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The study addresses the management of pre-vocational education
programmes in secondary education with particular reference to
the management of resources. The educational context is the
Technical and Vocational Education Initiative (TVEI) in the
United Kingdom which provides opportunities for curriculum and
management innovations through experimentation at the local
level. The research broadly explores the roles and relationships
between the central government, local education authorities

(LEAs) and institutions in the delivery of a directly funded
educational programme. The primary focus, however, is on

determining and interpreting resource allocation forces and the
rationale for allocations in secondary schools. ’

A review of literature on the TVEIl, educational innovations and
the management of resources leads to a conceptual framework which
conceives school activities as comprising ‘programmes’, with each
programme representing a coherent set of resourced activities
with its own objectives. A review of literature on the rational
and political perspectives on management provides the basis on
which the allocative choices of selected schools are interpreted.

The research methodology draws from both positivist and
interpretative approaches. It consists of a case study method,
involving two LEAs and four schools (two in each LEA), using
documentation and interview as the major research instruments.

Using the concept of full-time (pupils and teachers) equivalence
as basis, the allocative choices of the schools are assessed
against four performance measures - the impact of subjects and
the TVEIl, economy in the use of resources, equity/balance in the
allocation of resources, and pressure/load on teachers.

The analysis leads to the conclusion that the relative
disgstribution of resources to subjects and other school activities
will necessarily vary because school objectives are not only many
and varied, but also make different resource demands. However,
it was also found that, in resource terms, some objectives
appeared to be in conflict with others, suggesting that specific
educational and resource objectives not only need to be
gpecified, but also considered together when making allocative
choices.
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Glossary of Terms and Addreviations

A. Terms

Local Education Authority (LEA): The education departments of
local government councils in England and Wales.

Fre-Vocational Education: Occupation-oriented education aimed at
acquainting young people with the requirements and demands of
work.

Fupils/Students: Because both secondary schools and colleges of
further education are involved in the TVEIl, ‘pupils®' and
*gtudents? have been used interchangeably in this document.
However, ‘students’ have generally been used in relation to both
schools and colleges, and ‘pupils’ in relation to schools only.

Resources: As used in this research, resources include skills,
time, money, equipment, consumables and buildings and premises.

Schoolz: Az uzed here, schools refer to secondary, or post
primary educational institutions.

B. Abbreviations
CPVE - Certificate of Pre-Vocational Education

CR - Contact Ratio

BES - Department of Education and Science

Fte-P/Fte-T - Full-Time Equivalent Pupils, and Teachers
INSET - In-gervice Training for Teachers

LAPP - Lower Attaining Pupils Project

LEA - Local Education Authority

LMS - Local Management of Schools

NFER - NHational Foundation for Educational Research
NPRA - Northern Partnership for Records of Achievement
RoA - Records of Achievement

R-PTR - Relative Pupil-Teacher Ratio

TA - Training Agency (see Chapter 1, Section 1.8)
UVP - Unified Vocational Frogramme

YOF - Youth Opportunities Programme

YTS - Youth Training Scheme



CHAPTER 1
Introduction

This study explores the management of resources in education
uzing pre-vocational education as a context and the Technical and
Vocational Education Initiative (TVEI) as a focus. The primary
emphasis ig on understanding processes of resource allocation in
secondary schools. Within this context, an attempt is made to
link activities, pupils and resources, and to interpret decisions
and processes in secondary schools in terms of ‘rational’ and
*political?’ management approaches. This chapter outlines the
aims and objectives of, and the key issues addressed by théﬁ

research.

1.1 Pre=-voeational Education and the Context of TVEI

Pre~-vocational or occupation-oriented education as a provision
for preparing young people in secondary schools for adult and
working life has been the subject of much debate. This debate
has centred on the relative merits of general and vocational
education, the level (whether primary, secondary or post
secondary) at which vocational education should be provided, the
form (formal or informal) which it should take, and whether
general and vocational education should be delivered separately
or together (eg Coombs, 1968 and 1985; Lillis and Hogan, 1983;
Grubb, 1985; Dale, 1885a; King, 1985; Gleeson, 1987 and 19889;
Heyneman, 1887; Psacharopoulos, 1987; Bowman, 1988; Weir 1988).
The debate has embodied a variety of views concerning the merits
of pre-vocational education and its place in the education
system. These differences have arisen largely because of varying
perceptions about the value and relevance of pre-vocational

education to students, the society and the nation. 0On the one



hand, a gkilled labour force is considered central to national
and economic progress and it is believed that vocational
education can enhance the provision of such a workforce
{Strinner, 1982). On the other hand, employers are equivocal

about the relevance of pre-vocational education provision to

performance on the job; for example, it has been noted that
employers’ reactions to pre-vocational education have neither
been homogeneous nor consistent (Dale, 1885a). The lack of
agreement among research findings leads Psacharopoulos (1888) to
conclude that little empirical evidence exists to confirm or

reject hypotheses in favour of pre-vocational education.

Dezpite thiz ambivalence, and some neglect, pre-vocational
education has in recent years gained impetus in many counries,
both developing and industrialised. In developing countries a
perticular concern has been to diversify the secondary curriculum
to include both general and vocational subjects (Lillis and
Hogan, 1983; Grubb, 1885; Lewis and Lewis, 1985; Psacharopoulos
and Loxley, 1985; Lauglo and Lillis, 1988). In the United
States, Scandinavia and Israel, pre-vocational programmes are
integral to the provisions of secondary schools; while in Japan
there is a lifelong commitment to vocational education and
training (NEDO, 1984; MSC, 1985a; Jamieson, 1985; McCulloch,
1986; Holt, 1987; VWeir, 1988). The situation is similar in
Germany though with separate academic and vocational schools. -
These, and the introduction of some recent initiatives sguch as
the Certificate of Pre-vocational Education (CPVE) and the
Technical and Vocational Education Initistive (TVEI) in the UK,
reflect an Increasing international consensus that schools need

to play a greater role in the vocational agpect of the

"



preparation of young people (Holt, 1887; Wellington, 1887;

Pollard et al, 1988 ; Weir, 1088).

The Technical and Vocational Education Initiative (TVEI) which
has been selected for study was introduced into the British
school system in September 1983 to ‘stimulate the provision of
technical and vocational education for young people’ (Holt, 1987,
p. 56) and to prepare them for adult and working life. The
Initiative is designed for the 14-18 age range and although it
began as a pilot scheme, it was extended in June 1884 and by June
1887 about 102 out of 104 Local Education Authorities (LEAs) were
involved (MSC, 1985b). From September 1980 the Initiative moved
into a further extension and expansion phase which is planned to
include all LEAs, secondary schools and colleges of further

education.

The TVEI iz an integral part of the overall provision in existing
institutions and, with its special system of resourcing through
the Training Agency (TA) rather than the Department of Education
and Science (DES), it provides an appropriate framework for
gtudying the management of resources in pre-vocational education.
Studies and evaluation reports (eg Pring, 1985; Beattie, 1886;
Stoney et al, 1986; Hinckley et al, 1987; Barnes et al, 1987;
Sikes and Taylor, 1887; Bridgewood et al, 1988; Barnes et al,
1888) reveal that TVEI projects and schemes differ in terms of
curriculum, organisation and management. These variations
between the projects in operation make the Initiative

particularly suitable for examining different resource management

approaches.

As an innovation the TVEI can be examined in terms of its

planning, development, implementation or evaluation. However, it



can also be geen simultaneously as a poliey for educational
change, curriculum development and management innovation, as a
project in which the policy is interpreted and implemented by
various LEAs and institutions, and as a practice in which the
good experiences emerging from various projects are replicated
and institutionaiised in all secondary schools and colleges of
further education (Wright, 1988). This is how the Initiative is
geen in this study as its implementation in selected LEAs and
schools is examined.
1.2 The Importance of Research on the Management
of Resources in Education

It ia often argued that the failure of research findings,
especially in developing countries, to justify pre-vocafional
education in cost-benefit and external efficiency terms is not
sufficient grounds for abandoning such programmes (Lauglo and
Lillis, 1988; Bacchus, 1988; Wright, 1988). One reason is that
many of the findings are based mainly at the "macro' level. They
give little consideration to in-school activities, concentrating
instead on equity and on internal and external efficiency issues
(eg Foster, 1965; Oxtoby, 1977; Sullivan, 1981; Urquidi, 1982;
Lewis, 1883; Psacharopoulos and Loxley, 1985; Psacharopoulos,
1985, 1887 and 1988; Lauglo 1987; McMahon, 1988; Zachariah,
1988). Given the direct relevance of ‘micro’ activities within
ingtitutions to ‘macro’ results, the need to examine the
implementation of pre-vocational education programmes with
rezspect to their internal management becomes apparent. However,
although internal school management comprises several areas and
processes, Dennison (1984, p. 1) points out that:

»=« the thrust of concerns (in research in education

management) have been towards the curriculum and
timetabling, the development of staff, decision making,



inter-personal skills, education laws ete, with resource

iszgues a peripheral but not central theme.
It might be argued that the apparent neglect of resourcse
management in schools in the past has been attributable to the
small scope of financial decision making within them since the
majority of such decisions have been made at the LEA level.
However, the situation has been changing rapidly in recent years
and resource management, apart from being an important aspect of
any educational endeavour, is moving towards the top of the

agenda in education and =zchools.

