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This thesis is situated ir the history of British dcbates O\er the reiationship of

technical and vocational schooiing to capitalism il analyses the impact of 'new vocational'

policy initiatives on English education from the 19705. using an approach termed

'historical ethnography.· L'sing this methodology. it draws on ethnographie studies of the

Technical and Vocational Education Initiative (TVEI) betwecn 1985 and 1992.

My argument is that T\'El represents the most recent manifestation of a long

history of educational policies that have systematically produced and ordered the social

relations of dass in an educational form. In this vein. 1argue that the technical and

vocational curriculum can be secn as an integral site within the English educational State

for the production and formation ofdass relations within schooling. TVEI, 1assert, was

central to such a process through its capacity to concert and co-ordinate the social

relations and practices ofsecondary schooling around the concept of enterprise, which

acted as an organising device for management/administration, teaching, Ieaming. and most

crucially, the formation ofindividual subjectivities. Understood this way, we can sec how

T\'EI effected reforms that contnbuted to the formation ofdusters ofsocial relations that

produced dass in new ways.

1show how this process emerged under TVEI through my ethnographic studies of

enterpnse, school-based management, business studies, and assessment. What each study

reveals is how TVEI worked to effect a generalised shift in the culture ofschooling away

from the post-war social democratic politics of education, to that ofa 'managed market'



and ~nterprise culture. In this respect. 1argue. TVEI prefigured many of the reforms that

"'ere 10 flow from the Education Reform Act ( 1988)
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• La présente thése se situe dans la cadre des dcbats entourant la relation entre

l'éducation technique ct professionnelle en Angleterre. ct le sys;ème capialiste. A travers une

approche qualifiée d'historico-ethno!,'T3phique. nous y elaborons une analyse de l'impact des

nouvelles politiques en matière de formation professionnelle sur le système d'enseignement en

Angleterre depuis les années 1970. Ainsi. la méthodologie de l'analyse s'appuie-t-elle sur des

études ethnographiques de l'initiative de formation technique et professionnelle (!FTP) entre

1985 ct 1992.

!'<otre ar!,'Ument est à l'effet que l'IFTP constitue l'expression la plus recente d'une

lon!,'Ue série de politiques ayant systématiquement produit et coordonné les rappons sociau.x

de classes tel qu'elles se manifestent au sein du système d'èducation. Nous soutenons

également que le curriculum technique et professionnel reprèsente une matrice privilégièe ou

se déroule le processus de production de rappons de classes à l'intérieur du systéme anglais

d'énseignement. L'IITP fut à cet égard d'une imponance majeure en vertu de sa capacité de

exercer un rôle de concenation des pratiques et des rappons sociau.x à l'echelle de

l'enseignement secondaire autour du concept de l'entreprise, concept qui sen d'instrument

organisateur dans les domaines de l'administration. de l'e_seiignement. de l'apprentissage. et.

sunout. de la formation de la subjectivité individuelle. Vue sous cet angle. l'IFTP se dévoie en

tant qu'outil de réforme ayant contribué à la création d'ensembles de rappons sociaux qui

donnent lieu à des nouvelle formes de constitution des classes.
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:\ous dt'nontrons le deyeloppement de ce processus al'aide de nos études

ethno~'faphiquesd'entreprises. les systemes de gestion scolaire. et des etudes commerciales

Chacune de ces etudes reyeJe comment l'IFTP a pu effectue des politiques social-démocrates

de l'après-h'Uerre dans le domaine de l'éducation yers un modèle base sur la culture marchande

de l'entreprise. En tant que tel. l'IFTP represente une prefi~'Uration de maintes reformes ayant

decoule de l'Educational Reform Act de 1988.
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this study arises. In particular 1owe a special debt to my fiiend and colleague David

Yeomans. This study would not have been possible ,vithout his practical support. insight.
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INTR< lIll 'CTI<)7'

\Vc have to mo\c this country in a ne\\" dirccllon lo ch.ange the W:I\ wc
look al Ihtngs. 10 erc.1le a "h'olly ne" attitude of mind.' - .

The focus and themes of this study derive From recent debates and controversies

within the sociolo!,'Y ofeducation that have centred on the effects of the 'new

vocationalism' within English education and schooling. These debates have generated an

extensive array of historica!. evaluation, and policy oriented research that carefully details

the impact ofnew vocational policies on secondary schooling. Indeed. the literature on the

subject has grown to such a degree as to constitute a 'sociology of the new vocationalism'

(Jordan. 1985).

This thesis contributes to this research by examining the effects on secondary

schooling of the Technical Vocational Education Initiative (TVEI). Launched in 1982-3,

TVEI aimed not only to explore new methods ofmanaging and organising English

secondary education, but to significantly increase the technical and vocational component

of the secondary curriculum for 14-18 year olds. ln this respect, the Initiative constituted

part ofa much wider program ofnew vocational policies in the 1980s and 1990s that

focused on making education and schools more responsive to the 'needs' ofindustry.

What makes TVEI particularly wonh investigating is not only that it represented a

fundamental break with a pre-existing educational politics embedded within

'progressivisrn,' but tbat it prefigured a 'ne\\,' politics ofeducation that articulated with

the construction ofan 'enterprise culture' in Britain during these years.



Several main themes will become apparent as the thesis progresses. The most

broad and over-arching concerns itselfwith understanding technical and vocationaI

education as an historical process that is deeply implicated in questions of how rule ofthe

bourgeois State has been effected, in an educational fonn, within British capitalism. As 1

will demonstrate, this involves exploring how policy and praetice in technical and

vocational education is concerned not oruy with the creation of'human capital,' but also

with social regulation and class fonnation. A second theme focuses upon how TVEI

articulated the daily aetivities ofteachers, administrators, and students to business and

commercial interests, or what 1refer to as a 'moral economy' ofenterprise (Thompson,

1971, 1991). The third theme investigates the different mechanisms, procedures, and

practices that were used to effect forros ofsubjectivity that centred on the creation ofan

'enterprising self.' Throughout the thesis the overriding emphasis is to show how the

social relations ofaccumulation, or processes ofcapitalist rationalisation have taken a

material fonn in the palicy and praetice oftechnical and vocational education.

ln this introduetory chapter 1outline the several aims ofthe thesis as weil as

provide an overview ofits contents. The fust section describes the origins, aims, politics,

and curricular content ofTVEI. The second section dea1s with the research setting and

questions that relate to the collection and organisation ofethnographie data. Following

this, 1 introduce the broad theoretical and methodological concerns that have defined my

interests in attempting to connect ethnographie studies ofTVEI schools with questions of

policy and history, using an approach 1have caIIed historicaI ethnography. The fourth and

last section provides an overview and sumrnary ofthe remaining chapters.
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TVEI

Organised, financed. and implemented by the Manpower Services Commission

(MSC). TVEI was aimed at vocationalising the secondary curriculum of English schools

for the 14-18 age group "across the ability "1l11ge" (MSC, 1983). In policy and practice.

this implied the systematic introduction of programmes oftechnical and vocational

education that were designed to provide students with relevant skills for "employment and

for adult life in a society liable to rapid change." In this respect, TVEI can be understood

as the most recent example ofan historical tendency to make the English education system

more responsive to the 'needs' ofcapitalist industry.

Described by Her Majesty's Inspectorate (HMI) of schools as "the largest

curriculum development project funded and adnùnistered by central government" titis

century, TVEI was first announced in Parliament in November 1982 by Prime Minister

Margaret Thatcher and then launched in September 1983 (HMI, 1991, p. ix). A1though it

was initially conceived ofas a 'pilot' project covering 14 local education authorities

(LEAs), in 1986 an 'Extension' phase was annoUDced bythe Secretary ofState for

Education which involved ail schools within 104 LEAs in the country. Thus, when funding

for it ternùnates in 1997, TVEI will not only have had a major impact on the character and

social organisation ofsecondary schooling in Britain, it will a1so have been decisive in

fornùng the c1assroom experiences ofteachers and students. As a fore runner and ground

breaker for the Education Reform Act (ERA) in 1988, therefore, TVEI constitutes one of

the two most important educational policies in Britain's post-war history.

3



• From its inception within the 'Enterprise Unit' of the Prime Minister's Cabinet

Office, TVEI did not follow any ofthe traditional patterns ofeducational reform

established since 1944. Whereas the latter had relied upon a consultative process (with

LEAs and teachers), an advisory modeI (as in the Plowden Advisory Committee), or

legisIative change, TVEI enacted a policy process that was both "executive" (i.e.

centralised) in style and dependant upon a "business or commercial mode\" (Dale, 1989, p.

149). In its 'executive' mode, TVEI exhibited two features, First, it was funded and

organised through the Manpower Services Commission (MSC) whose activities had

hitherto been restricted to post-16 vocational training, noi the Department ofEducation

and Science (DES). Since its establishment in 1964, the DES (formerly the Ministry of

Education) had acted as the traditional conduit for education policy. However, by the lale

1970s the DES and its 'partnership' with the LEAs and teacher associations/unions had

increasingiy become the subject ofa sustained critique by new Conservatives. A1though

this critique had a number ofcomponents, it primarily focused upon the organisational

culture ofthe DES which was perceived to be fundamentally antithetical to an emerging

politics ofenterprise. Indeed, as Secretary ofState for Education (1970-74), Margaret

Thatcher remembers that "the ethos ofthe DES was self-righteously socialist" (Thatcher,

1995, p, 166). In the early 1980s, therefore, new Conservative distrust ofthe DES ensured

that its former position in the circuits ofpolicy formation were curtailed in favour ofthe

MSC on ideological grounds. Second, what made the MSC so attractive under these

circumstances was not only its lacking a 'socialist' past, but that it had been constituted as

a 'quango' underthe Employment and Training Act (1973).2 This had the advantage of

4



• enabling successive Thatcher governments throughoutthe 1980s to use the MSC (and its

later transmutations) as an executive arm of the Depanment ofEmployment3 The effect

ofthis was to remove any requirement for Parlîamentary legislation or consultative

processes in relation to TVEI, thus reducing policy processes and development concerning

the Init;ative to the internaI administrative processes of the MSC. In this way, "a major

agent ofthe Department ofEmployment [... ] bypassed conventional democratic channels

and now deals direct with LEAs, schools and colleges" (G1eeson. 1987a, p. 3). Thus, the

location ofTVEI within the MSC was an instance ofthe Thatcher government's strategy

to circumvent the traditional channels ofdemocratic accountability that had been

established with the 1944 Education Act.

Understood this way, the politics ITom which TVEI emerged were an expression of

the new vocationalism which "gave it an emphasis on notions of nationalism, materialism,

capitalism and enterprise consistent with the Conservative tradition" (McCulloch. 1987, p.

23). This orientation had definite long-term implications for the management, organisation

and curriculum ofTVEI. First, TVEI brought with it a new method offinancing

educational change that depended upon 'categorical funding.' This differed substantially

ITom existing arrangements in which LEAs received a combination ofgrants ITom central

government and local taxes for expenditure on schools and colleges. Critically, the

disbursement of these funds under the earlier system was embedded within a decision

making process that, wlùle influenced by the priorities of national governments, was

primarily determined by the politics.ofthe LEA and teacher associations/unions. By

contras!, under TVEI categoricaI funding required that LEAs and their schools contract

5



with the MSC to deliver change in schools and colleges that conformed to the TVE!

'Aims and Criteria' (see Appendix 1). As! show in chapter live, this effected a 'bid and

deliver' mechanism that was to reconstitute the decision-making processes of LEAs and

schools within an emerging moral economy ofenterprise.

Once an LEA had signed a contraet v.ith the MSC for funding it was then

committed, over a live year period, to implement TVE! in accordance with its own local

agreement (i. e. the contract) and the aims and criteria which were centrally issued by the

MSC. A1though this a1lowed the emergence of 'versions' of IVE! at the level of the LEA

and school, it nevertheless ensured that "the structure and the ideology ofIVE! .

constrain[ed] the breadth ofpossible interpretations ofthe IVEI guidelines" (Dale, 1989,

p. 159). Ihis had major implications for both the ma1lagement and curriculum ofIVEI

which I explore in chapter live.

On the management side, IVE! worked in and through LEAs and schools using its

own organisation and designated personnel. Thus, while policy was determined by the

MSC's 'National Steering Group' and 'IVEI Unit,' implementation ofthe contract within

individual LEAs and schools was administered by local IVEI Units under the supervision

ofa projeet co-ordinator. Within schools IVEI was usually enacted by a team ofteachers

under the guidance ofa school co-ordinator who was responsible for its day-to-day

management and administration. As part ofthis management structure and to ensure

'contraet compliance,' the MSC a1so instituted a substantial and multi-Iayered programme

ofevaluation and monitoring. In ail, there were four national evaluations ofIVEI

incorporating studies of: curriculum and pedagogical practice; management, organisation and

6
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implementation ofTVEI: finance: and finally, a curriculum data base. LEAs were also obliged

to contract their own local evaluations over the life ofthe project. In addition, MSC appointed

its own regional .Ad"isors' who performed a similar role to that of the HM1 but who focused

exclusively on TVEI. In chapters five and six 1discuss the impact ofthis organisation on the

TVEI schools that form my study.

As 1have indicated above, TVEI did not impose a curriculum upon schools (as did

the later national curriculum) but a set ofguidelines that were to be taken into account

when constructing programmes ofstudy using TVEI funding. A1though the aims and

criteria are broad, they nevertheless stipulate a reasonably coherent set ofaims and

objectives against which curriculum development was to occur. Superficially, this was to

centre on 'Vocational Education' which "is to be interpreted as education in which the

students are concemed to acquire generic or specifie skills with a view to employment." ln

particular, schools were to focus on the development ofthe 'technical and vocational' or

'practical' in their programmes where students could "become accustomed to using their

skills and knowledge to solve the rea1 world problems they will meet at work" (MSC,

1983). TVEI programmes were to also include: an emphasis on equal opportunities;

enterprise; planned work experience (for up to two weeks); regular assessment (records of

achievement profiling); provision for the encouragement of initiative, problem-solving, and

other aspects ofpersonal development. Significantly, the FOCIIS Statemellt that was issued

for the national 'Extension' ofTVEI in 1987 simply reiterated the pilofs airns and criteria

with OIùy slight modifications.
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Although sorne commentalOrs have argued that there "was little in this list that

LEAs could rejeet" (McCuIloçh, 1987, p. 27), particularly as TVEI contained a

'progressive' emphasis (e.g. 'equal opportt.nities,' 'regular assessment,' 'personal

development'), this does not detract !Tom the indebtedness ofthe guidelines to a new

vocationalist discourse. In this context, both the pilot and national extension guidelines

disclose an emerging process of"ideological re-tooling" (Smith, 1988) that was expressed

in concepts such as 'skiIl,' 'competency,' 'enterprise,' and 'the world ofwork.'

Significantly, this was not restricted to vocational subjeets in the ,:urriculum, but as the

then DÏieetor ofTVEI put it, "TVEI energy [was to be] released to ensure that the whole

cl/rricull/m is related to the world ofwork" (Jones, 1989, p. 352). Couched in the

discourse ofan educational progressivism that distinguished TVEI !Tom other new

vocational policies, this statement appears to evoke the Iiberal ideals of'relevance'

espoused by educationists such as Dewey (1963). However, it is important to note that the

'world ofwork' to which the whole curriculum was to relate was being redefined by new

Conservative policies aimed at creating a "!Tee-enterprise economy" in Britain in the 1980s

and 1990s (Thatcher, 1995). My point is that the relation to the world ofwork established

through TVEI was ofa particular ideological character which worked to transform and

recontextualise the relations and praetices of progressivism. This is a major theme that 1

explore in chapters four, seven, and eight on TVEI Enterprise, Business Studies, and

Profiling.

8



The Research Sening

The data that 1use in my exploration ofTVEI is drawn trom two studies that span

a period of seven years (1985-1992). The tirst study 1participated in as one of six

researchers on the National Evaluation of TVEI Curriculum, based at Leeds University

between 1985-1988. Over the three years of the study 26 pilot schools were visited twice,

at different periods, for Iwo to three weeks each. The primary focus of the evaluation was

on the TVEI curriculum in action, as this emerged trom the work of teachers and students

in c1assrooms, workshops, laboratories and elsewhere. In addition data was also collected

on the management and organisation of the Initiative in both schools and LEAs.

This was followed by a smaller scale study in 1991-2 often ofthe original 26

schools (again for two to three weeks each) to assess the medium-term impact ofTVEI.

A1though 1was not directly involved as a researcher in the second phase, 1did act as a

consultant on its design and implementation. The scope ofthis study encompassed Iwo

aims. The first was to engage with the broader legacies and effects ofTVEI on the

curriculum, teaching and learning, and management within schools. The second was to

examine how particular subjects (business studies, design and technology, and information

technology) that TVEI introduced to the secondary curriculum had evolved since the

beginning ofthe pilot in 1982-3. This set ofdata is particularly revealing ofthe more

enduring transformations that TVEI effected within the social relations ofschools and

c1assrooms.

The purpose of both the 1985-88 and 1991-2 studies was not to produce individual

'case' studies ofthe TVEI curriculum within individual schools, though such cases have

9



• been published using the data (Williams & Yeomans, 1993, 1994a. 1994b). Rather, the

procedure used was to construct a broader picture ofTVE! around emergent curriculum

themes and issues across the schools investigated. This approach not only a1lowed an

appreciation of how TVE! interacted with the established micropolitics of particular

schools, but placed emphasis on common effects and continuities between them. As will

become apparent, this is consistent with the approach that 1have adopted in my own

analysis ofthe TVEI data.

The selection ofschools and colleges for inclusion in the 1985-88 evaluation was

based upon a two-stage process. At the level ofthe local education authority (LEA) the

following considerations were taken into account: the point at which an LEA entered

TVEI; geographicallocation (e.g. rural as opposed to urbanlindustrial); local employment

characteristics; the level ofinstitutional funding for schools within an LEA; as weil as

special features (e.g. centralised staff7resource provisions). At schoollevel, factors such as

a school's previous involvement in technical and vocational programmes, as weil as the

infonnation it provided in its submission documents about curriculum organisation

adopted for TVEI were considered. The selection ofschools and colleges for the 1991-2

study was less influenced by the criteria established for the original national evaluation,

than by data yielded by this research on actual TVEI programmes within schools. In

particular, the ten schools that comprised this study were chosen because they had

accomplished significant transfonnations in their curricula, management and organisational

processes under IVEI.
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Throughout both periods of research , ethnographic techniques were employed,

consisting of c1assroom observation, interviews with teachers and other educational

practitioners, a~ weil as the collection and analysis ofdocumentary evidence (Bames et al.,

1987,1988). When research was completed on both studies, over 1,000 hours of

c1assroom observation had becn recorded, approximately 500 interviews with teachers and

LEA administrators conducted, and numerous documents collected and analysed. This

data now constitutes a public archive which is housed in the School of Education at the

University ofLeeds to which Iwas given access for the purposes ofcompleting the

research for this dissertation.

HislOrical Ethnography: An Approach to Social Inguiry

ln this section 1briefly review contemporary approaches to inquiry tha! have

dominated historical and ethnographic research on technical and vocational education and

more particularly, the new vocationalism. By contrasting these with my own approach,

which 1have called historical ethnography, 1hope to make visible how the present study

contributes to scholarly research in the field.

The relatively new and growing research on the sub-field ofthe sociology ofthe

new vocationalism has attracted studies from a range ofdifferent, theoretical,

methodological and political perspectives, While these have competed to define the terrain

on which debate and analysis would occur, studies of the new vocationaIism' s impact on

schooling have largely becn approached from a 'Iiberal vocational' standpoint. This has

produced accounts with a number ofcommon characteristics, and 1would argue,

shortcomings,
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• First, the dominant approaches emphasise forms of policy and institutional analysis

over detailed ethnographies of the school and c1assroom. This has had IWo curious effects:

first, it el1courages a conception ofthe policy process that is autonomous ofthe everyday,

lived arena ofschooling; second, it fails to construe policy as a political and cultural

intervention aimed at re-ordering the social relations and organisation ofschoollife. In

short such studies fail to show how policy works in schools to produce certain kinds of

experience and subjectivity and in what ways these articulate with the prevailing political

aims ofthe era.

Second, in conventionalliterature the relationslùp ofthe lùstorical to the

ethnograplùc is organised in a way that understllQds lùstory as a 'context' or 'back-c1oth'

within wlùch empirical studies ofthe school and c1assroom can then be situated.

Connecting lùstory and ethnography in tlùs way does not, however, show us how daily life

can be understood as the realisation of particular IùstoricaI tendencies. As Thompson has

argued, we need to appreciate that "the past is not just dead, inert, confining; it carries

signs and evidences aIso ofcreative resources wlùch can sustain the present and prefigure

possibility" (Thompson, 1981, pp. 407-408). Developing t1ùs notion ofhislorical process

bas been one ofmy central interests in the thesis, particularly in connecting my

investigations ofTVEI with the Iùstory ofEnglish technicaI and vocationai education. 1

have wanted to show how, through TVEI, specifie lùsto'rical tendencies in the lùstory of

English technicaI and vocationai education continue to exert a determining pull over policy

and practice within contemporary schooling. For t1ùs purpose, 1have relied upon
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• theoretical and methodological insights borrowed from historical sociology and

educational ethnography to construct an historical ethnOb'Taphy ofTVEL

Third. technical and vocational education has rarely been understood as constituted

by the social relations ofcapitalism as a specific historical and social formation. As 1show

in chapter IWo. the reason for this is that the concept. praetice. and politics ofa liberal

vocationalism has historically arisen from within govemment. the professional middle

classes, and progressive elements of the bourgeoisie. As it has been conceived from within

these 'relations ofruling' (Smith, 1994), it tends to ignore or marginalise questions

relating to c1ass, ideology, and power.

Thus, a liberal vocational approach to the analysis of technical and vocational

education reproduces forms ofinquiry that conclude investigation at the very point at

which they become ofserious sociological or cultural interest. Cognisant ofthese

limitations, critical and marxist approaches have provided both a critique and alternative to

a liberal vocational perspective on the new vocationalism. This has been explored most

extensively in relation to developments in training (Bates et al., 1984; Benn & Fairley,

1986; Cockbum, 1987; Cohen, 1990; G1eeson, 1989, 1990; Jordan, 1985), although

significant contributions have also focused upon secondary schooling (Brown & Lauder,

1992; Dale et al., 1990; Finn, 1987; G1eeson, 1987b; Saunders, 1986; Shi1ling. 1989).

While these approaches have advanced a perspective that centres on concepts ofc1ass,

ideo10gy, and power, they have neverthe1ess construed these concepts in ways that limit

analysis ofthe historical and social charaeter ofnew vocational policies and particu1arly

TVEI. In my view, this is a problem that stems from theoretical and methodological
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tensions v.;thin marxism that have still to be resolved. These tensions are most apparent in

renderings of the key conceptual categories ofideology and class. For example. ideology

is most often used to denote an inter-related collection of ruling ideas that has delined the

new vocational agenda on terms favourable to capital (Mannheim. 1965). As 1argue in

chapter live, this is an unnecessarily narrow and restrictive conception which reduces

ideology to ideas, beliefs, and values while ignoring their embeddedness within lived social

relations and practices of the everyday world (SDÙth, 1987; Thompson, 1978, 1991). The

effects of this are twofold in critical and marxist accounts ofthe new vocationalism. First,

policy and the policy process are construed as a conduit, a conveyor-belt, for the

transDÙssion ofruling ideas concerning how schools should be organised. Thus, at the risk

ofoversimplifYing new vocational policies such as TVEI are seen to enter schools through

teachers' and students heads' via "policy as discourse" (Bowe, Bail, & Gold, 1992).

Second, in ethnographie studies this restrictive conception has focused policy research on

how the new vocationalism effected transformations in teachers' ideas, understandings,

and meanings oftheir work. What this view overlooks, however, is how and in wllat ways

TVEI policy impinged upon and reorganised the practical activity of schools within which

new vocational 'ideology' or 'discourse' was to become effective. This conception of

policy also re-focuses our attention on the educational State as being constituted by forms

ofpractical action. 1will say more on this below.

Similar tensions, or ambiguities, are evident in critical and marxist approaches to

the question ofclass. Intluenced by debates in marxist and Weberian social theory during

the 1960s and 1970s, the sociology ofeducation bas tended to reproduce a conception of

14



•

•

cIass as a position. or location held bv distinct groups or populations that share common

socio-economic circumstances The overwhelming effect ofthis has been to generate a

language of cIass in educational research that tends to emphasise the categorisation of

individuals according to income or wealth over the social and historical dimensions of

cIass relations. For instance. in their discussion ofcIass in Schoolin[{ in Capi/alis! America

(1976) Bowles and Gintis argue that. "the reader should be impressed with the need to

place individuals in society into identifiable groups for the purpose ofanalysis" (p. 67).

This is a method ofanalysing cIass which has also been uncritically incorporated within

much ofthe Iiterature on the sociology of the new vocationalism. particularly as vocational

education policy has historically centred on defining forrns ofschooling appropriate for

that segment of the population identified as 'the working-c1ass.'

This notion ofcIass is useful. but not sufficient for the analysis ofeither the new

vocationalism or TVEI. It is not adequate for two reasons. First. the charaeter and social

organisation ofcontemporary capitalism in the 1980s and 1990s has been to systematically

restructure the capital relation itself. That is, while il still holds true that the capital relation

as Marx described it is responsible for the production of populations that have different

relations to the means ofproduction. it is also the case that this has changed in important

ways. The one examined here is the elaboration oftechnologies of the accumulation

process that articulate individual's lives to regimes ofmanagerial control and surveillance

associated with 'the market' or 'enterprise culture.' The principal effeet ofthis change

process has been to disorganise the pre-existing relations ofc1ass and capital that

charaeterised vocational education under industrïal capitalism, thereby rendering the 'old'
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concept ofclass analysis incomplete or obsolete. What has to be taken into account in the

context of the 1980s and 1990s is the way in which the social relations ofclass are being

re-organised in ways that do not necessarily correspond with nineteenth or twentieth

century industrial capitalism. This is not to say that class in the old sense is a redundant

concept, but to argue that we have to take account ofthe changed forrns through which

class has evolved as a social relation within the enterprise culture in the contemporary

period.

To understand how the concept ofc1ass embodies an ongoing historical

relationship, we must also effect a methodological shift in our analysis. In seeking such an

approach, 1have fol1owed the historical studies of Corrigan & Sayer (1985); Johnson

(1970, 1972a, 1972b, 1977, 1979, 1988), Paterson (1988a, 1988b, 1989, 1991), and

Thompson (1967, 1968, 1976, 1977, 1978a, 1978b, 1981, 1991, 1993, 1994) and the

sociologiCai theory ofSmith (1974, 1984, 1987, 1990R, 1990b, 1994). In their analysis

class is not understood as an abstraet category to which individuals or groups can be

assigned, but a social relation that is an organisation ofboth practical aetivities and

subjectivity which is not necessarily within the immediate control ofindividuals. In this

view, class is an organisation ofsocial relations that bas the property ofinserting the local,

particu1ar experiences ofindividuals in the wider political economy ofcapitalism or

'capital relation.' In this way, class eventuates as a 'relation ofruling' (Smith, 1994), in

the sense that it privileges certain practices, forrns ofknowing, and courses ofsocial action

over others. In English education, as 1show in chapter two, these relations are expressed

in the historical division between the 'secondary' and 'technical,' or in the 'English
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tradition' of the public and endowed schooIs. A1though they materialised in a different

fol1l'. these relations also charaeterised the new vocational policies, such as TVEI (and the

ERA). Thus, the empirical chapters on TVEI attempt to show not only how and in what

ways these relations perpetuated c1ass as a historical process, but aetively reconstituted it

by articulating the praetices ofschooling to the creation ofan enterprise culture.

Las!, it is important to note that the historical studies 1have referred to above also

work with a particular conception of'the State.' That is, while these writers recognise that

the State can be conceptualised as a discrete political organ comprised ofan interrelated

network ofinstitutions and personnel, they nevertheless give emphasis to the social

relations and praetices that constitllte 'il' within the everyday world. This is why writers

such as Corrigan and Sayer (1985) speak of"State forrnation," as they wish to emphasise

that the particular forms the State assumes arises from an historical process which is

ongoing and embedded within the social regulation ofthe everyday world. This notion of

the State as praetice also underlies my historical ethnography ofTVEI. However, unlike

Corrigan and Sayer's work which is often highly theoretical and does not focus on

ethnographie data, my approach is closerto Thompson (1968,1976,1978,1991) in that it

pays close attention to the analysis ofethnographie rnaterial in showing how different

social practices have combined to form the English educational State in the contemporary

period.

Overview ofChapters

Chapter two examines the development ofBritish techlÙcal and vocational

education policy since the early nineteenth century. My aim is to show how historical
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• trends in technical and vocational education helped shape and provide the policy dynamic

that led to the implementation ofTVEI in 1982-3. Unlike conventional histories of

vocational education, that tend toward a chrono10gy ofevents and policy developments, 1

focus on how the social relations ofvocational education define c1ass in an educational

form. This is the same anaIysis that 1explore in my later ethnographic investigations of

TVEL

Chapter three locates the emergence ofTVEI within the 'new Conservatism' that

began to shape British public policy from the mid-1970s, particularly in re-defining the

aims and purposes ofeducation and schooling. As 1demonstrate, its lasting impact was

not only to effect the graduai demise ofthe post-war social democrati.c settlement, but to

generate an alternative form ofeducational provision embedded within a new

Conservative critique ofthe Keynsian welfare state. 1argue that the 'enterprise culture'

from which the new vocationalism and TVEI were to emerge Was part ofthis broader

transformation.

Chapter four focuses on how the politics ofenterprise was expresst~ through the

TVEI curriculum. Through studies of the micro-enterprise, and subjects sut:h as

technology, business studies, and information technology (IT), it focuses on how the

concept ofenterprise produced forms ofteaching and 1earning that re-constituted what

was to count as relevant or useful school knowledge and experience. As 1show, its

overriding effect was not only the elaboration ofthe concept and practice of

'entrepreneurship' in the c1assroom, but the rendering offorms ofdecision-making within

the schoolthat emulated those ofbusiness or commercial organisations.
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Chapters live and six examine the impact ofTVEI on the management and

organisation of schools. While both chapters have in common an exploration ofthe effects

of the 'management ofchange' on the experiences ofteachers and administrators, they

nevertheless stress different aspects of this process under TVEI. The orientation of

chapter live is more theoretical and methodological. Il argues that because ofits peculiar

managerial character, TVEI cannat be adequately grasped using conventional approaches

to the analysis ofeducational administration. In their place, 1argue for a critique and a re

conceptualisation ofeducational management/administration as forms ofsocial regulation.

ln tbis respect, 1suggest that by introducing market relations in to schools through the

mechanism of 'categorical funding,' TVEI produced a social organisation ofschool

governance that was deeply implicated in an emerging moral economy ofenterprise. This

is elaborated in my notion ofa 'managerial grid. '

Using the analysis developed in chapter five, chapter six focuses on how the

managerial grid issuing from TVEI transformed the social relations ofdecision-making

witbin !WO schools. As the!Wo 'case studies' ofSemton High and Redmond Co/lege

show, its general effect was not OIùy to a1ign the social organisation ofdecision-making

within the !WO schools with that ofan emerging moral economy ofenterprise, but to

displace and invalidate the 'voice' ofteachers within tbis process. This rendered styles of

school management in wbich tcachers professional judgement was both increasingly

marginalised and systematically de-valued.

Chapter seven explores the.subjectifYing effects ofTVEI on a teachers and

students engaged in a business studies class. The corner stone oftbis chapter is the
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• analysis 1do ofa business studies lesson in Riverside Comprehenvive on the theme of

'Retailing and Security.' My aim in this is to show two things. First, how the capital

relation constitutes the underlying dynamic of the lesson in strueturing and channelling

teacher-student interaction in particular ways around its theme. Second, how this sarne

relation inverts the students' real, lived, relations to the 'adult world.' Last, 1show that

this process does not only re-define their lived connections with the outside world, but

that the capital relation is itself reproduced as a particular kind ofsubjectivity.

Chapter eight concludes my empirical investigations with a critical analysis ofthe

'newassessment' practices that IVEI introduced to schools. It argues that a1though

records ofachievement and profiles had 'progressive' origins, under IVEI and the politics

ofthe new vocationalism they were re-constituted as subjectifying technologies for the

'needs ofindustry.' In this new context, 'child-centredness' assumes an a1together

different social organisation in either being implicated in relations ofsurveillance, or the

moulding ofparticular subjective capacities for participation in the "ftee enterprise

economy"(Ihatcher, 1995). In this mode, assessment is not treated as simply a technical

or adnùnistrative exercise, but a practice that is embedded within the moralisation of

technical competence in the context ofc1ass relations.

Chapter nine is an overview ofthe argument presented in this thesis. It examines

the implications ofhistorical ethnography for further research on the technica1 and

vocational within secondary schooling.
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• NOTES

1 Margaret Thatcher on being elected to Prime Minister in 1979 (quoted in Mullard, 1987,
p. 161).
2 That is, a quasi-autonomous non-govemmental organisation. As defined by the Oxford
English Dictionary, it is a "semi-public body with financial support from and senior
appointments made by govemment." The tenn came into common usage in the U. S .A. in
the early 19705.
3 In 1988 the MSC was renamed the 'Training Commission.' Il was then demoted to a
division within the Employment Department known as the 'Training agency.' In 1995 the
Employment Department was amalgamated with the Department for Education.
Significantly, the new body is now known as the Department for Employment and
Education.
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CJIAPTER2

TECHNICAL AND VOCATlONAL EDUCATION: THE EVOLUTION OF CLASS RELATIONS

The conccm of our prcdccessors in the ninelccnth ccntUlY about the
nced for a tcchnically and professionally competent workforcc is a ver)"
imponant dimension of TVEI. but it is not the only dimension; it is
not just about people for industry (... ] it is more likely to he about
people for business and enterprisc.'

This chapter presents an historical analysis of the development oftechnical and

vocational education policy in England. However, unlike conventional histories of the

subject, its approach is derived from historical ethnography, which as 1made cIear in the

Introduction, has implications for how we may view and understand the 'historical.' That

is, my focus will be on how the technical and vocational evolved as a social relation that

was implicated in the formation ofcIass and the mediation ofthe capital relation in

different historical forms. As 1show, this was not only expressed in the changing

character of the English educational State as it unfolded over time, but in the different

approaches to educational policy that expressed ever-changing phases of social

regulation.

For the purposes ofthe anaIysis 1 develop here, it is useful to mark out four phases

or modes ofregulation that have characterised the politics of the English educational

State. In the tirst phase, which includes most of the nineteenth century, Britain was

extremely slow to develop a national system ofeducation, as Green (1991) has argued.

Rather, it relied on a system of'voluntarism' in which education "developed less through

state action than through private and philanthropic initiatives" that were primarily
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controlled by the landed gentry and bourgeoisie (p. 10). The rendered effect ofthis was

not only to marginalise and neglect the development of scientific and technical instruction,

but to define it as an appropriate and proper form ofeducation for the 'industrial classes.'

The second phase of regulation is marked by the emergence ofa national system of

education under the control ofcentral government. This began to appear after the passing

of the 1870 Education Act, which although it brought sorne co-ordination to educational

policyand funding concerning elementary provision, nevertheless represented lit~le "more

than a compromise with the old voluntary system" (Green, 1991, p. Il). However, the

establishment ofa Board ofEducation (1899) and the enactment of the 1902 Education

Act and Secondary Regulations (1904) "finally instigated a unified educational

administration" (p. 12). The effect ofthis legislation was to institute a form ofregulation

which ensured the continuation ofthe differeutiation between the 'secondary' and

'technical.' Inscribed within policy and practice, this distinction acted to ensure that the

education ofworking c1ass children did not extend beyond elementary schooling, while the

secondary remained the exclusive province ofthe middle classes and bourgeoisie.

The third phase is signified by the rise ofa social democratic politics in education

that began to emerge during the 1960s. Wlùle the distinction between the secondary and

technical still persisted, it was nevertheless subsumed within the shift in policy toward

comprehensive schooling in the mid 1960s. As the Centre for Contemporay Cultural

Studies (1981), Dale (1989), and Grace (1995) have shown, the regulatory character of

this phase materialised through 'decentralised control' ofthe educational system, in which
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c1ass relations were increasingly mediated by local education authorities (LEAs), schools,

and the professional organisations of teachers who were the primary stakeholders in the

implementation of national policy.

The fourth phase was ushered in by the 'Great Debate' and the shift to what

sociologists ofeducation have labelled the 'new vocationalism' (Bates et al., 1984), which

included developments such as TVEI and the Education Reform Act (1988). This will

form the topic ofchapter three.

Having said ail this about my approach to historical analysis, it may be helpful for

me to comment on two difficulties 1have experienced in deve10ping such an analysis ofthe

evolution oftechnical education. First, as Donnelly has noted in his review of

developments in technical education during the nineteenth and early twentieth centuries,

"studies ofthe detailed operation oftechnical curricula and institutions, and the forces

impinging upon them, are rare" (Donnelly, 1989, p. 160). Ethnographies of the nineteenth

century technical classroom do not exist, except in the higWy mediated form ofthe schools

inspectors' reports. Where possible 1have attempted to overcome this limitation by

incorporating in my study sorne empirical research that does exist on the early technical

curriculum, so as to display the impact ofpolicy on the social relations and practices of

schooling (see Summerfield & Evans, 1990b). Second, existing histories oftechnical and

vocational education (Argles, 1964; Donnelly, 1989; McCulIoch, 1989, 1990, 1991, 1995;

McCulIoch, Jenkins and Layton, 1985; Musgrave, 1970; Roderick & Stephens, 1972,

19828, 1982b) tend to adopt a positivist methodology that focuses on institutional

24



• developments, significant events (e. g. the 1851 Exhibition or the first world war) and the

role of prominent individuals. Thus, the reports of royal commissions of inquiry, acts of

parliament, the investigations of parliamentary select committees, and the contributions of

public fi!,'Ures such as T. H. Huxley, Lyon Playfair, and Bernard Samuelson, are ail used in

these studies as central reference points. Z This means that my principle sources have been

material that construes the 'historical' !Tom a standpoint with different emphases than that

ofhistorical ethnography. This has inevitably produced sorne unevenness in the account 1

attempt to make ofdeve!opmellts in the nineteenth and early twentieth centuries, with a

focus on social relations. However, since my primary analytic focus in the thesis is with the

later TVEI period, for which my data is much more compatible with my approach, 1have

tried to be somewhat pragmatic in my resolution to these problems in the early period.

With these caveats in mind, 1will move on to begin exploring the historical relationship

between technical education, social regulation, and class fonnation.

The Era ofVoluntarism

Corrigan (1977), Corrigan and Corrigan (1979), Corrigan and Sayer (1985), point

out that by the early 1830s the British state begins to assume its distinctively modem fonn.

It is !Tom this period that the State is fonned through what Corrigan (1977) refers to as a

"socioIogy of intervention" which involves the fabrication ofsocial policy aimed at

suppressing, transfonning and regulating existing social relations and cultural practices

which either opposed or acted as alternatives to that of an emergent bourgeois society,

Spearheading these interventions were the nineteenth century inspectorate who wanted:
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... to show their political payrnasters and, often directly, their
'economic payrnasters' (the mineowners, millowners, and others)
that the old forms of social order are attenuated, if not dissolved, by
the new relations of production. For, the old 'moral' or 'natural
police' has faded into insignificance; a new regulation, a new
policing is needed. But this overt 'law and order' is, itself, only a
temporary measure; the real change must be accomplished at the
levels of systematic socialisation, through schools and churches
(Conigan, 1977, pp. 149-150).

Thus, it is important to rea1ise that the processes which constituted State formation were

directed towards the social regulation ofan emerging industrial population, as wel1 as

constituting the social and cultural bases ofbourgeois power. As 1have suggested, its

character can be grasped through the concept of 'voluntarism,' in which an array of

Church, private and philanthropie institutions worked to effectively 'privatise' the

development of social (particular1y educational) policy throughout the nineteenth and early

twentieth centuries (Daunton, 1989). The nature of regulation that f10wed from these

initiatives was remarkably coherent, however, as Conigan and Conigan indicate "Many of

the social policy changes of the 1830s were related to [the] disciplining ofthe workforce

and the regulation ofthe labour market" (Conigan & Conigan, 1979, p. 10). The flood of

social policy that emerged during and after the 1830s was therefore "part ofa strategy for

capitalist growth."

Whether as the Poor Law of 1834, or significantly for my purposes, the

establishment of the Privy Council Committee on Education (1839), social policy was

directed at the construction ofa 'new' social order. For Conigan and Sayer, this process

of"State formation itselfis cultural revolution." Indeed as Paterson has argued, "It
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• follows from this that the agencies of the State need to be understood in terms of the

structuring of social relations" (1989. p. 66). Drawing upon this perspective. 1will show

below how educational policy in the nineteenth century actively constructed the technical

and vocational as a dominant social relation within education. Emphasis will be given to

the way in which issues of c1ass formation permeated and defined policy in this area.

Science and Technical Education: Emerging Sites of Regulation

Cotgrove has usefully pointed out that "For ail practical purposes [...] technical

education in the nineteenth century meant the teaching ofscience." Before the 1880s, it

appears that no distinction was made between scientific and technical instruction, "the

words were used as practically synonymous" (Cotgrove, 1958, p. 36). Consequently, to

understand developments in technical and vocational education, we must fust note what

passed for scientific instruction in the period up to the 1880s.

Il is c1ear from historical studies of the nineteenth century that school science held

a precarious position within both the school and society. For instance, Uzzell (1986)

notes that elementary science was excluded from the curriculum under the Education

Department's Revised Code of 1862 and then was not re-introduced until twenty years

later as a c1ass subject in 1882 (it was made compulsory in 1896). Layton's (1973) study

ofschool science during this period concludes that "the available evidence suggests one of

total neglect" (p23). That science and scientific instruction were generally disregarded

within both private and State provided forms ofschooling does not reflect a public

illdifference to science per se. Rather, the reverse was true, science and scientific
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• instruction were the subject ofcontroversial debates weil into the second half of the

nineteenth century, when science finally congealed into its modem fonn under the

pressures ofwhat Layton (1986) has tenned "professionalisation." What is both significant

and interesting about these debates over the place ofscience in the curriculum is that they

were infused with questions of c1ass and social order. Thus, Cotgrove's observation that

"Throughout the nineteenth century, educational provision and policy were c1c~ely related

to the c1ass structure" cannot be over emphasised here (1958, p. 17).

The controversial debates over science instruction in the first haIfofthe nineteenth

century can be traced back to the social and poiitical role which science played in both the

Enlightenment ofthe seventeenth century and particularly the English Revolution of 1640

1660. Although 1cannot explore this history here, it is important to understand that

science had served radical agendas in politics until Victorian hegemony had moulded it

into its modem. autonomous and detached form. 3 Further, because ofits social and

political nature and its connection with "useful knowledge" by the eighteenth century,

science had already been relegated to a subordinate place within the curriculum (Johnson,

1979, 1988). This was especially so ofOxbridge and the public schools, where the subject

was obscured by the classical S1Udies ofan emerging liberal-humanism.4

The connection between science and practical knowledge was therefore antithetical

to the ciassical curriculum identified with a middle class education in the nineteenth

century. This was a cleavage which was to permeate and shape policy in technical

education throughout the century, particularly as such knowledge came to be closely

28



associated with manuallabour and the 'industrial classes." Until science had been

abstracted from its associations with this social context, it was actively marginalised within

the curricula ofboth public and elementary schools. But as Hodson and Prophet (1986)

show, when science was gradually re-introduced into the curriculum of these schools from

the early 1880s it was deeply embedded within the social relations ofcapital.

ln the public schools, modern laboratory science was increasingly practised after

the 1850s. A1though its progress was slow and uneven. as evidence to the Clarendon

(1864), Taunton (1868) and Devonshire (1870-75) Commissions show (1868), it

nevertheless becarne the dominant model for science instruction.· In the public schools, as

Layton notes, "first chemistry, then physics, were re-fashioned to serve the ends ofliberal

education as then defined in terms ofmental training" (Layton, 1986, p. 115). The

development ofabstract, intellectual skills, "purity and social disconnection" formed the

epistemological basis upon which scientific instruction was to advance. For this purpose

public schools began employing science masters and constructing laboratories for

instruction. A1though the same model was used to fashion science instruction in

elementary schools after 1882, Hodson and Prophet argue that it represented an extremely

diluted version oflaboratory science, tending toward a simplistic natura! history or "love

ofnature." Additionally, elementary schools were unable to acquire the equipment

necessary for demonstration or experiments for laboratory science. In practice, because of

its superficial nature and absence or lack ofequipment, elementary science was at best
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reduced to the teaching ofwatered down scientific principles and at worst, a banal natural

history.

The ascendancy oflaboratory science in the nineteenth century was not

uncontested. Both Layton, and Hodson and Prophet, make clear that alternatives did exist,

notably the approach developed by Charles and Elizabeth Mayo within their Home and

Colonial School Society, the 'Science ofCommon Things' (SCT). Unlike laboratory

science, the SCT method employed what was known as the "object lesson." Pupils would

be encouraged to observe, arrange and classifY everyday common objects; skills which

were considered to be preparatory for science instruction. A1though the object lesson

becarne a recurring pedagogical device throughout the century, SCT eventually gave way

to the laboratory method. Layton suggests that this W&S simply because laboratory science

was more adaptable to the purposes ofprofessional science after the 1850s.

Hodson and Prophet disrniss this interpretation and argue that SCT represented an

"empowering" epistemological tool, which threatened to propel those who studied it

(working class children) above their station. For instance, they cite the reports ofschool

inspectors who were a1armed at the level ofscientific knowledge possessed by children

who studied under SCT methods. Inspectorial anxiety was further compounded by the

knowledge ofthe paucity ofscience instruction in 'their' public schools, as reported by

successive commissions ofinquiry frem the 1860s. In Hodson and Prophet's view,

professional science achieved its dominance because it was "designed to develop an elite

who conformed to the image ofthe 'pure scientist' rationalised by the higher orders"
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(1986, p. 175).7 Any model of science that threatened to diffuse scientific leaming

amongst the broad mass of the population was deemed contrary to the aims of State

provided schooling.8

Il is important to understand that many ofthe objections to the inclusion ofscience

within the curriculum, particularly within the public schools, was founded upon the

perception that it failed to develop 'moral' character. As Layton notes "Il might yield

power over material forces ofthe unîverse, but it left untouched 'the greater forces ofthe

human heart'" (1986, p. 115). Hostility to science within public schools therefore reflected

class specific interests; that ofthe embourgeoisment ofthe middle classes. As Wolffe and

Seed suggest:

... if the notion of leadership is stripped of extraneous aristocratic
connotations, then it is possible to comprehend the Victorian public
school for what it actually was; an educational system finely
adjusted to meet the directive needs of a class society that was at
once agricultural, industrial, commercial, and above ail, imperial
(1988, pp. 35-36).

That science appeared unconnected with the formation ofthe human character, that 'it

made the rainbow cold' also provided grounds for hostility to its teaching within

elementary schools. Schooling from the 1830s, as Johnson (1970) and Donald (1985a)

show, was perceived by the early Victorian middle classes (and particularly the

inspectorate) as being primarily concemed with a 'civilising mission.' Schools were

viewed as mission stations, or cultural outposts, aimed at the social regulation'ofa

population ofan emergent industrial society.
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1n this conteX! it is significant that Kay-Shuttleworth viewed the teacher training

colleges he established in the 1830s and 1840s as "pioneers of civilisation," underlining the

cultural dimensions ofthe Education Department's policy from this period. Science not

only appeared irrelevant for these purposes but, given its connections with useful

knowledge, even antithetical. Layton's observation that even "the cultivation of'the

faculty ofobservation' was secondary to the ultimate goals ofreligious understanding and

moral improvement," indicates that science and science instruction had to be carefully

regulated until science had been sufficiently professionalised' in the latter part ofthe

century (1973, p. 25). What 1am trying to iIIuminate here is the idea that "Curriculum

categories are social categories, but they are also related to subjectivities. They help forro

social identities" (Johnson, 1989, p. 99). Il is my argument that until science could be

divorced from its social conteX! as useful knowledge, re-articulated, and then re-presented

in its professional forro as laboratory science, it was considered as potentially subversive

or simply irrelevant to sustaining social order.

Thus, the generation ofpolicy on the provision ofscience instruction in the

nineteenth century was as much concemed with questions ofsocial class and moral order

as it was with the diffusion ofscientific knowledge. In short, policy was directed toward

the careful regulation, diffusion, and access to scientific knowledge. That

professionalisation toward the end ofthe century institutionalised science as a mode of

'mental training,' abstracted from everyday useful knowledge, signaIled its assimilation

within a bourgeois epistemology. As Hodson and Prophet argued, the nature ofthis
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• science was aimed at producing a form of knowledge and a social elite 'rationalised by the

higher orders.' Yet within State provided elementary schooling, policy (e. g. the Rel'ised

Code of 1862) was regulated in such a way that it constrained, if not actively negated, the

diffusion of scientific understanding.9 Further, we must also note that the definition of

science (and technical instruction) that emerged !Tom this period was systematically

gendered. It was a specifically patriarchal domain. Finally, in arguing for the production of

science and scientific instruction as adhering to a process of c1ass formation, 1am

suggesting that this was also integral to the formation of the educational State.

As 1have shown above, science instruction was imbricated with issues directly

related to questions of social regulation and c1ass formation; in short, the re-ordering of

culture. Historically, technical and vocational education policy has always sought 10 creale

or re-order existing social relations and cultural practices which inhibit capitalist growth or

threaten bourgeois moral order. Il is my argument that !Tom its inception in the nineteenth

century, technical and vocational education policy was founded upon this principle and

continues to be so in the present. 1now want to present several studies which show how

technical education articulated with this process.

Mechanics Institutes: Competing Constructions ofthe Technical

Burgess and Pratt (1971) argue that "the establishment ofmechanics institutes in

the early nineteenth century marks the effective beginning oftechnical education" (p. 2).

The origins ofmany contemporary coUeges (technical colleges, polytechnics, colleges of

advanced technology) in their study-, they point out, can be traced back to these
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institutions. created by combinations oflocal bourgeoisie and working men (mainly

artisans).

From the 1820s the mechanics institutes provided one of the main avenues for

technical and vocational instruction in Britain for working men. lU Argles (1964) indicates

that by 1850 there were 610 mechanics institutes nationally, providing technical and

vocational education for over 500,000 working people. A1though they were highly

successful in the first halfofthe nineteenth century, "the nationallack ofprimary and

fundamental education proved an insuperable barrier to their continuing success" (p. 7). Il

By the late nineteenth century they had "Iost their original artisan flavour," many ofthem

being transformed into rniddle c1aSs philosophical and literary societies.

Wrigley (1982, 1986) has also drawn attention to the limitations on technical

instruction created by a national deficiency in elementary education. As she argues

"Britain stood out during the nineteenth century for the contrast between its national

wealth and its educational penury" (1982, p. 164). But this deficiency was only one ofa

number offactors that led to the dernise and eventual transformation ofthe mechanics

institutes after 1850. Other factors relating to c1ass formation, moral order and changes in

the labour process assume greater significance in her analysis.

ln Wrigley's (1986) study ofthe Manchester Mechanics Institute (est. 1824),

several themes are explored. Her argument stems from the prernise that the history of

working class education in the nineteenth century was "influenced by changes in the

production process"(p. 32). By the early 1800s, changes in technology and working
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• practices were generating an impetus for adult education, particularly amongst the skilled

working c1ass (artisans) and sections of the bourgeoisie. 12 However, the primary impetus

for the mechanics institutes came from the intersection of interests "between experimental

scientists and those artisans who worked on scientific instruments" (p. 34). Il was interest

in the scientific principles wlùch underlay the instruments and industrial processes that

artisans worked with that led scientists such as George Birkbeck to conduct lecture tours

for these men. From their inception therefore, the institutes were aimed at providing

instruction in scientific principles underlying crafts and trade, for what has been called the

'labour aristocracy.' Following on tlùs precedent, technical education became increasingly

identified with the upper echelons ofthe working c1ass (mainly managers and foremen),

while science "was becoming an intellectual industry Iinked with the upper reaches of

academic education" (p. 45).13 That is, both kinds ofknowledge came to play an important

role in c1ass formation through educational institutions, whether independent (mechanics

institutes) or State provided (elementary schools).

Il is important to comprehend that although the Manchester Institute was

established with the support of the local bourgeoisie, tlùs did not imply that artisan and

capitalist shared common objectives. The reverse was in fact the case. As Wrigley and

others have shown (Simon, 1960, 1965; Thompson, 1968), the rationale guiding their

involvement did not stem from educational progressivism, but capitalist rationality. Until

the middle ofthe century it was widely believed that Britain's lead in technology inhered

"in the persons and knowledge ofartisans themselves," and that investment here would
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lead to filfther technological advance, efficiency and economic growth. Further, "if

properly controlled, the institutes would not pose a political threat but might, in fact, draw

workers away ITom more dangerous political study" (Wrigley, 1986, p. 38). Through the

institutes, Manchester's bourgeoisie believed it could simultaneously head-off political

unrest amongst its most prized workers and achieve a greater competitive edge over its

national and international rivals. In 50 doing an educational policy contributed to capitalist

growth, worker quiescence and the formation of c1ass relations.

Manchester's artisans held not oruy a different logic for the provision of science

instruction through the institute, but one which was intrinsically opposed to that of its

bourgeoisie. As 1noted above, before the nineteenth century science had always been

embedded within popular culture as 'useful knowledge.' Further, within this social milieu

it had also a strong connection with political radicalism. For Manchester's artisans (and the

working c1ass generally) science offered a potentially Iiberating epistemology which would

"sweep away traditional and obscurantist ways ofviewing the world." In this respect

"scientific and political knowledge appeared as two sides ofthe same coin" (Wrigley,

1986, p. 39). Additionally, scientific knowledge was perceived as both enhancing and

maintaining their existing craft skills at work. Technical education was therefore an

intensely political malter for both artisan and capitalist in Manchester.

That the institutes were faltering by mid century was a function ofthe

contradictory rationales held by capital and labour toward technical education. Wrigley

argues that the increasing intensity ljlld pace orthe advance ofthe division oflabour after
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the 1820s undermined the artisans privileged position at work. ,. The introduction of new

technology, and consequent deskilling, simultaneously "lead to a lasting shift away !Tom

the idea ofteaching workers scientific principles on any large scale" breaking the strong

connections estaljiished between experimental scientists and artisans !Tom which the

institutes originated (Wrigley, 1986, p. 41). Indeed, the professionalisation ofscience

toward the end of the century was but a reflection ofthe separation ofmental and manual

labour occurring within the production process. In this respect, the nineteenth century

witnessed a "complete divorce between working c1ass life and the main currents of

science" (p. 48). With the transition !Tom production based upon what Marx called

"manufacture" to "machinofacture," the bourgeoisie began to lose interest in technical

education as a way of fostering increased productivity and focused instead on education as

social regulation as a means for maintaining social order (Marx, 1954). For example,

Musgrave - quoting !Tom Mr William Williams MP in the House ofCornmons following

the Rebecca Riots of 1846 - elaborates this shift in mood:

... an iIl-educated and undisciplined population, like that existing
among the miners in South Wales, is one that may be found most
dangerous to the neighbourhood in which il dwells, and that a band
of efficient schoolmasters is kept up at a much less expense than a
body ofpolice or soldiery (1970, p. 152).

Further, educational policy began to embody this strategy, as the Report ofthe Select

Committee on Scientific Instruction (1868) shows, technical instruction was to be aimed at

the higher reaches ofindustry (foremen and managers), whilst instruction for the working

classes was to be both narrow, negligible (as the 1862 Revised Code ensured that it was)
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and concemed with questions of c1ass regulation. Thus, policy in this area was aimed at

the recomposition ofthe working c1ass and social discipline.

The Department of Science and Art: Prefiguring Regulation

Summerfield and Evans (1990a) have argued that "nineteenth century educational

reform was based on the principle that the State rnight subsidise, but would not direct,

provision" (p. 8). In other words, the State provided a iTamework witlùn wlùch

educational policy cou1d evolve, but t1ùs was to be descriptive and not prescriptive as it

was, for example, on the continent. lS Green's comparative study ofthe English with the

German, French and US systems suggests that the primary effect of'voluntarism' in

education was to produce the educational State in a Iùghiy decentralised form. As he

shows:

The consequence oftlùs lack of central direction and support could
be seen in terms of the low enrolments and uneven standards in
elementary education, the retarded growth of technical schooling,
and the very slow pace of change of secondary education. Overall,
the education system was characterised by a singular diversity of
institutions and a chronic lack of integration between the various
parts (Green, 1991, p. 208)..

Tlùs general observation is particularly applicable to developments in technical and

vocational education iTom 1850 onwards. For example, the central govemment agency for

scientific and technical instruction untill899, the Department ofScience and Art, in a

Minute of 1859 states that 'It is hoped that a system ofscience instruction will grow up

among the industrial classes wlùch shall entail the least possible cost and interference on
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the part of the State. ,16 As Wrigley argues in relation to the work of the Department,

"state aid was to be "simply auxiliary to private effort" (1986, p. 167).

Argles points out that the "main agency of technical education during the years

after the Great Exhibition was the Department of Science and Art" (1964, p. 18).17 From

1860 until 1899, the Department ofScience and Art examinations constituted the main

route through which artisans and 'the industrial classes' cou1d gain a technical education. 18

The way in which the Department organised its courses and examinations is instructive of

how educational policy contributed to class fonnation over these years. The Department

essentially worked through a system ofgrants to schools. colleges and other educational

institutions (e.g. mechanics institutes), guided by an examination system operating

according to the principle of payment by results, established by Robert Lowe's 1862

Revised Code for elementary education.

Any school or science classes existing or about to be established could apply for a

certified teacher to organise science courses that would lead to the Department's exams.

The salaries ofteachers' were grant augmented according to their professional

qualifications. Classes had to take place in suitable premises, with a minimum often

students in attendance. Overheads, such as rent for accommodation, heating, lighting and

cleaning were to be partly met out ofstudents fees and aid from the Department. Teachers

were able to increase their salaries through the number and level ofexam passes that their

students achieved (i. e. payment by results).19
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However, the system ofpayment-by-results acted to impoverish the content of the

Department's classes ofany 'really useful knowledge' (Johnson, 1979, 1988). That is,

teachers concentrated on repetition ofbasic material in the hope ofincreasing the number

ofexam passes. Further, the content of subjects rarely had a practical application. Instead,

emphasis in classes was given to imparting abstract scientific principles, which were

elementary in nature.20 Argles suggests that as a consequence, employers held former

students of the Department in low regard, noting that neither their productivity nor their

knowledge ofscience and technical subjects had been enhanced as a result ofattending its

classes (Argles, 1964, pp. 37-38). Underlining this perception, Musgrave suggests that a

popularly held view ofthis time was that the "offices and workshops ofthe country were

'its true technical schools'" (1970, p. 65). In this respect, payment-by-resuits can be

understood to have effected forms ofc1assroom processes that severely curtailed the

dissemination of 'useful knowledge' and skill !hat would have enhanced labour's

relationship to capital. 21 Thus, under the Revised Code the Department's activities

reproduced a form ofregulation that, as 1indicated earlier in relation to elementary

education, was aimed at emasculating and containing the education ofthe 'lower orders.'

