant', 
that is, part of the children's experience. This seems to be 
largely motivated by the contradictory pressures exerted on 
schools by working class children's resistance to conventional 
curriculum content, as well as the tendency noted earlier to 
personalise classroom relationships. It is nonnally very super­
ficial in so far as such things as television and rock music are 
included in the curriculum as a divers.ion to occupy otherwise 
undisciplined ''lower ability' children. Concomitantly, we have 
the increasingly wide scale use of television 'school programs' 
whose popularity with teachers is partly based on their capacity 
to keep a class quiet. 

Effects Research: Why It Is Done 
The innoculation approach has its systematic and articulated 
expression in the various studies done on the effects of tele­
vision on school children. Much of this has its origin in research 
done in England and America on the effects of television since 
the latter's inception. The assumption of this research is that 
television and the school are mutually hostile influences on the 
child, except in so far as television can be 'educational'. The 
school in this research is an unquestioned nonnative institution. 
Teachers' views about television are influenced by this research, 
although one searches the conventional literature in vain 
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for evidence on teachers' television viewing. A typical and 
representative piece of Australian effects research is Television's 
Children, the first publication of the audio visual research 
centre at Sydney Teachers' College. This opens with the rather 
manichean observation that "few people at the tum of the 
century would have predicted that within a lifetime the 
behaviour of hundreds of millions of the earth's population 
would be manipulated by an electronic pupeteer". The study 
concludes that "there is an urgent need for extensive research 
into the effects of television on children ... In no other area is 
a clear understanding of its role more important than its 
relationship with our children" 8. 

. .. the real concern is whether television dislocates the 
smooth efficient reproduction of the labour force; 
cleady there is some contradiction between the latter 
function of the school system and television's promotion 
of consumptive leisure. 

Effects research has proceeded apace since the introduction 
of television in England and the United States in the late 40s 
and early 50s. It is relevant that the rise in the popular novel 
in the eighteenth century provoked not dissimilar anxiety 
about its negative effects. Similarly, the mass cinemas in the 
20s and 30s provoked much concern in this respect. Some of 
the concern about violence and delinquency manifested in 
American and Australian effects research, and evident in some 
of the popular debates about television, interacts with concerns 
about disciplinary problems in schools, but basically the 
problem is seen as one of television's effect on chil~~n's 
learning capacity: do children who watch a lot of televiSion 
progress poorly at school? 

Ultimately, arguments about teaching television {ge!1erally 
of the innoculation variety, derived from the assumptions of 
effects research) ignore the fact that both television and the 
school are effects of "a whole active social order which is not 
analysed but simply taken as a background or as an empirical 
control" 9 . It is possibly not too crude to suggest that the real 
concern is whether television dislocates the smooth efficient 
reproduction of the labour force; clearly there is some contra­
diction between the latter function of the school system and 
television's promotion of consumptive leisure. Moreover, the 
unstable shifting contradictoriness of television's social/cultural 
representations conflicts with the apparently more systematic, 
coherent, reliable, natural significations within which children 
and adolescents are reproduced by the primitive and ideological 
apparatus of the school. Moreover, in assuming that violence, 
poor school achievement, etc, could be related to televisi~n, 
teachers who take notice of effects research do not perceive 
that such phenomena are always embodied in wider patterns 
of social and cultural relations. 

The point we would want to emphasise in this survey of 
television teaching is the absolute lack of system in theory that 
accompanies it. In advocating teaching about television we are 
not simply wanting to modernise the curriculum but attempting 
to "contest the dominant conception of what is knowledge by 
presenting a knowledge that is oppositional and dangerous to 
the curriculum" 10. 



Switch Off! It's The Wicked Capitalists Again 
Before we outline our own suggestions for teaching television 
there remains one teaching approach which, because it is 
overtly political in content, cannot be properly included under 
the discrimination or innoculation traditions of teaching tele­
vision. This approach is especially tempting for left or politic­
ally committed teachers. It involves a wholesale condemnation 
of the capitalist and state television networks on the basis 
that they are essentially biased and manipulative. Thus, for 
Humphrey McQueen, ''The values that are pushed by advertis­
ing and programs are usually one and the same. Companies tell 
us to compete, while crime shows are grounded on the view 
that people are inevitably violent and greedy" 11 . 

Along with this goes a detailed political economy of the 
media as profit-making enterprises integrated with monopoly 
capitalism and engaged in marketing commodities to audiences 
which they are also producing and exchanging as commodities. 
While we don't want to enter into debate about McQueen's 
basic argument, it is indisputable that any radical proposal for 
teaching television must take account of, if not centre itself 
on, the fact that the media are, in McQueen's words, big 
business. Most teachers will find that students, if they do not 
have a Marxist analysis of the economics of the media will, 
particularly since the takeover dramas of 1979-80~ have a 
knowledge of the ownership patterns of the mass media. Many 
will know and be angry that the news is biased. However, the 
presentation of a political economy of the media with a con­
comitant condemnation of its brainwashing deviousness is not 
necessarily radicalising in a school context. First of all, it does 
not necessarily accord with the experience that school children 
feel that they have of television. Indeed, to make a direct 
and simplistic connection between the capitalist mode of 
production and the content and fonns of television programs 
runs the risk of being as ineffective and remote as the propon­
ents of the innoculation approach. Analogous would be 
the h~othetical literary critic who would want to dismiss 
Tom Jones because it is a commodity, product of "that fatal 
revolution whereby writing is converted to a mechanic 
trade"12. Hence McQueen's work is not very useful to school 
teachers who are faced with the problem that children and 
adolescents actually enjoy and will militantly defend their 
television. 

. . . [ children] have absolutely no vocabulaty to discwls 
the visual image. Childnm dillcullling telmsion on their 
own automatically 111e the concepts of realism: character, 
plot, theme ... 

An Approach to Television Teaching 
(With Attendant Problems) 
In order to provide some tentative guidance for teachers who 
wish to teach television, and hopefully avoid some of the 
pitfalls we have described, we have used some concepts derived 
from the still extremely underdeveloped science of semiology. 
There are several reasons why we believe that some of the 
techniques of analysis provided by this theory are appropriate 
to a school course in television. Firstly, in our discussions with 

children we have found that they have absolutely no vocabulary 
to discuss the visual image. Children discussing television on 
their own automatically use the concepts of realism: character, 
plot, theme, as the following extracts from taped discussions 
indicate. 

A Character (Skywtl)'s) 
Gina: What do you think of Peter Pinelli? 
Robert: Aw, he's good, he's funny eh? 
Glen: Aw, he's a slob. 
Katrina: He's pre~ big for his size. 
Robert: He's always eating isn't he? And you know his 

wife - she's a prostitute she is. , 1,· 

Paul: 
Nina: 
Glen: 
Nina: 
Gina: 
Robert: 
Glen: 
Gina: 

all: 
Gina: 

Shewas. , . 
Does he knpw about it? 
Yeah, he knows. . 
She works at the airport, doesn't she? 
How'd he take it? 
Well, they' got married, didn't they? 
He's a slob - he is. 
He's good 'cause he helps people with their prob­
lems doesn't he? 
Yeah! 
Llke the boss and the guy in Bangkok. 

B Plot (Prisoner) 
Catherine: and in the dining room when they went to have 

their meal, Monica was due for parole that day, or 
she. might have been getting it, and Martha went 
up • to her and spilt soup over her all on purpose. 
Monica punched her in the stomach and then 
Martha gave signals to Toni McNally and Vera got 
Monica and she took her down to Davidson and 
Davidson wasn't going to let her go out on parole 
- it had to be reviewed by the board agai,n; and 
then Mrs Jackson walked in and said that it was 
signals, that it was a set up, and then Monica went 
off her brain and said, "Thanks Mrs Davidson for 
everything", for letting her out and so Monica 
went and packed and then she was going out of 
the prison. 

Sandra: And that was it. 
Catherine: Yeah and that was the end . 

C Theme (Skywr,ys) 
Paul: Aw, when I first watched this show I thought it 

was all going to be sex and violence and watching 
it I found out that's just what it is - sex and 
violence. 

Robert: 
Glen: 
Sandy: 
Paul: 
Nina: 

Gina: 

Nina: 
Katrina: 
Paul: 

Laughter. 
Yeah, see the lady's tit pop out! 
I reckon it's a filthy show. 
My parents were laughing their heads off. 
Aw, it's quite an interesting story, really. 
Mum don't think anything of it. She doesn't say 
anything. 
My mum doesn't mind. My dad always changes the 
station. 
Dad don't. 
Mine don't care about it. 
I'm the only one that watches it. 
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Semiology provides a way of breaking down the authorit­
ativeness of the picture in combination with the narrative, an 
authoritativeness of which children are rarely aware 13• It also 
can help explain why it is that we adhere strongly to particular 
images and ultimately why certain • elements of televislon 
provide recognisable material for use against the metaphorical 
television show of the school day. Moreover l the conceptual 
tools also are in principle sufficiently rigorous to be hypo­
thetically transferable from the school to home or from the 
television lesson to the lesson which was television. 

A semiotic analysis identifies a number of codes, or systems 
of conventions, which give meaning to a cultural p,roduct such 
as a television program. There are preferred or dominant codes 
through which the mass media largely work, but consuming 
groups may read a text through somewhat different codes, due 
to differences of class, sex, age or ~ from the producers of 
the text. For example, the popular series Prisoner, about a 
women's prison, was not intended to question dominant 
assumptions about the need for prisons. The following it has 
acquired among various young and feminist audiencesindk:ates 
an awareness of common situations of oppression rather than 
an acceptance of dominant codes of authority. 

There are two types of competence with respecUo television 
which the teacher would want to develop: technical compet­
ence and textural competence 1'. The first refers to a familiarity 
with the codes of editing and filming and aesthetic codes to do 
with sets, music and costuming; the second refen to an under­
standing of a range of narrative, im~c andJinguistic cc;,des. 
In our experience of teaching television we found that students 
were in possession of a much greater textual competence than 
of a technk:al competence,'that jJ, .they were,able to discuss 
programs at the narrative iev,l and made constant reference to 
narrative codes but were less able to respond to questions 
related to technk:al detail. However, much of this textual 
competence is unconscious and achieved through a constant 
expomre to texts of a similar kind and hence needs to be made 
conscious. The television audience often know the codes but 
they do not know that they know them. They have the 
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competence to comprehend bu,t not an analytical <?i-applied 
competence. This second level of competence can be defmed 
~ the ability to consciously decode the messages of the sender 
through a process of deconstrw:Uon and d,econtextu.tion 
so that ;af r.ecognition ,,of the ~tionshtp to, and difference, 
between: l the manifest and • the latent content of a given 
piessage can be produced. The crucial question now is what 
practicar means are available to the teacher 'to promote both 
types ofcopipetence and both levels of competence. 
. The grammar of communication we have sketched applies 

riot only to televisual communk:ation but also to the com­
munk:ation whk:h occurs in the classroom. The sender-teacher 
communk:ates with the addressee-pupils through a series of 
codes. The pupils receive these codes and fill them up with 
nieaning (not always the meaning intended by the teacher). 
This is a J)IOblem for· the. teacher, particularly with n,spect 
to televuion teaching where, as Ed Buscombe suggests, it 
would be inappropriate to adhere to conventional teaching 
methods :u;. This is not to suggest that only when teaching 
television is it inappropriate to adhere to such methods. It is a 
problem because pupils are required to learn a new set of class­
toom codes as well as a new body of knowledge. Some of 
these codes they are already familiar with; small group work, 
for example, has become an established practice in many 
classro~. but other codes with respect to pracµcal video 
work will not be known. This problem is further complicated 
tiy kids~ ideas about the negative relationship between television 
and school (itl other wqrds, theµ-view that television experience 
is in opposition to' school experience). The teacher is in the 
difficult position of using teaching methods different from the 
usual, to teach a subject that is also generally considered 
inappropriate for school. . . 

There'is clearly a contradiction between the kids~ cpnception 
of what constitutes oppositional knowledge and the teachers' 
conception of it. Between these two conceptions there is 
ample room for classroom anarchy; the video lesson as a form 
of pedagogical hell. Given that oppositional classroom practices 
are not very well established in schools, and given that the 
reasons • for the kids' suspk:ions of school and teachers are 
social - anc;l hence beyond the control of individual teachers -
there is ~ quick way out of this contradiction. We .can only 
suggest that the teacher endure the anarchy and persist in the 
use of unconventional methods until the kids become familiar 
with the • methods, while at the same time teachers have to 
recognise the limitations of the institutions in whk:h they have 
to work. However, at least it is helpful if the teacher under­
stands the reasons for what is occurring in the classroom. Such 
an understanding can be conveyed to the kids so that they in 
tum can know the reasons for what is occurring around them. 

There are basically two approaches to the issue of compe­
tence; the analytical approach and the practical approach. 
Neither is very useful on its own because the pupils need to 
understand both what appears on the screen and the process 
whereby it does appear. 

We want to emphasise the importance of practical work. 
Nobody would think now of teaching children to read without 
teaching them to write, although as Raymond Williams points 
out this was the case with respect to working class education 
in the nineteenth century 18• Then it was recognise!l that 
workers needed to be able to r~ad directions, instructions and 
morally uplifting texts in order for industry and society to 
function efficiently while it was not thought desirable that 
they achieve the power to write. Media literacy in the fullest 
sense means having the power to produce as well as to compre­
hend. 



