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Literary or scientific, liberal or speciallst,-all our education is predominantly
verbal and therefore fails to accomplish what it is supposed to do. Instead
of transforming children into fully developed adults, it turns out students of
the natural sciences who are completely unaware of Nature as the primary
fact of experience, it inflicts upon the world students of the Humanities who
know little or nothing of humanity,their own or anyone else's.
Aldous Huxley

Overemphasis on the competitive system and premature specialization on
the grounds of immediate usefulnesskill the spirit upon which all cultural life
depends, specialisedknowledgeincluded.
Albert Einstein
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ABSTRACT

GNVQs epitomise one strand of contemporary philosophy of education. However, a
question that arises is whether GNVQs, having built on the ethos of NVQs, abandon all
earlier educational philosophiesin favour of the competencemovementendorsed in the
USA. A question central to this study revolves around whether earlier, alternative
have
also
something of value to offer.
of
education
philosophies
To answer this, traditional approaches to educational provision are identified and
explored in terms of their possible 'ideal types'; these ideal types being seen to be
represented by liberal, general and vocational education. To give such ideal types
relevance in modern society they are related to significant educational provision, in this
instance educational provision for 16 - 19 year olds. A curriculum criticism of A Levels,
BTEC Diplomas, RSA, NVQs and GNVQs is therefore conducted, taking into account
the historical development, philosophy,aims, the content and the teaching and learning
methods of each approach. To achieve parity of comparison the field of Business
Studies was used as an exemplar.The culminationof this stage of the research requires
that the findings of the curriculum criticism are mapped against the established ideal
types, the purpose being to identify elements that could be said to embody liberal,
general and/or vocational education. For example, GNVQs are clearly linked to the
vocational, their breadth can also be said to contributeto the general, but are they liberal
in any way? The findings indicated that the inclusion of Key Skills and the student
centred approachdid offer some potentialfor a liberaleducation.
To support these findings interviews and an attitudinal survey were conducted. The
rationale for this was to explore and reveal the extent to which staff and students
concerned with GNVQ Business held the same beliefs as those generated by the desk
research; both sets of findings were in concordance. The final stage of the research
programme was concerned with the future direction of GNVQs. Interviews were
conducted with education policy makers and industry representatives. They were
concerned with what the 'ideal' post-16 education programmewould entail in the light of
perceptions of liberal/vocational/general education. Staff and students were again
consulted by way of vedfication of the conclusionsdrawn.
The research concludes that liberal educationwas consideredby many as the ideal way
forward for post-16 education. GNVQs were seen as predominantly offering general
education. From this one could infer that GNVQs are not, therefore, seen as the ideal
post-16 programme. However,when 'ideal' elementsof post-16 educationare discussed
some considerationof the world of work was deemed essential (though not a concern of
traditional liberal education) and the inclusion of Key Skills were deemed important, as
was a student centred approach to learning. In the light of this GNVQs have some
ideal
desired/essential
for
the
post-16 education
components
of
an
meeting
potential
programme.Greater consideration,however,is requiredwith regard to self-development
and social awareness in order to promote liberal aspects of post-16 education. A
combination of these factors within a GNVQ programmewould represent a marriage of
liberal, vocational and, general educationphilosophiesand approachesto education; an
'ideal'post-16 educationprogramme.
iv

CHAPTER 1-

INTRODUCTION

Overview
It is the premise of this discussion that, in ways yet to be demonstrated, there exist
tendencies within the broad enterprise of what is known as 'education' that can
meaningfullybe characterisedas 'liberal','general'and 'vocational'education.
Disentangling and characterising these tendencies, 'Ideal types', and their various
historical forms and (perhaps) deformationswill provide a theoretical base and a set of
criteria regardingeducationalaims, in the light of which currenteducationaldevelopments
may be analysed and evaluated. In particular,the relatively new GNVQ curriculum,with
specific reference to Businessat Intermediateand more extensivelyat Advanced Level,
will be investigated, in an attempt to assess the extent to which it meets values
associated with each of the educational approaches identified above, by characterising
the kinds of learning experiencesoffered by these programmes.Independentof such an
assessment, a discussion of the possible nature of a contemporary model of liberal
education will be conducted, together with a consideration of its feasibility in the current
politicaland culturalclimate.
Evaluations of, and distinctions made by, the writer between curriculum models, in the
light of the ideal types identified, will form the basis for empirical enquiry. A review of
past and current business related courses, offered to 16-19 year olds, will be conducted.
In particular, this will involve the teachers and providers of, and students on, GNVQ
Business programmes being invited to reflect upon the nature of their learning
experience. A proximate aim will be to explore participants' reactions to, and
experiences of, a specific set of curriculum innovations, insofar as these represent an
economic 'educational' response to a historical situation construed within a particular
frameworkof socioeconomicinterpretation.
The ultimate aim of the study will be to illuminate current orthodoxiesand approaches in
education, in relation to what are taken to be historically, perhaps universally,significant
sets of values and metaphysical beliefs about what is worthwhile in human life and
hence what are the proper tasks of education.

Background
A multitude of changes has occurred in the 16 - 19 education system in England and
Wales in recent years. Fundamental to these has been the expansion of vocational
education and training (VET) (De Ville 1986; NCVQ 1988; Jessup 1989; CBI 1990;
Marks 1990; White Paper 1991), in a move towards both a vocationalising of the
curriculumand an increasein the numberof studentsattendingsuch courses.
In 1985 the government called for a review (De Ville 1986) of vocational qualifications in
England and Wales which led to the establishment of the National Council for Vocational
Qualifications (NCVQ). The two focal points of these changes referred to the
development of the individual and to the needs of the state (Hodkinson 1991 a). It was
1

considered that both of these areas would benefit from the enhanced development of
the skills base which was seen to be at a disadvantage when vocational qualifications
were compared to the rest of Europe (CBl 1900; FEU 1984), specifically the German
Abitur and the French Baccalaureat systems. Out of this review came National
Vocational Qualifications (NVQs) and the 'competence movement'. At a later stage
General NationalVocational Qualifications(GNVQs) were developed in response to the
White Paper Education and Training for the 21st Century. This paper proposed that
greater attention be given to the developmentof vocational qualificationswhich included
the development of a more vocationally orientated alternative to the General Certificate
of Education,Advanced Level (A Levels)in the form of GNVQs.
'Competence' is a significant concept in this context. As a curriculum aim it has a long
history in the USA (Tuxworth 1989). It was not until the 1980s that it came into vogue in
this country and it currently guides much of what is happening in vocational education
and training, NVQs being competence-based and GNVQs being derived from these.
GNVQs, though not being overtly competence-based,arguably share the same ethos
as NVQs in respect to assessment, since GNVQs, like NVQs, are specified in terms of
outcomes stated as the Performance Criteria to be achieved. It is this ethos that is,
among other things, called into questionin this study. Ultimately,problemsarise from the
fact that "no agreed definition of the term competence" (McAlevey and McLeer 1991
p.20) exists, though suggesteddefinitionsabound in the educationand training literature
(FEU 1984; 1986; Jessup 1989; UDACE 1989; Bartram 1990; NCVQ 1987,1992;
Debling 1992; Fennel 1993), causing some confusion. In addition, competence is
considered by many to lead to too narrow a focus in education, to the detriment of
knowledge and understanding; and concern has been registered with regard to the
extent to which competence- and outcome-based systems can offer a broad general
educational base (Hyland 1993; Wolf 1993; Smithers 1993). The National Council for
Vocational Qualifications' answer to providing breadth in NVQs has been the
introduction of Key Skills (previously known as Core Skills). These were considered
transferableskills which would enable a broaderoccupationalcompetenceto be attained
where adaptabilityand flexibility in meetingchanging demands in an employmentsetting
was the aim. However, the ability of Key Skills alone to attain this said breadth is also
questioned (Hyland 1993).
In response to criticisms of lack of breadth in full-time education for 16 - 19 year olds,
GNVQs were designed to cover broad vocational areas, developing an appropriate
balance of skills, knowledge and understandinggeneric to that vocational area, building
on depth as well as breadth. An example of this is the GNVQ Business, where aspects
of finance, marketing, human resourcesand European BusinessStudies are included in
the broad vocational area along with the group of GNVQ Key Skills (Communication,
Application of Number,InformationTechnology,InformationSeeking & Handing,Working
with Others and Problem Solving).
Recent reports have detailed areas of concern regarding the current vocational
curriculum, including NVQs and GNVQs. Smithers (1993) published a report on
vocational qualifications, in conjunction with a national television documentary, which
focused on negative aspects of the vocational education system. The focus was
2
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Due to comparisons such as those provided in Fig.1, the Advanced Level GNVQ
became tagged as the'vocational A Level' and more recently the'applied A Level'. The
Advanced Level GNVQ and A Levels have come to represent once again the so caHed
academictvocabonaidivide. Factorsto which the fostering and maintenanceof this divide
can be attributed include attitudes to and perceptions of academic education, which
regard A Levels as the 'gold standard' in British post-16 education.Sir Bryan Nicholson
in the CBI Task Force Report'Towardsa Skills Revoludon' (1990)summarisesthis: .
"Despite many attempts at reform we still have an educationsystem which
is biased towards the acaderWcat ihe expense of the practicalff
(Foreword)
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This bias is further enhanced by the connection of academic qualifications to, and the
continuing presence in educational culture of, liberal education which has never really
disappeared since Plato, in The Republic, promoted the idea of the education of
individualsto fulfil their role in societyand contributeto the greater good of the community
as a whole.
The Greek notion of a liberal education, espoused by Plato, has formed the basis for
much of the philosophical development of liberal education. The desired outcome of
education, for Plato, was a just society where the enhancement of character as well as
intelligence was to be achieved. Individual personal development was not the main
concern of his model but rather a by-product of a just society. Educationand individual
daily existence focused on the state; social and political aspects overshadowed other
forms of education. The transmission of truths previously discovered and regarded as
established and the bringing about of behaviour which was in accordance with strict
moral principles and codes were central to Plato's idea of education. Virtues such as
being courageous, kind, loyal and cooperativewere seen as vital to both personal and
state well being. Platonic themes such as these have been continually rehearsed since
their conception though with significantly different variations and emphases. There has
generally been latent in them an implied association between 'true' education and the
is
that
through
predominantly
cultural
a
curriculum
and
elite
a
social
education of
theoreticalin nature.
Aristotle endorsed a similar approach to education to Plato. Reflection on morality and
politics was encouraged; as were such aspects as the arts of literature and music; the
individual's role in society was recognisedbut individualismwas seen as more important
than the state. The value of intellectual development and the study of intellectual
disciplines were seen as worthwhile in their own right and not just for the moral
improvementthat may be achieved. Individualintellectualdevelopmentwas seen as an
end in itself and not necessarily measured in terms of what contributions could be
brought to society and the state.
This classical conception of a liberal education - where a meaningful education is deemed
that which is considered good to know in and for itself - has never totally disappeared.
Newman strove for a rounded education where narrow specialisation was avoided. In
the Aristotelian tradition he stressed the importance of the development of the ability to
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best of what has been said and thought (Honderich 1995). A major preoccupation of
Hirst (1976), since the 1970s, has been the nature of liberal education for contemporary
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found
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seen to provide their own sets of concepts and tests for truth. It was acquiring these
forms of knowledge and developing a rational mind capable of sound reasoning and
logical thought that was seen as the principal benefit -a rigorous intellectual education
for its own sake.
Rothblatt (1976), in a historical study of the concept, however, introduces a sociological
4

dimension to such theories and suggests that, as implied above, ýL liberal education
automatically presupposed a particular social condition and was Suited to a 'freeman'; as
the pursuit of knowledge for its own sake could be suitable only for a leisured elite. Thus
it was closely connected with the aristocracy and the upper classes and aspired to by
the middle classes in 'gentrifying' themselves. While conceding some universal validity
to the idea Rothblatt goes on to argue that:

"a liberal education is of particular concern to technological societies
because as specialism proceeds, liberal education seems to dispute the
advance and even fall victim to it"
(Rothblaft 1976 p.9)
Such issues are pertinent here. If A Levels and academic study were equated to liberal
education the growth and promotion of vocational qualifications such as GNVQs could
be seen to contribute to the downfall of such approaches. Questions that arise revolve
around the following issues:
whether the two approaches have to be mutually exclusive
whether only A Levels can be considered as a liberal education even though
both approaches attempt to at least go part way to helping individuals continue
their personaland social development
whether the assumption that A Levels represent a modern version of a liberal
education is a sound one.
In any event it is arguable that all forms of education should encourage and stimulate
breadth of mind and develop a critical awareness of social, political, cultural and
economic factors operating in our society. Insofar as they do, individuals, regardless of
which mode of education they have been a recipient, would be able to operate
effectively in the current climate of social and economic change (issues that will be
discussed in greater detail throughoutthe study).
In an attempt to answer such questions as those posed above this study will evaluate
GNVQs against such criteria by a review of social, political, cultural and economic
factors. Other forms of 16 - 19 educational provision (A Levels, Business-& Technology
Education Council (BTEC), Royal Society of Arts (RSA) and NVQs) will also be
subject to the same type of evaluation. Concurrent investigations will involve
characterising liberal education, general education and vocational education as ideal
types (Weber 1949), to which end the curricular models of A Levels, BTEC, RSA,
NVQs and GNVQs will be used as exemplars in an attempt to illuminate liberal,
vocational and general tendencies. A fundamental concern of this enquiry will be an
attempt to establish the nature of the relationship between the liberal, the vocational
and the general, as well as a firm understandingof the significanceof these categories.
Additionally,and most importantly, such conceptual distinctions will be used to identify
the natureand evaluatethe worth of currentcurricularapproaches.
GNVQs, as one of the most recent developments in post-16 vocational education
alongside NVQs, represent a response to the perceived imbalance in British education
whereby vocational and academic subjects have not historically enjoyed parity of
esteem. GNVQs, seen as the vocational or applied A Level, aim to transcend the
5

academic/vocationaldivide, but have come under considerable criticism. To investigate
the validity of this criticism GNVQs will be compared with other curriculum models via
'ideal-type' (Weber 1949) analysis and 'curriculum criticism' (Mann 1969). The
informationgained in the curriculumcriticismwill be used to evaluateeach of the curricular
models on the assumptionthat liberal educationcan be meaningfullydistinguishedfrom
general education. Explorations of a relevant and valid approach to a liberal education
will ensue and alternative models will be suggested.

Alms of the Study
The focus of this study, in the main, is on the education offered to 16 - 19 year olds
through GNVQ programmes. They represent the most recent development in British
vocational education. Having been labelled the vocational and the applied A-level,
GNVQs have been seen as an attempt to transcend the academic/vocationaldivide. If
they are able to bridge such a divide they have the potential to become the most
advanced development of, and the most progressive form of, vocational education in
Britain. If they can offer breadth within a broad vocational area GNVQs are avoiding
premature specialisation; a point which can be said to have much in common with the
philosophy of general education (here taken to be distinct, as will be shown, from liberal
education). By ensuring the students continue to study Key Skills (Communication;
InformationTechnology;and Applicationof Number;as well as Improvingown Learning;
Working with Others and Problem Solving) they can be said to provide individuals with
transferable skills that are of benefit in both social and economic settings; another issue
that relates to aspects of general educationand to the wider societal concerns of liberal
education. Factors such as these serve to illustrate that GNVQs could be a serious
attempt to offer breadth in education, incorporating characteristics of general and
vocational education. The question remains as to whether GNVQs, as progressive
vocationalism,can be said to offer any form of liberal education.Explorationsof how well
GNVQs encompass key traits of each of the education paradigms will be undertaken.
Consideration will be given to the social, political, economic and cultural issues and
those which influenced the introduction of GNVQs. Liberal education will be reexamined in a modern context which will take into account the vocational, performanceand outcome-basedsystems and such elements as Key Skills and competences which
are an integral part of GNVQs.
Thus, as a starting point for this enquiry, the question of whether a truly liberal education
is meaningful, relevant or feasible in a contemporary society will be addressed. The
liberal
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values
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education,
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exploration of the many subtle interpenetrations of history, society and education
involved in generating this construct. This will include a social and cultural critique of
implied and expressed values which takes account of contemporary thinking about
education; and it will require some conceptual clarification of the concepts of liberal,
general and vocational education.
Following on from this, through field work, the opinions of policy makers, advisors and
industry representatives regarding the extent to which a liberal education is present in
GNVQs and whether such aspects are appropriate for post-16 education will be
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investigated; where possible teasing out liberal education teridencies in GNVQ
provision. These findings will then be put to staff and students concerned with GNVQ
provision in an attempt to test the reliability and feasibility of such opinions against the
grass roots reality. This will bring to the fore the nature of GNVQ provision and the
issue of breadth addressed by GNVQs through their broad vocational area and Key
Skills. Are they able to offer the breadth, arguably desirable for contemporary life, by
offering a broader range of skills, a variety of teaching and learning strategies, a greater
understanding of the learning process and access to different working environments
(FEU 1992) is it feasible that they do, or could, correspond to criteria set by liberal
education? With respect to offering breadth in education the inclusion of Key Skills in
GNVQs but not in A Levels will form a particular focus of the discussion. The question of
how well GNVQs as a whole fulfil the objectives of a liberal education will be explored.
Ultimately, specific qualities that are desired in post-16 education, by educationalists,
industry representatives, staff and students on GNVQ courses will be identified and
appraised in relation to the ideal types of liberal, general and vocational education.

Juxtaposed to this GNVQs will also be evaluated in terms of what they have
achieved, what they proposed to achieve and what the NCVQ and other education
policy makers and advisors consider has been achieved. To address this the findings of
interviews carried out with staff and students undertaking GNVQ courses and the
results of a survey questionnaire will be drawn upon, as will interviews with education
policy makers and advisors from industry that were conducted in the light of the initial
research findings. The findings of the interviews with educationalists and industry
representatives also address attitudes to liberal education, vocational education and
general education. By way of substantiatingthese results final interviews with staff and
students concerned with Advanced Level GNVQ Business will be implemented, the
results of which will be utilised to check the validity of the conclusionsdrawn.
The specific aims of this study,which attempt to address the above issues, are:to locate GNVQs within a pattern of curriculum 'ideal-types' developed from an
evaluation of the 16 - 19 curriculum and from educational theory more broadly,
conductingan investigativesearch into the aims, philosophicalunderpinningsand
characteristicsof each curriculum'ideal-type'
to examine the extent to which a liberal education is desirable or feasible for the
current climate, in view of the increasingimportancebeing placed on progressive
vocational qualificationssuch as GNVQs
using the field of Business Studies as an exemplar to explore the nature of
GNVQ course provision in school sixth forms and further education colleges, with
regard to the fact that further education colleges have greater experience of
in
forms
GNVQs
a
sixth
are
conducting
whereas
school
courses
vocational
climate conditioned by A Levels

to assess whether outcome-based systems, such as that offered by GNVQs,
can provide a liberal education.
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CHAPTER 2-

METHODOLOGY

Introduction
The aims of the study, as enumerated in the previous chapter, are concerned with
identifying perceptions, and indeed viable models, of liberal, general and vocational
education (for the purpose of this study, referred to as 'ideal types') and with the status
of GNVQs in the light of such perceptions.

Historical perspectives will be utilised to shed light on the contemporary situation,
bringing into the discussion issues surrounding GNVQs. Investigations concerned with
the values attached to varying approachesto education, here identified as 'ideal types',
and a classification of their aims will follow. Specific models of past and present
educational provision for 16 - 19 year olds will be compared and contrasted with each
other and related, where possible, to the identified ideal types via the medium of a
curriculumcriticism.
A series of interviews will be conducted with national educational policy makers,
representativesfrom industry with an interest in business education and training, those
implementing GNVQ programmes in further education colleges and school sixth forms,
and students following GNVQ Business courses. The rationalefor these interviews is to
check the theory against the reality with regard to the perceived importance placed on
the values and aims of given approaches to education, placing each into a
contemporarysetting.
Research undertakenin this study will involve the following stages:-

(iv)
(v)
(vi)
(vii)

ideal type analysis of liberal, general and vocational education.
curriculumcriticismof five programmesof study
initial exploratory interviews with staff and GNVQ students (1)
survey questionnaire of staff and GNVQ students
in-depth interviewswith educationalistsand representativesfrom
industry
further in-depth interviews with staff and GNVQ students (2)
an analysisof the concept of a 'liberal education'in a modern context
taking into account GNVQs.

A literature review into the concept of ideal types was undertaken and followed by a
critique to assess its value to the research project. Once its relevance is confirmed the
ideal types of liberal, general, and vocational education will be established. This will be
followed by an analysis of those programmes of study that have played a large role in
post - 16 education (A Levels, BTEC, RSA, NVQs and GNVQs) which are subject to a
curriculum criticism. The initial analysis considers the general attributes of-each of the
programmes of study with further focus on Business Study provision; the philosophy,
aims, content, teaching and learning methods and intended outcomes of each approach
are questioned. The profiles of Business Studies provision are then mapped against the
established ideal types of liberal, general, and vocational education.
-8

The initial stages of the field research will focus on GNVQs in an attempt to highlight
areas of interest that are considered appropriatefor further study. As the field research
develops it will concentrateon what is commonlythought of as liberal education, general
education and vocational education and the role of GNVQs in the light of such
perceptions. This analysis will be conducted in an attempt to identify a modern view of
liberal educationtaking into account recenteducationaldevelopments,specificallythat of
the introductionof GNVQs.
Data collection in this study will involve both quantitative and qualitative research
methods, the aim being to strike a balance between the inductive - deductive and
positivistic - interpretive (exploratory research generating theoretical ideas and the
subsequent testing of the generated hypothesis).Within this framework controlled and
systematic empirical research techniques will be used. The use of a triangulation or
'multi-method'strategy (Brannen 1992) will be implementedwhich has advantages such
as increased reliabilitysince the phenomenain question are analysed using a number of
different research methods (Yin 1991). For example: the sheer number of respondents
involved in the study adds credibility to the views expressed. These will be checked
against the information drawn from the ideal type analysis and curriculum criticism, thus
ensuring that subjective belief is checked against objective reality. Where a case does
not fit the facts either the explanation or the phenomenon will be redefined (Brannen
1992). This is seen as a "... rigorous process that leads to strong evidence that the
hypothesis, as finally reformulated, is generalizable." (Borg and Gall 1989 p.404). To
this end the study is not formed out of a "nexus of purely conceptual thought, but is
created, modified and sharpened through empirical analysis of the concrete problem"
(Giddens 1971 p.141) which in turn increasesthe precisionof the analysis.

Theoretical

Basis

Introduction
This study is based on reasoning which follows the inductive - deductive approach,
balanced against a positivistic - interpretive orientation; whereby research findings are
used to generate ideas/areas worthy of further investigation and these are then
transformed into data sets which are also used to generate further ideas. Initially this
involved interviews with a number of individuals and institutions and then an attitudinal
survey. The interviews adopted an interpretive orientation in that their aim was to
construe significance and meaning from a profusion of responses. This was done in
order that the issues of importanceregardingGNVQs and educationof 16 - 19 year olds
The
to
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attitudinal survey logically followed these findings in an attempt to elucidate and confirm
the results. Out of these interviews and the attitudinal survey a hypothesis was
developed and made generalizable; interpretation and inductive reasoning based on
these observationsformed the basis for the next stage of the research.
The hypothesis, generated out of the interviews and survey findings, became the first
the
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check
purpose
of
which
reasoning;
premise
hypothesis and its implications. For example: can it convincingly be said that 'a liberal
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education, as opposed to a general education, is paramoUnt-for enhancing an
individual's quality of life', when a second premise arises which suggests that 'GNVQs
offer a general education first, with possible liberal overtones'? The conclusions drawn
from these findings completethe first stage of deductive reasoning,the outcome of which
could be that 'GNVQs are not the ideal way forward for individual and national success
in the future if liberaleducationis the key.
Another facet to this stage of the inquiry required a positivistic orientation - that the
attitudinal survey results be compared to theory. For example: was the popular opinion
of what constituted a liberal education and/or a general education equal to the
philosophyof education?Were the results compatiblewith acceptedknowledge?
The next stage of the investigation further tested the hypothesis. The educational
paradigm (liberal, general or vocational) that had been deemed necessary in the
research results, for individual and national economic success in the future, was
questioned.This involved thorough evaluationof historical ideas with regard to the three
educational paradigms and a further series of in-depth interviews with educationalists,
industry representatives and staff and students concerned with GNVQ Business. The
research findings along with the desk research were compared and contrasted. The
validity of the resulting empirical data and the subsequent hypothesis were further
tested from a standpointof compatibilityand accepted knowledge.
Multi-Method Approach
As described above, both qualitative and quantitative research methods have been
implemented in this study. The rationale for this becomes evident when the benefits of
each approachare consideredon their own merit.
The Qualitative Approach
Qualitative research,such as in-depth interviews,requires the researcherto interpretthe
results generated. It is enquiry from the inside and can provide background information
on the phenomenon in question and act as a source of hypotheses. The aim is to
develop, test and verify the hypothesis, allowing it to become generalizable through
abstracting relevant data from the research findings in an attempt to offer causal
explanations. Its strength is that it seeks to understand the perspectives of the people
and institutionsstudied, on the grounds that it is essential to do so if the phenomenonis
to be described and explained effectively. Elucidation of perspectives and processes is
the aim in an attempt to generate theory and/or hypotheses. It allows events and social
processes to be evaluated that would not easily be measured by the implementation of
a questionnaire. For example, the interviewer is able to pursue lines of inquiry should
they develop and gain greater clarificationof points than if implementinga questionnaire.
A criticism of this approach is that there can be a reluctance, on the part of the
researcher,to inject theory into the interpretation of the research findings, bringing the
charge that qualitativeresearchcan be atheoreticai.Brannen(1992) suggests that this is
due to the fact that there can be a tendency to stick closely to the constructs of the
respondentand a relianceon interpretivedevices.
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The Quantitative Approach
The quantitative approach, or positivistic approach, to research largely alms to
characterise relationships between variables, incidence and frequency. It is research
from the outside. Quantitative approaches can be used to check exploratory findings
from qualitative research and enhance the validity of the results and conclusions drawn,
allowing the findings to be made generalizable. It allows the theories or hypothesis that
have been developed to be tested. Quantitative approaches, such as the
implementation of a postal survey/questionnaire, can reach large scale audiences and
typify structural features of social life. Questionnaire's are also the ideal research too[
where issues for investigation are clearly defined and the required responses are
unambiguous. They can, however, be less flexible than a qualitative approach and be
weak at exploring reasons for the findings, weak at giving causal explanations for how
or why a relationship exists between variables. A further criticism is that they can also
become data-driven to the exclusion of theory (Robson 1995).

Triangulation
Both qualitative and quantitative approachesto research have their strengths and their
weaknesses. Sole reliance on one of these approachesmay distort the picture and lead
to questionable findings. However,if the findings of one methodare checked against the
other, there will be greater confidence in the validity of the findings. For example: if
exploratory interviews form the basis for further investigation via a questionnaire and
the two results correspond then there will be greater confidence in those results than if
one method alone had been implemented.Validity,out of the consistency in the findings,
will be increased and the hypothesisgiven additional plausibility.
By making use of both qualitative and quantitative data Cohen & Manion (1980)
suggest that it allows the researcher to:

"map out, or explain more fully, the richness and complexities of human
behaviour by studying it from more than one standpoint"
Cohen & Manion (1980) p.208
This is seen as 'triangulation' as developed by Denzin (1970): the combination of two or
more methods of investigation and more than one type of data (Bryman 1988 p. 131).
Relevant triangulation approaches for this study include:
COMBINED LEVELS OF TRIANGULATION

Three levels of analysis are implemented, namely the individual level, the interactive
level (such as groups) and the level of collectives (such as organisational). This
particular type of triangulation is relevant here as those involved in the study represent
all of the identified levels. For example: at two different stages one-to-one interviews
have been conducted with staff from school sixth forms and further education colleges,
as have small group interviews with students from both these types of establishments.
In addition, interviews have also been carried out with individuals concerned with
educational policy at national level and with industrialistswith national responsibilityfor
training.
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THEORETICAL TRIANGULATION
2Alternative and competing theories are explored in preference to utilising a single
viewpoint. This is particularly true of the desk based research and the realm of ideal
types. Ideal types are in themselves contentious. Competing arguments and
viewpoints have been included in the investigation. In setting up the ideal types of
liberal education, general education and vocational education alternative and competing
perspectives have again been taken into consideration. This area is further tested when
the research findings from the last series of interviews with educationalists, industry
representatives and staff and students are compared to the established and accepted
knowledge.
METHODOLOGICAL TRIANGULATION
3
Methodological triangulation involves using either the same research methods on
different occasions or different methods on the same object of study. Normative or
interpretive techniques may be utilised, singularly or in combination. For the purpose of
this study both approaches have been utilised. For example: firstly, the initial
exp loratory interviews were followed by the implementation of a self-completion
questionnaire. The findings sought by both methods were the same, the reason for
using both tools being to check and clarify the findings of one against the other -a
qualitative narrative account enhanced by supportive statistical analysis. Secondly, the
final series of interviews, which started with educationalists
and industry
representatives, was followed by further confirmatory interviews with staff and
students in school sixth forms and further education colleges. Thirdly, all the field
research was checked against relevant literature - historical data being used to shed light
on contemporary situations.

Having justified and explainedthe use of triangulation,or a multiple methods approachto
the research problem, its value to the project requires confirmation. Cohen & Manion
(1980) suggest that "triangulationtechniquesare suitable when a more holistic view of
educationaloutcomes is sought"' (p.214) and that "multiplemethods are suitable where
a controversial aspect of education needs to be evaluated more fully" (p.215).
Research requires that the total environment concerned with the research problem be
investigated in an attempt to generate accurate and valid results. Educational change,
like any change, is controversial. Criticism and a period of almost continuous change
have occurred in the vocationaleducationsector in recent years, all of which need to be
*
taken into account if a full and realistic picture is to emerge. In doing so a more detailed
and balanced picture of the situation may be revealed; contradictions may become
visible enablinga more profoundinterpretationof the findings to take place; it may break
the 'hierarchy of credibility', "Whichlimits our understanding, by giving equal status to
people from different ranks. 'Hierarchy of credibility' means that individual of a higher
social rank are more credible (reliable) than individuals of a lower rank- the teacher is
more reliable than the pupil .... andsoon. " (Altdcheretall. 1993p. 117).
At all stages the purpose of triangulation is the "reduction of inappropriate certainV
(Robson 1995 p.290). The use of a single method can produce clear-cut results and
premature answers to the research problem. The use of alternative, additional methods
may point to different results therein removingwhat Robson terms "specious cettainty".
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Whether discrepanciesor confirmationoccur the results benefitfrom ý[ more accurate set
of data and the interpretation of the findings is enhanced. Increased validity and
credibilityof findings is generatedalong with confidencein the resultingconclusions.

Selection of Methodology
Desk Based Research
Cohen & Manion (1980) talk about histotical research when taking into account relevant
literature and suggest that it should be included in all studies and perhaps even the first
stage of a research project. The desk research implemented within this study was
concerned with gaining a good understanding of what was known, or established, about
the relevant discipline areas. For example: current thought regarding the development of
liberal education, general education and vocational education, the concern being to
conceptualise theoretical and methodological aspects of the study.

A literature review concerned with an investigation into background information, taking
into account what was currently available, was undertaken in order to find out what was
known about the topics in question, what was seen as problematic and what had
previously been undertaken to redress such problems (Smithers 1993, DES 1991, The
Dearing Review 1993, Hodkinson 1989,1990,1992a&b, Hyland 1993,1994a&b, Wolf
1990,1993). This review of relevant literature was conducted so that further analysis of
the existing data could be implemented, with a view to presenting "interpretations,
conclusions or knowledge additional to, or different from those presented in the first
report" (Hakim 1982 p.1 in Robson 1995 p.282). A conscious effort was made to utilise
this data for means of analysis and interpretation, but to be not constrained or
imprisoned by them to the exclusion of all else. In doing so knowledge was enhanced
whereby available literature was evaluated in terms of its worth to the study and used
to place the work in a wider context. The aim was to minimise bias and distortion in the
quest for objectivity and to describe all aspects of the study in the search for 'truth'
(Cohen & Manion 1980 p.31).
Methods such as these have allowed the formulation of an hypothesis to take place,
followed by the collection, validation and analysis of relevant data to test the
hypothesis. Cohen & Manion (1980) suggest that "this sequence leads to a new
understanding of the past and its relation to the present and future", that such a
revaluationof data 'throws light on present and future trends" (p.32). The investigation
of theories, methods and practices was then used to evaluate newer, emerging ones.
For example: the ideal type analysis allowed the philosophy and development of
educationto be evaluatedin historicalterms; the curriculumcriticismallowed the different
forms of 16 - 19 provision to be compared and contrasted; the focus on GNVQs then
allowed newer, emerging approaches to education to be evaluated in the light of past
developments.
In-Depth,

Semi-Structured

Interviews

The interviews

throughout this study were all in-depth, semi-structured and face-to-face
in their approach. With the exception of the student interviews, which were conducted
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with groups of three respondents, the interviews were on a one-to-one basis. They
were conducted in such a manner, rather than structured interviews, for the following
reasons.
Bryman (1992) suggests:
'The semi- or unstructured interview is a tool that is employed to elicit the
interviewee's categories and interpretation of phenomena that he or she
regards as significanL It is a style of interviewing that is more than the sum
of the parts, that is, it is more than a collection of open-endedquestions and
the answers thereto".
Brymanin Brannen (1992)p.72
Advantagesof implementingsemi-structuredinterviewsinclude the fact that they enable
the researcher to evaluate and define general concepts searching for patterns of interrelationships between those concepts. Under such situations the semi-structured
interview is able to tackle less obvious issues and explore complex issues and
responses as semi-structuredinterviews are less formal than the structured approach
which can be seen as artificial. Conversely,the semi-structuredapproach is considered
more natural and closer to natural conversation.This allows the parties concerned to
become more relaxed with the situation and to develop a rapport with one another.
Having achieved such an environment it becomes easier to elicit information about the
phenomenon in question and generate more detailed, comprehensive and realistic
informationfrom the interviewee.
Implementinga semi-structuredapproach, over the structured interview, can also mean
that unanticipated responses are elicited, the results of which may cast doubt on
previousfindings.
"Open-ended situations can also result in unexpected or unanticipated
answers which may suggest hitherto unthought-of-relationships or
hypotheses"
.
(Cohen & Manion 1980 p.247)
The researcher,under such an approach, can further probe and explore these issues as
and when they arise through the course of the interview, adding to the richness of the
material. In addition, the sequence of the questions, their wording and the amount of
attention paid to each one can be modified to best suit the interview situation and the
interviewee. Questions can be added to follow up an interesting or important issue, or
they can'be omitted should it be deemed appropriate.These questions are open-ended
and are seen as being able to help in the interpretation and understanding of broad
survey-findings (Bryman 1992 p.73). Such a flexible approach allows the researcher to
clarify misunderstandings(on either part) and therein gain
examine areas of interest, tO'..
greater depth to the findings and achieve a true reflectionof what the respondents really
believe.
The aim of interviews in this study was to elucidate the significant factors in the
development of 16 - 19 education provision and its vocational orientation. All the
interviews were recorded with the respondents' permission and later transcribed. The
initial interviews were a precursor to designing the attitudinal survey/self-administered
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questionnaire. In the final series of interviews data was used to substantiate or reject a
previously formulated hypothesis and to validate other research findings. Testing the
findings against the hypothesis also allowed issues of bias and subjectivity to be
addressedand increasedthe validity of the conclusiondrawn.
Attention must be drawn to possible problems of this approach specifically when
dealing with the small groups. Student interviews were conducted in groups of three, in
a non-threatening environment such as the refectory or student common room. It was
recognised that the views and responses of specific individualswould be hard to follow
and that the group dynamics could affect individual contributions. The rationale for
implementing these small group interviews appeared to outweigh these issues; having
explained what the interviews were about and their purpose the contention was that the
students would feel more relaxed and with the support of their peers they would feel
less intimidated than if they were alone. This would encouragethem to raise issues that
they believed to be important and ask questions in return, again to help them feel
relaxed with the situation. In the event of the group dynamics becoming a problem it
was envisaged that monitoring the participants' body language would enable the
researcherto evaluate how comfortableindividualswere with the situation and try to put
them further at their ease and finally explore issues with the whole group. In this
situation the researchertook on a more obvious role in that the control of the progress of
the interview was firmly with the interviewer,giving directionto the studentsas required.
Self-Administered Questionnaires
Views originally formulated in the context of the in-depth, semi-structured interviews
were the basis for the quantitative research whereby the interview findings formed the
basis for the areas to be further questioned and developed in the questionnaires. The
intention was to confirm and add greater validity to the initial interview findings. Tc
achieve this the questionnaires were designed as an attitudinal survey where the
respondents were asked to gauge their responses to'given statements. For example,
respondents were asked to register their responses to given statements; the response
rates followed a five option Likert scale ranging from stronglyAgree to Strongly Disagree
with a neutral response variable. The questionnaireswere self-completionin style and a
postal survey was implemented.
Problems that were recognised with this type of research included the point that the
information generated out of such questionnaires can be superficial and that there was
little opportunity to check the honesty or seriousness of responses. Additionally, the
responses, by the very nature of a questionnaire, had to be limited to ticking
predetermined boxes giving no opportunity to probe and explore issues due to the
closed nature of the questions. Taking these points into account the questionnaires
were designed, using the interview findings as a basis. The questionnaires were then
Where problems of
piloted to test for -ambiguity, clarity and workability.
misunderstandings were encountered the questions were rephrased and then tested
once more. In doing so clear, unambiguous questionnaires were developed from which
meaningful results could be drawn.
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The questionnaires were designed to measure attitudes to, and -perceptions, of certain
issues. The fact that there was no right or wrong answer to the questions was clearly
explained at the start of the questionnaire, reiterating that the respondents had nothing to
fear about 'choosing the correct response'. This issue of confidentiality of individuals and
institutions was also confirmed at the outset.

In order to provide standardisation in the results specific, as opposed to general,
questions were posed. Closed questions, rather than open-ended questions, were
implementedthroughoutthe questionnaires.A Likert scale was utilisedfor the majorityof
the questions where an attitude to, or perspectiveon, a certain issue was required. This
scale ranged from Strongly Agree, Agree, Disagree, Strongly Disagree, with a 'noopinion' option in the form of the response'Don't Know'. The respondentswere asked to
tick the box which most accuratelyreflectedtheir responseto a given statement.
The Likert scale was implemented for three principal reasons: it is widely used, and
therefore tested, in the use of attitude measurement;it is relatively easy to develop; and
importantly,it looks interesting to respondents and Robson (1995 p.256) suggests that
people often enjoy completing a scale of this kind, a crucial factor in questionnaire
responseslevels. Time was at a premiumfor all respondentsand motivationto complete
the questionnairemight be low. So, if the respondents' interest could be captured they
were more likely to completethe questionnaire,giving consideredrather than perfunctory
responses.
The questions themselves followed a logical format, with questions grouped into one of
several categories.Towards the end of a category the questions were designed in such
a way as to form a natural link to the following section in order to encourage continuityof
thought and response.