Thus, it was not that the Department ofScience and Art had mixed success in

developing technical education as conventional historians have argued, but that its classes

were constitutive ofan emerging form ofsocial regulation !hat produced the technical as

an integral element ofc1ass relations. In this respect, while it created a national system of

examinations and classes which attempted to respond to the acknowledged deficiency of
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scientific and technical education within the 'industIial classes.' this was accomplished on

capital's tenns. Constituted this way, the technical came increasingly to be associated with

that segment of the population identified as the 'working c1ass.' Thus. the Department's

activities prefigured the development of an approach to the regulation of c1ass relations

that was to be most fully elaborated with the enactment of the 1902 Education Act and

Secondary Regulations.

The 'Golden Age' ofTechnical Education: Challenging the Boundaries of.Regulation

Before 1go on to examine the implications of the 1902 Education Act and

Secondary Regulations, il is important that 1highlight and give emphasis to developmenL~

over the twenty years from 1880 to the tum ofthe century. These are generally perceived

by histoIians oftechnical education as a 'golden age' where imaginative advances were

achieved in technical and vocational education at the level oflocal school boards. Thus,

Argles comment that during this period "technical education in England made more rapid

strides forward than it had done 50 far" is indicative ofother studies in this area (1964, p.

31). That is, what is notable was not just the expansion oftechnical education itself, but

the heterogeneity which il displayed. This included the appearance ofthe London

polytechnics, technical colleges, and in particular, the gradualliberalisation ofthe grants

system used by the Department ofScience and Art which supported a wide range of

school board initiatives before its c10sure in 1899.

However, as Simon (1965) points out the most significant developments during

this period occurred under the leadership ofloca1 school boards which were established
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• under the 1870 Education Act. While the creation of school boards represented the lirst

tacit moves toward a national system ofgovernance for elementary education, by the

18805 it was nevertheless c1ear that "the School Board system could not be controlled" (p.

159). That is, Church and middle c1ass critics were concerned that these elected bodies

were a1lowing elementary schoC'ling to move beyond the limitations placed on il by the

1862 Rcvised Code and successive Education Department 'Code ofRegulations'

reiterating the 'Standards' for the clementary curriculum (i. e. the '3 Rs' ofreading,

writing and arithmetic and needlework for girls). Particularly in the northern industrial

cities that were the strongholds ofprogressive liberals, the large metropolitan school

boards were actively supporting the development of 'higher grade schools' which

extended both the duration and curriculum ofelementary schooling. Thus, higher grade

schools in cities such as Birmingham, Manchester, Liverpoo~ and Bradford, not only

broadened their curricula to include "mathematics, branches ofscience, and a language"

but a1lowed pupils to stay-on up to the age offourteen or fifteen (p. 177).

Several authors have argued (Blackman, 1990; Simon, 1965; V1aeminke, 1990)

that the higher grade or elementary schools 'movement' began to pose a viable alternative

to the 'secondary' over these years. As V1aeminke argues the:

.. , higher grade schools movement increasingly saw itself as
pioneering a new style curriculum, which was useful but not
narrowly utilitarian, combining practical, technic~ intellectual,
cul~ physical and aesthetic pursuits (1990, p. 60).

According to V1aeminke, the curriculum and ethos ofthese schools was guided by the

'Jogic ofdirty fingers.' For example, in Leeds Central Higher Grade School (the biggest in
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• the country) girls and boys had access to a curriculum containing English, geography,

history, Latin, French, mathematics, a minimum oftwo sciences, drawing, manual

instruction and physical education. religious instruction. German, shorthand, book

keeping. geometry and dressmaking over a four year period. The technical and vocational

education which was constructed for students within these schools was not add-on but

embedded in "access to literary culture and to 'knowledge of their own g1orious

inheritance'" (1990, p. 60).

In this way, higher grade schools represented a significant departure from existing

conceptions ofwhat was expected to constitute both the elementary and technical.

A1though these schools were co-educational, gender did exercise sorne influence over

what was taught to boys and girls. However, attempts to offer girls a different, more

'feminine' curriculum were not always weil received by either parents, school boards or

teachers who perceived subjects such as needlework "a waste ofprecious school time"

(1990, pp. 61-62). Nevertheless, a persistent and enduring feature ofthe curriculum was

its feminisation (Attar, 1990).

Il is in this respect that the development oftechnical education under the auspices

ofthe Iùgher grade schools came to be seen by the members of the Cross Commission

(1885) as constituting 'a.very great abuse' to the voluntary system controlled by the

Church, private, and plùlanthropic interests. Indeed, as we shall see, t1ùs was a view that

was shared by other educational reformers who began to envisage a modified or more

tightiy regulated school system in response to the autonomy shown by the school boards.
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By the 18905. therefore, the "moribund endowed grammar school was facing a

serious challenge fram a vibrant, popular and forward-looking alternative model of

s~onC!a-'yeducation" (Vlaell'.mke, 1990, p. 62). In short, bourgeois hegemony was being

challenged by these local initiatives wlùch were attempting to re-define the version of

secondary education that had emerged from the 18505 and 18605. The passing ofthe 1902

Education Act and the issuing ofthe 1904 Regulations was to stem, undermine and

reverse these advances in both elementary and tp.chnica1 education. In panicular, it was

tlùs legislation that institutionalised the distinction between the technica1 and secondary as

one ofthe defining features ofthe regulatory form ofthe English Educational State

throughout the twentieth century. In t1ùs respect, the 1902 Education Act forros a

continuum with the 1944 Education Act and most recently, the Education Reform Act

(1988). It is to an investigation ofthe effects ofthe 1902 legislation upon schoolingduring

the inter-war years that 1now turn.

The Foundations ofa 'National' System

The 1902 Education Act and 1904 Secondarv Regulations

The 1902 Education Act and the subsequent issuing ofthe 1904 Regulations

constitute a decisive politica1 seulement in favour ofa national system ofeducation and

schooling regulated in accordance with the cultural aspirations ofa national bourgeoisie.

McCulloch has argued that both the Act and Regulations "strengthened the dichotomy

between 'secondary' and 'technica1' education" (1986, p. 39). That t1ùs legislation

margina1ised and 100 to the subsequent subordination ofthe technica1 and vocational
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serves to underline the way that it contributed to the dynamics ofc1ass fonnation that 1

have been exploring in trus chapter. As policy therefore, we can observe that 1902-1904

represents the consolidation ofa graduaI, but nevertheless ineluctable process of c1ass

fonnation, itself the result of the gelling ofcomplex processes ofsocial regulation

designed to inculcate and maintain social and political order. Given its importance, il is

instructive to detail the impact oftrus legislation upon the educatior..l system.

V1aeminke's (1990) account of the effeets of 1902 Education Act and 1904

Regulations is extremely ....aluable here. Like McCulloch (1986), she emphasises that the

technical and vocational received a major setback, being effectively peripheralised witlùn

the educational system. Henceforth, the 'secondary' was to be equated with the c1assicaI-

liberal tradition ofthe universities, grammar and public schools. The other side to trus

policy was, as Surnmerfield and Evans have indicated, that technical education was

"resisted by the arcruteets ofthe refonned system ofsecondary education from 1902."

Additionally, they argue the:

... secondary schools and universities were seen by those running
them as offering varieties ofcultural preparation for a very different
place in the occupationaI, and hence c1ass, structure from those to
wruch the recipients oftechnical ed...l:lIli:..... were expeeted to aspire.
The practical component of teclUlicaI education confirmed its low
status character (1990a, p. 4).

Clearly then, we cao observe the technical and vocational emerging as a distinct aspect of

educational policy during these years wruch had as its focus the regutation ofc1ass

relations.
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Vlaeminke points out that the purpose over wlùch the refonners were "mos! single

minded was to gem:r.te a c1ear and lasting definition ofsecondary education out ofthe

conflicting interests and variants wlùch had developed during the 1880s and 189Os" (1990, p.

64). T1ùs definition ofthe 'technical' was c1ear1y counterposed to that ofthe 'secondary,'

where the "fonner "lOk a poor second place to the latter as specialisation." ln the Iight ofthis

definition, Board ofEducation policy after 1902 was aimed at regulating the boundary between

these two educational forms. In practice, il embarked on a campaign aimed al re-juvenating the

endowed grammar schools, wlùch despite exlùbiting a tendency toward "a collective

deathwish" - through refusing to accomTllodate to the advanœs ofthe 1880s and 189Os

neverthe1ess "were the mos! pr..lInising candidates to acr.ornmodall" that extension" envisaged

by the refonners.22 Thus, while decaying grammar schools ail over the British Isles were given

a reprieve, "ail aspiring mUlÙcipal secondary schools were subjected to minute supervision,

backed up by threat ofloss offunding, in the Board's crusade to turn them into pale inùtations

ofthe more favoured institutions"(199O, p. 66).

Thus, from 1902 the Board ofEducation exlu'bited two overriding policy airns: first, to

methodically rid secondary schooling ofany association with the technical and vocational;

second, to ensure the collformity ofthe sarne schools with the design envisioned ofthem by the

Board. The asymmetrical effects ofthis policy on the rnajority ofworking class children's

schoollives ensured that they "were destined to spend their entire school career in elementary

schools where the curriculum (particu1arly in science) was deh'berately curtailed"(I990, p. 72).

Summing up, V1aerninke argues that:
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Hence elementary education, according to [the] 1904 Regulations,
was primarily to inculcate habits of industry, self-control,
truthfulness and loyalty, and technical education was pushed to the
margins of the formai education system, an optional extra which
could take place either "on the job" or as a part-time, largely
unrecognised activity (1990, p. 73).

Commenting on these developments, conventional historians oftechnical and vocational

education (Argles, 1964; Cotgrove, 1958; Donnelly, 1989; Roderick & Stephens, 1972;

1982a, 1982b; Silver & Brennan, 1988) have tended to focus upon the fact that the 1902-

1904 legislation isolated and definec' what constituted both secondary and technical

education. They have also argued that the technical side ofthe curriculum and schooling

declined in terms ofstatus and public resources devoted after 1902. However, for my

purposes such an analysis is too narrowly descriptive and misses the central pùint that the

Act and Regulations were specifically designed as part ofa wider process ofState initiated

social regulation. First, a concerted attempt is made to fashion what counts as the social

reality ofpublicly provided schooling in accordance with a design imposed from a

particular c1ass perspective. Second, we can observe an educational policy attempting to

deliberately regulate the process ofclass formation through the secondary and technical.

Combined, both ofthese processes work to establish networks ofsocial relations that

express a bourgeois social and political order within education and schooling. As Simon

notes ofthe effects ofthe legislation on subsequent developments, "the Education Act of

1902 rigidly defined differences between elementarv and secondary education. From now

on there was to be no confusion; two systems, each with a distinct social function, were to

47



• run paraUeI to each other; any institutions crossing the lines must be swept away" (Simon,

1965, p. 256).

The Junior Technical and Central Schools: Regulating Class and Gender

The legacy ofthe 1902-1904 settlement has pervaded and shaped English

education policy since. This is most evident ifwe examine technical and vocational

educational policy during the inter-war years. In particular, two developments stand out

which iIIustrate how educational policy was implicated in the formation ofclass and

gender. 1 McCuUoch's (1989) and King's (1990) studies of, respectively, the junior

technical and central elementary schools show clearly that Board ofEducation policy was

aimed at regulating class and gender relations through technical and vocational education.

McCuUoch has shown that:

Technical schooling in England and Wales in the inter-war years
was specifica1ly designed not to be 'secondary' either in status or in
appearance. Its charaeteristic institution at that time was the junior
technica1 school (1989, p. 31).

Junior technica1 schools developed out ofthe London trade schools from 1900. In

1913, the Board ofEducation issued regulations establishing full-timejunior schools,

known as junior technical schools.23 The Board's regulations stipulated that these schools

wereto provide 2-3 years post elementary education (i. e. from age 13-14) with a narrow

emphasis upon technica1 and vocational instruction. By 1937, there were 194 such

schools,' ~-:,h a total population of23,844 students in attendance.24

Four, quite distinct, types ofjunior tecl:1!.;çaJ schools emerged: the first group aimed at

preparing maIe students for entry to a particular group ofindustries (usually engineering or
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building) without restriction on the trade to he followed; second, 'trade sehoots' prepared boys

and girls for entry to specifie occupations, tending to emphasise eraft work in their cunicula;

third, 'junior housewifery sehools' trained girls for home management; fourth, 'junior

commercial sehools' prepared both boys and girls for different pointed of'entry to commercial

life,' reflecting the growing need for sex differentiated office slaffsince the end ofthe

nineteenth century. Quite explicitly therefore, these sehools institutionalised both c1ass and

gender relations. It is a1so important to take note ofthe fact !hat they were c10sely tied to local

labour markets whieh deterrnined the form and content ofinstruction. Thus, a1though the

production ofc1ass and gender relations regulated their educational activity, this was itself

highly segmented by being defined through "local needs."2.1

The curriculum ofthese sehools was primarily vocational in orientation but a1so

ineluded subjects sueh as English, hislory and geography, a1though as the Hadow Report

(1926) emphasised, these subjects were to he made "practical" wherever possible. Therefore,

there were IWo "sides" to the junior technical sehoo~ a craft and/or technical side and English,

hislory and geography which according to the Board "are either directly useful in an

occupation or necessary to e1ucidate its place in the texture ofhuman Fie and society"(Quoted

in McCulIoch, 1989, p. 32). Sueh stress on the practical in these subjects was intended to

differentiate the curriculum from !hat ofgrammar sehools. Significantly, unIike the grammar

schools, the junior technical sehools were barred from having their students extema1ly

examined although it was general practice for them to set their own internai exanùnations. 26
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Further, the schools were usually housed in the same building as technical coUeges and "were

regarded as the junior department ofthese larger institutions" (p. 33).

These constraiIÙng institutional relations therefore ensured that juruor technical schools

"differed greatly in their scope and design from state secondary schools" (p. 34). In short, they

embodied and sustained what 1have calIed the political settlement of 1902-1904. In so doing,

they fixed and perpetuated a peculiarly English version ofthe technical and vocational within

schooling, which was largely concerned with training and "c1early mvoured the utilitarian,

instrumental, directly vocational charaeter oftechIÙcaI schools" (p. 37). Additionally, as Silver

and Brennan (1988) have pointed out, they "diverted pressures for practical, vocational and

job-related forms ofschooling away from the granunar schools" (p. 156).

King's (1990) research reveals a furtherdimension to Board policy during the inter-war

years by showing how a particular version offemininity was construeted as a dominant social

relation through technica1 and vocational education. Her study focuses upon the central

elementary schools which provided technical and vocational instruction for boys and girls

during the inter-war period.

Central schocls were the successors to the higher elementary or higher grade schools

tbat developed primarily in London from the 1880s. Promoted under the auspices ofthe local

State (in King's study, the London County Council (LCC) from 1904), these schools

endeavoured to provide advanced instruction for working class children from elementary

schools. Because oftheir ilIegality under the 1870 Act, the Board issued regulations in 1901 to

restriet their growth. In an attempt ID circumvent this policy, the LCC chose to continue with
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their development under the elementary code. A1though the Lee lost its right to a higher grant

for these schools (thus restrieting staffpay and equipment, elÙarging class sizes and imposing

shorter holidays), it nevenheless assumed greater control over direeting their development. By

1918, the year of the Fisher Education Act, there were 300 central schooIs nationally (51 of

them operating within London) preparing students for "irnrnediate ernployrnent.,,27

Whereas these schools varied according to their technical and vocational orientation

King argues that the Board and local education authorities constantly clashed over their role

and functions.28 As may be expected, the source ofthis conflict centred on the definition ofthe

technical and secondary (i. e. class relations). The Board required !hat central schools rernain

essentially pre-vocational in character and subject to the elernentary code - once again

reasserting ilS view "that technical and vocational education were suitable for a working class,

but not a middle class, clientele" (King, 1990, p. 71). Local education authorities, such as

London, Bradford and Leicestershire wanted to allow their central schools to broaden

instruction and prepare students for higher education - the traditional province ofsecondary

education. Despite this conflict, the Board, local education authorities and ernployers were

unarùmous in believing that boys and girls in these schools should 1101 have access to the same

educational experiences. As King puts it "the education provided in the Lee central schools

was in forro and content highly gender-specific" (p. 82).

The implications ofthe genderisation ofthe curriculum in central schools is evident

both in Board and Lee policy, inspectors reports and the actua1 structuring ofschool curricula

One means for ensuring a gendered approach to the formation ofeducational experiences is to
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invoke a policy ofsingle-sex schooling. This is exactly what both the Board J.h,' !"ee

advocated for central schools during the inter-war years (despite a tendency to integrate State

provided elementary education). Significandy, the justification for this policy orientation was

based upon the view that the proportion oftirne aIIocated to practical work should not only he

different for boys and girls but that subject work itself(particularly science and technical

subjects) would require different methods ''with the sex ofpupils." For exarnple, poln:yon

science teaclùng invariably pictured girls as being unable to cope with either the theoretical or

experimental; in practice, girls science was a1ways referred to as "elementary" and tended to

nature study, requiring less expensive resoUPCeS !han the chemistJy and physics taught in the

boys' central schools. Ultirnately, the "supposed technical bias for f'Ïrls invariably emerged as a

correlation with the domestic aspects of science" (p. 82).

Even witlùn the general subjects ofthe curriculum, Lee Inspectors' reports show a

distinctive perspective on gender. In geography, while boys were laught about the world

distribution ofcommodities, girls had to suffer the "geography ofthe breakfast table and the

Christmas pudding." Likewise, in Iùstory the inspectorate advocated the 'study ofman's

activities and oflùs overcoming obstacles in the creation ofcomforts to lùmself but were more

than hesitant about this being taught to girls. At one school an inspector observing an English

c1ass noted how "the boys excelled in c1ass debate while girls devoted tirne to performing plays

in a 'simple and childlike way'" (p. 83).

In central school with a commercial bias similar patterns prevailed. For girls "the main

aim oftheir commercial education was to teach the monotonous, low-status elements ofoffice

52



work," a practice justified through the assertion that such instruction was relevant to their

"inevitable" destination and "natural" place within the labour market (p. 86). Commercial girls'

schools therefore concentrated upon lyping and short-hand, while boys' schools focused upon

economics, commerce and accounting. Central schools with an industrial or technical bias

"emphasised the domestic subjects considered appropriate feminine preserves and taught

'skills' which might be transferred to the home" (p. 88).29 Further, evidence trom the Hadoll'

Report (1926), LCC inspectors' reports and oral evidence from interviews conducted by King

with former pupils "confirms thàt the time-table was dominated by cooking, laundry, c1eaning

and sewing" (p. 91). Such policy was implemented inspite ofthe fact that women throughout

this period constituted 30% ofthe labour force and that over a fifth ofail women did not

marry. 1t is likely, therefore, that given the choice women would have remained "in paid work

ifthey had been given the training, opportunity and freedom to take skilled, well-paid

employment" (p. 89).

King argues that the central schools experiment was caught up in an irreconcilable

contradiction between progressive educational ideals (providing technical and vocational

training for girls) and the ideological practices offemininity which equated women's work with

service functions within the domestic economy. As she argues:

The forms oftechnical education offered girls in the central schools
marked a new acceptance of the need to train females for Iimited
economic independl:nce [...] Howevel, the technical training
provided in central schools simultaneously reflected and contributed
to a strengthening and remoulding of the sexual division of labour
in paid work and in th~ home (1990, p. 93).
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ln Ihis way, policy relaling 10 Ihese schools during the inter-war years can be seen 10 be

attempting to construct and reproduce definitions offernininity 'naturalised' to fit divisions

of labour within the home and labour market. To this extent, the central schools of

London simultaneously contributed to and sustained the formation ofclass and gender

identities through technical and vocational education which continue to dom'Jlate the

school curriculum today (Attar. 1990).

This process ofclass and gender formation which the junior technicai and central

schools exemplified was to underlie the development of the post-war social democratic

settlement in education. This was expressed most cogently in the publication of the

Norwood Report (1943). A cursory glance ofits recommendations reveais a concem to

secure and sustain the 'English tradition.' embodied in the public and grammar schools,

whilst simultaneously atielilpting to reconcile the role and purpose oftechnical and

vocational education within a reformed secondary education that was to emerge in the

afterma\b ofwar.

Norwood's response to this problematic was to envisage a system ofsecondary

education grounded upon 'three kinds ofrnind' and correspondingly, three types of

secondary school: the secondary modem, the secondary technical, and the grammar.30 This

recc·mmendat:on formed the basis for the 1944 Education Act, and consequently pro\ided

the strùcture of the English education system in the post-war period until comprehensive

reform in the rnia-1960s. Although each type ofschool was to have 'parity ofesteem'

within the new tri-partite system, in praetice grammar schools assumed the position of
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primus ilIIerpares. However, while secondary technical schoC'ls were launched in the post

war years, by the mid 1960s they began to falter and fade.3J Consequently, weil before the

advent ofcomprehensivisation.. "National secondary provision was bipartite rather than

tripartite" (Bailey, 1990, p. 97).

The legacy ofthe nineteenth century was therefore to establish a pattern of

educatioual provision in which the technical and vocational was deeply implicated in the

regulation ofclass relations. Indeed, "the development of technical educa~ion in this

century has [...] largely failed to break out ofthis mould" (Green.. 1991, p. 23).

The Post-War Social Democratie Settlement

\'!hile 1 recognise that the Iiterature on the post-war socia! democratic settlement

in education is elCtensive, it will not be my purpose to revit:w it here. Rather, my intention

is to outline the significant elements ofth~ pattern ofsocial regulation that constituted it as

this was expressed in the formation ofthe post-war educational State. For this purpose, 1

have chosen to rely on the account ofthis process given by the Centre for Contemporary

Cultural Studies (1981), Dale (1989), Education Group Il (1991), Grace (1995).

Despite the hoid over the secondary curriculum that 'English tradition' was to

exercise through the 1944 Act, the post-war period was marked by a profound

transformation in the politics ofthe English educational State. That is, from 1944-1976

English education and schooling was defined through the politics ofsocial democratic

State forms that were decentraiised. This installed a new educational politics that was

adhered to by the major political parties, teachers' professional organisations, trade
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unions, and local govemment. This produced a national consensus over not only the aims

and purposes ofschooling but how it should be organised. By the 1960s this consensus

was expressed through several, interrelated, developments that combined to effect a

particular understanding ofthe technical.

The l'irst such development was progressivism. Dra\\ing its major intellectual

impulses from the Montesscr: school movement, the work ofDewey and Piaget,

developmental psychology, and child-centred pedagogy, progressivism became the

dominant ideology ofthe clllSsroom teacher. Although this ideology is most popularly

expressed in its 'child-centred' pedagogy, progressivism has also been associated vnth

more open, democratic styles ofschool organisation and leadership (Grace, 1995).

However, the widespread adoption of progressive t"aching practices would not have been

possible without the professionalisation ofthe teaching workforce. As Lawton has noted,

the 1960s was "the Golden age ofteacher control" (Lawton, 1980, p. 22). That is, while

gro~ving professionalisation had important implications for the internai structuring and

organisation ofteachers' associations and umons (Lawn & Whitty, 1992), its major effect

was to alIow them substantial autonomy and control over their immediate work process.

Dale (1989) has referred to this as "licensed autonomy," which, unlike the "regulated

autonomy" that characterised the period following the 'Great Debate,' depended upon

"teachers' professionaljudgement, taken on trust or hallowed by tradition" (p. 133).

In alI ofthis it is important to take into account the reorganisation ofgovemance

that was developing within the educational Strite. Under the!902 Education Act, the
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• existing School Boards had been re-organised into Local Education Authoritits (LEAs)

(these were part oflarger administrative units called 'Local Authorities') which assumed

responsibility for organisation and financing ofschooling. Although initially they had been

subject to tight central control, ....ith the enactment of the 1944 Butler Education Act they

becarne increasingly autonomous. Thus, !Tom 1944 until the early 1980s LEAs were the

primary mediators ofnational educational policy. The axis formed by central governrnent,

LEAs, and teachers' professional associations/unions, which Lawton (1980) a'ld Simon

(1991), retèr to as a consultative "partnership," cou!d be seen to constitute the English

educational State over these years.

The decentralised character ofthis 'partnership' was nevertheless subject to

effective extra-local control through the Department ofEducation and Science (DES). In

particular, the DES initiated the shift !Tom the tripartite system ofgrammar, technicll1, and

secondary modem schools enacted by the 1944 Act, to comprehensivisation in the mid

1960s.32 This re-orientation in policy was of historical significance, in that it not only

represented a fundarnental break with the system ofselection (and psychological testing),

but a weakening ofthe instituticnal boundari;;:s that had maintained the separation ofthe

'secondary' !Tom the 'technical' since the late nineteenth century. It is also important to

recognise that comprehensive reorganisation was not only modelled on developments in

LEAs (particularly in London) !Tom the 1950s, but was seen by educational professionals

as the organisational expression of progressivism. In technical education these

developments were expressed in the revival ofa 'liberal vocationalism: which as
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McCulloch (1990) notes, was given its most complete stateme,1t in the Crowther Report

(1959). Because Crowther's notion ofan 'alternative road' fortechnical and vocational

education was to profoundly influence the character of technical provision within

secondary schools during its social democratic era, il is worth briefly considering its

recornmendations.

The Crowther Committee was essentially concemed with Iwo problems: first,

defining an alternative approach to technical and vocational education whieh was neither

narrowly vocational, nor imitated the academic grammar school model, but which was

'practical' in orientation; second, to systematise and introduce a coherent route ITom

secondary to further and higher education. lt was within this conteld that the Crowther

Committee defined the following themes as constituting an 'alternative road' for the

technica1. First, it "sought an educational rather than a vocational rationale for its growth"

(McCulloch, 1990, p.l 0). Second, it aimed at embedding the technical and vocational

within a general education which aïrned at nurturing a "broad scientific curiosity." Third,

it was to he primarily practical in orientation working ITom the specific (applications) to

the general (theory), rather than vice versa. This last prescription was based upon the

Committee's view that there were 'Iwo kinds ofmind' (c.r. Norwood Report), the

'acade11llè' and 'other minds which cannot grasp the general except by way ofthe

particular, which cannot understand what is meant by the mIe until they have observed the

examples' (quoted in McCulloch: 1990, p.9) ln this way, McCulloch (1986) argues that

Crowther was in the tradition ofBryce and Spens who "argued an important role for
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technicaI e.Jucai:Cll a! tr.e sccondary le."el ;:lot so much for utilitarian or vocational ends

but rather fCi" "0cial nlobility and personal development"(p. 43).

The nolioit of the technical that emerged tram Cro....ther was therefore c1early

embedrled within an educational progressivism. Indeed, several educational historians and

researchers have pointed to the legacy ofthe alternative road in developments such as the

Schools Council'~ Projec: Techn%gyand TVEI (McCulloch, Jenkins, & Layton, 1985;

Williams & Ycomans, 1994b). However, we need to remind ourselves that the concept of

the alternative road did not only issue trom the same administrative elite who defined the

main contours ofthe 1944 Education Act, but that it implicitly retained the traditional .

distinction between the secondary and technical through its notion of 'two kinds ofmind.'

It is in this respect that while the Iiberal vocationaIism ofCrowther may have posed an

alternative road within the social democratic era, this nevertheless articulated with an

historical process that continued to be concerned with the social regulation ofc1ass

relations.

This implicit bifurcation was to be stridently re-asserted with the shift to what

~ociologists ofeducation labelled the 'new vocationalism' during the I970s. This was

signalled by the 'Great Dehate' on education which marked the beginning ofthe demise of

the social democratic era. Initiated by a Labour Prime Minister in 1976, it generated a

fundamental re-evaluation ofthe aims, purposes, and organisation ofsecondary schooling.

ln particu1ar, the Green Paper Education in Schoo/s (1977) which flowed from it mapped

out the new policy regime which the State was c1aiming for the countJy's children
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(Donald, 1981). As the Conference of So-:ialist Econol1Ùsts (CSE) State Group (1979)

have noted, the Great Debate "has been the politics of rcaching a consensual defin:tion of

the needs of (capitalist) industry as the needs ofpupils" (p. 71). Il is in this respect the

'new' politics ofeducation that has gradually been iastalled ~_"1ce the rnid ! 970s 

particuIarly under successive Conservative govemments since 1979 - has in many respects

reactivated a retum to historical patterns in education and schooling that were

characteristic ofthe nineteenth century.

Conclusion

ln this chapter 1have developed an analysis ofEngIish technical :md vocational

education policy which departs in empbasis from conventional historical accounts. That is,

1have argued for an approach which understands tedmical and vocational policy as

expressing an historical relation that is integrai to social regulation and the formation of

class (and gender) relations under capitalism. This relation, as 1have shown, has not ooly

generated different institutional forms, but has determined both the content and dominant

practices ofthe technical cuniculum since the beginning ofthe nineteenth century. 1have

also suggested that this regulatory process has not been without sorne contestation.

Indee<!, as 1demonstrated in relation to the mechanics institutes, from its inception

scientific and technical education bas been the site ofpolitical struggles over the

cuniculum that have turned on what wa~ to constitute 'useful knowledge.' However,

where independent or locally organised forms ofeducational provision have attempted to

move beyond the limitations that the relations ofc1ass and gender have imposed, as in the
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so called 'Golden Age' (l880-1900) oîtechnical education, then powerful interests

mediated by the educational State have deveioped pa!icy to contain and black such

initiatives.

A second element of my analysis focused on the way in which the practices of

technical education have served as part of the means of social regulation that continue to

be integral to the formation ofthe English educational State. As 1showed, tbis has

assumed three distinct modes or phases since the early nineteenth century that were

expressed through private and philanthropie initiatives or 'voluntarism;' the emergence of

a unified, national administration to co-ordinate funding and the implementation ofpolicy;

and a social democratic phase in which the educational State matcrialised through

'decentraiised control.' As 1noted in the introduction, the fourth and contemporary phase

in which the educational State has been increasingly expressed through the relations of

enterprise, will be explored in chapter three.

This chapter has also argued against both the dooùnant, utilitarian, conception of

technical education as merely preparing the 'working c1ass' for productive work, and the

popular 'liberal vocational' perspective. What it bas shown, in the first instance, is how

forms oftechnical education have contributed to the formation ofthe working c1ass as

subordinate and 'Other' to bourgeois culture. Second, it undercuts the notion that Iiberai

alternatives (e.g. Crowther's 'alternative road') have constituted a major departure from

the dominant path in !hat these have also been embedded in the same problematic ofsocial

regulation and class formation. Thi~ last point will be further explored in my critique ofthe

61



progressive etlios ofTVEI which begins in the next chapter. That is, mainstream

approaches to TVE! have consistently argued that its espousal of progI essive, child-

centred, pedagogies articulate it with not only a liberal vocationalism, but

comprehensivism and the era of social democratic schooling. By contrast, 1will argue that

when we consider hall' TVEI used progressive practiccs to construct versions of

enterprise education, we can see that it was more ofa mask for coopting progressivism té>

a process ofcapitalist regulation. Thus, as the epigram that begins this chapter suggests,

we need now to explore how this mode ofregulation was 'not just about people for

industry [...] it is more likely to be about people for business and enterprise.'

NOTES

Il. Woolhouse, Director ofTVEI (Woolhouse, 1984, p. 135).
2Huxley, Samuelson and Play1àir were key figures in the technical education movement from
the middle ofthe nineteenth century. AlI three originated from bourgeois backgrounds and can
he considered as "political servants" (Corrigan, 1977) of the State. Towards the end of the
century V1aeminke (1990) suggests that the social bases of this 'movement' had widened
considerably to include sectio~ of the labour aristocracy and the lower middle classes. This
coincided with what ArgIes (1964) refers to as the 'golden age' (1880-1900) of technical
education.
3 Christopher HiIl's (1958) study ofthe inteUectuaI origins ofthe revolution ofl640-1 660
shows how political and 'scientific' discourses infused one another.
4 Oxford and Cambridge throughout the nineteenth century were dominated by an aristocratic
ethos which they shared with the Clarendon schools. The production of'gentlemen' for
leadership (ofthe empire) being one oftheir primary objectives. Science and engineering were
held in low regard. Professorial chairs in engineering, for example, were not established in
either institution untill875 (Cambridge) and 1908 (Oxford).
5 Such a division ofcourse corresponds to a much broader tendency in the early capitalist
labourp~ extensively detailed by Bravennan (1974), Littler (1982), and Nichols (1980),
to separate conception from execution, mental from m.::nuallabour. This process itselfmust he
recognised as being gendered (Oakley, 1976; Rowbatham, 1976).
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6 The Clarendon Commission found that of the nine major public schools, few gave more than
two hours per week to science as against eleven for the classics. Rugby, the most 'progressive'
ofthese schools, appointed a science master in the early 1850s and had built a science
laboratory. But even here the science master complained ofscience (maths, physics and
cheoùstry) being "crowded out" by Latin and Greek studies (Roderick a'ld Stephens, 1972, pp.
26-40). The Taunton Commission (1868) found that "only eighteen ofthe many hundred
secondary schools it investigated did as much as four hours a week ofscience" (Argles, 1964,
p. 54). The results ofthe Devonsmre Commission's (1870) survey of 123 secondary schools
showed that less !han 30"10 were teaclùng science and that oilly thirteen possessed a laboratory.
Roderick and Stephens conclude that "The overa11 position in the public schools ofEngland
llfOund the 1870s was that science was taught in fewer !han 20"10 ofthe schools and to fewer
!han 10"10 ofthe pupils" (Roderick & Stephens, 1972, p. 38).
7 Layton argues that toward the end ofthe nineteenth century "Science was an open society"
characterized by "a feUowslùp wmch transcended the more worldly barriers ofrank and
employment" (Layton, 1973, p. 31). Ifwe accept that t1ùs 'feUows!ùp' was exclusive1y male
and middle class then we oùght accept ms observation. In reality ofcourse it systematically
excluded women and increasingiy, the 'industrial classes.'
8 The effective emasculation ofthe elementary curriculum brought about through Robert
Lowe's 1862 Revised Code, and the introduction ofan examination system based upon
'payment by results,' represents an early policy move in t1ùs direction. Il is aise ofinterest to
note the class nature ofthe Education Department at t1ùs lime. That is, while introducing
payment by results into the State supported sector, the Department chose to ignore the
recommendations ofNorthcote-Treve1yan (1854) that competitive examinations be used in
appointment procedures to civil service positions. As (Johnson, 19713) shows, appointment to
the Education Department was by patronage until the turn ofthe century.
9 Ofthe 1862 Code, Robert Lowe observed that "we do not profess to give these children an
education that will raise them above their station and business in Iife; that is not our object, but
to give them an education that may fit them for that business" (quoted in Summerfield &
Evans, 1990a, p. 8). Clearly then, the Code was specifically concerned with the social
regulation ofaccess to types ofknowledge and schooling (particu1arly scientific knowledge),
and therefore class fonnation.
10 The other was the Department ofScience and Art (1853-1899), established in response to
the threat offoreign competition witnessed in the Great Exhibition of 1851. The overlap
between these two bodies was quite extensive, given that the DSA's examinations were taken
in mechanics institutes and other evening classes throughout the country.
Il Cotgrove explains that t1ùs was primarily due to "the fàilure ofthe elementary schools to
teach any basic science on w1ùch scientific and trade instruction couId be built" (1958, p. 31).
Consequently, instruetors were confronted with large classes ofworking men whose scientific
education was rudimentary al best. In t1ùs respect, Cotgrove argues that technica1 education in
particular was rea1Iy "continuative" i.e. aimed at redressing the Jack ofscience education al the
elementary level. T1ùs in turn had two implications: first, only very basic instruction in scientific
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• principles could take place (Iack ofequipment compounding this problem); second, the shallow
nature ofinstruction underrnined the central aim ofthe institutes to teach scientific principles
underlying the trades ofworking men. Thus, lack ofrelevance became a critical issue in the
decline ofthe institutes after the 1850s. These were general problerns confronting technical
education throughout the nineteenth century.
12 Given aristocratie and Anglican distrust and antipathy towards forrns ofpopular education, it
was rnainly non-conforrnist industrialists and Whig politicians who advocated lirnited
educational provision for skil1ed workers.
1, Cotgrove (1958) points out that ITom the Select Committee on Scientific Instruction (1867
68) c1ear connections were made between instruction in scientific and technical principles for
supervisory grades and managers, while no more !han an 'efficient' elementaly education
should he provided for the 'industrial classes. ' This theme carried through to other
parliamentaly inquiries, notably the Royal Commission on Technical Instruction (1884). By the
late nineteenth century, technical education was fracturing wim changes in the c1ass structure.
For example, Musgrave teUs us that "Technical education for the upper 1evels ofthe labour
force rnight stiU he seen as genera! principles, but at the 10weT levels to teach practice was now
becorning eustom" (Musgrave, 1970, p. 69). To meet these demands for instruction in
'principles,' the development ofthe civic UlÙversities, such as Owen's CoUege (Manchester)
and the London Polytechnics, provided specialized training for supervisors and managers
within technical education after the 1850s.
14 The transition from a production process based upon craft skills, to one which was capital
intensive began from the 1820s. Severa! strategies were used by employers to generate this
transition: first, unskiIled labour was trained for serni-skilled jobs; second, increasing nurnbers
ofapprentices were ernployed, breaking the traditional hold artisans had over their recruitrnent;
finaIIy, the 'piece-master' system was introduced. The effects on artisans were dramatic, in the
satellite town ofOldham (Lancashire) between 1846-1861 the proportion ofskil1ed workers
declined from 70% to 40%. Further, the 1851 lockouts in Manchester and other northem
industrial cities represented a political defeat for skil1ed workers in engineering, textiles and
chernicals, being forced back to work under non-UlÙon codes (Wrigley, 1986).
IS The voluntary charaeter ofeducation and schooling in England bas been an enduring
characteristic ofschooling in that country until only relatively recently. However, as Johnson
points out, "Local peculiarities have provided further dilferences which privilege bas been able
to colonize. In the Iight oflocality, social inequality appears merelyas geographic diversity. It
bas been bard for excluded groups to fàthom the social significance ofaU the local variations.
Local complexity bas given further advantages to a kind ofeducational insider trading. As
usuaI, the reaIIy decisive knowledges have rernained infonnal, uncodified, implicit, and
therefore unavailable to those who do not know the rules" (Johnson, 1989, p. 100).
16 Quoted in Roderick and Stephens (Roderick & Stephens, 1972, p. 13). It is interesting to
note the association dmwn in tlùs policy statement between technical education and 'the
industrial classes.' This connection repeats again the emergent dichotomy between 'secondary'

64



(i.e. grammar) and technical education that was to be fixed in the 1902 Education AC! and the
Secondary Regulations issued in !904.
17 The Department ofScience and Art was established in 1853, with Lyon Playfair as one ofits
joint secretaries (responsible for science). OriginalIy part ofthe Board ofTrade, it was
transferred in 1857 to the Education Departmenl. While the Education Department was to be
responsible for the promotion of primary education, the Department ofScience and Art was to
eilcourage secondary ana technical education. A1though the Education Department (in
Whitehall) ailer this time was the senior agency, the Department ofScience and Art enjoyed
&;bstantial autonomy (in its offices in South Kensington) until its abolition in 1899.
18 From 1853 until1859 the work ofthe Department ofScience and Art was severe!y limited
through lack offunds -it received only .f868 over the entire period. However, a1though in 1859
the Department only recognised six subjeets as qualifYing for its financial aid, in 1864 this had
increased to twenty-three. The subjeets were: geometry, mechanical drawing, building
construction, physics, chernistry and natural history. The teaching ofphysics and chernistry was
encouraged through larger allocations offinancial assistance. These six subjeets constituted the
basis ofthe Departrnent's technological examination system. From the early 18605 then, the
Department's work expanded considerably, so!hat by 1899 (when it was incorporated into the
newly established Board ofEdueation) it was disbursing agrant of.f200,OOO on technical
education each year; the number ofstudents receiving instrv<:tion in its classes exceeded
170,000.
19 Two problerns confronted teachers taking the Department ofScience and Art's science
classes. First, because ofthe low status ofscience and technical subjeets in univ.:rsities and
secondary schools, man'l were self-taughl. Consequently, the level ofinstruction varied
enormousl'l. Second, few were able to eam a living income from teaching science classes. In
1871, of828 teachers, the rnajority eamed less than HO a 'lear; only 26 had earnings ofover
.fi00. For most teachers, the Department's classes supplemented their income from other
sources, such as work in elementary schools.
20 Cotgrove explains Ibis was due to "the fuilure ofthe elementary schools to teach an'l basic
science on which scientific and trade instruction could be built" (1958, p. 31). Thus, teachers
were mainl'l confronted with classes ofstudents whose scientific education was rudimentary at
best. This situation did not alter until science, belatedl'l, was made a compulsory subjeet in
elementary schools in 1896 (Uzzell, 1986, p. 151).
21 Payment b'l results was replaced b'l a system ofinspection after the 1880s.
22 This was the finding ofthe Royal Commission on Elementary Education or 'Cross
Commission' (J 887-8) which viewed the higher grade schools as a direct threat to fee
paying grammar schools (Blackman, 1990).
2.' The Board'5Regulations conceming these schools were primaril'l restrictive in nature and
"were intended to keep them 'true to type' and so prevent any tendency for them to develop as
rivais, through imitation, ofsecondary schools 'proper'" (Bailey, 1990, p. 104).
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2' Junior technical schools were distributed unevenly around the country, most being
concentrated in London where they aeted as 'feeders' for the polytechnics and senior technical
and commercial institutes.
25 McCulloch (1989) does not examine the dynarnics ofgender within these different types of
school, even though as Bailey (1990) has pointed out, girls formed the majority ofstudents
within both the trade and commercial jwùor technical schooIs. King's (1990) study, provides
sorne very useful evidence on tJùs in her study ofthe London central schools.
26 For example, students attendingjunior technical schools were disallowed from taking a
foreign language, which was necessary in order to matriculate from secondary education. This
one absence from jwùor technical school curricula effectively debarred stùdents from higher
education.
27 Although the Aet's major recommendations were never implemented (e.g. the raising ofthe
schoolleaving age to fourteen; staying on until sixteen and the provision ofsorne form of
advanced, post-elementary schooling), it did a1low local education authorities to experiment
with their own educational initiatives; central schools representing such a development.
28 For exarnple, central schools differed according to whether they were selective or non
selective. Further, their curricula were oriented to the needs and conditions ofthe local labour
market. Consequently, there were central schools with a 'commercial bias' (the most pollular),
'industrial' or 'technical bias.'
29 From 1927, because ofthe overwhelming popularity of the commercial and the slow
advances made by the industrial or technical schools, ail LCC central schools were rcquircd to
introduce a non-commercial side - "science and industrial for boys, domestic for girls" (King,
1990, p. 88).
30 Norwood was the architeet ofthe post-war secondary education system which was enaeted
in 1944. FoUowing in the tradition ofearlier reformers his primary concem was to ensure the
integrity ofthe 'secondary' within the post-war educational system. It is also interesting to note
!hat "he held up 'Boishevism' as an enemy which elementary education had kept out of
Britain" (Corrigan, 1977, pp. 377-78).
31 It was presumed tJùs occurred largely because ofcomprehensivisation from the 1950s and
particularlyafter 1966. However, McCulloch (1989, 1995) argues!hat what was more decisive
was the ambivalent policy ofthe Ministry ofEducation and negative attitudes ofboth
employers and parents who tàvored a pure secondary education.
32 Under the 1944 Act, junior technical schools were given secondary status. However, as
McCulloch (1989) has shown, secondary technical schools were to be a short-lived
experiment. This was not least because ofthe ambiguity expressed by policy emanating
from within the new Ministry ofEducation (est. 1944). For example, issues of selection,
assessment, staffing, resources and rationale plagued these schools. Because ofthis
equivocation at nationallevel, local education authorities were 1eR to implement their own
plans, and these were at best "patchy." These problems combined to undennine the
position ofseparate secondary schools, so that in practice the "idea ofbilateral secondary
schools, grammar-technical and technical-modem, was therefore quite widely tàvoured"
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(McCulloch, 1989, p. 63). Thus, by 1958 less than 40% of LEAs rnaintained secondary
technical schools with a student enroUrnent on.7% of the total secondary school
population.
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CHAPTER3

THE NEW CONSERVATiSM, EDUCATION AND TIIE POUTICS OF DECLINE

A1though the relative dccline of the British cconomy staned a long
time ago. during the laIe lùnelcenth ccntury. il bccame mosl visible
after the Second World War. Bv the 1960s and 1970s the dccline of

enterprisc - for !ha! is ",hal is a~ issue· had bccome a major problem. 1

ln 'he preceding cha!'ter, 1argued for an analysis oftechnical and vocational

education policy that emphasised its relation to processes ofsocial regulation and c1ass

formation. 1tried to identifY some ofthe different forms this regulatory process has taken

since the beginning ofthe nineteenth century. This chapter focuses on how, in the

contemporary ers, this relation has been expressed through the construction ofan

'enterprise culture' within British politics and society. 1will argue that the emergence of

TVEI is a central element in this development, and thus in the ongoing transformation of

modes ofcapitalist regulation through education.

By the mid 19805, enterprise was a term that had come to dominate govemment

policy in virtually aIl its areas ofaetivity, especially those related to the reform ofthe

public sector. Whether it was education and training, health care, social security or even

prisons, the creation ofenterprising individuals - or as Lord Young (1992) calls them

'intrapreneurs' - became the focus for the construction ofan enterprise culture in Britain

from the early 19805 to the present. This has prompted MacDonald and Coffield to note

that, UA few years ligO the word 'enterprise' was fashionable; it has now become pervasive

and is in danger ofbecoming compulsory or at least very difficult to avoid" (1991 p. 18).

In order to understand TVEI, then, we need to investigate this thing caIled 'enterprise.' To

do this, we must first appreciate how it was that enterprise was connected to an emerging
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• politics ofdecline during the 1970s and 1980s. In turn, this will necessitate consideration

of the 'ideology ofthe New RighI' (Levitas, 1986b) that came to saturate both politics

and policy in education from the Great Debate (1976) to the present.

Consequently, the chapter will have three sections. The lirst section deals with the

origins of the concern with industrial deciine and how it has been re-interpreted and given

its modern character witlùn the work of lùstorians and other academics. As 1show, of

particular importance was the analysis advanced by M. 1. Weiner's }.'nglish CI/ltl/re and

the Decline a/the Indl/strial Spirit, 1850-1980 (Weiner, !~81). The significance oftlùs

work for my purposes was that it not only synthesised and reproduced the dominant

understanding ofthe causes ofBritish decline in the 1970s, but that it was assimilated

witlùn an emerging politics that was to shape the educational policy throughout the 1980s

and 1990s. Second, 1discuss what dimensions the decline thesis assumed witlùn the' new'

Conservatism that was to dominate British politics and society from 1979. My argument

here is that the political plùlosophies through wlùch the new Conservatism was constituted

(principally neo-liberalism and neo-conservatism) delined the parameters and possibilities

for policy - including in education - designed to hait and rever5~ British de-

industrialisation. As 1show, tlùs involved a profound critique ofthe post-war social

democratic educational settlement, as well as the creation ofnew forms ofsocial

organisation in education that were modelled upon the market and business. ln ail oftlùs

the new Conservatism implicitly recognised that for educational changes to occur on terms

wlùch it has established, it is:

... necessary to smash up or dismantle older forms of regulation,
wllether these are the remains ofeighteenth century paternalism, the
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• moral economy, or of twentieth centur)' welfarism. This is no mere
institutional form. People's lives have to be forcibly re-arranged
(Johnson, 1989, p. 109).

Finally, 1then explore the actual policies and practices which neo-liberalism and neù-

conservatism bequeathed in education, that of the free market and strong state. As 1show,

this doctrine established the material foundations for a new regime ofsocial regulation

within education, that was organised around market relations, business practices, and the

formation ofan enterprise culture. As 1will argue here and in the chapters that follow,

TVEI was the front-runner for these deve!opments.

The Decline ofthe Industrial Suirit

What 1have labelled 'the politics ofdecline' has a long history that stretches back

to at Icast the late nineteenth century. Debate and policy analysis over this issue has

produced a range ofcompeting economic, political and sociological explanations that

have sought tû account for the decline ofthe British economy. From the mid 1970s

interpretations ofthis process have increasingly centred upon a critique ofBritish society

and cultural values as both anti-industrial and deficient in the Victorian qualities ofthrift,

hard work, and selfdiscipline. As Raven has noted, by tlle early 1980s this type of

approach:

... enjoyed powerful influence across a far-flung empire ofhistorical
works, econ.:mic commentaries, private\y commissioned papers,
poHticai manifestos and television, radio and joumalism (Raven,
1990, pp. 188-189).

The most influential and popular version ofthis type of'culturalist' analysis was advanced

in Martin J. Weiner's English Culture and the Decline ofthe 1nd11strial Spirit. 1850-1980

(1981).2 His thesis is that that white British economic decline can in part be attributed to
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• economic factors, the detem1Ïning historical influences have been cultural. He ar6'IJes !hat from

the mid Victorian era, anti-industrial and business sentiment has been the hallmark ofBritish

cu!turallife, whether in govemrnent, the civil service, the profeSSIOns, or. significantly,

eèucation. The reason for this collective aversion to industty and commerce lies in the failure of

the English bourgeoisie to eff.:ct a national culture tha! was oftheir own making. Rather, from

early on in the industrial revolution, they were lure<! into an aiready established culture ofthe

aristocracy and landed interests that eschewed the profits ofcommerce for the countryside,

polite sodety, and leisure. By the 1880s, the industrial spirit tha! had been 50 crucial to Britain

being the 'workshop ofthe world' was already on the wane with the complete subordination of

the middle classes to a 'gentlemanly capitalism' (Daunton, 1989). Weiner emphasises !hat one

Ofthe principal institutions to continually suppress the industrial spirit was education,

particularly the public and grammar schools. Not only did they spum science for the c1assics,

but their ethos was dominated by aristocratie and landed values. Although this had transformed

into the humanities and a liberai-progressivism by mid twentieth century, its etTect was to

suppress the expression ofentrepreneurial values and practices within schooling. Finally, in his

assessment ofthe decline ofthe industrial spirit in Britain, Weiner draws the foUowing

conclusion:

... it is true that trus period of recognised economic crisis in Britain
[the 1970s] was preceded by a century of psychological and
intellectual de-industrialisation. The emerging culture of
industrialism, wruch in the mid-Victorian years had appeared, for
good or iU, to be the wave of the future, irresistibly washing over
and sweeping away the features of an older Britain, was itself
transformed. The tbrust of the new values borne along by the
revolution in industry was contained in the later nineteenth century;
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• the social and intellectual revolution implicit in industrialism was
muled. perhaps even aboned (Weiner. 1981, p. 157).

Enlerprise Unbound

Since il appeared, Wein':f's analysis has been severely criticised by a number of

historians (Baxendale, 1986; Daunton, 1989; Raven, 1990; Wolff & Seed, 1988)J While

their critique has pointed to a number ofserious flaws in his arguments, what interests me

!'..re is that despite Ihis, the analysis Weiner synthesised forcefully penneated polilical

discourse throughout the 1980s. Most imponantly, it was used as pan ofa wider political

assault on British institutions and 'values' to justitY a programme ofcapilalist

modernisation that was set from the right. As we shall see, the regeneration ofenterprise

and the fostering ofan enterprise culture, panicularly through education, was made central

to this.

A1though there was wide suppon across party politics for the decline thesis, it was

within the British Conservative Party that it had its mast profound effect. However, shom

from its original context in an essentially academic debate between economic historians, il

was revised to mesh with a 'new' Conservative politics that fonned under the leadership

of Margaret Thatcher from 1975. To understand how it was reworked in its new context,

it is instructive to note how the fonner Prime Minister conceptualised the problems that

confronted her tirs! administration in 1979. In the The Downing Street Years, she observes

that:

Britain in 1979 was a nation that had had the stuffing knocked out
of it with progressively more severe belabourings over the previous
hundred years. Beginning in the 1880s, our industrial supremacy
had been steadily eroding in the face oftirst American, then Gennan
competition [...] We fell further behind them, until by 1979 we were
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widely dismissed as the 'sick man of Europe' (Thatcher, 1993, pp.
5-7).

While Thatcher attributes the initial stages ofthis "prolonged bout ofeconomic and

financial anaemia" to primarily economic factors, ofgreater importance she argues, was

the gradual repudiation this century of laisse=faire as the guiding social and economic

phi10sophy anchoring British politics. Beginning with the "social reforms" ofthe Balfour

administration (I902-1905), what she calls a "centralising, managerial, bureaucratie,

interventionist style ofgovemment" began to emerge most forcibly after 1945. While this

W:lS the creation ofthe Labour Party, the "accommodationist politics" that flowed from it

was emblG::":d, albeit ambivalently, by the Conservatives as weIl. Thus, for "over thirty

years" after the end ofthe second world war, s~lccessive govemments, whether Labour or

Conservative, accelerated Britain's downward trajectory through a mixture of"Keynesian

methods offiscal manipulation," "welfare" and "thevirtues ofdependence." According to

Thatcher, with the advent ofa world recession, rising domestic inflation and

unemployment contributing to 'stagflation' by the mid 1970s, "another approach was

needed."

Lord Young, the architect of the enterprise culture (as weil as ofTVEI we shall

see), has in several publications and public speeches produced an account of British

decline which is virtually indisting-,ishable to that ofThatcher' s later writing (Young,

1984, 1986, 1987, 1990, 1992). What defines his analysis. however, is his consistent

assertion that the British disease is a consequence ofthe 'decline ofenterprise,' which was

mos! acute during the 1960s and 1970s (see epigraph to this chapter). In his view,
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reversing the historical decline of the British economy could no! be achieved through

purely economic measures alone. What also haà to occur, and this is a recuITent therr.e in

Conservative thought during and after the 1970s, was the re-moralisation, a phoenix-like

revival of the 'spirit ofenterprise' within British culture and society. That this was a

central theme in Conservative politics iTom tms period is apparent ifwe consider

Thatcher's comment - given in a speech at Cambridge University after her election victory

in 1979 - that 'The mission ofthis governrnent is much more than the promotion of

economic progress. It is to renew the spirit and solidarity ofthe nation' (quoted in Morris,

1991,p. 35). Or more potently, in an interview for the SUllday Times, 'Economies is the

method. The object is the sou!' (Thatcher, 1988). So, we mayask, what kind of

solidarities were to renew and bind the 'spirit' of the nation and how were they to be

created? And whose 'soul' was to become object?

By the late 1970s, the idea ofBritain's retreat from the industrial spirit had

therefore been successfully estab1ished as the key factor in its national crisis. New

Conservatives, such as Thatcher and Young, argued that tlùs crisis did not originate in the

economy as such but in the graduai withering ofthe spirit ofenterprise within British

culture and society over the paS! century. What had been a popularly held, though largely

unsubstantiated, explanation for the acuteness ofthe'British disease' was thus

transformed into what 1have called a politics ofdecline. Tlùs was composed oftwo,

intertwined, Iùstorical processes. The tirst is that wlùch 1have outlined above, the

elaboration and broadeasting ofa view ofBritish culture and society subject to relentless

decay and decomposition. It is a vision ofa 'faII,' but from the nineteenth century garden
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of laisse=faire. Ils other manifestation was the generation ofa 'new' kind ofpoli'ics that,

as successive Thatcher governments were to argue from 1979, would 'break the mould' of

the post-war consensus which had accelerated Britain's international descenl. Thus, what

became known as the 'politics ofThatcherism' (Hall & Jacques, 1983) created the

environment for what Smith and Smith (1988) have callee 'ideological retooling.' That is,

the creation of an ensemble ofgoveming concepts and policies that not orny aimed to

reclaim enterprise but estab1ish an enterprise cultùre as a way oflife throughout the nation.

To understand the relationship ofTVEI to enterprise, we therefore need te explore the

underlying princip1es guiding new Conservative poJicies since 1979.'

The New Conservatism

When discussing the new Conservatism, there are several preliminary observations

that we need to make. The !irst is that we are investigating Jess a political party, group, or

collection ofinfluential intellectuals (e.g. Havek, Friedman, Scruton) than a particular

poJitical tendency that has been unravelling within the western capitalist democracies for

almost three decades. In this sense, it can be better thought ofas an historical process that

is embedded within the changing charaeter of capitalist accumulation now referred to as

•g1obalisation.' While in Britain it has been most closely associated with the Conservative

Party under Margaret Thatcher's leadership, in the antipodes a new Conservative policy

agenda has been followed by the Australian and New Zealand Labour governments (Dale,

1992; Kenway, 1990). In the United States, the same trend was represented by the

Reagan-Bush years and more recently by the Republican capture ofCongress and its

'Contraet with America.' In Canada, the rise ofthe Refonn Party, and the election of
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right-wing parties in Alberta and Ontario, is testament to a similar trend at both the federal

and provinciallevels ofgovernmem. Thus, we have to understand that the N~w

Conservatism is an international phenomenon that has assumed different political forros. In

Britain it transpired as the 'politics ofThatcherism.'

Second, the 'new' in the New Conservatism can be misleading. As severa! political

scientists have shown (Gambie, 1983, 1986, 1988, 1989, 1990; Gunn, 1988; Levitas,

1986b), ils politics and ideology are driven by a mix oftraditional and modernising

tendencies which have been re-articulated within the contemporary period to produce a

qualitatively different ideological synthesis. S As 1will indicate below, this combination has

generated tensions within its politica! programme, particularly as it has impinged on

educational policy. Thire!, the conservative renaissance that materialised in Britain since

the 1970s has been:

... couched in terrns of the specific British political context,
strengthened aIid supported by the economic difficulties in recent
British history, and framed in the Iight ofa particular reading ofthat
history - the economic decline of Britain, especially since 1945
(Heelas & Morris, 199280 p. 16).

As 1discussed earlier, the persistent and gnawing fear ofnational decline in Britain served

to rekindle and reinforce the search for an alternative approach to the post-war consensus.

In this respect, the rise oft::e new Conservatism was "fundamentally predicated on the

collapse of post-war social democracy in the 1970s as a viable economic, social and

political order" (Gunn,1988, p. 17). This leads onto a fourth consideration, that the New

Conservatism defined itselfagaillSl the politics ofsocial democracy. In particular, the
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• we1fare state was understood by new Conservatives to have embedded the 'virtues of

dependence' within the national consciousness 50 that:

Welfare benefits, distributed with little or no consideration of their
effects on behaviour, encouraged illegitimacy, facilitated the break
down of fami1ies, and replaced incentives favouring work and self
reliance with perverse encouragement for idleness and cheating
(Thatcher, 1993, p. 8).

ln this way, it was assumed that the institutions. policy grids and practices ofsocial

democracy had aeted to produce a mellla/ité or "moral economy" (Thompson, 1971)

which was antithetical to its opposite, the enterprise culture. This is why, for Lord Young,

"We must have an enterprise culture, not a dependency culture" (Young, 1992, p. 35).

Last, it is important to emphasise that just as the education system and schooling were

considered to be bastions of'we1farism,' they were therefore viewed as pivotal to

unieashing the spirit ofenterprise. This was reflected in the avalanche ofenterprise

initiatives, including TVEI, that f10wed from the New Training Initiative (1981) and other

vocational education policies during the 19805 and 1990s. Indeed, it has been argued that

the central raie al10tted to education in the new Conservative policy ensemble is what

makes it hegemonic, as opposed to narrow1y ideo10gical (Abercrombie & Keat, 1991;

Heelas & Morris, 1992a; Heelas & Morris, 1992b).

