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Abstract

Enterprise education is defined by some educators as a distinctive approach to
teaching with the aims of improving motivation to learning and enhancing the
development of enterprising behaviours in young people (e.g. Bridges, 1992; Gibb,
1993; Harris, 1993a). However, after two decades of development, there remains a
lack of empirical support to demonstrate its effectiveness, or otherwise, in achieving
its aims. This is due to the problem of conceptual confusion with the political rhetoric
of business imperatives and a lack of a unitary definition. Furthermore, there is a
problem of finding an appropriate methodology to investigate the holistic nature of
the phenomenon.

In order to investigate the effectiveness of enterprise education, therefore, the problem
of conceptual confusion needs to be addressed before the key concepts can be
operationlised and a potential methodology explored. The Durham University
Business School’s model of enterprising teaching is chosen for this purpose since the
relationship between ‘enterprising teaching’ and the development of ‘enterprising
behaviours’ was clearly laid out in Gibb’s paper (1993) and has been shared by many
other models of enterprise education.

Hence, the objective of this thesis is to explore the meaning of ‘enterprising teaching
modes’ and ‘enterprising behaviours’ among teachers with the main focus on seeking
firstly, operational definitions of the two key concepts; and secondly, an appropriate
methodology to measure these concepts.

An exploratory study based upon the discourse interview research method was chosen
for its strength of investigating the key concepts in depth. Findings from the ten
intensive case studies suggest that the DUBS’ concepts were not naturally associated
with political rhetoric. ‘Enterprising teaching modes’ were perceived to be effective in
promoting a deeper level of learning, although some modes were found to be value-
laden and ambiguous. When these problematic modes were removed, the concept
potentially constituted an adequate construct for distinguishing an enterprising
teaching tendency from a didactic one. ‘Enterprising behaviours’ were also perceived
to constitute a unique behavioural construct. A behavioural rating methodology was
demonstrated to be an appropriate measurement instrument for both concepts.
Inferences were also made which suggest that enterprising teaching modes might
cause the development of enterprising behaviours in students. The current research
results have arguably provided a solid conceptual and methodological foundation for
further empirical investigation to follow.
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Preface

In Hong Kong, the metaphor commonly known for education is ‘stuffing the Peking
duck’. Having been ‘stuffed’ for my primary and secondary years, I came out of ‘the
oven’ (the institution), not quite deliciously roasted, but ‘burnt’! I remembered how, in
my primary years, I was still curious and enthusiastic about learning. Every beginning of
the new school year, my imagination went ‘wild’ with all the colourful pictures and
interesting texts in my new textbooks. I would have read all the books before the year

began. When learning was boring, at least we could just shout louder in our rote learning,.

In the secondary years, the ‘stuffing’ became so much more fierce and the interaction
with teachers was mechanistic. Schooling meant de-individualisation. Like many other
students, my mind gradually shut down. By the time [ reached A-Levels, it was a real
struggle just to ‘keep my eyes open’ in lessons - my dictated notes, Chinese or English
written words, slowly deformed into ‘little worms’. Our strategy to stay awake was to
look at the ones who were dropping off in class... This is the short history of my didactic

learning at school.

I then took the role of ‘stuffing’. I owned a tutorial centre where kids came to me after
school for remedial lessons. The difference between my tutorial centre and schools was
the personal attention that they could get from me and the close friendships that we
developed in a small group learning environment. They called me ‘sister’. ‘Naturally’,
they were taught the way I was. Until one day, Bonnie shouted in the middle of the
lesson, ‘It’s so boring, sister!” The following October, I was studying Psychology hoping
that I would know more about learning, in a British university. I started to learn about

learning.

I have had the privilege of observing the two different cultures and am fascinated by the
contrast of classroom learning in Hong Kong and Britain. To express it in simplistic
superficial extremes: the Chinese classroom is ‘docile’ and the British classroom is

‘chaotic’. The constant question in my head is: Where is the balance of ‘yin’ and ‘yang’?

-




While I was doing research in ‘entrepreneurial learning’ in Durham University Business
School, 1 came across Professor Allan Gibb’s model of enterprising learning (1993). 1
was attracted by the notion of ‘structured guidance’ that the model potentially offered
which blended in well with my knowledge of the psychology of learning and my
‘anthropological observation’ of the teaching and learning in the two cultures. I started
the Ph.D. process with a probably ‘biased’ attitude. What I did not expect was the amount
of contention and the politicising that had happened within the literature of enterprise
education in which Professor Gibb’s model is located. The more I read, the more

disillusioned I was. [ became very critical or even cynical towards the subject matter.

It was not until I conducted my fieldwork with teachers in Britain (and informaily in
Hong Kong) I re-discovered the ‘original’ meaning of being enterprising. 1 realised the
power of social construction of meaning: how the intrinsic value of ‘enterprise’ could
inspire people to do a lot of good work. I was then able to look beyond the ‘rhetoric’ and
re-established a healthy attitude towards my research. I might still be biased, but I am
aware of it. More so, [ am aware of the contributions that enterprise education has made
and the lessons that need to be learnt. Through this Ph.D. thesis, I wish to share my

learning process with whoever is interested in the field.




Imtroduction

The main thrust of this thesis is upon the meaning of ‘enterprise education’. The concept
of enterprise education remains contentious in the domain of education in this country,
and conceptual confusion is acknowledged by various commentators (Coffield, 1991;
Hyland, 1991a; Jamieson, 1991; Ritiche, 1991; Gibb, 1993). Gibb (1993) reasons that the
problems surrounding the concept are a result of the multi-meaning of the word
‘enterprise’. In the 1980s, the proliferation of enterprise initiatives under the banner of
enterprise education defined the concept within a combination of various themes such as
‘understanding industry and business’, ‘small business start-up training’, ‘work-related
curriculum’ and ‘a distinctive approach to teaching and learning’, etc. It is the last theme,
that is, enterprise education as ‘a distinctive approach to teaching and learning’ that this

thesis focuses upon.

Chapter 1 considers how 'enterprise education' emerged from the debate about education
and industry in the 1970s and 1980s. Three phases of development of this debate are
charted: the first phase is the 'Emergence Phase' which took place in the late 1970s; the
second phase is the 'Establishment Phase' which began in the early 1980s; the third phase
is the 'Consolidation/Confinement Phase' which started in the early 1990s. Against this
backcloth, the notion of ‘enterprise education’ emerged to offer the potential for an
integrative approach to perceived problems. However, to some educationalists, it was a

source of contention and conceptual confusions.

In Chapter 2, these sources are investigated. Adopting the principle of discourse analysis
(Potter & Wetherell, 1994), a conceptual inquiry into enterprise education is carried out.
It is argued that the academic debate concerning the conceptual confusion surrounding
‘enterprise education’ stems from the early stages when the term ‘enterprise’ was first
introduced into education. The lack of consensus at the initial stage of conceptualisation
among 'promoters’ of the term led to diverse interpretations. Political rhetoric presented

the concept of enterprise as a free market economy model. This caused some academics




to conceptualise the term as incompatible with 'true' education. Outside of the academic
community, however, the debate was much less contentious. The somewhat polarised
academic debate can be contrasted with teachers’ and students’ understanding of
enterprise. For them, the perceived intrinsic ‘goodness’ of enterprise was mainly
assoclated with desirable enterprising attributes in a person. Therefore, the foundation for
and the distinctiveness of enterprise education can be focussed upon developing
enterprising qualities in people. Based on this foundation, a conceptual realignment is
discussed.

In Chapter 3, a structured framework of enterprise education as a distinctive approach to
teaching and learning is drawn based upon the ideological framework of liberal education
(Bridges, 1992). Three models of enterprise education are classified and discussed. They
are the ‘work experience model’ exemplified by the Technical and Vocational Initiative
(TVEI) of the 1980s; the ‘business simulation model’ exemplified in the Mini-Enterprise
in Schools Project (MESP); and the ‘learning model’ as presented by the ‘Education for
Capability’ campaign and the Durham University Business Schools’ programme. Their
separable characteristics and effectiveness in achieving aims and objectives are
evaluated. Finally, an appraisal of enterprise education to-date is carried out. There
remains a lack of empirical evidence that enterprise education is effective in developing
enterprising behaviours. This is due to the lack of conceptual clarity and of appropriate
methodology which has made evaluation difficult. Hence, it is argued that the
fundamental issues which need to be addressed are the conceptual underpinning of the

theory and the development of an appropriate methodology for evaluation.

In Chapter 4, the DUBS’ model is taken as a focus for examination of the fundamental
problems of conceptual confusion and lack of appropriate methodology as identified
above. In this chapter, the model is analysed using the concept of model building
(Keeves, 1988). Features which are unique to this model are discussed. Theoretically, the
model is argued to contain the major elements of learning drawn from existing
progressive pedagogy and Gibb’s speculations of small business learning (1993).
Therefore, the model can be seen as an ‘ideal type’ (Martindale, 1963) which can
potentially lead to the two hypothesised outcomes, namely, ‘greater insight to
knowledge’ and ‘enterprising behaviours’. However, research in enterprising teaching
approaches seem 1o show that teachers’ perceptions of these approaches are that they are
impractical and ineffective for core subject learning (Iredale, 1992; Cotton, 1993; Harris,

1993a). Hence, the focus of the current research, that is the search for conceptual




underpinning and methodological appropriateness, would need to take into consideration
teachers’ perceptions of the two key concepts within the DUBS’ model of enterprise

education, namely ‘enterprising teaching modes’ and ‘enterprising behaviours’.

Chapter 5 sets out three key research questions. Firstly, what do ‘enterprising teaching
modes’ and ‘enterprising behaviours’ mean to teachers? Secondly, how do they perceive
the definitions offered by the DUBS’ model? Thirdly, can they observe and relate to the
two key concepts from the reality of teaching? To explore teachers’ perceptions, the
qualitative discourse interview is argued to be the most appropriate research
methodological approach. It enables informants to reflect deeply on the central issues and
allows them to voice concerns which are essential to them concerning the processes of
teaching and learning. The rationality for choosing the discourse interview is discussed in

this chapter. Finally, the research procedure and the method of analysis are introduced.

The rich discourse findings are discussed in two Chapters. The discussion on
‘enterprising teaching modes’ is presented in Chapter 6 and discussion on ‘enterprising
behaviours’ in Chapter 7.

In Chapter 6, the results are used to draw out the factors which affect teachers’ adoption
of enterprising teaching modes, to chart teachers’ teaching tendency, and to feed back
from teachers’ perceptions into the DUBS’ concept as a whole. In summary, informants
are found to perceive ‘enterprise’ as a neutral concept. ‘Enterprise’ is not readily
associated with political rhetoric of business/industry, nor with a thinking in pedagogy. It
1s, however, naturally associated with personal attributes and behaviours. ‘Enterprising
teaching modes’, as defined by DUBS, are believed to be complementary to didactic
teaching modes. The latter are seen as providing structure for the application of the
former in promoting a deeper level of learning. However, the way in which the two
approaches are mixed is affected mostly by external pressure, such as exam syllabus and
the National Curriculum. School organisational culture, informants’ exposure to
enterprise education and class size are likely to have considerable effect on teaching
styles.

Some of the ‘enterprising teaching modes’ presented as a dichotomy with ‘didactic
modes’ in the DUBS’ definition are perceived to be value-laden. When these value-laden
modes are removed, the core construct of an ‘enterprising teaching approach’ emerges. It
is demonstrated that informants’ teaching tendency can be more accurately charted by the



use of rating scales. Arguably, an enterprising teaching tendency is therefore
distinguishable from a didactic teaching tendency. An interesting connotation of an
‘enterprising teacher’ arises from informants’ understanding of the subject matter. An
enterprising teacher is one who shows an enterprising teaching tendency in spite of
situational constraints. Thus, the current findings suggest that it is possible to measure
how different teaching tendencies (enterprising or didactic) will have an effect on the

learning outcomes, i.c. ‘greater insight into knowledge’ and ‘enterprising behaviours’.

In Chapter 7, the findings concerning ‘enterprising behaviours’ are discussed.
Informants’ perceptions of enterprising behaviours seem to be in agreement with the
DUBS’ definition. The DUBS’ definition is argued and found to be an adequate basis for
developing a meaningful construct. Informants are able to observe and infer students’
enterprising behaviours, despite occasional situational constraints. Some ambiguity and
conflicting values are also found in certain behavioural categories. Nevertheless, the
discourse methodology allowed a negotiation of meaning with informants to clarify these
problems. Based on the rich discussions with informants, suggestions are made to
minimise these problems. Most importantly, findings imply that there is a possible causal
relationship between enterprising teaching modes and enterprising behaviours. Finally,
the rating methodology is also demonstrated to be a potentially useful tool for measuring

students’ enterprising behaviours.

Chapter 8 summarises the whole thesis. Based on the current research findings,
recommendations are made concerning the future development of enterprise education. It
is suggested that the two key concepts be refined. More importantly, it is recommended
that training in enterprise education in the future places emphasis upon the development
of the enterprising teacher. It is suggested that training focuses on enabling teachers to
engage in deeper reflection on the meaning of teaching and learning. A holistic approach
to cognitive, social and personal development towards interactive professionalism is
discussed in detail. Finally, this thesis argues that enterprise education has potential to
make a contribution in two major areas. Firstly, it can offer a better understanding of
pragmatic progressivism in the form of ‘structured guidance’. Secondly, the notion of an

enterprising teacher can contribute to school effectiveness.

-



Chapter 1

Historical Analysis of the Development of Enterprise Education

1. Introduction

This chapter discusses the background to the development of ‘enterprise education’. It is
argued that the development of ‘enterprise education’ is closely related to the continuous
public debate conceming the relationship between education and industry within the
context of the socio-economic background since the late 1970s (Watts, 1983; Nash, 1992;
Harris, 1993a). This chapter, first of all, adopts Watts’ framework of education-industry
interface to analyse the problematic relationship between the two. It is argued that the
problematic relationship has provided a fertile ground for the emergence of ‘enterprise
education’ (Watts, 1984; Jamieson, 1984; Nash, 1992; Harris, 1993a). This is then
followed by a discussion of developments which led to the emergence of enterprise
education. This thesis identifies three phases of development within the past two decades.
The diversity of enterprise activities, the political entanglement of the subject matter and

the subsequent conceptual confusion are revealed.

2. Education and Industry - A Problematic Relationship

Watts (1983), in an analysis of the relationship between education and work, set out four
interfaces, i.e. selection, socialisation, orientation and preparation, in which education
and industry have been bonded with each other actively, though reluctantly. They provide
the means for examining the paradoxes and conflicting interests between both education

and industry, which have been aggravated by the post-Fordist socio-political economy.

2.1. Selection

Examination results have always been used by most employers as criteria for
employment. According to Maguire and Ashton (1981), at the higher level of the
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professional hierarchy, academic qualifications are generally used for administrative
convenience as a crude measure of the candidates' personal ability for pre-selection. At
lower levels, the utility of qualifications diminishes. However, since better qualifications
would mean a better job, this has contributed to increased credentialism (Grubb &
Lazerson, 1981). Ironically, the increasing emphasis on examination results coincides
with the escalating claims of falling educational standards and the increased irrelevance
of the academic qualifications which fail to meet the needs of industry. Marsden (1986)

highlighted the tensions between education and industry:

'Industry is often unable to see any inconsistency between wanting youngsters to be
flexible, technologically capable, economically literate, team-working, problem-solvers
and yet refusing to interview them unless they have at least five O levels.' (p.21)

This results in

'...exam results to be stressed by schools and parents even more, employers to over-
recruit people with higher "academic" attainment than required and for the school
curriculum to become less and less relevant for more and more pupils.' (Marsden, 1983,
cited in Watts, 1983, p.26)

The problem of the relevance of a selection system lies on its lack of breadth and
diversity in defining academic ability. Academic ability has been narrowly defined as
achievement in traditional subject specifications as codified into examination results
(Gleeson & Hodkinson, 1995). Numerous researchers have reviewed the history of the
British educational system since the 1840s (Marshall, 1990; Nash, 1992; Gleeson &
Hodkinson, 1995; Merson 1996). They claim that the selection system has been the basis
for a fundamental government policy designed to screen out the academically able for

leadership in society from those vocationally inclined towards manual work.

Millers et. at. (1991) argue that the selection system is difficult to change because of the
conservative enrolment practices of traditional universities which limit academic
advancement for students who are attracted to vocational education. Subsequently, a
relatively limited career prospect and the relatively little pay-off in terms of social status
and financial rewards contingent to the vocational path makes it subordinate to the
traditional academic path.

As a result, students who are vocationally inclined have been deterred from choosing the

vocational route. The competitive climate associated with a narrow selection system has




led to ‘the separation of A levels from both personal and social education and the

preparation for future employment’ (Young, 1993 cited in Merson, 1996, p.26)

2.2. Socialisation

Socialisation in schools refers to the interactions between students and teachers within
the social structure and school environment which influence attitudes and behaviour.
Ashton and Field (1976) observed that students' self-identity reinforced by the social
interaction in school, shaped their choice of career in a way that conformed to their own
social background. This observation was supported by Banks and Roker (1992) who
investigated the work attitudes of 909 students, aged 16, from matched social
backgrounds. They discovered that private schools students were significantly more
motivated to stay on for higher education and obtain qualifications than state schools
students. Socialisation at school was deemed to enable a work orientation considerably.
Schools were thus criticised for fortifying 'social inequality’ (Ryrie, 1981).

Ironically, when schools are charged with fostering 'social inequality' unintentionally,
they are simultaneously blamed for inspiring the working-class youth to harbour
unrealistic expectations from their employers that cause conflict in the work place
(Maguire & Ashton, 1981; Ryrie, 1981; Jamieson & Lightfoot, 1981). Employers have
complained about young people having poor attitudes, expressed in terms of
'slovenliness' and 'disrespect’. Maguire & Ashton (1981) noted that such complaints came
mainly from employers who were recruiting at a semi-skilled or unskilled level.
Inappropriate curriculum, they believed, caused working-class students to misbehave and
such misbehaviour was being carried from school to work. A better understanding
between schools and industry in order to design a relevant curriculum for the young

people who were more likely to enter the low-level labour market was suggested.

This thesis argues that Maguire and Ashton's suggestion is incompatible with the
fundamental educational goal which stresses equality, otherwise, a 'relevant curriculum'’
may mean 'knowing one's place' and eventually engenders the vicious circle of 'social
inequality’ (Jamieson and Lightfoot, 1981). It is also argued that, among reasons other

than the one suggested by Maguire and Ashton, poor attitudes are more a result of failure

-



in inducing intrinsic motivation to learning (Richmond, 1975) and inadequate career
guidance to encourage mobility (Rees, 1997; Watts, 1993)!.

Concerning the process of socialisation, Bazalgette (1978) made the criticism that school:

..... encourages dependence and immaturity, because of the lack of real contact with
significant adults...and...the lack of opportunity to develop and exercise personal
autonomy. They tend to keep young people inadequately prepared for the world of work.'
(Cited in Ryrie, 1981, p.66)

Watts (1983) also discovered evidence of increased anxiety as youngsters face the issue
of leaving school. Both Watts and Bazalgette argued the need for more and better adult
relationships in schools, and for schools to establish better contact with the world of

work.

Bazalgette emphasised the importance of enhancing students' autonomy, a personal
quality required by employees at higher-levels but resented by employers at lower-levels.
Such disparity recalls the dilemma that teachers face. Jamieson and Lightfoot (1981)
underlined the importance of schools being concerned with the whole ability range and
the need to be resistant to the idea of streaming, although unconsciously, they might
succumb to a stereotyped expectation of their students and socialise them towards
undesirable conformity. Watts (1983) concluded that:

‘The process of socialisation into employment remains a strong feature of the educational
system - all the stronger because it is often implicit rather than explicit, and hidden even
to the teachers who promote it.' (p.21)

2.3. Orientation

Orientation is concerned with deliberate curricular interventions designed to help
students become aware of the variety of employment opportunities, to understand their
potential and make decisions on their career choice (Watts, 1983). This is usually done
through careers education and work experience. Watts believed that orientation made the
process of shaping beliefs and attitudes more visible than socialisation and was therefore
open to question and deliberate control. Since career orientation is particularly sensitive

to the immediate labour market, this attracts instant political attention and manipulation.

I Ashton (1993) and Rees (1997) claim that the low-skilled youth labour market is a result of the inability
of the government to envisage the global trend for developed countries to encourage high-added value
industry which requires high-skilled labour that utilises human capacities.
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Watts (1983) speculated that schools were cautious with the idea of orientating their
students to a specific category of occupation since specification might be perceived as a
precocious streaming that preserves 'inequality'. Hence, teachers tend to evade the issue
to avoid the possibility of being seen to be engaged in any form of indoctrination.
According to Bloomer’s survey (1985), teachers were little concerned about the
instrumental gain of work experience, such as job sampling for a particular type of
career. They were more interested in the social and personal education a student could

get through placement outside schools.

Jamieson and Lightfoot (1981) noted that work experience has been mostly carried out
locally. Educators became concerned that work experience can give only restricted
orientation towards the local labour market as opposed to the broader national labour
market. Bloomer’s survey (1985) indeed discovered that the quality of work experience
is, to certain extent, dependent on the locality or regional labour distributions. Bloomer
(1985) studied a hundred and eighty-three schools in the south west region. He reported
that the limited range of firms in the school area especially the rural and agricultural part
of the region was one of the major problems in facilitating work experience (Bloomer,

1985). There has been no indication as to how schools might rectify such an imbalance.
2.4, Preparation

Like orientation, preparation attracts central attention. It refers to the acquisition of skills
and knowledge specific to a certain occupation. It is therefore inevitably associated with
vocational education which has traditionally occupied an uneasy position in education
(Watts, 1983). The fact that the majority of entrants into vocational education are from a
'lower-ability range' (defined in a narrowly academic way) and a working-class
background, has degraded the value of vocational education and led some educators to
conclude that it perpetuates social inequality (Marshall, 1991; Hyland, 1991a, Chitty,
1992).

Advocators of vocational education believe that the self-selective nature of recruitment
reflects the need for variety of curricula to cater for different interests and abilities.
Therefore, it should not be seen as social class-based streaming. Watts (1983) further
argued that a diminishing social valuation accorded to vocational education has been a
result of rather than a cause of inequality. Vocational curriculum can provide variety to

meet different individuals’ interests. However, this does not rule out that the self-

-
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selective nature of recruitment is not, to some extent, a result of biased socialisation
embedded within the social structure (Rudd, 1997). Furthermore, this thesis cautions that
the lack of motivation in learning, regardless of the actual content to be learned (be it

academic or vocational subject), is more a result of poor teaching and learning.

Marshall (1990), Hyland (1991c, 1992) and Merson (1996) argued that the provision of

vocational education has been characterised by the lack of quality including:

o A focus upon low- or semi-skilled training which restricts advancement into
professional skills and impedes career promotion

e little emphasis on the enhancement of students’ ability of critical thinking and social
consciousness

e anarrow curriculum which restricts transfer to academic advancement

These researchers believe that the reason for the lack of quality in vocational education is
an inequality embedded in a socio-political history which has promoted the academic-
vocational divide. Quality academic study is meant for the ‘mental’ and mediocre

vocational training for the ‘manual’.

A further complicating issue in respect of the role of vocational education is that it can be
argued that industry should have the responsibility for training its own employees.
However, whenever industry is hit by recession, the tendency is to cut training to reduce
overheads. The effect is the shift of responsibility to schools, most often by political
rhetoric that causes resentment from the educational establishment (Watts, 1983;
Coffield, 1991; Hyland, 1992). Schools are caught in a difficult position as the number of
unemployed school-leavers increases despite their attempts to enhance employability by
equipping them with skills and knowledge. Although this might be done with the
educational goal of developing understanding of industry and enriching the learning
experience, it also runs the risk of premature orientation to a narrow occupational sector
(Jamieson and Lightfoot, 1981; Watts, 1987).

2.5. Summary

Table 1.1 below summarises the problematic relationship between education and industry
which is conceptual as much as practical. The debate as to whether education should
serve industry needs is largely provoked by political rhetoric and is aggravated by the

complexity of the class system. From a practical point of view, an improved mutual
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understanding would lead to desirable changes that are beneficial to both sectors (Watts,
1984). It is argued below that ‘enterprise education’ can be seen as one attempt to bring
the dichotic relationship into synergy for quality and relevance for individuals and
industry. The next section, therefore, describes how enterprise education has emerged
and how it has contributed to dissolving some of the problems that exist in the

relationship. Contentions surrounding the subject matter are also analysed.

Table 1.1 The Problematic Relationship between Education and Industry

Interface Characteristics Problems / Concerns
Selection e over-emphasis on ¢ negligent of personal development
academic qualifications | e  negligent of other abilities (e.g. creativity) and
{exam-laden technical subjects
credentialism) ® intrinsic motivation of learning decreased
e irrelevant to industry
Socialisation e  circular causality e social inequality (class-related)
between values and e difficult to cater for the heterogeneous
attitudes in social requirements from industry
interaction e lack of adult interaction other than teachers
Orientation guidance to students’ e sensitive towards immediate local labour market
(careers service within potential and inclination (lack of national perspectives/alternatives)
curriculum) to careers choice e limited choice for students
Preparation vocational skill training semi- to low skilled training
for specific occupations restricted career and academic advancement
s  social inequality

3. The Context — Developments Leading to the Emergence of Enterprise Education

To capture the development of the industry-education debate as it has led to the
emergence of enterprise education requires some understanding of the complex
economic, political and educational climate since the late 1970s. This thesis summarises
three phases of development in what might be termed the schools-industry movement
which has generated the growth of enterprise education. The first phase i.e. the
‘Emergence Phase’ took place in the late 1970s. Political pressure had led to the
emphasis on improving relations between education and industry as a remedy to the
nation’s poor economic performance (Crompton, 1987; Jamieson and Lightfoot, 1981;
Watts, 1986; Wellington, 1986). School industry projects were established to enrich the
knowledge and skills of pupils for the world of work (Jamieson et. al., 1988).

-
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The second phase i.e. the ‘Establishment Phase’ started in the early 1980s as the
economic situation worsened and a major youth unemployment problem became central
to public attention. Watts (1984) argued the need for a closer bond between schools and
industry. Public funding and private resources were pooled into building an enterprising
and work-related curriculum in schools. Emphasis was placed upon developing

enterprising skills, attitudes and knowledge in students.

Towards the 1990s, i.e. the third phase, that of Consolidation/Confinement Phase,
involved the establishment of the Training and Enterprise Councils and the White Paper
1991 embodying a centrally-controlled partmership which created the possibility of
synthesising education and industry towards a continuous learning society (Watts, 1993).
On the other hand, the multi-faceted change was seen by some as intensifying the
academic-vocational divide, confining the development of enterprise education to the

limited context of vocational education (Miller ez. al., 1991).

The above classification into three phases is by no means conclusive. It tends to over-
simplify the highly complex interrelationship between economics, politics and education.
However, it will serve the purpose of highlighting how enterprise education has been

developed in response to changing environmental influences.

3.1. Emergence Phase (late 1970s): Improving Relations between Education and
Industry

In 1976, the Great Debate initiated by Prime Minister James Callaghan attacked the

education system as being 'out of touch with the fundamental need for Britain to survive

economically in a highly competitive world through the efficiency of its industry and

commerce' (quoted in Marshall, 1990, p.224). The three major criticisms were as follows:

o industry complained that school-leavers often lacked basic skills required for
recruitment and that unemployment was due to the lack of skills;

o the ablest university and polytechnic students had 'inherited' the traditional academics'
'anti-industrial' attitude that had deterred them from careers in industry;

o progressive teaching methods had not only led to the falling of standards, but also
resulted in the lack of the right attitudes, such as discipline, in the workplace.
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3.1.1. Responses

The School-Industry Movement

The direct result of the Great Debate was a series of government interventions in
education and training. For school-leavers, a major national training scheme, the Youth
Opportunity Programme (YOP) was launched in 1978. For schools, the School Council
Industry Project (SCIP) was launched in 1978 with the aim of bridging the gap between
education and employment and developing skills for adult working life. One of SCIP's
major tasks was to link school with local industry. This was designed to help schools to
understand the requirements of the local youth labour market. Work experience including
visits and work placement, was the predominant method in use. Other methods, such as
inviting industrialists to get involved in school projects, were also used. At this stage,
industry involvement remained peripheral. The ‘industrial dimension’ in the school
curriculum remained confined to careers education or cross-curricular activity for the

purpose of orientation and preparation.

The Debate

Callaghan’s speech pointed to the inadequate preparation, narrow orientation and
inappropriate socialisation that schools had provided for their students (Watts, 1983).
These criticisms were seen by many educationalists as unjustified. Critics commented
that education was being used as a scapegoat for the country's economic and
unemployment problems (Marshall, 1990; Watts, 1983; Wellington, 1986). Wellington
(1986) argued that since the Speech, and despite numerous government training
programmes such as Youth Opportunity Programme (YOP) and the growth of pre-
vocational education, unemployment increased from about 1 million in 1976 to nearly 3
million in 19862. Furthermore, he pointed to the vagueness in Callaghan’s speech
concerning skill shortages and the needs of industry: there was no clear indication as to
what 'skills' and what 'industry' in particular was referred to. Another problem present in
the outcry concerning the relevance of the school curriculum to the skills required by
industry was noted by Wellington (1986). He found that the skills so profoundly
criticised as under-nourished in school and henceforth used to justify the need to expand

vocational education as explained by the Department of Education and Science White

ZUnemployment figures since 1986 are not directly comparable with earlier figures due to the change of
legislature of 'unemployment statue’. It is estimated that the change reduced the total count (Employment
Gazette March/April 1986, pp107-8).
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Paper (1981), were numeric and literate skills which were not outside the realm of

general education.

Concerning the criticism of poor working attitudes, Maguire and Ashton (1981) argued
that to treat 'industry’ as a homogeneous group looking for uniform skills and attitudes
was misleading. Jamieson et. al. (1988) contended that the criticism of progressive
teaching methods as a cause of unfavourable attitudes towards industry was unwarranted
as the success of government funded industry projects was largely due to teachers’
dedication to this teaching approach.

3.1.2. Summary

Watts (1983) saw the aftermath of the Great Debate as a tool to force open the school
curriculum to public scrutiny. Schools were urged to improve their functions in
socialising, preparing and orientating students to future work. The emphasis on
vocational preparation in general education in order to address the needs of industry gave
rise to the so-called 'skill movement' (Wellington, 1986). The organisation of work
experience on a national scale through SCIP was later regarded as one of the most

significant schemes in promoting enterprise education.

Undoubtedly, during the emergence stage, the quantity of work placements rose sharply
and more contacts between education and industry were established. Arguably, the
increase in work placements meant an increase in social and personal education (Merson,
1996). However, the scope of change was limited. The issues of the drawbacks in work
experience as discussed above and the problem of lack of mutual understanding between

industrialists and educationalists, were largely left unaddressed.

3.2. Establishment Phase (1980s): Building an Enterprising and Work-Related
Curriculum

The early 1980s were years of continuous growth of unemployment (see Figure 1). Rees
and Gregory (1981) speculated that for every 1 per cent of increase in the total
unemployed there would be a proportionate increase of 1.7% among the youth labour
force. In 1982/3, unemployment between the age of 16 and 24 was estimated at 25 per
cent. Watts (1983) argued that massive youth unemployment posed vigorous challenges

to the existing educational system. These included, firstly, the focus of orientation to

-
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work which was restrained to employment and not self-employment, and secondly, the
problem of the revision of the existing curriculum which was increasingly seen as narrow
and irrelevant to students.

Table 1.2. The Growth of Unemployment 1978 - 1986

(Measurement by thousands)

1978 1979 1980 1981 1982 1983 1984 1985 1986
Workforce 25661 25088 26028 25944 25955 26627 27050 27172 27367
Unemployed 1097 1015 1214 2 089 2424 2 699 2787 2907 2998
Approx. % 4.3 3.9 4.7 8.0 9.3 10.4 10.5 10.7 11.0

(Source: Department of Employment)

Concerning the function of orientating students to work, Gibb (1984) speculated on the
'bias within the education... (and career advisory services) towards an employee culture,
that is preparing people for jobs that will be provided by somebody else' (Gibb, 1984,
p.18). Kirby (1992) further argued that such a 'dependency culture' conditions young
people to be dependent on job provision, which he claimed was 'out of phase with the
needs of society in the last decade of the twentieth century' (Kirby, 1992, p.27). Watts
(1983, 1984, 1987) agreed that a school careers service could no longer operate in the
way that an industrial society had hitherto demanded, that is to introduce students to job
opportunities where they were drastically reduced. He explained that while
unemployment was structural rather than cyclical, the traditional concept of job and

security needed to be replaced by a wider concept of work for the future.

The curriculum was heavily criticised for being examination-laden (Gibb, 1984; Burgess,
1985; Watts, 1983). In some cases, memorisation of facts became a proxy for
appreciation of knowledge. Handy (1985) contended that while theories might have been
adequately taught to the students, there was a lack of exercise in putting theories into
practice. He then criticised the educational system as over-emphasising knowledge
acquisition and facts memorisation and ignoring the development of skills such as
creativity and interpersonal communication. This claim found support from many
commentators (e.g. Raven, 1977; Watts 1983; Merson, 1996) who acknowledged that
schools were put under so much pressure by public exams that educating their pupils to
attain academic qualifications became their prime concern, while the fostering of

personal and social development was relatively neglected.
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3.2.1. Responses

It was against this background of unemployment, the lack of job opportunities and the
challenge exerted on education that the notion of 'education for enterprise’ developed.
Watts (1983, 1984, 1986) suggested the potential for widening the concept of work by
encouraging 'self-employment' which was under-nourished among other alternatives of
work in careers education. Bridges (1991) and Gibb (1993) were particularly attracted to
the 'attributes' that 'enterprise' denoted, such as self-reliance, flexiblility and ability to
cope with uncertainty. Gibb (1993) further hypothesised that the concept of enterprise
(e.g. ownership) expressed in the process of learning and its related simulated activities
designed for classroom learning may help to reinstate the intrinsic motivation to learning
as well as inculcate the enterprising skills and behaviours. Handy (1984) highlighted the
notion of enterprise which conspicuously captures the importance of understanding

business and industry in the light of wealth generation.
The Government's Agenda

‘Enterprise education’ began to capture the interest of government. Watts (1984) put a

cautionary note on the emerging campaign for ‘education for enterprise’ as follows:

"Any effective educational bandwagon has to capture the ideological wind of the
moment, but not to be captured by it... We need to be clear about the contradictions
within the current political climate between the encouragement of 'enterprise' and the
repressive nature of much current policy in the education and training field." (p.6)

Coffield (1991) argued that 'enterprise' had become a vehicle for radical changes in
education and training. Hyland (1991a) suggested that one of these changes has been the
'vocationalising' of the curriculum as revealed in the 1984 White Paper (DES, 1984):

"It (vocational education) will enable many more people to be trained and improve their
prospects of employment by placing greater emphasis on equipping them with skills that
are currently required." (para. 41)

Wellington (1986) noted that focus of the government rhetoric on 'skill deficits' had
changed from lower-level skills to the technical and professional level. In this way, he
argued, the government tried to gain credibility of the rhetoric of linking skill shortages

with unemployment. Henceforth, a work-related curriculum with heavy technical and

-
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vocational emphasis became the remedy for the economic problem. Moreover, the
concept of 'enterprising skills' provided the government with further grounds to attribute
poor economic performance to the failure of education. According to Lord Young
(Chairman of the MSC and then Secretary of State for Employment), the education
system tended to suppress the entrepreneurial qualities in young people (Foreman-Peck,
1993).

Enterprise in Action (see Appendix 1)3

To promote work experience, SCIP and Project TRIDENT which started in the 1970s
were annexed into a government funded promotion of enterprise. TRIDENT has become
the main body for providing work placement services to students. In the early 1990s, one
third of the placements around the country were arranged by TRIDENT. SCIP4 had a
wide scope for building partnerships between schools and industry. Both programmes
focused upon active participation of industry in establishing a substantial work-related
curriculum in schools so as to enhance enterprising life-skills in students (Jamieson et.
al., 1988). The Technical and Vocational Education Initiative (TVEI) 5 was launched in
1983 to influence the curriculum so that it might bear greater relevance to industry
(Merson, 1991). Its objectives embodied a heavy technical and vocational element which

were also aimed to enable young people to be effective, enterprising and capable.

The Mini-Enterprise in Schools Project (MESP 1985 — 1994) adopted a distinctive
approach to business simulation for the purpose of learning. It assumed that students
learnt their school subjects and acquired enterprising skills at the same time while
engaging in the business activity. Creativity in Science and Technology (CREST)
Awards was initiated in 1986. It linked up science- and technology-based school projects
with the appropriate industries, so as to develop young people's practical understanding
of industry, creativity and problem-solving skills. The Enterprise in Higher Education
(EHE) initiative was launched in 1987 (till 1995/6) with the aim of producing
enterprising graduates for the future workforce. The Teacher Placement Services (TPS)
started in 1989 with the central theme of enabling teachers to better prepare school

3 There have been numerous enterprise initiatives generated during the establishment phase. In this thesis,
the major initiatives relevant to mainstream education are included. These initiatives are grouped into three
different models of enterprise education. (See Chapter 2 Section 4 for detailed discussions).

4 Since the early 1990s, SCIP has been amalgamated with the wider Centre for Education and Industry. Its
function remains unchanged although the scale of work has been considerably reduced.

3> TVEI finished in 1990 and TVEI extensions started in 1990 and finished in 1994/5
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students for employment and training by placing teachers in industry for a period of at

least two weeks.

In addition to the above, the private initiatives, which are free from official obligations,
articulated more clearly the importance of teaching and learning in their central aims and
activities. The RSA Education for Capability (1980-1990) programme stressed the
importance of self-management of learning adopting a behavioural model of monitoring.
The aim of the initiative was to educate the capability for 'the day-to-day management of
affairs, the formulation and solution of problems and the design, manufacturing and
marketing of goods and services' (RSA, 1991, p.5). The Durham University Business
School (DUBS) Enterprise Education Programme, launched in 1985, emphasised the
process of learning in an enterprising way so that enterprising behaviour would be

developed and the intrinsic motivation to learning maintained (Gibb, 1993).

The concept of enterprise at this stage have added breadth and depth to education and
industry co-operation. In terms of provision, before the ‘enterprise movement’, the work-
related curriculum mainly catered for students of school-leaving age. This expanded to
cover primary, secondary and tertiary students in the 1980s. Teachers were also targeted.
In terms of learning gains, the traditional practice of work experience was restricted to
orientation (job sampling) and preparation for occupational skills. Enterprise, it was
argued, have broadened the learning goals to place greater emphasise upon active and
experiential subject-based learning and the acquisition of personal skills (Gibb, 1993;
Harris et. al., 1997).

In terms of pedagogy, various ‘enterprise’ activities have attempted to vigorously
incorporate and promote progressive learning methods such as experiential learning and
student-centred learning (Jamieson et. al., 1988; Preece & Harris, 1988). Through these
progressive learning experiences, enterprise promoters believe that enterprising
behaviours will be enhanced within young people (Gibb, 1987,1993; Harris, 1990). The
notion of enterprising skills was added to the narrow categories of literacy, numeracy and

specific occupational skills of the 1970s.

The above account is based on the ‘ideal type’ image of what enterprise initiatives might

be able to achieve (Martindale, 1963). Empirical evaluations are urgently needed to
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assess their actual effects. Nevertheless, the concept of enterprise seems to have attracted
considerable enthusiasm and resources from various sectors to work towards education
and industry coherence. The diversity of enterprise initiatives with multiple objectives of
has become the ground for compromise and co-operation for some, but conflicts and

confinement for others, in varying degrees.

The Debate

The concept of enterprise education has been attacked by some educators. Coffield
(1991) and Bailey (1992) claimed that enterprise education was a political tool of the then
ruling government. It was used as a smoke screen for their bankruptcy in policy to tackle
the economic problems, making education a scapegoat. 'Enterprise’, they believe, would
foster a wrong impression in young people that unemployment is their own responsibility
for lacking enterprising skills. According to Keep (1992), the fundamental problem lies in
the incompatibility between the concept of 'enterprise’ and that of 'education’. 'Enterprise’,
as seen by Hyland (1991), operates under a 'free-market economy' which values 'income
generation' and 'input/output efficiency' that is largely antagonistic to the concept of
education which has 'a public service obligation to provide a free service to all those who
are legally entitled' (cf. Keep, 1992, p.52).7

The above claims reveal the overwhelming association of the term 'enterprise’ with the
Conservative Party political ideology of the 1980s and early 1990s heavily coloured by
the business imperative which has warranted radical changes in the educational system.
Jamieson (1989) once stated that commentators could look beyond the rhetoric and
examine the contribution and drawbacks of school-industry cooperation. Jamieson (1989)
admitted that there has been malpractice and that there is a lack of empirical research into

the effectiveness of such cooperation. He argues, however, that there has been:

"...a re-weighting of examinations at 16 to stress skills as much as knowledge; a new
flowering of debates about pedagogy, and a reorientation towards student-centred, active
and experiential learning; a broadening of the curriculum at 18; a new stress on the value

© The evaluation of enterprise education to date is discussed in detail in Chapter 3 Section 4.

"Hyland (1991) and Keep(1992) here associate the term 'enterprise’ with 'free-market force' which is then
associated with those educational policies, such as the Local Management of Schools (LMS) and the Grant
Maintained Status (GMS) delivered by the Education Reform Act 1988. These policies have met severe
criticisms from the educational sectors as putting schools in the market place, violating the principle of the
comprehensive system that takes care of the deprived as much as the ones who can afford it.
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of co-operative education (sandwich courses, community education, education-industry
partnerships)." (p.73)

He concludes nevertheless that:

".....one has to have proper scholarly reservations about many of these initiatives. If one
scrutinises the practice rather than the rhetoric of many of them we will find them
wanting." (p.73)

3.2.2. Summary

In this ‘establishment’ stage, the active involvement of industry in the school curriculum
was more clearly evident. Enterprise aimed to enrich the traditional concepts of
socialisation, orientation and preparation. In theory, schools and industry moved closer
allowing, simultaneously, realism from experiential learning and better understanding of
industry. This also helped to raise awareness of the need for innovation in the selection
system (Jamieson, 1989). Considerable opposition remained, however, as a result of
resentment towards the government's rhetoric. Occasional malpractice has also been
reported which sharpened the prejudices (Bailey, 1992; Coffield, 1991). These
reservations, in the light of lack of research evidence as to the effectiveness of enterprise
education in achieving its multiple objectives in the long term, have been followed by

scepticism as to its cost-effectiveness (Coffield, 1991).

3.3. Consolidation/Confinement Phase (1990s): A Central-Controlled Partnership

In the 1990s, the government has continued its radical reform of education and training.
As aresult, some aspects of enterprise education have apparently become more important
in the curriculum concern. In 1990, Curricular Guidance 4 was issued introducing
Economic and Industrial Understanding (EIU) as one of the statutory cross-curricular

themes for the new National Curriculum. Again, the emphasis was that:

"With increasing economic competitiveness, ...the nation's prosperity depends more than
ever on the knowledge, understanding and skills of young people. To meet this challenge
pupils need to understand enterprise and wealth creation and develop entrepreneurial
skills" (NCC, 1990, p.1).

"Education for enterprise means two things. First, it means developing the qualities
needed to be an 'enterprising' person... Secondly, and more specifically, it means taking

-
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part in small-scale business and community enterprise projects designed to develop these
qualities." (NCC, 1990, p.2).

In spite of the persisting rhetoric, Blyth (1994), Craft (1994) and Saunders (1993) all
commented that EIU had widened the scope for understanding the broad social and
economic context for all students in comparison with vocational education which was

specific and confined to certain industries and students of certain social groups.

A more radical change in education and training, however, came with the 1991 White

Paper - Education and Training for the 215! Century (DES, 1991a, 1991b). This was yet

another innovation driven by the desire to foster industrial effectiveness and national

competitiveness. It was designed mainly to:

o promote equal esteem for academic and vocational qualifications, and clearer and
more accessible paths between them by the introduction of General National
Vocational Qualifications (GNVQ);

o extend employers’ influence in the education system through increasing the power of
Training and Enterprise Councils (TECs);

o stimulate more young people to training, through the offer of training credits;

e motivate young people to reach a higher level of attainment with the National Record
of Achievement (NRA).