Since 1882, the Local Government Finance Act has required
auditors from the Audit Commission to satisfy themselves that
Authorities in England and Wales have made proper arrangements to
secure economy, efficiency and effectiveness in the use of
resources. More recently, this ‘value for money?’ drive was taken
up by the DES in Circulars 7/88 and 9/88 which require LEAs to
monitor their financial delegation schemes. More significantly,
for this study, the cost-effectiveness of programmes is one of

the official (Training Agency) aims of TVEI (Aim b-1).

In general the Local Management of Schools (LMS) which delegates
major resource management responsibilities to schools and which
became operational from 1990, makes resource manegement a high
priority issue in schools. Thus Levacic (1988¢, p. 55) observes
that ‘*sachools’® practices with respect to the new financial
management are likely to evolve and change quite quickly’ over
the next few years. Given, as Handy (1976) points out, that many
schools are not aware of the management opportunities and
alternatives available to them, the need arises for education and
school managers and teachers to be better informed about

allocative options in schools, together with what opportunities



and oconstraints there are. This resgearch is intended to

contribute towards that process.

1.3 Limitations of Previous Research on Resource
Management in Education

In 1980 Knight (1980a and b) described as ‘very odd' the
situation whereby resource management issues were neglected in
educational literature, researches and official documents. He
likened most of the documents available at the time to Alice’s
Wonderland where people did not bother about costs. Similarly,
other writers (eg Gray 19883 and 1984; Knight 1983; Dennison,
1984; Audit Commission 1986) agreed with Simkins and Lancaster
(19835 who observed that ‘very little has been written on
resource management in educational institutions, especially
schools’ (p.6). The situation has improved and continues to
improve since these comments and observations were made.
Nevertheless, the room for further improvement is still

considerable.

Much of the literature and research which does exist on resource
management in education either relate to colleges of further
education, higher education or universities (eg Duffy, 1976; DES,
1987; Birch, 1988), or are limited to costs (eg Knight, 1880a and
b; Hough. 1981). One study that examines a directly funded

programme is Harland’s (1988) Budgeting for Change, although it

deals with the Lower Attaining Pupils Project (LAPP) and not the
TVEI. Furthermore, little existing literature on schools has
attempted to explain the rationale for resource allocations as
opposed to the outcome of decision processes in the form of
curriculum provisions and costs (eg Gray, 1983 and 1884; Audit
Commission, 1984 and 1986). Those that have done so are devoted

almost exclusively to higher education and universities (eg



Salancik and Pfeffer, 1874; Pfeffer and Salancik, 1874; Beyer and
Lodahl, 1976; Pfeffer, 19877 and 1881i; Ebbut and Brown, 1878;
Pfeffer and Moore, 1880; Cavanagh, 1883). This regearch is
different from these others because, in addition to being
secondary school based, the study empirically explores internal
school management from the standpoint of the participants, and
attempts to explain the rationale for resource allocations,

thereby forming a link between decisions and their outcomes.

1.4 The Aims of the Study

Against this background the aims of the study are twofold:

1. With the TVEI as context, to develop and utilise a
framework for examining the management of pre-vocational
programmes in secondary education with particular
reference to the management of resources.

2. To interpret the allocative choices made in selected TVEI
schools with a view to improving resource management

practices in education generally, and schools in
particular.

1.5 Objectives of the Study

A number of objectives are considered to be instrumental to the
achievement of the above aims. An examination of the the first
aim shows that it implies the development of a framework which
not only enables allocative choices in schools to be interpreted,
but also provides a useful basis for thinking about resource
management in education generally. Also, the fact that the TVEI
is part of, rather than the total curriculum of schools, suggests
that the framework should be able to isolate TVEl activities in
order to enable the links between the activities, pupils and
resources to be examined. Furthermore, the fact that the second
aim concerns the improvement of resource management practice
guggests the identification of a theoretical basis on which

alloeative choices can be interpreted.



The aims stated above therefore embody three main

objectiveslwhich are to:

i. develop and utilise a methodological framework for
investigating resource management in education;

2 explore the management and resource implications of

educational programmes targetted towards part of the
curriculum of schools; and,

3. consider the extent to which management processes and the
rationale for resource allocation in secondary schools
can be explained using rational and political
perspectives.

1.6 Key Research Questions

The aims of education are many and varied, including economic,
soclial, personal other objectives. At the institutional level,
while some have stressed the curriculum as the major concern of
schools (eg DES, 1981), others have declared that the central
task of the school is the ‘“pastoral need of pupils' (Marland,
1874, p. 12). In theory, schools might be expected to meet, or
at least address, all these aims at once. However, as Hoyle
(1988, p. 35) points out, ‘school will make their own selection
from the range of possible goals’. Hoyle argues that schools
have to do this for two main reasons: first, they cannot do all
that is expected of them and, secondly, they will seek to forge a

distinctive identity.

.This meansg that schools need to decide on which educational goals
they wish to emphasise. In doing so, their choices will
necessarily be influenced by external factors since they
represent only one of the major partners in the delivery of
educational services, In the case of the TVEI, the external
factors include the TA TVEI guidelines and LEAvpolicies. A major
research lssue, therefore, concerns the interpretation of TVEI in

the selected schools, in terms of curricular provisions and



administrative arrangements, and the extent to which their
choicea have been influenced by the TA TVEI guidelines and LEA

policies.

The resources which schools have at their disposal for achieving
;their educational objectives are limited. In making their
allocative choicea, therefore, schools need to consider their
educational needs in relation to the needs of pupils on the one
hand, and the avallsbility of resources and satisfaction of
teachers on the other. In practice, the achievement of one
gometimes hinders the achievement of another. This implies that
schools need to determine both the educational and resource
management objectives which they seek to achieve. It also raises
a number of key research issues which derive from the rationale
for, and implications of, allocative choices made in schools.

One concerns the needs and interests of pupils which the schools
have sought to address, and how, in the organisation and delivery
of their curricular activities, they have done so. Similarly,
because of the need to balance the interests of pupils and the
contraints of resources, it is necessary to examine how the
allocative cholces of the schools have influenced the relative
distribution of resources to various curriculum areas, and how

teachers have been affected in the process.

In this context, four performance criteria have been selected for
examining the allocative choices of the schools, as follows:

a. Impact: As an educational initiative, the ‘change’ implication
of TVEI will be analysed in terms of how it has impacted on
the schools. Here, “impact’ is defined as the proportion of
pupils involved in designated TVEI activities of the schools.

b. Economic Use of Resources: This relates to the resource
demande made by different allocative choices. In this
respect, an allocative choice will be considered to enhance
the economic use of resources, more than another, if it
achieves an objective or set of objectives with less resources

than the other.



c. Balance/Equity in the Allocation of Resources: Equity is here
defined as the degree to which the proportion of resources
allocated to an activity matches the proportion of pupils
involved in that activity.

d. Load/Pressure on Teacher: This relates to the the extent to
which subjects are organized to reduce the overall contact

(face-to-face teaching) time of teachers.

The issues discussed above relate mainly to the organisation and
delivery of curricular activities, and to teaching. However,
apart from teaching, another major activity undertaken in schools
is administration. Consequently, the management structures,
roles and relationships emerging from TVEI implementation in the
schools are important research issues. At the same time, it will
be necessary to examine the relationship between the organisation
and delivery of the curriculum, and the emerging management

structures.

Finally, different schools are likely to make different
allocative choices for different reasons. Such choices, as
earlier noted can stem from both both external and internal
demands. In the case of the TVEI, the external demands may arise
from a need to meet the requirements of the TVEI guidelines, or
LEA policies. Similarly, internal considerations will include
the objectives of particular schools, for as Pring (1985, p. 15)
notes:

... to criticise TVEI requires detailed examination of

scgemes, for it is there that the development of

educational thinking (not the implementation of someone

else’s thinking) is being enacted.
Given these possible influences on the allocative choices of
schools, and the fact that it is possible for some schools to
make choices without an understanding of their resource

implications; and given that a primary purpose of the study is

the improvement of educational practice, a major research issue



concerng the rationale for the allocation of resources in the
achools. An attempt will therefore be made to Interpret the
allocative choices of the schools in terms of the rational and

political management perspectives.