Social Regulation and the'Free market'

The new Conservative politics and policy since the 1970s has been dominated by a

number ofrecurring thernes. These have been generated by two distinct tendencies: neo-

1iberalism and neo-conservatism, or "social authoritarianism" (Levitas, 1986c). Johnson

describes the orientation ofeach as foUows:
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Neo-liberals stress !Teedom and the market; they attack socialism as
coercion and state monopoly. Political economy is in commando
Neo-Ccnservatives deny that !Teedom is the leading value; social
order, authority, tradition and consensus matter too. Morality and a
strong stale dominate this argument (Johnson, 1991 a, p. 89).

While both tendencies share a profound critique ofthe post-war consensus, they have

nevertheless projected quite different approaches to the problem ofsocial regulation. As

Gambie (1986) has shown, neo-liberalism is an amalgam ofeconomic individualisrn,

libertarianism, and Austria.'l economics, particularly as this was elaborated in the work of

Friedman & Friedman (1985), Hayek (i944), and 'public choice' theory (Buchanan &

TuUock, 1962). The primary challenge for neo-liberals has been to show that social

democracy (or 'socialism' as they prefer) not orny stifled capitalist accumulation through

growing state intervention, but threatened individual !Teedom. They argue that the orny

available mechanism to ensure both liberty and sustained economic growtb within a

capitalist economy is the market. Not orny does the market allow the unfettered

expression ofentrepreneurial aetivity, it also acts as a clearing-house for a decentralised

system ofdecision-making mediated by an extended network ofexchange relations. ln this

respect, it is also spontaneously democratic in that '!Tee,' independent, individuais enter

the market to make choices with regard to their wants and needs. Aggregated, these

choices translate into effective demand which continuously signal consumer preferences

over time. Thus, as a mechanism for co-ordinating the supply ofcommodities and services

within a capita1ist economy, there can be no substitute for the sovereignty ofthe consumer

and market. lndeed, according to neo-liberals the fundamental error of social democracy

was its aim to replace the market with the planning and co-ordinative functions ofthe
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• state. This is seen to effect an unwarranted transfer of econonùc decision-making away

from the market to the public sector. thereby 'crowding out' or distorting capital

accumulation within the private sector.

The descent of the British economy in the twentieth century was thus attributed to

the "pseudo-liberalism" ofEdwardian liberals, such as Keynes and Beveridge, who were

responsible for substituting public regulation in the economy for that of the market. For

new Conservatives in the 1970~, this analysis proved to be a powerful counterweight to

the notion of 'market failure' that legitimated state planning and guided welfare policy

after 1945. As Thatcher puts the neo-liberal case, the "free market" is:

... like a vast sensitive nervous system, responding t:> events and
signais ail over the world to meet the ever-che;;ging needs of
peoples in ditferent countries, from diâèrent classes, of different
religions, wiih a kind of benign indiffcrence to their status.
Govemments acted on a much smaller store of conscious
information and, by contrast, were themselves 'blind forces'
blundering about in the dark, and obstructing the operations of
markets rather than improving them (Thatcher, 1993, p. 11).

In other words, neo-liberalism enjoined that 'govemment failure' was the root cause of the

British malaise. The problems confronting neo-liberalism were therefore twofold. The first

was how to free existing markets from the incubus of state regulation in order to rekindle

the accumulation process within the private sector and restore profitabilit'j.6 The second

issue proved to be more intractable in that it centred on the burgeoning public sector that

had grown dramalically in the post war-years.7 The question confronting neo-liberals here

was how to re-assert the sovereignty of the market over wide areas of everyday life that

were "de-commodified" (Otfe, 1984, 1985).
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• Since 1979, Conservative governments have systematically attempted to

incorporate the neo-liberal critique of Keynesian fiscal management by constructing a

policy regime that will 'roll back the state' and reintroduce free markets.8 Since the

publication of its first Public Expellditllre White Paper in late 1979, whi ?~an 'Public

expenditure is at the heart ofBritain's present economic difficulties' (ql. .~ in Harrison,

1989, p. 1), public spending 'cuts' have assumed a central and enduring place in

Conservative policy.9 However, ofgreater importance have been the adoption ofpolicies

that aimed to radically transfonn the way in which the public sector was organised and

operated. These have centred on two principle mechanisms which effectively prepared the

financial, statutory, and organisational framework for the development ofan enterprise

culture - 'privatisation' and 'deregulation.'lo Together, these have constituted a new mode

ofsocial regulation that bas increasingly subjected publiciy provided services, particularly

education, to 'market forces. '

Given that local govemment was responsible for consuming 30% ofpublic

expenditure by 1975 (Stoker, 1988), it became an immediate focus for new Conservative

refonns of central-local state relations. As Cochrane (1993) has shown, local authority

spending was not only subjected to tightcr and more precise regulations on its spending (e.

g. 'rate-capping'), it was also forced to privatise and deregulate a whole range ofservices.

ln particular, the imposition ofCompuisory Competitive Tendering (CCT) from the early

1980s introduced a powerful quasi-market mechanism that effected a re-organisation of

ihe social relations ofdecision-making within the local state. In education - which had

been placed under local authority control by the 1902 Balfour Act - developments
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associated with privatisation and deregulation were to have profound implications for the

social organisation ofsecondary schooling. In this context, it was not only significant that

TVEI funding was adRÙnistered by the Manpower Services ComRÙssion (and not the

Department of Education and Science), but that it was dispersed using a 'bid and deliver'

system at the heart ofwhich was a contract between the MSC and local authorities (Dale,

1985; Dale et al., 1990; Dale et al., 1989). This process represented a major break with

precedent established under the Education Act (1944), in attempting to introduce a form

ofaccountability that emulated 'consumer sovereignty' of the market. In this way, one of

TVEI's central achievements was to prepare schools for the creation ofa 'managed

market' that was to be the centrepiece ofthe legislation surrounding the Education

Reform Act (1988).

Transforming the Moral Order

If the neo-Iiberal side ofthe new Conservatism was concemed with the free

market as a regulatory principle guiding ecOIlORÙC life, then its neo-conservative side has

focused on the question ofsocial or moral order. As Lord Young has put it, "The market

economy has to be supported by moral values" (Young, 1992, p. 29-30). Where individual

freedom, accountability and efficiency are watchwords for neo-liberals, neo-conservative

discourse is organised around concepts oforder, authority, hierarchy, culture, nation, and

the (patriarchal) fanûly. In many ways, their creed represents the revival ofa Tory

patemalism which has attempted to address the politicai challenges created by the

advances ofmarket Iiberalisation. lI As 1noted above, a1though they have shared with neo

liberals a profound antipathy towards the 'politics ofaccommodation,' their critique has
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centred on the "decadence ofdemocracy" that social democratic politics instillt:d in British

culture and society (Gambie, 1986). For example, neo-conse:'Vatives point to the

debilitating and corrosive effects of the 'permissive' 1960s and 1970s in destabi1ising the

traditional relations between 'State,' 'civil society,' and 'individual' (see Cowling, 1978;

Scruton, 1978, 1980). ln the growth of the public sector they have also seen the rise ofa

'new class' ofpublic servants who not only exert 'producer capture' over the services they

administer, but are responsible for the dissemination ofa 'welfarist' ideology. This is no

more evident than in education, where the "educational establishment" has systematically

contributed to an anti-business ethos and decline in educaiional standards through its

attachment to progressivism and comprehensive schooling (Thatcher, 1993, 1995; Young,

1984).

However, it is important to understand that neo-conservatives have often been

antagonistic towards the programme ofsocial regulation that neo-liberalism has attempted

to effect Lirough the market. This is becau~e market policies threatcn to transforrn, even

obliterate, traditions, customs, and institutional pl'~,;tices that cor.stitute what it means to

be 'British.' That is, "market societies are high risk social orders" (Johnson, 1991b, p. 83).

It is for this reason that Casey, in his contribution to Conservative Essays (1978a), argues

that liberalism per se can be set lIpart from English conservatism in that it presents "a self

detached from history, from culture, and from al1 activities by which man grasps his own

essence and accepts responsibility for his own being." He continues that:

As much as a Marxist a conservative characteristically sees human
nature as defined by human activities in the world, rather !han as
fixed, timeless and universal. For the conservative the best, indeed
only means of access to man in the world is through customs,
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pieties, cultural, national and religious traditions (Casey, 1978b, p.
96).

For Casey, the "conservative position" must entail "tradition" and something like the

religious concept (and practice) of 'pie/as' that "involves a consciousness of oneself as

inhabiting a world of reciprocal relations and demands" (p. 99). In other words, there must

exist a countervailing force to the potentially disintegrative effects of market relations, a

conservative moral economy that can illuminate "the ways in which individuals can be

enlarged in their relation to customs, institutions and the State" (p. 100).

In this way, neo-conservatives are thoroughly sceptical of the spontaneous

capacities of the market to produce forrns ofsocial regulation that will transforrn the social

order. They counterpose the notion of'economic freedom' or possessive individualism of

the market, with 'political freedom' or 'virtue' that only the State can assure. As Levitas

(1986a) explains, "Il resembles c10sely the notion oftrue freedom being wil1ing

subordination to God (or in this case, the nation) which has been traditionally preached by

the established church" (p. 92). This is a regulated freedom, that works to reinforce a

conservative or traditional moral economy that will bind the individual to the authority of

the State. According to Scruton in his nie MeaningofConserva/ism (1980), is emphati.c

that "it is as deep an instinct in a conservative as it is in a socialist to resist the champions

of' minimal' government, and to recognise the essence of politics in established power"

(p.48).

Thus, taken togeiher neo-liberalism and neo-conservatism have constituted the

contemporary ideological pillars of the new Conservative policy agenda in Britain. Their
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• political force lay less in their power as distinct ideologies, than in the way in which they

combined to effect an approach to social regulation that was c10aked in the politi. s of

decline. In this respect, they should neither be conceived as .eparate or necessarily

contradictory tendencies. As a leading conservative explained of the position facing Mrs

Thatcher within the Conservative Party in the late 1970s, il was not a question ofeilher

'authority' or 'freedom:'

In short, to the question'Should the tory party now be emphasising
authority or freedomT Mrs Thatcher has given the right answer, the
more effectively because she has done so in concrete rather than in
abstract terms: the antithesis between liberty and authority is false.
The State must be strong in defending itself against foreign attack,
enforcing the mie of law and recovering and stren~,'thening a sense
of national identity. It must, however, forswear the pretension to
meddle incessantly in the economic and commercial activities of its
subjects (Utley, 1978, p. 51).

In other words, the new Conservatism tums on the catechism that the "free economy

requires the strong state" (Gambie, 1983), or as Johnson has observed in relation to

education reform, "the market withguarall/ees" (1991b). Consequently, although there

exists a tension between the two dominant ideological tendencies within the new

Conservatism, this has been productive when translated into policy and practice. For

instance, Levitas (1986c) argues that it has a1lowed a certain flexibility in switching "the

grounds of ils 1egitimations at will" on a wide range of polie)' issues.

Transforming Education

ln education the doctrine ofthe strong State and free market has had a profound

impact on policy over the 1980s. On the one hand, it generated a plethora ofgovernment

legislation and administrative directives airned at either outright privatisation or, more
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significantly, the development of a managed ;na~ket within the publicly maintained sector

Pursuit of this agenda involveù a number of significant developments. The 1980 Education

Act which provided funding for pupils in the maintained sector to attend private schools

(i. e. 'assisted places'), as weil as the reconstitution ofschool governing bodies to

represent parent (i. e. 'consumer') and business (i.e. 'community') interests instead of

LEAs and tcachers (Grace, 1995). The MSC's sponsorship of the TVEI 'bid and deliver'

approach to contract funding for LEAs and schools, which created a competitive

environment \vithin and between schools over resources. The mark<>tled provisions of the

ERA (1988), particularly 'opting out,' 'open enrolment,' and 'local management of

schools' (LMS), as weil as the creation ofCity Technology Colleges (CTCs). The 1992

Education (Schools) Act, which transferred funding and control of LEA inspectora,es to

schools, who now tender for inspections every four years with private consultants

registered with the Office for Standards in Edu;:ation (OfSTED) (Levacic, 1993).

Legitimating these reforrns has been a poliC)' discourse centred on greater accountability,

efficiencyand lTeedom of choice for the consumer, as weil as decentralisation in the form

ofschool-based management (e.g. as in LMS). The effects ofthese reforms on schools has

been profound, as Grace has observed:

A process of ideological transfûlmation is occurring in
contemporary English society in which education is regarded as a
commodity; the school as a value-adding production unit; the
headteacher as chief executive and managing director; the parents
as consumers; and the ultimate aim of the whole enterprise to
achieve a maximum value-added produet which keeps a school as
near to the top of the league table ofsuccess as is possible. ln short,
the market relations of schooling have emerged as the dominant
preoccupation of the 1980s and 1990s (Grace, 1995, p. 21).
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• What is cIear. is that taken together ovcr the last decade. these developments have

aimed at the systematic destruction of the post-war social democratic settlement in

education through the informai. "'no hands' forms ofcontrol" mechanisms of the market

and micro-management (Bali. 1994). Indeed. this is iIluminated in Thatcher's account of

the objectives ofeducational reform that Conservative govemments pursued throughout

the 1980s (Thatcher, 1993, pp. 590-599).

However, the new Conservatism also recognised that the introduction ofmarket

relations alone would not be enough to subvert the hold of the "educational establishment"

over the curriculum and associated areas, such as assessment. To paraphrase Lord Young

and Baroness Thatcher, market relations have to be supported by particular moral values

in creating types of social solidarity that are conducive to the formation ofenterprising

qualities. This has generated a distinct type ofsocial regulation that has depended upon the

direct intervention of State agencies, such as the DES and MSC. This approach to social

regulation has been overtly centralising and bureaucratic in prescribing either the

framework within which forms ofknowledge are to be generated and monitored, and/or

actually specifYing in detail the subjects of the curriculum and their method ofassessment.

The IWO most notable developments in this respect have been the introduction ofTVEI,

fol1owed by the national curriculum and testing implemented under the auspices ofthe

ERA.

TVEI emerged ITom the educational settlement that generated the new

vocationalism ITom the second ha1f.ofthe 1970s. In this respect it can be understood as an

educational response to the way in which a renascent new Conservative politics e"plained

86



• and defined the relative decline of the British economy. society. and culture during the

post-war years. As 1argue in t;,e chapters that follow. in both policy and praClice TVEI

explored a form of regulatic..l that not only worked to undermine the existing social

democratic 'partnership,' but replace it with an organisation of relations that expressed the

relations ofenterprise.

Before 1commence my investigations ofTVEI it is important to say a few a words

about the ERA This is for two reasons. First, the ERA entrenched within the legal f.1bric

of the educational State many ofthe reforms that TVEI had a1ready been exploring in

secondary schools. Second, data from my follow-up study ofTVEI (1991-2) reveals how

the effects of the ERA built upon and developed TVEI policy. Indeed, it is my argument

that the relationship ofTVEI and ERA is one ofessential continuity, not ofdiscordance

and discontinuity as many authors have either implied or c1aimed (G1eeson, 1987b;

G1eeson & McLean, 1994; McCulloch, 1986, 1987; Saunders, 1986, 1990, 1993;

Saunders & Halpin, 1990).

lnitially announced in Parliament in June 1987, the 'Great Education Reform Bill'

(GERBIL) had 137 clauses which covered developments in primary, secondary, further,

and higher education. In this respect, it not only aimed to he comprehensive but was

centralising in that it a1lowed an "enormous number ofnew powers to he taken by the

secretary ofstate" (Simon, 1991, p. 542). In relation to secondary education, four main

provisions were made which fonned the core ofthe ERA (1988). These were: 'open

enrolment;' 'local manag.mtent ofschools;' 'opting out;' and a 'national curriculum.' The

first three ofthese measures stemmed from neo-liheral concerns in the new conservatism
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aimed al introducing market relations to education. Thus. while open enroiment

it'troduced a quasi-voucher scheme through .per capita funding.' local management of

schooJs (LMS) shifted financiaJ and budgetary responsibilities away from LEAs to scho,,1

goveming bodies. Under LMS, the budgets of schooJ goveming bodies are now directly

reJated to the number of pupils that they can attrac!. \Vith the publication ofschooJ Jeague

tabJes in examinations (using Standard Assessment Tests or 'SATs'), open enrolment and

LMS have intensified competition betwecn schooJs over a declining pupil intake. These

trends have becn reinforced by opting out, which has allowed individual schools (after a

ballot of parents) to leave LEA control by applying to the Secretary ofState for a

maintenance grant from centraJ govemmen!. This has sanctioned the emergence ofGrant

Maintained Schools (GMS) that, along with the creation ofCity Technology Colleges

(CTCs) a1so created by the ERA, has contributed to the fracturing ofthe post-war social

democratic settlement in education.

As Johnson (1991 b) has noted, the national curriculum can be understood as a

"primarily political intervention" that derives from a neo-conservative critique of

progressive education, initially developed in the Black Papers (Cox & Boyson, 1977; Cox

& Dyson, 1970) and then by policy 'think-tanks' such as the Hillgate Group and the

Centre for Policy Studies (Bali, 1994; Bowe, Bail, & Gold, 1992; Whitty, 1989; Whitty &

Menter, 1989). This has centred on the supposed failure ofcomprehensive schooling to

impart the 'right' attitudes, discipline, standards, forms ofknowledge, and traditions to

young people, particularly as these relate to British history, culture and society. As EUiott

and MacLennan have noted:
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For many neo-conservatives in Britain. the school curriculum must
not just serve the needs of the economy; it must also respond to a
crisis of authority in society al large. Il is in response to this general
crisis of authority that the restoration of traditional morality and
high culture become priorities in curriculum reform (Elliolt &
MacLennan. 1994. p. 175).

Within the national curriculum this critique has materialised as a retum to conventional

subject categories that eschew recognition of the 'new' social orientations to knowledge

that were explored under progressivism. Thus. although the curriculum is composed of

three 'core' (mathematics. English. and science), and eight 'foundation' (history,

geography, technology, information technology (IT), music. art, physical education. and a

modem language) subjects, it systematically excludes forms ofcurriculum development

that were pioneered by comprehensive schools throughout the 1960s and 1970s.

Significant omissions include any reference to social studies or social science, multicultural

education. inter-disciplinary studies snch as integrated humanities, and political education.

Indeed, as Aldrich (1988) has shown. aside from the inclusion of'technology' and 'IT:

the national curriculum replicates the subjects specified in the 1904 Secondary

Regulations. In tbis respect, it reproduces the 'English tradition' of the nineteenth century

public and gramrnar school curriculum. For tbis reason. Bali has characterised it as "the

curriculum as museum" (Bal~ 1994, p. 35).

Conclusion

Tbis chapter bas located TVEI (and the ERA) within political transformations that

emerged in Britain from the carly 1970s. Following the work ofother authors (e.g.

Education Group Il, 1991; Gamblè, 1986; Gnon. 1988; Hall & Jacques, 1983; Levitas,

1986b), 1argued that the political settlement arising from these changes could be seen in
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the rise of the new Conser....atism to g0....emment afier 1979 [a[so argued thatthe new

Conservatism did not represent a political movement in the con....entionai sense. but

embodied a form ofcapira/isr social re!,'Ulation that worked to transform the English

educational State as it was constituted under social democra~-y

As 1noted. this was comprised of two distinct, but nevertheles~. interrelated,

tendencies that were expressed through respectively. neo-liberalism and neo-conservatism.

Together these twin ideological pillars of the new Conservatism produced a mode of

regulation that was effected through market relations and traditioual moral values. As

Lord Young put it, the market had to be supported by 'moral values.' Within public policy

this regulatory process has materialised in the campaign to re-establish an enterprise

culture within British politics and society, with a major emphasis on educational reform. In

this context, 1argued, TVEI emerged as the front-nmner in introducing the relations of

enterprise to secondary schooling.

Thus, my overall argument has been that as with other initiatives in technical

education that 1discussed in chapter two, TVEI cannot he adequately analysed or

understood without proper consideration ofits relationship to capitalist social regulation.

ln what follows 1intend to address these questions by investigating how TVEI contributed

to the construction ofenterprise in the schools that comprise this study. In doing so, 1

hope to show that it not oruy was embedded in a regulatory process that had its locus

within the '!Tee market,' but that i" aIso worked to effect a recomposition ofc1ass relations

as these were expressed through the practices ofenterprise.
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( Lord Young, quoted in Heelas & Morris (1992b P 29)
~ Raven notes that"The success oî\Veiner's own essay was rernarkable [... ] For 7he
f;col/omlst it was essential reading for 'everybody who has sorne ponion of Britain's
destiny in his (or her) hands,,, (Raven, 1990)
, Their critique is cornprised ofthe following thernes. First, Weiner's rnethodology is
called in to question for its oven ernpiricisrn, panicularly as this relates to the
interpretation of his literary sources. Second, his analysis of B.itish industrial decline
derives frorn observations ofelite or bourgeois society but takes no accoti:l! of 'shop
floor' culture. Third, he either dismisses of ignores 'economic' explanations of British
decline (e.g. Hobsbawm, 1969). Fourth, the notion ofeconomic decline being the
consequence ofanti-industriallbusiness forces is not particular to Britain. This is a
phenomenon that has dominated public debate in France, Germany, and the USA since the
1880s. Last, Weiner's analysis has aetually underestimated the cultural achievements and
power ofthe British bourgeoisie (c. f Thompson. 1978b).
• Terminology can be confusing on this subje\.'l. Various labels have been used including:
'the New RighI' (Levitas, 1986); the 'New Conservatism' (GUI1ll, 1989); 'the politics of
Thatcherism' (Hall and Jacques, 1983) 'Thatcherism' (Jessop, 1988); 'the Conservative
Restoration' (Bail, 1992); even 'Majorism' (Kavanagh, 1994). Despite the different
nomenclature, 1will use the New Conservatism, as it is the preferred term of those
intellectuals who spearheaded many ofthe policy initiatives after Margaret Thatcher's
eleetion as leader ofthe Conservative Party. Thus, Cowling's edited collection,
COl/servative Essays (1978), constantly refers to the 'New Conservatism.'
l As Levitas has shown. New Conservative pressure groups in Britain, such as the
Economic League (1919), Aims ofIndustry (1942), Institute for Economic Affairs, Centre
for Policy Studies (1974) and Adam Smith Institute (1979) "took over from earlier
organisations which date back to the 1880s and 1890s" (1986b, p. 33). Also, in his edited
collecticm ofNew Conservative intellectuals, Cowling (1978) significantly argues that,
"'New Conservatism' is perhaps a misnomer; probably it would be better to see it as
'traditional Conservatism' brought up to date" (p. 194).
6 Relative to its OECD partners, British industry had consistently failed to achieve
comparable rates ofeconomic growth and profitability during the post-war years (Martin
& Rowthorn, 1986). For neo-Iiberals, this was an effeet direetly attributable to the State
'crowing out' private investment.
7 Betwe~ 1950 and 1981, public expenditure grew from 35.4% ofGNP to 47% (Newton
& Karran, 1985),
8 As Mullard (1987) notes: "The [Conservative] strategy on public expenditure was not a
short term crisis response, but a laying to rest of the ghost ofKeynes" (p. 161 ).
9 While successive Thatcher (and Major) governments since 1979 have introduced
financial reforms within the public seetor aimed at reducing budgets, greater emphasis has
nevertheless been given to 'restructuring' the way in which government spending (or
PSBR) has historically been administered and targeted. This explains why, despite
stringent financial policies, government spending showed only a marginal slowdown
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dur.m, the 1980s (\Iullard. 1987) Indeed. ifwe examine the llovemment's Slali.'Dcal- -
HuI/l'lm on education for 1992. we find that between 1')80 and 1990 "spending per full-
time equivalent (FTE) pupil increased bv 40 per cent for nursery and primat:-· schools and
535 per cent for secondary schools" (Department for Education. 1992) Thus. ta us.:: the
term 'cuts' is something ofa misnomer which serves ta obscure fTom \;ew a radical
revrganisation of the management. aims. and purposes of the welfare State (Cochrane,
1993).
'0 Privatisation has involved either the transfer of public resources and services, or control
over them. to the private sector; deregulation has entailed the restructuring of the public
sector so th'!t it emulates the organisation and acti\;ties ofbusiness (,",scher. 1987)
Il For example. the year long 1985-6 miners strike developed out of the Thatcher
govemment' s systematic closure of mining pits because. it was claimed. they were
'uneconomic' in not producing coal at the 'market price.'

92



• CI!.-\!' Il'R -1

T\'EI A!'iDIlIL Pt JI.lTICS t li' E~TLR!'RlSF

ln the schools wc have the Tcchmcal and VocatiollJl Education
Iniuati,·e. The main aim of this programme and the bIg changes ln

e",minations and \he curriculum wc h.~\'e introduccd. is to sustain and
de\'c1op enterprisc. That is the way to encourage and enable Y'oung
people to use thelr growing skills and knowlcdge ta sol\'e rcal
problems in today"s world (... 1our system must bc built on indi'idual
ehoicc and enterprisc. on commiunent and enthusiasm. ilot cocrcion. '

Under new Conservative govemments throughout the 1980s and 1990s. public

policy was intimately connected with the recovery ofenterprise and the formation of an

enterprise culture. This has been no more apparent than in education and training policy.

where enterprise initiatives abounded. As MacDonald and Coffield (1991) have observed.

"The 1980s witnessed a burst of schemes. courses. agencies and publications. ail

specialising in the promotion ofthe enterprise culture" (p. 19). These included TVEI.

Mini-Enterprise in Schools (MESP); Training for Enterprise Programme; Enterprise in

Youth Training; Enterprise in Higher Education; Enterprise Awareness in Teacher

Training (EATE); even Evangelical Enterprise.2 This trend was to continue into the 1990s.

as the establishment ofa national network of 104 'Training and Enterprise Councils'

(TECs) in 1989 demonstrated. Based upon the V.S. Private Industry Councils (PICs), the

TECs have become one ofthe major policy devices for the reform ofthe local state in

Britain. 3 Incorporated as private companies who operate within a competitive 'bid and

deliver' system offunding determined by the Secretary ofState for Employrnent, they

constitute the prirnary loci for the continued fabrication of an enterprise culture in the

twenty first century.4
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• For these rcasons. it wou Id be wTong 10 think of enterprise as a mere rhewrical

device (hat was used to rallv support for new Conser.ativ·e policies This is n'.:, how ne\\'

Conservatives understood il. A.s Lord '{oung suggests above in relation to T''-El.

er:terprise was to provide the conte:.:t within which young people could 'use their growing

skills and knowledge to solve rea/ problems in today's world' In other words. he is

identil)ing a cultural process of subjectification. where teachers and pupils were to

become actively engaged within teaching and leaming situations that were organised

around 'enterprise.' Thus, we have 10 investigate enterprise not as ifit were a discursive

phenomer.on confined to the realm of language as sorne authors working with a

Foucauldian analysis have (Fairclough, 1991) Our task is to understand its widespread

adoption in educational policy as embracing or naming a preferred forrn of social

organisation that was to act as a model for the process of schooling trom the early 1980s.

Understood this way, we have to ask how did TVEI elfect enterprise, as a social relation

and set of practices - a moral economy - within the schools that comprise my study.

1 will address this question in two ways. First, 1 will outline and describe the

attributes of the 'education for enterprise movement' that emerged in the 1980s, of which

TVEI was the central and leadi::g component (Rees & Rees, 1992). My concem will be to

show not only the range ofeducation for enterprise initiatives launched by central

govemment, but how together they constituted an ensemble ofpolicies that worked to

concert and co-ordinate the social relations ofschooling in ways that elfected the

standpoint ofcapital. My argument is that the education for enterprise movement was

deeply implicated in an essentially historical process that worked to produce and
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• reproduce the social relations of capitaiist accumulation a, forms of every'day,

commonsense. within schools and classrooms Indeed, seen !Tom thi, perspective, T"'EI

was about makmg 5emt! of enterprise

Second, 1 move on to an analysis of enterprise as it materialised within the 26

:;chools that comprise this study. As 1indicated in chapter one, interviews with teachers

and adllÙnistrators, classroom observations, and content analysis of relevant documents

provide data for the historical ethnography i elaborate in this and the remaining chapters.

First, 1propose to provide a brief descriptive account of the kinds of school and classroom

practices that arose within TVEI. From this it will become evident that the insertion of

enterprise within thcse schools not only worked to reorganise and produce diffrrent kinds

of classroom knowledge, but a politics ofdecision-making that a1tered their relations with

the local state. ~ Second, 1will suggest that in the contemporary period, enterprise

education can be understood as vocational education undergoing re-formation. 1should

emphasise that this cannot be comprehended as a simple change of name, but is indicative

of more profound changes in the social organisation of schooling that has traditionally

been deem~ appropriate for the working-class, To iIIustrate what 1 mean by this, 1will

focus on several instances of TVEI enterprise in my data that display the emerging

character of this process of transformation.

Finally, 1 need to emphasise that the ethnography ofT\~EII begin in this and the

following chapters continues to develop my anaIysis of the historicai dynallÙcs that have

driven and shaped technical and vocational education in England, That is, my primary
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concem in the remainder of the thesis will be 10 reveal hm\ the social regulation of class

relations is expressed through the ordinar.. e\er.·da\. activities of schooling under T\'EI

Education fQI: Ents:xprise

Writing of trends in public policy in the 1980s. \Iorris and Heelas have noted that

in "the last decade. the word 'enterprise' has been elevated to a cultural status" (1991. p.

1) Others have obser.'ed that since the 1980s "the significance of enterprise in British

society. has. ifanything. intensified" (MacDonald & Coffield. 1991. p. (3). In other

words. 'cnterprise' did not only define new Conservative public policy towards the welfare

state and business. it has also seeped into everyday discourse \vithin the media. work and

education. In short. it has acquired a hegemonic quality. As a social phenomenon this was

historically unprecedented. as il was paradoxicai. That is. while it is true that enterprise

had always been associated with business and more generally capitalist development (as in

the 'spirit of enterprise' or the image of the entrepreneur), it has never assumed the status

of a national-cultural icon as it has done in Britain in the 1980s and 1990s. Further. it was

paradoxic~ in that unlike laisse=faire policies in the nineteenth century. enterprise in the

contemporary period has been entirely dependent upon the fiscal resources of the British

State, Without either the policy grids that successive new Conservative govemments

constructed around enterprise from 1979, or the considerable financial support given by

the Treasury thereafter. it is doubtful whether enterprise would have acquired the

ideologiCai force that it has patently done in the last two decades.

That it has done so was no more apparent than in education, where enterprise

came to dominate policy and practice. A~ 1 indicatecl above. trom the early 1980s an
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'education for enterprise moyement" (hencetàrth education for enterprise) began to

deyelop that had as its tàcus the introduction of programmes that were aimed at

cultiyating enterprising capacities and qualities in colleges, schools and students. Indeed.

to use the tàshionable lanh'Uage of Human Resource Development (HRD), enterprise was

about .capacity building' within educational institutions. Given this. we have to ask what

kind ofcapacities and qualities were to be developed and through what social relations and

praetices were they to be realised. Before we begin to address this question below and in

the next section. it is important that 1outline the character of sorne of the early enterprise

initiatives in British education.

Antecedents

Forms ofenterprise education have existed in British colleges and schools since at

least the 1960s. However, unlike the 1980s, developments in the earlier period were small

scale, fragmented and entirely supported by large corporations (such as Shell U.K.).

independent private foundations, or charitable ttusts. The State, particularly local

education authorities (LEAs), provided little, ifany, financing for enterprise aetivities

within the curriculum. Further, the relative absence offorms ofenterprise education during

the post-war years grew out ofthe prevailing politics ofsocial democracy, where the

aetivities ofthe Keynesian-welfare State were seen as the primary motor for capitalist

development - in educational thought, this was most cogently expressed in 'human capital

theory.' That is, in a period of sustained growth, rising living standards, and full

employment, the notion ofenterprise appeared almost as an anachronism. Indeed, because

ofits strong associations with unregulated nineteenth century 'free enterprise' capitalism,
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enterprise was eyen considered antitheticallO the social democratlc project of equality of

opponunity. social justice. and the eradication of c1ass inequality (Tawney. 19(4)

What forrns of enterprise education did exist in the 19605 dillèred substantially in

character and constituency ITom that which emerged under the new vocationalism during

the 19805. For example. 'Young Enterprise.· an impon from the US and run by a priva:e

foundation. was primarily aimed at academic sixth forms in English secondary schools·

Using the joint stock company as its mode!. students in panicipating colleges and schools

would establish and run a company for a year as pan of a national competition. Similarly.

sixth form students following either 'A' or '0' level General Cenificate of Examination

(GeE) in Economies might run a mini-company as pan ofa project for their course

assessment. Significantly, although the profit motive was at the hean of the acti...ities that

comprised Young Enterprise and other versions of enterprise education, this was

subordinated to the liberal-progressive notion of developing the ail round talents of

individual students. In other words, enterprise education during this period can be

understood as emulati'lg forms ofbourgeois leadership required for industry and business.

It was, in shon, a modem elaboration of the process of embourgeoisement that the public

schools provided for industrialists, middle classes and gentry ITom the early nineteenth

centulY As we shall see below, this model of enterprise education was 110/ that which

emerged within TVEI or ihe new vocationalism during the 1980s and 1990s. That is,

forms ofenterprise education in this later period focused less on the formation of the

attributes ofbourgeois leadership, than on enterprising qualities for the 'good' citizen. As

a Ieading exponent of the enterprise for education movement has put it, enterprise was to
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be concemed with an '"approach to learning [in] developing panicular competencies for

life in general" (Johnson, 1988a. p. 62).

As 1noted in the previous chapter, the key dynamic driving new Conservative

social policies in the 1980s and 1990s was establishing the appropriate conditions for the

creation ofan enterprise culture. In State provided education, this translated into a

profusion ofenterprise initiatives that had as their collective aim the transformation ofthe

existing moral economy ofsocial democratic schooling. Aithough there is still a relative

paucity ofresearch on education for enterprise initiatives, several recent studies have

shown how the introduction ofprogrammes ofenterpriseeducation have infIuenced

schooling (Coffield, 1990; Harris, 1989, 1995; Rees & Rees, 1992; Rees, 1988; Shilling,

1989a, 1989b; WiIliamson, 1989). First, enterprise initiatives have broken out of their

former enclave within the academic sixth form curriculum to encompass predominately

14-18 vocational courses. For example, the formation ofa 'Education for Enterprise

Network' in 1982, was sponsored byeducational, industrial, and voluntary sector

organisations with the aim ofencouraging the extension and development ofmicro

enterprises within secondary schools on a national basis. In like manner, the Schools

Council Industry Project (SCIP) has also su:-,ported enterprise aetivities that teach

students on 'being your own boss' (Grant, 1986). To this can be added the Mini

Enterprise in Schools Project (MESP) and TVEL both ofwhich contributed to the

national dissernination ofmicro-enterprises and enterprise aetivities within the secondary

curriculum (Shilling, 1989a, 1989b). Through these programmes enterprise education

became a central element within the emerging new vocational curriculum ofschools and
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colleges marking what had hitherto been designated as the 'technical' or 'vocationai.' To

this extent, they were also deeply implicated within the reproduction offorms of teaching

and leaming that had historically been deemed appropriate for the working-c1ass. For

example, in her survey of 132 WeIsh schools, Harris (1989) found that enterprise activity

was viewed by teachers as appropriate for "non-academic pupils." ln a subsequent study

ofc1assroom teachers altitudes toward enterprise she has drawn very similar conclusions

(Harris, 1995). Such findings have also been substantiated by Cohen (1990), Jamieson

(1986), Shilling (1989a; 1989b), and Williamson (1989).

Second, "Education for enterprise has become a shorthand expression for leaming

about selfemployment ofone kind or another" (Rees, 1988, p. 11). The exemplar for

young people who engage in forms ofenterprise education is that ofindividual

entrepreneur or, collectively, the limited liability company. In this way, the dominant

model ofenterprise within schooling reproduces the social relations ofthe capitalist

enterprise as the only acceptable form oforganisation within which both productive and

meaningful activity may occur. As Rees and Rees have observed in their study ofthe Mini-

Enterprise Schools Project (MESP):

... the profit motive implies that other organisational forms which
combine income generation for parlicipants with wider social goals,
such as community development, are not offered to young people
as realistic alternatives. The profit motive becomes a taken-for
granted part oftheir cultural repertoire (1992, p. 134).

In this contex!, wealth creation and the accumulation ofcapital have become synonymous

with enterprise. Alternative renderjngs ofenterprise, such as co-operative ventures, are

thus marginalised within this dominant paradigm (Skillen, 1992). Further, the adoption of
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micro-enterprises \\ithin schoo1s tends to legitimate and reproduce social divisions that are

inherent within private sector companies - such as those related to gender and ethnicity

(Barnes et al., 1987, 1988; Rees, 1988; Westwood & Bhachu, 1988; Williamson, 1989).

Last, it can potentially act as a mechanism ofauto-critique which "endorses a New Right

moral appraisal ofindividuals who 'choose' unemployment rather than starting their own

business" (Rees & Rees, 1992, p. 134-5).

Enterprise education has also rendere<! importailt transfonnations in what is to

count as 'useful knowledge' within the secondary school curriculum. This has been a

complex and uneven process, but it is possible to distinguish a number ofsalient

developments. The most striking has been the way in which education for enterprise

initiatives in schools have articulated with the vocationalisation of the curriculum !Tom the

early 1980s. Indeed, enterprise has become virtuaUy synonymous with, or at least a

substitute for, the vocational in schooling. To this extent, it has been instrumental in

!Tacturing the secondary school curriculum, contributiJ11l to the generation ofsocial

divisions that were characteristic ofeducation before comprehensive refonns in the rnid

1960s. For example, the widespread introduction ofpre-vocational and vocational

programmes !Tom the 1970s, such as Business and Technician Education Council (BTEC),

Certificate ofPre-Vocational Education (CPVE), City and Guilds orLondon Institute

(CGLI) and Royal Society ofArts (RSA), and more recently GenerallNationai Vocational

Qualification (GNVQINVQs), have effectively created an alternative curriculum within

schools for students designated as non-acadernic. Significantly, ail ofthese initiatives have

embodied either micro-enterprises, enterprise, or business elements within their curricula.
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• Furthcr. the emergence ofan 'alternative curriculum' has been reinforced in the 1990s by

thc announcement that the national curriculum will only account for 60 per cent ofa

pupil's time \vithin school. The remaining 40 per cent \viII be devoted to vocational

elements, particularly GNVQs, which \viII include enterprise education'" In addition, the

Secretary of State for the Department for Education and Employment (DFEE) announced

in August 1995 that ail students not foIlo\ving academic courses in GCSEs \viII be subject

to extended periods ofwork experience \vith employers.8 Together, these developments

have served to reinforce the differentiation ofthe vocational trom non-vocational that

characterised the historicaltension between the technical and secondary.

As part of the \vide-ranging ~eforms of English education enacted by the ERA, the

national curriculum has a1so contributed enterprise elements to the secondary curriculum.

That is, despite its overt scholastic orientation, the national curriculum contains an explicit

commitment to elements ofboth vocationalism and enterprise \vithin its five cross

curricular themes. These are: economic and industrial understanding; careers education

and guidance; hea1th education; citizenship; and environmental education. Unlike the

eleven core and foundation subjects of the curriculum, which are aimed at the 'spiritual,

moral, cultural, mental and physical development ofpupils,' the later inclusion ofthe

themes was to provide students \vith knowledge and experiences that would prepare them

for 'adult' or working life. In this respect, it is important to understand that this model of

enterprise education was inherited from TVEI. lndeed, in many ofthe interviews

conducted \vith c1assroom tcachers and administrators in my study, it was common to hear

them point to how TVEI had not only shaped but defined the content and process of
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national curriculum subjects. For them. the 'spirit ofTVEr was very much in e\idence

within both the national curriculum and the other reforms of the ERA (1988). 1shall say

more on this below and in the chapters that follow.

The view that the national curriculum's cross-curricular themes embody aims and

objectives inherited !Tom TVEI, particularly those related to education for enterprise, is

most evident within economic and industrial understanding (ElU). Thus, a recent study by

Whitty, Rowe, and Aggleton found that "economic and industrial understanding appeared

in the most subjects and could thus be defined as the most fully permeated theme" within

the national curriculum (Whitty, Rowe, & Aggleton, 1994). In this context, it is significant

that the National Curriculum Council (NCC) recommendations on the content ofElU

include an explicit commitment to the dissemination of"entrepreneurial skills" as a means

to "increasing economic competitiveness" and maintaining "the nation's prosperity"

(National Curriculum Council, 1991, p. 1). Thus, curriculum guidance four on ElU states

that:

Education for enterprise means two things. First it means
developing the qualities needed to be an 'enterprising person,' such
as the ability to tackle problems, take initiatives, persevere, be
flexible and work in teams. Secondly and more specifically it means
taking part in small scale business and community enterprise
projects designed to develop these qualities. A programme for
economic and industrial understanding requires both (1991, p. 6).

This policy statement is notable in two ways. First, it expands and elabomtes the concept

ofenterprise contained within the original TVEI aims and criteria in focusing upon the

development ofa group ofskills lIJ}d competencies that have been at the centre ofnew

vocationalist discourse since the early 1980s (MSC, 1983). In ElU, however, they are
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explicitly connected to the creation of' qualitie~' that are ta constitute the 'enterprising

person.' Second. and ofgreater significance for my discussion ofenterprise. is the

emphasis placed upon the realisation ofthese subjective capacities within the 'small scale

business and community enterpnse projeets. ,9 That is, in legitimating forms ofcapitalist

social organisation for ElU activities within schools, we can begin to understand that

enterpnse has a reiterative character. Enterpnse in the context of ElU emerges as an

exemplar, a coordinative device, for embedding the capital relation within the processes of

schooling surrounding the national curriculum. For example, under "knowledge and

understanding" within ElU, students are to focus on "how business enterpnse creates

wealth for individuals and the community" (p. 4). Further, such leaming is to be grounded

in the development of"analytical, personal and social skills" that involve co-operating "as

part ofa team in enterpnse activities" (p. 5). In this way, we might think ofthe

modernised scholastic tradition that the national curriculum represents as a form of

vocationalism (or enterpnse) in that "it does very much reflect the kind ofresponse given

by employers when asked their views on education. With its emphasis on standards and

discipline it is clearly concerned with the kind ofmodel citizen envisaged by many

employers" (Spours & Young, 1990, p. 215). In relation to this observation, it is relevant

to note that rccent studies ofnational curriculum subjects have shown that areas such as

design and technology, and information tcchnology, are infused with c1assroom practices

modelled upon business (Apple, 1992; Beynon & MacKay, 1992, 1993; Beynon, Young,

& McKay, 1991; Jamieson, 1993; Medway, 1992).10 As 1 will show in the neX! section,

the foundations for these developments were prepared by TVEI.
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Enterprise. however, has had far wider implications than the reconstitution of

school knowledge. It has a1so acted to reorganise and transform the politics of educational

decision-making that had prevailed under the social democratic settlement established after

1944. This is the conclusion that Grace (1995) cornes to in his study ofthe effects of the

enterprise culture on school headteachers in England, where he argues that recent reforms

have tended toward what he calls the "commodification ofeducation." As he explains:

Education, regarded in the nineteenth century as primarily a moral
and spiritual enterprise and regarded in the social democratic era as
a professionaUy autonomous cultural service, has been
recontextualised in the 1980s as a product in the market place. This
commodification process has bel"n accomplished by a series of
reforms, such as the introduction of local management of schools
(which has established the discourse of the budget centre), the
promotion of league table of school results (which has created a
language of 'output', 'value-added' and 'measurable product') and
by official discourse which has constituted the curriculum as an
entity to be 'delivered' and the parents and pupils as the
'consumers' ofthe education product (1995, p. 40).

In this context, enterprise has worked to produce not ooly a 'discourse,' but forms of

social organisation that have rendered the relations of capitalist accumulation both

meaningful and practicable within education and schooling. Understood this way,

enterprise is not mere rhetoric, it is a conceptual practice that is as much concemed with

what is leaml within the c1assroom, as it is with how schools manage their everyday

decision-making. Emulating the practices of the 'world ofwork' in this way, enterprise

education has consistently sought to re-articulate the social relations of schooling more

closely to business and the capitalist market. Indeed, with the emergence ofa 'managed
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market' in education in the 1980s and 1990s, the local educational state has assumed an

enterprising form.

My argument, therefore, is that in the 1980s and 1990s, enterprise has come to

stand for the elaboration and embedding ofa constellation of social relations and practices

within education that embody the standpoint ofbusiness or capital. In other words,

whether as the school micro-enterprise, as 'relevant' and useful knowledge within the

curriculum, or the reproduction ofthe local educational state as a market, enterprise has

acted to concert and co-ordinate the social organisation ofschooling in ways that are

deeply implicated in social relations ofaccumulation. In this sense, we can speak ofan

'enterprise effec!' in English schooling that has produced a grid of social relations which

has simultaneously constituted and worked beyond the immediate experiences of

classroom teachers and their students. To appreciate how enterprise materialised in tbis

way, we can now turn to an analysis ofits effects witbin the 26 TVEI schools that

comprise tbis study.

Enterprise in TVEI

Like many social policies aimed at remodelling the welfare state on principles and

practices uerived trom business, TVEI was designed and developed by the 'Enterprise

Unit' witbin the Cabinet Office ofthe Prime Minister (Morris, 1991, p. 29). The imprint of

tbis senior ministerial body (under the directorsbip ofDavid Young) is unmistakable in the

TVEI pilot aims and criteria, wbich is redolent with references to "enterprise," the "world

ofemployment,"and "rea1-world problems" (MSC, 1983). Within the TVEI extension
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document or !'OcIlS Slalemelll (see Appendix 2). these themes are reiterated v"ith a marked

emphasis on developing "enterprising" qualities in students (Curtis, 1990; Jones. 1989a).

From its inception, therefore. T'lEI was understood by new Conservative

governments as addressing what 1have called in chapter three, the politics ofdecline. That

is, the 'technical,' vocational,' and 'educational' in TVEI were to be cast within a much

broader educational politics that was concerned with the regeneration ofthe British

capitalism modelled upon the new conservative utopia ofthe !Tee market. Thus, the

emergence ofTVEI policy and practice !Tom 1982-3 (whether as pilot or extension)

cannot be adequately grasped unless located within this particular ideological context. In

othl~r words, enterprise provided the conceptual nexus through which school-industry

relations were to be reorganised and co-ordinated as part ofa much longer-term process

ofthe restructuring and re-ordering ofBritish capital in the 1980s and 1990s. Indeed, this

is made explicit in the TVEI aims and criteria, where number seven states that

LEAslschools are to work in "close collaboration [with] industry/commercelpublic

services etc., so that the curricllillm has indlls/ry 's confidence" (my italics MSC, 1983).

My research data !Tom both the 1985-88 and 1991-2 studies suggest that

enterprise education was praetised through several organisational forms within the TVEI

curriculum. The most commonplace mechanism that was used by schools was the oùcro

enterprise. Il As 1have indicated above, although a version ofthis did exist in Young

Enterprise !Tom the 1960s, the oùcro-enterprises that were to emerge as a consequence of

the new vocationa1ist impulse ofthe 1980s onwards were ofa very different character. In

other words, TVEI schools adapted and re-worked the model ofthe capitalist firm that
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Young Enter;:>rise bequeathed for a very different constituency than it \Vas intended. In this

respect, Williamson concluded his study of 150 pupils in 20 English schools that "mini

enterprise was clearly associated by both students and parents with lower ability levels"

(Williamson, 1989, p. 78). Second, enterprise activities would ofle:J ;"e organised through

TVEI supported subjects, such as business studies, design and technology, information

technology (IT), and personal and social education (PSE). Occasionally, as in business

studies and PSE, the micro-enterprise model would be utilised, though eitRer a module or

group ofactivities on enterprise could also be observed. Third, curriculum content and

process would be Iinked with employers and industry, through 'business partnerships,' or

as under the Extension, 'Compact schemes. ,12 Schools would a1so connect enterprise with

non-curricular activities, such af TVEI work experience, counselling and guidance, and

outward-bound activities (e.g. school residentials). In addition, arrangements for trips by

pupils to local industry and business would be made, as weil as retum visits by local

employers. By exploring in greater detail the ethnographie dimensions ofthese practices,

as 1will do in this and subsequent chapters, we can better comprehend how TVEI worked

to produce an 'enterprise effect' within the existing moral economy ofthe schools I

investigated.

Construing 'Reality': The Micro-Enter:prise

A~ I have a1ready indicated, the most widely praetised organisational fonn of

enterprise education that materialised under the auspices ofTVEI was the 'mini

company.' For this reasoll, we may take it as an exemplar of the kinds ofpractices I will

investigate here. Ofthe 26 schools, perhaps the most striking example ofhow micro-
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enterprises were used to effect teaching and learning practices within the TVEI pilot was

at Smith Communitv College (SCC). Like the other schools (and schools nationallv), the. - .

College had organised its TVEI program using a core + options curriculum mode!. Within

the program, enterprise elements were evident in both subject options (business studies)

and what the College referred to as its "TVEI Project." However, what was significant

about the College's Project was that il was realised entirely through the mechanism ofthe

micro-enterprise. Timetabled for an entire Tuesday morning, TVEI teachers (12) and

students (50) would meet for Project activities. After an initial introduction by one (or

more) of the faculty to frame the morning's 'business,' students would disperse into

groups and begin work on their micro-enterprises. These inciuded: producing greetings

cards; making candies; constructing an inflatable tent; programming for educational

software; creating a war game for use on a computer; and a landscaping business.

Observations ofthe students' micro-enterprises revealed that they were engaging with a

range of questions, issues, and practices drawn fiom business (e. g. interview techniques;

handling money; how to organise a Joan trom a bank; construeting a cash-flow for a

business).

In this way, micro-enterprises anchored the College's TVEI Project within an

ensemble ofsocial relations that emulated the practices ofthe capitalist enterprise. As one

student succinctly put it, "it's a about building a business." In interview, il was apparent

that teachers working on the Project were cornmitted to both ils underlying methodology

and praetice. This was noted by the headmaster, who observed that:

l've never seen my staff 50 enthusiastic. l've never seen 50 much
inter-disciplinary collaboration between subjeet areas. 1 called it the
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• 'people's democratic republic of TVEI. . 1 found that teachers now
had sorne money to develop their own ideas and get away ITom the
exam etllos of the school [.. ] 50. for leaching staff il injecled new
ideas and gave them sorne control over their teaching (HM/9/62/85
88).

This view was endorsed by TVEI Project leachers. When asked if il had effected changes

among the usual "leadership" relations ofleachers in the College. one replied that:

ThaCs interesting. yes. il has changed. We began as equals in the
TVEI Project. We held meetings !Tequently and the information
was disseminated to colleagues. It was a group decision that
delermined policy, not a question 0:seniority (Projl9/14/85-88).

Yet other teachers described the organisation of the Project as "democratic" in that it

broke with the "academic tradition" of the College. This orientation did not imply that the

ethos among Project teachers was antithetical to that of the mainstrearn curriculum. What

it did entail was the creation ofa relatively autonomous 'enclave' (Saunders, 1986) that

allowed Project teachers, as the headteacher put it above. to 'develop their own ideas and

get away !Tom the exam ethos of the school.' ln practice, as observations of the Project

classes showed, many teachers atlempted to use the curriculum time and space afforded by

TVEI to realise a pupil-centred approach that was embedded within their own professional

ideology ofprogressivism. But this was not without contradictions.

A professional allegiance to a progressivist methodology and practice did not

appear to contradict Project teachers embracing the business inspired model of the micro-

enterprise. Indeed, the two were seen as quite compatible. As the co-ordinator for the

Project explained:

There are a number of processes: didactic; active tutorial work;
deveIoping leadership qualities i.e. entrepreneurship.
Entrepreneurship is relatively new, that's where we use the rea/
world as a model for leaming. Their [pupils] businesses could
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include everything, exccpt caring skills. Ali of this takes place
\\;thin a student-centred approach (PC\9\30\85-8R)

The juxtaposition of 'entrepreneurship' and a 'student-centred approach' (i e

progressivism) raises sorne important questions which 1mil come back to below. For the

moment, we need to focus our attention on how entrepreneurship was used to con~titute

'the real world as a model ofleaming' mthin scc. First. it is important to realise that the

notion of entrepreneurship was not indigenous to SCC, rather it was imported iTom

mthout As the Project Co-ordinator explained:

This model of TVEI [entrepreneurship] came ITom the Director of
Studies who started TVEI and who was chairman of the local
Liberal Pany. He had contacts mth businesses outside the school
and made TVEI acceptable there - then it \l'as just a matter of
getting it in the school (PC\9\30\85-88).

This points to a two-way process, in which TVEI had to be 'made acceptable' to local

business, before 'getting it in the schooL' The 'il' in this context refers to the 'model of

TVEI' or entrepreneurship that SCC administrators and teachers saw as constituting their

approach to curriculum development within the Project moming. Thus, the notion of the

real that was to emerge in the TVEI Project was not only legitimated by business, it was

to be constituted by business concerns. ln Smith's (1990a) terms, the Project created a

Uvirtual reality" within which students could explore the everyday world as it appeared

through the lens of the capital relation. ln this context, we can begin to comprehend that

entrepreneurship was more than just a collection ofpedagogical techniques focusing on

the development of 'leadership qualities.' lt denoted the formation ofa set ofeducational

experiences that would ground the relations ofcapitalist accumulation through students'

aetivities within their micro-enterprises. Entrepreneurship enaeted a process ofbourgeois
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• subjectification that crystalliseù the standpoint of business as the reu! within the TVEI

Project. As two Project teachers put il. "The incentive we use is to make rea! money and

to go with that. a greater seme 01 freedom." Or. "The criteria that the teachers use for

assessing their [students1mini-enterprise work is whether they leam from their mistakes.

But for the kids. ifs whether they make a profil or not.·· (PT/9/63/85-88) Again. it is the

way in which the' rea!' is being construed for these students that is the key to

understanding entrepreneurship.

We can see the social relation that the concept ofentrepreneurship embodied

producing similar effects in teachers understandings of the 'real' and 'community' under

the TVEI extension. When asked what he thought was the most significant impact of the

TVEI pilot, the Deputy Headteacher (who had been the College Co-ordinator for the

TVEI pilot) replied that:

1 think probably the biggest impact il had was on teacher
awareness, that there are other ways of teaching and since then il
has deve!oped andpervaded the whole curriculum, so that now the
TVEI Extension for enterprise is not mentioned, it is part of the
curriculum [...] generally the extension has been the whole
curriculum (DH/9/8/91-2).

His comment that TVEI had effected changes in 'teacher awareness' and had, under the

extension, 'pervaded the whole curriculum' was reiterated by many other administrators

and teachers in the schools we studied. However, what requires explanation is in what

ways did TVEI affect teachers and administrators' understandings and experience of not

only their work but more broadly schooling. The account ofa careers education teacher of
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his responsibilities in SCC are revealing on this issue. Asked how he saw his job, he

replied that:

The business community have still got their ethics that you have to
comply with whether you like it or nol So lhat's hall' 1 see my job
10 keep Ihis reality comiTig in, to say to kids "Look it's ail very weIl
for you to say 'Everybody knows me, l'm OK.' They do in school,
ail right you're a bit of a scallywag, yes but everybody's got a soft
spot for you, once you walk out of this door your name means
nothing to anybody, you've got to start afresh, it's no good thinking
'Oh 1 can get away with being late because everybody knows l'm ail
right,' you can't, you're starting and wbatever reputation you create
will stay with you." 1 Ihillk we bad/y lIeed some sorl of reality
withill Ihe school.

He then went on to define more precisely his use of'cominunity:'

We are doillg Q1/ awfullollo Iry and gellhe commulIily ill. We've
got a very, very strong set of governors now. When the head came
here, he in fuet came to me and said 'Look who should we have on
the governors, rd Iike sorne industrialists' and 1 gol some real
people ill, 1gave him some realllames, instead of the old farts that
you generally get on school governors, we got sorne really good
people.

Finally, he argued that, "we've no intention ofletting the old TVEI spirit drop, that's our

job is to bring that back. We WQJIIIO gel a 101 ofreality ill/o Ihe school. a 101 ofreality"

(CG\9\8-8\91-2). In this instance the principal effect of the 'old TVEI spirit' was again to

define 'rea1ity' or the 'community' ITom the vantage oflocal employers and their 'ethics.'

Coostrued in this way, TVEI construeted a very particular notion of the real world outside

the college to use as a powerful force shaping bath the content and process ofcurriculum

developmenl. In short, it effeeted a form of 'extra local ruling' (Smith, 1984) that was

made invisible by its very ordinariness. As we will see in what follows, the elaboration of
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this social relation was to render subtle, but nevertheless profound. changes in the social

organisation of teaching and leaming within the 26 schools.

Enternrising Subjects

A1though the micro-enterprise was the most prevalent organisational form of

enterprise education to be adopted by TVEI schools, other approaches were also

explored. Subjects, particularly technology, business studies, and personal and social

education (PSE), would usually contain an enterprise acti\ity or module. While micro-

enterprises were in evidence, however, it was more usual to observe teachers and students

working on individual projects or engaging in group activities that were organised around

an enterprise theme. This would include topics such as, 'Setting up a Business,' 'Market

Research,' 'Advertising,' or 'Generating Capital.' ln this way, the underlying relations of

enterprise worked to reproduce forms ofteac;hing and leaming across the schools that

expressed a very similar chamcter to that 1have explored within the TVEI Project at

Smith Community CoUege. Indeed, what delined enterprise in these different contexts was

not only that it grounded teaching and learning within the capital relation, but that this

process was accompIished through forms of'pupil-centred' pedagogy. Consider the

comments ofa Business Studies teacher in Peak Grammar:

The lirst single option module was called .Setting up a Business' so
they did do sorne survey o~ retail outlets, but it wasn't specilically a
retail survey. The brief was that the group were a management
consultants and the young couple had come to them thinking about
starting up their own business with sorne capital, the girl had
supposedly got a house that she had been left which she coula seU,
that kind of nice situatio~ and they were to advise on a possible
type of business [...] the thing was t[IIite good, it was an
introdllction to the course and the idea of getting out and about
œufdoing your own research, really giving them the responsibility
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and 1 think they ll'ere a bit .'iurprised that they weren't being sat
dOll'n informai situations and that they'd got a lot offreedom ta do
their 011'11 thing [...] The second one we put together was an
assignment based around estate agents. They had to design a
brochure which would effectively be the .For Sale' brochure for
their own house, create a database as if they were the estate agent,
interrogate a database, write a business report on sorne aspect of
the housing market. It brought in sorne business report writing and
quite extensive use of the computer facilities, so it's quite a good
one. Now we've just embarked on the tlùrd one wlùch is caIIed
.Business in the Environment' and it takes three or four approaches.
The main t1ùng we will be looking for them to bring out will be how
whatever they do affects the local community (BS/II7-8/91-92).

His description of the course is significant in several ways. While the content ofeach

module revolved around a business theme, the approach used to enact teaclùng and

learning was thoroughly pupil-centred, relying upon students own initiative in 'getting out

and about,' doing their 'own research,' as weil as the 'freedom to do their own tlùng.'