The White Paper brought mixed implications for the future development of education and
training. The competence-based GNVQ was established to bring about a balance between
knowledge and skills. Some commentators consider this a triumph for the enterprise
education campaign which advocates such balance. The equal access of students from
both academic and vocational paths resembles Handy's (1984) ‘many faces of success’.
The concept of ‘core skills’ widely used in various enterprise schemes, especially
‘communication skills’ and ‘learning how to learn’, has been adopted into the GNVQ.
However, Hyland (1991a, 1992), one of the major opponents, disagreed with the claim
that GNVQ was a form of ‘competence-based learning’” which was said to be superior to
the traditional approach to learning which was confined to ‘knowledge acquisition’. He
argued that the definition often given to ‘competence’ meant no more than performance

or behaviour which was made to fit in with a checklist of criteria reference8.

8 The adoption of the functional analysis in the form of reductionistic or atomised criteria reference has
been widely criticised as narrow in specification and inappropriate for capturing the concept of
competence, despite its transparency and accountability in terms of managerial ease (see Jones & Moore,
1995; Stewart & Sambrook, 1995).
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Moreover, the White Paper took the role of education and business partnerships very
seriously. In the White Paper it was stated that "at least half the members of polytechnic
and college governing bodies, now represent the interests of local employers or
professional groups" (p.30). Chitty (1993) cast doubts regarding the possibility that
community responsibility meant a shift of responsibility from Government to industry
(Chitty, 1992; Coffield, 1991). The White Paper delegated most of the power from the
Local Education Authorities (LEAs) to the TECs. The LEAs retained their advisory
function while the profit-oriented TECs took control of allocating funding and
management. Since the partnership was steered and maintained by the statutory White
Paper, Chitty (1993) warned that these centrally controlled partnerships would allowed
the government to delegate more of its responsibility for education and training to
industry. Such a measure might lead to danger of the increase of non-professional people

(representatives from industry) in charge of education and training.

It seems logical to assume that decentralisation means that the partnership is autonomous
with minimised bureaucracy so as to maximise flexiblilty and effectiveness when
responding to local needs. Gleeson (1993) however warmned of the danger of education
and training being led by industry with the tendency to react to the precarious demands of
outside market forces and thus losing sight of long term curriculum planning and quality
provision. Gleeson (1993) urged the government to give a clear indication as to how the

balance between a national focus and local demand could be achieved.

Ashton (1993) also claimed that the lack of government proactive intervention would
mean a tendency for British industry to continue to go down the path of the labour
intensive low value added production which would result in a marginalised youth labour
market marked with sporadic unemployment. Rees (1997) cautioned that a ‘vicious
circle’ of low skills would obstruct the economic regeneration of poorer regions (e.g.
Wales). For education and training to get caught in industry’s agenda would only lead to
precarious short-term relevance and long-term inflexiblity that is counter-productive to
both partners. In some cases, a wrong message has been sent to local employers that
training and re-training is the responsibility of education. Rees (1997) and Stasz (1997)
reported that neglect of on-the-job training and re-training was evident. These
commentators (Ashton, 1993; Gleeson, 1993; Rees, 1997) believe that to ensure mutual

benefit, i.e. a holistic development of the individual’s capacity and hence competitiveness
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in the global market, a coherent policy guided by proactive governmental leadership and

appropriate intervention to regulate the partnership is necessary.

In the respect of the motivation of young people to take up training opportunities and 'aim
high', the White Paper argued that GNVQs would encourage students to actively
participate in planning and managing their own learning at their own pace. With the help
of the National Record of Achievement (NRA) and the commitment of employers to
learning, this would create a spirit of continual learning beyond school. This agreed with
Handy (1989), an enterprise promoter, who suggested that the way to cope with living in
a post-industrial society characterised by discontinuous change was to acquire a more

fundamental competence, that is to learn how to learn.

On the contrary, Grubb and Lazerson (1981) questioned the effectiveness of using
vocational education as a means to motivate learning. They drew attention to the problem
of increased credentialism that vocational education could bring which in return would
restrict employment. Moreover, this might aggravate the problem of under-employment
(Murphy, 1991). As the labour market has been increasingly influenced by the ruling elite
and the business elite, unless ‘coherent policies are made to mediate the impact of the
new forms of production... which demand a high level of conceptual and social skills as
well as technical knowledge and... the prospect of continuous learning*’ (Ashton, 1993,

p.21), training policy of this kind will create more problems than it can solve.

In theory, NRA accompanying GNVQ could potentially monitor and reinforce
continuous learning and enhance self-confidence (Broadfoot, 1991). However, the
Dearing review in 1996 showed that, after half a decade of promoting NRA, nearly two
thirds of employers did not use it and considered it as lacking real substance and rigour
(Spours & Young, 1996). Halsall (1997) also warned that NRA might further deepen the
gap between the high-achievers and the low-achievers which would only discourage the
latter group further.

* Note that although Handy (1984) and Ashton (1993) share different heuristics towards the implications of
the White Paper (1991), they conclude with one same crucial factor, i.e. learning (‘learning how to learn’
and ‘continuous learning’).
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3.3.1. Implications for Enterprise Education

The changes noted above have embodied somewhat ambiguous messages that are open to
interpretation. How enterprise education may be located among all these changes is a
challenge to enterprise promoters. GNVQs have so far received more public criticism
than appreciation. To put GNVQs in a parallel place to the traditional academic A-Level
route surely 'requires a major cultural change in our attitudes towards further education
and training' (DES, 1991, p.4).

Hyland (1992) summarised the problems with the rationale of vocationalising education:

"...it is high time that educators exploded the myth that declining economic performance
is caused solely by ill-equipped school leavers and instead addressed the structural
problems and weaknesses of the system. One of our chief problems in comparison with
other European countries is the failure to provide a 'good general education covering both
technical subjects and humanities’. The remedy, therefore, is not more of the failed
vocationalism and narrow skills training of the 1970s and 1980s, but the re-assertion of
the importance of a general liberal education for all pupils.” (p.75)

Various researchers, for or against enterprise and vocationalism, have predicted that
instead of equalising the status between academic and vocational paths, GNVQ and the
policy of a market-driven further education would intensify the polarisation of schools
towards academic orientation or vocational orientation (Miller ez. al., 1991; Gleeson &
Hodkinson, 1995; Spours & Young, 1996; Hodkinson, 1998). So far, GNVQs have been
accepted by universities. However enrolment of GNVQ students is mainly restricted to
‘low status’ subjects. Schools which perform well tend to attract the academically able
students for the A-Level track whilst schools which have a less academic record tend to
attract students for the GNVQ track (Hodkinson, 1998). Miller et. al. (1991), speculated
that those enterprise initiatives which have a strong work-related nature (e.g. SCIP’s

work experience programmes) might be pulled to the vocational end.

Although EIU has been given some prominence as an instrument of ‘enterprise
education’ in the main body of the National Curriculum, in practice it has only been
relegated to very low status under the pressing weight of the subject orders (Merson,
1996). Likewise, most enterprise simulation activities (e.g. Young Enterprise) are kept in
the marginal ‘bolt-on’ extra-curricular time-table. It would be those enterprising learning

activities which are integrated into traditional academic subjects that would be able to
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maintain a central position within the curriculum. Time constraints, however, might limit

their application in everyday teaching and learning.

Nevertheless, it has been argued that the GNVQs have provided a significant first step,
though inadequate, towards the elevation of the vocational status and the improvement of
the quality of training by opening university opportunities (Spours and Young, 1996). To
promote the identity of vocational education as distinctive but not discriminative of the
academic route, the Dearing proposals suggested increasing flexibility and transferrability
by introducing an Advanced Diploma to bridge the gap between GNVQ and A Level
(Dearing, 1996). Whether any successive structural innovations would give more space
and scope for work-related education would depend on three main factors:

1) A fundamental change of attitudes which value and demand quality learning;

2) A recognition of the importance of social, personal and cognitive development for a

rounded individual;
3) A proof of the effectiveness of such education in delivering quality learning and

personal development.

Awareness and pressure in favour of the first and second factors are rising as many
commentators, e.g. Ashton (1993), has pointed out that the only effective way of
providing quality recruits for industry so as to increase economic performance, is quality
education and training. Concerning the third factor, more vigorous research evidence has
been urgently called for (Harris, 1993a).

3.3.2. Summary

Table 1.3. below summarises the change of the relationship between education and
industry through the development of enterprise education from the late 1970’s onward. It
can be argued that enterprise education has improved both the quantity and quality of the
involvement of industry in education. Various commentators (e.g. Harris et. al., 1997,
Seltzer and Bentley, 1999) have argued and demonstrated the importance of work-
related learning for the mutual benefit of education and industry. Students have probably
benefited from a widened socialisation with adults other than teachers. Their aspirations
to learning and work are reported to have been broadened. The GNVQs have opened the
gateway to equal status in university selection for different career inclinations. Seltzer
and Bentley (1999) urge that government should hasten the pace for industry to move
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from the peripheral of job preparation to the core of curriculum planning in the form of

partnership by sharing the responsibility for education.

Table 1.3. The Three Phases of the Development of Enterprise Education

Periods Late 1970s 1980s 1990s

Socio-Economic | Decline of Massive youth Unemployment remains
Background manufacturing industry unemployment high

Major e  Qreat Debate e White Paper 1984 e EIU 1990
Government ¢ Education Reform e  White Paper 1991
Interventions Act 1988

Enterprise SCIP, TRIDENT TVEI, MESP, CREST, (EIU,

Initiatives* (&

EHE, TPS;

NVQ, GNVQ, NRA)

Related Gov’t RSA, DUBS
Policies)
Coverage e 14-18 year olds e 5-19 year olds e entitlement to all 5-19

e university students year olds via ETU

e primary & secondary | ® university students

teachers e  pri. & sec. teachers
Models Work experience - Work experience - Learning society
Concerning - Business simulation - Life long learning
Learning - Enterprising modes of
learning

Industrial Peripheral to curriculum | Active in curriculum Active partner in curriculum
Involvement planning
Impact on Orientation Socialisation Selection
Education Preparation Orientation Socialisation

Preparation Orientation

Preparation

Relationship Better mutual Mutual benefits Mutual responsibility in
between understanding education
Education and
Industry

*TRIDENT, CREST, TPS, RSA and DUBS are on-going while MESP finished in 1994, TVEI in 1994/5
and EHE in 1995/6. SCIP has been amalgamated into the Centre for Education and Industry in 1993/4 and
its function still carries on although in a considerably reduced scale. EIU, NVQ, GNVQ and NRA are not
enterprise initiatives as such but they are government policies which are said to be related to the
development of ‘enterprise’.

4. Conclusion

It can be argued that the 1990s have seen the change of relationship between education

and industry from dichotomy to synthesis. The tightened partnership may potentially
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create a favourable condition for life-long learning (Watts, 1993). Evidence can be drawn
from various initiatives which have demonstrated a growing accentuation on ‘learning’.
For instance, after Education for Capability, The RSA's new project for the 1990s and
Coffield’s research series (1994) are both called 'The Learning Society’. Merson (1991)
observed that at the last stage of the development of TVEIL its vocational element was
reduced and there was an increase in emphasis on establishing TVEI as a learning model.
The latest Dearing reports have been collated into a series entitled ‘the learning age’
(Dearing, 1996, 1997). Approaching the new Millenium, quality learning is the theme

which requires a relevant, coherent education and training policy.

While acknowledging the contribution of such partnerships to learning and mutual
understanding, the potential problem of the partnership, which presumably has shown a
tendency of industry to dominance, requires scrutiny. The caution seems to be that
enterprise education runs into the danger of being associated with narrow vocationalism
(cf. Bailey, 1992). Watts (1984) suggested that for the enthusiasm of enterprise education
to continue, it has to be close to the core of the curriculum. The vehicle of enterprising
learning is therefore particularly relevant and crucial. In order to establish its status in
mainstream educational practice, the concept of enterprise education would need a major
conceptual underpinning so as to form an 'organic connection' with the main part of the

educational system. This is the topic of discussion in the Chapter 2.
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Chapter 2

Enterprise Education — A Conceptual Inquiry

1. Iintroduction

The review in Chapter 1 reveals that the concept of enterprise education remains
contentious within the academic community. At the root of this contention is the
conceptual confusion which has hindered the promotion of enterprising learning in
schools (Francis, 1991; Jamieson, 1991, Iredale, 1992; Cotton, 1993; Gibb, 1993).
This chapter explores the basis for this conceptual dispute. The principles of discourse
analysis are applied to analyse the dispute (Foucault, 1971; Potter & Wetherell, 1994).
A dialectical view is then taken in an effort to recapture the original meaning of

enterprise education.

This thesis argues that enterprise education can be taken to denote a distinctive
approach to teaching and learning with the ultimate goal of developing enterprising
attributes in young people (Gibb, 1993; Gibb & Cotton, 1998). It is important that this
conceptual refinement is undertaken as it provides the foundation for the main thrust
of this research and the development of an appropriate methodology for the
identification of an enterprising learning approach and the measurement of

enterprising attributes.

The chapter will explore the issue by firstly looking at the ‘original’ meaning of
‘enterprise’ in the standard dictionary sense. The lexical definition is used as a
yardstick of the original meaning of enterprise as it refers to the general understanding
of the term before it was widely incorporated into education. Different meanings
associated with it by the enterprise promoters (protagonists) and the opponents
(antagonists) are contrasted and scrutinised. Discourse analysis points out that both
views are to some extent biased. The dialectical view of enterprise education reveals
that the protagonists’ understanding of enterprise education found substantial support
from other social groups — teachers and students, while some of the antagonists’
criticisms are valid and justified. Finally, the thesis attempts to recapture the concept

of enterprise education drawing from the experience gained through practice and

constructive criticism.
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2. Concept and the Social Construction of Meaning

Vygotskii (1965) explained that a concept encapsulated into a noun, or a noun phrase,
contained the generalisation of meanings of which the word(s) became a symbolic
representation. Such meaning(s) evolved socio-linguistically!. Fullan (1991)
explained that given the political high ground attached to educational policy making,
the process of the social construction of meaning in education is even more complex
and subtle, full of unstated underlying assumptions. The concept of enterprise, as it
entered the socio-political arena of discourse in education, has undergone the same
process of constructions in meaning among the various social groups at stake, namely

the academics, the politicians, the teachers and the students.

Francis (1991, p.28) demonstrated that the enterprise discourse has been characterised
by escalating debates to the extent that the enterprise specialists have been exhausted
by the attempt to ‘purify the meaning’. Gibb and Cotton (1998) also observed that the
concept of enterprise has been interpreted by policy makers and academics in many
different ways. This thesis suggests that discourse analysis offers a powerful tool to
identify the source of conflict of the conceptualisation of enterprise (Foucault, 1971;
Potter & Wehterell, 1993).

Bruner (1990) claims that however ambiguous and polysemous a discourse may be, it
can still be brought into the public domain to negotiate its meanings. In order to
interpret meaning and meaning-making in a principled manner, the structure and
coherence of the larger contexts in which specific meaning are created and transmitted
has to be clearly laid out. This involves the reorganisation of the process of the social
discourse. Some repetitions of the contextual understanding as set out in Chapter 1 are
inevitable as a result. Given that the source, the principles and the continuity of the
discourse are re-discovered in an objective manner, this thesis argues that the debate
in enterprise has been necessary as a step towards clarifying the concept for its future

development and contribution towards education.

3. The Original Meaning of Enterprise

The Oxford Dictionary (1984 Edition) offers the following meaning for ‘enterprise’:

! For instance, the word ‘green’ originally means the colour. In the social context since the 1980s, the
meaning has taken to denote an environmentally friendly attitude. Hence, the social construction of
meaning such as ‘Green Peace’, ‘Going Green’.
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“1. Undertaking, especially one that needs courage or that offers difficulty.

2. Courage and willingness to engage in ~s (1). We need a spirit of ~ if we are to
overcome our difficulties. He is a man of great ~.

3. Carrying on of ~s (1); private ~ versus government control of commerce and
industry; free ~”

The original lexical meaning of enterprise from the dictionary definition shows that
the concept of ‘enterprise’ is first and foremost related to a generalisable set of
desirable attributes as depicted in (1) and (2). The third meaning (3) denotes the
association with ‘commerce and industry’. Johnson (1988) categorised the two major
aspects of enterprise into the ‘attributional’ conception (1 & 2) and the ‘functional’
conception (3). Johnson’s terminology, though simplistic, helps to illuminate the

discussion in the sections below.

4. Enterprise as Conceptualised in Education

4.1. Initial Conceptualisations

Explorations of early writings of those ‘promoters’ investigating the role of enterprise
in enriching the existing educational practice in the early 1980s, reveals that
enterprise was seen as a fluid concept with different individuals accentuating different
aspects of the original meanings (e.g. Gibb, 1984; Handy, 1984; Jamieson, 1984;

Watts 1984). Few attempts were made to conceptualise the phenomenon concretely.

Watts (1984) did not define the concept of enterprise as such but classified two groups
of activities related to ‘education for enterprise’. The first group focused on the
"implementation of enterprise'. Its chief activities were designed to help youngsters to
set up their own business and manage it. The second group emphasised 'planting the
notion' of self-employment in young people at school so as to increase the incidence
of business start-up after a period of 'incubation' (Watts, 1984, p.3). These ‘enterprise’
activities were also an important vehicle for acquiring certain life skills. Watt’s
proposition of enterprise was evidently functional in nature. The notion of enterprise
implying self-employment was narrowly extracted from the original lexical meaning
for the purpose of widening the existing concept of orientation in careers education.
The attributional conception was only crudely touched upon as ‘life skills’.

Handy (1984) associated enterprise with the idea of wealth generation which would

be the result of self-employment and understanding business. Again, the attributional
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definition of enterprise was largely left unexplored. Arguably, 'self-employment' and
'wealth generation' were common implications of enterprise. Unfortunately, a
dominant functional conception such as this has created a narrow association of

enterprise education confined to the ‘business imperative’.

A more comprehensive conceptualisation of enterprise education was expounded by

Jamieson (1984). He theorised the role of enterprise in education into three models,

namely 1) education for enterprise; 2) education about enterprise; and 3) education

through enterprise.

1) "Education for enterprise" highlighted the fundamental objective of some
initiatives in helping the formation of business through direct training.

2) "Education about enterprise" emphasised the importance of an improved
understanding of business and industry in the light of preparing young people for
working life.

3) "Education through enterprise" embraced the idea of developing life skills such
as problem solving skills, social skills, team work, etc., through enterprise
activities and/or learning in an enterprising way, such as 'learning by doing' and

student-centred learning. This last position focused on the learning process.

Jamieson's definition has extended the understanding of the concept of enterprise
from self-employment and understanding industry to the learning process which was
said to enhance the development of life skills. Although Jamieson’s idea of life skills
was more elaborated upon than that of Watts’, the notion of life skills was arguably
too vague to reflect fully the generic attributional definition of enterprise as revealed
in the original lexical understanding. Furthermore, the exploration of the important
link of enterprise with mainstream education remained weak as the learning activities
exemplified were mainly conducted in the form of work experience and business
simulation projects in schools (e.g. MESP). These activities were restricted to careers
education and extra-curricular activities which were merely optional and peripheral to

mainstream subject learning.

Gibb’s early conceptualisation of enterprise education (1984, 1987) stemmed from the
concept of entrepreneurship. Entrepreneurship, according to Gibb, was defined
according to two propositions. The first proposition was closely, but not exclusively,
connected with self-employment as entrepreneurship existed in a variety of
occupational contexts (Gibb, 1987). This resembled the ‘functional’ aspect of the
original lexical semantics. Gibb (1984) acknowledged that this aspect of enterprise

remained a contentious subject within the teaching profession:
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“This is a contentious subject, cutting across the rightful boundaries of vocational
and non-vocational education, the indoctrination of pupils by teachers in terms of
transferred value systems and beliefs (the objectivity of education), the degree to
which the needs of industrial society should be met by the education system... It
would be controversial to suggest that teachers should seek to inculcate the
principles of independent business into the minds of their pupils.”

(Gibb, 1984, p.17)

Gibb’s second proposition captured the attributional aspects of the original definition
of enterprise. The pertinent entrepreneurial? attributes such as independence,
initiative, creativity and flexibility overlapped remarkably with the aims of education
dedicated to personal development (Bridges, 1992; Gibb, 1984; Gibb & Cotton,
1998). Enterprise, seen in this perspective, is a 'natural element’ of education, rather
than a bolt-on foreign concept alien to the whole. Gibb (1984) explained that to
effectively inculcate these ‘desirable’ attributes, ‘it is through teaching method and
style rather than through content’ (Gibb, 1984, p.17). The emphasis on the appropriate
pedagogy, later conceptualised as ‘enterprising learning’ (Gibb, 1993), has been
exhibited in the Durham University Business School’s series of publications of

teaching materials disseminating enterprise in schools (DUBS, 1999).

From the initial conceptualisations shown above (Handy, 1984; Jamieson, 1984;
Gibb, 1984; Watts, 1984), idiosyncratic elaborations on different aspects of enterprise,
albeit based upon the original lexical meaning, indicated an absence of a unitary,
prescriptive concept. Watts suggested that the apparent absence of an authoritative
concept at the initial stage of development, has incidentally left open the gateway for
the promulgation of a range of ‘enterprise’ activities (Bridges, 1992; Watts, 1989).
Bridges (1992) quoted from the Employment Department that,
“...there are many definitions of enterprise... institutions tend to define

enterprise in ways that reflect their values and traditions .” (cited in Bridges,
1992, p. 92)

The very openness of the interpretation of the fundamental concept of enterprise as set
out by the above writers has encouraged self-initiative in attaching meanings linked
with individuals’ experience. Much autonomy was allowed for individual
communities (e.g. schools, university departments, organisations) to converse, share,
define and finally implement and reflect upon the concept and the subsequent
activities developed to meet individual needs (Watts, 1989). Indeed, the idiosyncratic

2 Notice the change of language from ‘entrepreneurial” attributes (Gibb, 1984) into ‘enterprise’
attributes (Gibb, 1987) and ‘enterprising’ attributes (1993). Signifying the same property of attributes,
the nomenclature indicates the effort of minimising a narrow association of these attributes to a
particular functional/occupational context.
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conceptualisation of enterprise has effectively allowed a great variety of activities to

flourish under the banner of enterprise as discussed in Chapter 1.

On the other hand, the lack of tightly defined meanings has caused conceptual
problems as Bridges (1992) pointed out:

““...the concept is so fluid, and so centrally placed in shifting political tides, that it
barely sustains much finer attempts at analysis.” (p.92)

The free association of the concept adds to the problem of achieving a ‘settled
meaning’ and leads to the problem of the concept becoming almost tautological
(Bridges, 1992; Coffield, 1991). Worse still, enterprise was widely decontextualised
and adopted by the Conservative government in the 1980s and early 90s to become
associated with simplistic market-oriented, competition-driven management of
education and training (Gibb, 1987; Hyland, 1991c; Keep, 1992). Enterprise became a
currency to legislate radical changes in education, some of which were repressive and
ironically anti-enterprising in nature (Coffield, 1991; Gibb, 1987, 1993; Watts, 1984),
and which have stirred strong resentment within the education sector among both

enterprise antagonists and protagonists.

Simultaneously, the growing amount of public funds invested in promulgating
enterprise education was an important factor in the rapid development of enterprise
initiatives in the 1980s (see Chapter 1 Section 3.2). Due to the polysemous
associations of enterprise, fanned by political rhetoric in which enterprise is largely
skewed to the functional definition of self-employment and wealth generation,
enterprise education was degraded by antagonists as producing future entrepreneurs.
Critics pointed out that the government had used ‘the lack of enterprise’ as a smoke
screen for policy bankruptcy in dealing with the changing economic structure and
unemployment (Bailey, 1992; Coffield, 1991; Hyland, 1991c). Consequently, they
refuted the compatibility between enterprise as a whole and education.

4.2. Conceptual Refinement
In the face of the growing politicising of the meaning of enterprise skewing to the

Conservative government ideology in the 1980s, critics have mounted demands for

more concrete conceptualisation in order to maintain the original intention and

integrity of the role of enterprise in the educational context (e.g. Caird, 1991; Bridges,
1992; Gibb, 1993).




Caird (1991) argued that enterprise represented a constellation of desirable elements
for education and training which made the concept independent from any political
convictions. The desirable elements were generic aspects which underpinned the
practice of various enterprise education initiatives. These were summarised as the
following (Caird, 1991, p.51):

o participant centred

o more skill than knowledge based*

o  applied not academic*

o  teacher as facilitator

o interest in business activity

e  role of participant is active

e  emphasis on learning through action

s  project/business set up and management skills

Caird's categorisation highlighted some of the important characteristics which were
shared among enterprise initiatives. However, such categorisation was too vague to
illuminate the concept and too loose in structure to reflect its practice. Debatably, the
categories marked with an asterisk* were not universally agreed. Stating false
dichotomies such as 'more skill than knowledge based' and 'applied not academic' has
been a common error made by most enterprise promoters and has been heavily
criticised (Coffield, 1991; Phillips, 1996; Thompson, 1984). Thompson’s criticism
(1984) of the RSA's Campaign for Capability reveals the problem of this kind of
postulation. While acknowledging the achievements of the campaign, Thompson
explained that it

“misuses global concepts, postulates false dichotomies [particularly between

knowledge and skills], conflates distinct issues and thus leaves itself open to a

wide range of interpretation... the language of capability and skills does more to
obscure than to enlighten the enterprise” (p.211)

4.2.1. The Conceptual Link between Enterprise Education and Liberal Education

According to Bridges (1992), the concept of enterprise education needs to be built
within the solid, established philosophical framework of liberal education. He
suggests that enterprise education finds a conceptual root in the philosophy of liberal
education in that its objective of ‘developing enterprising individuals’ contains the
‘liberating element’ i.e. ‘to equip people to make their own free, autonomous choices
about the life they will lead’ (p.92). Such a high degree of autonomy and

independence has been expressed in various aspects of enterprise education:
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“In terms of pedagogy, it means allowing more scope for independent, flexible
and open learning. ..

In terms of curriculum, it means allowing more scope for a negotiated
curriculum...

In terms of assessment, it means engaging students in self-assessment and a
continuing awareness of their own development as an integral part of the
curriculum.” (Bridges, 1992, p.93)

Bridges (1992) further suggests that enterprise education has extended the philosophy
of liberal education by stressing the development of enterprising organisations.
According to Bridges (Bridges, 1992, p.93), enterprising organisations are capable of
creating and responding creatively to new demands, sustaining and supporting the
energy and initiative of all their staff through reduced bureaucracy and hierarchy.
Subsequently, enterprise education has promoted the importance of ‘a wider
understanding of and appreciation of enterprise as a component of social and
economic life’. Enterprise, Bridges explains, ‘means what is involved in the
successful running and development of an organisation which has to attract income,
market its product or services and take responsibility for its own financial
health...including under the Local Management of Schools initiatives, schools.’
(Bridges, 1992, p.94).

In a broad sense, Bridges’ attempt to locate enterprise education in the realm of liberal
education is ontologically useful and meaningful. He has successfully extrapolated the
distinctive features of enterprise education systematically within the standard
educational framework in terms of pedagogy, curriculum and assessment. How these
features are designed for the enhancement of enterprising attributes which are in line
with liberal education has clearly been established. However, the way in which he has
connected enterprise education with education management (LMS in a market-driven
environment) has invited serious criticism. Bailey (1992) contends that Bridges’
argument lacks alternative views showing the ‘negative side of free enterprise society’
(p.102) and thus leads the concept of enterprise towards becoming indoctrinatory

instead of being liberating. Bailey writes,

“A modem liberal education would certainly include some study of a free-market
economy. However, alternative systems and alternative motivations to those of
profit and selling would need to be understood as well. Also to be understood, as
apparently inescapable aspects of a free-market economy, would be those
frictional elements like unemployment, recessions, failure and bankruptcies of
enterprises, the consequences of encouragement to borrow, gross inequalities of
wealth and power — and so on. These are all undeniable parts of the free-market
picture; to ignore them is grossly indoctrinatory.” (Bailey, 1992, p.102)
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Bailey regarded Bridges’ conceptualisation of enterprise education as ‘glossing over

ambiguities, and ignoring the force of the social and political context of the whole’

(p.100-111).

4.2.2. The DUBS’ Conceptual Refinement of Enterprise Education

Gibb (1993) has, a posteriori, further concretised the concept of enterprise education
presented by the Durham University Business School scheme into a detailed semantic
model of ‘enterprising learning’ (see Chapter 4 for details). Through substantial
research, he has observed the self-initiated enthusiasm in learning expressed by small
business owners and the subsequent enterprising attributes nourished through the zest
in learning about their own business. ‘Enterprise’ thus gives rise to the rationale of
enterprising learning characterised by the sense of ownership and holistic task

structure in classroom learning.

The model is built upon fundamental educational ideologies (e.g. liberal education
and progressive pedagogy) and supported by the continual development from the
initial conceptualisation of enterprise since the early 1980s, and has been tested ‘at a
casual empirical level’ (Gibb, 1993, p.26). Experience gained from working with over
a thousand teachers from a wide range of subject areas, alongside companies and
education advisors and specialists, through the process of developing, testing and
disseminating enterprise materials with large numbers of schools (Cotton, 1991) has
helped to refine the theory. Gibb firmly reiterates the uniqueness of the enterprising
learning model which has captured the major twin objectives, that is:

“...to help develop enterprising people and, in particular, to inculcate an attitude
of self-reliance (Cotton, 1990) through the ‘process’ of learning (p.13) ...And
perhaps more importantly in the formal education context, the student will
arguably gain, via this process, greater insight into the knowledge being pursued
(p.23). (Gibb, 1993)

4.3. Summary
Evident in the process of conceptualisation of enterprise in the educational context is

that enterprise education is an evolving concept with polysemous meanings which

have subsequently led to different contexts of development. In recent years, the
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convergent central theme of developing enterprising individuals through enterprising
learning strategies has emerged from the different areas of development under the
banner of enterprise education. Noticeably in school contexts, the attributional aspect
of the original lexical meaning has been elevated in the 1990s replacing the functional
dominance of the early 1980s. The then prevalent government rhetoric highlighting
the functional definition had largely been filtered out in the process of implementation
of enterprise in schools. The pursuit of the educational goals of enhancing
enterprising attributes and motivation to learning has been evident in much of the
individual practice (e.g. Clerk, 1991; Leckey & Neill, 1996; Luby, 1995; Matthews,
1990).

In spite of the progress in conceptualisation, there remains several confusions relating
to the underlying assumption of the concept. The next section closely examines
criticisms of the concept of enterprise education. This thesis suggests that some of the
criticisms are in fact helpful and essential for improving the concept and

implementation in future development.

5. Antagonists’ Conceptualisation of Enterprise Education

So far, the opposing views on enterprise education have been presented largely in a
temporal context. In this section, despite some inevitable repetitions, these criticisms
are summarised in order to provide the basis for a more focused analysis. There have

been eight major criticisms on the concept of enterprise education as follows:

1. Enterprise is perceived by antagonists as centrally located in a free-market
economy where the ‘management’ perspective dominates educational policy and
decision-making with its emphasis upon input/output efficiency and the pursuit of
economic goals and material wealth (Hyland, 1991¢c, Keep, 1992; Ritchie, 1991).
This makes the concept of enterprise appear to be incompatible with that of

education which is a social entitlement for all, not a commodity to be marketed.

2. Enterprise introduced into education, under the rhetoric of ‘understanding

industry’ and ‘the world of work’, inflicts the narrow mission of producing future
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entrepreneurs and vocationalising the curriculum (Hyland, 1991c, 1992).
Education has been blamed for fostering a ‘dependency culture’ which is largely
anti-enterprising and has resulted in unemployment and exacerbated the nation’s
economic problems. According to some critics, enterprise has helped promote the
fallacy that it is individuals’ ‘lack of enterprise’ rather than the government’s
bankruptcies of policy in dealing with a rapidly changing economy that is the root
problem (Coffield, 1991; Bailey, 1992). Coffield (1991) comments that ‘enterprise
tends to be viewed (e.g. by Gibb, 1987) as an individual attribute and both

structural factors and local economic conditions are ignored’ (p.68).

It is argued that the lack of scrutiny of the pros and cons of the concept, and the
failure in providing alternative views (especially negative implications)
concerning enterprise when disseminating enterprise in schools is grossly
indoctrinatory. Some enterprise critics agree that understanding industry,
widening orientation and wealth generation are important aspects of education
(Bailey, 1992; Hyland, 1991a). What they criticise is the over-emphasis of these
aspects as if they are the chief goal of education. Bailey (1992) stated that liberal
education does acknowledge the importance of understanding the wider social and
economic context of life. However, his criticism is that enterprise education only

offers a biased glossy picture of enterprise, its negative effects are totally omitted.

. It is also argued that the concept is not tightly defined or universally agreed
(Coffield, 1991; Ritchie, 1991). According to Coffield (1991), ‘the plethora of
organisations and initiatives has created an over-abundance of competing
definitions and contrasting lists of different enterprise skills or attributes’ (p.64),

and that the different usage of the word ‘enterprise’ signifies tautologies.

Subsequently, enterprise is seen as not being an epistemologically sound concept
as a basis for embracing the idea of generic and transferable enterprising skills,
attributes or behaviours (Bailey, 1992; Coffield, 1991, Thompson, 1984). For
instance, using Coffield’s analogy (1991), it is questionable whether a generic

enterprising skill can be distilled or ascribed from both a successful enterprising

businessman and a brave enterprising fireman.



Similarly, being enterprising or capable without a context is said to be
meaningless (Bailey, 1992; Thompson, 1984). Thompson (1984) suggests that it is
impossible to attribute a common quality of capability to, for example, a capable
administrator and a capable motor mechanic. Bailey (1992) claims that being
‘enterprising’ is not an absolutely desirable virtue, particularly when ‘enterprise’
has been closely associated with ‘the enterprise society’ which is not absolutely
virtuous. In other words, educators need to consider ‘what it is we want [students]
to be enterprising about and what it is that we definitely do not want them to be

enterprising about’.

False polarity between skills and knowledge is ubiquitous in the promulgation of
enterprise education. Knowledge has been conventionally regarded by enterprise
advocators as inert information, and skills, active application which constitutes
experiential learning (Thompson, 1984). Henceforth, the emphasis of skills over
knowledge, process over content to be learnt, (knowing how is more important
than knowing what) has caused a serious modal imbalance in learning which has
contributed to falling levels of educational standards (Phillips, 1996). Moreover,
the reductionistic approach to the measurement of enterprising skills is widely
criticised for leading the concept of enterprising skills into examples of atomised
triviality (Coffield, 1991; Hyland, 1991a; Jones & Moore, 1995; ¢f. Stewart &
Sambrook, 1995).

Some educationalists claim that the concept of enterprise education is no new
departure but a mere usurpation of traditional educational ideas. Francis (1991),
having investigated the perceptions of enterprise in educational contexts,
concludes that,

“It appears to many educationalists that enterprise enthusiasts are re-articulating
experimentalism, progressivism and the value of liberal education... which were
the subject of much discussion in the 1970s and earlier. The enterprise
movement, therefore, is perceived as treating educational history lightly. It makes
little reference to familiar conceptual frameworks from psychology or sociology.
Its actions, however, have been effective — the notions of ‘being enterprising’ and
providing ‘enterprising education’ are beginning to permeate educational
experience even though the enterprise language may have been rejected.”
(p.32-33)




8. There is a lack of empirical support to show that enterprise education has been
effective in achieving its objectives (Bailey, 1992; Coffield, 1991). Bailey (1992)
claims that the enterprise educators’ advocacy of the inculcation of generalisable
and transferable skills through discovery leamning, problem-solving and

experience-based learning finds little research evidence to support its results.

Points 1 and 2 show that antagonists’ conceptualisation of enterprise education is
centrally placed within the political manipulation of enterprise rather than its original
lexical semantics. Point 3 refers to the criticism of a biased implementation ignoring
the political implication embedded in the concept. Points 4 to 8 directly refer to the
conceptual inadequacy of enterprise education. The extent to which these criticisms

are valid and constructive is investigated in the next Section.

6. A Dialectical View of the Concept of Enterprise Education

In order to reach a dialectal understanding of the concept, the method of discourse
analysis is employed (Potter and Wetherell, 1994). First of all, the discursive
organisations of the two views are reconstructed to enable an investigation of the
distinct systems of ‘interpretative repertoires’ utilised for the presentation of
arguments (Foucault, 1971). Cross references, i.e. the conceptualisation of enterprise
education among other social groups, are used to examine the credibility and
accountability of the two views across contexts. The result of the analysis suggests
that unexplained biased assumptions exist on both sides. Some of the antagonists’
criticisms are in fact valuable and constructive in refining the protagonists’

conceptualisation for the future development of enterprise education.

6.1. Discursive Organisation of the Conceptual Debate

6.1.1. Contrasting Contexts

Figure 2.1 below illustrates the contrast between the ‘promoters’ and the ‘antagonists’

view of enterprise education: it demonstrates the basis for the chasm in the putative




realities and indicates how the disparity of underlying assumptions concerning the

concept stems from different stages of the construction of meaning.

Figure 2.1 The Process of Conceptualisation of Enterprise Education
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Figure 2.1 shows that the promoters derive the ‘goodness’ of enterprise from its
original semantics. Enterprise is continuously perceived as adding (not replacing nor
substituting) values to education by broadening the content, context and strategy of
learning with realism which will ultimately lead to improved motivation for learning

and the development of desirable attributes.

Accordingly, enterprise education stressing personal attributes, logically to
antagonists, means the inability of protagonists to relate structural and economical
factors to socio-economic problems. Bailey (1992) went as far as to conclude that,

“The aim of enterprise education... seems expressly to make individuals
efficiently competitive one against another, organisations competitively
advantaged one against another, and Britain competitively capable against other
countries... Such aims radiate a false impression that all can win in an enterprise
society if only they are enterprising enough, that unemployment, poverty and
diminished life are simply the consequences of individual lack of enterprise and
nothing to do with government, politics or social organisation. Which is exactly
what some politicians and others want us all to believe.” (Bailey, 1992, p.105)

The assumption that an individual focus construes the neglect of the wider socio-
economic factors is arbitrary. Watts (1984), one of the key enterprise promoters, for
example, gave a thorough, scholastic analysis of the structural change in economy
which was precisely the reason why he supported the concept of enterprise in bringing
about ideological change in the understanding of education and work. Self-
employment, derived from enterprise, was perceived by Watts to have widened
students’ orientation to work in careers education. No naive assumption of it being an
ultimate solution for youth unemployment or for curing the nation’s economic ills was

ever made as the antagonists have suggested.

In fact, Watts has prudently observed that (as quoted elsewhere)

"Any effective educational bandwagon has to capture the ideological wind of the
moment, but not to be captured by it.. We need to be clear about the
contradictions within the current political climate between the encouragement of
'enterprise’ and the repressive nature of much current policy in the education and
training field." (Watts, 1984, p.6)

Watts (1987) continues to declare that

“If careers education is to play a role in relating schools to the future of work, it
must develop a stronger political and social dimension than it usually has to
date.” (Watts, 1987, p.14)




Promoters, such as Gibb (1987; 1993), Jamieson (1985; 1988) and Miller et. al.
(1991), have also been aware of and have criticised the repressive changes introduced
into education through political rhetoric which is paradoxically anti-enterprising.
Therefore, to assume that educators who are pro-enterprise have a narrow and naive

vision and mission for enterprise, neglecting a macro influence, is unfounded.

Moreover, the enterprising attributes presented by promoters, denoting personal
development including courage, independence, initiatives and imagination, etc., seem
to be objectively desirable to a great majority of teachers (Gibb, 1987, p.6; Gibb,
1993, p.14). Enterprise education persistently reiterates the importance of personal
development which is essential as Fullan (1991) reveals that:

“...the majority of curriculum innovations are directed at cognitive/academic
goals rather than personal/social-development goals. The former are more
concrete, easier to implement and measure, and probably more elitist (academic)
in their consequences. Individual, interpersonal, and social attitudes and skills
appropriated for a democratic society do not receive the equal attention that
Dewey (1916) so clearly argued they should...” (Fullan, 1991, p.26)

Evidently, enterprise promoters have been politically aware of the different
associations in meaning for enterprise. They have been intellectually reflective and
critical of their own work. Like the antagonists, they emphasise the need to evaluate
enterprise programmes in an objective scholarly way (e.g. Gibb, 1984, 1987, 1993;
Jamieson & colleagues, 1981, 1983a, 1983b, 1989, 1991; Watts, 1984, 1987).
However, they are rightly criticised for not discussing these concerns with schools in

their dissemination.

While the protagonists are criticised for not offering alternative views about enterprise
when it is introduced to schools, and for being, therefore, indoctrinatory, the
opponents mostly ignore the discussion of its contributions®. Does this render them
equally indoctrinatory? Where is the balanced picture of the contributions to and the

shortcomings of enterprise education?

Gibb (1993) pointed out that the political version of enterprise, meaning

entrepreneurism and market-driven management, is not found in much of enterprise

3 Some antagonists (e.g. Thompson, 1984; Coffield, 1991; Bailey, 1992) have acknowledged the
contribution of enterprise education but in no more than a phrase in a whole sentence.
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education introduced into primary, secondary and tertiary education in the UK.,
which has a clear objective of developing enterprising people through the process of
learning. Gibb’s claim is evident particularly in the later stage of development of
enterprise education in the late 1980s. Most initiatives had shifted their emphasis by
then from the functional dominance (self-employment, understanding industry and
wealth generation) to the predominant accentuation of the development of
enterprising attributes, skills and behaviours through progressive learning paradigms
(Preece & Harris, 1988; Harris, 1990, Merson, 1992; Saunders et. al., 1997). For
instance, Merson (1991) commented that the vocational element of TVEI had been
reduced and a model of learning had emerged in its later stage of development. The
‘toning down’ of the ‘business imperatives’ in the official provision of MESP is also
observed. The statement of Kevin Crompton (1987), the director of MESP, previously
set out the mission of MESP within the two broad notions of ‘enterprise culture’ in

the following,

“The first view argues that our economic difficulties would be solved if only
more people were willing to establish enterprises... We are asked by this lobby
to develop a curriculum that produces young people who have the skills,
knowledge and attitudes for the development of businesses... to provide them
with experiences that will develop in them a positive attitude towards being an
entrepreneur. Such a view...hence is closely linked to the idea of ‘dependency’
society.

The alternative interpretation of enterprise culture is that everyone will need to be
more enterprising in order to cope with our changing society. We will require, as
individuals, greater creativity and greater ability to problem-solve and to direct
our own lives. It is to this interpretation of enterprise culture that many working
in enterprise education subscribe. It aims to produce a curriculum for ‘risky’

society.” ®.9

The first notion stressing the functional aspects of enterprise has been gradually
‘diluted’. Preece and Harris (1988) later stated that MESP is designed for developing
the personal skills and capabilities of students, ‘and not, other than incidentally, as a
scheme for encouraging small business’ (p.172). Harris (1990a), in the MESP
conference, further prioritises the learning opportunities inherent in experiential
learning activities which have been vigorously incorporated by enterprise education
into the curriculum. The business simulation projects are predominantly a learning
vehicle in which experiential learning has been adopted. Harris (1990) admits,

nevertheless, the growing importance of these projects for inculcating the ability for

self-employment for students at different school-leaving stages.
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This thesis argues that although the dissemination of enterprise in schools cannot be
seen to be wholly political, those who are ‘promoters’ of enterprise must have some
responsibility for raising awareness of the political manipulation of the enterprise
concept, and must understand how it might be seen by ‘antagonists’. In fact, such
awareness is crucial when there are research findings revealing that some teachers do
report conceptual confusion with the term ‘enterprise’ and they believe that it hinders
further development in schools (Cotton, 1993; Iredale, 1992). Negotiating the
meaning with teachers is a democratic and effective way of letting them explore
various implications and re-discovering the ‘goodness’ of enterprise from its original
semantics. This is also an efficient way to fend off conceptual confusion and to clear
out any uncertainty which may enshroud the teachers who employ the enterprising

teaching strategy (cf. Fullan, 1991).