The key research questions relating the aims and objectives of

the study identified above can therefore be summarised as:

i. In terms of curricular offerings and administrative
arrangements, how has the TVEIl been interpreted in the
gelected schools, and how have the choices been influenced
by the TA TVEl guidelines and LEA policies?

2. How have the schools organised and delivered their curricular
activities to take account of the various needs and interests
of pupils?

3. How have the allocative choices of the schools influenced the
relative distribution of resources to various curriculum
areag, and how have teachers’ work load been affected?

4. How have the management structures, roles and relationships in
the schools changed as a result of the TVEI, and how have
these influenced (or been influenced by) the nature,
organisation and delivery of curricular activities?

5. How can the rationale for resource allocation in the schools

be Iinterpreted in terms of the rational and political
management perspectives?

1.7 Scope of the Study

Researches are necessarily limited in scope for a number of
reasons, including the need to have a clear focus and the
congtraint of resources. With respect to this research, the
scope has been influenced by two major factors. One is that the
TVEI, which provides the context of the study, was still in the
pilot phase at the time of the fieldwork. The other relates to
feasibility problems, as might be expected in a research
conducted by one person with limited resources. Consequently,
the following represent the major focus of the study and,

therefore, its main limitations:
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1. Empirical work covers the 1888/80 academic year and the
i890/01 financial year. This means that, although the
TVEl Extension began in 1990, the study is limited to the
pilot phase of the Initiative which was still in operation
in the case study schools at the time of the

investigation.

2. For reasons of manageability, the stpdy focuses on two Local
Education Authorities (LEAs) and two schools in each of them.
This means that, although the Initiative is a 14-18 curriculum
initiative in schools and colleges, fieldwork is limited to

4th and 5th year provisions in schools.

3. Although the TVEl has both educational and resource
implications, analysis is limited to the allocation of

resources in schools.

1.8 An Explanatory Note

It is necessary to note two points which are pertinent to some of
the terms contained in this report. The first concerns the
sponsors of the TVEI, the Training Agency (TA). The name of the
Agency has been changed twice since the inception of TVEI in
1983. At the inception of TVEl, it was known as the Manpower
Services Commission (MSC). in 19888, its name changed to the
Training Agency (TA); and later still, in 1991, it became known
as the Training, Enterprise and Education Directorate (TEED) of
the Department of Employment. The ‘Training Agency (TA)' isg used
throughout this document because it was the name by which the
Agency was knowun at the time of investigation, and because it is
the name used in most of the documentation from the case study

LEAs and schools.



The second point iz that & considerable number of terms and
abbreviations are contained in this document. For reference
purposes therefore, a glossary nf’key terms and abbreviations is

included at the beginning of the document.

1.9 Outline of the Thesis

The following three chapters provide a structure through which
the key research guestions can be addressed. Chapters 2 and 3
review literature relevant to the study. Chapter 2 draws on
relevant literature on the background to the TVEI, as well as
documentation and evaluation reports on practices in the pilot
phase of the Initiative. The discuszion is linked to educational
practice generally and resource management in particular in order
to provide the context on which the analytical framework will
later be developed. Chapter 3 embodies a critical analysis of
the rational and political models of management, followed by an
outline of the basis on which the allocative choices of the
schools will later be interpreted. In Chapter 4, a conceptual
framework for analysing resource management in education is
developed. This links activities, pupils and resources by
conceiving of school activities in terms of ‘programmes’ or self
contained sets of resourced activities with specific objectives.
Within this core framework, school processes and ocutcomes are

operationalised into a researchable form.

In Chapter 5§ a discussion of both positivist and interpretative
research methods is followed by the derivation of the research
design, incorporating the case study method, to address the key
research issues. The choice of the case study sites and a review

of the conduct of empirical work are also incorporated into that

chapter.



Chapters 6, 7, 8, 8 and 10 are concerned with the presentation,
analysis and interpretation of the data arising from the
empirical work. Chapter 6 discusses the interpretation of TVEI
in the case study LEAs, focussing on the overall approaches

adopted, and how these affected the outcomes. Chapter 7
describes the curriculum organisation and delivery approaches
adopted by the case study schools in terms of the ‘programmes?’
framework of the research, drawing out strategic similarities and
differences. Chapter 8 is an empirical analysis of the resource
implications of the allocative choices of the schools based on
the findings in Chapter 7. Chapter 9 is an empirical analysis of
the management structures, roles and relationships resulting from
TVElI implementation in the schools. Chapter 10 interprets the
allocative choices and emerging management structures in the
schools in terms of the rational and political perspectives

described in Chapter 3.

Although the concluding chapter, Chapter 11, incorporates a
summary of the findings, its function is primarily one of
synthesisg. It brings together the highlights of the analytical
chapters, and the conclusions from them. Further, the
implications of the research findings for policy formulation and
implementation are addressed by linking the conclusions to
educational practice. Finally, the research design, methodology

and implementation are reflected upon.



CHAPTER 2
The TVEl and the Management of Resources in Edueatien

2.1 Introduction

Berman (1980) notes that implementers play a significant role in
the success of any innovation. Similarly, it has been argued
that the relationship bétween policy and implementation is
influenced by the distance between the initiator or sponsor of an
innovation and its implementers in terms of the number of tiers
in the implementation process (lngram and Mann, 1980). Thus, the
implementation of an initiative in which the initiator is also
the implementer will differ from one in which the initiator and

implementers are different.

The TVEI falls into this latter category because, as Fullan
(1982) and HMercer (1988) have noted in relation to most major
educational initiatives, it was ‘*externally triggered? by the
central government. The TVEI'’s sponsor, the Training Agency
(TA), does not relate with the ultimate implementers (educational
1nst1tutionsi directly but through Local Education Authorities
(LEAs). This situation has important implications for the
management of the Inltiative since the interests of the various
parties need to be reconciled. The level and type of support and
commitment given by participants at both LEA and institutional
levels will depend on the degree aof congruence between their
perceptions and the perception of the central government
regarding the Initiative’s objectives and the means of achieving
them. Thus, the relationship between policy and practice is not
linear, and apparent ‘mis-matches' between policy and

implementation c¢an occur for a variety of reasons.



This chapter addressez the key research questions identified in
the previous chapter by reviewing relevant literature,
documentation and evaluation reports on the implementation of
TVEI in LEAs and schools. The discussion is linked to resource
management in schools in order to provide the context for the

analytical framework which will be developed in chapter 4.

Wright (1988 has made a distinction between vocationalism as a
policy, a project and a practice in an attempt to highlight the
various contexts of implementation of pre-vocational education
policy. According to him, a major educational initiative needs
to be seen within three contexts. In the first, the initiative
is seen as a ‘policy’, actively pursued simultanecusly by all
those concerned. This is a case of implementation without a
pilot phase. Secondly, the initiative can be seen as a
‘project’, designed and implemented over a given period of time.
This reflects the pilot phase of a policy implementation.
Finally, it can be seen as an on-going ‘practice’ which continues
to exist in a multiplicity of non-spectacular forms throughout a
country. This reflects the adoption of the lessons from the

pilot phase of an initiative throughout a country.

This analysis is pertinent to this study in the sense that an
educational philosophy, encapsulated in the TVEI policy
guidelines, underlies the introduction of TVEI by Central
Government. The TVEIl policy has then been interpreted by LEA=s
and achoola and reflected in TVEI pilot projects and schemes.
Since a primary objective of the TVEl pilot is replicability and
transfgr of practice, the success of the TVEI Extension phase
will depend on the contribution of TVEI projects to educational
practice. A study, such as this, which focuses on the TVEI

pilot, therefore, needs to look beyond the ‘project’ phase and
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examine the implications of practices in TVEl projects for

educational practice in general.

Consequently, the chapter comprises three main parts. In the
first part, the TVEI policy is examined through a review of
literature relating to the background and inception of the
‘Initiative. Drawing on documentation and evaluation reports;
this is followed by an examination of the TVEI project in which
the implementation of the pilot phase of the Iniative in LEAs and
gchools is reviewed. Finally, the implications of developments
in TVEl projects for educational practice will be examined in
relation to resource management in education generally, and

gchools in particular.