Clearly, t1ùs type ofpedagogy can be instantly recognised as issuing from the progressive

teaclùng praetices and professional ideology ofteachers that emerged during the social

democratic era of the 1960s and 1970s (Dale, 1989; Dale, Esland, Ferguson, &

MacDonald, 1981; Education Group Il, 1991; Grace, 1995). However, where

progressivism espoused an essentially Iiberal-humanist ideology that reflected the

supposed interests and needs of students, within the context above, it was the praetices of

'management consultants' and 'estate agents' that defined legitimate knowledge and skill

within the TVEI curriculum. Thus, designing a 'For Sale brochure,' or creating and

examining a 'database' was not merely a 'student-centred' aetivity. It amounted to the

creation ofa politicaI space where the capital relation could be explored as part ofthe
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ordinary, everyday experience ofschooling. Again, we can a1so see that the 'local

community' was constructed !Tom the vantage point of this relation.

What was remarkable about this approach to the teaching of business studies was

its reiterative character within TVEI schools. For exarnple, when asked what links were

made between business studies and the "world ofwork," the TVEI business studies

specialist for Smith High school replied that: "they use the local community for research

[...] they do the retail surveys, they do surveys ofthe industrial estate across the road,

they'lI go and ask local shopkeepers questions." Significantly, she was opposed to a "very

formai way ofteaching," preferring methods where "ifs more important that they know

how toji"d thelacis ifthey need them," that is, teaching "them to think." However,

teaching them 'how to find facts' and 'to think' was to be realised within very specifie

contexts. As she explained in relation to an exercise on decision-making: "1 have had the

Midland Bank to come in and give them an exercise on decision-making [which] was very

nice in that it taught them about decision-making very much !Tom a banking point ofview"

(BS/I 1/11-12/91-92). This is a theme 1will retum to in chapter seven on business studies.

TVEI business studies was not exceptional in this respect. Despite its apparently

'technical' character, it was evident that the sarne dynamic shaped TVEI design and

technology. Discussing the criteria by which students were assessed in their projects, Iwo

technology teachers (Tl and T2 below) at Peak Grarnmar explained how they emphasised

the role of 'economic' considerations in the design process:

Tl One ofour projects was quite heavily involved in marketing wasn't
it, in packaging, how would you sell something, design a package
which would hold a pizza.
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T2 [...] that could be developed a lot further into a business

TI They had to look at what makes things sell and how do you sell
things and where are the markets. We do link in marketing and
business as part of the normal studies.

T2 Costing cornes in anything that they make, obviously they have to
cost it out, however simple, a cake they've made, or anything
they've made.

TI They have to say 'WeIl is it economic to make it out ofcertain
materialsT

T2 Yes, that decision has got to be taken in the design process before
they actually make it (Tech/II 191-2).

In Baker Grarnmar similar concems were discemible. Asked ifthere were any 'business'

elements in Technology, a teacher replied that:

Oh yes, that's right. Il appears in other places because when they're
doing their poster design for instance they look at printing, the cost
of printing, how many they're going to make, that sort of thing.
Whenever they're making something which is not solely for their
bedroom wall then they have to consider the costs whetl designing
somethingfor somebody else to lise. So the industry link is always
there, economics is always there really (Tech/SI 191-2).

In both instances, therefore, the 'economic' was chosen as the element of'reality'

necessary to shape the conceptual practices oftechnology teachers within the classroom

by organising the design process around the problem of 'where are the markets' or

'designing something for somebody else to use.' Put another way, the technological within

TVEI was generated upon a distinction between exchange and use value, in which

exchange value was to predominate and determine howa 'decision' was made in the

design process.13 Such an approac~ was also incorporated within national curriculum

Technology which was to rely upon, as the Statutory Orders put it, 'the best practice [...]
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in particular developments under TVE!' (quoted in Barnett, 1992, p. 84). The legacy of

TVEI in this respect has been to ensure that "a di.;proportionate amount ofattention is

paid to business" within national curriculum Technology, while "commul/ity processes,

structures, criteria and values" tend to be ignored (Medway, 1992, p. 76).

The creation ofa version of technology that gave primacy to business, wealth

creation, and enterprise raises questions concerning the formation ofa "technological

Iiteracy" within the secondary curriculum (Beynon & MacKay, 1992, 1993; Beynon,

Young & MacKay, 1991). In this respect il is important to remind ourselves that the

raison d'être that lay behind TVE! policy trom ils inception was, as its then Director put

it, to "equip young people with the knowledge, skills, competencies, qualifications, and

attitudes which they will need at work in a rapidly changing highly technological society"

(Jones, 19898, p. 351). Significantly, the same prescription was to define the relationship

ofeconomic and industrial understanding (ElU) to national curriculum technology, where

"Technology should help pupils develop the skills, ellterprise qualities, and economic and

industrial londerstanding necessary for a world experiencing rapid technological change"

(my italics, National Curriculum Council, 1991, p. 10). Seen trom this perspective, TVEI

and other initiatives aimed at introducing technology into schools were understood by new

Conservatives as addressing the problem ofa technological i//iteracy that was the legacy

ofcomprehensive schooUng and progressivism trom the 1960s and 1970s. Thus, my point

is that while TVEI subjects such as design and technology, information technology, office

practice, and business and information studies, may have broadened understanding of

technology per se within the curriculum, they elrected this in contexts that were organised
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around business or enterprise. The decision to design and produce an artefact was

therefore deeply embedded within an evaluation of 'what makes things sell and how do

you sell things.' This approach was a1so reflected in the many technology projects that

students devised using micro-electronics for the purposes ofconstructing domestic

security devices for the protection ofprivate property (Bames et al., 1987, 1988b).ln

these ways, TVEI contributed to the creation offorms oftechnological understanding that

were deeply implicated in the reproduction ofthe relations ofcapitalist accumulation as

opposed to those ofthe 'bedroom wall.' 1shall say more on the issue ofliteracy in chapter

eight on the new assessment.

Before progressing to an investigation ofhow these practices began to transform

the social organisation ofpolicy-making on information technology (IT), we need to

retum to a question that 1posed above concerning the synthesis achieved between a child

centred, progressivist pedagogy, and forms ofenterprise education. With a few notable

exceptions, the apparent convergence between these elements has been either merely

noted, or welcomed by educational researchers (Williamson, 1989; Craft, 1994). Thus,

where Harris has argued that "a progressive curriculum would seem to offer a more

accommodating framework for enterprise activity" (1989, p. 91), Craft (1994) has

recommended it as "empowering." Both interpretations 1find untenable. This is because

historically, progressivism has a1ways been associated in Britain with an ideology of

teacher professionalisrn, the 'educational establishment,' and social democratic politics 

particularly Labour party politics (Centre for Contemporary Cultural Studies, 1981). To

this extent, the "progressive consensus was articulated against industry and those who
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were held to represent it in govemment and the Conservative party" (Finn, Grant, &

Johnson, 1977, p. 157). Conversely, there is no doubtthat new Conservatives understood

progressivism as antithetical to their project ofconstructing an enterprise culture as weil as

the primary source ofanti-industrial values in schools (Cox & Boyson, 1977; Cox &

Dyson, 1970; Scruton, 1978,1980; Thatcher, 1993, 1995). Thus, we need to scrutinise

their goals in building on progressivism.

From its inception, it was apparent that both new vocationalist and enterprise

discourse, particularly that associated with TVEI, drew heavily upon progressivist

concepts, practices, and theories. Thus, where contradiction, discord and even confiict

would have been expected, as we have seen, it produced coherence, integration, even

harmony. Further, not only have teachers embraced enterprise (as in Smith Community

College), educational researchers have also shown a distinct tendency to view it as either

compatible with, or an extension of, progressive practices. In other words, enterprise is

perceived as being accommodated on terms established by progressivism, 1101 vice versa.

This is an account which has also permeated writing on TVEI in defining it as an

essentially progressive policy in its continuities with a 'liberal vocationalism' (c. f.

Gleeson, 1987b; McCulloch, 1986, 1987; Saunders, 1986; Saunders & Halpin, 1990;

Williams & Yeomans, 1993, 1994b). The question remains, however, how it was that a

quintessentially educational mode ofthought and practice was colonised by the 'spirit of

enterprise' trom the 1980s.

There are Iwo ways in which we can address this question. First, because ofits

associations with the Thatcher govemment, the MSC, and its apparent1y vocational
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orientation, TVEI initially was greeted with a mixture ofconcern and suspicion by the

teaching profession. This political opposition was rel1ected in the large number of LEAs

who, during the pilot, refused to bid for TVEI contracts. Consequently, ITom the

beginning, both the MSC and national TVEI Unit were very aware that they had to win

consent for the Initiative and avoid a boycott. 14 One way in which this was achieved was

to embed TVEI within a progressive discourse that espoused child-centred and informai

pedagogies, integrated approaches to the curriculum, and extolled 'relevance,' as weil as

active, experiential learning. That the TVEI cohort in each LEA was to represent a 'mixed

ability' grouping further underlined its apparent indebtedness to progressive sympathies. In

this way, the MSC ensured that the language ofchange that TVEI was c10aked in

resembled as c1osely. as possible that of the 'educational establishment,' and particularly

teachers. We must remember that progressivism, ITom the period ofthe Great Debate

(1976), had been undergoing change and transformation. Thus, my point is that

recontextualised within the new vocationalism, progressivism can be thought ofas a mask

worn by the MSC, which aIthough not coincident with the traditionai politics and practices

of social democratic forms ofeducation, was above ail, attempting to be mistaken to be

50. Relatedly, the progressive interpretation ofTVEI served to focus attention on it as a

form ofcurriculum development, rather than as a policy intervention aimed at the

management and organisation ofschooling (as 1will argue in chapters five and six). In this

context, my view is that progressivism was utilised as a political mechanism for winning

the active consent and participation ofteachers and their respective organisations to the

aims ofTVEI.
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The second way in which we can explain the colonisation of progressivism by

enterprise is by reference to the apolitical character ofprogressivism. As Avis (1991a,

199Ib), Donald (1 985a, 1992), Jones (1 989b), Henriques et al (1984) and Wolpe (1983)

have convincingly argued, rather than constituting a coherent body ofcritical knowledge

and practice embedded within a radical educational politics, progressivism has historically

provided a disparate set of pedagogical techniques centred on the regulation ofc1assroom

behaviour. is Understood this way, its unswerving commitment to forms ofchild-centred

pedagogy can be interprett"d as an effect ofa modern technology ofdisciplinary power

that "does not function through overt repression but through the covert reproduction of

ourselves" (Henriques, 1984, p. 196). As 1have shown above, this was realised in the

micro-enterprise, business studies, and design and technology, through the conceptual

practices ofenterprise. Progressivism, in other words, is better understood within the

context of the new vocationalism as an apparatus oftechnique concerned with the

regulation ofsocial relations within schooling, than as a potential reservoir ofan

emancipatory educational politics.

Developing a Policy for IT: 'There's a funding issue there'

The effects ofTVEI enterprise were not restricted ta c1assroom practices, but

were also apparent in the wider social organisation ofthe schools. In particular, 1a:d

referring to the way in which TVEI encouraged and supported the systematic development

ofa wide range ofwork-related schemes which attempted ta bring the 'community' into

the school. As the TVEI criteria put il, "the technical and vocational elements should be

broadly related to potential employment opportunities within and outside the geographical
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• area for the young people concerned" (MSC. 1983). In practice. this materialised in the

provision ofcompulsory work experience. careers guidance and counselling, and doser

links with local employers. which prior to TVEI had often been ad-hoc and inconsistent

(Jamieson, 1986, 1993).16 While 1cannot detail the impact ofeach ofthese developments

on the 26 schools (this would be another study), it is ilIuminating to provide an example of

how the move to doser school-industry links affected policy fonnation on infonnation

technology (II) in Riverside Comprehensive.

A key feature ofthis process was desl:ribed by a TVEI Technology Co-ordinator

in Riverside. Discussing how TVEI had introduced a wide repertoire of school-industry

links since the beginning ofthe pilot, she noted how these had accumulated under the

Extension so that "there's loads ofthese schemes being iIÙtiated to support teachers

extend the classroom (Tech/3/4/9l-92). Her observation raises the question how and in

what ways did TVEI aetually 'extend the dassroom?' We can begin to understand what

she meant by this in exploring developments around IT within Riverside between 1985

1992. Like TVEI schools nationally, Riverside had devoted a considerable proportion of

both its pilot and Extension funding to introducing computers into the classroom.

A1though the school had originally invested in 'stand alone stations' within departments

under the TVEI pilot, its policy on IT had gradually veered to sigIÙng a contract with a

national computer company International Computers Ud (ICL) on establishing a

centralised computing facility of30 work stations. By 1991 this was in place and

operational. The decision-making process that teachers and admiIÙstrators entered into to

produce this shift in IT policy is ilIuminating ofthe question 1have posed above.
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• Asked to account for the "thinking behind the new lT facility," the lT Co-

ordinator in Riverside argued that there were two reasons why he wanted to adopt this

approach. The tirst was that until the computer centre was installed, computers had been

dispersed throughout the school and were therefore "not openly accessible because you

reach a point where you can't actually supervise effectively because you 've got walls

between you and the kids." An "open plan" facility would thus obviate the need to "get on

your bike and stay mobile ail the tune" as weil as being cost-effective in "that you can have

a fairly large number of people ail doing their own thing but 'supervised by a small number

ofstaff." Ofequal importance was the centre's innate capacity to generate its own

informai methods ofc1assroom control:

... it :ùso means that pupils have to work effectively, develop the
skills of working for themselves, by themselves, without causing
havoc anywhere else, in the sense that ijyou're in one comer ofthe
room and there are 20 other people trying to work and }/OU start
dalIcing and singing, a lot ofpeople are gaing to get very upset,
the socialisillg effect of il as we// should be real/y quite powerfill
(IT/3/l/91-92).

Over and above these concems, he went on to argue that the primary reason for creating

the centre was that ICL offered 'industry standard' machines. As he elCJllained:

1 immediately started thinking, weU if we get ICL gear in, indtlStly
standard, using the latest software that actuaIIy is on offer to
companies then the benefits to our kids who cao leave Riverside are
enormous. They cao walk ioto any office in the city, weil sorne anyway,
and say '1 know about this software, l've used that, 1 cao sit down at
that machine, 1 cao switch il on, 1 cao get ioto il, 1 cao log on, 1 cao
start and } cao he effective from day one almoS!,' so immediately our
kids become more employable [...] and you know wen living in a rea/
world now and myjob is to educate. to facilitate, but a/so to prepare
these peoplefor filTther employment andma/ce them as effective when
they get there as1possib/y con (lT/3/2/91-92).
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Clearly therl, the decision to develop a centralised computing facility was not simply a

technicai or administrative matter. As weil as being implicated within issues ofaccess,

cost, and 'supervision,' it was al50 connected with ensuring that the practices ofthe

computer centre meshed with those of 'industry.' In this way the design and social

organisation ofRiverside's IT centre embedded the relations ofworkplace or 'real world'

within the c1assroom.

This process which began as enterprise education under TVEI was reinforced by

the graduai introduction ofmarket relations within education throughout the 19805. In

particular, the 'open enrolment' clauses ofthe ERA (1988) effectively created a 'public

sector voucher' that "meant that state money followed the child to whatever school he

attended" (Thatcher, 1993, p. 591). Combined with a failing school population, declining

budgets, and dwindling resources, the effect ofthis was to force schools into acting as if

they were operating within a market place (Bali, 1994; Thomas, 1990). In Riverside, this

was to have direct implications for the realisation ofthe school's IT policy. As the

Technology Co-ordinator observed:

The schools investrnent in IT is seen as two-fold, one is the pupiJ
enhancemenJ but the other is the genera/ schooJ enhancemenl. The
deal we got with ICL was fàr too advantageous not to go with [...] the
schooJ sees il as a way of seJJing Riverside 10 gel more students in
because we've got tàlling rolls. 1 don't know ifyou know but when 1
first came to Riverside there was 1800 students, we are DOW down to
less than 600 [...] that then was seen as a way of attraeting more
students. Il aJso couIdhave a spin-o./f. MIe couIdgeneraJe weaIth from
there as a training jaciJity. Scottish and Neweastle brewery have
a1ready brought in teams of their workers to be trained on the ICL
system and local industry is coming to use the làcilities. This Tyneside
TEC will support up to 50"10 for in-service for businesses on IT, 50 if
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they use our prenùses we get the money. sn il will l'enerale lI'ealth
(Tech/3/I 0-11/9 I-92).

The school's headtéacher made a very similar argument when he commented that:

... the issue for us is that although on the one hand links with industry
mean links for the sake ofour youngsters, that's the main point of links.
the other side of the coin is offering the lCL suite in particular and
other bits of the school as a training fàcility for industry, so lhere's a
funding issue lhere (HT1316191-92).

The insertion ofmarket relations into English education through TVEl and the ERA

therefore had distinct and continuous effects in shaping Riverside's policy on lT. First, a

centraIised, 'open plan' area was established because it combined economy with the

powerful 'socialising effect' ofsurveillance (Foucault, 1977). Second, the 'industry

standard' that the 1CL machines offered was seen as a way ofincorporating the relations

ofthe 'real world' into classroom practice. At this point we must reoùnd ourselves that

technological artefacts are never value-neutraI, but have encoded within th<:m a particular

set ofassumptions that reflect the social relations ofthe workplace (Noble, 1977;

Tomaney, 1990; ZimbaIist, 1979). Thirel, the high profile which the IT centre achieved in

Riverside was to be used in 'se!Jing' the school to parents and their students. Last, and

perhaps most crucially, it was being used as a 'training fàcility' to 'generate wealth.'

Taken together, what these processes point to is the graduai commodification of

educational decision-making in relation to IT policy within Riverside. ln this, TVEl

provided not only the resources but the initial conceptuaI practices through which the

'technical' could be embedded within an emerging moral economy ofenterprise.

Finally, when asked ifshe agreed with the commonplace justification that IT

helped students leam more effectively in different subjects, the Technology Co-ordinator
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replied that "for me it isn't just that, il ertellds our curriculum a lot more and makes it

ïealistic" (Tech/3/10/92-92). In other words, while these teachers and administrators did

use arguments supporting the introduction of IT within Riverside that relied upon an

educational rationale, these were ultimately embedded within concems that centred on

economy, surveillance and the capacity to 'generate wealth.' What this suggests is that the

formation ofschool policy on IT was driven less by technical-rational, administrative, or

even 'micro-politica!' concems within the school, than by the system of"market

accountability" (Grace, 1995) which TVEI and later the ERA installed. How TVEI

prepared the foundations ofa managed market in English education is the question 1wiU

consistently retum to in the chapters that foilow.

Conclusion

In this chapter 1have argued that the e1aboration ofthe concept and praetice of

enterprise within TVEI cannot be divorced from what 1described as the politics ofdecline

in chapter three. That is, the 'enterprise for education movement,' ofwhich TVEI was 50

centraI, has been intimately conneeted with the rise ofnew Conservative politics in Britain

from the early 1980s. Thus, in order to understand how enterprise materialised within

TVEI as the experience ofteachers, administrators and students, we must a1so appreciate

that it was invested with a politics that owed much more to the creation ofenterprising

subjeets and ù'ee markets than it did the social democratic ideal of'Secondary Schoolsfor

Air (Tawney, 1922).

1then moved on to explore the empirical charaeter ofenterprise in TVEI,

particu1arly in its archetypal form, the micro-enterprise. In brie( what my investigations
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revea1 is that TVEI enterprise generated types ofunderstanding and social organisation

that imp!icit!y grounded the standpoint ofbusiness or capital within the everyday

commonsense ofteaching and learning. As 1showed, the micro-enterprise effected this in

the different ways it appropriated and construed the 'rea1 world' for students to engage

with in their learning. By presenting data from business studies and technology, 1also

argued that it was possible to discem a similar dynamic structuring and giving shape to the

experiences ofteachers in these subjects. Last, 1concluded with an anaJysis ofhow the

development ofIT policy in one school was shaped and given concrete expression by an

emerging 'market accountability' within education. This, 1suggested, had begun to push

the organisation ofthe school toward becoming a centre for the generation ofwea1th or

value, as opposed to 'pupil enhancement.'

What emerges from these investigations is the notion ofenterprise education as a

vehicle for the introduction ofeducational practices that will naturalise the standpoint of

business within the curriculum and decision-making ofschools. How and in what ways this

was rendered as TVEI management, business education, and assessment is what 1will be

invesiigating in the chapters that follow.

NOTES

1 Lord (David) Young (Quoted in Fairclough, 1991).
2 Other natiooal schemes includcd: the 'Training for Enterprise Programme",' 'Entcrprise Allowancc
Scheme;' 'Scottish Entcrprise' and 'Highlands and Islands Enterprise. '
, The inaugwation of the TECs was sigoalled in 1988 by the White Paper, Employmentfor the 1990$. In
this, the govemment made clear that the TECs role was to promote enterprïse in the workfOlCC, as well as
aet as centres for regiooal and local economic developmenl
4 Studies of the social composition ofTEC boaIds suggest that the dominant interests reprcsentcd are
those ofbusiness "with only tokcn represcntation from trade unions, education, local govemment or
volunlaly organisationsfl (MacDooald & Coffield, 1991, p. 34).
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'This is a Iheme 1will return 10 in laler chaplCrs. particularly those on managemenl (fh-c and six). wherc
1argue \hal TVEI spcarhcadcd Ihe 'marketisation' of lhe local cducational stale (LEAs).
6 Thus. Granl (1986) has obsen'cd lhal: "Young Enterprise. il should be nolcd. is designcd for a limilcd
range of senior and more able school pupils and is further rcstrictcd by the number of finns able 10
sponsor Young Enterprise companics" (p. 56).
7 Significanlly. GNVQs can be delivercd by privale agencies. Alrcady a small number of large and small
f1TlllS have becn approvcd 10 award certificales (Unwin. 1990).
• The rcccnl shift in nomenclature from Dcpartrnent ofEducation and Science (DES) 10 its new tille.
Dcpartmenl for Education and Emplo)menl (DFEE). underlines a policy commitrnenl 10 the re
establishmenl of a differentialcd cducational system thal will rcst on distinctions betwœn the 'academic'
and ·vocational.·
9 ln chapler seven. 1will show how this notion ofenlerprise affcetcd the production ofc1assroom
knowlcdge within the conlexl ofTVEI business sludies.
'0 For example. curriculum guidance four suggcsts \hal "Tcchnolog)' should help pupils 10 dC\-clop skiIls.
enterprise qualilies and cconomie and industrial understanding nccCSS3J)' for a world cxpcriencing rapid
Iccbnologica1 change" (my italies. National Curriculum Council. 1991. p. 10).
II ln 1986. a DES sun-cy found \hal 74% ofschools had micro-cnlerpriscs and \hat 37% ofthose had
inlegralcd il within the curriculum (Harris, 1989).
" School 'compacts' are school-industry partnerships. They are American in origin and are designcd 10
provide both lcachers and students with industrial and commercial e"']lCrience (Comeld. 1990).
" The sbift 10 a version ofdesign and tcchnology within TVE1 \hat emphasiscd its connections wilh
'wcalth creation' and 'enlerprise' rcfIcetcd nalional priorilies. For example, as carly as January 1982
Prime Minister Thateher bad callcd a Downing Streel seminar on design whore she ar!IDcd \hat 'The
profit potential ofproduct design is considerable. Designers should be more aggrcssive in selling
themselves 10 industry and wcalth creators' SignificanUy, in the sarne ycar \hat TVE1 was launchcd
(1983), the gcn:crnment in conjunction with the British Design Council began its 'Design for Profit'
campaign \hal was aimcd 10 'maximise sales and profits' and make industry more 'competitive' (quolcd in
Whitelcy, 1991, p. 196).
'4 The most nntable cxample ofthis was the largest LEA in the country, the Inner London Educalion
Authority (ILEA). Until its abolition in 1991, the ILEA had consistenUy refuscd to enler into negotiatinns
for TVEI funding.
" ln tbis conlc.xt, it is worth noling \hat since ils emergence in the ninetccnth century, the tenn 'progress'
or 'progressive' has bccn uscd hy bath a radical and conservative politics. As Williams (1983) has notcd
"Progrcssive (... ) is uscd generally of the Lcft (hy parts of the Left) as in 'progrcssive-mindcd people,' bul,
on the other band, is uscd 10 distinguish supporters of 'moderate and orderly' ehange (...] where the sense
ofa stcady stcp-by-stcpjourncy in sorne goneral direction is calIcd upon. as in 'a progressive but not
socialist party,' or 'Conservatism is orderly progrcss; we are the gonuine progrcssive party'" (p. 245). My
point is \hal progressivism does not denole a fonn ofanti-regulation.
,. The inclusion ofEconomie and Industrial Understanding, and Carecrs and Guidance under the national
curriculum. as weil as the imposition ofGNVQs from 1996-7, will ensure a sccure place for thcsc
clements in English schooling weil inlo the 21st century.
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CIlAPTER 5

MANAOINO THE MARKET: TVEI AND THE SOCIAL RELATIONS OF EOUCATIONAL CHANGE

The pilot scheme WOlS to bc run \\ithin the Govemment's existing
public e:"Il<:nditure pro\ision. The purposc of cach projcet and of the
pilot scheme as a whole would bc to explore and test methods of
organising. managing and resourcing replîcable programmes: and to
explore and test the kind of programmes. eurricuJa and lcarning
methods rcquircd for succcss. 1

The principle policy aim ofthe TVEI pilot at its inception was to encourage LEAs

and schools "to explore and test ways oforganising and managing the education of 14-18

year old people across the ability range" (MSC, 1983). Yet, ITom its introduction in

schools in September 1983, the Initiative was widely understood byeducational

praetitioners and researchers as a programme for developing vocational curricula in

education. For example, in their review of TVEI (1983-1990) Her Majesty's Inspectors

(HM!) ofschools begin by noting that "TVEI is the largest curriculum development

project funded and admirùstered by central government" (1991, p. ix). G1eeson begins his

edited collection ofTVEI evaluations in a similar way, when he states that "In essence the

project may be viewed as an attempt at major innovation to stimulate curriculum

development and introduce new approaches to teaching and learrùng' (1987a, p. 2). Thus,

despite its managerial overtones in policy, ITom its beginning TVEI was recogrùsed by the

HM!, researchers, and educational practitioners as a curriculum irùtiative that was only

marginally related to questions ofmanagement and orgalÙsation. Where issues of

management and orgalÙsation were foregrounded, they tended to be couched within a

conventional framework derived ITom the literature on school admirùstration.
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• As 1will show, not only does such a perspective suffer !Tom its own internal

limitations, but it leads to an analysis ofTVEI that systematically misconstrues its peculiar

managerial character. Consequently, as this chapter proceeds 1will argue for an analysis

that conceives TVEI as a pervasive form ofsocial regulation aimed at both curricula and

management practices in schools that was enmeshed in the construction ofan 'enterprise

culture.' ln exploring these issues 1will focus on how TVEI prepared the ground for the

management ofchange within the 26 schools ofmy study between 1985 -1992.' 1will be

interested in not only uncovering the understandings which administrators and teachers

brought to the practices ofmanagement, but how TVEI effected educational change as a

social and political process within the schools.3 ln particular, 1will identifY what social

relations and practices were being articulated to management within TVEI, as weil as

problematising the concept itselfas it is construed within the Iiterature. As 1will show,

management elements within TVEI can be understood as a medium for the introduction of

quasi-market relations in education that were part ofa wider project connected to the

construction ofan enterprise culture within English schools. A further issue 1will touch

upon will be concerned with visions ofeducational change that were imminent to TVEI.

That is, what possible paths ofeducational development did TVEI pre-figure? ln ail ofthis

it is neceSSllIY to question concepts of 'management' and 'change' as they are

conventionally understood, in order to construct an analysis ofTVEI that is unfettered by

the theoretical and methodologicallimitations that conventional approaches impose.

ln thinking about the 'management ofchange' under TVEI therefore, 1choose not

to adopt a perspective drawn from educational administration. There are three reasons for
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this. First, as Campbell el al (1987) note, modem educational administration is rooted in

an essentially manageria! paradigm that is still replete with 'scientific' or laylorist

residues. In this respect, 1depart !Tom contemporary mainstream usage of the term,

especially as it has been applied within the emerging Iiterature on 'school restrueturing'

(Clune & Witte, 1990a, 1990b; Hannaway & Carnoy, 1993; Hannaway & Crowson,

1989).' Second, the analysis of education and schooling that emanates !Tom an educational

administrative perspective commonly lacks a decidedly historical or ethnographic

character.S This adversely affects the way in which it interprets 'change.' In the Iiterature

on school management and restructuring for example, change is almost always represented

as a Iinear, rational, progressive process thal is inherently connected with improvement

(Caldwell & Spinks,.1988, 1992; Tyack, 1993). Such a view ofeducational change is too

narrow in my view. First, the notion itselfis bounded by the present but it has Iittle or no

relationship to the pas!. For instance, in her review ofrecent British teXls on educational

management Ozga (1992) has argued that "there is a need for a considered attempt to

relate the development ofeducational management to its historical context" (p. 279-80).

We cannot understand the present, or a projected future, without reference to the pas!.

Managing change, in other words, has to be viewed as an historical process. This implies

that the couplet 'management ofchange' cannot be abstraeted out of the immediate

particularities oflocal, historical conteXls in which it occurs. In my view the management

ofchange process that f10wed !Tom TVEI has to be treated as an empirical phenomenon

that arises from the business-like re-ordering ofschooling within Britain during the 1980s

and 1990s.
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• This raises a second consideration. Managing change is an inherently political

process, which involves contestation, conflict, and struggle as oIder arrangements and

practices are either re-organised or dismantIed. As 1argued in chapter three, under the

new Conservatism this process has been effected through a mode ofsocial regulation that

has generated forms ofchange expressed through the !Tee market and forms of moral

order centred on 'governing the enterprising self (Rose, 1992). That is, this form of

regu1ation has worked to construet a 'new' political settlement that continues to define

how and in whllt ways educational change within English schools is to be managed. Within

government policy this settlement has been represented positively, through for example, a

discourse ofgreater 'choice,' 'parent power,' 'accountability,' 'efficiency,' and the raising

of 'standards' (Brown, 1989; Brown & Lauder, 1992). Further, this discourse has also

been uncrtically adopted by the profusion ofmanagement texts that have attempted to

address the changes which this new politics ofeducation has generated (Angus, 1993,

1994). However, my argument in what follows is that understood ethnographically, !Tom

be10w, we can begin to construct a very different pieture ofthe effects ofthis mode of

1egulation on the social relations and practices ofschooling.

Finally, in complex institutions Iike schools, educational change does not only have

a micropolitical dimension, but is embedded within wider societal transformations. In

1980s Britain, for instance, school reform cannot be set apart !Tom the "politics of

Thatcherism" (Hall & Jacques, 1983). Yet as Angus notes in his review ofa key

management teX'. ;;1 education, Caldwell and Spinks internationally acclaimed The Self

Mallaging Schoo/ (1988), "the authors display a totallack ofawareness ofthe profound
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shifi to the right in the educational policy context within which school self-management is

to be exercised" (1994, p. 81). We therefore also have to examine change for its

ideological content.

By contrast, my perspective derives ITom the historical and methodolClgical

approach 1have outlined in chapter one. This suggests that we understand the

management ofchange initiated through TVEI as part of an historical process of

embedding and naturalising the social relations ofcapital within the everyday of school

Iife. 1do not mean by this, as sorne authors imply, that we need to identif)r how the

imagined 'needs' ofa capitalist economy are translated into demands for vocational

tr~ning within the educational system (Bowles & Gintis, 1976; Brown & Lauder, 1992;

Shilling, 1989b). This would amount to a lapse into an unwarranted functional

correspondence, or crude economic deterrninism. The approach 1will adopt, following

Smith (1987) and Thompson (Thompson, 1967, 1978b, 1991), begins with an

investigation ofthe actualities ofTVEI management in the everyday experience ofschool

life. Following Thompson's analysis of The Grid of11lherital1ce (Thompson, 1976), 1will

argue that TVEI effected a "grid" ofmanagerial relations that was implicated in the

elaboration ofa group ofmechanisms aimed at securing the enterprise culture within the

govemance ofschools. In this respect, 1wiU focus on describing not only the experience

of teachers and administrators in relation to the managerial procedures which TVEI

instituted, but how their experience was appropriated and made 'accountable' within an

emerging mal1ageria/grid. In relation to TVEI, 1will argue that management arnounted

to a contemporary technology ofsubjectification, or what Smith (1984) has called an
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"administratively constituted knowledge" that worked to reconfigure and align educational

practices in ways that were consonant with the founding ofa moral economy of enterpri~e

in schools.6

A Guiding Thread

What 1intend now is to show how teachers and administrators experienced change

within TVEI schools between 1985-92. As my data reveaI, from their particular

standpoints the change process that TVEI set in motion appeared to teachers and

administrators to be consistent with existing comprehensive and progressive traditions

within English education. By anaIysing and contextuaIising their perspectives, 1will

attempt to show that in faet their experience ofthe change process was embedded within

much broader, historicaI tendencies in education that had been unfolding for over a

century before TVEI. My point is that what teachers and administrators refer to as 'speed-

up' under TVEI was in faet a re-ordering ofthe sociaI relations ofsecondary schooling.

That TVEI brought change to the schools 1studied was not in doubt by the

administrators and teachers interviewed.7 As one headteacher described it:

TVEI was Iike acid rain on Iimestone, it brought about smaIl but
significant amounts of change [...] il has eaten out fissures,
passageways and chambers (HT/8/3/91-2).

Other headteachers argued that ofthe increasing number ofpolicy interventions with

which they were confronted throughout the 19805 and early 19905, TVEI was centrai in

preparing their schools for change. Reflecting on their schools' involvement with TVEI,

the headteachers in Hardy Comprehensive and Peak Grammar observed that:

1 think let's put this in the broader context because TVEI has been
olle ofa number ofmajor throsts ofeducatiol/Ql developmellt over
the last tell years, each ofwhich has sort offed 011 the other QIId
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• ill/eracled willl eacll olher. 1don't know if 1 can remember them ail
but TVEI pilot was obviously an important one and if you like
hroke Ihe grOll1ld [... ] Sa ail oflhese were Ihreads going onlhere [... ]
SA alllhese Ihings have sarl (1gelled logelher and la aClual(l' pick ouI
œui .\0' lhal cau.l'ed lhal la happen. honeslly. is nol œl ea~r Ihing 10

do. ils a soup wilh mœ~l' ingrediell/s in il (HT/I 0/6/9 1-2).

1 think the process of change if we looked at 1971 -82 the amount
of change in the curriculum was very small. From 1982-1991 il has
heen enormous and Ilhink Ihe n'El had a greal pari in Ihal [... ]
/l's very difficult to think of what elements there were in 1982 that
can be pointed at the TVEI, hecause whalever gels involved in a
school is parI ofa whole .l'choolprocess (HT/1I2/91-2).

/l was acknowledged by ether teachers and admirustrators that TVEI had a central

role within a much broader, multiple policy context - particularly given the funding it

offered. As weIl as recoglÙsing that il 'broke the ground,' it was more commonly held that

TVEI was part ofa 'whole school process' that 'gelled together' or acted as a "catalyst"

to accelerate the "pace" ofchange within schools. /l was not one ofmany 'threads' but Ihe

guiding thread:

What TVEI did was to change Ihe pace of change rather
than... 'This is where 1wanted to go but 1would have been working
at this for another live years' ...are you with me? (HT/2017191-2)

1think it's probably accelerated a lot of Ihe Ihings that might have
heen, or were in embryo at the school, sorne of the ideas that
people had in terms of sorne of their development. 1 think iI's
accelerated change much more quickly than would have been
possible. For example the Technology area, the Technology
teachers had got plans for what they would have liked to have
done, to talk about multi-media workshops and re-arranging the
workshops to suit developing teaching styles better and before
TVEI the funds weren't there to enable them to do that. So 1 think
iI's actually accelerateddevelopmellts (PC/20/5/91-2).

Had TVEI not come we would have developed along the same
generallines (HT/20/17/85-88).
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TVEI is a combination of constructivist and, in this LEA anyway,
child-centred progressivism. It has strains cfboth [... ] TVEI should
change teachers attitudes. Sorne have made tremendous changes,
others haven'!. TVEI has been a catalyst which has changed
people's attitudes to the job (T/10176/85-88).

Before TVEI we had a balanced curriculum and TVEI has ellabled
us ta develap mare quickly - to do the kinds of things we'd like to
have done anyway (DH/14/1O/85-88).

TVEI has been a catalyst for making things happen faster than they
would have under nonnal circumstances. It's the same with staff
ownership [of the curriculum] (HT/19/8/85-88).

TVEI gave 10 years·. equipment and premises ill three mallths.
And the budget aIlows f1exibility and development and spread of
staffexpertise (PC/8/2/85-88).

Without TVEI it wouldn't have happened. Not as it has, it would
not have happened, we would not have had the money [... ]and 1
should think ail schools that have had TVEI would be saying the
same thing. We've been damed lucky because we were a pilot
school which means we've had it for virtuaIly twice as long as
anybody else. What's that amounted to, nigh on :500,000 over the
ten years? Without that kind of money il just wouldn't have
happened (ITI7/2/91-2).

These obselVations reveal a shared sensibility among teachers and administrators

that TVEI did not 50 much introduce change as sirnply accelerated il. ...They also suggest

that the Initiative worked to hamess developments that were already occurring in these

schools - thus the recuITent use of ·catalysl.' Witn the exception ofa minority ofteachers,

this was the dominant conception ofhow TVEI effected change within the 26 schools.

That is, it was seen as largely unproblematic in providing substantial resources for what

they had intended to do anyway." Such a perception ofchange is not surprising given the

responsibilities ofteachers and adrninistrators amidst rapid educational transfonnation. As

the principal ofRedmond College put it:
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• It's ail OK, but it's come at a time when 1 think the profession,
generally speaking people are recognising it, Illal Illere lias heell
illllOl'alùm overload (if a rea/~I' massil'e killd and to be perfectly
honest with you 1 look at my colleagues from time to time and
reflect on my own process alld.l'OU're jusl ,o;wimmillg 10 sla.l' wllere
.l'OU are (HT/7/20/91-2).

ln Burke Comprehensive, the headteacher c1aimed that the only way to deal with

'innovation overload' was to be weil prepared for il:

So 1 mean 1 think one of the other problems is Illal if.l'ou're sil/illg
ill tlle middle ofchallge alld .l'ou've heell preparedfor il, it's non
threatening, so .l'ou d01l'1 actual/y recogllise thal .l'ou're ill a challge
situatioll and again that's olle ofthe techniques that we became l'el)'
skilled at actual/y doing (HTI14/4/91-2).

From within a vortex ofeducational change, therefore, it was unlikely that either teachers

or administrators could generate any analysis other than a dimly grasped sense that TVEI

had hastened the process ofchange itself. • Now, while this was their perception ofthe

general impact ofTVEI on their schools, 1do think that it was inevitably partial, given

their place within the change process. 1want to emphasise that calling their perspectives

partial is not an argl!men~ about individual bias. It is rather to acknowledge the extra-local

character of social relations within which these teachers and adrninistrators were

implicated, That is, when you are 'sitting in the rniddle ofchange' it is difficult, ifnot

impossible, to establish a broad reference point against which developments may be

evaluated. Further, ifteachers and adrninistrators were 'prepared for if and 'skilled' in its

'techniques' - as TVEI teachers and adrninistrators would have been through the plethora

oftraining materials and courses created for LEAs and schools - then the change process

would assume a Iinear, naturaIised or nonnalised appearance . However, from a standpoint

outside ofthe immediate social organisation ofthese educational practitioner's experience,

138



it is possible to situate their observations within a broader. historical-ethnographic analysis

ofTVEI.

Understood from this perspective, what teachers and administrators were pointing

to was the unfolding ofan historical process within which their schools had been

implicated before the implementation ofTVEI in 1983. As Donald (Donald, 1981), Finn.

Grant and Johnson (1977), Conference ofSocialist Econonùsts (1979) and Centre for

Contemporary Cultural Studies (1981) show, the origins of this transformation had been

signalled by the Great Debate (1976) and the ensuing green paper Education in SchooLç

(I977), which effectively marked "the creation and imposition ofa 'new settlement' to

replace the old consensus in education" (Donald, 1981, p. 107). Within this new

settlement, TVEI was to be the constitutive element ofa 'new' politics ofeducation that

has subsequently become the 'new vocationalism' (Bates et al., 1984).

It is in this sense that TVEI acted as a 'catalyst' in secondary education, in

providing a nationally defined policy framework which effectively concerted and co

ordinated existing developments at the level of the LEA and school. That is, through its

aims and criteria and procedures for categorical-funding, TVEI acted to focus and redefine

LEA and school initiatives ITom 1983 under the rubric ofenterprise. In this respect, the

Initiative represented what may be called a meta-policy, in that it not only transformed the

ideological terrain upon which curriculum development, school organisation and

management were constituted, but also articulated to it existing educational policies and

practices to that new terrain. Just as a magnet attracts, aligns, and creates a concentric

pattern amongst scattered iron filings, so TVEI exerted a field-of-force on the
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• development of the managerial character of English schooling throughout the J980s and

early 1990s.

ln making this assessment, account must also be taken of the Education Refonn

Act (ERA) which followed on the heels ofTVEI and without doubt has represented the

most important legislative refonn of British education since 1944. The ERA's imposition

ofa national curriculum in England and Wales has simultaneously re-focused debate on

the curriculum while obscuring the continuity between the ERA and TVEI as managerial

initiatives. As a consequence, educational analysis and deoate has centred on the content

of the National Curriculum as a revival of the bourgeois 'Eng1ish tradition,' while

nostalgically perceiving TVEI as the last gasp ofa liberal-progressivism (G1eeson &

McLean, 1994). Such a perspective has to be countered in my view, as it nùsconstrues the

combined and complementary nature ofboth policies as mechanisms ofsocial regulation

serving the same ends - despite their respective scholastic and vocational leanings.

Approached from the latter perspective, the managerial character ofTVEI can be seen to

have laid the foundations for a new mode ofsocial regulation within schools which came

to be expressed through the nexus ofmarket relations.

The Market and Social Regulation

ln describing how TVEI acted as a meta-policy on school refonn 1have also been

concemed to show that the concepts ofboth 'management' and 'change' cannot be taken

as analytical concepts trom which inquiry into educational restrueturing can begin. Indeed,

transformations in the aetualities ofeveryday life in schools tend to be masked and

rendered more opaque by the very use (lfthese concepts. Further, 1have suggested that
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their uncritical adoption and use truncates analysis at the very point il should commence.

Instead of management and change constituting the lens through which we observe and

interpret the organisational world ofeducation and schooling, we need to make them the

subject ofcritical inquiry. That is, we have to search for ways that make sense ofthe

'management ofchange' in education that are sensitive to cultural and historical processes

within local, institutional contexts.

Against this background, 1will argue below, is that although T'-'I:l wa~ ostensibly

aimed at altering existing management structures and pro.:esses, it aise had a powerful

influence over decision-making processes outside and beyond fonnal management

praetices. It was not that TVEI wrested "power and control away from local [school ]

activity" (Gleeson & McLean, 1994, p. 241) and then placed it in the hands ofi:entral

government, but that it led to subtle changes in the way that the internai politics of school

decision-making was organised and put into effect. This amounted to a significant re

ordering ofthe social relations and practices which had fonnerly constituted the orderly

day-to-day running ofschools. The effect ofthis was to create a dynarnic, or political

space, through which teachers and administrators could actively reaIise .. 'new' or re

constituted everyday order derived from enterprise or business. As Keat and Abercrombie

have shown in their study, Enterprise CII/htre (1991), this has involved the remodelling of

public institutions "along the lines ofthe conunercial enterprise" and "the acquisition and

exercise ofenterprising qualities" in the construction of the 'enterprising self.'

Significantly, they perceive TVEI as part ofthe "more positive measures ofcultural
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engineering [in] constructing an enterprise culture," a c1aim which has been substantiated

by educational researchers in their evaluations ofthe Initiative (p. 5).

After several years as !ocal evaluators to different LEAs, Dale and Saunders have

come to similar conclusions on how TVEI influenced the construction ofa market in

education. Dale and his colleagues have argued that while in conventional management

terms "it is possible to see TVEI [...] as a failure" it nevertheless led to the "subtle

introduction ofan institutional market psychology" through ils "bid and deliver" system of

categorical funding (1990, p. 168). Similar1y, for Saunders, TVEI was successfu1 as a

management strategy in securing categorical funding as the primary mechanism through

which LEAs and schools were induced into a laissez/aire ideology. As he makes c1ear:

It has transformed resource procurement and nurtured an
entrepreneurial culture on the part of LEA officialdom right down
to the classroom teacher. The compulsory school sector has been
colonised by a new hegemony, a competitive market place ldeology
with the functioning of a market place, in which effective
competitors are massively rewarded (1990, pp. 178-79).

Categoncal funding thus prefigured the legislative provisions ofthe Education Reform Act

(1988), which centred on:

...developing a market system in education by aIIowing schools to
control their own budgets, to encourage parents to select a school
of choice, and to aIIow schools greater opportunity to recroit
students without restrictions (ofhome address and catchment areas)
(Lawn & Whitty, 1992, p. 86).

Two issues arise from these observations. First, TVEI cannot be understood as

potitically distinct from the provisions contained in the ERA (1988). In this view, the ERA

is comprehended as contradicting the philosophy and practice ofthe •tiberal' vocationatism

which schools constructed around TVEI. For instance, Saunders and Halpin (1990) argue
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• that the National Curric..I'~m "offered a hackneyed list of prescribed subjects curiously

disarticulated from newer and emerging areas ofknowledge" (p.7) which arose from

TVEI curriculum development. Making a sinùlar connection (or dis-connection) Dale et al

:ISsert, "the Education Reform Act and the National curriculum it sponsored owed Iittle if

anything to the experience ofTVEf' (1990, p.5).'O Merson adopts a sinùlar perspective

when he argues that the combined reforms that constituted the 1988 Act "seemed to owe

Iittle to the accumulated experience" ofTVEI (1992, p. 25). Finegold agrees with these

analyses when he concludes that the National Curriculum undeTnùned TVEI in that it,

"represented an entirely different approach to the content anel gc;;c:rnance ljfeducation"

(Finegold, 1993, p. 72). Consequently, with the graduaI implementation ofthe national

curriculum in English schools from the early 1990s, TVEI is written about in the past

rather than present tense; it is understood as pnssing into an historical context. For

example, G1eeson and McLean write that "Historically, perhaps, it [TVEI] will be

remembered as a moment in education policy and practice" (1994, p. 241).

This is a pervasive theme in the Iiterature on TVEI, which 1believe systematically

nùsconstrues its relations with the ERA, and particularly the national curriculum. Either it

is asserted that there is no connection between these two policies, which not only

emanated from different State agencies it is argued (the MSC and DES), but had distinct

foci - the one vocationaI the other a traditionaI scholasticism. Or the ERA is seen as the

dominant policy, superseding and eventually relegating TVEI to an historical 'moment'

after which the future ofschooling was coDstructed around the national curriculum. It is

precisely at this point that anaIysis, in my view, gets muddled - whether as DaIe et ars
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• neo-marxism or Finegold's neo-Weberian 'institutional analysis.' This puzzle arises from

the fact that attention has been overly fixed on how the national curriculum contradicted

and supplanted TVEI curriculum development, while simultaneously neglecting the

managerial form ofboth TVEI and the ERA. Thus, it is no! that TVEI became enmeshed

in the "cross·fire ofcompeting curriculum policy outcomes" and was u1timately subjected

to the "mercy ofan invigorated traditionalism" with the implementation of the national

curriculum (Saunders & Halpin, 1990, p. 12)." Ifwe centre analysis on the market-driven

aspects ofthe 1988 Act, specifically: the local management ofschools (LMS); the

procedures for opting out; and open enrolment; then it becomes c1ear that TVEI pre-

figured the ERA as a beach-head policy for establishing new approaches to school

govemance.

Ifwe talk to teachers and administrators in schools then we get a different picture

from the Iiterature. That is, we hear stories ofcontinuity between TVEI and the ERA. In

the 1991-2 data that 1 have used for my study, administrators and teachers frequent1y

referred to the national curriculum as representing a continuation ofthe work they had

already expended on TVEI curriculum devt"opment. For them, as the accounts below

show, the transition was almost seamless:

Weil 1 think the legacy's fantastic from my point of view but it's
hard now to attribute it to TVEI because TVEI finished sorne time
ago but the legacy Ilhink lias come out ofthe development work of
TVEl in terms of aetion-based learning, in terms of breaking down
courses, in terms of discussing and reporting with students about
their performances sa that's ill terms ofnow coming on-stream to
report abolit the national curricuillm we've got the skiffs and the
techniques there alreatiy becouse we're IIsed to doing it (HT\14\
\91-2).
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• Every initiative thats coming to us is reinforcing what 1 thought
was the original TVEI concept. One of the technology projects we
do for national curriculum is 'Enterprise' and other ones Iike
'Going Green.' You're getting an outing to industry and business to
show the kids what it is that people are doing. So every project has
that kind of link [...] So you have to see TVEI therefore aç being
very. very valuable in terms ofnational curriculum (Tech/31 191
2).

Again really the new national curriculum in technology has picked
up 1 think mainly where TVEI left off. The faet that technology is
now delivered through contexts rather than the old-fashioned idea
ofsitting down and going through note taking on what kind oftools
do what sort of thing for four months before anybody can go and
build anything. Certainly national curriculum technology if we
look back at what we hadas a TVEl document in the early days the
difference between them is so slight, that ofcourse here in Exeter
we sort of looked ami said 'Well we've been there and done that
before. ' As 1 say in general l'm not unhappy with that, the spirit of
TVEI 1was weil in favour of, and the actual praetise that came out
of it, you know we made sorne mistakes, but in general where we
wcre trying to go is effectively where it appears people wa11l us to
go now with new natiol/al curriculum moves anyway (IT/IO/lO
11/91-2).

This [TVEI] has been good preparation for the national curriculum.
Many staff have got ready for this sort of rapid change and many
departments have seen other colleagues guing through these rapid
changes and realised that it's going to come to them (HT/1/9/91
92).

For TVEI teachers therefore, there was a clear continuity between the 'development work

ofTVEI' and the national curriculum; in teaching and learning styles, assessment and

within particular subject areas. Significantly, where rliscontinuities were felt, it was in the

lack offunding and resourcing that accompanied national curriculum compared with the

heyday ofthe TVEI pilot.12
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• Without schools, LEA administrators understood the new forms of decentralised

school governance or local management of schooIs (LMS) wruch the ERA imposed as

having a Iineage that was traceable to TVEI. As they put it:

There's another one [of TVEI's effects] that people have not
recognised and again 1 was very disappointed didn't come through
in the HM! survey, was the contribution that 1YEI has made to
whole school managemelll planl/ing, you know. Here we've had
LMS for a couple of years now, there's no doubt in my mind, and
l'm sure that if you talk to our LMS coordinator in the LEA he
would say to you that TVEl has had a major influence on helping
secondary schools to cope with ail aspects of /MS in terms of
budgetillg, ill terms ofself-evaluatioll alld so 011, it's beell a major
help alld they're certaill/y filldillg that whell they're tryillg to
implemellt/MS il/ primary schools who havell't had the bellefit of
that sort of experiellce that we have givell them through TVEl
(CC/IO/16/91-2).

So 1 think that will be the ultimate lasting benelit of TVEI, that it
actually made people look beyond each school year and the other
thing 1 forced them to do and had a lot of hassle with..... "Why do
we have to put our plans in so early?" and 1 said "Because you're
living on linancial years, you're not going to get any money for the
last term of your live years, you've got to learn to live within the
way in wruch the money appears, so you plan for the following
September if necessary." But it's ail happelled 1I0W, ill /MS they
have ta do that. So they've beell Iwo quite importa1lt developmellls
from TVEl which you would say "Weil that's I/ot what TVEl is
about" but ill fact it's beel/ quite critical what TVEl is about
becmlse it'sput it in a context ofgellera/planning (PC/20/ /91-2).

Vou've also got a school there wruch culturally has changed,
through 1YElthey were very, very weilpreparedfor /MS, because
TVEI is more than just about curriculum issues and experiences it's
about a way of working as weil, so sorne of their working styles
and practices have been influenced (PC/11I9-10/91-2).

In trus context, the 'bid and deliver' system that TVEI effected was a precursor to

the creation ofan internai market in education on to which LMS, opting out and open

enrolment were grafted. Il could be said that TVEI was the other side of the ERA, it was
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part of an his/oriealprocess that was to effect a system ofeducation and schooling that

took the capitalist market as its exemplar. In this respect TVEI curriculum development,

no matter how progressive, hinged upon the re-ordering ofthe ;ocial relations of

management in schools. Once these relations had been rendered effective within schools,

only then was the ground prepared for a fundamental transformation ofthe curriculum and

the valuation ofparticular forms of knowledge within il. What was being constructed

therefore was not an educational wall that was to separate and divide by c1ass but an arch,

the key stone ofwhich was to become the national curriculum under the ERA. That this

key stone was carved from the fossilised rernnants ofa bourgeois 'English tradition' in

education served to compliment, not contradict, the 'TVEI effecl. ' 13 The point is to

recognise that in managerial terms there was an inherent historical continuity, not a

contradiction, between TVEI and the ERA as educational policies.

Contemporary educational policy analysis has also focused on how TVEI led to

the introduction ofmarket relations in schools and LEAs. As 1indicated. above, Dale el al

(1990) and Saunders (1990) saw this as either the insertion ofan 'institutional market

psychology' or 'a new hegemony, a competitive market place ideology.' The market

effeets of the ERA have also been comprehended as entering schools through the conduit

ofideology. While 1think that ideology (though not psychology) is important in explaining

the nature ofthese changes, its use is problernatic. That is, TVEI and the ERA were not

directly concemed with changing administrators and teachers values and ideas, but with

changing the locally organised social practices within which their customary experiences of

schooling were situated. Ofcourse, 1am not suggesting that the MSC or DES were
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indifferent to the transformation of administrators and teachers belief systems, but that this

was secondary to actual material changes in the way that schools were to be managed.

Individuals ideas and values may or may not have changed, but the denser reality of social

practice in which they were immersed was to be radically a1tered and re-constituted.

Unless we understand ideology as being embodied by social relations and practices, we

end up with a conceptual shell that acts as a gloss and explains nothing. This is why 1

prefer to think of ideology in terms described by Smith and Smith:

'" we understand ideologies as essential constituents of the
processes coordinating govemment policies and different sectors of
govemment and other ruling relations. The cogency of ideologies is
a function of how weil they articulate the praetice of ruling to the
economic conditions confronted by different seetors of the relations
and apparatuses of ruling. As underyling economic conditions shift,
policies and administravtive praetices coordinated by a given
ideological frame cease to be practically effective in sustaining or
advancing capital accummulation. A new ideological frame is
invented [...] Hence, shifts in the ideologies 'ruling' state economic
policies and administrative practices serve as 'markers' of
underlying shifts in economic conditions confronted by :,ders
(Smith & Smith, 1988, p.48).

In other words, ideologies are deeply implicated in and constitutive ofhow and in what

ways the everyday world is put together and rcndered sensible from the vantage point of

capital. Methodologically, the focus of anaIysis then becomes not that TVEI 'colonised'

schools with a market place ideology (or 'psychology'), but how market relatiolls became

a means ofconcerting and co-oidinating the work ofteachers and administrators in

managing change. As the head ofEleetronics in Riverside Comprehensive succinetly put il:

And at the end of the day this school, in this competitive
era...you've heard the talk from the head the other day...this
school's futllre is wrapped IIp in our pefjormance. And our
performance is not going to be evaluated about how good at
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solving problems the kids are when they leave this place, it's gonna
be how many GCSEs or whatever it is that they've got, tllat's wllat
tllis scllool is going ta he assessed on a/ld lI'e're in a market now
(HOD: Electronics/3/8/85-88).

Il is difficult to read into this response any sense ofa mind colonised by a market place

ideology. To the contrary, it suggests that not only is he weil aware of the situation that

his school confronts 'in this competitive era,' but also that its 'future is wrapped up in our

performance.' Further, that performance, or ensemble of educational practices, was to be

'evaluated' and 'assessed' within terms set by the 'market.' Thus, il is only through

empirical investigations ofhow such 'performance' was actively effected within TVEI

schools that we can better comprehend the capital relation as a lived, rustorical procl'ss.

Finally, the ethnography ofTVEI management that I have developed in this

chapter (and chapter'six) suggests that we do not conceptualise it as a formai,

conventional manageria' initiative. Rather, il suggests that under TVEI management took

the form ofa grid ofrelations and practices embedded witrun processes ofcapitalist social

regulation. Under social democracy this grid was expressed through a form oflocally

organised educational governance that materialised liS a 'partnership' between LEAs,

teacher unions/associations, and central govemment. As I noted in chapter one, trus was

primarily constituted through the professional/collegial relations ofteachers, an ideology

ofprogressivism, and comprehensivism. Under the new vocationalism, this grid has been

the focus ofsystematic policy interventions airned al its dl '1use and eventual

transformation. In particular, it bas effected a manageriaf< 'd that is increasingly less

dependent upon the professional judgement and expertise ofeducators than it is on the

149



relations of the capitalist market. As 1have shown above, it not only fundamentally altered

the context in which change was to be managed, but re-defined how it was to occur. ln

particular, its most significant impact was to effect forms ofschool decision-making that

articulated with a 'managed market' in English education.

Considered in its relationship to market regulation, therefore, it is possible to

understand TVEI management as elaborating a form extra-local rule that is mediated

through the relations of the capitalist market. This is reflected in many ofthe

developments which TVEI initiated, such as the promotion ofsenior management teams,

school development plans, regular monitoring and evaluation, performance indicators, and

forms ofschooI-based financial management. Together, these mechanisms have

constituted a managerial grid that has worked to embed the relations ofaccumulation

within the everyday activities ofmanaging change within schools. How particular elements

ofthis grid effected this process within the 26 schools will be the subject of the next

chapter.

Conclusion

ln this chapter 1was concemed with establishing a conceptual framework for

comprehending the management ofchange process that TVEI initiated as embedded

within market regulation. This had Iwo parts. First, 1argued that the existing literature on

TVEI tended to misconstrue it as a form ofcurriculum development, when in faet its

peculiar managerial character was what defined it in terms "fits impact on the English

educational system. 1then proceeded to problematise the conc'lpt and praetice ofthe

'management ofchange' as it has conventionally been conceived in educational
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• administration. My argument was that conventional approaches to the analysis ofthis

process within schooling were not adequate when applied to IVEI. In particulaI', it was

the Initiative's qualities as a grid ofsocial relations, which centred on the embedding of an

enterprise culture within schools, that pointed to 'management' under IVEI as the

elaboration ofan historical process that was embedded within capitalist social regulation.

ln this context., it was significant that IVEI was not operationali5ed from a conventional

managerial standpoint, but rather it worked through diffuse mechanisms such as the quasi

market relations involved with the 'bid and deliver' system ofcategorical funding.

