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Abstract

In this arncle u will first be demonstrated that those who think
that the cducational system showuld be fostering the competencies
which muke fur enterprise are correat. Thereafur the often sur-
pmising burmurs which must be overcome if educational pro-
grammges which foster such qualities are 1o be more widely
mtroduced arc discussed.

Overview: Fostering Competencies

Fducatiom imvobves Fostering Competencies rather than
Comveying Knowledge.

Most official documents'® !+ 17 21, 28, 25,26, 27. 28 \hicpy
speaify the goals of general education emphasise
problem-solving ability, the ability 1o work with others,
enterpnise skills, leadership, and the ability 1o under-
stand and influence what happens in society. This is true
for the UK the US and other countries. These views are
echoed in surveys of the opinions of teachers, pupils,
parents, employees and employers — in Ireland,
Lingland, Scotland the USA and Belgium. The opinions
of all of these groups are supported by research into the
qualities which are acrually required at work and in
sociery. The qualites which have been mentioned and
othens like them are required by machine operatives,
navvies, bus dnvers, small businessmen, civil servants,
dociors, scentists, managers, and by politicians. They
are also required to use leisure in a sausfying way if
economic and social development, rather than contflict,
15 to occur. At the present time, these qualities are at a
particularly low ebb in the UK in comparison with
sucieties like Germany and the US, and, in particular, in
comparisun with such places as Japan, Hong Kong and
Singapore. In the UK there is very little interest in inno-
vaton, {inding ways of doing things more efficiendy,
finding new things to do or better ways of doing them,
working us part of a team to accomplish a worthwhile
zoal, contnbuting to a public debate about what is in the
long term interests of society, or working for the long
1erm good of sociery. Understanding of such concepts as
“participation in management”, “industrial democracy”,
“management”, and even “wealth” are highly dysfunc-
tional.

Despite the demonstrated importance of fostering
these competencies, values, and understandings, most
schools — at least in the UK, France, Belgium, the US,
and Australia — do not even aniempt to foster them. As a
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result, schools are among the least developmental insti-
tutions in our society. More than two thirds of 20 year
olds say they have been better able to idenufy and
develop their talents at work compared with school. Not
only do schools generally fail to foster these qualities,
many actually stifle them and foster inappropriate
beliefs, understandings and values. The bottom line is
that some two thirds of the money spent on secondary
and third-level “education” is wasted. Nowhere in the
world has efficient full ime secondary education for all
been provided. Yet we spend more than 12% of GNP on
“education™.

The fact that we spend so much on a useless activity is
not, in itself a bad thing: the great engines of economic
development — the myths which make it possible to
organise labour in productive acvity — have always in-
volved useless activities. These have included building
pyramids and churches, trading in opium or gold,
building nuclear “defence” systems, and developing a
warehouse, transportation, banking, and accounting
system which makes up two thirds of the “cost” of every
article.

Barriers to Continuing to Provide “Useless”
Education

There are, however, serious barriers in the way of con-
tinuing to offer a costly but useless educational system'.
These hinge on the public’s disillusion and mistrust

1. Public awareness. The first of these barriers is that
the general population is now well aware that the
educational system has been unable to deliver the
promised benefits: economic and souial development,
jobs for all, equality, and the opportunity for each pupil
1o identify, develop, and get recognition for, his or her
talents.

2. Public mistrust. The second barrier is a corollary of
the first: more and more people now appreciate that
when most educationists speak of developing human
potential they are either creating jobs for their colleagues
or are engaging in a form of double 1alk which enables
them to legitimise an extremely expensive system which
does litde more than allocate occupational position and
status. This has been described by Jencks as a means of
legitimating the rationing of privilege in a secular age.
The public now mistrusts educationists.



3. The certification dilemma. The third reason why
it will in future be more difficult to use “education” as a
Keynesian hole-digging-and-filling operation is that
many people now understand the homs of the certifica-
tion dilemma. It has, on the one hand, become obvious
both that examination courses do not foster many useful
competenaes and that examination passes do not testify
to the possession of important competendes. On the
other hand, it has become clear that educational “qualifi-
cations™ are used to control competition for jobs and
thus create protected occupations whose members are
able to command high salaries because of the “shortage”
of “qualified” personnel. As a result, certificates which
afford entry to protected occupations have great eco-
nomic value. People are therefore prepared to pay
heavily for an opportunity to compete for them —
espedally when teachers claim to be able to help them
to compete successfully. As the public has become
aware of this dilemma they have demanded a more cost-
effective, “no frills”, educational system and emphasised
the need for a single, clear, and unarguable criterion of
merit for allocating position and status.