6.1.2. Contrasting Assumptions

The criticism that enterprise education is not a tightly defined or universally agreed
concept is widespread and justified. Gibb (1993) acknowledges that the multi-
meaning of the word ‘enterprise’ has created the problem of polysemous exploitation
for various purposes. Notwithstanding the great variation in meanings and contexts,
Gibb disagrees with the notion that critics treat enterprise education as a single
confused conception. According to Gibb, individual initiatives can have unambiguous
meanings and can be directed to carefully selected contexts. This may explain why
individual initiatives have been able to generate much good work with the
dedication* and support of teachers. Hence, Gibb re-emphasises the belief that the
‘goodness’ of enterprise has been a natural and integral part of education. While
agreeing with Gibb (1993), this thesis argues the importance of conceptual clarity
among the promoters and that this may be transmitted to schools through objective

debate and discussion.

Epistemologically, one can think of many established fields of study in Social Science

which have endless and hotly contested conceptual debates. One classic example

4 As acknowledged by the various critics (e.g. Thompson, 1984; Coffield, 1991 and Bailey, 1992).




within psychology is the heated arguments between Skinner and Chomsky
(behaviourism vs. cognitivism). Another example is positivism versus post-
modernism (Cohen & Manion, 1994). Mutual criticism of conceptual inadequacy
enshrouds these debates. However, these intellectual dialogues do not obstruct the
development of these fields of knowledge. Quite the contrary, intellectual debates
often help to refine the exploration and investigation of knowledge. In practice, the

extent to which the concept is confusing is cross-examined in the next section.

Theoretically, the argument that enterprising attributes or capabilities developed in
education need contextual discernment is treated as axiomatic. In practice, however,
Gibb (1993) observed that discussions with hundreds of teachers about the term ‘an
enterprising person’ have generated a list of attributes which is synonymous with the
dictionary definitions (Gibb, p.14). This implied that contextual concern was taken for
granted by teachers since, fundamentally, the context is education. Taking analytical
powers for example, in education, all educators want to develop analytical powers in
students. However, no educator will reject its goodness totally and not teach it just
because it can be misused in the ‘wrong’ context. In the context of enterprise
education, the problem is that of the disparate assumption of enterprise presuming

‘intrinsic goodness’ on one hand and a ‘free market economy’ on the other.

Concerning the criticism of enterprising skills, Coffield (1991) has precisely
demonstrated that there are contrasting lists of enterprising skills offered by different
initiatives. In Coffield’s exemplars, the term ‘skills’ is defined ir reductionistic
criterion-referenced items. These skills range from the sophisticated to the trivial low-
level mundane tasks. Gibb (1984, p.18) had warned that concentrating too heavily on
check-list and self-appraisal mechanisms — as do many American programmes- would
fail to provide real insight into the process of introducing enterprise for education.
Unfortunately, political steering towards the simplistic notion of transparency and
accountability has dominated the assessment practice during the New Right’s era
(Jones & Moore, 1995; Stewart & Sambrook, 1995), and hence some initiatives have
adopted such an approach to operationalise enterprising skills. While Coffield (1991)
regards these lists as ‘contrasting’, Gibb and Cotton (1998) actually disagree with the

notion that enterprising skills can be defined in a clearly reductionist manner. This




thesis argues that a holistic method of defining and measuring enterprising attributes,

skills and behaviours is urgently required (See Chapter 5, Section 4).

Whether enterprising skills are generic and transferable within a wide spectrum of
contexts begs empirical investigation. Theoretically, skills transfer has been widely
studied within Educational Psychology (Williams, 1991). Prawat (1992; 1998; 1999)
summarises the research effort and concludes that transfer is best facilitated when the
particular element of knowledge is well learnt (the ‘what’) by building connections
between related knowledge within a variety of related authentic learning situations
which emphasise application (the ‘how’). Consequently, general rules (the ‘why’) are
discovered or deduced. In other words, to enable transfer, the three elements, i.c. the
‘what’, the ‘how’ and the ‘why’ of learning need to be well rehearsed in a connected
way in which knowledge is actively re-constructed by the learner (Riesenmy et. al.,

1991).

Although some of the conditions for effective learning described by Prawat (1992)
have been incorporated into the model of a progressive enterprising learning approach
(which also stresses realism, application and guided discovery), empirical evidence is
urgently required to underpin this model, as both antagonists and protagonists
demand. Bailey (1992) questions the impact of progressive learning on skills
development and transfer strategies and underlines the weakness of empirical
evidence in this respect. A superficial clash of empirical evidence between Prawat and
Bailey is noted. Prawat and colleagues (1992, 1998, 1999) have demonstrated,
nonetheless, how research on skills development and transfer has progressed since the
time when Bailey’s empirical evidence (Ausubel, 1968; Sternberg, 1982; Resnick,

1990) appeared.

Another positive criticism made by antagonists is that enterprise promoters frequently
postulate false dichotomies, particularly between skills and knowledge, content and
process of learning, etc. Referring to the skill-knowledge dichotomy, most initiatives
have learnt from Thompson’s criticism (1984) and have the misconception removed.

Gibb and Cotton (1998) have endorsed Thompson’s understanding and rectified that

‘skills in themselves embody a knowledge base in the context of their application’

(0.5).
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Harris (1993) has undertaken a thorough investigation into teaching approaches

related to enterprise education. A number of tables of dichotomy contrasting various

approaches have been cited:

o ‘dependency traditional’ vs. ‘risky progressive’ (from Brandes & Gunnis, 1986,
p.11);

o ‘conventional’ vs. ‘enterprising’ (from Johnston ez. al., 1987, p.3),

e ‘control’ vs. ‘framed’ vs. ‘negotiated’ (from Bames et. al., 1987);

e ‘progressive’ vs. ‘traditional’ (from Bennett, 1976, p.38);

o ‘participative’ vs. ‘traditional’ (from Boydell, 1976, p.44);

Having reviewed these tables, Harris drew up her own table positing a dichotomy as

follows (Harris, 1993, p. 151):

o ‘student-centred/enterprise approach’ vs. ‘didactic/non-enterprise approach’

There is an implied criticism of the traditional/didactical/conventional approach,
while the enterprise/progressive approach is seen as democratic and empowering.
Dichotomies tend to over-simplify complicated behaviour such as teaching and are
bound to meet criticisms (Thompson, 1984). Moreover, empirical findings have
shown that teachers tend to adopt a mixture of teaching styles to match with different
learning objectives (Bennett, 1976; Galton, 1980). Recent research development
acknowledges ‘the middle ground’ between the traditional and the progressive
approach to teaching (Galton, 1999; Prawat, 1998). Gibb and Cotton (1998) have
observed these changes and suggest that an enterprising teacher is one who
appropriately mixes the two styles for different learning objectives. This thesis
suggests that a close investigation into how enterprising learming should be positioned

within current pedagogical advancement is urgently needed. (Detailed discussion in

Chapter 4).

Finally, the antagonists suggested that enterprise education has not offered any new
departures in education. This thesis adopts Peters’ argument that education
innovations often mean the re-emphasis of the essential issues that have currently
been relatively neglected. It is interesting therefore to look at the re-emphasis that

enterprise education to date has intended to achieve. Firstly, it highlights the
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importance of personal development, especially enterprising attributes (Gibb, 1993).
It has attempted to widen the existing practice of careers education by introducing the
alternative of self-employment (Watts, 1984; 1987). It intends to promote the
entitlement of the work-related curriculum which may enrich the content and the
process of learning by bringing in the realism of industry (Jamieson & Miller, 1991).
Preece & Harris (1988) claim that enterprise education has promoted progressive

learning methods rigorously.

Whether these re-emphases are desirable or not, and whether they have effectively
brought about desirable outcomes, or otherwise, in the long-run, is a pressing issue
urged by both the protagonists and the antagonists. At present, anecdotal reports and
case studies are plentiful with some quantitative questionnaire surveys on various
themes of the subject matter. Hence, after nearly two decades of development,

antagonists have made a justified criticism on the lack of empirical support.

Up to this point, the two competing views of enterprise education reveal the fact that
it is not the original lexical meaning of enterprise per se that causes such conflict in
opinions. It is at various /evels and senses of the conceptualisation of enterprise that
the term has attracted criticism (Potter & Wetherell, 1994). While some of the
criticisms have undoubtedly contributed to the refinement of the conceptualisation,
some are biased opinions as a result of the resentment towards ‘oppressive’ political

changes associated with enterprise.

6.2. Cross-Referencing the Discourse — Teachers’ and Students’ Conceptualisations

Hotly contested as it is, the discourse of enterprise education does not stop at the
academic level. Among other important social groups, namely teachers and students,
the concept seems much less problematic. Frances (1991) studied the
conceptualisation among academics and university students. Results support the view
that the debate is mostly confined within the academic community. Among 32

students’ typical interpretations of the word ‘enterprise’, the following

conceptualisation has been recorded:
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1) ‘An enterprising person i1s not necessarily an enterpreneur, but an
entrepreneur must have the qualities, the attributes asscciated with
enterprise.

i1) ‘The educationalist who is enterprising puts his integrity on the line by
being innovative, explorative, imaginative — he is laying himself open...
a personal risk.’

111) ‘An enterprise seems to involve a kind of collaboration of people
working together - [as opposed to] an entrepreneur who could be one
person, and so could take personal gains for him or herself.’

iv) ‘Enterprise is more human, social process’”

(Francis, 1991, p.27)

The above finding is exceptionally similar to Gibb’s conceptualisation of enterprise
(1987). Attributes given in point ii) above (innovative, explorative and imaginative)
resemble those provided by Gibb (1987, p.6). Gibb’s proposition of enterprising
learning modes (1993, p. 24), including ‘learning from each other’, ‘learning from
personal exchange and debate’, ‘learning from the reactions of many people’,
‘learning by borrowing from others’, reflect the idea of Points (iii) and (iv) which

highlight the social collaborative aspect of enterprise.

The obvious difference in the students’ conceptualisation from that of Gibb is that the
former assumed the negative stereotypical connotation attached to an entrepreneur
who tends to ‘take personal gains for him or herself’. Such an unfavourable
assumption is absent in Gibb’s interpretation. Gibb (1987) conveys the image that an
entrepreneur is ‘someone who demonstrates the marked use of a combination of
[enterprising/entrepreneurial] attributes in pursuit of a particular task, usually [but not
exclusively] in an industrial or commercial context’ (Gibb, 1987, p.11). In contrast,

students in Francis’ study tended to confine entrepreneurs to the business context.

An interesting ‘discontinuity’ between the concept of enterprise and its relation with
an entreprencur is noted from the student’s conceptualisation. While enterprise has
been associated with positive connotations, an entrepreneur who possesses those
desirable qualities and attributes of enterprise simultaneously possesses the negative
connotation of ‘taking personal gains for him or herself’ (Francis, 1991, p.24-27).
Francis (1991) concluded that,

“It appears that negative connotations are associated with the concept of
enterpreneurialism rather than the concept of enterprise.”(p.24)




According to Fullan (1991), conflicting values in educational concepts are rather
common, reflecting the subtlety and complexity of social phenomena. However, the
conscious mind tends to be more at ease with consistent evaluative rationalising
(Brown, 1986)°. The students’ acceptance of enterprise for its absolute good makes a
fascinating contrast to the academics’ rejection of enterprise for its absolute wrong.
One typically ‘angry reaction’ from academic staff has been cited from Francis’
interview (1991):

“I’ve been told that enterprise is all to do with initiative and problem-solving and
very positive things in education, but I don’t believe a word of it. I think it’s all
to do with business and getting schools involved with industry and making
education more vocational than it's ever been before. They are trying to breed
young capitalists and I think that is desperately wrong. Enterprise in its non-
political sense has always been part of education — always — and it’s the
politicising of it that I object to.” (p.29, original italics)

It would be interesting to know how this staff member would define ‘enterprise’. S/He
clearly sees that ‘enterprise’ has ‘always been part of education’ and yet rejects the
use of the word for meaning ‘very positive things in education’ because it has been
politicised. His/Her inconsistency reveals two important aspects of enterprise: its
intrinsic ‘goodness’; and its meaning being politically manipulated into another

semiotic,

Ahier (1994) investigated student teachers’ attitudes towards enterprise. Over 1,100
students from B.Ed. and PGCE courses completed a questionnaire and 60 were
subsequently interviewed. Findings revealed that among the potential teaching
professionals, there were no naive anti-industrial or anti-materialistic attitudes against
wealth creation as rhetoric has always suggested. In fact,

*“...there was consistent support for the pursuit of national economic growth, but
many emphasised that this should not be for its own sake, but for the good it can
bring to all... and most showed that they appreciated that the generation of wealth
is vital to the funding of public services and other public goods.” (p.35)

Ahier portrayed the way that enterprise was conceptualised by this social group:

“The student teachers did, however, accept the ethic of enterprise, seeing it as a
personal quality, important in their view of teaching as self-directed, professional
work. Indeed many, especially among the postgraduates, drew our attention to

3 The implicit theory in Psychology explains that human mind tends to make evaluative consistency.
For instance, in terms of personality, one good trait is inferred and associated with another, until a
complete schema is integrated. This cognitive schema is succumbed to over-simplifying complicated
matters, constituting a biased perception which tends to reject evaluative inconsistency.




the similarities between ‘being one’s own boss’ in business, managing a small
company, and the tasks of classroom teaching.” (Ahier, 1994, p.40)

Although these student teachers acknowledge the importance of economic growth,
wealth generation and the ‘ethic of enterprise’, they may be reluctant to accept the
intrusion of associated economic metaphors into the discourse of educational reform.
Ahier (1994) concluded that judging from the student teachers’ perception that
‘teaching was morally and personally consistent with parenting’ and was ‘a continuity
of caring’, the management perspectives of school, treating school as a marketable
commodity, were anti-educational. Likewise, most enterprise promoters are critical

towards the political version of enterprise (e.g. Gibb, 1987, 1993; Watts, 1984).

However, Ahier was concerned that ‘many initiatives which seek to make teachers
more enterprising®, must constitute a very confusing context in which to develop an

effective professional identity’ (p.40).

Ahier’s concern found answers in Hodkinson and Waite’s study (1991) exploring the
impact of the Enterprise, Economic and Industrial (EEI) dimensions in initial teacher
education. They found that EEI provided a useful arena in which student teachers
became aware of ‘the balance between the desirable and undesirable in industrial and
economic matters (as) a fine one’ (p.48, my italics). This finding was consistent with
Ahier’s own study that showed student teachers had a healthy and reflective attitude
towards these issues as a whole. A similar finding was obtained by Hodkinson’s case
study (1991) in which the mini-enterprise simulation was found to have enabled the

development of reflective, critical trainee teachers.

Numerous enthusiastic reports and case studies, albeit anecdotal, have shown that
many teachers have been inspired by the original concept of enterprise and
consequently developed reflective teaching practices and brought about changes in the
school curriculum (e.g. Farrell, 1992; Luby, 1995; Matthews, 1990; many reports in

newspapers, the journal ‘Economic Awareness’ and conference reports). Empirical

6 Here, the word ‘enterprising’ referred to the ‘economic metaphor’ that Ahier discussed earlier in his
paper. Therefore, this is not to be confused or connected with the ‘ethics of enterprise’ which he later
portrayed. However, the switch of semantics from terms sharing the same morpheme (enterprise) is
confusing and common (refer to Francis’ interview response with staff above).
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evidence is much needed to tease out the extent of the novelty effect from the possible

long-term effects these collective immediate responses might have.

Undoubtedly, these publications only represent a self-selected sample of teachers who
might have a predilection towards enterprise. However, this does not invalidate the
effect of enterprise which seems to have re-vitalised teaching morale, through active
participation and reflective evaluation, in this self-selected group. This may be
important in the context of the teaching profession being subjected to so much
rhetoric and subsequent ‘repressive changes’ in recent years (Chitty, 1993). Sarason’s
remark (1971) best describes such importance:

“if teaching becomes neither terribly interesting nor exciting to many teachers
can one expect them to make learning interesting and exciting to students?”

(cited in Fullan, 1991, p. 131)

Conceptual clarification for teachers is vital for further development of enterprise
education (Cotton, 1993; Iredale, 1992). Iredale (1992) contrasted the impact of
enterprise on attitude and school curriculum among 46 primary school headteachers,
half of whose schools (n=23) had participated in enterprise workshops and run
enterprise activities, and the other half of which had not (n=23). Results showed that
the majority of the participating schools (16/23) had a clear understanding of the
concept. Enterprise was valued as a tool or vehicle for delivery of a variety of
curricular areas, facilitating the development of problem solving skills. Only a quarter
of non-participating schools (6/23) conceived such clarity. Instead, the majority

(17/23) made vague references to links between school and industry.

Cotton (1993) surveyed 55 secondary school teachers who had participated in
enterprise education workshops. 23 teachers regarded enterprise education as part of a
capitalist culture; 12 teachers indicated that the concept itself was a hindrance to its
acceptance in school; although a greater majority (46/55) perceived it to have added
value to school. Almost all teachers (53/55) acknowledged that taking responsibility
and solving problems were the two most important enterprising capabilities in young

people.

To summarise, the heated conceptual academic debate of enterprise is only mildly

reflected among teachers. They have been able to perceive the potential of enterprise




for bringing about desirable change. This however does not deny that the concept has
been caught up in a political tide, that implementation has been inadequate in raising
awareness, and that this has hindered its progress in schools. It would also be
misrepresentational if the above evidence of good practices was allowed to over-
shadow bad practices and to trivialise controversies which beg further refinement of
concept and practice. Fullan (1991), having reviewed the literature of educational
change for the last three decades, explains that:

“If reforms are to be successful, individuals and groups must find meaning
concerning what should change as well as how to go about it. Yet it is
exceedingly difficult to resolve the problem of meaning when large numbers of
people are involved. And often we find meaning only by trying something.
Successful innovations and reforms are usually clear after they work, not in
advance.” [my underlining] (Fullan, 1991, p.xi1)

6.3. Recapturing Enterprise Education

Caird (1991) suggests that to avoid conceptual confusion, the general label of
enterprise education should be abandoned. She believes that better communication
can be resulted when enterprise courses, which have a clear objective of developing
enterprising competencies, are differentiated from those which concentrate on small
business start-ups. Francis (1991) claims that ‘the enterprise language, having served
its purpose in bringing innovation in education from the periphery of the system to the
centre, should become increasingly redundant’ (p. 21). Jamieson (1991d) views
enterprise as an ‘omnibus concept’ which is not only unnecessary but also
counterproductive in promulgating economic and industrial understanding in schools

‘because of its heavy ideological connotation’ (p. 62).

The danger of the term "enterprise education” becoming tautological is highlighted by
both the protagonists and the antagonists. This thesis argues that so long as the
original meaning of enterprise is maintained, the language should be kept and should
continue to flourish. Disregarding the diverse meanings that the term has generated,
the concept seems to have inspired and empowered many individuals to work in
various aspects of enterprise, be it teaching and learning strategies in the classroom or

small business start-ups. This shows that enterprise is a potentially powerful notion in

its own right. What arguably needs to be done to fend off confusion and to avoid




tautology is to seek a ‘conceptual re-alignment’ and mark out more clearly the

significance of the enterprise approach to education.

6.3.1. A Conceptual Re-alignment

As shown in the discussion above, the central theme of enterprise education emerging
after a decade’s practice is that of the development of enterprising attributes through
enterprising learning (see Figure 2.2. below). Underpinning this ultimate goal is the
‘enterprising approach’ to the curriculum including general subjects, careers

education and other cross-curriculum areas.

Figure 2.2 Recapturing the Concept of Enterprise Education
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An Enterprising Approach to General Subject Learning

Enterprising learning strategies can be demonstrated to be applicable to general
subject teaching by the DUBS’ and SCIP teaching support materials (DUBS, 1999;
SCIP, 1993). Since the major bulk of time allocation in the National Curriculum
surrounds individual subjects, it may be important to demonstrate that the enterprising
learning approach is a constant method employed as opposed to a one-off, piecemeal
and sporadic application (Nash, 1992). Gibb hypothesises that an enterprising
approach to subject learning will improve the motivation to learning and hence
enables a greater insight to knowledge while embracing the central theme of
developing enterprising attributes. This hypothesis needs to be empirically tested. The
current research undertaken by this thesis seeks to investigate the feasibility of this

hypothesis.

An Enterprising Approach to Careers Education

Careers education, among other curricular areas is a clear target for the concept of
entrepreneurship, particularly for students of school or college leaving ages (Dearing,
1997, Harris, 1990; Gibb & Cotton, 1998). Entrepreneurship’, in its self employment
context, offers an alternative among conventional career orientations (Watts, 1984;
1987). Coffield (1992), having reviewed the economic situation of the North East
region, admits that ‘the contribution of self-employment to the economic regeneration

of the region is likely to remain important but limited’ (p.25).

According to Coffield (1992), the reason for the limited contribution lies in the lack of
genuine funding and carefully designed support programmes. MacDonald (1991) also

criticises the irresponsible system which blindly enthuses young people to start up

7 In this thesis, the term ‘enterpreneurship’ is used in a different way from Gibb and Cotton (1998).
Gibb and Cotton (1998) treat ‘entrepreneurship’ and ‘enterprise education’ as synonyms. However,
research suggests that entrepreneurship tends to have a strong occupational connotation. In the past,
when enterprise education was equated with entrepreneurship, it was criticised as indoctrinating young
people to become entrepreneurs to generate wealth. In this thesis, ‘enterpreneurship’ is located within
the domain of careers education with its ultimate educational aim of developing enterprising attributes
above the functional goal of self-employment. (see Figure 2.2). This hopefully will clearly distinguish
the general theme of enterprise education from the more functional notion of entrepreneurship.
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their own business without adequate and easily accessible professional support. Such
half-hearted support has neglected the notion of learning while young people are
engaging in their business activities. These important messages need to be taken on

board if the self-employment alternative is to be seriously considered and promoted.

The concept of entrepreneurship can be seen to have broadened the concept of ‘self-
employment’. Entrepreneurship, as proposed by Gibb and Cotton (1998), is
fundamentally an expression of entrepreneurial attributes. Self-employment is one of
the most common contexts in which these attributes are exhibited. The implication is
that careers education should, first and foremost, seek to nurture entrepreneurial
attributes in the context of small business /earning. Drawing from research findings
(Coffield, 1992; MacDonald, 1991), government commitment to a strong, continual

and professional network is required to support this form of learning.?

An Enterprising Approach to Other Curriculum Areas

The application of an enterprising approach to other curriculum areas, particularly
Citizenship Education and EIU (Economic and Industry Understanding), tends to
attract the belief that ‘enterprise’ is a ‘subject’ to be taught. To avoid such
entanglement, teachers arguably can be made aware that enterprise education (as in
liberal and progressive education) is an approach to education, not a subject
classification (as in sex education and religious education). In that respect, BTEC
courses on business and management, for instance, are not subject areas of enterprise
education. They are subjects that can be approached by enterprise education (Gibb &
Cotton, 1998).

Experience in the past shows that when enterprise education was interpreted as a
subject or topic to be taught, the outcry of indoctrination was inevitable. It is therefore

important for this thesis to clarify the concept as a distinctive approach to teaching.

8 Arguably, an enterprising approach to the whole careers education is possible. In this thesis, the
alternative of entrepreneurship is highlighted as a distinctive feature of enterprise education.




7. Conclusion

The dialectical view of enterprise education discloses the belief that the confusion
surrounding the concept is largely a consequence of serial misconceptions: ambiguous
initial conceptualisation by the promoters, which was caught by the then prevailing
political rhetoric and was hence heavily criticised by antagonists. Despite the
conceptual disputes within the academic community, in practice, some teachers were
able to extract the ‘goodness’ of enterprise and generated desirable changes in
teaching and school curriculum. However, they also pointed out that conceptual

confusion has been an obstacle to the promotion of enterprise work in schools.

The gap between concept and practice implies that conceptual refinement and
realignment is necessary to sustain further development. Experience gained from the
past decade’s implementation, together with some of the constructive criticisms made
by antagonists, have helped to recapture the concept of enterprise education for
further advancement. Having attempted to settle the meaning of enterprise education,
a most pressing issue to address is how effective this form of learning is in achieving
its ultimate aim of developing enterprising young people. This leads on to the
empirical question, which is ‘How sound is the theory of this distinctive teaching and
learning approach and how pragmatic is it in application?’ These are the inquiries
central to the purpose of the current research and are discussed further in the

following chapters.
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Chapter 3

Enterprise Education:

A Distinctive Approach to Teaching and Learning

1. Introduction

In Chapter 1, the historical analysis reviewed the socio-economic confext against which
enterprise education has emerged since the mid 1970s. This is followed by the discussion
of the concept of enterprise education in Chapter 2. It is argued that enterprise education
is a distinctive approach to teaching and learning. This chapter continues to discuss the
content of enterprise education. Due to the diversity of enterprise activities, this chapter
will first of all introduce a structural framework to demonstrate the distinctiveness of
enterprise education. This thesis adopts Bridges’ framework of liberal education (1992)
for this purpose. In order to establish a fuller understanding of the content, the three main
models of enterprise education are then categorised and discussed. Finally, the impact of

enterprise education to date is evaluated.

2. What is Enterprise Education? - A Structural Framework (see Appendix 2)

In the historical analysis, the diversity of enterprise initiatives and the result of conceptual
confusion was noted. To avoid the term becoming tautological, Bridges (1992) and Gibb
(1993) both propose that enterprise education should be contextualised and
conceptualised within the general educational framework. Bridges (1991) demonstrates
the uniqueness of the enterprise approach to education within the framework of liberal
education. In this section, the basic structure set out by Bridges (1992) is expanded upon
as follows:

i) Aim of Enterprise Education

1) Objectives

1i1) Curriculum

1v) Learning Activities

V) Pedagogy

Vi) Assessment

vii)  Evaluation




Since the focus of this thesis is upon enterprising teaching and learning in general
education, a summative structural analysis is employed in order to encapsulate those
initiatives which embrace the idea of promoting learning and have it clearly stated in their
objectives. Initiatives (e.g. enterprise in the Youth Training System) which operate
outside this particular context will not be included. Notice that the structural analysis
undertaken in this Section only reflects the general state of development rather than what
enterprise education is. Nevertheless, the study of what is regarded as enterprise
education in this section helps to establish a basis for a more thorough analysis of the

concept in the next chapter.

i) Aim of Enterprise Education

A review of the latest annual reports of various enterprise education initiatives
demonstrates that they all share one common aim, 1.e. developing enterprising people
through the learning activities offered by their programme (see Appendix 1). This means

the enhancement of enterprising attributes, skills and behaviours in learners.

ii) Objectives

Under the above shared aim, however, is a diversity of objectives of individual initiatives
accentuating various themes and understandings. These objectives can be summarised as
follows (refer to Appendix 1):

« To improve the economic awareness and understanding of business and industry
e To encourage industry to share the responsibility in education to enhance a
relevant work-related curriculum

o To enable a smooth transition from school to work
o To inculcate a healthy attitude, knowledge and orientation towards self-

employment and wealth creation

e To improve learning experience through an enterprising pedagogy

The first two objectives emphasise the industry-related dimension. The third and the

fourth show the importance of a widened scope of careers service. The last one is directly

related to knowledge acquisition, social and personal development.




iii) Curriculum

Attempts have been made to introduce enterprise education across the whole National
Curriculum at both primary and secondary level. Copious teaching materials have been
produced under various initiatives to support teaching and learning in most foundation
subjects such as English, Mathematics, History, Geography, Technology and
Environmental Studies, etc (e.g. Cotton, 1991; Harris, 1990a; SCIP, 1993). Enterprise
education is, however, particularly seen as relevant to the teaching of cross-curricular
themes, such as Economic and Industrial Understanding (EIU) and Careers Education
and Guidance (ByGott, 1990).

At the tertiary level, curriculum design is mostly left to individual departments (Clarke,
1991; Foreman-Peck, 1993; Leckey & Neill, 1996; Nicholls, 1992). Small business
creation and management also provide the context, as much as a content, for learning at
graduate level (Kirby & Mullen, 1990; Kirby, 1992). Hodkinson and Waite (1991) show
that an increasing number of higher education institutions have incorporated enterprise,

economic and industrial dimensions (EEI) into their initial teacher education courses.

iv) Activities of Learning

Three main types of learning activities can be classified (see Section 4 below for details).
They are learning through work experience (Miller et. al., 1991), business simulation
(Jamieson et. al, 1988) and a project management cycle. Learning through work
experience includes work placements, visits to industry and work shadowing. Students
will receive briefing and de-briefing before and after their experience. They are
encouraged to keep records during the activity. Learning through business simulation
stress the importance of a realistic hand-on experience of running a business. Employees
from local industries are invited to be business advisors. The learning mechanism is very
similar to that of project management cycle (Harris, 1990). They both emphasise active
participation in team-work and involve the exercise and development of creativity,
planning, doing, problem-solving and interpersonal skills. Teachers play the role of
facilitators. Learning through a project management cycle, may or may not have a flavour
of business.
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v) Pedagogy

The learning activities stress that the process of learning is as important as the content to
be taught (Iredale, 1992). The enterprising process of learning encompasses the important
elements of experiential learning (Jamieson et. al., 1988). Some individual initiatives,
such as those of DUBS (and RSA Education for Capability, MESP in the past), have set
out how their learning models are adopted from existing learning approaches. RSA
Educational for Capability (RSA, 1991) uses a behavioural model which highlights the
essence of self-monitoring of learning. MESP employed Kolb's (1984) experiential
learning paradigm to explain the relevance of their mini-enterprise activity (Harris,
1990). The DUBS initiative has clearly set out a theoretical framework towards an
enterprising learning theory which captures the important elements of learning! and the
interaction amongst them (Gibb, 1993). In general, student-centred pedagogy is a
characteristic of all of these learning paradigms which allow more scope for independent,

flexible and open learning (Bridges, 1992).

vi) Assessment

The assessment of project work or task assignments is yet under-developed (Jamieson,
1991b) due to the complexity of activities. Subject-based projects tend to combine the
method of criterion-reference assessment observing performances in tasks assigned,
marking of written project work and paper-and-pencil tests. Business simulation projects
implement criterion-reference assessment with little or no written examination. In other
words, various methods are combined, dependent upon the nature of the activities. A
prominent feature is the involvement of students in self-assessment with the aim of
developing the sense of ownership towards their study, and creating awareness of their
own progress (Bridges, 1992)

vii) Evaluation
The achievements of enterprise education have yet to be evaluated against its overall

aims (Jamieson, 1991c¢). The following key questions will help determine whether or not
objectives have been met:

! These elements comprise the classroom environment in which students actively take ownership of
learning; the project management task structure which elicits and enhances enterprising skills and
behaviours; and the teaching mode in which the teacher takes the role of a facilitator




o Has the understanding of industry been improved? To what extent?

o Is there more involvement of industry in education? To what extent? In what way?

o Is there a smoother transition to work, less anxiety about unemployment and more
confidence about life after school?

o Have the attitudes towards and knowledge about self-employment been improved?

Do more young people express the intention of being self-employed?

o Have enterprising skills, attitudes and behaviours been fostered? In which aspects?
e Do the young people become more motivated and capable in learning? Are their

academic achievements improved through enterprising learning?

Gibb's model (1977), adopted from Hamblin's model (1974), provides a strategic and
scientific method of evaluation which provides a good guideline for assessing the
performance of enterprise education to-date. The five levels of evaluation, directly

applicable to evaluating the performance of enterprise education are described as follows:

Level Of Relevance in Enterprise Education Follow-up
Evaluation Measurement
Over time
Reaction Immediate reactions from participants Short
Learning Content being learnt (literacy, numeracy and Intermediate

subject-based knowledge; knowledge of business
and industry; knowledge of self-employment)

Behaviour Personal attributes being acquired (enterprising Intermediate to
skills and behaviour) long

Organisation The effectiveness of the whole learning Intermediate to
programme long

Ultimate The impact on the enterprise education in society Long

Achievement
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Summary

From the above structural analysis summarising various Iinitiatives, it is clear that
enterprise education can be seen as part of the general educational framework. The next
section explores how different models approach enterprise education. Evaluation of their

achievement is then discussed.

3. Models of Enterprise Education

Three main models of enterprise education can be categorised according to their
distinctive activities. They are the work experience model, the business simulation model
and the enterprising learning model. Since the focus of this thesis is upon enterprise
education in schools, the major initiatives targeting at primary and secondary levels are

used to exemplify these learning models.

3.1. The Work Experience Model

The work experience model is typified by initiatives including Technical and Vocational
Education Initiative (TVEI), Creativity in Science and Technology Awards (CREST) and
Enterprise in Higher Education Initiative (EHE). This model stresses the importance of
learning from 'real' life experience in the work place. It mainly takes the form of work
placement, work shadowing, visits to industry, subject-based industry projects or
simulated work experience at school (Henderson & Knutton, 1991; Watts et. al., 1987).
The Technical Vocational Education Initiative (TVEI) is chosen to exemplify this model
of enterprise education since a strong government commitment had been given from
1983-1990 (about £90m per year), and the TVEI Extension funding started from 1991 to
last for a couple more years. Although TVEI has now ceased, work experience as a
vehicle of learning prominently promoted by TVEI continues. A relatively extensive
research on TVEI also allows a reasonably thorough understanding of the effectiveness of

work experience as a vehicle of learning.

The chief aims of these initiatives are summarised in the following:

e  To improve the understanding of business and industry.

o To enhance a relevant work-related curriculum.




o To develop enterprising skills.

o To improve learning experience.

The benefits of learning through work experience are said to be manifold (Henderson &
Knutton, 1991; Watts et. al., 1989). By exposing students to the ‘world of work’, they
enjoy the advantage of a wider range of interaction with other adults at work, acquiring
skills beyond classrooms (Trident Pamphlet), learning about the discipline, organisation
and management of a workplace (Jamieson, 1983). The link between subject knowledge
and its application in the real industrial context enables an effective form of experiential
learning. The method of briefing and debriefing helps students to prepare and reflect on
the experience. Debriefing, which is often done in groups, is especially important in
guiding them to analyse and generalise their experience. (Jamieson et. al., 1988). Hence,
Shilling (1989b) believes that work experience is potentially a powerful learning method

for enhancing reflective and critical thinking among students.

3.1.1. Evaluation

Research demonstrates conflicting findings of the effectiveness of this form of learning
(Saunders et. al., 1997). Merson (1992) notes that the early development of TVEI was
full of impressive anecdotal reports from participant schools portraying a very positive
picture of learning through work experience. Youngman (1992) conducted a large scale
quantitative survey with 461 students. Results showed that TVEI students (n=189) had a
better opinion on TVEI courses then the non-participants (n=158 in TVEI schools and
n=114 in non-TVEI schools). The former perceived that TVEI had contributed to develop
better problem-solving skills, more autonomy over study, better career orientation and
more practical knowledge. However, it is also found that they were less confident on how
well they had achieved as their attainment scores from criterion-referencing were
unfamiliar to them, unlike ordinary subjects which had simple and straightforward graded
exam results. This in turn had affected their level of satisfaction of TVEI courses.
Youngman (1992) contrasted these findings among four cohorts of TVEI students from

1985 to 1988. A striking consistency across all four years was found.

Bloomer (1985) reported from a questionnaire survey of 183 headteachers that students
gained realistic understanding of the work place through work placement. It helped

students to have clearer career aims. A consequent increased demand for career




information and guidance from students was noted. Many schools reported that firms
providing work experience had given temporary or permanent jobs. In terms of personal

development, the results reported by Bloomer (1985) were extremely promising:

“The impression of many [headteachers] was that through work experience pupils
grew in maturity, partly in terms of their powers of self-assessment, decision-making
and self-discipline, but also skills and insights into adult life... stronger motivation of
pupils concerned towards their school work and further education and... greater
incentive to achieve qualifications needed.” (Bloomer, 1985, p.89-90)

Most of these results were supported by Henderson and Knutton (1991) who interviewed
staff and students in five schools. They reported that students having gained experience
from the work place became more self-reliant, confident, mature and aware of the need of

career planning.

A small scale quantitative questionnaire survey conducted by Robinson et. al. (1991)
indicated that TVEI students (n=50) did have a more positive attitude towards school and
were more satisfied with themselves than their A-Level counterparts (n=50). However,
the TVEI students were less involved in school work and they avoided school work more
than the A-Level students This result seems to confirm the perception that work related

curriculum is more popular for students who are less academically inclined.

More importantly, Robinson et. al.’s findings cast doubts on the extent to which work
experience has improved motivation in classroom learning. Heath (1995) reported Tapp’s
findings (1990) which indicated that 46% of TVEI pupils could not relate their work
experience to subjects learned at school. 45% felt that they learnt more from their paid

part-time jobs than their placements.

Heath (1995) also conducted a questionnaire with 92 former TVEI participants. 12 were
then invited for in-depth interviews. These data were triangulated with local TVEI
advisors by interviews. 55% of the students reported that work experience had provided
the opportunity for job sampling. 29% believed that it had helped making decisions in
their career development. 29% reflected that work-experience had put them off the type
of work they intended. 10% were disillusioned. Qualitative data showed that some

‘misplacements’ were counterproductive to the original idea of aspiring young people to

their future career.




Harris et. al. (1997) undertook in-depth qualitative interviews with deputy headteachers,
teachers and pupils in 16 schools which were regarded as schools of good practice in this
aspect. Findings showed that a whole school culture committed to this type of learning
was an essential factor for good practice. Teachers’ lack of experience or skill in the
actual work context hampered them from linking work experience across the curriculum
and disabled them from guiding debriefing which was the key for this learning model to

be effective.

Saunders et. al. (1997) undertook a review of research into the impact of ‘work-related
curriculum’. The review pointed out that the reason for negative results was mainly due
to the isolation of work experience from subject-based curriculum. Very often, the full
potential of work experience was not understood by all parties, namely, the employers,
the teachers and the students. Instead, work experience receded into a narrow aim of
‘raising awareness’ of the world of work. Good practice, on the contrary, contained clear
learning targets set and agreed among the employers, the teachers and the students, so
that work-based opportunities and resources were fully integrated into the general
curriculum (Harris et. al., 1997, Saunders et. al. 1997). The problems and difficulties of

integration remains the major challenge for this model of enterprise education.

3.1.2. Implications for Future Development

Problems and difficulties concerning this model of learning need to be addressed.
Jamieson and Lightfoot (1981) admit that debriefing is usually omitted due to time
constraints in teaching. This is a serious pitfall considering the importance attached to
this crucial element of learning (Shilling, 1989). Other than time constraint, Henderson &
Knutton (1991) and Harris et. al. (1997) revealed that some teachers might not have the
right attitude and knowledge to integrate pupils’ work experience with classroom

learning.

However, Harris et. al. (1997) found that schools which took part in the Teacher
Placement Services (TPS) have brought about change in teachers attitudes and
knowledge in that respect. Abbott et. al. (1996) reported that, out of a sample of 242
secondary school teachers who returned a questionnaire survey, 75% agreed strongly that
contact with industry could make lessons more relevant. However, further research is
needed to indicate the way in which this perceived ‘relevance’ and change in attitudes has

transmitted into the actual subject teaching and has generated desired learning outcomes.
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Another important partner in this learning model is the employers. Some employers are
found to be unclear of, or have little commitment to, their role in the partnership in
enhancing learning (Heath, 1995; Saunders et. al., 1997). Work assigned to students in
employer's premises is usually restricted to simple tasks because of time, health and
safety regulations, confidentiality of the work place and the lack of skills and maturity of
students (Heath, 1995; Jamieson & Lightfoot, 1981). Hence, skills being learned are
limited. Jamieson & Lightfoot (1981) also think that the lack of trade union
representation in the work place is another setback. There is also concern about

orientating students to a limited range of local firms (Bloomer, 1985).

Moreover, there remains the problem of participation from academically able students.
They tend not to choose the option of going for placement (Jamieson ef. al., 1988§;
Henderson & Knutton, 1991; Saunders, 1993; Harris et. al., 1997)2. Saunders (1993)
considers the inability to attract able students could stigmatise the status of work
experience to the low-achievers, reinforcing the academic-vocational divide. Bloomer’s

findings (1985) seem to confirm Saunders concern:

“One school noted improved cooperation on the part of older, less academic pupils
who were periodically ‘unchained from their desks’ through work experience and
community service, while another commented that the absence of pupils with little
interest in academic work enabled others to make better progress.” (Bloomer,
1985, p.90)

As early as 1983, Jamieson observed the problem with work experience in the following:

“at school the tasks set are such that a very large percentage of children consistently
‘fail’ and thus have their confidence destroyed, whilst in the work-place the majority
of tasks are so simple that nearly all can perform them with barely a moment’s
thought. It is difficult to know which situation is more depressing.” (Jamieson,
1983, p.157)

The disparate research findings imply that after more than a decade’s development, the
full potential of the work experience as an experiential learning model has still not been
utilised. Bearing in mind that the National Curriculum has heavily prescribed a timetable
for the ‘traditional curriculum’ to meet the National Attainment Targets, teachers soon

find it increasingly difficult to co-ordinate the time-consuming work-related curriculum
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which emphasises ‘active learning’, ‘negotiated curriculum’ and ‘problem solving’
(Henderson & Knutton, 1991; Saunders & Halpin, 1990). Harris et. al. (1997) suggest
that the recent Dearing review (1996) has taken into consideration the need to release
more free time for work experience to take place in the curriculum. However, this thesis
argues that unless there is a substantial change of attitude and perception by teachers,
parents and students towards work experience, it is likely to remain marginalised to the

less academically inclined, as Miller ez. al. (1991) has predicted.

3.2. The Business Simulation Model

The business simulation model is represented by Mini-Enterprise in School Project
(MESP) and Young Enterprise (YE). This model approaches learning through mirroring
'real life business' in the school setting. MESP, targeted for the 9 to 16 year olds, was said
to be the most popular enterprise activity and grew most quickly among schools?
(Jamieson et. al., 1988). Although MESP has now ceased, the model continues to
represent a popular mode of teaching and learning under the banner of enterprise
education. The model provided 'authentic' experience so that young people could learn
about the organisation, management and operation of a business, such as business
registration, selling shares, organising production lines, marketing products and services,

etc. while acquire a spectrum of desirable skills.

Jamieson (1984) describes the aims of this model as:

¢  To improve the understanding of business and industry

e  To inculcate a proper attitude, knowledge and orientation towards self-
employment and wealth creation

e  To develop enterprising skills, attitudes and behaviours in young people

o  Toimprove learning experience through an enterprising way

The learning objectives of YE and MESP are, to some extent, different. YE offers a

standardised approach to an extra-curricular activity with the stress on 'economic literacy'

2 Although this seems to be the opposite case in higher education in which industry projects tend to be
taken up by 'able' students (Clarke, 1991).

3MESP originally was mainly for secondary school students. Primary projects started in 1989 (Shilling,
1989).
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and knowledge of key business functions. MESP (1985 — 1994) extended these learning
activities into enhanced learning of school core subjects, such as English, Maths,
Business and cross-curricular themes (e.g. EIU) (Harris, 1990a). Both YE and MESP
emphasise the importance of adults other then teachers from local businesses to act as
advisors in the simulation. Since MESP was more widespread in British schools, it will

be discussed in greater detail as a model of enterprise education.

By engaging in mini-enterprise venture, students would be able to practise and develop

skills such as problem-solving, decision-making, creativity, leadership, communication,

negotiating, risk judging and inter/intra personal skills (Harris, 1990a, p.3).

Experiential learning (Kolb, 1984) was the learning theory adopted by MESP (see Figure
3.1 below). Crompton (1987) mentioned that debriefing was the key element in this
learning model. It allowed the experience of running the business venture to be reflected
upon, generalised and transferred to other situations. Business simulation was said to be
effective in generating motivation to learning, particularly social learning through team-
work and dealing with adults other than teachers (Jamieson et. al., 1988; Harris, 1990a;
Matthews, 1990). When students were marketing and selling products, they learnt more

about their school, their neighbourhood and the wider community (Harris, 1990a).