The analytical approach attempts to enable the students to 
deconatruct the mellllllges they receive. Practical work should 
assist in this process of deconstruction because it wiU provide 
a first hand knowledge of many of the technical codes of 
television, but it should also enable the pupils to reconstruct 
new forms of television. It should indicate the possibility of 
giving altemative kinds of television inellllllges from those 
ordinarily received and h,opefully, where oppositional teaching 
·methods are applied, to teach about relations of production 
which are different from those operating in 'real' television. 

l 

Analysing Popular P.qrams 
The first step in teaching televfacm is to discover what the kids 
in a given class actually watch and to choose program material 
which ,the majority of them are familiar with. The mistake 
made by a number of textbook authdrs and teacher educators 
is ~t they suggest or reproduce ntaterial which they might 
watch or think that the kids should watch, ie programs which 
are on the whole broadcast by the ABC. Few of the children 
taught by either of us ever watch the ABC and on the whole 
regard it With suspicion and/or contempt. To use 'acceptable' 
material from the teacher's viewpoint will immediately cteate 
a barrier which is perhaps insurmountable and, in the first 
instance at least, it is pointless to educate children in junior 
high school about a type of television which they don't want 
to watch and may never watch. This means choosing currently 
popular programs from a va,j:1ty. 'f pppular genres; that is, 
soap operas, crime dramas, quiz bW!f, variety shows, com­
mercial. news broadcasts, adve • s. etits and sporting broad­
casts. The latter are particularly important in outer suburban 
areas and, one might asswne, in country areas where TV is the 
only access that people have to big sport and perhaps the only 
viable activity on hot summer holidays. We found that kids of 
both sexes in the outer suburban area where one of us teaches 
have an ,encyclopaedic knowledge of big sport as a television 
phenomenon and that discussion and debate about it ®CUpied 
a large part of classroom and playground conversation. Apart 
from the fact that sporting broadcasts provoke a high level of 
intere~ iam.ongst the kids, they do use ~ limited and clear range 
of technical codes (for example, slow•motion replays, sµlls, 
interviews, statements by experts r the talking head .,i. pan­
ning, zooms and a variety of advertising ploys). As a result 
they could provide a very useful way into an examination of a 
number of conventional television techniques. The debate 
(current in 1979) over broadcastiJ1,g rights with respect to big 
sport waa one that the kids were , familiar with, an~ thus 
provides the additional advantage ' of opening up questions 
about the ownership and economics of television. 

There is another criterion for choosing programs. Some 
programs will hail a particular group of students more than 
others,; that is, their content seems to speak to ;the class 
interests of the .pupils. This is both one way of explaining the 
appeal of a particular program and of provoking fruitful 
discussions as to its meaning or effects. Prisoner and The 
Restlell Y ean seem to convey an ambiguous attitude to 
authority or to sexual permissiveness, while a program like 
Charlie 'i Angels appears to challenge ideas about the role of 
women; thus, any of the three (# fl\ese. programs i could in 
certain classrooms reflect the -~ gender or generational 
interests of the group or of a good part of a group of students. 
Programs such as these express a higher level of social contra-
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diction than do progtams with 11 :tndfe consistent or hesemonic 
ideology, such as Cop Shop; where audience faith in the 
repressive state apparatus is rarely challenged. 

We will make a number of suggestions as' to how the 
program material once chosen can be deconstructed. By, 
deconstruction' we mean to "show the internal ifeviees of that' 

clockwork orange that young '1bwers consume without worry­
ing about its chemical compositiqn'•17. How these suggestions 
with regard to both practical aJid analytical work are employed 
will depend upon the particular circumstances of a teacher's 
work. Circumstances include the age of th,e, students, the 
amount of time available in a program, the naturerof e4uip­
i;xient and the level of interest ,shown 'by colleagues. In some 
schools, for example, it would be possible to work out a whole 

, program of television studies c~vering'four years of junior high 
sch~, while in_ others it might be a matter of grabbing what­
ever time is available to teach a six or eight week unit of work, 
with a class who may never get anything more 'than this. 

There is a great deal that, can\'be1done with just one or two 
redordinga of a J?articular program. The students can be asked , 
to break the J:)tcigram . down intb ,seen.es while they watch it. 
After watching it, questions can be asked to mnall ctilcussion 
groups about the reasons for scene changeir'inrgd~ral the • 
alterations in frequency of scene shifts and the ireasc,n; for , 

, particular scene shifts. The {CISponses to tha discussion 
• q~tiona • ~ be recbrded µa wr.lting on an individual level, 
,~tten up as a1 group report or recorded on a cassette. The 
vaiue of this fairly simple exercise is thatit enables the kids to 
see the program as a production because the)'! ,~ve been 
engaged in divicyitg it into its narrative parts. ;1 • ,:\ ; . 

Other ,lines' of questioning WIMt ~spect to individual char­
acten can reveal 'certain·visual eooe,s\and meanings. Questions 
about the clothing and appe~ of characten again reveal 
the program as produced, as well as leading to discussions 
about appeal and empathy and how this is achie~d.i Questions 
about recurrent visual images and about settings can produce 
some awareness of the latent content of the program as well 
as a sense of it as fabrication. ~ucb. of this can occur without 
even stopping the video. a fatal error at the beginning of a 
coune of television studies. We found that where consider­
ation of visual codes required a static image it was better to 
use stills (slides taken at low speed in a darkened room of the 
television image) rather than interrupt the flow of the program. 
, ,Stopping and starting the tide() at the initial stage will 

invariably produqe groans, protests 'and an instant switch-off 
from the kids because it is not something that usually happens 
to them when they watch TV at home. lt is too radical· an 
intrusion into their jealously-guarded private, patterns. They· .. 
are engaged at the level of narrative or action continuity and 
to' interrupt this continuity to discus&tighting or camera angles 
is a disturbing and, we found. ~ot very productive experience 
for them. We found it more productive in the early,stages to 
use stills to demonstrate and discuss the use •of visual codes. 
Using stills places distance ~n the normal experience of 
viewing and the techniques used,'~o create what is being seen. 
tt takes the students outside of'their usual television context 
while at the same time enabling perception of the constitution 
of images to take place. Decontextualisation, an adjunct to 
deconstruction, takes place in two senses of the word in that 
the context of perception is cbaaged and that the images 
being examined ,are takeil ou~ ofs1their narrative or action 
context. ,; 

Bxamination of publicity material from the press and TV 
press can also provide infonnation about the production ofthe 
program and make explicit some of the knowledge about and 
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fascination that the kids have for the difference between the 
'real' and fictional lives of their favourite television characters. 
Research projects can be initiated on the production of the 
program where the students are asked to note the name of the 
production company, to list other programs made by that 
company, to discuss similarities and differences between these 
programs and to write to the company asking for infonnation 
about how the show was conceived and made. We found that 
one company was quite co-operative when approached by 
letter. The kids whose letter was sent got a great deal of 
pleasure out of the reply they received and at the same time 
the whole class discovered how the writers of the show were 
organised, that the plots were evolved from crime reporting 
in the press and the nature of the relationship between the 
production company and television station. 

Recordings of one or two episodes of a program and a set 
of stills can generate at least six weeks of analytical television 
study for a class. Where more time is available it is possible 
to go beyond the single program and explore other genres 
using similar strategies. Eco argues that "underlying textual 
competence can be made conscious only by violently contrast­
ing different texts or different interpretations of the same 
text" 18. One way of doing this is to examine a given program 
and then to follow this with the examination of a program 
which burlesques it. The Paul Hogan Show, for example, 
frequently contains segments which send up advertisements 
and common television genres. The Kenny Everett V-ufeo 
Show does this in an even more specific fashion while seeming 
to run a critical commentary on his bosses and backers, 
Thames Television. Soap is a serialised burlesque of the\,soap 
opera. Monty Python, after its move to commercial television, 
could be useful as a counter text because it contains satiric 
material on various television genres and practices. These kinds 
of television satire can be used to emphasise aspects of 
particular texts and codes while at the same time generating 
a knowledge of another kind of text, namely of the kind that 
these programs are themselves. 

Even with little or no equipment it is possible for kids to do 
some practical work as part of their television studies. There is 
no better way of destroying the mystique of television than by 
having the kids do some fonn of television production them­
selves. Activities such as script writing require nothing more 
than ordinary school equipment. 

It ·is probably best to begin modestly by asking the students 
to write from television programs which have been or are being 
treated analytically. They can be asked to write a story line for 
the next episode of a serial and later write dialogue for it. 
Writing alternative ends and beginnings of serial programs is 
one way of learning the mechanics of serialisation and again 
developing textual competence; Students can be presented 
with the prospect of imagining other ways for the narrative 
to develop within the context of a program they have seen and 
to write a script for that. This sort of exercise serves the 
purpose of decontextualisation. Materials from outside tele­
vision such as newspaper stories, comic strips and short stories 
can be used as a basis for a television script. Some commonly 
used resource text books contain reproductions of scriptsl9. 
Students could actually imitate the layout of real scripts, and 
where video filming equipment is available for use and the 
students have some familiarity with filming techniques, they 
may incorporate technical instructions into their scripts. 
Another activity which requires relatively little equipment is 
the making of story boards for advertisements and again, 
examples of story boards are provided in some English resource 
texts20. 
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Most schools have at least one camera and many have 
developing facilities, so stills and slides can be used as a basis 
for practical work. Students could use photographs to design • 
advertising posters, collages· or a publicity article for the TV 
press on programs they have watched and discussed. Slide 
shows can be constructed using photographs of and com­
mentary on school or community news events and issues. 

Where the school possesses a portapak in working order the 
range of possibilities is much greater. School news reports can 
be made from filming real or fabricated events. Sporting events 
can be filmed where an attempt is made to have the finished 
product look and sound like the real thing. This will involve 
a commentary, interviews with the players and perhaps even 
stills of highlights of the game. Students can be taken outside 
the school to make news or documentary reports on local 
events and phenomena. This sort of work, however, needs to 
be accompanied by some analysis of these forms of television 
as they appear on 'real' TV, so that the kids are aware of the 
sorts of practices which are available to them and of course the 
implications for meaning of using such techniques. 

Local versions of favourite fictional programs can be 
written and filmed where the themes, codes and techniques of 
these programs are imitated. A four-part serial based on 
Prisoner which was called Classroom was tried in one of our 
schools. The similarities between gaol and school had not 
escaped the notice of the students and these generated a 
number of possibilities for simulations of both a narrative and 
a visual kind. 
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Getting in Tune 
with the Policy: 

a comment on the NSW 
Education Dep'ts 
media education 

The NSW Department of Education policy statement on Mass 
Media Education, issued in March this year, acknowledges the 
degree of penetration of kids' lives by television and other 
media and states that education "must face the issue of how 
best to serve the interests of the child of this media age." 

The NSW Minister for Education, Paul Landa, said that the 
statement should be seen as an "umbrella" document under 
which would be developed curriculum guidelines, support 
statements, and teaching resources, while those initiatives 
which had been going on would be encouraged to continue. 

The policy preamble argues that children "should be 
taught to be discriminating users" of the mass media. To do 
this, the policy continues, mass media should flow from K to 
12, with "media literacy" taking its place alongside skills such 
as movement, reading, writing, speaking, listening and numer­
acy: "it is essential that every teacher takes the opportunity 
to be a teacher of mass media". 

The "Approaches" section is the core of. the document. 
It says that at primary level, mass media education should be 
a study in its own right as well as an integrated part of the 
primary curriculum, while at secondary level it may be devel­
oped within existing programmes, provide an integrating 
theme between two or more subjects, or form a separate 
course. The statement adds that these courses should "develop 
understanding of the nature of mass media, the techniques 
employed in them and the effects of those techniques", and 
calls for practical activities to support this learning: "They 
may include investigation and research, the making of media 
products and the use of the media as a means of creative 
expression." At this point, someone in the Department seems 
to have got cold feet about the cost of all these initiatives 
because the next sentence reads: "These activities should not 
depend on expensive or sophisticated equipment." 

Political Context 
In the context of cutbacks in education spending, attacks on 
"standards" and suggestions of a swing towards private schools, 
the policy might be seen as an attempt by the Department to 

statement on 
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redress the balance in favour of publfo schooling and strengthen 
its claims to "relevance". Although the "discrimination" 
approach to teaching television has its shortcomings (see the 
analysis ~Y. O'Sulli~an and Curry elsewhere in this issue), 
by ~derlining the unportance of mass media, the Department 
has given progressive teachers the opportunity to press ahead 
in a worthwhile area. 

It is very important that the policy exists. Without it, 
perceptive teachers who see the radical necessity of education 
to be involved in media processes, operate singly and are in 
a weak position to initiate programmes which could tum out 
to be expensive. Obviously, a Departmental policy on mass 
media education demands video/radio/film equipment - some 
of which is already found in schools - be used not as playback 
equipment for already recorded programmes, but as part of 
the process of analysis and for production. This can only be a 
healthy shift. 

"Mass Media Education" implies an awareness that curri­
culum development must be broadly based in social issues. 
The Committee responsible for the development of the policy 
insists that these courses be much more than a straightforward 
imparting of skills and critique of movies. At present the 
treatment of these issues is up for grabs. In this sense' the 
superficial and even contradictory nature of the policy is an 
asset to teachers. 

The policy also provides a shift away from and a re-orien­
tation of what the "basics" in edu~tion are . . . teachers and 
bureaucrats alike can be heard to mutter the words "media 
literacy" (implying "aural" and "visual" literacy as well). 
In the proce.ss, the policy develops a further legitimacy for the 
creative subjects in the school and an obvious rationale for 
the kids in the school to spend time on these subjects. 

The notion of discrimination·mentioned earlier emphasises 
the gap between the high culture with which most teachers 
are familiar and the mass culture experienced by kids, especially 
those who do least well at school. If this notion is linked with 
the idea that "media literacy" can be taught towards a discern­
ing end (that somehow this end is tangible, c.oncrete and 

RED 11 

-



•un4trstandable),1>; then teachers may find th,mtselves up the 
bijnd alley O'Sullivan and Cuny so clearly describe. 

Fortunately, the policy does not make dogmatic prescrip­
tions about the kids' experiences which lead to the end it 
desires. This gives teachers the possibility of acting to counter 
the statement's implied view that exposure to the facts and 
infonnation abqut the media will give a dynamic understanding 
of how they work. The radical possibilities inherent in mass 
media education 9ome • from the participation of students and 
teachers in a "freireian" dialogue using technology and where 
the outcomes are not necessarily known. 

Doinglt . ,. • . , 
'fri other words, the bias should be to production where action 

. allows for these open-ended experi~,nces and where the theory 
ari(l relevant 'questions emerge· frdm the relatidnsliips set up 
between the teacher and the student, the teacher's and stu­
dent's relationship with the technology itself and from the 
relationships developed among the ,participants in the teams 
developing th~ own productions. . ' ' 1 . 