Despite these problems, many people still recognise
that educational environments both could and should
develop the skills and talents of those being educated.
This is why many people still insist that schools should
embrace more of the wider goals of general education. In
our surveys’ more than 50% of pupils wanted schools to
do more to achieve 90% of the objectives we asked
about.

4. Barriers to Re-Deploying Existing Resources.
The problems facing educational policy makers is to re-
deploy existing resources. But they have to do so in a
situation in which there is considerable resentment at
what is going on, hostility toward those responsible for
administering’ the system (they have, after all, conned
the public in the past) and toward those who are likely
to do well out of it, and widespread recognition that
what is going on at present, while educationally unjusti-
fiable, is nevertheless extremely imporant from the
point of view of gaining a relative advantage. This means
that teachers “who are able 10 work the system for the
bencfit of their pupils will strenuously resist change. So
will those pupils and parents who are doing well out of
it

5. Other barriers. If these were the only barriers 10
introducing a more developmental and cost-eflective
educational system, those interested in promoting it
would have a hard enough task. But these are not the
only barricrs. One of the other barriers is that the kinds

of educational programme which are required to foster
qualities like the ability to make one's own observations.
the ability to identify and solve problems, the ability to
take initiative, and the ability to get other people to work
together cflectively demand educational processes
which are most easily provided in homes, communities
and workplaces.

Fostering Competencics in Workplace and
School

1. Individualised learning. If one is to foster such
qualities one must create situations in which people can
practice doing these things and thus learn to do them
more effectively. Yet these are all difficult, demanding
and frustrating activities. No one is going to make the
effort required to practice them unless what they are
doing is important to them. This not only points to the
need for individualised educational programmes — indi-
vidualised, that is, in relation to each pupil’s values, prio-
rities and talents — it also suggests that the tasks under-
taken must be important to society.

2. Learning by example. But practise is not the only
way in which qualities like iniyative, adventurousness,
and leadership can be developed. People can also. leam
from the example of others. But one only learns from
example if those from whom one is learning are doing
something one believes to be important. And it is not
only their observable behaviour — the rauds of their
thinking and planning — which it is important to see
and to copy. The mental, emotional and striving
processes which lie behind that behaviour are also
important. So, if people are to develop the competencies
which make for adventurousness, enterprise, leadership,
and the willingness and the ability to understand and in-
fluence the direction in which socety moves, those who
are to leamn to do these things must be exposed to
people who already do them — and exposed to them in
such a way that they can share in their thought
processes, their feelings, their anticipations, and their re-
flection on things which have gone wrong. In this way
they can learn to be sensitive to the cues which beckon
and point toward an activity which is likely to pay off,
which tell one when corrective action is nccessary, or
which tell one that things are getting out of hand and
one had better either get help or stop doing whatever
one is doing. They can learn how to turn a chance obser-
vation to advantage.

3. Learning on the job. Expcrienes gained in the
course of working on tasks which are personally
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important and when working with other people who
share one's concerns are speaal. The Youth Training
Scheme branch of the Manpower Services Commussion
«MSC s thus correct when it asserts — to the annoyance
of many educators — that such qualities are best fostered
and Jdcveloped on the job?!. The problem with their
standpoint 1s that few British supervisors and managers
think it is pant of their job to think about trainees’ talents
and interests, 1o create developmental environments in
whach the trainee can practice and develop these quali-
ties, or 10 share with their trainees their own thoughts
and feclings as they carry out important tasks. Confront-
ed with this observation, most British people exclaim
“Of course not!” However, not only have researchers like
Lyle Spencer 3 shown that the tendency to think about,
place and develop the talents of subordinates is one of
the competendes which distinguishes more from less
effective supervisors and managers, our own work’'
shows that managers in Japan and Singapore do it asa
marier of course. Since there is no way anyone other
than supervisors and managers can provide such
assistance throughout life, it follows that the target of
MSCs intervention must be supervisors and managers,
not rainees, and that educators have a crucial — if non-
conventional — role to play in the process of developing
the walents of supervisors and managers.