Figure 3.1. Experiential Learning Adopted by MESP
(Harris, 1990a, p.6)
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3.2.1. Evaluation

Evaluation of the business simulation model was difficult mainly because of the
complexity of the learning activities and the lack of well developed assessment tools for
measuring desired learning as complex as social and personal skills. (Jamieson, 1988;
Fullan, 1991). Anecdotal evidence suggested very positive educational outcomes. The
"Young Enterprise” Programme (1991) reports that students have gained a real
understanding of how business works and have acquired team-work skills. It is said to
have helped young people develop enthusiasm for life. Matthews' case study (1990) on
the MESP in two special needs schools also reported improved motivation to learning

and better communicative skills among participants.

Harris (1990b) investigated the attitudes of teachers towards ‘mini-enterprise’ work using
a mailed questionnaire survey. 83 schools (out of 132) responded and the results were
positive. More than 90% of the respondents thought that mini-enterprise was a useful and
valuable teaching tool. 86% believed that it should be inherent in future curriculum
development and 81% agreed that skills and credentials obtained through mini-enterprise
should be taken into account by higher education institutions. 75% of respondents
thought that enterprise skills should be incorporated into initial teacher training
programmes. 75% also acknowledged that it should be an important component of in-

service training.

Despite the supportive attitudes reported by Harris (1990b), Jamieson et. al. (1988)
cautioned that there was a drop in motivation over time indicating the possible
diminishing novelty effect in this type of learning. Research also pointed out that
simulation was potentially weak in teaching factual content (Tansey, 1971, cited in
Jamieson et. al., 1988). Jamieson et. al. also reported that there was little evidence for
skills transfer even within similar tasks.

The operation of the business simulation also caused concern. Jamieson et. al. (1988)
observed that there was a possibility that commercial goals exceed educational ones, that
is ‘earning’ over-riding ‘learning’, while paradoxically, 'earning' (profit-oriented) was
also a learning objective in its own right in this model. These researchers observed that
the MESP version of business simulation tended to reduce student autonomy since its

activity could be confined by teachers' monitoring on a subject-based learning. There was
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also concern about allocation of jobs. 'Able' students tended to be assigned to managerial
positions whereas 'less able’ students were allocated to production. Sex-stereotyping also
existed when students allocated jobs among themselves.

Nash (1992) undertook thorough research into this model of learning adopted by MESP.
A multiple choice test was designed based on the knowledge, skills and attitudes that
mini-enterprise aimed to achieve. 424 students from twenty schools took part on this
study. Students who took part in mini-enterprise activities (90%) showed insignificant
difference from the control group (10%). Students in both groups showed little
understanding of key financial areas in running a business. Products produced by mini-
enterprises were mainly of low quality which required low-level skills and were
unacceptable and not marketable in a real commercial environment. Lack of customer
care and the market research were also the characteristics of min-enterprises. Nash (1992)
concluded that the lack of ‘realism’ detracted from the potential of the learning
experience from mini-enterprise activities. Given the age and abilities of students, the
simulation based on a large company model was inappropriate. Drawing from Nash’s
finding, it seems that the effectiveness of improving understanding about business
through this learning model was rather negative. Nash concluded that mini-enterprise
might even reinforce the traditional bureaucratic structures typical of low tech and low
value added companies which was against the trend of high tech and high value added
industrial development in this country.

Nash (1992) also found little evidence from follow-up interviews with students that
knowledge and skills gained through mini-enterprise activities were linked with subject
learning. Not only was the lack of perceived relevance to subject learning, some students
and teachers found that mini-enterprises interrupted normal lessons and it took them a
while to re-focus students back to classroom learning. Nevertheless, Nash (1992)
confirmed that mini-enterprise was a powerful means of social and personal education for
students:

“The group dynamics were more impressive... Examples of the censure of company

members, of hidden talent(s) blossoming for the first time, and great personal
sensitivity, were all revealed during the semi-structured interviews. Students
discovered for themselves by first hand experience that the power of the group was
greater than the sum of its individual members... the opportunity to organise their
own work and work out problems for themselves was the most important aspect of
mini-enterprise.” (Nash, 1992, p.246-247)




3.2.2. Implications

Although MESP has now ceased, its implication for further development of other forms
of enterprise education is even stronger. As Nash (1992) pointed out the weakness of
relating enterprise activities to subject learning was the major setback for this model.
With the National Curriculum which articulates the importance of traditional subjects
with a prescribed time-table, this implies that enterprise activities will have to be
effective in subject-based learning instead of occupying extra-curricular time which is
greatly reduced.

Regarding the improvement of the understanding of business, Nash (1992) suggested that
greater realism had to be enhanced. Nash believed that the model of small business would
be more suitable for school mini-enterprises since it would be more realistic to start small
given that resources were limited. Students would also need to be encouraged to go
beyond the safe confinement of their own school and stretch out to the local community

and compete with local businesses®.

Finally, since mini-enterprise has demonstrated that it can be an effective learning vehicle
for motivating students to learn, it would have greater value if such learning experience
could be strongly linked to subject-based learning. Nonetheless, its achievements in

enhancing social and personal development are generally acknowledged.

3.3. The Learning Models (RSA Education for Capability, the DUBS' programme)

This learning model emphasises that a structured approach to learning is the key to
generating intrinsic motivation to learn and to elicit desirable behavioural change. Both
this learning model and the business simulation model employ an experiential learning
theory. However, the activities of the business creation model emphasise the actual
running of a business as an important vehicle to deliver learning needs, whereas the
learning model does not necessarily have a business focus. In terms of pedagogy, the
learning model is not restricted to the cognitive experiential learning paradigm. The RSA
approach implemented behavioural monitoring methods while the DUBS' scheme
enriches the experiential paradigm into a cognitive-behavioural dimension, which is

called 'enterprising modes of learning'.

4 Jamieson et. al. (1988) claimed that since mini-enterprises were only a short-term business simulations,
they would not cause adverse competition among local small businesses.




The chief aims of the learning model are:

o  To develop enterprising skills, attitudes and behaviours in young people

e  Toimprove learning

Since the learning theory that RSA adopted is substantially different from that of DUBS',

it will be discussed separately.

3.3.1. The RSA Education for Capability Model

Bell (1991) describes the 'capability model' for the development of 'capability' as follows:
1. Self-evaluation: the student will evaluate his/her own capability.

2. Unit analysis: '"Units of work' will then be set up, with the help of the
teacher, in order to develop these capabilities.

3.  Monitoring: The student would work accordingly to the pre-set units so as to
reach the target.

Examples for the 'capability' chosen by students in the RSA's scheme are 'competence in
using skills and knowledge, creativity, coping skills and cooperation with others'.
Furthermore, the teacher 'helps to identify in any unit of work the main capabilities and

the context in which they will be required'. (p.9)

Bell (1991) believes that, in this model, students are given the opportunity to take
responsibility for their own learning. They develop their own action plans to reach their
own targets. This increases their self-awareness and 'extends their own self-esteem' and

eventually develops their capability.

Again, only anecdotal reports are available for evaluating the effectiveness of the RSA's
approach. They all show encouraging results such as increase in confidence and
motivation in learning and that capability has improved in participants from very diverse
background, such as, students at school, trainees in further education and managers in
training courses (Bell, 1991; Burgess, 1986). However, as Bell and Burgess are both

writing on behalf of RSA and without empirical evidence, the results tend to be biased.




3.3.2. The DUBS' Enterprising Learning Model (Detailed discussion in Chapter 4)

The DUBS' model 'derives its key components from the organisational dynamics of the
small business' (Gibb, 1993, p.16). The learning process dwells on the importance of the
combination of three main elements namely 'the essences of enterprise into the classroom
environment; a project management task structure for learning under conditions of
uncertainty; and an enterprising 'teaching' mode' (p.21). The classroom environment in
which students take ownership of learning allows freedom for them to learn from
mistakes and flexibility for exploring alternatives. The project is usually characterised by
uncertainty. Students are required to identify their own tasks and discover a structure to
tackle them. This involves a cycle of generating ideas, planning, putting the plan in
action, and self-review. The teacher sets the learning goal and takes the role of a guide, a
partner and a facilitator, taking into consideration individual student's age, ability,
existing knowledge and preference of learning styles so as to make appropriate
adjustment.

Two surveys have been carried out to evaluate the effectiveness of the scheme in the
primary and secondary sector. Iredale (1992) compared the attitude of 25 participant
schools and 25 non-participants in the primary sector. Findings revealed the polarisation
of opinion between the two groups. Participants shared positive views about enterprise
education and were able to describe its contributions in behavioural details such as
development of student ownership, confidence and problem solving, whereas the
majority of non-participants gave more negative and disparaging comments. Cotton
(1993) reported similar findings in the secondary sector. She also discovered that the
DUBS's approach 'is not readily perceived by teachers to be an approach which has
relevance for all subjects within the curriculum' (p.7) However, an overwhelming

majority of students express enjoyment in learning through an enterprising way.

3.3.3. Implications for Future Development

The learning model directly addresses the importance of subject-based learning and
personal development without other competing learning objectives which are inherent in
the work experience model and the business simulation model. In theory, this direct
emphasis on subject learning gives a more favourable ground for future development

within the National Curriculum. However, there remains a lack of rigorous empirical

research to evaluate its effect on knowledge acquisition and development of enterprising




behaviours. Again, with the pressure exerted on the timetable by the National
Curriculum, the extent to which the learning model can be applied in everyday teaching
1s a question that needs to be urgently investigated. Hence, one of the aims of the current
research is to find out teachers’ perception of the feasibility of implementing the

enterprising learning model in classroom teaching.

3.4. Summary

The three models highlight different approaches to enterprise education. While all claim
to motivate subject-based learning, the work experience model also stresses the
understanding of work; the business simulation model focuses on business activities; and
the learning model emphasises its own learning parameter to enhance knowledge
acquisition and personal development. Work experience tends to be perceived as a
vocational tool for the academically less able. The business model tends to be trapped
between the objectives of ‘earning’ and ‘learning’. Neither the work experience model
nor the business simulation model seem to have properly linked with subject learning
which pushes them towards peripheral ‘bolt-on’ extra-curricular activities. The learning
model is free from these problems because it directly approaches the mainstream of
subject teaching and personal development. However, the effectiveness of the learning
model is largely unknown due to the lack of empirical support. This is a major setback
since amounting speculation on falling educational standards have been attributed to the
adoption of progressive pedagogy such as this in schools (Phillips, 1996).

4. Evaluation of Enterprise Education

To evaluate the effectiveness of enterprise education as a whole is not an easy task for
various reasons. First and foremost, as Harris (1993b) reasoned the concept of enterprise
education is both contentious and loosely defined. The heavy involvement in politics as
discussed before has left individual initiatives uncertain about the implication of their
embarking on enterprise projects. Secondly, the complexity and diversity of the
initiatives with different emphasis on their objectives makes a summative evaluation
nearly impossible (Gibb, 1993; Jamieson et. al., 1988).

Thirdly, as Harris (1993b), Jamieson et. al. (1988) and Fullan (1991) have pointed out

that measuring educational gains (other than academic achievement which is relatively
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customary graded) is highly complex and methods of assessment remain impressionistic
in nature. Assessing enterprising qualities is inherently problematic in this respect.
Confounding issues are difficult to control as students are exposed to multiple
educational contexts and situations other than enterprise activities. This leads on to the
fourth problem, that individual evaluations tend to fall back upon readily obtainable data
such as statistics of participation, stay on rates and quantified opinion questionnaires
rather than exploring more in-depth qualitative measurements. Finally, Harris (1993b)
suggests that the political agenda exerted in the form of funding and accountability also
steers evaluations away from the more objective in-depth analysis to the less threatening

focus of quantitative statistics.

Nevertheless, the limited research available provides a glimpse of the effectiveness of
enterprise education to date. This thesis adopts Hamblin's model (refer to Section 4.vii,
p.27) together with the questions set out in Section 4.vii, to systematically evaluate the

achievement of enterprise education in this section.

At the Reaction level, questionnaire survey, anecdotal experiences and annual reports
from various enterprise initiatives occupy the main body of the research literature. The
majority of these forms of evaluation suggest that various initiatives have considerable
success in achieving aims and objectives. Jamieson ef. al. (1988) claim that enterprise
education is generally effective in motivating participation and learning. However, these
researchers suggest that novelty effect confounds the result. Long term follow-up studies

are required to investigate the effect.

At the Learning level, referring to the content being learnt, that is literacy, numeracy and
subject-based knowledge, no quantitative research has been done. Tansey (1971 cited in
Jamieson et. al., 1988) suggests that work simulation is weak on content learning.
Although Lyons and Breakwell (1993) found that enterprising attributes were positively
correlated with academic achievement, there was no indication that these attributes were
developed from any particular initiatives. Morevoer, the correlation was more a result of
Lyon and Breakwell’s construct of measurement, and no causal relationship between

enterprising attributes and academic attainment could be drawn.
At the Behavioural level, case studies (e.g. Matthews, 1990) and questionnaires on self-
assessment (e.g. Youngman, 1994) suggest that enterprising skills such as team-work and

problem solving have been developed through enterprising activities. Students were said
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to have become more confident and mature (e.g. Henderson & Knutton, 1991). However,
as critics have pointed out that there have been no empirical evidence which suggests that
these learnt skills and acquired attributes are transferable to other tasks inside or outside
school (Bailey, 1991; Coffield, 1990; Jamieson et. al., 1988).

At an Organisational level, the annual reports of various enterprise initiatives have given
impressive quantitative statistics showing the scale of participation. Qualitative research
showing the way in which these objectives might have been reached is rare. Harris et. al.
(1997) is one of the few research efforts of this kind. The evaluation of the three models
of enterprise education initiatives indicates only moderate success. The major problem
seems to lie in the lack of evidence to demonstrate that these initiatives have a positive
effect on subject-based learning. Nevertheless they have shown strength in enhancing

social and personal development in a broad sense (Merson, 1996).

Finally, at an Ultimate Achievement level, the impact of enterprise education on society is
largely unknown. Referring to the evaluative questions in Section 4.vii, only limited

evidence can be drawn to answer these questions:

o Has the understanding of industry been improved? To what extent?

Studies and anecdotal evidence on TVEI and work-related curriculum (e.g. Bloomer,
1985; Harris et. al., 1997, Henderson & Knutton, 1991) and teacher placements in
industry (e.g. Abbot et. al., 1996, Haworth, 1987) suggest that there is an improved
understanding of industry. However, how these improvements have helped school
organisation and teaching and learning has not been thoroughly studied. Harris et. al.
(1997) reported teachers’ change of attitude and showed them becoming more empathetic
towards the work-related entitlement of learning for students. Schools that have the
policy to send all their teaching staff to industrial placements have exhibited the best

practice in work-related education.

o Is there more involvement of industry in education? To what extent? In what way?

There has been greater involvement of industry playing a more active role in education

documented in the literature (e.g. Bloomer, 1985, Chitty, 1993; Harris et. al., 1997,
Heath, 1995; Henderson & Knutton, 1991; Rees, 1997; Shilling, 1989b; Sockett, 1987;




Youngman, 1992). However, the result of such involvement remains controversial. Good
practices show how industrial involvement brings about good provisions of work
placements, talks in schools, advisors in enterprise activities and financial support. These
have improved motivation to learning due to the increased realism in learning and
interaction with adults other than teachers (Bloomer, 1985; Harris et. al., 1997,
Henderson & Knutton, 1991). On the contrary, bad practices show that provisions of
work placements are low-skill in nature, inadequate supervision is given and reinforce
gender stereotype (Heath, 1995; Shilling, 1989b). Some researchers warn of limited
choices in local industry and danger of conflicting interests and visions between industry
and education (e.g. Chitty, 1993; Heath, 1995; Rees, 1997; Sockett, 1987; Youngman,
1992).

s Is there a smoother transition to work, less anxiety about unemployment and more
confidence about life after school?

Henderson and Knutton (1991) have mentioned in their study that some students were

able to secure temporary work or even full time employment through placements. They

also reported an increase of confidence and maturity among students in general. Harris et.

al. (1997) also reported such changes among some students. However, the proportion of

students who manage to have a smooth transition to work and feel less anxious about

unemployment is not known.

e Have the attitudes and knowledge about self-employment been improved? Do more
young people express the intention of being self-employed?

Curran and Blackburn (1991) studied 828 sixth formers’ attitudes towards ‘self-
employment’ by questionnaires. They discovered that almost 25% of respondents thought
that they might run their own business in future. Although compared with 13.4% of the
self-employed in the work force, the figure implied the answer to the above question is
positive. However, Curran and Blackburn argued that the result could be more to do with
the fact that the majority of those positive answers came from students whose parent(s)
were self-employed at that time. The involvement of their schools in Young Enterprise

and Mini-Enterprise appeared to have no significant influence on their attitudes.
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Nevertheless, Curran and Blackburn found that young people in their study had a
balanced perception of self-employment showing an awareness of both its advantage and

disadvantage.

Ashford and Bynner (1991) conducted a longitudinal questionnaire survey with 4,800
young people between the age of 15 to 18 between the years 1986 to 1988. They found
that traditional job values such as good pay and job security were predominant whereas
‘entrepreneurial values’ which were defined as ‘take responsibility’, ‘make decisions’
and ‘opportunity to use initiatives’ gained much less support. More importantly, Ashford
and Bynner (1991) discovered that young people who were involved in the Youth
Training Scheme which emphasised enterprise were less committed to those
entrepreneurial values then those in jobs and even those who were unemployed. Ashford
and Bynner concluded that ‘it seems more likely that enterprise builds on prosperity and

opportunity, rather than stimulates their growth’ (Ashford and Bynner, 1991, p.61).

The above two studies imply that the answer to the leading question is negative.

e Have enterprising skills, attitudes and behaviours been fostered? In which aspects?
¢ Do the young people become more motivated and capable in learning? Are their

academic achievements improved through enterprising learning?

The above two questions reflect the central theme of enterprise education. However, as
discussed above, evaluations in enterprise education lack empirical studies to show its
effect despite short-term enthusiastic reports claiming the development of enterprising
skills and behaviours. So far, no research has been undertaken to investigate the effect of
enterprise education on academic achievements. On the other hand, escalating
speculation claims that progressive learning ideologies embraced by enterprise education
is the major reason for the fall of educational standards (Phillips, 1996).

To sum up, due to the difficulties in evaluating enterprise education and the subsequent

lack of research evidence as discussed in the beginning of this section, the above

evaluation is sketchy and inclusive. At times results are ambiguous and contradictory.




5. Conclusion

The structural framework based upon the ideological ground of liberal education
demonstrates that enterprise education can be seen as a distinctive approach to teaching
and learning (Bridges, 1992). However, due to the lack of empirical evidence, the effect
of enterprise education in motivating learning, improving educational standards and
developing personal qualities remains unclear. The problem with evaluations is mainly
due to the conceptual confusion surrounding the notion of enterprise education and the
lack of appropriate methodology for measuring its effectiveness. The current research

therefore sets out to explore the concept and methodology for evaluating enterprise

education.
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Chapter 4

Enterprising Learning:

A Critique of the Durham University Business School’s Model

1. Introduction

In Chapter 2 and Chapter 3, enterprise education was broadly defined as a predominantly
distinctive approach towards teaching and learning. This chapter seeks to investigate the
distinctiveness and the theoretical soundness of this approach. The model of enterprising
learning proposed by the Durham University Business School (DUBS) is chosen for this
purpose. As discussed in Chapter 3, the DUBS’ model is purposefully designated for
achieving the ultimate aim of developing enterprising young people through formal
education (Gibb, 1993)', unlike the work experience model characterised by TVEI and
the business simulation model by MESP which have the problem of competing learning
objectives. The DUBS’ enterprise education model has been one most extensively used
since 1982. The development of the DUBS’ version of enterprise education has been
embodied in 14 manuals (DUBS, 1999). Over 700 British schools have been involved
and several thousands of teachers have been trained for this approach to teaching and
learning (Gibb, 1993). More than 20 companies have participated in the development
providing between £2-3 million in private monies matched by public money of £2
million. The DUBS’ model is spread nationally and internationally to 14 countries
including Finland, Russia, Latvia, Ukraine, Italy, Slovenia, Poland, Hungary, Romania,
India, Bangledesh, Malaysia, China and Australia. In several of these countries, it has

been the basis for nationally and internationally funded initiatives.

In Gibb's paper (1993), the model of enterprising learning is clearly defined. However,
the mechanism of how this approach to learning may lead to the attainment of
educational goals, namely the improvement in knowledge acquisition and personal

development, requires theoretical underpinning. This chapter will firstly introduce and

' The present writer observes that the DUBS model has undergone continuous modifications over time.
Unless stated otherwise, the DUBS’ model in this chapter and the current research refers to the one which
is set out in Gibb’s paper (1993).




critically analyse the DUBS model of enterprising learning in the light of the validity of
model building (Keeves, 1988). Appropriate modifications will then be suggested. The
distinctive features of the model will be recaptured by comparison with conventional
progressive learning paradigms. Having identified the uniqueness of the enterprising
learning model and its strengths and weaknesses, this leads on to the proposal for the

current research which will be discussed in Chapter 5.

2. Analysing the Formulation of the Enterprising Learning Model (Gibb, 1993)

According to Keeves (1988), a good model is one that is valid and reliable. It identifies
the important variables and provides a structural framework to explore and explain the
interrelationships between these variables, in the closest to reality, with consistency. The
concepts of face validity, content validity and construct validity offer the basis for an in-
depth analysis of the theoretical soundness of the enterprising learning model to influence
classroom learning. Due to the lack of empirical research, the investigation of reliability
is pre-mature at this stage. The two questionnaire surveys conducted by Iredale (1992)
and Cotton (1993) are seen only to be a ‘crude indicator’ of the reliability of Gibb’s
model (See Chapter 3, Section 3.3.2). The remainder of this Section examines more

basically, the face, content and construct validity of the model.

2.1. Face Validity

Face validity requires the /abel of the model to represent the phenomenon studied. The
following two extracts taken from Gibb’s article (1993) offer a source for analysing the

face validity of the enterprising learning model:

Extract 1
“The... discussion of enterprise within the small business context leads to a model for
‘enterprising learning' which embraces the three influences upon enterprise identified in
the context of the small business above, namely: the underlying ‘essences of enterprise’
in the organisation...; a task structure supporting decision making under uncertainty ...;
and a leaming mode focused upon 'self-discovery'... These are brought together below to
form the basis for structuring a model of Enterprising Learning in education
incorporating: the essences of enterprise into the classroom environment; a project
management task structure for learning under conditions of uncertainty; and an
enterprising 'teaching' mode. The combination of these three will arguably stimulate
enterprising behaviours and associated skills and attributes.” (my italics)

(Gibb, 1993, p.20-21)




Extract 2

What in practice matters is that the essences of the 'enterprising' classroom environment
are maintained, the project facilitates a variety of different tasks to be undertaken under
uncertainty and the learning is by doing and discovery. The model will therefore ‘predict’
that when these three major conditions are met, enterprising behaviours, skills and
attributes will be enhanced. And, perhaps more importantly in the formal educational
context, the student will arguably gain, via this process, greater insight into the
knowledge being pursued. The model 1s essentially contingent, however, upon the degree
of uncertainty that the teacher or facilitator wishes to introduce in the learaing situation.
Thus the environment, project design and learning mode can be tempered in relation to
student ability, age, existing understanding, preferred modes of learning and more
importantly, content and learning objectives.” (my italics).  (Gibb, 1993, p.23-24)

Although the accent of Gibb's model is placed on 'learning’, the mechanisms of learning,
that is the actual cognitive processes and the acquisition of skills, are left unexplained. A
closer look into the two extracts above reveals that it is rather a pedagogical model
addressed to a teaching environment with the intention of inducing 'enterprising learning'
(refer to Gibb, 1993, p.21-25). The distinction between 'teaching' and 'learning' might
seem fastidious at the outset. However, the two concepts give rise to two very different
perspectives to the understanding of the subject matter. Thus, clarification at an early

stage is a pre-requisite.

A learning model captures how the actual mechanisms of leaming take place and how
best to improve them, while a teaching model is idealistically derived from the
understanding of such mechanisms so as to help learners acquire and utilise effective
learning mechanisms. The focus is shifted from the learner to the teacher/facilitator
although the expectation (i.e. maximising on the good learning process) remains the
same. Most teaching models or theories often use the word 'learning' carelessly meaning
'teaching'. Ironically, this reveals the fundamental problem in education that much of
teaching practice has little understanding of how learning actually takes place, if not
because of the immense constraints teachers face (Stevenson and Palmer, 1994,
Beveridge, 1997).

Gibb rightly names the model as 'enterprising learning' (Extract 1) as it is based upon a
mapping of how a small business owner-manager actively learns within his/her specific
environment. However, when this model is adopted into the formal educational
environment, it becomes a teaching model since the ‘enterprising’ learning environment,
according to Gibb, is largely arranged or manipulated by the teacher in the classroom

with regard to other factors which might affect how s/he arranges his or her classes.
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Given that the motivation for owner-managers as learners in their own chosen
environment can be drastically different from the motivation for students as learners in
the classroom, it is interesting to see whether arranging the classroom to resemble the
learning environment of the owner-manager will result in the similar learning outcomes

namely, enterprising skills, behaviours and attributes, as hypothesised by Gibb.

To sum up, Gibb's model of enterprising learning has not directly addressed the issue of
learning. It is a pedagogical model of teaching with the aims of inducing enterprising
learning which may lead to the development of enterprising qualities and greater insight

into knowledge.

2.2. Content Validity

Content validity is a systematic examination of the model content to determine whether it
covers a representative set of variables for the phenomenon. Gibb has identified three
influences which are regarded in this thesis as major independent or explanatory variables
as follows:

= the ‘essences of enterprise’ into the classroom environment

o aproject management task structure for learning under conditions of uncertainty

e an enterprising 'teaching' mode

The two desired learning outcomes of this model serve as dependent variables in this
chapter. They include:

e enterprising behaviours, skills and attributes will be enhanced

e greater insight into the knowledge being pursued

2.2.1. Essences of Enterprise in the Classroom Environment

Extract 3 illustrates what incorporating 'the essences of enterprise into the classroom

environment' means.

Extract 3

“The learning environment in the classroom seeks to provide the essence of enterprise,
including: ownership by students; as much control as possible by students; freedom and
flexibility; responsibility - particularly for seeing things through; freedom to learn by
mistakes; allowing informality; allowing for holistic experience in solving problems;
and with a major focus on the customer (the beneficiary of the project — see Figure 4.1.
below). The approach needs to be tempered by a consideration of the age and ability of




the students and the specific learning goals. It cannot be construed as a situation where
there are no clear learning goals.” (Gibb, 1993, p.21)

No descriptions or exemplars are given as to how the essence of the enterprise
environment can be arranged or exhibited in the classroom environment. From the
diagram provided by Gibb (Figure 4.1 below), the enterprise environment appears almost
to be neutrally determined. In practice, the present author is aware that the classroom
environment is subject to the teacher’s organisation and management of the classroom.
Arguably, some elements of this particular environment, such as ‘give responsibility’,
‘allow pupils to see thing through’, ‘allow mistake making’, are treated as the common
sense knowledge of teachers. Some are vague statements which require further
elaboration. These include ‘as much control as possible by students’, ‘introduce
uncertainty elements’, ‘keep informal’, ‘provide flexible learning situations’ and ‘give
freedom’. A more detailed illustration of the element ‘provide holistic project
management experience’, which is another independent variable, is offered by Gibb
(1993) and is discussed below.

Figure 4.1 The Enterprise Environment for Education (Gibb, 1993, p.22)
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2.2.2. A Project Management Task Structure Under Conditions of Uncertainty

Gibb defines the second component, that is 'a project management task structure for

learning under conditions of uncertainty', in Extract 4 as follows:

Extract 4

“The vehicle for learning in enterprise education is the project which simulates a task
structure operating under uncertainty. The students...are asked to ‘manage’ all the
project tasks, construct a frame of reference for the project and manage inter-
relationships with a wide variety of people (including adults) under conditions of
uncertainty. The ‘project’ model as shown in [Figure 4.2] is focused fundamentally
upon a project management cycle of: getting started (self-review); ideas development
and evaluation; planning and resourcing; and implementation, with feedback loops... a
start can be made anywhere in the cycle dependent upon where it is easiest to start with
a group. In [Figure 4.2.] the relationship is shown between the cycle of project
management and the personal enterprise behaviours, skills and attributes to be
developed. Thus for example, the project management tasks involved in generating and
evaluating ideas are aimed at generating opportunity seeking behaviours developing
investigative skills and enhancing creativity.” (Gibb, 1993, p.21-22)

Figure 4.2. The Cycle of Project Management and Links with Attribute Development
(Gibb, 1993, p.23)
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No further explanations are given as to what 'uncertainty' entails in a classroom learning

situation as discussed in the above section dealing with classroom environment.

Referring to Figure 4.2, why and how certain attributes® are particularly chosen as
learning objectives attached to each stage of the cycle, or why and how these attributes
are best developed at that particular stage has not been demonstrated by Gibb. For
instance, the attribute 'initiative' has been repeated at both the 'doing' stage and the 'self-
review' stage, while the attribute 'problem solving' is only attached to the 'planning' stage
and not the 'doing' stage. Generally, such speculation seems to be based on personal

experience which requires theoretical and empirical support.
2.2.3. An Enterprising ‘Teaching’ Mode

Extract 5 reveals the important role of teachers as facilitators in an enterprising ‘teaching’

mode, that is the third component of the DUBS model of enterprise education:

Extract 5
“This places great emphasis upon an ‘enterprise’ style of /earning as opposed to a more
formal didactic teaching approach (although not at all to the exclusion of these where
necessary), simulating the ‘learning by doing’ as within the small business (my italics).
Essentially the teacher’s role is that of guide and partner in the learning process and
focuses substantially upon recognising the different ways in which people leamn,
understanding this learning process and facilitating it. The use of the project / simulation
in itself involves the teacher moving away from the more ‘traditional’ stance (in
secondary and further education) of being a subject based expert tightly in control of a
learning process which is heavily programmed and where the emphasis is substantially
on the delivery of knowledge and the examination of understanding.” (my italics)

(Gibb, 1993, p.23)

The facilitator’s role is vaguely described. The concept of ‘teaching’ and ‘learning’ is
confusing. Table 4.1 shows what learning modes a teacher should facilitate. This might
point to what teaching methods are to be used. However, caution should be taken when
dichotimising the two approaches since dichotomy invites distortions due to extremity
and over-simplification, although Gibb (1993) acknowledged that ‘where necessary’, a
great emphasis upon the enterprising approach means not at all to exclude the more
formal didactic teaching approaches. Research shows that the majority of teachers tend to

adopt a mixture of teaching approaches along the continuum (Bennett, 1976; Galton,

? Notice that the term “attribute development’ is used to include ‘behaviours’, ‘skills’ and ‘attributes’ in the
title of Figure 4.2.




1980; 1999). Gibb and Cotton (1998) later suggest that an enterprising teacher is the one
who ‘appropriately mixes’ the traditional and enterprising approaches to match with
various learning objectives. It is the intention of this thesis to investigate in what

fashion the two approaches are to be mixed which can be recognised as ‘enterprising’.

Table 4.1. Didactic and Enterprising Learning Modes (Gibb, 1993, p.24)
Learning from teacher alone Learning from each other
Passive role as listener Leaming by doing
Learning from personal exchange and

debate

Learning from written texts

Learning from 'expert' frameworks of Learning by discovery (under guidance)
teacher

Learning from feedback from one key Learning from reactions of many people
person (the teacher)

Learning in well organised, timetabled Learning in flexible, informal environment
environment

Learning without pressure of immediate Learning under pressure to achieve goals

goals

Copying from others discouraged
Mistakes feared

Leaming by notes

Learning by borrowing from others
Mistakes learned from

Learning by problem solving

The implication that teaching modes may have an impact on learning modes is supported
by Bennett’s (1976) and Galton et. al's findings (1980). These researchers discovered
that different teachers' teaching styles have a significant impact on students' learning
styles and learning outcomes. It is therefore interesting to investigate into whether an
enterprising approach is likely to be more effective in activating and enhancing

enterprising qualities and in lending greater insight into knowledge than a didactic
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approach which is ‘pursued simply as a process of structured knowledge provision’
(Gibb, 1993, p.25).

2.2.4. Enhancing Enterprising Behaviours, Skills and Attributes

The first desired learning outcome this model hypothesised is the development of
‘enterprising behaviours, skills and attributes’. Gibb has explained in detail his
conceptualisation of these enterprising qualities in his paper. Extract 6 below shows

Gibb’s understanding with regard to formal education (see Figure 4.3):

Extract 6

“It is implicit to the proposed enterprise education model that every student has some

degree of enterprise which can be developed. The underlying propositions are that

(Gibb, 1987):

e the strength of enterprising skills, attributes and behaviours as well as the mix will
vary between individuals. Some individuals will be more creative, some more
analytical, and some more capable of independent behaviour etc. than others

e this mix... is influenced by innate potential

e the strength and mix of enterprising behaviours, skills and attributes will, in part, be
a function of what has been acquired by experience and exposure...

e ...individuals might display [enterprising behaviours] in some circumstances and
not in others

¢ if enterprise can be acquired by experience and exposure then it can be enhanced by
means of education...” (Gibb, 1993, p.15)

The proposition that 'the strength of enterprising skills, attributes and behaviours as well
as the mix will vary between individuals’ implies that individual enterprise qualities
should not be measured as one single compound since it might not be incremental® in
nature. Instead, profiling of the variation of components of the enterprising qualities
among individuals may be needed. This proposition creates a problem in comparing these
qualities among individuals. For instance, if Learner A is high in ‘Actively seeking to
achieve goals’ but low in ‘solving problems/conflicts creatively’, and the reverse is true
for Learner B, how do we compare the two learners? Who is more enterprising? To be
able to establish a comparison between individuals’ enterprising qualities is important
since Gibb’s hypothesis is that enterprising qualities are better enhanced through

enterprising learning than through a didactic approach. This poses a challenge to the

* In order words, individual enterprising qualities cannot be easily weighed or ‘added up’ to a total
enterprise score as such for the purpose of comparing learners’ enterprising competence




current research, that is: how to measure and compare enterprising qualities among

individuals?

Figure 4.3 Enterprising Behaviours, Skills and Attributes (Gibb, 1993, p.14)
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Gibb further suggests that individuals' enterprising qualities 'will be displayed in some
circumstances and not in others' (p.15). Confounding situations might result when
observing classroom behaviour and transfer outside school. This thesis suggests that
when investigating and measuring enterprising qualities, researchers might need to

extend the inquiry beyond the classroom to, at least, the domestic (home) environment.

Another problem lies in the complexity of the concept. Gibb reports that

“Discussions, during programmes, with several hundred primary, secondary and
tertiary teachers (in the UK) as part of ‘enterprise workshops’ inevitably produce a
list of meanings of the ‘enterprising young people’... indicating a number of
characteristics some of which can be more strictly defined in behavioural terms and
others as associated skills and personal attributes.” (Gibb, 1993, p.14)




Referring to Figure 4.3 above, a certain amount of conceptual overlap exists among
'behaviours', 'skills' and ‘'attributes’. For instance, 'problem solving' simultaneously
appears under the category of 'skills' and 'behaviours'. However, no explanation is
available for such categorisation (¢f. Coffield, 1992). Arguably, Gibb’s categorisation is
in line with the concept of attribution theory in Psychology (Aronson, 1984; Brown,
1986; Tajfel & Fraser, 1978).

"Attribution theory" explains that when an observer observes the behaviours of an actor,
these behaviours tend to be inferred into the actor’ abilities (skills) and personality
dispositions (attributes). In this respect, overlaps are normal depending on the level of
inference. In this case, enterprising behaviours observed by Gibb’s teachers are inferred
as an enterprising person possessing certain enterprising skills and attributes as illustrated
in Figure 4.3. Implicit in the diagram, ‘behaviours’ terms are mainly expressed in verbal
phrases, indicating observable actions, surrounding the inferred ‘skills’ terms which are
noun phrases and inferred ‘attribute’ terms which are adjectives describing personal
qualities. Unlike enterprising behaviours which are directly observable, enterprising skills
and enterprising attributes are inferred from these observable behaviours. The current
research seeks to conceptually underpin the understanding of these enterprising

‘behaviours’, ‘skills’ and ‘attributes’ in the educational context.

The final problem concerning the concept is its fluidity. The present author notices the
inconsistent usage of terms and descriptions regarding the concept. For instance, the term
‘attribute development’ is used to encapsulate ‘behaviours’ and ‘skills’. It is argued that
within the understanding of the attribution theory, this change in terminology is justified
since ‘attributes’ are inferred from ‘behaviours’ observed and the assumed possession of
certain ‘skills’ and abilities (Tajfel & Fraser, 1978). However, some attributes, such as
‘analytical’ and ‘intuition’, are mentioned elsewhere in Gibb’s paper but they are not
included in the list. The problem seems to lie in the use of everyday language which is
full of synonyms and homonyms to describe a social phenomenon such as behaviours

(Chell et. al., 1991). Therefore, clear operational definitions for enterprising

behaviours, skills and attributes need to be drawn urgently.




2.2.5. Greater Insight into Knowledge

Another desired outcome of the enterprising learning model proposed by Gibb is ‘greater
insight into knowledge’. Little elaboration has been given as to what constitutes this

notion. Extract 7 contains statements which might be related to it:

Extract 7
“[Enterprise education] is concerned with helping students to learn to think (Bantock,
1968); and it recognises the importance of motivation, as a core concept in the learning
process (Haywood, 1989). By encouraging imagination it is fundamentally concerned
with developing the students’ insight into phenomena (Chanan, 1977); and it encourages
divergent and not just convergent thinking (Guildford, 1977).”

(Gibb, 1993, p.24-25)

It seems that ‘greater insight into knowledge’ entails higher order cognitive learning such
as ‘learning to think’, ‘imagination’, ‘divergent and not just convergent thinking’, as
opposed to mere memorisation of facts and lower order technical and mechanical aspects
of knowledge (Gibb, 1984; Levin, 1991). However, Gibb has not explained how higher
order cognitive learning may take place. To investgate how ‘greater insight into
knowledge’ may be achieved by this model, this thesis applies the theories of learning
from the psychology literature. The model is examined in terms of motivation, social and

cognitive process, maintenance and transfer.

Motivation

Firstly, the enterprising environment which is characterised by ownership creates a
pleasant learning situation which may motivate students to engage in the learning
activities (see Table 4.2). This is one of the most important conditions to be met by

teachers who execute the enterprising teaching approach, according to Gibb.

Table 4.2. Comparison between Different Learning Environments (Vernon, 1972, p.9)

Type of Stimulus Emotional Typical Mental Experience
Orientation

Pleasant and rewarding Approach Like

Unpleasant, but escapable Avoidance Dislike, possibly fear

Unpleasant and inescapable Aggression Hate, possibly fear
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Once engagement is achieved, the project management cycle itself provides another
source of motivation. Bandura (1976) found that discovery is a natural reinforcer to
learning. The process of self-review in the project management cycle intends to create
conscious awareness of one's learning and its consequences, which also aids self-
discovery. Confidence building made contingent to the process of self-review is an
additional potential motivational force to repeat the learning cycle (Shayer, 1997).
Furthermore, team-work and peer learning within projects create a condition of social
facilitation which enhance learning through group dynamics and modelling (Bandura,
1976; Sylva, 1997).

The strength of these motivational factors presented in the enterprising learning model
remain to be tested by long-term follow up study. Gibb’s model which stresses the
intrinsic motivation to learning can find theoretical support in the literature of learning in
psychology (Lister, 1999). Lister (1991) summarises that a substantial body of research
on learning seems to support the idea that motivation and academic performance are
inextricably linked.

However, research for evaluation of enterprise education (discussed in Chapter 3), shows
that a progressive approach to learning is effective in inducing motivation but is weak in
content learning in general (Jamieson, 1988; c.f- Bennett, 1976). While this might be due
to the drop in motivation after the novelty effect has worn out and a weak link with the
enterprise activity with subject learning, the question remains as to whether these

weaknesses are also inherent in this particular model of enterprising learning.

Social and Cognitive Process

The enterprising learning model seems to support the social learning theory which posits
that the social and the cognitive processes of learning are inseparable (Bandura, 1976;
Gallimore and Tharp, 1990; Van de Veer and Valsiner, 1991; Stevenson and Palmer,
1994; Resnick and Nelson-Le Gall, 1997). As mentioned above, social approval provides

powerful motivation to learning. According to Bandura (1976), modelling and imitation

of more capable peers and adults are effective ways of learning (Thoresen & Mahoney,
1974).




The enterprising learning model requires the teacher to take the essential role of
facilitating the project management cycle (refer to Figure 4.2). This learning cycle can
potentially induce higher order learning from students since it provokes the generation of
creative ideas, and requires the organising, investigating and evaluating of tasks which
call upon memory and action (Gallimore & Tharp, 1990). It also has the potential for
developing certain metacognitive skills, such as the ability to reflect on how one is
thinking, knowledge on one’s own cognitive process and self-regulation of one’s learning
strategies (Lister, 1999). In order to facilitate it well, the teacher will need to have clear
learning objectives in mind, generate creative ideas, plan well ahead, instruct well and
review his or her own teaching strategies. In other words, the teacher will need to go
through the same higher order learning cycle together with students (Au, 1990; Gallimore
& Tharp, 1990).

More importantly, Resnick and Nelson Le-Gall (1997) claim that the learners’ beliefs
about the nature of learning and their ability to learn is also socially transmitted. This
belief can either enhance or hamper the learners’ ability to learn in return. Van de Veer
and Valsiner (1991) point out that before the learner becomes competent enough to be
independent, s/he relies on the teacher/facilitator for providing feedback and
encouragement in the learning process. These ‘external messages’ are then internalised

and become implicit over time.

According to Bennett (1976), teachers’ implicit theory about teaching and learning was
consistent with the way they arranged their classes which in turn affected pupils’
behaviours and performance. In Bennett’s research, teachers fell into two groups of
beliefs. The first group believed that teaching was for equipping children with skills and
attitudes to become effective and competent citizens. Teachers who held this belief
tended to adopt the traditional teacher-centred approach. The second group emphasised
children’s independence and individuality. This group of teachers tended to adopt
informal teaching. Children were to acquire basic skills at their own pace. As a whole,
children under the first group of teachers outperformed those in the second group in basic

skills (Reading, Language and Maths) while expressing less enjoyment in formal classes.

Stevenson and Palmer (1994) point out that the teacher’s implicit theory about teaching
and learning might affect the learners’ implicit theory about themselves as learners and
hence might affect their motivation and performance towards learning. Ames and
Archer’s study (1988, cited in Stevenson and Palmer 1994, p.142) demonstrates such an
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effect. Ames and Archer’s findings reveal that teachers can be classified into two main
groups. The first group tend to convey a predominantly performance orientation in the
classroom and the second group tend to display a learning orientation. Students in the
performance oriented classes are concerned about being able, outperforming others and
achieving success with very little effort. Students in the learning oriented classes are
concerned about acquiring new skills, learning and making effort. The performance
oriented students reported using fewer learning strategies than the learning oriented

students.

Whether teachers who are predisposed to enterprising learning will have certain implicit
beliefs is not known. However, idealistically, the enterprising model stresses a learning
orientation more than a performance orientation. Therefore, it is likely that students will

develop an implicit theory which favours intrinsic learning.

A weakness is identified concerning the social and cognitive process in Gibbs’ model.
Gibb has not offered guidelines as to how the model may adapt to different ages and
abilities. Research effort is needed to investigate this issue especially when learners’
stages of cognitive development have been regarded as an important factor for designing
teaching strategies (Van de Veer and Valsiner, 1991; Shayer, 1997)

Maintenance and Transfer

Maintenance and transfer of learnt outcomes are two indicators of the effectiveness of a
learning programme. Prawat (1992) argues that before knowledge can be effectively
transferred, it has to be well maintained. Vernon (1976) claims that learning outcomes
which are properly reinforced have a higher chance of being maintained (Thoresen &
Mabhoney, 1974). Gallimore and Tharp (1990) observe that new knowledge or behaviour
which is assimilated and integrated with learners’ prior knowledge will become
‘automatized and fossilized’ and hence maintained (cf. Hayes et. al., 1989a; 1989b). As
discussed above, the enterprising learning model is likely to rehearse and reinforce
learning outcomes through the intrinsic rewards embedded in the teaching style which

builds upon students’ prior knowledge. In other words, knowledge and skills acquired

through enterprising learning are likely to be maintained.