/ <Working ~ kids are not 1 goihg to passively accept our 
1 analysis oft.he 'm&lia and translate this into their own experi-
ences. Production is the only meaningful way to begin to 
develop their analysis and the success of this will depend on 
other contingencies as well, including teachers' relationships 
iuid credibility with the kids, tlie attitude 'of other teachers, 
and the ability of the school to accept the demands for flexi­
bility which media production will make on space inside 
and outside the school (not to mention the noise levels and 
time constraints). 

~ ./1 l i• ;:; ': i•• ,··; , 

The suggestion that mass media education can take place • 
without expensive 'and sophisticated equipment is contradictory 
and sidesteps the importance of using the media to understand 
the media. Timely as the statement is, the fact that it coincides 
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\\>Ith cutbacks in spending has serious implications not only for 
capital costs but for in-tervice education and for implementation 
strategies. 

Most . in-service courses are short-term' affairs where skills 
and idellS are imparted, often with very little follow-up. With 
mass meclia 'training, the skills and issues are; not going to be 
explored unless the courses are extenaed. Ideally, the "train­
ing" would mean exposure to aspects of mass media education, 
strategy development for the classroom, experiments in the 
teachers' own classrooms and then a report back and feed­
back to ,~ course at a ,later time. ,Experiences would ,be 
shared at;1ji,theory and,prac~ united., , .• " ,/ ' , 1 . • 

The demands of in-service training will change according 
to the subject area and the grade. The technology is going to 
change ,and will require continued upgrading; the issues are 
going to shift accordbJ,a,to ~ speciiic,re&4ons and the specific 
group of kids. • : , . , 

The implications of' this are that mass media education 1' 
going to cliwelop on the level of regional networks and not 
as ·.a statewide· departmental syllabus .. Teachers are justifiably 
critical of such new syllabuses sent out to burden them own 
more. In-semce training • part of regional policy development 
should aim ,to provide 'them with practical 1and concre~ ideas 
and directions which will not acid to bµt •rather devel~p their 
teaching roles. 

The policy is an essential bureaucratic and ministerial coup 
for education in NSW. Its translation at the school level must 
be based on the regional development of programmes that 
relate to the,~ r;tl't'fhrof,the kids ~ ~ th~lves, 
all of ~qqf shoulctrf,~ed ·m,.tite"4esiping p~; 

• The' State government has initiated something which could 
develop· intQ a most important and radical direction for 
education. It is also the most complex and. expensive of any 
proposal we have seen recently. Will the cutbacks mean that it 
will dissolve into tokenism? 



Media images of flowing haired beauties, inane housewives, Marlboro men, and prod~ts, products, prodµcts, pervade our lives and 
those of our students even. after we have switched off the TV or put down the newspaper. The purpose of advertising is to make 
us behave hi a certain way, i,e. to buy. In order to make us buy, advertishlg and the media which support it often take advantage 
of our longings, fears and insecudties by implyhlg that products will bring us love, happiness and other things that cannot be 
bought. They seek to instill a need for even the most superfluous products and so we find our real needs distorted, replaced by 
desires and images we would not otherwise have. 

Undeniably, the media have played a major role in creating the consumption-oriented world view which has become the 
dominant world view of Australian society. The world of our students is, in reality in their fantasies, one of popular media images 
and values. It follows that if we want our students to understand the forces that shape their lives, and to be able to actively and 
responsibly take power in their lives and society, then one of the most helpful things we can do is to make them conscious and 
critical of advertising and the popular media. All the more so because the potency of these agents is so largely based on their 
unconscious and uncritical acceptance. 

This unit looks at the portrayal of women and men in advertising, television and popular magazines in the context of the place 
these institutions have hi contemporary Australian society and in the individual lives of the students. The unit could easily be 
extended to include other media - eg radio, popular music, and film - by using some of the project suggestions as the basis for 
class work. Also, the addition of theoretical reading material would make the Sexploitation unit suitable for senior classes. The 
books listed for teacher reference at the end of this unit are very readable and could be excerpted for use in the classroom. For 
the sake of convenience, the unit is divided into a succession of lesson plans for periods of 40-50 minutes, but of course the 
material should be adapted to suit your particular situation. 

The lessons are designed to give students practice in written, oral and graphic communication, and to increase their powers 
of observation and analysis as applied to various communications media. 

General Objectives for Students. 
Overall, the aim of the unit is to assist students to gain a critical approach to the mass media and advertising and a wider view 
of women's and men's roles and capabilities. The more detailed objectives for students are: 
• To discover the ways women and men are portrayed in advertising and the popular media. 
• To compare and contrast the media images with the. students' own experience and aspirations. 
• To examine and extend students' images of men and women. 
• To gain infonnation about the popular media in Australia. 
• To analyse some of the reasons for the distorted portrayal of men and women in the popular media. 
• To assess the effects of media distortions on students' own lives and on the wider society. 
• To explore possible alternatives to media distortions and stereotypes. 
• To explore possible altematives for media control and operation. 
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LESSON ONE: TELEVISION CHARACTERS. 
Objectives: 
1 To start students thinking about the portrayal of men and women 

on television series and serials, and about their own responses to 
them. 

2 To introduce the concept of "stereotypes". 

Preparation: Duplicate TV Characters Chart (see below}. 

Activity: Firstly, each class member writes down the TV series or 
serial character s/he most admires (ie would like to be like} and the one 
s/he least admires, plus a paragraph explaining why. (If a student does 
not admire any character, ask her or him to write a paragraph e~plain­
ing why this is so.} (15 minutes} 

Next several students share their remarks with the class, with other 
students' adding reasons if they have chosen the same favourites or 
''leasts". (10 minutes} 

Discussion: Are there other characters similar to the ones chosen, can 
they be said to fit a stereotype? (Introduce definition: A stereotype is 
an exaggerated, oversimplified, or umealistic view of members of a 
particular group, which assumes that everyone in that group is alike.} 

What are some of the TV stereotypes and what are their familiar 
characteristics? List the stereotypes suggested by the class on the board 
under headings "male stereotypes" and "female stereotypes". (Eg. 
Daring Hero, Interfering Mother-in-law, Beautiful Victim, etc.} 

If the characters most admired by the class do not fit stereotypes, 
discuss the superiority of realistic or "rounded" characters to 
stereotypes. (20 minutes} 

At Home: Students watch 1-2 hours of TV series or serial programs, 
and fill out the chart listing the characters by sex, noting whether they 
fit any of the stereotypes listed on the board, a stereotype omitted 
from the day's discussion or none at all. Include minor characters. 

TV Characters Chart: (duplicate onto a full page.} 

Date: Time: Program: 

Male Characters Stereotype Brief Character Description 

Female Characters Stereotype Brief Character Description 

Male Stereotypes: Female Stereotypes: 

Comments: In this introductory lesson it is more important for the 
students to articulate their own observations and preferences than to 
analyze the characters for sex-role stereotyping. This will come later. 
However, if students discover from the discussion that there seem to 
be more admirably male characters than female characters, or that the 
female stereotypes are sillier, so much the better! 

LESSON TWO: TELEVISION CHARACTERS AND 
THE PEOPLE NEXT DOOR. 
Objectives: 
1 To make students aware of the differences between stereotyped 

views of women and men and the reality of women's and men's 
lives. 

2 To make students aware that TV series and serials are fiction - they 
have been created by fallible human beings subject to prejudices, 
commercial motives, etc. 

Activity: Students write up on the board the names or descriptions 
of the characters from the charts they made at home, listing them 
under the appropriate male and female stereotypes. Add any new 
stereotypes that were noted. (10 minutes} 

Students make note of any conclusions or hypotheses they can 
draw from this "master chart" on the board. 

Discussion: Start with anything the students themselves have noticed. 
Ask the class to compare/contrast the characters listed under the 

stereotypes to the men and women they know. Some areas to look at 
are: 
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• Appearance and dress 
• Wealth 
• Ethnic background 
• Family makeup 
• Jobs and activities 
• Speech 
• Opportunities 
• Behaviour 

Try to press the comparison/contrast so that the emphasis is on the 
complexity of real individuals and of community make-up which may 
not be reflected in the stereotypes. Are there whole categories of 
people who are omitted or are treated only as minor characters? Which 
characters, if any, are portrayed in a realistic way? Are there more 
male or female characters? Are there more males or females who are 
portrayed as positive, active, admirable characters? 

Discuss the fictional 'manmade' (sic?} nature of the programs - the 
fact that actors are chosen for parts, dialogue is written, etc. What 
conjectures can the class make about the people who wrote and 
produced the programs? Are any sex, class or ethnic biases evident? 

Does the country in which a program was made affect its content? 
You might pull down a world map and have the students indicate which 
countries have produced or been depicted in the programs they have 
seen. (The point here is only to become aware of the limitations of the 
view of life presented by TV series and serials.} (25 minutes} 

Summary: Do the stereotypes on TV present a fair view of women and 
men? Are they fairer to some groups than to others? (5 minutes} 

Comments: If the night's viewing seems to have been atypical, you 
might do well to broaden the discussion early to include the class's 
previous experience of TV series and serials. 

Also, you might decide to give more or less emphasis to ethnic, 
class, or other bias evident in the portrayal of characters and situations. 
The chart on the board is only a starting point. 

Le!mOD Three; 
Television Characters: A Closer Look 
Objectives: 
1 To reinforce awareness of sex stereotypes gained in the previous 

two lessons. 
2 To make students aware of the 'hidden' messages about women 

and men. 

Preparation: Pre-record a current series episode which is clearly sexist 
in its depiction of characters and situations. An alternative is to use the 
episode of a daytime serial which is broadcast at the time that your 
class meets. (This second is less desirable since you will not have been 
able to preview the episode.} 

Activity: The class views the episode together, perhaps taking notes on 
the way men and women are portrayed. You may wish to stop the 
video occasionally to ask a question or point something out. 

Discussion: How are the women and men portrayed, including the 
minor characters? How many characters of each sex appear? Are there 
characters whose. appearance and behaviour are non-stereotypical? 
Who is the butt of the jokes? 

Is the humour based on either 
a people deviating from stereotyped sex role behaviour, or 
b from the silliness of the sex role itself? 
If so, what is the implied message about how men and women should 
behave? 

What impressions of women and men would a young child get from 
watching this program? 

Comments: The teacher should add or substitute discussion questions 
which reveal clearly the sexism in the episode. 

Students will not necessarily see sex role stereotyping as undesirable, 
even if they can recognise its existence. They are likely to see it as 
'natural' or 'different but equal'. Rather than argue the point yourself, 
it is probably best to wait for other mem hers of the class to notice the 
unfairness of the way women are portrayed, and let them carry the 
argument. 



Lesson Four: . 
The SeJlins of the Female Image 
Objective: To e1111ble students to respond critically to the objectif'K:ation 
and distortion of women for the purpoaea of advertiaing. 
Prepantion: Hhe The Selling of the Female Image from the Sydney 
Filmmakers' Cooperative (9 minutes, colour, rental $9, PO Box 217 
Kinp Crol8 2011 NSW, (02] 330 721) or borrow it from an educational 
resourcea centre. If you cannot obtain this film, pre-record a collection 
of TV advertisements which stereotype women as sex objects and as 
happy household drudges - the most blatantly offensm ads you can 
find. Make copies of 'Mintrap' (see below). 

Actirity: Show the film or ads, dilw• briefly, then read 'Mantrap' 
aloud. Discuss 'Mantrap'. If there is time, show the film or ads a second 
time. 

Dillcullllion Questions - fBm or ads: Do the ads make girls feel good 
~bout themselves, or inadequate in some way? 

Why do you think ads try to make you feel there is somethmg 
missing in your life, or that you could be happier, or prettier, or sexier 
than you are? 

Everyone laughs at the man in the film behaving exactly the same 
way that women often behave in commereials. If the film has put this 
actor in a ridiculous position, what kind of a position are actre1111es put 
in when they act in similar commercJals? If people don't usually ~ 
at women behaving so foolishly, is it because we are ulled to seeing 
women directed to do idiotic things in ads and TV programs? 

Dilcullllion Questions - 'Mantrap': Do you agree with Anp1a Rose? 
Give some examples of what she is writing about. 
How does advertising affect us even when, as she says, "We don't 

believe the promises ... use perfume"? 

Comments: Especially' with younger boya, it is easy, unfortunately, to 
reinforce a view of women we are trying to criticise when we show a 
idm like this one, or a collection of sexist ads. It mjght be DeCel8UY to 
spend a great deal of time discussing this film, and showing it a number 
of timea, if the memge is to ~ across to hnmature boyL They may 
feel that seeing women as sex objects is one way of showing that they 
are men; if this is the case, they will be resistant to any crlticillm of this 
viewofwomen. i 1 
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♦ , Man Trap 1 1' , ♦ 
♦ . ♦ 
♦ Ads take human needs and play on them to get people to buy. Ads are opprellllive. T.qey serve a number of important ♦ 
♦ All our desires are downgraded in this way: functions: 1 ' 1 

♦ Love becomes catching a man, becomes a man's reaction to 1 They make us buy. ' ♦ 
our blonde hair. 2 Under . the guise of caring for women and treating us1 as ♦ 

♦ extra special and beautiful they reflect and strengthen 
Liberation is reduced to the freedom to smoke cigarettes women's subordinate position. 1 ♦ 

♦ openly, or use Tampax. 3 Because ads use our human needs to get us t9 buy,1 \hey ♦ 
♦ Individuality and creativity are expressed in the clothes or trivialise them and twist them to fit in with the system that 
_ other things we buy, not in anything we do. exists. Our own needs are turned against us to keep us ♦ 
♦ Products, in fact, become substitutes for life (for love, action, down. we need freedom and love and to be creative and 
♦ freedom). active. Ads tell ~' that all these goa1s can be reached by ♦ 

Ads also take our needs, and :use them against us to frighten us consuming. Sometimes th,ey go so far as to suggest that : 

t into buying. , their products are,love, freqdom etc. Eventually. we almost 
We need to love and be loved and ads imply that if we don't come to think of ourselves as products - as things rather 
buy a perfume or dye our hair we won't be loved. than people. 