As policy-in-practice, therefore, IVEI confounded orthodox conceptions ofschool

management in that it was market relations (behind which lay neo-Iiberal political

economy) that determined its cl.aractel' within LEAs and schools. As Lord Young

observes in the epigram that begins this chapter, it was 'e!!!erprise' that was the guiding

thread behind IVEI. Th1s is also what connected it, in policy terms, to the ERA (1988)

where I argued that both initiatives were .~o be understood as part ofa historical shift

towards the embedding ofan enterprise culture in English education throughout the 1980s

and 1990s.

Finally, I argued that ifwe considered school management historically, then it was

possible to reconœptualise TVEI ma.1agement &S elaborating a form ofmanagerial grid

that not ooly mediated the capital relatio.. througli 'market accountability,' but rendered

forms ofextra-local rule within schools. How this managerial grid materialised in the

schools within this study is the subject ofthe next chapter.
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1 Curtis. 1. (1990). Tee/mica! al/d /'ocaiiOI/l/!!cl!ucalioll!lIitialil'l! Rel'ie\l' : Employment
Department. Sheffield (p. 6).
! Throughout this chapter my discussion will centre on management. or cognately. the
management ofchange. 1do not propose to use received conventions which enshrine the
dichotomy between organisation (structure) and management (process). For me to use this
distinction would be to contradict the analysis 1am dpvelvt'ing throughout this work. That
is, my standpoint begins with a ret'ognition that the everyday world cannot be separated
out into slructure and process (or agency). To put it simply, social structure cannot be
conceived independent ofhuman action, ...Id human action has, historically, reproduced
social structure.
3 1need to qualtiY the term "administrator." Within schools, it should not be understood as
referring to someone whose role was narrowly defined by administrative tasks. With the
exception ofheadteachers and Deputy Heads, the administrators in the schools 1visited
combined active roles as senior teachers with their managerial duties. This confirms
Hatcher's observation that, "There is a relatively low level oftask differentiation between
management and c1assroom teachers - most teachers below headteacher level still spend
much of their time doing the same teachir.s tasks as standard grade teachers, and are
involved in the collective administrative procedures that they entail" (1994, p. 54). The
introduction ofTVEI a1tered these arrangements in two significant ways. First, the
Initiative led to the development ofsenior mallageme11l leams which included hl:ads, their
deputies, and senior teachers (such as TVEI school co-ordinators). Thus, ~he work of a
new and separate layer ofteachers was devoted to managerial questions in TVEI schools.
Second, within the LEA a separate TVEI Unit would be established to manage and
organise the Initiative across schools. Such units were led by former headteachers and
senior teachers, whose work was primarily composed offormulating policy, co-ordinating
the development ofTVEI across institutions, and advisory in pedagogical and curriculum
development. Consequently, in both schools and LEAs, TVEI led to the development ofa
distinct layer of teachers concemed with issues ofmanagement.
4 On the phenomenon ofschool restructuring, Kozoi (1991) has observed in his study of
Americl!ll schools that: "In each ofthe larger cities there is usually one school or one
subdistrict which is highly publicised as an example of'restructured' education; but the
changes rarely reach beyond this one example. Even in those schools where sorne
'restructuring' has taken place, the fact ofracial segregation has been, and continues to be,
largely uncontested. In many cities, what is termed 'restructuring' struck me as very little
more than moving around the same old furniture within the house ofpoverty. The
perceived objective \Vas a more efficient ghetto school or one with greater 'input' trom the
ghetto parents or more 'choices' for ghetto children. The fact ofghetto education as a
permanent American reality appeared to be accepted" (p. 4).
S This is less true ofNorth American research in this area, where contributions by
Campbell et al (1987), Tyack and Hansot (1982), and Tyack (1 993)have been important
in constructing a history ofschool administration.
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• • Thompson's (1976) notion ofa grid ofinheritance describes the changing patterns of
land ownership and management that came in to being with the emergence ofcapitalist
agriculture and a market in land during the eighteenth century. As he observes, as
capitalist property relations came to penetrate the agrarian landscape, and as these were
progressively encoded in law, they led to a systematic dismantling ofolder, pre-capitalist
forms oftenure. However, it is important to recognise that what was being inherited was
not land or property itself. but /Ise rights, or tel/ure over property (i. e. 'usufiuct'). As
Thompson emphasises, inheritance therefore "depended upon not only the inherited right
but also upon the inherited grid ofcustoms and controls which that right exercised" (p.
337). In eighteenth century England, capital began to 'ITee' the land ITom this moral
economy and its 'grid ofcustoms and controls.' The major implication ofthis was that the
older grids ofinheritance, and the social groups they were attached to, were tom asundcr
and replaced by those ofan emerging bourge<lisie. That is, ITom the early nineteenth
century capital began to 'rationalise' these grids through the joint stock company, a
market in stocks and shares, capital accounting, and ultimately forms ofscientific
management. For my purposes, what Thompson's analysis points to is the way in which
'management' can be understood as a metaphor for the elaboration ofa grid ofrelations
and practices embedded within processes ofcapitalist social regulation.
7 For this and the next chapter, 58 interviews were drawn upon across the 26 schools
hetween 1985 -1992.
8 Stronach and Morris have made similar observations in their review oflocal evaluation
reports on TVE!. What they argue is that references to the pace ofchange signilY an
accommodation on the part ofteachers to the changes that TVEI had clfected. In other
words, teachers had struck a "bargain" and had "begun to talk the language ofthe
innovation without irony" as an elfect of TVEI being "domesticated" (Stronach &
Morris: 1994, p. 14). This is a commen theme in the literature on TVEI, which has led to
two interrelated questions. First, to what extent was TVEI assimilated and subordinated to
existing school practices, and transformed by them? Second, how far, if at ail, did TVEI
transform these practices in being assimilated into existing sehool cultures? Hitherto, most
analyses ofTVEI have addressed the former question in the affirmative, that "an
educationalist version ofTVEI was constructed" (Gleeson & McLean, 1994, p. 241).
A1though sorne attention has also bt:en given over to the second question, there is a
consensus that schools simply 'took the money and ran' (Comptroller and Auditor
General, 1991; Williams & Yeomans, 1993, 19948, 1994b), or worked to "civilise" TVEI
(ss the Headteacher in Hardy Comprehensive put it). This is not my position. 1will argue
below that it is too simplistic to see schools as being able to accept TVEI funding and then
excusing themselves ITom being accountable for it, particularly ifwe pose the question
'Where did they run to?' A1though sorne schools may have run with the money, they could
not have entirely eseaped the new vocationalist forces that swept the educational system in
the 1980s, to which TVEI was so central. For exarnple. through procedures for
categorical-funding; continuai evaluation and monitoring; regional advisers; an insistence
on consortium arrangements between groups ofsehools within LEAs; annual curriculum
reviews; school development plans; and performance indicators; TVEI exerted a level of
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managerial control which influenced the 'pace' and direction ofschool reform. Simply put,
my argument is that TVEI exerted a distinct form of social regulation that constituted the
ground upon which schools were to run with the money.
9 Hargreaves has noted that with increased pressures of work and diminished opportunities
for professional deveiopment, teachers have less opportunity to become reflective
practitioners (1986, 1990). The removal ofteacher training ITom university departments of
education in the 1980s to schools contributed to this process of'vocationalisation' of
teacher training. In higher education similar developments have been noted by Jordan and
Yeomans (1991 ).
10 As 1 will show, tlùs was a curiously premature conclusion tCl draw on the relationship
between TVEI and the ERA. The only reason 1can think ofthat rnight expIain this
c10uded perception in an otherwise excellent account ofhow TVEI operated on t/le
ground, is that their study was restricted to the pilot phase (i.e. upto 1986).
II This approach to the national curriculum also establishes TVEI as a progressive,
'educational' policy, subject to the local control ofLEAs and schooIs. Indeed, Saunders
and Halpin (1990) lament the passing ofTVEI as the last gasp ofeducational autonomy
against an increasingly centralising State. Their view a1most amounts to a 'golden agehm'
(Bowe, Bali, & Gold, 1992).
12 Schools entering the TVEI extension received 12.5% ofthe funding of the pilot.
B Several authors (Johnson, 1989, 1991a; Lawton & Chitty, 1988; Simon, 1988, 1991)
have persuasively argue that the foundations of the national curriculum were laid in the
1902 Education Act. Aldrich (1988) shows that aside trom sorne name changes, the
subject content of the national curriculum is identical to that stipulated by the 1902 Act
and the ensuing secondary regulations (1904).
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MANAGING TI lE RELATIONS OF ENTERPRISE IN Two SCHOOLS

What makcs TVEI 50 differcnt is the contr.letual obligation whieh the
LEAs and sehools frccly assume and the joint planning mcchanisms 10
whieh they have agrccd 1...] But what it a150 docs. and in a critical and
1 hopc not too indclicate mannCT. is to introducc the concept of
accountability to sehools. nol in a sense whieh rcstriets their frccdom
10 develop as they \\ish but in the sense of a rcquircmenl 10 rcspond to
the inquirics on TVEI matters. and delivcr what was promiscd and 10
indicale how the sehool/collegc/consortium proposes to dcvelop ils
TVEI project over ils five-ycar life.'

Since its inception in 1982-3, TVEI has not ooly made substantial advances in

elaborating its own managerial grid, it has also worked to undermine and dismantle the

grids on wlùch forms ofprofessional and collegial administration were formerly

constituted witlùn secondary schools. The primary effect of tlùs process has been to effect

a range of mechanisms and praetices aimed at displacing the control of teachers over the

curriculum and their work processes. Reflecting on the impact ofthese reforms on

schools, Dr Tolley ofthe MSC confidently announced in a public lecture to the Royal

Society ofArts that "the secret garden ofthe school curriculum is no more. We should not

spend any time weeping over its loss" (Tolley, 1990, p. 207). What tlùs statement

signalled was the effective broaching and colonisation ofthe moral economy of

progressivism ('the secret garden') that had constituted schooling under social

democracy.2 In tlùs respect, it should be read as a definitive conclusion on the most

significant chapter in the long and often volatile struggle over the management,

organisation and control ofschooling in England.
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Consequently, this chapter explores how the managerial grid that was ?.5sociated

with TVEI worked to re-constitute the 'secret !!~ioer. ..Jfthe school curriculum.' In

particular, it will focus on how selected aspects "fTVEI mauagement rendered forms of

social organisation and decision-making that mediated the relations ofenterprise. It is to

an ethnographie investigation ofthis question, as it relates to TVEI management, that the

remair.:'er ofthis chapter is devoted.

Legacies

We can begin to grasp the managerial character of TVEI ITom the quote 1use at

the beginning ofthe chapter. It is an extract ITom a ,peech by Lord Young that he gave to

the Royal Society ofArts on the New Training Initiative (MSC, 1981), signiticantly

entitled, 'Coping with Change: The NTI." In this, he makes c1ear that what 'makes TVEI

50 different' are two interrelated policy foci. The tirst. as we have seen in the preceding

chapter, is the system ofcategorical-funding or 'contractual obligation' that was used to

prepare LEAs and schools for the introduction ofmarket relations. Second, is 'the concept

ofaccountability,' where schools were required to 'respond to the inquiries on TVEI

matters, and deliver what was prorniscd.' Thus, what made TVEI distinctive as a

management initiative was its policy objective ofconstrueting a notion ofeducational

accountability within a grid ofsocial relations detined and mediated by the market. This

prompts the following question. What practices ofaccountability did TVEI establish

within LEAs and schools, and how were these different ITom what had existed before?
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More precisely, what impact did TVEI have on the politics ofeducational decision-making

within the 26 schools :h21 comprised my study between 1985-1992?

1propose to approach this question by focu3ing on developments in TVEI

management in two ofthe schools within my study, where tensions between pre-existing

cultures ofdecision-making came into ccn.'!ict with those installed under TVEI. 1will take

Scruton High and Redmond College as exemplars for this purpose. What is intere3ting

about these schools was that while both possessed radically different political cultures,

their participation within TVEI lead to the establishing ofremarkably similar managerial

initiatives. My purpose in doing this will be to show that although TVEI enacted a process

ofchange that was uneven across these schools, it nevertheless led to the constellation ofa

distinctive set ofmanagerial questions that problematised pre-existing practices ofschool

govemance.

Scruton High

My reasons for selecting Scruton High are severa!. First, it was located within a

local authority that had been weil known for its commitment to new Conservative social

policies from at least t'Je second halfofthe 1970s. In this respect, it was recognised

nationally as having pioneered, even been a laooratory, for many ofthe poliey

developments that were t'l issue from conservative govemments throughout the 1980s and

1990s. Second, within the LEA, TVEI was used to resource and legitimate this political

orientlltion in its 'Jd1Jcation policies. As wc shall see, this translated into a highly

centralis.:<! managemer-t init;.lltive that teachers in Scruton described as "a top-down
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process" and "remote ITom the chalk face." Third, within this context, TVEI became

enmeshed with realising a political agenda that was specificaHy aimed at displacing

teachers ITom decision-making processes that concemed the curriculum and their work. In

its effort to re-assert its authority and control, the LEA introduced TVEI to schools

through a central team ofperipatetic teachers under the ~upervision ofa project director.

As central teams were used by 50% of ail LEAs participating in TVEI, it would seem

worthwhile to explore this managerial fonn in sorne detail.' Finally, the transition from

pilot to Extension ilIustrates how an initially centraiised and prescriptive management

initiative was transfonned lmd embedded within the "custom and practice" ofdecision-

making within the school.

Scruton High emerged as a co-educational comprehensive ITom the amalgamation

oftwo grammar schools in the early 1970s. Located in a inner-city LEA, the school had

increasingly come to serve a predorninantly working-class, multi-ethnic community. As the

headteacher explained:

The school is set in a mainly working-class area, with large council
estates and a few owner-occupiers. We have a high proportion of
ethnic children - 40"10 are non-white. There are fairly raeist attitudes
and a negative community attitude towards the school. We have
lots of street-wise kids, but attendance is poor (75-80%)
(HT111/4/85-88).

Because ofthe eatchment area that the school drew upon, and its particular social

problems that were reflected in a 'negative community attitude' and 'poor attendance,' the

head claimed that by the early 1980s "it became obvious that the existing grammar school

curriculum had to go, so we looked at pre-vocational courses" (HT/11I16/85-88). Ofkey
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• importance in this search for pre-vocational alternatives to the schooI's existing curricular

provision was TVEI. When asked why he had taken the school into the Initiative, he

responded that:

When 1 carne here two years ago, there was a strong prospect of
the school c1osing. The image of Ihe sd.oo! had 10 be ehanged
withilllhe commullity. The Authority knew about our problems and
w~ kecn to help in changing the curricul'jm [...] If we hadll'I of
dom' somelhillg quiek/y we would have gOllc ullder. There is slill a
risk we may close - olle schooi has gol 10 go ill Ihe lIexl year - we
are still under-subscribed, although ou. first choices are rising.
There are four schools in the same situation. TVEI has provelllo be
al/raelive 10 parellls ..; i/'s brollghl good equipmell/ andfaeililies
(HT/11/16/85-88).

His perception ofthe school being under threat ofclosure was underlined by the TVEI

project directo!", who pointed out that:

The sehool is 011 a downward spiral. Il's ill a difficull area, which
ispredominanl/y workillg class œld has mulli-elhnie problems. The
majority of kids are average or below average abi/ity. The slaff
morale is very low. Their present head has been re-deployed there.
He is aware of the downward spiral and personalises it - he blames
others for this (PC/11/17/85-88).

For Scruton, therefore, the shift to vocationalism and participation within TVJ::I was not a

question of'choice' but ofnecessity. It was primarily a response to a perceived threat of

the school's continuing viability in a situation ofdeclining student enrolments and school

closures. That TVEI had ';:roven to be attractive to parents' through improved resourcing

in a context where both students and their parents were being defined as 'consumers' in a

market by g"vcmment polky was crucial in ensuring Srcuton's participation. In these

circumstances, it was the 'hidde1l hand' ofmarke~ relations in a context ofdeclining
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• resources and increasing competition between schools that made TVEI funding so crucial

to the head.

With three other schools, Scruton High was therefore allowed to enter the TVEI

pilot in 1984 by the LEA. The delining characteristic of the LEA's TVEI project was its

central team oftwenty peripatetic teachers and a project director, which made it the

largest within the country. Within the context of the pilot, central teams were not

uncommon. They usually consisted oflive to ten senior teachers and a project co

ordinator who would support and facilitate the work ofschools and teachers in developing

TVEI. In this respect, their role was advisory in providing the expertise and experience of

senior teachers who also had an overview ofTVEI within an LEA's participating schools.

Central îeams were therefore an extension ofthe in-service training (INSET) that LEAs

offered to their teachers for professional developmenl and dissemination of'good

practice' in relation to TVE!. A1though this approach was c1aimed for Scruton's central

tearn, it was evident that its creation by the LEA was connected with a political project

connected with re-asserting central control over the curriculum and teacher's work.

That the LEA saw ils central team as a means to gain control over the curriculum

was made c1ear by the project director, who argued lhat il "fits in with the LEA's

philosophy for central control. It's about getting the curriculum back into the hands ofthe

education committee and education department" (PC/IIII 1185-88). As he uses it,

'curricuiLlm' is a metaphor which refers to a wide range ofeducational practices that were

school based and teacher controUed. Consequently, it is important to understand that
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• 'getting the curriculum back into the hands of the education committee' referred to a

social and political process that was aimed at re-asserting the authority of the LEA over

the social relations ofdecision-making within its schools. How and in what ways this was

effected leads to questioning of the pivotai role of the central team and other mechanisms

by which the secondary curriculum was to be re-constructed under the auspices ofTVEI.

A1though the central team was the executive arrn ofTVEI policy within the LEA,

it was the 'TVEI Unit' under its project director that defined how TVEI was to evolve

and be implemented within the four pilot schools. The TVEI Unit (and thereîore the

central team) was placed under the authority ofn single project director who was

answerable to the LEA's Chieflnspector ofschools. In this way, TVEI was central to

broacier policy issues surrounding school reform within the LEA. In interview, the project

director made it c1ear that there were several interrelated strands in effecting central

control over the curriculum. In parallel with the central team (which 1will come back to

below) were three other mechanisms. First, as the project director indicated, "1 have total

control over finance." ln consultation with other members ofthe TVEI Unit (and

Education Committee), this enabled him to define and orient planning and policy in

relation to TVE!. This was not without its attendant problems, as a member ofthe central

team observed "The schools don't have control over how TVEI money is spent as the

decisions were taken mainly by the project director. That's created bittemess in the

schools" (CTIl1l13/85-88). Second, this also implied central control over the purchasing
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• ofequipment. which during the pilot accounted for the largest element ofTVi:1

expenditures. As the project director noted:.

The second element of central control is equipment. ICs uniform
across schools. There have been minor variations in building work.
but ail four schools have a model office, an IT roorn, and improved
engineering workshops. J persollal~v ordere,! Ihe equipmell/
(pCII 1/1 1/85-88).

The third element ofcentral control - which foreshadowed trends toward greater central

govemment control over the curriculum - was the prescription ofcommon TVEI courses

for ail four schools (in business and information studies, information technology, modular

te.:hnology, careers counselling, and personal and social development). In relation to this,

a central team teacher acknowledged that "There's been Iittle attempt to marry in with the

schooI curriculum. The curriculum package developed by the central staffwas created in

isolation from the schools" (CTIII17185-88). Combined with the central team, these three

elements effected a managerial grid through which the LEA proposed to re-establish its

authority over the curriculum. Unlike the professionaVcollegial grid that preceded it, the

new grid shifted or extemalised processes ofdecision-making, moving them away from

the immediate terrain of teachers work places. In this way, its general effect was to put in

to placê mechanisms ofextra-local control that substituted 'central control' for

educational judgement oflocal and particular personnel, and localised forms ofdecision-

making within schools.' Put another way, TVEI was used for the purposes of

implementing a highly centralised form ofeducational governance that had as its object the

expropriation ofthe •curriculum' from the control of schools and teachers.
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The experience ofthis 'new' managerial grid was captured by a teacher of

information technology (IT) at Scruton High, who, looking back on the pilot, described

TVEI as 'somebody else's conception ofwhat Vie were supposed to be teacbing.' As he

put it:

[...] we had ail tbis stuff cooùng in and we didn't know what we
were supposed to do with it becausc il was somehody e/se's
conception ofwhat we were ~7lpposed ta he teaching, just like the
national curriculum is somebody else's assessment of the ways we
should teach iT or COT or whatever, you know, ils heing imposed
on liS wilhollt IInderstandingfor liS, withollt liS heing invo/ved in it,
rea//y (!TIl 1/2/91-92).

As 1will show below, despite the LEA's different approach to the implementation ofthe

TVEI 'extension' from 1986 (wbich 1discuss below), what conl1ected it with the pilot was

its 'being imposed' on teachers without their 'understanding' or involvement.

With finances, equipment and courses, the fourth elp.ment aimed at regaining

central control over the curriculum was the TVEI central team. Ouring the pilot period,

the central tearn was in contact with the four TVEI schools and their respective teachers

on a regular (weekly) basis throughout the first 3-4 years ofthe pilot; acting as a conduit

and interface for TVEI policy between the schools and the LEA. Further, it is important to

emphasise that ail twenty teachers that comprised the central team were formerly senior

teachers or school heads ofdepartment chosen for their experience and authority.·

A1though the central tearn had a general mandate to oversee curriculum development

witlùn the four schools, its two primary funetions were: first, write and develop curriculum

materials for the five TVEI courses; second, drawing upon their own expertise in the five
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subjeet areas, provide in-service trairung alongside teachers in the c1assroom on a regular

basis. In this way, the central tearn (and project director) were responsible for thl" design

and content of the TVEl curriculum as weil as its implementation within the participating

schools. Operating from its base within the TVEl Urut, the central team therefore

constituted TVEl policy-in-practice.

In Scruton High, admirustrators and teachers were generally critical of the TVEl

central team. Both groups expressed a strong sense ofdistance and alienation from its

aims and role wilhir. the school. For example, Scruton's headteacher had changed his

position on the central tearn because ofits size (twenty), arguing that a smaller team of

four, combined with specialists attached to the four schools, would have been a more

effective method for TVEl curriculum development.

lnitially l was behind il. We had a lack of expertise here which was
cornmon to all four TVEl schools. However, the Heads have
changed their position. We now think we should he~e done a
central team of, say, four and then made appointments to each
school of specialists [...] A smaller central team would then provide
INSET. At the momelll we feel overdepel/del/t 01/ the cel/tral team,
al/d we dOl/'t feel we cali re/y /lPOl/ il. Su we wal/t greater loyalty.
However, the central tearn does come in and wc create smaller
classes, but that undermines INSET (HT/ll/6/85-88).

However, it was not only the relative size ofthe central team that concerned this head.

The substance ofhis disquiet centred more on the recognition (shared by the other three

heads) that the existing central tearn adversely shifted the balance of authority and control

away from the schools to the centre (1. e. the LEA TVEI Unit). This not only explains his

support for a smaller tearn and 'ap,P0intments to each school ofspecialists,' but his
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emphasis on 'greater loyalty.' In other words, existing arrangements left him with a sense

ofbeing 'overdependent on the central team.' Thus, Scmton's headteacher perceived the

intervention of the central team as shifting the locus ofcontrol away from his school and

creating a relation ofdependency on the TVEI Unit.

Unlike their headteacher, teachers in Scruton High were unequivocally opposed to

the central team. As a teacher ofcrafi design and technology (COT) put it, "TVEI is very

much 'us' and 'them' [...] there is a big conflict between the establishment here and the

central team" (COT/I 1/54185-88). The underlying 'conflict' that arose between the two

groups was embedded in the central team's atrempts to organise and implemel1t TVEI in

Scruton High and its teachers' sense ofa1ienation in being marginalised from this process.

FOI exaillple, a teacher ofIT observed that there was no "grass roots involvement" in

TVEI, while his colleague in Office Practice said ofthe central team:

J real/y dOIl 't have much ofa feelillg for them ... they haven't done
much for us. Sorne ofthem have done sorne things for us, but at the
moment J dOIl 't kl/ow who 's who? 1 mean, 1 get a letter around at
Christmas saying 'thank you for your efforts' [from the central
team] bllt they dOll't kllow who J am. Il is kind of silly ... if olle
looks at wOOt 's goillg 011 here, there is a I/eed to illvolve people
alldfor them to know wOOt 's happellillg; a feelillg tOOt they belollg.
And by gol/y, JdOIl 'tfeel J belollg (Iaughs) (OP/I 1/9/85-88).

This sense ofestrangement from the central team, coupled with the 'need to involve

people and for them to know what's happening,' to feel 'that they belong,' reveals further

the nature ofthe breach between the experience ofteachers and the particular

organisational fonn that TVEI assumed in the school. This widening gap did not just

indicate an awareness ofan increasing social distance by Scruton's teachers toward the
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• centralteam, but signalled a more profound transformation in their relationship to the

'curriculum. '

The transformatory character of TVEI, however, was only dimly grasped by

Scruton's teachers as a re-ordering of the social organisation of their work. While they

were awar~ that TVEI had produced the yoke of the TVEI Unit/central team, this was

experienced in relation to the particularities of their work within the school and c1assroom;

not the wider politics ofcurriculum reform. That is, teachers focused on the work of the

TVEI Unit/central team in narrowly pedagogical and clirricula terms, rather than as part of

a wider social process aimed at dislodging their professional control and autonomy over

the 'secret garden' of the curriculum (Lawton & Chitty, 1988). This is why, despite its

mandate to provide 'expertise' (i. e. INSET) in the c1assroom, the central team's role

proved to be scmething ofa 'let down' for Scruton's TVEI teachers. Their

disappointment was palpable, as the following comments show:

The school expected experts, with brand new courses that staff
would learn something new from. But they were a bit of a let down
really (Careers/II/I 0/85-88).

l got this impression early on that the TVEI team were aetually
trying to take over, to say how things were going to be done and
then they weren't actually doing it (Tech/11/11/85-88).

This re-evaluation ofexpectations extended to the TVEI school co-ordinator:

The central team are a load of fucking wankers. They don't know
what they're doing! They do less work than a basic grade teacher
and yet they're being paid more than the head of departments here,
who have tutor groups, admin and so on. They've not made use of
our own expertise here in the school [...] From what l've heard
about the central team from other teachers rd ~hoot the fucking lot
ofthem (SC/I 117185-88).'

166



• Within the classroom, it was also evident that the central team teachers were considered to

be ineffective at providing either materials or INSET.

There's been no comment on our teaching methods by the central
team teachers. 50 ifs ail been down to content really (Ir/11/9/85
88).

They walk in to teach for an hour and then they go (CDT/II/IO/85
88).

We didn't benefit from the central team, we lost ... we both lost, we
alilost. 1didn't know what he was doing (Tech/I 1/1 1/85-88).

1 should say, 'Oh, yes, TVEI has made a lot of difference.' But in
truth, it hasn't a lot ... l don't think TVEI has mRde any marked
difference to the input of courses here. 1 mean, Wf' have new
equipment but as sorne of the kids say, '50 what!' (OP/II/42185
88).

Given these poor relations within and without the classroom, it was also not surprising to

be told that "The central team had discipline problems with students, 1 wandered into a

couple oflessons and they were out oftheir depth" (Careers/II/IO/85-88).

Alongside these observations, it is also relevant to record that whiIe TVEI did

generate a Iimited 'rehabilitation ofthe practical' (McCuUoch, Jenkins, & Layton, 1985)-

in subjects such as technology and business and informatic:: studies - ils effects on the

curriculum were far from radical. What emerged was a form of curriculum provision that

appeared to move away from the "grammar school mode)" but which nevertheless

enshrined its social divisions. For example, streaming which was a hallmark ofthe older

academic arrangements was maintained, except that now there existed an 'academic

group' and TVEI students banded into groups referred to as 'Tl,' TI,' and 'T3' ('Tl'

being the most able). The rendered effect ofthe Initiative was to therefore re-organise
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• existing social divisions in tenns ofa bifurcation between the 'academic' and 'vocational.'

ln doing 50, TVEI actually fonnalised what had been a discrete and unstated character of

Scruton's educational provision The same process materialised in relation to gender,

where "there's a problem with girls going with business studies and boys doing

technolob'y" (ITII III 5/85-88)' Significantly, both the issues of ability and gender W;lre

associated with the central team. as the headteacher explained:

They do pre-voc courses for nine periods out of 30 each week.
Coherency hasn't developed between these courses, which we'd
hoped for. For example, if you do Technology then you do
Electronics and IT. If you do Business Studies, you do Office
Practice, Keyboarding and IT. But you can't pick up a bit of each.
There's no vertical integration between Technology and Business
Studies and no horizontal integration. That's because [...] the
central team does not see integration/coherency as a priority
(HT/II/36/85-88).

The low priority that gender equity was given by the central team may have reflected the

project director's own analysis ofit as "an overworked and boring issue." Finally, there

was little evidence of attention being given to ethnicity under TVEI - and this in a school

with 40% ofits population drawn from an Asian background. 9 Thus, despite TVEI's

c1ear commitment to equal opportunities, a member of the central team acknowledged that

"Nothing has been done to bring about equal opportunities. The MSC and project director

pay lip service to this" (CT-T/II/14/85-8).

For teachers and administrators in Scruton, therefore, TVEI was primarily

understood in tenns ofthe failure ofthe central team to provide a leading role in

curriculum development. However, what was less visible from theif vantage point was the
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• way in '.:.:hich TVEI was being used to fabricate a grid of social relations that not only

separated teachers c1assroom activities from their control over the curriculum, but

changed the school's relationship to the LEA. In this context, the central team constituted

only one element ofa much wider process ofpolitical reform, that was organised and co

ordinated from within the TVEI Unit. As 1showf,d above, the T.VEI project director was

quite unambiguous about the Unit's mission in this respect. Understood this way, TVEI

curriculum C:evelopment tumed :e~~ on changes in c1assroom practice than it did on

transformations in the social organisation of local forms ofgovemance. Il is this 1want to

emphasise, that while TVEI did initiate curriculum development, il's actual, everyday,

character that materialised within Scruton High was concemed more with questions of

power, authority, and who had the right to make decisions over educational processes, In

short, its aim was to re-configure the existing social relations ofeducational decision

making on terms defined by the LEAffVEI Unit. Thus, while curriculum development is

usually presented as a neutral activity associated with •school improvement,' my analysis

suggests that it may transpire as a political process deeply inscribed with the "relations of

ruling" (Campbell & Manicom, 1995).

With the transition to the TVEI extension, the mechanisms through which central

control over the curriculum was effected changed. This was not achieved by an extension

ofthe ~sting structure under the pilot, but through the assimilation and embedding ofits

regulatory character within the practices ofschools, The form that this was to take under
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• the Extension was alluded to by the project director. Asked what was the future ofTVEI,

he commented that:

Weil, that's difficult. It's still being reviewed. We'd hope that it
wOIl/d remain as a mechanism for se/f-eva/llation. partieu/ar/y for
staff What is likely is that the TVEI Unit will move in 1987/88. Il
will become a small curriculum development unit for ail LEA
schools. We11 have advisory teachers. They will promote
curriculum development for TVEI and non-TVEI schools [...] So as
dissemination goes, the LEA is keen. We will do it through the
Advisory and Support Service (PC/II/l5/85-88).

During the second visit to the school during January 1992, it was evident that mechanisms

'for self-evaluation,' or what the r.ew project director referred to as "supporting

evaluation," had come to be embedded within the "custom and practice" ofschools. What

this amounted to was a shift from an assertive, focused, and interventionist policy

(personified in the central team under the pilot), to the co-ordinated dissemination of

documentary devices that were aimed at ensuring, as the project director put it, "quality

assurance" within schools.'o This implied a role for the TVEI Unit and central team (~ow

n:duced to five) that was primarily concemed with administering and co-ordinating the

implementation offorms ofeValuation and appraisal that were textually mediated. This is

how 'central control' eventuated under the extension. We need to briefly consider how

this transition was accomplished.

The transition to the TVEI extension had two major implications for LEAs

involved within the pilot. The first was the much reduct:d level of funding that they could

expect to support their outstanding commitments to TVEI appointed staff, equipment and

other resource requirements. Compared with the pilot, the extension was to run on a
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'shoe-string' budgetIl ln dûs new situation. pilot LEAs and schools had to revise their

original arrangements for TVEI an~ adjust to the :lev; Enancial constraints. The second

and mos! pressing problem, that confronted LEAs in particuiar, was the incorporation of

ail their schools witrun the extension. Scruton High, for example, bccame one oftwenty

five schools, not four! Trus necessitated the establishment ofLEA·,vide mechanisms that

would allow the dissenùnation ofTVEI "good practice" to the new schools, but within a

drastically reduced financial regime. Less funding and the increase in the number of

participating schools posed the LEA (as it did others) with an intractable problem to which

it had to respond with cost-effective methods.

We also have to take into account the changi.ig context ofthe politics ofeducation

between pilot and extension. As 1have already shown in previous chapters, trus was a

period marked by the reforms that were to flow !Tom the ERA (1988). Ofparticular

significance, 1emphasised, was the introduction ofa system ofmanaged market relations

that built upon the 'contract compliance' or 'bid and deliver' approach ofTVEI. Witrun

trus, 1argued that a new set ofmanagerial relations, or grid, began to emerge that

simultaneously eroded older management structures and processes while instituting new

ones. In Britain, trus generated policy initiatives aimed at producing greater

decentralisation in education, encapsulated in the concept ofthe 'self-managing school'

(Caldwell & Spinks, 1988).12 SuperficiaiIy, trus has produced pressures to dismantle

existing educational bureaucracies at the national and regional levels by replacing them

with school-based management.1J Although TVEI initiated trus process with its emphasis
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on teacher/school 'ownership' oflocal projects, it largely resulted from legislative

measures introduced by the ERA (1988), particularly related to the local management of

5.:110015 (LMS), 'opting cut' and 'open enrolment' (Flude & Hammer, 1990a; 1990b;

Thoma3, 1990; Thomas, 1993).

As a growiug number ofedlicationlil researchers have argucd, however,

de.centralisation and self-management are not necessarily çonnected with greater school

'autonomy,' 'f1exibility,' 'empowerment,' or 'improvement,' as either their organic

intellectuals or educational policy-makers have cIaimed14 Indeed, it can be legitimate1y

argued that the term 'decentralisation' is a misnomer which glosses over a complex set of

contradictory processes that have the appelllance ofde\'Olving power and authority to

schools, while subjecting them to more intensive and elaborate forms ofsocial regulation

(Bail, 1990, 1994). Within this context, the se1f-managing school does not emerge as

either a 'flexible' or more democratic model for education, but can be seen as the outcome

ofa general re-organisation ofthe social relations that have historically constituted the

local (educational) state in Britain. This is why 1prefer to use the term 'administrative

decentralisation,' as such policies often mask a profound shift ofpower and authority to

the centre. In other words decentralisation under TVEI and the ERA has actually reduced

and contained, not extended the boundaries oflocal participatory politics (Johnson,

1991b).

Recent '"',nnographic and policy research has pointed to several effects of

administrative decentralisation that are ofrelevance to my anaIysis ofScruton High in the
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context of the TVEI ell.1ension. My point is that we have to recognise to the contell.1 in

which it has been effected. Administrative decentralisation in education has not transpired

within a political vacuum. That is, pressure to devolve the roIe ofLEAs in planning, co

ordinating and providing services to schools, has to be understood as part of the political

agp.nda ofthe new Conservatism in govemment since 1979. Within this, the public sector

and particularly the welfare state, has been viewed not only as the source ofthe state's

fiscal crisis, but as an obstacle to the re-generation ofan enterprise culture in Britain

(Thatcher, 1993, 1995; Young, 1986, 1987, 1990, 1992; Lawson, 1984). Consequently, as

one ofthe founding pillars ofthe welfare state, Local Authorities have been viewed by

successive Conservative administrations as an obstacle to the implementation oftheir

political prog..amme. Accordingly, policy has aimed lo either circumvent, change, or

reduce their elCÎsting powers ov~r the education system and schools (Jones, 1989b;

Ranson, 1990; Simon, 1988, 1991; Thomas, 1993). To achieve this, sllccessive new

Conservative governments have increasingly resorted to an ensemble ofpolicies aimed at

'privatisation' and 'deregulation' that have been aimed at the construction ofa managed

market in education (Ascher, 1987).1> The (ogic underlying this has been twofold: first, to

remodel public sector institutions (especially schools) 50 that they would simulate the

activities ofcommercial enterprises; second, to enact modes ofsubjectification that would

articulate with the construction ofthe 'enterprising self (Keat & Abercrombie, 1991;

Rose, 1992). Thus, to fully grasp the meaning and practice of'decentralisation' in

education, we have therefore to place it within its particular, historical and local context.
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ln Britain throughout the 1980s and 1990s, it has been intimately connected to re-forming

the local educational State as a means of constructing a culture of enterprise in education.

As Levacic has noted "changes brought about in the structure ofJocai education

authorities management ofs(;hools paraIJel those which occur when a private sector firm

moves ITom centralised to a decentralised structure" (Lev3cic, 1993, p. 179).

As 1 showed in the previous chapter. the dominant form that this assumed under

TVEI's 'bid and deliver' approach and the ERA's 'opting out,' 'open enrolment' and

'local management ofschools,' was the embedding ofmarket relations within the

education system. Indeed, the market since the early 1980s has provided a powerful

ideological impetus for the re-organisation of local authority provisionper se. However,

as Thompson has argued, we have to be careful in using the term 'market.' As he explains:

Is market a market or is market a metaphor? Of course il can be
both, but too often discourse about 'the market' conveys the sense
of something definite [...] when in fact, sometimes unknown to the
term's user, it is being employed as a metaphor of economic
process, or an idealisation or abstraction ITom that process
(Thompson, 1991, p. 273).

Mar1':et 'as a metaphor' can, in other words, act as a powerful conceptual practice that can

either mask or misconstrue the everyday character of 'economic process.' His observation

has a greater reach ifwe also grasp two further points. The first is that since the early

1980s the emerging market in education has not issued ITom the 'spirit ofenterprise,' but

direct state iniervention in educational policy, such as TVEI and the ERA (1988). lt is in

this sense that a 'managed market' has been created in the public sector to foster

enterprising qualities within schools. Second, the market, as capitalist process, has
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• constituted the primaI)' medium through which decentralisation in public education has

been effected (this is why 1prefer the term 'administrative decentralisati"n'). In this way,

the state has acted to mediate the capital relation within education and schaols through its

imposition ofa model of social organisation that attempted to simulatt; the working of the

'ITee-market. ' Third, the market has provided the ideological dynamo ITom which a wide

range ofsocial relations and practices have been remodelled so as to focus cultural change

in specific, predetermined ways. Methodologically therefore, educational decentralisaticn

cannot be abstracted ITom the social and political relations that were involved in the

ma1<ing ofan enterprise culture in Britain ITom the early 1980s.

The insertion of market relations within the education system has been marked by

severa! developments that have reconstituted the social organisation ofschooling. TVEI

was directly responsible for initiating a number of mechanisms that were to pull the

prncess ofschooling doser to the market model. The first, as we have scen, was the

system of'contract compliance' that instituted procedures for bidding offinance within

and between schools and LEAs. That is, through the TVEI contract, the MSC was able to

establish competition as the means whereby extra resourcing in a period ofdwindling

resources could be attained. Initially, each contract negotiated between the MSC and an

LEA also contained provisions for 'appraisal' ofschools and teachers effectiveness in

implementing the Initiative. Tt was for this purpose that MSC established its extensive

national and local network ofevaluation and monitoring. While this network defined TVEI

"as a scheme 'known' to its sponsor to a quite extraordinBl)' degree" during the pilot, its
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• information gathering was attcnuated soon after the extension began to take effect- -
(Hariand, 1987, p. 41). \Vhat came to replace it was a system of'self-evaluation' that was

imposed on schools and tcachers This was formalised with the publication ofquantitative

and qualitative national performance indicators for TVEI in 1988 (Comptroller and

Auditor General, 1991). A cursory glance ofthe indicators reveals hc,w the 'needs of

industry' and the 'world ofwork' was to construct tcachers understandings ofwhat was

'useful knowledge' for their students. Secn this way, the TVEI contract, appraisal,

evaluation, and performance indicators provide examples ofdocumentary devices which

mediate the vocationalisation ofschool curricula with the capital relation. Together, they

embody a form of objectitied knowledge through which otherwise disconnected and

diverse sites can be made permeable to the relations ofenterprise. That is, these

mechanisms worked to produce particular kinds ofexperience and sense in common

among tcachers and administrators about how their work was to be made reportable and

accountable.

Redmond

Since its opening in 1969, Redmond College had cieveloped a national reputation

as a progressive comprehensive (Hannan, 1980). When 1tirst visited the college in 1986

its progressive ethos was very apparent compared with schools 1had taught in myselfand

those 1had becn visiting as part ofmy research on TVEI. There were many differences

that struck me: the absence ofa school uniform; staff and students were on first name

terms; the principal's door was a1ways open to staffand students; there was no school bell
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• to mark the beginninglend of lessons and breaks; students freely entered the staff lounge,

instead ofknocking and waiting. For sorne teachers, particularly those with 'traditional'

attitudes or who were new to the school, such student autonomy and procedural freedom

created sorne anxiety. When asked what they thought of the college, two substitute

teachers who had started work in the school only a week before 1 arrived responded in the

following way:

WeIl, it's bewildering at first. 1 don't know if l'II get used to it [... ]
It's really unusual, you know, no beIls, everybody on first name
terms, kids just walking into the staff room - il takes sorne getting
used to.

Her colleague had a somewhat more )aconic approach:

The first one that tdis me to fuck off will soon know about it (goes
on to talk about the need for firm discipline) (Subsl7/10/85-88).

The distinctive ethos that these teachers observed was recognised to be rooted in the

college's particular history by both teachers and administrators that 1 interviewed. Il was

comman for bath groups to assert that there was a strang, collective sense of the college's

educational practices being raoted in the pas!: "There's a strang feeling oftradition in this

schaal. We're past oriented really" (Assl7/9/85-88). Hawever, this was nat a conservative

sense of 'tradition' that derived fram the college's long history (it had originally been

founded as a grammar schaol in the thirteenth century), it was rather the "radical

traditian" ofthe 19605 and 70s. As the principal explained:

1 think there is a very distinct tendency for the place to live in the
past rea1ly. People say its stH! stuck in thef10wer power era, others
say it's a decayed progressive, that's the kind of language which
was being used when 1 ftrst came here, by people outside the
institution ofcourse (prin/7I25 /91-92).
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This view was widely held by other teachers in the college. For example, a business studies

teacher observed that:

You'd probably find that the golden era had heen ill the '60s
hetll"een 68-70 and at the momelll everythillg is a threat to that. 1
don't know, there is a tendency to glorif'y the past (8517114/91-92).

While this tcacher was not sympathetic to Redmond's 'golden' or 'l1ower power

era,' many other teachers within the college felt a strong allegiance to what they saw as a

legacy of progressivism in the c1assroom and comprehensive principles in schooling. There

was a particular mentalité, a shared bundle ofeducational values, customs, and practices

that defined Redmond's institutional identity. Within the college, this was expressed most

c1early in the core curriculum through humanities teaching. A tcacher within this faculty

captured something ofthe progressive ethos ofthe college \II ;oen describing his c1as:;room

practices:

Int What effects does humanities have on the kids?

T Hope it enables them to understalld the tatality ofthillgs alld place
themselves withill it. We feel that skill and processes are more
important than content ... Helps them cope in the world.

Int How does humanities 'help'"

T First, we see the kids more than anyone else - because of the
timelable. The way we work with kids - ifs decelltralised alld
illdividualised Kidl' take the respomihility for their OWII work,
YOII're a facilitator alld it:ç problem-.I'olvillg based We ollght to
leam /rom kids and do .,. 1 have a lad doing a project on
mulliculluralism and l've leamt a lot doing il wilh him.

Inl What aboul the vocational-humanilies relalionship?

T The vocat/onal demealls thè va/Ile ofeducatioll ... Vocational skills
are too narrow. You can (eam them in the work place. H's wrong to
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link the two. 1 wouldn't want humanities to be linked to vocational
education.

So is the vocational anti-educational?

It can be, if there's a narrow empl13sis. But if it arises naturally, it
can be educational.

So how is humanities different?

It's about breaking down barriers belWeell slIbjects. Prese11lillg
knowledge as il is ... the breakillg down of artificial barrier.\·. In
humanities we try to put common elements from various subjects
together as a package.

So subjects are unreal, the real world out there is integrated?

Yes, sort of(Hum/7/42-43/85-88).

•
According to this teacher, humanities teaching therefore comprised the following:

encouraging students to understand themselves within the 'totality ofthings;' a child-

centred pedagogy; antipathy towards vocationalism; an integrated curriculum that

attempted to dissolve subject boundaries. A1though he does not refer to it here, humanities

at Redmond was also firrnly committed to mixed-ability teaching and student self-

assessment. Within the English conteX!, ail these elements are immediately recognisable as

constitutive ofthe practices of progressivism that emerged in the 1960s and 70s (Avis,

1991b; Henriques et al, 1984; Walkerdine, 1983, 19848, 1984b; Wolpe & Donald, 1983).

Il was this commitment tl) an educational practice and as we shall see, a politics, !hat was

to generate conflict over the introduction ofTVEL

From the early 1980s it had become cIe&! to teachers within Redmond that the

changing policy agenda in education was not favourable, even a threat, to their identity as
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a progre5sive comprehensive. Within the humanities facully the new vocationalism,

particularly TVEI, was perceived as something ofa 'trojan horse.' As one humanities

teacher put it, such policies were aimed at "re-introducing tripartism through the back

door" (Hum/7/69/85-88). A1though this view was acknowledged elsewhere in the college,

others pointed to latent tensions in the theory and practice ofprogressivism at Redmond

that pre-dated TVEI.

For example, in science and technology, several teachers 1interviewed were

concerneà that the informai practices oftheir colleagues undermined the progressive and

comprehensive principles upon which Redmond's educational philosophy was founded. In

particular, they pointed to ability and social class in producing divisions within the

curricull1~ A science teacher argued that there were two curricula in et'fect in the college:

A1though we have a 'progressive' school curriculum, in sorne ways
the liberal ideology that we took on with it is suspect. For example,
we still have an 'academic' curriculum for the vast majority of kids,
white others at the bottom end of the ability grouping are allowed
to hricklay and paint bog walls. As long as il keeps them happy.
That's the alternative curriculum here! (Sci/7/29/85-88).

·."hat the 'alternative curriculum' was constituted in terms ofan implicit division between

intellectual and practical skills was also emphasised by a teacher of '3-0' (1 e. Design).

A1though she recognised that mûst ofher students were 'Iow ability,' she was unsure

whether they had willingly opted for her course, or had been subject to subtle pressure by

her 'academic' colleagues. In describing her students, she indicated that:

They're smashing! They've got lots of personaIity, but Ihey tend to
be students who other staffwon't have, they can't think ojwhat to
do with them and so say, 'Do 3-D. ' They're low abi/ity - 3-D is. Let
me give you an exarnple. This morning 1had a big class, a new class
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• - 27 in that little room you saw. 1 hadn't even started them off and
three students (5th years) came in and said, '50 and 50 has sent us
dO\\ill ITom Chemistry, we're not taking the Chemistry exam and he
suggested that we come and work with you and do 3-D' [laughs].
Now, 1 wouldn't dream of sending them up to Chèmistry ... Can
you see? This happells i1l3-D quite a bit (3-0/7/36/85-88).

Thus, through their infonnal selection procedures, her colleagues actively constructed 3-D

as part ofthe alternative curriculum. The effect of this on her classes, she argued, was

extremely negative in that "We're left with students who just want to knock lumps of

wood around." However, the custom ofsel1~.ing low ability students 'down' was not

confined to 3-D, neither was il restricted to ability. The alternative curriculum had a mueh

wider reach, as she explained:

The sitllatioll at the mometlt here ;s aeademie, TVEJ, and others. If
theyare bad, they play tat fi! :"I/Ilis. The 'Supplementary Education'
groups...the k.ids are pOOl', smelly and have enonnous problems.
The staff who teach on the Supp Ed courses set themselves up as
superior to those essentially lower work.ing-c1ass k.ids. However,
they telld io empllasise teaehing topies Iike raeism and sexism - i.e.
they have a superior morality ta pass to the kitis is the assllmpfioll.
BlIt these kitis are often brutalised, physieally and socially alld
thm come illlo sehool and told they are racist and sexist too! (3
0/7/37/85-88).

Beneath the fonnal 'liberal ideology' at Redmond, therefore, laya less visible

organisation of educational practices that contradicted progressivism within the college. Il

had two effects. First, it generated ITactures in the fonnal curriculum, that ostensibly

centred on ability but more precisely on 'c1ass.' Such differentiation produced fonns of

experience - 'painting bog walls,' or 'playing table tennis' - for students that was at

variance ITom that contained within the 'academic' curriculum. [t also implied a moral

evaluation i.e. tbey were 'bad.' Second, within the alternative curriculum, progressivism
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• was in tension with the c1ass background of ils sludents. As l~e 3-0 teacher indicatcd,

how relevant was il to teach 'racism and sexism' 10 'poor, smelly [... ] essentially lower

working c1ass kids,' thereby implying thal 'they are racist and sexist too l ' Her argument

was not that these issues were irrelevant, but that they dominated the curriculum of an

already 'brutali,;ed' group ofstudents. [n such instances, as Cohen has shown,

progressivism (ana now multiculturalism) can a.:t as a forrn of social regulacion or "as part

ofa wider civilising mission to the working c1ass" (1988, p. 8). Likewise, a parallel can be

drawn with Willis' c1assic study ofthe 'lads' in Learnillg 10 Labour, where progressive

methods were used to paciry and 'manage' the predominately working c1ass students tha:

forrned the school counter-culture (Willis, [977, 1981)'6 The science teacher's reference

to keeping 'them happy' can be seen in this context. [n this way progrcssivism, albeit

unintentionally, can actually serve in the "subjective preparation oflabour power and

acceptance ofa working c1ass future in a way which is the very opposite of progressive

intentions in education" (Willis, 1977, p. 178). The progressive legacy in Redmond was

thus contradictory. While espousing li radical educational ideology centred on

comprehensive principles, it nevertheless contributed to social processes within the college

that created a segmented curriculum shaped by c1ass relations.

Before the introduction ofTVEI, commitment to Rerimond's progressive ethos

was already waning among sorne groups ofteachers who had contradictory experiences of

its pedagogical and curriculur.l practices. However, the changing politics ofeducation in

the 1980s and the arrivai ofTVEI produced yet further tensions in the college that were
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• perceivcd as a direct thrcat to its hcritagc. In panicular. the '"Thatchcrite" context of

educational policy-making from which TYEI emcrged was undcrstood to he antithetical to

the college's progressive inheritancc The principal ofRedmond was acutcly aware ofthis

There has been a considerable hostility to TYEI simply, no, not
simply, largely because of its political origins and the associations
with vocationalism and training for jobs in the specific sense. There
is quite a range of objectors on political, philosophical. social
grounds in that way (Prin/7/13/91-92).

While TVEI, and its progenitor MSC, were regarded with decp suspicion, "enterprisc was

jus! frowned upon and it was viewed very much as right-wing dogrna" (CCnnl91-CJ2).

Because ofthis, the college's submission for TVEI pilot funding had to be, as the principal

explained, executed "with less than usua! consultation" (i. e. covertly). He conlinued Ihal

the only reason why it was eventually accepted by staffwas that "it would be monitorcd

and done with comprehensive principles" (Prin/7/12I85-88). Once pilot funding had becn

accepted, the mistrust that staffhad of the Initiative did not abate. Indeed, the following

comments by teachers in history, 3-D, humanities and technology reveal that il was

pervaslve:

TVEI is not neutral but is a political manoeuvre of the MSC. l've
been here only 3 months and TIŒI is not seen as part ofthe schoo/.
Other non-TVEI staff know nothing about it, they're not invloved.
1 also don't subscribe to the demallds and needs of British industry
which TVEI wants us to [, ..] It's seen as a fundamental change in
the way in which British education is organised (Hist/7/68/85-88).

TVEI has a reputation in the school for teaching skills, iI's not seen
as education. Just vocational [...] TVEI is just .>etting up lower
ability kids as unskilled labour (3-D/7/64/85-88).

We are hostile to it [TVEI] because it's mainly vocational and we
a/so dis/ike Île origins - the MSC and this particu/ar govemment -
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• and ils cfTecls on the curriculum So tnerefore we have no direct
invo!\'ement with il (Hum!7/67/8'i-88)

rm prelty ambivalent [of TVElj • huI Ihe lIllO/e schoo/ has hel!lI
amhl\,(//1!1I1 rl!a/~r (Techl7/13/8'i·88)

ft is evident then, thal TVEI provoked a general unease. even hostility among most

stafT The nature of this antagonism was expressed on difTerent issues and changed as pilol

moved inlo extension. Initially, concern focused 'ln the curriculum. For example. teachers

in departments within the humanities faculty worried that the Initiative would "skew

school finance and re50urces toward the technical and vocational areas" (Eng/7/69/85-88).

ln the long-term, it was thought that this would re-define and sanction the alternative

curriculum as the 'vocational.' There was also sorne anxiety that the MSC would use

TVEI as a means to develop forms oftraining within the college. Il is important to note,

however, that the teaching and learning methods which TVEI promulgated were not

questioned, as "teaching methods here, in terms ofexperientialleaming, were already

advanced, especially in the humanities" (SC/7/44/85-88). Or in the words ofa humanities

teacher, "we use those [TVEI] methods anyway" (Hum/7/69/85-88). 1shall retum to the

issue ofpedagogy, as LEA administrators viewed it, below.

With the transition to TVEI extclnsion in 1986, it was apparent that curriculum and

pedagogy had become secondary issues in Redmond. Attention shifted to how the college

was to be managed, particularly as "A completely new senior management tcam started

this Summer li. e.1985] and is likely to be stable for 4-5 years and 50 will get to grips with

TVEr' (Prin/7/14/85-88). Significantly, the appointment ofa new management tcam was
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• not ur.related to the emerl!ence ofa new 'manal!ement styI<' . As a teacher oftcdmo\ol!.Y.... ..... ....

noted:

771e sdlllol is in a J'aiod '!f Inmsilion. malllll' 111 lams '!f Ils
managemelll s~l·le. We [the teachers] feel ifs tor the "'orSl' Recent
appoin!ments to senior positions indicate that Ihe SdlllOlls mm'ing
10 Ihe notion of ·e.(ficielll mGllL1gemelll. . spec!fic joh hrie/, and a
kind ofmanagerial accOilI/rahili~l'. So 11011' Ihe school.'1rUClure has
hecnme an issue - whelher we hm'e a democralic or manar:eria/
form. 77lis IrallSiiion has alm coil/cided wilh Ihe mol't! 10

CPI7,' n'F:l I)'pt! L1Irricu/a. At county level we also have a new
Director of Education who believes in 'balancing the books'
(Tech/7/11/85-88).

Teachers at Redmond were therefore aware of a noticeable 'transition' in the

organisational culture of the college which was being initiated from above (i. e. the LEA

and college administration). That this was interpreted as a general movementtowards

either 'efficient management' or a 'managerial accountability' was significant within the

political context in which these changes were occurring.

From February '1985 until Jar:uary 1986 (the time ofmy vbitl, teacher unions in

Britain had been involved in a pay dispute that had taken the form ofa series ofone day

strikes and other industrial action, such as 'working to rule.' Although pay was at the

h(".ar\ of the dispute, the governrnent (i. e. the DES) were altempting to link future salary

tises with teacher appraisal and performance, as weil as the restructuring ofexisting

conditions ofwork (Ball, 1988; Hatcher, 1994; Jones, 1989b; Lawn & Whitty, 1992;

Simon, 1988, 1991)." Ofthe teachers' dispute, Jones has argued that:

The action embodied different kinds of relationship among teachers,
that were based on consent and solidarity rather than the
commanding managerial authotity which many saw as a tendency
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that. government SlIpported. "as glO"lP.g In strength (Joncs.
l 'JSCJh. P 134)

That 'he dispute acted ta impede the exercise of fomlal managerial authority in Redmond

was c1ear The principal. for example. complained how his work had been redllced ta

dcaling with '"the pelty things rather than conferring with colleagues. The senior

management tcam deliver documents and hope for the best" (Prin/7171/85-88). Similarly.

the LEA co-ordinator for TVEI worried that he had '"become divorced ITom wha!' s going

on through lack ofcontact. 1 l'cel cut oIT l'rom the schools" (PCI7I7I/85-88). Yet among

teaching staITwithin the college. the dispute was experienced in a radically diITerent way.

A teacher of communications explained that:

Ils major eITect [the dispute] has bcen to il/crease Ihe lewloflrade
III/iol/ a\l"arclle....~. Staff here have become very involved in and
aware 01' the main issues of the dispute. It's actually il/creased
cOl/sullaliol/ al al/ illformallevel be/ll"eel/ slaffal/d Ihis has greal/y
fadlitaled al/d reil/forced colleclive dedsioll-making. The olher
effeci is Ihal aulhority al/d power il/ Ihe schaol is real/y ill Ihe
hal/dç of basic grade leachers al/d 1/01 I/ecesasari/y senior
mallagemell/ - lhal worries Ihem a 101 (Comms/7171/85-88).

For Redmond, the dispute's impact was important in several ways. First, it placed

eITective control over decision-making in the hands ofteachers, particularly junior staff.

Moreover, this materialised as an 'informai' process that was connected with increased

'trade union awareness.' lt needs to be emphasised that this form ofdecision-making was

not unlike that traditionally operated by the college bel'ore the dispute through its twice-

weekly general school meeting (which 1 describe below). There were two major

dilferences however. In the context of the dispute, decision-making occurred through the

unions represented within the college without any reference to the new management tcam.
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The other ellèct "as that il 'greatlv làcilitated and reinforced enllecti" decision-making .

Altho:Jgh teaching stalT"ere critical of the ollicial decision-making hodv in tl1l' college

(the general school meeting). the dispute ser\'Cd to re-at1ïrm its collecti" and open

approach As the 3-D teacher put it:

1 have mixed feelings ahout our process where decisions arc laken
collectively at GSMs. Sometimes ifs boring. even trustrating But
at other times they can be e1evating. But at least you have the
opportltnity to be there and listen and have a say (3-D17112/85-88)

This ground was not shared by senior management within the LEA and college who began

to assert that the GSM was an obstacle to good management \vithin the college. Second. il

accentuated emergent divisions betwecn teaching staIT and administrators that had not

becn a feature of Redmond's organisational culture in the pas!. This did not end with the

dispute but was attenuated by its conclusion. In particular. a politieal struggle ensued over

who and how decisions were to be made in Redmond that was still simmering during a

return visit in 1991. What was at stake within this connict, as far as most teaching stalT

were concerned, was Redmond's progressive inheritance that bequeathed a 'democratic'

culture of decision-making (the GSM). That this was perceived as a barrier to managing

change under TVEI was epparent trom the standpoint orthe LEA TVEI co-ordinator:

One of the difficulties in the school was the faet that the management
tcarn in the school, who in that sense were responsible for TVEI, were
operafing in a sihlatiml lI'hich waç basically a cJemocratic
orgcmisation and they actua1Iy had relatively little power (Pen134191
92).