Concerning transfer as an indicator, this model has several strengths in optimising on the
effects of transfer in knowledge and behaviour. First of all, the inter-connectedness
between the classroom and outside contexts is potentially enhanced by the introduction of
elements of uncertainty in the classroom. Moll and Greenberg (1990) argue that transfer
is the function of necessity. Hence, the reason for the failure of transfer from school
learning to the outside world is mainly because what is being learnt in school is perceived
as being ‘unnecessary’. The progressive ‘learning by doing’ attempts to link knowledge

with its application so that the perceived necessity can be maximised.

Lunt (1993) suggests that transfer is a socially driven action. Laboratory testing of
transfer, however, generally presents learning in an isolated manner, that is the learner
learning on his/her own. S/He will then be alone in the laboratory being tested on the
ability to transfer what s/he has learnt into a new related task. Lunt (1993) argues that the
neglect of the social dimension of learning and transfer is the major setback in this kind
of research. He concludes that successful transfer is observed to a greater extent when
learners are allowed to learn in social interactions and perform the transfer task in the
same manner. Thus, Gibb’s model of learning which highlights social interaction and
peer learning seems to have a higher chance of transfer of learning outcome beyond

school.

In summary of this section, this thesis argues that Gibb’s model of enterprising learning
is fundamentally soundly constructed in terms of the psychology of learning. The model
seems to have embraced the important components to potentially constitute an effective
pedagogy which enhances the motivation to higher order cognitive learning and transfer.
Using Keeves’ classification (1988), Gibb’s enterprising learning model is a semantic
model which provides 'a conceptual analogue to the subject matter under consideration’
(p.561). Keeves' analysis of semantic models best concludes Gibb's model:

“A common deficiency of such models is their lack of precision which renders them not

readily amenable to testing. However, because they are expressed in verbal form they

provide a valuable explanation of the subject matter, in general, which is already

understood. Semantic models are in common use in the field of educational research.

Many are widely disseminated, but few have been subjected to ngorous testing, and

hence have failed to serve the heuristic purpose which would justify their construction.”
(Keeves, 1988, p.561)
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Arguably, Gibb's paper does not intend to construct a readily testable model as such,
other than 'setting the scene'. The fluidity and ambiguity of concepts beg rigorous

empirical exploration and hence that becomes the purpose of the current research.

2.3. Construct Validity

Construct validity requires a model to display the interrelationship among key variables
based on adequate theoretical knowledge and empirical support (Keeves, 1988). The
overall structure of the enterprising learning model is set forth in Extract 1 above (p.85)
and in Figure 4.4 below. Inadequate descriptions are given as to how the three elements
represented may 'combine' or 'interact'. In Figure 4.4, the concurrent circles imply that
‘the essences of enterprise in the classroom’ embrace or enable learning activities through
the vehicle of ‘project management task structure under uncertainty’ which in turn
enhances ‘enterprising styles of teaching’ and finally stimulates ‘enterprising behaviours,

skills and attributes’.

Problems are found in Gibb’s diagrammatic representation. Firstly, it omits another

dependent variable that the model 'predicts' which is pronounced in Extract 2, namely

'greater insight into knowledge'. Secondly, it does not reflect the heavy reliance on the

teachers' role in:

1) arranging an 'uncertain’, 'flexible' and 'informal' environment, that is the enterprise
environment for learning to take place in the classroom;

2) facilitating the project cycle.

This is not to deny that teaching styles are affected by the wider environmental factors
such as educational policy. Levin (1991) and Galton et. al. (1999) reported that the
pressure of the National Curriculum and the publication of the Standards Assessment
Tests (SAT) in the form of a national league table have affected teaching styles. An
increase in ‘formal whole class teaching’ and a decrease in ‘informal interactions with

individual children’ in the primary classroom are observed.
However, this thesis argues that such an ‘unfavourable’ environment creates a strong

imperative for the teacher to arrange the learning environment into one in which

enterprising learning can take place. Especially when research findings (e.g. Galton et.
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al., 1999; Levin, 1991) have suggested that the whole class approach is characterised by

transmission of facts rather than eliciting ideas or independent thinking from pupils.

Figure 4.4 The Model of Enterprising Learning (Gibb, 1993, p.21)

Stimulation
of
Enterprising

Behaviours, Skills

and
Attributes

Bearing in mind that enterprising learning is predominantly a pedagogical model of

teaching, the present author suggest a modification in the structure of the model as

exhibited in Figure 4.5 below.

The modified model rearranges the three explanatory variables and groups them under
‘enterprising teaching'. 'Enterprising teaching' is such that the teacher who teaches within
‘enterprising teaching modes' will organise the classroom into an enterprising
environment in which the 'project management cycle' will be facilitated. ‘Enterprising
teaching’ may increase the probability of learners engaging in enterprising learning

modes which enhance the development of enterprising behaviours and gives greater
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insight into knowledge. This model portrays the idea that enterprising learning is fostered
by enterprising teaching.

Figure 4.5 A Modified Hypothetical Construct for Enterprising Learning
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Notice that in the modified model, the essences of the enterprising environment are
represented by ‘ownership’ and ‘uncertainty’. It is argued that these are the two ‘leading’
essences to be highlighted. The notion of ‘ewnership’, entails or shares the similar tacit
properties with other essences mentioned by Gibb, namely ‘allow control’, ‘give
responsibility’, ‘allow pupils to see things through’ and ‘give freedom’. The notion of
‘uncertainty’ is a feature unique to enterprising learning. It also encapsulates the
essences of ‘keep informal’ and ‘provide flexible learning situations’. The essence,
‘provide holistic project management experience’, is captured in the project management

while the essence ‘allow mistake making’ is a replication from the enterprising teaching

mode.




Another modification is made on the dependent variable, ‘enterprising behaviours, skills
and attributes’. It is re-labelled ‘enterprising behaviours’ to encapsulate ‘enterprising
skills’ and ‘enterprising attributes’. The re-labelling is based on the attribution theory
discussed in Section 2.2.4 (p.84). Enterprising behaviours are arguably more observable
from which enterprising skills and enterprising attributes can be inferred. Enterprising
behaviours are likely to be more easily operationalised for measurement, which is one of

the purposes of the current research.

The major difference between Gibb's original model and the modified model is structural
due to the different contexts of utilisation. Gibb derives enterprising learning from the
context of small business in which the 'natural’ environment is characterised as 'enterprise
essences' while such essences, as postulated in the modified construct, are much
subjected to the individual teacher's personal beliefs and attitudes towards teaching and
learning in a classroom environment (Bennett, 1976). The restructuring of the model is
attempted so as to give a stronger emphasis on teaching. Henceforth, the restructured
model provides a simplified basis for the utlimate research inquiry: Is ‘enmterprising
teaching’ more effective in developing ‘enterprising behaviours’ and ‘greater insight
into knowledge’ than didactic teaching?

Notice that the modification is only structural. The content of Gibb’s model remains
unchanged. The content of the three independent/exploratory variables and the two
dependent variables are retained in the new structure. The emphasis on a 'learning
environment' which is regarded as 'enterprising' and the 'ingredients' within such an
environment remain dominant in both models. Subsequently, the modified model has
inherited the imprecision of content, that is the lack of concrete and operational
definitions for the key elements. Hence, a consolidation of conceptual and
methodological underpinning is required before the ultimate research inquiry highlighted

above can be carried out.

2.4. Summary

This thesis suggests that Gibb’s model is best understood as a pedagogical model with the
aims of inducing enterprising learning in students which will enhance the development of
enterprising behaviours and greater insight into knowledge in them. Despite some

imprecision and ambiguities existing in the model, Gibb has included the important

103




components for effective teaching. In this thesis, Gibb’s model is restructured so as to
highlight the teacher’s role in organising the enterprise essences and facilitating the

project management cycle as part of the enterprising teaching approach.

3. Distinctive Features of the Enterprising Learning Model

Gibb’s enterprising learning model has always been associated with progressive teaching
paradigms, student-centred learning and discovery/experiential learning in particular
(Coffield, 1990, Iredale, 1992). A common problem with these models is the lack of
precision which blurs their uniqueness and leads to being branded as mere repetitions of
old wisdom. Gibb admits that,

'...enterprise education borrows concepts from both the progressive and liberal 'schools'
of educational philosophy (Skilbeck, 1982). It places emphasis upon the individual and
upon starting from the initial knowledge, skills and understanding possessed by the
individual (Haywood, 1989). It uses discovery methods of learning. Its goals are
concerned with facilitating behaviours (Ryle, 1963) as an outcome of learning.'

(Gibb, 1993, p.24)

Exactly how these concepts are borrowed and incorporated into the model of
enterprising learning is not explained. This thesis argues that, having identified key
variables and how they interact in Section 2, the unique characteristics of the enterprising
learning model need to be distinguished from those of conventional progressive learning
approaches.

In order to contrast the similarities and differences among related progressive learning
paradigms, namely child/student-centred learning (Brandes & Gunnis, 1986) and
discovery/experiential learning (Kolb, 1984), a sketch of these two models is
introduced by Stevenson and Palmer (1994, p.30) below:

“o child-centred learning. Emphasis in both teaching and learning is on the individual
child. A teacher adopting this approach will follow an individual's natural
curiosities, impulses, needs and interests. She or he will encourage free expression,
and will provide opportunities for the development of experiences and awareness.
Knowledge, therefore, may well be tentative or incomplete, as it is based on
spontaneity.

o discovery or experiential learning. The transmission and learning of knowledge is
secondary to the process of discovery. Emphasis is on the learner 'doing' things.
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Learning is through active engagement with ideas or materials. The pupil does not
passively receive knowledge, or engage in prescriptive tasks laid down by the
teacher. There will be emphasis on originality and diversity in response to
classroom experiences; and indeed on enjoyment of learning as a process.”
(Stevenson and Palmer, 1994, p.30)

Stevenson and Palmer (1994) state that progressive teaching and learning methodologies
such as student-centred learning and experiential learning are applied ends of Piaget's
cognitive learning theory which portrays the individual as an 'active learner'.

The learning theories discussed above share a great deal of similar properties. They are
learner-centred, emphasising learning through doing, discovery and teaching according to
age, ability and prior knowledge. However, Gibb’s model differentiates itself from the
others in four distinct ways. Firstly, the notion of ‘uncertainty’, as one of the essences
of the learning environment, is novel in comparison to other progressive learning
paradigms. Although the way that ‘uncertainty’ can be introduced into the classroom has
not been elaborated by Gibb, this thesis maintains that it is a potentially important
element of the learning model. Many commentators have described the post-industrial
world where young people will face more and more uncertainty in life (Handy, 1984;
Watts, 1884; Gibb & Cotton, 1998; Seltzer & Bentley, 1999). It is possible that if
students are equipped with the ability to learn under conditions of uncertainty, they are
more likely to develop the capability of ‘coping with and enjoying uncertainty’ and
‘taking action in uncertain environments’, two of the enterprising behaviours in Gibb’s
list*. Since the learning context has become more similar/connected to the outside world,
the chance of learning outcomes to be transferred beyond school is likely to be higher
(Hedegaard, 1990; Moll & Greenberg, 1990; Prawat, 1992; Van de Veer & Valsiner,
1991).

On the other hand, ‘uncertainty’ may also increase the anxiety level experienced by
learners with a disposition to anxiety which may have a negative effect on learning
(Bennett, 1976; Stevenson and Palmer, 1994). However, Bennett (1976) reported that
structured guidance moderated anxiety levels and improved performance of basic skills
(reading, language and maths). This leads to the second distinctive feature of Gibb’s

enterprising learning model, that is the ability to capture the balance between an

* Recalling that Gibb’s list of enterprising behaviours, skills and attributes was generated in conferences
organised for several hundreds of teachers from primary, secondary and tertiary levels.
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informal learning environment which gives a sense of freedom, and a structured
approach to guide learning and discovery.

The balance between informal learning and structured guidance finds support from the
study of learning (e.g. Bennett, 1976, Van de Veer and Valsiner, 1991; Beveridge,
1997). Beveridge (1997), Van de Veer and Valsiner (1991) find that many teachers
misinterpret the idea of progressivism by leaving students to learn and discover on their
own. This generates a potential of lack of structured guidance or assistance. Bennett
(1976) discovered that most of the informal/progressive primary classrooms, except
one, in his study suffered from the lack of structured guidance. With the exception of
this one class in which pupils performed as good as, if not better than pupils in formal
classes in English, Maths and Reading, pupils in all the other informal classes lagged
behind their formal counterparts.

The third characteristic inherent in Gibb’s learning model is the importance of peer
learning. In comparison with other progressive methods, enterprising learning
accentuates relatively more ‘learning from each other’, ‘learning form personal
exchange and debate’, ‘learning from reactions of many people’ and ‘learning by
borrowing from others’ (refer to Table 2.1, p.85). The notion of ‘borrowing’ is related
to the idea of learning through modelling and imitation which are regarded as
particularly effective for younger children (Bandura, 1976; Van de Veer and Valsiner,
1991)

The fourth feature that is unique in Gibb’s model of enterprising learming from
conventional progressive learning theories is the notion of enterprising behaviours,
skills and attributes. Arguably, some of the enterprising qualities such as ‘self-
confident’, ‘autonomous’, ‘problem solving’ and ‘creativity’, are commonly quoted as
learning outcomes by progressive methods in general (Stevenson & Palmer, 1994).
Others, such as flexibly responding to challenge’, ‘coping with and enjoying
uncertainty’, ‘taking risky actions in uncertain environments’, ‘opportunity seeking and
persuading others’, seem to be inherent and more pronounced in the enterprising learning
model.
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Summary

Four salient features of the enterprising learning model are identified, namely, the notion
of ‘uncertainty’ as an essence in the enterprising learning environment, the balance
between informality and structured guidance, the importance of peer learning and the
notion of ‘enterprising behaviours, skills and attributes’. This thesis puts forward the
proposition that these distinctive features add strength to the existing progressive learning
paradigms. However, the lack of precision in explaining the features is a major weakness

of the enterprising learning model.

4. Teachers’ Perception of the Enterprising Learning Model

Whether teachers choose to employ the enterprising learning model in the classroom
depends on two major factors: their attitudes and implicit belief in teaching and learning
(¢f. Bennett, 1976; Stevenson & Palmer, 1994); and whether this model meets the

demands of their day to day teaching duty (Fullan, 1991).

Iredale (1992) and Cotton (1993) have found that both primary and secondary teachers
have three main unfavourable perceptions of the model. The first unfavourable perception
is that the DUBS’ model of enterprising learning is located in the capitalistic culture and
is associated with school and industry, rather than a distinctive approach to teaching and
learning. Teachers have regarded such conceptual confusion as the major obstacle to

promoting this model as a vehicle in learning at schools (Cotton, 1993).

Secondly, although the majority of teachers have observed the increased motivation
towards learning from students engaged in enterprising learning (Iredale, 1992; Cotton,
1993), this does not seem to alter their perceptions regarding the use of the model in the
core subject learning. Formal teaching is preferred for core subjects and the enterprising
methods are confined to business and technology related subjects, and cross- or extra-
curricular activities (Iredale, 1992; Cotton, 1993; ¢f- Harris, 1993a). A further implication

of its perceived ‘inferiority’ is that enterprising learning is more suited for the

academically less able students (Cotton, 1993). Arguably, this can be the result of a




strong false impression that enterprising learning is all about business rather than
‘serious’ learning. In other words, teachers do not seem to perceive that Gibb’s model of
enterprising learning can foster ‘greater insight into knowledge’ as Gibb has hypothesised

and which has been theoretically examined in this thesis.

Thirdly, according to the teachers in Iredale’s (1992) and Cotton’s study (1993),
enterprising learning has enhanced students’ problem solving skills, social skills and
leadership. Yet, despite such positive remarks, enterprising learning remains ‘peripheral’,
since the development of enterprising skills, or personal development as a whole, has not

been given as equal status as good examination results (Fullan, 1991).°

This thesis argues that unless such an implicit belief attached to the enterprising learning
model is removed or changed, the enterprising learning model will remain a peripheral
method of teaching, subordinated to the formal approach. It is also possible that this
belief is a result of lack of time for exploration, lack of information about the actual
learning mechanism of the model and lack of expertise and hence confidence in making it

work for core subjects.

Bennett (1976) records that the majority of teachers believe that informal teaching
methods make heavy demands upon teachers. Au (1990) demonstrates that to acquire the
practical skills and knowledge to properly guide learning in a progressive manner is a
complex and intellectually demanding process. Harris (1993a) argues that, very often,
inadequate technical, collegial and emotional support is given to teachers who wish to

employ the enterprising approach to teaching and learning.

Without the appropriate knowledge and technique, progressive methodologies tend to
collapse into lack of guidance and waste of learning time as reported by Bennett (1976)

and Galton et. al. (1980), the two influential observational studies in the 1970s.

* In general, positive remarks of this kind are replicated in other enterprising learning approaches, e.g.
TVEI and MESP (Jamieson et. al., 1988; Matthews, 1990; Henderson and Knutton, 1991; Harris, 1993a).
These approaches are also given lower status due to similar perceived weaknesses in core subject learning
and the relative neglect of personal development to academic performance.
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Bennett (1976) revealed that among 88% of the 871 schools which returned a
questionnaire survey, only 17% taught in the manner prescribed by Plowden while 25%
taught formally. The majority adopted a mixed style of teaching (58%). The definition of
progressive informal teaching was given as the following:

“honest expressions of feeling... open to children’s participation in significant
decision-making... minimum of teaching to the class as a whole... provision is made
for children to pursue individual interests and to be actively involved with
materials. .. children are trusted to direct many aspects of their own leamning.”
(Stephens, 1974, cited in Bennett, 1976, p.8)

Follow-up observations further revealed that all of the informal classrooms, except one,
lacked structure and guidance in learning. Children in these classrooms were mostly left
on their own to engage in casual chat with their peers instead of working on tasks or
having meaningful discussion with peers. This thesis argues that Bennett’s description of
what was going on inside the so-called informal classrooms barely resembles the
definition of progressive pedagogy quoted above. More importantly, the alarmingly
inferior performance results by children in informal teaching has led to the implication
that informal teaching was to be blamed for falling educational standards in the UK (as in
Callaghan’s speech, 1976; Phillips, 1996; mass media coverage recorded in Galton et. al.,

1999).

Similar observations of ineffectiveness in informal classrooms were reported by Galton
et. al. (1980). These researchers discovered that when children were left to pursue their
own interest and teacher’s attention was given to individuals as opposed to the whole
class, interactions between teacher and pupils were superficial, simply because of time
constraints. It was impossible for one teacher to give quality guidance and to assess the
prior knowledge of each individual child in a class of more than 30. Galton et. al. (1980)
found that the demonstration of ‘progressivism’ in the real life situation was

unsatisfactory,

*“...the surface appearance in these classrooms of activity, discovery and interaction
— the Plowden ideal- was somewhat illusory. Pupils spent most of the time at their
working base rather than moving around the class, and communicated only
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infrequently either with their teacher or with others in their group. In this situation
levels of distraction were relatively high, interaction between pupils was relatively
low, and such communication as there was rarely had much to do with the task in
hand. ” (Galton et. al., 1999)

The credibility of the progressive ideology has since been greatly challenged despite the
seeming misinterpretation of progressive methodology evident from both studies.
Progressive teaching has also been blamed for the poor performance of UK education in
comparison to their European and Far Eastern counterparts in the growing body of
international comparatives studies (examples can be found in Phillips, 1996 and Galton
et. al,, 1999). Galton et. al. (1999) count these events as precursors to the return of
traditional formal teaching fortified by the introduction of the National Curriculum and
the Standards Assessment Tests (SATs). Subject timetables are prescribed for teachers so
as to meet the National Attainment Targets. Students are also tested at every Key Stage
and results are published in national newspapers in the form of league tables. These
measures are adopted by the government to ensure standards but they may also curtail
progressivism in classrooms (Saunders & Halpin, 1990; Henderson & Knutton, 1991;

Miller et. al., 1991; Cotton, 1993; Harris, 1993a; Galton et. al., 1999)

Contrary to what the government might have expected, research seems to show that the
return to didactic whole class teaching and SATs has contributed to the falling of
standards (Galton et. al.,1999) . Galton et. al. (1999) compare observations taken in 1996
with those in 1976. An increase in the formal approach of whole class teaching and a
decrease in informal, individual interaction in the classroom are reported. Contradicting
the published SATs results which suggest that standards have been rising in recent years,
Galton et. al. (1999), using different test batteries, find a considerable decline in

standards twenty years on (cf. Levin, 1991).

These researchers conclude that the National Currriculum and the SATs have imposed
impossible time constraints on teachers to deliver an enormous amount of content and
more time has to be allocated to coach students for the SATs (Levin, 1991). SATs have

been further criticised for their focus upon measurable aspects of knowledge instead of

more holistic and complicated aspects of learning. According to Galton et. al. (1999), in




measuring Language, SATs put more emphasis upon assessing the technical aspects of
punctuation rather than comprehension, and in Maths, the emphasis is upon computation
rather than problem solving. Levine (1991) and Galton et. al. (1999) comment that the
teaching of lower-order memorisation of facts is being reinforced, replacing the higher-
order cognitive processes. Instead of fostering quality learning and improving standards,
the researchers observe that the National Curriculum and the SATs have pushed teachers
to adopt formal whole class teaching for a seemingly efficient instruction in facts. Galton

et. al. (1999) warn that:

“It may be that as we advance up the league tables in terms of standardised test
scores, we will fall behind on the creative thinking and problem solving...While not
wishing to deny the importance of seeking to raise the standards of literacy and
numeracy in our primary schools, it is also important not to give the impression,
either to the public or to the teaching profession, that this is the sole aim of primary
education” (Galton et. al., 1999, p.197)

Galton et. al. (1999) also reported teachers’ feelings of helplessness towards the pressure
imposed upon them by the National Curriculum and the SATs. Teachers resent that they
have to teach in ways which are against their beliefs and identities as educators. Such

feeling is even stronger among older teachers.

So far, charting the apparent progressive tide enthused by the Plowden Report (1967), to
the swing back to formal fact transmission in the 1990s, it seems that teachers are caught
between the disillusionment of the ‘failed’ progressivism and the feelings of helplessness
towards the ‘forced’ didactic teaching (Galton et. al., 1999). Arguably, the enterprising
learning model can potentially offer a synergistic ‘middle ground’ to resolve the problem
since it combines the informal environment of learning with structured guidance.
However, as shown in the evaluations done by Iredale (1992) and Cotton (1993), teachers

need to be convinced of this potential (see also Harris, 1993a).

Embedded in the misperception is the belief that a progressive teaching approach such as
enterprising learning may not meet the everyday demands of the teacher. Time
constraints imposed by the National Curriculum and the pressure of performing in the

league table leave them with little time to acquire or refresh their pedagogical technique

and thinking. It is therefore understandable that teachers need to be reassured that




enterprising learning will not aggravate the constraints of time and will help improve
performance before they embark on this approach of teaching. They also need to be
convinced of the importance of nurturing enterprising qualities in young people while
developing their academic abilities. Research evidence of the effectiveness of the model

1s urgently required.

4. Conclusion

It has been argued that the DUBS’ model of enterprising learning which is derived from
the learning of small business management can be viewed as a distinctive approach to
teaching and learning in education. The model is potentially a useful pedagogy despite a
great deal of imprecision and ambiguity. The model remains enshrouded in several
conceptual confusions which result in unfavourable perceptions (Iredale, 1992; Cotton,
1993; Harris, 1993a). Research evidence is therefore urgently needed to evaluate the
effectiveness of this model in enhancing enterprising qualities in young people and
allowing greater insight into knowledge. This requires firstly, the understanding of how
enterprising teaching modes can be identified from other learning approaches used in
classroom practice; and secondly, an appropriate methodology for measuring the key

concepts in this model. This will be the topic of discussion in the next chapter.
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Chapter 5

The Current Study: Research Design and Methodology

1. Introduction

In Chapter 1, the literature review of enterprise education reveals that there is a lack of
consensus about its definition. Chapter 2 further shows that the overwhelming
association with business success (that, after all, is necessary in modern industrial
societies) raises the issue of relevance and compatibility of enterprise in education. The
political manipulation of enterprise to legislate radical change in education has further
aggravated the problem. Some educationalists even suggested that enterprise was not
compatible with education (e.g. Keep, 1992). Situated in this particular socio-political
context, Gibb’s model of enterprising learning (1993) has also been found to have
inherited the conceptual confusion as discussed in Chapter 4. Such confusion is one of
the reasons why some teachers hold unfavourable perception of the model which restricts
its application across the curriculum. Henceforth, empirical research is needed to explore
the effectiveness (or otherwise) of Gibb’s model before teachers perception can be

changed.

In order to empirically evaluate the model, operational definitions and appropriate
measurement instruments need to be developed. This has become an additional focus of
the current exploratory study. As discussed in Chapter 4, the two key concepts,
‘enterprising teaching modes’ and ‘enterprising behaviours’ remain ambiguous. To
concretise the two concepts, a literature research into the measurement of enterprising

teaching and enterprising behaviours was carried out.

Drawing from the literature review in the previous chapters, the central research

questions for the current exploratory study are laid out as follows:
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For enterprising teaching modes:

e What do ‘enterprising teaching modes’ mean to teachers?
(Do teachers perceive a political/industry overtone in ‘enterprising teaching
modes’?)

o What are teachers’ perceptions of the DUBS’ definition of enterprising teaching
modes?
(Is it an adequate concept? What are the factors affecting its application?)

e To what extent can an enterprising teaching modes be identified from day to day
teaching experience
(Can an enterprising teaching approach be distinguished among mixed teaching
styles)?

o  How reliable is behavioural rating for measuring teaching tendency?

For enterprising behaviours:

e What do ‘enterprising behaviours’ mean to teachers?
(Are ‘enterprising behaviours ‘desirable’ and ‘appropriate’ in the context of
education?)

o  What are teachers’ perceptions of the DUBS’ definition of enterprising behaviours?
(Is it an adequate concept? What are the factors affecting its development?)

e  To what extent can enterprising behaviours be identified and observed from day-to-
day teaching experience?

e  How reliable is behavioural rating for measuring enterprising behaviours among

students?

To answer these questions, this chapter discusses the process employed in the search for
an appropriate research method. Since the teaching professionals are at the forefront of
the subject matter, it is essential to know how ‘enterprising teaching modes’ and
‘enterprising behaviours’ are perceived and identified by them in day-to-day teaching
and learning at educational institutions. The overriding need to explore fully the
meanings associated with the above expressions dictated the research methodological
focus. It demanded approaches that would facilitate the exploration of all aspects of
ambiguity within, and relationship between the two concepts. Therefore, from the
beginning, the current study was orientated towards a ‘case-study’ method and the notion

of an exploratory rather than an explanatory or predictive approach. The rationale for

choosing a qualitative discourse methodology is discussed in detail. This is followed by




the planning of the current research design and procedure. Finally, the structure and

method of analysis is presented and discussed.

2. In Search of an Operational Definition for Measuring Enterprising Teaching

Harris’ Ph.D. research (1993a), titled Enterprising Education in Secondary Schools — An
Investigation into Teaching Approaches, is empirically well constructed. It has attempted
to operationalise and then observe an enterprising teaching approach in secondary
classrooms. Based on the research findings, useful suggestions and recommendations
concerning concepts and methodology have been given to future research. Hence, her

research effort is discussed in detail in this Section.

2.1. Harris’ Study of Enterprising Teaching Approaches (1993a)

2.1.1. Research Design

Harris (1993a) has analysed five main teaching styles which are related to the
enterprising approach. These teaching styles, labelled as progressive/participative/
teacher-centred, all appeared in dichotomy with the traditional/conventional/teacher-

centred approaches as follows:

e ‘Progressive’ vs. ‘Traditional’ (from Bennett, 1976, p.38);

e ‘Dependency Traditional’ vs. ‘Risky Progressive’ (from Brandes & Gunnis, 1986,
p-11);

e ‘Teacher-Centred’ Strategies vs. ‘Student-Centred Strategies’ (from Jamieson et. al. ,
1988, p.180)

e ‘Participative’ vs. ‘Traditional’ (from Boydell, 1976, p.44);

e ‘Conventional’ vs. ‘Enterprising’ (from Johnston et. al., 1987, p.3)

From these typologies, Harris distilled the components which constituted the ‘Student-
Centred/Enterprise Approach’ which was dichotomised with the ‘Didactic/Non-
Enterprising Approach’ as in Table 4.1 below (Harris, 1993, p. 151). These enterprising

teaching components formed the basis for Harris’ classroom observations. To empirically

115



observe these components, Harris designed the Enterprise Teaching Observation

Schedule which was derived from the technique of the Science Teaching Observation

Schedule (see Harris, 1993a). Four teachers were observed for over one year. For each

teacher, 12 enterprise lessons and eight non-enterprise lessons with a total of 26 hours of

teaching time were recorded in video. Behaviours were scored for three seconds at three-

minute intervals. Data collected by classroom observations were then triangulated with

the following:

e questionnaires completed by 100 teachers and 200 pupils who had previously been

involved in running mini-enterprise activities

e interviews with the four teachers who were observed and 40 pupils from eight

enterprise groups

Table 5.1. Student-Centred/Enterprise Approach - Didactic/Non-Enterprise Approach
(Harris, 1993a, p.151)

Student-Centred/Enterprise Approach

Control of learning with students
Students determine questions
Active student role

Learning predominantly by discovery
techniques
Students identify and make use of available
resources
Students explore alternative solutions to
problems

Negotiated learning — students make choice
Teacher acts as facilitator

Students work collaboratively in small groups

Didactic/Non-Enterprise Approach

Control of learning with the teacher
Teacher sets questions
Passive student role

Accent on memory and rote learning

Teacher conducts and demonstrates —
students observe
Teacher assigns practical exercise and
problems
No negotiation — learning is imposed
Teacher as distributor of knowledge

Students wark independently and individually

2.1.2. Results

The triangulation of Harris’ findings has shed important insight into the subject matter.

In general, observational findings showed that teachers did not seem to teach differently
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in enterprise lessons. These findings contradicted sharply with the questionnaire and
interview results which suggested the opposite: both teachers and pupils perceived that
the teaching approach in enterprise classes was distinctive from other non-enterprise
classes.

In terms of ‘pupil choice’, both teachers and pupils recalled that pupils were given more
choices in enterprise lessons than other lessons although choices were mainly ‘framed’ or
‘guided’ as opposed to free choices. Observation, however, showed that pupils were
given fewer but higher order choices in enterprise lessons whereas more but lower order
choices were offered in other lessons.' This thesis questions whether the difference in
findings might be a result of different perceptions of ‘choice’ between the observer and

the observed.

In terms of ‘pupil autonomy’, questionnaire results indicated that most of the decisions
were jointly made. Interview findings confirmed that, in enterprise lessons, teachers
intervened more in the process of organising and planning while pupils recalled having
more freedom and responsibility to take charge, to learn for themselves, and they were
allowed to make more errors. Observational data however showed that differences in
‘pupil autonomy’ between enterprise and non-enterprise lessons were minimal. Harris
(1993a) suggested that the slight change recorded in observation seemed to have a large
impact in reality due to the potential insensitivity of the measurement method to record

subtle changes.

In terms of ‘the nature and type of classroom communication’, all three independent
measurements yielded the same discovery that there was a higher incidence movement of
teachers and pupils in and out of the classroom in enterprise lessons than non-enterprise
lessons. Both teachers and pupils reported that the relationship was more informal in the
sense that the teacher was more relaxed, easy going, friendly and approachable in
enterprise activities. Pupils were given freedom to talk. They believed that teachers
enjoyed enterprise lessons more than other lessons. However, observational findings only
demonstrated marginal change in that more group and individual interactions were

observed in enterprise lessons where teachers offered more suggestions, opinions and

' According to Harris (1993a), an exemplar for low level choice is: ‘Do you want a blue or a red pen?” This
is to contrast with that of medium level choice: ‘You decide on your logo. Here are some examples to help
you.” High order choices are ones which have no teacher direction or framing, e.g. ‘You decide how to
organise yourselves for this work.’
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advice, while whole class instructions and facts transmissions were more frequent in

2
other classes.

In terms of ‘perception of change in teaching approaches’, Harris (1993a) observed that
teachers used mixed styles in both enterprise and non-enterprise lessons anyway and that
the distinction was unclear. Questionnaire responses apparently supported this claim as
all teachers reported using a variety of teaching approaches in different lessons.
However, among the mix, both teachers and pupils clearly articulated the distinctive
approach employed in enterprise lessons from other lessons. The pupils in Harris’

research said that:

‘Enterprise lessons are different from other lessons. .. It’s a different format, we look
up the answers and use different media for different problems, instead of copying out
work from a book and learning it.’
‘...they let us put forward our points of views rather than making all the decisions
and setting out exactly what we must do.’
‘...the teacher does less informing and leaves most of the thinking up to the children.
A teacher may organise the equipment but the pupils will decide what and how to
use it.’
‘They treat you like an adult.’

(Harris, 1993a, p.239-243)

Teachers also recalled that the enterprising teaching approach was distinctive:

‘In enterprise lessons, I am aware that I teach in a different way... I do not teach
from the front but work with groups in a more informal way. I’'m much more of a
facilitator...’

‘I think I teach very differently in enterprise lessons... You have to adopt a different
role. I'm there as a resource for the pupils. I spend the lesson just supervising and not

teaching.”
(Harris, 1993a, p.239-243)

Harris believed that such perceived change in teaching approach was a
‘misinterpretation’ since no clear distinction between teaching approaches could be
observed among different lessons. According to Harris, two major factors prompted such
misinterpretation. The first factor was the change in classroom management and

organisation which meant more group work, more free movement in and out of the

? Similar observations were also found in Galton er. al.’s formal classes (1999) that whole class teaching
tended to contain more transmission of facts.

? Note that teaching seemed to be associated solely with lecturing while ‘supervising’ was not considered
as ‘teaching’.
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classroom, and pupils were allowed to talk more freely. The second factor was the
difference in content. Enterprise/business courses as a subject was regarded as less
important than other subjects such as Maths and Physics and, therefore, enterprise
lessons could be taught more informally. The transfer of an enterprise approach to other
subjects was thought to be very limited if not inappropriate in this respect, according to

the pupils:

‘...lessons like Maths and Physics etc. couldn’t all be taught exactly like this...’
‘...lessons like Physics cannot be taught like this but could involve some aspects of it
like using computers and different media.’
‘...Even though enterprise lessons are more fun, we need lessons to learn properly...
to learn the basics.” -
‘...you can’t really learn only from doing practical things. You couldn’t learn
enough facts to get you through the exam this way.’

(Harris, 1993a, p.239-243)

Harris concluded that despite pupils’ reported enjoyment of enterprise lessons and the
increase in self-confidence, sense of responsibility, interpersonal skills and practical
skills in running a business, both teachers and pupils had reservations as to its
effectiveness in learning factual knowledge (¢f Tansey, 1971, cited in Jamieson et. al.,
1988; Bennett, 1976; Galton, 1980, 1999).

2.1.3. Implications and Suggestions

Enterprising Teaching Approaches

Similar to Harris (1993a), when describing what ‘enterprising modes of teaching’ (EMT)
entail, Gibb (1993) compares didactic modes of learning with enterprising modes of
learning 1n order to bring out the distinctive features of the latter (Gibb, 1993, p.24).
However, unlike Harris (1993s) who seems to view that mixed styles are not
enterprising, Gibb (1993) suggests that teachers’ teaching styles lie along a continuum
instead of being polarised into two extremes, and that teaching in an enterprising way
does not necessarily exclude didactic measures (see also Gibb & Cotton, 1998). These

assumptions pose an important question:

o To what extent does EMT constitute an adequate concept?
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Harris claimed that teachers’ and pupils’ perception of a distinctive enterprising approach
was a misinterpretation due to confusion with the following:

1) the change in classroom organisation and management

2) the nature and content of enterprise work

3) the subsequent increased in informality in the teacher-pupil relationship

In other words, Harris seemed to treat ‘teaching approach’ as a separate entity to these
three factors and thus she concluded that teachers’ mixed style of teaching was not
strictly speaking student-centred/enterprising since no clear distinctions were detected by

empirical observations among these styles.

This thesis takes a different view from Harris in defining teaching approach. As argued
in Chapter 4, Gibb’s model of enterprising teaching stresses that teachers’ organisation
and management of the classroom in ways which introduces the ‘essences of enterprise
into the learning environment’ is one of the three important elements of enterprising
teaching. Such an environment purports that the nature of the learning activity is an
intricate combination of social and cognitive processes. Therefore the change of teacher-
pupil and pupil-pupil interaction, from formal to informal, is part and parcel of the
enterprising teaching approach. In other words, this thesis suggests that the above three
factors need to be treated as important elements of teachers’ teaching approaches instead
of separate entities.

In identifying enterprising teaching approaches, Harris contrasted the enterprise classes
with the non-enterprise ones. The assumption which underlies Harris’ approach seems to
be that enterprise classes might inherently embrace the enterprising teaching approach
more so than non-enterprise classes. While this assumption was supported by Harris’
teachers and pupils, and the theoretical stance of Gibb’s model of enterprising teaching
(1993), Harris concluded that the difference in teaching approaches between the two

types of classes was too small to sustain the claim of a distinctive approach.

This thesis takes a different perspective from Harris. The little difference in teaching
approaches might indicate that some elements of the enterprising approach had been
incorporated in other classes. The notion of a mixed style implies that teaching
behaviours may not locate altogether on the extreme end in exclusion of the other along
the continuum of student-centred/enterprise approach — didactic/non-enterprise approach
(Gibb, 1993). As argued in Chapter 4, the question is not whether the teaching approach
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is enterprising or not, but ‘to what extent’. A more appropriate research question would
be:
o How to identify the extent of an enterprising teaching approach from the mixed

teaching styles?

Hence, the focus is not on whether enterprising teaching can be transferred from
enterprise/business courses to other subjects, but the extent to which enterprising

teaching can be applied and identified from teachers’ everyday practice.

Arguably, by shifting the focus from transferability to everyday applicability, the
confusion of the teaching approach with the content of enterprise/business learning may
be reduced. Once an enterprising teaching approach is ‘decontextualised’ from its
confounding content, teachers’ ‘true’ perception of the teaching approach can then be
examined more properly. It would be interesting to see whether the cynicism that
‘enterprising learning was about fun but not real learning” would still persist among

teachers and pupils.

Finally, Harris (1993a) raised an important issue that when studying teaching approach,
it is a prerequisite to understand how teachers think about teaching, before their teaching
behaviours would make sense to the observer/researcher. Harris’ suggestion confirmed
the argument set out in Chapter 4 that research needs to take into consideration teachers’
beliefs, attitudes and perceptions in teaching approaches. Teachers’ concerns are
important since it is these concerns that influenced their preference in teaching
behaviours (Fullan, 1991). Research methodology would need to allow teachers’
reflection of the classroom reality to emerge, so that they could critically examine their
own practice and that their implicit beliefs and attitudes be explored. Taking on board

Harris’ suggestion, the current research proposes the central research question:

o How do teachers perceive ‘enterprising teaching modes’ in relation to their

everyday teaching experience?

Research Methodology
Harris (1993a) suggested that the discrepancy between observational findings and
questionnaire and interview results was mainly due to the insensitivity of the observation

schedule. It was weak in recording the sequence of events and it ignored the social and
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temporal context in which teaching behaviours took place. Even though the observation
schedule could potentially provide a relatively reliable means to observe and therefore
measure and compare behaviours, the essential qualities of interactions would be lost
since the ‘culture of the class’ might be incomprehensible to outside observers (Walker
and Adelaan, 1975 cited in Harris, 1993a). The fact that slight behavioural change had

generated great impact on perception apparently supported Walker and Adelaan’s claim.

Furthermore, as discussed above, Harris maintained that the major weakness of empirical
observation was its inability to access a teacher’s beliefs and concerns about teaching.
Harris, quoting Smith and Geoffrey (1968, p.96), explained the problem:

“the way (the teacher) poses his problems, the kind of goals and sub-goals he is
trying to reach, the alternative he weighs... are aspects of teaching which are
frequently lost to the behavioural orientation empiricist who focuses on what the
teachers does, to the exclusion of how he thinks about teaching.”

(Smith and Geoffrey, 1968, cited in Harris, 1993, p.281)

The method of interview compensated for the loss of important qualitative data in the
empirical endeavour in Harris’ research. Interview was demonstrated as an effective way
of tapping into teachers’ beliefs and perceptions. Therefore, it will be adopted as a major
tool in the current research. The rationale for such a decision will be discussed further in
this chapter.

3. In Search of Operational Definitions for Measuring Enterprising Behaviours

As discussed in Chapter 3, the notion of developing ‘enterprising behaviours’ in young
people is one of the distinctive features of Gibb’s model of enterprising learning. This
also means that the concept as a whole does not exist in the educational research
literature, although the term ‘enterprising behaviours’ has been used substantively by
various initiatives promoting enterprise education. Gibb (1984; 1987) suggests that
‘enterprising attributes’ have been studied in the literature of enterpreneurship for a few
decades. However, research findings remain highly contentious and inconsistent. In spite
of integrative efforts at grouping several behaviours in a meaningful way for the purpose
of predicting ‘enterprising tendencies’ (Caird, 1988), ‘entreprencurial success’ (Chell et.
al, 1993) or ‘entrepreneurial potential’ (Johnson & Ma, 1995), the core concept of

‘enterprising behaviours’ is by no means established and recognised.




The overwhelming association with entrepreneurship and wealth generation raises the
issue of relevance and adequacy of enterprising behaviours as one of the prime goals of
education. In response to this challenge, Gibb has summarised a holistic list of
enterprising behaviours, skills and attributes which are suggested by several hundreds of
primary and secondary teachers at various workshops over the years (Gibb, 1993, p.14).
Since no references are given as to how these behaviours were dealt with within these
workshops, and that the distinction between ‘skills’, ‘attributes’ and ‘behaviours’ is
unclear (refer to Chapter 4), the list requires further investigation. Since the focus of the

current research is on teachers’ perception, two research inquiries are thus derived:

e How do teachers perceive ‘enterprising behaviours’ in pupils?

o Can these behaviours be measured and compared by teachers?

4. In Search of a Research Methodology

In this Section, the present researcher critically reflects the processes of choosing an
appropriate methodological strategy. Bryman (1988) states that reflexivity would
embody a consideration of the epistemological and ontological prejudices of a researcher
that influence choice. Coming from an experimental psychology tradition, the researcher
was originally inclined to take a quantitative/positivist’s thinking (Tajfel & Fraser, 1978)
in investigating the subject matter, that is the effectiveness of the enterprising teaching
approach in developing enterprising behaviours in young people. However, as the
research went along, the nature and the process of discovery of knowledge prompted the
researcher to reconsider her methodological stance. For a while, the researcher was
caught in a dilemma which was caused by the shift from a quantitative/positivist

disposition to the qualitative/interpretative perspective (Geertz, 1973; Bruner, 1990).

The researcher recalls the initial inclination to conduct two types of
quantitative/positivist study. The first was a questionnaire survey involving a couple of
hundred students. Their preferred styles of teaching and learning were to be compared
against educational attainment, career development and enterprising tendency. The
potential for generalising findings was ‘tempting’ (Cohen & Manion, 1994; Oppenheim,

1992). The second was a controlled experiment in classroom learning comparing the

-
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effect of enterprising learning with that of didactic learning. The apparent ‘objectivity’
and ‘causal’ effect appeared to be convincing at the time (Skinner, 1974; Plutchik, 1983).
That was how the first idea of operationalising the two key concepts came about: it was

for the purpose of conducting a scientific empirical study of teaching approaches.

However, two fundamental problems in implementing the quantitative/positivist
methodology confronted the researcher. The first problem was the substantial lack of
conceptual clarity surrounding the key concepts of the phenomenon to be researched. An
in-depth exploratory study was required to substantiate existing understanding rather
than a simple process of operationalising them. Without more precisely constructed
concepts in mind, positivistic experimentation or quantitative questionnaires would be
doomed to be incomprehensible (Tajfel & Fraser, 1978; Plutchik, 1983; Oppenheim,
1992).