♦ The ads tell us no-one will love us with pimples so we have 4 Advertising works to tum our sense of the world upside, ♦ 
to buy something to get rid of them. They try to sell. us down. It presents us as passive and non-existent except ♦ 

♦ love. through the products we buy. The imprellllion. is ,ci;eated 
Our natural smells are turned into a source of worry for us that it is products and machines that make us. In fact, we ♦ · 

♦ so we will buy vaginal sprays and deodorants (some of make the products and machines but it is useful for sales 
♦ which are actually harmful). if we forget this: t 

All this goes to make us dissatisfied and embarrassed with our We don't believe the promises that happiness will come autom-
♦ real selves. atically once we bleach our hair or use perfume. We know that 
♦ In the process of using our own humanity against us, ads housework is not creative and fulfJlling. In fact, we know that ♦♦ 

define for us what a woman ought to be: What is 'feminine'. advertisements give a totally unreal picture of life - full of 
♦ They put men and women in two different and stereotyped 'beautiful people', cute babies, rich people, endlessly happy 

worlds - a woman's world is the kitchen. people. But we so much would like it to be true that we allow ♦♦ 
♦ A woman's absolutely primary task is to catch a man. ourselves to float along with them. In this way ads obscure the 
♦ A woman is what she wears and what she looks like and not real nature of our lives. Instead of freely living our own 

what she does. experience, we judge and downgrade it against the illusions of ♦ 
♦ A woman is gentle, not too smart, not too strong, but very advertising. (And what is worse, change it to fit in with the 
♦ ouy on the..,.. • illw,ioos.) i · 

♦ -~ and wlysed by Ansola Rooo ♦ 

+~ ......................... ◄.~◄•~ ..... ~ ......................................... ~ ............................ ~~ .......... . 
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Lesson Five: , 
TV for Erehwemos 
Objictwe: For students to explore through a lbnulation game some of 
the problems of power and control involved in commercial TV. 

Preparation: ~ ca,rds giving character information for the named 
particlpanta In thC! meeting. Duplicate the Invitation. 

Ac:tiYity:1 Moat of the period will be devoted to an enactment of a 
public meeting. Carefully select students to take the main parts, and 
give tllem the appropriate information cards. Hand out copie• of 
the .invitation to everyone, and ult the students without apec:jfied 
parts to ,attend the meeting as other reaidents of Erehwemos, including 
childrea The teacher should either participate in the meeting or act aa a 
faclitator. 

Ms/r Chair ealla the meeting to order, and briefly introduce, the 
topic (or diacullion. Half the meeting time should be spent on open 
diacul!'iOn.. with half reaemd for consicleration of ~ propoals. 
The infletlng shou1cl be followed by ten minutes of c1w discussion. 
0wacten: (Information on cards to go to the actors) 
Ma/r Chair: You have called thla mee~ followinf your vilit to 
Auatralia. You want TV for Erehwemos, but not neceuarily run in the 
same, way that it ii in Auatralia. You chair the meeting, allowing half of 
the time for general dllcullion and half of the time to consider proposals 
from the floor. You ult that each speaker identify her/himself before 
speaking. ' 
Ma/r Secretary: You sit at the li:ont with Ms/r Chair and take notes 
on the dilculllion. You may also participate in the meeting. 
Ms/r Cute: You are the spokesperson for a new company, Cuteaie 
Colllletica for Little GirlL You and your company are eager to haw a 
CODllllercial TV station so that you can put ads on TV to convince 
children I to buy Y(our products.; You also want to sponsor a children's 
talent 'program, •'The Cuteaie Hour', which will give lots of added 
pubJieity to Cutesie COIIDeticL 
Ms/r Talenti: You have been choaen to produce 'Th11CutesieHour', 
a children's talent program sponsored by Cutesie Cosmetics for Little 
GirlL You hope that ;thla program will go ahead when TV ii introduced 
to Erehwemos. 
Ms/r Bigg: You are a wry rich person. You own most of the shares in 
a new company, Cutesie ~etics for Little GirlL You also own, or 
own a controlling interest in,· many other companJea. You want to 
finance and run the Erehwemos TV station so that you can get adwrt-

INVITATION 
You are invited to 

A PUBLIC MEETING 
to discuss a television station for Erehwemos 

I have recently returned fi;om a visit to Australia, where 
television is a large part of the national way of life. My 
visit made me think about the absence of TV here in our 
own country. Although Erehwemoa is small, and we 
have survived well enough witil now without TV, I 
believe it is time for us to discuss the possibility of 
starting a TV station here. I am calling a meeting for this 
purpose. 

There will be an opportunity for open discussion, and 
also for the presentation of proposals. 

Please come along and share your views. 
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Yours Bincerely 
AChair 

EREBWEMOS PUBLIC HALL 
September 1 - 7.00 pm 
.EVERYONE INVITED 

isiug and program time for your companJea' products, and therefore sen 
more products and make more money. You also want everyone to •Y 
what a generous person you are for giving Erehwemos a TV station. 
You are the only one person in Erehwemos with enough money to set 
up a TV station. 
Ms/r Natural: You are making a film called The Culmie Con that 
warm parents and children about the dangers of a new line of products 
called 'Cutesie Cosmetics for Little Girls'. These products are bad for 
children's skin, they coat a lot of money, and they make little girls 
think that they need to wear lipstick, other makeup, perfumes, etc, for 
other children to want to play with them. You are oppoaed to Mr Bigg, 
who owns Cutesie, having anything to do with the TV station, becau1111 
you know that he'll organise everything to make more money for 
himll8lf, and not to help the people of Erehwemos. You want to be able 
to show 'The Cutesie Con' on TV. 
Ms/r One: Yoli don't want ads on the new TV station that will be 
set up. You visited Australia once, and aaw how horrible the ads were, 
and how they made people want things they didn't need, and that 
wouldn't really make them happy. You sugest that big companies With 
)ugh profits, like the ones owned by Ms/r Bigg, should be taxed to pay 
for the TV station. • 
Ms/r Two: You agree with Ms/r One that TV should be paid for by 
taxing the lugh-proftt companies of Erehwemoa. You suggest that a 
committee representing different community interests shoulcl run the 
TV station. 
Diaeullion: What questions were raised by the meeting? Were any of 
the problems concerning TV in Erehwemos simDar to those concerning 
TV in Australia? 

At Home: Students should bring in ideas and materials to make ads or 
commercials during the next period for Cutesie Co11Detics for Little 
GirlL 

Comments: Thia activity would be most suitable for a double period. 
Otherwiae, you might want to extend it over two periods, or even 
three - perhap1 setting up a further meeting whu:h deals with problems 
that have come up since decisions made at the f'ust meeting have been 
implemented. 

Dl!pending on the experience and abilities of your students, you 
may require more or less adherence to standard meeting procedures. 
Before you begin the lbnulation try to think through ways of tailoring 
it to your particular classroom situation. 



LessonSk 
Cutesie Cosmetics For little Girls 
Objective: To increase students' awareness of 1¥>w advertising creates 
new markets {eg· chiclren as u1111rs of cosmetics) and indu~ consumers 
to buyiW,hat they don't need. . • • 

Piepmdoli~ Old~ paper;paste,~di~ mouh\lbeawilable 
for making ads. A caaeite recorder would be uaeful for radio ads, and if 
pom"bte; Yideo ~ equipment for TV comm... i ii 

AcdYity: Have the students write TV commercfills, or mak~ magazine 
ads, for any of the CUtesie Cosmetics for Little Girls (makeup, perfume. 
lotions, whatever). Empbasile that theae are not toy oosmetica but real 
ones whk:h the producera hope to induce chiclren to me eyery day, and 
to feel dependent on. The ad or commm:ial should bo effective: the 
point is to make money for Cutlllie. 

The llt1&dents can u• theJr own ldeaa. or borrow ldear and pictures 
uc,111 magazipa (20 minutes) 

~ D;sc:qlls 1the iadl wJdcll ,hml - ~i;~\~D 
mould ~; ,creating !I 11eed for som,etbmg that di iu~; 
methods of appoalillg to conaumen; the ppsaible effect 'pn girls' lllf­
images of.,.. these ads, etc. • 1 1 s1, (l,tminutes) 

Summay: 'At i the 111d of the ·lesion 1eadl stuW or. /~up diould 
answ• briefly In writing for theJt own or othentydents' adst • 
1 Ia tbill ad milleadiq? In what way? . . 1 

2 Does tlda ad u• female stereotype&? How'? • • • 
The critiques mould bo attached to the ads. or recorded onto the end 
of the tapes. (10 minutes) 

At home: Students may wish to f"lllish their ads at home if there wu 
only time for a rough version in,clasa. 

Comments: If you me 'Video recording equipment, tlda leuon will 
probably ~ two periods. 

AlthoUlh ~ta ;Should aiwa.t• bo ~~ to,~ pride In 
their work, ,it is im~t in this leaou.not to IQ• .. toti!IJ~bJeet:in, 
which ua ~""" of aciwrtiaing. Some ~tsimaypee4·~ 
iDg that a ~tipue ,of .their own ad which fJnd1 it"aqx~,and piille!ldil!I 
does not mean tha' ~ did.a badjob,;a prqduct Hkl)l<;qtefie;denl!INW 
suchanapproacbl • • , . .. .. '\ 1 • ,,; • i 1';: 1, ....... i 

If poaii.ble, dJapJay the ads aroWld thti. room •idi ,the, cntiqnea 
attached. 

Lesson Seven eollagef .' • ., 
Objecti,res:,1 • ', ,', 1 . ;\ , ·, '. 
1 To allp~~o1f~eration andlnformal~ip\ionof~and 

newspaper presentation of women and men. • • 
2 To encourage students to djfferentiate their Yiews of women and 

men from the medJa views. 
Preparation: Bring in lots of mapzinea and some newspaper, - as 
varied a collection as pom"ble. AllO 8Ciuorl. paste, caidboard. 

ActiYity: Period One - In small groups, students produce a collage 
presenting 'The Media Imap of Women' or 'The,Media lnlap of Men'. 
Period Two - In the 1111JJ1e groups, students produce a c:;ollageipresenting 
'Our View ,of Women' or 'Om View of Men', using added ,snapshots, 
their own drawings, and their own worcls as well as IIJ!IPZlne and 
newspaper clfppPIIL . 
Diacuaion QaeadQu:, How are the 1mqea';,, men iaJ¥l ,rqfuen in the 
media"1Jke,anddifferent? ·• • 'i. ' '',, ,•:; \ 

Compare/contrast these to your own imaps of men and women. 
What kinda of facial expreaions and polllll do the media 'flOlnen and 
men ban? What do you think of theae? 

Is the media imap closer to yom own for ll1eD than for women? 

Comments: Depending on the ap and maturity of your students, you 
may or may not want to ask lliDp sex groups to make up collaps of 
their own BOX only. (Y OUJII boy1 are not likely to be able to diatinguish 
their own Image of women hm the medi,a imap!) • ' ' 

In a $if_.' llchooli you might do well to m~,c:opage. 1qf imaps of 
women only. • ' ., 1 • 

: l l ' > j j '. j\ 1 

If Li 

.~ .. ,~~,,·,,,.ii .•". i' ,·. 

C,,,set,~·.,Creative Wdting 1 . 

O~'!f~ ,illo,- the~ .to '~yatlfy' the women and men 
.w~~~,in the media. , .. . . .. . 
Pnpaation: Uae the collaps from the prnioua ~, 

ActiYity: A* the class to write about what they:~e to be the real 
life of one of the people In the co]Japs.. They C!ID write a diort story 
about a 4a.y in her/his life, or a dilly entry, or aom" other form of 
imaginativo.writlng. 

At the end Of the period haft aome students read their wrltingaloud, 
inclicating, tq .. the 1 class the picture on which the writing wu bead. 

Comment: This assignment can focus on elther the model w1lo is 
'p~ !I. P!lrt' for an ad, or on the chancter In the picture as though 
she/he· were a 'real, pmon. Allow the students to chOOII wluchever 
pictures and interpretations interest tht1,91. 

(Idea from Gates, IClaw, and Stemberg. Clwngt,tg Let,mln& °""'61116 
Liva, Pllllliakt Press, Old Westbury, New Y~ 1979, p 39-40.) 
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Lesson Nine 
Content Analysis of Popular Magazines 
Objectives: 
1 To enable students to analyse the popular magazines' portrayals of 

wopien and men. 
2 To encourage a critical attitude toward the media images. 

Prepuafion: Several copies each of a variety of magazines aimed at the 
following groups: 
teenage girls (eg Honey, Dolly) 
teenage boys (eg Tracks, Juke, Wave) 
young women who work outside the home (eg C7eo, CosmopoUtan) 
young men (eg Playboy, Penthouse) 
housewives (eg Women•, Weekly, Good Hou.rekeeplng, Women's Day) 

• and theh husbands (egBulletin, Modem Fishing, Playboy) 
Also, COJ>ie& of the Magazine Content Alllllysis form. 
Actirity: Thu lelllOn wm take about three periods. Students wm work 
in small groups, perhaps the same groups in which they made collages. 

First they should be shown how to fill out the content analysis form 
for any given magazine. Then, each group ia given a magazine for t.eenage 
prls or one for teenage boys during the first period, one for young men 
or young women during the second period, and one for men or women 
with families during the third period. Each group completes one content 
analylis form each period. 

The teacher should circulate among the groups, helping them with 
the questions and pointing out aspects of the magazines they might not 
have noticed. 

The completed forms should be displayed or circulated so that 
groups can see the results of each other's work. 

Comments: If you don't want to spend three periods on this actmty 
you can aasign magazines covering the range of age groups during one 
period. 

If students ponder too long on each item of the content analysis 
sheet they are not likely to f"mish. They should work fairly rapidly and 
superficlally, aiming for an overall analysis of the magazine. It might be 
useful here and there, however, to point out some of the deeper 
meanings of an ad or article, eg an ad apparently about wine might also 
be about appearance, love, sex and relationships if we comider the 
photo and copy as well as the product. 

Male equiYalents of the female magazines don't really exist: men's 
magazines don't have anywhere near the mass readership that' the 
women's magazines have, and this fact should be pointed out. It might 
be discussed in terms of the greater influence magazines and the ads in 
them are likely to have on women and women's images of themselves. 
It might also be discussed in relation to women's greater role as 
consumers. (Thu role may be changing.) 