FinaIly, and mos! signifieantly for my purposes, was that TVEI provided the policy

environment within which the 'new' management was elfected. That this was 50 is
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• rellected in m\' l'J'J 1-2 data and a reccntl\' published stud\' orthe impact ofT\'EI on

Redmond (\lcEwan, 1')')1)

:\lcEwan 's ( 1')') 1) account is exceptionally useful in two wavs Firs!. he was a

teacher in Redmond ",hen he conducted his research between 1984-87 and had been for

fifteen years. In other wcrds, we have a disceming account by an 'insider' on

de"Jelopments over a decade and a hall' Second, his research draws upon extensive

questionnaire and interview data ofteaching and administrative staff collected over the

threc years ofhis study. as weil as participant observation ofevents up to 1990, Of

consequence for my investigations. his research was concemed with "how the teachers of

Redmond college are responding to structural changes" that the new vocationalism and

other educational policies were generating throughout the 1980s, The main thrust ofhis

analysis focuses on how new vocational policies were exploiting "defects" in

progressivism, so that "the very notion of 'progressive' is changing" (p, 218), His analysis

of how these policies affected the managerial grid of the college, within which decision

making was realised, is of particular interest to me,

Decision-making in Redmond was based on participatory-democratic procedures

that devolved power and authority to its teachers, This was effected within the general

school meeting (GSM) to which all management committees (including the senior

management team) were answerable. Without question, the social organisation of

decision-making that constituted the GSM was unique by any standards in English

education and certainly unthinkable in any ofthe other schllols 1 had visited. It normally
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the teachers' dispute meetings were not hcld) The GS\t was (omposed "fallli,II-1imL'

and pan-time tcaching staft: ail ancillarv employees. two (ollege g,)\ l'mors. and si,

students." Each group had both speaking and voting righls at meetings Although the

principal had the statutory right to veto any policy recommendation that the GSM

dpproved, McEwan (1991) makes it c1ear thatthis had rarcly been used Indeed. the

principal recognised that to have opposed a recommendation by the GSM "wouId be very

confrontational and probably extremely damaging [.] it's one ofRcdmond's icons whieh

won't go away" (Prin/7/26/91-92). To understand the nature ofthis conllict, w~ have to

situate the GSM within Redmond's broader regime of govemance.

Throughout the second half orthe 1980s the pivotai role played by the GSM in the

decision-making process within Redmond was increasingly called into question by LEA

and col'.cge administrators, as weil as a minority ofteachers "committed to a more

techno10gical and vocational view of schooling" (McEwan, 1991, p. 230). That TVEI

provided the ground upon which ~ensions over the GSM were exacerbated is made clear

by McEwan, who argues that the "involvement ofthe college in the second phase ofTVE1

has bec.,me the central terrain on which struggles have taken place around both the

curriculum and decision-making" (p. 224). My 1991 data suggest this is correct.

Interviews with administrators revealed that whereas the TVEI pilot was introduced on

terms set by the LEA and college (i. e. using 'comprehensive principles'), the extension
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loregrounded a managerial grid thal contradicted the GSM. Signifieantly, the pressure for

this came from within the ~ISC as the principal of Redmond revealed.

[nt Moving on a bil. my impression from reading various papers is that
the LEA's becn trying ta adopt slightly more vigorous management
if you like towards lVEI extension. Is this something that they
wanted to do or is it something that they were sort of pushed into
byTVEI~

Prin 1think the latter. As you know 1was the LEA TVEI Co-ordinator for
two tcrms [... ] and 1asked tO come offit because it seemed to me that
Ihe IEA !1Oi1 KOI iiself i1l10 an mImQlIGKeahle si/llatio//. II M'as Ql1
erlemil'l! .o;cheme, lhe Ql110l10111Y of schooL~ ill Ihis 1.r'..4 is somelhillg
which is jiercely heliel'ed ill Ql1dfranldy lhe I..EA n'"El Co..ordillGtor
ill my l'iew M'a~ 011 a hidil/K 10 110lhillg Vou had quite a wide rneasurc
of responsibility, there was sorne exciternent in the job, but as regards
managing the scherne that certainly was not going to he what you
could do, so 1 beat a retrcat back into schools [...] BUI M'hell the
ertell~io11 occllrred, yes, lhe MSC said to the 1.r'..4 'We're not happy
with the way ym/re mQllGgil/K, there~~ got /0 he a vel)' much c/ean!r
mQlJagl!me1l1 struchue' (Prinl7/1 6-1 8191-92).

Thus, the schools' 'autonorny' within the LEA was viewed by rnany administrators as a

major obstacle to realising TVEI objectives within them. In the case of Redmond, this was

particularly pronouneed in the pilot, where the LEA TVEI eo-ordinator indicated that ..At

Redrnond they haven't becn innovative enough. Again, ifs the sehools' insularity and

defensive stanee...they've becn sitting on their laurels sinee the 60s really" (pCI7I20/91-

92). Thus, the decentralised nature ofthe LEA and Redmond's 'insularity' that stemmed

!Tom its history was secn to hinder, ifnot obstruet, the implementation ofTVEI policy.

That this eontravened TVEI can be secn in relation to teaehing and leaming methods in

the eollege. In remarking on the teaehing staff's relationship with TVEI, an LEA c1uster

eo-ordinator noted ofRedmond that:
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• AI Ih" "lId or Ih" dm' Iher" lraslI'l a "r<'<" d"a/ or d,rr..'r"I1<'<·" . . -.

hl'/'teell Ihe aims or 71 7-} alld the <IIms l~r l1Iost or Ih.' I.'".·hers 11/

the co/ll'ge ln many respects, during Ihe lime of thl' pilo: the
school was very advanced in lerms of teaching and Ieaming styles in
comparison 10 many of the schools in the :nuhority. HI/t Il II'tlS a
style that \l'as hased l'el)' ml/ch hack ill the ear~r '~Ih alld ther.'
\l'ae a lIumha (!f illdil'iduals alld departmellts \l'lm \l'l'rell't
prepared ta look heyollcl that. 7711'11 it \l'oulcl hl' a cme l!f me
targetillg illclil'icluals, clepartmellts, talkillg to them, lookillg at
1l'~'S ill II'hich they coulcl put jorll'arcl a hicl to the gelleral pool (!f
malley Il'hich ill some ll'~' reflected H'n aims alld ohjectil't!s. As
time went on il was more a process of(... ]looking fmward towards
national curriculum (CCI7I6/91-92}.

Again, we find that the process of implementing TVEI policy was nol hindered by

technical impediments, but the sedimented accretinns ofa particular collective experience

!Tom 'the carly 70s' tha! sorne teachers and departments 'weren't prepared to look

beyond.' This not only e"plains the shift to a more c1early defined system of 'targeling'

funding that 'reflected TVEI aims and objectives,' but whya 'c1carer management

structure' was called for by the Unit when the LEA and college submitted their respective

bids for extension funding.

1ndeed, the TVEI extension appears to have been characterised nationally by a drift

towards a more prescriptive managerial regime. For example, an NFER evaluation on

Project Mallagement III TVF./, reported that one ofthe major sources of tc.-nsion between

the MSC and LEAs over the implementation ofthe extension was the "degree of

centralisation expected in educational policy-making" (Sims, 1989, p. 31). The MSC's

pressure for a more "centrist approach" partly explains the relatively high percentage of

submissions that were not approved in the carly years of the extension (1987-1990). Thus,
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;; \;ational Audit Ollice repon on T\'EI found that "30~à of the proposais received bv the

[)epann,ent have been judged to be of insufficient quality to allo\\' the authorities

concerned entry to the extension" (Comptroller and Auditor General. 1991. p. 10)

However. Dale et al have convincingly argued that the primary factor determining whether

an LEA was admiued to the extension "was the ability to demonstrate to the MSC that the

project was becoming inex1ricably bound within the overall LEA apparatus" (1990, p,

172) That is, the notion of'quality' used by the NAO in assessing LEAs bids for

extension funding was whether they conformed to a centralised pattern, This view is

sustained by the findings of the NAO inspectors evaluations of four LEAs (comprising 46

schools):

The National Audit Office found that the education authorities
visited had sought to ensure the development of their extension
projects through the establishment of a strong central management
tcam with responsibility for overseeing the TVEI and co-ordinating
it across institutions. Each team member had assumed responsibility
for a particular geographical ~egment of tile authority and for
particular subjects and cross-curricular issues. This provided a c1ear
focus for the co-ordinated development of the TVEI by the
authorities and gave institutions specifie contact points, These
arrangements were generally mirrored within institutions
(Comptroller and Auditor General, 1991, p, 16),

What the inspectors point to, and authorise as "good practice," is the embedding ofa

managerial grid that was to be replicated on a national scale (to a// LEAs, schools and

colleges) under the auspices ofthe TVEI extension. This is what defined the character of

the extension, as opposed to the TVEI pilot. which was resource-Ied. For example, Dale

et al (1990) found that spending o~ equipment during 1984-5 consumed 60"/0 ofan LEA
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TVEI hudget. hut T'O °of this was de\oted 10 management and personnel 11\ 1<)S(,-;

Funher. the :\Ise contract stiplilatcd that equ;pment Ihat was pllrchased llnder Ihe pilot

could oot be replaced using extension funds. Thus... ti.mding was n"w direcled towards

staffde\elopment and management of the Initiati\e" (1' 173) ln this context. ~lerson is

correct to assen that the purpose of the extension \Vas "rather less to do with exploting

solutions but with conforming to practices" (1992. p. 12) We must also rememher thal hy

1990 the reforms that issued from the ERA (1988), panicularly the local management of

schools (LMS), were beginning to take effect. Combined. these policies produced what

Bowe et al have called the 'new management' within LEAs and schools, that "is not

simply or ptimatily a Mructural or administrative change (although new roles and new

relationships are created) it is also a profound change !n organisational culture" (Merson,

1992, pp. 145-6).

Retuming to the eXlUl1ple of Redmond, we can sec how these developments were

to cast a managetial shadow over its moral economv of progressivism. This is most

apparent in relation to ptinciples upon which financing was allocated within the LEA.

Hitherio, the LEA had becn committed to a policy of disttibuting funds betwecn

institutions equally. Redmond's principal described its approach in the following terms:

Because the thing [TVEI] was resourced in the way it was, the
butter was spread pretty thinly and so most institutions had becn
able to do \ittle more than they do under capitation. which only
enables you to do bread and butter things really [... ] This LEA is
c1assic really, sorne other places were much bolder, it is always
terribly nervous about positive discrimination [i.e. targetting], you
know, <AIl the rest of the institutions are going to be very angry,
they're going to moan and Idon't want them to moan at me and so
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wc must make sure that it's ten institutions with fi 00.000 each' - sa
the amount ofmoney that you got diminished (Prin/7116-18/91-92)

Within schools. it \Vas evident that the same principle applied. As the LEA duster co-

ordinator observed of Redmond

There \Vas al\Vays a clash \vithin the LEA between those t\l'O
cultures of decisicm-makiIlK. but it \Vas highlighted in Redmond
really and 1 think the nature of \Vhat \Vas the GSM and the
committee structure made it very difficult to target funding in
anyway. A numher (if times ail amO/mt (if mOlley came to the
schoo/ aJld hid~ were made. hut at the end ofthe day il \l'as dil'ided
out eqllal/y (CC/7/8/91-92).

The TVEI pilot and extension began to fundamentally challenge this customary practice by

creating mechanisms for schools, faculties and departments to 'bid' and 'targe!' their

funding on projects defined through TVEI criteria.

1suppose where there was reluetance ofstaff to be involved in TVEI
just because of the name, it was me trying to judge where
developments were either just beginning to take place or 1 suppose
targeting people tbat 1 thought were lIIl'jable to TVEI principles [...]
Then it would be a case of me targeting individuals, departments,
talking to them, looking at ways in wbich they could put forward a
bid to the general pool of money which in sorne way reflected TVEI
aims and objectives (CC/7/S/91 -92).

ln this way, the criteria aeted as a form ofextra-local rule that rendered effective a

managerial grid that was to co-ordinate and concert decision-making procedures in

Redmond that would diminish the role of the GSM. That tbis was a textually mediated

form ofsocial organisation is also ofsignificance, in that the older moral economy of

progressivism that constituted the aetivities ofthe GSM was premiscd on a culture and

organisation that was embedded within the everyday lives ofteachers. Thus, we have a

'clash' of 'two cultures ofdecision-making' that were grounded in not ooly a different
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• po!itics hut in managerial grids thal were composed of 1lll1damelllalh' dit1èrent social

relations

~1cEwan's (1991) study shows that growing stall'apprehension "'"CI the graduai

ascendancy of the TVEI grid withi:l Redmond led ta the calling ofan 'Extranrdinary

GSM' in March 1987 to debate whether the college should enter the TVEI extension As

he points out, concem focused on several issues: there had been linle consultation on the

submission for TVEI extension; the critelia for curriculum development privileged the

technical and vocational over the humanities; the extension was to be evaluated "on its

own tenns and not in its connections with other parts of the system;" .. inaIly, and mosl

importantly, a "TVEIILEA management delivery system" was perceived to be usurping

the l'ole of the GSM in decision-making (McEwan, 1991, pp. 255-6). Although the

extension was accepted after a long and rancorous debate, the decision was c1early divisive

as Redmond's principal remembered:

1wasn't here when the TVEI pilot occurred but with the extension 1
was here and once again we had stonny meetings. 1 believe l'm
right in saying after an extremely muddled and confused and rather
bitter debate the TVEI extension was voted in by one vote, 1 think
the votes went roughly 21 for, 20 against, 19 abstentions. So 60
odd members of staff voted, roughly a third for, third against, third
abstained. WeIl in the rules that means that it goes forward, one
vote is aIl that is needed. 1 do find that very, very difficult to come
to tenns with. 1 don't Ihink we can operale /ike lhal in Ihe fuhlre
and Ihal's effeclive/y whal l'm saying 10 slaff(Prinl7/22191-92).

The primary reason why he felt that the college could no longer 'operate like that in the

future' was because "circumstances have changed reaily [... ] The crux ofthe matter is

GSM has got to recognise ifs position in a very changed society where govemors under
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• local budgets are the powerful group" (Prin/7/23/92-92). In other words, the 'democratic'

procedures for decision-making that the GSM practised were no longer sustainable within

the polilical cIimate of the 19805 and 90s. It was not only that new constituencies (such as

school govemors) had been given statutory rights to participate in decision-making, but

that the managerial grid within which decisions were made was being profoundly a1tered.

Within Redmond, the impact ofthis was to remove the politics (e. g. the 'stormy

meetings') trom the decision-making process by transferring the locus ofmanagerial

responsibility l'rom the GSM to senior management and the LEA. Or as the LEA TVEI

co-ordinator put it "once you star! trying to manage the whole system then you generate sorne

degree oftension with an individual school or in relation to an individual issue. Then it's a

process ofmanagement" (pCnI29/9I-92). The effect ofthis was to increasingly marginalise

tcacher politics, indeed teachers, within the decision-making process in the name of

grcater 'accountability.' U1timately, the GSM and ils "pure thcatre" either had to reform

or go:

What l've said to the staff, if you've bothered to read it in a recent
'Bulletin' piece, was that govenlOrs don'! really want GSM to carry on
in it's present fonn, neither do my immediate coI1eaglles in senior
management and 1think a growing proportion ofstaffare very a1armed
about it as wel~ and therefore you've either got ta rejorm it or it goes
(Prinn/23/9I-92).

Within Redmond, therefore, TVEI set in motion a poIitical struggle that centred on who

should have the right to make decisions and how they were to be made.
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Conclusion

ln this chapter my principal concem has been to explore the ethnographie

dimensions ofa managerial grid that was effected through TYEI. For this purpose, my

analysis focused on two schools (Scruton High and Redmond College) that had becn

undergoing fundamental reform oftheir management structures and processes as a result

of their participation within the TVEI pilot and extension. As 1demonstrated, while the

two schools were subjected to quite distinct fOims of management, the overall effect of

these grids was to exchange the relations ofan emerging 'managed market' for those of

the 'secret garden' ofteacher control over the curriculum.

ln Scruton High this process was organised through an interrelated group of

mechanisrns that were aimed at re-assening the authority of the LEA over the school

curriculum. As 1showed, this was accomplished through a nmge ofcentralising initiatives,

the key component ofwhich was the establishment of a central team ofperipatetic

teachers who acted to secure central control over TVEI curriculum development. Thus,

under TVEI, curriculum development not only generated an emerging breach within the

school between its teachers and the central team, but changed Scruton's relationship to the

local educational State in subordinating its decision-making processes to the LEA's TVEI

Unit. Under the extension, this form ofcentral control assumed an extra-local character as

it came increasingly to rely upon textually mediated practices inscribed within 'self

evaluation,' 'appraisal' and 'quality assurance.'
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• Despite its strong tradition ofprogressivism and its democratic decision-making

process, TVEI generated a similar shifl in ~he managerial praetices within Redmond

College. As 1argued, this transformation was most c1early refleeted in the clash oftwo

very different politics ofdecision-making that were respeetively expressed through

Redmond's long standing tradition ofa general school meeting (GSM), and the emergence

ofa 'senior management team' sponsored by the LEA and MSC. A1though the transition

to the kind ofmanagerial grid that TVEI prefigured was more fiercely resisted in

Redmond, it was nevertheless apparent that the prevailing politica\ c1imate would either no

longer support or attenuate the democratic procedures ofthe GSM. As 1suggested, the

major effeet ofTVEI within this context was not only to remove political debate and

dialogue !Tom Redmond's decision-making process, but to transfer the locus of managerial

responsibility to the senior management team.

Finally, with the transition to the TVEI extension in 1986, 1argued that we had to

take into account national developments, such as national performance indicators for

TVEI schools and the market-Ied reforms f10wing !Tom the ERA. Together, these

initiatives constituted a grid ofsocial relations through which the internai organisation and

decision-making processes ofschools were integrated within the managed market. It is in

this respect that TVEI connected the management ofchange within schools to processes

ofcapitalist regulation.

Noms

1 David (Lord) Young, Chairman. Manpower Services Commission (1984).
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'The notion ofthe 'secret garden' of the school curriculum was lirst used by Sir Da"id
Eccles (Minister for Education. 1959-1962) to descnbe the effective control which
teachers exercised over schooling (1960; 1991).
, The New Training Initiative (1981) can be seen as the new vocationalist equivalent of the
ERA (1988).
• Half the TVEI projects in this study had central tcams.
, The difference between these two forms ofdecision-making was often expressed by
administrators within the 26 schools as 'emotional' (educational) and 'rational'
(managenal).
• Most of the central tcam members had been hand-picked by the project director from one
ofthe four TVEI schoo1s. This was a source oftension in Scruton High.
7 His threat to 'shoot' the central tcam should not be taken senously!
8 This was a phenomenon across ail the pilot schools in my study. Other research suggests
that this was a national problem in TVEI (G1eeson, 1987b).
9 Despite the high profile given to 'equal opportunities' by the MSC, there was \ittle
evidence that TVEI had made any impact on gender or ethnic relations within schools.
Indeed, the Leeds evaluation and my research suggests that TVEI actually reinforced these
social di'lisions (Barnes, Johnson, & Jordan, 1988a; Barnes et al., 1987; Barne5 et al.,
1988b). .
10 ln my sample, this was a pattern that was rep\icated in the other schools under the
extension, irrespective ofthe existence ofa central tcam.
Il Schools enteri:lg the TVEI extension received approximately 12.5% ofthe funding of
the original pilot.
" The movement towards devolving greater responsibility to schools is, as Smyth (1993)
has shown, an international phenomenon that has taken root in the U.K., North America,
Australia and New Zealand. In other words, it constitutes a fundamental transformation in
the nature and composition ofthe educational state within the English speaking world.
13 In North America, the decision by the Chicago School Board in 1988 to devolve its
budget and other responsibilities to school boards provides a good example ofpolicy-in
practice to this effect. However, it should be noted that in their collection ofevaluation
studies ofthe Chicago school plan, Niemiec & Walberg (1993) conclude that "Three years
into the five-year trial period, the majority ofthese indicators [test scores, attendance,
drop-out rates] point in the wrong direction" (p. 105).
14 In Britain (and internationally), Caldwell & Spinks (1988,1992) have been most
influential in developing the idea and practice ofthe self-managing school. However, as
Ozga (1992) and Angus (1993, 1994) show, since the 1980s there bas been a profusion of
texts on school management (sec Murgatroyd & Morgan, 1992).
IS Hargreaves and Reynolds (1989) have identified two dominant tendencies in the
privatisation ofBritish education. First, the commodification ofthe means ofaccess to a
good quality education. Second, the privatisation - or what Whitty (1990) bas called the
"atomisation" - ofeducational decision-making through the capitalist market.
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l' Similar arguments have been made by Sharp & Green (1975) in their study of
progressive methods in a primary school
1- The pay dispute. or 'teacher's action,' which involved a series ofone day strikes from
February 1985 to January 19861ed to the imposition of the 'Tcaehers' Pay and Conditions
Act' (1987). This abolished the existing national collective bargaining apparatus that had
existed since 1919 (the 'Bumham Committee') and imposed pay and conditions of service
determined by the Secretary ofState for Education. The 1987 Act was eventually
superseded by the ERA's (1988) provisions for opting out and LMS whieh encouraged
schools to withdraw from national pay bargaining and negotiate individual contracts with
tcachers (Bali, 1988; Hatcher, 1994; Lawn & Whitty, 1992).
l' Redmond a1so had a 'School Council' that was composed ofstudents elected from
tutor groups and IWo staff representatives.
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C1IAI'mR 7

Tm' SPIRIT OF El'<ŒRPRISE: BUSINFSS SmDlES AND TVEI

Allhe end of lhe day wc don'\ e:qx:ct lhem ail 10 bc emrcpreneun;. bUI
wc do hopc \h~' will have bccome more emerprising. 1

Historically, the definition ofa technical and vocational education has always

referred, in part, to the sytematic study and practice of knowledge and skills that were

directly related to the functions and processes ofa modem capitalist economy. Meeting

the "needs" ofindustry, as it has translated into curriculum development, has not only

involved pedagogical processes which have sought to transmit technical skill, but forms of

knowledge and experience which have articulated with commercial or business activity. In

particular, the latter has usually required sorne kind of moral or ethical commitment to a

set ofattitudes, values and practices conceming correct and proper conduct within

business and more broadly, society. Inculcating the "spirit ofcapitalism" (Weber, 1952)

has therefore becn a central and overriding aim ofvocational education, particularly

business education. In this section 1intend to show how and in what ways this essentially

ideological process materialised as business studies and enterprise elements within TVEI.

That is, my analysis will focus on how TVEI 'moralised' the social relations ofthe school

and c1assroom.

My argument will be that TVEI business studies and enterprise education sought

to implicate tcachers and students within sets ofvirtual (or simulated) social relations

which attempted to define and legitimate particular ways ofexperiencing and knowing the

world. In this respect 1shall also argue that TVEI business and enterprise education was

attempting to forge an everyday commonsense, an hegemony, which was aimed at
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establishing the ground rules for correct and proper conduct ,vithin an emergent enterprise

culture Hence the re-moulding of individual subjectivities, animated through the aura of

the cnterprise culture, became the locus of systematic intervention in the forrn ofbusiness

studies and enterprise \vithin the c1assroom. My purpose is to explore how and in what

ways this emerged \vithin TVEI.

Business Education and the Curriculum

Business education has traditionally held a tenuous place in the English secondary

school curriculum, despite the emergence ofthe new vocationalism from the late 1970s

and the advent ofTVEI ? Because ofits marginal, even precarious position \vithin the

curriculum, it has consequently attracted little attention in the way ofacademic research.

This situation has been attenuated by the gendered nature ofbusiness education, as weil as

the historical subordination ofthe subject \vithin technical and vocational curricula.

Indeed, \vith the notable exception ofa small but growing professionalliterature on

business education (Dunhill & Hodkinson, 1988; Whitehead & Dyer, 1991), and research

conducted by feminist and marxisl scholars (Cockburn, 1987; Gaskell, 1985, 1986, 1987,

1991; Riddell, 1992), it remains a neglected area ofcurriculum research. Even now, there

is still no systematic social history ofbusiness studies as exists for other school subjects

such as science and technology (c. f. Cross & McCormick, 1986; Goodson, 1985a, 1985b,

1990; Layton, 1973; McCulloch, 1989, 1995).

Historica1ly, forrns ofbusiness education can be traced back to the Mechnaics

Institutes in the early nineteenth-century. For example, commercial subjects, such as book

keeping and accounting comprimised key elements oftheir curricula. With the decline of

202



• the Institutes by mid-century. this role was taken over bv the new ci\ic universities whose

educational mission was aimed at training local elites for positions in indust~· and business

(Daunton. 1989; Donnelly. 1989; Wrigley. 1986) This work was extended to other areas

oftechnical education during its so called "golden age" (1880-1900). when there was a

proliferation ofcommercial subjects within the newly established and growing numbers of

polytechnics, technical colleges, and most significantly, the higher grade elementary

schools 1described in chapter Iwo. Il is ITom this time, under the auspices oflocally

controlled school boards, that elements ofbusiness education began to creep into the

(elementary) school curriculum. However, as 1argued in chapter Iwo, because ofthe

negative impact of the Balfour Education Act (1902) and the ensuing secondary

regulations (1904), local curriculum initiatives ofthis kind were severely restricted.

Although it continued within the confines ofthe junior trade schools (particularly the

junior commercial schools) throughout the inter-war period. business education was not

admitted to the secondary school curriculum until 1944, with the passage through

Parliament of the Butler Education Act. We have to remember that this was a qualified

admission, in that the legislation established a tripartite system of modem, technical and

grammar schools. Whereas business education did find a niche within the curricula ofthe

secondary modem and technical schools, it was excluded from the grammar school

curriculum. This situation remained until comprehensivisation in 1966, with the effective

abolition oftripartism. From the second halfofthe 1960s, therefore, the secondary school

curriculum was temporarily released from the conservative dead-hand ofthe "English

tradition." As described by the Centre for Contemporary Cultural Studies (1981), Lawton
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• (1980). Simon (1991). Simons ( J987). and Grace (1995) this ushered in a period of

extensive teacher-controlled curriculum refonn in schooJs which. although focused upon

the humanities and social sciences as evidenced in the \York of the Schools Council. did

allow a modicum of progress in business education. CoincidentaHy. trus period also

witnessed the introduction ofenterprise education, wruch as 1indicated in chapter four.

first appeared in British schools as 'Young Enterprise' (an import iTom the United States:

(MacDonald & Coffield, 1991».

It is iTom the middle of the 1970s however, with the ascendancy ofthe new

vocationalism marked by the Great Debate (1976), that business and specifically enterprise

education began to make major in-roads witrun the secondary school curriculum. Thus,

what had been a tendency in the 1970s was transfonned into a "movement" by the 1980s

(Rees & Rees, 1992; Rees, 1988). There is no doubt that not only did TVEI provide a

curriculum frarnework witlùn wruch business and enterprise education found legitimacy,

but that il also provided massive financial support for its development on a scale unknown

in the rustory ofBritish education.3 In trus respect, business and enterprise education were

largely dependent upon State sponsorsrup. Indeed, without direct State support given to

enterprise initiatives, it is unlikely that an "education for enterprise movement" would have

become so prevalent in schooling throughout the 1980s and 1990s (Rees & Rees, 1992).

Consequently, in what follows it is my purpose to show how TVEI business

studies and enterprise education produced a sellse-in-common in the work oftcachers. 1

do trus in two ways. First, 1draw upon interviews conducted with business studies

tcachers about their work in the classroom in developing courses and materials for their
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• TVEI classes. 1then present an analysis of a business studies class discussing the theme of

"retailing and security" where 1explore the ideological dynamics al' the production of

knowledge. Finally. 1conclude with a briefdiscussion of the nature of business studies in

TVEI and its impact on teachers. As ",dl become clear. my intention is to consider the

methods through which T'lEI business studies and enterprise education constituted

potential technologies of subje-:tification for the making of an enterprise culture in schools.

Business Studies and T'lEI

From its inception in 1982-3, TVEI placed a high priority on enacting both

enterprise and forrns ofbusiness study within the 14-18 curriculum ofschools and

colleges. Indeed, as its aims and criteria suggest (MSC, 1983), the Initiative's purpose was

to ensure a fundamental shift in the balance ofthe secondary school curriculum away from

Iiberal-progressivism and the Humanities to science, technology and "towards positive

support for commerce and industry and the praetical application of knowledge" (Hickox &

Moore, 1990 p. 134). Data from the 1985-88 study suggests thr.~ although enterprise and

business studies had a high profile within school curricula, its progress was patchy, uneven

and incoherent. By 1991-2 however, this pieture had changed considerably. In particular

two findings emerge. First, Business Studies had become a relatively high status subject

within schools as a nationally certificate GCSE exarnination. While Business Studies had

effected a breach in the curriculum boundaries separating the vocationai from the

academic, other pre-vocational courses for non-academic students had made significant in

roads, including the Certificate ofPre-Vocationai Education (CPVE), Royal Society of

Arts (RSA), City and Guilds ofLondon Institute (CGLI) and BusinessITechnician
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• Education Council (BTECl Second. although enterprise elements were less visible in

1991-2, this did not signil)t a rejection by schools of the implicit values or messages \vith

which ideologically, enterprise was connected. The very fact that enterprise had become

less apparent as an explicit label of curriculum and pedagogical development ref1ected not

its failure but its success. In my estimation, as 1will argue below, a1though the 1991-92

data reveals that enterprise was in less use within the 26 schools, this was because it had

become embedded within the background practices upon which TVEI curriculum

development was predicated. That is, enterprise became less apparent because the schools

in my study had experienced a subtle but nevertheless profound transformation of their

politica! cultures, away from the dominant ideology of progressivism, to that ofnew

vocationalism which normalised enterprise.

As 1noted above, the evaluation studies ofthe original 26 schools showed the

development ofboth enterprise and business studies to be uneven. Nevertheless, sorne

significant patterns were emerging from the initial flux ofcurriculum development. Two

dominant models emerged within the TVEI business education curriculum which ref1ected

existing, historical tensions (particularly those conceming gender and ability) and which

also pointed toward future developments, There was a c1ear bifurcation within business

studies between the 'office skills' and 'business world' approaches (Bames et al" 1987;

Sames et al" 1988b). The office skiUs approach c(lmprised traditional courses, such as

commerce, typing and office practice, which prirnari1y recruited girls and students

designated as Icss able. Classroom teaching practices consisted ofrepetitive, routinised,

and menial exercises involving students in copy-typing, filing, photocopying and sorting
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mail. Students \Vere rarcly involved in activitics or assignmcnts \Vhcre work \Vas

contextualised or given meaning, so that much of what they accomplished \Vas ollen

abstract and purposeless. The image that best conveys a sense of the !caming environmcnt

in these classes was the typing pool. Consequently, this version ofbusiness studies was

perceived as low-status by teachers. parents and students and elfectively marginaIised

within school currïcula'

This was not so for the 'business world' approach to which TVEI gave impetus.

Courses that conformed to this model were signified by a marked shift away ITom the

skills based orientation ofoffice skills. Emphasis was placed upon the acquisition ofa

wider repertoire ofskills and knowledge that contextuaIised leaming within simulated

business activities and tasks. ConventionaI teaching and learning gave way to informaI

approaches which relied upon group work among students and a facilitative role for

teachers. Significantly, mini-enterprise or enterprise elements within these courses were

central to organising student learning. In these situations, students had to work

collaboratively on projects which they chose, make decisions as a group, plan marketing

and sales of their products, prepare cash-flow forecasts and seek advice from professional

people in business and industry. Integral to these activities was the use ofinformation

technology, in the form ofword-processors, spreadsheets and databases. These courses

were notable for acbieving a mixed ability and gender balanced intake. Such developments

led to a re-valuing within the school curriculum ofbusiness studies courses which

exhibited these qualities, tbis being partly reflected in increased student enrolments
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• (Williams & Ycomans. 1994a) Givcn thcsc diffcrences. the Leeds University pilot

cvaluation concJuded that therc was

an enormous !,'Ulf between the office skills courses l1r.d the
busincss knowledge [businessworld] courses in terms of their aims.
content. methods and reference groups. The former is derived from
a vocational training approach. its essential point of reference is the
commercial office and many of the teachers have a secretarial
background. The business knowledge mode!. on the other hand. is
based on the academically respectable discipline of economics with
its well-defined body of knowledge and thcory (Bames et al..
1988b.p.13).

While this assessment was accurate. it was only partially 50. For exarnple. it should

be apparent that where office skills derives from a training paradigm, business world

generates its approach from an educational perspective. 5uch an evaluation is merely

descriptive of the impact ofthe IWO approaches at the level of the curriculum, but tells us

liule of the actual changes that were occurring within c1assrooms. In fact data from both

the 1985-88 and 1991-2 studies reveal much about transformations in c1assroom practice

within business studies and enterprise under TVEI. The most striking aspect ofthis

process was the changing ideological character ofbusiness studies. especially those 1 have

designated as business world. That is, where office skills courses tended to reproduce c1ass

and gender relations through a more passive, instructional mode ofpedagogy that was

narrowly skills based, the business world approach involved teachers and students

acquiring a wide range ofinvestigative skills to explore the social and economic relations

ofcapitalism. As 1will show, business world courses enacted a process ofsubjectification

for students that actively involved them in researching and adopting a view ofthe capital

relation that was oftheir own making.'
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Hardv Comprehensive

in Hardy Comprehensive. a business studies teacher marked out the contours of

this transition and the way in which it had transtomled both the nature ,,l' her subject and

teaching. Asked ifher teaching methods had changL-d ur.der TYEI. she responded that

Oh yeso decidedly so. 1 mean l've gone ITom taik and chaik to much
more group type work. Unfortunately where 1 li.-el that 1 am
constrained is having a syllabus hanging over me. whereas under the
TVEI pilot sort of system the children more or less designed their
own sort of curriculum and areas of study. But the underlying
principles of assessment were still there. like for example. gathering
infonnation, decision-making, problem-solving. 50 1 have brought a
lot ofthat into the areas now that 1 teach in rather than doing it the
traditional method, the fonnai method of tcaching. So 1 think 1
have developed as a result ofthat (BS/IO/I/91-2).

Moving ITom what she calls 'taik and chalk' or the 'traditional method' to 'group type

work' represented the salient pedagogical transition in her work. Further, despite the

constraints ofa General Certificate ofSecondary Education (GCSE) syllabus in business

studies ITom 1988, it was still possible to maintain the 'underlying principles' of the TVEI

pilot seven years later. Activities such as business surveys, mapping the economic

geography offocal businesses, group 'decision-making' and 'problem-solving' modes of

inquiry differentiated the new TVEI business studies ITom office skills, at lcast

superficially. However, such changes in pedagogy were not specific to business studies,

but to TVEI in general. Indeed, these principles were central elements of the TVEI aims

and criteria (MSC, 1983). What was particular to the bus'less world approach within

TVEI was, as 1 have suggested above, a subtle ideologica\ shift which had quite profound

implications for the ways in which 'students (and tcachers) were intended to understand the

everyday, adult world outside ofschool. We cao begin to comprehend the nature ofthese
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changes in the ways that teachers talked about theÎr courses. In Hardy Comprehensive, the

same business studies tcacher went on to describe what happened when "commerce was

phased out and business studies came in."

You see mos! people see business studies as being the oId skills
course of typewriting and shorthand and book-keeping. Weil it's
not, you know, it's a subject in it's own right and it demands a
certain leveI of aptitude to be able to cope with it successfully.
There are even those who have found problems in coming to terrns
with the language of the subject, you know, you talk about
enterprise, you talk about capital. 1 was trying to explain the
concept ofcapital to them tlùs aftemoon, they say 'Money' weil it's
not, it's assets. And investment, what is investment, you Iaoow, this
sort of thing. but 011 a day-to-day basis. The IQllguage is difficult
withill the subject, weillike every subject, chemistry, physics, there
are defillite/y terms that they've got to !mOIl'. This one, business
studies, develops childrell that olle stagefurther because whot they
leam ill theory ill the c1assroom Ihey've got to app/y, you !mOIl',

they will app/y it, they might IlOt realise il QIId they've got to be
able to evaluate ill the subject Qlld do it weil, be able to form
j/ldgemellts based 011 ... weil IlOt Just their 011'11 persollal
experie1lce, which many children re/y on too heavi/y (BS/I0/l
2191-2).

First, she emphasises that business studies is quite distinct from 'the old skills

course.' It's not 'short-hand and book-keeping' but a 'subject in it's own right' which

demands a 'certain level ofaptitude.' Thus, we can detect a thinly veiled distinction

between business studies and vocational courses (i.e. office skil1s) in her language that

lums on an implicit notion ofability. That is, the 'old skil1s course' is for the less able. She

reinforces this distinction through a juxtaposition ofthe language and concepts of the

subject, which are Iikened to 'chemistry' and 'physics.,6 But in order for her studenls to

develop 'lhat one stage further,' jus! grasping the specialised 'language ofthe subject' is

not enough. They have to know how to apply il, make eva1uations and 'forrnjudgements'
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• which should rely 'notjust [on) their own personal experience. which many children rely

upon too heavily.'

Her emphasis on language acquisition and the posing ofpersonal experience as an

implicit problem. suggest a conscious concem with expression and "voice" within business

studies. That is. learning the language of the subject, such as 'enterprise,' 'capital,'

'money,' and 'assets,' entails the adoption by students and teacher offorms of

communication which value certain modes ofthought and frames of reference -

particularly those derived from 'personal experience.' As contemporary developments in

socio-Iinguistics and postmodernism have pointed to, the acquisition oflanguage is deeply

implicated within forms ofsocial regulation that define and organise individual experience

through what may or may not be legitimately expressed.7 We shall see how this process

unfolds within a business studies lesson at Riverside Comprehensive below, but for now it

should be evident that it reveals a pivotai aspect of the everyday formation ofsubjeclivily

within schools.

We can sec this process ofsubjectification being extended and embedded within

the 'case study' element ofthe business studies course in Hardy Comprehensive. The same

teacher observed that:

80 it does indeed stretch them enormously, the way ifs been set up,
more particularly now with the fael that they've got this case study
element which is super. They're given information that they've got
to take away and Ihey've gol 10 Ihink how Ihis business
organisalion is s1ruclured and managed, how il can be promoled,
how il can be deve/oped, it's really very good (88/10/1-2191-2).
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• Thus. the case study does not simply organise and direct experience. but actually positions

students in requiring them to 'think' as ifthey were responsible for the future ofa

'business organisation.' In this respect, the case study represents a si/l/aled a.\;\·ignmell1

which simulates business activity within the world ofwork. Examples ofcase studies in

the 1991-2 visits to schools showed that their underlying aim was to position students as

business decision··makers. For example, they included: rescarch on both local and national

housing markets; the establishment and operation of mini-enterprises; designing a

business-education facility for a school; planning for the start-up ofa local business; a

design for an exhibition stand and rescarch on a local business. Assignment worle, whether

as case studies or projects, therefore attempted to simulate and reproduce within the

classroom the ethos of the business world. Further, the case study itselfwas to be

conta'lualised:

1 think it should be every child's right to understand the basic
economic factors which underlie our economy and nol jI/si 10 take
il a.ç a personal point of view ofwhat money they've got in their
own pocket, but how the whole works... the macro rather than the
micro side ofthings (88/10/2-3/91-2).

The point therefore, is not only to encourage students to assume the role ofdecision-

makers in business, but to encourage them to appreciate this activity within the broader

context of'how the whole works.' Also note that •a personal point ofview' is something

to be problematised as inadequate for such a valuation. This statement is given additional

impetus when she adds: "80 hopefully by the lime my students lcave me they're not into

politics as such but just management" (88/10/4/91-2). Looking at the world through the
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• lens of 'management' is what this approach to business studies is allempting to embed

within the social relations of the c1assroom.

Conceived this way, the social space ofthe TVEI business studies c1assroom can

be construed as the focus of cultural interventions concemed with the production and

legitimation ofparticular ways of knowing. 1am not suggesting that we interpret such

interventions as acts ofsocial control. Rather, my point is that TVEI business studies

created for both teacher and students a pedagogical frame, or epistemological template,

where it was possible to explore, together, the ways in which contemporary capitalism is

fabricated through economic and social relations. In this sense, teacher and students were

not lured in to false consciousness, nor were they manipulated into accepting these

relations as given, instead they became the authors, the creators of the world they were

investigating, through for exarnple, the case study. To sorne extent, this explains why the

concept of"ownership" was so prevalent within the discourse attached to TVEI

curriculum development. At the level of the school and c1assroom, it enacted a process of

"ideological re-tooling" that situated teachers and students within the relations of

enterprise (Smith & Smith, 1988). Thus, what was being forged across the social territOlY

ofthe TVEI business studies c1assroom in Hardy Comprehensive was a commonsense, or

a "structure offeeling," which channelled both expression and experience in particular

directions (WiIliarns, 1983). There, 1 thinlc itjustiliable to argue, the production of a

cornrnonsense was understood as reconstrueting 'personal experience,' or a 'personal

point ofview.' It was about naturalising the everyday world from the vantage point of

'enterprise,' 'capital,' and 'management.' ln this way, subjeetivity can be comprehended as
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• the site of struggle over the fonnation ofexperience. We can gain a much better picture of

this process as it unfolds within actual c1assroom practice in business studies.

Riverside Comprehensive

Riverside Comprehensive is situated within a large, industrial city in the north-east

of England. Originally renown as a centre of heavy industry, particularly ship building,

heavy engineering and coal mining, since the 1970s its local economy had spiralled

downward with the onset of recession, intensified foreign competition, anr;! government

cut-backs. Within the city, Riverside was located in a working-c1ass community which was

confronted with rising unemployment, particularly amongst schoolleavers. At the time of

the study, in the FaU of 1985, the school had just begun to pilot the Hampshire Business

Studies scheme which exemplified the business world approach (National Design and

Technology Education Foundation, 1991). Two teachers were responsible for its

implementation. Noting the transition from the old Office Practice course in the school,

one teacher in interview observed that, "It's a completely different way, a different

approach to teaching (...] We've got to educate the kids into a different way ofworking

and thinking." When asked how TVEI business studies was different, she said that

"There's less emphasis on the technical, typing, keyboard skills" and "We get them into

groups with group leaders. Ail their work must go into their folders, including rough

work, there's no hard copy from each student at the end ofa lesson" (BS/3/I-2185) .

Significantly, she also compared the 'traditional teaching situation' ofthe older Office

Practice course with the new Hampshire scheme initiated under TVEI.

y ou're safe in a traditonal teaching situation to a certain degree and
the kids also feel safe. Because lots of our children need that
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security of knowing when the teacher says '1 have got ta do sa and
sa' and in the Hampshire scheme the teacher doesn't say '1 have got
ta do sa and sa.' Rather, 'l've got ta go ta the teacher and say Miss
l've donc this.' We are supposed ta be in a supervisory position, 1
mean that's the philosophy behind it (B5/3/3/85).

These comments are interesting in that they corne from a teacher who was trained in oftice

skills, was a secretary before entering teaching and who had taught oftice practice in

Riverside for fifteen years until the advent of TVEI. They are also reminiscent of the

changes reported in Hardy Comprehensive: the move away from individualised 'technical'

exercises, such as typing and keyboarding to group work (with 'group leaders');

correspondingly, the shift to styles ofstudent leaming where the means ('rough work')

and not the ends (a 'hard copy') are pararnount; increased student autonomy; and the

consequent redefinition ofteaching as a 'supervisory position.' Further, this loosening of

the social relations that ordinarily ordered student-teacher interaction in the classroom was

not one-way. As she recognised, UA lot ofit has been a leaming experience for my

colleague and f' (8S/3/3/85).

Superficially then, the ethos ofbusiness studies teaching was dominated by a

business world approach that was embedded within child-centred educational

progressivism. However, ifwe investigate this approach ethnographically then we can

begin to comprehend how business studies articulated the everyday classroom experiences

of teachers and students to the relations ofenterprise. My argument is that despite its

overtly progressive orientation, business studies in Riverside was nevertheless deeply

implicated in a historical process ofcapitalist social regulation.
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What follows is a c1assroom observation of the Hampshire scheme. The c1ass was

composed of even numbers of fourth year boys (8) and girls (9), and was considered to be

mixed ability; a.'i the same teacher commented, "A few will not aspire to very much, and

there's sorne excellent students"(BS/3/3/85). In terms ofits composition therefore, the

class already embodied the salient social characteristics that were to define the dominant

business world approach in ail TVEI schools by 1991-2, as opposed to the predominantly

female, low ability constituency ofoffice skills, which was rapidly declining in schools

throughout the 1980s (Williams & Yeomans, 1994a). The theme ofthe lesson was,

"Retailers and Security," that was part ofa module that students had been working on for

over a month on retail surveys. Thus, it is important to understand that the work being

completed by students and teacher was embedded within a much wider project that

extended beyond this one, timetabled period. This is evident !Tom the way in which her

(male) colleague begins the c1ass by first setting its theme within the eontext of the work

that students have aIready aceomplished.

T Firstiy, 1just want to spend a few moments reeapping what we did
before half-term just to remind you of the seene and then 1 would
Iike group work and response to partieular items within that group
work. We want to eonsider partieular problems that arose during
the visit. Sorne of the items require a great deal ofobservation and 1
would Iike your eomments on, but as groups. After that partieular
session what 1 suggest that we do is have a smaII sort of report
baek !Tom eaeh group and then individuals will begin to present a
solution and information about the problems we're going to
eonsider today. So you're going to have to use Edword8

,

unfortunately 1 know sorne people would have used electronie
typewriters as weil but they're not available to us today because of
the faet that the eleetrieity supply is off nex! door, OK. So let's just
quiekly recap what we were eoneemed with before half-tenn.
We've been eoncemed with the retailing survey. What you're
primarily eoneemed with is the identification of different types of
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retailers. Right. can anyone present dilTerent types of
retailers.

Mailorder.

Right, mail order.

(Inaudible)

Give us sorne of the largest ones, the ones with shops.

(several answer at once - inaudible)

Supermarkets.

Right, supermarkets.

Hypermarkets, department stores.

Right, hang on there - supermarkets, hypermarkets, department
stores. (writes on blackboard)

Markets

Markets themselves. Any others?

Co-op.

The Co-op. The Co-op's a very specialised kind of retailer. Any
others?

What about the sort that only sells one sort ofgood?

Corner shop.

Weil, we'lI put that down. Il wasn't the one 1 was thinking of.
(writes on blackboard)

(several answer at once - inaudible)

Wait a minute. One that sells one kind of good has branches round
the country.

(Inaudible)

Somebody's said il.

Multiples.

Multiples. (writes on blackboard) OK, so what you've been
concerned with therefore is a survey centred round types of
retailers, alright. You've obviously been down to Elton Square a
number of times ... you've done a number of questionnaires, set up
observation situations and you're in the process of compiling that,
OK. But you did it as group work, but remember you're going to
have to present an individual rolder ofyour findings however, right,
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so that sets the scene as a reminder of where we were just before
half-term, OK (BS/3/1-2!85).

Although this preamble apparently •sets the scene' for the c1ass. 1want to draw

attention to the way in which it a1so frames and gives a particular direction to the

discursive interaction between teacher and students. Michael Polyani's (1958) distinction

between "focal" and "tacit" knowledge is usefiJl here, in that ifwe follow the dialogue that

takes place after the teacher's initial 'recap' concerning 'the identification ofdifferent

types of retailers, , it becomes evident that while particular responses to his questions are

deemed appropriate ('mail order,' supennarkets,' 'hypennarkets,' 'department stores,'

and 'multiples'), others are either ignored or accepted with sorne degree ofambivalence

('co-ops' and 'corner shops'). In channelling responses in this way, the teacher is able to

focus his students' attention on the recycling ofconcepts and knowledge which are

appropriate to business studies; this becomes the shared, focal knowledge ofthe c1ass. On

the other hand, the personal knowledge which students bring into c1ass of retailing within

their communities. such as the co-op or corner store, is excluded from discussion. In this

instance, the exchange between teacher and students provides an echo ofthe kind of

problem that we saw the business studies teacher refer to in Hardy Comprehensive. In

other words, learning the language ûfbusiness studies necessarily involved filtering out the

contarninating effects of knowledge and experience which students had brought with them

into the c1assroom. It was rendered as tacit knowledge; as not relevant or worthy of

incorporation or investigation. A1tematively, in the Riverside business studies classroom,

this pedagogical process was framed differently when the teacher proceeded to discuss the

main theme ofthe Il'.sson, retailing and securlty. What we can see below is not the editing
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out ofstudents' tacit knowledge and experience. but il being utilised and channclled in a

particular direction.

Before moving to his theme directly, the teacher rnakes sorne further introductory

cornments which are very revealing about the standpoint which he wants the c1ass to adopt

in comprehending the problern they are to address.

T Now, what 1 want to highlight is certain of those retailers. Let's
look at, say, the supermarket and hypermarkets. Can you rernernber
how in fact they sell their goods? How do they actually present
goods?

P Self-service.

T Right, good, self-service. What's meant by self-service?

P You can get anything you want.

T You actually go in and select what you wan!. Then what do you
do?

P Pay for it.

T Where?

P Cash-out, check-out.

T OK, you've got to go to a cash-out desk. OK and pay for the items
you have selected. Right, problems with self-service. What sort of
problems are you going to encounter?

P Travelling

T Sorry?

P Getting there.

T OK. You've got a problem with transport, of ac:tually reaching the
destination itself. We had to go down to Elton Square. Huge,
attractive centre, would invite a lot of people there anyway but
what about within the store itself'? Any problems you're going to
encounter? Any problems from say, the point of view of the
retai/ers themselves? (8S/3/3/85)

There are Iwo aspects ofthis exchange which stand out. The first is a continuation ofwhat

we have already witnessed above in what 1have described as the production of focal
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knowledgc. At the point where the teacher asks, 'Right. problems with self-service,' a

student simply responds with 'Travelling' and after being prompted, 'Getting there.'

Although the problem oftransport to large hyperrnarkets (which are often situated outside

urban areas) for these working-class students is acknowledged, it is also ignored and

passed over. He responds to these continued distractions by invoking a subtle, but

nevertheless very signilicant, perceptual shift in switching the focus !Tom how his students

might view the problems that l«rge stores may encounter to, 'Any problems !Tom say, the

point ofview ofretailers themselves.' Asking students to situate themselves in this way, is

an ideological move which 1 also identilied in Hardy Comprehensive. That is, these

students were being persuaded to adopt the standpoint ofmanagement or enterprise as if

il were Ihere OWlI. We can see how this becomes ideological when he takes up the theme

ofsecurity. Continuing to carefully frame his questions, he asks:

T What might happen because of the fact that you've got a self
service system?

P Stuffgets nicked.

T Right, OK, stuffgets ...

P Stolen

T Right, stuff gets stolen. YOII come across the problem ofpilferillg.
Now that's what 1 want us to consider today as separate groups. So
what 1 would like you to do now is this. The set-up we're going to
have now is, 1 would Iike you to gel into your groups, survey
groups. 1 would Iike you to consider for about live to ten minutes 
one persan is going to have to be scribe, in other words a writer,
one person in the group is going to have to be willing to report
back to the whole of the group. Right, so separate into your
groups. Large sheets of white paper are here. 1 wO/Ild like JlOII to
c01lSider the aspect of seCl/rity. SeCl/rity within stores, partiCl/larly
as regards self-service, right, not simply restricted to self-service
but to the whole area, the whole problem ofseCl/rity, whot sort of
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• secllrity melhods are .1'011 goil/}: 10 ha1'/! 10 em!,loy. Noll'. l/zil/k (If
Ihe goods .1'011 are Iike(l' 10 he se/lil/): al/d Ihe SOrl (!f sccuri(l'
melhodsyoll cal/ado!,11o Ihose goods ( ... ] OK. so can you dividc
now into your survey groups. (pauses as students fonn groups)

It's a type of brainstonn situation. Just think of the first things lhal
come into your head conceming security. Jusl to givc you a hint.
Right, to get you started. Right, obviously say we were thinking in
tenns of clothing, OK. We're going to a fashion sort of store. Now,
you ready Robert, you go to a fashion store nowadays, obviously
one ofthe things that say, a shopper could do would be ... weil leI:"
lake a1l imagi1lllT)' simalioll. Say 1 walk in with a pretty old coat
right and l'm intent on walking out with a brand new coat. OK. so
we've got a hypothetical situation, a simple situation being set up.
l'm a deliberate thief, right. So 1 set out with the intention of
obtaining a brand new coat.

p (Inaudible)

T But l'm not going to pay for it, l'm detennined on that, right. Now,
l'm wearing one certain type of coat when 1go in. How can 1 do it?
1 want to come out with a brand new one.

P Take your coat off, put another one on, put the new coat on.

T Thank you. So there's the obvious solution. 1 simply take off my old
coat, get one of the hangers, something 1 fancy and walk out. Now,
how's the store going to counteract that? What sort of security
method can it employ?

P (Inaudible)

T Right, sa you've instantly got one method, right, you've got sorne
sort ofmagnetic tag.

P A security gadget?

T Right, don't say anymore, you jusl brainslarm amongsl YOllri.elves
as 10 what other sorts of sec:urity methods a store C:OIIld adopt
(students discuss problem in groups, teacher circulates: BS/313
4/85).

As can be seen, the lesson now moves to group work. Significantly, this is

accompanied by a transition in the pedagogical technique through which knowledge is
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ciicilcd from studcnts. Although the teacher uses the example of the "shopper" to frame

and focus their attention, they are asked to pool their intellectual resources in addressing

'the whole problern of security, whal sort of security methods you are going to employ.'

Emphasis is placed upon their having to generate examples of security devices to proteet

casily accessible commodities wbich are prone to 'the problem ofpilfering,' or petty thell.

Within the aims and criteria set by TVEI and the Hampshire Business and

Information Studies syllabus (National Design and Technology Education Foundation.

1991), tbis exercise would count as vocationally relevant in encouraging students to use

"their skills and knowledge to solve reaI-world problems" (MSC, 1983). But, we have to

ask, for whom is tbis real-world problem an actuality? It is most definitely not for the

students, whose predorninantly poor and/or working-class background wouid urge them

toward pilfering, not questions ofsecurity.9 Il would also seem reasonable to suggest that

neither would they be the authors ofsurveillance techniques, but rather ils collective

subject. In tbis way the 'brainstorm situation' with which students engage is framed

around a question which inverts their actual, lived, relation to the everyday world. Il does

not arise from their experience, it is not their problem as it is posed by the teacher. In the

'real-world' the issue of security methods for commodities in stores is patently one for

their owners, shareholders and management; it is a problem for capital. Indeed, this is why

the problem ofsecurity is made into 'an imaginary situation' by the teacher, for it could be

nothing else to these young people.

Beneath the dialogue then. we can sec that as this lessen unravels it is concemed

with more than just security and retailing. As 1have shown. at one level it is about a
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teacher having to simultaneouslv framc and locus his studcnts' attcntion on thc

construction of what he considers admissihle knowledgc. whilc cditing out their l'vcn'duv

experiences. As a technical. pedagogical issue. this is an interesting but unrcmarkablc

finding which other c1assroom researchers have documented. 1I0wcver. my daim is morc

than this. 1am arguing that the exchange between teacher and students in this dass is the

rendered effect ofa certain kind ofmoral economy. Il is notjust that the production of

classroom knowledge is being tightly reb'Ulated, but that it is being channelled, concerted

and organised in ways that are congruent with a bourgeois perspective. Neither is it

spontaneous or contingent, in that it is rooted in and arises out of the collision ofquite

different ways ofbeing in the world, both of which are integralto the capital relation. In

this sense, moral economy is not a 'thing' that is simply imposed, as if a form ofsocial

control. It has to be worked at, continually fabricated and replenished; it is a men/a/ilè

through which these students are encouraged to interpret and give expression to the world

as they create it under specifie historical circumstances. My argument is that what 1have

called a moral economy ofenterprise is defining the actual conditions and possibilities for

exchange between tcacher and students within this c1assroom. However, the mechanisms

through which it materialises are textually mediated: in the TVEI aims and criteria (MSC,

1983); the Hampshire business and information studies syllabus (National Design and

Technology Education Foundation, 1991); and the inscriptive practices of this lesson.

Through this textual chain a prefen'ed mode ofbdng in th". everyday world is posited,

valued and given substance. It is a form ofextra-local rule. Smith puts it like this:

Such textual surfaces presuppose an organisation of power as the
concerting of people's aetivities and the uses of organisation to
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• enforce processes producing a version of the world that is
peculiarly one-sided, that is known only from within the modes of
ruling, and that defines objects of its power (Smith, 1990a, pp. 83
4).

There is further evidence of how this 'organisation ofpower' is rea1ised when the

survey groups in the class finish 'brainstonning' and report back. Invoking c10sure on the

foregoing activities (and the lesson), the teacher insists on the c1ass 'Iistening' as individual

students recount their findings. As we will see, he then introduces examples ofa

'controversial' or moral nature which intersect with the question of security:

•

T

p

T

P

T

p

Right, can we draw to a close on this particular item. Just stay in
your groups. We're going to start with the lads in the corner here.
Right, can we have the reporter please ... if you come into the
central area here.Now everybody else is going to have to have the
eOllrlesy of lislening to what is being said ... 1 repeal again,
everybody is going la have Ihe eOllrlesy la lislen la whol is being
said. Right. .

Magnetic tags, (inaudible), security camera, store's detectives
walking about like customers, two way mirrors, to keep an eye on
things in the corners. (Teacher writes on blackboard)

Right. OK, let's start again to list what we've got. First thing, we've
got the obvious one that everybody ought to have started with
because (inaudible) we've got magnetie tags. So that's the sort you
can obviously use with clothing, right, in other words when you
take it to the cash out desk the operator there will remove the tag.
lfanybody tries to walk out of the store with that tag still attached
obviously there's some fonn of a1ann system that's going to be
sounded. So the store has countered my idea at the beginning there,
a1right, ofbeing able to come in, put on a coat and walk out with a
brand new coat, right. There is a differenl method. Can anybody 
again sticking with clothing - right, is there any other sort of
method that you can adapt and use as a type ofa magnetic system?
Something to do with coat hangers.

(Inaudible)

Weil, it's not what 1 was thinking of Dawn, but what you could do
is somehow link the coat-hangers together.

With a chain.
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RighI.

Aye, we got that down.

OK. Right, good. So there's also sorne form of secllri(l' chaill.
Now, the second one, Scott, was secllri(l' cameras. Now, l'm
assuming a lot of other groups got the same. What's the normal
name given to that?

Closed circuit.

Right, good. Closed cin71i1. when we went Elton Square, where
did we have to report to?

Security office?

Good. Did anybody notice that when the gentleman there opened
up the window, did anybody sec what was actually inside?

Aye, tellys.

Right, OK, there were small televisions. So down at Elton square
there must be a c10sed circuit system through the whole compleK
and the central security area is able to monitor, right, the Dow of
people, likely thieves and so on moving through the district. OK,
so l'm assuming that a lot ofgroups got that as weil. The third one,
perhaps the one that mos! groups got, store deteetives. Now, it's a
bit ofa controversial area this one, because there are infact many
incidents that YOII tend ta read abolit in the papers collcerning
store detectives. Which people do yau tend ta readabout?

Young.

OK, a lot of young people are caught. What else? Who would you
tend to have, perhaps not because it's right but because somebody's
reached a certain stage in their lives.

P OId people.

T RighI. Now what IIbout old people?

P They can't afford to buy il.

T OK. They may not have such a faney incarne and obviously the
shops themselves are very attractive. What else about old people?
What tends to happen to you when you are becoming old?

P You don't know what you're doing?