4. School-based programmes. Fortunately for
educators, work is not the only serting in which such
qualives can be fostered. If teachers adopt such
proca‘sc's as interdisciplinary, competency-onented,
enquiry-based, project work grounded in the environ-
ment around the school and explicitly set out to embody
the important features of work in that activity — a real
task to do, vaniety, the ability to 1ap a wide range of alter-
native Lalents — then educational environments can be
made more developmental. In this context it is of great
interest 1o note that more effective teachers, like more
effecuve managers, are the ones who show a greater
tendency to think about, hamess, build upon, and
develop the tlents of their pupils. And they are also
more likely to share their own thoughts, their own striv-
ings. and their own {eelings with them.
Unfortunately, the view that our most important
competencies are best developed on the job (or through
cducauonal programmes which have many of the fea-
tures of work) is threatening to many of those who have
dedicated themselves to uaditional forms of education.

The resources required by teachers

A major barrier in the way of introducing competency-
orented education into schools is that, if teachers are to
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foster such qualities, they need to be able to assess each
student’s concemns, interests, and talents, invent an indi-
vidualised developmental programme for each student,
monitor his or her reactions to those expeniences, inter-
vene 1o take corrective action when necessary and, at the
end of this difficult and demanding process, identfy the
particular competencies which each student has
developed in such a way that they will stand to the
student’s credit when the ume comes to scramble for a
job. This is an extraordinarily demanding set of activities
and it explains why only about 5% of teachers undertake
“project work” effectively.

To implement competency-oriented education
effectively it is not only necessary, as Burgess and
Adams® almost alone emphasise, to devote a great deal
of time to guidance, counselling and appraisal. It is also
necessary for the teachers concerned to have both a
good theoretical framework to enable them to think
about the talents which might be developed and the
ways in which they are to be developed, and tools to
help them to implement such individualised educa-
nonal programmes.

Such demands may seem unrealistic. But the reality is
that such diagnostic and prescriptive tools are required if
teachers are to foster eflfectively even such fundamental
competendies as the ability to read. This may strike the
reader as an absurd statement —untl it is acknowledged
that very few children — particularly those who have
learning difficulties — learn 1o read at school. As Tizard
has shown, it is parents who, in general, provide the
sensitive help and encouragement which is required to
enable children to find matenal which interests them
and who provide the individualised help which is
required to identify the child’s speafic dificulties so that
remedial action can be taken. Once again, it is those
teachers who have, personally, pnvately, and painstak-
ingly — over perhaps 20 years — developed strategies for
providing such individualised reading programmes
who are the apparent exceptions to this rule.

Another barrier to the wider introduction of multiple-
competency-oriented educational programmes into
schools is that the qualities we have been discussing are
value-laden. Not only will people only practice and de-
velop these competencies in the course of pursuing
goals they value, competent behaviour is dependent on
having a view of society and one’s role in it which leads
one to feel that one has a nght 1o ask questions, anight to
expect people in authority to answer those questions,
and a right to seek to influence the wideer social con-
straints on one's behaviour. Many parents, teachers,
managers and politicans find this notion threatening —
not least because they lack the competencies which are



required to manage independent, thoughtful, people
who identify and tackle their own problems.

Re-educating teachers and parents

One corollary of this observation is that much “educa-
tion” is directed towards the wrong people. The most
important targets for educational programmes emerge
as being teachers, not pupils; managers not employees;
the leaders of our society, not “the disadvantaged™;
adults not children. We can no longer lay the blame for
our social and economic ills at the door of the poor and
those who are least advantaged in the educational
system.