It ia important that the analylis of these magazines not be perceived 
u a denigration of theh readers, who probably include ourselves, our 
students, and our students' families. The point for readers ia to be able 
to differentiate our purposes in reading a magazine from the producers' 
purposes in selling it to us. 

f-M~;a~~;;~· F;;---t 
♦ Title of the Mapzioe Social issues ( eg pollution, discrimination ♦ 
♦ After you have carefully completed this fonn on one or two againSt women, etc): t 

issues of a magazine, you should know: Sport: 
♦ a what most of the magazine is about; Travel: . 

b what kinds of people the magazine tries to appeal to; Other (speedy): ♦ 
♦ c what messages about being a male or female the reader B 1 Which three categories appear most frequently in this 
♦ would get from the magazine. magazine? ♦ 

Remember that what a magazine excludes might tell you as 2 Are there any categories which are not represented at ♦ 
♦ much about the magazine as what it includes. all? ♦ 

+~I ~Il 
♦ A Put a mark next to the category which best describes what 1 What percentage of the total pages in the magazine are ♦ 
♦ each story, ad, photo, article, poem, quiz, etc is most concerned taken up with ads? ♦ 

with. If it is concerned with two things, put a mark next 2 What kinds of products are most frequently advertised? 

i to each of the two. (Eg an article about how a movie star 3 Describe the typical facial expressions and poses of the ♦ 
stays slim would be • about media stars and about personal female models. Do the same for the male models. 
appearance.) 4 What stereotypes appear most often in this magazine? ♦ 
Alcohol and cigarettes: S What is the ideal man or woman like, according to the ♦ 

♦ Cars and motorcycles: images presented by this magazine? 
♦ Childcare and children: 6 Write and draw a profile of the ideal reader (not necessarily ♦ 

Education: the same as the ideal male or female!) i Entertainment (including film, music, theatre, books etc): a age: ♦ 
Hobbies (eg photography, pottery): b sex: ♦ 
Homemaking (including cooking, sewing, c marital status: 

♦ entertaining, family life): d job: ♦ 
House (decorating, construction, repairs, garden, etc): e hobbies: ♦ 

i Jobs and careers: f cares and thinks most about: 
-♦J Marriage, relationships, sex, love: g spends extra money on: ♦ 

Media and sports stars: h ambition: 
• Medical problems and health: i thinks of her/himself as: ♦ 

News events: 7 How important would buying products seem to be in the ♦ 
Other famous people ( eg politicians, life of the ideal reader? 

community activists, writers): 8 How important would pleasing a man seem to be in the life ♦ 
Personal appearance (includes hair, figure, of the ideal female reader? How important would pleasing 

clothing, makeup, etc): a woman seem to be in the life of the ideal male reader? : 
Personal problems ( other than marriage, 9 How do you think this magazine would influence the life 

relationships, sex, love): and views of a regular reader? 
·-·~··~~~~~~~~~~~~~~~~~~~~~~~~~~ 
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Lesson Ten 
Individual and Group Projects 
ObjecdYea: 
1 To gm, students the opportunity to explore areas ofspeclal int.erest 

which me related to this unit. 
2 To allow for dasll ducuaion of aspeqts of the medJa and 'seli:-

ploitation' that haw not already been dealt with. 

Pnparation: Copies of the projects list should be made and distrlbuted 
early in the unit, and projects should be collected a few days prior to 
the period(s) clm>ted to their presentation. The teacher might ut that 
particular students prepare to display and/or present their projects to 

the class. (Discullllion questions could be added if desired.) The teacher 
might also clecide which areas from the previous lessons need further 
emphasis or explanation; this further duculllion can fit in well with 
presentation of the projects. 

ActiYity: At home - each student should prepare Project ( individually, 
plus one project of their choice from Project List II, either individually 
or with another student. 
In dasll f- clm>te one or more periods to the preaentation of projects 
interspersed with cJass ducullllion. 

Commenu: You may decicle to allocate several periods of in-clasa time 
for work on the projects, dependmg on the motiwtion of your class. 