Research Areas

Ideal Type Analysis
A focus of Weber's work was to interpret 'meaning', in that humans, as conscious
beings, attach sense or meaning to their actions. Weber (1949) was of the belief that
understanding,empathy,or intuition were crucial when striving to describe or explain a
social phenomenon. Through the interpretation of 'meaning' and the subsequent
understandingof the social phenomenonthe concept of an 'ideal type' was developed.
The rationale for implementingan ideal type analysis (Weber 1949) is that, in line with
the interpretationof meaning,its developmentcan aid in both description,understanding
and explanationand provide an organisationof intelligible relationswithin a sequence of
events (Aron 1972).
Initially this involved an investigation into the concept of liberal education which has
been seen to be in opposition to any form of education which has a utilitarian basis (as
in GNVQs) and which has also been equated to socially prestigious forms of academic
education. A consideration of Plato's idea of the role of education working for the greater
good of the whole of society was a starting point for this analysis. The work of Aristotle,
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who built on many of Plato's concepts, was also reviewed. These two theories formed
the basis for outlining what has historically been considered a liberal education. The
development of the concept of liberal education was illustrated in an evaluation of the
work of Newman, Peters, Hirst, Rothblatt, Pring, and Silver & Brennan, amongst others.
This conceptualisedliberal educationin a more contemporarysetting, highlightingthe fact
that differing conceptsof a liberal educationhave occurred in differenttimes since Plato's
Republic. In taking into account these different models, whereby concepts of a liberal
education have changed to meet the demands of the age, the study also addressed the
question of whether a liberal educationcan be seen as relevanttoday.
Such a review of the development of liberal education brought into the discussion
alternative interpretationsof a liberal education. Dewey's (1914) work on education tried
to address the increasingly omnipresent distinction made between training and
education; a strong theme of this study in terms of how vocational education and
vocational training are viewed. He concentrated on what could be considered a
meaningful education, in terms of how life ought to be lived, and encompasses social
(includingmoral) and politicalfeatures (inculcatingcertain ideas establishedin the work of
Plato and Aristotle); but Dewey held the belief that to be truly meaningful discovery and
experience were central, that the solving of problems through social experience was
pivotal. In a discovery and experience based approach to education Dewey argued
that what is studied then becomes integral to an individual's character From this they
learn to decipher what is considered suitable conduct. This science-based, pragmatic
approach differs from the traditional liberal curriculum which focuses on history and the
classics and centres on problems, practices and the values that experiencecan bring to
learning; factors that will be shown to have much in common with a general education
and a vocational education as well as having connections with liberal education.
Adopting a stance such as suggested by Dewey, one that includes aspects of the
liberal, the general and the vocationalmay resolve some of the tensions arising between
the different ideal types by bridging the gap between them and offering some
suggestionas to how general educationGanbe liberalised.
Further developments in education will be discussed in an attempt to appraise the whole
picture of how present day provision evolved. This will encompass an examination of
how a liberal education, for the leisured classes and the aristocracy, was seen in
comparison to the education and training of the artisan and will be extended further to
compare provision of education for all, bringing into the discussion the concerns which
revolve around 'general education' provision. This historical perspective will bring into
the discussion, among other things, the role of the Mechanics Institutes, Sir Lyon
Playfairs Introductory Lecture to the Government in 1852, The Percy Report (1945) and,
for
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education. This will embrace the notion that liberal education has various guises, that it
can be a dynamic process, changing to meet contemporary demands. This discussion
will embrace the role of such elements as 'human development' and 'self realisation', will
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examine the emergence of different sets of values in the continuing process of change
and will considerwhetherthe 19th centuryand other earlier ideologiesof liberal education
have relevance for today's society - indeed, whether the concept still retains force and
significance and has not simply been unmasked as purveying a form of social and
cultural elitism. The extent to which a liberal education as seen in the 19th century is
deemed appropriatetoday will be considered.This will take into considerationthe view
that some sort of social superioritywas inherent in liberal education in the 18th and 19th
centuries (Rothblatt 1976 p.24).
The refinement of issues surroundingand pertaining to a liberal education will bring to
the fore, among others, the issue of breadth and issues concernedwith ensuring that a
broader perspective to life is provided. Both aspects, ie: the liberal education and
breadth in education, will be compared and contrasted in today's social, cultural and
educationalenvironment.In additionthe questionof whether competence-and outcomebased educational provision, such as GNVQs, can ever be considered as any form of
liberal educationwill be discussed,exploringthe issue of breadth in the curriculum along
with aspects associated with general education provision. Such discussions will allow
liberal education to be contextualised in the 16 - 19 curriculum in today's education
system.
A result of this exercise will be to establish and specifically delineate the concepts of
liberal, general and vocational education for the purpose of this study (Giddens 1971).
The emergence of these particular ideal types as relevant ones reflects not only the
issues outlined above, but the following considerations:liberal and vocational education
are frequently contrasted and set apart as two very distinct spheres of education (Pring
1993; Lewis 1994; Williams 1994) creating a continuum which places vocational
education and liberal educationat oppositeends of a spectrum (see Fig. 2).
Fig. 2 The Liberal and Vocational Education Spectrum

Vocational Education

Liberal Education

Vocational education is defined as "educationfor an instrumental purpose" andliberal
education as, among other things, "knowledge for its own sake". thus setting the two
apart and illustratingthe divide in liberal and vocationaleducationin England and Wales.
Additionally,however, general education is a commonly used term and confusion arises
since the terms liberal education and general education are sometimes used
interchangeably.Yet, arguably, liberal and general education are individual and distinct
approaches to education (Erickson 1992). This is a stance adopted by Johnson &
Moen (1980) who state that "liberal and general education are by no means
synonymous" (p.4). The two are based on differing epistemologicalapproaches; there
are valid reasons, therefore, for distinguishing between the two. General education
then becomes what Miller (1988) identified as, the third option. Thus the continuum is
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extended to include the ideologies of liberal, general and vocational'education (see Fig.
3).
Fig.3 7he Liberal, General and Vocational Education Continuum

Liberal Education

General Education

Vocational Education

These three approaches when viewed conceptually are distinct and even competing
paradigms. This is made explicit as the central and peripheral characteristics of each
paradigm are reviewed. What this review also highlights is that although conceptually
they may be very different, in practice there appears to be some instrumental and
pragmatic shared values and approaches. A taxonomy such as this requires that
similaritiesas well as differencesbe teased out, allowing each concept to be redefinedin
a modem context.

CurriculumCriticism
The diverse nature of post-1 6 educational provision means that there are several sets
of curricular models and programmes of study in operation at any given time. These are
not static; educational provision is dynamic, constantly changing to meet the needs and
demands of the age. Such changes have seen the introduction of NVQs and GNVQs,
which are replacing such courses as City & Guild craft awards, RSA Examining Body
awards, and BTEC awards. Modifications have also been suggested for traditional A
Level programmes (National Commission on Education 1993). It is concrete examples
such as these that have been seen as central to the 16 - 19 curriculum, that are subject
to a curriculum criticism.

The type of curriculum analysis to be employed in this study is that described by Mann
(1969), Eisner (1980), and Ross (1990) as 'curriculum criticism'. It is a multidisciplinary
approachto the study of educationalmaterialsand settings whose function is:
"to describe the essential qualities of the phenomenon studied, to interpret
the meanings of and the relationships among those qualitiesand to provide
reasonedjudgmentsabout the significanceand value of the phenomenon."
(Ross, in Sherman and Webb 1990, p 162)
Bearing this in mind profiles of each of the identified models have been established.
These profiles are not themselves ideal types. Rather they aim to describe the central
characteristics of each of the models or curricula, examining historical development,
philosophy, aims, content, teaching and learning methods and the current climate in
which each model finds itself, using the field of Business Studies as an exemplar. The
aim is to compare the traditional approaches to the 16 - 19 curricula with current
vocational approaches.
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Field Research

Initially contact was established with a randomly sampled group from four further
education colleges and three school sixth forms. The reason both types of educational
establishment were included in the study was to ascertain whether any differences in
experience or problems encountered existed depending on the type of institution. This
was considered a possibility due to further education colleges having a long history of
delivering vocational courses compared to school sixth forms having a predominantlyA
Level tradition.
In-depth, semi-structured, interviews were conducted with GNVQ coordinators, staff
concerned with GNVQ course provision and students studying at Intermediate and
Advanced Levels at both types of institutions. A plethora of issues arose out of these
interviews. The findings were scrutinised for the relevance to the study and used to
develop further researchquestions.
The areas deemed worthy of further study because of their value within the research
programme, were then formatted into questionnaires: one of which was aimed at staff
implementing GNVQ programmes and the other aimed at GNVQ Business students.
These questionnaires were initially piloted and latterly implemented in the two types of
institution:the further educationcollegesand the school sixth forms. The rationalebehind
these questionnaires was to confirm the findings of the initial interviews and add
credibility to the findings by involvinga larger cohort of respondents.
The second phase of the field researchinvolved nationalfigures who are concernedwith
educational policies within organisationssuch as NCVQ, FEU (Further Education Unit,
now FEDA - Further Education DevelopmentAgency), CGLI (City & Guilds of London
Institute), those implementing the educational policies including a professor at a large
university who had expressed concern over the way vocational qualifications for 16-19
year olds are developing and progressing and an individual responsible for Curriculum
Developmentin a large further educationcollege and representativesfrom industry - this
included Training and DevelopmentRepresentativefrom Zeneca (formerly ICI) and The
Halifax Building Society. The rationale for involving the three levels of interest was to
see if what happens at policy level was deemed important at implementation level and
for use in industryýThese in-depth semi-structured interviews were concerned with
perceptionsof liberal, general and vocational education and with attitudes to the current
state of vocational education provision, primarily that of GNVQs. The notion of whether
GNVQs can be said to offer any form of liberal educationwas also addressed.
The final round of interviews involved a second random sample from three further
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stages of the investigation)where GNVQ course coordinators,course leaders and those
involved with the delivery of GNVQ Business along with students studying for the
GNVQ Advanced Business were interviewed. Unlike the first round of interviews those
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for this were threefold: firstly, the comparisons of GNVQ Advanced with A Level
programmesin terms of parity of esteem and intellectualrigourwere not seen to relate to
the Intermediateprogramme;secondly,the notion of an academic/vocationaldivide was
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seen to be directed at the GNVQ Advanced Level as opposed to the Intermediate
Level; and thirdly, the results of the first round of interviews indicated that the Advanced
Level students were more inclined to discuss their experiences and perceptions of their
GNVQ programme.
The aim of the second set of interviews with staff and GNVQ students was to test and
verify the findings of the interviews with educationalists and industry representativesat
a grass-roots level where educational policies are actually implemented. All the
interviews conducted for the study were in-depth, semi-structured and on-site, were
recordedand later transcribedto ensure accuracyof conclusionsdrawn.
At each stage of the development the people who were involved with the study were
informedof and given access to the informationand resultswhich were generated.
Initial Exploratory Interviews With Staff and GNVQ Students (1)
A Note on GNVQs
GNVQs were first introduced in September 1992. One of the first areas introduced as a
GNVQ course was Business Studies. It has the benefit of being a well developed,
tested and established field of study within GNVQ programmes. Business Studies, in
addition, form an intrinsic part of other areas of study, eg: Leisure and Tourism Promoting Products and Services; Health and Social Care - Customer Service.
Furthermore, Business Studies can be seen to be in direct opposition to one of the
traditionally liberal education ideals: that which holds education for the 'good life' as
central - the 'good life' being understood here as largely free from commercial
preoccupations. The background of the researcher is that of Business Studies, a point
which was thought to allow greater insight to be brought to the situations under
investigation. It was for these reasons that the field of Business Studies was deemed
an appropriate area to allow conclusions to be drawn and made generalizable. The
focus of attention was therefore on the field of Business Studies in that staff and
students approached were from this discipline area.
The Interviews
Initial in-depth, semi-structured, on-site, exploratory interviews were conducted with
staff and students concerned with GNVQ courses in an attempt to identify those areas
that were appropriate for further study, and of value to the research project. This set of
interviews involved three school sixth forms and four further education colleges from
across the country. At each of the establishments interviews were conducted with small
groups of students at Intermediate and Advanced level, the GNVQ coordinator and a
minimum of three course tutors. A total of seven GNVQ coordinators, thirteen lecturers
concerned with the delivery of GNVQ Business subjects and sixty five students were
interviewed at this stage.
The questions posed to the staff implementing GNVQ programmes focused on
difficulties encountered due to changes in teaching and learning methods, implementation
and assessment (which incorporated issues relating to Key Skills). Student interviews
focused on their background knowledge of GNVQs as opposed to other course
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provision, the choice they had about enrolling on a GNVQ course, the changes they
had experienced in the approach to learning, their attitudes to their GNVQ experience
and what they intended to do in the future.
The attitudes were recorded and the findings considered valuable to the study were
used to develop an hypothesis. The interview data that was concerned with those
areas deemed to be of value to the researchproject becamethe starting point for further
investigations.These propositionswere used to develop research questions for survey
techniques which further explored staff and student perceptions of GNVQ provision in
order to make the findings more generalizable,adding validity to the results generated.
The interviews were designed as a pre-pilot to the questionnaireswhich were the main
vehicle of investigation at this stage of the study; the findings of these interviews were
centralto the directiontaken with the questionnaires.
Questionnaires
The interviews highlighteda plethora of issues concerningGNVQs.The informationwas
scrutinised for its value to the project and questionnairesdeveloped out of the pertinent
issues. A self-completion questionnaire was designed, a prime objective of which was
to reach a greater number of staff and students and therein gauge their perceptionsand
attitudes to the vocational qualifications; thereby improving validity when gauging the
responsesto the questionnaire.
Hoinville and Jowell (1977) state that questionnaires should be "clear,unambiguous
and uniformlyworkable." To achieve this aim a small-scale pilot survey was carried out
to test the questionnaires 'in the field'. This pilot survey was given to designated groups
of staff and students. To ensure that responses to the questionnairewere maximised it
was administered to groups gathered together and completed at the same time, as
recommended by Babble (1992). Redesigning took place where confusion was
experienced by those completing the questionnaires; thus it was ensured that the
questionnaireswere uniformlyworkable and easily understood.
The questionnaires were then distributed. An entire cohort of students studying for a
Business Studies GNVQ at Intermediate and Advanced level in school sixth forms and
further educationcolleges was targeted along with their tutors. The rationalefor including
both Intermediate and Advanced students was that the possibility of approaching
students that have experience of both levels of the qualificationwould indicate whether
attitudes change when students have experienced the system and whether attitudes
differ entirelyaccordingto the course level entered.
The
A structured, self-administered style of questionnaire was implemented.
questionnaires for staff and students were different, both developed points raised in the
initial interviews. The Education Authorities Directory and Annual (1993) identifies 67
further education colleges in the Yorkshire, Humberside and Lancashire regions. The
objective was to send out questionnaires to a 30 - 50% sample, meaning that between
21 - 33 further education colleges would be involved in the study and an equal number
of school sixth forms. It was initially proposed that links and contacts established by the
School of Education at the University of Huddersfield for use in placing trainee teachers
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would be utilised. In retrospect this may have been naive. The pressures and time
constraints of those undertakingthe teacher training proved too great to incorporate the
additionalobligationof distributingthe questionnaires.
In line with the original proposal 25 further education colleges were targeted for
completion of the questionnaires (constituting 33% of the further education colleges in the
specified location) as were an equal number of school sixth forms.

The response rate, illustrating a problem with postal questionnaires, was only eight
further education colleges and seven school sixth forms returned completed
questionnaires.Forty-five members of staff completed the forms (68% of which were
based in further education colleges and 32% school sixth forms). Two hundred students
studying for the GNVQ Business responded: 62% (124) were studying in a further
education colleges and 38% (76) school sixth forms. Of the students responding 64%
(128) were studying at Advanced Level and the remaining 36% (72) at Intermediate
Level. The number of institutionsreturning completed questionnaireswas approximately
33%. The sample size was 12% (eight out of sixty-seven colleges).
Interviews With Educationalists and Industry Representatives
The literature review and the survey questionnaire gave a strong indication that
confusion exists over definitions of liberal and general education, and whether they are
in fact different or synonymous. A further point of interest was whether GNVQs, being
vocational, could then also offer a general or a liberal education and whether we should
want them to. The question of whether the 'general' in GNVQs was added to redress
the perceived low status of purely vocational programmesor whether GNVQs did in fact
offer some form of a generaleducationwas also a concern. Recognisingthat GNVQs are
inherently connected to vocational education the aim was to explore this alongside
perceptions of what was involved in a liberal and a general education. Another set of
interviews was deemed necessary to address these issues. These interviews were
conducted with educationalists and representativesfrom industry and were concerned
with GNVQs and their place in the 16-19 educationsector.
The base for these interviews required a return to the philosophy of education where
liberal education is a frequently used and diverse term which is applied to many different
situations. Definitions are prolific in the relevant literature - finding any consensus is
problematic. In some cases general education is used interchangeably with liberal
education; on the other hand there are many who do not consider the two to be
synonymous but in fact very distinct. Finding an absolute definition or description of
either liberal or general education is onerous. However, when trying to evaluate the
differing paradigms of education many of the same descriptors are utilised in an attempt
to classify and offer some explanation of what is involved in each paradigm. Some of
these descriptors are used for one or more paradigms, thus causing further confusion.
In an attempt to clarify just what constitutes each paradigm of liberal and general
education at this point in time, a set of commonly used adjectives was drawn up; for
example, Creativity, Beliefs, Values, Cultural Inheritance, Political and Economic
Awareness, Team Work, Specialisation, Intellectual Excellence, Data Analysis and
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Critical Analysis. This list was by no means exhaustive.
Seven representatives from education and industry, from a variety of backgrounds,
were then asked to indicate which they consideredto be related to liberal and/or general
education, going part way to defining what each paradigm is seen to mean, in broad
terms. The interviewees were then asked how they personally would define liberal
education and general education. With these two broad outlines in mind the aim of the
interviews was to try to establish what those involved in the study considered
necessary in education for 16 - 19 year olds. This brought to the fore the issue of
GNVQs: were any of the perceived necessary attributes present in GNVQs? should
they be? This allowed GNVQs to be discussed in terms of liberal education and general
education as well as vocationaleducation.
Further Interviews With Staff and GNVQ Students (2)
This final series of interviews was conducted in six establishments offering GNVQ
Business at Advanced Level: three further education colleges and three school sixth
forms. Those involved with teaching GNVQ Advanced Business and those studying
the course were interviewed; eighteen staff including course coordinators, tutors
responsible for the delivery of Mandatory Units and those concerned with Key Skills
delivery were involved in the study along with forty-four students: twenty-six on the
first year and eighteen on the second year of the two year programme.

The purpose of these interviews was to investigate what the GNVQ experience entails
and what the students can be said to leave further education with. Questions were
raised concerning teaching and learning methods, breadth of the programme, its
relevance to, and preparationfor, the 'real'world, critical analysis and thinking skills and
the ability to develop and enhance creativity, initiative and independence. Contrasts
with A Level study were also drawn. Such questions were raised in an attempt to
evaluate what was said (by the educationalists and industry representatives) to be
present in a GNVQ programme against the grass roots reality. This further tests the
hypotheses and increases validity of the findings in an attempt to outline what
educationalprogrammesfor young adults should be encompassing.

Analysis of Data
The Correlation
First, a literature review into the concept of ideal types (Weber 1949; Hodkinson 1991 a)
initially assessed its relevance to the project (Giddens 1971, Aron 1972) in order to
apply the concept to the realm of education. Ideal types of liberal, general and
vocational educational were then established.
Secondly, a form of curriculum analysis was employed, that which Mann (1969), Eisner
(1980), and Ross (1990) described as 'curriculum criticism'. Concrete examples of
courses in Business Studies such as A Levels, BTEC, RSA, NVQs and GNVQS
were subject to analysis. This took the form of an analysis of the philosophical
underpinnings of each curriculum model, taking into consideration the design, aims,
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content, processes, teaching and learning methods and intended outcomes, as well as
the progression routes of students.

The ideal types of liberal, general and vocational education were then related to the
various profiles of business-related educational provision for 16 - 19 year olds. The
ideal types and the curriculumprofileswere mapped against each other and correlations
developedwhereby the materialgatheredin compilingthe curriculumprofiles, which took
into account traditional approaches to the 16 - 19 curricula and current vocational
approaches, was examined in the light of the three ideal types of liberal, general and
vocational education. Liberal, general and/or vocational educational tendencies were
therein illuminated, allowing the educational paradigms to be assessed in a modern
context.
The Initial Exploratory Interview Findings (1)
This study is based on reasoning which follows the inductive - deductive approach.
Initially this involved the study of a number of individuals and institutions that were
concerned with the delivery of GNVQ Business at Intermediate and Advanced Levels
and issues perceived as relevant with regard to education for 16 - 19 year olds. The
findings of the initial exploratory interviews formed the basis for the hypotheses which
were to be tested throughout the study, allowing the issues discovered to be subjected
to a series of tests to justify the results.
The survey identified a number of points that would need to be verified in the
questionnaireresults. For example:
the breadth in a GNVQ was considered wide ranging in its vocational context:
however, greater breadth was consideredbeneficial in helping to prepare individualsfor
the multitude of situations that might face them in the world in which they will
subsequently operate
the student centred approach advocated in GNVQs was favourably received:
however, students called for a combination of initial formal input followed by individual
and group work which was thought to promote students' independence and act as a
form of preparationfor all kinds of future progression.
The Questionnaire

Results

The questionnaire dealt with attitudes to, and perception of, GNVQs using Business
Studies as an exemplar. Such attitudes and perceptionswere concerned with the ability
of GNVQs to offer a liberal, general or vocational education. The same questions were
asked about A levels and the responses compared. The computer data analysis
package SPSS was used in this analysis in order to gain an accurate picture of the
findings. Calculations such as the Mean, Mode and Standard Deviation were
implementedalong with a series of PearsonCorrelationCoefficientswhereby significant
responses were checked against similar variables in order to ensure reliability and
validity of the responses and thereby the findings.
Where the questionnaire responses could be equated to the initial exploratory interview
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material the hypothesiswas borne out. For example;
the breadth in a GNVQ programme was favourably received and was seen to
promote a general education: however, a potential area of concern revolved around the
common belief that it was a liberal education, rather than a general education, that was
essential for individualsin post-16 education
the student centred approach was seen to be a distinct advantage of the
system; it was seen to help in the development of confidence, independence and
individual responsibility it was also seen to help maintain student interest and
motivation.
The information gained in this attitudinal survey was then further compared to the deskbased research of curriculum criticism and ideal type analysis, allowing for further testing
of the findings in an attempt to make the resulting hypotheses generalizable.
The Interview Findings (2)
Having established that much confusion exists in relevant literature as to what
constitutes a liberal education one purpose of these interviews was to ascertain how
certain educationalists and industry representatives defined a liberal education. This
necessarily required that it was distinguished from general education. Having clarified
what was perceived as liberal and general education the direct question of whether any
of these perceived traits were present in GNVQs was posed, as was the issue of what
should be there but was currently lacking. These results allowed liberal education and
general education to be defined in a more modern context than that of the 19th century
ideal. It also allowed GNVQs to be evaluated in the light of such definitions in an
attempt to tease out liberal and general educational tendencies.
Having outlined, on a conceptual level, what was considered to be a liberal education
and a general education and mapped GNVQs on to such criteria where possible, the
findings had to be checked against reality. This involved staff and students in further
education colleges and school sixth forms. Their opinions were sought as to whether the
same identified criteria were concerns of liberal and/or general education and whether
such aspects were present in GNVQs. Ultimately, specific qualities that are desired in
post-16 education were identified and appraised in the light of the ideal types of liberal,
general and vocational education and compared to GNVQ provision. These interviews
were again part of the inductive - deductive model whereby justification for initial
discoveries was the aim of the investigation.
The findings of this stage of the research developed the following hypotheses:
a liberal education was seen as the way forward for post-16 education over
general and vocational education
liberal education was identified as representing aspects such as selfdevelopment and self-growth; this was related to the development of sets of values and
beliefs, a moral conscience and social, political and cultural awareness: these factors
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were identified as enabling the individual to become more fully aware of what is
happening in their immediate environmentand in a broader context, thereby facilitating
individual development.
another commondenominatorof liberal educationwas identifiedas 'knowledge:
liberal educationwas associatedwith cultivationof the intellectthrough the development
,
of an inquiring mind where independentthought and reflectionwould allow the individual
to make informed decisions and choices, separating knowledgefrom subjective opinion;
factors bound up with the knowledge objective: such mind training when combined with
the self-development aspects was perceived as being able to allow the individual to
make sense of the world in which they function
GNVQs were identified as offering a general education with possible liberal
overtones. These liberal aspects were seen to come from the way in which a student
carded out their work, the teachingand learningmethods, and the inclusionof Key Skills:
for the main part this liberal potential was seen to be by default rather than design as
such they were not thought to be fulfilling their potential.
Analysis of Liberal Education in a Modern Context

This section brings together the established, historical views of each of the identified
educational paradigms - those of liberal, general and vocational education - and
compares them to the current situation. This takes into account the dichotomy between
liberal and vocational education and that which exists between A Levels and GNVQs. It
also considers proposed changes to 16 - 19 educational provision such as
developmentsarising out of the Dearing Review (1996). This overview of historical and
current thought, as laid down in relevantliterature,is then subjectedto further evaluation,
comparing and contrastingit to the final series of interview findings; thus allowing liberal
and general educationto be redefinedin a moderncontexttaking into account the growth
of vocational education provision and the role of GNVQs.
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CHAPTER 3-

IDEAL TYPE ANALYSIS

Introduction
The concept of an 'ideal type' was developed by Weber (1949) in an attempt to interpret
meaning; the theory being that when meaning is attached to actions or ideas they then
become embodied in social norms, for example: socialisation, whereby people comply to
socially acceptable behaviour; that which is seen as 'proper' or 'correct' set down as
common guidelines, and understood as social rules, norms or expectations. Through
interpretation of the meaning of these rules, norms or expectations, understanding and
causal explanation of those actions or ideas follow. Weber suggests that out of these,
ideal types are developed the function of which is the:

"comparison with empirical reality in order to establish its divergencies or
similarities, to describe them with the most unambiguously intelligible
concepts,and to understandand explain them causally".
Weber (1949 p.43)
Such an undertaking allows vague ideas to become generalisablethrough "the abstract
synthesis of those traits which are common to numerous concretephenomena" (Weber
1949 p.90 & 92).
The value of implementingan ideal type analysis is that it can be a methodologicalmeans
of establishing significance. It allows the selection and formation of characteristics to be
specified as definite types. Hirst (1976) suggests that it can be seen as a form of
abstractionfrom cultural realitywhich selects and emphasisesthe cultural significanceof a
range of phenomena. When it is applied to the real world both differences and
correspondencewith the model can be measuredin terms of culturalsignificance.He goes
on to say that ideal types are "intendedto representa segment of empirical reality, i.e., a
recurrentpattern of events" (p.177). They do not describe,nor do they explain, but they
stand for the segment of empirical reality concerned.Ideal type analysis is:
"related to the notion of comprehension in that evety ideal type is an
organization of intelligible relations within a historical entity or sequence of
events ... is related to ... the process of rationalization. The construction of
ideal types is an expression of the attempt, characteristic of all scientific
disciplines, to render subject matter intelligibleby revealing (or constructing)
its internal rationafily
the ideal type is also related to the analytic and
partial conception of causality .... it helps us to understand historical
elementsand entifies."
Aron (1972p.206)
When constructing an ideal type a theoretical pure type is formulated which describes
what is characterised by a particular expected or normative pattern (Parsons 1947).
Giddens suggests that although "an ideal type is neither a 'description' of any definite
aspect of reality, nor, according to Weber, is it a hypothesis, ... it can aid in description
and explanation" (1971 p. 141). Further value of the ideal type analysis lies in the fact
that its purpose is exploratory; even if a deviation from the pure form is encountered it too
is of value, it can "be examined in terms of the influence of irrational elements" (Giddens
1971 p. 148).
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"For the purposes of typological scientific analysis it is convenient to treat
all irrational, affectually determined elements of behaviour as factors of
deviation from a conceptually pure type of rational action
Only in this
...
way is it possible to assess the causal significance of irrational factors as
accountingfor deviationsfrom this type."
Weber (1969. Vol I p.6)
Having acknowledged the value of the concept of ideal types it is impossible to ignore
the criticism that has been levelled at the same concept. Recent years have seen
Weber's methodology come under attack. Greer (1985 p.1) suggests that this is
essentially because it fails to predict the complexity of modern organisations, even
though he recognises that the concept yields "valuable insights into the thinking and
reasoning" of individuals.
Rex (1969 p. 172) is more specific in his criticism. The fact that Weber's types represent
limiting cases only, or that they involve 'a one-sided accentuation of one or more points of
view', causes him problems. He suggests that 'this could mean that if taken to extremes,
that the types were a kind of caricature, and one cannot in fact prove a caricature,
because one knows in advance that in any particular case the elements of the caricature
will not be therein a pure form. " They can be seen as limiting in that as a caricature they
cannot reflect universal reality. Rex goes on to argue that if Weber had suggested that
ideal types were simply "theoretical abstractions, which could be applied to empirical fact
only if preceded by a ceteris paribus clause, they could be regarded as a source of valid
explanations" (Rex 1969 p. 173). He acknowledges that taken together with other factors
they could explain observed events; but he points out that Weber always insisted that
they were not abstract in this sense but referred to 'concretely possible' cases. As such,
Weber's ideal types can be obscure and can only be a hypothesis and not a
scientifically valid explanation.

Further limitations of Weber's ideal type method include the concern that the "relationof
the type to the concrete is arbitrary and ambiguous .... Weber's position allows an
uncontrollabledegree of freedom to the model-constructor.... (who) gives significance to
these meanings according to its own processes of selection and valuation" (Hirst 1976
p.74). Hirst goes on to argue that the concrete existence of pure types is very infrequent
because all action mixes rationalityand irrationalityin varying degrees.
In defence of the ideal type there is considerableevidence that Weber did not intend his
ideal types to be applied to on-going situations:
"His intention was to use the ideal types as tools the social scientist would
use in making multiple observations. In effect the ideal type would become
the reference point against which the researcher would compare his or her
multiple observations. Instead of thinking of ideal in terms of "best". Weber
thought in terms of "never changing". With a never changing model, then, it
was possible to compare any number of observations with the model and
to make generalizationsabout the similaritiesand differences."
Greer(1985p.1)
Weber insisted that ideal types must be formulated in concrete rather than abstract forms
so that they refer to 'objectively possible' courses of action. As ideal typical forms they
should be of use to the empirical investigator to characterise, understand and give casual
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explanationsfor actual historicalwholes.
In spite of the heavy and varied criticisms directed against Weber's methodological
arguments the constructs which he called 'ideal types' continue to be used and produced
(Everett 1980; Greer 1985; Rimmer & Davies 1985; Jones 1991). Whilst it is accepted
that ideal types are probably less pure than Weber envisaged they are intended for use
at the point at which theory and description confront one another; without some such
concept generalising would be impossible. Giddens (1971 p. 141) states that the "ideal
type is not formed out of a nexus of purely conceptual thought, but is created, modified
and sharpened through the empirical analysis of concrete problems, and in turn
increases the precision of that analysis. " As such the use of ideal types in a number of
situations and categories is possible. This becomes possible because Weber does not
claim that his categories are general or exhaustive.

Ideal types are neither definitions nor empirical statements. They are "descriptions of
hypothetical constellations of phenomena, constellations which would exist if certain
antecedent conditions were given empirically" (Burger 1975 p.165). He goes on to
suggest that "they are constructed when it is desirable or necessary to characterize in a
summary fashion the kinds of social phenomena existing in certain time periods and in
certainareasý (p.177). When utilising such a concept, ideal types can be seen only as a
model, as an ideal typical statementand not an empiricalone. It must also be remembered
that ideal types are not theories, that they are neither proven nor disproven. The ideal
type "is no 'hypothesis' but it offers guidance to the construction of hypotheses."
(Weber 1949 p.90). The use ideal types have is that they provide illuminating
interpretations of social facts rather than supplying valid scientific explanations (Rex
1969 p.173). It is for this purpose that they will be used in the analysis of liberal, general
and vocational education. Past and current forms of 16 - 19 education provision in
England and Wales will then be evaluated in terms of these ideal types.

Ideal Type Construction
Ideal types have been identified as a technique in sociologicaltheory which "consistsin
constructing from varied details a representativemodel for an institution, role or function
which enables it to be distinguishedclearly, (and) its varietiesclassified" (Gerth & Wright
Mills 1948, Preface).They go on to suggest that further research leads to the refinement
and sharper discrimination within the ideal type so that significant details of individual
cases become more apparent. However, Giddens (1971 p.141) stresses that what must
not be forgotten is that:
"An ideal type is constructed by the abstraction and combination of an
indefinite number of elements which, although found in reality, are rarely or
never discovered in this specific form. "
This is best illustrated through Weber's own work on 'authority'. Within the concept of
authority, defined as a 'sub-type of power in which people willingly obey commands
because they see the exercise of power as legitimate" (Abercrombie et al 1994 p. 24),
Weber distinguished between legal-rational, traditional and charismatic authority, each of
which have sub-sets of formal rules and characteristics. The elements of every day
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practice concerned with authority may not exactly match the elements of the ideal types,
but they are able to illuminatevariations,giving hypotheticalconstructionsform, from real
phenomena. In referenceto Weber's process of abstractionwhich allows an ideal type to
be constructed, an ideal type aims to accentuate essential features to render them
explicable, Weber describes this process as:
'An ideal type is formed by the one-sided exaggeration (Steigerung) of one
or several points of view and by the synthesis of a great many diffusely
and discretely existing component phenomena (Einzelerscheinungen)
which are sometimes more and sometimes less present and occasionally
absent, which are in accordance with those one-sidedly emphasized viewpoints, and which are arranged into an internally consistent (in sich
"
einheitlich)thought-image.
Weber (1930 p. 90)

Each particular ideal type has to be discussed in its own terms. This first demands that
the construction of concepts, which are specifically delineated for this purpose, is
established (Giddens 1971). Then ideal types must be developed which will provide an
organisation of intelligible relations within a sequence of events (Aron 1972), whereby
comprehensive and logical patterns are formed highlighting the associations and
interactions evident in the specified ideal types. A summary of what Burger (1976 p.160)
suggests as the formulation of an ideal type, as it has emergedfrom Weber's description,
involves the procedureshown in Fig. 4.
Fig. 4 The Formulationof an Ideal Type
A universal statement is chosen which asserts that in a certain kind of social
situation conformity with a particular maxim can be expected. According to Weber, this
hypothesis is an inductively established generalisation.
1)

A situation of the kind referred to in the hypothesis is then constructed. Features are
specified to some degree by giving it certain characteristics. In Weber's view, this
situation is constructed through uidealising" abstraction from the features of known
situations of the requisite kind; accordingly, it resembles them in many aspects.

2)

What kinds of activities would ensue, and what phenomena would result from these
activities are listed that are in line with the hypothesis (1), and the given situation (2).

3)

4) Subclasses of the kind of situation referred to in (2) by giving its general
characteristics various specific values are formulated.
5) With the help of the "nomological" hypothesis mentioned in (1), the specific activities
which would occur are constructed and related to each of the situations referred to in (4),
as are what the results of these activities would be.
The configuration of activities and their results referred to in (3), (a hypothetical
configuration of events), is what is described by an ideal type.

6)

I

Source: Adapted From Burger, T (1976) Max Weber's Theory of Concept Formation
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This sequence will be followed in the construction of the ideal types of liberal education,
general education and vocational education. It will also take into account an aspect of
ideal types as raised by Giddens (1971 p.141):
"the creation of ideal types is in no sense an end to itself; the utility of a
given ideal type can be assessed only in relation to a concrete problem or
range of problems, and the only purpose of constructingit is to facilitate the
analysis of empiricalquestions."
To this end the three identified ideal types will then be used as a base from which past
and current educational provision for 16 - 19 year olds in England and Wales will be
evaluated in an attempt to tease out liberal, general and/or vocational tendencies of each
form of provision investigated.This will allow the ideal types to be used as a tool to give
form to various models of 16 - 19 provision(Rimmer & Davies 1985 p.168). In formulating
ideal types there will be an attempt to delineate, through empirical examination of the
specific forms of educationalconstructs,the most important aspects which are distinctive
to each educationalideal type (see Fig. 4 The Formulationof an Ideal Type).

Educational Ideal Types
Introduction
For the purpose of this study the Weberian ideal type will refer to the selected typical
values constructing a logical perception of each phenomenon (Weber, 1962).
Hypothetical characteristics for each ideal type will be clearly identified (Jones 1991,
p.408). Hodkinson (1991b) argues that this means that in reality ideal types probably
do not exist in such pure forms as they are crude positions; however their strength is that
they are drawn up to clarify thinking.
Hodkinson (1991a) developed a set of 'Ideal Type Value Positions'in which he identified
four educational ideal types: progressive academic, traditional academic, progressive
vocationalist and traditional vocationalist. He suggested that they lie on a continuum
which runs from the purely academic to the purely vocational. Here Hodkinson's work
concentrateson vocational educationand places academic educationat the opposite end
of a spectrum. Vocational is'defined as "education for an instrumental purpose" and
academicas "knowledgefor its own sake; (Hodkinson 1991a p.28), thus setting the two
apart and illustratingthe divide between the academic and the vocational in England and
Wales in post-16 education. However, confusion abounds since the definition used to
identify an academic education has also been attributed to liberal education (Knoll 1981).
The term liberal education has also been used interchangeablywith general education,
though Johnson & Moen (1980 - 1981, p.4) state that "liberal education and general
education are by no means synonymous. " It is suggested that there are
epistemologically valid reasons for distinguishing a liberal education from a general
education. Beck (1988) goes so far as to suggest that it is an error to keep apart the
vocationalfrom the generaland liberalin education,in both conceptualand practicalterms.
In this study it is proposed that, alongside liberal education and vocational education
(which are frequently contrasted as two opposing approaches to education), general
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education become the third option (Miller 1988), extending the set of value positions to
incorporate the ideologies of liberal, vocational, and general education, thereby extending
the continuum. This will allow the varied education models to be subject to an in-depth
analysis. In doing so a comprehensive matrix will be developed to which concrete
education models such as A Levels, BTEC, RSA, and NVQs, as well as GNVQs, will be
related. This will incorporate aspects of the vocational, the general vocational, the general
academic and the academic. The three educational ideal types to be constructed are:

LiberalEducation
GeneralEducation
VocationalEducation.
Liberal Education
The Greek notion of liberal education, as advocated by Plato, has formed much of the
basis for the philosophicaldevelopmentof the idea of a classical liberal education. In the
'Republic' Plato set out his 'ideal state' pivotal to which, for some, was a rigorous
intellectual training which was thought to promote knowledge; for Plato knowledge is
virtue. A low status was attributed to mere 'opinion' which was what was thought by
Plato to be manifested in, for example, practical or commercial skills of use in everyday
life. Such skills, expertise and training were segregated and held in low estimation and
low social status when comparedto the developmentof the mind, theory and knowledge,
giving rise to a perceived intellectual elite. This gave an early impetus to the notion of
'vocationaltraining'as being a markedlyinferiorform of 'education',hence not truly 'liberal'.
The three main traditions of a classical liberal education in Plato's rigorous intellectual
training were concernedwith the classics,mathematicsand philosophy,which are studied
for their supposed capabilities to train the mind and cultivate the intellect (Rothblatt
1976). This pursuit of knowledge and education was bound up with the 'good life'.
Traditional values such as temperance, piety, courage and justice were seen as virtues
that made for a good life; morality,and codes and principlesof moral behaviourwere seen
to provide a set of ethics necessary for the good life where individual virtues and state
happiness unite.
Those individuals who completed the- training successfully were thought to be
enlightened, to know what the 'good life' embodied,to possessthe virtues of wisdom and
reasoning which would allow the mind to come to an appropriate end, where reasoning
would allow the mind to come to know ultimate reality; such were desired outcomes of
Plato'sintellectualtraining.
It was his belief that those men or women (the Guardians) who completed this rigorous
training possessed the sagacity to form a ruling elite; their destiny was to govern society
with a view to maximising the happiness of society as a whole. Individuals had roles to
fulfil in society to ensure that this aim was met - roles that were allotted to them by the
ruling elite. Each individual, in fulfilling their own role, was thought to contribute to the good
of the whole community. This idea of a liberally educated society offered very little room
for individual development. Plato appears to make no connection between happiness
and individual liberty, only the greater good of the state, an ideal typified in his Republic;
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that roles were allotted to individualssignalsthat the ruling elite made the decisions in this
authoritariansociety,leavinglittle roomfor any form of democracy.
The philosophy of Aristotle, with regard to education, was based on a similar premise to
that of Plato. Intellectual contemplationwas seen to embody what was considered to be
good for humans. Ethical considerationsinvolved reflective understandingof what was to
bring the good life or well-being to individuals. Activities such as contemplation and
virtuous actions, stemming from a virtuous character and wisdom, were seen to guide an
individual toward the good life and personal well-being; the ultimate end of all actions
being happiness.
Important differences between the two philosophiesof Plato and Aristotle exist. Although
issues of politics, morality and ethical conductwere central for Aristotle, as were the roles
of individuals in society, greater emphasis was placed on tolerance, freedom and
equality, the rights of citizenship and individual virtues in striving for individual
happiness. Perfectionwas not a prerequisite,but aiming for such perfectionwas deemed
important in that the ultimate end of all action was happiness. Aristotle placed greater
importance on individual citizenship and happiness as opposed to that of the state and
was of the belief that democracy was a more practical way to achieve this than the
'communist'society of guardiansadvocatedin Plato's 'Republic.
This classical conceptionof a liberal education,embodiedin the philosophiesof Plato and
Aristotle, holds as pivotal three main premises: meaningful knowledge is that which is
considered good to know in and for itself; the ability to see all things in relation to each
other is considered important and should be developed; and that which is considered to
be the best of what had been said and thought should be studied. The value of
intellectual contemplation was seen as worthwhile in its own right, and for the moral
improvement thatImay be achieved, and the resulting happiness of individuals and the
state. Two central themes have developed out of the classical idea of liberal education,
the peripheries of which overlap: the Humanisticobjective ('the art of right conduct'), and
the pursuit of knowledge('the cultivationof the intellecf).
The Humanistic Objective .
A central derivation of liberal education is represented by the humanists of Renaissance
Italy (arguably the first renaissance philosopher was Nicholas of Cusa (1401-64) and
'
the last Francisco Suarez (1548-1617),as well as important,influential humanist thinkers
and writers of the same period such as Desiderius Erasmus (1466-1536), Niccolo
Machiavelli 1469-1527) and St Thomas More (1478-1535)), who were influenced by
traditions passed down by the writers of ancient Greece and Rome, such as Plato and
Aristotle, who encouragedthe advancementof humanityby reinforcingsocial and cultural
virtues and values. Liberal education explicitly becomes associated with living in the
world in a morally acceptable manner, in that through this humans develop an
understanding of how they ought to live, both individually and socially. It fosters a
preoccupation with the meaning of an idea such as justice (or beauty or good) or the
analysis of principles such as Does might make right? (Beck 1988). The essence of
liberal education is seen as the attainment of qualities of character and intellectual and
moral cultivation (Roderick & Stephens 1972). Rothblatt (1976 p.16) suggests that:
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"ideals of a liberal education were central to standards of correct or proper
social conduct and notions of ethical self-improvement... 'the science or art
of right living.'It is the histoiy of socio-moralconduct"
The underlying values of such a propositionare gentlemanliness,integrity and candour.
Moral conduct entails reason, judgment and understandingand includes social aspects
concerned with behaviourwhich can be expressedin style, taste, fashion or manners. All
are deemed to be essentialqualities and values which are pivotal to living. It is concerned
with the wholeness and entirety of man, dignity and uniqueness, where man is viewed
as a dynamic, conscious, striving, purposeful and creative organism (Issacson 1965);
embodied in this are the many and subtle interpenetrations of history, society, politics,
economic life, education which pervade character formation - an approach which has
much in common with Plato's portrait of man, where such knowledge is seen as
virtue.This illustrates the holistic approach of humanism to education and character
formation as it emphasises the cultivation of the whole person: mind and body. The
humanist objective is the 'civilized person' who is knowledgeable about human nature
and the intricaciesof social behaviour.Its purpose can be seen, then, not as helping one
in making a living but to prepare one for living:
"the original purpose of the humanist objective in English liberal education:
life in the world, educationfor living with others."
Rothblatt (1976 p.197)
Later the humanistic ideal of liberal education concerned with 'the good life' came to be
associatedwith what has been termed 'etiquette'which offers a code of conduct for'polite
learning'. Included in this are such things as the rules governing one's daily life, how to
improve or establish a respectable reputation and how to get on in fashionable society.
Evident qualities of appearanceand good taste (however defined locally) are a necessity
along with the art of high conversation and social adequacy,tainting and reducing the
Platonic ideal of liberal education to a process which caters to personal advancement
whereby 'acting' in the correct and expected manner can serve to advance one socially.
Thus education becomes inextricably linked with a social value system. In more recent
times such behaviour has been used to advance one's career through what has become
known as the 'old school tie' network where ethical and moral issues fall by the way and
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valued honesty, integrity and decency has become corruptedand, in more modern times,
come to imbue such aspects as the development of social skills, politeness and
mannerisms, correct conduct and behaviour and social 'networking' exemplified as
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and happiness. However, the humanist approach is not the only school of thought to be
developed out of the Greek notion of a classical liberal education.An alternativeschool of
thought embraces aspects associated with intellectual excellence in the pursuit of
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knowledge.
The Knowledge Objective
Cardinal John Henry Newman, in the nineteenth century; was one author, among many,
who followed and shared a common core of thinking with Plato and Aristotle with respect
to knowledge attainment. He saw liberal education as "simply the cultivation of the
intellect,as such, and its object is nothing more or less than intellectualexcellence" (1852,
p.121); this intellectual excellence he saw as bound up with "philosophy, philosophical
knowledge,enlargementof mind, or illumination" Central to Newman's philosophy, as
with Plato and Aristotle, was the emancipation of the individual through the quest for
'truth', through the questioning of accepted, established concepts and ideals. Such a
cultivated, trained mind was seen to have the ability to see the relationship between
every sphere of existence, to possess the capacity of logical argument and the ability to
deduce and induce meaningfrom reasoning.The value of this was seen to lie in the belief
that an abstract liberal educationsuch as this could adapt itself to any other context:
"it enabled a man to fill any post with credit and master any subject with
facifiV
Newman (1852b in Sanderson 1993 p.190)
In such a light Newman saw liberal education, in striving for knowledge and intellectual
excellence, as self-justifying, an end in itself, its own reward. In the pursuit of a genuine
liberal education and the acquisition of real knowledge, attributes of good judgment and
critical acumen and all-embracinginsight were thought to be developed and enhanced; it
was seen to go beyond mere learning. Such scholarly claims as these saw the growth of
a liberal elite. This growth came at the expense of and detriment to scientific and
vocational education whose developmentwas suppresseddue, in part, to the low status
attributed to utilitarian and artisan pursuits. In more recent times this liberal elitism has
been perpetuated by the high status and prestige attributed to a grammar school
education,comparedto that of secondarymodernor technicaleducation.
For Newman the Greek notion of liberal education, which held the pursuit of knowledge
and the liberation from ignorance, absolute truths and ultimate reality through the use of
right reason and virtuous actions, played an explicit and emphatic role and was central to
his doctrine. Knowledge and wisdom were seen to be distinct human virtues on the path
to the good life; these were seen as sufficient to identify the pursuit of knowledge as selfjustifying, as being its own reward, an end in itself. The concern is ultimately with the
unity of knowledge in which knowledge becomes an exercise in verbal inquiry by way of
analysis thereby moving the student towards being philosophical. Here such
disinterested knowledge was seen as being intrinsically valuable and an end in itself
(Hyland 1994a p.117). An approach such as this, where enlightenment is focal, has
strong links with the humaneideal of the liberalparadigm.
More recent liberal education philosophiesfollowing the same vein include the work of
Peters and Hirst. Peters, a British phil6sopher working in the field of ethics, political
philosophy and education, played a major role in the 1960s in establishing British
philosophy of education as an academic discipline. His concept of education, as an
advocate of liberalism was the study of 'worthwhile activities'. These were largely of an
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aesthetic and intellectual kind and pursuedfor their own sake. In developing his notion of
liberal education Peters identified three salient features of liberal education as set out in
'Ethics and Education' (Peters 1966 pp.43-45): that it should not be limited to serving
extrinsic ends, that education should not be too specialised and that it should not
constrain belief in a doctrinaire way (Enslin 1985 p.216). Moralistic in his approach,
knowledge was that which was deemed worthwhile, that which would promote a
worthwhile form of life; that which would have "the function of preserving and transmitting
"transmit what a community values" (Peters 1966
the ultimate values of society"
pp.43-45 in Enslin 1985 p.216) in the hope of preserving social order through what
Oakeshott (1961) identifiedas "educationas initiationinto a civilisation".
Hirst sets out his stance in his essay 'Liberal Education and the Nature of Knowledge'
(1965), a preoccupation of which is education suitable for a liberal society. Knowledge
was seen as a virtue which broughtwith it the fulfilment of the mind and determinedman's
understanding about how life ought to be lived (both individually and socially); aspects
vital to the good life. The pursuit of knowledge was again seen as a prime and direct
concern of liberal education, as was the ability to extract universal truths. According to
Hirst's nature of knowledge this required logical, empirical, rational and moral modes of
thinking.This required the inclusionof certain moral qualities- again in line with the Greek
notion of liberal education; moral qualities such as candour, fair-play and self-control,
alongside aesthetic values like good taste (however defined), all of which were seen to
be central to the pursuit of a genuineliberaleducation.
As with the humanist objective of a liberal education the knowledge objective, in more
recent times, has also experienceda form of corruption of the original ideal. Where once
there was the pursuit of intellectualexcellence and knowledge attainment for the value it
would bring to an individual's existence, now there is scholastic advancement, whereby
academic qualifications serve as a platform for future progression and not for the
enlightenment it may bring. For example, Newman's liberal education ideal which holds
the rounded individual as central has come, in more modern times, to be representedby
GCE A Level programmes which are seen as being socially prestigious, 'the gold
standard' and the ideal preparation for university. Such an association has tended to
devalue vocational education a consequenceof which might be seen as an unproductive
drain on the economy.
The above discussions serve to illustrate that Ihe phrase 'liberaleducation'has become
today something of a slogan which takes on differentmeaningsaccording to its immediate
context" (Hirst 1965 p.1). From Plato's concept of a classical liberal education,where the
cultivation of the intellect in line with moral and ethical codes of behaviour brought about
the happiness of society as a whole, developed the two schools of thought of the
Humanist objective and the Knowledge objective. The Humanist objective was
concerned with an individual's ability to conduct themself in society at large in the full
range of situations that they might find themself, and the Knowledge objective with the
pursuit of knowledge and intellectualexcellencewith a view to improving daily life through
the enlightenment such knowledge can bring. A further development and perhaps a
distortionof the original concepthas since occurred.Where once there were the Humanist
and Knowledge ideals now there is etiquette and social skills on the one hand and
37

scholastic achievementon the other. The differing objectives and development of liberal
education are depicted below:
Fig.5 The Differing Objectives of Liberal Education
Plato's Classical Ideal of Liberal Education

Humanistic

Knowledge

Etiquette

Scholastic
Achievement

Further Liberal Education Themes

To suggest that Newman, Peters and Hirst have been the only philosophers to discuss
aspects of liberal education since the time of Plato and Aristotle would commit a great
injustice to the development of ideas and perspectives of a liberal education. For
example, Hutchins (1936 p. 182) when trying to define liberal education cites H. Taylor
(1950) when he suggests 'rationalist' assumptions.This is picked up by Erickson (1992
p.16) who refersto:
"rationalism's objectivist assumption of the existence of an independent
reality of fixed laws and absolute truths, where knowledge per se is the
object of human leaming and inquiry."
The point is developed further to encompassthe suggestion that knowledge retains the
character of a fixed body of truths and principles. It is the uncovering of these truths that
is consideredto be of prime importance.Van Doren (1959) suggeststhat liberal education
uses the enduring truths of the past as the schema by which students are guided in the
present; a concept that is asserted by many (Adler 1986; Hirst 1974; Bloom 1987; and
Cooper 1993). Essentially,therefore,this particularperspectiveof liberal education looks
to the past for a sense of direction,for a pattern of meaning (Miller 1988). The problem is
that, although there is much to learn from history, the environment in which individuals
operates today holds many different values and perspectives to those held in the
nineteenth and early twentieth century: some of which are difficult to relate to the idea of
knowledge per se, especially where enterprise and a flourishing economy are deemed
important.
Further discussions of liberal education have suggested that it has an 'essentialist' nature
(Rice 1972) which Erickson translates as being concerned with a prescribed curriculum of
essential subjects; a core curriculum approach. This core curriculum is a vehicle for the
acquisition of knowledge. Due to rationalist assumptions methods are based on the formal
discipline theory of learning where the goal is the mental disciplining of the mind. Liberal
education is, therefore, discipline-centred. It is concerned with the unity of study where,
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by reason and logic, students are guided through a core of studies towards 'eternal
verities' (Bloom 1987). Formal lectures and mentoring are the preferred methods of
teaching the prescribed content and "repeating lessons is the only way to learn"
(Rothblatt 1976 p.46). Certain studies are prescribed as being good for the mind and
therefore appropriate. Students, consequently, become intellectual consumers of the
"Great Tradition" of attitudes, beliefs and bodies of knowledge (Van Doren 1959).
Erickson extends this to suggest that liberal culture and right reasoning are transmitted
and an appropriate level of "cultural literacy" is gained. This is expected in the A Level
system today which relies heavily on tradition and embodies many of these
characteristics;this, superficiallyanyway, contrasts with the GNVQ system where study
is the responsibility of the student, creating a student-led and -centred approach to
education.
Pring (1993 p. 49) in his discussion of Paul Hirst's essay, 'Liberal Education and the
Nature of Knowledge' (1965) suggests that:

"The description of education as liberal simply emphasises this cognitive
dimension the liberationfrom ignorance,the capacity thus engenderedfor
.... in
participating
a broad range of knowledge-based activities, and the
empowerment that arises from the insights into different ways of
understanding"
Pring (11993p.65-6) in an attempt to summarise liberal education suggests that it pursues
no ends beyond those set by the educational enquiries themselves, that it eschews clear
objectives, as no one can say where the conversation will lead. He offers the idea of a
liberal programme being a process, an engagement to which standards that are invoked
are implicit within the different forms of enquiry. The quality assurance within liberal
education, he suggests, lies in the judgment of those who are part of the engagement:
liberal education introduces the learner to a world of ideas, of understandings, of
imagination. A flourishing liberal education is not concerned with the distractions of the
practical world; "liberal education commonly is taken to exclude applied or occupational
training, to continue the literaiy or home tradition in the college curriculum, and to
encompass study both in depth and breadth" (4ohnson & Moen 1980-1981 p. 4). Liberal
education, here, is an investment in intellectual values, the reward for which (largely an
act of faith) is the enhancement of those values. One such reincarnation of liberal
education may be found in the work of Dewey whose philosophy surrounding 'education'
was concerned with how life should be lived. In his attempt to address such a question
Dewey argued that the gap between morals and science should be bridged: points
which will later be shown to have links with general education provision, and possibly
that of vocational education, as well as the liberal education ideal.
Criticisms

of Liberal Education

Areas of concern in the depth and relevance of approaches such as these are evident.
The late nineteenth century saw liberal education become central to the university
curriculum. The assumptions were based on the liberal culture movement. The classics
were central to this movementand were illustratedby trMum and quadrivium - the three
liberalarts of grammar,logicand rhetoric(the ftMum) plus the four of arithmetic, geometry,
astrology and music theory (the quadliWum),seven altogether - the roots of which still
form many university courses (Kingston 1994). However, certain characteristics of
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classical/liberal learning in the universities were at odds with humane learning. For
example: "the syllabus, early specialization, the mind training, the ... recruiting through
examinations, and the anonymity of the whole procedure of testing' (Rothblatt 1976
p.143). Rothblatt (p. 80) also suggests that although a liberal education was supposed
to be broadening,universityteaching was narrowand a matter of outmoded rules. Where
it was supposed to emphasise cognitive aspects such as clarity and elegance of
thought, instead, students were taught to "obfuscate and start hares". Where it was
supposed to make its recipients "attentive to the needs of others, instead, students
were taught to be academic snobs" So, althoughthe universitycurriculum had taken its
lead from the humane learningof a liberal education,it promotedan environmentof study
and mind training that was at odds with the moral and cognitive aspects of humane
learning. This is compounded even further when the basic principles of the essentialist
orientation of a liberal education are investigated. Brubacher (1969 in Collins et al 1978
p.75) identifies these as:
"A)
B)
C)
D)

learning necessarilyinvolveshard work and application
the initiativein educationshould be with the teacherrather
than with the pupil
the heart of the educationalprocess is the absorptionof
prescribed subject matter
the school should not abandontraditionalmethods of
mental discipline."

This implies that emphasis is placed on authority which comes from tradition and which
claims to distinguishthe essentialfrom the non-essentialin curricula.Furthermore,a liberal
education,"founded on rationalist assumptions,oriented toward essentialism, and based
in the methods of logic, is concerned with ideas in the abstract, with the conservation of
universal truths handed down through the years, and with the development of intellect"
(Erickson 1992). Erickson goes on to argue that this advocates a focus on the discipline
of the mind along with the study of a permanent body of essential principles and
knowledge handed down from antiquity. Curtis (1968 p.110) suggests that an approach
such as this made the curriculum and the methods of instruction narrow, formal and
academic in outlook, a criticism that can be levelled at current A Level and traditional
degree programmes. It is further argued that, this is "out of contact with the growing
demands of the age". again a charge that is brought against A Levels which have been
seen to be in need of modification(NationalCommissionon Education 1993). Curtis cites
Bacon, Milton and Locke when he criticises such approaches; all of whom had severe
reservations about such a narrow focus and suggested various expansions.
When considering the knowledge objective of a liberal education and the cultivation of the
intellect Peters and Hirst have been criticised for their over-emphasis on the cognitive
component of 'knowledge' which neglects practical knowledge and concentrates on
propositional knowledge (Pring 1976), a charge that can be directed at Newman also.
Enslin (1985 p.214) goes on to argue that Hirst:

"legitimates the assumption that the traditional middle class subjects of the
grammar school represent 'knowledge. By favouring propositional, abstract
and theoreticalknowledge overpractical knowledge,Hirst's liberal education
serves to perpetuate the distinctionbetween mental and manual tabour His
absolute view of knowledge and education presumes that the knowledge
and theorisingof the teacher is superior to the pupil".
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This argument is extended to include:

uHirst'sview of knowledge ignores questions concerning the historically and
socially determinedproduction, reproductionand legitimation of knowledge,
and fails to realise that knowledge reflects the interests of the dominant
group in a society at a particulartime".
Enslin (1985 p.217)
In the modern context of recent developments in the education system of England and
Wales, where the promotion of vocational courses has been the highest priority of the
Conservative Government since the mid-1980s to date, problems are self-evident.
Rather than going part way to bridging any divide between educational systems the
divide is perpetuated. A utilitarian or vocational education is continually seen to be at a
disadvantage to a liberal education. These doctrines consider only the cultivation of
intellectualexcellenceand the greatestgood they can bring. Considerationof the utilitarian
or the vocational, by defining education in terms of knowledge and skills that may be
useful, are seen to play little or no part in the discussion of liberal education. The
development of a creative imagination, of judgment, of critical thinking and rational and
logical thought are often associated with liberal education philosophy only. Questions
arise as to whether they can also play a part of the utilitarian, the vocational; issues that
will be addressed in typifying the vocational education ideal type and in the curriculum
criticismthat is to follow.
By contrast the A Level system, academic in its orientation, is charged with aims of high
intellectual development and cultural literacy and is often based on the seven classics
and equatedto a liberal education (an issue that will be followed up later in the discussion
of the perceptions of educationalists and industrialists in the final round of interviews).
Macfarlane (1993 p.20) acknowledges that the A Level curriculum has broadened its
range in an attempt to offer a greater variety of specialisms but goes on to note that the
emphasis is on specialisationand in-depth study of a limited field of enquiry. If this is the
case then a genuine liberal education, although often equated with academic study, has
lost sight of many of its initial aims and cannot be said to be found in the recipient of an A
Level programme of study. For example: if a genuine liberal education is concernedwith
man's full understandingof the world and his place in it the study of two to four subjects,
as in an A Level programme,cannot be said to offer truly liberal education.
Macfarlane (1993) suggests that the rationale behind the specialised approach to the A
Level system is to "groom a selected minority for Higher Education" (p.28). Focusing on a
selected minority of the 16-19 cohort again suggests that the curriculum is out of touch
with the demands of the age. Its strength lies in the fact that it offers a form of
credentialism for access into higher education that GNVQs are still not proved to have,
irrespective of the fact that a variety of new degree and Higher National courses have
been introduced, some of which are vocational in their conception. For example: Tourism,
Hospitality Business & Management, Marketing, Business Studies; all of which can be
studied at Higher National Diploma/Certificate or Degree level. Such courses include
disciplines that have previously been considered academic studies - ie: essential
elements of business courses include economics, political and legal studies, mathematics
and computer science, statistics, sociology and more recently the inclusion of a mandatory
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foreign language.
Modern degrees, such as those outlined above, are not perceived as offering a liberal
education; indeed their offering of a vocational specialisation is thought to set them at
odds with the ideals of a liberal education. As such, business, technology and applied
science (as opposed to pure science which has traditionally been acceptable as part of a
liberal education) struggle to gain admission to what Hyland (I 994a p. 116) sees as the
'Privileged status" which is enjoyed by traditional and academic programmes due, many
would argue, predominantly to the social construction of knowledge and its high valuation
of the liberal paradigm of education. This illustrates the general rationalistic tendencies that
are characteristic of the modern period where emphasis and status is given to those
subjects traditionally seen as being able to offer a 'liberal' education; those subjects
based on the certainty of knowledge where the practice of reason, as opposed to
religion, is the guiding principle in life. Associated with this is a mistrust of the putatively
'subjective' status of the moral domain which has tended to cause the moral objective of
liberal education to become largely assimilated to the rational/epistemological approach;
knowledge becomes that which is assumed to be 'good' for people via a process of
enlightenment. The unstable existence of the moral objective has seen the manifestation
of a degenerated form of moral meaning; 'social skills', in the form of etiquette and
networking, have become the concern as opposed to pursuing virtue in its own right.

General Education
General education has been seen as a reaction to what were perceived to be serious
shortcomings of liberal education (Miller 1988, Foreword).The two terms are often used
interchangeably and even seen as synonymous despite the fact that they have
fundamental conceptual differences that lead in turn to important practical differences.
Dewey made essential contributionsto the philosophyof general education in an attempt
to set it apart from the classical ideal of liberal education- althougheducationwas seen to
be concerned with how life ought to be lived it was also concerned with bridging the
divide between morals and science, and knowledgewas seen as an object of inquiry as
opposed to the unity of study of a liberal education.
Hutchins (1936 p. 186-7) suggests that general education began as a movement to reform
a "curriculum that had become too specialized, too professionalized, and too removed
from the personal needs of individual students. " This was in response to a liberal
education where concentration was expected in a limited number of areas and to a
narrow vocational focus on a specific role or field of employment. Beck (1988) suggests
that general education should include some understanding of the world of work, of the
processes and technologies embedded in the economy, to say nothing of the social,
economic and political character of many such matters. Thus a general education is seen
as having the ability to offer both breadth and depth in education in a variety of subjects.
In doing so it is often related to 'schooling', referring to the education one receives at
school in which the curriculum covers a wide range of topics which are thought to provide
a platform for future use. Hutchins (1936 p. 109), however, extends the idea from the
school environment when he suggests that the process should be self-sustaining
beyond even the formal college or university experience, making general education an
ongoing, lifelong education. For general education to achieve this breadth and balance
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would have to be uppermost; as would openness and lack of restriction, allowing for
scope and potential to be developed alongside the focal points of cultural interests and
intellectualability. The ultimate aim of general educationconcernsthe balance of breadth
and depth, theory and practice, content and process, and knowledge and skill. This is in
opposition to a specialised and in-depth study of a limited field of inquiry such as that
offered by A Level study and narrowly focussed training, generally of a vocational
nature, with the goal of shaping the whole person as opposed to a single facet of their
existence.
Some claim that general education has its roots in instrumentalism. Hutchins (1936), who
cites H. Taylor (1950), and Erickson (1992) are two such authors. Erickson (1992 p. 16)
defines general education as being:
agrounded in instrumentalism's subjectivist assumption of the psychophysical interdependent existence of reality, where the knowledge of
'things' is always limited by the impossibility of ever getting 'outside'
oneself; where reality, as such, is always perspectival, i. e., incomplete,
and truth - if not relative - is, at most, relational"
Erickson goes on to declare that general education embraces a world-view, the nature of
which presupposes the more subjective basis of reality. In this picture knowledge is
seen simply as an instrument used for the development of character and for the
enrichment of life experience (Dewey 1966,1978). Such an ability to give meaning to
experience allows order to develop from disorder. General education offers an integrated
core personal and social education, including elements such as study skills, political and
moral issues, health, sex and careers education. Macfarlane goes on to suggest that
embodied in this should be approaches such as: "discussions, reading ... school
activities, radio and television, theatres, concerts .... various forms of project work and
field studies, for work experience and community service. Case studies, simulation
exercises and business games" (1993 pp. 49-52). Miller (1988) sees this as a result of
general education being founded on pragmatic and contextual premises in which human
problems and concerns and therein experiences, provide the basis of its curriculum.
Furthermore, he suggests that:
"knowledge is hypothetical and should be regarded as a means to a
desirable end. a fuller, "moreabundant personal life and a ficher, freer society.
To achieve this goal, knowledge from various sources, past and present, is
utilized as and when it is needed, often in the solution of human problems.
Indeed, general education is fundamental to the quality of life. "
Miller (1988 Foreword)
Rice (1972) and Erickson (1992) suggest an existentialist - priority of existence over
essence - orientation to general education whereby there is an emphasis placed on an
individual's goal in life and the values discovered therein. The individual's existence is of
prime importance. Hutchins (1936 p. 183) develops this line of argument:
general education, founded on instrumentalist assumptions, oriented toward
existentialism, and based in psychological methods, is concerned with
experimentation and problem solving for individual and social action, with
the problems of the present and future, and with the development of the
JhdividuaV

General education's main concern, therefore, is with ways of overcoming preconceived
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ideas -created by an intellectual structure or abstraction. It focuses on the needs of the
students and their possible futures. Subject matter is viewed instrumentally; experience
is central, as in Dewey's"reconstructionof experience."
Hutchins (1936 p. 189) also points to a student-centred and future-orientated approach
within general education. He suggests that "it is concerned more with processes - the
skills of inquiry, hypothesizing, and problem-solving - and with values and attitudes than
with specific areas of knowledge. It is concerned with the immediate realities of daily life
rather than with abstractions. " Leith (1989 p.71) sees general education skills as being
concerned with quantitative reasoning, communication, understanding of interrelationships.
Miller (1988 p.5) sees general education as:

"a comprehensive, self-consciously developed and maintained program
that develops in individual students the attitude of inquiry; the skills of
problem solving, the individual and community values associated with a
democratic society; and the knowledge needed to apply these attitudes,
skills, and values so that the students may maintain the learning process
over a lifetime and function as self-fulfilledindividualsand as full participants
in a society committedto changethroughdemocraticprocesses."
Erickson (1992 p. 18) states that general education "relies on methods of teaching based
upon developmental psychology's understanding of mental functions and human
behaviour. " He supports his argument by going on to suggest that this can be attributed
to assumptions based on instrumentalism. It approaches teaching from the methodology
of collaborative leaming and independence is incorporated into general education through
increased student control over, and responsibility for, educational processes in a content
that is relevant to life.

General education is often thought of as comprehensivein contrast to the narrowness of
specialized education; being able to overcome the shortcomingsof vocational education
(eg: NVQs) and academic study (eg: A Levels) respectively. It does not, therefore, relate
simply to knowledge,but to the entire environmentin which learningtakes place. It allows
equal weight to be given to the goals, the procedures or methods and the content of the
curriculum (Hutchins 1936 p.183). It is concerned with the student's total learning
environmentwhereby out-of-classlearning is seen to be as importantas in-class learning
and is student-centred around the unity of inquiry. General education approaches
learning structurally from the interdisciplinary nature of content as well as from the
perspective of education being "an experience underlying the unity of knowledge"
(Dewey).
Miller cites Hutchins when seeking a purpose for general education. He identifies the
purpose as being to 'cultivate the intellectual virtues'. He suggests that Hutchins means
the classical virtues of induction, demonstration, philosophical wisdom, art and prudence these would largely coincide with elements of liberal education. Erickson, however,
suggests that general education has a more pragmatic aim; that it is concerned with the
development of behaviours and actions through praxis, action based upon reflection.
Within this concept, knowledge is seen as an instrument for personal/social growth and
action. 'The intellectual, physical, emotional, moral and social development of students
through a common core of experiences is the real aim of general education " (1992 p. 18).
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Central to this is the empoweringof the individualthrough a common core of experiences
which will enable the student to acquire a breadth of knowledge (National Commission
1994 p.42). There is a focus on the present and future rather than the past and an
emphasis on skills rather than abstract knowledge(Hutchins1936 p.182). Educationis a
direct experience which cannot separate subject matter from the other aspects of the
process, as such knowledge is organised around individual student needs. The
fundamental implication here is that knowledge,for its own sake, is not a part of general
education. Knowledge is selected instead because it will be valuable in helping the
student deal with current and future problems, aspects of which GNVQs significantly
seek to address. There is a bearing on, or relevanceto, an individual's future as a whole:
their function as individuals, as members of a community and as effective citizens. As
such it aims to resolve the perceived problems of specialisation and narrowness in
education; the ultimate aim being to achieve a balance between the theoretical and the
pragmatic, the general and the technical, liberal and vocational, between know how and
knowingthat.
General Education as Distinguished from Liberal Education
Dewey's educational ideas, which appear to embody the ideal that is outlined here as
general education, hold central to its being a number of key premises. Firstly, that
meaningful education was concerned with development of character and how one should
conduct one's life. The difference between the general education paradigm and that of the
liberal, which, in one of its many incarnations, holds as central the development of the
intellect as bound up with the 'good life', is that an individual's own attempts to solve
problems as they arise in social experiences are the basis for the development of
character. The cultivation of intelligent habits, based on these social experiences, will
maintain a social structure which encourages continuous enquiry; developing flexible,
intelligent individuals (Abercrombie et a[ 1994). Growth of character will come from
experience and is therefore open to all. This is i,n opposition to the liberal education ideal
which holds 'truth' and 'fixed laws', as set down in tomes of accepted knowledge of the
best of what has been said and thought, and the training of the body and mind in such
aspects, as central to its being.

Secondly, general education, due to the emphasis and importance placed on personal
'
experience and discovery, adopts a student-centred approach rather than the didactic
teaching methods favoured in a liberal education. It also allows for possible vocational
overtones in that personal experience will no doubt include some aspect of the world of
work and the life enrichment such experience can bring -a point that is totally at odds
with the liberal education ideal of knowledgewhere education is that which is concerned
with life and living with others.
Thirdly, and in expansion of the previous point, general education aims to add breadth of
knowledge to its repertoirewhereby the subjects that are studied are those that will have
a bearing on an individual's daily existence. This may involve politics, the economy,
social activities included in which would be consideration of occupations, sports and
leisure and family life - narrowness in education and knowledge being its anathema.
Conversely a liberal education has tended to be equated to the 'classics' where the
seven topics of the triviumand quadrivium are the areas deemed appropriate for study
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leading to a possible narrow focus of study.
Finally, liberal education, historically, may be seen as perpetuating elitism and social
divisions. General education, however, sees education as a "social enterprise in which
all individuals have the oppottunity to contribute" (Abercrombieet al 1994 p.215).
Vocational Education
Historically a dichotomy has existed between vocational and liberal education and the
tension between the utilitarian and the normative is an old one (National Commission
1984). Hodkinson (1989 p.369) suggests that this division is more than structural, that "it
is deeply rooted in history, and supported by different ideologies" By outlining the
central elements of the vocational paradigmthe differencesbetween the two approaches
become evident.
The vocational is concernedwith the acquisitionof skills, qualitiesand knowledgethat are
judged to be important for entry into the world of work, either because they are required
for national economic well-being, as with NVQs which are industry-led by lead bodies,
or because the individual would otherwise be less able to make sense of that world and
to make personal profit within it (Pring 1993 pp.60-61), as with the alleged qualities of
GNVQs. An education which meets the demands of the economy is identified by
Haralambos (1990 p.308) as having a functionalist orientation -a perspective that is
most notably outlined by Durkheim, Parsons and Davis and Moore. Dewey also
advocates the continuous analysis of society, taking into account its aims and needs
(Collins et al 1978 p.59). This suggests a pragmatist assumption which focuses on the
practical reality of education which, when it further extends to incorporate usefulness
takes on an utilitarianbias. Utilitarianism,which is concernedwith the greatest good of the
greatest number, focuses on the requirements of the economy deemed necessary to
promote social stability. When related to education this refers to the skills, qualities and
knowledge which are importantfor entry into the world of work. The vocational, therefore,
differs from the more general stages of education by being chiefly concerned with the
application of knowledge acquired in the early stages of the educational process and the
education of selected or differentiatedgroups. It also became associated with practicality
(Roderick & Stephenson 1972). Williams (1994 p.89) argues this point further by
suggesting that 'Priority to applicable, as opposed to academic, knowledge" is a priority
for the vocational. A point that will be addressed later on in this chapter is the issue
surrounding the importance vocational education places on knowledge and using that
knowledge in application; knowledge which is no less rigorous than that found in an
academicprogramme.
However a dichotomy also exists within the vocational paradigm itself; the role of
education and training are seen as separate by some (Mansell 1985-1986). Vocational
education and vocational training are frequently used interchangeably, yet the two are
sometimes explicitly contrasted (Dearden 1984). Contemporaryclassificationsoffered by
Hodkinson (1991a) in his 'Ideal Type Value Positions' are the terms 'progressive
vocationalist' and 'traditional vocationalist', illustrating that 'vocational' is an elastic term
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The Vocational Training Objective
The idea of a curriculumgeared to social utility saw its fullest expression at the end of the
nineteenth century and in the early years of the twentieth century (Miller 1988 p.16).
More recently this has been identified as being concerned with skills and competence
rather than understanding and appreciation; for example, in NVQs where the learning
process is a series of measurable products the performance criteria are relevant to
industryand commerceand set in a realisticeconomicsetting.
The notion of vocational training is almost always seen in terms of 'skills' which can be
specified and stated (Holt 1987; Dearden 1984). The most obvious outcome of training
knows
how to do something. The
development
is
that
the
the
person
of
skills
skilled
and
aim of vocational training is the achievementof 'something';it therefore needs to be seen
in conjunctionwith a specifiedoutcome.It typically involves instructionand practice aimed
at reaching a particular level of ability. The issue is one of competence, as in NVQs,
where training is concerned with skill attainment. In its narrowest conception this is at a
perceived low level. This is the argument put forth by Raggatt and Unwin (1991 p.140)
who suggest that, in such a light, vocational training has tendencies toward narrowness
and fossilisation. When such a charge is brought against vocational training it might be
seen in traditionalistterms, as suggested by Hodkinson (1991a). However,different kinds
of practicality exist, not all of which are so narrowly conceived. Dearden (1984 p.59)
illustrates this by stating
"... it is necessary to train drivers and pilots, carpenters and surgeons,
electricians and computer programmers. Other soils of training are more
concerned with dealing with people, as with training in sales techniques,
training for supervisory positions or assertiveness training for women. Yet
other kinds of training are more indirectly concerned with changing or
controlling people or things, such as training to be an architect, lawyer or
administrator. But in every case what is aimed at is an improved level of
performanceor operativebrought about by leaming"
Implied in such a statement is that training is not necessarily only concerned with basic
skill attainment. It operates at many levels which require varying degrees of complexity in
terms of skills and knowledge requirements, not necessarily at a low cognitive level. In
defence of this Peters (1966) points to the trained scientist, musician, architect, engineer
or philosopher, all of whom must develop high cognitive capacities and would be
considered highly intelligent and adept with regard to problem solving and to the
principles that govern their specialist domain.
The Vocational Education Objective
Pring observes that the vocational educational experience as a whole "should foster
attitudes and dispositions such as entrepreneurship and enterprise not normally
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p.62). In his attempt to offer a synopsis of vocational education Pring suggests:
"The liberal programme is a process, an engagement, the vocational
specifies the product (an 'output' compared with an 'input). The ...
standards of vocational education are those of successful performance on
the job. The 'quality assurance'... of vocational education is the conformity
to 'performance indicators' established from without
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- economic context in which skills and competencies apply ... (and) is an
investment in accomplishment,the reward for which is economic success
...
necessaryfor economicwell-being."
Pring (1993 pp.65-66)
The vocational is readily associatedwith training whereby it denotestraining for a specific
job, career, skill or vocation; one which has in mind a particular context. Holt (1987),
however, acknowledges that the notion of vocational education is a complex one:
vocational education has the ability to stand alone without the need to be linked to a
predetermined aim, goal or task. Holt cites Dearden when he suggests that vocational
education is so describedbecause it is more liberallyconceivedthan vocationaltraining in
that it is concerned with 'learning about the nature of work, discussing its forms and
contexts: a version of careers education in fact" (Dearden 1984 p.65). Dearden (1984)
goes on to observe that the "developmentof knowledge and understanding in breadth
and depth along with a degree of critical reflectiveness and corresponding autonomy of
judgment" are central to vocational education and that learning experiences that involve
only skills acquisition cannot be termed vocational education. Vocationaleducation at its
best is that which Hodkinson (1991a) has termed 'progressive vocationalist'. However,it
is often seen in contrast to this as it is "frequently biased towards a behaviourist,
psychomotor conception of skill. That conception involves, in a sense, abstracting skills
from any particular context or knowledge base and describing them as if they exist per
se ... A balance of critical evaluation,knowledge, understandingand the skills involved...
form the ingredientsof a future vocationaleducation" (Holt 1987 p.39).
Haralambos (1990) suggests that a functionalist perspective to education, as
experiencedin the vocational, implies that the two elements of instructionand experience
combine to achieve the most positive outcome possible. As such, skill and ability in
vocational educationare not necessarilyconsiderednarrow:
.
"By "skills" we refer to language, Le. writing, listening, speech, and reading
as well as foreign language, computation, and the use of computers and
other technological tools. By "abilities" we refer to reasoning, formulating
hypotheses, critical analysis, seeing connections between disparate
events, ideas, and truths, which is the essence of interdisciolinaly, relating
to others, imagining oneself as the "other" or imagining a problem in a totally
new position, which is the foundation of "creativity", formulating alternative
views, leadership, learning on one's own and in groups, and developing
natural talents."
Scott (1993 pp. 5-6)

Thus vocational education, in its broadest conception, has the potential not only to
prepare individuals for their chosen career path: but also they are well equipped to
function within it, as well as within society as a whole. This is further fostered by the
inclusion of values in the ideal. Scott (1993) suggests that possible values are
inquisitiveness, a commitment to learning, ethics, discipline, a philosophy of service to
others. Central to this position is involvementas a citizen, caring for others, empathy and
tolerance. Weir (1985 p.7), in agreementwith Scott, cites Bruce Dollar,Associate Director
of the US National Commission on Resources for Youth 1983, when he suggests that
occupational skills alone are not sufficient. Emphasis should also be placed on "the
cultivation of more generalised personal skills and resources such as responsibility,
decision making, compassion and cooperation ... means of deepening young people's
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understanding of their community ... integrated with the academic study of a related
field." In response to demands such as these (among many others) GNVQs, by
incorporating Key Skills, can be seen as an attempt to offer a broad based vocational
education which incorporatesso-called transferable elements that allow the individual to
interact in their surroundings - social or working - by developing generalised personal
skills such as articulation, communication,and interaction with the environment in which
they are functioning.This approach may be considered progressivevocational education
or what Silver and Brennan (1988) term 'liberal vocationalism', in line with the view that
'vocational education' is vocational training that has been liberally conceived (Dearden
1984 p.65). Clearly this formulation begins to overlap with both general and liberal
education; the question remains whether such a marriage is a compatible or even a
realisticone?

Overview of the Three Educational Ideal Types
Liberal Education
The classical liberal education ideal as seen by Plato has formed the basis for much of
the subsequentphilosophicaldevelopmentand thinking on liberal education. Plato, and to
a lesser extent Aristotle, saw real or proper knowledge, as distinguished from lesser
grades of cognition such as opinion, as justification enough for the pursuit of intellectual
excellence. Great emphasis was placed on the role of authority (as with the Guardians
advocated in Plato's 'Republic'),propositionalknowledge,which holds reason and truth in
knowledge, was central. The importance placed on moral judgments, the existence of
ethical codes and principles and the search for ultimate truth were pivotal to ideals of
liberal education in the pursuit of the 'good life'. Traditional values and virtues provided
accepted codes of behaviourwhich were considered necessaryin the cultivation of 'right'
dispositions and character formation. Individuals were then encouraged to reflect on
morality and politics with sagacity. Such would be the induction into the 'good life' and
would ultimately make for state happiness (points which can be seen to have much in
common with the Conservative Government's call for the increased awareness and
developmentof so called 'family values). As foundationsthese signify liberal education's
rationalist,objectivistassumptions.
A core curriculum of prescribed essential subjects was seen as an important feature in
the acquisitionof knowledge.Rationalistassumptionsof liberal educationhave meant that
a formal disciplineto the theory of learning,Wherethe goal is the mental discipliningof the
mind, were the aims; this discipline-centrednature was seen to be central in acquisitionof
knowledge. The unity of study which holds reason and logic, formal lectures and
mentoring in a prescribedcontent,forms the ideal structurefor meeting the aims of liberal
education,pointingtoward liberaleducation'sessentialistorientation.
General Education
General education has instrumentalist, subjectivist assumptions, in that knowledge aims
to lend itself to some desired or valued purpose; knowledge is seen as an instrument for
the development of character. Mentally valued capacities are those which have the ability
to enhance life experiences. Knowledge which is deemed intrinsically valuable relates to
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thosa attributes which allow individuals to make sense and order of the world. This
'individual' focus, which holds individual emotions, interests and experiences as central,
indicates a subjectivist approach where individuals make sense of their own practical
identity and fill out their existence.

Within general education knowledge and learning have an existentialist orientation; the
individual is viewed as a free and responsible person determining and controlling their
own development. Knowledge which is considered important surrounds those aspects
that are thought to provide an essential background for the practical undertaking of
everyday life. It is seen as an instrumentfor personal/socialgrowth and action and aims
to promote the attainment of individual potential. Personal action and experience is
pivotal; emphasis is placed on individual goals, action and the values that are
discovered;focus is placed on the reality of existence.
In educational terms this means that there is a focus on the needs of individuals and
centres around the unity of inquiry. This requires a student-centred approach with the
ability to enhance quantitative reasoning, communication and the understanding of
interrelationshipsthrough knowledge that is relevant to life. Importanceis placed on that
knowledge which will be valuable in helping the individual to deal with current and future
problemsand issues in the full spectrumof their existence.
Vocational Education
Vocational education is based on the utilitarian's pragmatic assumption which holds the
view that the value of anything is to be judged in terms of how far it produced happiness,
or diminished unhappiness, in the greatest possible number of people. In support of this
utilitarianism is concerned with the view that the rightness and goodness of any action, or
political institution, depends on the overall state of affairs consequent upon it; in modifying
the vocational curriculum over the last decade the government has had as a goal the
improved efficiency and competitiveness of the national economy. The benefits of such
an improved economy were thought to have positive repercussions for individuals and
the state working towards the greatest good of the greatest number.