A second corollary of this observation, taken together
with the faat that such qualities can only be practiced
and developed whilst people are working toward goals
they care about, is that any attempt to introduce
genuinely educational programmes into schools will be
met by opposition at all levels from PTAs upwards. PTA
committees which aspire to influence the curriculum
repeatedly dissolve in internal strife. All their members
want change. But as soon as some parents start talking
about encouraging question-asking, independence, ini-
tiative, or adventurousness, chaos ensues. Some parents,
worried that they will no longer be able to control
(“manage”) their children, start to raise doubts. It is then
suggested that their children need not join the pro-
grammes. This in itself creates problems becausc it
challenges deep-rooted beliefs about equality and uni-
formity in public provision. It is feared that the children
of the best managers will, vet again, get the best deal.
But, before long, a more serious objection emerges.
What is being said is, not that these qualities are un-
important, but that they are oo important. If schools
helped some pupils (and not others) to develop them,
those children would do better in life than the others.
That would be unfair. This is one example of one of the
most important dilemmas facing educators: many
people want their children to ubtain benefits which are
more likely to be artained if they possess competendes
like those we have discussed. But they often do not want
their children to possess those competencies (e.g. inde-
pendence), still less others (such as abrasivencss or
pushiness) which are psvchologically bonded to them.
They do not want their children to devote their time to
their carcers — or even to improving society — if this
means reducing the time they spend in affiliative be-
haviour with their families. They do not want their
children to become socially and geographically mobile
— particularly if this means that they are likely to neglect
them in their old age. Finally, as it becomes clear that
competent behaviour involves tackling some of the

wider social constraints on what one can do and that en-
couraging pupils to tackle these constraints means in-
fluencing their beliefs about sodety, how it 1s structured.
and how it should work, some parents articulate their
(justifiable) fear of political brainwashing. In Bntain the
Manpower Services Commission(MSC) has found itself
in precisely the same trap as a result of advocating that
schools (through TVEI) and employers (through
YTS)* foster those qualities which make for enterprise
and personal effectiveness’” 2 2* 2! Finding that this
led schools, colleges, and employers to encourage their
trainees to consider political processes the MSC reacted
by banning political education!

Neither the members of PTA committees nor teach-
ers in general are equipped to handle the tensions which
stem from the value laden nature of any education worth
the name. As a result, artempts to introduce educational
programmes which would foster these qualites sumply
die. Schools end up working toward the lowest common
denominator in education ie. “working class values™
(“sit still, do as yvou are told, learn what is put in front of
you™) and examination achievement.

Ironically, the strength of private schools is that they
can avoid this dilemma, foster these more important
competencies, and inculcate both values and political
beliefs. Their very effectiveness in these
overwhelmingly important “non-academic™ areas is
precisely why they are so unpopular with parents who
would refuse to send their children to them even if thev
could.

The point is that state schools will continue to be un-
able to foster the qualitics which most peopie think thev
should be fostering without radical changes in belief«
about the way public institutions should function and
without opportunities for adults to consider and resolve
some of the dilemmas which have been mentioned
being made available. It follows that if education is to be
introduced into schools adult civic education is a top
priority.

Certificating value-laden competencies.

A further barrier to wider dissemination of competency-
oriented educational programmes in schools stems from
the fact that what happens in schools is determined by
what is assessed at the point of interface between schools
and society. It is not determined by the wishes or
priorities of ministers of education, government
committees, employers, parents, teachers or pupils, or
by objective employment nceds. It follows that, if
schools are to foster the qualities we have been con-
cemed with in this article, and, equally importantly, if
employces are to be able to get credit for qualities they
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have developed “on the job” (or in the course of YTS
programmes®') — and thus become able to compete for
pramotion with those who enter their occupations with
hyzher “educational” “qualifications”, some way of
assessing these other qualities must be found.

I'he thought of assessing these value-laden qualities
makes most people — including myself — extremely un-
comiortable. Yet I can see no other way of preventing
soxal vandals like some of the people who currendy
occupy a number of the most senior positions in our
public and prvate sector organizations geming into
those positions. Nor can 1 see any way of avoiding the
problem that, at present, evaluation research, and, as a
result, all subsequent discussion of its implications,
tends to focus on the goals which are easily assessed and
neglects the more important goals of general education.
The costs of nor developing such measures are
enormous: These costs include inability to create
developmental climates in schools, inability to develop,
uulise and reward people’s talents for their benefit and
for the benefit of society, inability 1o undertake useful
evaluations, and inability to keep social vandals out of
influential  positions. Instead of resisting the
development of means of assessing these qualities,
therefore, we must think about how to guard against
therr mususe. This means ensuring that their use is
publicly supervised.