2.2 The TVEI Palicy

As an educational initiative, the TVEI is aimed at addressing a
perceived deficiency in the educational system. Consequently,
its policy guidelines should form a basis for evaluating its
implementation. In implementing the Initiative, however, LEAs
and schoolsgs will interpret and translate it in different ways.
This suggests that an examination of the management of the TVEI
needs to start from its policy objectives in order to form the
basis on which its various interpretations-can be judged. This
gaction therefore examines the context and policy objectives of
TVEI, as well as the potential of its guidelines for influencing

itz implementation and management.
2.2.1 The Background to the TVEI

The practical impetus for the TVEI stemmed from a consideration
af the UK?'s perceived lack of competitiveness in the World market

(NEDO, i984; M5C, 1985a; Stokes, 198987) which has been heightened

¥



by technological changes (Dale, 1885b) and, internally, by
pressure from employers (Jamieson, 1985; Welr, 1888). Added to
these have been the social, economic and political implications
of unemployment and shifting patterns of employment. These led
to a human capital analysis which saw education as a solution
(MS5C 1981s and b). Thizs analysis highlighted a growing concern
among parents, employers and some teachers that secondary
education should relate more to the needs of students in relation
to the demands of society and the world of work (MSC, 198ia and
b; NEDO, 1984; MSC, 1985a Owen, 1985). The situation,
ultimately, precipitated a political response in the form of

government intervention in curriculum matters.

Although the TVEl was announced in 1982 and became operational
from 1983, the government had, long before this, indicated its
intention to becdme more directly involved in education.
Government determination to tackle the problem of unemployment
and to involve schools in vocational education and training
increased in the early seventies. Specifically, this
determination led to the introduction of the Employment and
Training, and Education (Work Experience) Acts in 1973, the
subsequent disbandment of the Schools Council in 1984 and, more
gignificantly, the creation, in 1974, of the Training Agency (TA)
(Dale, 1985a; Farley, 1985; Jamieson, 1985; Gleeson, 1987; Holt,
1887). The Training Agency has since then provided training
programmes for unemployed youth and adults through its Special
Programmes Division (SPD) and its Training Services Division
(TSD). Such training schemes included the Unified Vocational
Preparation (UVPF) Programme, from 1876, and the Youth
Opportunities Programme (YOP), from 1977 (Ainsley, 1988). These

were later merged into the Youth Training Scheme (YTS) in 1983.



Although these programmes have been based ocutslde =schools, they
are relevant to the attention which was later directed on schools

and to the rationale for the introduction of TVEI.

Many writers and commentators (eg Dale, 1985b; Jamieson, 1985;
McCul loch, 18865 Holt, 1887; Gleeson, 1987; Ansley, 1988; Weir,
1988) have traced the origin of the TVElI to the speech made in
October 1976 by the then Prime Minister, James Callaghan, at
Ruskin College, Oxford, and the ‘*Great Debate® that followed.
Callaghan had outlined schools? deficiencies in terms of the
inappropriate states of mind that the school curriculum and
processes produced in students and the lack of an appreciation,
understanding and commitment on the part of students to
industry’s needs and work (Dale, 1985b). Callaghan had attempted
to reconcile the visions of secondary and vocational education:
... to equip children to the best of their ability for a
lively constructive place in society and also to fit them
for a job of work. Not one or the other, but both (James
Callaghan, quoted in Weir, 1988, p. 3).
Callaghan then inaugurated a ‘Great Debate’ on these issues which
was taken up with considerable vigour by academics as well as by
both the popular and educational media. The debate concerned the
search for skills which are appropriate for new or emerging
industrial needs, and the role of schools in the process.
However, opinion on this has been mixed. Thus, while some have
argued for a distinction between education, undertaken in
educational institutions, and training, undertaken in industries
(Lawton, 1984), others have referred to such a distinction as a
*false dichotomy’, arguing that the same activity can be both

educational and a training (Pring, 1885). In general, the debate

wag simed at zeeking ways of ensuring that young people are



prepared not only to get jobs, but also to be ‘*better employees?

(Dale, 18985a)

The ‘Great Debate’ and the educatonal initiatives that followed
were therefore stimulated by a growing criticism and concern that
gchools were not responding adequately to the needs of students
on the one hand, and the economy on the other, a situation which
wag partly attributed to schools’ and teachers’ *licensed
autonomy’ (Dale, 1985b). As Saunders (1988) notes, the whole
iggue of educational effectiveness was presented as important
enough in the public and political *mind’ for government to
readjust its traditional view on the relative autonomy of
schooling and consider more ‘direct’ forms of influence. As will
be discussed shortly, the government, in an attempt to reduce
this autonomy, moved from its normal approach of influence (in
its relationship with schools) to one of intervention. That
intervention came in the form of the TVEl, leading Dale (1885b)
to observe that TVEI is the outcome of the analysis that, not
only does what is taught and how it is taught in schools need to
be changed, but that the process of this change also needs to be

changed.
2.2.2 The Inception of TVEI

The Technical and Vocational Education Initiative (TVEI)
(originally known as the N (New) TVEI) was announced in the House
of Commons by the then Prime Minister, Margaret Thatcher, on 12
September 1882. The programme started in September 18983
(1883/84) with 14 LEAs (out of 66 that applied) (MSC, 1985b). In
subsequent years, those 14 were joined by 48 (1884/85) and then
another 12 (i885/86) with a further 29 in September 1986. By

September 1987, 102 out of 104 LEAs were involved. Although the
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Initiative started as a pilot programme, in June 1988 the
Secretary of State for Education snnounced that it was to be
‘exteﬁdeaf:andwobened to every LEA and school in Britain. The
average annual expenditure of the Initiative over ten years (1883
to 1982) has been estimated to be about £80 million (Gleeson,

1887 and 1988).

The TVEIl, from the outset, has béen characterised by two major
peculiarities: the manner in which it was conceived and launched,
and ita level of rescurcing. The former relates to the pace with
which the Initiative was launched (and extended) and the decision
to sponsor it through the Training Agency rather than the
traditional channel, the Department of Education and Science
(DES). Thus, terms like ‘haste?, ‘secret' and ‘unconventional?
have beeﬂ used by commentators to describe the introduction of
the Initiative. Dale (1985b, p. 53) argues that TVEI, as an
interventionist strategy, does not follow any of the main routes
previougly used to bring about educational change in Britain.
However, it is suggested that direct intervention was impossible
under exigting frameworks and conventions, in particular via the
DES (Dale, 1985b; Saunders, 1888). This, added to the increasing
government concern with unemployment pointed to the need for a
quite different agency to, according to Saunders (1988, p. 157),
‘puncture the shield of autonomy that schools had hitherto
enjoyed;. In such a situation, the Training Agency, unfettered
by the constraints of custom and the procedural straitjacket of a
government ministry, its recent history of intervention in youth
training, and its close ties with the National Economic
Development Council (NEDC) was an obvious cﬁoice. The decision
ta introduce the TVE! through the TA rather than the DES was

therefore based on the expediency of a quick take-off. According
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to the then chairman of the Training Agency, David (now Lord)

Young:

Supposing we had decided to launch a debate .... We might

have had a Royal Commission and it might have taken five

years or even ten to get off the ground. Now we have a

pilot project due to start by September next year (Lord Young

in The Times, 22 November, 1982).
Both the use of the TA and the haste with which the TVEI was
introduced generated swift and sometimes unfavourable reactions
from educational commentators, managers and teachers (Holt,
1937). For many LEAs and schools, however, the manner in which
the‘lnitiative was launched was of less importance than the
needed resources which it could provide. Compared with other
educational initiatives in schools, the TVE! has been described
ag a resource-led curriculum change (Dale, 1985a; Gleeson, 1987
and 1989; Fulton, 1887; Knight, 1987; McMahon, 1988). When the
relatively high resourcing in TVEI pilot is set against the
problem of reduced budgets facing many schools at the time of its
inception, its potential value to schools becomes clearer. Thus
Holt (1987, p. 56) has described the Initiative as ‘*lavish by any
gtandard and overwvhelming to schools whose budgets had been
severely cut’. He points out that in the year 1984/85 the TVEI
coat was over £27 million and notes that this is more than the
Schools Council spent in its 20 years of existence (1864-84). He
further calculates that the amount was spent on some 3% of the

secondary school population which came to more than £17 per

gtudent per week.