This utilitarian assumption has much in common with pragmatism, a philosophy which
evaluates assertions in terms of their practical application and consequences, and
bearing on human interests in terms of the actual desire effect which would be maximally
benefit-producing. The pragmatist assumption is also evident in a vocational education
which takes into account the aims and needs of society, and focuses on the practical
reality of education and that which works most effectively. Knowledge in this instance is
that which is plausible and adequate to the needs of practice.
Vocational courses are, by definition, much more closely related to particular occupations
than academic programmes of study. They are concerned with the usefulness and the
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vocational education.
Summary
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Taxonomy
Liberal and general education have sometimes been seen as synonymous. Reasons to
which this can be attributed are three fold. Firstly, general education built on what was
initially established in a liberal education. Secondly, extending the first point, both centre
around the classics, nowadays often represented as 'humanities' or ýpure' academic
subjects although general education tries to offer a broader curriculum so as to avoid
narrowness and specialisation. Thirdly, both are concerned with knowledge and how it
can improve an individual's daily existence. This is most evident when considering the
National Curriculum (key stages one to four), the aim of which is to offer a broad based
education concernedwith specific areas of study that are deemed importantfor the future
development of an individual. Subjects that are central to this programme of study are:English(languageand literature),mathematicsand science,with additionaltopics including
a modern foreign language,history, geography, and technology.When moving on to look
at post-16 education a liberal education is often equated to the academic nature of A
Level programmes, the topics of which develop in greater detail and depth those areas
studied up to the age of 16. They also offer a platform for entrance into higher education
and university life which is thought to bring what Newman termed 'intellectualexcellence'
as well as develop socialisation qualities allowing individuals to take part in Oakeshott's
'Conversation of Mankind'. General education is therefore the basis for future study, on
both vocationaland academicprogrammes.
The relationship between liberal and vocational education is a less contentious area as
the two are frequently set apart as two very separate ideals. However, similarities are
evident. Both liberal and vocational education focus on a narrow field of study; vocational
education aiming toward specialisation in a particular field of work, and liberal education
focusing on individual liberty, freedom and the classics, among other things, which are
limited by the areas that are deemed appropriate for study. Vocational education is
utilitarian in its assumption. It is concerned with the quality of practicality and usefulness.
Although liberal education operates on a rationalist assumption which holds the role of
right reason and truth as pivotal, it also has overtones of the utilitarian - the greatest
happiness of the greatest number The value of what is studied is sometimes judged in
.
terms of how much it is thought to produce happiness -a central theme of utilitarianism.
The idea of happiness in vocational education relates to economic wellbeing and what
this can bring. Other similarities are concerned with the ability of an individual to interact
in a given environment. Liberal education is greatly concerned with socialisation and how
to conduct oneself in public. This translated into the vocational curriculum can be seen to
re-emerge in the form of core skills. Communication, Information Technology, Application of
Number as well as Working with Others, Problem Solving and Improving own Learning
are all geared towards empowering the individual to interact in the working environment as
well as in social situations. These skills are considered transferable; skills that can be
adapted and used in a variety of situations thereby enabling the individual to interact in a
variety of surroundings, in social or economic settings.
When considering the similarities between vocational and general education a central
element is the preparation for work. Beck suggests that there should be a consideration of
the world of work, of influences on that environment as well as social and cultural
aspects. Parallells with vocationalism are then evident; aspects of future progression into
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the working environment, giving considerationto economic and political factors that can
govern trends in the way in which industries develop. For example: de-industrialisation
and the subsequent rise of the service industry have changed the economic needs of the
country, causing the skills required to change - the service industry relies on effective
communicationskills, whereas in the manufacturingindustry of old craft competence and
ability were of paramount importance. Issues such as these combine to demand breadth
in education. This is a fundamentalfeature of general education but is also increasing in
importance in vocational education. This can be illustrated by GNVQs which attempt to
offer specialisation in a broad vocational area whilst also developing essential
transferable skills. The development of transferable skills, such as those in a GNVQ
(Communication,InformationTechnology,Application of Number, Working with Others,
Problem Solving and Improving own Learning), play a focal role in liberal, general and
vocational education. Further comparisons between general and vocational education
exist when considering the alms and methods of each approach. Both can be studentcentred where empowermentof the individualis essential.Experienceis another common
factor. It is necessary in vocationalism, specifically for competence attainment in NVQs,
but it is also central to the ethos of generaleducation.

Conclusions
Having discussed liberal, general and vocational education as three discrete ideal types
reflection on the key characteristicsof each model shows that they are not totally distinct,
they have fundamental similarities which in fact makes them partially co-extensive in
nature. Although they may be conceptuallyvery different (as shown in Fig.6 Summary of
EducationalIdeal Types) in practice there appearsto be some instrumentaland pragmatic
shared values and approachesto the educationalideal types. A relationship illustrated in
Fig.7.

Fig.7 7he EducationalSpectrum

Liberal
Education

General
Education

Vocational
Education

Having first distinguished between the ideal types of liberal, general and vocational
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education, giving reasons why they should be seen as distinct conceptual approaches
to education, it becomes evident that there is some overlap between them all, in particular
between liberal and general education where much of the same ideology and terminology
is in use. Yet, although they do have pragmatic and incidental similarities, the stronger
emphasis must be placed on their fundamental differences; fundamental differences which
historically have set them apart. Very different starting points characterise each of these
positions. This does not, however, mean that they are unable to produce particular
outcomes of quite similar content, e. g. on individual liberty and freedom of choice in
individual progression. While it may be possible to hold fairly similar positions on certain
issues it is the reasons for holding those stances that differ. These make each of the
approaches distinct in their conception, their orientation and their approach to education.
Each has something of value to offer. What must now be considered is, is it an error to
keep apart the vocational, the general and the liberal in education, as Beck (1988)
suggests? Furthermore, is any one approach strong enough to stand alone? This should
be considered on both a conceptual basis and a pragmatic one: a conceptual distinction
might still permit practical/pragmatic integration. This would allow the situation to be reevaluated and, where necessary permit educational reform that might offer an education
that encompasses elements of each approach.
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CHAPTER 4-

CURRICULUM CRITICISM'

Introduction
The diverse nature of post-1 6 educational provision in England and Wales means that
there are several curriculum models in operation at any given time. These are not static;
educational provision is dynamic, constantly changing to meet the needs and demands
of the age. Such changes have seen the introduction of NVQs and GNVQs which were
intended to replace such courses as CGLI awards and BTEC awards. Modifications
have also been suggested for traditional A Level programmes (National Commission on
Education 1993). It is concrete models such as these, that are, or have been, significant
providers of Business Studies programmes, that this study will subject to a curriculum
criticism. The tool of curriculum criticism will be discussed and its use in this instance
explained.

Rationale
The intrinsic value of curriculum criticism has caused much debate. Mann (1969), a
seminal author on the topic, in describing its value brought the subject into the arena
and opened it up for debate. There have since been many advocates of curriculum
criticism (Eraut et al 1975; Eisner 1972,1977,1978,1980; Oram 1983 & Ross 1990);
however there are also those who criticise the approach and question its validity
(Gibson 1981; Jenkins 1978,1979). It is arguments such as these that will be central to
this debate so that its value and use can be evaluated.
The function of the curriculumcritic has been comparedto that of the literary (or art) critic.
This approach was first proposed by Mann (1969 p.163) who believed that it would
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The purpose of curriculum criticismis, then, to disclose meaningand illuminateanswers.
Such meaning is better disclosed when items are selected from a 'universe of
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possibilities' where a single item is related to other items. In this instance this will involve
current and past post-16 curriculum models being described in isolation and then
compared and contrasted to the other models in question. A complex picture of
educational practice and its consequences is then provided as patterns and
relationships are illuminated (Eisner 1978 p. 202). In this study the focus of attention is
on 16-19 educational provision, both past and present. Concrete models will be subject
to the curriculum criticism. The models under scrutiny are: A Levels, BTEC, RSA, NVQs,
and GNVQs and will take into account a point raised by Vallance (1977):

"The task of the curriculum critic is to facilitate a judgment that will vary
accordingto educationalsetting"
(p.104)
Different approaches to the 16-19 curriculum in both school sixth forms and further
educationcollegeswill be analysedthroughoutthe curriculumcriticism.Schoolsixth forms
and further educationcolleges have been includedin the study so that any differencesin
approaches to interpretationand implementationof GNVQ programmes in general, and
GNVQ Business in particular, between the two types of institutions can be drawn out.
Such a clause was included in the study due to the differing histories of the two types of
institutions: further education colleges have experience of delivering vocational
programmes(for example BTEC Business & Finance), whereas school sixth forms
would initially be delivering GNVQ programmesin a climate historically conditionedby A
Level programmes of study. Such an analysis will show that curriculum criticism is "a
generic method ... especially suited to articulating the unique"' (Eisner 1972 p.587),
enabling the critic to "explain certain designs orpattems of choice... by identifying the
assumptions and principles which the designs entail" (Mann 1969 in Willis 1975 p.6).
These issues will allow a variety of outcomes, methods and 'Pervasive qualities"
(Eisner 1979) to be evaluated in their individual approaches and then related to each
other, revealing and explaining meanings of particular learning situations (Ross 1990
p.263). To explain this meaning of specified phenomena requires the to critic develop
what Eisner (1972) describes as "highly refined visual sensibilities, that is, he must be
able to see the elements that constitutea whole and their interplay. ... The critic.. directs
attention to the subtle, he points out and articulates,he vivifiesperception" (pp.585-6).
Curriculum criticism may well include articulating the obvious when considering the
curriculum. Essentialand dominant sources of inquiry involve all aspects which interplay
with the curriculum'senvironment:
"Topicssuch as the philosophies, intentions, motivations,personalities, and
techniques of curriculum people; the roles these people play and the
relationships between these roles, and the economic, political, and social
considerationswhichinfluencecurficulumdevelopmentand practices"
Willis (1975 p.10)
The inclusion of the objectives and methodologies of a curriculum must also play a part
in the critique. Judgments will be based on what Eisner terms 'Connoisseurship' which
concerns the critic's knowledge of the criteria and principles; all of which allow appraisals
to take place which classify each approach as a type or within a genre. To do justice to
this Ross (1990 p. 163) suggests that empirical effort must be based on extensive
focus
inquiry
that
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and
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explaining the phenomena. To do so effectively both past and present educational
models should be considered thereby involving historical perspectives as well as
current principles;the reason being that establishededucationalpracticesare considered
to provide a framework which promotes understandingof particular educational settings
(Eisner 1979; McCutcheon 1981). Willis (1975) suggests that this is done 'Withaneye
toward developing new (or reviving old) principles and formulating criteria forjudging
comparative merits and demerits of their principles" (p.8). Ross (1990 p. 171)
corroborates this when she suggests that "criticsshould discuss the relationship of the
findings to appropriate theoretical constructs and other quantitative and qualitative
studies" In this instance the discussion will involve the information gathered in the
curriculum criticism being mapped againstthe three previouslyestablishedideal types of
liberal, general and vocational education. The aim is to identify possible new directions
for curriculum development and research (Eisner 1975; Ross 1990) and curriculum
development.
Having established the argument for the use of curriculum criticism attention should be
drawn to those authors that have reservations about its validity; Gibson (1981)
expresses such reservations and can be seen to represent this school of thought. The
greatest area of contention surrounds two basic assumptions: 'first, that the curliculum
can be regarded as an art object, a literafy object,,and second, that the concepts and
methods of artistic and literaty criticism can yield deeper understanding of curriculum
processes" (p.190). Gibson's argumentis that:
"the curriculum is not an art object and it is exceedingly unhelpful to
conceptuallse it as such; and the second assumption is delusory,disclosing
more of the literary shortcomings of the curriculum critics than providing
curriculum illumination. Thus, taken together the two assumptions have
resulted in a rash of narcissistic, self-indulgent 'research' or 'evaluation'
documents."
Gibson (1981 p.191)
Gibson (1981) continues his argument by suggesting three major defects of curriculum
criticism:"its assumption that a curriculum is a work of art or can be treated as one, its
assumptionsabout literary criticism;and, resultingfrom these two, its practice" (p. 192).
Gibson is not the only author who has reservations about the tool of curriculum criticism.
Willis (1975) also believes that curriculum criticism and literary criticism are not
synonymous:
"the curriculum critic's task is more complex than the literary critic, for
whereas a literary object is static and solely artistic, a curriculum object
combines both scientific and artistic considerations and, as applied in a
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courtesy
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Willis has further problems with the fact that the choice of subject matter and
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features. In this study, to overcome such a criticism and achieve more than the 'mere
disclosure of salient features, the curriculum profiles, once established, will then be
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evaluated in terms of the ideal types of liberal, general and vocational education
discussed in the previous chapter. This will allow the central characteristics of each
curriculum profile to be critiqued against a much broader set of criteria, giving greater
substanceto the findings generated.
Orarn (1983) responds to these criticisms, specifically those made by Gibson. He
counters such arguments with the retort that curriculum criticism takes "arts as a
metaphor" and that it "is making no claims about whether the curriculum actually is a
work of art ... What is asserted is that there are valuable insights to be gained by
exploring the curriculum in terms of art. "(p. 11). He goes on to cite Pinar (1981) who
suggests that we need to interpret curriculum in terms related to current intellectual
currents and societal concerns, giving breadth to curriculum criticism. Moreover, Gibson
also acknowledges that curriculum criticism can not be dismissed as worthless, when he
suggests that the method may yield some illumination of school and classroom
processes. Willis (1975) acknowledges that no critique is exhaustive; the critic must be
selective about subject matter and methodology, must delimit a virtually limitless
universe of possibilities (p. 6). He goes on to suggest that the value of curriculum
criticism lies in its ability to reorientate theoretical perspectives. Additionally it allows
consideration to be given to developing understanding about educational processes. It
also has the ability to present the possibility of continuous discovery of new meanings
in educational situations (Mann 1969 p. 33); a point which holds true in the present
environment where recent years have seen many educational reforms.

Curriculum Profiles
The educational models to be subjected to the curriculum criticism are: - GCE A Levels,
BTEC Diploma courses, RSA examinations and NVQ and GNVQ programmes that are
accredited by NCVQ. There will be a focus on the field of Business Studies; this area
will be used as an exemplar so that the findings can be made generalisable. The field of
Business Studies was selected for two primary reasons: firstly, GNVQ Business was
among the first group of GNVQs to be set up in 1992 which means that staff and
students have developed greater experience and understanding of the system;
secondly, the vocational area of Business Studies is widely studied as an academic
programme at A Level, allowing analysis and direct comparison of perceived liberal and
vocational aspects across a full range of educational pathways open to 16 - 19 year
olds. Critical scrutiny of each of the concrete models will include: -History, Philosophy,
Alms, Content, Teaching and Learning Methods, Assessment, Entrance Requirements,
Current Status. Each model will be subject to the same analysis and a pattern of
correlation will be developed to facilitate comparison.
GCE A Level Business

Studies

History
The origins of the GCE A Level can be traced to University Intermediate Examinations of
1858 (Kingdon 1991 pp. 38-39). Subsequent changes to this examination saw it
subsumed by the Higher School Certificate (HSC). Eventually the HSC gave way to
the GCE A Level examination in 1951 (Blishen 1969, pp. 1/46). GCE A Levels have
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since been said to be:
"the best known of advanced qualifications, widely accepted by students,
teachers, employers and the public at large as reliable indicators of
academic achievementwhichprovide the passport to higher education"
The Associated ExaminingBoard (AEB) (1994a p.5)
A Level programmes are currently offered by numerous examination boards. The
Education Authorities Directory & Annual (1996) identify seven GCE A Level boards',
each of which offer a full range of syllabuses and schools and colleges are free to
choose any syllabus offered by any of the boards. (p.18) For the purpose of this study
courses offered by the Associated ExaminationsBoard(AEB) will be examined.
Philosophy
Kingdon (1991, p.25) suggests that a set of principles which can be said to constitute a
theoretical basis for GCE A Levels has been difficult to find, but goes on to identify the
following:
"Validity, reliability and discrimination are properties expected of
examinations.Coherenceand differentiationare properties of syllabuses."
In order to achieve these standards the School Examinations & Assessment Council
(SEAC) in 1992 stated that A (and Advanced Supplementary(AS)) Levels should:
"ensure that students experience the disciplined study of a subject in
adequate breadth, balance and depth;
specify learning and assessmentrequirementsin sufficient details to secure
the figour of study expected in advanced level work; .....
provide a sufficient basis for further study at degree level or equivalent.
(p. 3)
Such criteria have come to mean that GCE A Levels are seen as the "gateway to
highereducation"(Low 1991) for what is seen as the "highability group" (Departmentof
Education& Science (DES) 1988).
Aims
The aim of the Business Studies GCE A Level is to make the candidates think about
businessin a 'critical'manner,examiningboth favourable and unfavourable aspects. It is
not intended to be vocational. The specific aims, as set down by the AEB for 1995/6
academicyear,are:
111.
To enable students to examine critically the aims, objectives and
practices of business organisationsfrom their economic, environmentaland
social aspects. Candidates will be expected to consider these problems
from the point of view of the nation, the local community, industry, the
proprietors, managementand employeesof industryand consumers.
To enable students to become familiar with the breadth and depth
2.
of business by a study of the integrated nature of business problems,
allowing them to develop their skills of analysis, evaluation and synthesis in
a business setting."
(AEB 1994a p. 10)

Listing of the GCE boards, as identifiedin The EducationAuthorities Directory & Annual
(1996) can be found in appendix 1
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Content
The AEB (1994a) states that the syllabus is designed to indicate what will be examined
and was drawn up to emphasise certain aspects:
111ýI

(CI/
(b)
(C)

(P.10)

the diverse nature of business enterprise;
the ever changing characterof business,
the interdependenceof the variousparts of the business
world and of business itself with society and economies
both nationaland intemational."

Sections one to five of the syllabus' are concerned with major areas of Business
Studies. The sixth is concerned with the integration of Business Studies knowledge.
The recommendationis that a range of sources of business informationshould be used,
not merely text books. The examples given are: case studies, projects or visits to
businessfirms.
Teaching and Learning Methods
A GCE A Level course, normally, is two years in duration which culminates in a terminal
examination. GCE subjects are usually regarded as free standing courses; candidates
following a GCE A Level programmegenerallystudy a two or three-subjectcurriculum.
The AEB, in the syllabus for 1996 examinations, recommend that, in the teaching and
learning of the Business Studies syllabus, the use of case studies, projects and visits
should be implemented wherever possible. The use of text-books alone is not seen as
the way to progress. However, in 1994 the Further Education Funding Council (FEFC)
published its findings of a national survey regarding A and AS qualifications. This report
acknowledges that in the 'best lessons' interest and motivation were maintained. This
was attributed to current, well prepared material, involving group and individual work,
working examples and experiences. But:
"much of the teaching, although sound, was often dull. Students were
required to listen or take notes for long periods at a time and their interest
was hard to maintain, especially in lessons of 3 hours or more when there
was insufficient vadety in the teaching methods used. "
FEFC (1994 pp. 16-17)
There was a predominant use of text-books and dictation was noted to be used to
excess. Geen (1994) suggests that students become adept in note taking, essay
writing and very little else. The use of visual aids, to stimulate the students, was found
to be lacking, as were, in the majority, group work and discussions. Low (1991) identifies
the main teaching and learning methods in GCE A Level programmes as being
dominated by sustained reading, memorising and revision and based heavily on
theoretical aspects of a given subject, to the detriment of the practical application of
knowledge. Didactic teaching and learning methods such as these imply that the focus of
attention is with the teacherand not the student.
Assessment
The SEAC in 1992 (p.4), when considering the assessment of A and AS Levels, stress
The AEB Syllabusfor 1996 Examinationscan be found in appendix 2
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that such assessmentshould:
"be consistent, valid and reliable
.....
be predominately by means of externally assessed terminal
examinations.
require any internally assessed courSeworkto be externally moderated and,
in most subjects, limited to a maximum of 20 per cent of the total available
maft. "
The AEB (1994a pp. 14-15) in the 1996 examination syllabus
assessment objectives. These objectives are:

identifies five main

Knowledge
(I:,/
(i) of accepted terminologyin the business environment;
(Y) of facts relating to business organisations;
(N) of methodsused in inquifingor decisionmaking,
(iv) of the constraints on business.
(b) Comprehension- the ability
(i) to understandand interpretinformationin verbalor numericalform,(Y) to recogniseerrorsand fallacies.
Application - the ability to apply known principles in an
unfamiliarsituation.
(d) Analysis - the ability
to distinguish between statements based on evidence and those
based on hypothesis;
(Y) to examine the implicationsof complexand changingsituationsin
business.
(e) Synthesis and Evaluation - the ability
(i) to assess information from a variety of sources,
(fi) to evaluate and draw conclusions consistent with given information. "

The assessment involves two papers, each of which has a weighting of 50%. Paper
one consists of structured questions presented as tables, statistics, diagrams and
words. All questions must be answered. The time allotted is 1 hour and 30 minutes.
Paper two has two sections (A and B), each worth 25%. Section A consists of
compulsory structured questions using case study material, of which Section 6 of the
syllabus plays an integral part. Section B suggests three free redponse essay
questions - only one of which must be answered. The amount of time allotted for paper
two is 1 hour and 45 minutes.
The skills matrix adopted by the AEB is as follows:

Knowledge & Comprehension
Application & Analysis
Synthesis & Evaluation
All Skills

Paper 1

Paper2

Exam

20
8
50

13
20
17
50

35
40
25
100

The AEB, in the Chief Examiners' Report of 1994, suggests that paper one tests lower
higher
is
two
tests
the
factual
whilst
order skills;
paper
requirement,
recall
order skills;
skills of analysis and evaluation are stressed.
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With-regard to coursework explicit parameters, marking criteria and instructions are
specifiedfor provisionalmarkingschemes.
"The parameters will define the scale and nature of tasks that are
acceptable; the marking criteria must require the specified assessment
objectives to be fully addressed".
SCAA 1994 p.19
SCAA suggest that exemplar tasks and marking schemes are normally provided by the
examining board, all of which will meet the defined parametersand criteria. Where such
assistance is not provided explicit guidelines and direction is required on the behalf of
the examiningboard.
The grading of GCE material involves a number of personnel from both the institution
and the examining board: teachers, with regard to coursework, are required to "show
clearly how the marks have been awarded in relation to the marking criteria defined in
the syllabus" (SCAA 1994 p.20); SCAA (1994) also identifies that, for the purposes of
assessment and moderation of A Level material, a grading team from the examining
board would include: a Principal Moderator, an Assistant Principal Moderator, Team
Leaders, a Chief Examiner and an Examining Board Officer (p.19). Such a committee
would check "that the required standards are brought to bear in each examination
component and in the examination as a whole' and "recommendmark boundariesfor
each grade in the examination as a whole"(SCAA 1994 p.25). Such stringent criteria
and moderationin the gradingof A Levels is a crucialaspectof their credibilityin HE.
Entrance Requirements
The most common entry requirements for full-time students are four or five GCSE
(General Certificateof School Education)passes at grade C or above.

Current Status
The summer examinations of 1995 saw 17,178 students sit the AEB A Level Business
Studies paper. The following grades were achieved:
A
8.6%
B
13%
C
17.5%
D
19.2%
E
17.2%
The current practice for the AEB A Level in Business Studies is set to change in
September 1997; the course is to be modularised with students sitting examinations
throughout the academic year as opposed to the single examination sessions at the end
of the two year course. Such a change will bring them closer to the structure of GNVQ
and allow further comparisons to be made.
A national survey report by the FEFC in 1994 highlighted a number of important issues,
in terms of both their strengths and weaknesses, with regard to A Level provision.
Strengths were seen to include the fact that A and AS Level qualifications are well
known and widely recognised; that they provide a generally accepted qualification for
higher education progression, that they provide the opportunity for in-depth study of a
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single subject (of which a wide range of subjects are available) and that some highquality work was seen to be produced in a range of subjects.
Areas of concern in the current GCE A Level system that were highlighted, and which
are relevant to this study can be summarised as follows:

there is a tendency towards narrowness due to the focus on two or three
subjects . This issue is seen to be further compoundedby a lack of integration of cross
curricular subjects and insufficient attention being paid to Key Skills development. The
general areas of concernwere those of literacy,informationtechnologyand mathematics,
none of which are explicitly required by GCE syllabuses
the narrow range of teaching and learning methods. Geen (1994) suggests that
this leads to the candidatebeing able to recall factual data and to analyse problems.The
ability to apply such knowledge to practical situations is questioned as is the ability to
justify the conclusions drawn. Such emphasis has led to an abstract academic
programme that is not related to the world of work; this excludes much vocationally
relevantmaterial
although modifications have been called for (Dearing 1993,1996) in the A Level
system the Government still sees them as the benchmark of excellence, the 'gold
standard' in education. This has meant that subsequent systems are compared to A
Levels and rightly or wrongly often found lacking

recent concerns expressed about the grades achieved at certain institutions
using particularexaminationshas led to a call for the numberof A Level boards to be cut.
At the current time it is expected that the number of boards offering GCE A Levels will
fall to two.
BTEC Business & Finance
History
In 1967 Dr. Haslegrave chaired a committee whose prime concern was to report on
technician courses and examinations. Out of this report came the Technician Education
Council (TEC) in 1973 which was charged with the responsibility of devising courses,
establishing standards and awarding certificates where appropriate. Alongside TEC
was another executive body which was established in 1974; the Business Education
Council (BEC) was to offer a similar service for those concerned with business and
office studies. Strong links existed between the two. Later changes in the two councils
gave rise to their merger in 1983; the joined council being entitled Business and
Technician Education Council (BTEC). John Sellars, BTEC Chief Executive in 1992,
said the name was important as it allowed BTEC to trade on the marketing of the two
antecedents (Page 1992a). Subsequent changes have seen further modifications to the
education council. The title under which it now operates is the Business & Technology
Education Council (BTEC). In 1991 the term 'technician'was changed to 'technology';
Sellars suggests that this change was undertaken due to perceptions held about the
label of'technician', particularly in France and Germany where 'technology' was taken as
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a more appropriatereflectionof what the coursesentailed.
Philosophy
BTEC guidelines (1992 p.1) state that the rationalebehind the BTEC qualifications is:
"to provide students with broad knowledge, understanding and skills
essential to employment in business in the private and public sectors, plus
the opportunity to specialise in particular areas of choice. They promote
personal effectiveness through the practical application of studies,
enhancing career prospects in a rapidly changing world and providing a
sound basis for progression to further studies in higher and professional
education. "
(1 992a p. 19) cites Sellars who suggests that the role of BTEC has been to
advance the quality and availability of work-related education as required by three prime
Page

groups:
"the employers because if our programmes are not seen to be relevant to
them, we're (BTEC) out of business; the students or their parents,
depending on age, because if what we offer is not seen to open more doors
than some other offering then, again, we're out of business; and the
colleges, or schools, because withoutthem we have no production line."
Since 1986 additional underpinning qualities of a BTEC course are said to be the ability
to offer a general education. This is realised through the inclusion of Common Skills
which are seen to be 'applicable to all vocational areas' (Hopkins 1991).

Alms
Evans suggests that BTEC programmes are technician level courses which have a
substantial academic component; which are accepted for entry into higher education
(1990): UCAS (1994) identify half of those students applying for higher education
courses (with a BTEC/SCOTVEC background) received offers of a place: 4,790
students were accepted onto Business & Administration degree programmes for 1994
commencement, and a further 4,064 were accepted onto HND courses in Business &
Administration out of a total of 16,464 applications.
BTEC (1996), in a 'destinations' survey, identifies that of those students (from a sample
size of 4,117 students) completing their BTEC National Diploma in 1994 approximately
39% went onto full-time employment, with 7% registering as unemployed (compared to
an average of 38% and 5% respectively for all BTEC Diploma courses).
BTEC programmes have a hierarchical structure - the First award, the National award
and the Higher National award. There are two qualifications at each level, Certificate and
Diploma; the Certificate is followed by part-time students, the Diploma requires more
modules to be studied but can be followed on a part-time or full-time basis. General aims
include:

"to develop vocational skills, knowledge and understanding which enable
learners to be competent and immediately effective in employment
organisationsin the public and private sectors;
to provide a foundation for a range of careers and the ability to transfer skills
to different working environments,
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to provide a basis for and encourage progression to further studies;

to assist learners to be flexible in response to the changing demands of
business and society,
to enhance learner' motivation and provide the opportunity for the
development of personal qualities relevant to supervisory and managerial
work,
to promote in learners a positive and dynamic approach towards working in
business and the public sector."
Evans (1990 p.3)
It is abilities such as these that are deemed important to provide the student with an
intellectualchallenge,in developingtransferableskills which are applicableto all aspects
of working life and in helping the student to adapt to the changing and dynamic
requirementsof industry and achievingsuccess (BTEC 1985).

Content
The subject content3 varies according to the level of BTEC Diploma sought. In 1993(a)
BTEC identifiedthe programmecontent for a BTEC First Diploma in Business & Finance
as having four compulsory subjects and four optional subjects. In a BTEC National
Programme in Business & Finance (1993b) all programmes contain Working in
Organisations.This is made up of eight compulsory subjects. There are then a number
of optional subjects available; four in the National Certificate and eight in the National
Diploma.
In addition to all of these each BTEC programme aims to develop a range of general,
transferable skills.These skills are termed 'Common Skills' and cover such areas as:
self-development; learning and studying; self-management and organisation; working
with others; communicating;informationseeking and analysis;numeracy;practical skills;
skills associatedwith science and technology;and design skills (Warren 1988).
Teaching and Learning Methods
BTEC, when discussing the delivery of a programme focuses on the importance of an
interdisciplinary approach (BTEC 1985 pp.12-13 &19-20) by delivering the core
subjects as a logical whole and using a student centred approach.
Learning situations are geared toward a learner-oriented approach. At the front of this
approach is the concern to develop personal qualities and moral attributes whilst also
promoting interactive and social skills (Hopkins 1986). The use of case studies, role
plays and other simulated teaching methods is deemed essential, along with group
discussions, ie: 'brainstorming', developing links with industry (work experience
placements, observations and local industry sponsorships) and drawing on personal
experiences. Both individual and group work are to be utilised, as are a variety of
communicationmethods, ie: report writing, oral presentationsand group debates (BTEC
1985 p.13).
Assessment
BTEC (1985 p. 27), as moderators of BTEC Diplomas rather than examiners, identifies
3 BTEC Business & Finance content listings can be found in appendix 3
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their -keyprinciplesof assessmentas:
"assessmentshould be related to the aims of the course as a whole and to
the objectives of individual course components.
assessmentshould confirm learning outcomesand should not dominate the
leamingprocess."
BTEC specifies that all assignments must have validity and reliability and should have
utility - be convenient, flexible and cost-effective. Validity and reliability are believed to
be crucial to the effectiveness and credibility of the assessment; as such they should
not be sacrificed to utility (BTEC 1992 p.19). Assessment requirementsare as follows:
"all core and option units will be assessed by a mixture of in-course
assignments and a terminal examinationassignment.all General Objectives
must be assessed in-course andlor by the examinationassignment
there will be an assessmentof attainmentin the skills elementin each of the
year of study
one grade will be awarded for each unit in each year of the course. There
will also be one grade awarded for skills attainment ... There will be no
overall grade given to the Certificateof Diploma
the level of attainment achieved by a student in each separately assessed
part of the course will be indicatedby one of the followinggrades:
* Merit
* Pass
* Distinction
students who do notachieve apassgrade willbe either Referredor Failed."
BTEC (1985 p. 27)
A range of methods is implemented in the assessment of a BTEC programme where
greater focus is given to tasks, making the BTEC Diploma programmescomplex both in
their execution and in their assessment. Such methods can include assignments,
projects, case studies, practical exercises and examinations.The inclusion of practical
assignments and problem solving are central to BTEC programmes. Much of the
assessment can be carried out in a work situation or in a model office. Projects, case
studies and role play activities are recommended.Past experience(accreditationof prior
learning (APL)) can also be assessed and can count towards the final qualification
(BTEC 1993a & b). The method of assessment chosen is left to the centre and should
reflect the value of both the product and the process that has been employed in the
completion of the assignment. In assessment both formal and informal appraisal and
forms
All
considered
methods
are
appropriate.
of assessment have the
observation
potential to contribute to the final assessment and may be kept in a portfolio, diary,
logbook or other record. Commonskills are assessedin each assignmentif appropriate.
Assessment material is written, designed and marked by the lecturer. It is moderated by
has
its
However,
doubts
BTEC
this
raised
system
about
reliability
moderator.
a visiting
and its ability to attest to a national standard.
Entrance Requirements
To gain access on to the BTEC First Diploma in Business & Finance potential
"students should be at least 16. Formal qualifications, such as GCSEs, are not required
for entry, but students should have a basic level of education needed to enable them to
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cope-with the programme. The college or school running the programme makes the final
decisionon admissions." (BTEC 1993a).
To gain accession to the BTEC National Programme in Business & Finance the student
should again be at least 16. Formal qualifications are not required for entry but the
programme will be most suitable for students who have:

"*a BTEC first qualificationin a relevant subject, or
" four GCSEs at grade C or above, or
"a relevant work experiencein employment."
BTEC (1993b p.1)
The collegeor school runningthe programmemakes the final decisionon admissions.

Current Status
The academicyear of 1992-93saw the introductionof GNVQs.The field of Business
was one of the first areasto transferoverto the GNVQsystemin 1992. The EDEXCEL
(EducationalExcellence)Foundation,createdthroughthe mergerof BTECand London
Examinations, identifies that in 1995 the number of centres with BTEC First
Diploma/NationalDiplomaBusiness& Financeregistrationsequalled54, comparedto
944 centreswith GNVQIntermediate/Advanced
registrations.
Where centres offered the BTEC First Diploma and National Diploma in Business &
Finance for 1995/1996,86 and 866 students were registered respectively. As a point of
interest, in the academic year 1992/1993, as the GNVQ Business was coming on line
and in the pilot stage, a total of 17,336 students were registered for the BTEC First
Diploma in Business & Finance and a further 23,602 for the National Diploma Business
& Finance - figures that have steadily declined with the rise of GNVQ registrations.
BTEC GNVQ registrations from the 944 centres were identified as follows:
for 1995/1996: - 15,411 students were registered for the GNVQ Business at
Intermediate Level - of which 8,111 awards were issued
for 1995/1996: - 23,651 students were registered for, the GNVQ Business at
Advanced Level. For 1994/1995 24,441 students were registered - of which 11,200
awards were issued in 1996 for completion of the Advanced Level GNVQ which is
normally two years in duration.

The number of students being registered for a BTEC GNVQ Business programme has
risen steadily over the last four years. Figures given for 1992/1993 registration show
that 901 students were registered for a GNVQ Business at Intermediate Level; 506
achieved the award in that year. By comparison 1,581 student registered for the GNVQ
Advanced award in Business, on average a two year programme. The number of
students achieving the award in 1994 amounted to 920. Both Intermediate and
Advanced Level GNVQ Business can be seen to have experienced a growth in take
up rates when comparewith registrationsfor 1995/1996.
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Fg. 8 BTEC GNVQ Business Registrations
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The number of awards issued differs dependent on the level of study. For example: the
Intermediate Level GNVQ Business has seen a growth that is in relative proportion
with the growth in registration: -

approximately half of the students registered for the GNVQ Intermediate
Business programmes achieved the award. For example: 506 awards of GNVQ
Intermediate Business from 901 registrations in 1992/1993equates to an achievement
rate of 56%; whereas 8,111 awards from 15,411 registrations, for the same group,
equates to an achievement rate of 53% for 1995/1996.These figures are based on the
assumption that the period of study has been one academic year. A point which must
also be acknowledged is that some students could possibly have achieved the award
in subsequent years, due to the open-ended nature of GNVQ programmes: the 53%
achievement rate for 1995/1996 could have been contributed to by previous years'
entrants.
at Advanced Level: assuming that students have taken the expected two year
period to complete the programme, of the 24,441 students registered in 1994/1995 for
the GNVQ Advanced in Business, 11,200 awards were issued, equating to an
achievement rate of 45%. The previous year's achievement rates for the Advanced
Level GNVQ indicate that 920 awards were issued in 1994 for the 1,581 students
registered in 1992/1993. Due to the immense increase in registrations from 1992 to 1994
these figures, as a percentage of achievement, are not deemed a valid comparison but
offer an indication of growth experienced.
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Fig. 9 BTEC GNVQ Business Achievement Rates
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RSA Background

to Business

History
The RSA is the oldest of the three vocational examinations boards in the UK (RSA
1993a p. 2). In 1754 William Shipley founded what was to become the RSA
Examinations Board; at this early stage it was recognised as the 'Society for the
Encouragement of Arts, Manufactures and Commerce'. Nearly one hundred years later, in
1847, a Royal Charter was granted to the Society.
The first examinations of the Society were held in 1856; these involved fifty-six
candidates in seventeen different subjects, ranging from Agriculture to Physiology. The
popularity of the courses proved itself; by 1929 the Society had 100,000 entries. By
this time the Society has become the Royal Society of Arts (RSA); this occurrence took
place in 1908, when King Edward VII permitted the use of the term 'Royal' in the
Society's name.
More recent changes have included the creation of the RSA Examinations Boards as a
separate legal body with charitable status in 1987. In 1991 the RSA had one million
candidate entries in over 200 subjects. (RSA 1994 p. 3)
Philosophy
When William Shipley founded the RSA saw as its purpose:
"To embolden enterprise, to enlarge science, to refine art, to improve our
manufactures and to extend our commerce...
RSA (1994)
Recent RSA publications (1993a) suggest that a key principle for the RSA is that
people deserve recognition for their knowledge, skills and abilities however or whenever
they may have been acquired; the RSA therefore strives to recognise, and guarantee,
achievement of national and international standards and quality.
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Aims
Background to Business has been offered at Stages 1,11and 111.In 1989 Stage III was
withdrawn. The aims of each Stage of the qualification differ; the intensity increases with
progression through the Stages.

Stage I (Elementary) aims to give a broad understandingof business activities and an
introduction to the structure and function of business institutions and their interrelationships. In conjunction with this a knowledgeof appropriate current developments
is required. (RSA 1990a p.30).
Stage 11(Intermediate) builds on the work of Stage 1.The aims of the Stage 11syllabus
are to enable students to:
study business activity from the point of view of the
business Organisation
00
study business as a system of integrated activities
(N)
understandthe need for decision taking in businessand the
factors which may have to be taken into account when a firm
has to decide between alternativecourses of action
(iv)
see business as a dynamic activity in which one of the major
elements of change is technology."
RSA (1990a p.37)
U(i)

Stage III (Advanced) works on the belief that "there is a need for people to gain a
broader knowledge of business if they are to contribute effectively to the way in which
business operates in a rapidly changing environment" (RSA 1988 p.47). The aims
which Stage III sets are developed within the context of a changing environment. It
aims:
to broaden the individual's understandingof business activity;
to provide the knowledgeand skills to enable the individual to
become effectivein business."
RSA (1988 p.47)
"M
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As previously mentioned Stage III has been withdrawn leaving only Stages I and 11in
operationin 1990.
Content
4.3.3.4
RSA (1990a p. 30) identifies three central themes for Background to Business;
throughout the syllabus the student's attention is to drawn to:
"/ý

i

t"I
(b)
(C)

the dynamic nature of business activity,particularlyin response to
changes in technology,developmentsin marketing and influences
of government,
the complexityand inter-relationshipof modem business activities;
the need for decision-makingin business."