Innovations needed

A final bamer to the dissemination of competency-
onented educational programmes stems from the forms
and procedures of accountability employed in the public
senvice. At present, teachers are not really expected to
pay anenuon to their pupils’ needs and concerns and
then invent better ways of meeting their nceds. Rather,
they are viewed as mere hired hands whose job it is to do
the bidding of distant elected representatives — 1o
whom they are accountable for litle more than the perty
cash.

‘To overcome this problem we need 10 develop new
expectations of teachers, new criteria of accountability,
new touls 1o help usto find out whether those criteria are
being met, and new structures to promote and
encourage tnnovation.

. Expectations of teachers. We should expect
teachers 10 invent ways of iapping individual pupils’
mouves and meeting their needs. We should expect
them to sumulate, and thereafier contribute to, the
debates which are required to evolve new ways of think-
ing about sodiety. We should expect them to contribute
to the evoluton of the structures which are needed 1o
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enable adults to develop the competencies which are
required to manage sodety eflectively and to enable
them to help each other to develop their talents. We
should expect teachers 10 try to influence the wider
social forces (such as the expectations of parents and
directors of education, and the narrow range of com-
petencies tested by exarmunation boards) which
otherwise so much limit the competendes they are able
to help their pupils to develop. We must expect them to
nsist on the collection of relevant information about
how well their pupils are developing and how well their
schools and the educational system as a whole is per-
forming and to take the steps which are needed to
ensure that good dedsions are taken on the basis of that
information.

Obviously no one teacher can do all of these things.
But the teaching profession does need to encompass
and support a significant number of people who do each
of them.

2. Criteria of accountability. If teachers are to do the
things just mentioned they must be able to get credit for
having done so. That is, the criteria against which their
performance is judged must include them. The obvious
difficulty of doing this leads one to tend 1o recoil . . . until
one encounters one of those elegant rare strokes of
genius. Burgess and Adams * have suggested that the
procedures which they — together with such people as
Sunsbury “and Spencer’ — have developed for
making statements about pupils' competence be
applied 10 teachers. Teachers would be asked to keep
records of events which went well and poorly for them,
what led up to them, what they did, and what the out-
come was. In this way they would be able to get recogni-
tion for their concems, talents and accomplishments.

3. Structures to promote innovation. The structures
which are required if a more innovauve and more
effective educational system is 1o evolve must promote
more contact between innovative teachers and enable
them to initiate more concerted attempts 1o advance
basic understanding of fundamental educational
processes so that chronic problems can be tackled. The
nerwork of monitoring and validating groups supported
by a measurement and educational research service
proposed by the Insh Minister for Educauon's
Commitiee on the Intermediate Certificate Examination
— which is in many ways similar to the framework of
validating and accrediting agencies later advocated by
Burgess and Adams” — would meet this need. It cannot
be too strongly emphasised that considerable time
needs to be allorted to what Kanter has termed “parallel



organisation™ activity concerned with innovation. But
this does not mean that more teachers are required. The
data which were briefly summarised earlier shows that if
teachers spent less time in front of their blackboards and
more time managing the educational process, the bene-
fits for pupil development would be substantial.

4. Monitoring structures. To initiate an effective
programme of school improvement it is not only
necessary to create an innovative climate, to provide
tools to enable teachers to find out on an individual and
on a collective basis how they are doing, and to imple-
ment alternative monitoring and accounting structure, it
1s necessary to give teeth to information. We are all 100
familiar with evaluations which simply gather dust If
this problem is to be tackled it will be necessary to make
the work of individual administrators, teachers, schools,
clusters of schools and administrative departments
much more public. A network of public monitoring
groups is required to examine the information collected
and monitor action taken'’. Significantdy, such a
network of monitoring groups would also help the
public to discuss and resolve some of the dilemmas
mentioned above and thus promote the evolution of
new ideas about how public institutions should work.
Unfortunately, one does not know many people who
would voluntarily devote the necessary time to such
activities. It is therefore necessary to recognise that, just
as such activities are essential to the success of
commercial enterprises, so they are necessary for the
cflective operation and development of society. The
implication of this is that they arc truly wealth-creating
activities and, as such, merit remuneration.

5. New administrative concepts and tools. It is
worth making explicit a message embedded in the last
few paragraphs. This is that to run modem, information-
based, sodieties effectively we need new concepts of
bureaucracy and democracy and new tools to administer
them. One of the most important functions of education
— significantly not one emphasised by parents, teachers,
or employers — is, therefore, to promote the evolution of
these new concepts, understandings, and tools.