The method used to introduce the TVEIl (discussed above) and the
strategies used by the TA to deliver the Initiative (discussed
below} both have important educational and management
implications. For example, the speed with which the Initiative

was launched and, indeed, extended has been reported as affecting
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implementation in term= of schools! degree of readiness (eg
Stoney et al, 1886; Hinckley et al, 1887; Bridgwood et al, 1888).
It is obvious that the level of pressure on LEAs and schools can
affect the nature and quality of their decision processes.
Similarly, some people, concerned with replicability, have been
gceptical of thé gituation during TVEl Extension and beyond if
the level of resourcing in the TVEI pilot is not maintained. In
thig regpect, the evidence (eg MSC, 1985b) indicates that the
level of TVEl funding started to fall as the pilot phase

progressed.
2.2.3 The TVEl Implementation Guidelines

The TVEI policy is encapsulated in the TVEI Aims and Criteria as
developed by the Training Agency. Those zims and ariteria
represent more than guidelines because, in addition to forming
the basis on which LEAs doveloped their TVEl proposals, they are
alzo expected to inform and direct the implementation of the
Initiative and provide a basis for its evaluation. The Aims and
Criteria have been reproduced in Appendix 1. As can be seen, the
TVEI guidelines are relatively explicit although substantial
scope exists, and indeed is recognised in the guidelines, for
local initiatives. Hence the indication (Aim b.v) that
individusal projects are to be managed at the local level. The
guidelines also have important implications for the management of
the Initiative and it might be useful to briefly comment on some
of them before proceeding to the discussion of the Initiative’s

implementation in projects.

The first point is that the TVEl is concerned with both
gurriculum content and teaching methods. This is reflected by

the explicit reference to the provision of general, vocational
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and technical programmes (content) and to the need for schools to
he more practieal and to help students to develop problem golving
ckills (method). - Secondly, the guidelines recognise that changes
in the curriculum and teaching methods will, necessarily, also
make some demands for administrative and management changes.
Thirdly, the guidelines contain some clear assumptions about
curriculum and management arrangements. Thus in developing their
programmes, LEAs and schools are expected to provide for equal
opportunities, work experience, careers guidance and records of
achievement. Similarly, with respect to management, the
appointment of project co-ordinators is reflected in the
guidelines. This implies that projects will show some
similarities in terms of the provision of certain activities and
positions. Also, the emphasis on accountability and cost
effectiveness as well as on careful monitoring and evaluation
suggests that TVE] programmes need to be relatively identifiable

in terms of activities and how resources relate to them.

An issue which has attracted considerable comment from writers
has been the method adopted by the TA for funding the TVEI. The
funding arrangements for TVE]l programmes, called by some
*categorical funding® (Harland, 1987; Fulton, 1987) and by others
*honeypot management’ (Knight, 1987) have involved LEAs in quite
a new form of operation (Dale, 1986; Baines, 1887) in which the
contract, accountability, monitoring and evaluation are the key
characteristics. Harland (1887) argues that policy
implementation through categorical funding comprises several
distinct stages:

- a policy iz developed

- funds, generous enough to attract those who can and may

deliver, are made available.
~ wvoluntary co-operation is invited in exchange for a share of
the resources.
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- acceptance of the resources is equated with acceptance of
policy and ability to deliver.
From the perspective of the Training Agency, therefore, the
TVEI's delivery system consists of a process of competitive
bidding in which LEAs compete for resources through their
proposals; of a contract whereby acceptance of funds on the part
of an LEA amounts to a bond to deliver; and of categorical
funding in which activities and outcomes resulting from the
utilisation of the funds received need to be identifiable for

accountability and replication purposes.

There are some obvious implications of categorical funding for
education management in general and the management of TVEIl in
particular. For example, Saunders (1886 and 1988) has identified
a number of ‘models’ of implementation which reflect different
degreaes of integration between TVEI and schools' overall
curricula: adaptive/extension, accommodation and containment.

The ‘'adaptive/extension’ model represents a strong interpretation
of TVEI in which a school experiments with the philosophy of the
Initiastive scross the whole school. Saunders refers to this
tendency to spread TVEI developments across the school in the
TVEI pilot as ‘“pre-emptive replication’. Next is the
*accommodation’ model in which TVEIl programmes are adapted to fit
the general shape of existing arrangements. Finalfy,
*containment’ represents the weakest interpretation of TVEIl as

itgs effect is confined and absorbed by existing school practices.

Contrary to categorical funding, which implies that participation
amounts a to contract to deliver, this analysis suggests that a
willingness to participate is not necessary a contract to deliver
acoording to specifications. The word ‘specification’ is

significant here. Thus, although the ‘adaptive’ model represents
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a strong interpretation of TVEI, the ‘pre—emptive replication' of
TVEI reflected in the model i= not consistent with the TVEI
regquirement that its activities should be clearly identifiable.

in other words, the model does not deliver according to the

implied specifications. The analysis therefore indicates that no
clear or causal connection can be assumed to exist between policy

and practice, and there may well not be congruence between policy

intentions and the reality of implementation.

In resource management terms, the implication of categorical
funding i= as much about curriculum relevance as about
differences in emphasis and priorities regarding, for instance,
the deployment of resources or the balance between educational
and financial accountability. With respect to accountability,
Fulton (1887, p. 220) has guggested that *it seems inevitable
that the use of categorical funding will create a
disproportinnate emphasis on financial as opposed to educational
accountability’. Although categorical funding may enhance
accountability by narrowing the scope which LEAs and schools have
for committing resources, other pressures and constraints within
the implementation arena may prove more influential in the
determination of what goes on and how it goes on in schools. This
will now be examined as we turn to the management of TVEI

projects and its implications for educational practice.

2.3 The TVEI Project

Dennison (1884) notes that the traditional DES-LEA-school
hierarchy contains a resource dependency. Thus, an LEA which
choaoses to overtly contravene central government policy (or a
school an LEA policy), even where there is no compulsion to

comply, disadvantages itself in any contest for resources. The
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dependency model appears to be even more apparent in the context
of TVEl where the notion of resource dependency has been made
explicit rather than implicit through ‘categorical funding’.
Further, as already noted, the fact that TVEl guidelines are
quite specific in relation to components of programmes design,
and the fact that TVEI funds are fixed for each project over the
duration of the pilot, suggest that local freedom in the control
of the definition of goals, the allocatiion of resources and the

monitoring of their use is reduced.

From a management perspective, however, financial decisidﬁs
cannot be separated from other (eg curriculum, staffing and
administrative) decisions. Thus, in organising their projects,
LEAs have the choice in such matters as the number and type of
institutions to be involved in the TVEl pilot, the balance
between general and vocational education in TVEI programmes, the
student population to be targetted and the consequent resource
commitments in terms of staffing, equipment and premises
arrangements. For LEAs, this presents a challenge in terms of
bringing these iagues together to produce justifiable proposals
and 6n—going implemention plans. Thus, Harland (1988, p.1) notes
that ‘knowing how to write curriculum development submissions in
order to attract extra resources to supplement their own

educational spending is becoming an esgential gkill for all LEA

and school managers?’.

Thiz gection examines the ways in which LEAs have used the
(additional) TVEl resources and some of the approaches they have
adopted in the development and management of their TVEI projects
and schemes. This will be done by loocking at the selection of
participating institutions and students, the administration of

TVEl projects, and the organisation and delivery of the
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curriculum. Attention wiil be éiven to the relationship between
policy and practice by exploring the po=ssibility that practices
in TVEI projects are influenced by the TVEl policy guidelines on
the one hand, and by the reality of the implementation arena on
the other. This needs to be borne in mind as the discussion
turng to the variety reported in TVEI projects in terms of
organisation, curriculum and management ( MSC, 1985b; Hopkins,
1986; McCabe, 1986; Stoney et al, 1986; Barnes et al, 1987 and

1988; Gleeson, 1987; Lines and Stoney, 1989, TA, 1989).
2.3.1 The Selection of Participating Institutions and Students

In general, the requirement for TVEI to be provided for the 14-18
age range has resulted in a group of schools (14-16/18 years) and
colleges of further education (16-18/19 years), varying from two
to 17, being involved, either separately or as a consortium or
consortia, in each LEA project (MSC, 1985b). A primary
consideration in an examination of the TVEI pilot, therefore,
concerns the number and combination of participating institutions
and the methods used to select them. The number, type (school
and colleges) and combination of participating institutions is
important because there will tend to be an inverse relationship
between the number of institutions involved and the level of
regourceg available for delivering the Initiative in the selected
institutions. This is particularly crucial in the TVEI where, as
already noted, the Initiative has been described as resource-led
and where replicability is a major objective. Similarly, the
balance between schools and colleges is important because it is
indicative of the extent to which TVEl projects reflect the 14-18
(rather than 14-16) requirement of the Initiative, particularly

where only 11-16 schools are involved.
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Related to the zselection of Institutions is the issue of the
identification ﬁf participating students. Although the TVEI
Extension is designed to Include all secondary schools and
pupils, the national criteria on the pilot suggested that each
project should provide for between 800 and 1000 students in the
14-18 age range over four years, or 200-250 students per year
group. This group represented the official TVE! ‘cohort?. The
requirement led some LEAs, particularly those in the initial
rounds of the pilot, to concentrate TVEl programmes on a select
group of gtudents within the 14-18 age range. As the
implementation progressed, however, other projects locally
extended their programmes to include more students thereby

blurring the distinction between TVEI and non-TVEl students.