You will also probably add to the list of project sugestions. 

~~~~~~~~~·-~~~~~~~~~~~~~··~~~~, 

♦ Projects ♦ 

♦♦♦ Part 1 ·. . .• . · .• :Qile . ., . • Date: in the ads and features that deal with these products? ♦i♦ 
. . .. ·· . . ... 10 Look at a women's magazine which has been going for 

♦ Prepare a detailed explanation and analysis of one ad from a fifteen years or more, and trace any changes you can find 
♦ magazine or from TV which features a woman (or women). in the content of the magazine over they~. • 

Describe the ad and the woman, tell how the ad seeks to 11 Make a collection of cartoons about women. What kinds of ♦ 
♦ sell its product, whom it is designed to appeal to, whether any views and stereotypes do you find? +· 

stereotypes are involved, what kind of view of women is 12Do a project on images of women in comic books. Choose ♦ 
♦ presented, etc. 1 . 1 one particular comic book series to examine. 
♦ The ad should be affixed to the analysis of it, ifit is from a 13 Collect sexist ads about children. Include a critique of the 

magazine, so that the two may be displayed together. ads. ♦ 
♦ 14 Reverse the sexes in two or more sexist ads. Discuss the ♦ 

Part II effect. 
♦ Choose one from the projec.t suggestions below. 1 S Write a satire (you may put it on video or audio tape) about ♦ 
♦ 1 Make a tape of excerpts from pop songs, then record your an average day in the life of a woman who is ideal from the ♦ 

own analysis of the views of women, men, and relationships advertisers' point of view. i 
♦ implied or stated in the songs. 16 Write an essay which discusses the following question{ Does 

2 Do a project on current pop groups that discusses their making women appear as sex symbols in ads and on TV 
♦ style and 'image' ~ r,lation to sex s,tereotypes. H~w many help men and women in theif relations with each other? 
♦ f~•. s are .in th' >1>ands, • and which; instruments do ~ 17 C~ate three versi()ns of an ad for the same product: ♦ 

play?1wii.t explanapons' can you glve? • ; ; • ' i • appealing to the traditional hpusewife stereotype; 
♦ 3 Find out all you can about a femalo musician or band which ii appealing to the liberated woman stereotype; ♦ 
♦ has succeeded in breaking through the sex stereotypes. iii appealing to the male stereotype. •. . t 
♦ 4 Interview a woman who is involved in the media in some 18Collect examples of ads which use women to 'sell products 

way., . . , . to men, and ads which use men, to sell products to women. 
S Do a p:toject on women'i1 sport coverage in the• media .. How 1Di$uss each ad and any differences between those appealing 

♦♦ ::: :-:=,:,s ::~?t';.::°mr: f'!i~~=~~ :;:~c=d ' , ::T. and to women regarding how the opposite sex is ♦ 
commentators are there? What do you think are the reasons 19 Collect ads which make use of images or ideas from the . ♦ for, and effects of, the inferior place given to women's Women's liberation Movement. How do these ads distort ♦ 
sport? the aims and methods of the Women's liberation Movement? 

♦ 6 Investigate reporting on women in !hp news pages of the 20 Find at least one ~d to illustrate, each of the following ♦ 
daily newspapers. DiscUBS any sexist language, trivialisation 'mindwarped' statements: ♦ 

♦: 
7 

of women, or other ways in which women in the news are man's world and woman's world are separate; i 
treated differently than men. woman's place is in the kitchen; 
Write letters to advertisers, television stations and/or freedom is nothing but a special cigarette (or pair of hose, 
magazines complaining about sexism in ads. In your letters or ... ); 

♦ include details about the specific ads which are offensive, creativity through drudgery; ♦ 
explaining how they insult women. Keep a copy of each glorification of servitude; 

♦ letter after you have mailed it. woman's main task is to catch a man; ♦ 
8 Do a project on images of schoolgirls in the media. It might fear makes sales; 

♦ be something like the project 1>y three English students buy Saturday night fun in a bottle; : 
♦ which is reproduced in Spare Rib No 72 (include two-page what we are naturally is bad; 

spread?). I am what I wear (and nothingmore); 
♦ 9 Ust 'beauty products" which are available for women. How women: objects among objects; ♦ 

many of these are really necessary? How are they sold if women workers as sex objects. f 
♦ they are not necessary? What.images of women are presented . (Headings from Angela Rose,Mind Warp) 
! ·~~~~~~~~ •• ~~~~~~~~~~~~~..-.~~~~ ..... 
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UIIIIODEleven 
Alternatives 
Objec1tnl: 

3 Play a tape of the ABC'• Coming Out Show, or any other program 
which cleala aeriously with issues concernmg women's libention. 

4 Invite a feminist inYo1vecl in some aspect of alternative or mua 
media to ■peat to the dus. 

1 To raiae ltadents' awanm- of polllble alternatiYea to popular DWI S Play 1011&1 which show inllght into the limitations of traditional 
lex stereotypes. media 11m1111 and COIIIDl8reialiB 

2 To explore opportumtiea fO( a participatory role in the media. 

Pnlpmtlon: Depends on which of the actiYitiel you chOOl8 to inc:lucle. 
What follows are a list of pollibilitiea. 

Camnaen11: Students may be able to help with examples of alternative&. 
Uae wbateNr community reaourcea are available. 

M1l9ltilll: 
1 Collect and dilplay magamea 1111ch u Spare Rib, Ml, Woman,pe,k, 

Rbuge, andNolDonne. 

The unit should end on a somewhat positive note: sexism and other 
offensm upeets of the 11U111 media are still rampant, but there are 
people working to chanp this, and also to create alternatives. The 
students themaema can participate by ~ themaelves in com­
munity access radio, working on; a achool or COll1ll1UDity ne,npaper 
or magazine, writing their own IOIIP, imestigating the uaes of graffiti 
and poaters. etc. 

2 Make a lilt or collection of TV programs. ads, fihm, songs, etc, 
which show women in an actiff, positive, noHte.reotyped way. H 
polllble, amnp a cJua excunion or YiewiDg which invo1vea one of 
the& • 

,20R&D 

For Teacher aacl Stadeot Refenmce 
Berpr, John, Way, of Seetn,, British Broa4c:uting Coiporatlon and 

Penguin Books. 1972. • • 
·Edgar, Patdma and McPhee, Hilary, Media She, William Heinemann, 

1974. 
Xma, Joaepldne and Stott, Mary, eds. /1 77,t, Your Life? /,ncer of 

Women In tire Medill, Virago, 1977. 
Mc:Queen, Humphrey, A.urtralla'r Media Monopolies, Widescope. 1977. 
Adams. Carol and Laurlkfetis, Rae, 77,e Gender Trap, Book 771ree: 

Me,aga 1111d lmtlgu, Virago, 1976. 
Lip, 1978/79. • 
Sawn ""4 tire Medill: Mult Orn A.n A.ngr,y Woman Do A.bout It?, 

pamphlet availabJe flee from Women's Media Aetion Group, c/o 
Women's HOUie, 62 Regent Street, Chippendale. NSW 2008, phone 
6995281. • 

R.011, Anpla, 'Mind Warp', a booklet in 77,e Wonw,r'r Kit, Ontario 
Institute for Studies in Education. 

'The Media: leacherl' Source book', in Women t1nd Men, CDC/SEMP, 
Education Depe.rtment, TU111fD1a, 1979. . • 
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PEDAGOGY' 

j i 

DETACHED? 
, ,, ., 

Lloyd Ross'i :'.,C'hofletigez i 

r~ ··~e W.i A. · 

Since the me of the working class organisations and Political 
power in the Industrial Rnolution, there have beell ~ral 
initiatives to educate the working masses, 'to civilizlS' their 
outlook and temper their militllf:lCY, to make them wbrtb.y 
of the responsibilities of citizenship and obedient to the 
discharge of their duties. In their ~ book Om Strui:tu1' 
in Au,tmlian History, Bob Connell an.cl Ten, lnmg have 
traced the late nineteenth century extension 'of. a do~ant 
middle-class culture into the lives of the urban working class, 
by a mixture of voluntary and state efforts. Adult education 
was one of these endeavouts. 

The Doctrine of Impartiality , 
, . ~ i 

Inte'.IJ.ectuals of the Victbrlan dfa believed in the moralizing 
effects of secular knowledge; they, were committed i to the' 
discoveIY of facts about the physical and social wo~da- and 
the cijsseminati.on of those facts to lt waiting public. '11iis was 
often an heroic, liberal ana ~mystifying endeavour. It generat­
ed enough useful knowledge and scientific breakthroughs to 
sustain the confidence of a small "1" liberal intelligentsia, 
which, in the Australian university environment, faced author­
ities which were smugly philistine about any knowledge that did 
not equip one to be a professional, a member of the cletgy, or 
a gentleman. The first Amtralian chair of HistOIY was not 
created until 1891, and ~ with rearguard oppositicm from 
members of the Sydney University Senate.1 The social sciences 
did not win acceptance in the universities until the years just 

. ,before and after World War One. It was this group of liberal 
social science intellectuals who started the WEA in Australia, 
in 1913. ' • i , ' 

Entering the academic scene under some suspicion, this 
first generation of social science intellectuals relied on the 

lim Rowse.' 

'relevance' and 'scientificity' of their work to sustain 'their 
.reputability. 1be WEA was both ;a sipificant experiment at1d 
a relatiwly secure ,launching1)ad for their ambitibns. 1bey 
offered society a handsome repayment if their efforts were 
~pted and rewarded --- industrial and political consensus. 
In the wcertain political ~nt created by the Labor 
parties' entry' into poli~. ~ education of workers appeared 
a pressing mattet to 'fntellectua&, like William Morris Hughe's, 
who knew that the churches Witte too remote, arid the old, 
university extension . cJasses ( dating from the late 1880s and 
early 18908) too effetely 'cultural', to attract and clwinel the 
turbulent aspirations of the workers: , , 1 ' 

In this country the people can do any thing they pleaae; 
have whom they like 88 their leaden, make what law1rthey 

' please, have_ wllat industrial cbnditions they desire, and get 
lill these tbirlgs by 1methods Slife, peaceful, and sanctioned 
by our own experlehce ind the teachings of bistOIY. What 

. remains then but ,,to educate the peopl~ to desire wisely'fl 
Hughe's hiinae1f syrilboJizc,s the pdftical centre to which the 
WEA was meant to give roots by instructing the worker to be a 
citian. An advocate of Arbitration, a modexate ALP leader who 
betrayed workers during World War One by supportin, con­
scription and _postponing indefinitely a refeien~ on ppce­
control, Hughes mowd easily into the leadership or the new 
anti-Labor coalition, the National Party, at exactly the same 
tfn18 {1915-19) as the WEA was first sh.owing its true colours: 
Neither Hughes nor the WEA would countenance a real shift in 
political powet towarda workers. Both adopted a paternal 
'stlmce from which wo:tke.rstiwould be instnlcted to know that 
they were cim.ns before t1iey were workers, and that society 
functioned by certabi laws• V{hich determined the proper IDd 
responsible course for the organised working class. There waaa 
convergence between the liberal ideal of the statesman ---the 
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leader who stood at the centre and cancelled all political 
tensions by defining and enacting a consensus - and the notion 
of 'objective' social lcnowledge - the discoverable and teachable 
'laws' by which society worked. This point of convergence 
could be "described as the doctrine of impartiality. 

Three glimpses of the WEA at this time will suffice to illus­
trate how 'impartiality' operated; Firstly there was the stated 
rationale of the WEA tutorial class. It was conceived as an 
enclave which people entered on the condition that they separ­
ated themselves from the social identity that defined them in 
their daily lives. Affiliation to a party, group, class or doctrine 
was to be temporarily-suspended to allow the student to make 
an examination of their own and others' economic and political 
theories. The curriculum, at least in its ideal form, should not 
try to avoid controvenial matters; ':relevance' was esteemed. The 
point was to disengage the students from blinding and irrational 
group loyalties. The WEA was not meant to teach any par­
ticular social doctrine, but rather to insist on the personal ideal 
of a dispassionate relation to doctrines. 8 

Secondly, any matter which became a political issue was in 
principle available to be rescued from politics by reasoned 
debate and empirical inqub:y. 1he social system had its prin­
ciples and laws of efficient functioning. :Economics was thought 
to be particularly effective in ietting out these laws, so its 
study was urged on workers by WEA intellectuals. At one two­
day conference, in 1915 (held on one day at Sydney University 
and on the other at the Trades and Labour Council) workers 
were told that they often had an unrealistic expectation of what 
their parliamentary representatives could deliver. They were 
naively unappreciative of the economic constraints built into 
the social system; economic science was the counsel they should 
turn to: 

Labour leaders themselYeS have learned, by a short experi­
ence of the responsibilities of government, how entirely 
necessary is such a study. 4 

Cultivators of detachment, instructors in social science, WEA 
teachers were also citizens with their own freedom of opinion 
outside their jobs. This at least was the view taken by the 
WEA in 1916-17 when Australia was polarized by the con­
scription issue. Trade unions who were among the most virulent 
opponents of conscription, were appalled when some of their 
colleagues on the joint (university/trade union) committees 
of the WEA stumped the country campaigning for a "yes" 
vote in the conscription referenda. The WEA decided that as an 
educational body it had no. opinion on the matter and refused 
to silence Meredith Atkiqson, then director of tutorial classes at 
Sydney University. This ruined the reputation of the WEA in 
trade union circles more quickly than anything else it ever did. 
By 1918 the WEA was past the unith ofits support among the 
organised labour mo~nt. It had failed to reach out to the 
militant class conscious worker. 

This crisis must also be seen as evidence of the tenacity of 
the ideal of scientific impartiality in the WEA. The professional 
reputations and the political credibility of the new generation 
of uniwrsity social scientists were sustained in this rhetoric. 
Between the wars this new intelligentsia, fortified by public­
spirited professionals (mainly lawyers) created a nwnber of 
bodies that set out to enact impartiality, an approach to political 
issues that they judged to be no longer possible in the political 
arena: the campus Public Questions Societies, the Australian 
Institute of Political Science (and its journalAustndian Quarterly) 
and the WEA. But the Depression, even more sharply than the 
cons¢ption crisis, raised again the nagging question of the 
possibility or effectiveness of the pedagogy of the detached. 
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. "F.ducation or Propaganda?" 
It took a maverick liberal, lloyd Ross, to chltllenge the 
doctrine of non-partisanship. Ross moved from Newcastle, 
where had been university district tutor for two years, to 
Sydney, to become assistant director of tutorial classes for the 
University of Sydney, in 1934. FA Bland, who was on the 
point of taking up the new chair of Public Administration at. 
Sydney University, wrote as outgoing editor of Australian 
Highway that it was time to take stock of WEA activities. He 
was specifically concerned with the declining. circulation of 
AH, but Ross and others took up other points of concern. The 
WEA's problem, he said, was that it had become detached (in 
its curriculwn, its personnel and its students) from its original 
aims of being an educational facility for the working class. 
Ross assumed editorship of AH and throughout 1935 turned 
its pages over to a lively debate on the objectives and methods 
oftheWEA. 

Ross had earlier stated his a'Lnration for education that 
oriented itself to the militant P;olitics of worker activists. 
Education that took as its point of departure certain basic 
an~ unquestionab1:e. political objectives could. still be education,, 
it was not necessarily propaganda. Brookwood College illustrated 
this. Run by the Conference for Progressive Labor Action 
(et>LA) in New York, its students were militants who com­
bined theoretical work with rank and file activism. Discussions 
witnessed by Ross had been 'as free 'as any I have experienced 
in the WEA".5 It was still possible that this 'educational' 
effort could drift into 'propaganda' however, if the boundaries 
of controversy became narrowed to conform to the doctrines 
of one particular sect. Apparently this was the downfall of 
Brookwood, as Ross reported a year later.6 Brookwood had 
become the instrument of the CPLA against the American 
Socialist Party and the American Federation of Labor. 

These two reports illustrate two important themes of Ross's 
case. Firstly, that education framed by the political objectives 
of the working class was not necessarily propaganda. Secondly, 



his genuine exasperation with sectarianism - an enormous 
problem within the Australian labour movement at that time. 

Ross endeavoured in the mid 1930s to question whether 
'impartiality' should be a defining principle of adult education. 
'Depressions make propagandists of us all'r, he said in 1933. He 
had experienced recent classes in econ,omics as a tug of war 
between a tutor trying to teach a lesson and students - hungry 
for guidance through the maze of economic and political 
doctrines that proliferated during the depression - who tried 
to 'squeeze from the tutor his own opinion.'7 Between an 
impartiality that denied these needs of tutorial students, and a 
dogmatism that made them instruments of a sect, lay a proper 
form of working class education, Ross beliewd. That proper 
path was determined by a nwnbet: of thinp: the subjects 
the WEA offered, the quality and educational views of the 
tutors, the 'catchment area' from which students were drawn, 
and the willingness of trade unions to encourage the education 
of their membership. Ross aimed his fire at aU four problems, 
though,they were not always easy to distinguish. 

"Miss Psychology" 
'The self-mutilation that is known as psychology•• seemed a 
particularly important obstacle to partisan education. Psychology 
flourished institutionally between the wars, enjoying some 
currency as the key to the human sciences, the one that under­
stood the 'whole man'. In . the pages of A.wtralian HighWtlJI, 
psychology was often extolled as the study 'which taught a 
person to.think clearly, to distance thei~.embtions, to be more 
rational. In a letter. responding to some critical' remarks about 
psychology • made by Ross, Jane Clunies Ross said that after 
studying psychology\ , ' 

The student finds himself with a rtlind disciplined by self­
knowledge, with increased powers of weighing evidence, 