Concluding Comments

I have chosen to devote the space allotted to me to
describing some of the causcs of the chronic crisis which
has persisted in education for the past 25 years and to
discuss the many non-obvious steps which nced to be
taken if that crisis is to be tackled. The suggestions
which have been made in many ways contradict con-

ventional wisdom. The philosophy of the Department
of Education and Science in England, the Scottish
Education Department, and the US Department of
Education over the past 40 years has been that if
teachers were told to do things they would do them. If
they did not, that demonstrated a lack of ability or good-
will. Such incompetence or insubordination, when dis-
covered, was thought to indicate a need for more train-
ing or a harsher staff appraisal system. Our work shows
that this is naive. The problems in education have
multiple and deep-rooted causes. To overcome them we
need new ways of thinking about the issues and new
ways of doing things. In most cases a great deal
of fundamental research is required. However, the
research which is needed must be carried out in an
action context and must address issues which at first
sight seem far removed from the problem. It is a
symptom of the deficiendes in the system we have
created that neither developing better ways of thinking
about things nor the execution of fundamental research
i an action context (and tackling problems not imme-
diately obvious to civil service administrators’ atiract
funds. What Schon’* has termed the Technical-Rational
as contrasted with the Reflection-in-Action model of the
professions — including education — has become decply
embedded in our thinking. Research is not scen as a
route to the solution of pressing problems. Rather, in
line with the educational system in general, it is seen as a
route to the personal advancement of the individual
concerned — and this advancement is most easily
achieved by doing “pure” “academic”™ work which
tackles problems identified in the “disciplinan™
literature. The question now is: Given that taxpavers
have secn through both the educational and the re-
search rhetoric, how can 2 more approprate set of ex-
pectations and structures be created? If there is a single
key issue which educators need to address, this is it.

Notes and Refercnces

1. This may not be true in America, where there seems to be
agreater willingness to tumn a blind eye to what is going on,
both in the educauonal system and clsewhere. Indecd 1t
can be argued that Amcrican schools may foster the abiliny
10 cngage in rhetoric required (o justifv immonl activiey
and in this way tcach more people 10 “labour™, in Willis's
(1977 sensg, more eflectively than did the Briush schonls
he studied.” Ref)

2. Berg, 1. (1973 Education and Jobs; The Grear Traming
Robbery. London: Penguin Books,

3. Bill J. M. Trew. C.J. and Wilson J. AL (19747, Larh Leavmyg
in Northern Ircland. Belfast: Northern lreland Counel for
Educational Research.

The New Fra Vol. 68 No. 2 1987 43



=

44

Boyer, E. L. (1983). Hydh School: 4 Report on Seemdury
Education m Amenca. The Camegie Foundation for the
Advancement ot T'eaching. New York: Harper and Row.

. Broadfoor . (1979). Assssment, Schools and  Society.

London: Methuen.

. Broadfoo, P.(ed) (1986). Profiles and Rucords of Achuzoment.

Lastboume, England: Holy, Rinchart and Winston.

. Burgess, T. (1986). Educanon for Cupubilyy. London:

NEFER-Nelson.

. Burgess, T. & Adams, E. (1986). Records of Achicvoneon ar

16. Windsor: NFER-Nelson.

- Burgess, T. and Pran, J. (1970,. Pohiechmics in Pakustan.

l.ondon: North East London Polytechnic.

. [Department of Educauon and Science (1977). Fducanion in

Schools: A Consultatroe: Document. Cand 6869, London:
HMSO.

. Department of Educauon and Science (1985). The Devclop-

mentt of Higher Educanion into the 1990'5. Cand 6869. 1.ondon:
HAMSO.

- Plunagan, J. C. (1978;. Perspective on Improving Education

Jrom a Sudy of 10,000 30-vear-vlds. New York: Pracger

Publishers.
. Flanagan, ]. C. (1983, The Contribution of Educational

Insutuuons 1o the Quality of Life of Amernicans. Inuma-
twnal Revuw of Applied Pyvehology, 32, p275-288.

Fores, M. & Prat, J. (1980). Engineering: Qur Last Chance.
Hyher Education Review, 12, 5-26.