The need for an in-depth exploration of the phenomenon naturally discards the
application of a prescriptive quantitative/positivist methodology as a main research tool.
Prescriptive closed-ended questions or hypothetical constructs superimpose the
researcher’s conception of the phenomenon and engender ‘framed’ or ‘conditioned’
responses as opposed to ‘natural’ responses from the participants (Cleary, 1977; Bryman,
1988). Not only will the scope of the exploration be limited, it may also generate
‘distorted’ results (Chell et. al., 1991). Considering that the central proposal of the
current research is to study teachers’ perception, and teachers might have a different
conception of the phenomenon from that of the researcher (Young, 1965; Fullan, 1991),
an appropriate research methodology would need to capture the perception from the
insider's point of view. Furthermore, according to Chell et. al. (1991), questionnaires rely
heavily upon language and yet provide no means to access potential polysemous
interpretations. This may lead to another uncontrollable error variance. Researchers may
find that contradictory results from questionnaire data cannot be ‘logically’ explained. In
some cases findings are inconclusive (Shipman, 1981; Chell et. al., 1991; Cohen &
Manion, 1994; Oppenheim, 1992).

The second problem was more profound and striking to the researcher. Having reviewed
a body of literature into learning theories and practices (e.g. Vernon, 1972; Bandura,
1977; Kolb, 1984; Brandis & Gunnis, 1986; Moll, 1990; Stevenson & Palmer, 1994;
Smith et. al., 1997), the researcher was puzzled at the chasm between theory and practice
(Wubbels, 1992; Beveridge, 1997). Even sound learning theories which are well
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researched seem to have been lost to practice. Young (1965) and Shipman (1981) believe
that the over-abundance of jargon in research journals makes the advanced technology in
teaching and learning inaccessible to practitioners. Beveridge (1997) thinks that
pedagogical discoveries are frequently ‘distorted” when it comes to classroom practice
due the inclination of practitioners to seek simple and easily applied solutions. However,
the problem, Fullan (1991) argues, is more because these sound theories and principles of
teaching may not be translatable into practice, given the complexity of teachers’ hard
‘reality’.

It has been argued that the majority of the laboratory based research on teaching
methods, such as Piaget’s experiments, although being supposedly more ‘objective’,
‘reliable’ and ‘believable’, is conducted at the expense of a ‘reality’ where teaching and
learning behaviours are complex and subtle (Young, 1965, Van de Veer and Valsiner,
1991). The concept of a ‘control’ or ‘holding variables equal’ is simply unrealistic.
Furthermore, an experimenter or expectancy effect is not easily detectable and
controllable (Brown, 1986; Shipman, 1981)". In other words, being objective and reliable

does not necessarily mean being valid and believable (Kratochwill, 1979).

Another problem with reductionistic empiricism is the breaking down of holistic
behaviours into measurable units (Lowe, 1983; Van de Veer and Valsiner, 1991).
Vygotskii’s analogy (1965) elucidates this problem: when studying the effect of water (to
extinguish fire), one would have a different result if ‘the whole compound’ of water
(H,0) was broken down into ‘rudimentary units’, hydrogen (H) and oxygen (O), as both
unit-components ignite fire. In other words, the sum of the parts may not be equal to the
whole (Jones & Moore, 1995). Lunt (1993) claims that the challenge is in identifying

units that have properties of the central phenomena which a researcher wishes to explain.

The main problem of a positivistic research methodology is the neglect of the
‘unobservable’ such as cognitive rules, beliefs, attitudes and perceptions which are
important for explaining human behaviours (Lowe, 1983). Bryman (1988) questions the
appropriateness of the positivist ideology which stems from the natural science model as
a basis for acquiring knowledge in the social sciences. The orthodoxy of ‘proper science’

which embraces the objective, observable and measurable aspects of knowledge to the

* Expectancy/experimenter effect refers to a respondent responding or behaving in ways which s/he thinks
is the experimenter’s expected outcome. Brown (1986) suggests that this is caused by the unconscious
‘leak’ of non-verbal cues from the experimenter.
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exclusion of the subjective, covert and holistic nature of the social world has been
criticised for the past two decades. Lowe (1983) suggests that positivists should consider
qualitative methods such as interviews as secondary evidence and verbal accounts should

not be discounted because of potential reporting and recalling bias.

It is increasingly common for research to combine the two methodologies for their
complementary advantage (Bryman, 1988; Kale, 1994; Tam, 1993). The triangulation of
quantitative and qualitative research methods in Harris’ study discussed in detail above
shows that the two research approaches enrich the understanding of the phenomenon
(Cohen & Manion, 1994; Tam, 1993). Harris’ study (1993a), saliently points out that to
investigate teaching modes, research would need to start from a good understanding of
teachers’ concerns and perceptions. In this respect, Harris has demonstrated that the
interview is an effective tool to tap into the teachers’ implicit beliefs, attitudes and
perceptions, more so than empirical observations and questionnaires, although the three

methods complement each other.

4.1. Qualitative Discourse as an Appropriate Research Methodology

Choosing an appropriate research methodology means finding systematic and logically
coherent methods which will yield the best possible answers to the research inquiries,
bearing in mind the strengths and the weaknesses of the chosen methods. The foundation
of making such methodological choice is the underlying assumptions and the nature of

the inquiry bearing in mind the researcher’s contained subjectivity.

In this thesis, the focus of the current research is on teacher’s perceptions of the two key
concepts, namely enterprising teaching modes and enterprising behaviours drawing from
their day to day experience. Teachers’ experience, Harris (1993a) suggests, is socially
constructed. Bruner (1991) states that to understand how one’s experience and one’s acts
are shaped by one’s beliefs, a researcher needs to explore the social dimension in which
the actor’s beliefs are formed (Greetz, 1971). In order to carry out an in-depth
exploratory study, therefore, the social dimension from the teachers’ point of view needs
to be embraced by the ontological and epistemological foundation of the chosen research
methodology (Geertz, 1973).

Research into teachers’ beliefs, attitudes and perceptions of teaching approaches has

employed a combination of research methodologies such as questionnaires, interviews
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and observations (Bennett, 1976; Galton et. al., 1980; 1999; Harris 1993a). As argued
above, in exploratory terms, questionnaires and observations only allow indirect
inference to be drawn from the researcher’s superimposed knowledge of the actor’s
reality (Shipman, 1981), whereas discourse enables a more direct access to the actors’
beliefs and perceptions from their own standpoint (Burman & Parker, 1993; Kvale, 1994;
Burr, 1995). In this respect, the qualitative discourse methodology is regard as most

appropriate for the current exploratory study.

A semi-structured discourse procedure is used for the current research. It is a kind of
focused discourse in which the main themes of the research inquiry will guide the
discussion and the information gathered will have a direct bearing on the research
objectives. The open-ended questions give great freedom for informants to raise issues
naturally which are central to their concerns which may have been left out by the
researcher (Cohen & Manion, 1994). It is semi-structured so that the researcher can
accommodate both the key issues set out beforehand and the important relevant issues

raised by informants.

Burman and Parker (1993) identify the strengths and limitations of qualitative discourse
as a research tool. They believe that discourses allow a researcher a privileged position
for negotiating meaning with the subject in the social world. This makes the discourse a
more objective research tool in a sense that it reflects the real nature of the object
investigated by ‘letting the object speak’. The problem of reporting and recalling biases,
cognitive inconsistencies or even deception in a discourse can be checked by sufficient
discursive procedures and techniques. Kvale (1994) and Yin (1994) argue that by making
the procedures, techniques and data explicit, researchers and readers can examine these
biases or deceptions. This adds strength to the qualitative research methodology as
quantitative methods would just leave these problems unexplored (Kvale, 1994; Yin,
1994).

Another potential problem with discourse is leading questions which would mislead
answers. Burr (1995) argues that so long as orienting questions, discourse procedures,
techniques and responses are made explicit and are open to public scrutiny, deliberate
leading questions can be a good technique for orientating respondents in important
directions, yielding new discoveries and worthwhile knowledge (Yin, 1994).
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A common attack on qualitative discourse relates to bias in interpretation of findings:
different individuals might have different interpretations. Potter and Wetherell (1994)
demonstrate how different organisations of the discursive materials may lead to diverse
and contradictory findings. These researchers suggest that cross-referencing different
versions of interpretation is a way of achieving objectivity. Kvale (1994) further suggests
that the acquisition of different versions of interpretations is rather a richness and a
strength of discourse research since the more alternative interpretations that have been
presented and refuted, the stronger the remaining interpretations become, given that the

diverse perspectives and questions are made explicit and transparent to the reader.

The very strength of the qualitative discourse is its exploratory nature. Kvale (1994)
maintains that this method allows a continual flow of new hypotheses and re-
interpretations among informants. It substantiates an investigative concept of validation
(Glaser and Strauss, 1967) whereby validation is incorporated into the research process
with continual cross-references of the credibility and plausibility of findings (Potter &
Wetherell, 1994). Such a communicative and interactive approach enables the social
actors, the teachers in this case, to reflect upon and become aware of their implicit beliefs
and knowledge which influence their teaching behaviours. It can bring out the affective
and value-laden implications of the personal context in which idiosyncratic associations,
beliefs and perceptions become explicit, enabling an in-depth analysis and a systematic

reconstruction of phenomena.

There are three major shortcomings of the qualitative discourse research method:
researcher bias, labour intensiveness, and inadequate quantitative data for generalisation
(Burman & Parker, 1993; Bryman & Burgress, 1994; Kvale, 1994; Burr, 1995). Similar
to experimenter bias, researcher/interpreter bias is largely unintentional which however,
makes it more difficult to control. (Kvale, 1994). Kvale suggests that to minimise the
effect, a researcher needs to formulate explicitly and reflect upon his/her own
presuppositions, prejudices, procedures and questions asked in the discourses so as to
allows readers to judge the perspectives from which findings were arrived (Bryman,
1988; Yin, 1994, Sherrard, 1997). Kvale (1994) however admits that the absence of the

standardisation of procedures, techniques and treatment of data makes it hard for readers

> The problem of subjective interpretation of findings is not exclusive to qualitative research. It also
happens in quantitative/positivist research mostly dependent on individual researchers’ background and
assumptions (Shipman, 1981; Plutchik, 1983).
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to judge, particularly so when the variation of the standards of discourse researchers may

not be evident to readers.

Analysing qualitative data is considerably labour intensive (Bryman & Burgess, 1994;
Cohen & Manion, 1994). Seldom will qualitative research go beyond a handful of
informants. Quality is usually achieved at the expense of quantity. This also leads to the
third problem, that is generalisability. Nevertheless, Kvale (1994) argues that qualitative
data can enhance generalisability if the number of observations within a few intensive
cases is statistically adequate, or where the assertions of generalisation stem from a

strong theory, then a few intensive cases are enough to verify such assertions.

The present researcher maintains that generalisation and causation, in a positivist’s sense,
are important concepts in that they provide a means to indicate the magnitude to which
findings are shared among this particular social group, that is the degree of ‘universality’
in teachers’ perception towards an enterprising teaching approach and enterprising
behaviours. However, this thesis argues that at this exploratory stage, the more urgent
and important task is to ascertain an in-depth understanding of the key concepts which
are prerequisites for a quantitative approach to become viable. The researcher also
acknowledges the benefits of combining the two approaches (Harris, 1993a; Tam, 1993;
Kvale, 1994; Stevenson & Cooper, 1997). As mentioned before, qualitative research is
labour intensive and since the main thrust of the current research is qualitative, time
constraints have restricted the application of a combined methodology. Henceforth, after
a careful weighing up of alternatives, the adoption of a qualitative discourse
methodology is a result of the researcher’s rationality for the sake of achieving the

central proposal of the current research.

4.2. Integrating Quantitative Techniques in Qualitative Research

To identify and measure enterprising teaching modes and enterprising behaviours among
students involves the element of comparison. This brings in the idea of quantifying
qualitative data by utilising the concept of ‘ordinal scale’ for measurement (Plutchik,
1983; Tam, 1993). Plutchik (1983) explains that although the properties of events do not
always match exactly, it is often possible to indicate the magnitude to which behaviours
are differently exhibited between individuals. ‘Since the relative differences between

rankings are not specified, any set of numbers of increasing rank could be used’, Plutchik
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writes (1983, p.187). In psychology, rating of personality traits, ability and creativity

apply the same concept for measurement.

Kvale (1994) claims that quantified qualitative data is made amenable for statistical
treatment dependent on the type of phenomenon studied and the way in which qualitative
material is quantified. Tam (1993) argues that the combination of qualitative and
quantitative procedures is epistemologically desirable from a pragmatic philosophical
perspective. Quantification of qualitative data, according to Tam (1993) helps to throw
different light upon a phenomenon. Citing Campbell (1974, 1979), Tam (1993) posits
that quantified data can provide a useful check on qualitative data and thus enriches the
understanding of reality (Tam, 1993, p.25). Since different procedures can only capture

‘a slice of reality’, a combination of them is complementary.

A simple method of rating was eventually chosen for measuring enterprising teaching
modes and enterprising behaviours to provide easy implementation and gain potential
benefits as discussed above. The numeric representation enables the extrapolation of
teachers’ attitudes and practices towards teaching, and to compare enterprising
behaviours among students. It also allowed measurement and comparison along
behavioural dimensions. Teachers were asked to give behavioural examples before they
embarked on the rating exercise. This made their reasoning for ‘codifying’ behaviours
into numbers explicit. More importantly, teachers were asked to explain what the
difference in coding represented in real behavioural terms. Hence, three research
inquiries were set to examine the methodological soundness of using behavioural rating
scales to measure teaching attitudes and behaviours and students’ enterprising

behaviours:

e How do teachers rate their tendency towards ‘enterprising modes of teaching’?
e How do teachers rate their students’ ‘enterprising behaviours’?

e How reliable are the ratings for reflecting actual behaviours?

In the current research, quantified qualitative data was made secondary for the purpose of
illuminating the qualitative findings (Tam, 1993; Kvale, 1994). The quantitative data is
by no means substantial for generalising knowledge gain. By triangulating the qualitative
and quantitative data, the researcher was able to grasp the richness and complexity of the
phenomenon studied (Harris, 1993a; Tam, 1993; Kvale, 1994). This may then form a
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solid foundation for quantitative methods to follow. Meanwhile the current exploratory

study is discussed in detail in the following Section.

5. The Current Exploratory Study

5.1. Objectives

Three major objectives of the current study are summarised as follows:

1. to understand how the teaching profession perceives the two key concepts namely

‘enterprising modes of teaching’ and ‘enterprising behaviours’,

2. to seek operational definitions for the two concepts for measurement by means of

concrete behavioural descriptions provided by teachers,

3. to test the reliability of a behavioural rating scale as a potential measurement

Instrument.

5.2. Sampling

Ten informants were selected with the following two variables in mind:

s  ‘existing/absence of prior knowledge of enterprise education’

o the combined effect of ‘subject(s) taught’ and ‘level of teaching’

Table 5.2 below shows the profile of participants.

Table 5.2. Profile of Informants

Initials | Level of Subject EEE* | Years of Class Size | Organisa- | Syllabus
Teaching Teaching tional
Climate

AG University | Entrepreneurship Yes 25+ varied informal No
JaG University | Education Yes 25+ varied informal No
FO University [ Chemistry No 8 varied traditional Yes
wZ University | Applied Maths No 18 varied traditional Yes
JoG Secondary | English & Drama Yes 35 33 traditional Yes
RW Secondary | German/French Yes 2 26 informal Yes
NG Secondary | Chemistry No 35 28 traditional Yes
PD Secondary | Maths/Chemistry No 20 26 informal Yes
JR Primary RE co-ordinator Yes 35 32 informal Yes
SG Primary Science co-ordinator | Yes 2 28 informal Yes

*EEE stands for exposure to enterprise education
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A fundamental rationale for the sampling was to investigate whether informant’s
existing/absence of prior knowledge in enterprise education would have any impact on
their perceptions and pedagogical preferences. Harris (1993a), for example, has
suggested that training would have a positive effect on teachers’ adoption of enterprising
teaching approaches. Moreover, informants who have no prior knowledge of enterprise
education may also serve as ‘control group’ to tap into spontaneous understanding of the

concept of enterprise without the promoters’ influence.

Six out of ten informants had come across ‘enterprise education’ in varying degrees
through various means. Of these, two of the informants (AG & JaG) were from higher
education. AG had been directly involved in organising and promoting activities which
are associated with the ‘enterprise education’ concept as explored in Chapter 4. In
contrast, JaG who had also been a co-director of one of the enterprise initiatives
(Economic Awareness in Teacher Education) would not endorse the concept but was
rather antagonistic towards it, despite his previous involvement in an enterprise initiative.
Two (SG and JR) who taught at the same primary school encountered enterprise
education through INSET and had experience in running the yearly ‘enterprise week’ at
school. SG had also run enterprise projects in her teacher training course. Two (JoG and
RW) had no involvement in enterprise activity but minimal knowledge. JoG heard about
the concept through friendship with certain staff of DUBS. RW came to know about it
through one lecture in her teacher training course (PGCE). The remaining four
informants had no prior knowledge of enterprise education beforehand. Perceptions of
the two groups were contrasted to examine the influences of the variable ‘exposure to
enterprise education’. Among the ‘exposed group’, the effect of the degree of exposure

on attitudes and perceptions would be noted.

The second rationale for the sampling of informants was grounded in Bernstein’s well
established theory (1971) of ‘framing’, that is the pedagogical relationship between the
teacher and the taught in which the transmission of knowledge occurs. Strong framing,
according to Bernstein, reduces the students’ power over what, when and how they
receive knowledge. ‘Framing’ is largely influenced by individual teachers’ ‘subject
identity’ through the process of socialisation. Science subjects have a stronger subject
identity than other subjects. Such identity is strongest at university level, then at

secondary level, since teaching in secondary schools is controlled by university
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requirement. At primary level, they would have less control over the transmission of
knowledge.

Since enterprising modes of teaching seem to be located more in the progressive
pedagogy characterised by weaker ‘framing’, it was of interest to explore whether the
interaction between ‘subjects’ and ‘level of teaching’” would have an effect on teachers’
pedagogical choice. Then ten teaching practitioners were matched according to their
subjects and levels of teaching: two university lecturers from science, two from arts; two
secondary school teachers of science, two of arts; and two primary school teachers (one

science co-ordinator and one RE co-ordinator). 6

In line with Bemstein (1971), it was hypothesised that primary teachers would be more
willing to adopt an enterprising approach to teaching than their secondary and university
counterparts, while teachers of science would tend to adopt a more didactic approach

than teachers of arts and humanities.

Limitation of Sampling

It is obvious that the sample is too small to be systematically matched and randomly
allocated. Due to the labour-intensive nature of the discourse research methodology and
the constraint of time, this current research was limited to ten in-depth case studies.
Findings obtained from such a small sample could only contribute to the gaining of
insights into the phenomenon. Hence, results can by no means be quantitatively
generalisable to a greater majority. A much broader sampling would be required to verify
current findings and to test their generalisability. The objective was, however, to lay a
sound basis for in-depth understanding of the phenomenon in order to prevent confusions
and inconsistencies. This would lay down a more solid foundation for focussing future

research in a meaningful manner by use of a broader and more generalisable sample size.
5.3. Research Design and Discourse Procedures: (Appendix 3)

The discourse was semi-structured so as to ensure that important issues were discussed
while allowing flexibility for exploring other aspects which might have been overlooked
at the time. Each discourse took place in an informal situation, and was tape-recorded.

The length of each discourse lasted an average of approximately 2% - 3 hours.

¢ Teachers in primary schools teach all subjects.
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The discourse comprised two main parts. The first part dealt with ‘enterprising modes of
teaching’ and the second part concerned ‘enterprising behaviours’. Within each part, the
following structure was employed:

o Open-ended questions

o Comment on DUBS’ model

o Behavioural rating

5.3.1. Open-Ended Questions

Individuals’ spontaneous expressions or understandings of the two concepts were
explored prior to the discussion of the DUBS’ definitions. This avoided undue influence
from the DUBS’ model. The verbal accounts allowed firstly, the comparison between the
practitioners and the academic debate, and secondly, the comparison between the
practitioners’ view and that of DUBS’. Informants’ spontaneous definition might also
reflect whether the political consideration of enterprise existed naturally in their

perception.

5.3.2. Comment on DUBS’ Model

The DUBS’ definition of the two concepts was presented to informants. Participants
were asked to ‘think aloud’ on each dimension and comment on it based on their own
teaching experience. Behavioural descriptions (exemplars) were probed to back up their
views. The present author observes that when disseminating the model to schools, it has
been adapted in a different presentation. Since the current research was to do with
understanding teachers’ perceptions, the model presented to teachers in schools was used
for this purpose.

5.3.3. Rating of Enterprising Teaching Modes and Enterprising Behaviours

In the first part of the discourse, informants were required to rate their teaching styles and
the teaching styles of one colleague of their choice with the modified DUBS’ table
comparing didactic teaching and enterprising teaching. The two teaching approaches
were presented on a continuum with a scale of ‘0’ to ‘S’ on each side shown as follows
(see Appendix 3):
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Traditional Didactic Modes Ratings Enterprising Modes

Concept provided 5---4---3---2---1---0---1---2---3---4---5 Concept discovered

This was to see whether the ‘enterprising teaching modes’ could be identified as a
tendency among the mix teaching styles adopted by teachers. In order to investigate
whether teaching styles could be observed and recorded by means of numeric
representations, informants were asked to explain the meaning of different ratings

between themselves and their colleagues in actual behavioural terms.

In the second part of the discourse, participants were asked to rate two learners of their
choice on the scale of ‘1’ to ‘10, according to the list of enterprising behaviours collated
by Gibb (1993). ‘1’ represented low or non-existence and ‘10’ meant extremely high or
excellence. Again, this exercise helped investigate the feasibility of employing rating
scales based on behavioural descriptions for the purpose of distinguishing the extent of
enterprising qualities in learners. Teachers were asked to explain the way they ‘codified’
student’s behaviours with behavioural exemplars. Teachers were also asked to explain
how the difference in coding was actually exhibited in actual behaviours. This was to

examine how ‘accurate’ the numeric representation was in reflecting actual behaviours.

6. Methods of Analysis
6.1. Analysing Qualitative Data

Discourse analytic procedures are notoriously labour-intensive (Burman & Parker, 1993;
Burr, 1995). It involves sentence to sentence, word to word interpretation so as to
discover the ‘interpretive repertoire’ as a form of ‘symbolic action’ of the informant
(Burr, 1995). His/her position in the phenomenon and interaction with the social
structure are revealed through the process of ‘deconstruction’ (breaking the whole text
into small units) and then ‘reconstruction’ (re-building the whole from small meaning
units) from different perspectives of analysis (Burr, 1995). The following procedures
were adopted from Hycner to analyse the ten transcripts (in Cohen and Manion, 1994
p.293-6):
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10.

Transcription: having the discourse tape transcribed, noting not only the literal
statements but also non-verbal and paralinguistic communications.

Listening to the discourse for a sense of the whole: listening to the entire tape several
times and reading the transcription a number of times in order to provide a context
for the emergence of specific units of meaning and themes later on.

Delineating units of general meaning: crystallising and condensing what the
participant has said. This entails a thorough scrutiny of the text to elicit the
participant’s meaning.

Delineating units of meaning relevant to the research question: once the units of
general meaning have been noted, they are then reduced to units of meaning relevant
to the research question.

Clustering units of relevant meaning: determining if any of the units of relevant
meaning naturally cluster together; whether there seems to be some common theme
or essence that unites several discrete units of relevant meaning.

Determining themes from clusters of meaning: examining all the clusters of meaning
to determine if there is one (or more) central theme(s) which expresses the essence of
these clusters.

Writing a profile of each individual discourse: incorporating the themes that have
been elicited from the data in each discourse.

Identifying general and unique themes for all the discourses: looking for the themes
common to most or all of the discourses as well as the individual variations. Themes
that are unique to a single discourse or a sub-group of the discourses.
Contextualisation of themes: placing these themes back within the overall contexts or
horizons from which these themes emerged.

The study of omission: identifying themes which existed in the academic literature

but were not mentioned or not regarded as important by informants

In order to present the data in ways which highlight the findings for the central inquiry

while capturing new issues raised by teachers, research findings were analysed and

discussed in two levels: personal profiling and collective analysis. The first level was

the profiling of each individual’s perception. The method of triangulation was employed

for profiling individual participants with the view of a collective picture in mind. Within

each individual profile, comparisons among informants’ accounts were linked so as to

create a ‘continual discovery’ of the phenomenon studied. This was made possible by the

very nature of the qualitative discourse methodology. For instance, Participant A’s view

was found to be contradictory to the previous participant, B, during discourse. B’s view
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would be presented to A so as to clarify A’s perspective in response to B’s. In this way, a
‘superficial’ disagreement might be verified or rejected as consensus might appear as an
individual clarified their thoughts.

The second level is the collective analysis in which the similarity and differences
between individuals’ perceptions are compared and contrasted based upon the in-depth
individual profiling. Due to the bulk of the analysis, the collective analysis is presented
in the next chapter while individuals’ profiles are collated in Appendix 4 for reference.

The method of analysis is made explicit in the following section.
Profiling (See Appendix 4)

Before a collective analysis could be reached, the profile of each of the 10 discourses was
analysed. Individuals’ personal understandings and distinctive contributions towards
conceptual underpinning and methodological appropriateness were highlighted. In order
to analysis such rich qualitative data, each profile contains the following structure of

presentation:

e Personal Background: A participant’s personal background was outlined i.e. his/her
‘subject(s), level and years of teaching’, ‘perceived organisational climate for
teaching’ and © exposure to enterprise education’. This was to show the experience

from which his/her opinion towards the subject matter stemmed.

o Fundamental Understandings of Enterprise: An overall impression of enterprise
was distilled from the whole discourse. This was to reflect the informant’s overall
understanding of the term ‘enterprise’ and how such understanding might interfere
with the contextual meaning of ‘enterprising modes of teaching’ and ‘enterprising

behaviours’ in the educational setting.

o Definition of ‘Enterprising Teaching Modes’: Three aspects of analysis were

triangulated (see Figure 4.1):
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1) Personal Definition
2) Comments on the DUBS’ Model
3) Rating of Teaching Tendency of the participant and a chosen colleague

1) Personal Definition: Each informant’s spontaneous definition revealed his/her
interpretation of ‘enterprising modes of teaching’. It was then placed within the
academic debate in the literature in order to investigate the consistency between

theory and practice.

2) Comments on the DUBS’ Model: The DUBS’ model divided the global concept into
eleven local dimensions containing actual teaching attitudes and practices which
were defined as ‘enterprising learning modes’ in comparison with ‘traditional
didactic modes’ (see Appendix 3). Each of the local dimensions was scrutinised in
order to examine the appropriateness of implementing these dimensions as
operational definitions for ‘enterprising modes of teaching’ in future empirical
studies. The individual informant was able to comment critically on these
dimensions based on their belief and preference which helped considerably in

grounding the concept and modifying the model.

3) Rating of Teaching Tendency: Every participant was asked to rate his/her own
teaching tendency using the DUBS’ table. S/he then was requested to choose a
colleague and rate the colleague’s teaching tendency with the same table. The rating
along each dimension was originally designed to test the validity and the reliability
of the rating methodology in reflecting actual teaching attitudes and behaviours. By
rating a colleague, the aim was to test the feasibility of implementing the DUBS’
table as a behavioural checklist (unit analysis) for the purpose of observation for
future empirical studies. Most interestingly, the verbalisation of individuals’
thoughts while they were doing the rating exercise unfolded different criteria used
for self-rating and rating of their colleague. These verbalised thoughts have
constituted a fascinating source of information which has illuminated the concept

and the methodology thoroughly.
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Figure 5.1. Analysis of ‘Enterprising Learning Modes’ by Triangulation

Personal
Definition

the extent of association
between attitude and
teaching approach

the extent of shared meaning
between the practitioner
and the promoter

Ranking Comments
of (3 (2) on
Teaching Tendency DUBS’ Definition

the extent of consistency
between preference (belief)
and actual practice (behaviour)

4) Triangulation: The triangulation of the three aspects gives a holistic picture of the
concept as depicted in Figure 4.1 above. The comparison between 1) and 2) was to
investigate the extent to which the meaning of the concept was shared among the
practitioner and the promoter (DUBS). The contrast between 2) and 3) cross-
examined the consistency between participants’ preference in teaching style (belief)
and their actual teaching practice (behaviour) in retrospect. It was when their actual
classroom practice was called into investigation that deeper reflection of the value
and practicality of the DUBS’ definition was discerned. Finally, the comparison
between 3) and 1) looked into the extent of association that existed in the
individual’s actual teaching approach (action) and his/her general attitude towards
enterprise (attitude). In order words, it explored the possible conflict or consistency

between one’s conception of ‘enterprise’ and his/her teaching approach.

e Definition of ‘Enterprising Behaviours’: Using the same approach as above, three
aspects of analysis were employed:

1) Personal Definition

2) Comments on the DUBS’ definition

3) Rating of Two Learners (clients, students or pupils) taught by the participant
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1) Personal Definition: Individuals’ personal understanding of the global concept of
‘enterprising behaviours’ were explored in order to assess the degree of congruency
or otherwise of the meaning as existed in the literature. Informants were asked to
give detailed behavioural descriptions to explain their definition. The behavioural
descriptions have provided a valuable source of comparison between the
practitioners’ and academics’ views which shed some light upon the debate of the

subject matter.

2) Comments on the DUBS’ Definition: Gibb’s list of enterprising behaviours (1993)
which was comprised of thesaurus definitions and the definitions gathered in
numerous workshops over a decade altogether constituted twenty-five categories of
enterprising behaviours. These categories became rich topics for discussion.
Participants’ comments and behavioural descriptions for each of these categories
were extremely useful for clarifying the concept. Links/overlaps/synonyms/similar
behavioural descriptions were illustrated among categories using colour coding
(refer to Appendix 5). A core constellation or a central theme of enterprising
behaviours emerged. The relationship between enterprising behaviours, skills and
attributes was explored. Methodologically, this also helped to simplify the laborious

list into a neat set of operational checklists.

3) Rating of Two Learners: The rating of two students of the informant was carried out
in order to test the strength of the methodology, that is the validity and the reliability
of quantifying learners’ enterprising behaviours which were predominately
qualitative in nature. It also demonstrated how individual teachers could
discriminate the ‘amount’ of each of these enterprising qualities demonstrated by

students in terms of numeric expressions.
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Figure 5.2. Analysis of ‘Enterprising Behaviours’ by Triangulation

Unprompted
Definition

consistency v.s. change
of original attitude

fullness v.s. fuzziness
of the DUBS’ concept

Ranking Comments
of on
Two Learners DUBS’ Definition
global concept (+behavioual descriptions)
V.S.
local rank

4) Triangulation: The triangulation of the three aspects of analysis elucidated the
concept of enterprising behaviour (refer to Figure 4.2 below). The contrast between
1) and 2) examined the fullness vis-a-vis fuzziness of the concept. In other words, it
revealed the extent to which the DUBS’ definition embraced each individual’s
definition while bearing in mind the danger of the term ‘enterprising behaviours’
becoming tautological, meaning any desirable behaviours perceived by participants.
The comparison between 2) and 3) was to show the extent to which their comments
on DUBS’ categories were consistent with their rating behaviours. The
inconsistencies detected from the comparison provided important insights into the
epistemological problem of the concept and the potential weakness of the rating
methodology which will be discussed in later chapters. Finally, the contrast between
3) and 1) was to indicate how individuals’ original attitude towards enterprising
behaviours had been maintained or modified during the course of the discourse. The
central theme of enterprising behaviours perceived by participants was thus re-

captured.

e Relationship between ‘enterprising modes of learning’ and ‘enterprising

behaviours’: Having thoroughly analysed the two concepts, the degree to which
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they were associated was placed under scrutiny. No direct questions were asked as
to whether individuals thought that enterprising modes of learning caused or
enhanced enterprising behaviours. However, in most cases, sufficient inference was
drawn by contrasting individuals’ personal definitions for the two concepts. The
contrast showed whether there was a sense of continuity between the two
definitions.
The above structure of analysis systematically helped tease out many confounding
issues surrounding the two concepts. The critical generic issues arising from
individuals’ contributions were highlighted in italics in a box and will be reviewed
collectively. Note that the procedures in the structure are flexibly applied to tailor for
individual differences. Collective results based upon these individual profiles of

analysis are presented in the next chapter.

6.2 Analysing Quantitative Data’

The quantitative data were collected in the form of ordinal ranks from the three rating
exercises (self-rating of teaching modes, rating of a colleague’s teaching modes, and
rating of two students’ enterprising behaviours). Since the treatments of these ratings for
analysing teaching modes and enterprising behaviours were different, they are discussed

separately below.
Teaching Modes

Altogether, 17 sets of ratings of teaching styles were collected comprising ten sets for
self-rating and seven for colleagues. For the purpose of statistical analysis, the ratings
assigned to the ‘traditional didactic’ side were treated as negative values while the ratings
assigned to the ‘enterprising’ side were treated as positive values (refer to Table 6.1 in
Chapter 6, p.155). Horizontally, the total sum of the ratings became an individual’s ‘final
score . A negative final score represented a didactic tendency and a positive final score
represented an enterprising tendency. The more positive the final score, the higher the

tendency towards an enterprising teaching approach; and the more negative, the higher

” The present researcher is aware that the sample size in this exploratory study is too small to sustain a
reliable statistical analysis. Nevertheless, the number of observations was enough for simple correlation
only (Plutchik, 1983; Kvale, 1994). As argued earlier in this chapter, the quantitative data was only
secondary for the purpose of offering a different perspective to qualitative findings.
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the tendency towards didactic teaching. The correlation between the final scores and
individual scores in each dimension was then calculated using the Spearman correlation
for non-parametric data. This is then followed by the Pearson Correlation Coefficient for
verification and presentation. Together with correlations among dimensions, the
possibility of a core cluster for enterprising modes of teaching will be discussed in the

next chapter.

Vertically, the total sum of the ratings (Zn) showed the overall tendency of all participants
on that particular mode of teaching. A negative rating signified that the didactic mode
was dominant and a positive rating meant that the enterprising mode was dominant. The
dominance of a particular mode was related to the magnitude of the ratings. Ratings were
also classified into three levels. Ratings of ‘0’, -1’ and ‘1’ fell in the neutral/minimal
level. Ratings of *-2°, ‘2°, *-3” and ‘3’ fell in the moderate level; and ratings of ‘-4’, ‘4’,
‘.5” and ‘5’ fell in the extreme level (refer to Table 6.2 in Chapter 6, p.155). Frequency

of ratings was counted to indicate the degree of extremity in individuals’ rating.®
Enterprising Behaviours

Nine informants’ were able to rate two students of their choice. Hence 18 sets of ratings
were collected. Students’ total scores were correlated with the individual ratings using
the Pearson Correlation Coefficient. Together with the correlation among individual
enterprising categories, the possibility of a core cluster of enterprising behaviour is
examined and discussed in the next chapter. A test of the internal reliability of the cluster

is also analysed.

7. Limitations of the Current Research

The purpose of the current research was to gain insights into the two concepts of
‘enterprising teaching modes’ and ‘enterprising behaviours’. By adopting the discourse
research methodology, substantial progress has been made in this respect. However, the
limitations of the discourse methodology also need to be acknowledged. The extremely

laborious nature of discourse analysis together with the limited time frame of Ph.D.

® Since both the positive and negative values coexisted along the same dimension, Zn itself would not be
able to reflect the frequency of ranks as such (e.g. -1 + 1 =0 = -4 + 4; while rating ‘-1°/ ‘1" is a low
tendency in comparison with rating ‘-4’ or ‘4°).
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research has restricted the scope of the current study to the ten intensive cases. Findings
from such a small sample provide little basis for generalisation. A further methodological
problem was the heavy reliance on informants’ language which could only reflect
informants’ beliefs in their own teaching behaviours as opposed to actual behaviours.
Similarly, thetr observations of their students’ enterprising behaviours might be

stereotyped and subject to recalling and reporting bias.

In order to minimise these biases and maximise the correspondence between beliefs and
behaviours, a behaviourally based interview technique together with continual
interpretative validation procedures (Kvale, 1994) were crucial. Informants were
constantly probed for behavioural exemplars throughout the interview. In the first part of
the discourse where informant’s personal definitions of the two concepts were elicited,
they were asked to give solid behavioural descriptions to back up their definitions. In the
second part of the discourse, when the DUBS’ model was presented and they were asked
to comment on it, examples of concrete behaviours were requested from them to back up
their claims. Informants, for example, were asked to give behavioural descriptions for
each of the twenty-five enterprising categories in the list. Informants had to describe in
behavioural terms what students do to show that they have demonstrated each of these
behaviours’ (e.g. ‘actively seeking to achieve goals’). Substantial behavioural accounts
and events were elicited in this way, with the exception of the occasional situational
constraints in which some enterprising behaviours were not directly observable from
their interactions with students. In the third part of the discourse, informants were also
asked to ‘think aloud’ when they were rating their own teaching behaviours and when
they were rating their students’ enterprising behaviours, again, with emphasis upon clear
illustrations of behavioural events given. Moreover, discussants were asked what had
constituted differences in their ratings of their own teaching style and that of their
colleagues, and their ratings of two students, when the verbalisation did not immediately
indicate obvious differences in behaviours. Very often, more specific behavioural events

were vividly described to qualify the rating.

This process of continuous probing enabled informants to deeply reflect on, and become
aware of, their own behaviours and the legitimacy of their recall of their students’
behaviours. When inconsistencies arose, informants were required to clarify them. Most
often, what appeared to be inconsistent to the researcher was in fact consistent to the
informants themselves since the researcher and the informants might be interpreting

behaviours differently using different ‘referent points’. Where true inconsistencies
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existed, discussants were able to re-evaluate their recall and discover the likely shift of
direction or association. Furthermore, the discourse procedures were made transparent

for the scrutiny of the reader so as to ensure accountability.

It is acknowledged that however prudent the discourse procedure is, biases can only be
minimised and not removed. This applies also to the seemingly objective measures such
as participant observation and inter-observer reliability. Nevertheless, it is recognised
that bringing in independent observers and use of methods of triangulation would give
additional perspectives to examination of the phenomenon and would increase credibility

in this sense. This could be the next step in research and development.

8. Summary

In this chapter, the central research questions proposed for the current exploratory study
were critically reviewed. Harris’ study (1993a) has provided important insights into
guiding the conceptual and methodological investigation of the current thesis. A critical
review of the researcher’s rationality for choosing a qualitative discourse research
methodology was then discussed. Qualitative discourse research methodology was found
to be the most suitable for the exploratory nature of the research inquiry outlined and
highlighted although the limitations of this methodology are also acknowledged. The
techniques of quantifying qualitative material were also argued to have not only
complemented the exploratory procedures, but also have provided a useful means of
developing a potentially effective measurement and comparison of qualitative
behaviours. Based on this epistemological ground, the current research design was
constructed and the methods of analysis were discussed. While individual profiles are
collated into Appendix 4, collective analysis and discussion of findings is presented in
the next two chapters. Discussion on ‘enterprising teaching modes’ is presented in

Chapter 6 and discussion on ‘enterprising behaviours’ in Chapter 7.
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Chapter 6
Discourse Analytic Results:

A Collective Discussion on Enterprising Teaching Modes

1. Introduction

In this chapter, the collective results of the ten discursive cases concerning
‘enterprising teaching modes’ are discussed. The research questions surrounding the

concept are recapitulated as follows:

-]

What does ‘enterprising teaching modes’ mean to teachers?

(Do teachers perceive a political/industry overtone in ‘enterprising teaching modes’?)

o What are teachers’ perceptions of the DUBS’ definition of enterprising teaching
modes?

(Is it an adequate concept? What are the factors affecting its application?)

-]

To what extent can ‘enterprising teaching modes’ be identified from day to day
teaching experience
(Can an enterprising teaching approach be distinguished among mixed teaching styles)?

o  How reliable is behavioural rating for measuring teaching tendency/orientation?

Both the qualitative and the secondary quantitative data contribute towards an in-
depth understanding of the notion of an enterprising teaching approach. First of all,
teachers’ spontaneous definitions of enterprising modes of teaching are analysed.
These spontaneous answers elicited some interesting implications for the social
construction of the meaning of enterprise. This follows on to the discussion of
teachers’ perceptions of the DUBS’ definition of enterprising teaching modes in
comparison with traditional didactic teaching modes. How these approaches can be
measured is investigated in terms of teaching tendencies. The limitations of the rating
methodology in the measurement of these tendencies are identified. Overall, the
intensive discourses generated a great deal of interesting thought and feedback on the
DUBS’ approach to enterprising teaching.
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Contrary to existing research findings which treat enterprising teaching approaches as
an independent concept, in dichotomy with didactic approaches, the current
exploratory findings suggest that an enterprising teaching tendency is a relative
construct in a continuum with a didactic teaching tendency. While existing research
findings generally suggest that enterprising teaching modes are less effective in
teaching factual knowledge, informants in this research believed that the enterprising
method was more effective in enhancing deeper level of learning. Meanwhile, the
didactic method was perceived as an important foundation for this higher-order of
learning to take place. The two approaches were thus considered as complementary.
However, different individuals were found to have different dispositional beliefs
towards the two approaches. Factors affecting their beliefs and subsequent teaching
styles are identified. The rating methodology can be used to chart teachers’ teaching
tendency in their day to day teaching experience (using the DUBS’ concept of
enterprising teaching).

2. The Meaning of ‘Enterprising Teaching Modes’: Personal Definitions

The open-ended question: ‘What do you think enterprising modes of teaching mean?’
probed for informants’ spontaneous definition of enterprise without undue influence
from the DUBS’ or any other interpretations.

From the six informants who had prior knowledge of enterprise education, the
definitions provided embraced a mixture of central themes concerning student
development (responsibility, social skills and independent thinking), learning modes
(learning from feedback, interactive learning, student-centred learning, etc.), learning
activities (cross-curricular or project work, predominantly fund raising) and broader
aims (transition to work and awareness of industry).

The question was about ‘mode of teaching’ but the answers generated from these 6
informants embraced the aims of education (referring to the central themes of student
development and broader aims) more so than the modes of teaching (referring to the
themes of learning modes and activities). This finding supported the findings of
Bennett (1976) and Au (1991) that teachers’ ideas of teaching and consequently their
teaching styles are closely associated with teachers’ general belief in the function of

education. JoG’s own definition best demonstrates this association:

“I think it 1s putting the ball in the kids' court, and getting them to think for
themselves and to develop ideas that are not spoon fed to them... to
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encourage kids to use education as a kind of step up for what they are
going to do when they leave school, and to encourage independent thinking
and social skills and taking their main chance when it comes up.” (JoG)

Among these six informants, only two (JR, SG) spontaneously related enterprising
modes of teaching with learning through enterprise activities and industry. They
happened to be the only ones from the sample who had received training in running

enterprise activities.

For instance, SG’s definition of enterprising teaching modes was embedded in the

popular enterprising activities of the late 1980s and early 1990s:

'To me, it means making children aware of what it's going to be like in industry,
preparing for when they are older, the whole progress of planning, producing, selling
and buying, and getting finance together, if we take it to the extremes,... you've got to
plan your thing and it's a good way to get them to think, so it's a good learning
strategy.' (SG.)

Both SG and JR believed that children in primary school should be in touch with
industry ( ‘real life’) and enterprise activities provided them with the opportunities to
do so. Such belief was in line with that of the enterprise promoters’. Notice that these
two teachers’ came from the same primary school which had actively participated in
enterprise activities. Hence, their understanding of enterprise could have been a result
of their attendance at enterprise training and a supportive environment for this kind of

approach from the school.

While these two informants thought that it was a good learning strategy and that it
was important for children to learn about industry, two other informants (JaG, RW)
had reservations about the association of enterprise with business. RW totally rejected
the relevance of the business association of enterprise in education. JaG found that
such an association was a source of conflict. Although he acknowledged the positive
aspects of enterprise activities run in school, he claimed that these activities had
existed previously before being ‘usurped’ or ‘re-defined’ under the term ‘enterprise’.
Consequently, he questioned the legitimacy of such re-labelling. Moreover, he
suggested that before the usurpation, those activities were purely a context for

learning without the attached objective of understanding business/industry.
It happens that both RW and JaG were from the same School of Education at the

same university. This particular school has been known for its critical views towards

enterprise education as a whole. JaG was a lecturer and RW finished her PGCE
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course a year before the interview. Nevertheless they still regarded enterprising
teaching approaches as effective. RW mentioned the importance of being an

enterprising teacher:

‘Enterprising teachers take risks in teaching. They are adventurous, creative and
innovative. They give pupils independence, make the groups interact, create an
atmosphere for them to come out of their shell, challenge their limit in order to push
them further then they think they can reach.’ (RW)

Among the four informants who had not been exposed to enterprise education, only
one (FO) associated enterprising modes of learning with interactive learning. The
other three did not give a definition as such but vaguely associated it with 'new
technology used in teaching', ‘trying something new’ or just 'a different way of

teaching'.