The notion of ‘cohorts! raises a range of management issues. For
example, an LEA decision to select a TVEI cohort fraom the
relevant age range could create tension in situations where the
Initiative is popular with schools and pupils and where many of
them want to participate. Conversely, tension could still arise
in situations where the Initiative is unpopular and many students
do not want to participate but where the LEA is anxious to meet
the stated target in order to attract the necessary funds. This
latter case also presents problems in terms of meeting the
requirement that participation in the Initiative should be
voluntary. Again, given that schools are of different sizes, the
issue could arise as to whether the cohort figure for an LEA
zhould be allocated equally between all participating schools, or
whether the allocation should be linked to various school

populations, particularly where the cohort is used as the basis

for resource allocation.




2.3.2 The Management of TVEI Projects

The decision to invest in personnel needs to be considered in

relation to the high proportion of expenditure attributable to
stoff salaries. Thus, Hinckley (1988) notes that decisions about
whether to put the bulk of a budget into staffing or equipment
are not taken lightly by managers in education. One reason for
putting more money into péople rather than into equipment is that
equipment often goes easily out of date. Further, as Dennison
{1984) points out, whereas an activity can be undertaken (albeit
inefficiently) without equipment, no activity can be undertaken
without 2 human input. Costs apart, however, an important issue
relating to staffing concerns the ways in which organisational
tasks and members relate to one another. This section therefore

examines the key roles and relationships emerging from the

lmplementation of TVEl projects.

Project Management Structure: The project structure faormally
defines the roles of, and relationships between, the major groups
and individuals within it. According to Sims (1986, p. 31), TVEI
project management structures have been built around *the
formulation of policy, the implementation of policy and the
monitoring of progress' with a clear accountability mechanism
being incorporated into the structures. At the LEA level,
project atructures are typically made up of two main categories
of individuals and groups: a TVEIl special committee structure and

a full-time TVE!l central team, separate from LEA officers and

advisers.

The former typically embodies a number of management committees,
advigory groups and development and working parties which are

charged with specific roles and functions. For example, Sims
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(1688B) reports that all TVEI schemes have a steering committee
(sometimes called'fhé?monitoring/advisory/management group) to
give overall guldance and direction with membership drawn from
local counéillors, the LEA, and representatives from industry,

the trade unions and institutions in addition to the project

co-ordinator.

In addition to steering/advisory committees, projects also have
(senior) management committees/groups, the titles of which also
vary according to LEA: for example, Project Development Group,
Management Committee and Planning group. These groups usually
consist of headteachersa and principals of participating schools
and colleges, the project co-ordinators, careers officers, and
repregentatives from industry. While steering groups meet about
once or twice per term, management committees convene more often
and their function is to formulate policy and oversee the
implementation of policy. The agendas for their meetings are
usually set by the co-ordinators who also constitute an executive
or implementation group of their own. This committee of project
and institutional co-ordinators meets at least once a month and
sometimes more than once a fortnight, although the meetings have
tended to be less frequent as TVEIl implementation has progressed
(Lines and Stoney, 1988). A final major group in the project
organigational structure consists of a series of curriculum
(development) groups/panels. These groups consist of
representatives of a number of curriculum areas, either subject
or cross-curricular based, and are drawn from all participating

institutions.

Of, perhaps, more importance to the management of projects is the
central TVEl team. In accordance with the TA requirement,

projects are managed within an LEA by a project co-ordinator who
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usually has some clerical and administrative assistance based in
the same location (eg MSC, 18985a; Stoney et al, 1886; Gridgwood

t al, 19889) In several projects, the central teams also

-_— s

include deputy project co-ordinators and a few others who are

responsible for specific aspects of the project development and
management. In addition to these project “central teams’,
Hinckley (1988) reports that many TVEl projects have introduced
gome form of central team, outside the LEA advisory service, in
order to provide a variety of back-up services for the Initiative
at the aschool level. At the institutional level, co-ordinators
have also been appointed in most participating institutions to

take charge of the management of the Initiative in their

respective institutions.

The introduction of these new management structures raises issues
which extend beyond those relating to managing an innovation, or
teacher support and training. They have important implications
in terms of, for example, the relative allocation of material and
gtaff respurces within projects and the extent to which the
individual schemes within projects are centrally controlled and
supported or are devolved (in terms of managerial responsibility
and resources) to schools. A typical project management

gtructure is shown in Figure i1 below.

Roles and Relationships: Although management structures of the
type outlined above give some indications of the roles and
relationships existing within an organisation, they do not make
the dynamics within the system explicit. In the TVEI, for
example, project co-ordinators are reponsible for the overall
management of projects, including the management of TVEI funded
resources and liaising with the TA. In many cases, however, they

are appointed after participating institutions have been selected
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and initial TVEl plans have been developed. Besides, their
briefs are often not expliecit (Saunders, 1888). Similarly,
whilst some project cordinators have been reported as valuing the
guidance and support provided by their steering groups, others
have stated that their groups had not found a useful role for
themselves (Sims, 1886). Again, Sims (1886) reports that
co-ordinators often referred to their management committees as
*the powverhouse' of their projects, suggesting that some groups
are more vital than others. For these and similar reasons, roles

and relationships are context dependent.

There are & number of important issues relating to roles and
relationships in TVEI. One concerns the approach adopted by LEAs
for developing initial and on~-going TVEI plans. Various
approaches have been reported in this connection. For example,
Stoney (1986) reports that, in some instances, institutions
within the LEA were required to draw up their own submissions and
compete for selection. This approach, where extended to the
implementation of TVEI, has implications in terms of the degree
of control which the LEA has over institutions within it in
relation to the interpretation and implementation of the
Initiative. In this context, Barnes et al (1887, p. 8) have
identified three possibilities:

Central Control - The LEA sets up a structure which gives schools
the task of carrying out decisions made elsewvhere.

Collaborative Control - The LEA uses its power to set up
structures which encourage groups of teachers from different
schools to meet together and take decisions for instituting
changes.

Diffused Control - The LEA effectively delegates power to the
institutions taking part.

Each of these types of relationship between the LEA and

institutions iz likely to affect intitutional choices
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ditfarently. EBueh choices inelude decisions relating‘tn
curriculum content, organisation and delivery, as well as

gtaffing, finance and resources.

A key individual at the project (LEA) level is the project
co-ordinator who has been identified as a central figure in the
TVEI (MSC, 1985b; Stoney et al, 1986; Bridgwood et al, 1888;
Lines and Stoney, 1888). At the school level, key administrative
positions typically include those of the head, deputy heads and
heads of department. However, with the introduction of TVEI
there has developed a number of new roles and positions within
education for both teachers and administrators. One of these,
which is central to the implementation of TVEl, is that of the
gchool co-ordinator. The appointment of school co-ordinators as
well as co-ordinators for specific developments in the TVEI
enhances the status of the Initiative and emphasises tﬁe need to
relate personnel directly to new developments for the effective
delivery of educational initiatives. Beyond the appointment of
co-ordinators, however, arises the issue of how the new roles

relate to the existing onea as well as the management

implications of such new roles.

In the TVEl, while the project co-ordinator is a key actor at the
LEA level, both the headteacher and the school co-ordinator are
key figures at the school level: the headteacher as the chief
executive, and the school. co-ordinator by virtue of his/her
central role in the implementation of TVEI in schools (Stoney et
al, 1986; Bridgwood et al, 1988; Lines and Stoney, 1989; TA,
1989). As pointed out above, the issue, then, is how these
individuals relate to one another and to others, such as LEA

afficers and advisers at the LEA level and heads of department

and co-ordinators of curriculum areas in schools. In practice
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such relationships are likely to have both formal and informal
elements. For example, Sims (1886) reports the practice of
informal ‘*sounding out! of key personnel by project co-ordinators
whereby the outlines of new policies or policy adjustments were

often discussed individually between the project co-ordinator and

the relevant ingtitutional heads, institutional co-ordinators and
LEA advisers thereby ensuring a considerable exchange of ideas

before policies reached the committee stage.