T RighI. OK.Yau become a bit flustered, yau get easily confused Sa
perhaps this is a bit more ofan emotional area ofpeople braught
to the caurt, older people, right, because they've been confused by
the system. lt's easier for yau to adapt ta new systems, because

T

P

T•
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)'o/l're )'O/lIIg, il:\' more diffi~7tll for an older person who has sel
ways, righl, and is /lsed 10 living in a certain wqy. Wf much more
difficull for Ihem 10 adapl and Ihey do become easily confilsed. So
it's store detectives.

The fourth one we've got here is two-wqy mirrors. Anolher good
one. l've aetually seen these in the Thom's Bookshop. Vou go
down to Thom's and what you11 see there is a number ofdoors with
what seem to be mirrors, right, in other words, in faet if you look
carefully you can't actually see through il soit is possible for
someone to be on the other side there looking through at you, OK.
So two-way mirrors are a1so useful, linked with that they've got set
mirrors which obviously again ... why do you need set mirrors?
Why should they be established in an area?

See round the corner. .

Why? What corners? Because, say, you're talking about a
supermarket, or a hypermarket, how are the goods going to be set
out?

Shelves.

Right, they're going to be on shelves. OK, so obviously you're
going to have hideawqypoi1l1s aren't you, Deborah?

What?

Right, exactly, OK, so you need to set mirrors up in the corner so
as to be able to see up the aisles. RighI. Philip, has your group got
any other faetors than these that perhaps it can report back on?
Have you got any different items?

No.

Any of the other groups got other items than these that they can
report back on. RighI, deborah.

Security men.

OK. It's obviously Iinked with store detectives, but yes, you can
have set security guards. How do you tend to recognize them?

Cos they got a blue uniform on.

OK, as compared to say, store detectives.

Plain clothes.

Right, the store detectives are much more likely to be in plain
clothes aren't they?

Aye, they look casual.
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thing to note is an immediate reversion to a didaetic method. A1though ft student reports a
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RighI. What about the other groups?

(Inaudible - somelhillg la do ll'ilh heillg folloll'ed hy a slore
deleelive)

So you reckon that was a store detective? OK, you've got to
remember so, as Dave said before, a lot of people who end up in
court are young people.Because obviously, the temptations, do you
think the temptati01L~ are greater for young people are greater?
Why may the temptations be greater for a young person, in say,
somewhere like a supennarket or hypennarket?

Because ... more money.

RighI. OK, you're not earning an income yet. Any other reasons
why the temptation might be there? What abolit, agaill, the way the
goods are set Ollt? What system are yollllSillg ofshopping?

Self-selection.

Self-seleetioll, that's right. II mllsl appear very easy ta a YOlllIg
persan ta simp/y piek somethillg IIp Q1/d pllt il illto their pockets.
Right, sa yes the eOllrts do have a tremelldolls nllmber of yollng
people, OK.

There are several issues that 1want to explore in relation to the above. The lirst

Iist of live security techniques and devices which his survey group have observed in

stores, the teacher begins to take control ofthe direction ofthe discussion as saon as he

linishes. He does this, initially, by introducing an adhoc idea concerning 'security chains'

and then, by way ofcontextualisation, describes the 'c1osed circuit' cameras which the

c1ass had seen on a visit to a shopping mail. Pedagogically, as we have already seen above,

this is a familiar framing and focusing technique through which his agenda became

manifest. However, what 1want to point to in this situation is the way that knowledge

produced by students is discursively appropriated, funnelled, and given a meaningful

context as part ofthis process. Thus, what is recounted as a simple Iist ofsecurity devices
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• and techniques is given meaning, is made commol/ sense through the teacher's questions

and examples. It is not the answers that students give that count, but the questions posecl

to them. Understood this way, "The way in which questions are ITamed [...] may be a

powerful organiser of the version of the world that is built ITom the responses" (Smith,

1990a, p. 75). In this context, questions function as ideological markers, which establish

what is acceptable and correct in delining a 'version ofthe worId' to be fabricated.

We can see more cIearly how this primarily discursive process is pLlt together when

the discussion turns to 'store detectives.' What is curious is that this is handled by the

teacher as a 'controversial' or 'emotional area.' This has signilicance in two ways. The

lirst is in his implicit assumption that the other four methods (magnetic tags, cIosed circuit

monitors, and the two types ofmirror) are subject to a technical rationality as opposed to

moral considerations. In other words, because these devices are technological, they are

'objective' and simply represent the 'truth.' This assumption, as members ofthe Frankfurt

School have shown , is itselfa powerful ideology ofour time in reducingtechnology to an

innocent artefact (Habermas, 1971). In this instance, what amounts to an elaborate

technology ofsurveillance is systematically mis-recognised as inherently linked with the

interna! security ofshops and stores. Ifthis Was not 50, it might have been legitimate to

explore how such devices compromise persona! privacy or civilliberties in public places.

But nowhere throughout this cIass are such issues investigated. Such an omission is

striking when we consider the comment by a student who speaks ofbeing followed by a

detective in a store.
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• This is not ail. The long shadow oftechnical reason also dcfincs how thesc

students were to comprehend why it is that young and old people pose an especial threat

to shop security. In the case of old people, it appears that although they 'may not have

such a faney income' and the 'shops themselves are very attractive,' they find it 'much

more difficult to adapt.' The problem is a technical one, where old people 'become a bit

flustered' and 'confused by the system.' With young people it is not confusion or

necessarily the absence of an income but the 'temptations' ofa 'system' of 'self-selection'

that enable them to 'simply pick sometmng up and put it in their pockets.' This, of course,

is to cloud the problem confronting both the young and old. In a poor, working-c1ass

community with mgh rates oflong-term unemployed within wmch Riverside was located,

low income and poverty were much more Iikely to be the compelling reasons for

shoplifting and peUy theft. Yet such a conclusion would stand outside the preceding logic

ofinquiry and could not be admitted as a topic for investigation - as indeed it was not.

1wish briefly to make sorne concluding remarks on the analysis presented above.

First,I want to comment on the role ofthe teacher. In showing how he dealt with the

theme ofretailing and security, 1was not suggesting that the tcacher had a biased attitude.

Il is not that one teacher is biased and another not. Il is that the TVEI aims and criteria

and the course syllabus provided particular, ideological, methods for producing knowledge

within the classroom. This is why there is a tension in the discourse between teacher and

students, as students' knowledge and experience continuously threatened to erupt in to

and compromise what the tcacher understands to be appropriate and relevant knowledge.

My second point relates to the nature ofknowledge that issues from tms process. That is,

229



•

•

knowledge and skills are forged out ofconstant student interaction with the everyday

world beyond the school gates. Through visits, visitors, and research in survey groups,

c1assroom knowledge issues from systematic observation of what has been constituted for

the students as the 'real world' and how it works and is organised. This a110ws, for

example, security techniques and technologies to be admitted as legitimate knowledge

within the business world curriculum, but not the narrowly skills based approach ofoffice

skills or the more theoretically informed orientation ofacademic economics courses.

Consequently, it is not only the methods through which knowledge is produced that

distinguishes these courses from others, but what is counted as vocationally useful and

relevant. In other words, the business world approach has worked to reconstitute "really

useful knowledge" as part of the emerging relations ofthe enterprise culture within

schooling (Johnson, 1979; Johnson, 1988b).

Conclusion

This chapter has shown how forms ofbusiness education have been reconstituted

by TVEI. In particular, 1have argued that TVEI effeeted a shift in not only the form, but

the social organisation and practices ofbusiness education which 1identified through the

office skills and business world approaches. Where the former was embedded within a

narrowly skills based approach that emulated developments in vocational education and

training, 1argued that the business world model operated with a wider repertoire of

investigative skills that were framed within an educational progressivism. This transition

was most clearly marked in Hardy Comprehensive, where a pre-existing office skills had
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been abandoned in favour ofa 'business knowledge' course that was embeddcd within

forms ofactive leaming.

However, the aim of my ethnographic investigations of both Hardy and Riverside

schools was to show that the rendered elfects of the emerging business world approach

where highly ideological. As 1demonstrated. il was ideological in thal il enmeshed

students in a group ofsocial relations that concerted and co-ordinated their practical

activities in ways that articulated with the standpoint ofbusiness decision-makers. even

though this was at odds with their own lived experience. In this respect, the ideological

force of the business world approach lay in its capacity to 'empower' students to become

the authors oftheir own enterprising perspectives on the 'adult world.·

1also argued that the ideological character of this process could not be understood

without reference to its textually mediatOO form. For example, the underlying dynamic

driving the Riverside class on 'retailing and security' was not the individual bias of the

teacher, but the Hampshire business studies syllabus (National Design and Technology

Education Foundation, 1991) and TVEI aims and criteria (MSC, 1983). That is, it was

extra-Iocally organisOO. Indeed, the Riverside case may be considerOO as an exemplar of

the way in which the moral economy ofenterprise was elaborated under TVEI.

NOTES

1 Bryan Nicholson. Chairman, Manpower Services Commission (1987, p. 812).
2 Even though the new vocationalism, and particularly TVEI, 100 to the profusion of
business studies courses and examinations within secondary schools, this was slowOO by
the ERA in 1988. A1though the National Curriculum which the Act imposOO on schools
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does include "Economie and Industrial Awareness" as part ofits cross-curricular aims,
business studies is not included in either its Core or Foundation subjects.
, While the extent ofTVEI funding was comparatively lavish compared with other post
war developments (HMI, I991), its mode ofdisbursement through categorical funding
c10sely resembled that of the Department of Science and Art in the nineteenth century .
See chapter one.
4 This form ofgendered curriculum provision was also a feature ofyouth training, as
evidenced by Cockbum's research on 'two-track training' (Cockbum, I987).
S The active engagement of the subject in self-formation (Bail, I990).
6 Kessler, Ashenden, Connell & Dowsett (1982) have argued that the development ofa
technicallanguage defines the "singleness of knowledge" within a subject. They a1so
suggest that this is a characteristic form of"hegemonic masculinity," as opposed to the
"oblique and discontinuous" forms offeminine knowledge.
7 The literature 1am referring to here includes developments within the fields of
poststructuralism and more broadly postmodernism (Bauman, I987; Ryan, I982; Smart,
1992). While this is tangential to my approach ofhistoricaI ethnography, 1have
nevertheless found it useful in conceptualising how school subjects mould teacher and
students experiences through language. As the socio-Iinguist, Volisinov has observed, "It
is not experience that organises expression, but the other way around - expression
organises experience. Expression is what tirst gives experience its form and specificity of
direction" (Volosinov, 1973, p. 85). Or as Marx put it, "As individuals express their lives,
so they are" (quoted in Sayer, 1989, p. 22). For an approach to educational administration
and policy which uses this mode ofanalysis, sec Corson (1995).
H 'Edword' was an early word processing programme produced for the BBC computer.
9 Indecd a little later in the lesson a student describes his problem ofbeing followed by
security personnel in shops.
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TVEI AND TI lE NEW ASSESSMENT

The National Record of Aehievement (NRA) will enable ail
individu.1ls rcgardlcss of background to present a sommaI)' of their
aehievements to employers and others in a concise and consistent
form'

ln chapter two, 1argued that the rise ofma~:~-schooling1T0m the 1830s and 1840s

could be understood as an effect ofa political settlement that was generated within the

English ruling c1ass. This 'political settlement' 1suggested, was double-edged in that it

aimed to quell independent and popular forms of schooling that were gaining ground from

the early nineteenth century, as weil as establishing the foundations for 'public' provision

(i.e. State regulated). The ineluctable trend toward State provided schooling ITom these

years cannot therefore be simply attributed to the long march of 'progress' and the

accomplishment ofenlightened reformers. A more accurate picture ofthe reform process

would depict a concerted (and sometimes contested) effort to regulate "much ofsocial life

by means ofthe detailed definition ofacceptable forms and images ofsocial activity and

individual and collective identity" (paterson, 1988b, p. 70). As 1indicated, this has to be

understood as an ongoing historical process which continues to shape educational policy

and practice. This chapter examines assessment practices under TVEI in this historical

light.

Integral to the evolution and continuing viability of the political settlement of the

1830s and 1840s was the administrative reforms that issued ITom the Northcole-'J'revelyan

Report of 1853. As Gowan has argued the Report contained an "integrated set of

principles offering a higlùy specifie solution to a wide range ofadministrative, politieal and
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• c1ass problems ofinstitutional development" (1987, p. 13). Without doubt, one ofthe

Report' s key refonns in tbis respect was the introduction ofindividual competitive

examinations as an entry requirement for the civil service. The significance oftbis

innovation was twofold. First, it was sponsored by a "new breed" ofelite State

administrator who began their careers within the Education Department from the late

1840s. The contribution ofofficiais such as Ralph Lingen (Secretary ofthe Education

Department 1850-1870) or Robert Lowe (the author of the 1862 Revised Code) was not

only to profoundly affect the character ofschooling from mid-century, but more broadly

to be concerned with "what type ofcel/tral state mechal/ism should be COllSlructed il/

Britail/" (Gowan, 1987, p. 14). Second, in authorising the examination as a key

mechanism in the recruitment to civil service posts, the Northcote-Trevelyall Report

institutionalised a system ofassessment "which was used witbin a few, upper c1ass settings

such as Oxford and Cambridge or by a few occupational groups" (paterson, 19888, p.

278). It is in tbis light that we can begin to comprehend the long tradition and use ofthe

individual wriUen examination as a peculiarly bourgeois technique ofindividuation. As we

now know, whether as the public exarnination or the internaI school test, it bas assumed

the dimensions ofa technology ofregulation that has gradually spread and been inscribed

within the various institutional sites and praetices ofmodern schooling.

Until the 19605, the hegemony ofthe public examination remained uncha1lenged

within English education, particularly at 14-18.2 Whi1e it bas continued to dorninate the

formai or publicly accountable assçssment praetices ofthe seeondary curriculum, other

developments have gathered pace which have produced qualitatively different methods of
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• school assessment for the average and less able school population. Thus, it is highly

significant for my study that the impetus for the generation of what 1will refer to as the

'new assessment' practices carne ITom initiatives associated with new vocationalist

policies-" Within this, TVEI was to have a pivotal role in not only defining but

disserninating the practices that sustained the new assessment within secondary schooling.

A striking example ofthis can be seen in the national system ofRecords of Achievement

(ROAs) and pupil profiling that has existed since 1991, which ensures that every pupil is

provided with a portfolio of his/her acadernic and Iloll-academic achievements on leaving

school. Thus, the emergence ofa •new' collection ofassessment practices against the long

historical tradition ofthe individual examination in English schooling warrants further

enquiry.

My discussion ofthe new assessment falls into three sections. In the first, 1shall

briefly outline the hislory and origins ofthe new assessment as part of the social

democratic consensus in education that centred on progressivism. ln particular, 1will

indicate how the problem ofthe 'non-acadernic' pupil acted as a nexus for conjoining new

assessment praet;-:es with Social and Life Skills (SLS). Drawing upon data ITom the 26

schools, 1then move on to discuss the impact ofTVEI 'profiling' and 'Records of

Achievement' (ROAs) on teachers' assessment practices.4 ln doing this 1will show how

profiling can be interpreted not OIùy as a means of 'surveillance,' but more importantly, as

a process ofsubjectification aimed at the preparation ofabstract labour. In relation to this

last point, 1will conclude with an investigation ofhow elements ofthe new assessment

penneated areas ofschool Iife in preparing young people for the youth labour market and
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• training This willlead into my conclusion that the new assessment practices were

fundamentally embedded within processes of subjectitication that aniculated with the

construction of an enterprise culture in Britain throughout the 1980s and 1990s.

The New Assessment

Although the individual wrillen examination was the tirst modem form of

assessment to be institutionalised on a national basis \vithin Britain. this is not to imply that

its impact was uniform or that it engendered common effects. 1ndeed. as a specifically

bourgeois form ofassessment. it worked in c1ass specific ways. For example, the aptly

named 'Standards' (exarninations) that were imposed on elementary schools as pan of the

1862 Revised Code facilitated "the emergence ofan institutional prcflie for individual

children, which was silhouetted against a background ofc1ass-based understandings"

(Paterson, 1988a, p. 297). In this, performance in reading, writing and arithmetic (and

needlework for girls) was to count as the only legitimate indicator ofsuccess, while other

activities were marginalised. Thus, 'individual achievement' and 'ability' in the working

class child was constructed upon a much narrower foundation ofknowledge and skill than

inhered within the 'English tradition' ofthe public or endowed schools. Historically,

therefore, even early uses of school exarninations can be understood as a form ofsocial

regulation that is productive ofparticular kinds ofsubjective experience. Assessment

cannot be reduced to an ensemble oftechnique. It is fundamentally grounded within the

social relations ofc1ass that are inextricably bound to the everyday exercise of ruling

within capitalism. As 1will show, despite its associations with a 'progressive' discourse on

schooling, this historical tendency was a1so constitutive ofthe new assessment in TVEI in

236



• etTecting processes ofsubjectification aimed atthe creation of the 'enterptising sel!'

(Rose, 1992).

Since the introduction of the 1862 Re~;sed Code, the individual \'TIllen

examination has remained largely uncontested as the dominant mode of assessment \vithin

English secondary schooling. However, \vithin the context of the post-war social

democratic seUlement and particularly !Tom the 1960s, new forms ofassessment practice

began to emerge as criticism grew ofthe academic orientation, inl1exibility, and divisive

structure of the educational system.S This was fuelled by two factors. First, a sustained

attack on the concept ofintelligence and IQ testing wruch had produced the 'three types

ofmind' (Norwood Report, 1941) that had been the bedrock ofthe 1944 Education Act

and the tripartite structure ofEnglish schooling. Second, by the early 1960s a range of

studies had been accumulated by sociologists ofeducation that purported to show how the

tripartite system aetually reproduced inequality ofopportunity among the school

population (Floud, Halsey, & Martin, 1956; Jackson & Marsden, 1966). As the Centre for

Contemporary Cultural Studies (1981) have shown, trus research contributed to the

eventual transition to a comprehensive system ofeducation that was heralded by the

Department ofEducation and Science's (DES) Circulars 10/65 and 10/66. Ofequal ifnot

greater significance, however, was the changed character of teacher politics duting this

period, epitomised in theory and practice by progressivism. As Finn, Grant, and Johnson

(1977) argue, not only did progressivism become embedded \vithin the professional

identity and ideology ofteachers, it was "increasingly presented, via the training colleges.

the 'specialists', and 50 on, as the desirable mode ofteaching" (p. 177). The implications
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• ofthis for the development ofnew forms ofassessment were considerable. For example,

the principal professional body for the promotion of curriculum and examination

development until its abolition in 1983 was the Schools Council for Curriculum and

Examinations. Dominated by teachers, the Schoo!s CounciI promoted the introduction ofa

range ofteacher-Ied curriculum and examillations initiatives from its inception in 1963. In

particular, its work on developing the Certificate ofSecondary Education (CSE) as an

alternative mode ofassessment to the academic General Certificate ofEducation (GeE)

was notable. Originally conceived by the Crowlher Reporl (1959) as a separate

examination for the 'Modern' school (i.e. average and less able pupils), the CSE was

launched in 1965. Unlike GCEs, which c10sely resembled the Northcote-Trevelyan model

and were dominated by university examinations boards, CSEs were controlled by teachers

and assessed through project work and oral testing. Thus, developments such as the CSE,

as weil as the various curriculum interventions that the Schools Council promoted, opened

up spaces within schools for advancing curriculum and assessment practices that explicitly

rejected the individuai written examination.6

Thus, it was the confluence of an expanding education system, growing teacher

autonomy from central control, and a 'progressive experimentalism' in the 1960s that

made schools, particularly the new comprehensives, receptive to new approaches to both

curriculum and assessment. However, while it is clear that there were innovations in

profiling at tbis time, it was aIso apparent that "little progress was made in the

development ofprofiles and records ofacbievement for fifteen years or 50 following the

NelI'som Reporl [i.e. 1963]" (Hargreaves el a/., 1988, p. 136). Such initiatives as there
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were tended to be locally organised and restricted to the work ofLEA 'consonia' or

individual schools. Developments in profiling and ROAs during this time wcrc. in othcr

words. something ofa "cottage industry." This situation was to radically change in thc

19705. First, the raising ofthe schoollcaving age in 1972 (ROSLA) compelled studcnts

who would have nonnally been 'carly lcavers' to stay on in school for an extra ycar. Thc

effect ofthis, widely anticipated by both government and tcachers' organisations with

foreboding. was:

... an increase in the scale of the discontented pupil 'problem' and
sorne new attempts to handle it, including special disciplinary units.
The change not only increased the number of 'non-academic' pupils
but also the scale of their grievances and the ability of pupils to
present them (Centre for Contemporary Cultural Studies, 1981, p.
188-9).

The compulsory retention ofan entire cohort ofpredominantly working-class pupils

therefore posed serious motivational and discipline problems for schools. While 'special

disciplinary units' were used in certain instances, the most teUing impact of ROSLA was

to induce schools to search for more subtle 'disciplinary' measures? Pre-empting new

vocaûonalist policies, one immediate response was to make the curriculum more 'relevant'

to these pupils' 'needs' through the introduction ofwork experience in the final ycar at

school.8 Link courses with technical colleges, as weil as an aftemoon's community work

also served to fulfil this purpose (Centre for Contemporary CulI1nl Studies, 1981).9

However, the most important developments in profiling. records ofachievement,

and social and Iife skills were to emerge !Tom the further education sector (FE Le. 16-19)

when youth unemployment began its inexorable rise in the late 1970s. 10 Prompted by the
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'moral panic' following the inner-city youth nots of 19111 - which were perceived as a

direct consequence ofyouth unemployment (Scarman, 1982) - the government

empowered the MSC to establish a national system ofyouth training in which FE colleges

would provide the 'off-the-job' component. 1J This presented the FE sector with major

challenges in curriculum and assessment reform, as weil as in the development of

mechanisms aimed at securing discipline and reducing disaffection. Indeed it was from this

policy context that student profiling and SLS were to arise as constitutive elements ofthe

new vocationalism. In this respect, FE did not only provide a mode1 for subsequent

developments within schools under IVEI, it also established an indissoluble connection

between the practices ofprofiling and 'Iife skilling.' As Hargreaves el al (1988) have

observed:

... the principle of it [profiling] has probably been the FE sector's
chief contribution to more recent developments in records of
achievement at schoollevel [...] though its contribution has served
to reinforce the more general principle, still widely accepted, that
som/! method should be found to record personal and social skills
and qualities in a hierarchical wa}" (p. 140).

Within the IVEI schools 1visited, the connection with SLS endowed pupil

profiling with a 'progressive' character. That is, in attempting to validate non-academic

aspects ofstudents learning, teachers and administrators welcomed profiling as a more

rounded and whoIistic method for assessing the 'whole child' - albeit a time-consuming

one. As one teacher argued "it must move yoti sorne way towards looking at the child as

an individual" (prot71/20/85-88). An LEA co-ordinator for profi1ing described in more

detail what this implied in the classroom:
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Profiling makes teachers aware of social and life skills in the
c1assroom. With profiling they hit the major issues faster in
education [...] We began to see that profiling was making deep
inroads into the schools, that in fact )'011 cOllldn 't actllall)' collect
iliformation abolit a )'OlIngster 's leaming if )'011 were a totally
didactic teacher, becallse ail )'011 wOllld have t!len was some
wrillel/ evidel/ce, and that actually an awful lot of the skills you
were looking to assess you couldn't assess because you never
a1lowed the opportunity for the youngster to learn, practise and
demonstrate them. So on that area you were looking right down
ioto the roots of methodology. YOII were lookil/g into Ihe w!lole
liolion of experiel/lial leamil/g beil/g somew!lere in the sc!lool
(Prof76/41/85-88).

Superficially, therefore, profiling appears as a technique that focuses upon the formative

aspects ofleaming processes rather than 'written evidence.' But as part ofa record of

achievement over which students were to have 'ownership,' as a slimmalive document that
..

is "It's a reference point." These comments point to two issues which 1will explore in

more detail in the following sections. First, how and in what ways did profiles make

'inroads' into teachers and pupils lives in schools? To be more precise, how might the

processes profiling enaeted be conceptualised as an attempt at the social mapping of

pupils' subjective, or private school lives - and for what purposes? Second, as a 'reference

point' for pupils and teachers, what kinds ofknowledge, understanding, and experience

were being captured in the praetices of profiling? In other words, how did it contribute to

the formation ofstudent identities? With these questions as guides, we can now begin to

investigate profiling in TVEI.

Profiling and Surveillance: 'they're being assessed from every angle'

From its inception in 1982, the TVEI aims and criteria (MSC, 1983) made it

explicit that participating schools should make:
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Arrangements 1...] f(;~ ~;:gular assessment and for students and
tulors to discuss students' performance/progress (MSC, 1983).

Within TVEI schools this policy statement materialised as records ofachievement, of

which pupil profiling was a central and in many respects defining element. There were two

reasons why, without exception, schools chose to adopt this method of 'regular

assessment.' First, as 1indicated above, secondary schools had not only a history of

experimentation with earlier forrns of personal recording stretching back to the 19605,

these methods were also extensively used on MSC sponsored youth training schemes

within colleges ofFE. Consequently, by the carly 19805 there existed a records of

achievement 'movement' (Baines, Broadfoot, & Nuttall, 1989) whose initiatives the MSC

drew upon to inforrn TVEl and other new vocational initiatives (e.g. the Certificate of

Pre-Vocational Education or CPVE). Further, the participation ofthe FE sector within

'TYEl consortia' (usually five schools and one FE college) ensured a degree of 'spin-off'

into schools. Second, these developments were given official backing in 1984 with the

issuing ofa DES policy statement on records ofachievement which aîmed at a national

scheme for ail schools by the carly 1990s (DES, 1984). This was realised in 1991 with the

publication ofthe National Record ofAchievement (NRA) that "was introduced by the

Secretary ofState for Employment as an extension ofTVEr' (Jessup, 1995, p. 39).

Signalling its further subordination to the 'vocational,' responsibility for the development

and distribution ofthe NRA was passed to the "employer led National Council for

Vocational Qualifications (NCVQ)" in 1992 (K~p & Mayhew, 1994, p. 318). Thus, the

nationalisation ofreèo,'!s ofachievement under the NCVQ unambiguously established a
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• nexus between the new assessment and the average and less able child in rccontcxtualising

three decades ofLENschool-based initiatives within the ncw vocationalism.

The policy context in which the new assessmcnt emerged during the 1980s was

therefore far removed !Tom the 'golden age' ofteacher control in the 1960s and 1970s.

Although it still proclaimed its original progressive discourse !Tom this period, it was the

politics of the new vocationalism that now shaped and defined the actual practices of

profiling and records ofachievement. This was particularly evident in relation to TVEI

which pioneered the 'vocationalisation' ofthe new assessment in secondary schools.

However, that TVEI was sponsored by the MSC and was widely perceived as a new

vocationalist policy aimed at undermining comprehensive education, also created sorne

resistance to the new assessment practices among tcachers. Ofthe schools in my study,

such resistance was expressed most vividly in Redmond College which, significantly, had

acquired a national reputation as one ofthe pioneers ofthe new assessment during its

progressive era (Hargreaves et al., 1988; McEwan, 1991).

ln interview, several ofRedmond's tcachers pointed to how the politics of

education in the 1980s had fundamentally transformed the original aims and ethos of the

new assessment as they had practised it prior to TVEI. The observations ofthe College's

assessment co-ordinator on profiling are iIIuminating on this issue. From his perspc:ctive,

the new vocationalism and progressivism generated IWo contradictory approar.hes to

profiling. As he put il:

There are massive dangers in profiling, Iike the 'City and Guilds
365' approach of ticking boxes. As far as 1 can sec it's like an
examination, the tcacher's in control, the exam board's in control. 1
would not be happy with that type of approach. But the Oxford
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• Certificate of Educational Achievement (OCEA], where the pupil is
more involved, is much more like the original spirit of profiling
where the student is in control and they can say 'No, 1 don't like
what you said there,' and they've got the power ofveto.

New vocationalist approaches to profiling were therefore perceived as shifting decision-

making over assessmentto teachers' and ultimately exam boards, whereas in the example

he gives of the 'OCEA' the 'student is in control.' Both detemùning and beyond the issue

ofcontrol was what he described as the 'ideological context' of the profiling process. In

relation to this he noted that:

Profilillg is regarded ill ail ideological cOlltext, as just allother
mealls of social coll1rol of the studell1s. Il's been rejected out of
hand as a Thatcherite initiative, as ideologically unsound (...) They
telld t,; s.e il as servillg the labour market and IIl/dermil/il/g
comprehel/sive educatiol/. (Assl7/59-60/85-88).

His argument was that the social organisation of profiling could not be abstracted from the

prevailing politics ofeducation that were associated with 'serving the labour market and

undermining comprehensive education.' This sentiment was so widely held among

teachers at Redmond that, as the Principal explained, records ofachievement and profiling

per se (including the OCEA) were "dismissed on political grounds that it was social

engineering."

The palpable tensions that profiling generated in Redmond were not uncommon in

other schools and colleges as other studies have shown (Ainley, 1990; Ainley & Corbett,

1994; Carter & Burgess, 1993; Dale et al., 1990; Hargreaves, 1986; Hargreaves et al.,

1988; Hargreaves & Reynolds, 1989; Harland, 1987; Jordan, 1985; Pole, 1993). While ail

of these authors have recognised the progressive origins and ethos ofprofiling in schools,

they have also argued t.'lat under the new vocationalism it has developed a marked
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propensity for 'social control' (Hargreaves et al., 1988). Drawing upon Foucault's study

ofthe 'panopticon,' Hargreaves (1986), and Hargreaves and Reynolds (1989) have been

most influential in developing this approach in arguing that records ofachievement and

pupil profiling can best be comprehended as a contemporary method of'surveillance.,12ln

particular, Hargreaves (1986) has argued that profiling works to effect a detailed system

ofadministrative control ('surveillance') which relies upon the systematic observation and

collection of information on students lives at home and school. In this way, it goes weIl

beyond the 'normal' parameters oftraditional forms ofassessment and reporting (such as

the examination, the school-based test, and report card) in disclosing the private or hidden

attitudes, beliefs, values, and experiences of students to teachers and the school. That it

achieves this on a continuous or 'formative' basis throughout the school year makes it a

powerful regulatory device for shaping the experience ofstudents both within and outside

the formal activities ofthe school curriculum. For example, the system created by

Warwickshire LEA for its schools is indicative of how profiling could act as a mechanism

for behaviou·. modification among students (sec Appendix 3). On this, Hargreaves el al

(1988) have cornrnented that it "has very Iittle io do with [the] pupil's interests at ail, but a

lot to do with the school and its interests" (p. 150). In relation to this observation we

should remember that in the context ofthe 1980s and 1990s, the 'school and its interests'

were no longer rendered through the social relations ofa tcacher professionalism or the

local educational state, but the 'managed market.'

Unlike Redmond College, tcachers in the other schools 1visited actively welcomed

the introduction ofprofiling within their assessment praetices. They viewed it as an
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opportunity to change tcaching and leaming styles, develop cross-curricular links with

other subjects, integrate TVEI work experience within the curriculum, and offer

cmployers a more rounded picture of the candidates they presented for job recruitment

That is, where Redmond's teachers ultimately rejected profiling as a form of 'social

control,' elsewhere it was regarded as a primarily progressive practice. 13 Il was where the

latter perception prevailed, however, that we can begin to appreciate how profiling may

indeed have acted as a contemporary method ofsurveillance.

Contrasting the school's traditional 'record card' system with profiling, the TVEI

assessment co-ordinator for Midland Comprehensive made the following comments. On

record cards, he implied sorne dissatisfaction:

Every kid has had a record card over the years. What's gone in that
record card, quite honestly, are ail the misdemeanourl"o, his school
reports, basically. That's your record cardo His reading age, his
number age, what have YOU. In this place his misdemeallours go ii'
red, 1think it is, something else goes in blue. Alld that's it.

ln this way the record card provided a very perfunetory, even one-dimensional pieture ofa

pupil'sforma/ schoo/ aetivities - 'And that's it.' The system ofprofiling that TVEI

introduced was both more ambitious and subtle. As he went on to note ofprofiling:

Weil, it's givillg liS a picture of the who/e chi/d illStead of the
schoo/ chi/do Let's say that it's a1so in sorne cases, giving us a
pieture of a child who we only sec in trouble in court and
everywhere and he has got sorne good points to him.

Clearly then , profiling attempted to work beyond the confines ofthe school in providing a

'pieture' of the 'whole child.' But as 1will show below, the 'child' being referred to is

being made the subjeet ofsurveillance, not ofa child-centred progressivism. This can be

iIIustrated with reference to the effeets that profiling produced in the conduet ofstudents.
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Asked if profiling made "much difference to what happens in the classroom," the same

teacher replied that:

1 think it does, yeso Il... it's meant, and 1 think l've managed nearly,
in two and halfwecks, to impress on my little group Iha/we're nol
jusl looking al Ihe end producl ofwork and marks achiet'ed, we're
looking al behaviour loward~ slaff. We're looking al behal'io/lr
amongsl Ihemselves and Ihey're being assessed from et'e~' angle.
Now, whether that's scared them stilf, or whether they haven't
realised what that means, or whether it's just the fact we're running
a course that they're enjoying, or whether it's the fact that they're
working in small numbers...so far the behaviours becn marvellous.
(Ass/2/4/85-88)

These observations do indeed reveal profiling to be concemed with the development of the

'whole child,' but not in ways that were anticipated by progressivism. What they point to

is a subtle method ofsocial regulation that infiltrated the spontaneous processes of

c1assroom pedagogy to shape students' 'behaviour.' The activity which grounds this

regulatory technique does not flow from the authority or coercive capacity of the teacher,

but from looking, as in "looking at behaviour towards staff' and 'Iooking at behaviour

amongst themselves.' This 'looking' was neither a casua\, or unsupervised activity, but a

socially organised practice that originated in profiling. Under these conditions, therefore,

profùing was less concemed with developing autonomous, critically aware pupils, than

with ensuring that they were 'assessed from every angle. '

We cao gain a better picture ofhow the social organisation of profiling embedded

surveiUance as an invisible feature ofc1assroom practice in New Town High, As a pilot

school for the Welsh National Scheme on records ofachievement, New Town had

operated a system ofprofi1ing for at lea.Clt four years prior to ils participation within
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TVEI. ,-1 ln this respect, its system of profiling was not only common to other schools in

Wales, but was to have a "powerful impact on the development of records of

achievement" nationally during the 1980s (Hargreaves el al., 1988). The Welsh scheme

was something ofa model or 'beacon' that other schools in England and Wales used to

fulfil their contractual obligation to TVEI in creating new methods ofassessmenl. fui this

reason we may take it as an exemplar of'good practice. '

Like other developments in the new assessmentthat arose out ofan educational

progressivism, the Welsh scheme before TVEI !lad a distinctly "human. personalised feel"

about it (Hargreaves el al., 1988, p. 142). In New Town High this was expressed as a

concem with pupil-centred assessment, where "you're asking the pupil to evaluate his own

work, or assess his own work, or be part ofhis assessment," that was "the revolutionary

side ofit" as the TVEI proliling co-ordinator c1aimed. However, while pupils were

actively involved in the proliling process, it was on terrns set by their teachers. This was

achieved by the creation ofa teacher generaled 'comment bank' in which a hierarchy of

statements describing student skiUs and qualities were stored on a computer. During

proliling sessions throughout the school year (there were four), students would choose

statements from the comment bank that they felt best described their personal experiences

and work at school. When they had completed the profile with the statements, it was then

passed on to a tcacher for verification. At this stage, "ifthere were any discrepancies

between the pupillllld the teacher then further Ilegotiatioll would take place"

(Ass/21/67/85-88i Once:my disagreements had been resolved, the statemelits were
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entered and processed on the computer to produce a continuous prose statemenl. lt was

this final statement that c\lnstituted the pupil profile.

Concealed from the rcader of the final document. however. was a social

organisation ofassessment practices that was highly regulatory of students behaviour. We

can begin to grasp how this was achieved within an apparently student-centred mode of

assessment ifwe consider Smith's observation that questions "generate a delermillate

sln/ch/re in their answers" (1974, p. 262J. Tlùs can be il\ustrated with reference to the

actus! structure ofthe profile itself After describing the "subject side" of the profile, the

profiling co-ordinator cxplained that:

The nex! section of the booklet is personal things, loyally 10 Ihe
schoo/, cheerfllll/ess, Ihal 101. That's the diflicult side of il. It's
diflicult to get pupils to assess their own personality (21/Ass/68/85
88).

Within the context of th" authority relations ofthe c1assroom, questions on 'Ioyalty to the

school' and 'cheerfulness' were obviously aimed at eliciting intbrrnation !Tom students that

were useful to teachers, administrators, and ultimately the schaal. That they were alsa to

'chaast:' statements fram a tcacher generated comment bank in respanding ta these

questions served to recantextualise and subardinate their knowledge and experience ta a

version ofthe world that was nat their awn. In ather wards, profiling praduced what

Smith (1990a) has called "abjectified knawledge" on the pupil, wlùch " as we engage with

it, subdues, discounts, and disqualifies our various interests, perspectives, angles, and

experience. and what we might have ta say speaking fram them" (p. 80). Tlùs may have

explained why it was 'diflicult ta get pupils to assess their own personality.' Certainly. in
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interview studenls displayed sorne ambivalence to questions such as 'How do you get on

with other people?' Asked how they responded to this. one student replied (to the

amusement ofseveral ofhis lTiends) "you ask the person sitting next to you" (St/21/67/85-

88). This is a finding which Hargreaves and his colleagues have observed in their study of

profiling. As they have argucd, recording the personal and private experiences of students

can create the conditions under which:

... judgements are being made from a particular point of view, of an
undeclared c1ass-biased nature. In cases like these, profiles could
weil be not enhancing personal development, but ·stcering pupils
into middle c1ass morality. They could be less about care than
control (1988, p. 154).

The o~jectification ofstudents' knowledge and experiences also effected a form of

surveillance that was dceply inscribed in profiling. This was achieved through the textually

mediated practices of the profiling process as a continur.us and 'formative' method of

assessment. Wc can better understand the character ofthis type ofsllrveillance ifwe

consider the comments of New Town's profiling co-ordinator on the effects ofprofiling

on students' classroom behaviour. Asked if he thought profiling to be "worth it," he

replied that:

1 think 50. The philo50phy behind profiling bas got to he good. It takes the
mystique out of assessment, doesn't it? Gone are the days when we gave
students a 'B+.' What dœs that mean? Ils a bel/efil 10 have assessmelll
,vl/slal/l/y il/ front of iheir eyes .,. we Ollly print positive comments. But to
have this in front of them 1 am convinœd, will il/crease molivation and 1
suppose that wilh lhe persol/a/ side of Ihis lhey shou/d know what sorl of
behaviours gellhe posilive commel/Is. It's not a terminal thing that's entirely in
the bands ofthe tutor. They can have a say (AssI2I168J85-88).

At first glance, therefore, the 'philosophy behind profiling' strikes us as thoroughly pupil-

centred in both its method and organisation. That is, it 'takes the mystique out of
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assessmenf in allol\;ng students to 'have a say' Grades are replaced with 'positive

comment>' where meaning is made explicit. ln its e!ementa'!' premises. therelilre. Nell

Town's profiling system exhibited an overt fidelity to progressive principles However. we

cannot abstract these principles !Tom the actual social organisation of proliling in the

school. For example, although profiling is viewed as a demystitying practice in

encouraging student participation. This nevertheless ensures that 'asst:ssment lis]

constantly in front oftheir eyes.' As in Midland Comprehensive. therefore. profiling

initiated a forrn of'looking' that was embedded within the textually mediated processes of

profiling. That This forrn of surveillance had a regulatory propensity can be seen in its

capacity to encourage students to 'know what sort ofbehaviours getlhe positive

comments.' We must also remember that these 'comments' rellected the concems of

teachers and administrators (the school), particularly as these related to the question of

'ability.' As the profiling co-ordinator noted:

...we have a ballk ofcommellis Ihal covers the whole abili~l' rallge
and the pupil decides which one is appropriate for Them and then
the member of staff can confirrn that or otherwise (Ass/21/67/85
88).

In other words a fine1y graded system of' positive comments' had been transposed for the

'8+,' which perpetrated the illusion that 'the pupil decides.· On tbis point it is worth

mentioning the cornments ofa home economics teacher who re.markeJ on her profiling

experience that "A lot ofthem [pupils) grade themselves below but most ofthem get it

about right" (HE/21170/85-88). In tbis context. the aetive involvement ofstudents within

the decision-making process ofprofiling can be understood as a means ofbonding their
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• knowledge, experience, and understanding within an emerging social relation not of their

making. The accomp!ishment of profiling in this respect was to construct students'

'ability' a~ ifit were the spontaneous effect oftheir own self-evaluations. That most pupils

assessed 'themselves [...] about right' was therefore not an outcome oftheir own

untainted reflections, it was the effect of a textually mediated social organisation that was

rendered through profiling.

ln this section ofthe chapter 1have argued that despite its progressive origins and

•
'pupil-centred' aims, profiling can be interpreted as a contemporary method ofsurveillance

in the TVEI classroom. Employing this perspective, Hargreaves and Reynolds have gone

so far as to argue that under the new vocationalism profiling has been a potent force in

transforming the school into a "powerful instrument of state surveillance" (1989, p. 27).

lndeed, as 1showed in relation to Redmond College, sorne teachers rejected profiling on

political grounds precisely because, as the TVEI school co-ordinator put it, ''there was the

feeling that sorne children are pressured into controlled responses" (SC/7/59/85-88). By

contrast, my purpose has been to emphasise that profiling - as distinct from the traditional

examination or school record card - represent~ :. qualitatively different approach to the

problem ofsurveillance by regulating the social relations ofthe c\assroom. In particular,

the most remarkable aspect of profiling is its capacity to render the informai experiences of

pupils everyday lives accountable to a particular moral economy in the school. As 1will

argue, this was accomplished through an organisation oftextually mediated practices that

embedded profiling within the emerging relations ofenterprise.
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My analysis ofdata drawn !Tom Midland and New Town revealed how profiling

worked to anchor and recontextualise students' experience and identities within an

emerging social relation ~hat, 2'thm;zh it appeared le "C. was not oftheir making. That is.

profiling produCl:d a neh\..O for connecting the assessment practices of these schools with

the politics ofTVEI and the new vocationalism. In this respect the lallnching ofan NRA

by the emplc.yer led 1'1CVQ in 1992 was historically significani in transpo~ing the 'needs of

industry' on to those ofLEAs, schools, and tcachers who, as we have secn, were the

traditional custodians ofthe l''~w asses<ment. In this context, the NRA embedded and

artlculated records ofachif'vement and profiles to the relations ofruling within the context

ofthe politics of the new vocationalism. Thus, it is aIso my argument that just as the

individualised competitive examination that flowed !Tom Norihcole-Treve/yal/ Report

(1853) contributed to the way in which British education and society was to be governed

!Tom the late nineteenth ce.1tury, so the NRA and the vocationalisation ofthe new

assessment attests to the advance ofa new approach to the problem ofsocial regulation

under contemporary contemporary capitalism.

ln the nex! section 1will explore what shape this form ofregulation was assuming

in areas connected to, but outside ofthe formai processes of profiling. In particular, 1will

focus on the role that social and life skills had in reproducing forms ofknowledge and

experience in students that would prepare them for participation in Britain's "!Tee

enterprise revolution" (Thatcher, 1995). In making this argument, 1will also be concerned

to show that the practices ofthe new assessment, as they were secreted in other domains
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• ofschoollife, cannot be separated ITom the formation of'Iiteracy' within the TVEI

curriculum

Social and Life SkiBs: Managing the 'enter:prising self

My arb'IJment that the detailed techniques, or 'social mapping,' that constitute the

new assessment represent a contemporary method ofsocial regulation in the context of the

enterp:ise culture is strengthened ifwe understand that i!s practices have pro!iferated

beyond schooli>lg to other institutiol1a1 sites. In post-16 education and training, the new

assessment procedures have been incorporated within a modular, competency-based

system ofnational vocational qualifications (NVQs) where "whole NVQs and other

qualifications ('.an be accumulated and recorded as a portfolio in the National Record of

Vocational Achievement (NROVA)."IS Significantly, under the supervision ofthe NCVQ,

"NVQs are design",<! by Lead industry Bodies (Lffis), whose activities have been directed

by employers rather than educationalists" (Keep & Mayhew, 1994, p. 319). This

development has received further impetus by the "enthusiastic support being given to

personal 'Action Plans' by both govemment and employers' organisations," where

employees individually negotiate agreements with their employers on working practices or

training (Baines et al., 1989, p. 109). Individual Action Plans (or 'development plans' as

they are more commonly known) have also formed the basis for the widespread

introducdon of Performance Indicators (PIs), such as those used by the National Audit

. Office (NAO) in making TVEI schoois accountable to the Department for Education and

Employment (Comptroller and Au~itor General, 1991). Within education, training and

empl;>yment, therefore, the new assessment procedures have made substantial inroads so
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• that now "profiles are commonly used for staffappraisal by Marks anù Spencer. for

e:.ampie. and aIso by MacDonald's" (Ain1ey. 1990, p.82).

The diffusion ofthese practices to different sites within education, training and

empIoyment in the last decade, therefore, suggests the advance ofa 'new' fonn ofsocial

regulation that is reminiscent of the spread ofthe examination from the 1850s. Although

there are remarkable parallels in the emergence and unfolding ofthese technologies of

regulation, what differentiates the new assessment is its connections with the rise ofan

enterprise culture and the managed market in Britain during the 1980s and 1990s. Within

this broader historical context, the new assessment can be understood as an effect of the

managerial grid that 1described in chapter five and six. That is, it is grounded in a search

for a new moral economy ofeveryday life and individual subjectivity consonant with the

contemporary restructuring ofcapitalist production, in which both market relations and

management technologies have increasingly come to play a central role. Thcse

transformations have reverberated within education and training, as reOectOO in the rise of

human resource management (HRM) and correspondingly, competency based regimes of

learning (such as the modular approach ofthe employer 100 NCVQ) which assert the

"hegemony ofcapital over labour as a resource" (Smith & Smith, 1988, p. 32). How

capital accomplishes its ascendancy as a subjective process of social and life skilling is

what 1 will now explore below in relation to TVEI.

1have already indicated above that social and life skills (SLS) was deeply

embedded within the new assessment practices. In this context, it is important to

understand that SLS worked beyond the formai processes ofrecording pupils'
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achievements, or as was often the case in TVEI, a module or subject of study within the

TVEJ curriculum (usually referred to as Personal and Social Education or 'PSE'). That it

did 50 reflected the MSC's policy toward 'Life skills' which it defined as:

". ail those abilities, bits of inforrnatior., know-how and decision
making which we need to get by in life. Most of us take these basic
day-to-day skills for granted but many people lack them (Quoted in
Ain/ey, 1990, p.81).

The aims ofS[.S was therefore twofold. First, it aimed to make explicit and accountable

the taeit, everyday knowledge and experience that young people used to 'get by in life' at

school, in the home, and ultimately within work. Second, it constructed and legitimated

particular culturai traits as a 'skills' deficit among young people which on/y programmes

ofpre-vocationai education and training could remedy. In this respect, SLS did not on/y

emerge as a preparation for employnt<lnt, but trainir.g for life. As a fundamental element of

the new vocationaiism, SLS amounted to the imposition ofa State sanctioned model of

living that was condueive to sustaining the relations ofenterprise. Put another way, litè

skills was ultimately concemed with "governing the enterprising self' (Rose, 1992).

Before discussing how TVEI contributed to the formation ofenterprising qualities

through SLS, it is important to recognise that Iife skills t<:liclùng did not arise out ofthe

secondary school curriculum, but further education . Within this context, programmes of

SLS began to emerge from the rnid 1970s as the FE sector became the primary provider of

youth training. Two factors were determinant in its rapid ascendancy witlùn the 'new' FE

curriculum (G1eeson, 1985). The first 1have already a1luded to in relation to recording

achievement - the'discontented pupil problem.' That is, SLS emerged a10ngside the new
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assessment as a primary mechanism for effecting discipline among prcdominatcly working-

c1ass young people on MSC provided youth training (Cohen, 1984, 1990; Jordan, 1985).

Second, through 'think-tanks' such as the Further Education Unit (FEU) and the Institute

ofManpower Studies (lMS), the MSC endorsed SLS as the 'core' curriculum ofits pre-

vocational and training programmes. As 1noted above, this was because the MSC -

adhering to new Conservative doctrine - explained rising unemployment among young

people as a result ofa Iife skills 'deficit' (AinJey, 1990; Bates et al., J984). 16 Thus, when

the MSC introduced TVEI in 1982-3 with a requirement that schools should ensure that

the content oftheir programmes encompass the "personal development" ofpupils (MSC,

1983), FE experience in constructing Iife skills programmes was extensively drawn upon.

This process was facilitated further by the consortium links that TVEI established between

FE and schools. In this respect, SLS was not of the secondary school curriculum, but new

vocational initiatives within FE.

The introduction oflife skills within the TVEI schools 1investigated had a number

ofdistinctive effects. This was most evident in relation to the curriculum, where an FE

inspired life skills began to colonise a long and weil established tradition ofsocial studies

teaching that went back to the 1940s (Whitty, 1985). This process was remarked upon by

a social studies tcacher offifteen years experience in Wessex Comprehensive. Nowa

TVEI peripatetic teacher, he commented that the new PSE courses he was responsible for

organising within schools represented a significant shift away ITom 'traditional social

studies.' 17 Thus, when asked 'What is PSE?' he replie<!:

It's an amalgam of traditional social studies and citizenship and
politics and econornic Iiteracy, religion and moral education. That's
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whal il \l'as ... Now there's a whole new process oriented theme of
life skills. So there are two distinct styles altogether (PSElI51 185
88)

While he welcomed the "process" oriented approach that PSE introduced through life

skills, it was a1so apparent that this was not without major reservations. In particular, he

was disturbed that the life skills syllabus lacked a concem for developing students critical

faculties in exploring contentious social, political or moral issues. In the place ofthese,

life skills had substituted what he saw as a self-seeking individualism. As he put il:

The whole life skills approach is 'me, me, me.' We're talking about
old areas like sociology thaCs missed. Another area thaCs missed is
moral education or controversial issues conceming the political,
spiritual, and social [...] These issues are not only dodged by
teBchers but a1so by materials on the market (PSE/151 185-88).

Thus, the problem for teachers was that life skills tended to embed learning within an

approach that centred on a powerful possessive individualism, or 'me, me, me.' This was a

widely held view among many teachers of Iife skills (or PSE) that 1interviewed. However,

1want to argue that life skills was more concemed with the elaboration ofa technology of

subjectification that focused on the creation ofenterprising qualities, capacities, and

dispositions that would a1low young people to know and understand themselves within an

emerging moral economy ofenterprise in schools. This is an approach which is close to

that developed by Cohen (1984, 1990) in his research on the role ofIife skills in youth

training.

Cohen's argument is that since its inception, the new vocational agenda has

consistently centred on questions relating to skill. That is, notions such as 'skilling,'

'reskilling,' 'upskilling,' or 'enskilling' have constituted the underlying rationale in public
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policy for the legitimation and expansion ofvocational education and training in Britain

since the 1970s. Cohen argues that this has established an ideological currency which has

not only forged a direct connection between an apparent skills delicit in the British

workforce and economic decline, but has also abstracted skill from its traditional moorings

within working c1ass culture. In this context, according to Cohen, skill has historically

been constituted by a grid ofcultural inheritance embodied in forms ofapprenticeship "as

the prob'Tessive mastery oftechniques ofdexterity associated with the performance of

manuallabour" (Cohen, 1984, p. 118).

The transmission and acquisition of skiIl, however, was never a simple technical

process but grounded witlun a wider moral economy ofinherited custom, working

practices, controls, and right that have been highly resistant to technical change and

innovation initiated by capital. Cohen argues that because ofits resistance to capitalist

restructuring, apprenticeship and its related grids ofcultural transmi,;sion ~ave increasing!y

come into contradiction with employers demands for forms ofyouth labour that can

accommodate contemporary transformations in the capitalist labour process. In particular,

he suggests that the systematic introduction ofinformation-based technologies, and

growth in the personal and service sectors, has created demand for labour that is deskilled

in the sense ofbeing 'free' of the histoncal and cultural pull ofapprenticeship. Mediating

these tendencies, the aim ofthe MSC has been to secure the destruction ofapprenticeship

while substituting for it a system ofvocational education and training that will assert the

hegemony ofcapital over 'skiIl.' It is this process which has produced dominant

constructions ofskill that appear as abstract, universai properties. of the 'free enterprise
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• economy' and not as the on-going collective appropriations ofexperience that are

indigenous to working class culture.

In these ways, Cohen asserts, the new regime ofskilling that the MSC and other

State agencies have implemented (e.g. Training and Entel]Jrise Counci!s) has been legs

concemed with the creation ofmultiskiIled workers to meet the 'needs' ofan increasingly

technological economy, than with the inculcation ofmaIleability and social discipline. The

character of social discipline that the new vocationalism has secreted through skiIling is,

however, ofa different kind ITom that embodied in the master-apprentice or shop-!1oor

relations ofindustrial capitalism. As Cohen explains:

The shift is ITom a system of extemal controls and negative
sanctions, towards a more invisible process of regulation aimed at
eliciting a voluntary reform of working-class structures of feeling
and motivation around a system of personnl controls. For youth
labour is now to be socialised in and through the disciplille of
impressioll mallagemelll. Under tbis rubric, trainees are taught how
to seIl their la!>\lur power successfuIly by carefuIly editing their
public image in confonnity with dooùnant representations-of-self.
Training in so called 'social and life skiIls' is essentially training in
behavioural etiquettes wbich concretise in a subject form the
general commodity form ofabstract labour (Cohen, 1984, p. 114).

He shows that programmes oflife skills renders a form oftraining that eschews the

'extemal contrais and negative sanctions' ofthe factory system, for a programme of'self-

improvement.' ln tbis context, young workers are no longer to be prepared for an

occupation or career, but 'skilled' in ways wbich a1low them to meet the requirements ofa

"mpidly changing bighly technological society" (Jones, 1989a). Thus, the role ofsocial

and Iife skills is not ooly to reduce labour power to an interchangeable unit or factor of

production (i. e. to be 'flexible'), but to create forms of"working class individualism
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this process .impression mOlloxemell1,' where young workers are called upon to sec thcir

own cultural resources as deficient while forging a public identity that incorporated the

'correct' attitudes and interpersonal competencies necessary to sell their labour power. In

lms way life skills produces an inversion, where "what is in reality a position of c1a~s

subjection (the selling oflabour power) is thus represented as its oppllsite - a position of

individual mastery (the marketing ofself-image)" (Cohen. 1990, p. 60).

Cohen's analysis oflife skills therefore constitutes a powerful conceptual

frarnework for understanding how students lives are systematically articulated to the needs

ofcapital. However, while 1agree that life skiIHng can elaborate a relation ofc1ass

subjection in this way, 1want to argue that this is better conceptualised as a technology of

subjectification and not impression mallagemell1. What the latter concept signifies is a

process that is extemal to students in focusing on the presentation ofself. In this respect,

it resemb1es a sophisticated version ofthe concept of'socialisation' in which individuals

subject identities are moulded by the extemR1 environment ofwhich they are a part. This is

not an approach which is supported by my data (or experience as a tcacher ofSLS: see

(Jordan. 1985». As a technology ofsubjectificaiion. programmes ofSLS provide

students with a 'do-it-yourself kit ofskills that a1low them to actively construct or sculpt

a particular relation for themselves to the enterprise culture. In this respect, they become

the effective authors oftheir own identities through a process ofsubjectification that

appears to be oftheir own making.

•

•

which ( drticulated \\;thin the enterprise culture" <Cohen, 1990, p. 58) Cohen calls
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My data on life ski Ils drawn from the TVEI schools reveals how this technolOb'Y of

subjectification was enacted through life skills. In particular, it reveals 110w as the TVEI

core curriculum, life skills teaching rendered a c1assroom dynamic that mediated the

'needs' ofemployers through the production ofparticular forms ofexperience. This

relationship was most commonly expressed in encouraging students to reflect on how they

would know and produce themselves within the 'world ofwork.' Consider the description

that a teacher gave of the content and activities ofa PSE course in Smith Community

College:

This is another thing we've set up, the PSE prograntrne which is a
follow-on trom TVEI. AIl the kids follow this course through now
in their Iirst term [...] Basically, ils ail illtro<iuctiollto the \l'orld of
\l'ork. Again yoll 've got a persollal actioll plall and then ail the way
through here [shows syllabus] is what )'ou're going to do about ail
those things, so you've got quizzes, topics to discuss, we've tried to
present it in a very visual way, lots of pictures, lots of cartoons,
yoll've got a thillg about what killd ofpersoll are yoll, the killd of
kid teachers hate or love, to be marked by yourself and a fiiend so
that you get the Iwo opinions and they can see what other people
think of them, which was neX!, persollal allriblltes. What are you
good at, what do your fiiends think you're good at. Then, what do
you need to know about jobs and pay, etc., covering state benelits,
national insurance, pay slips, etc. We're sellillg up mack illterviews
through the Rotary Club [employers association] for every single
person, so they've got all the things about the jobs they've got on
offer, through the Rotary Club or muck interviews, how to do your
letter ofapplication, how to do your CV (pSE/9//91-92).

While the course contained several elements trom the 'old' secondary social studies, such

as 'pay, etc., covering state benelits, national insurance, pay slips,' a 'Ietter ofapplication, ,

and 'how to do your CV,' its primary activities were structured around Iife skills. Where

the former tended to be organised around 'facts' and taught using a didactic or 'banking'
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approach. life skills teaching had its locus in exercises that Il)cused on the fonnation of

students' subjectivity. This can be discemed Irom the interactive. 'visual' pedagogy il

employed in revealing 'what kind of person you are.' However. the shaping of stlldents'

'personal attributes' within PSE did not derive ITom progressive educational premises, but

the creation ofa 'personal action plan' that would constitute 'an introduction to the world

ofwork.' ln this way TVEI life skills within Smith Community College articulated

students personal qualities and development to the interests of the'Rotary Club. '

Life skills teaching was not, however, restricted to particular cuniculum areas

(sllch as PSE). My investigations revealed that its effects penneated the social relations of

teaching and leaming within TVEI as a whole. ln interviews 1conducted, this was

emphasised by many TVEI teachers (ofdifferent subjects) who would argue that Iife skills

was principally concemed with developing students' 'confidence,' or in helping them

'mature.' As a teacher ofan SLS course in Baker Grarnmar succinctly put it, "The Life

Skills component ofTVEl has [...] increased pupils' confidence in approaching outsiders

and assisted in developing their maturity" (SLS/8/42/85-88). However, as a Drama

teacher in Riverside Comprehensive observed, the process ofconfidence building was

embedded ''within the needs ofindustry and not those ofsociety" (Drama/31 185-88). That

is, it was the 'needs ofindustry' that were to mediate the definition ofappropliate

behaviour, attitudes, conduct, and even dress for students within TVEI. This was most

apparent in TVEI work experience. IB For exarnple, as part ofHardy Comprehensive's

TVEI work experience, students were encouraged to observe a 'standard fonnat ofdress'

in their placements. This 'standard' implicitly ruled out certain fashions arnong young

263



people, as a female pupil discovered when she was placed in the secretarial office cf

another school. As her teacher pointed out, her wearing a 'pelmet' to work creat~d

somcthing of a stir:

T We've had one hiccup already, with a child going into school with a
pelmet on

Int A what?