of avoiding errors of hasty or emotional judgment, and he 
has also learnt tolerance of the point of view of types of 
personality different from his own. In short he is in a pos­
ition to tackle economics, politics or any social study with 
great competence. 8 

This implied an educational practiee which il!olated students 
from their 'emotional' social allegiances. Ditterent opinions 
were a function of personality differences. The ideal student 
was one whose loyalty to reason and impartiality was soverign 
over any political or social loyalties because it was conceived 
as a triumph of rationality owr the emotions. ('Too much 
psychology has made Hamlets of us all', thundered Ross in 
response.)10 

As well as promoting this pedagogical ideal of detachment, 
psychology seems to have promoted substantive theories about 
society. F J Seamons, a student from a Sydney University 
tutorial class on psychology, contributed an essay on 'Psycho­
industrial conflict' in which he argued: 

We may u fiell recognise the fact tb,at in the industrial 
army the great majority will always cart)!' their general's 
batons in priwte's knapsacks ... And so, because the num­
ber of bosses is limited, the number of projectionists, intro­
jectionists, regressionists, identificationists, negativists and 
destructionists and poor old hard.,J.uckists is practically 
unlimited 

and 
economic differences are not solely responsible for the class 

warfare that is such a lamentable feature in the industrial 
world. The economic factors are only contributory to the 
real conflict which is psychological. 11 

No wonder that Ross wrote that the decline of the WEA stem­
med from the time when. 

the association married money in the person of Miss Psycho­
logy, who insisted that the Economic Man should show 
what a good husband he could be by staying at home and 
saving his individual soul. 12 

While the metaphor justifiably fascinated Jane Ounies Ross, the 
rejection of psychology, for its substantive arguments and 
for its theory of learning and reasoning, was accurate. 

The psychologists fought back. C R MacRae said that most 
psychology in classes was really social psychology. For instance 
when 'pugnacity' was the topic of a lesson, discussion would 
develop around 'the causes and cures of war and crime.'13 Nor 
was psychology necessarily apolitical wrote• J Infante: 'How can 
one deal efficiently with a crowd without having a good under­
standing of the motives of their behaviour?'14. But their strong­
est case lay with two observations: that there was a demand for 
psychology by fascinated lay people; and that the aim of the 
WEA was to cultivate that intellectual independence of individ­
uals without which democracy could not thrive. Psychology 
would help anybody shield themselves against those emotive 
entanglements of thought - advertising and political 
propaganda. 

The image of the inependent individual returned again and 
again to these arguments, almost irresistibly. David Stewart, 
the long-ilerving Scottish ex-carpenter secretary of the NSW 
WEA, made an early effort to distance himself from the liberal 
educational ideal of cultivating the individuat.1& A year before 
ROS$ 1 began his critical provocations, Stewart had criticised 
'the developmeQt of the individual persofiality' as an outmoded 
educational, objective, part of the social philosophy of laissez­
faire h1>eralism which had now plunged the world into 
Depression. Education should properly address and cultivate 
groups within the community. The church schools cultivated 
the religious affiliation of their congregations, and the WEA 
should cultivate loyalty to and love of the working class, as long 
as it did not turn into a doctrine of class warfare and class 
hatred, Stewart said. Toe WEA should foster, and protect the 
independence of working class culture.:us '.8ut Stewart seemed to 
conceive that, culture as one that should contain no sense 
of opposition to any other social force. At least one corres­
pondent, 'J.O.A,B.' argued that this was absurd and that there 
was nothing distinctively working class in the WEA 
curriculum.17 Ross newr publicly contested the woolliness of 
his colleague's argument, choosing instead to make explicit 
again and again that working class culture ha'd' to be conceived 
in a political sense. Ross also rhetorically differentiated himself 
from Stewart's cloyingly ambiguous workerism, by interlacing 
his work with quotes from Lenin, and writin,g such heretical 
epigrams as 'A class must ~ an educational soviet'. Stewart 
subsequently lapsed back into the view that the WEA sought to 
improve democracy by cultiwting intellectual independence of 
individualsJ19 

RoH queaiion 

~oss questioned the assumption that the educational practice • 
of the WE.A should always consist of a graduate tutor giving 
lessons to emotional and confused lay people. 'In a class on 
economics the experience of the worker is as important u the 
theory of the leader'. he said. m Nor was essay writin,g neces­
sarily the best activity to which students should be directed. 
Ross was excited about the possibilities afforded by radio. In 

the UK the WEA was developing a system whereby the BBC 
would broadcast radio talks and also train interested people to 
lead discussions among listener groups that gathered round the 
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radio in people's homes. Not only d thottord: spread further 
and more cheaply by radio but the lfatener grdupa gave people 
a change to organise their own participation iludult education. 
It would break the exclusive and dependent university .. tyle 
of teaching. Discussion leaders need not be gi-aduates, particip­
ants need not write essays, and the groups themselws fiere 
built into existing networks of frleadahip and political assoc­
iation - .quite contrary to the orthodox ideal of the tutorial 
class.21 

One of the impressiw features of !Rosa's attack was its 
breadth2 Lt touched on the many dimensions, by which ,a self­
satlsfled Ubml InteW.aent.sia im,Pltcit11, de~' itlelf and, i? 
relation to the culture of the working class. Pdir '~stance, Ross 
saw die literary culture of the WEA Ill ',Angio:centnc and dis­
tamfw 'of modernism. In 'We deman4 from li~' he argued 
that litemy study should be animated by a sense of the socially­
critical potential of literature and criticism.22 One ~tor, 
P C Greenland, accused Roas of advocatb:l.g a totalitarian 
sociali$t realism.'i8 Another appealed to the heritage of the 
classics (mostly Engli&b.) wbo were conceived as tribal elders 
perturbed by what they could see from ~• heavenly home.• 
But Ross was nft merely advoca~' ~~~ ,Qut also a 
different teaching practice. • : • 

While in Newcastle; Ross had co-Qpqtated with the ARU in 
running an !amateur drama club, ~ 'an emphasis on reali&t 
plays of social protest. He became secretary of the ffl Drama 
Group ifn Sydney. and one intriguing enuy in 'Motement Notes' 
in A.wtlTllian Highway, July 193S, adwrtises a special wol'k­
shop of the Drama Club and Soclalisation Class which would 
collectively • write a play on LeJ,ain. !fa .report of this function 
exists, but in the next month's ,issue a corre11POndent called 
'H C F' blamed low attendance at Drama Club functions on 
its preference for 'propaganda'. Ross responded that. this was 
probably'true, and hit back: , • 1 , • • ' 

If you had added that they prefer A A Milne to Emes't 
Toller, Sir James Barrie to Eugene O'Neill, Noel Coward 
to Elmer Rice, .. you would have completed the picture 
of their bitellectual bankruptcy ,and1'aesthetic cpwardice. • 

A condenmatiori of the cbaracteriatic , a6diences' ot the WEA, 
as well as of the liberal intelligentsia that had shaped their 
expectations, had begun to creep into Ross'• articles. His 
Yision of working class education had been shaped by the 
atypical propinquity of WEA, tnade union leaders and rank and 
file in Newcastle. Sydney was proving to be more immovable: 
the intellectual" •tablisbment was large and sure of itself, the 
trade union leaderships were relistant to the iapproaches of 
Rosa's ne'Wly-fiormed WEA Trade Union tQommitwe, and the 
students stayed'' away from ' the Jbnovatory functions Ross 
fostered: He' 'acknowledged the fmur, ,of 'bi,i"yeu of 'COll'­
trowrsy" in the last issue he edited, saying:' ~I' 'limits o( the 
WEA are that by its wry constitution and its' wry source of 
finance [the uniwrsity], it is impossible to link intellectual 
discuslion with political action". 18 Notwithstanding aome 
letters to A.wtlTllian Highway supporting Ross, this conclusion 
was accurate. The WEA, in so many ways, was saturated with 
the university-based liberal intellectual culture of the 1930s. 
Ross's challenge was provocative, instructive and courageous, 
but there was an iunbridgeable gulf between him and the WEA. 
Ross withdrew, but ieaisted wbat would, have ,been under­
standable - the bitter condemnation of a defeated man. An­
nouncing that he. was joining the Australian, ~V(&Y Union as 
its secretary he pud this tribute: '. 

I leave the WEA convinced that the WEA', technique of 
discussion and the WEA atmosphere of tolerance are essential 
for the labour mowment that I am entering. My future will 
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, • depend on whether an increasing number of workers will 
reapottd to a call to intellectual effort, industrial struggle and 
political principles. fl 

tloyd Rosa's cltallenge to the WEA, to identify itself with the 
aims of the 11abour movement and to add its voice to the grow­
ing coalitioo,o(popular forces against Fascism,,iWBS the strongest 
challenge the doctrine of impartiality has.ever faced. The resist­
ance the dthet WEA intellectuals showd is a fascinating illus­
tration of the limitations of Australian intellectual culture 
between the wan. Contemporary attempts to reform the WEA 
could 'pedapa learn from this episode, what Ross himself seem­
efi ,to :tmt>w (though he did not hishlight it above other factora), 
tliat thelihtellectual ideal of detachment from politics must be 
uprooted;," not only as an explicitly stated ideal, but also as a 

1pieapposftipn contained fn the way classes are constituted - the 
way people are brought together. j \i I r.i ' • i 
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1 see ll ~ ~tdoicl,:.4 Bit.of a Re,,_,, lk~ Unhersity Press, 1975, 

p;t27. 
2 WMHbghes, Tm! Olff for Labor (1910), Sydney, Sydney Unhersity 

• P1rea1redition 1970, p. 105-6. 
3 •1 Fot,further dJ8cuslion of this theotY, 1111d of the WEA intellectuals' 

USW¥p1ioDI, tee Tim Rowse, Auitrllltan Liberalilm tl1ld National 
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4 \iJl,14.. p. 59. 
5 IJoyd Ro• {Brookwood - an American Labor College' Au11trolian 
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6 Lloyd Rois 'An old monl with a,1new •tory•,. Auitlrllltm Ht,#rway, 

SeptembeU1,J933. t', 'i • ·, ' \ 
):1t;l • i I I : 



1 Ibid. p. 123. 
8 Lloyd Rosa, 'Puticjpatioo' Au,trqltan HilhWIIJI, Ma)' 1.0, 1934, p. 6'i. 
9 'Lettert .Au,trqltan BilbWtlY, May lS, 1935, p. 94. Another COIi· 

David Stewart and the WEA SY:dllOY:, WEA of New South Wales, 
1957. 

16 D Stewart, 'Social purpose in education', Allltrolipn Btghw,,:y, March 
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""""' lllgl,w,;y September 12, 193?,·p 346~•Wciedea wu a 'psychology 
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10 Lloyd Roa. 'Ollt on the Roadt', Au,tn,llan lllgl,w,zy, ;July ll, 1935, 
p.113. 

1911.etten; A.~~ Htghw,,:y, August i,i, 193~. 
,20 fl~~· oP-cit., p. 67. 
2i1 ''U~ 1~e, ABC wu lhy of UlldClfblldng controversial broadcasts 

1 ...+ IDB;de only ,a few token moves to 111pport the WEA. See Higgins, 
' op,· cit:, p.' 68-9. l11 Britain howewr there were 850 liateniDg groups 

in 1933 and 632 ill 1934. ('Mowment notes! Australian Btghw,,:y, 
July 11, 1935) 

11 F J Smnom, 7sycho4nduatrial Conflict', Allltrolian Hilhwa:,,, 
October 10, 1934, p. 5-6. 

22 Lloyd Rosa, 'Wo domaad from literature•, .Australian Ht,#lwtlJI, 
March 11, 1935. 

12 Lloyd ROIS, 'Plan or no plan in adult education', A.111trollan JIJghwtlJI, 
April 15,1935, P• 73; 
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15 For a far too sympathetic biography of Stewart • EM HjgiDs. 27 Ibid. p. 14. 

j ,i'}/';rs. ·.. . . ,rq:'i"a~~~G,OUTVOU,"191!~,r;~oN . • • 
I;, C~derable, criti~I· . "i:~t'di{8Ctad •t REtl 1 ,

1ij/MtiJ~' dealt with worker vducation. 
This criticism has focussed on. two main points: 
1 That RED 14 concentrated on institution,lly provided education - education through 

unions and 'tertiary institutions - and it could thus be inferred that the editorial coll,ec­
tive vlewecf, educational programmes provided for workers as the most promising 
form •of worker education. 

2 That RED 14 did not acknowledge the significance of spontaneous forms of worker 
• • , ' •ducation organi• end ,~irected by workers ,them1i9lves and that only such, 'ppposi-

• 11 ~onal~ educatio""~" ~e v~ • useful to, 'J:llt YtfOrlcin; class. . • . 
l l\ ,, , ,' 1 ., , j iJ 1 l l f j < \ 'I, · • ' '\ t t ' 

W,e egree,. in part, .~, 1som(?, of. these ,criticisms. Ho~er, the concentration on institu-
tiQnat ,initiaiivas in i11¥0•ed~tionrather1han Ql'I "oppositional' educational programmes 
W;BSkptompted by ~ 1reaJities. 1 . , • , 1 , '; , , ',, 1 Ii 1 • 

a We have been l:l·nable' to ':identify and, analyse teaming programmes whoUy Initiated 
and implemented by workers themselves. This reflects either our own ignorance or 
the absence of such practices in any coherent form. This is not to deny their existence 
or their centrality in any examination of worker education. 

b There has been an important expansion in adult education, generally, and worker 
education specifically in the last decade, an expansion largely expressed through 
institutional channels .. The, search for explanatior:is for it,is growth in a time of contrac-

1 tion of the edu~ion ~dustrv .as a whole is •n ,important one if we are ~o understand 
. . i tie consequences i?1Prac;t'°e. i ' , • I ' i • . • 

!' 1 
:·, •• i.l;1,,{Jjhe~re,.~e, ""'1{~ition l.pf JI.ED wiU contin~ 'ttte,\~bate on worker ~uca~on. We 

, 1 • '1 ''· 'f!qpe to mOl(fJ from 1c.t.crip~ I.to analysis; to ider;rtify efforts by w.orkers th~selves to 
dev~lop education~! prograrrimas: and to make connectjons between developments in 
worker education and other parts of the education industry. 
If you are critical of RED 14, COJ'ltribl!te to RED 16. If you are not critical of RED 14, 
contribute ot the on-going discussion. . 
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provide an interesting report on their 
School, Home and Work Project, which 
makes skilful use of case-study material 

RED REVIEWS to illustrate the limitations of naive 
reproduction theory. It closes with a 
plea for an understanding of the complex 
interrelationships in specific situations 

A Discourse 

between processes within the school 
and the dynamics of the wider society. 
RED readers could hardly disagree. The 
theoretical problems involved in reach-
ing such an understanding are not to be 
underestimated, but there is no doubt 
that the future work of the School 
Home and Work Project will be well 

On D.ISCOU(Se worthfollowing. 
Malcolm Skilbeck, of the Curriculum 

Discourse, The Australian J oumal 
of Educational Studies Volume I 
Nos I and 2, 1981. Available from 
The Editor, Discourse, Depart­
ment of Education, University of 
Queensland, St Lucia, Qld. 4067. 
Subscription $6 (individuals), $12 
(institutions) per year. 

This review covers the first two issues 
of a new educational journal published 
from the Department of Education at 
the University of Queensland. The 
editor is Salvatore d'Urso, with an 
extensive predominantly male list, of 
associate and consulting editors. The 
journal is to appear twice yearly. 

An editorial policy statement des­
cribes Discourse as "a journal in the field 
of socio-cultural foundations of edu­
cation . . . mainly interested in articles 
with an Australian focus . . . Discourse 
is not bound to any ideological position. 
It prefers interdisciplinary writing 
(eg among the sociology, anthropology, 
history, economics of education) but it 
will also consider articles without 
restriction of orientation, method or 
scope". The nine articles in the first 
volume show nQ_ strong party line, 
though positivistic social science finds 
few defenders. Only two papers (the 
first two) are specifically Australian in 
focus, though almost all are concerned 
with questions familiar enough in 
Australian university education depart­
ments. The predominant tone is aca­
demic and theoretical. On the evidence 
of Volume One, this is a journal for 
educational theorists not for teachers. 

The first issue contains four papers. 
Ashenden, Connell, Dowsett and Kessler 
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Development Centre in Canberra pro-
vides an elegantly-argued defence ~f the 
CDC's recent paper on Core Curriculum. 
Core curriculum, we are told, will 
defend the safe liberal centre against 
both the 'back to basics', backlash 
from the Right, and the impractical 
idealists of the Left. Skilbeck is parti­
cularly concerned to defend 'Core' 
against any would-be critics but, in the 
process, comes close to losing his argu­
ment in a fog of jargon. But this is 
undoubtedly a cleverly written and 
persuasive paper whose arguments need 
to be confronted in some detail by 
radical educationists. As he notes "this 
whole process of clarifying enlarging 
and developing the idea of core curri­
culum . . ., promises to be with us 
for a long time" (p 34). 

Ivan Snook, from New Zealand 
provides a brief critique of the work of 
Thomas Szasz. Snook's main interest 
in Szasz appears to be in Szasz's useful­
ness as a back-up to a moderate attack 
on the growth of a 'mental health' 
approach to education (in the form of 
school counselling centres and such). 
According to Snook, Szasz exaggerates 
wildly and his politics are somewhat 
nasty, but nevertheless Szasz has got 
some good points. Snook doesn't want 
to abolish mental illness, but wants 
rather to restrict it to the obviously 
crazy, and keep it (and the treatment 
of it) out of schools. At least this is 
what I think he wants. The article is not 
conspicuous for its clarity. 

Brian Hill's closing paper is a brief 
reflection onDiscours~s alleged commit­
ment, to the 'socio-cultural foundations 
of education'. Hill argues against the 
idea of 'foundations' and claims that 
unless education is taught in a genuinely 
interdisciplinary manner, as he claims 
is don~ at Murdoch University, it will 
be at risk of disintegrating into a coll­
ection of assorted disciplines. In that 

case, university education departments 
will lose their respectability and credi­