Because roles and relationships are context related, their
analysis can be strengthened by examining the factors enhancing
or constraining them. Such factors could result from elements of
the TVEIl criteria as well from the management styles of key
actors, or physical factors. For example, the constraint of time
has been reported iIn most projects (MSC, 1985b, Gleeson, 198?;'
Saunders, 1988). This arises from the pressure created not only
by the speed of TVEI's adoption, but also by the pace of
educational reforms in schools in recent years. Thus,
co-ordinators and school managers have struggled to develop and
administer TVEIl provision while preparing for such other
Initiatives as the National Curriculum. One headteacher,
commenting on the pace of educational feforms, put it this way:
*l am not against change=zs but because there are too many changes
we find ourselves coping, not with changes but with changes to
changes? (Headteacher in BBC's Newsnight, Monday, 3 December
1990). Other factors which have been cited as affecting TVEI
developments (eg collaboration) include the geographical factor
of distance, structural and timetabling problems, and issues of
adjustment resulting from differing organisational climates,

particularly in school-college linkg (MS5C, 1885b; Stoney, 1886).
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At the individual level, management literature identifies a
number of role problems (eg Ribbins, 1885). Such problems
include rdlé amhighity, confliet, and overload. In the TVEI,
Sims (1986) reports that project co-ordinators have expressed
frustration at having to serve several masters including the TA,
the LEA and the school. The same can be said of school
co-ordinators who may be torn between their responsibility to the
project consortium, the school and individual teachers and
curriculum areas. Given such a situation, the qﬁestion arises as
to how much autonomy co-ordinators have to organise their
projects and schemes. Similarly, role overload, especially for
key participants, is likely to occur in the TVEl where the
concern ig with both curriculum and administration including
teaching and learning innovation, and where additional demands
are placed on staff time by such developments as guidance,
records of achievement and residential and work experiences (SHA,
i888). This has implications for the oranisation of activities,
and the allocation of resources in schools in terms of possible
*slack!’ mechanizsms aimed at accommodating the development and
delivery of the above named activities (in addition to planning

and INSET).

With respect to role conflict, it would appear, as Roberts and
Ritchie (1990) have noted in relation to the HNational Curriculum,
that the TVEIl undermines the traditional hierarchical model of
school management by creating new posts necessary for
inter-school and inter-disciplinary curricular planning. An
issue of primary concern is the status and role of the school
co-ordinator relative to the head, deputy heads, and heads of
department. Within the school, attention has been drawn to the

likely tension that could arise between the co-ordinator and the
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deputy head because of the overlap between gome elements of the
co-ordinator’s role and the traditional roles of deputiez (Pole,
i086; Lines and Stoney, 1989). 'In suech situations, deputy heads
may see co-ordinators as usurping some of their functions. A
gimilar gsituation could occur in the relationship between the
co-ordinators and headteachers. kLines and Stoney (1989) report
that most co-ordinators report directly to the head. However,
because of their ‘gate-keeper’ roles, co-ordinators must
necesgarily have a lot of contact outside the school. Some of
these contacts, especially with the project consortium, may
generate a need for some kind of policy (eg curriculum)
modification within the school. In such a situation, if the
co-ordinator’s role is not éxplicit, or the co-ordinator does not
have the necessary mandate from the head, this might result in

tension between the two.

With regard to heads of department, the issue appears to concern
the opportunities available for all to participate and to
contribute to the development and delivery of programmes. For
example, Lines and Stoney (1988) report that, in schools, most
co-ordinators were seen as occupying a central, non-departmental
role with a middle management status, suggesting that they
generally have the same status as heads of department. However,
the same report reveals that many heads of department indicated
that they were not involved in TVEl activities beyond their
departments, with a third not being ‘involved in any TVEI related
committees, either insgside or ouside the school' (Lines and
stoney, 1889, p. 21). If common, this could have a significant
implication for the management of the Initiative in general and

col laboration within it in particular.
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Monitoring and Evaluation: Emphasisg is given_to the monitoring
and evaluation of projects and schemes in the TVEI guidelines.
The Training Agency funded a number of independent evaluation
gtudies at the inception of TVEI. For example, a team at Leeds
University was commissioned to undertake studies on aspects of
curriculum change and development while the National Foundation
for Educational Research (NFER) did the same on the organisation,
operation and reception of the Initiative. Several evaluation
reports have been published by these and other groups (see
Appendix 11). For the purpose of this discussion, however, it is
the local (LEA and school) evaluation that is more significant
because the TVEI criteria and, in particular, the guidelines on
local evaluation, have implications for the management of the
Initiative. For example, since projects started as pilots, it
was important for them to be monitored and evaluated as they
developed in order that the educational and manaéement lessons
learned might be of wider application. At the same time, such
evaluation creates an additional burden for LEAs and
institutions, thereby presenting special challenges to them.
Furthermore, the emphasis on monitoring and evaluation implies
that TVEI programmes needed to be clearly identifiable relative
to existing provisions in schools. In this respect, Saunders
(1988) argues that such ‘pilot discreteness’ results in a
management paradox. The argument is that pilot discreteness
causes disruptions because it creates pilot ‘enclaves’ in which
losers are at odds with winners. At the same time, pilot
enclaves can be dismantled and pilot discreteness minimised by
‘pre-emptive replication’ (local extension). This, however,
would also mean that TVEI programmes will be less identifiable
and therefore legs susceptible to monitoring and evaluation.

This suggests that issues of evaluation are related not only to
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the evaluation process but also to the entire management and

impliementation process.

Although, as noted in the previous chapter, school objectives are
many and varied, the TVEI objectives of schools relevant to this
study are mainly twofold: the educational objective of pupils’
achievement, and the economic objective of efficiency in the use
of resources. The focus here is on the resource aspect;
elsewhere, (eg Fitz-Gibbon et al, 1988; Hopkins and Leask, 1988),

the educational outcomes of TVEl have been examined.

As noted in the previous chapter, apart from the Local Management
of Schools (LMS) which makes resource management a high priority
in schools, the cost-effectiveness of programmes is one of the
aims of TVEl (Aim b-i). These developments suggest that the gap
between educational and business or commercial establishments in
terms of budgetary and resource management strategies is not only
closing, but that the thrust towards greater control and
accountability is gaining momentum. The developments also pose a
challenge to LEAs and schools. In practice, resource utilisation
may or may not reflect allocation intentions. However,
categorical funding implies a linkage between resources and
objectives and activities. By adopting the strategy, the TA is
indirectly challenging LEAs and schools to meet these
expectations or to adapt them if they are felt to be

inappropriate.
2.3.3 The Organisation and Delivery of TVE! Programmes

The school curriculum is constantly developing, influenced by
changes in educational thinking, changes in demands from industry
and society and in the needs and aspirations of young people

themselves. In this process of change, the management of
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resources, both human and material, is an important factor.
However, as Dennison (1884, p. 112) points out, ‘there is a world
of difference between a dynamic, regponsive curriculum and a
gtatic, inflexible approach: even when provided by the same level
of resources’. Such differences occur partly as a result of the
differing managerial capabilities of school managers and partly
because, as Handy (1876) notes, many schools are not aware of the
management opportunities and alternatives available to them.

This section considers the relationship between resource
availablility and curriculum implementation in secondary education
generally and TVEl in particular. This will be done by looking
at the management implications of organising and delivering the

school curriculum with particular reference to the TVEI.

The TVEl Curriculum: LEAs are eligible to receive financial
support only to deliver those identifiable elements in the
curriculum that are different from what was on offer previously.
Principally, but not exclusively, curricular innovation in
projects has occurred in the more technologically based subject
fields such =s Business Studies, Craft, Design and Technology and
Information Technology. This trend appears not only to be
general, but also sustained in projects over the TVEI pilot,
although the emphasis shifted progressively from content (subjeect
based) to process (teaching and learning styles) as the

implementation of the Initiative progressed (TA, 1989).

The general emphasis on technologically-based subjects apparently
reflects the desire of LEAs and schools to address the technical
and vocational focus of TVEI. However, the shift from content to
process is less susceptible to explanation and could reflect a
response to a variety of factors and/or forces. For examplé, it

could reflect a reaction to initial project evaluation reports,
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or a desgire to take sccount of the needs of teachers and/or
parents. A reaction to evaluation reports could stem from the
fact that the TVEl guidelines emphasise both content and proeess.
Thua, while changing guidelines may be a possibility, once
subjects and courses are established, the content aspect may be
felt to be largely addressed and emphasis would then be directed
towards process. At the same time, an emphasis on content will
invariably involve only a proportion of teachers and curriculum
areas while an emphasis on process will involve more areas and
teachers since teaching methods can be applied in any area, TVEI
as well as non-TVEI. The shift from content to process could,
therefore, reflect a desire to involve more areas and teachers in
the Initiative in order to avoid internal conflict amongst
teachers. The same argument can be advanced with respect to
parents, particularly where parents are reacting negatively
towards the Initiative. This is because parents are less likely
to notice changes in process (in the form of teaching methods)
than changes in content (in terms of subjects and courses) since
tha latter can be easily discerned from pupils’ reports. These
examples are relevant to the issue of the relationship between
policy and practice and suggest that the same choice might be
made by different achools for different reasons, so that an
understanding of the choice requires an examination of particular

contexts.