This is interpreted in the syllabus' by the coverage of a variety of topics.
Teaching and Learning Methods
4.3.3.5
RSA qualifications involve a variety of complex methods: there is a strong emphasis on
practice and competence which can take place in a working environment or in a realistic
simulated setting. Competence is assessed over a period of time; to be able to
4 RSA Backgroundto Business content listings can be found in appendix 4
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successfully complete a task once is not enough; competence must be shown several
times over. In addition to the competencebased assessment students are expected to
learn, and are examined in, the underpinningknowledgefor their actions/competences.
In this situation the use of case studies becomesan integral part of the RSA Background
to Business as they are thought to allow the student to practice specified skills in
relation to 'real world' situations. Where possible such case studies draw on material
from more than one of the units specified in the syllabus, giving an integrative approach
to learning.
Assessment
RSA qualifications have a terminal examination. In Stage I of Background to Business
this examination is set in two parts. Part one is an objective test of 30 items including
multiple choice and a small number of multiple completion items. Part two involves
answering two out of three structured questions and one compulsory case study
question based on several areas of the syllabus.
Stage 11of Backgroundto Business also has a terminal examination which is set in two
parts and structured in the same way as Stage 1. Part one is an objective test of 30
items including multiple choice and assertion/reasonitems. Part two involves answering
two out of three structured questions and one compulsory case study question based
on several areas of the syllabus.
Stage III of Backgroundto Businessis assessedin the form of an end examination.This
involves one three hour examination paper which comprises two parts. Part one is a
compulsory case study with five-eight questions for 40% of the total marks. The case
study is given to the students two weeks before the examination and is reissued on the
day of the examination, together with a new paragraph up-dating the situation. In part
two the student has to choose four out of six structured questions for 15 marks each.
Part two accountsfor 60% of the total marks.
Entrance Requirements
Stage I and 11of Background to Business are considered appropriate for those working
in, or aspiring to work in, secretarial or business environments. No formal qualifications
are required.
Stage III of Background to Business aims to cater for those who are seeking to extend
their knowledge and job potential and those who have, or wish to, set up their own
business. It builds on work covered in Stage 11which is an appropriate foundation for
this course. Past experience from the business environment can also be a platform for
study of this nature.
Progression through each of the stages is a possibility. For example Stage I builds on
materialstudied in Stage 11and so on.

Current Status
Recent changes to vocational education have seen the bringing together of CGLI, the
RSA and BTEC as awarding bodies for NCVQ qualification. Since 1986 students have
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followed the NVO in BusinessAdministrationprogrammewhich is a scheme established
for administrativestaff in all occupationalsectorswhere practicaldemonstrationof skills is
central. It is occupationallyspecific and the tasks to be achievedare specified in terms of
competence. The RSA Background to Business at all stages ceased to exist after the
June/July exams in 1995. The provision of Business Administration became the
responsibility of the examining body of NCVQ, under which RSA is an awarding body.
As the RSA Backgroundto Businessprogrammeis no longer in operation,and Business
Administration is offered by NCVQ in the form of NVQs, it is the current status of NVQ
BusinessAdministrationthat will be subject to greater analysis.
NVO Business Administration
History
In 1986 the White Paper, Working Together - Education and Training (Cmnd 9823) was
responsible for the establishment of the National Council for Vocational Qualifications
(NCVQ) as a registered company. NCVQ was called into being to "sort out the mishmash of qualifications and lack of them that bedevilled training and employment" (Page
1992c p. 1). The basic aims originally set for NCVQ were:

"to improve basic qualifications by basing them on the standards of
competenceactuallyrequiredin employment;
to establish a National Vocational Qualification (NVQ) framework which is
comprehensibleand facilitatesaccess,progressionand continuedlearning".
Page (1992c p.1)
NVQs are based on standards of broad skills required in employment. Such standards
are set by industry 'Lead Bodies' representing employers, trade unions and
professional groups and supported by the Employment Department. These standards
then form the criteria for the NVQ. NCVQ does not award the vocational qualifications
itself; it works with and through the established awarding bodies such as BTEC, CGLI
and the RSA. NCVQ, with regard to NVQs, set the criteria in conjunction with the Lead
Bodies in terms of skills, knowledge, understanding and the ability to perform in-work
activities - recognised as competence; the awarding bodies must meet the specified
criteria for NCVQ to approve of them offering the NVQs under the necessary NCVQ
name. The first NVQs were awarded in 1988 (Department for Education 1994 p.6).
BusinessAdministrationat Levels I and 11were among the first group of NVQ certificates
to be introduced.
Philosophy
NCVQ see NVQs as being concerned with raising the standards of people's
competence. In line with this is the training of more people to higher levels so they can
produce good quality products or services is deemed necessary; this training can take
place in a real working environment or in a realistic simulated environment. NVQs are
about skills, knowledge and understandingare which are required in the workplace and
show that a student is competentto do a job.
Criteria that NCVQ suggest must be satisfied with regard to NVQs include:
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the award must cover an area of competencewhich is relevantto employment;
the statementof competenceon which the award is based has been determined
and/or endorsed by those responsiblefor standardsof performancein the
sector(s) where the competenceis practised;
all aspects of competencein the award specificationare assessed under
conditions as close as possibleto those under which they are normally
practiced;
the award should be free from any barriers restrictingaccess to assessment;
the award attests competencein a significantrange of work activities;
the attainmentwithin the award reflectsa nationalstandard;
the competencespecifiedtakes accountof any changeswhich occur in
technology,market requirementsand job or occupationalstructuresover the
period for which the award is accredited;
the award provides a satisfactory basis for progressionto higher levels.
In summary; NVQs strive to promote workplace competence at increasing levels. In
order to do this adequately specifications are drawn up by Lead Bodies. NVQ
certificates attest to national standards; students with a NVQ certificate are able to
specify exactly what they are able to do in a given work setting. Ultimately, NVQs are
an attempt to secure a comprehensiveprovisionof vocationalqualificationsthrough the
certificatingbodies.
Airns
NVQs in the realm of business and administration are offered primarily by the RSA,
CGLI and BTEC. The aims of each body differ slightly but they can be summarised,
generally, as assessing a candidate's ability to apply the knowledge and skills required
in the performance of a wide range of routine clerical and/or administrative tasks. More
specifically aims of business-related NVQs include the development of:

"occupational competence in the tasks commonly undertaken by
receptionists/telephonists who are expected to take responsibility for
routine officejobs,
a sense of responsibility for their own work and the capability to establish
priorities, take the initiative in the absence of superiors and solve everyday
problems without reference to higher authority."
RSA (1991 p.7)

Content
In 1994The Departmentfor Education(DFE) (p. 6) statedthat it is youngpeopledoing
youthtrainingwho usuallytake NVQs,whichare designedmainlyfor peoplein work. It
goes on to identify that NVQs can be taken unit by unit at a pace dictated by the
studentor their employer.NVQscan also be taken in a collegeenvironmentproviding
they havework-basedexperiencebuiltintothe programmes.
The primary purpose of the NVO systdm is to facilitate progression and transfer
throughout the system. The NVQ framework consists of five levels of competence as
follows:
"Level 1: competence in the performance of a range of varied work
activities, most of which maybe routine and predicable.
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in
competence
a significant range of varledwork
activities,
-Level2:
performed in a variety of contexts. Some of the activities are complex and
non-routine, and there is some individual responsibility and autonomy.
Collaboration with others, perhaps through membership of a work group or
team, may often be a requirement.
Level 3: competence in a broad range of varied work activities performed in
a wide variety of contexts most of which are complex and non-routine.
There is considerable responsibility and autonomy, and control or guidance
of others is often required.
Level 4: competence in a broad range of complex, technical or professional
work activities performed in a wide variety of contexts and with a
substantial degree of personal responsibility and autonomy. Responsibility
for the work of others and the allocation of resources is often present.
Level 5. competence which involves the application of a significant range
of fundamental principles and complex techniques across a wide and often
unpredictable variety of contexts. Very substantial personal autonomy and
often significant responsibility for the work of others and for the allocation of
substantial resources feature strongly, as do personal accountabilities for
analysis and diagnosis, design, planning, execution and evaluation. "
Page (1992b p. 2)

NVQs at different levels are designedfor logical progressionfrom one to another and the
framework can be entered at any level according to the abilities and experience of the
individual. For the purpose of this study NVQ Levels 11and III ' are the main concern
due to their implied equivalence to GNVQs at Intermediate and Advanced Level
respectively and to the parallells drawn between the GNVQ Advanced Level
certificatesand A Levels.
Teaching and Learning Methods
NVQs are vocational qualifications which require that competence is attained. Such
competence must be gained either in the workplace or in realistic working environments
by the implementationof realisticsimulations.To attain this competencethere is a strong
emphasis on demonstrationand then individual practice. Competence is assessed over
a period of time; to be able to complete a task successfully once is not enough,
competence must be shown several times over. The onus is strongly placed on the
student; responsibilityfor competence assessment lies with the student. A student can
call for assessment when they feel confident enough to be accredited with the
competence in question. Hyland (1994b pp.237-8) in a study of NVQs refers to 'student
centredness','individualisedlearning'and 'flexible environments'along with 'workshops'
and 'practicalsessions'as generaldescriptions.
Assessment
Students are assessed in workplace conditions and are also tested by practical, oral or
Demonstration
(DFE
(multiple
1994
7).
of
p.
examinations)
choice
written examinations
competence in the tasks specified is accredited over a period of time to indicate the
Competence
is
the
to
to
recorded through
specified
criteria.
performance
ability
sustain
the use of a Cumulative Assessment/Evidence of Achievement Record which is used as

a cumulativesummary of how tasks have been achieved.

NVQ Business Administration content listings can be found in appendix 5
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Entrance Requirements
The target population for the RSA in Business Administration at levels I and 11are as
follows. These courses are intendedfor candidates:
"/ý

1

basic
in
skills and requiringcertification;
competent
(121
(b)
followingprogrammesfor adults whichprepare them to work
includingemploymenttraining,
(C)
on YT (YouthTraining) schemes wherevertheir trainingmay take
place (le on employers'premises,in training establishmentsor
in colleges);
(d)
on full-timeprogrammespreparingthem for work in an office."
RSA (1990b, c&dp. 1).
Level III in Administration identifies as its target population those in employment
interested in being certificatedagainst national standards;those in training - whether full
or part-time; and those wishing to re-enter the relevant employment sector who would
like to have previous achievementscertificated (RSA 1993b p.3).
The whole purpose behind NVQs is that they should be flexible.There are no entry
requirements.This means that candidatescan enter at the level which suits their needs
best.

Current Status
NVQs have come under considerable criticism; the most public criticism came from
Professor Alan Smithers in 1994 who questioned their approach of being competence
based. The main concern was that this competencecame at the expense of knowledge
(1990,
(1992)
Wolf
(1
Raggatt
(1992),
Callender
Hyland
994b),
and
understanding.
and
1993) also have reservations about NVQs; NVQs have been seen to be too
occupationally specific leading to a restrictive programme of mechanistic training to
employer-definedcompetences.
The Employment Department (1993) undertook a review of NVQ implementation.Their
key recommendationsincludethe following:
NVQs, alongside the occuPational NVQs, should also be made available in
modularform in order to increasethe flexibilityof the system
resourcesand managementattentionshould be focussedon implementingNVQs
based on existing standards (EmploymentDepartment1993 para. 65), making changes
to programme design where necessary. Such an approach was thought to develop
in
became
leadership
than
assertive
and
management
styles
more
potential, providing
previoustimes.
More recently the Beaumont Report (1995) 'Review of 100 NVQs and SVQs' offered a
summary of the main strengths and weaknesses of the NVQ and related systems.
Positive findings that emerged from the survey were concerned with the "development
over recent years in emphasising breadth, flexibility, relevance and progression" (p. 34),
NVQs
for
the
of
competence
with
was
support
concept
which
substantial
alongside
found. The success of NVQs in delivering competence was highly rated, providing
such competence was assessed in the workplace.
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However, problem areas were also identified. Areas that were thought to be in need of
attention surrounded the language and terminology used, the procedures in recording
assessment and the credibility of assessment. It was suggested that improvements in
the form of clarity of the systems in use would not only benefit the NVQ programme but
would also help redress the way most current standards expressed the notion of
competence - which was seen to be in need of greater clarity if credibility were to
achieved and sustained for the vocational qualification systems in use in England and
Wales.
GNVQ Business

History
GNVQs were introduced by the Governmentas part of an overall national framework of
qualifications; they were designed to play an important part in achieving the National
Targets for Educationand Training and in the expansionof full-time educationfor 16 - 19
year olds. GNVQs were designed with employers and are seen as an attempt to
respond to employers' needs. Together with NVQs they were designed to replace
other vocational qualifications and become the main national provision of vocational
education and training. This has meant the phasing out of existing BTEC, CGLI and
RSA courses.
GNVQs have to meet the standards specified by NCVQ. Three awarding bodies which
offer GNVQs are BTEC, CGLI and the RSA.
The first subject fields to be piloted in 1992 were Leisure & Tburism;, Health & Social
Care, Design, Business and Manufacturing.The next academic year of 1993-94 saw
addition pilots in the form of the Built Environment,Hospitality & Catering, and Science.
The following year, 1994-95,brought Distribution, Engineering,InformationTechnology,
Land Based Industries,Management(Advanced)and Media & Communicationsinto the
GNVQ system.
Features of GNVQs, as specified by NCVQ (1993a p.7), are:

"GNVQs are specified in the form of the learning outcomes
to be
achieved, GNVQs are made up of a number of units; credit may be
awarded for each unit separately,, credits may be accumulated for the
award of a full GNVQ,* access to assessment should be open to all,
alternative forms of evidence of achievement will be acceptable to promote
access and flexibility; GNVQs will be awarded to all who meet the
requiredstandards,irrespectiveof the time taken,or the mode of learning
adopted; ... the award of a GNVQ will not imply that students can pedorm
competently in an occupation immediately in qualifying. Student will,
however, have achieved general skills, knowledge and understanding
which underpin a range of occupations. " (Their emphasis)
Philosophy
GNVQ programmes are aimed at 16 - 19 year olds in full time study. The Training and
Education Council (TEC), 1994, states that GNVQ courses usually include studying
and work experienceas they are designed to prepare students for a range of careers or
to progress on to Higher Education, or for both opportunities. NCVQ (1993b p.3)
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suggests that GNVQs aim to provide a broad-based vocational edubation which allows
the student to acquire the basic skills and body of knowledge which underpin a
vocational area, as well as achieving a range of Key Skills. Key Skills units include
Communication, Application of Number, Information Technology, Working with Others
is
be
Performance.
By
Learning
to
Improving
what
a national
said
attaining
own
and
and
qualification students are seen to be provided with the wherewithal to progress into
further and higher education or employment.

Alms
The GNVQ in Business is designed to offer a work-related qualification which is part of
the nationalframeworkof vocationalqualifications.GNVQs aim to offer a choice of routes
into higher education and employment by giving a broad-based introduction to the
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achieve
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inclusion of Key Skills into every GNVQ aims to address this.

Content
At each level of GNVQ there a specified number of units6 which lead up to the full
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Advanced award; six Vocational Units and three Key Skills Units for the GNVQ
Intermediate award (BTEC 1993c p. 14).

Mandatory units are nationally determined, accredited by NCVQ and available through
the awarding bodies. All mandatory units must be successfully completed by all
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BTEC, CGLI, or the RSA. At Intermediate Level four mandatory units are specified. At
Advanced Level there are eight Mandatory Units to be studied, building on the learning
achievementsof the IntermediateLevel.
Optional units are designed to complementthe mandatoryunits and extend the range of
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which are required, assessed
devised and published by BTEC, CGLI, or the RSA separately.
Key Skills units aim to develop personal transferable skills and are nationally
determined.The Key Skills units of GNVQ Businessare the same regardlessof whether
the course is offered by BTEC, CGLI, or the RSA. The Key Skills of Communication,
InformationTechnology and Application of Number are essential and certificated at the
level of GNVQ studied. Further Key Skills units are Working with Others, Improving own
Learningand Performanceand ProblemSolving.
GNVQ Business content listings can be found in appendix 6
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Additional Units offered depend on the college or school in question, they are subject to
accreditation by NCVQ. Additional Units aim to extend the learners' achievement. They
may include mandatoryunits from other GNVQ programmes,come from the optional or
language units of the GNVQ programme being followed, or NVQ units. Other related
qualifications such as A Levels and AS Levels may, in theory, also be taken as an
AdditionalUnit.
Teaching and Learning Methods
Innovation and problem solving skills are deemed essential by NCVQ (1993b p.3), as
are creative and analytical thinking which are seen to be developed through
investigations, the making and justifying of proposals for improvements, predicting and
planning. Activities such as business enterprise, work experience, work shadowing and
business educational partnerships are aspects that NCVQ suggest should be
encouraged.
Main features of GNVQs include relevance and breadth in a given broad occupational
area facilitated by broad-basedintroductorycourses. Types of activities and sources of
evidence that can be used by students by way of achievement include: specially
arranged activities in the learning environment; work placement; industry/market
surveys; planning or organising events; designing product and services; case studies;
projects; assignments; reports; role plays; practical demonstrations; group work;
investigation; diagrams and graphs; photographs; models/drawing/paintings;computer
based outputs (hard and/or soft copy); displays or presentations; letters of validation; a
report of the candidate;and certificatesor prizes from other sources (BTEC 1993c p.42).
In November 1995 the FEFC published a National Survey Report concerned with
GNVQ delivery in the Further EducationSector in England. With regard to teaching and
learning issues the followingwere highlighted(FEFC 1995 pp.18 - 19):
GNVQs, in general, were seen as well structured: time was allowed for both
formal input and individual work with the teacher's support time was also given for
preparationfor tests and tutorials
good use was made of teaching aids, directed questioningand discussions: both
group and individualwork was commonplace,most of which had a vocational relevance
areas of concern included issues surrounding low teacher confidence, leading to
poorly planned sessions and courses leaving students unsure of their own direction and
losing interest
concern was also expressed over teacher awareness of differing levels of
student ability: repercussionsof this saw students either as bewildered or bored, due to
the sometime slow pace and lack of variety of the work.
Assessment
There are two complementary components in the assessment procedure for GNVQs:
"Internal

assessment.

The main source of evidence to show that a
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within the centre and presented in the portfolio of evidence, which is subject
to intemal and extemal verification.Internal assessmentsmust also provide
evidence of achievement of Key Skills in Communication, Application of
Number and Information Technology which are an integral part of all
GNVQs.
To supplement the internal assessments all
External assessment.
students are required to pass externally set unit tests. The tests will
assess students' essential knowledge and understanding of the concepts,
principles and relationships which underpin the vocational area. "
NCVQ, BTEC CGLI and RSA - Joint Statement 1993

Formal reports and presentationsare commonplaceas is task attainment through case
studies and exercises; such information is kept in a Portfolio of Evidence. The
coursework submitted for assessment is graded against specified grading criteria:
themes that include Planning,InformationSeeking and InformationHandling,Evaluation,
(1994a
NCVQ
&bp. 5) suggests that:
Quality
Outcomes.
of
and
"the grading criteria are designed to recognise and reward those students
who consistently produce high-quality work above the basic requirement;
demonstrate that they can take more responsibility for their work; and are
able to evaluate what they have achieved".
Grades of Pass, Merit, or Distinction can be awarded. To gain a pass grade, all of the
specified units, Mandatory, Optional and Key Skills Units, required for the full award
must be successfully completed, as must the external tests. A Merit grade will be
awarded when a third or more of the student'swork meets all the grading themes at merit
standard. For the award of Distinction,a third or more of a student's work must meet all
the grading themes at distinction standard.
The externally assessed tests are multiple-choice tests and have a pass mark of 70%.
Only the Core/Mandatory units are subjected to this testing. The tests are offered four
times a year with the possibility of re-sits.

Entrance Requirements
GNVQs are mainly for 16 - 19 year olds in full-time education. They can be offered
alongside GCSEs, GCE A Levels and NVQs. They are said to be designed to show
what students can do. There are three levels of GNVQ available.
"7he Foundation level GNVQ is broadly equivalent to 4 GCSEs at grades
D to G, and is usually taken as a one-year full-time course.
level GNVQ is broadly equivalent to 4-5 GCSEs at
The Intermediate
grades A to C, and is usually taken as a one-year full-time course.
The Advanced level GNVQ is the vocational A Level. It is broadly
equivalent to 2 GCE A Levels at grades A to E, and is usually taken as a
two-year full-time course. "
NCVQ (1994a)

Current Status
GNVQs, in the subjects that are available, have taken over from BTEC Diplomas. For
Business.
has
been
by
GNVQ
Finance
&
BTEC
Business
subsumed
example:
'The GNVQ grading criteria for Foundationand IntermediatedLevels and the Advanced
Level can be found in appendix7 and 8 respectively
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GNVQs are available at Foundation, Intermediate and Advanded'Ievels. When first
designed it was envisaged that GNVQs would continue on to levels four and five. As
yet this has not happened and dates as to when this will happen have not been
released. Additional areas to be developed in GNVQ programmes have not yet been
announced.
The optional Key Skill of 'problem solving' has recentlycome under review; modifications
are expected.
In the concluding statements of the FEFC (1995) report a number of positive findings
were noted. Such findingswere concernedwith the commitmentfrom teachers, colleges,
awarding bodies and NCVQ in working together to improve GNVQs, the positive
reception from higher education with regard to GNVQ applicants and the standard of
successful students which compared well with students on comparable GCE A Level,
GCSE and vocationalprogrammes.
However, areas of concern and in need of attention were many. These can be
summarised as the need for refinementand simplificationof documentationand general
systems, including the tests and internal verification and staff development, to ensure
clarity and greater consistency.A further area of registeredconcern included the call for
improved Key Skills (Core Skills) developmentand assessmentin a vocational context.
The number of students studying for a GNVQ Business award, enrolled at November
1994 (FEFC 1995 p.6) was as follows:
INTERMEDIATE
11,029

ADVANCED
YEAR1
19,650

ADVANCED
YEAR2
9,344

ADVANCED
YEARS1&2
28,994

TOTAL
42,217

The issue of GNVQs being accepted as a legitimate platform for higher education
progression can be addressed by consideration of the number of GNVQ students who
actually have tried and been successfulin securing such a route of progression:
"in 1995,9,555 GNVQ students applied for a course in higher education
and of these 89 per cent received at least one provisional offer. This was
an increase from 84 per cent in 1994 when 55 per cent eventually took up a
place in highereducation".
FEFC1995
In September 1996 NCVQ identified approximately 53,000 students who sat at least
part of a GNVQ Advanced programme: 9,300 achieved a Pass, 14,000 a Merit, and
7,400 a Distinction grade, leaving approximately 22,000 students who did not achieve
the full award of a GNVQ Advanced (8,000 of which achieved less that six units, whilst
11,400 achieved six or more units).

Of the 31,000 (approximate)who achieved the full award of a GNVQ Advanced, about
17,000 students had received offers of a higher education place, most of which were for
degree programmes,the minority for diploma courses. Of this group 90% had received
60
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A number of changes are planned for September 1998. These changes will include the
shift from the multiple choice test to short answer tests. With regard to GNVQ Business
this may involve the use of case studies. The Key Skill of Application of Number will
also be tested. An externally set assignment 9 for one Mandatory unit will be
implemented per GNVQ which will be internally assessed and externally verified. This
set assignmentwill cover the whole of the unit in question and consequentlythat unit will
not be subject to the test.

Comparison of the Curriculum Profiles
Having created the profiles of each of the educational models in question, they may now
be compared and contrasted to each other. A summary of each of the educational models
can be found in Fig. 10.

History
The oldest of the educational models examined is that of the RSA, a prime concern of
which was to recognise achievement, primarily that which was work-related. Some
hundred years later saw the introductionof a different form of education, that which has
since being identified as the origin of the GCE A Level was introduced (Kingdon 1991
pp.38-39), then known as the University's Intermediate examination. Subsequent
changes to this examination saw it subsumed by the Higher School Certificate (HSC),
(Blishen
GCE
A
Level
in
1951
1969 pp.1/46).
to
the
examination
giving
way
eventually
The focus here was academic achievement; such courses were open to the favoured
minority. In 1852 Sir Lyon Playfair gave an 'Introductory Lecture' to the Government
which considered the provision of education for all. This involved the consideration of
schooling for all as well as a focus on education for the artisan. The RSA did not offer
qualifications for all of the areas of employment at that time. In 1878 additional
occupational standards were introduced by CGLI. Such course provision focused on
technical education related to areas of employment. Further developments in technical
education came nearly one hundred years later with the introduction of the Technician
Education Council (TEC) in 1973 and the Business EducationCouncil (BEC) in 1974. In
1983 the two merged to form the Business and TechnicianEducation Council (BTEC).
Britain has since seen the introduction of NVQs (in 1986); these aimed to bring
coherence to vocational education by working with Industry Lead Bodies to provide a
vocational qualification that represented a national standard of achievement. This was
the aim behind the statementsof competenceas they relateddirectly to requirementsof
industry on a national level. Such courses have since subsumed many RSA and CGLI
courses. One of the most recent developments in the British education system has
been the introduction of GNVQs in 1992. They have also replaced many courses which
broad
RSA.
GNVQs
by
BTEC,
CGLI
the
to
are
related
a
and
offered
were previously
occupationalfield and aim to provide breadthin the specifiedgeneralarea.

Parenthesis: Personal communication, Rob Coward, NCVQ, 11/09/96
An example of the set assignment for GNVQ Business can be found in appendix 9
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Fig. 10 Sýmmary of Educational Profiles
CRITERIA

GCE A-LEVELS
BUSINESS STUDIES
Introduced in 1951

GNVQ BUSINESS
Introduced in IM

B'IEC BUSINESS
FINANCE

NVQ BUSINESS
ADMINISTRATION
Introduced in 1986

HISTORY

AIMS

CONTENT

TEACHING &
LEARNING
METHODS

ASSESSMENT

In 1908 the Society for
the encouragement of
Arts became RSA

STEC

in 1983

Disciplined study of a
subject; a rigorous
programme which is a
basis for further study
at degree or equivalent
level.

Designed to prepare
students for a range or
careers or higher
education. Broad-based
vocational education
base on case of access.
flexibility, general skills.
knowledge and
understanding central to
a range of occupaLions.

To improve industry
based qualifications by
basing them on the
auuuiLrds of competence
required in employment.

To give the opportunity
to specialize; Skills Are
those essential to
employment and
personal effectiveness.
Concerned with
enhancing career
prospects kading to
employmem or further
and higher education.

To embolden enterprise,
enlarge science. refine
&M improve our
manufacturers, and
extend our commerce.

To develop Critical
thirildrig skills of
: nalysis, evaluation
nd synthesis in a
business setting. Not
intended to be
vocational in any way.

To offer a choice of
routes into higher
education or
employment by giving a
broad-based introduction
covering general skills
knowledge and
undersianding,
supplemented by core
skills which are seen as
tritriferable skills.

To accredit a candidates
ability to apply the
knowledge and skills
required in the
perfrorniurice of a wide
range of clerical and/or
administrative tasks to
gain occupational
competence.

To develop and foster
negotiation mind
communication skills;
breadth of knowle4ge.
independence,
development of
managerial skills and
qualities by offering an
intellectual challenge
and transferable
(common) skills.

To give a broad
understanding or business
activities and an
introduction to the
structure and function of
business institutions and
their inter-relationshipq in
an environment of rapid
technological change.

Theoretical focus on
the realm or business
at local, national and
international level.

Broad range of business
subjects. offering
practical and theoretical
subjects including
transferable (key) skills.

Competence "uired
administrative .
secretarial and/or
financial situations.

Theoretical and practical
study of the realm of
business at local.
national and
I international level including tril.1113ferable
(common) skills.

A focus on administrative
support and external
factors affecting the
world of business.

Sustained reading,
memorising and
revision or theoretical
aspects of business.
Essay writing and
formal lectures are
commonplace.
Didactic teaching
methods.

Case studies, role plays.
work placement&.
projects, assignment.
investigations. group
discussions mindor&]
presentations
commonplace. all related
in a broad context to the
business environment.
Student led. student
centred.

Competence shown in
work place or realistic
simulations.
Demonstrations.
individual practice,
workshops and practical
sessions central. Industry
led, student cenved.

Cross moduiarisat3on
encouraged. Case
studies. practical
exercises, role plays, and
projects related to the
business environment.
As well as work
experience. group
debates. oral and written
reports. Student centred.

Practice in the work
environment or realistic
simulated setting to
illustrate competence.
Case studies often used to
emphasise theoretical
application. Industry led,
student centred.

Knowledge,
comprehension,
application, analysis
and synthesis and
evaluation assessed
through two terminal
examination papers.

Course work including
oral and written reports.
east studies and
exercises. Plus externally
set multiple choice
examinations.

Practical. oral and/or
written (multiple choice)
examinations designed to
demonatrate competence.

Projects, assignments,
examinations.

Terminal examinations
which test level of
competence in given
subjects.

4-5 GCSEs at Grade C
or above.

Past experience relevant.
No formal educational
requirements discussions with the
college recommended.
Normal requirement are
4GCSEs for the
Advanced Level. Below
this the students go on to
the Intermediate Level
GNVQ. Hierarchical.

Past experience relevant
but no formal educational
requirements.
Hierarchical.

No Toffnal requirements
at STEC First level.
STEC National suitable
for STEC First students
and those with 4 GCSEs
at grade C or above.

Past experience relevant
but no formal educational
requirements.
Hierarchical.

Concern expressed
over the terminal
examination and the
lack of core skills
asessmcnt in the A
level system. Reforms
asked for.

GNVQs have taken over
from previous STEC
qualifications in business
and finance. Refinement
and simplification called
for. to ensure clarity and
consistency.

NVQs have taken over
from COLI and RSA
qualifcations. Concern
over competence
detracting from
underpinning knowledge
and understanding

Phased ou4 replace by
GNVQs.

Phased out. replaced by
GNVQS and NVQs.

ENTRANCE
REQUIREMENTS

CURRENT
CLIMATE

RSA BACKGROUND
TO BUSINESS

TEC esL in 1973. BEC
eat. in 1974. Merged to
form

PHILOSOPHY

&
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With -the exception of what we now recognise as the A Level system the educational
systems are, in varying degree, related to meeting the expressed needs of employers
and occupational standards. The A Level system maintains its drive for academic
excellence; this is not to say that the other systems automatically preclude such a drive
but their foremost concern is that of education and training related to employment
prospects.
Philosophy
When considering the philosophy behind each of the educational models similarities
become evident. For example, there are strong links between CGLI, the RSA and NVQ,
and there are close similarities between the philosophy behind BTEC courses and
those of GNVQs. GCE A Levels remain somewhat aloof; this may be attributed to the
different foci of attention whereby GCE A Levels are academic in their orientation
whereas the other courses aim to be directly related to the economy and industry.Such
similaritiesand differencescan be illustratedin the followingway:
the RSA hold that knowledge,skills, and abilitieswhich are work-relateddeserve
recognition however they have been acquired. CGLI also aims to recognise,
encourage and assess achievement which is of benefit to the individual and
industry; the.commerceand community.NVQs have built on what was initially
established in courses and programmessuch as these; they take their lead from
industry which specifies the competencesto be achieved at national level, they
aim to provide a qualification which is recognised as a national standard, and
they aim to promote competencein the work place whereby an individual is able
to specify exactly what they are able to do in a given industry setting;
broad knowledge,understandingand skills that are relevantto a particularfield of
employment are the core principles behind GNVQ and BTEC programmes.
They both aim to offer the chance for progressiononto higher education or into
employment.Both also aim to offer a general educationis some form: GNVQs by
the inclusion of Key Skills and BTEC by offering Common Skills, both of which
aim to enhance personal development by the inclusion of what have become
known as 'transferable'skills. Modularisationis central to both approachesin that
once a student completes a given subject/topic and has passed the various
methods of assessment they move on to another topic area. Where possible
assessment draws on examples that are relevant to the broad vocational area,
ensuring that the student is aware'of, and able to apply,the acquired knowledge
to their chosen area of specialism. One of the main differences between the two
programmes is that GNVQs attest to a national standard guaranteed through
nationallyset and marketexaminations;
in both of the scenarios outlined -above specialisation takes place which is
relevant to industry and commerce. How GCE A Levels differ is in the fact that,
although specialisation occurs through selecting a limited field of study, it is not
necessarily related to a specific field of employment or to employment at all.
When compared to the above courses which are deemed to be vocational, GCE
A Levels are contrasted as being academic programmes which are seen as
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appropriate for a 'high ability group'. They are seen as a'platform for higher
education and students are expected to follow this route rather than go straight
into employment.To achieve this discipline and rigorous study are expected at
an 'advanced level' of work which culminates in a terminal examination - an
approach which differs to the GNVQ and BTEC system where coursework and
externalassessmenttake place, neitherof which are summative.
Aims
The aims of a GCE A Level in Business Studies are to develop and promote critical
thinking abilities about a range of subjects at national and international level; this
involves awareness of environmental, social and economic aspects of Business
Studies. Skills of analysis, evaluation and synthesis are the main objectives. The
course is not intended to be vocational it is seen as an academic course which allows a
student to progress into higher education rather than focusing on any form of
progression into employment.

GNVQ Business aims to offer a work-related qualification; a rigorous, broad vocational
programme which holds general skills as central, as well as knowledge and
understandingwhich underpin a range of occupationsfrom within the field of business.
Transferable skills are deemed important and are included in the form of Key Skills.
Progression from a GNVQ programme into further and higher education or into
employment is said to be possible.The BTEC Business& Finance programme aims to
offer a vocational programme which also provides an academic challenge. Skills,
knowledge and understanding are those relevant to the the field of Business Studies.
Transferableskills, identifiedas CommonSkills, are included in a BTEC programmeand
aim to assist the student to adapt to the changing and dynamic requirementsof industry
and working life. Progression can be into employment or into further and higher
education. All of this illustrates that GNVQ and BTEC programmes are similar in their
aims for education. The main difference between the two systems involves the
development of the national framework of vocational qualificationsof which GNVQs are
a part.
The RSA offered a Backgroundto Businessprogramme.The aim of this programmewas
to give a broad understandingof the structure and function of business institutions and
to give an understanding of general business activities. By doing so the aim was to
enable the individual to contribute effectively to the way in which a business operates,
taking into account the dynamicnature of the working environment.The ability to function
in the workplace is central to the aims of an RSA programme. NVQ Business
Administrationis also concernedwith the ability of the individual to function effectively in
the business setting, specifically in clerical and administrative roles; the skills and
knowledgespecified in a NVO programmereflect this. The ability to function and work on
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own
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understanding of how the institution operates is essential. Such aims are general and
common to NVQ and RSA programmes.There is greater emphasis placed on the unity
of competencein a NVQ than in an RSA programme.This is illustratedwhen considering
the assessment methods: NVQ assessment is based entirely on the ability 'to do'
specified tasks; the assessment in an RSA is a combination of illustrating competence
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along with external terminal examinations. The external examination requires that
underpinning knowledge of the business environment also takes place, aspects which
do not always lend themselves well to the competence system. CGLI, prior to the
introduction of NVQs, did not offer a Business Administration course; they are now an
awarding body for the NVO in BusinessAdministration.

Content
The contentof eachof the educationalmodelshasbeensummarisedand mappedonto
the chart so that comparisons can be made (see Fig. 11 Content of Business
Programmes).
The actual number of topics that are covered in the GCE A Level Business Studies, the
BTEC Business & Finance National Diploma and the GNVQ Advanced Business is
comparable across the board. The content of the GCE A Level in Business Studies
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BTEC Business & Finance content we find that fifteen of these topics are also included
as mandatory subjects; there are also a further four mandatorysubjects and a series of
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content. Subsequently all of the topics can be matched. BTEC programmes also
assess Common Skills, aspects of which are not currently found in the GCE A Level
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The
have
been
the
but
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scenario is very similar if we compare the GCE A Level content to that of GNVQ
Business: the chart shows that out of the twenty-four topics covered in the GCE A
Level content seventeen are included as mandatory subjects in the GNVQ Business.
There are a further seven mandatory subjects and a series of optional and additional
units that can also be studied. Key Skills are also assessed as well as aspects of
planning, informationseekingand handlingand evaluationin the grading process.
When the number of topics covered in each of the three programmes offered by GCE,
BTEC and GNVQ, are further compared for their similarity of actual subjects the findings
indicate that some degree of compatibility is evident. The subjects that are studied on
the GCE A Level Business Studies are comparable, if limited, to those studied on a
BTEC Business & Finance course and to the material covered in a GNVQ Business
programme, both of which attest to being broad vocational programmes, yet the AEB
(1994) states that A Level Business Studies is not vocational in any way, due
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perhaps
units that are evident in BTEC and GNVQ programmes allow a student to gain a greater
breadth of business knowledge and even to specialise in a chosen area if they so
desire. These optional and additional units are two of the obvious differences between
the programmes and they allow the business knowledge to become more refined, more
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the GCE A Level in Business Studies must, then, also be seen as vocational.

A further difference is the inclusion of Common/Key Skills in the BTEC and GNVQ
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programmes, through the inclusion of Common/Key Skills, is that of Information
Technology; it is an aspect that is not specified in the AEB GCE A Level Business

Fig.11 Content of BusinessProgrammes
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Studies syllabus. This is surprising; the current climate dictates that IT forms an
increasingly large part of any business operation. Not including Common/Key Skills
themes in a GCE A Level programme makes for a narrower focus and greater
specialisation due to the focus being on a limited area of inquiry; for example, studying
two or three A Levels as opposed to a whole range of topics.
The subjects that are included in the RSA Background to Business course are also
similar to the GCE A Level course and in that respect to the BTEC and GNVQ
programmes. Out of the twenty-four topics included in the GCE A Level Business
Studies course nineteen are included in the RSA programme with four other subjects
being classed as mandatory and giving an administrative focus. Whereas, if we
compare the GCE A Level Business Studies course to the NVQ in Business
Administration, only seven of the topics are comparable to the twenty-four included in
the A Level programme. A further seventeen topics are covered as mandatory subjects
and a series of optional units are available and build on the mandatory subjects; there is
a focus on the administrative role rather than an overview of the business environment.
Specialisation becomes very specific.

In a quantitative matrix the depth to which each of the subjects/topics is covered is
difficult to assess. This may be where the issue of parity of esteem regarding
vocational and academic courses affects the level of parity between each of the
programmes.For example:BTEC and GNVQ programmesare consideredequal in many
respects - the subject areas, the inclusion of Common and Key Skills, the teaching and
learning methods and the philosophy behind the courses. We have seen that these
courses offer a broader range of subjects to study when compared to the GCE A Level
Business Studies programme;making the A Level BusinessStudies programmeappear
narrow in its conceptionand more specialisedin its content.
Teaching and Learning Methods
The use of case studies, project work and visits are recommended as the way to
implement a GCE A Level in Business Studies. However, sustained reading,
memorising and revision which are based heavily on theoretical aspects of Business
Studies are seen to be characteristic of the GCE A Level. The use of text books and
dictationare central to such teaching and learningmethods.The onus of responsibilityfor
progression is with the tutor. They dictate the speed at which a student learns,
essentially a didactic approach. In this respect, when compared to the other educational
models, GCE A Levels appear to stand apart; the other educational models claim to
adopt a student centred approach in varying degrees.
BTEC promotes an integrated approach to learning. The use of case studies, role play,
group discussions and links with industry are developed as a way of promoting moral
and personal qualities as well as social skills. A variety of communication methods are
also recommended so that the individual develops both written and oral presentation
techniques. The development of such qualities is also deemed essential in the GNVQ
Business course (points of which will be further investigated in the field research). They
are further extended in that individuals are expected to predict and plan their work,
conduct the majority of their own investigations and evaluate their own performance; the
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rationale for this can be seen as developing innovative and problem solving abilities
along with creative and analyticalthinking.The student is seen to have control over their
learningand ultimate responsibilityfor it.
The RSA and NVQ programmes are based on the unity of competence; this governs
they way in which the individual learns and the methods are implemented. Practical
demonstrations of skills in the workplace or in a realistic simulated setting are central to
the learning on such programmes. Workshops and practical sessions are general
descriptions of the learning environments.In the case of RSA programmesthe ability to
do a given task is then backed up with the relevant knowledge and understanding; this
may involve case studies related to the task in question. The responsibility for
advancement is placed with the student. Once they feel competentat a given task, they
can call for assessment. Having shown that they are competentover a given period the
student can then progressto the next task.
Assessment
Validity;reliability and consistency are core elements and considerationsfor each of the
educational models when it comes to assessment methods. How each of the
approaches realise such criteria differs. The GCE A Level Business Studies
assessment methods are predominantly externally assessed terminal examinations
which require short, or essay style, answers. Where coursework is accepted it is to be
externally moderatedand limited to 20% of the total availablemarks.The criteria that are
being assessed are knowledge, comprehension, application, analysis and synthesis
and evaluation.
BTEC Diploma assessment requirements involve both in-course assignment work and
end of unit examinationsset and marked by the lecturer,with Common Skills assessed
in each assignment. The GNVQ assessment strategy involves both internally
assessed course work which takes into account the Key Skills elements and externally
assessed examinations for each of the topics studied. The course work, in both
GNVQs and BTEC Diploma courses, can take the form of reports, role plays, oral
presentations and exhibitions. The examinations in a GNVQ are multiple-choice tests
and have a pass mark of 70%; the rationale for these tests relates to the checking of
underpinning knowledge and understanding in that the questions allow the student to
apply their knowledge to given situations.
The GNVQ grading criteria are set down by NCVQ who also externally verify the
students' work submitted for assessment. Courseworkin a GNVQ plays a predominate
role, unlike the majority of A Level programmeswhere it normally makes up 20% of the
award. The grading themes in a GNVQ include Planning, Information Seeking and
InformationHandling, Evaluation,and Quality of Outcomes.
Observationsto ensure competence,oral questioningand multiple-choiceexaminations
are the assessmentmethods implementedin NVQ programmes.The RSA programmes
employ a strategy which involves a multiple-choice examination as well as a short
answer examination and a compulsorycase study.The examinationis terminal.
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In a BTEC, RSA, NVQ or GNVQ programme APL is also accounted for in that past
experiencemay be taken into consideration.
Entrance Requirements
For a student to follow a GCE A Level programme the requirements are normally that
they should have achieved four or five GCSE passes at grade 'C' or above. BTEC
entrance requirements are that a student should have a basic level of education to enter
on to a BTEC First award. For entrance onto a BTEC National four GCSEs at gradeC'
or above are expected. Alternatively, a BTEC First award will suffice or relevant work
experience. This equates to the entrance requirements for a GNVQ programme in that for
admission on to the Advanced level GNVQ four GCSEs at grade 'C' or above are
expected, or a GNVQ Intermediate award, or relevant work experience. For entrance
onto the Intermediate level GNVQ a basic level of education is required. For students to
enter onto an A Level programme, a BTEC National programme and/or an Advanced
GNVQ, the entrance requirements are very similar.