Goodlad, . (1983). A Place Called School. New York:
McGraw-Hill.

. Goodman, P. (1962). Compudsory Mis-Education. London:

Penguin Books.

- HMI (1978} Primary Education in England: A4 Survey bv H.

M. Inspecors of Schools. London: Dept. Education and
Suience: HMSO.

- Hufl, 8, Lake, D. and Schaalman, M. L (1982). Prinapal

Infferences: Excellonce in School Leadership and Management.
Boston: McBer & Co.

- MacBeath, J, Meams, D, Thomson, B.. & How, S. {1981,

Sewdal Ediaation: The Sconish Approach. Glasgow: Jordanhdl
College of Education.

- McClelland, D. C.(1961). The Adhiezing Sovacey. New York:

Van Nostrand.

21 MSC 1985, Tao-Year YTS: Guide 1o Schane Content and

Oualirv. Sheffield: Manpower Sernvices Commission.

- MSC Y85 Developig the Yowuth Trammg Schome as Part of

an Intggrawd Vocational Traiming Prozusum, Statement of
Intent.

- MSC/DES 1985, Rirwae of Vocanonal Qualifications i

Lgland and Wales: Iuerim Repon.

- MSC 1984 - TTET Revnre, 1984, London: MSC.
. “Munn™ Repon 1977

The Strucinre of the Curviadim.
Edinburgh: HMSO.

1he Nse Era Vol. 68 No. 2 1987

30.

31

32,

33.

34.

35.

36.

37.

38

39.

. Natonal Task Force For Econonue Growh (| 983). .dctiom

Jor Exadlonee. Denver: Educauon Commission of the
States.

. National Commussion on Excellence in Educauon (1984),

A Nagon At Kisk, Washingion D.C.: US. Gow Prnnung
Office.

. Passow, A H, Nuah, H. ], lickstein, M. A and Mallea, ] R.

U1976). An Empincal Studv of Trweuv-Owe Edicational
Svstems. Stockholm: Almqwist and Wiksell.

. Raven, ]. (1987,. Choice in a Modem Economy: New

Concepts of Democracy and Bureaucracy. In Maital, S.
‘ed.) Applicd Behurnoural Fconomcs. Brighton: Wheatsheal
Books.

Raven, ]. (1983). Towards new Concepts and Institutions
in Modern Soaiety. Universitus Quarterly 37, 100-118.

Raven, |. (1984). Computence in Modern Society: lts ldentifica-
ton, Development and Release. London: H. K. Lewis.

Schon, D. (1983). The Rflectroe Practitioner. New York:
Basic Bouks.

Schwarz, H. H. (1987). Perceptions, Judgment and
Motivation in Manufacturing Enterpreneurs. J. Econ.
Behav. and Onanisation. (in press).

What is most noticable about Schwanz's anicle is that,
although Schwarz was nominally studying business-
men’s responsiveness to changes in their environment,
their ultimate success in reaching the objectves the
vountry (i.e. civd servants) had set for them was dependent
on the guality of civil servants' judgments both in
establishing the objectives and in correctly undenstanding
how to manipulate prices and grants in order to get “inde-
pendent entrepreneurs” to achieve these objectives. Their
job is, it seems, to manage both businessmen and the
econumy.

Spencer, L. M (1983). Suft Skl Competoncics Edinburgh:
The Sconish Council for Research in Educauon.
Stansbury, D. 1980). The Record of Personal Experience
in Burgess, T. and Adams, E. Quuomes of Educanon.
Basingsioke: MucMillan.

Tizard, B. (1974,. S1afl and Parents Talk to Youny
Children. in Tizard, B. \ed) Early Cluldhood Edvcarion
London: WFER

Waddell, J. (1978, (Chairman). School Examunations.
London: HMSO.

Willis, P. (19771 [suming 1o Teach. Famborough: Saxon
House.

The UK Manpower Services Commission (MSC: has
played an increasingly imponant role in the vocauonal
education of young people in Britain in recent years
through its Youth Training Scheme (Y1) to give school-
leavers paid work experience and training on the job, and
its Technical and Vocational Education Initiative “1VED
which prepures pre-school leavers for the world of work.

John Raven is an educational consultant and aulhc;r
based at 30 Grear King Street, Edinburgh, Scotland.