The requirements for LEAs to meet other criteria, such as,
catering for the full range of abilities and the provision of
practical, experiential learning and equal opportunities has
meant that projects? curricular activities are not limited to
subjects and courses. In practice, LEAs and schools have

addressed these issues through devising new patterns of

- 42 -



curricular organisation and giving greater emphasis to
eross—curricular activities. Hany of such activities (including
careeré guidéﬁce,’préfiling and records of achievement, and work
and residential experiences) were explicitly encouraged in the
TVEI Aims and Criteria and most TVEl projects included them in
their curricula. Similarly, several TVEI schools are reported to
have placed considerable emphasis on residential (out-of-school)
experiences (Barnes et al, 1988). Given that these activities
are contained in the TVEI guidelines, the issue becomes less
about whether they have been included in projects than about how

they have been included and managed. This can be addressed by

examining the organisation and delivery of TVEl activities.

Currieulium Organisation: Two important developments reported in
TVEI projects in relation to the organisation of curricular
activities are the ‘integration’ and ‘modularisation’ of subjects
and courges (Barnes et al,1988; TA, 1989). Integrated courses
are developed by combining elements from different subjects
and/or cross-curricular activities. Typically, such elements are
derived from group=s of related (generic) subjects. With respect
to the modularisation of subjects, Barnes et al (1988, p. 90)
report that *modularisation of the TVEI curriculum was a strong
feature of TVEI activities’ in many schools. According to them,
teachers claimed that modules, or the organisation of activities
into small =zelf-contained units, led them to identify the main
components of courses, and to present course-work in smaller,
more manageable parts. These developments obviously have
resource implications. For example, since teachers are normally
trained to teach particular subjects, the integration of elements

from different subjects into a course has implications for
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resource availability and teacher utilisation as well as for

teacher specialization and staff development.

Typically, the school curriculum is claggified into core
activities, undertaken by all pupils, and optional activities,
undertaken by a proportion of pupils. Optional subjects are
primarlly designed to address pupil differentiation by giving
them the opportunity to select subjects of their interests and
capabilities. The decision as to whether to provide TVEI
subjects as core or as options is an important choice in relation
to the organisation of programmes. In this respect, the Training
Agency (MSC, 1985b, p. 6) points out that: *"the new programmes
must be an optional component, since the criteria for the
Initiative require entry to the programme to be voluntary’. This
statement represents an example of a TVEI criterion which, in
practice, might not occur, reflecting a disjuncture between

policy and practice.

Within the option system, however, three alternatives - ‘free’,
‘constrained’ and *blocked’ have been reported in TVEIl projects
(MSC, 1985b; TA, 1989). For the free option subjects, pupils can
select from them as they wish to make up their total programmes.
WYhen the options are constrained, however, subjects are grouped
according to particular patterns (which vary between schools),
usually according to disciplines or, as commonly called in
schools, core areas (usually creative studies, humanities,
science and languages). Pupils are then expected to select one
or more subjects from each of those categories. The device of
constraining some options is aimed at enhancing curriculum
breadth and balance for individual pupils. Sometimes options are
*linked’, resulting, for example, in a "double option?’ situation

whereby the selection of one option from a particular category
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requires the selection of another. This i3 done to snsure
curriculum depth and coherence; thus, a school might have
Business Studies | and 11 as double options. The balance between
TVE]l subjects as core and as options has rescurce implication,
for as the Training Agency (TA, 1988, p. 21) points'out, *the
more that can be done to increase the size of the unit for

curriculum planning the more economies can bhe effected’.

A primary indicator of the linkages between activities, pupils
and teachers is the school timetable. In the TVEI, ‘block
timetabling’ whereby pupils are committed to large blocks of
curriculum time (periods) has been reported in some schools (MSC,
1985b; Barnes et al, 1987 and 1988; TA, 1888). Various reasons,
such as enabling resources to be pooled together and used at the
same time have been given for this. However, the arrangement
needs to examined beyond this reason. The Training Agency (TA,
1989) for example, has instanced one case where 30% of curriculum
time was spent on technological subjects, but not a single girl
was inveolved. Similarly, by devoting a large percentage of time
to an activity, a large proportion of teachers and other
resources may be inflexibly committed, thereby affecting the

overall flexibility of the system.

The Pupil Dimension: As indicated in chapter i, curriculum
organisation cannot be fully defined without a linkage between
programmes and relevant pupil groups. This is relevant to the
izgue of pupil differentiation which also has implications for
resource utilisation. For example, pupils differ in gender and
abllity level, and there are some with special educational needs.
A primary consideration in the organisation of programmes is
therefore the need to cater for such variations in pupil

characteristics. Similarly, account needs to be taken of the
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age/year groups of pupils in the organisation of activities and
allnoation of resources. Approaches to these iasues are likely
to differ from school to school. Thus, while some may adopt
gseparate sex, ability and special needs pupil groupings, others
may decide to have mixed groups. Every school will have a reason
for adopting a particular approach and every approach has its
merits and demerits in educational and resource terms. For
example, the zseparation of pupils by particular characteristics
may demand more or special resources, or may be better suited for

meeting individual pupil needs.

Teacher Utilisation: LEAs have, necessarily, called on extra
staffing resources in the implementation of their schemes. The
extra resources are, partly, taken up in the development of ideas
and materinls for new programmes, but they are also necessary to
keep the programmes running. The balance between staff costs for
development and for maintenance of programmes as well as between
teaching and administration is a crucial factor in determining
gtaffing costs for the extension and replication of TVEI.
Although there are several types of resources, both human and
material, the importanée of people in the delivery of educational
programmes is particularly significant. Similarly, although
teaching and non-teaching staff play vital roles in schools,
teachers play a much more dominant role, not only because they
are directly involved in curriculum delivery, but also because
they represent a substantial proportion of schools? resources in
terms of cost. For thege reasons, only the utilisation of

teachers will be treated here.

Etaff utilisation in the delivery of the curriculum is a matter
of educational concern and of economic use of resources. Thisg is

more so given the current demand on schools for educational
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accountability and pressures for fiscal restraint. In such a
situation school managers may feel a great necessity to match
teachers and pupils effectively and to use staff talents and
skills to the best advantage. However, the achievement of
effective allocation and utilisation of resources, which this
implies, is not an easy task. In the context of this research,
two issues, the specialisation of teachers and the related
in-service training for teachers (INSET), are considered

important.

The existing curricular practice of a school infuences its
current utilisation of staff, equipment, accommodation and other
regspurces. Those resources, in turn, are likely to dictate and,
sometimes, constrain the future curriculum. Similarly, teachers
are recrulted with expertise to meet current curriculum
objectives and, once recruited, their specialisation could affect
the direction in which the curriculum can change. Many TVEI
programmes have not simply involved the enhancement of existing
subjectz; rather, schools have introduced completely new subjects
into their curriculum. Obviously, these could not be delivered
by instantaneously importing new teachers to match the new
subjects. What has happened is that teachers have been
transferred to new subject fields (Barnes, et al, 1887 and 1988;
Hinckley et al, 1987; TA, 1988). For example, noting that few
teachers were specifically trained to teach Electrononics,
Computer Studies and Information Technology, Hinckley (1887, p.
ii) reports that ‘it is interesting to note that for some, the
subjects which they were teaching, were not those for which they
are trained to teaech’. Such ‘migrations' or re-distribution of
teachers clearly have resource management implications in terms

of both flexibility in the u=e of resources, and the
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effectiveness of the teaching process. On the one hand, certain
developments in some TVEI projects, such as the integration of
coursea, makes the deployment of teachers across their areas of
specialisation a necessary choice. On the other hand, the
decizsion needs to be set against the quality of teaching as
teachers try to come to terms with some unfamiliar subject

matter.

Naturally, this development has entailed staff development on a
considerable scale, adding to the significance of such migrations
for the management of teacher resources in particular and overall

school management in general.

With the inception of TVEl, a2 programme of TVEIl related
in-service training for teachers (TRIST) w<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>