To gain entrance onto a RSA or NVQ course there are no formal qualification
requirements.Current employmentand past experience influencethe level which would
be most appropriate for the individual. The student is then able to progress through the
hierarchicalqualificationstructures.

Current Status
The GCE A Levelis held by manyas the 'gold standard'of educationin Englandand
Wales.Vocationalcoursessuch as GNVQshave to prove themselvesas measured
againstA Levels.
The A Level system in England and Wales represents the lone provision of solely
academic study available to 16 - 19 year olds. Prior to 1986 a multitude of vocational
courses were available and offered by CGLI, RSA and BTEC; 1986 saw the
introductionof NVQs in an attempt to rationalisethe vocationaleducation system. NVQs
were designed in an attempt to standardise the system so that students who had
followed a NVQ course could identify specifically what they were able to do and this
would be the same nationally. Further changes saw the speedy introduction of GNVQs
in 1992 and the gradual phasing out of BTEC provision as an examining body. NCVQ
became the. overarching body responsible for vocational qualifications; BTEC, CGLI,
and RSA became awarding bodies for NVQs and GNVQs.
GNVQ Business was introduced in 1992 and has now largely taken over from the
BTEC Business & Finance course. The NVQ in Business Administration is now the sole
provider of competence-based vocational education in this field, taking over from
previous CGLI and RSA programmes. The GNVQ and NVO programmes alongside the
A Level currently represent the three pathways that are open to individuals post-1 6. A
Levels are seen as the academic route, NVQs the purely vocational route and GNVQs
cover the middle ground where vocational aspects are said to run compatibly with
underpinning knowledge and understanding, illustrating the National Qualification
Framework (see Fig. 1) that is in operation in England and Wales at the current time.

89

NVQs and GNVQs are relatively new forms of provision when compared to that of A
Levels. They have been the subject of much debate and criticism; NVQs because of
the competencefocus which is seen to be a detrimentto the developmentof knowledge
and understanding (Smithers 1994, Hyland 1993,1994a &b); GNVQs because of the
constant comparisonsto the so-called 'gold standard' of A Levels and the ability (or lack
of) to bridge the academic/vocationaldivide by offering a course that can be seen to
provide parity of esteem with A Levels.
A Levels have not escaped criticism. Dearing (1993,1996) asked for modification to be
made to A Levels in the light of the 'new' vocational courses; the incorporation of Key
Skill elements (as in GNVQs) into A Levels, in an attempt to broaden the curriculum, the
inclusion of a wider variety of teaching and learning methods, and the adoption of
vocationally relevant material to detract from the perceived abstract academic bias are
three such points.

Mapping of Educational Profiles to the Ideal Types
To fulfil the objectives of curriculum criticism requires that, once the profile of an
educational model has been established, it should be critiqued against some other
criteria; in this instance the curriculum models of A Levels, BTEC, RSA, NVQs and
GNVQs will be subject to this analysis as they are mapped against the ideal types of
liberal, general and vocational education. The criteria implemented in the ideal type
analysis, of Assumption, Orientation, Aims, Method, Structure, and Examples, will be
further utilised to evaluate the curriculum models. A pattern of correlation will be
developed that marries the main features of each of the education models against the
ideal types.

Curriculum Mapping
The Correlation
Having discussed each of the curriculum profiles,their liberal, general and/or vocational
educationtendencies(in terms of the ideal type criteria)need to be clarified.This requires
that the main features of each of the education models are married to the ideal types to
illuminate such tendencies. To develop these patterns of correlation the criteria of
Assumption, Orientation, Aims, Methods, Structure and Examples,which were used to
identify each of the ideal types and tease out their specific traits, are further used in the
evaluation of each of the curriculum profiles. Where appropriatethe subdivisions of the
ideal types are also identified. The main features of each of the curriculum profiles are
related to liberal, general and/or vocationaleducationaltraits, using the ideal type criteria
as a guide.
GCE A Level Business Studies
A Level Business Studies can be seen as a form of liberal education. Although it can be
said that A Level Business Studies has a rationalist, objectivist assumption (as outlined
in the discussion of the ideal type of liberal education) due to the importance placed on
the acquisition of knowledge and therein reason and logic, such a focus is limited to two90

to-four subject areas. Such a narrow field of enquiry can be seen to be at odds with the
'freedom from ignorance' aspects that Hirst (1974) suggests form part of liberal education
(itself a point of criticism that has been directed at vocational education in the past). It
also has more in common with scholastic achievement as opposed to knowledge for its
own sake; this scholastic achievement aspect of A Levels rests easily with the
essentialist orientation which is one interpretation of a liberal education and necessitates
hard work and discipline - where drill becomes a necessity when assessment focuses
on a terminal examination.

The core curriculumand pursuitof knowledgeoutlinethe academicstructure,method and
aims of A Levels. Success is seen to come through the formal discipline theory of
learning where onus is placed on sustained reading, repetition and essay writing; critical
analysis skills are said to be one possible aim. The teaching and learning methods
utilised within such a system can, however,be in direct opposition to such an aim; the
direction and pace is that dictated by the tutor leaving little room for creativity or
imagination to be developed or enhanced in individual students. The passing of a
terminal examination requires that a student must follow established patterns, thoughts
and truths. The question that must arise here is the ability of the student to question
those established patterns, thoughts and truths - for which there appears to be little
scope when the tutor has ultimate control over what is studied. Such a formal approach
may be seen as very illiberal ratherthan a liberal approachto education

BTEC Business & Finance
By their very description BTEC programmes are, or in some cases were, vocational in
nature. This was not to the exclusionof underpinningknowledgeand understandingand
the focus was not necessarily on the unity of competence. The unity of inquiry held
greater importance. Such a focus shows that BTEC Business & Finance had general
education tendencies as well as those related to the vocational. The required
understanding of the world of work, as well as the ability to function within it, provides
common ground between vocational and general education. The importance placed on
experience in the world of work again has strong connections with both the vocational
and general ideal types. The further focus on personal developmentvia the inclusion of
Common Skills attests to general educationtraits which are in line with the instrumental,
subjectivist assumptions of that ideal type.
The concern with the world of work and the importanceplaced on the individual's ability
to work within that environmenthas much in commonwith the functionalistnature outlined
in the vocational ideal type. Such an orientation holds the attainment of a certain goal
pivotal; in this instance that goal is concerned with career progression. There are,
however, connections with the existentialist orientation of general education where
instruction and experience are thought to combine and achieve the best possible
outcome for the individual. The role of experience is again evident when the teaching
and learning methods utilised in BTEC Business & Finance are considered; a student
centred approach is advocated where the unity of inquiry is central. The onus of
responsibility is shared by the student and the tutor. Their experiences are crucial to
their development and are thought to empower the individual and subsequently allow
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critical analysis of those experiencesto take place - the essence of which has much in
common with the structure of general education. The BTEC Business & Finance can,
therefore, be seen as a progressiveform of vocationaleducation.
RSA Background to Business
The assumptions of the RSA Background to Business programme are utilitarian and
pragmatic where the attainment of both individual and national economic goals are the
aims. In attaining such goals, through practical education and training, the utilitarian and
pragmatic assumptions suggest that the 'greatest good of the greatest number' will
become a reality. Assumptions such as these further point to a functionalist orientation
where a skilled and knowledgeable workforce is the desired goal. This is achieved
through the unity of competence in its broadest sense which also holds underpinning
knowledge and understanding as important.

Training in specific areas, along with underpinning knowledge and understanding, are
pivotal. Such a focus can serve to illustrate the utilitarian and pragmatic assumptions
evident in such as programme; the areas deemed important and worthy of study are
those which will help the individual in practical reality, in the world of work. In equipping
individualswith such skills and knowledgethe RSA Backgroundto Business course can
be said to be meeting the needs and demands of the economy.A focus such as this is
inextricably linked to the vocationaltraining objective of the vocational ideal type. It does
also, however, have an element that could be perceived as a concern of the vocational
education objective due to the importance placed on underpinning knowledge and
understanding.
The focus on the world of work and the priority given to work-based experience is
evidently connected to the vocational ideal type; such concerns also feature in general
education. The unity of competence, however,does equate the programme more with
the vocational than the general ideal type.
NVO Business Administration
The economic focus of NVQs, whereby those competences that are deemed important
are those which industry have specified for economic survival and well being, points
toward the utilitarian, pragmatic assumptions of the vocational ideal type. The
functionalist orientation of NVQ Business Administration, which is best illustrated by the
focus that is given to the unity of competence whereby the aim is to promote the ability
to perform specified activities, is a further indication of the connection with the vocational
ideal type.

The role of experience in the work place is central to such courses as the NVQ
BusinessAdministration.This at first glance suggestsconnectionswith the general ideal
type. However, the role of underpinningknowledge and understandingappears to play
a significantly less important role than in the CGLI and RSA programmesoutlined above
instance
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the criticism of being too narrow in their conception (Hyland 1993,1994a&b, Smithers
1993). The unity of competence can allow for underpinning knowledge and
understanding but does not appear to do so in this instance. NVQs, when we consider
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the lower levels of attainment (Levels 1,11,and [if which have been the focus in this
study), can, therefore, be said to be vocational training in one of its most narrow forms,
or traditional vocationalism (Hodkinson 1991a).

GNVQ Business
The GNVQ programmehas much in commonwith its predecessor,the BTEC Business
& Finance. It is vocational in its conceptionin that it is a form of preparationfor work in a
broad career area. This initially points towards the vocational ideal type; the utilitarian
pragmatic assumption of the practical existence of reality, in which knowledge is that
which can be used as an instrument for individual and national economic well being.
However, there is also the inclusion of a series of Key Skills which have been seen as
the transferable element of the programme - skills which the student can adapt to
changing situations. The inclusion of such elements, with the view to helping the
development of character and life experience, has an instrumental, subjectivist
assumption and existential orientation, as outlined in the general education ideal type.
What cannot be ignored is the fact that GNVQs have strong connections with the world
of work, factors which are embodiedin the functionalistorientationof the vocational ideal
type.
The focus given to the world of work, the consideration of underpinning knowledge and
understanding surrounding that environment and the inclusion of Key Skills has strong
leanings towards both the progressive vocational and the general educational ideal
types. The aims of GNVQs (to prepare individuals for employmentor higher education)
and the suggestedteachingand learningmethodsare to provide a student centred mode
of learning. In addition students are supposed to develop time management skills,
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However, if to a lesser degree, some aspects of the GNVQ Business have connections
with liberal education. Firstly,the continuedfocus on the developmentof communication
skills can be seen to relate to the socialisation aspects of liberal education evident
initially in the humanistic objective and latterly as forms of etiquette where codes of
conduct and behaviour have become the focal point. Secondly,the option of including
the developmentof problem solving abilities can be relatedto the critical analysis criteria
of the knowledge objective. Thirdly, the supposed open-ended nature of a GNVQ
programme (whereby in theory a student has the option of sitting individual units of a
programme and can be accredited with them as they progress through the programme
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As can be seen the GNVQ Business is a complex programme. It has strong vocational
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CHAPTER-5

-

GNVQ BUSINESS FIELD RESEARCH

Introduction
Having evaluated the different curriculum models that have been in operation in the
post-16 sector by consideration of literature the next stage involves further focus on
GNVQs. This will take the literature surrounding the curriculum profile of GNVQ
Business and the ideal type analysis of educational models and further compare the
GNVQ Business programme to the research findings generated in field research of semistructured interviews and an attitudinal survey.

The Initial Exploratory Interviews
Rationale
Competition in the provision of education for 16 - 19 year olds has intensified in recent
years due to further education colleges and school sixth forms now offering the same
courses. The ability to offer full time courses which are efficient and successful has
become paramount to the survival of post-16 providers. In times of great change this
becomes increasingly difficult.

GNVQs have been seen as replacinga proliferation of courses that have existed in the
16 - 19 provision; such programmesas CGLI, RSA examinations,and BTEC Diplomas.
Intermediate Level GNVQs have been equated to four GCSEs at grades A-C and the
BTEC First award and the Advanced Level GNVQ to two A Levels and the BTEC
NationalDiploma.
In April 1994 a series of interviews were organised with those involved with teaching
and studying on GNVQ Business courses. The aim was to conduct an attitudinal
survey of the course which had then been running for two years. This investigation, at
the early stages of the research project, into the perceptions of, and attitudes to,
GNVQs in general terms and GNVQ Business in particular, was exploratory and
designedto illuminatefurtherareasfor investigation.
Structure
A series of interviewswas conductedat four further educationcolleges and three school
sixth forms. The institutionsinvolved'o in the study representeda randomselection from
the north of England. One criterion in the selection process on the institutionsincluded in
this stage of the study was imposed. This was to ensure that an equal number of
awarding bodies (BTEC, CGLI, and RSA) were investigated, to ascertain whether the
awarding body affected the perceptions of GNVQs and the GNVQ experience, when
GNVQs are said to attest to a nationalstandard.
At each of the establishmentsinterviewswere conducted with small groups of students
at Intermediate and Advanced level, the GNVQ coordinator and a minimum of three
10Listings of the institutions involved in this stage of the study and the interview schedule
can be found in appendix 10 and 11 respectively
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course tutors. A total of seven GNVQ coordinators, thirteen lecturers concerned with
GNVQ Business delivery and sixty-five students (from Intermediate and Advanced
Levels) were involved in the investigation. The questions for each of the groups
involved with this stage of the investigation differed slightly but were designed to cover
the same areas of interest ".

The areas explored in this investigationwere concerned with the attitudes to GNVQs of
those concerned with GNVQ Business and issues relating to differences in FE (Further
Education)/school provision (Further Education having greater experienceof vocational
courses when comparedto school sixth forms which are implementingGNVQ courses in
a climate primarily conditionedby A Levels).The modular and outcome based nature of
GNVQs was also a focal point. The aim was to identify issues which had a bearing on
the GNVQ experience and which could then be traced back to the educational ideals of
liberal, generaland/or vocationaleducation.
The interviews were in-depth, semi-structured,on-site exploratory interviews and were
conducted with staff and students concernedwith GNVQ courses. They were designed
to illuminate the issues that were of concern to those involved with GNVQs and their
delivery. The findings were to form the basis for further investigation.
The Initial Exploratory Interview Findings
A plethora of issues were raised in the interviews, not all of which were deemed to be of
immediate concern to this research programme. The areas that were of relevance are
summarised in the following paragraphs.

GNVQ Controversies
GNVQs had been favourably received by those concerned with the interviews. When
compared to the previous BTEC Diploma route GNVQs were seen as being a 'Yar
higher standard" "'They are taxing... better at developing skills for study" and "they
...
are more rigorous and specific than BTEC" The Advanced Level of a GNVQ was
recognised as a rigorous course which required a great deal of commitment from the
institutions providing the course, those delivering the course and those enrolled on the
course.
Those interviewed identified that GNVQs cater for a group of students that had so far
been under representedie: those who either choose not to follow the academic route of
A Levels, or who are not suited to that route in that they did not achieve the necessary
GCSE results. GNVQs were therefore seen as filling a gap in the market by providing
"the middle band of students with a good course. It provides a bigger menu and an
alternative which has credibility and status"' As such, GNVQs were seen to make a
valuable contributionto educationalprovisionfor 16 - 19 year olds.
It was considered that the attainment of a national qualification had been achieved.
However those concerned with the delivery of GNVQ Business believed that a national
standard had not been achieved. This was attributed to the fact that institutions were
11Different interview formats were used for the GNVQ coordinators,staff and students,
examples of which can be found in appendix 12a, 12b and 12c respectively
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thought to interpret the guidelines differently and they therefore"would have varied
approaches to delivery. The approaches adopted depended greatly on the history of
provision in given institutions. Further education colleges were far more used to the
student centred approach and found the transition to GNVQs less daunting that those
delivering GNVQ Business in school sixth forms.
The philosophy behind GNVQs was seen as acceptable by those lecturers and
GNVQ coordinators interviewed.The fact that GNVQs were seen to 'provide a realistic
education that is more in tune with what students wish to do" was welcomed. However,
both lecturers and GNVQ coordinatorsstated that changes were required. Suggestions
as to what these changes should be are rather more vague but the consensus was that
any such changes needed to be discussed and, if necessary,implementedon a national
basis with the backing of those implementingthe courses. It was considered that future
major changes imposedfrom NCVQ may compoundrather than solve problems.
Equal Paradigms?
School sixth forms have their history predominantlyin A Level provision. As such they
have experienced "tremendouschanges as schools have not previously run vocational
courses". In some cases the teaching and learning methods have had to change
dramatically.However, the benefits of a student centred approach were recognised. As
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now use it with my A Level students." The lack of time availablefor the student centred
approach was considered problematic: "we always need more time". The issue was
that time was compoundedby the amount of administrationnecessaryin implementinga
GNVQ programme. This was a point raised by all lecturers, irrespective of the type of
institution. By comparison, further education colleges have a history of offering BTEC
and therein vocational courses. Further education college lecturers at three of the four
institutions visited believed that the GNVQ Business course compared favourably to
the BTEC Business & Finance:
"They are more taxing than BTEC as they cover a broad specialism... They
are better in developing skills for study and better numerately.Students will
be more highly qualifiedthan in BTEC."
GNVQs, in general, were also thought to be "more rigorous and more specific than
BTEC". The vocational nature of GNVQs was thought to be similar to the BTEC ethos.
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courses".
Concern over parity of esteem with A Levels was also expressed:
"Universities will first take straight A Level students as it is seen as the
route for academicprogression."
Employer awareness was also thought to "require an awful lot of work, especially if
they are to become aware of the value of a GNVQ and see it separate from NVQs".
The progression of GNVQ students due to this perceived lack of parity was a concern
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for all of those interviewed. GNVQ students suggested that the old universities would
still favour A Level students as they believed that "GNVOs are seen as second classý
When students were asked why they chose the GNVQ Business course as opposed
to any other course they too contrasted it to A Levels, their responses can be
summarisedby:
"it prepares you for a wide range of jobs, as it is an element of every
working environment" and "it offers far more careerprospects whereasA
Levels do not help in a job. "
In addition to this A Levels were considered by some students to be "antique,
fossilisedcourses that are prehistoricin their approach".
Implementation Challenges
The student centred approach of GNVQs was generally well received by both staff and
students. The students suggested that a combinationof formal input, at the introductory
stages of a unit, backed up by individual and group work was required. At the time of
the interviews the students considered that the amount of formal input they were
receiving was too little. The onus of responsibility being placed entirely on the student
was also a concern. Students identified that the 'level of responsibility is too much".
This was also a point which the lecturers raised with regard to both the Intermediateand
Advanced Level GNVQ. "There is far less formal input with the onus more on the
student.. this is often too much for them as they are not prepared for it". Individual research, role play, discussions, industry visits and placements were all
considered, by both staff and students, to be valuable and effective approaches and
necessary in the implementation of GNVQ Business. The belief was that these
approaches should be utilised in order to develop the self reliance, responsibility,
initiative and motivation that they generate. What was recognised was that this
approach "does not suit all teachers" and that "traditional teachers do not like the
negotiationaspects".
Lack of time was considereda crucialfactor by those interviewed.
"The increased class sizes make it more difficult for the personal approach
as more time is required,but less is available. The two are conflicting".
The student centred approach and the increased tutorial time which GNVQs require,
means that time is at a premium. Such time was found to be lacking when trying to deal
with matters such as these, and when completing the necessary paperwork. "it is
getting worse .... time is always being taken away from us".
Grading and assessmentwere seen as being totally different from the grading of BTEC
work and "not necessarily the right way to go". The grading themes (at the time of the
investigation) of Planning, Information Seeking & Handling and Evaluation were "laid
down by NCVQ and there is no scope for divergence from these specifications". The
process was seen as "verymechanical" and "markingthe process and not necessarily
the contenr. The prescribed nature of a GNVQ was a factor that was mentioned by all
institutionsvisited and thought to be detrimentalto the whole system.
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The pace at which GNVQs were introduced was recognised as phenomenal and
problems were expected. It was considered by those concerned with the delivery of
GNVQ Business that it should now be left to those implementing the qualification to
solve any problems that were being experienced.
Key Skills
The Key Skills (at the time of interviewing known as Core Skills) of Working With
Others, Improvingown Learning& Performanceand ProblemSolving were not identified
by those interviewed as being problematic. Reasons given for this were that lecturers
felt confident to identify and assess these areas. Those of Communication,Application
of Numberand InformationTechnologywere the focal points in these interviews as they
were identifiedas being an area of much confusionfor all concerned. "I'mnotsurehow
well they are working ... there is a problem with integration ... and with assessment".
At all institutions visited Key Skills units were delivered as discrete units. Some were
planning to integrate them next year where possible but it was expected to be
problematic.
The claiming of the PerformanceCriteria was identifiedas being difficult for the students
and this situation intensified when Key Skills were involved. It was also difficult for staff,
especially when an assignment had to be developed, to cover a specific Key Skill
which did not fit naturally into the course of study.
"Some Key Skills are totally irrelevant and wooden because not all are
applicable to all vocationalareas... Our main concern is with the Application
of Number."
Both staff and students identifiedthe Key Skill of Applicationof Number as being hard to
integrate and therefore separate. Some form of specialist Key Skills input was
considered a possible way to alleviate the problem. This specialist input could take the
form of a regular timetabled 'slot', or could be provided by a Key Skills tutor working with
staff and students in developing and identifying specific skills to be claimed. In either
case the problems encounteredin identifyingspecific Key Skills and writing assignments
would be reduced.
This would help the students also, as they, too, found difficulty when trying to identify
specific Key Skills, especially when they did not have any specialist input in that area.
In line with the above, students suggested that specialist input for Key Skills would be
beneficial. It was thought that this might reduce some of the confusion experienced by
the studentsas th ey would have a clearer idea of what was expected of them.
A General Education?
Further education colleges said that in delivering a GNVQ programme approximately
16/17 class contact hours were allowed per week. This time was allocated to the
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"Business Studies is a wide vocational area and therefore a general
specialism ... Breadth comes because up to twelve different areas of
Businesscan be studied".
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The focus on individual and group work, tutorials and increased student participation
was thought to be of value. In this respect breadth was thought to be achieved.
However, approaches such as these were identified by the lecturers as requiring more
scheduled class contact time. This was because it took longer to cover the course
material when compared to straight lectures. This was time which was not felt to be
available.

'The student centred approach and tutorials require that the time available
The increased class sizes make it more
be increased, not decreased
.
....
difficult for the personal approach as more time is required, but less is
available.The two are conflicting."
Differences in funding meant that students in school sixth forms were expected to attend
school for approximately 30 hours per week. The class contact time available after time
had been allocated to the delivery of the GNVQ was then filled with additional studies, A
Levels and/or personal interest development, an approach which was well received by
both students and staff. Students would finish an Advanced GNVQ and also have one
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Europe, such as Germany and France, and which is also advocated by Smithers (1993)
in his critical appraisal of NVQs and GNVQs.
The additional studies in the three school sixth forms visited included a General Studies
A Level. In addition to this a Business Studies A Level was frequently tracked with the
GNVQ Business so that both qualifications could be attained. The general opinion was
that such an increased class timetable would give the students a general education -a
broader and perhaps deeper knowledge base from which they could progress into either
HE or employment with greater ease. Should such an approach be introduced in further
education colleges and all school sixth forms then greater breadth in education might be
attained. This would benefit the students, as well as the economy as a whole, since
students would leave further education with a broader perspective of the working
environment as well as the social and cultural environment in which they live. This would
mean that individuals would be better equipped to deal with any future situation they
might face.

The opinion of those delivering GNVQ Business at the time of interviewing was that
"breadth comes at the expense of depth". "competence detracts from depth, as
opposed to breadth, as it can be covered in a purely superficial way". It was the
consideredopinion of the lecturersthat the issue of depth would not be so contentiousin
a learning environment which encouraged up to 30 hours of -timetabled activity each
week. This was because students would have greater class contact time per week in
which to develop subject matter in greaterdetail.
One of the four further education colleges said that it was planning to adopt such an
approach in the coming academic year (1994 -1995). However, the remainder of the
further education colleges visited believed that this would put too much strain on the
student as the Advanced Level GNVQ Business was thought to be sufficiently taxing
when it stood alone. They felt that this additional loading on students illustrated the
school's lack of experience in vocational provision. This lack of experience was a major
concern for those in further educationcollegesand was thought to be compoundedwhen
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offering the Advanced Level of a GNVQ which was seen by the further education
college staff as a rigorous course which required a great deal of commitment from the
institutions providing the course, those delivering the course and those enrolled on the
course. Their concern was that, due to the perceived lack of vocational expertise,
school sixth forms would not be able to deliver the courses to the required standard.
This concern was not directed at the provision of the Intermediate Level by schools.

Implementation in School and Colleges: A Two Tier System?
As a response to the issues outlined above further education colleges saw a two-tier
system developing in GNVQ provision. The popular opinion was "that school sixth
forms do not have the ability to offer an Advanced Level GNVQ successfully and
efficiently". Those in FE felt that the school sixth forms should only concentrate on
offering the IntermediateLevel. Where the school sixth forms did offer both levels there
was a concern that they "may degrade the qualification due to their lack of expertise".
Further education colleges were promoting the franchising out their expertise and past
experience to schools in order to maintain what they saw as the quality attained in
further educationcolleges.
School sixth forms saw the "gap between resources for Business Studies as being
narrower because of the A Level Business Studies experience" than in other vocational
areas. However they were considering limiting their GNVQ provisionto such course as
Business Studies where they had experience and the resources were available.
Courses such as Manufacturing were not seen as an immediate possibility for the
school sixth forms involved in the study as the resources were then unavailable. In a
situation such as this a two-tier system was seen as a possibility but only where
school resources were inadequate to support specific vocational areas at Advanced
Level.
Further education colleges and school sixth forms are now both offering A Levels and
GNVQs. Further education colleges are concentrating on promoting their areas of
expertise in vocational qualificationsand the adult environment. In addition to this some
are using their proven record and franchising out their experience to the school sixth
forms, going in to these establishments and teaching the vocational aspects
themselves.The school sixth forms appear able to keep their students from GCSE level
and many are happy to bring in the vocational expertisefrom further education colleges.
Their promotion focuses on the school environment being easier to work in, the full
timetable, the supervisionand the pastoral care. The competitivemarket has meant that
quality of the courses provided, in terms of the number of students successfully
completing the courses and their ability to work effectively in their chosen route of
progression, is of paramount importance not only to the students but to the survival of
institutions. GNVQ courses were seen to have the ability to meet the needs of these
groups and thereby offer a significant new educational pathway.
Acceptance of GNVQs
NCVQ identify GNVQs as being a preparation for employment as well as HE. The
students interviewed following these programmeshad aspirations for both employment
and HE. The progressionof students in both cases was a concern to staff and students.
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Employer awareness of GNVQs was thought to require "an awful lot of work,
especially if they are to become aware of the value of a GNVO and see it separate
from NVQs, especially in the light of the disparaging reports surrounding NVQs
(Smithers-1993, Hyland 1994). The consensus among the students was that "GNVQs
are seen as second class" when compared to A Levels. Staff and students noted that
"a value needs to be attached to a GNVQ so that universities and employers know
what it is worth and what it meansý However the belief at the time was that it was not
until students have gone through the system that people will start to recognise the
qualification. Staff and students believed that status and credibility must be credited to
GNVQs, initially by the Government,which would in turn help them to be accepted and
recognised.Time was considereda crucial factor here because such a status had to be
earned. This was seen as difficult when a course such as GNVQ Business was still in
its infancy.
The Way Forward
Concern was expressed about school sixth forms offering vocational qualifications due
to their perceived lack of expertise. Furthereducation colleges believed that school sixth
forms "do not have the ability to offer an Advanced Level GNVQ successfully and
efficiendy"and would not be able to deliver the courses to the required standard. This
was thought to be alleviated somewhat by further education colleges franchising out
their experience and expertise to the school sixth forms. This concern was not directed
at the provision of the Intermediate Level courses. What remains to be seen is the
standard that the individualsattain irrespectiveof the type of institutionattended.
The grading themes and criteria within a GNVQ fall into three categories; these at the
time of interviewing were Planning, Information Seeking and Information Handling, and
Evaluation (BTEC 1993c). This was a concern for those implementing the qualification
because a grading process which involves "marking the process not necessarily the
content... makes them [GNVQs] wooden... mechanical..and presctibed" If the content
were graded then the whole process might be clarified. It was thought that such an
approachcould mean that grades of Merit and Distinctioncould be awardedfor individual
modules. This would allow for a distinction between students to be made irrespective of
the type of institution an individual has attended. It would also help in student
progression. Both HE and employers were thought to be unsure of the quality of the
qualification. It was considered that if grading were more specific a system of quality
assurance might be established and progression eased. Subsequent changes have
seen the introduction of Quality of Outcomes (NCVQ 1994) added to the grading
themes.
Despitethe small numberof institutionssampled at this initial stage the issues raised are
thought to be generalisable. In support of this many of the issues that were raised
during these interviews were also discussed by Hyland and Weller (1994c) in their
paper 'Implementing GNVQs in Post-16 Education' which makes specific reference to
'Changes in Teaching, Learning and ProgrammeOrganisation, Core Skills (now known
as Key Skills) and Advantages and Disadvantages'of GNVQs.
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Summary of Findings
The information gathered during these interviews forms the starting point for further
investigation. To do so suppositions based on assumptions of truth and facts
generated out of the research need to be establishedby way of conclusionsdrawn from
the data
.
This survey has identified that GNVQs in general were felt to be a valuable qualification
by those staff and students involved in this stage of the investigation. The breadth
offered in a GNVQ was considered wide ranging in its vocational context. However,
were the class contact time per week increased to allow students to develop in
additional areas then the possibility of achieving breadth in a broader context was also
thought to be increased.This was consideredbeneficialin helping to prepare individuals
for the multitude of situations that might face them in the world in which they will
subsequently operate.
The student centred approach advocated in GNVQs appeared to work well, but
students expressed the desire to see greater delivery of materialfrom the lecturer at the
introductory stages of a unit. A combination of initial formal input followed by individual
and group work would help to develop the students' independenceand act as a form of
preparationfor all kinds of future progression.
How GNVQs compare to other modes of study in terms of parity, equivalence and
standard at the time of the investigation needed to be clearly defined. The value of
GNVQs also needed to be recognised, as did the fact that GNVQ programmes are not
in direct competitionwith A Levels; GNVQs are an alternative mode of study which cater
for a group of students who wish to follow a more defined career path which was said to
be "more relevant to life and equal to, ff not better than, A Levels" The value of
*
GNVQs will become apparent as students that have gained the qualification use their
academic ability and apply it to a vocational area, whether this is in the field of
employmentor HE.
Problems currently encountered need to be overcome.These problems are mainly due
to the pace at which GNVQs have been introduced. Key Skills, their delivery and their
assessment, are one such problem. Grading is another. Both areas have undergone
changes since the time of the investigation;changesthat are also seen to compoundthe
problem fur ther. Should these problems be overcome staff were of the belief that
GNVQs would fulfil their potential and provide a valuable enrichment of the 16 - 19
provision.
Differences between establishments, those of FE colleges and school sixth forms, were
evident. The concerns were directed to the amount of experience that the school sixth
forms had with regard to delivery of vocational courses in comparison to the FE
Colleges. In contrast, differences between awarding bodies did not register. The
experience of staff and students concerned with GNVQs appeared to be the same
regardless of whether the GNVQ was offered by BTEC, RSA or CGLI.

The information generated out of the initial exploratory interviews was then, along with
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material formed out of the ideal type analysis and the curriculum criticism, used as the
basis for further verificationin the form of an attitudinalsurvey/questionnaire.

The Attitudinal Survey/Questionnaire
The initial exploratory interviews highlighted a profusion of issues concerning GNVQs.
The informationwas scrutinisedfor its value to the project and questionnairesdeveloped
out of the pertinent issues and the generatedhypothesis.
The Questionnaire Design
The questionnaires" were designedto measureattitudesto, and perceptionsof, certain
issues. The fact that there was no right or wrong answer to the questions was clearly
explainedat the start of the questionnaire,reiteratingthat the respondentshad nothing to
fear about 'choosing the correct response'. Confidentialityof individuals and institutions
was also confirmedat the onset.
In order to provide standardisation in the results specific, as opposed to general,
questions were posed. Closed questions, rather than open-ended questions, were
implementedthroughoutthe questionnaires. A Likert scale was utilised for the majorityof
the questions where an attitude to, or perspectiveon, a certain issue was required. This
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opinion' option in the form of the response'Don't Know'. The respondentswere asked to
tick the box which most accuratelyreflectedtheir responseto a given statement.
The Likert scale was implemented for three principal reasons: it is widely used, and
therefore tested, in the use of attitude measurement;it is relativelyeasy to develop; and,
importantly, it looks interesting to respondents and Robson (1995 p.256) suggests
people often enjoy completing a scale of this kind. This was crucial. Time was of a
premium for all respondentsand motivationto complete the questionnaire might be low.
So, if the respondents' interest can be captured, they are more likely to complete the
questionnaire,giving consideredrather than perfunctory responses.
The questions themselveswere set up in a logical format and placed into one of several
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category the questions were designed in such a way as to form a natural link to the
followingsection in order to encouragecontinuityof thought and response.
A structured self-completionquestionnairewas designedwith the view to minimisingthe
disruption the completion of the questionnaire would cause. With such a design it was
hoped that a greater number of staff and GNVQ students could be targeted and their
perceptions and attitudes to the vocational qualification gauged. The volume of
responseswould increasevalidity when gaugingthe responsesto the questionnaire.
Implementation
In January/February 1995 the survey was administered. There was a focus on the
12Different questionnaireswere used for staff and students, examples of which can be
found in appendix 14 and 15 respectively
.
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specialism of Business Studies and staff concerned with delivering Intermediate and
Advanced Level GNVQs were involved, as were GNVQ Coordinators. Two hundred
students at both Advanced and Intermediate Level GNVQ Business were involved in
the study. The cohort came from one of two types of institutions, as eight further
education colleges and seven school sixth forms" were targeted and their responses
assessed. Of the two-hundred students surveyed 62% (124) came from further
education colleges and the remainder from school sixth forms (76); 64% (128) were
studying at Advanced Level and 36% (72) were studying the GNVQ Intermediate in
Business. When considering those concerned with the implementation of GNVQ
programmes 68% (30) of the forty-five cohort were based in further education colleges
and 32% (15) in school sixth forms; 68% (30) of which were tutors and 32% (15) were
GNVQ coursecoordinators.
Questionnaire Analysis
Two sets of questionnaires were implemented in this study; one for those concerned
with GNVQ delivery; the other for students studying the GNVQ Business at either
Advanced or IntermediateLevel. The questions in both types of questionnaire,although
worded slightly differently and in some cases extended where appropriate, covered the
same five categories; GNVOs, A Levels & GCSEs, Key Skills, Competence, Breadth in
Education,and Teachingand LearningMethods.These categoriesextendedthe realm of
enquiry from the data developedout of the initial exploratoryinterviews.
GNVQs, A Levels and GCSEs

Staff Responses
GNVQs were perceived by the majority of the forty-five (45) staff involved with GNVQ
implementationas being able to offer an alternativeto A Levelswhich had credibility and
status (58%/26) and were also seen to provide the 'middle band' of students with a
good course (62%/28). Equally, when GNVQs ability to cross the so-called
academic/vocationaldivide in educationwas questioned55% (25) of the cohort believed
that to be the case. Subsequently, when the question was raised as to whether
students would find an Advanced Level GNVQ and A Levels equally demanding, 61%
(27) agreed that they would find both programmes to be equally demanding. With this
point in mind the majority of respondents (71O/o/33)
went on to say that they did not see
GNVQs as being for only those students who are not suited to A Levels. This implies
that GNVQs were seen to be academically equal to A Levels and that they did not only
attract those students who were not suited to A Levels. Differences that occurred by
sub-group were as follows:
the fifteen (15) GNVQ course coordinators differed in their responses to the thirty
(30) tutors when asked about the ability of GNVQs to provide and alternative to
A Levels which has credibility and status. The coordinators agreed that this was
indeed the case (66% (4) in further education colleges and 80% (4) in school
sixth forms) whilst the tutors, although following the same majority, were 53%(16)
and 50%(5) respectively, similar findings were generated when those concerned
13Listings of the institutionswhich took part in the attitudinal survey/questionnairecan be
found in appendix 13
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course for the middle band of students: GNVQ course coordinatorswere more in
favour of this than the tutors with similar response rates to those outlined above.
School sixth form GNVQ course coordinators were again more positive when
asked if GNVQs were considered able to bridge the so-called
aGademic/vocationaldivide. All (100%) the respondentsin this group agreed that
this was the case whereas 55% (16) was the norm for the other groups.
The issue of perceived parity between GNVQ, A Levels and GCSEs was revisited
when the issue of whether one system was considered easier than the other was
addressed. Half the respondentsdid not think that a GNVQ Intermediatewas any easier
than GCSEs and 58% (26) did not consider the Advanced GNVQ to be easier than A
Levels. In both cases, however,a third of the cohort held the opposing view point.
A further trend established in this section of the survey showed that the majority of
those implementing GNVQs firstly were of the opinion that both GNVQs and A Levels
would be found to be equally demanding by the students; secondly, that the GNVQ
Advanced was not easier than A Levels; and thirdly, that GNVQs were not for students
who were of lower ability than those studying A Levels. As such it could not be said
that good GCSE students would automatically go on to study A Levels, with 56% of the
respondentsselecting this variable. Similarly, if the GNVQ Advanced was not seen as
an easier option the choice of progression should be open, as both post-16
programmes should be promoted as being equally demanding. GNVQs should not be
seen as the second choice nor for lower ability students.Actual attitudes again differed, if
only slightly, in the different sub-groups:
was the GNVQ Advanced, therefore, seen as being easier than A Levels?: 67%
(5) of the GNVQ course coordinators in further education colleges agreed that the
GNVQ Advanced was easier whilst 80% (5) of the same group in school sixth
forms disagreed with this; when considering the FE tutors' responses a division
was again experienced with 41% (13) agreeing that the GNVQ Advanced was
easier than A Levels and the remaining 59% (18) disagreeing compared to 83%
(8) of those in school sixth forms holding the belief that the GNVQ Advanced
was not necessarily easier than A Levels; the GNVQ course coordinators from
both types of establishments were again more positive than the tutors when
asked if GNVQs were for lower ability students than those pursuing A Levels
with 82%(12) disagreeing with this; the same trend was maintained by the tutors
but only 63% (19) shared that belief.
comparisons between the GNVQ Intermediate and GCSEs brought forth a mixed
result: an average of 50% (22) were of the opinion that the GNVQ Intermediate
was not any easier than GCSEs; however, 50% (4) of the GNVQ course
coordinators in further education colleges were not in agreement with this as they
thought they GNVQ Intermediate to be easier than GCSEs, as did 66% (4) of
school sixth form tutors; this gives an indication of the mixed opinions that exist
about GNVQs and their level or standard of attainment.
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The statement that GNVQs by offering a national qualification are able to attest to a
national standard brought mixed responses. The tutors at both institutions were evenly
split in their responses with half agreeing and half disagreeing. GNVQ course
coordinatorsin further educationcolleges, however,were more positive; 83% (7) holding
the belief that a national standard was achieved with GNVQs compared with 40%(2) in
schoolsixth forms.
Student Responses
The GNVQ Intermediatewas perceived by an average of 58% (42) of the Intermediate
Level students as being easier than GCSEs at both schools and colleges.
The GNVQ Intermediate, and not GCSEs, was seen as both a better preparation for
further education and for employment, even though it was seen to be the easier option
when compared to GCSEs. The GNVQ Intermediate Business programme was seen
as a better preparation for further education by an average of 44%(88): 41% (51) of
students studying in a further education college and 48% (36) in school sixth forms in
accordance with this, whilst 37% (30) did not agree. However,the split in the response
rates shows the division in education when academic and vocational programmes are
compared, as an average of 39% (78) were of the opinion that GCSEs were the better
option when considering further education - illustrating the confusion which appears to
surround the topic.
What, then, about employment? The majority of respondents, at 77% (144), believed
that GNVQs were a better preparation for employment than GCSEs - those students
studying in further education colleges were more positive about this than their
counterparts in school sixth forms: in further education colleges 91% (113) thought that
GNVQs were the better preparation for employment; in school sixth forms 63% (44)
thought that GNVQs were the better preparation for employment when compared to
GCSEs, but 17% (13) disagreed and 20% (15) did not select either programme.
Perceptions such as these may well give credence to the worries of FE staff over the
ability of schools to offer vocational programmes.