T A pelmet, you know (indicates short skirt) weil it's fashionable you
sec. But 1 did wam them 'Please look before you go into these
jllaces, exactly what the standard format of dress is.' She was in a
school, and 1 lold her to dress in the appropriate Jashion for the
place you work, and ofcourse she let us down, so she had to be...

Int Did they send her home?

T No, but she was asked to come in something more, you know, the
neX! day (PSElI0//91-92).

Leaming how to construct oneselfthrough dress in this conteX! permeated other

areas ofstudents' TVEI experience. For schools who had systematically organised close

links with local employers, the 'needs ofindustry' were impressed upon students in more

direct ways. In Steeltown Comprehensive this involved students appreciating the meaning

of'punctua1ity' and 'attendance.' How this was effected in the classroom was detailed by

a TVEI Technology teacher in describing the school's 'Compact event. ,19

Every term we have what we cali a Compact event where year 10
and Il pupils [15 and 16] are offtimetable for the aftemoon and we
have sorne sort of a meeting, if you like, with industrialists. It can
take a number of fonns, we have the mock interviews and the
videos, the last event that we had here year 10 aetually went out to
visit training agencies [TECs], we visit employers, employers come
il/to school to visit liS, WE' do a// sorts oflittle exercises, just to gel
employers and yc''''gsters IIsed to working together, it's good in a
way. We had one partiCli/ar aftemoon whereby we asked the
emp/oyers to ta/k abolit eve~ things SIIch as pIInctlla/ity and
attendance and the kinds of things YOII erpect jrom YOIIng people
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• \l'ho come 10 \l'ork for .l'ail alld Il'e sel IIp a I/II11Iha (!f scellarios
aholl/ sorne kid,' are 011 Iheir \l'~I' la schoo/ alld somehody ."~I:' /()

Ihem 'Let's hllllk off IOday. Whal \l'oll/d .mll do?' 01l~I' illslead (If
teachers nlllllillg this sœllario \l'e had emplt~l'ers doillg il. It was
interesting really because we had one pupil who said to a guy ITom
ICI [a pharmaceutical company] Tm doing really weil this ternI,
Ive got 83% attendance' and the guy ITom ICI looked back at him
and he said 'Ive just pulled IWO of my apprentices into my office,
theyve fallen down to 97%, down to 97%!' and he'd brought them
in and becallse they didn't have a very good rcaso", they had an
official waming. This lad couldn't get over this, he's 17% down and
he thought he was doing real1y weil and it's opened a few eyes
(Tech/20/ /9192),

His account points to several mechanisms ofsubjectification that were common to Olher

schools in my study. First, 'mock interviews' and 'videos' ufthese interviews with

employers were used to instil in pupils 'standard' modes ofdress, speech. and behaviour,

These 'little exercises" - a10ng with visits to employers and TECs - were not only used as a

means to 'get employers and youngsters used to working together,' but to create entry

points for the 'needs ofindustry' within the social relations ofthe c1assroom and school.

In other words, exercises such as the job interview and its video recording, have to be

understood as part ofa wider organisation ofpractices that \Vere aimed at shaping

students subjectivity in ways that were defined through the capital relation, This process is

best exemplified in the employer-led 'scenario' on 'Let's bunk olftoday, What do you

doT

The choice ofpupil truancy was not an arbitrary topic, in that the school was

located in a declining industrial town with high rates ofunemployment, poverty. and

crime. A decaying social environm~nt ofthis kind did not only contront SteeItown's

teachers with severe attendance problems, it a1so posed questions concerning the
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relevance of schooling to students and their community. As the LEA-TVEI co-ordinator

put it:

How do you generate a vision amongst kids whose parents have
never worked, whose grandparents probably never have, whose
values are bound to be very dilferent to ail of ours? Who think
'What's the point of sch.lOl? There's no prospect ofbenefiting ITom
it?' because they've never seen people in the area, never mind in the
family, benefit ITom it (PC/20/1-2191-92).

To 'bunk of!' therefore was, as he recognised, a practice that arose ITom 'values' that

were 'very dilferent' ITom those ofteachers and administrators within the school. It is in

this context that the exercise with employers on punctuality and attendance has to be

understood; as were other similar activities in the TVEI 'Enterprise Module' ofthe

school's PSE course which aimed at "building up their confidence" (CDT/20/32191-92).

This can be thought ofas expressing a process ofmoT3iising the social relatiol\3 ofthe

school and c1assroom. That is, the principal problem facing Steeltown was how to

"actually gel the message to them [pupils] that we'd Iike them to be here, not because they

have to be by law, but because the kids wanl to come" (PC/20/5/ 91-92). Il is significant,

therefore, that in attempting to secure the cOlMÙtment ofpupils to being schooled that

TVEI elfected a 'vision amongst kids' that did not draw upon the cultural resources of

their own community, nor thal ofthe school, but the 'everyday' expectations of

employers. In renderiug the 'Let's bunk olftoday' exercise in this way, the 'needs of

industry' did nol oniy attempt to invalidate students' knowledge and experience of

truanting, it rendered the practice in terms ofthe positive 'ski1I' oftime-discipline.
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• Combined, these practices constituted a moral economy through which stude:lls were

exhorted to produce their own subjective identities and come to know themsclves.

Conclusion

The argument 1have made in this chapter has explored the question ofeducational

assessment as part of an historical process of social regulation embedded within the

relations ofbourgeois mie. Whether we consider the individual competitive e.xarnination

that flowed from the Northcote-Trevelyan reforms of 1853, or the new assessment that

was constitutive ofMSC policy from the 1970s, educational assessment has becn not only

about the administrative organisation of'school improvement,' but about the articulation

ofindividllal performance to the processes of social regulation and c1ass formation under

capitalism.

This analysis has guided my investigations ofthe new assessment within TVEI in

two ways. First, 1have argued that the significance ofassessment practices cannot be

adequately grasped outside ofthe broader politics ofeducation in which they are situated.

Thus. although recording achievement and profiling arose as constitutive elements ofa

teacher-led progressivism in the 1960s, under the new vocationalism they elfected forms

ofsurveillance and subjectification which were oriented to serving the interests of

employers rather than the development ofindividual students. In this regard, 1have tried

to show that TVEI profiling produced a cluster of praetices that not only objectified

students' informai knowledge and experience and rendered them accountable wilhin the

administrative routines ofthe school, but also articulated the process ofstudent identity

formation to the politics·ofthe new vocationalism. In this way. the local everyday
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decision-makin~ processes ofassessment were bound to the production of an enterprise

culture, particuhrly through the imposition of the National Record of Achievement (NRA)

in 1991. Second, 1have used this rrarnework to guide my analysis of sociai and life skills

wi.hir. TVEI. 1have argued that while life skilling was seen by many teachers to be

concernlld with pupil empowerment in the progressivist tradition, in the context of the new

vocationalism it was practised more as a technology ofsubjectification; a means to shape

the development of student self-identity and self-understanding in ways that reflected the

'needs ofindustry.'

Finally, 1want to argue that the regulatory effects ofthe new assessment strategies

examined here can be understood as constituting a new approach to the problem of

creating an educated citizenry. In TVEI profiling and programmes oflife skills, we can

witness a sustained attempt to enact a "ruling attitude" (Thompson, 1966) through the

construction ofa new 'socialliteracy' ofenterprise. With its' focus on 'personal

development,' 'personal and transferable skills,' and 'skills for enterprise,' TVEI has been

deeply implicated in rendering forms of'literacy' which have articulated with the

construction ofa culture ofenterprise in English education. In this respect. the TVEI

policy process reveals itself to have strong continuities with the past, in that the creation of

forms ofmass Iiteracy since the early nineteenth century have always been connected to

social regulation and the problem ofhow hegemony is to be rendered within the everyday

patterns ofcommonsense (Corrigan & Gillespie, 1978; Darville, 1995; Donald, 1983;

Thompson, 1967, 1968).
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NOll:s

1 Employment Dejlartment. Quoted in Pole. 1993.
~ Taken at age 16. these were the General Certificate of Education 'Ordinary' levcl (GeE
'0' level) and the Certificate of Secondary Education (CSE). These have since becn
combined within the new General Certificate ofSecondary Education (GCSE) ITom 1986.
The common university entrance examination sat at age 18, is the GCE •Advanced' or •A'
level. Historically, public examinations in Britain have becn regulated byexamination
boards controlled bv the universities since 1920.
3 A1though the root~ ofwhat 1calI the new assessment go back to the 1960s in English
schools, as Hargreaves el al (1988) show, State support for their systematic development
was n01 forthcoming until the early 1980s.
4 While my discussion focuses primarily on profiling, mention will bp. rr.ade of records of
achievement. There are two rcasons for this First, profiles are a constitutive element of
records ofachievement, along with e.<arnination certificates and other relevant information
on a pupil's experience while in school. Second, records ofachievement became a central
element within government assessment policy in education ITom 1984.
S Research conducted by sociologists ofeducation was highly influential in this cri~ique,

parti:ularly as it contributed to Labour Party policy on comprehensivism ITom the ear!y
1960s.
6 This orientation was most clearly expressed in the Schools Council's Humanities Project
whi\ih developed a wlde range ofcurriculum materials that were coursework based. In my
study, Redmond College's depllJ1ment ofHurnanities disillayed a strong allegiance to this
approach.
7 That is, 'sink classes' create severe elassroom management problems for teachers, while
also alienating parents and employers in giving the school a 'reputation.'
8 Work experience for ROSLA pupils was pioneered by the Schools Council
Confederation ofBritish Industry Introduction to Industry Schemes that aimed at pre
vocational preparation. The 1973 Education (Work Ex~rience) Act was a direct
consequence ofthis venture.
9 As a 'ROSLA' student myself, 1weil remember having to spend a Wednesday aftemoon
calling the numbers for old age pensioners playilig bingo.
10 See (Ashton, 1989, p. 142).
II From the late 1970s there were a wide range ofyouth training initiatives, however,
these were brought under a unified system in 1982 called the 'Youth Training Scheme' or
'YTS.' With the eventual demise ofthe MSC in 1988 'Youth Training' (YT) was
eventually placed under the control ofTraining and Enterprise Councils (TECS).
12 Surveillance is a regu1atory practice in that it involves normalising judgement and
hierarchical observation. As Smart has argued, in the modem era its effect has "permitted
an intensification and extension ofthe 'politicalllJtBtomy ofdetail' through which
individuals' movements and (trans)actions across time and space may he traced, recorded,
and govemed" (1992, p. 58)
13 TIùs is not to say that these 'positive' aspects ofrecords ofachievement and profiling
were not recognised as beneficial for students by Redmond's tcachers. It was that as a part
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• ofTVEI and the ncw vocationalism they felt that the new assessment methods
fundamentally contradicted the progressive philosophy of the sehool. For a discussion of
Redmond's opposition to TVEI, sec chapter six.
" ln relation to this, it is important to nJte Hargrcaves el al (: 988) observation tha: the
Welsh scheme "had a powerful impact" on later sehool based profiling developments
during the 19805 (p. 141).
" The National Record ofVocational Achievement (NROVA) has s;nce becn subsumed
within the National Record ofAchievement (NRA), which as 1indicated above, has been
placed under the control of the Employment DepartmentINational Council for Vocational
Qualifications (NCVQ).
16 This particular argument was an inversion ofa new Conservative critique used against
secondary schools in the 19705, which asserted that they were not preparing young people
for work. In this instance, pupils were said to lcave school 'over aspirated' byan academic
curriculum.
11 Where SLS was the generic term used for life skills training in FE, sorne schools in my
study adopted the label ofpersonal and social education (PSE). However, the content and
process of PSE courses dosely resembled programmes oflife skills developed by other
schools in my study.
•8 As part oftheir TVEI programme, students wcre required to go out on Iwo wecks work
experience. Sec Bames, Johnson, anù Jordan (1988a, 1989).
19 Compact schemes were aimed at developing doser school-industry collaboration.
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Cl IAl'll;R 9

CONCI.lISION

NOl 50 much a programme. more a way of lire. \

Until the late 1970s, the study of the technical and vocational'curriculum' was a

marginalised, ifnot neglected, area ofresearch within the sociology ofeducation and morc

broadly, educational research in genera!. This situation not only rellected the historical

subordination of the technical and vocational to the academic, it also revealed how the

social relations of c1ass servedto systematically devalue and obscure activities within

secondary schooling that were associated with working c1ass children. Consequclltly, as

Donnelly has noted, "The nature of much ofthe pedagogy and provision in the technical

sphere is simply unknown" (1989, p. 147). In the last fifteen years this situation has

changed considerably in response to the profusion ofnew vocational policies and practices

that have increasingly come to define the educationallandscape of English schooling. In

particular, the sociology ofthe new vocationalism has made significant theoretical and

empirical contributions to our knowledge and understanding ofcontemporary

developments in technical and vocational schooling. In focusing on TVEI, this thesis

makes severa! arguments which are intended to advance research in this relatively new and

growing sub-field of study.

1begin with the widely accepted premise that the technical and vocational

curriculum in both the nineteenth and twentieth centuries has been shaped by the •needs'

ofcapitalist industry (Dale, 1989; Dale et al., 1990; Donnelly, 1989; Gleeson, 1987b;

Gleeson, 1989; Gleeson & McLean, 1994; McCulloch, 1986, 1991). In this context the
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overriding daim that 1have made is that this historical relationship has centred on the

elaboration of forms of social regulation concemed with the production and recomposition

ofdass relations in an educational form. These rel,'Ulatory processes have been embedded

in different mechanisms, praclices, and institutional developments that collectively have

constituled the English educational State. The nature and character ofthese State forms

have evolved and changed as part of the cOlltinued search for appropriate forms of

bourgeois hegemony.

ln chapter one 1introduce the major concems of my study of TVEI. This has fuur

parts. First, 1provide an c verview and CJutline of the origins, politics, and purposes of

TVEI. In particular, 1argue that TVEI policy cannot have becn lInalysed outside ofits

connections \\ith either the new Conservatism, or the potitics of the new vocationalism

within education. This is followed bya description ofthe characteï and sources ofthe

qualitative data used in my study ITom 26 schools. The third section focuses on the

methodology ofhistorical ethnography which 1use to generate my analysis ofTVEI, and

more broadly, technical and vocational education policy. As 1use it, the historical refers to

a process ofbecoming, or potential, in which we recognise that the character ofthe

everyday world is constituted through the social relations ofthe past as weil as the

present. Last, 1provide an overview and summary ofthe remaining chapters ofthe thesis.

ln chapter two 1argue that throughout the nineteenth century the dominant means

ofregulation reflected the ideology of laissez/aire, which was expressed as 'voluntarism'

in policy and practice within the educational system. This 'hands-off' approach to

bourgeois govemance did not only imply a minimal l'ole for the national State in
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edueational provision. it also ensured that education \Vas organised and dclivcrcd iocally.

through the church. private and philanthropie initiatives. When a direct State role in

financing education did occur. as \Vith elementary schooling alter 1840. this was organised

loeally by the church, landed gentry and bourgeoisie (Johnson. 1970). In the case of

technical and vocational education such a regime ofgovemance allowed both industrial

and financial capitalists to heavily influence or control their organisation and curricula

(Donneliy, 1989; Wrigley, 1986). Thus, what it is important to understand·about this type

of social regulation is that its organisation depended upon the direct involvement and

presence ofthe local bourgeoisie in the administration llIld execution ofeducational policy.

ln other words, ils modus operaI/di during this period was primarily local in character.

The foundations ofa national education system were laid with the introduction of

the 1902 Education Act and 1904 Secondary Reh'lllations. The purpose of this legislation

was not only to quell the development oflocal a!ld publicly f..nded educational initiatives

which had moved beyond the restrictive confines ofthe existing elementary regulations (e.

g. the higher grade schools), butto re-assert the predominance of the endowed grammar

and 'public' school curriculum over both the elementary and technical. The effett ofthese

policies was to orchestrate a political seulement in education that elaborated and

perpetuated the hegemony of the 'English tradition' ofa highly segmented education

system. In this way the educational State was charaeterised by its reliance upon a

differentiation between the 'secondary' and 'technicaJ' as a means of .egulating the social

relations of c1ass. These refonos also acted to establish the conditions within which gender

relations were constituted as part of technical education.
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• The di!ferentiation between the secondary and technical persisted and was

enshrined in the 1944 Education Act, as exemplified in its creation of the tripartite system

ofgrammar, technical and secondary modem that expressed Norwood's notion of'three

types of mind.' ln the post-war period this tradition was modified by social democracy and

particularly the growing influence ofthe ideological practices ofprogressivism. While 1did

not focus on this much studied era of English education, 1have emphasised that

progressivism and the so-called 'partnership' between teachers, the local education

authorities (LEAs) and central State, was nevertheless subject to processes ofcapitalist

regulation. This became particuarly evident with the advent of the 'Great Debate' on

education in 1976 and the subsequent publication ofthe Green Paper, Education in

Schools (1977). These developments marked the effective breakdown ofthe social

democratic consensus and its replacement with a new phase ofregulation that was

embedded within the enterprise culture and new vocationalism.

ln chapler three my purpose is to show how the new vocationalism and the

relalions ofenlerprise were connecled to the 'politics ofdecline.' ln particular, 1argue

lhat the notion ofBritish economic decline acled as the underlying dynamic for the

exploration of new modes ofsocial regulalion. From the late 1970s this tendency was

expressed in British politics and society through a renascent new Conservatism. In

govemment from 1979 successive new Conservative administrations have systematically

construcled and elaborated a neo-liberal polilical economy that has proved to be highly

corrosive ofthe post-war institutions ofthe social democratic settlement. This has been

expressed in soc.il1I policy through the generation offorms ofsocial organisation that have
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• attempted to emulate the '!Tee market economy' ofninctccnth century laix,c=fairc

capitalism. Indeed, it is my argument that the existing social democralic or wcllàre State of

the post-war period was being remade in an entcrprising l'orm. How the relations of

enterprise began to penetrate and colonise the educational State, particularly as this

eventuated under TVEI, is the focus ofanalysis throughout the thesis.

This analysis suggests that TVEI should not be understood narrowly as a policy

aimed at re-addressing the balance of the secondary curriculum in favour of the technical

and vocational, as many observers have argued (Young, 1986, 1987, 1990; Thatcher,

1993; Woolhouse, 1984). 8uch a view, 1contend, misconstrues both TVEI policy and

practice by abstracting it ITom the politics ofeducation in which it emerged and was

embedded throughout the 19805 and 19905. By contrast, when we approach TVEI in its

relations with not only the new vocationalism, but the new conservatism and enterprise

culture, then it is possible to construct an 'lIlalysis of the Initiative which conceives of it as

rendering an organisation of social relations that works to insert a 'moral economy of

enterprise' witlùn the schools that constitute this study. This has several dimensions, which

1explore in subsequent chapters through my investigations ofTVEI enterprise,

management, business studies, and assessment.

ln cha~ i~r four, my purpose is to analyse and explicate how the relations of

enterprise entered TVEI schools through the 'education for enterprise movement.' ln

particular, 1am concemed to show how enterprise was given a concrete expression

through c1assroom and school processes that implicated both tcachers and students in the

active construction orthe capital relation. My rocus is not only on how they made sense of
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enlerprise as il lranspired within TVEI subjects. but on mechanisms and practices thrc Jgh

which the relations ofenterprise were construed as constituting the 'real world.· This. 1

argue, involved a process of ideological re-tooling under TVEI where schools, teachers,

adminislrators, and students were systematically implicated within an organisation of

social relations that emulated those of the business or commercial enterprise. Thus,

through my investigations of the micro-enterprise, TVEI subjeets (business studies and

technology), and policy on infonnation technology (IT), I am able to demonstrate how the

existing processes of schooling were made to generate enterprising practices. As I explain,

these were concerted and co-ordinated through the relations of 'entrepreneurship,' an

emerging 'technologicalliteracy,' and the reconstitution ofadministrative decision-making

processes so as to 'generate wealth.'

ln this r~spect, chapter four begins to explore and map-out the reiterative character

ofTVEl in elfecting a policy regime that aimed at asserting in new ways the domination of

capital over publicly provided schooling. The graduai subordination ofthe secondary

curriculum to the 'needs ofindustry' was accomplished at the expense ofexisting

educational arrangements and practices within schools. In particub, 1point to the way in

which the relations ofenterprise began to systematically absorb and colonise a pre·existing

moral economy ofeducational progressivism. This assumed a number ofdilferent fonns.

For example, in chapters five and six 1show how the 'management ofchange' under

TVEI rendered transformations in the politics orthe local educational State (LEA) which

not only displaced tcachers control over school-based decision-making but articulated this

to an emerging 'managed market' in education. This involved the construction ofa range
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• of interrelated mechanisms that introduced market accountability to schools These

inc1uded: categorical funding; the introduction of national perfonllance indieators tiJr

TVEI teacher appraisal; the implementation of five-year sehool management plans; and the

provisions of the Education Reforrn Act (ER,\, 1988), particularly local financial

management of schools.

However, the graduai transposition of professionaVcollegial relations with those of

the market went beyond the reconstitution ofexisting school-based management practiccs.

Indeed, 1argue that the relations ofenterprise did not only perrneate the activities of

school administration, but worked to secrete regimes of micro-management that

profoundly a1tered the social organisation ofteaching and leaming ...,ithin the c1assroom.

Through my investigations ofthe micro-enterprise, business studies, and the 'new

assessment,' 1demonstrate how this process inserted the standpoint ofcapital as the basis

for school-based decision-making. In relation to the micro-enterprise (chapter four), this

was expressed in the qualities required to develop entrepreneurship. The connection that

this social relation established for students between 'a greater sense offreedom' and

making 'real money' and 'profits,' 1argue, cIearly approprbted to new Conservative ends

the traditional tenets ofa child-centred, educational progressivism 1emphasise that while

entrepreneurship may have been considered an empowering process for the development

of the whole child, this was nevertheless deeply implical~ed in constructing forrns of

subjectivity that were inullersed in the relations ofenterprise.

Chapters five and six are concemed with the management ofchange under TVEI. 1

argue that the peeuliar managerial character ofTVEI cannot be adequately understood
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usir.g convcntional approachcs to school administration and management. Indeed, in many

ways, TVEI did not conform to a formai manageria! initiative. However, my argument has

bcen that the TVEI aims and criteria provided for a specifie form of managerial

development and practice that imported capitalist social relations into the everyday

processes of schooling. This had two dimensions. First, TVEI mechanisms disûrganised

the existing forms ofschoolleadership and management which had been introduced under

the social democratic era. This depended upon professionallcoUegial relations as expressed

in the 'partnership' between teacher organisations, local government, and the Department

of Education and Science (DES). Second, TVEI workedto install in the place ofthose

arrangements a new set of manageriaI relations and practices aimed at opening up schools

to the regulatory effects of an emerging managed market in education. 1have drawn upon

Thompson's (1976) notion ofa 'grid' t) conceptualise how this process was expressed as

a managerial[;ti.i. This, I argued, not only effected new social divisions between teachers,

but recontextualised the practices and relations ofschool management within the politics

ofan emerging enterprise culture, particularly as this was mediated by market relations.

Lastly.. 1argued that ail ofthis laid the ground for the ERA which was to e>..'1end and

elaborate these forms ofregulation on a national basis.

ln chapter seven 1focus my analysis on the curriculum area ofbusiness studies. 1

argue that the advent of the 'business world' approach to business education under TVEI

named the emergence ofa collection of social practices that, while they rested upon

progressive methods, nevertheless worked to embed the production ofclassroom

knowledge l!I1d experience within the relations ofenterprise. This process was not only
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retlected in teachers' accounts of the changing character of the business sludies chlssroom.

but also in its actual organisation. In particular. my analysis orthe c1ass on 'Relailing and

Security' in Riverside Comprehensive iIIustrates how this approach rendered lomls of

c1assroom activity which implicated students in decision-making processes that expressed

the interests ofretailers as owners ofcapital. This analysis has two implications for the

way in which we can comprehend how the social relations of class \Vere being eftècted

under TVEI. First, it reminds us that contemporary regimes of skiIling are never purely

technical or neutral, but are embedded \\;thin an historical relation that has always aimed

at the moralisation oftechnical competence in the working c\ass. In the nineteenth century

this was achieved primarily through religion, whereas in the contemporary era it has been

secularised through individuai skill acquisition within the context ofthe enterprise culture.

Second, it points to the way in which the social relations of class are being reconstituled 10

produce enlerprising individuais in ways thal do not recognise tradilionai class solidarilies

(or boundaries) that were specific to induSlriai capilaiism. In Riverside Comprehensive this

process worked to dislocate studenls identities from their real, lived, expcrience ofc\ass

and reposition them from within an organisation ofsociai relations delined by enterprise.

ln chapter eight 1conc\ude my exploration of the forms ofrnicro-manl'gement that

TVEI generated by investigating the effects of the 'new assessment' within c\assrooms.

There are Iwo elements to the argument which 1advance. The lirst is that like the

traditionai exarnination, the new assessment practices can be understood as being

embedded within an historicai proc~ss that centre on the social regulation ofc\ass

relations. The second is that despite its origins within school-based developments and
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• progressi~ism in Ihe 196Ûs, Ihe new assessment is nevertheless eolonised and subordinaled

10 the new voeationalism and polilies ofenterprise. Thus. a sel of progressive mechanisms

and praetiees that were originally developed to establish a syslem ofassessment to support

the eommitmenl to the deve10pment ofthe 'whole ehild' wilhin English sehools was

effectively artieulated 10 the 'needs of industry' !Tom the late 1970s. 1explored how this

was accomplished in the c1assroom through pupil-profiling and social and life skills (SLS),

both ofwhich comprised 'core' elements ofthe TVEI curriculum.Profiling, 1argue,

constituted a contemporary form of 'surveillance' that had the propensity to be bath

invisible and yet highly regulatory ofc1assroom behaviour. Il achieved this effect by

making accountable student beliefs, attitudes, and experiences within and outside school

that had hitherto been hidden !Tom formai assessment procedures. That profiling began to

spread and embed itselfwithin the practices oforganisations other than schools (e.g.

MacDonald's), 1argue, also suggests that it constituted a generalised technology of

regulation within English society and schooling in ways that paralleled the proliferation of

examinations !Tom the 1850s.

1then extend and develop this line ofanalysis in relation to social and Iife skills,

My investigations here suggested that as an integraI element ofboth pupil profi!ing and

pedagogy, SLS could be understood as constituting TVEI's 'hidden curriculum.' That is,

through its detailed prescription ofthe types of skill that students should acquire, SLS

represented a contemporary technology ofsubjectification that aimed at the preparation of

abstract labour for the 'flexible' job market. This, 1argued, was primarily effected through

requiring students to aetively acquire the skills, attitudes, and attributes necessary for the
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construct:on ofthe 'enterprising self' ln other words SLS developed and eX1ended what 1

earlier pointed to as the moralisation of technicaI competence in that it was concemed

\Vith imbuing students' leaming experiences with a particular set ofvalues. beliefs, and

orientations for proper and correct conduct for young people entering the 'free-enterprise

economy' (Thatcher, 1995).

Thus, weil before the introduction ofthe market-Ied reforms ofthe ERA (1988),

TVEI had already begun to fundamentally alter and re-organise the post-war landscape of

English education. While it instituted a decisive break with the forms ofeducational

govemance established through the 1944 Education Act and developments ofthe 1960s, it

nevertheless pre-figured a policy regime in schooling that had ideological roots in the

voluntarist tradition of1ocal organising characteristic of the nineteenth century. In this

respect the refonns that f10wed from TVEI c1early articulated with the new Conservative

project ofestablishing the conditions for the growth ofan enterprise culture in the British

economy and society. However, in the 1990s these forms oflocal action were co

ordinated by a managed market that was mandated by the central State. As Prime Minister

Thatcher put il, this constituted "not so much a programme, more a way of1ife" (1993).

This thesis is concemed to not only explicate how this 'way of1ife' materialised under

TVEI, but to show how it could be understood as part ofan on-going historical relation

that has continually worked to secure the hegemony ofcapitalist social relations in English

education.

Overall, the implications ofthis ana1ysis ofTVEI for future research on technical

and vocationa1 education are severa!. T1ùs thesis arises out ofa long-standing interest in
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• issues ofmethodology in historical and social research as they relate to education and

schooling. In this context, its major contribution has been 10 develop and elaborate the

approach 1have caUed historical elhnography. While 1have primarily be~n concemed in

this Ihesis to show how Ihis methodology is useful for the investigation ofeducational

processes, it also holds promise for olher forms ofsocial inquiry. In particular, it has the

capacity to shift the focus of investigation away !Tom reliance upon structural models that

are inherently abstract and top-down in their view ofthe social world. By contrast,

historical ethnography centres our methodological eye on an approach which begins

investigation within the everyday world. In doing this, historical ethnography a110ws the

construction ofa standpoint that throws a different light on how sociallife is organised

and put together. As 1have shown, even taken-for-granted concepts, such as 'the State,'

'policy,' 'management,' and 'change' begin to assume a very different character when

considered !Tom below.

This shift can be iIlustrated in how 1have treated the issue ofpolicy throughout the

thesis. Within the conventionalliterature on educational policy studies, policy is most

often presented as a structural element that is embedded within technical-rational

processes that extend outwarll !Tom the State. Using the approach ofhistorical

ethnography, a very different conception ofpolicy emerges which understands policy as a

primarily political or ideological intervention in the processes ofschooling. That is, policy

is conceptualised !Tom a perspective which places emphasis on how it produces, shapes,

and re-constitutes the lived experic;nce ofthe everyday world. This approach is close to

Grace's (1995) notion of 'policy scholarship' which represents a conscious attempt to
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• break w;th dominant approaches within educational policy studies (Guba, 1984; Guba &

Lincoln, 1989).

The study of technical and vocational education policy and practice provides a

particularly fertile arena for the exploration ofthese interests. That is, conventional and

structural-fimctionalist approaches have treated technical and vocational education as

primarily concemed with the transmission ofa body ofknowledge and skills aimed at

producing technical competence within the workforce. In this way. forms oftechnical and

vocational provision are seen to be fundamentally connected with the on-going prosperity

ofa nation's economy in preparing its wotkforce for technological advance and foreign

competition (Confederation ofBritish Industry. 1991). In contrast. byappproaching

technical and vocational education from the ground-up (the c1assroom, the work-site), we

can see that far from being a narrowly technical and functionalist undertaking. technical

and vocational education is actually infused with a wide array of ideological and moral

imperatives that are part ofrealising the capital relation in a social form. As 1argue, these

express the capital relation. Understood this way, technical and vocational education

policy is better understood as being fundamentally implicated within processes ofcultural

production that centre on the formation ofcharacter, 'ability,' 'intelligence' and more

broadly, community life. In short, it is about the moralisation oftechnical competence as a

cultural phenomenon. Approached from this perspective, research on technical and

vocational education dove-tails with contemporary developments in social theory (e. g.

cultural studies and postmodernism).
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• Looking beyond the thesis. at least three ne\\' areas of scholarly investigation

suggest themselves for research First, the methodological approach of historical

ethnography does have applications beyond research on lechnical and vocational education

policy and practice. In particular, ils use for forms ofeducalionai research that altempl to

work beyond the given parameters ofconventional approaches is highly relevant. Second,

the study 1have compleled here focuses on developments within the English educational

system between 1982-3 and 1992. Not only have trends since then tended to confirm the

analysis 1have presented here, they have also become evident in North America as weil

(National Commission on Excellence in Education, 1993). This suggests a further.

comparative. dimension ofinquiry with developments in Canada and the United States.

Third, an enduring theme throughout my research has focused on the creation of

technologies ofmicro-management for the regulation ofschooling, and more broadly,

everyday Iife under the new Conservatism. Further study ofthe proliferation ofthese

forms ofregulation (e. g. profiling and life skills) and how they are becoming the modus

operœ/di of forms ofcapitalist rationalisation for the twenty first century would appear to

be another useful avenue for social inquiry.

NOTES

1 Prime Minister 11Iateher, (Thatcher. 1993).
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(iU ISSAR Y ( li' ABBRi,:VIATI{ INS

Business Technician Education Council
Centre for Contemporal)' Cultural SlUdies
Craft Design and lechnology
City and Guilds of London Institute
Certificate of Pre-Vocational Education
Certificate of Secondary Education
Conference of Socialist Economists
City Technology College
Department ofEducation and Science
Department for Education and Employment (formerly DES)
Enterprise Awareness in Teacher Training
Economie and Industrial Understanding
Education Reform Act (1988)
Further Education
Further Education Unit
General Certificate ofEducation
General Certificate of Secondary Education
Great Education Reform Bill
Grant Maintained Schoo1
General National Vocational Qualification
General School Meeting (of Redmond College)
Her Majesry's Inspectors (ofSchools)
Human Resource Development
International Computers Limited
InstilUte of Manpower Studies
In-Service Training
Information Technology
London Counry Couneil
Local Education Authority
Lead Industry Bodies
Local Management of Schools
Mini-Enterprise into Schools Project
Manpower Services Commission
National Audit Office
National Curriculum COUReil
National Council of Vocational Qualifications
National Record of Achievement
National Record ofVocational Achievement
National Vocational Qualification
Oxford Certificate ofEducational Achievement
Office for Standards in Education
Private Industry Couneil
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ME·n!OIlOLlXilCAL ApPENDLX

This dissertation draws on a large body ofdata which was originally collected

underthe auspices ofthe University of Leeds national evaluation ofTVEI (curriculum). il

consisted oftwo separate phases - 1985-88 and 1991-92. 1was a full-time field researcher

and later consultant on both these studies over a period of seven years (i. e. 1985-1992)

and was granted access to the full data archive for the purposes of my dissertation. While 1

have used data from the original 26 schools visited for the pilot study between 1985-88, 1

have made a conscious effort to focus on 10 schools which were also part ofthe 1991-92

follow-up study (pseudonyms are used in the text). This approach not only aIlowed for a

stronger comparative and longitudinal dimension, it aIse meant that informants in the later

study had seven years continuous experience ofTVEI to draw upon (i. e. between 1985

1992).

In each school the following were interviewed: the headmaster, deputy

headmaster(s) as weil as selÙor admilÙstrators within the LEA; the TVEI school co

ordinator; subject teachers involved in TVEI curriculum development (e. g. Information

Technology (IT); business studies. design and technology, SLS/PSE); and TVEI work

experience co-ordinators. Classroom observation focused exclusively on the work of

TVEI subject teacherslstudents. In this respect, both studies aimed to solicit the views,

perceptions and experienc~ ofa broad .ange ofteachersladministrators involved in TVEI

at different levels and areas ofschool work.

The data for each study was derived from weil established methods widely used in

educationai ethnography, including: individuai and group interviews taped with teachers



Methodologlcal Appendix. continued

taped; student materials produced in the classroom; a wide range ofcurriculum,

management/organisation documents; and field notes on each projei:t/school visited. As

validation chei:ks on the data, follow-up interviews and a 'feed-back' seminar were

organised with faculty at the end ofvisits to each school to report findings. The seminars

had a double function in allowing the research tearn to disseminate their findings, as weil

as to elicit comment and criticism from faculty. Throughout a visit to a school (the two)

members ofthe research tearn would also continually share and cross-chei:k data to ensure

validity offindings. At a regional and nationallevel, teacher/administrator workshops and

conferences were held for a similar purpose. Data collected from each school visit was

then housed in an TVEI arclùve at the University ofLeeds.

1have approached the analysis of the data using a methodology 1have coined

'lùstorical ethnography.' 1have adopted t1ùs for several reasons. First, it is important to

rei:ognise that both the 1985-88 and 1991-2 studies were designed and organised for the

purposes ofcollei:ting evaluative data for the MSC. That is, although 1direetly

participated in the collection ofdata for the TVEI pilot and acted as a consultant for the

follow-up study, the questions wlùch these studies posed were those ofthe MSC, not mine

(see Barnes et al, 1986. 1988). In this sense, wlùIe both studies had an ethnograplùc or

qualitative orientation, they nevertheless reflected the concerna and requirements ofthe

MSC for information on TVEI. Thus. when 1carne back to the data for the purposes of

my dissertation, 1was confronted with an arclùve that contained a mass ofmaterial that

was organised in ways that did not speak directly to my own particular concerns regarding

tei:hnical and vocational education or TVEI. T1ùs required that 1adopt a stance similar to
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that of a social or cultural historian exarnining historical data. As E. P Thompson (1991 )

has put it. this entails a relationship to the data where one has to be "listening ail the time."

ln particular, attention is given over to listening for evidences ofhow forms of 'talk' and

experience reveal how certain kinds of social organisation emerge, co-ordinate, and

concert everyday Iife under capitalism. In this respect. ethnography and history share a

common focus. the disclosing of meanings-in-context as they emerge as part ofon-going

historical processes.

However, as 1use it, historicaJ ethnography goes beyond the disclosure oflocal

meaning or forms ofcultural understanding. Its foci are several. Following both Smith

(1987) and Thompson (1967, 1991), it adopts a broadly interpretative stllIlce which is not

concerned with proofofa hypothesis. or a fixed truth daim, but focuses on a

'problematic' which is aimed at describing, iUustrating, and making visible the underlying

organisation ofsocial activity. For example, the problematic which this thesis centres on is

the historicaJ relationship between vocational education, social regulation, and c1ass and

State formation. Such an approach to social inquiry focuses our attention on forms of

questioning that give primacy to 'how' rather than 'why' questions. That is, historicaJ

ethnography is concerned with the malcing ofsocial relations and processes over rime and

the means by which these are 5Ustained and transformed.

This methodology also points toward handling data in particular ways. Because 1

am primarily concerned with questions ofhistoricaJ and social process, 1have made efforts

to integrate questions ofmethod and methodology with the data, rather!han separating

them out as conventional social scientific procedures often require. In this way
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ethnographie data may be used not only to iIIustrate a substantive empirieal daim as part

of the researeh proeess, il can also be usefully employed to pose important questions

eonceming theory, methodology, and the practiees ofreseareh. In short, this kind of

researeh methodology is not about procedures; it is about training ones judgement to

make informed ehoiees as part of the researeh proeess and to understand why they are

beingmade.

My use ofboth historical and ethnographie data throughout the thesis has been to

gain "point ofentry" (Smith, 1987) to networks ofsocial relations that eo-ordinate and

define human aetivity in partieular ways. Understood this way, capitalist soeial relations

tum out to he readily available to investigation through the routine actions ofeveryday

lire. In this respect, eapitalism can be eomprehended as being constituted precisely in the

on going activities ofreal, living people. That is, capitalj~ iL~t:lf is not something else.

illuminated by everyday activity, il ;s everyday activity, organised under particular

circumstanees, in particular ways.
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Source: TVEI Operating Manual
Manpowf: Services Commission (1983)

TVEIAims

A ln conjunction with LEAslEAs to give young people aged 14-18 in ail maintained
schools and colleges access to a \vider and richer curriculum based on the lessons
emerging ITom the pilot TVEI projects, so that:

(i) more ofthem are attracted to seek the qualifications/skiIls which will be ofdirect
value to them at work and more ofthem achieve these qualifications and skills;

(ii) they are better equipped to enter the world ofemployment which will await them;

(iii) they acquire a more direct appreciation of the praetical application of the
qualifications for which they are working;

(iv) they become accustomed to using their skills and knowledge to solve the real
world problems they will meet at work., and in adult Iife;

(v) the construction of the bridge ITom education to work is begun earlier by giving
young people the opportunity to have direct contact and planned work experience
with local employers in the relevant specialisms;

(vi) the construction of the bridge ITom education to work is begun earlier by giving
young people the opportunity to have direct contact and planned work experience
with local employers in the relevant specialisms;

(vii) there is close collaboration between local education authorities and
industry/commercelpublic services etc., so that the curriculum has industry's
confidence.

B To undertake (A) in such a way that:

(i) the detailed aims can be achieved cost-effeetively;

(ii) the educationallessons learnt from the pilots can be applied to ail students aged
14-18;



• (iii)

(iv)

(v)

(vi)

Criteria

Appendix I. continued

the educational structureslschemes established to fimher the aims ofthe Initiative
are consistent with prOb'l"essive development in skill and vocational education and
training outside the school environment, existing vocational education for under
16-year-old young people, and higher education;

emphasis is placed on appropriate arrangements for monitoring and evaluation;

the extension plans are prepared and managed by the education authority
concemed;

the overall conduct, progress and development ofthe Initiative can be assessed
and monitored by the Commission, advised by the National Steering Group and
the TVEI Unit.

The pilot projects selected will represent a variety ofapproaches to the provision
offull-time general, technical, and vocational studies which are adapted to the
varying abilities and interests ofyoung people age 14-18. "Vocational Education"
is to be interpreted as education in which the students are concemed to acquire
generic or specifie skills with a view to employment. Projeets should cater for
students across the ability range, having regard to the need for project courses to
lead to nationally recognised qualifications: the balance between what is offered
for different ability levels is expected to vary between projects. Consideration
should also be given to accommodating sorne students with special educational
needs.

Content ofprogramCles

2 Each project should comprise one or more sets offull-time programmes with the
following characteristics:

1. Equal opportunities should be available to young people ofboth sexes and they
should normally be educated together on courses within each projeet. Care should
be taken to avoid sex stereotyping.

2. They shouid provide four-year curricuia, with progression from year to year,
designed to prepare the student for particular aspects ofemployment and for adult
life in a society Hable to rapid change.

3. They should have clear and specifie objectives, including the objectives of
encouraging initiative, problem-solving abilities, and other aspects ofpersonal
development.
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4. The balance between the general, technical and vocational elements of
programmes should vary according to students' individual needs and the stage of
the course, but throughout the programme there should be both a generaI and a
technicaVvocational element.

5. The technical and vocationaI elements should be broadly related to potential
employment opportunities within and outside the geographical area for the young
people concemed.

6. There should be appropriate planned work experience as an integraI part of the
programmes, !Tom the age of 15 onwards, bearing in mind the provisions of the
Education (Work Experience) Act 1973.

7. Courses offered should be capable of being linked effectively with subsequent
training/educational opportunities.

8. Arrangements should be made for reguhr assessment and for students and tutors
to discuss students' performance/progress. Each student, and his or her parents,
should also receive a periodic written assessment, and have an opportunity to
discuss this assessment with the relevant project teachers. Good careers and
educational counselling will be essential.

Oualifications to be attained

3 Students should normally be preparing for one or more nationally recognised
qualifications to be gained by the end ofthe programme. Given the wide spread of ability,
a wide range ofsuch qualifications will need to_e aimed at, including TEC/BEC (at non
advanced levels), RSA certificates, CGU certificates, GCE A-Ievels and GCE O-Ievels,
CSE and, when available, the proposed CPVE. Sorne students may seek to gain a
qualification at say age 16 as a stepping stone to gaining an additional one by the end of
the programme.

4 On completing their studies, students should be issued by the LEA with a record
ofachievement describing qualifications gained and recording significant elements and
attainments which are not readily deducible !Tom the qualification, ego work experience
and personal successes.

Institutional arrangements

5 Each project should be clearly identifiable and it should beclear how staffand
students relate to il. Arrangements should be made so that staff, students and ail those
involved in the project are aware of its purposes, main features and scope. Each project
should also have a co-ordinator w~o is responsible for the project as a whole.

6 It will be for LEAs to make and operate arrangements for admission to the
programmé.! These arrangements should permit entry to the project ofa wide ability range
on the basis ofreadily defensible criteria. Interested parents, prospective students and their
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teachers should be informed ofthese arrangements, and provision should be made for
counselling conceming entry to the programme.

7 Each programme should be part of the total provision of the institution(s) in which
it takes place so that the students may take part with others in the life of the institution(s).
(The education offered in the institution(s) to those not on the programme should
continue to contain technical or vocational elements as appropriate, and those not on the
programme should not be adversely affected by the conduct of the programme).

8 In organising the programme the LEA is expected to use existing institutions in
whatever combination or adaptation is appropriate. The time-table for projects does not
readily permit arrangements which would so alter the character ofa school as to require
the publication of Section 12 proposais.

9 lt is suggested that each project whether it is within a single LEA or undertaken
jointly be several LEAs, should coyer between 800-1000 students (ie. between 200 and
250 per year group). The Commission will be prepared to consider projects on a smaller
or larger scale but MSC funding will be related to no more than 1000 students. Numbers
in excess ofthis would need to be funded by the Authority. Each programme should be
planned on the basis cifan intake of four generations ofstudents. The arrangements will
need to be flexible enough to accommodate movement in and out, for whatever reason, of
sorne students during the 4-year course, and should address the question whether
movement out should be compensated by the admission ofstudents after the age of 14.
There will also need to be flexibility between courses within programmes.

10 It will be for the LEA to propose whether each project should have one or more
sets of programmes, its geographical spread within the LEA and any departures ITom the
conventional pattern ofthe schoollFE day week or year. Each project should be designed
to ensure that there is a significant number ofTVEI students in each participating
schoollcollege; the participating schools, individually or through consortia arrangements,
can achieve a significant widening ofthe curriculum and oftechlÛcal and vocational
curriculum options; and sufficient resources can be provided for each participating
school/college so that adequate facilities and equipment are available for the provision of
the new curriculum options.

Resources

Il Each project should envisage appropriate resources for effective delivery ofthe
programme, including the work experience component, on an adequate scale in particular:
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1. Part or full-time teachers/instructors, where appropriate from industry, as may be
necessary to secure that those teaching in the project have the required qualifications.
up-to-date subject expertise, and experience in, or aptitude for, working with 14-18
year olds. The requirement for formai teaching qualifications will depend on the
institutional arrangements made in each case, and will need to be subject to any legal
requirements as to the qualifications required under such arrangements.

2. Accommodation, equipment, and teaching materials appropriate to the age group and,
as far as possible, reflecting changes and advances in technology.

Local support arrangements

12 Without prejudice to existing statutory requirements, each project should be
supported and guided locally by a mechanism bringing together, in an effective manner the
interests most directly concerned, viz the LEA, local industry and commerce, teachers and
lecturers, and, where possible, parents and interested voluntary bodies.

Content offormal proposais from LEAs

13 Proposais from LEAs put forward formally for the purpose ofbeing selected as
one ofthe projects should:

1. Be based on the criteria in 1-12 above.
2. Indicate at Annexes C, D, E and F respectively the student throughput, the staff

requirements and the estimated costs of the scheme. Cash outturn prices should be
used throughout, making the best possible assumptions about movements in salary and
other costs.

3. Indicate how co-operation with local industry, commerce and the public services
would be effected, particularly in respect ofthe provision, management, and
assessment ofwork experience.

4. Indicate the additional vocational education opportunities the project would offer
beyond those on offer within the LEA concerned in 1984/~4.

5. Indicate the arrangements for in-service training before and after the launeh ofthe
project for those teaching on il.

6. Indicate the LEA's intention for monitoring the project, for appraisa! and adaptation in
the light of monitoring, and for evaluation for the LEA's own purposes. The MSC will
seek sorne standard elements in monitoring arrangements and will be making
proposaIs, in which LEAs wiII be asked to cooperate, for evaluating each project, and
the scheme as a whole.

TVEI - September 1983
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Source: Curtis, A.l., TVEI Review, 1990

The TVEI Focus Statement (1989)

WHAT IS TVEI?

TVEI's role is to help produce a more highly skilied, competent, effective and
enterprising workforce for the 19905. il is a bold, long term strategy, unique amongst
nations, for investing in the skills of ALL our young people 14-19 in full time education
and equipping them for the demands ofworking life in a rapidly changing highly
technological society.

Il does this by:

- relating what is leamt in schools and colleges to the world of work;

- improving the skiIls and qualifications for ail; in particular in science, technology,
information technology and modem languages;

- providing young people with direct experience ofthe world ofwork through real
work experience;

- enabling young people to be effective, enterprising and capable at work through
active and practicalleaming methods;

- providing counseling, guidance, individual action plans, records ofachievement
and opportunities to progress to higher levels ofachievement.
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Priorities for TVEI in the 1990s

THE EMPLOYMENT DEPARTMENT'S ROLE IN EDUCATION

J. The Employment Department's fundamental role is to ensure that the workforce is
equipped with the competence needed in a high productivity, high skilL and high
technology economy. Thus the Training Agency's influence is crucial to the
economic needs ofour society and the training needs ofour people.

EDUCATION PROGRAMME'S D1RECTORATE

2. The Education Programme's Directorate of the Training Agency therefore seeks
to ensure that the Education System operates in a way which supports the Department's
main role.

il does this by helping Education to be:

- relevant to the world of work;

- responsive to the needs ofemployers;

- accessible to adults of any age or stage;

- practical and enterprising as weil as academic;

- more flexible in delivery;

- responsive in raising standards ofattainment;

- accredited by qualifications or records ofachievement.

3. The Directorate's interventions and programmes have the following elements in
common:

- Involvement ofemployers directly in Education - through govemorships, steering
committees, and commitment in cash or kind;

- Involvement ofstudents in the world ofwork directly through work experience,
work shadowing or doing projects in the rcal economy
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- The development ofTeaching and Leaming strategies which develop enterprise,
initiative and capability in the students;

- Involvement ofemployers in leaming, to make it more real, relevant, motivating
and work related e.g. through problem solving and work based projects:

- A guidance and counseling strategy which encourages individual action plans
with achievable goals and a Record of Achievement.

4. The Programmes which deliver these elements are:

- TVEI extension 1987-97 which influences aIl 14-18 year olds in full-time
Education;

- Compacts and Partnerships which are taking much further the close working
relationship between Employers and Schools/Colleges with the aim that all those leaving
full-time education get jobs which guarantee training and continuing education;

-The Careers Service which has access to all school leavers and provides
guidance on careers and education to them;

- WRFE: Work Related Further Education. Further Education Colleges deliver
70% ofthe training in the country. WRFE influence ensures it is sufficiently flexible and
responsive to the needs ofemployers Pl'ld individuals.

HIGHER EDUCATION
- Enterprise in Higher Education is making undergraduates more enterprising

and effective when they finally go to work;

HTNT - High Technology National Training which is reskilling unemployed
people with technolot,'y skills, getting them back to work.

TVEI

5. Against the above background and that of the developments stemming from the
Education Reform Act of 1988, TVEI is committed to the following priorities:

- The development ofPartnerships between business and education;
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- The delivery ofTVEI 16-18 curriculum entitlement (see the 16-18 Guidance
document);

- The development, promotion, evaluation and dissemination of flexible and open
leaming approaches, to enhance and support greater persona! effectiveness of the learner,

- The development of the individual through the acquisition of relevant
qualifications, work experience, careers guidance, records ofachievement, and individual
action plans.

6. To support the programme priorities, a planned approach to the development ofits
own staff, is a feature of the TVEI Unit' s operations, ensuring detailed programme
understanding, appreciation of the relevant parts of the education and training
systems, awareness of complementary programmes, and training in general skills as
well as persona! development activity.

7. TVEI - and the whole Directorate - subscribes to a genera! mission to encourage
recognition of the principle that every person has a positive contribution to make
to the well being of the community and that this principle contributes to the
Department's aim of enhancing the competence of the workforce.
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Source: Pole. C. (1993)

DESCRIPTOR SHEETS

For use with:
A: 2nd and 3rd Years
B: 4th and 5th Years

A
NAME FORM STAFF CODE _

1.0 Self
l.l 0 1always enjoy school.

o 1think school's ail right.
[1 1don't like school much.

1.2 0 1always take pride in how 1look.
0 1am nearly always c1ean and tidy.
D 1am not bothered how 1look.

1.3 0 1make sure 1bring the right books and equipment.
0 1mostly bring them.
0 1often forget to bring them.
[] 1don't care whether J have them or not.

1.4 0 1always try my best, even if the teacher leaves me to work on my own.
0 1need the teacher from time to time to encourage me.
D 1only work when the teacher makes me.

1.5 When 1do tests or exams:
0 1produce my very best work.
0 1do about the same as in lesson time.
0 1don't do as weil as in lesson time.
0 r m likely to go to pieces.

1.6 When 1have to make my mind up about something:
0 1consider it from ail points ofview.
0 1 think about it for a bit.
0 1 do the first thing that cornes into my head.

---
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1.7 If a teacher criticize. my work:
1try ta do beuer next time.
1am not put off

1 • 1am tao fed up ta bother again.

1.8 If something embarrassing happens ta me:
1don't show how 1fee!.
1 usually get over it quickly.

[j 1get upset or cannat control my feelings.

1.9 L: 1like ta tackle something new.
U 1Iike doing things 1am used ta.

1.10 Ifl cannat get my own way:
~_! 1just keep on about il.
[ ! 1make the best ofit.
L! 1have a moan.
[1 1sulk quietly.

• li 1cry.
LI 1go away.
LI 1gel angry.
li 1 hit ouI.

1.11 1_someone really upsets me:
[J 1 forget about it quickly.
Li 1feel upset for a while.
[] 1keep on until 1get my own back.

1.12 1oRen suddenly feel miserable for no reason.
[J Yes [J No

1.13 Which ofthese things fits you best:
[J 1 prefer to keep a fiiend for a long time.
[] 1prefer to keep changing my fiiends.
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2.0 Relationships with others
2.1 Which do you usually like best?:

Being with lots ofpeople ofyour own age.
Being with several people ofyour own age.
Being with one fiiend.

[ : Being on your own.
1 Being with adults.

2.2
"'-
~j

2.3 ~ - 1

L'
[J

0

2.4
[J

• [1

[1

2.5*

ln the group:
You are the one who is always at the centre of things.
You join in willingly.

You a1ways seem to know how everybody is feeling.
You only really tune in with the feelings ofyour fiiends.
You don't' seem to bother how other people feeI.

Talking to adults in school:
You find it easy to hold a conversation with anyone you meet.
You talk best with adults you know.
You find it difficult to hold a conversation.

You seem to know how to behave with the following people:

Yes
School staff ........ [l

Visitors to school... Cl

No
D
D

.,

2.6 [1
[1

D

You stick to the school rules
You sometimes don't observe the school rules.
You often break school rules.

3.0 School work
3. 1 D You seem a1ert and keen to do your best in most lessons.

D Your interest and attention varies trom one lesson to another.
D You find it difficult to concentrate because you've other things on

yourmind.
D You find it hard to keep your mind on work and you don't bother

to try.

3.2 D
o

You pick the right things to do most jobs.
You generally need to be told what things to use.
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3.4

3.5

3.6

You can carry out quite difficult instructions spoken by the teacher.
You usually understand what the teacher tells you.
'l'ou have a job tCl folio\\" what the teacher is saying.

'l'ou can easily explain anything to anybody.
'l'ou can explain most things to people.
'l'ou find it hard to say what you mean.

'l'ou can easily look anything up in reference books in the classroom
and the library.
'l'ou can find out what you want to know from books the teacher provides.
You have a bit of a struggle with many books.

You can use the information you have gathered to present your point of
view in writing.
You can write answers to questions about a passage you have read.
You find most written work difficult.

3.7 Your work generally is:
li Tidy and attractively laid ouI.
! ! Clear and easily followed.
li Untidy and disorganized.
r j ScrufIY and messy.

3.8

3.9

c
[J

[]

li
li
li
[J

1.I

You seem to do your best work:
ln a group.
With one other person.
On yourown.

You prefer to do your own work:
ln the classroom.
ln the library.
At home
At a friend's house.
ln the locallibrary.
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B

Persollal and social qualities

1.0 Cheerfulness
1.1 0 Remains cheerful in the face ofdifficulty.
1.2 0 Soon regains cheerfuIness after any setback.
1.3 0 Except for the occasional 'Iow' is cheerful.
lA 0 Is easily depressed when faced with problems with either schoolwork

or relationships.
1.5 0 Rarely appears to be happy and cheerful in school.

2.0 Helpfulness
2.1 0 Sees where help is needed and readily gives h.
2.2 0 When helshe does see that help is needed, helshe gives il.
2.3 0 When asked fer help helshe gives il.
2.4 0 Is reluetant to give help to others.
2.5 0 Never volunteers tO give help to others.
2.6 0 Avoids being helpful ifpossible.

3.0 Open-mindedness
3.1 !J Understands and respects other people's points ofview.
3.2 0 Is prepared to reflect upon the opinions ofothers.
3.3 [j Is prepared to listen to the opinions ofothers.
3.4 0 Rarely giVeli proper consideration to the opinions ofother people.
3.5 0 Is not prepared to listen to, nor to consider the opinions ofother people.

4.0
4.1
4.2
4.3
4.4

4.5

Responding to an emergency
o Keeps a cool head and takes the lead in an emergency.
o Keeps cool and gives a helping hand in an emergency.
o Canies out instructions in an emergency.
o Has never been involved in an emergency but believes helshe

will remain calm.
o Is incIined to panic easily.
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5.0 Perseverance
5.1 iJ Always tries to see a task through.
5.2 ~ Tries to complete tasks which interest him/her.
5.3 Ci Needs encouragement to see a task through.
5.4 [J Shows little determination in dealing properly with tasks.
5.5 [J Shows little inclination to see a task through unless cIosely supervised.
5.6 0 Unable to persevere with a task for any length oftime even when given

encouragement.

6.0 Punctuality
6.1 [] Is punctual.
6.2 0 Is occasionally late to school and to lessons.
6.3 0 Is often late.
6.4 0 Lateness is a very serious problem.

7.0 Reliability
7.1 0 Can be depended upon to carry out what helshe has undertaken to do.
7.2 0 Can usually be relied upon to carry out any task that helshe undertakes.
7.3 0 Has shown himselt7herselfto be unreliable on a number of occasions.

8.0 Self-assurance
8.1 0 Is realisticaily confident about the skills helshe possesses.
8.2 0 Is confident in familiar work situations.
8.3 0 With support is co!lfident in familiar work situations.
8.4 0 Is confident in the company ofhislher peer group.
8.5 0 Is reserved and diffident in the company ofadults.
8.6 0 Shows little confidence in hislher own abilities.

9.0 Sociability
9.1 0 A popular and central figure with a wide circle offtiends.
9.2 0 Forms and maintains good relationships with fellow pupils and adults.
9.3 0 Whilst getting on weil with small group offtiends helshe finds it difficult

to form relationships with other people.
9.4 0 Is able to mix weil with fe1low pupils but prefers to be alone.
9.5 0 Relationships with others can be spoilt by a lack ofself-restraint.
9.6 0 Has only one or two ftiends.
9.7 0 Has great difficulty in relating to anyone outside the immediate family.
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10.0 Sense of responsibility
10.1 0 Has a mature and responsible attitude to selfand others.
10.2 0 Takes the responsibility for the consequences ofhislher own actions.
10.3 0 Somelimes needs reminding ofhislher own responsibilities.
10.4 0 Occasionally behaves in an irresponsible manner.
10.5 0 Often behaves in an irresponsible manner.

Out of school
Comments

o You manage to get yourselfup in good lime
o You need a lot ofcalling and then have to rush around.

Yes No
You make your bed and leave your room tidy: 0 0

Yes Sometimes No
You help with: .
Washingup: 0 0 0
Cleaning jobs: 0 0 0
Repair jobs: 0 0 0
Family wash: 0 0 0
Shopping: 0 0 0
Cooking meals: 0 0 0
Gardening: 0 0 0

0 You have prepared a full meal for yourself.
0 You have cooked yourselfa hot snack.
0 You make good cup of tea or coffee.