bility and become prime targets for 
financial cutbacks (p 55). Education 
has to establish itself as an autonomous 
profession. 

Robert Stake (University of Illinois) 
opens the second issue with a plea for 
'subjectivity' in educational research. 
Positivistic, structuralist social science 
excludes subjective experience and sub­
jective knowing from our representations 
of the educative process. Michael Pusey 
(University of New South Wales) 
continues the assault on positivism 
"th ' e newest enemy of good educational 
practice . . . not neutral and value free 
. . . instead an instrument for political 
and pseudopolitical control" (p 13). 
Its real aim is to increase the 'steering 
capacity' of the capitalist state in the 
field of education, by denying the 
validity of the experience of teachers 
pupils and parents. Pusey recommen~ 
Habermas as a source of relevant insights. 

A long paper on curriculum theory 
by Patrick Brady (Canberra CAB) 
begins with a critique of three main 
approaches in this area. 'The Objective 
Model' of Tyler and Taba begins with 
high-minded attempts at general theory 
and ends with (again) positivism and 
behaviourism, while the 'Cultural Model' 
of • Sockett and Lawton combines 
Popperian piecemeal social engineering 
and situational analysis with old-style 
cultural elitism. The 'Problematic 
Model' (Bernstein, Young and the 'new' 
sociology of education) gets the most 
sympathetic treatment but Brady is 
worried at its implicit relativism, and 
proceeds through an analysis of the 
concept of 'imagination' to argue that 
education has to combine structure and 
creativity. We should think of curri­
culum as "a network of exchanges 
where • connections are attempted, 
between students and teachers, between 
teachers and the community, between 
tradition and innovation, between 
theory and practice" (p 37). As the 
reference to the 'new' sociology of 
education indicates, Brady is aware of 
the power relations within and beyond 
the educational process. His conclusions 
however sound a little remote from the 
all too real world of Ashenden, Skilbeck 
or Pusey. 

Richard Bates (Deakin) in a paper 
from the 1979 SAANZ Conference 
asks ''What can the New Sociology 
of Education do for teachers?". The 
combination of critical structural ana­
lysis and phenomenological relativism in 



the early formulations of Young, 
Bourdieu, Bowles and Gintis and others 
perhaps merely convinced teachers that 
their situation was hopeless. But the 
New Sqciology of Education has the 
potential to reassert "the dignity of 
teachers, their importance in the achieve­
ment of human betterment" (p 46) 
and helps teachers reject "the encroach­
ment of bureaucratic controls and the 
mechanisation of pedagogy directed 
towards extending the control of social, 
cultural and economic elites over the 
process of education" (p 47). 

The concluding paper, by CA Bowers 
(University of Oregon) is perhaps the 1 

most theoretical of all, but also one of '; 
the most interesting to this reviewer. 
Bowers analyses some of the ways 
in which Marxist educational theorists 
have remained bound by "traditional 
patterns of thought basic to the deep 
structure of the Western Episteme" 
(p 54): structuralism, rationalism, and 
teleology. ('The School, Home and Work 
project is cited as a rare exception to 
the dominance of depersonalized struc­
tural analysis, giving a pleasing circularity 1 

1
1 : 

to the structure of the first two issues!) 1 1 

Bowers brings some substantial argu- • 
ments to bear on the side of the critical 
and 'humanist' Marxists against the 
Marxist I structuralists, particularly in 
his/her demonstration of the inadequacy 
of Marxist structuralism to cope with 
basic contemporary social and educa­
tional issues, though as I commented 
above with reference to Aahenden 
et al the job of providing a convincing 
alternative to both orthodox sociology 
of -.,ducation and Marxist structuralism 1 

is of\lY beginning. 
As the above summaries indicate, 

readers of RED, especially if theore­
tically inclined, are likely to find some 
worthwhile reading in the pages of 
Discourse, and in any case the appear­
ance of a new educational journal is 
something to be welcomed, especially 
in these hard times. We wish Discourse 
well, and hope that it will thrive, and 
expand into some of the other areas 
outlined in its editorial policy statement. 

Linley Samuel 

6th NATIONAL POLITICAL E~Y 
1 CONFERENCE 

8TH - 9TH AUGUST, 1981. UNIVERSITY OF ADELAIDE 

ECONOMIC POLICIES AND LABOUR MARKETS 

l, CURRENT ECONOMIC POLICY ISSUES 

(A); APPLIED (B) THEORY 

2, THE !STATE AND THE LABOUR PROCESS 

3, DISCRIMINATION IN THE LABOUR MARKETS 

For Registration forms and further information, please write 
to:-

A.P.E.M. (S.A.) 
P.O. BOX 142 
RUNDLE STREET 
ADELAIDE. S.A. 5000 

REGISTRATION FEES: UNEMPLOYED, STUDENTS, LOW-INCOME 
EARNERS $4. 00 

EMPLOYED $7.00 

,__ _____ CHILDCARE/ACCOMMODATION AVAILABLE. 
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Producer: Sandra Alexandra 

Director: Gilliam Leahy 

Role Call is a new documentary on initiatives in non-sexist 
education. It reports from two Australian high schools with 
different approaches in their programs. One offers students a 
choice across traditional subject areas: boys take sewing, girls 
take metalwork. In the other, the concept of1sex-role stereo­
typing is explored in personal development ~ history classes. 

The film attempts to raise questions on aims· and methods 
in non-sexist education. Despite the predictability of its tech­
nique (interviews, a teacher's inservice session and classroom 
footage) it·is a thought provoking piece. An interview with a 
sports mistress shows the chicken and egg dilemma in develop­
ing non-sexist curricula. Mixed competitive sports see the girls 
coming off second best while mixed gymnastics results in 
boys' bruised egos - this whole situation coming about, 
precisely because both sexes have not so far had a history of 
mixed competition. Teachers are left with the short term, no­
win options of either continuing segregation or' loss of self­
esteem, by one or other sex. This film thus confronts the 
audience with the difficult choices rather than posit any 
simple easy answers to the sexism problem. 

Role Call was funded by the Schools Commission and The 
Women's Film Fund, and is intended for use by teachers, 
trainers and community educators working to implement 
affirmative action on anti-discrimination programs. Presumably 
this target audience would know the answer to the question 
"What is sexism" which begins the film. Yet it goes on to 
provide a definition and show how boys and girls of high 
school age are affected. The precise aim of the fJlm is there­
fore in some doubt. And a short cartoon sequence used in the 
initial section adds to the confusion with its ambiguous tone. 

The twenty-three minutes of film covers a wide range of 
relevant issues appealing at different times across the spectrum 
from the unconverted to the CQmmitted feminists ( though 
some of the latter may have some objections to the sequence 
on women's place in history). This attempt to appeal broadly 
in combination with an expected heterogeneous audience 
should ensure the success of Role Call as a stimulus film. 

However, it does not of itself provide sufficient inform­
ation to change negative or even neutral attitudes. Those 
interested in introducing the idea of non-sexist schooling to a 
group would need to use it in combination with other resources. 

Role Call is available through Sydney Filmmakers Co-op, 
PO Box 214, Kings Cross 2011, phone: 330 721. 
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SueHi/der 
Christine Baxter 

INTERVENTION No 17 

SPECIAL ISSUE: 
BEYOND MARXISM? 

In recent years, it has become 
common to speak of a "crisis in 
Marxism". While the precise focus 
of this term is unclear, it is 
apparent that there is a widespread 
disenchantment amongst radicals 
with some of the central tenets of 
Marxist orthodoxy. For example: 
there is increasing . i scepticism 
concerning the alleged primacy of 
~aterial production I in • social 
life; there is suspicion· ,of •the 
claim that any coherent and 
liberating political practice must 
be based on the leadership of the 
working class. A number of issues 
which have coine into prominence 
since the early 197P., have. posed 
problems for Marxism: These, sin· 
clude: power an4 the state; 
feminism, politics of sexuality, • 
family, marginal social movements; 
language, ideology, the, politics 'of 
signs; the natuie of socialist poli­
tics, the revolution/ reform dicho­
tomy. To many, the attempt to 
deal adequately with these issues 
has seemed to involve recourse to 
categories and theories not recog­
nisably Marxist. 

Intervention No 17 (to be pub­
lished in January 1982) will be 
devoted to these issues. We invite 
contributions. The deadline will 
be 1 November, 198l;however, it 
is important that we be informed 
of any work that is being planned 
as soon as possible - certainly 
not later than mid-July. If there is 
enough interest, we may organise 
a weekend seminar-discussion of 
potential contributions in August. 

Enquiries, suggestions, contribu­
tions etc to: 

Judith Allen, Paul Patton, 
Ross Poole, 
School of History, 
Philosophy & Politics, 
Macquarie University, 
North Ryde NSW 2113 



Tiger Tales: Living In Richmond, 
a selection of work from the 
children in years' 7 and 8 at Rich­
mond High School, Sue Howard 
(ed) $1.50, 64pages. 

"One day", armed with her money, 
cards and cheques, "a lady jumped out 
of her window because her husband 
had another woman". The shock of 
witnessing the suicide is described 
with stark simplicity by lisa. David 
recommends that the Richmond City 
Council fix the roads so they are safe, 
repair lighting, develop more park& 

and. dwdcare facilities. ''Don't .ignore 
us'', he pleads .. And Nicholas !1escribes 
ho\\: when the Council did plant trees 
in his street, they were ripped out by 
skin-heads. James • writes about a kid 
he knows: . "ffis, 'l'm'kish name is Ozen, 
but we c-11 him Brantly. Sometimes 
we call him Tom." Nick is puzzled 
by his Indian neighbours who pray in 
their front yard. He concludes: "I don't 
know why they do that. I always keep 
thinking about why they pray, but it 
really isn't none of my business." 

What it's like to live in an inner 
suburb of Melboume is told here 
through the eyes of these children. 

They are a few of the young writers 
whose everyday experiences and per• 
ceptions about living in Richmond 
are produced in a collection of children's· 
stories, Tiger Tales, Living in Richmond. 
The authors are 'Richmond kids' -
year 7 and 8 students from Richmond 
High School - and the book has been 
edited by Sue Howard, an English 
teacher at the school. 

Tiger Tales grew out of an exploration 
of city life,. which occurred as part of 
the General Studies Programme at 
Richmond High School. Based on the 
children's own experiences, it began 
as a writing and talking activity to 
develop their literacy skills, and devel­
oped into a book with the financial 
assistance of the International Year 
of the Child Committee. The project 
aimed to ,provide a wider audience 
for the children's writing than normally 
available within a school. It also aimed 
to foster appreciation and understanding 
of the . particular· characteristics of 
Richmond, and to encourage in the 
children an awareness that they are 
part of and belong to a community. 

For the children who wrote these 
stories, living in Richmond is an intense 
affair: 'there's always something happen­
ing, some drama to relate, a scandal, 
a fight .... or. the inevitable accident. 
Reflected in their writing is the sense 
of shared experience, group solidarity, 
loyalty and betrayal, the loneliness of 
the. eccentric:: and the 'down and out', 
isolation,. and the resolution• of conflict. 
The :children describe and analyse their 
environment, and the adventures and 
people they find within it. The stories 
illustrate their attempts to make sense 
of this world. The writing highlights 
their developing value systems and their 
growing awareness of the different, 
and often conflicting, values of the 
wider world. The collection acknow­
ledges as valuable the language of these 
children and their attempts to use 
language competently. 

Tiger· Tales can be used in a variety 
of ways in educational programmes, at 
both • primary and secondary levels. 
The collection has attracted the interest 
of tertiary educators involved in chil­
dren's literature and writing. It is a 
refreshing and insightful text for English 
and Social Studies teachers and students. 

Tiger Tales is available either singly 
or in class sets and can be bougb.t at 
Readings Bookshops in Melbourne, the 
Richmond Community Centre, 123 
Church Street, Richmond (428-1411), 
or from Sue Howard, 32 Murchison 
Street, Carlton 3053. 
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Reviewing 
Some 
Reviews 

Dear Collective, 

RED 12 contains two reviews of 
books whose content deserves much 
more detailed and critical discussion 
than space allowed your two reviewers. 
Sally Sayer described Harold Entwistle's 
important Antonio Gramsci: Conserva­
tive Schooling for Radical Politics, 
and Peter Stevens the book by Castles 
& Wustenberg, The Education of the 
Future: an Introduction to the Theory 
& Practice of Socialist Education. 

Sally Sayer, concentrating on Ent­
wistle's use of Gramsci to criticise 
progressive and radical education, avoids 
"assess(ing) how accurate as a reading 
of Gramsci" the book is (RED p 28). 
Yet this must be done by those wishing 
to understand their place in the Euro­
pean socialist tradition, and, as here, 
to answer those wishing to use Gramsci's 
authority to support their own case. 
But the task is not easy. Much of 
Gramsci's writing remains untranslated, 
and much of that which is translated 
was written in fear of censorship (Note­
books, p xiii) and is therefore more than 
usually capable of different interpreta­
tions. My own reading would place 
Gramsci on schooling as less conser­
vative than Entwistle's reading and more 
conservative than that of Henry Giroux 
(Telos, 45, 1980,pp 215-25). 

Of particular interest today is the 
question of the school curriculum. Here 
Entwistle argues Gramsci's support for 
traditional subjects and "a certain 
'baggage' or 'equipment' ... of concrete 
facts" (Notebooks, p 36). Giroux 
counters with t}uotations which suggest 
that Gramsci clearly distinguished 
between storing facts like a dictionary 
and education in which traditional 
culture has been reflected on and 
digested (Telos, p 218). But this does 
not contradict the essentially conser­
vative (with a small c) nature ofGramsci's 
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preference for "scientific ideas" em­
bodied in the culture of the school and 
its teachers as against "folklore", the 
"type of culture represented by his 
pupils" (Notebopks, pp 33-4 & 35-6). 

The second question where I judge 
Gramsci, if not conservative, at least 
a man of his time rather than ours, 
is his concern with working class "access" 
to schooling (Entwistle, pp 102-3 and 
Notebooks, p 24). But without our 
experience of mass schooling and its 
large-scale rejection it is not surprising 
that he, like so many writers today, 
failed to fully comprehend the problems 
of learning. The more committed the 
writer, the more faith there seems to 
be that learning will automatically 
follow "correct" teaching, and it is 
teaching to which most attention is 
devoted. Peter Stevens would seem to 
share this error, for he comments: 
"working class kids . . . increasingly 
recognise the relative worthlessness of 
the knowledge which the school pro­
vides" (RED p 26). Were this true 
socialist educators would have an easier 
prospect. Unfortunately the truth is 
very different, as is shown, eg by the 
work of Paul Willis and others at the 
Birmingham Cultural Studies Centre 
( described in Knowledge, Ideology & 
the Politics of Schooling, by Rachel 
Sharp, pp 135-38). Only when socialist 
educators can elucidate the dialectic of 
teaching-learning, and that beyond the 
school also, can the aim of Gramsci 
of giving all members of society access 
to the best of all our cultures become a 
possibility. 

The main theme of Castles' and 
Wustenberg's book, "polytechnical edu­
cation", is also dealt with at some 
length by Entwistle (pp 149-75 and 
more narrowly, pp 151-59). Both dis­
cussions are largely vitiated by a failure 
of definition which bedevils almost all 
treatments of the subject, and which 
stems in part from Marx's own sketchy 
treatment of the subject, and in part 
from Soviet apologetics following the 
decade of the twenties. Castles and 
Wustenberg compensate for a lack of 
theoretical clarity by their wide and 
remm.~bly accurate descriptions ( eg in 
their treatment of China they speak of 
combining education with labour and 
4o not make the mistake, as they do 
in their introductory summary (p 8), of 
calling it 'p(?lytechnical education'). 
Entwistle has the merit of directly 
challenging what he sees as Marx's 
defence of child labour in Capital 
(pp 153-5). 

I already argued in 1977 (in Marx 
& Education in Russia & China) that 
embodied in the brief comments on 
education in Marx's writings are two 
different concepts. That of polytech­
nical education is spelt out in the 
instructions to delegates to the Geneva 
meeting of the First International 
(Price, 1977, p 71 ). There Marx speaks 
of "the general principles of all pro­
cesses of production", and "the practical 
use and handling of the elementary 
instruments of all trades". The other 
concept is moral-political and comes 
from the social experience of work, 
and its locus is the much-quoted passage 
on Robert Owen and the nearly adjacent 
one on the value of "the collective 
working group being composed of 
individuals of both sexes and all ages" 
(Price, 1977, p 72). In addition to this 
distinction it is also necessary to make a 
number of others, as I explain in the 
chapter on Labour & Education in the 
same book (pp 184-87). Only when this 
is done is it possible to go on and evalu­
ate the experience of the USSR, China 
and other countries where in one form 
or another labour has been "combined" 
with education. Whether, having done 
that, (and may I repeat that this is just 
what none of the writers considered 
here has done), one can conclude 
with Castles and Wustenberg that social­
ist educators should "fight for the 
introduction of genuine polytechnic 
education" and thus make "education 
a 'revolutionary ferment' " I doubt. 
But having done the analysis we will 
be a lot clearer as to just what we 
should be doing. 

RF Price 
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