Implications for the Concept of Enterprise

Three major implications concerning the concept of enterprise can be drawn from the

above discussed as follows:

1. The association with political rhetoric promoting business/industry dimension of

enterprise was largely absent.

It was argued earlier that the concept of enterprise has been criticised by some
educationalists (e.g. Bailey, 1991; Coffield, 1991; Hyland, 1991) as being used as the
currency for radical change of the educational system in order to cure Britain’s
economic ills through political rhetoric. They argue that enterprise values ‘income
generation” and ‘input/output efficiency’ are in contradiction with the concept of

education which operates within the notion of social obligation (Keep, 1991).

In the informants’ discourse, however, the political agenda assumingly closely
attached to enterprise was largely missing at a practical level. Only one informant
(JaG) directly associated the concept with the government’s rhetoric which defined

enterprise as ‘wealth generation’ to solve the nation’s economic problems'.

' Note that JaG was a member of the academic community.
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While the political rhetoric of enterprise was largely absent from the discourses, the
industrial dimension of enterprise was seen in different ways. Of those who had come
across enterprise education, two opposite views were offered reflecting the long-
standing debate surrounding a utilitarian approach to education. Whether enterprise
education is viewed as a result of political rhetoric subordinating industry needs, or a
correct educational policy decision responding to the need felt by the teaching

professions, seems to reflect personal philosophies.

The view of those who had been exposed to enterprise education before contrasts
sharply with the others. None of the four informants (WZ, FO, NG and PD) who had
no prior knowledge of enterprise, related the concept to industry/business. This
finding suggests that a business/ industry association was not inherent to basic
meaning of enterprise. This finding contradicts somewhat Iredale (1992) and
Cotton’s (1993) questionnaire survey results which discovered that the association of
the DUBS’ model of enterprising learning with business and the capitalistic culture

hindered its development in schools.

It is possible that the absence of any pronounced political/industry perceptions was
the result of a difference in research focus and method. The model presented here to
the informants for steering the direction of the discourse was predominantly a
pedagogical one. Arguably, if the political concern was a strong factor in teachers’
perception, informants would have articulated it spontaneously. Yet, only one

informant (a lecturer in education) mentioned his unease with the political imperative.

2. Enterprise does not readily inspire thinking about pedagogy.

The enterprise protagonists claim that enterprise enshrines an important and relevant
context and content for learning emphasising the potential effect of re-instating the
intrinsic motivation to learning which would lead to greater insight into knowledge
and the development of enterprising behaviours (Bridges, 1991; Gibb, 1993;
Jamieson, 1989).

Out of the ten spontaneous answers, only two university lecturers (AG, JaG) both of
whom had directed nation-wide enterprise programmes could relate ‘enterprising

modes of teaching’ with a student-centred approach and experiential learning. The
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two primary teachers (JR, SG) who had attended enterprise workshops through
INSET associated the concept tightly with the enterprise activities (fund raising
projects) which they conducted at school. Although they were aware that these
activities were a kind of learning strategy which differed from usual teaching
activities, they left the actual strategy unexplained (They only described how those

activities were run).

The two informants (JoG, RW) who had minimal contact with the subject matter
requested clarification of the question. They were not sure what ‘enterprising modes
of teaching’ were. However they had no difficulties in describing what they perceived

as an ‘enterprising teacher’ with personal attributes frequently used in literature.

Out of the four informants (WZ, FO, NG and PD) who had not been exposed to
enterprise education, only one (FO) was able to associate the term with ‘interactive
learning’, one of the ‘modes’ of teaching regarded as enterprising by the promoters.
The other three were unable to tell what it was about but vaguely assumed it as
another innovation in teaching methods. Overall, it is clear that the word ‘enterprise’

does not readily inspire a line of thought relating to pedagogy.

3. The word ‘enterprising ' denotes behaviours and associated attributes.

Among the four teachers who had come across enterprise education, the word
‘enterprising’ was closely associated with certain actions, behaviours and the
subsequent behavioural attributes. The two (JR, SG) who had participated in
Enterprise workshops could not explain what ‘teaching modes’ were involved. Only
in describing those learning activities were the enterprising teaching modes inferred.
Moreover, when the interview proceeded to discuss ‘enterprising modes of learning’
presented by the DUBS’ model, they both requested reassurance from the interviewer
that they were not ‘off track’ due to the apparent unfamiliar interpretation of
enterprise into ‘learning modes’ instead of ‘activities’ in which they had anchored the

meaning.

JoG and RW who had minimal contact with enterprise education could not deduce the
literal meaning of the term. However, they easily gave detailed account on how they

perceived an enterprising teacher would teach using the approach identifiable in
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‘enterprising modes’. In other words, it requires an ‘enterprising teacher’ to
implement those progressive teaching modes. Although the behaviours and
behavioural attributes associated with the enterprising teacher seem to underpin the
pedagogic approach termed ‘enterprising’, the meaning of the complete expression
‘enterprising modes of teaching’ appeared blurred to the teachers. No direct semantic
association was made between ‘enterprising’ and ‘modes of teaching’. This implies
that the word ‘enterprising’ readily denotes behaviours and subsequent behavioural
atiributes to the person (enterprising teacher)’, leading only a ‘second-order’

inference that teaching enterprisingly means adopting progressive teaching modes.

Summary

For those who had never previously come across ‘enterprise education’, the concept
of enterprise seemed to be a neutral concept which did not readily provoke a
connotation towards a pedagogical understanding, nor was it related to a political
driven concern for business. Of those who had been exposed to it, all accepted the
‘desirable’ aspects of enterprise including the two informants who had reservations as
to its association with business. Among all ten participants, only one (JaG), the

lecturer in education, related enterprising teaching to the political debate.

The meaning of ‘enterprising modes of teaching’ as socially constructed among
informants in this exploratory study showed that the political association of enterprise
was largely absent (Gibb, 1993). For those who had come across enterprise education,
political implication was not as important as how the meaning of ‘enterprising
teaching modes’ could be utilised to achieve their ultimate belief in education or the
aims of teaching that concerned them (Bennett, 1976; Au, 1991).

3. Teachers’ Perceptions of the DUBS' Definition

In investigating how the DUBS’ interpretation of enterprising teaching modes was
perceived by teachers in terms of their day to day teaching experience, the dichotomy
table used in the DUBS’ teaching support materials was shown to the informants (see
Table 1 in Appendix 3, p.273). It contrasted the traditional didactic teaching modes

* This finding is coherent with the finding of ‘enterprising behaviours’ on which most of the informants
were able to give their own definition without problems.
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with enterprising teaching modes. Teachers were asked to comment on it. They
tended to give short remarks on some dimensions and more precise statements of
opinion on those with which that they agreed or disagreed strongly. It was when they
were rating their teaching practices according to the modified table of continuum that
they articulated deep reflections of their beliefs and practice in association with the
social and cultural environment in which the meaning of teaching was shaped (see
Table 2 in Appendix 3, p.274). Perceptual change was observed. When they were
rating their colleague’s teaching styles, a different perspective emerged, as they
changed from the role of an ‘actor’ to that of an ‘observer’ (see Table 3 in Appendix
3, p.2795).

To present such rich discourse, the method of triangulation was employed

incorporating the three components discussed above, that is:

e informants’ comments made upon the presentation of the DUBS’ table;

e informants’ reflective articulations made when rating their own teaching styles
and their colleagues teaching styles along a continuum

e statistical analysis of ratings

The collective discussions on each dimension (D) can be interpreted as follows:

D1: ‘learning from lectures’ - ‘learning from debates and discussions’

When presented with the two extremes in the DUBS’ table of dichotomy, all
informants agreed that ‘learning from debates and discussions’ was a better way of
learning than ‘learning from lectures’. JoG criticised that ‘learning by lectures’
required ‘no participation’ and SG thought that ‘it doesn’t work’. PD further
complained that

‘...it's amazing the number of times I've been to hear somebody talking about
practical work in the class, experimentation in the classroom, and they are standing
up there talking rather than getting people involved, rather than “leamming from
debates and discussions”.” (PD)

However, in practice, when the two sides were presented in a continuum, and
participants were asked to reflect on their practice, all believed that both approaches
served different purposes in teaching. When rating his own teaching style, PD
changed his attitude slightly:

‘...I couldn't possibly say that there's nothing in the left hand column that isn't at a time
appropriate.’ (PD)
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JoG also admitted that pupils ‘learn a little bit from lectures’. All scientists in this
sample mentioned the importance of ‘learning from lectures’ for delivering basic,
core information (WZ, FO, NG, PD) and ‘to get started’ (JoG, SG). Furthermore, FO
suggested that lectures were essential in teaching Science, while debates and

discussions suited Social Science more:

‘...a hard core science subject like Chemistry... does need a certain amount of
straight forward lecturing because there are some core facts really which need to be
delivered... whereas, I think, other subjects like... politics or theology or psychology
could very well lend themselves to the type of teaching where there're open debates
and discussions” (FO)

FO also stated that her actual teaching practice varied mainly according to the type of
classes allocated in the time-table. Debates and discussions happened more in
tutorials. NG, a science teacher at secondary level, also mentioned that debates and
discussions could happen in a double lesson but were not possible in a single lesson

due to lack of time.

Generally speaking, ‘learning by debates and discussions’ was given a higher value.
For instance, FO and NG suggested that active participation as such could ‘make

[students] think’. As a result, students would remember better or learn more.

The above qualitative data can be contrasted with the quantitative ratings. Table 6.1
below shows informants ratings on teaching modes. ‘5’ signifies an extreme of
enterprising rating, ‘-5’ signifies an extreme of didactic rating. A total final score is
the sum of all the ratings of an individual. An adjusted final score is the sum of
ratings excluding the dimensions shaded grey as they are identified as value-laden
and have low internal consistency with other dimensions (detail discussion in Section

5.3, p.179). Zn is the sum of ratings from all informants in each dimension.

In Table 6.2 below, ratings are classified into 3 levels. A rating of ‘0°, ‘1’ or ’-1’ is
regarded as a neutral or low level of rating since it indicates a sl/ight preference
towards either the enterprising or the didactic side. A rating of ‘2°,’-2°, ‘3’ or -3’ is
regarded as a moderate level of rating since it indicates a clear preference towards
one side. A rating of ‘4’, *-4’, ‘5’ or ‘-5’ is regarded as an extreme level of rating

since it indicates a strong preference towards one side. The figure in each cell is the

? This statement also implies that teaching approaches are subject specific. This proposition is further
explored in Section 4.2, p.169.
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frequency of ratings. In D1, within the neutral/low level, no rating of ‘0’ and 1 rating

of ‘1/-1’ is recorded. Within the moderate level, 2 ratings of ‘2/-2’ and 5§ ratings of

3/-3’ are recorded. Within the extreme level, 2 ratings of ‘4/-4’ and no rating of ‘5/-

5’ are recorded. Altogether, the highest frequency of ratings is found within the

moderate level with 7 ratings (n=7). Readings in bold indicate the level with the

highest frequency in each dimension.

5 = extreme rating on enterprising modes; -5 = extreme rating on didactic modes, 0 = neutral

Table 6.1. Informants’ Self-Rating of Teaching Styles

‘Final scores — total’ = total sum of ratings in all dimensions (D1-11).
‘Final scores — adjusted’ = total sum subtracted by ratings in D7, 8,9, and 11

DI D2 D3I D4 D5 D6 D7 D8 D9 DI0 D1t Final Scores
Self Total Adjusted
AG 3 2 4 5 2 4 2 2 4 3 4 35 23
JaG 4 4 5 4 4 3 4 4 5 4 - 41 28
WZ -3 1 -5 -4 -4 -4 4 3 0 -4 5 -11 -23
FO 1 1 -2 -2 -1 -1 2 1 1 -3 2 -1 -7
JoG 3 3 2 4 0 -3 4 5 1 0 4 23 9
RW 3 4 -1 1 -1 1 —4—2 -3 4 4- 10 3
NG 2 3 2 0 -2 -3 1 -4 0 -3 5 1 -1
PD 4 4 4 3 1 1 4 5 5 4 5 40 21
JR -3 -3 -4 -4 -4 -5 5 5 5 -4 -4 -16 -27
SG 2 3 2 0 0 -3 5 5 5 -4 5 20 0
(Zn) 16 22 7 7 -5 -10 35 28 23 -11 30 142 26
Keys:
D1: ‘learning from lectures’ - ‘learning from debates and discussions’
D2: ‘passive role as listener’ - * learning by doing’
D3: ‘concepts provided’ - ‘concepts discovered’
D4. ‘learning by texts and notes’ - ‘interactive learning’
DS5: ‘feedback from the teacher’ - ‘feedback from each other’
D6 ‘sessions programmed’ - ‘sessions flexible’
D7: ‘mistakes feared’ - ‘mistakes learned from’
D8. ‘teacher infallible’ - “teacher learns’
D9: ‘teacher = expert’ - 'teacher = facilitator’
D10: ‘learning objectives imposed’ - ‘learning objectives negotiated’
D11: ‘attention mainly on knowledge’ - ‘attention equally on knowledge and skills’
Table 6.2. Frequency of Ratings
Figures in cells are number of observations (frequency) against level of rating on each dimension
Levels Rating (D1 D2 D3 D4 D5 D6 D7 D8 D9 D10 Diil Total
Neutral/ 0 2 2 2 1 1 8
Low 1/-1 1 1 1 3 3 1 1 2 15
Moderate 2/-2 2 4 1 2 2 2 1 15
3/-3 5 3 1 4 1 1 3 22
Extreme 4/-4 2 2 4 3 2 5 2 1 6 4 34
5/-5 1 1 2 4 4 4 16
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In Dimension 1: ‘learing from lectures’ - ‘learning from debates and discussions’,
individuals’ opinions are consistent with the statistical analysis. An analysis of their
ratings confirms that 8 informants favour ‘learming by debates and discussions’
(Zn=16). Table 6.2 shows that the majority of ratings fall within the ‘moderate’ level
indicating a moderate tendency towards the enterprising side. Referring to Table 6.3
below, the Pearson Correlation Coefficient shows that ratings on D1 were
significantly correlated (p=.001) to individuals’ final scores. This indicates that
Dimension 1 bears good discriminative value that distinguishes teachers’ teaching

tendency towards a didactic or an enterprising approach.

Table 6.3. Level of Significance from Pearson Correlation Coefficients
between Dimensions and Total Final Scores

D1 D2 D3 D4 D5 D6 D7 D8 D9 D10 D11

Final Scores 001 |.025 |.000 |.000 |.000 | .006 | 970 | 442 | 213 | .001 | .443
(Total)

Keys:

D1: ‘learning from lectures’ - ‘learning from debates and discussions’
D2: ‘passive role as listener’ - “ learning by doing’

D3: ‘concepts provided’ - ‘concepts discovered’

D4: ‘learning by texts and notes’ - ‘interactive learning’

DS: ‘feedback from the teacher’ - ‘feedback from each other’

D6: ‘sessions programmed’ - ‘sessions flexible’

D7: ‘mistakes feared’ - ‘mistakes learned from’

D8: ‘teacher infallible’ - ‘teacher learns’

D9: ‘teacher = expert’ - ‘teacher = facilitator’

D10: ‘learning objectives imposed’ - ‘learning objectives negotiated’
D11. ‘attention mainly on knowledge’ - ‘attention equally on knowledge and skills’

D2: ‘passive role as listener’ - ‘ learning by doing’

D2 shared a similar pattern of response with D1°. Six informants (FO, JoG, RW, NG,
JR, SG), although agreeing that listening was important in learning, favoured more
‘learning by doing’. FO thought that

‘..the passive role as a listener... it’s very much dependent on the individual
lecturer,... a lecturer may make it more stimulating than another.”  (FO)

JoG, having commented that being a passive listener was ‘boring’, changed her
opinion when rating:

‘.1t depends on who the 'passive listener' is.’ (JoG)

*D1-4, tended to be collapsed into one single category by informants.
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JR first responded that passive listening ‘is not what I’'m after for my children’.

However, when rating her own teaching practice, she admitted that

‘...there is a time for listening, whether they are passive or not, I'm not too sure.’
(JR)

RW recalled her own experience as a listener in lectures in which she learnt a great
deal. She therefore contended that listening was not intrinsically passive. But her

rating showed a clear tendency towards ‘doing’ (‘4’). The reason, as NG explained,

‘...[pupils] are not very good listeners on the whole, a few are, but most of them aren't.
They don't know how to listen and they certainly don't know how to take in what they
are hearing.’ (NG)

FO suggested that ‘learning by doing’ applied frequently in practicals and workshops
in Chemistry, while WZ also interpreted ‘doing’ as attempting numerous

mathematical calculations in books or work sheets, ‘lots of homework problems to

solve’, rather than ‘doing’ as ‘applying’.

On the whole, the problem seemed to lie in the adjectival qualifier ‘passive’. The
position that teachers held was that to be able to ‘listen’ was desirable until it
degenerated into passivity. RW, FO and NG believed that the two approaches,

‘listening’ and ‘doing’, were actually complementary in teaching.

Statistical analysis reflected the general scenario. Nine out of ten informants ranked
in favour of ‘learning by doing’ (£n=22): the highest frequency of ratings fell within
the ‘moderate’ level indicating a moderate tendency towards the enterprising side.
The Pearson Correlation Coefficient showed that ratings in D2 were significantly
correlated with final scores (p=.025). This meant that Dimension 2: ‘passive role as

listener’ - ‘learning by doing’ differentiated individuals’ teaching styles.

D3: ‘concepts provided’ - ‘concepts discovered’

Informants’ opinion on this dimension differed a great deal. RW believed that
concepts had to be provided when teaching foreign languages whereas JoG who
taught English and drama disagreed because it ‘gives no stimulus’. Her strong attitude
softened slightly into ‘sometimes, not wholly’ when rating. PD, who had the highest

enterprising score, also implied that concepts had to be provided as he believed that
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“There are a few cases [in which] you would want to be given information.” (PD)

While NG thought that ‘concepts discovered” worked well in Chemistry, FO believed
that

‘...the problem is, some of these ideas are quite complicated and for the students to
actually discover concepts within a lecture might be slightly unrealistic in terms of a
science subject. Obviously if the student was in the position to feel that they were
discovering something... they would learn that at a much deeper level than simply being
given the information.... but they would have to have some basis for doing that which
would have to be delivered ...in a very straightforward manner... But again perhaps more
in a tutorial or workshop situation, [concepts would be discovered].’ (FO)

JR and SG, both primary teachers, pointed out that the two extremes were not

necessarily opposites. The teacher would provide the original idea and pupils could

take it further themselves under guidance. SG believed that,

‘..they’ve got to have the “concepts provided” and straight in their mind.’ (SG)

However, whether these concepts could be further discovered or not depended on
pupils’ own ability:

‘I provide the core, and the able ones can take it further. But the majority, at the
minute, stick with what I’d provide’ (8G)

In general, statistical analysis showed the contrasting ratings among informants on
D3. Four of them chose the didactic side and six chose the enterprising side and
ratings fell mainly within the ‘extreme’ level (n=5, Zn=7). This revealed the highly
diverse views held among individuals. The Pearson Correlation Coefficient between
ratings in D3 and final scores is remarkably significant (p=.000), indicating that
Dimension 3: ‘concepts provided’ - ‘concepts discovered’ distinguished the two

teaching tendencies.

D4: ‘learning by texts and notes’ - ‘interactive learning’

Division between informants with an enterprising tendency and those with a didactic
tendency fell into extremes concerning this dimension. JoG critically argued that
‘learning from texts and notes’ gave no personal responsibility and she coherently

rated highly on ‘interactive learning’.
On the contrary, WZ rated highly on ‘learning by texts and notes’:

‘In Mathematics or Theoretical Physics there is a lot of basic information that you
have to acquire, various skills that you have to acquire. And therefore in some ways
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you have to learn from text and notes, and not so much that (pointing to the
enterprising side)...’ (WZ)

FO grouped D1, D2 and D3 together and summarised that the didactic-enterprising
dichotomy was complementary although enterprising modes were regarded as
enabling higher level learning. However, she eventually rated slightly in favour of the

didactic approach:

‘...any form of learning which involves discussion or direct interaction is bound to
increase the efficiency of learning... you learn much more deeply by doing it yourself
because you can actually see how the process works, what sort of problems you are
likely to encounter. But again they are complementary because there's a certain
amount of theoretical basis you need to learn in lectures. The actual experience of
doing them yourself gels everything together. I think the worst situation is a passive
one where you just go in and sit down. There probably needs to be an element of that,
but definitely, it’s the one which tends to close your mind off, and it's only probably
later on when you go back over what you've written down that you tend to actually
learn. ’ (FO)

As she leaned towards the didactic side on this dimension (-2), she articulated that she
could ‘think of ways in which teaching can be improved with more interactive
learning, although ‘texts and notes’ was the ‘prime way’ she taught with at the time

when the interview took place.

NG rated equally on both pointing out the appropriateness of ‘learning from texts and

notes’ and ‘interactive learning’ for different purposes:

‘...if they are learning skills, they wouldn't use text and notes to learn a skill, will
they? This will be what they are doing in the classroom.” (NG) *

Statistical analysis showed that the total sum of final scores fell slightly towards
‘interactive learning’ (In=7) while the majority of ratings fell mainly within the
‘extreme’ level (n=5) indicating diverse opinions and practices in this dimension. D4
was very significantly correlated with final scores (p=.000). This means that
Dimension 4: ‘learning from texts and notes’ - ‘interactive learning’ gave good

discriminative value which differentiated the two teaching approaches.

D5: ‘feedback from the teacher’ - ‘feedback from each other’

The majority of informants were inclined to take the middle ground between the two
approaches with a slight tendency towards the didactic mode. PD mentioned that the

two approaches were ‘not contradictory’. JoG believed that they were ‘equally
important’:
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‘“Feedback from the teacher” nothing wrong with that, but if solely from the teacher,

then it becomes restricted to one aspect of it and that can be wrong... you need the
feedback to give them a perspective of what they have been doing... if you do a piece
of work that needs to be marked, that's feedback from the teacher... a teacher is a
leader of the group, and a teacher is somebody who leamns over, in my case, many
many years, and what you've learnt has got to have some value... you've got to have
somebody to moderate progress to let the kids know if they are heading towards the
right direction...[and that] you are supportive... that is very very important. “Feedback
from each other” I equally... think they do learn a lot from each other...’ (JoG)

FO claimed that the two approaches were ‘complementary’ to one another. However,
she rated slightly in favour ‘feedback from the teacher’ because students had ‘more

faith’ from lecturers’ feedback and feit more encouraged and assured in their work.

NG agreed with FO that ‘feedback from the teacher’ was more effective than
feedback among pupils:

‘sometimes it does work well when the feedback comes from other pupils, but I find
mostly they benefit from the feedback that comes from the teacher...often the session
disintegrates if somebody gives a silly unhelpful answer, so I tend to teach so that the
feedback comes from the teacher, more than from the pupils. ’ (NG)

Statistics showed that half of the sample (n=5) tended towards ‘feedback from the
teacher (u=-2.4), two informants took the middle ground, and three tended towards
‘feedback from each other’ (u=2.14). Ratings were mainly found within the
‘neutral/minimal’ level (n=5). As a whole, statistical analysis confirmed that
individuals tended to value the two approaches as equally important with trivial
preference to ‘feedback from the teacher’ (Zn=-5). The Pearson Correlation
Coefficient recorded high level of significance (p=.000) indicating that informants’
ratings on D5 correlated with final scores. This meant that Dimension 5: ‘feedback
from the teacher’ - ‘feedback from each other’ had good discriminative value which

differentiated teachers’ approach to teaching.

D6: ‘sessions programmed’ - ‘sessions flexible’

While commenting on this dimension, four informants (JoG, PD, JR and SG)
simultaneously complained about the introduction of National Curriculum which took
away the flexibility in teaching. Although they would prefer to have flexible sessions,
in practice, they had to programme their sessions in order to cover the statutory

teaching load.

SG postulated how the National Curriculum had affected flexibility as follows:
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‘session has got to be flexible and that's what causes the problem: flexibility that you
haven't had because it's such a work load. You've got to get things done...your
sessions have to fit into the time-table, you are structured. Especially now, we've got
to do 4 hours of this a week, 4 hours of that a week and... you've got no hours left.
You haven't got much time left to get through what you have to get through by law in
the document’ (8G)

PD also suggested that

‘...with the unfortunate introduction of the National Curriculum, now I hate it when

you have to put up with... it would be nice to have everything flexible all the time
(but) it would be very unfair to the kids not to include the sort of things that might
have been included in the exams.” (PD)

JoG agreed with PD that sessions ‘should be wholly flexible’ had she not been ‘tied
by the examination system’. Nevertheless, she thought that

‘you have to plan what you are going to do, but I don't think you should stick to it
rigidly because things can crop out during discussion that may be actually more
interesting or wholly relevant that gives a wider view of what you are talking about
and resource for tomorrow... obviously, you've got the syllabus to follow but I think
that you've got to be flexible within that...” (JoG)

NG on the other hand believed that it was better that a session was programmed than

fragmented due to flexibility.

FO and RW suggested that whether sessions should be programmed or flexible
depended on the kind of session and the activities involved. For instance, tutorials
were extremely flexible while lectures would be structured in order to cover a great

deal of essential topics and that flexibility might mean unhelpful digression.

Statistics show that six ratings fell on ‘session programmed’ within the ‘moderate’
level. This revealed the general practice tending towards the didactic side on D6 (Zn=
-10). The correlation between ratings in D6 and final scores was highly significant
(p=-006). This indicated that Dimension 6: ‘sessions programmed’ - ‘sessions

flexible’ differentiated the two tendencies towards teaching practice.

D7: ‘mistakes feared’ - ‘mistakes learned from’

This dimension provoked three different interpretations from informants due to the
confusion of ‘who’ and ‘why’ mistakes were feared. The first interpretation refers to
teachers’ fear of making mistakes. The second refers to learners’ self-imposed fear
because of, for instance, lack of confidence. The third refers to teacher-imposed fear

of students. Some informants used different interpretations for rating themselves and
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rating their colleague. For instance, both FO and JR rated their own teaching practice
in the way that stressed the encouragement they gave to enable learners learning from
their mistakes, free from self- or teacher-imposed fear. However, when they rated
their colleague, a different interpretation was applied meaning that their colleague
feared making mistakes. This implied that D7 needed to be re-labelled to avoid
ambiguity.

SG suggests that hardly any teachers nowadays would believe that mistakes should be

feared and not learned from:

‘...teachers are beginning to appreciate that mistakes are something to learn from, not
to tell them off...” (SG)

WZ criticised this dimension as value-laden:

‘...here, it's obviously some prejudices... you obviously want me to like this column
because it sounds very good, 'mistakes learnt from' than 'mistakes feared'. But I don't
think it really is quite like that.’ (W2)

NG agreed that this dimension implied ‘criticism’. He thought that mistakes were
mostly feared not because of the attitude of the teacher but rather because of the

attitudes of students and their peers.

‘...sometimes I know pupils in my class won't risk an answer orally because they fear
making a mistake, I know that, some pupils are quiet and will never offer anything in
the class, largely because, not the comments of mine, but how they might be thought
by the others.’ (NG)

JoG, however, believed that a didactic learning situation would induce fear among

students who made mistakes.

‘I think that people do fear from mistakes if they are in a didactic situation, and I
think they learn from mistakes if everybody is making it and there is not a feeling of
angst about speaking out of turn.”  (JoG)

Note that both WZ and NG were scientists with a clear didactic disposition while JoG

was an English teacher with a clear enterprising disposition.

The contrast between the two colleagues, JR and SG, further revealed the problem
with this dimension. SG speculated that JR’s didactic disposition would make
children fear making mistakes. On the contrary, JR showed strong intention (with
subsequent behavioural account) to make children relax, accept and learn from their
mistakes:
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“it does the children good to see that you're not [infallible], and that they make
mistakes and you make mistakes as well, so what, mistakes are not the beginning
and end of anything..”  (JR)

Statistical analysis revealed that none of the informants rated on ‘mistakes feared’ as
their practice with most of the ratings fell within the ‘extreme’ level on ‘mistakes
learned from’ (n=7). This dimension skewed heavily towards the enterprising side
Zn=35). The Pearson Correlation Coefficient showed no significance of this
dimension with final scores (p=.970). This suggested that Dimension 7: ‘mistakes
feared’ - ‘mistakes learned from’ did not differentiate individuals’ teaching
approaches. The fact that the informants with a didactic tendency would also skewed

towards ‘mistakes learnt from’ showed that this dimension might be value-laden.”
D8: ‘teacher infallible’ - ‘teacher learns’

D8 shared a very similar pattern with D7. WZ and NG, again, criticised this

dimension as biased.

“Teacher infallible', I mean it's a bit silly... ‘teacher learns’, that's definitely true... I
can imagine a didactic mode of teaching which would involve most of those points
here but wouldn't necessarily ‘teacher infallible’... in a sense there is no teacher learns
or teacher doesn't learn... it's always true that teachers always learn something.’

(WZ)

WZ and NG’s view was confirmed by the fact that the majority of informants
instantly declared that they were definitely not infallible and that they learnt through

teaching all the time.

Nevertheless, FO gives a very stimulating retrospective account of her own

experience of ‘infallibility’ as a teacher:

‘T think a lot of these depend on the experience of the teacher... when I started off
teaching first, [ was quite afraid of revealing my lack of knowledge, and because you
don't have that much experience, you feel you are expected to know everything by the
students. You feel slightly inadequate and therefore don't want to transmit this to the
students because you think that they won't respect you... As you get more and more
experience and as your confidence grows, you realise that students don't really expect
you to know everything... you realise you can't possibly know everything... everyone
has their own specialised area... But it's fear to carry it off, it's not having the
confidence to carry it off...” (FO)

4 ‘Mistake feared — mistakes learned from’ is a common feature in most dichotic tables contrasting
didactic and progressive teaching approaches. It is likely that these tables are also value-laden.
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It is interesting to contrast FO’s view and that of JoG. JoG observed that the lack of
knowledge and experience, and consequently, confidence, was the reason for a new
teacher to feel ‘fallible’. FO, based on her own experience, thought completely the
opposite. She acknowledged that infallibility was her defence mechanism. The
different account between an actor (FO) and an observer (JoGG) demonstrates the
potential inaccuracy in making inference from beliefs to behaviours by means of
observation (Brown, 1986).4 On the other hand, JR was able to attribute that new
teachers might display infallibility as a result of a need to prove that they could teach.
In other words, infallibility was regarded as more a result of inadequate teaching
experience and confidence rather than an inherent mode of, or belief in, didactic

method of teaching.

Statistical data revealed that nine informants rate on ‘teacher learns’ (£n=28) with the
majority of ratings fell within the ‘extreme’ level. This implied the strongly skewed
tendency towards ‘teacher learns’ as opposed to ‘teacher infallible’. The Pearson
Correlation Coefficient showed no significance between ratings of this dimension and
final scores (p=.442), indicating that Dimension 8 bore no discriminative value in

distinguishing individuals’ teaching approaches.
D9: ‘teacher = expert’ - ‘teacher = facilitator’

The word ‘expert’ was given different interpretations by individuals. Those who
interpreted it as ‘know all’ took a value-laden position in their comments and ratings.
Those who interpreted it as ‘knowledgeable in the subject area’ took a more neutral

position.

An example of a value-laden judgement was observed between the two colleagues,
JR and SG. Both chose the highest rating (‘5’) on the enterprising mode of ‘teacher =
facilitator’. However, when they were rating each other, their ratings went to the
didactic ‘teacher = expert’ (‘-3” for both). SG’s statement ‘mimicked’ JR:

‘Yes! She (JR) is the expert... “This isn't a right answer!”... “No, that can't be right!”
“There's definitely going to be a...” “This is the way it's got to work.” (5G)

* This resembles a fundamental attribution error, i.e. an error made by an observer who tends to
underestimate the situational factors and overestimate the actor’s internal dispositional factors when
attributing the cause of the actor’s behaviours.
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JR, on the other hand, guessed that SG would be didactic in this dimension because of
lack of experience and ‘anxiety to prove herself’. It is obvious that both JR and SG

associated ‘expert” with ‘infallibility’ or ‘know all’.

The discrepancy between self-rating and rating a colleague, again, showed the actor-
observer divide in attributing behaviours. Arguably, the value-laden nature of this

dimension has aggravated the discrepancy.

The change of position was observed in PD who rated himself ‘5’ on the enterprising

side and ‘-2’ on the didactic side for his colleague where he uttered that

‘ To some degree, it's important for the teacher to be an expert ’ (PD)

FO initially explained the dual role of a teacher as being the expert and facilitator:

‘... to certain extent you're going to be an expert in certain fields in relation to them,
but also I think you've got to make them aware that once they've got the basic tools
they can apply that to solve their own problems... students must be encouraged to use
the information’  (FO)

However, when it came to rating herself, she uttered that

‘I wouldn’t like to promote myself as being an expert.’ (FO)

JoG also recognised the dual role with slight preference towards being a facilitator.

‘the teacher is an expert but that expertise shouldn't be the focal point of the lesson.
All teachers should be experts in their subject but ...more than an expert, you need to
be a facilitator. > (JoQG)

NG further suggested that the dual role was not conflicting to one another and

consistently he rated ‘0’ indicated a neutral position.

“'teachers = experts' - 'teachers = facilitators', to my mind those two are not opposite.
If you are an expert, it doesn't mean you can't be a facilitator. If your are a facilitator,
it doesn't mean you can't be an expert... the teacher is the guy who knows all about his
topics and also the guy who is making it easy for the pupils to find a way of finding it
out for themselves.’ (NG)

Statistical analysis showed that seven informants rated on ‘teacher = facilitator’ and
five of them were within the ‘extreme’ level (n=5) showing bias towards the
enterprising side (Zn=23). The Pearson Correlation Coefficient showed that ratings of
D9 did not correlate with final scores (p=213). This implied that Dimension 9:
‘teacher = expert’ - ‘teacher = facilitator’ did not identify individual’s teaching

tendency and that it was likely to be value-laden.
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D10: ‘learning objectives imposed’ - ‘learning objectives negotiated’

The majority of informants tended towards the didactic side. They believed that
learning objectives needed to be imposed for various reasons. FO stated that students
might not have enough knowledge which was the pre-requisite for negotiating
learning objectives.
‘... within Chemistry... there are very definite topics. The aims of the course is very
much outlined prior to students coming on the course... From that point of view,
learning objectives are definitely imposed as it stands in current chemistry curricula.
To certain extent, these are not open to negotiation... As the students progress to
elective topics - they don't form part of the core material - then there is a certain
amount of negotiation possible... [However,] being able to negotiate what the learning
objectives are relies on the students knowing what they would need to know.

Therefore, this method of teaching is very much constrained by students ability to do
that...” (FO)

NG imposed learning objectives because Chemistry was a practical subject which

involved particular preparation.

‘...the objectives are probably not really negotiated largely because it is a practical
subject and nearly always for a double lesson I've got something ready, some piece of
equipment, some chemicals, some apparatus for particular experiment often to be
done in a particular way... [Therefore,] learning objectives often are discussed during
the course or lesson. But really the pupils know that the objectives which are put into
the lesson come from me most of the time.” (NG)

SG (primary level) however, took a different approach from that of FO (university
level) and NG (secondary level). She negotiated learning objectives frequently with
her children when teaching science because their curiosity would naturally lead them

to decide what they wanted to learn next. She believed that:

‘...In a science subject, you can actually negotiate the objectives with them...because
science is subject that has not a definite answer. You don't know whether you would
get the same results...’ (8G)

However, she imposed leaming objectives for teaching other subjects because she

deemed this more suitable for the young age group she taught.

‘“Learning objectives negotiated”, not particularly for my age...because they wouldn't
stretch themselves. They would go for the very easy options. It should be structured,
pointing them to the right direction and getting them to where you want to be
discretely. But if you leave it up to them, they wouldn't stretch themselves. ’ (SG)

The inconsistency detected from SG was likely to be her bias towards science (since

she was the science co-ordinator at school).
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Certain inconsistency was also observed in JoG’s discourse:

¢...I think if I'm honest, I do impose certain objectives but that was because of
examination demands, within that I negotiate which particular area of text they want
to explore, so it is partly negotiated. But it's got to have some kind of design imposed
on it. You do need to impose learning objectives but also you need to negotiate as
well. I don't think the two necessarily need be opposites.”  (JoQG)

The first half of her statement implied that she would prefer to negotiate objectives
more with student had it not been examination demands. The second half (in italics)
suggested that there needed a balance between imposing learning objectives and
negotiating with students. JoG eventually rated neutral (‘0”) on this dimension. It was
likely that JoG’s first thought was ‘framed’ by the superficial ‘democratic tone’ of
‘learning objectives negotiated’ as worded in the enterprising mode as opposed to
‘learning objectives imposed’. However, after deeper reflection, she could see the
equal importance of both. JoG’s discourse showed how the rating exercise might have

helped her to discern her own perception in teaching.

Statistics show that six individuals rated on ‘learning objectives imposed’, two took
middle ground and two rated on ‘learning objectives negotiated’. The total of final
scores read Xn=-11 with the highest frequency of ratings within the ‘extreme’ level.
This revealed a clear tendency towards the didactic side in this dimension. The
correlation between ratings in D10 and final scores was highly significant (p=.001).
Hence, Dimension 10: ‘learning objectives imposed’ - ‘learning objectives

negotiated’ helped classifying teachers’ teaching practices into the two categories.

D11: ‘attention mainly on knowledge’ - ‘attention equally on knowledge and skills’
JaG criticised the label of this dimension as not ‘proper’:

‘T actually think that it's an unhelpful distinction because you haven't offered me the
same thing on [the enterprising] side.’ (JaG)

JaG expected the dichotomy to be ‘attention mainly on knowledge’ — ‘attention
mainly on skills’. The conceptual imbalance was presumably caused by the dichotic

presentation. He subsequently omitted rating this dimension. NG had a similar query:

“'Attention mainly on knowledge', ‘attention equally on knowledge and skills'... yep...
equally on knowledge and skills... if you say mainly on knowledge here and mainly
on skills there... equally on knowledge and skills, um... equally.... I would say I’ll go
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along with that. That doesn't mean ‘extremely skills’, that means equally on
knowledge and skills, yes?" (NG)
The perceptual imbalance was arguably the result of a dichotic presentation.
Moreover, RW criticised that the distinction between knowledge and skills was
arbitrary. These findings echoed the debate in the academic literature. Thompson’s

claim (1984) that dichotic presentation of this kind tends to conflate global concepts.

The rest of the informants, however, did not articulate any problems although their
definition of knowledge and skills was simplistic. ‘Knowledge’ was predominantly

associated with knowing through books, notes and lectures as JR puts it:

‘“attention mainly on knowledge”, to me, that means reading through books or
teaching... listening to me giving my impressions of knowledge.”  (JR)

On the other hand, ‘skills’ were broadly defined as ‘knowledge applied in practical
doing’ (WZ, FO, NG) and ‘life skills’ (JoG, NG, JR, SG). NG implied that skills were
acquired through ‘doing’. This proposition was in line with Gibb’s (1993) speculation

that skills needed to be practised in situations which called upon their applications.

¢...if they are learning ‘skills’, they wouldn't use text and notes to learn a skill, will
they? This will be what they are doing in the classroom. If they are leaming
‘knowledge, I try and make them learn the structure from notes.”  (NG)

Another aspect of skills which NG referred to was ‘skills of learning’:

‘I recognise now much more than in the past, the emphasis is on skills, and much less
on knowledge because...if pupils haven't got the knowledge, provided that they've got
the skills to know where to look for it, then they can acquire the knowledge that they
need in a reasonably quick time. > (NG)

“The skills of learning’ was also regarded as an important ‘life skill” by RJ who called
it ‘knowledge of a different kind’, that is,

‘learning for themselves, finding out for themselves’ (JR)

Other life skills mentioned by informants include something that is ‘going to help
them when they leave school’ (JoG). When probed, FO elaborated on her
understanding of skills:

‘...industry is becoming so important, the job market is really tightened up, there is
more emphasis on developing those skills (e.g. presentation skills, communication
skills)... you’re not just trying to give the students a lot of facts, you're trying to
produce somebody who at the end of [their degree courses] can go out there and do a
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job... So, they've learnt how to apply the knowledge that they've learnt, either in a
theoretical way, or in a practical way, and also, be able to communicate whatever
results they obtain. (FO)

Furthermore, the skills that SG would like to develop among her children were:

‘...discussion skills, communications skills, team work skills, learning off each
other...” (8G)

However, she strongly criticised the National Curriculum for causing tension between

knowledge and skills and for inhibiting creativity among children:

‘...it should be 'equally on knowledge and skills'. But...teaching is mainly on
knowledge because of the National Curriculum, the way it's written, it's 'know that',
or 'understand that'. It's all knowledge based... not much room for creativity. ’

(8G)

Nine individuals rated favourably ‘attention equally on knowledge and skills’ with
total ratings Zn= 30 and most ratings were found in the ‘extreme’ level (n=8). This
means that ratings were extremely skewed towards the enterprising side. The Pearson
Correlation Coefficient revealed that ratings in this dimension do not correlate with
final scores (p=.443). Hence, Dimension 11: ‘attention mainly on knowledge’ -
‘attention equally on knowledge and skills’ did not have discriminative value of

individual’s teaching styles.

In general, teachers favoured the enterprising mode in this dimension particularly due
to the equal emphasis of skills and knowledge. The majority of teachers regarded
‘knowledge’ as more related to ‘book knowledge’ whereas ‘skills were more to do
with the book knowledge being ‘applied’. Such a definition seemed to be in line with
the ‘knowledge-skills’ dichotomy described by various enterprise initiatives (RSA,
1991). The presentation of skills and knowledge as dichotic ends has been widely
criticised in the academic literature as being ‘false’ (Thompson, 1984; Coffield,
1991). The finding of the current research suggested that the promoters’ definition
was actually in tune with the general level of understanding with teachers. However,
this does not mean that the dichotomy is justified at a deeper conceptual level of

scrutiny.

Summary

In general, teachers were able to perceive the degree of relevance of enterprising
teaching modes, in comparison with didactic modes, to their daily teaching
experience. The method of triangulation captured the complexity of such perceptions.

It facilitated on exploration beyond superficial prejudice and the apparent consistency
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of individuals’ attitudes or interpretations towards the two teaching approaches. It
revealed considerable inconsistency and difference in interpretation. The next section

looks closely at the key influences upon teachers’ perceptions.

4. Factors Affecting Teachers' Adoption of Enterprising Teaching Modes

Structure and Guidance: Tension and Complementarity

All informants indicated that the two teaching approaches presented in the table, i.e.
the didactic approach and the enterprising approach, were indeed complementary.
They adopted mixed approaches for different purposes and teaching activities. The
majority of informants believed that enterprising elements within a mixed style
enabled higher order learning (AG, JaG, WZ, FO, JoG, PD, SG, JR) while the
didactic elements was more efficient in transmission of core, basic knowledge (WZ,
FO, JoG, NG, SG, JR). Both approaches were generally seen to be complementary in
that the didactic method was fundamentally essential for laying down basic, core
information while the enterprising method was for concretising theories leamnt in
lectures or books or notes and allowed deeper understanding of the subject matter.
Some mentioned that before they could employ enterprising methods, the didactic
approach had to be introduced first. In short, didactic modes provide the structure for
guided learning to take place.

However, tension existed when certain factors would push informants towards being
more didactic or enterprising. Some of these factors were shared among informants

whereas some were found to be individualistic predilections.