When the GNVQ Advanced was compared to A Levels those studying the GNVQ
Advanced Level held the following opinions: in further education colleges 35% (30)
agreed that GNVQs were easier than A Levels, 29% (24) disagreed with this and 35%
(30) neither agreed or disagreed; in school sixth forms 47% (17) thought that GNVQs
were the easier option and 36% (13) disagreed with this statement but 17% (6)
registered a neutral response. This illustrates that when the GNVQ Advanced is
compared to A Levels respondents generally were divided between the three central
responses of 'agree', 'don't know' and 'disagree', about which system was the easier.
As a preparation for university the GNVQ Advanced, when compared to A Levels,
again received a mixed response: in further education colleges 36% (45) agreed that
GNVQs were a better preparation for university than A Levels, 37% (46) disagreed
with this in the belief that A Levels were the better form of preparation and 28% (35)
selected neither variable; in school sixth forms 22% (17) thought that GNVQs were a
better preparation for university than A Levels whilst 56% (43) did not believe that to
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findings generatedhere were that in school sixth forms A Levelswere seen as the better
preparation for university; a point which may have attributed to these results is that
such institutions have a history of predominantlyoffering and providing A Level courses
whereas GNVQ provision may be a relatively new experience. In further education
colleges there was no conclusive majority and in all cases a significant percentage
(240/o/30)
were neitherin agreementor disagreement.
The GNVQ Advanced was seen as a better preparation for employment than A Levels
with an average of 60% (77) of Advanced Level students holding this opinion. In further
education colleges 62% (53) thought GNVQs were the better preparation for
employment whilst 12% (10) disagreed with this; in school sixth forms 50% (18) thought
that GNVQs were the better preparation for employment when compared to A Levels,
but 36% (13) disagreed with this in the belief that A Levels were the better form of
preparation for employment.
If the two groups are combined, whereby the responses of the Advanced Level student
are correlated with the responses of the Intermediate Level students, the findings
suggest the following: GNVQs were perceived as being the easier option when
compared to GCSEs and A Levels: 50% (100) of those surveyed agreed that GNVQs
were easier than GCSEs and/or A Levels whilst only 36% (72) thought that GNVQs
were not necessarily the easier option. Further divisions were evident in the question of
which system provided the better preparation for further or higher education: 37% (74)
saw GNVQs as the better preparation for further study whilst 41% (82) did not agree
with this in the belief that GCSEs and/or A Levels were a better form of preparation and
a total of 20% (40) registered a neutral response. If this issue is then expanded to
encompass the world of work the majority of the respondents at both Levels (69%/138)
thought that GNVQs were the better preparation for employment when compared to
GCSEs and A Levels, whilst 18% (36) disagreed.
Fig. 12 Ease of Programme, Best Preparation: Student Responses

%
A

70

GCSEs/A Levels

60

GNVQ INT/ADV

50

9
r 40
e
30
e
m 20
e
10
n
t0
Easier
RE
Work
Easier/ Best Preparation

108

Key Skills
Staff Responses
The majority of staff were in accord with a statement which suggested that Key Skills
were the transferable element of a GNVQ (with all of the GNVQ course coordinators in
further education colleges taking this stance and 60% (4) of those in school sixth forms;
the results of the tutors were 71% (14) and 83% (8) respectively).This gave an overall
majority of 77% (12) agreeingthat Key Skills were the transferable element of a GNVQ.
If Key Skills are seen as the transferable element of a GNVQ then it might be expected
that they are also able to help a student cope with the academic side of a GNVQ as
they are skills which students should be able to utilise in a variety of situations; yet,
mixed responses were recorded. The overall majority, at 59% (27), believed that the
academic side of a GNVQ was facilitated for the students by the study of Key Skills.
Differences of opinion were recorded in the different sub-groups: the GNVQ course
coordinators were more positive about this and had a greater degree of agreement (in
further education colleges 67% (5) and school sixth forms 100%(6)) than the tutors in
both types of institution: in further education colleges only 47% (9) agreed that Key
Skills helped a student to cope with the academic side of a GNVQ and in school sixth
forms this fell to a low of 17% (2) with 83% (8) taking the opposite side. Such a swing
in the response rates was substantial enough to influence the overall majority. The
fluctuations in responses to the question concerned with Key Skills imply that there was
not clarity over their purpose (see Fig-13).
However, when those concerned with delivering GNVQs were asked if they found the
purpose behind GNVQs to be unclear, the majority (76%/34) said that they do not
consider the purpose to be unclear -a trend followed by all groups of respondents.
Does this therefore mean that Key Skills are transferable elements of a GNVQ but such
transferable elements do not include the ability to help a student to cope with the
academic side of a GNVQ?
Fig. 13 Key Skills and Academic Development Staff Responses
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Having asked if the purpose behind Key Skills was clear to those implementingGNVQs
and finding that the respondentsbelieve that they are aware of their purpose, are Key
Skills then seen as being able to provide breadth to a vocationally specific area? The
majority of the respondents were of the belief that they were aware of the purpose of
Key Skills (76%/34) and that such a purpose was to provide breadth in a vocationally
specific area - an average of 67% (30) was in agreement with this. In one instance all
the respondents (the GNVQ course coordinatorsin school sixth forms) agreed with this.
A point of note here is that contrary to this, a third (15) of the respondentsdid not agree
with the statement. If the issue of greater breadth generatedout of the inclusionof more
Key Skills units was brought into the picture the findings indicate that an average of
77% (35) were of the opinion that the number of Key Skills that are mandatory should
not be increased in trying to develop a more general education. What we can deduce
from this is that, if Key Skills were seen to provide breadth in a vocationally specific
area, the general opinion was that greater breadth through the inclusion of a greater
number of Key Skills units was not the way to progress.
Student Responses
The majority of students involved in this study believed that Key Skills did help them to
cope with the academic aspects of a GNVQ programme and that they help develop
study skills: 71% (142) opined that Key Skills did help students cope with the academic
side of a GNVQ. Likewise, 67% (134) also held the belief that Key Skills helped to
develop study skills. The findings also show that 60% (120) of the students involved in
the survey thought that Key Skills did develop students for university and employment.
This indicates that the main body of respondents were of the opinion that Key Skills
both helped a student to cope with the academic side of a GNVQ and helped to
develop study skills. Such skills were also seen to be necessary for future progression
whether it be into employment or university. These results indicate that the students
involved in the survey were aware of the purpose of Key Skills. This is verified as 65%
(130) of the respondents did believe that they were aware of the purpose of Key Skills.
A point of note, however, is that the students studying in school sixth forms were less
convinced about Key Skills issues than their counterparts in further education colleges.
This can be illustrated as follows:
when asked if Key Skills helped students to cope with the academic side of a
GNVQ 61% (22) of the Advanced Level students in school sixth forms agreed
compared with 79% (67) of the respondents from further education colleges; at
IntermediateLevel the differencein the responserate was not significant (789/o/25
further educationcollegesand 690/a/24
school sixth forms)
the issue of whether Key Skills were seen to be necessary for university and
employment brought mixed responses from those students studying the
Advanced Level GNVQ Business - with 77% (65) in further education colleges
and only 50% (18) in school sixth forms agreeing with the statement. Of the
remainder in further educationcolleges only 7% (6) did not believe that Key Skills
were necessary for university and employment, (17% (14) did not know), whilst
in school sixth forms the responses showed that 44% (16) disagreed that Key
Skills were necessaryfor university and employment(6% (2) did not know).
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similarly when questioning the ability of Key Skills helping develop study skills
those studying at Advanced Level in school sixth forms were not as convinced
as those in further education colleges - with 53% (19) and 70% (59) agreeing
respectively - this meant that almost half (43%/17) of those in school sixth forms
did not think that Key Skills helped to develop study skills; yet, at Intermediate
Level, those studying in school sixth forms were more positive than those
studying in further education colleges with 80% (28) and 65% (21) respectively
agreeing with the issue of study skills being developed in Key Skills.
Fig. 14 Perceived Abilities of Key Skills: Student Responses
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Overall, the trend was that the majority in each of the two sub-groups, ie: students
studying at further education colleges and students studying at school sixth forms,
agreed in principle to the issues raised. However, the students at further education
colleges were more collective in their responses with a greater majority agreeing with the
statements.

Competence
Staff Responses
The issue of what 'competence'was seen to mean was raised: was it equated to skills
alone or to skills and knowledge?It (competence)was seen to mean more than mere skill
attainment for a given purpose; it was equated to the attainment of both skills and
knowledge suitable for a given purpose. Overall 47% (21) of the staff agreed that
competence meant skill attainment. Of the remaining, 50% (22) disagreed with this and
3%(1) registered a neutral response. When asked if competence meant skills and
knowledge the results changed in that competence was seen to denote skills and
knowledge rather than just skills by an overwhelming 93% (42) of the respondents -a
trend which was followed by all groups questioned.
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Fig. 15 Defining Competence:Staff Responses
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If competence was seen to mean having enough skills and knowledge suitable for a
given purpose how does it correspond to the issue of underpinning knowledge and
understanding being an integral part of GNVQ development? A response of 94% (42)
was registered in agreement with the statement that underpinning knowledge and
understanding was crucial to GNVQs.
The question of whether this underpinning knowledge and understanding was taken a
stage further in a GNVQ than in A Levels, as it goes on to be applied to a vocational
area, generated positive correlation with 76% (34) in accord with the proposition.
Divergence from the mean was registered by certain individual groups: 40% (2) of the
GNVQ course coordinators in school sixth forms opposed this stance as did 24% (5)
and 17% (2) of the tutors in further education colleges and school sixth forms
respectively. The general trend was maintained, however, as the majority still registered
in favour of GNVQs with those in further education colleges being more positive in their

responses.
Responses to questions such as these express that, firstly, both skills and knowledge
denote competence and, secondly, that underpinning knowledge and understanding
were seen as crucial to a GNVQ (93%/42 and 940/o/43respectively). In addition to this
knowledge and understanding were also considered by many to be taken a stage
further in a GNVQ than in A Levels as it was then actually applied to a vocational
setting.
This situation was complicated by consideration being given to the externally set end of
unit tests as the majority of staff, in holding the belief that knowledge and understanding
as well as skills are seen as being central to GNVQs, viewed the tests with some
suspicion. This was represented by the majority (680/o/31)of the respondents agreeing
that the tests were about facts and not concerned with the development of underpinning
knowledge and understanding. Such a principle can be seen to be at odds with the
ethos behind GNVQs: development and encouragement of underpinning knowledge
and understanding.
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A further issue of contention was registered when the issue of depth was raised in
conjunction with competence. Of the entire cohort 62% (28) registered the opinion that
competence attainment did detract from depth in a subject. If the individual groups are
considered variations are evident: 50% (4) of the GNVQ course coordinators agreed
with the findings above whilst 33% (3) did not. Of the same group in school sixth forms
only 33% (2) agreed with the statement, whilst the remaining 80% (4) did not believe
that competence detracted from depth; thus it can be seen that, of this group, those in
school sixth forms were more positive about issues pertainingto competenceattainment
and what that involves.
When consideration is given to the tutors in both types of establishment they were of
the opinion that competence did in fact detract from depth as subject matter could be
covered in a purely superficial manner. In further education colleges 65% (20) followed
this line whilst in school sixth forms all the respondents held this opinion. When
discussing competencefurther and specificallythe issue of whether individuals are able
to 'do' something without understandingit, the majority (70%/32) agreed that a student
could 'do' something without necessarily understandingit. This was a trend followed by
all but one of the sub-groups: 60% (4) of the GNVQ course coordinators in school sixth
forms did not share this opinion.
The overall findings generated out of these questions were that the majority of the
respondentswere of the opinionthat competencemeant more than just skill attainment;it
was also seen as being concerned with knowledge. However,competencewas seen to
detract from depth; this manifested itself in that students could carry out a task without
necessarily understanding what they had done and why (exception to this was
registered by GNVQ course coordinators in school sixth forms who believed that
competence did not detract from depth and a student would have to understand
something in order to carry it out properly). The most common perception was that
competencecould be covered in a purely superficialway which could in turn detract from
depth of understanding.
The question of whether a GNVQ business student was competent in a variety of
situations generated an almost unanimous result. A majority of 88% (40) was in favour,
with those in further education colleges being more positive than the respondents from
school sixth forms.
Having established that underpinningknowledgeand understandingis considered to be
an integral part of GNVQ programmes,that GNVQ Business students are competent in
a variety of situations, the question arises as to whether depth and understanding are
also requisite - even when they are not specified. The GNVQ course coordinators
involved in the study were of the opinion that both depth and understanding had to be
attained in a GNVQ irrespective of whether or not they are specified (67%/ 5 in further
education colleges and 600/o/4in school sixth forms); when the tutor responses were
considered differing responses were registered with 58% (11) of those in further
education colleges following the same trend, but 67% (7) of those in school sixth forms
holding an opposing view point in the belief that depth and understanding are not
specified and do not therefore have to be met.
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Division such as this was further demonstrated when depth in a GNVQ was related to
the Performance Criteria. It was suggested that the Performance Criteria was
prescriptive and therefore detrimentalto depth attainment.Mixed views were expressed
with 50% (22) of the cohort agreeing with the stance outlined above and 41% (18)
disagreeingwith it. When the individualgroups are consideredthen the results show the
evident confusion: of the GNVQ course coordinators 67% (5) of those in further
education colleges disagreedwith the propositionas did 60% (4) of those in school sixth
forms; conversely the tutor responseswere that 65% (13) of those in further education
colleges agreed that depth cannot be recognised in a GNVQ due to the prescriptive
nature of the Performance Criteria as did 67% (7) of those in school sixth forms. This
illustrated that the GNVQ course coordinatorsare far more positive than the tutors when
depth and understandingwere in question.
The issue of whether breadth in a GNVQ came at the expense of depth was then
considered;the findings again show that there are no conclusiveopinions: almost equal
percentage responses were registered in favour and against the statement. This
manifests as an even split of 44% (20) each and the remaining12% (5) neither agreeing
or disagreeing with the statement. Thus it can be deduced that the issue of depth in a
GNVQ was an area of great contention with doubts being expressed about whether it
was as much an integral part of a GNVQ as was perhaps desired.
Alternatively, responses to the suggestion that the number of PerformanceCriteria in a
GNVQ do indeed generate breadth, communicatedthat, althoughthe prescriptivenature
of the PerformanceCriteriawas perceivedas a hindrancein depth attainment,the actual
number of Performance Criteria in a GNVQ was seen by 62% (28) of the cohort to
generate breadth. Those in further educationcolleges.were more positive about this than
those in school sixth forms: of those GNVQ course coordinators in further education
colleges 83% (7) agreed with this as did 65% (13) of their tutors; in school sixth forms
the results were 40% (2) and 50% (5) respectively. Thus an overall third of the total
respondents registered their disagreement. This emphasisesthat although depth may
not be seen to be attained in a GNVQ it was thought that the number of Performance
Criteria in a GNVQ did go some way to generatingbreadth in a GNVQ (see Fig. 16). '
Does this breadth, then, come at the expense of depth? The findings indicate that
breadth was thought to come from the number of Performance Criteria included in a
GNVQ, however, 44% (20) of the respondents thought that such breadth came at the
expense of depth; equally,44%.(20) believed that breadth did not mean that depth was
necessarilysacrificed, illustratingthe complexityof the issues surroundingcompetence,
breadth and depth attainmentand the confusionwhich abounds.
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Fig. 16 Performance Criteria, Breadth and Depth: Staff Responses
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Student Responses
Initially, competence was seen by the majority of the students (69%/ 138) to mean
having enough skills for a given purpose; but when the issue of knowledge was
brought into the equation 81% (162) thought that skills and knowledge constituted
competence. This was verified when the students were asked if they could 'do'
something without necessarily understanding it. The popular opinion (71%/142) was
that to 'do' something required that understanding also took place, indicating that
competencewas seen to denote both skills and knowledge.
The issue of competence is often equated to narrowness and specialisation. Studying a
GNVQ, in whatever vocational area, means that specialisation takes place. However,
the majority of the GNVQ students involved in the survey, whether studying in a further
education college or a school sixth form, were of the opinion that a GNVQ meant that a
wide range of tasks were covered (86%/172). Equally, when the field was narrowed to
consider only GNVQ Business students and whether they are competent in a variety of
situations, 78% (156) of the students were in accord. The fact that GNVQs focus on a
single vocational area altered the results. The majority still thought that a GNVQ did not
restrict a student to being competent in a single vocational area, but this majority had
fallen to only 49% (98) with 35% (70) holding the opinion that a GNVQ did in fact restrict
the student and their potential. This indicates that although GNVQ students, and those
studying business in particular, are thought to be competent in a wide range and in a
variety of situations, confusion exists about whether such competence is restricted to a
single, albeit broad, vocational area. There is a focus on one particular area, but the
students were of the opinion that this area was broad enough not to restrict their choice
of career paths. This may be attributed to the fact that any GNVQ aims to cover a very
broad vocational area which can in fact create many choices and options for the student.
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Fig. 17 Defining Competence:Student Responses
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The results indicated above are the collective responses of all students involved in the
study. When the two sub-groups of further education colleges and school sixth forms
are viewed separately the overall trends were the same; where a majority response rate
in further education colleges was registered, similarly, a majority was also experienced in
school sixth forms. However, as with the Key Skills issues, slight variations did occur
when considering the institution studied at:
the ability of GNVQ students to pin point exactly what they are able to do
brought a mixed response: the majority in both sets of sub-groups thought that
they could say what they were able to do; those in school sixth forms were less
convinced with only 50% (38) of the students agreeing with the statement,
compared to 78% (97) in further education colleges, this division was evident at
both levels of study: in further education colleges 66% (56) of the Advanced
Level students and 81% (26) of the Intermediate Levels students agreed with
this point compared to 50% (18) and 49% (17) in school sixth forms; this may be
related to perceptions of breadth in a GNVQ as the wide number and variety of
topics that can be studied may in fact cloud the issue and mean that a student
does not feel able to say exactly what it is they are able to do
the ability to 'do' something without necessarily understanding it was not thought
to be possible by the majority GNVQ students (71%/142) targeted for the
survey. If this is considered by institution then, although the trends are the same,
the students studying at school sixth forms were more convinced, particularly
those at the Advanced Level of study, with 83% (30) holding the belief that to 'do'
something also meant that understanding took place, as compared to 63% (54) of
the same group in further education colleges, at intermediate Level the results
showed little variation
on the whole 78% (156) of all respondents were of the opinion that GNVQ
Business students are competent in a variety of situations. If this is analysed by
institution the results vary slightly with school sixth form Advanced Levels
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education colleges and 77% (27) of those in school sixth forms agreeing that
GNVQ Business students are competent in a variety of situations; a reasonable
level of conviction surrounded all the responses to this issue of all the sub-

groups.
Breadth in Education

Staff Responses
The question of what constitutes a general education is complex with many possible
responses. Using the information gathered in the construction of the educational ideal
types a number of propositions were put to the questionnaire respondents. Two such
propositions were suggested, firstly, that a general educationmeant that a wide range of
subject matter was covered and, secondly,that the student was encouraged to develop
an inquiring mind. The findings showed that the overall opinion was that a general
education meant that a wide range of subjects were covered (77%/35) in which the
student was to develop the ability to question facts. An inquiring mind was also thought
to be central to the aims of general education (68%/31) - the strongest response was
registered by the GNVQ course coordinators in school sixth forms with 80% (5), whilst
only 50% (4) of those in further education colleges followed this trend, with the tutors in
both groups deviatinglittle from the mean.
If a general education was thought to mean that a wide range of subjects were studied
and that the students used such subjects as a vehicle for developing an inquiring mind,
what then makes a liberal education? The majority (79'Yo/36)of the cohort were of the
opinion that a liberal education broadened the mind and freed the person from narrow
thought. However,those in school sixth forms at GNVQ course coordinator level were
not so convinced; 20% (1) agreed and 20% (1) disagreed with the remaining 60% (4)
neitheragreeingor disagreeing.
The findings suggest that there is some overall agreement about what constitutes a
general education but that confusion exists over what constitutes a liberal education. (A
point of note here is that some respondents, particularly at GNVQ course coordinator
level, did express concern over both liberal and general education being tied down to a
number of statements, giving rise to a substantial percentage of the respondents
selecting the 'don't know' variable.)
When such issues are related to GNVQs and whether the range in a GNVQ ensures
that a general education was achieved the survey results testify that the majority of the
respondents agreed that the range in a GNVQ ensured that a general education was
achieved (560/o/25)and that it was the wide range of subjects which promoted a broad,
general education (68%/31) - breadth was ensured and was perceived as being
present in GNVQs in the form of a wide range of subjects studied.

If GNVQs are seen to promote a broad, general education, how do they compare to A
Levels? Are GNVQs more general than A Levels and, if so, is breadth developed more
in GNVQs than A Levels? The popular opinion was that GNVQs are indeed more
general than A Levels (65%/ 29); but when individual responses were considered it
117

was evident that the tutors in both types of institution are more positive about this than
the GNVQ course coordinators, who veered on the side of caution and registered an
almost 50%-50% split. Was breadth then developed more in GNVQs than in A Levels?
An average of 62% (28) agreed that this was the case with the trend being followed by
all groups questioned. Accordingly, 62% (28) disagreed with the statement which
suggested that there was no breadth in GNVQs and an average of 76% (34) did not
believe that GNVQs, being concerned with a vocationally specific, automatically ruled
out breadth. GNVQs were therefore considered to have breadth and their vocational
nature was not seen to detract from such breadth.
Does this vocational nature of GNVQs then mean that a liberal, as opposed to a
general, education cannot be achieved? The majority of respondents (760/o/34)were of
the opinion that the vocational bias of GNVQs did not rule out a liberal education being
achieved. Such results indicate that the vocational bias of GNVQs was not seen to
detract from the breadth, which was thought to be present in GNVQs in part due to the
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locally defined). Is this consideredsufficientfor individualstudents' future development?
In an attempt to address this the following statements were proposed: students are
entitled to a liberal education throughout their studies and a liberal education post-16 is
necessary to prepare individualsfor life in the 21st century.The majority of staff in both
cases - 78% (35) and 68% (31) respectively - agreed with both statements
communicatingthat a liberal educationwas seen to be the way forward. When the issue
of whether a general education or a liberal educationwas more appropriatefor life in the
21st century 68% (31) agreed that a liberal education was necessary to prepare
individuals for life in the 21st century, 56% (25) disagreed that general education was
the more appropriateform of educationin line with the first set of responses - that liberal
educationwas more appropriatefor life in the 21st century.
Fig. 18 An Appropriate Education for the 21st Century: Staff Responses
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the question arose as to whether GNVQs are the way in which
education should be progressing if the idea of preparing individuals for their future
existence was a central interest. The concern here was that a liberal education was
seen as broadening the mind and freeing the person from narrow thought and that
students were entitled to a liberal education throughout their studies, including post -16
education, as it was deemed necessary for life in the 21st century. GNVQs were not
seen to promote free thinking but were seen to offer a general education rather than a
liberal one. The question then arises as to whether they are an adequate form of
education provision to take us into the 21st century; a question that will be addressed in
the following chapter.
Subsequently

Student Responses
The consensus (83%/166) among the students involved with this stage of the
investigation was that a general education did mean that a wide range of subject matter
was covered, that it also aimed to develop an inquiring mind in the student (78%/156).
By comparison, if a general education was seen to cover a variety of subjects and to
develop an inquiring mind in the student, how was liberal education perceived? Does
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liberal educationbroadenthe mind and thereforefree the individualfrom narrowthought?
The respondentswere not so sure about how to classify liberal education with just over
half the respondents agreeing with the suggested statement reflecting the confusion
over what the students thought constituted a liberal education whilst general education
was seen as being easier to identify; the issue of whether, by the very nature of the title
'General National VocationalQualifications',students then felt more able to respond to
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the ability to develop an inquiring mind in the student as 'free thinking' was thought to be
a part of GNVQ development (61%1122).
The students involved in this study held the following beliefs: 53% (106) of the total
respondents did not believe that being concerned with a single vocational area meant
that a GNVQ could not be broad, as the considered opinion was that their options were
kept open; however, 35% (70) opposed this stance. This indicates that the majority
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of the followingchapter.
A Levels and GNVQs are frequently contrasted. In this survey GNVQs were seen to
be more general than A Levels (64%/128) but the issue of which system, GNVQs or A
Levels, developed greater breadth received mixed opinions: 48% or 96 students (the
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most-popular response) agreed that GNVQs developed breadth more than A Levels,
but 17% (34) disagreed with this and 35% (70) did not know. Such confusion may be
attributed to the fact that the majority of the GNVQ students surveyed had no, or little,
experience of the A Level system and therefore had nothing with which to compare
GNVQs.
The question was posed whether GNVQs should offer more options, or if they currently
offer too many options and do not require any further extension.The majority (550/o/I10)
of the respondents did believe that a GNVQ needed to include a wider range of
subjects in each vocational area; however 74% (148) of the respondents also
responded that there was no need to include any further options as a GNVQ was
perceived as offering too many options already. Such confusion clouds the issue of
whether a GNVQ really does have the potential to offer a general education (as the
findings suggested). These contradictory results may be attributed to the personal
preference of those surveyed, in that they would like to see particular (favourite) topics
included in the GNVQ programme. This would be in line with the responses that
suggested that no further options needed to be included in a GNVQ as there are
already too many (or sufficient to mean that a broad, generaleducationis attained?) The
main findings of this section of the survey show that a general education was seen to
mean that a wide range of subject matter was studied; the wide range of subjects on a
GNVQ was seen to promote a broad, general education.
The issue of class contact time was raised in line with the idea, as generatedin the initial
exploratory interviews, that an increased timetable improved the potential of a general
education occurring and time given to other subjects would in turn increase the potential
of offering a liberal education. The general trend was that increased class contact time
per week should not happen. This varied in degree from institution and Level: in further
education colleges at Advanced Level 81% (69) and at IntermediateLevel 78% (25) did
not think that the amount of class contact time per week should be increased;conversely
in school sixth forms the results were 69% (25) and 34% (12) respectively.The issue of
whether such an increase in class contact time per week would increase the level of
student understandingbrought further mixed responses:in further education colleges at
Advanced Level 51% (43) did not think that such a move would increase their
understanding, at Intermediate Level 50% (16) also took this stance. In school sixth
forms at Advanced and Intermediate Levelsthe results were in contrast to this with 67%
(24) and 80% (28) agreeing that increased class contact time would increase their
understanding. A point which these questions failed to answer was the current level of
class contact time per week. Consequently,it is not known if there were any differences
in the levels of class contacttime experiencedin different institutions.
Teaching & Learning Methods
Staff Responses
In line with the student responses the majority (70%/32) of staff concerned with
implementing GNVQs did not believe that the number of lectures should be increased.
This trend was followed by all groups with the tutors in both institutions being more
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liberal/generaleducation,were still not resolved.
Hypothesis
By way of conclusion, the questionnaire findings suggest that, in line with the initial
exploratory interviews, GNVQs were favourably received by those implementing the
programme; they were seen as comparable to alternative systems such as A Levels
and GCSEs that should not be seen as the easier option as they were considered
demanding programmesof study in their own right - not necessarilythe correct choice for
lower ability students or those not suited to A Levels. Parity of esteem between
GNVQs, A Levels and GCSEs, in terms of level of demand and the challenge offered
by each programme of study,was seen to be achieved.
Conversely, the students on the GNVQ Business programmes, although in favour of
the course, were of the opinion that their educational programmes were easier than
GCSEs and A Levels (with a third of the respondents holding the opposing point of
view); GCSEs and A Levels were marginally seen as the better preparation for HE but
GNVQs were conclusively seen as the best form of preparation for the world of work.
What must be noted here is that young adults in general are susceptible to media
coverage so the possibility of them adopting the commonly espoused opinion and
advertising rhetoric may have influenced their responses, particularly when the
individual has little or no experience of the alternative educational systems to which
GNVQs were compared, such as A Levels.
The inclusion of Key Skills elements into the GNVQ programmewas seen as a positive
approach which has since been advocated in academic programmessuch as A Levels
(Dearing 1996). They were seen as the transferable element of a GNVQ programme
that provided breadth to a vocationally specific area - breadth that was considered
sufficient and did not warrant the inclusion of any further Mandatory Key Skills. The
current Key Skills were seen as being able to assist individual students in coping with
the academic side of a GNVQ, with the developmentof study skills; both of which were
seen as necessary for progression either to university or into the world of work. This
was the most positive possible outcome; it was the consideredopinion of the majority of
the respondents that this could be achieved with -greaterease if separate classes were
provided for Key Skills developmentrather than their total integrationinto the Mandatory
units.
Competence-based (such as NVQs) and performance-based (such as GNVQs)
programmes have been the subject of much debate and have come under attack since
their inception in 1986 and 1992 respectively;most notably by Smithers (1993), Hyland
(1993,1994a&b) and Wolf (1990). One central theme of this criticism has focused on the
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common opinion was that to 'do' something required some degree of understanding
(degrees which varied by sub-group); it was not thought possible to carry out a task if
students were unaware of its implications.This was verified in the fact that students on
the GNVQ programme were required to apply their knowledge and understanding to
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their specialist vocational areas; this was seen as a distinct advantage when compared
to A Levels.
Where the questionnaire responsesdid correspond to the criticisms made by Smithers
(1993), Hyland (1993,1994a&b) and Wolf (1990) was with the issue of depth
attainmentin a programmeof study.The breadth of subjects in a GNVQ were thought to
promote a broad, general education;the students were considered competent in a wide
variety of situations. However, in those subjects concern was expressed about
covering the PerformanceCriteria (which in themselves were seen as prescriptive and
mechanicaland detrimentalto depth attainment)in a superficialway; the students would
have knowledge of a variety of topics and subjects, but misgivings were expressed
about the possibility of students knowing very little about each of these topics and
subjects; competence was seen to detract from depth of knowledge. This was seen to
be a possibility if students were solely directed to achieving the Performance Criteria
and little else. Potentially breadth, generated out of the vast number of Performance
Criteria, was seen to be at the expense of depth. However, the majority of those
concerned with implementationof GNVQs held the belief that, in the best practice, depth
and understandingwere integral to the course, even though they were not specified. In
addition, and in line with the criticism expressedabout competenceattainment,a further
area of concern involved the issue of externally set and marked end of unit tests. These
were viewed with some suspicion by those implementingthe GNVQ programmes. The
main concern was that the testing of 'facts' was considered to be in direct opposition to
developmental,performance-basedoutcomesof a GNVQ programme.
Consensus over what constitutes a liberal education and, to a lesser degree general
education, is hard to come by; this study was no exception. A general education was
equated to the coverage of a wide range of material through which the student was
encouraged to question facts and develop an inquiring mind. A liberal education was
concerned with those processes that broadened the mind and freed the person from
narrow thought. In both instances some concern was expressed about defining such
broad concepts by a limited number of statements, in that both of the educational
paradigms were seen to be far reaching and encompassing many varied aspects that
were not quantified but will be subject to further investigation.
The next issue was whether GNVQs had any of the qualities perceived in these
educational ideals. GNVQs were seen as being able to offer a general education due to
the wide range of subjects studied on a GNVQ programme; the vocational nature of a
GNVQ was not thought to detract from this. GNVQs were also thought to be able to
provide greater breadth than the A Levels alternative, in this instance the A Level in
Business & Finance.
With regard to GNVQs' ability to offer a liberal education, this was seen as a distinct
possibility providing the best practice was implemented and individual students were
encouraged to question facts. However,to ensure that a liberal education was achieved
through GNVQs students should also be encouragedto think for themselves, a process
that was not thought to be evident at the time of the investigation.Furthermore,GNVQs
were not seen to broaden the mind and free the individual from narrow thought -a
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prerequisiteof liberal education.
The core belief of the respondentswas that a liberal education was an individual's right
throughout the whole of their studies and that it was necessary to prepare post-16
students for facets of their future life. There was some accord that a general education
would be sufficient but the argument in favour of a liberal education was better
supported. The concern that arises out of such findings is that GNVQs were more
readily equated to a general education,with a liberal education being only a possibility what then if a general educationis not adequatefor individuals'future progression?Such
concerns will be developed in the following chapter.
The comparison of GNVQs and A Levels was made. A Levels were seen offer a
-to
liberal and a general education by a greater percentage of the respondents when
compared to GNVQs. (A point that must be drawn here is that the results were by no
means conclusive as the largest majority accounted for only 32% of the group with
many of the respondentsabstaining.)
The student centred approach advocated in GNVQ implementation was seen to be a
distinct advantage of the system and to help in the development of confidence,
independence and individual responsibility; it was also seen to help maintain student
interest and motivation. Questions that will be addressed in the following chapter will
revolve around the ability of the student centred approach and its potential to contribute
to a liberal education.

GNVQ Business in Context
The central, and over arching, themes to come out of the attitudinalsurvey follow, for the
main part, the hypothesis generated out of the initial exploratory interviews, adding
validity to the findings. In order to generate further affirmation of these results requires
that the data be comparedto the informationproducedin the curriculumcriticism and the
ideal type analysis; corroboration,where appropriate, will strengthen and vindicate the
line of reasoningtaken.
Comparison with the Curriculum Profile
GNVQs were introduced as part of the attempt to provide standardisation of the
vocational education system but also in an attempt to bridge the so-called 'academic
divide'between academic programmes such as A Levels, and competence programmes
such as NVQs. GNVQs were seen as the middle ground, encompassing theoretical
elements that were concerned with a broad vocational area, limiting specialisation.
Underpinning knowledge and understanding of a wide range of topics were aims;
transferable skills in the form of Key Skills were also main features, the inclusion of which
was to promote greater breadth in vocational education allowing a student to progress
into a variety of future career paths.
The research findings indicate that GNVQs, on the whole, were seen as a valid and
valued addition to post-16 educational provision which have the ability to redress the
academic divide as they were seen as demanding programmes of study when
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compared to A Levels; they were seen as being equally hard as A Level programmes
(althoughthe staff concernedwith this stage of the researchwere more convinced of this
than the students). GNVQs were seen as an excellent preparation for work and an
acceptable preparation for HE and university; A Levels were thought of as the better
route when pursuing HE. Such attitudes may change when GNVQ students have
actually completed HE courses and there is some data in support of such progression;
the FEFC (1995) does, however, already suggest that GNVQ applicants for HE
courses are positively received and that the standard achieved by such applicants is
comparable to students who have followed the traditional HE route of A level study.
The competence issue has more in common with NVQ programmes but is sometimes
related to GNVQs (Smithers 1993) due in part to their performance-based nature and
the required achievementof the PerformanceCriteria.The PerformanceCriteria, as part
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field research findings suggest that GNVQ students were competent in a wide variety of
subjects and had acquired both skill, knowledge and understandingsurrounding given
topics. The wide range was seen to be promoted by the Performance Criteria whereas
the knowledge and understandingwas illustrated by the student in their application of
the abstract to their chosen vocationalfield. However,some concern was expressed by
the respondents in this area: the Performance Criteria were considered prescriptive,
mechanicaland detrimentalto the attainmentof depth of knowledgeand understandingpoints which have much in common with the criticism levied at NVQs and competencebased programmes. The concern was that although students studying for a GNVQ, in
this instance that of Business, cover a wide variety of subjects and topics, the question
of whether such skills, knowledge and understanding was, in fact, superficial, was
raised.
Breadth, a supposed central point to GNVQs, was seen to be achieved due in part to
the number of subjectsstudied and the number of PerformanceCriteria for each of those
subjects. The inclusion of Key Skills, considered a vital element of GNVQ provision by
NCVQ and constantly under review,was designed as nationally determined personal
transferable skills. Those of Communication,InformationTechnology and Application of
Number were seen as mandatory, with the Key Skills of Working with Others and
Improving own Learning and Performance identified as additional units and that of
Problem Solving still under review. In line with the rationale for including Key Skills in
post-16 education provision those involved with this study agreed that they were a
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to develop student confidence, independence and individual responsibility; it was also a
factor that was considered a central element of providing breadth in education. The
student centred approach, as advocated in GNVQ implementation, is said to include a
variety of activities. BTEC (1993c p.42) identified a number of activities including case
studies, role plays, work placements, individual and group work, projects, assignments
and report writing, as well as such activities as planning and organising events and
designing products and services. The research findings indicate that such approaches
and methods are undertaken by the students to a greater degree of satisfaction than
perhaps a straight lecture programme would provide.

In Relation to the Ideal Types
GNVQs are clearly vocational in their conception whereby their initial focus is that of
preparation for a broad career area. In line with the vocational ideal type, which typifies
the vocational as being of utilitarian pragmatic assumptions, knowledge attainment in a
GNVQ is concerned with that which can be used as an instrument for individual (and
perhaps latterly and subsequentlynational) progressionand life enhancement.
The inclusion of a series of Key Skills, tagged personaltransferableskills, is seen to add
breadth to the vocational area of study by those designing the courses, those
implementing them and the students who follow such programmes, suggesting some
element of general education to a GNVQ. Further testimony to general education
elements in a GNVQ is the status given to personal experience and development,
which have instrumental, subjectivist overtones, as outlined in the general education
ideal type.
The approach to GNVQ implementationadds further confirmation to the connection of
GNVQs to vocational education and general education. The focus on the application of
knowledgeand understandingto the 'real world' and the world of work, and the inclusion
of Key Skills make this fairly apparent. The teaching and learning methods, combined
with the assessmenttechniques,which monitorand reward planning,informationseeking
and handling, evaluation aspects as well as the quality of the work, give further
corroborationto generaland vocationalaspects.
In line with the information generated out of the ideal type analysis, briefly sketched
above, the research findings show that a general education was equated to breadth of
knowledge, the ability to question facts and develop an inquiring mind. It was these
qualities that rendered GNVQs general in their educational approach, by the interview
and questionnaire respondents,the vocationalbias not seen as detractingfrom this. The
required application of abstract knowledgeto the chosen vocational area, along with the
various methods studentswere requiredto undertakein the completionof their work, and
the wide range of subjectsstudied and the numberof PerformanceCriteria were all seen
to contribute positively to the general educationorientationof GNVQs.
With regard to the common perceptionof liberaleducationconfusionwas apparent. Little
or no consensus existed among the field research cohort at this stage of the
investigation. This may well have been the fault of the statements included on the
attitudinal survey as a large percentage of the respondents expressed concern over
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limiting such a broad concept (however defined) to two or thred all encompassing
statements; greater scope was asked for - what that scope should include was not
specified. However,elements of liberal education were seen to include, amongst other
things, a broadeningof the mind to free the individualfrom narrow thought. In relation to
GNVQs liberal education was not seen to be an outcome: they were not thought to
broaden the mind and free the individualfrom narrowthought; studentswere not thought
to be encouragedto think for themselvesin any great way.
In a more positive light the common perception was that, in the best practice, over the
period of the GNVQ programme,and possibly more towards the end of the programme
of study, the students were encouragedto question facts rather than just accept them,
and as such a liberal education to some degree was thought to be a possibility,if not a
reality at the time of the investigation.This informationcorrespondsto that generated out
of the ideal type analysis combined with the GNVQ curriculum profile which indicated
that certain aspects of a GNVQ were potentially liberal in the approach to education. In
this instance the inclusion of personal transferableskills, the student centred approach,
the focus on problem solving abilities and the open-ended nature to a GNVQ
programmewere seen to offer great potentialfor liberal educationovertones.
GNVQs overall, and GNVQ Business in particular, can be seen to have strong
vocational and general education tendencies; it may also have the potential to fulfil
certain liberal education criteria even though such potential may not yet have been met.
The concern here is that it was liberal education that was seen, by the majority of field
work respondents,to be every individual'sright throughouttheir education; it was liberal
education that was considerednecessaryin preparing post-16 individualsfor their life in
general (of which work must play a large role). A general education was viewed
favourably but to a lesser degree than when compared to liberal education. Problems
that this raises surround the belief that GNVQs offer a valid and valuable form of
vocational and general education but it is liberal education (however defined) that was
seen to be the most appropriateway forward in post-16 educational provision - issues
that will be the focus of attentionin the followingchapter.
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CHAPTER 6-

GNVQs IN THE LIGHT OF LIBERAL EDUCATION

Introduction
When researching the philosophy of education 'liberal education' is a frequently
used term which is applied to many different situations - no two of which are the
same. Definitions abound in literature - as the previous chapters have shown,
finding any consensus is problematic. In some cases general education is used
interchangeablywith liberal education; on the other hand there are many who do
not consider the two to be synonymous at all but in fact very distinct. Finding,
then, a definitive definition or description of either liberal or general education is
onerous. However,when trying to critique differingparadigmsof education many of
the same descriptors were implemented in an attempt to classify each paradigm.
Some of these descriptors were used for one or more paradigms thus causing
further confusion. In line with this the initial field research (see Chapter 5- GNVQ
Business Field Research) also gave a strong indication that confusion exists
amongsttutors and studentsover definitionsof liberal and general education.
If a definitive outline of what can be said to be a liberal and general education is
obtained a further question emerges: that of whether GNVQs, being vocational,
also offer some form of liberal or general education however defined: an issue
which this research seeks to address. In an attempt to do so, further interviews
were deemed necessary. Initially this involved seven key players in the
developmentof current post-16 education14To check and ensure the validity of the
.
findings generated out of this set of interviews a further set of interviews with staff
and students 1-1concerned with GNVQ Business at Advanced Level was also
conducted.