4.1. Syllabus/National Curriculum

Eight informants believed that they taught more didactically as a result of the
presssure and constraints to deliver the content set aside by a syllabus or the National
Curriculum. JoG strongly detested the current examination system as it emphasised
factual recall and speed. People who contemplated slowly but came up with good
ideas were penalised. JoG believed that the examination system had turned the
intrinsic interest in learning into the desire for the externalised reward of getting good
grades.

Both JR and SG disliked the National Curriculum for inhibiting creativity and
versatility among primary children. JR stated that
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‘I have to point straight to the National Curriculum. There isn't the time, there isn't the
scope, there isn't the facility for allowing children to be creative, because you, as a
teacher, are taking a risk if you allow things to go wrong. If things go wrong, you
have to have the time to put them right. Quite often, it's quicker not to let them go
wrong. So, you are sometimes preventing [children] from being creative, and you're
solving their problem for them by not giving them the opportunity to solve their own
problem.” (JR)

JR further expressed her dissonance in holding firm enterprising beliefs yet being
forced to teach didactically due to the pressure for academic achievement which were

refined in public assessments particularly related to the National Curriculum:

‘...because of other people's expectations of me and my children... the government
have expectations, the school has expectations, the parents have expectations and that
it's often in conflict with me as a teacher, having had a lot of experience in teaching,
and feeling I know a little bit how to teach, ... that's the way I approach teaching
(enterprising modes), but that's not the way I'm being allowed to teach.’ (JR)

NG was the only exceptional case who mentioned the advantage of having a syllabus.

‘... if there's no syllabus to follow... the teacher would have to find ideas all the time

and if he actually runs out of ideas, it becomes really hard work. Also, having a
syllabus provides people with some sort of a motivation to measure their progress...I
do like students to have the syllabus so that they can check, in their mind, everything
has been covered. So, I'm used to working with a syllabus, the students are used to
working with the syllabus, that's probably why I tend to use didactic modes of
teaching some of the time.” (NG)

If NG did not have to follow a syllabus, he predicted that,

¢...there would be a lot less didactic teaching.’ (NG)

Nevertheless NG’s general comment explained the overall picture,

* I think particularly in an advanced level where you've got quite a lot of knowledge
and skills (to teach)... I find that in some lessons you really have to teach almost like
that (didactic) just to cover the syllabus really.’ (NG)

In general, this finding confirmed Harris’ (1993a) and Galton er. al’s (1999)
observations that the increase in didactic teaching was due to the pressure of the
National Curriculum which emphasised more on factual recall than higher-order

learning.
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4.2. Subject/Content Specificity

Seven informants believed that the mode of teaching needed to be tailored for
different subjects taught and skills to be developed. AG speculated that spelling might
be better taught through didactic means. SG claimed that she was substantially more
‘enterprising’ in teaching science than she was in other subjects. In contrast, both WZ
and FO (scientists at university) suggested that the enterprising approach was more

readily appropriate to social science subjects than to traditional science subjects.

‘in social science, it's much easier to go to that (enterprising mode)... because, to
some extent, you can start almost straight away with a problem.”  (WZ7)

FO also claimed that

‘...a hard core science subject like Chemistry... does need a certain amount of
straight forward lecturing because there are some core facts which need to be
delivered... whereas, other subjects like politics or theology or psychology could
very well lend themselves to the type of teaching where there are open debates and
discussions’ (FO)

JR tended to teach mainly didactically, while she reported using extremely
enterprising measures when running enterprise activities. Although such activities
were not a ‘subject’ as such, it implied that the content to be taught might influence
teaching approaches. RW also believed that content influenced her approach to

teaching.

Thus, the lack of consensus on the issue of subject specificity implied that, in the
main, it was not the ‘subject’ per se that determined teaching approaches, rather, it
was the individual attitudes or perception that account for such difference. Statistical
analysis confirmed that the correlation between ‘subject’ and final scores was non-
significant (p=.502). More interestingly, the combined effect of ‘subject’ and ‘level’
was shown in D2 (p=.015), D3 (p=.014) and D4 (p=.037): the lecturers in humanities
at university level tended to be most enterprising emphasising ‘learning by doing’,
‘concepts discovered’ and ‘interactive learning’, while the scientists at university
were consistently the most didactic respectively stressing ‘passive role as listener’,

‘concepts provided’ and ‘learning from texts and notes’.

PD, a science teacher at secondary school with a strong enterprising disposition,

admitted that it was rather unusual to adopt an enterprising approach in a science
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subject. He suggested that the real reason for the didactic dominance was a result of

strong tradition.

‘...the people in control are the people who have succeeded through the traditional
didactic modes and they think that what is right for them is what works. And it can
work, but I don't think it really works for most people.’ (PD-2)

PD’s view echoed Bemnstein’s claim (1971) that science subjects, which had a strong
traditional subject identity and technical language, favoured strong framing, i.e.
didactic teaching with little active participation from students. Bernstein (1971)
posited that university sciences had the strongest subject identity in comparison with
humanity subjects and therefore would have the strongest ‘framing’ (didactic

teaching).

4.3. Students’ Learning Abilities

Six informants claimed that the two teaching approaches were suitable for different
learning abilities or inclination. Both PD and NG implied that the didactic approach
could only benefit the few academically able pupils, while the rest learned better
through enterprising modes. JR held a similar view that the enterprising approach:

‘...1s another way of interesting those children who may not be so interested in doing
Maths or English in books, but they are quite prepared to do more practical activities.
And quite often you'll find that those children who are specifically good at Maths or
English are not necessarily those children who would shine when they are doing their
project in enterprise... those children who might have been escaping your notice,
maybe the middle band of children where they don't necessarily get the opportunity to
shine, all of a sudden you can see... They might not be leaders in PE or...sitting
around talking about science, but when it comes to the practicality of money, and
organisation...our line of enterprise...’ (JR)

At a superficial level, it seemed that the three individuals above associated an
enterprising approach with teaching learners of average ability. A closer scrutiny
however showed that these informants clearly believed that the didactic approach
benefited mainly the academically inclined while the majority of the average students
would lose out. Enterprising approaches would actually benefit more the majority and

yet not ‘lose’ the academically able. JR explained:

“I wouldn't say that those children who are academically inclined are not motivated
[by enterprising modes of teaching]. I'm not saying that, because they are interested
in it as well.” (JR)
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In other words, it seems that enterprising modes were regarded as suitable for most
pupils including the academically able while didactic modes were more relevant to
the higher ability group. This view contradicted with WZ, FO and SG’s who believed
that the enterprising teaching modes were more appropriate for the more competent
learners. SG stated that

‘I do feel that the enterprise modes of learning are definitely the ideal. But I still think
the traditional modes... still need to be provided, not all of them but a lot of them, and
more so at the younger age... be very structured, otherwise, some of them will never
be on track. But as they get older and more confident... you'll need to put less of your
own input into it because they have become confident learners, and hopefully,
independent. But I think that's a long process to move them up to that,... you would
only get those enterprising modes of learning present in your 5 or 6 top end, where
that can work these kids the best> (SG)

It should be noted that SG had a clear enterprising teaching disposition while
occupying a solid ‘middle ground’ along the continuum. She believed that the
‘extreme’ of enterprising modes were ‘ideal’ for only a few capable pupils while the
majority of younger aged children would need structured guidance. Therefore, she
would incorporate some didactic measures to meet the developmental needs of her

children.

At university level, WZ also claimed that he adopted the more didactic modes for
undergraduates and a more enterprising approach for postgraduates mainly because
the former did not have adequate pre-requisite knowledge and skills to make the
enterprising approach applicable.

‘... in science, we need more basic stuft that everybody has to leamn first and only then
you really start doing that (learning through enterprising modes). So, at a research
level, this sounds pretty good. In fact, that's what we do.” (WZ)

To summarise, whether certain teaching approach was more appropriate to a
particular ability group was a matter of opinion to the individual rather than a shared

common factor to the majority of informants.

4.4, School Climate

Five informants mentioned that the organisational climate of the school affected their
choice of teaching approaches. JoG suggested that teachers tended to teach in the way
that conformed to the ethos of the school. For instance, she perceived that her school
was a traditional school which favoured didactic teaching, and that her colleague who

was a new teacher has been pulled towards teaching didactically.
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‘... she was obviously nervous, and didn’t like students asking questions, and was
terrified about being challenged by anything. I think that’s part of the make-up of
somebody who is young and may be not a natural teacher. I think it’s also the school
where I teach has put great stress on discipline, and puts great stress on results... she's
being judged upon on high...’ Jo@G)

Notice that the same organisational climate did not have the same effect on JoG
herself, or not to the extent that she observed in her colleague. However, simple
statistical analysis showed that school climate might have an effect on teachers’
teaching practices. Among the six participants (AG, JaG, RW, PD, JR, SG) who
perceived their school as having an informal environment, their final scores (adjusted)
read 23, 28, 3, 21, -27, 0 respectively. Only one had a clear didactic tendency, four of
them had a clear tendency towards the enterprising approach. Among the four, WZ,
FO, JoG, NG, whose teaching environment was said to be traditional, their final
scores (adjusted) read -23, -7, 9, -1. Only one had a clear enterprising tendency. This
result seemed to support the notion that the organisational climate or the ethos of the
school might be related to teachers’ teaching practice. Furthermore, school climate
was significantly correlated with D6: ‘sessions programmed’ - ‘session flexible’
(p=.034). Teachers in a traditional environment tended to programme their sessions
significantly more (u=-2.29) then those whose school had an informal environment
(1=2.00).

4.5. Years of Teaching Experience

Five informants believed that teaching experience affected one’s approach to
teaching. SG suggested that her teaching style was influenced largely by her
experience of teacher training at university. She also speculated that the different
teaching styles between herself and her colleague (JR) were mainly due to the

different training JR received long before hers.

‘[The way JR teaches is] totally opposite to how I teach. But I'm obviously trained
differently from when she was trained 18 to 10 years ago. We're totally different ’
(8G)

JoG, on the contrary, believed that her young and inexperienced colleague tended to

teach more didactically since she was nervous of losing control of the class.

The two opinions somewhat contradicted each other. Due to the restriction of
sampling, this study has not been able to examine this factor. Nevertheless, among the
five participants, AG, JaG, JoG, NG, JR, who have taught more than 25 years, their
final scores (adjusted) read 23, 28, 9, -1, -27 respectively. Except JR who shows a
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clear didactic tendency, three of them show a strong tendency towards the
enterprising approach. This finding challenges SG’s speculation that a long history of

teaching means more didactic teaching due to different training.

Statistical analysis (Spearman’s non-parametric test) showed non-significant
correlation between ‘years of teaching’ and final scores (p=.863). To sum up, years of

teaching did not seem to affect ieaching tendency.

4.6. Exposure to Enterprise Education

The discourse analysis showed that those who have not heard of the subject before did
not have a ‘shared’ meaning of enterprise with the promoters’. Those (JoG, RW) who
had minimal contact with enterprise shared the underlying attitude and understanding
of the concept — resembling progressive teaching. Those (JR, SG) who have
participated in enterprise workshops not only shared such an underlying attitude and
understanding, they also concentrated on the actual activities that manifested this
attitude and understanding. Interestingly, however, while their main focus was upon
the enterprise activities, there was a lack of assimilation of the theoretical

underpinning behind these activities.

While JR and SG (primary school teachers) were more concerned with practical
running and effect of enterprise activities, AG and JaG who were involved in
disseminating enterprise education, concentrated on the theoretical soundness of the
concept. Thus, the extent to which the meaning of the concept was shared was

dependent on the level of involvement and the degree of exposure in enterprise.

Among the six informants, AG, JaG, JoG, RW, JR, SG, who had been exposed to
Enterprise education, five of them show a clear tendency towards enterprising modes
with final scores of 35, 41, 23, 10, -16 and 20 respectively. Compared with the four,
WZ, FO, NG, PD, who had not been exposed, their final scores read -11, -1, 1 and 40,

only one of them showed a clear enterprising tendency to the extreme. PD, this

* Out of the four participants who had no prior knowledge of enterprise education, FO was the only
exception who associated the concept with ‘interactive learning” and ‘self-initiative which resembled
the promoters’ understanding. However, her spontaneous definition and the content of the whole
interview lacked further elaboration which showed that she shared the promoters’ knowledge and
attitude.
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exception, had actively taken part in a national maths project which advocated a

progressive approach to maths teaching.

It seems that those enterprise or similar activities that participants experienced had
affected teaching styles. Training was important for promoting the understanding of
enterprise as an effective approach to teaching (Au, 1991; Harris, 1993a). Fullan
(1991) further suggests that training should concentrate more on a deeper level of
reflection upon the meaning rather than simply passing on the ideas and techniques.
The making of meaning is deemed particularly important for long term commitment
lest the concept become a superficial bandwagon, highly value-laden in a shifting
ideological tide, which has arguably been a problem in promulgating enterprise
education in the 1980s and the early 1990s.

3.7. Class Size

Four informants mentioned that class size determined their teaching approach. The
enterprising approach was regarded as more appropriate for small groups whereas the
didactic approach was more ‘realistic’ for big classes. Sylva (1991), Gallimore and
Tharp (1990) supported the view that progressive teaching was very difficult to
implement in big classes. Class size was more an obvious factor affecting teaching
styles at university level. This is understandable since university lecturers have class
sizes varying from 1 to 1 supervision and small group tutorials to 50+ students in

lectures, while secondary and primary teachers have a constant class size of 26 to 33.

4.8. Summary

It seems that among the many possible factors that affect teachers’ teaching style, as
suggested by the teachers, the pressure of academic performance defined in terms of
public exams and assessments, heavily ingrained in the existence of syllabuses or the
National Curriculum, had the most profound influence on teachers’ teaching style.
Class size, organisational climates and exposure to enterprise education also seemed
to potentially influence teachers’ practices. Informants were found to have disparate
perceptions about the influence of subject specificity, aithough the combination of
‘subject’ and ‘level’ showed that university scientists tended to be the most didactic
while the university humanity lectures more enterprising. Learners’ ability and years
of teaching were also perceived by some as important factors but such a claim was

not shared among the majority of informants.
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S. Problems and Potentials of the Concept of ‘Enterprising Teaching Modes’

Arguably, the problems and potentials identified from the DUBS’ model are common
to other models within enterprise education and progressive learning. These problems
include the confusion of 'teaching' with 'learning', the lack of justification of re-
labelling the progressive teaching approach into ‘enterprising teaching approach’, and
the value-laden presentation in the form of a dichotomy table (¢f Thompson, 1984;
Coffield, 1991; Harris, 1993a). Nevertheless, potentials of the concept of the
enterprising teaching approach emerge when value-laden dimensions are removed
and conceptual clarity is achieved. The modified concept is argued to potentially
constitute a relative construct for distinguishing enterprising teaching approaches
from didactic approaches in terms of tendency of teaching. Moreover, enterprising
teaching modes as defined by the DUBS’ model were generally perceived as effective
in promoting a deeper level of learning. Finally, the notion of an ‘enterprising
teacher’ elaborated by two teachers also enriched the concept of enterprise in
education. Hence, the criticisms of and suggestions for the improvement of the
DUBS' model are also applicable to the related fields of study and are discussed in
detail in this section.

5.1. Confusion of ‘Teaching’ with ‘Learning’

JaG pointed out that in the title of the DUBS’ table: ‘traditional didactic modes of
learning’ — ‘enterprising modes of learning’, the word ‘learning’ was inaccurately
used since the table was mainly used to describe teaching. Four participants found
that the table confused teaching with learning. This was clearly indicated in FO’s

questions when requested to rate her own teaching tendency:

‘Do you want me to rate these according to what I personally would do?... my

tendency to teach in a lecturing mode or my own tendency to learn from a lecture? ’
(FO)

This implied that ‘teaching’ and ‘learning’, although related, are two separate
concepts. Hence, to clarify the concept, the word ‘learning’ used in the title of the
DUBS’ table would need to be changed into ‘teaching’ so as to avoid confusion (also
refer to Chapter 4, Section 2.1, p.85-87).

5.2. Justification for the Use of term ‘Enterprising Modes’

Two informants questioned the justification of re-labelling the items that resembled

student-centred learning as ‘enterprising modes of learning’. RW stated that:
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‘The term 'enterprising' is weak. It doesn't seem to be different from student-centred
learning. Why should you need a new invention? ° (RW)

JaG also claimed that:

‘I'm not sure to what extent you might re-label the informal co-operative student-
centred features as enterprising... one of my concerns about enterprise education, now
it is promulgated as an official label as it were, is that it has taken ownership of a
collection of aspects of learning and teaching which has existed for many many years
before, probably can be traced to the late 19th century's writers like Dewey or
James... Nevertheless, they do represent two distinct approaches to learning and
teaching’ (JaG)

JaG and RW’s comments echoed some critics’ claim that enterprise education makes

no new departure from the educational tradition (Coffield, 1991; Francis, 1991). This

thesis suggests, therefore, that the emphases which the model seeks to bring about be

presented in the table (¢f. Peters, 1978). These emphases are discussed as four

distinctive features in Chapter 4 (p.104-107):

1) the notion of ‘uncertainty’ as one of the essences of the learning environment;

2) a balance between an informal learning environment and a structured approach to
guide learning and discovery,

3) the importance of peer learning; and

4) the notion of enterprising behaviours, skills and attributes as learning outcomes.

5.3. Value-Laden Presentations

Theoretically, if a concept bears certain intrinsic desirable features that may bring
about desirable changes, it would naturally attract support to the concept. However,
when supporting the concept succumbs to exaggerating its merits, or being unable
to detect / become aware of its disadvantages, the concept becomes value-laden.
The enterprising learning modes, postulated by the DUBS’ table, seem to have

fallen into this trap.

Three participants directly criticised the dichotomy table as being value-laden. This

was reflected in NG’s overall comment on the table:

‘...the way these titles expressed on the left here (didactic), one or two of these
statements are made in such a way that makes a person who looks at this - the way it's
set out - the didactic method might be something wrong with it. For example, 'passive
role of listener', 'mistakes feared', 'teachers infallible' I don't think it has to be quite as
- I mean there is an implied criticism there.’ (NG)
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WZ made a similar comment:

‘I know pretty much what you mean by both methods. I mean obviously this - like
this statement here, 'mistakes' (referring to 'mistakes learned from' being placed under
didactic mode) here it's obviously some prejudice. My answer is, you obviously want
me to like this column (enterprising modes) because it sounds very good, 'mistakes
learnt from' rather than 'mistakes feared'. But I don't think it really is quite like that.
'Teacher learns', it's certainly true at a research level. 'Teacher infallible', I mean it's a
bit silly, but nevertheless, teacher learns that's definitely true. ..’ (WZ)

JaG directly addressed the issue:

‘...implicit in this approach is a valuing of this (the enterprising approach), this is
somehow better than, more appropriate than, qualitatively superior to this (the
tradition didactic approach)... these features are being valued more highly than these
whether in the teacher or in the learner, and that's why we are seeking to exploit
them... the base issue of enterprise being a value loaded concept.” (JaG)

The value-ladenness ingrained in the concept was prominent with discussants (JoG,
PD, SG and JR) who had a distinctly favourable attitude towards enterprising modes.
They readily dismissed the relevance of ‘didactic’ features and valued or identified
their own practices to the ‘enterprising’ side. It was not until they had to rate their
actual teaching tendency, that they reflected and appreciated more the didactic
practices and questioned the feasibility of some of the enterprising ones as expressed

in extremes in the table.

As shown in Tables 6.1, 6.2 and 6.3 (p.155-6), the overall rating of behaviours
confirms the value-laden nature of the DUBS’ concept. In Table 6.1, the sum (Zn) of
Dimensions 7, 8, 9 and 11 read the highest positive scores (Zn=35, 28, 23, 30
respectively) with the frequency of ratings (see Table 6.2, p.155) falling mainly
within the enterprising ‘extreme’. Discourse analysis in Section 3 reveals that these
dimensions tend to trigger prejudice among informants. These dimensions are openly
criticised by WZ, NG and JaG above as being biased. In Table 6.3 (p.156), the
Pearson Correlation Coefficients further verify that these dimensions do not correlate
with final scores and bear no discriminative value for distinguishing individuals’
teaching tendency. It is therefore obvious that the table presented in the DUBS’

model is value laden and that modifications are necessary to reduce it.

The first modification suggested by this thesis is that the presentation of the concept
of enterprising teaching modes in the form of a dichotic table be replaced by a
continuum table. The current findings show that a continuum table reduces the
polarisation of opinions into extremes. It also helps to illustrate how individuals may

combine enterprising and didactic approaches differently.
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The second modification is the re-wording of D2: ‘passive role as listener’ — ‘learning
by doing’. It can be reworded instead into ‘learning by listening’ — ‘learning by doing
instead. In this way, the value-laden qualifier ‘passive’ is eliminated (see p.155 for

detailed discussion).

The third modification is the removal of the value-laden dimensions identified by
discourse analysis and confirmed by the quantitative data analysis. These include D7:
‘mistakes feared’-‘mistake learned from’, D8: ‘teacher infallible’-‘teacher learns’,
D9: ‘teacher=expert’-‘teacher=facilitator’ and D11: ‘emphasis mainly on knowledge’

— ‘emphasis equally on knowledge and skills’.

Once these modifications are made, the DUBS’ table can become a potentially useful
construct to distinguish and measure teachers’ teaching tendency. This is discussed in

detail in the following sections.

5.4. Identifying an Enterprising Tendency from Everyday Teaching

As discussed above, the dichotomy table contrasting enterprising with didactic
teaching modes was unhelpful in a sense that it conflated global concepts by
polarising teaching approaches into two extremes (Coffield, 1991; Thompson; 1984).
Such dichotomy failed to reflect that individual teachers could see the complementary
value between the two approaches and combine the two in their own ways for

different reasons and purposes (Bennett, 1976; Fullan, 1991).

Current findings demonstrated that when the two teaching approaches were presented
in a continuum, undue prejudices were reduced and teachers were able to critically
evaluate their own pedagogical stance accordingly. Most importantly, the way in
which the two approaches were combined became clear through the numeric
representations along the continuum. Agreeing with Harris (1993a), such mixed
approaches varied among all informants as much as it varied within an individual.
Harris (1993a) regarded that as evidence for the absence of enterprising teaching
approaches in her sample.

Taking a different perspective from Harris, the current research found that teachers

were able to recognise the mixture of the didactic and enterprising modes that they
employed in everyday teaching in different contexts. In fact, as shown later in Section

181



6.4.2 (p.193), the vanations in their teaching approaches made their pedagogical
disposition more pronounced.

According to our informants, it was unrealistic to apply an extreme of enterprising
methods due to environmental constraints, mainly exams or assessment pressure. In
some ways, it was inappropriate to apply the enterprising extremes since didactic
measures adopted in certain ways also have essential values in teaching, All
informants claimed that they combined the two methods for different purposes. The
question therefore was ‘what kinds of mixed styles could be regarded as enterprising

and what not.

The result of this exploratory study suggests that an enterprising teaching approach is
not an absolute construct for measurement. Rather, it is a relative tendency in
comparison to a didactic tendency which can be distinguished by the rating

methodology. This is discussed in detail in Section 6.

5.5. Enterprising Teaching Modes as a Relative Construct

Table 6.4. shows the potential of using the DUBS’ concept for measuring enterprising
teaching modes.

Table 6.4. Level of Significance from Pearson Correlation Coefficients among Dimensions

D1 D2 D3 D4 D5 D6 D7 D§ D9 D10 | D11

D1 -

D2 002 -

D3 .001 .023 -

D4 .000 025 .000

D5 .002 .038 .000 001 -

D6 019 035 012 .003 -

D7 -

D8 .001 -

D9 -

D10 .040 006 .004 .003 .013 -

D11 | .029 | | | | -

Keys:

D1: ‘learning from lectures’ - ‘learning from debates and discussions’
D2: ‘passive role as listener’ - ' learning by doing’

D3: ‘concepts provided’ - ‘concepts discovered’

D4. ‘learning by texts and notes’ - ‘interactive learning’

D5. ‘feedback from the teacher’ - ‘feedback from each other’

D6: ‘sessions programmed’ - ‘sessions flexible’

D7: 'mistakes feared' - ‘mistakes learned from’

D8: ‘teacher infallible’ - ‘teacher learns’

D9. ‘teacher = expert’ - ‘teacher = facilitator’

D10: ‘learning objectives imposed’ - ‘learning objectives negotiated’
D11: ‘attention mainly on knowledge' - ‘attention equally on knowledge and skills’
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The secondary quantitative statistical analysis illuminated the rich and somewhat
‘disorderly’ qualitative data. According to the Pearson Correlation Coefficients, as
shown in Table 6.4 above, Dimensions 1, 2, 3, 4, 5, 6 and 10 share a high internal
consistency and are highly correlated with individuals’ final scores (see Table 6.3,
p.156). This finding was coherent with informants’ verbal behaviours as they tended
to collapse and discuss these dimensions together. This means that a constellation of
these dimensions may constitute a core construct for measuring and distinguishing

teachers’ tendency between ‘didactic modes’ and ‘enterprising modes’.

5.6. Enterprising Teaching Modes and a Deeper Level of Learning

An interesting discovery was that most of the informants actually believed that some
of the enterprising teaching modes (‘learning from debates and discussions’, ‘learning
by doing’, ‘concepts discovered’ and ‘interactive learning’) could facilitate a deeper
level of cognitive learning. Such findings were inconsistent to that of Iredale (1992),
Cotton (1993) and Harris (1993a) at a superficial level. These researchers discovered
that an enterprising teaching approach was given a somewhat ‘inferior’ status since it
was not deemed effective in facilitating learning of factual knowledge. Consequently,
enterprising approaches would be applied to less important subjects such as business,
other than the core and foundation subjects in the National Curriculum which

demanded more ‘serious’ learning.

The difference in findings was arguably a result of different level of understanding of
the meaning of an enterprising approach among teachers of the present study and
teachers in other studies. In this research, the deeper level of understanding of
enterprising teaching modes was achieved through a long process of discourse with
informants whom were required to reflect upon their practice and concretise it into
explaining the applicability of a theory. During the discourse, informants were
provided with an opportunity to give meaning to their practice retrospectively.
Without such a reflective process, the meaning which underpins the action might be
lost when applying theory into practice (Kolb, 1984). Kvale (1994), Bryman and
Burgess (1994) suggest that the discourse interview itself can be a powerful process

to raise awareness which may bring about subsequent change.
Without a deliberate process of drawing out teachers’ implicit beliefs, their

rudimentary impression was likely to be biased and superficial, glossing over daily

routines. An enterprising approach to learning would tend to be vaguely equated with
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‘enterprise activities’- that was precisely the definition offered by the two informants
who had participated in enterprise workshops and run enterprise activities at school.
When the DUBS’ table was then presented to them, they hesitated and needed
reassurance from the researcher that they were discussing the right subject. Their
reaction indicated that the enterprising modes presented in the table were never part
of their understanding of enterprising teaching approaches. This suggested that
although they know ‘what’ an enterprising approach was about (activity), its meaning

(‘why’) and its mechanism (‘how’) were not understood.

Nash (1992) and Hodkinson (1991) observed that many of these enterprise activities
omitted a crucial element of debriefing in the experiential learming loop (see p.72).
Consequently, the valuable knowledge and experiences gathered during the learning
activities were not properly ‘digested’. Harris students’ said that enterprise activities
were just ‘doing practical work’ and not proper learning (Harris, 1990a). Arguably,
the activity was an important vehicle, but such a vehicle needed to be driven by
carefully structured guidance to achieve its full potential for enhancing learning. If
the teachers’ experience of enterprise activity was ‘loose’ in its learning focus and
‘inadequate’ in its content, it is then not surprising that they would perceive the
learning approach as inadequate. This research supported Harris’ (1993a) suggestion
that better training is required to improve teachers’ understanding and use of the

techniques of this particular form of teaching.

5.7. The Notion of the ‘Enterprising Teacher’

The findings showed that the expression ‘enterprising modes of teaching’ does not
naturally give rise to a pedagogical understanding among the majority of
informants. Yet, no one in the sample failed to define ‘enterprising behaviours’.
This suggests that the term ‘enterprising’ is more readily applicable to ‘behaviours’.
When the word ‘enterprising’ was attached to describe a teacher, both JoG’s and
RW’s understanding of an ‘enterprising teacher’ bore striking similarities with the
general concept shared among enterprise promoters. RW’s choice of the adjectives
(e.g. ‘adventurous’, ‘creative’ and ‘innovative’) for an ‘enterprising teacher’ have,
for example, been constantly used to describe entrepreneurs in the literature of
entrepreneurship:

‘Enterprising teachers take risks in teaching. They are adventurous, creative and
innovative. They give pupils independence, make the groups interact, create an
atmosphere for them to come out of their shell, challenge their limit in order to push
them further then they think they can reach.’ (RW)
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The text in italics above further revealed that her idea of the way enterprising teachers
taught shared a similar vision with Gibb’s (1993) model of enterprising learning. In
other words, to RW’s mind, the term ‘enterprising’ did not give new meaning to fow
one should teach, but rather, it was a personal attribute of a teacher who was
characterised to be ‘taking risks, adventurous, creative, innovative’ and thus was able
to adopt progressive teaching attitudes and methods. According to RW, teachers
needed to be enterprising in order to carry through a progressive ideology against the

many constraints in teaching.

Following this line of understanding, there may need to be a considerable effort made
to empower teachers to be enterprising. Galton ez. al. (1999) point out that the
teaching profession has been put under enormous pressure in the context of
heightened global competition emphasising economic success in the 1990s and
education has been viewed as the vehicle to develop citizens for the Millennium.
Ironically, as Fullen (1991) claimed, that instead of being more valued as an
important stakeholder, the teaching profession has been held responsible for ‘falling
educational standards’, a political imperative too often used to legislate educational
change. This arguably has been the case in the UK since the Great Debate in 1976
(refer to Chapter 1). Chitty (1993) claims that there has been an innovation overload
in educational policies (e.g. 18 Acts in 14 months in 1992-93) in the last ten years and
teaching morale has been greatly undermined. Teacher empowerment should thus be

given considerable attention.

5.8 Summary

The exploratory nature of the discourse approach has generated valuable thoughts and
criticisms pertaining to the DUBS’ definition of enterprising modes of learning. Some
modifications are suggested with the aims of removing ambiguity and
misunderstandings. The potential for constructing a table for measurement and
comparison of teachers’ teaching tendency was explored. This is discussed in detail in
the next Section. Finally, the notion of an ‘enterprising teacher’ was seen as a
potentially relevant mechanism for empowering teachers.
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behavioural tendency as confirmed by the general beliefs and perceptions expressed
during their discourse. Figure 6.1 below charting informants’ teaching tendency

demonstrates this proposition:

Figure 6.1. Informants’ Teaching Tendency along the Continuum

JR WZ FO SG JoG PD AG JaG
[ NG, RW |
I T i
27 0 28
Didactic Middie Enterprising
Tendency Ground Tendency

In Figure 6.1, JR and WZ clearly show a didactic tendency towards teaching while
JaG, AG and PD have a prominently enterprising tendency. For those who occupy the
right or the left of the ‘middle ground’ (FO, NG, SG, RW, Jog), their tendency
towards either the didactic or the enterprising side was made obvious from the
discourse. Although occupying the ‘middle ground’, NG claimed that he would teach
more didactically in A-Level classes. FO also claimed that she would teach more
didactically than she was at the time the interview took place since she usually had
more lectures (than tutorial groups) in which she used more didactic modes. From the
discourse, NG and FO identified themselves with the didactic tradition which was
more akin to their practice. On the other hand, SG believed that she taught more
enterprisingly in science classes. JoG also thought that she would teach more
enterprisingly when the pressure of examinations was over. In other words, for
informants who fell on the ‘middle ground’, their tendency in a particular direction
became more pronounced according to their pedagogical dispositions and

idiosyncratic variations in their practice.

In this case, the symbolic ‘0’ which lies on the continuum, could neatly serve as a
watershed for differentiating an enterprising teaching tendency from a didactic
tendency. Nevertheless, the researcher speculates that there might be possibilities that
‘middle ground’ candidates in other cases would cross the artificial watershed
dependent on their dispositional beliefs. Hence, individuals located in the ‘middle

ground’ should be considered independently.
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6.2. Rating Colleagues’ Teaching Tendency

Problems were reported when rating colleagues’ teaching tendency. Among the ten
informants, JaG and RW had not rated a colleague due to lack of time during the
discourse. WZ ‘refused’ to rate a colleague since he believed that all lecturers in

Maths taught practically the same way:

“...in Mathematics, you don’t have much choice. Differences are pretty much
insignificant.”  (WZ)

After several requests, WZ eventually suggested giving the same ratings for his

colleague.

Among the seven informants who rated their colleagues, except JoG who actually
observed a new colleague’s lesson, others had never observed their colleagues’

teaching.

PD’s account best described the fundamental problem with rating a colleague’s

teaching approach in this respect:

*“...teaching has been a very isolated activity in that people don't often see other
people teach... This feeling that you can't come into the staff room and say you had
a good lesson, or you had a bad lesson, or what's happened. It's very negative.”

(PD)

As a result PD could only draw inference about how his colleague might approach
teaching from the person’s belief:

“It's only a feeling that I've got that this is what the person likes... it's just from the
odd occasions in which I've been in his lessons and overhearing what this person
was talking about teaching.” (PD)

Similar reasons were given by FO and JR. JR said that,

“I have no opportunity of seeing [colleagues] teach. I’ve never observed SG
teaching. I’m just guessing from a superficial knowledge of SG” (JR)

The ‘superficial knowledge’ referred to personal exchange in staff rooms (NG, AG,
PD, WZ, SG, JR) and feedback informants heard from students about their colleagues
(AG, FO, SG).
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The result of the rating of colleague made an interesting contrast with the self-rating.
Except JR and NG rated their colleagues as more enterprising than themselves,
mainly because they were younger. The rest, except FO, tended to rate their colleague
as more didactic than themselves in general (see Table 5.4). FO and her colleague
were rated practically the same with a didactic disposition. The rest of the informants
(AG, JoG, PD and SG) had a defined enterprising belief in their discourse. Therefore,
it was likely that they would compare a colleague who had different perceptions from

their own position.

Value judgement was likely to be a factor in such ratings as the adjusted final scores
showed that when the value-laden ratings were removed, informants themselves
appeared less enterprising while their colleagues mostly came out less didactic (cf-
Table 6.5 below and Table 6.1 in p.155). The discursive evidence supported a certain
degree of self-serving bias. Some informants were detected to have used different
interpretations for the same dimensions for self-rating and rating their colleagues. The
interpretations for colleagues tended to be more negative and thus located more on

the didactic side (refer to Section 2.2).

Table 6.5. Rating of Colleague’s Teaching Tendencies

5 = extreme rating on enterprising modes; -5 = extreme rating on didactic modes, 0 = neutral
‘Final scores — total” = total sum of ratings in all dimensions (D1-11).
‘Final scores — adjusted’ = total sum subtracted by ratings in D7, 8, 9, and 11

DI D2 D3I D4 DS D6 D7 D8 D9 DI0 D1l Final Scores
Total Adjusted

Colleague

AG 0 -2 -3 -3 -4 -4 0 -1 -3 -3 0 -23 -19
FO -2 1 -2 -1 -1 -2 -1 -2 1 -2 1 -10 -9
JoG -3 -2 -5 -2 -1 -4 -3 -2 -2 -5 -4 -31 -20
NG 3 3 2 1 0 2 -1 -2 0 0 5 13 11
PD 1 -1 0 2 -2 -4 3 2 -1 0 0 -4 0
JR 0 2 0 -3 -2 -2 0 -3 -2 0 0 -10 -5
SG -4 -3 -4 -4 -3 -4 -4 -3 -3 -4 -4 -40 -26

(Zn) -5 2 -12 -14 -13 -18 -6 -11 -10 -14 -2 -105 -68

DI: ‘learning from lectures’ - ‘learning from debates and discussions’
D2: ‘passive role as listener’ - ‘ learning by doing’

D3. ‘concepts provided’ - ‘concepts discovered’

D4: ‘learning by texts and notes’ - ‘interactive learning’

D5 ‘feedback from the teacher’ - ‘feedback from each other’

DG6: ‘sessions programmed’ - ‘sessions flexible’

D7: ‘mistakes feared’ - ‘mistakes learned from’

D8. “teacher infallible’ - ‘teacher learns’

D9: ‘teacher = expert’ - ‘teacher = facilitator’

D10: “learning objectives imposed’ - ‘learning objectives negotiated’
D11: ‘attention mainly on knowledge’ - ‘attention equally on knowledge and skills’
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The question is therefore how (in)accurate these inferences were based on a
superficial knowledge of a colleague’s beliefs. The mutual rating between JR and SG
shed some light on the reliability of the rating methodology.

6.3. The Reliability of the Rating Methodolegy — An Investigative Example

JR and SG taught in the same primary school where JR was a Religious Education
co-ordinator and SG was a Science co-ordinator. JR had taught for over 25 years

while SG was a new teacher of two years experience.

As JR mentioned that they had no opportunity for observing colleagues teach in her
school, the mutual ratings between JR and SG were based on inferences drawn by
superficial knowledge of each other. According to JR, she believed that SG was
younger and as a new teacher might be slightly more enterprising than herself. SG
also drew inferences about JR’s teaching based on JR’s old-fashioned teacher training
and concluded that she would be more didactic in her approach as a result. Inferences
were also drawn from hearing children’s and their parents’ remarks about the other

teacher.

The result of their mutual ratings is compared with their self-ratings as shown in the

following table:

D1 D2 D3I D4 D5 D6 D7 D8 D9 D10 D11 Final Scores
Total Adjusted

JR 3 3 4 4 4 5 S 5 5 4 -4 .16 27
JRbySG 4 3 4 4 3 4 4 3 3 4 -4 40 26
SG 2 3 2[0]lo 3 5 5 s[41]s 20 0
SGbyJR 0 2 o |32 2 o 3 2|lo0]0 -0 5

In the first instance when all the ratings are compared, a very large difference in total
final scores is recorded. It is evident from the table, however, that the biggest
contrasts in ratings are in Dimensions 7, 8, 9, and 11. As discussed earlier, these
dimensions are found to be value-laden and do not correlate with final scores. When
ratings in these value-laden dimension are removed, the adjusted final scores show
that mutual ratings are strikingly close to self-ratings (27 vs. =26 for JR and 0 and 5
for SG). Ratings in the remaining dimensions show that only two sets of ratings

(squared) for SG are less accurate. In the main, JR’s and SG’s own teaching tendency
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are ‘guessed correctly’ by one another. JR has a clear didactic tendency while SG has

a clear middle ground tendency.

What is being demonstrated here is the possibility that teaching tendency can be

reasonably correctly inferred by one’s beliefs.

Arguably, it cannot be generalised from this one incident that the rating methodology
1s reliable for identifying teachers’ teaching tendency. However, when this one
instance is cross-referenced with the ten discursive reports, investigative validation
(Glaser & Strauss, 1967)° is achieved in this case. The epistemological ground for
such validation is the social constructivist’s view that one’s beliefs as expressed
through the medium of language, is a symbolic form of social behaviour (Burr, 1995).
In other words, a consistency between the expressed belief and the actual behaviour is
assumed. In this case, when JR expressed that she taught mainly didactically, the
behavioural exemplars that JR gave during the interview confirmed such a claim.
When SG expressed that she taught mainly in the middle ground tending towards

enterprising modes, the behavioural exemplars in her discourse supported her rating.

Henceforth, the current research has demonstrated the possibility that teachers’ own
perception of their teaching modes can be numerically expressed by means of rating,
taking into consideration the constraints that have been identified. For the numerical
representation to be more accurate, however, the neutrality of the teaching modes laid

out in behavioural terms would need to be free from value-laden bias.

6.4. Limitations in Charting Teaching Tendencies
6.4.1. Attitudes/Beliefs vs. Actual Behaviours

It was evident from the above analysis that the rating in the DUBS’ table was more a
rating of teachers’ beliefs than of their ‘actual’ behaviours. Murphy et. al. (1982)
argue that behavioural scales do not measure behavioural observations but rather the
observer’s/rater’s impression of the actor’s behaviours. Even when rating a relatively
objective behaviour checklist, the observer/rater tends to form a general personality
schemata about the actor which influences the rating of individual behavioural items.
Lahey and Saal (1981) find that the complexity of rating scales had a non-significant
impact on the leniency or halo effect of the rating behaviours.

® An investigative concept of validation (Glaser and Strauss, 1967) posits that validation is incorporated
into the research process with continual cross-references of the credibility and plausibility of findings
(Potter & Wetherell, 1994).
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Hence, the question relevant to this current research is not whether rating the continua
reflects actual behaviour. Rather, it is about whether or not such impressionistic
rating based on inference helps distinguish the tendency of teachers’ teaching
behaviour. As the example of reliability discussed above demonstates, the ratings of
the continua do enable a ‘relatively’ accurate comparison which shows that
individuals with different beliefs and perceptions will teach differently. In this case,

the difference was cross-examined by the two individuals’ discourse analyses.

6.4.2. Ideal/General Situations vs. Specific Contexts

Another apparent problem with a ‘thick description’ of teachers’ tendency was that it
focussed upon a generalisation of the tendency of individuals’ teaching, ignoring the
specific context in which teaching modes would be altered. All informants mentioned
that they taught differently for various occasions. AG and JaG claimed that their
ratings were based on ideal situations of smaller classes and free from time
constraints. They would teach less enterprisingly otherwise. JoG and JR both believed
that their ratings had taken into consideration the general constraints that they were
under. During times when exams/National Curriculum pressure was less intense, they
would teach more enterprisingly. Both RW and SG thought that teaching modes
varied according to the subjects/content. SG claimed that she taught science in a
considerably more enterprising way. FO and NG believed that they would teach more
didactically in lectures and less so in practicals (or double lessons for NG). FO would
normally be more didactic had she not been assigned more tutorials and practicals
than usual the year the interview took place. NG would teach more didactically in A-
Level classes than the present ratings. Finally, WZ said that didactic teaching was for
undergraduates to build up a knowledge base before the enterprising modes could be
employed for postgraduates.

However, it seems that the specific contexts identified by all informants would not
alter the general tendency informants already demonstrated in Figure 6.1. For
instance, AG (a professor in entrepreneurship) might become less enterprising in a
bigger class but would be likely to be located on the enterprising side, and be more

enterprising than WZ (a traditional university mathematician).
In some cases, these specific conditions would, on the contrary, consolidate or

intensify informants’ position towards either side of the continuum. For instance, JoG
and SG would skew towards the enterprising side while NG and FO would adopt a
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more didactic tendency the external factors constraining their original dispositions

were removed.

7. Conclusion

The current study aims to explore how teachers perceive and conceptualise the key
concepts surrounding the notion of ‘enterprising modes of teaching’, the extent to
which understanding was shared and the extent to which the concepts are seen to be
relevant to day-to-day teaching experience. The discourse approach and the ranking
methodology have facilitated a rich collection of data. The in-depth analysis of the ten
case studies, combining qualitative and secondary quantitative approaches, has
provided useful insights into the theoretical underpinning for future empirical

investigation.

The rating methodology was used experimentally to elucidate the strengths and
weaknesses of the concept. It seemed to be an appropriate measurement instrument
for relativising teachers’ teaching tendencies. A numeric representation seemed
adequate in serving the purpose of reflecting teachers’ perception of their teaching
approach. There must, however, be caution as to the existence of an actor-observer
bias. Concerning reliability, the mutual rating between JR and SG implies that rating

is a reasonably reliable tool for quantitative comparison.

This chapter, so far, has discussed the findings surrounding the first key concept in
Gibb’s model of enterprising learning, i.e. ‘enterprising teaching modes’. The
following chapter will discuss findings surrounding the second key concept, i.e.

‘enterprising behaviours’.
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Chapter 7
Discourse Analytic Results:

A Collective Discussion on Enterprising Behaviours

1. Introduction

The notion of developing ‘enterprising behaviours’ has been a salient feature of many
enterprise initiatives. The review of the development of enterprise education in Chapters
1 and 2 revealed that the development of enterprising behaviours has been the ultimate
objective. However, there have been few studies that have explored this issue in depth in
the educational context. Coffield (1991) rightly argued that the growth of initiatives in
this area had led to an ‘overabundance’ of lists of enterprising behaviours and that some
of these lists are ‘logically incompatible’ (Coffield, 1991, p.6