Interviews with Educationalists and Industry Representatives
Rationale
The educationalists and ýepresentatives from industry, from a variety of
backgrounds, were selected for this section of the field research due to their
concernwith GNVQs and their place in the 16-19 educationsector.
The interviews were part of an attempt to clarify just what was seen to constitute
each paradigm of liberal and general education at this point in time. A set of
commonly used adjectives was drawn Up16,a list that was by no means
exhaustive. The descriptors were those commonly found in literature trying to
typify liberal and general education. Some of these descriptorswere used for both
paradigms, others directly related to either liberal or general education. The
involved with this stage of the
14The educationalists and industry representatives
research and the interview schedule are listed in appendix 16 and 17 respectively
1-5
Listings of the institutions involved at this stage of the study along with the schedule
for the interviews can be found in appendix 21 and 22 respectively
16A list of the adjectives used as descriptors for liberal and general education can be
found in appendix 19
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interviewees were asked to indicate which of these descriptorsthey considered to
be related to liberal and/or general education,going part way to defining what each
paradigm was seen to mean in broad terms. The interviewees were then asked
how they personally would define liberal education and general education. With
these two broad outlines in mind the aim of the interviews was to try to establish
what those involved in the study considered necessary in education for 16 - 19
year olds, bringing to the fore the issue of GNVQs. Were any of the perceived
necessary attributes present in GNVQs? Should they be? This allowed GNVQs
to be discussed in terms of liberal education, general education and vocational
education.
The findings, outlined below, go some way to providing a distinction between
liberal and general education.
The Findings
The Descriptors 17- Liberal Education
The central and most convincing attributes that this study has found to be
characteristic of a liberal education include the following: the most popular traits
attributed to liberal education, by nearly all the interviewees (six out of seven),
of the intellect implementing
were cultural inheritance via the cultivation
critical analysis and emancipatory methods; secondly, aspects concerned with
political awareness
and, to a certain degree, self
moral conscience,
awareness, all of which are bound within a social critique, were seen to be
embodied in a liberal education by most of the respondents (five of seven)
equating such attributes to it; the majority of the participants (four) were of the
opinion that both values and beliefs were also part of a liberal education which
would enable the individual to appreciate beauty and good (aesthetics). Further
qualities concerned with the processing of knowledge were also considered as
important to those involved in the study when typifying liberal education. The
development
and
of an inquiring mind through in_dependent thinking
reflection were thought to lead to the ability to make informed judgments - all of
which were seen as essential elements of a successful liberal education. Such
qualities were considered essential in developing social awareness - another
desired outcome of liberal education. To a lesser degree, the ability to separate
knowledge from opinion in the hope of achieving intellectual excellence was
seen by some of the participants (three) as possibly being a concern of liberal
in
liberal
This
Similarly,
education.
a
possibility
a
creativity
was
also
education.
was further qualified; the actual topic or subject being studied was thought to have
some influence on the inclusion of creativity.
The Descriptors - General Education
Breadth in education
of that knowledge
and
and the application
underpinning knowledge and understanding, supplemented and assisted by
reflection, were all seen to be focal to general education with nearly all the group
holding this belief. Similarly, nearly all the respondents considered self
Actual response rates to the descriptors can be found in appendix 20
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awareness as central to the education an individual received'as a general
education. Building on the first set of criterion, team work and critical analysis
were deemed central to generaleducationin the hope of developing an inquiring
mind and therein allowing the individual to make informed judgments. Following
on from self awareness was the aim to develop and promote social awareness.
Such qualities were thought by most of the respondents to be pivotal to general
education. Furthermore, not only was breadth of education a priority but so was
depth of understanding with the majority equating such an aim with general
education. Along side this was developing in the student the ability of data
analysis. Throughout general education there was seen to be an awareness of
one's surroundings. Subsequently, economic awareness was also seen by the
majority of the group to be of importance in general education. Less obvious
qualities of a general education,but still mentionedby some, were such aspects of
intellectual excellence developedthrough independent thinking and perhaps
even through specialisation. Values, political awareness and creativity
along with social critique were again possible outcomes of a general education,
but there was less agreementon these.
The Descriptors - Shared Values
As can be seen there are certain distinctions that have been made between the
two modes of education. That is perhaps the easiest way to try and differentiate
between them. Complications emerge where a number of qualities and attributes
were considered important in both paradigms. For the most part this was quantified
by the respondent saying 'to a lesser degree", but the issue became clouded.

Out of this study the central shared values of liberal and general education were
seen as follows: both liberal and general education were seen to hold self and
social awareness and reflection in high regard and as absolutely imperative to
their success; equally, critical analysis was seen as central to both modes of
education, as was the ability of the individualto make informed judgments. Such
qualities would then allow the individual to progress. Independent thinking and
the development of an inquiring mind were seen as pivotal to both liberal and
general education. In doing so both modes of education hope to instil an
appropriate set of social values. Intellectual excellence is another shared
value. Surprisingly,it was not considereda high priorityfor either liberal nor general
education,with some (three of seven) respondentsplacing it in either variable.
A summary of the qualities attributed to liberal and/or general education can be
found in Fig.22 Qualities of Liberal and General Education. Where qualities are
placed in liberal education and general education categories they are placed in
order of priority,the first being more easily equated to the ideal and the last related
to the ideal but less strongly.
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Fig. 22 Qualitfesof Liberaland GeneralEducafion
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The Interviews
Having used a variety of sourcesto develop a set of commonly used adjectives in
discussions surrounding 'education' the next stage required that these adjectives
be compared to individual perceptionsof the phenomena of liberal and general
education18 and their relationship(if it e)dsts)to GNVQs being established.
Broader Perceptions of Uberal Education
A point to come out of these interviews, and very strongly so, was that liberal
education was very hard to characterise;it was seen as intangible and concerned
with the individual as opposed to a prescribed or set curriculum or syllabus and
with self-development and self-growth. As a representative from an examining
body saw it:
"it's very much associated with the development of the individual
person and broader things ....... it's something that's very useful ....
the chance to engage with things that are outside a subject ... arts,
music and polifics and things."
Similarly,a respondentconcernedwith curriculumimplementationsuggested:
"'The questions posed in this series of interviews can be found in appendb(18
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focuses
development'
the
the
education
on
more
of
-"Liberal
...
individual. Self-development of the individual, the individualisation
process, .... the ability to develop uniqueness ... and enable that
person to think as freely as possible but still making use of other
knowledge."
Self-development played a focal role when those interviewed tried to define what
they saw as liberal education.Another common denominatorwas 'knowledge'; the
view of an academicfrom the realm of educationon the subject being:
"Development of knowledge and understanding considered valuable
by a society
It would be concerned with what we think is
.
......
valuable for a person, any person, to know and to believe and to
think about."
This was also the opinion of one of the industry representatives:
'ý.. knowledge for knowledge's sake, trying to get over a rule or
aesthetic or moral principles. It's like the old fashioned way of looking
at educadon."
These dual functions of knowledgeand self-development,identified as concerns of
a liberal education, are in line with the ideal type of liberal education set out in the
Ideal Type Analysis of Chapter three; liberal education was associated with the
humanistic objective where the art of right conduct and the 'good life' were pivotal
and the knowledge objective where the development and the cultivation of the
intellect through an inquiring mind was paramount.Although in line, as one would
expect, with the accepted knowledge there was little substance in the way of
greater explanations of what such terms as 'self-development' and 'knowledge'
actually entail giving significanceto the problem of a definitive explanation of what
a liberal educationmeans today.
To probe this issue, and by way of an attempt to clarify just what constitutes self
development and knowledge in a liberal education, these responses develop
greater depth when they are considered with the responses to the 'prompt sheet'
that was initially shown to the interviewees.
Liberal education was identified as being concerned with aspects such as self
awareness bound up with values, beliefs and moral conscience, and social,
political and cultural awareness. All of these factors can be seen as enabling the
individual to become more fully aware of what is happening in their immediate
environment and in a broader context thereby facilitating their individual
development.
Equally,liberal educationwas associatedwith cultivationof the intellect through the
developmentof an inquiring mind where independentthought and reflection would
allow the individualto make informeddecisionsand choices, separating knowledge
from subjective opinion; factors bound up with the knowledge objective. Such mind
training when combined with the self-development aspects was perceived as
being able to allow the individual to make sense of the world in which they
function: "liberal education as well as looking at the knowledge is ftying to make
use of that knowledge to make a better person ..." said one individual concerned
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with curriculumimplementation.
Broader Perceptions of General Education
If liberal education was seen as being concerned with individual development and
knowledge what then was thought to be involved in a general education?

General education was identified as being wide ranging in terms of the subjects
studied, breadth was said to be integral. Initially responses related general
education to 5- 16 schooling where it was seen as "almost an entitlement"
(curriculum implementer), where a level of basic understanding and a broad
education was seen as a fundamental requirement to enable the individual to
function properly in society in the future.
"/ would have thought that the in-phrase of Core Skills
wa
s
ve
ry
...
much an area of generaleducation."
(Industryrepresentative)
This was then extended to encompass preparation for the world of work which
was identified as an essential ingredient: 'Preparing people for the world of work
as opposed to acting in it" is how one curriculumimplementersaw it.
general education in a way it's a bit of a misnomer because I think
what is meant by a general education is very much data collection
about a specific subject even though it says general. ... gaining
knowledge about a particular area, maybe not a specific area, but a
particulararea."
(industry representative)
Subsequently, it was seen by the industry representatives and a respondent
from an awarding body as "more applied", requiringthat individuals were not only
in possession of the necessary underpinning knowledge and understanding, but
that they could also accurately apply that knowledge to a given situation through
critical analysis. It was seen to be concerned with "the productivity of the
individual
the possibility of using that individual as a useful producer"
....
(curriculum implementer);economic awarenessas well as social awareness being
vital.
The Dichotomy of Liberal and General Education
In trying to differentiate between liberal and general education it became evident
that the two paradigms were seen to have some shared values. What became
important was whether there was anything that made them distinct from each other,
or were the respondents equating them as the same thing.

The main line of argumentto come out of these interviewswas that the reason that
liberal and general education were perceived as having some of the same values
was that education per se was, or should be, progressive. If this is the case
qualities and attributes of one paradigmwill be built on and further developed in the
next. In this instance the stronger line of argument followed the belief that what
was developed throughout a general education would be further enhanced in a
liberaleducation.
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"it's a liberal educationthat's taken,sort of, that one step further."
(industry representative)
'liberal education doesn't function on its own, it needs some kind of
raw materialand raw materialis the generaleducation."
(Curriculum implementer)
'it (generaleducation) wouldn't be liberal because / think you would
need somethingin additionto make up your educationalprogramme."
(Awarding Body representative)
it's like general education is the first step and the second level
..... involve liberal
could
education. ... Liberal education is almost going
beyond that step (generaleducation),it's ftying to promote these free
thinking abilities and the ability to take a step back from all this
knowledge that exists and think about it from different angles, from
various perspectives. ... so as to come up with new ways of looking
at things which were not necessarily the ways which were inculcated
on thisperson throughthe general education."
(Curdculumimplementer)
Conversely, attention must be drawn to an alternative perspective as expressed
by the academic of the group:
"A general education is perhaps broader, a bigger umbrella than
liberal. It (liberal eduGation)would cover most of the same ground but
general might also need to have things like economic awareness,
specialisation, more practical elements, more life-related perhaps, if
notiob-related."
Here note that the distinction made, though in direct opposition to the majority of
those interviewed; general education was seen to expand what was thought to be
developed in a liberal education, giving educationa more applied focus; applied to
life and life-skills,which must in today's society include some aspect of the world of
work,
Essential Qualities for 16 - 19 Education

Having teased out some of the differences between liberal and general education,
the next stage was to ascertain which was considered essential for educational
programmesaimed at 16 - 19 year olds in modemtimes.
In broad terms those qualities that were deemed important and essential for 16 -19
programmes
educational
covered, in essence, aspects of self-development:
Osome attempt to make a rounder person" "the ability to think independentV
(industry representatives)
the current mandatory key skills present in GNVQs but
,
also greater focus on the key skills of "problem solving, the independent learning
skills, the interpersonal skills" (curriculum implementer) and "team work" (industry
representative) . These were thought to go at least part of the way in helping to
develop individuals that could take "responsibility for their actions in a kind of
(curriculum
context ... and make sense of the world"
wider sociopolitical
In order to achieve this a "broad-based,
implementer).
personal social and
intellectual development"

(FE manager) was identified as the way forward, a facet
(curriculum implementer and FE manager).
'Political awareness"

of which required
An outline such as this embodies

the essence
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of what has been identified

as

equatingto a liberal education.
Juxtaposed to this was a focus on the world of work. This was seen to require
such skills as 'People skills" (industry representative), "reflection" (industry
representative and curriculum implementer), as well as the necessary "practical
skils", "underpinning knowledge and understanding" (industry representatives)
and the ability to apply that knowledge. All these factors combined to demand
breadth in education which was identified as best represented (by five of the
seven respondents from both industry and education backgrounds)by the French
Baccalaureatesystem:
"the idea of the Baccalaureate
the individual to have as
enable
....
much information, as much training that will help him as a person and
also will help in for his future career, so to speak. So you could see
future usefulness or
things that would be useful to the individual
.....
utility from an industdal sense. "
(Curdculum implementer)

A focus such has this has strong overtones of what has been identified as
The
inclusion
of aspects related to the world of
education.
of
a
general
concerns
work also brings elementsof a vocationaleducationto the fore.
If all the identified essential qualities are combined to highlight what a educational
programme for 16 - 19 year olds would involve we have perhaps the best of each
What
liberal,
the
the
the
the
vocational.
and
of
general
paradigms
educational
of
here.
Those
in
be
is
be
the
that
seen
split
response
can
a
rates
recognised
must
respondents from the realm of education were more strongly in favour of the
inclusion of, and greater attention to, those self-developmentaspects that can be
from
industry
It
back
liberal
the
to
was
representatives
provision.
education
related
who called for the more practical and more general aspects; skills that were
The
individual
in
help
been
the
the
to
working
environment.
able
as
perceived
focus was not solely placed on practicality, it also called for the inclusion of
interpersonalor "peoplesfidllsý
Having identified certain essential qualities that were deemed necessary by the
respondentsfor 16 - 19 year old educationalprogrammesthe question of how well
GNVQs were seen to meet these requirement has to be addressed. Initially, this
involved asking the respondents if they could see any of the desired criteria in
GNVQs. This was followed by questions relating to GNVQs' ability to offer a
generaland or liberaleducation.
The question of whether GNVQs have the ability to meet the previously specified
in
GNVQs,
A
terms of
brought
of
strength
mixed
responses.
qualities
essential
meeting some of the essential qualities for a 16 - 19 educational provision, was
for
learning:
"I
than
think
lie
in
to
teaching
to
much
more
so
and
approaches
seen
Because of the way that they are taught and assessed"
instance A Levels.
...
(industry representative):
it puts a lot of onus on the
"... the GNVQ focuses learning
....
individuals who are studying the course to gather information, assess
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it
it
doesn't
being
them
and
work
with
and
rely
on
stuck with
-it
knowledge for two years and then regurgitating it on two half days in
May or June, because that's what A Levels do in my opinion and if
you've got a photographic memory or if you're good at retaining a lot
of factual information, then you're inherently going to do well at the A
Level. If you're not good at retaining information and you get bored
by sitting listening to lecturers and being given piles of notes thrust in
your direction,you're not going to do well at A Levels."
(industry representative)
The teaching and learning methods were seen to develop the ability to work in
teams, to develop oral communication skills through presentations and group
discussions and in terms of data collection and analysis. The Key Skills of
application of number, communication and IT were identified as adding greater
breadth to the system, a factor which was seen to be of increasingimportance.
"from the point of view of general education the Core Skills application
of number and communication and IT clearly have the capacity to
improvestandardsof general education."
(Curficulumimplementer)
A further strength was identified as the grading themes, which were thought to
allow students to developthe ability to make informedjudgments about their work:
'Work out why something's valid or invalid and I think that's being able
to separateknowledge."
(Awarding body representative)
However, there was caution expressedabout this:
"in terms of planning and problem-solving, the graded part of the
curriculum, in that sense I suppose they are, but I think it's done in a
very contrived way.... It's not necessarily as tangible as that."
(FE manager)
A further weakness of the GNVQ system, and seen as being detrimental in terms
of meetingthe essentialqualities,concernedthe perceivedneed for a greater range
of knowledge and understanding,with reference given to values and social issues,
along with the call for a GNVQ syllabus: "i think a syllabus for the vocational
contentof it... like the technicalBaccalaureate"(academic).
Does a Vocational Bias Preclude Liberal or General Education?

The question was raised whether the vocational nature of GNVQs, however
broad-based, meant that a liberal or even a general education was an
impossibility.The overall trend was that such a bias did not automaticallypreclude
liberal or general education from taking place, however the consensus was that it
was more likely to include general overtonesas opposedto liberal ones:
I would say it would be quite difficult to make it liberal in the way we
define it today but I don't see any reason why it couldn't be general. "
(industry representative)

Concern was expressed over the specialised nature of any educational
programme being detrimental in attaining a liberal and/or a general education. It
was not the vocational nature of an educationalprogrammethat meant that a liberal
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or general education was unachievable,but in fact narrownessand specialisation,
the exclusion of breadth in the subjectsstudied:
I think anything specialised, it
"/ think it does if it's speciallsed.
...
doesn't matter what type of qualification, if it's an A Level, an
extremely narrow pure A Level, it would give them some problem
solving ideas. But, it wouldn't give them anything else and I think we
often see this in very academic people ..... they often have difficulty
in relating to people, showing social skills and things and / don't think
you lose it because of something vocational,you lose it because it's
something too narrow vocationallyor too narrow academically."
(Awarding body representative)
Vocational education was not seen automatically to exclude liberal or general
education. This was thought to be the case in "certainextremes" if, for example,
the option of building such things as a foreign language and key skills (IT,
application of number and communication) were not taken up but were ignored
(industry representative).
A stronger and more damning reservation was expressed by the academic of the
cohort, who was in agreement with the majority in that a vocational bias to any
educational programmewould necessarilyprecludea liberal or a general education
from being achieved. In theory this was recognisedas perfectly plausible in reality,
however, it was not seen to be so:
"vocational education should build on liberallgeneral education and
maybe in some areas it does .... in theory there's no incompatibility,
but whether GNVQs and other vocational qualifications are in fact
underpinned by a liberal approach in practice or a general approach is
doubtful, probably not, not veiy much compared to other models in
other countfies. "
Liberal Education, General Education and GNVQs

In theory, at least, the vocational nature of GNVQs was not seen to mean that a
liberal or general educationwas unattainable.Could GNVQs,therefore, realistically
be said to be offering a liberal education albeit with a vocational edge? Or a
general education? Or were they seen as purely vocational to the exclusion of all
else?
In terms of whether GNVQs had the potential to offer a liberal and/or a general
education mixed opinions were registered. The FE manager, being the most
between
liberal, general and
did
with
compatibility
see
any
problems
not
positive,
vocational education being attained in a single programme: "/ think they'd be
perfectly compatible, / do." Alternatively,one respondent was of the opinion that
GNVQs are "not liberal or general" (academic).Overall stronger ties were seen to
be with general education:
'r1hey'reclearly closer to generaleducation"
(Industry representative)
"They're not vocational. / think they're general knowledge, a general
education and it's applied to the context. When / said they're not
vocational, they're not vocationalin the sense that they're going to get
someone a job ..... What they're there for is to provide underpinning
140

So
general
I
they're
think
and
understanding
a
-knowledge
....
education but with a focus on a particular area but I don't certainly see
it as training."
(Awarding body representative)

I think that GNVQs are probably general - both in content but also in
terms of the assessment."
(Curdculumimplementer)
Reasons that were given for equatingGNVQs to a general education included their
breadth or range of subjects studied, the key skills along with the point that
"evaluationand developingthe critical analysis, awareness of students" (Awarding
body representative) were seen as included in a GNVQ programme. In backing
up the line of thought that GNVQs were more closely in tune with the aims and
objectives of a general education the representative from an awarding body
suggestedthat:
"I think things like moral conscience, emancipatory, values and all
those things, don't know whether it's the job of every single
qualification to do that and / think it's very difficult to imagine how you
could develop .... awareness of things..."
This was further expanded by one of the industry representatives:

I wouldn't have thought liberal. I would have thought that quite a lot
of the elementswere general .... I think certainlyfar more general than
liberal. There isn't the depth in a GNVQ. They don't go into any of the
subject matter in sufficient depth to cover many of the things .... like
cultivation of the intellect and pure knowledge, critical analysis,
aestheticsand beliefs."
A liberal education within GNVQs was not totally excluded. The potential for some
aspects of a liberal education in a GNVQ was seen to be there, if not yet fully
recognised:
I would have thought GNVOs quite easy to encompass many of the
things we wouldput into a definitionof general education,quite difficult
to encompass a lot of the things we would define as being in a liberal
education,but not impossible.'
(industry representative)
This potential was seen to be, primarily, in the way that individuals tackled their
work and progressedthrough the course:
"/ think they should and / suppose I think it's the way students
approach the work because of the sorts of skills that are encouraged
in them when they'regoing throughtheir GNVQ"
(Awarding body representative)
Further potential was seen to depend on the actual GNVQ being studied. For
example: health and social care and the inclusion of sex education and health
studies; business where business ethics, trade union and collective bargaining,
and employmentissues could be studied.
Hypothesis: The Way Forward;
Liberal, General and/or Vocational Education?
The overall theme of these interview findings suggested that GNVQs were not
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originally designed as vehicles for liberal education and that nor should they have
been. This was felt to be best fulfilled by A Levels (curriculum implementer).
However, this was not thought to automaticallyrule out GNVQs offering some form
of liberal education within the broad-based vocational programme. However, a
problem that was recognisedat this stage of the investigationrevolvedaround one
of the original alms behind the introduction of GNVQs: that of bridging the
academic/vocationaldivide. To do this they must contain both a vocational and
academic element; the concern being that a strongerfocus given to either of these
elementswould mean that they would no longer be fulfilling their objectives:
"GNVQs are always, you know, being put under the spotlight in a
way that if you put other qualificationsunder the spotlight in the same
way as GNVOs, I'm sure there would be a lot more criticism. The
problem is because in many ways the GNVQs were put there to
bridge the academiclvocational divide, one assumes there is always
going to be some academic drift with GNVQs. .... I suppose it's
actually saying I think we need some kind of liberal educationin further
education. If one tried to do that within GNVQs .... some people
would see that then as watering it down and making it too broadbased."
(FE manager)
Nevertheless, the overarching belief among the respondentswas that individuals
would in fact benefitfrom a more liberalif not generalapproach.
"/ think GNVQs would benefit from moving towards the liberal side of
this equation."
(Industry representative)
ý. at the very least, there should be a broader general education
I think we need some kind of liberal educationin
than there is now
.
......
furthereducation"
(FE manager)
Itgeneral education is the way forward because of the breadth and
providing Core Skills and doesn't become focused. "

(Industry representative)

For GNVQs to attain something akin to a general education, or even a liberal
education, a flexible programme of study was thought to be the way forward
where the opportunity to balance the vocational with the general or liberal should
be given. To achieve this there was a call for more units that were common to more
that one GNVQ, allowing individuals to experience greater breadth in their studies
(curriculum implementers). Such a broad-based nature to GNVQs was seen as a
positive step forward in the provision of vocational courses; greater breadth would
also be welcomed in terms of greater focus on personal development classes. In
an attempt to add liberal overtones to a GNVQ personal development alone was
not seen to be sufficient; 'values' were thought to warrant some attention:

"values in the broadest sense, does seem to me that there's so much
change of all kinds, cultural, social, economic and I do think that a
reflection on this needs to be part of the curricula at all levels. Perhaps
especially vocational curriculum. ...... When people think about
preparation for work, they only think aboutjob related skills, not about
person related skills which are crucial so I would include values there.
And certainly there should be more of that in GNVQs and whether
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Taking the focus away from the vocational had two opposing responses. The first
of these, being positive, was that providers of 16 - 19 education would be able to
focus on the 'Yearningexperience" (FE manager) rather than just the qualification.
This in itself was seen to go some way to promoting liberal approaches to
education, in that it would concentrateon developmentalprocesses and methods
of teaming:
Ugeneral education and liberal education are both kind of intertwined
it's where you are getting that makes it liberal than where you are
.... "
now.

(Curriculumimplementer)

Such an approach would also counteract the criticism that, currently,"GNVQs are
too reliant on conceptssuch as masteringlearning" (curriculumimplementer).
Alternatively,if GNVQs were broadened and the focus shifted from the vocational
to the general or liberal, the concern was that a liberal and/or general focus to
education for 16 - 19 year olds was not necessarily the 'best' way forward for
students because "in the terms of their ability to proceed it could be neither (liberal
or general education) , because what would be valued isn't either of those
things..." (Awarding body representative). In addition to this, taking the option to
study a vocational programme away from individuals was seen as being in direct
oppositionto any liberalonus:
I suspect if people have chosen then we ought to kind of give
respect to that choice and let them focus on that issue or the issues in
mind"
(industry representative)
"liberal can be seen as being about choice if you don't want to do
...
it, it becomesi1fiberal.
"
(Curficulumimplementer)

Further Interviews

with Staff and GNVQ Students (2)

The Rationale
In February and March 1996 a series of interviews was conducted in six
establishments offering GNVQ Business at Advanced Level: three further
education colleges and three school sixth forms. Eighteen staff, including course
coordinators, tutors responsible for the delivery of Mandatory Units and those
concerned with Key Skills delivery, were involved in the study along with forty-four
students. There were twenty-six on the first year and eighteen on the second year
of the two year programme.

The purpose behind the interviews was to investigate what the GNVQ
experience entails and what the staff and students concerned with the GNVQ
Business at Advanced Level believe the students leave further education with and whether this corresponds to the findings generated out of the interviews
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conducted with those concerned with educational policy making*and industry
representatives concerned with training and development. Contrasts are drawn
with A Level study and questions are raised about what staff and students want
from educationalprogrammesfor young adults.
The Interviews
A random samplefrom three further educationcollegesand three school sixth forms
where GNVQ course coordinators, course leaders and those involved with the
delivery of GNVQ Business along with students studying for the GNVQ
Advanced Business were interviewed. Those studying at Intermediate level were
not included in this sample group. Reasons for this were twofold: firstly, the
comparisons of GNVQ Advanced with A Level programmes in terms of parity of
esteem and intellectual rigour were not seen to relate to the Intermediate
programme;and secondly,the notion of an academic/vocationaldivide was seen to
be directed at the GNVQ Advanced Level, as opposed to the IntermediateLevel.
The interview questions 19 differed slightly dependent upon whether students or
those concerned with GNVQ delivery were the respondents. In both cases the
questions fell into three broad areas: the breadth of study and whether a student
learns something other than the required units of study; preparation for the future,
including the world of work and human interactions; personal autonomy. All the
interviews were in-depth, semi-structured and on-site and, with the permission of
the respondents, all were recorded and later transcribed.
Staff interviews were conducted on a one-to-one basis. The rationale for this
revolved around the belief that it would be easier to raise issues that may be seen
as 'difficult' whilst also ensuring confidentiality. Student interviews were conducted
in groups of three, in a non-threatening environment such as the refectory or
student common room. It was recognised that the views and responses of specific
individuals would be hard to follow and that the group dynamics could affect
individual contributions. The rationale for implementing these small group interviews
appeared to outweigh the potential problems; the purpose and content of the
interviews was explained to the students the contention being that they (the
students) would feel more relaxed and with the support of their peers they would
feel less intimidated than if they were alone. This would encourage them to raise
issues that they believed important. Students were encouraged to ask questions
in return, again to help them feel relaxed with the situation.

The Interview Findings
Broad-Based Study
Poes the GNVQ Business at Advanced Level provide a sufficient range of topics
to ensure that students have an adequate business background upon completion
of their course? With the exception of two groups, most students said " Yes, it
(GNVQ Advanced Business) covers everything
It's what we want". The
......
19The questions posed to staff and students can be found in appendix 23/24 and 25
respectively
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staff concurred with this; the range of subjects covered on the GNVQ Advanced
Business was, for its broad vocational area, sufficient to furnish students with an
adequate business background suitable for future progression, whether it be
Higher Education or employment. It was thought to cover a "breadth of subject
areas" which included every aspect of business "that will hold them in good
stead for Higher Educationand employment,more so thanA Levels".
A concern was expressed about the Performance Criteria which specify the
outcomesthat a student must meet. The PerformanceCriteriawere seen as a form
of check list for each unit of study and were seen to make a GNVQ too narrow if
this alone was the range studied. It was the PerformanceCriteria that were seen to
be to blamed for the lack of breadth due to their perceived prescribed nature: 'It
(GNVQs) should be a general education, but it isn't broad enough, it is too
specific". But to further broaden the course so that a more general business
education could be achieved was not the way that those interviewed wanted to
see the GNVQ Business developing, as there was already thought to be
sufficient material for the students to cope with. There was in any case the
possibility of studying Additional Units.
The possibility of extending the range of the course to cover subject matter not
necessarily related to business but of more general interest was not really
considered a possibility by either the students or the staff interviewed. The
opportunity for selecting options such as foreign languages covered most student
preferences. This was in accord with the March 1996 Dearing Review which
suggested that a foreign language should be incorporated into the Key Skills
system as a mandatoryrequirement.With regardto broadeningthe course to make
it less specialised and a more general education a division between the staff
respondents was noted. Approximately two-thirds of the staff believed that
students, by electing to take a vocational course, had selected a broad career
path and should be allowed to pursue that area. Where this was the case they felt
there should be greater emphasis on the Key Skills of Application of Number and
Communication;" they require greater depth not broadeningit out any further
to
....
gain rigour and parity of esteem with A Levels". This, however,was not a popular
option with the students. The Key Skills of Communication and Application of
Numberwere thought to make the course much harderthan it would be if they were
not Mandatory Units. The majority of the student body interviewed expressed the
desire to see them omitted completely. Conversely, students felt that the
importance of IT should be further stressed and perhaps its range extended to
cover "'more software and hardware so we know what to expect later ony''
Becauseof the importanceplaced on IT in the realm of business it was considered
a vital part of the course. At this point in time it is not an element covered
specifically in an A Level Business programme, for example, the Associated
Examining Board (AEB) GCE A Level Business Studies (AEB 1994, pp.10 - 13).
The remaining third of the staff respondents were of the opinion that the course
could be broader: "Life and social skills are lacking. Where they are incorporated
the range is poor". "General studies as part of the core would help". Included in
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this would be issues such as social awareness, economic awareness, cultural
awareness and greater emphasis on European units including a mandatory foreign
language. This would not only make the students more articulate, but more
conversant in current affairs and the importance that such matters can have on their
future.

Team Spirit
Team work and working in groups were seen to be central elements of the GNVQ
Advanced Business. Staff expressed positive opinions about these and saw
them as strengths of GNVQs the focus given to developing Inteipersonalskills".
"A social feel for working together and group work, more so
...
than other courses."
The students also saw these aspects in a positive light:
'You learn how to get on with people, and work in groups with
strengths and weaknesses and problems. You learn to assess
different people in each situation."
"You have to get along with people regardless. Be easy going
andjust get on with it as you've got to work with them anyway."
Additional personal development identified by the students involved learning to
"hear others views and take them into consideration", by watching what was
said, by being 'Iacfful"but by also learning "not to rely on anyone". Equally, the
staff involved thought that the students "learn to be tolerant of others and
negotiate with each othee, and realisedthat:
cc
even if you dislike someone you still have to work with them.
They also learn to take responsibility for their group and their
work."
"You must be accepting of other people's opinions and beliefs. "

A consequence of this was that the students were seen by those staff interviewed
to develop effective team and group working skills, requiring the student to be
"responsible and have a mature attitude" towards their
Ilexible
adaptable".
...
.......
work developing "trust and reliability". This was mirrored in almost all the student
responses where they thought that the extensive focus on "communicationand
presentation" skills also meant that they "develop confidence". Further
enhancement of personal qualities concerned "working with others ........ group
work ...... and team work". "The values of being in a team and working together"
were seen by the students to be important qualities that were also developed.
The student centred approach advocated in GNVQs was seen to be one of the
main reasons for adopting, amongst other things, group and team work; a point
which was favourably received by all respondentswhen compared to the didactic
teachingmethodsoftenfound in more academiccourses.
Professionalism
The common perceptionof the staff, in almost all cases, was that social skills were
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developed as the students were regularly expected to talk to people'from different
groups, in different situations. Students were considered to have learnt the art of
negotiation, of how to capitalise on strengths, weaknesses and individuality of
group or team members. They took responsibilityfor their work and appreciated
the need to put effort into assignments.Were the students then aware of how such
factors can help in social or working situations? Could they transfer this
understanding and use it to their advantage in other situations? Many of the
institution's involved in the study said that they expected "punctuality,
motivation,commitmentand the showing of enthusiasm". particularly because the
course in question was business. They expected the students to adopt a
businessattitude "whereeach lesson is seen as an appointment". Those students
questioned thought that they learnt "professionalism" with regard to entering a
working environment; the importance of punctuality and attendance and the
presentation of both their work and themselves: 'You must be neat and tidy to
give the right image ...... do as you're told, be reliable and trustworthy". "Good
behaviour, be polite, punctual, listen to what's said, pay attention and do what's
asked".
Not one of the establishmentsvisited allocated specific class time to addressing
what may be considered acceptable behaviour in the work place. The general
feeling was that the students learnt this through osmosis, whereby they followed
the examples that were set by members of staff. The exception was when
students were expected to go on a work placement as part of their course; this
was seen, especially by the staff to help greatly. The students were thought to
get a trial run of working life; to see "theoryin practice".
"It is absolutely necessary. It is not just theory, on work
experience they see the vocationalaspects. They can 'see' what
they study actually happening."
They discover the
"It is an extension of the action plans
...
disciplineof work whichis so differentfrom college."
Factors such as discipline, organisation skills, punctuality, were seen as benefits of
the work experience system, as were "dealing with problems and findings
solutions"* Prior to embarking on these work experiences the students were told
about how important it was to "have appropriate attitudes and dress, not to be
keeping
The
importance
how
time
to
of
properly".
address
people
and
slovenly,
and being responsible was further stressed. So, irrespective of the fact that there
appeared to be little formal input concerning business ethics and social etiquette,
some guidance was given to the students. The value of developing such attitudes
and qualities was that students learnt what were perceived to be essential skills
for future use; skills such as time keeping, socialisation aspects, problem solving
and the ability to organise oneself; skills which help in university or working life.
However, work experience placements were not a specified part of A Levels qualifications that are held up as the "benchmark of academic excellence". (DE&S
1991, Foreword) - qualifications that are held to be more rigorous than GNVQs.
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Interpersonal Skills
Translating codes of behaviourfor use in a social situation seemed an area almost
untouched upon in the course of the GNVQ Business programme,accordingto the
students. This was seen to depend on "upbringing', "commoncourtesy", or just
knowing "those things",- 'Youjust know what you can and can't do" about" how to
act and behave towards other people". This was backed up by the staff
responses; in no instance was social awareness or social behaviour covered.
'This is where we fall down. We fail to pick up on thisý There was a belief that the
students,through their time in the school sixth form or the further educationcollege,
did learn "to appreciate the social norms, the things they have to do to conform to
society". How this was taken on board by the students was thought by the staff
to be accidental, either from class situationsor from family or peer group situations.
It was not an integral part of the GNVQ Business but was addressed on other
GNVQ programme areas. It was, however, part of both the school sixth form and
further education college general ethos whereby students were expected to
"respectother cultures,beliefs and individuality"
.
Developing Original Thinkers?
The GNVQ Advanced Business was said to give a broad general overview of the
realm of business. As we have seen the students were thought by their teachers
to develop good communicationskills, research and investigation skills and time
managementskills. Along side this they were consideredto be responsible,mature
and confident individuals, due to the programme of study they have undergone.
Did the course also foster such attributes as initiative, creativity and analytical
skills?
The GNVQ Advanced Business was seen by most of the staff respondents to go
at least part way to addressing such abilities as working on one's own initiative
and making one's own informedchoices, being creative and imaginativein the way
that work was tackled, in developing that work and deciding on the relevance of
information by questioning and analysing the situation. Such a stance was
qualified by the approachesstudents undertookin the completionof their work. For
example, setting up small businesses, designing and producing material for sale,
approaching organisations for information, conducting market research into the
viability of an idea. The students were, for the main part, of the opinion that they
had little option but to take the initiativewhen it came to completingtheir work.
"The assignments only give you a rough outline of what you
have to do so you have to work evetything outyourself. "
"In all our assignments you have to choose your topic and do
your own research. You become more involved and it's more
interesting."
The consensus among students was that initiative had to be taken if a grade of
Merit or Distinction was to be achieved, in that all students interviewed expressed
such an opinion. This would involve doing additional work and research in
initiative
brief.
Staff
thought
form
fitted
that
the
also
student
assignment
whatever
was integral to the way a GNVQ programme was implemented. Initial guidance
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from tutors dealing with basic informationmade studentsaware of the frameworkin
which they had to work, which Performance Criteria they had to meet and the
desired outcome. Then "the onus is on the student; if they want a good grade
they have to take the initiative'. "they have to take responsibility for the direction
and pace of their own work", '1hestudents must be self-disciplinedand make their
own choices. The gradingctiteriameasuresthis". So, the mechanismsappearedto
be in place for the developmentof student initiative, specifically in the planning of
their assignments. However, time appeared to be a problem. "It's fairly
prescriptive. Timing dictates this and it become restrictive".As students developed
their time management skills they started to realise that the work was better
completed if not left to the last minute. It was thought that the students got "better
at it the longer they'rehere".
Creativity, in terms of innovative ideas and designs, imagination and ingenuity in
the way students completetheir work was not seen to play such a large part in the
GNVQ Advanced Business programme. Nearly all students involved in this study
believed that it was the PerformanceCriteria that formed a block to creativity. "You
have to cover the PerformanceCriteria.There'sno leeway". One staff interviewee,
in line with the majority, expressed the opinion that a GNVQ was too prescriptive,
that the PerformanceCriteria and range "stifles creativity ...... it is anti-intellectual
thinkers are disappearing". She went on to compare the work
original
.....
undertakenon a GNVQ Advanced programmeto that of an A Level; she felt the A
Level requiredfar more independentthinking and creativity due to the open nature
of the syllabus. However, when the students were asked about the sort of
assignments that have been undertaken there did seem to be some scope for
creativity. The use of different IT and computer packages along with the oral
presentations were examples. Ways in which the students believed they had
shown creativity and initiative included designing questionnaires, redesigning
drinks cans, making videos, creating and selling a board game, running business
ventures, chairing discussions, presentations including the use of IT and various
visual aids such as the videos. This shows what staff summarised as utheyare
expected to show initiative and creativity in coming to a solution". But 'ft
(creativity) should be there as they can use a variety of evidence There's lots
...
of scope for creative thinking, lateral thinking, but it's never taken up", "some
studentsjust prefer to do the basics .... the majoriV. These findings are in line with
the researchundertakenby Issler and Fourali(1995).
In 1995, at a Higher Education Council conference, a comparison of the GNVQ
Advanced Business and an A Level in Business was undertaken (Issler & Fourali
instance
Guilds
In
Issler
&
Fourali
City
&
1995).
this
Department
Research
used
the Nuffield GCE A Level in Business Studies, available through the University of
Oxford Delegacy of Local Examinations Board, as a comparison to the GNVQ
Business. Issler & Fourali (1995) suggest that this was because:

"it is the closest in style and philosophy to the GNVQ Advanced. Both
approaches are modular, project oriented and the gradingfievels of
performance criteria are similar The tendency towards the candidate
driven approach to learning emphasises initiative and independence of
mind"
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The demands between the two systems were seen to be very sin-filar. The main
area of difference identified (which support these research findings) was that the
Nuffield approach specifically mentions the enhancement of creativity but the
GNVQ Advanced Business did not. A further point of interest, which is also a
concern in this study, was that the GNVQ Advanced Business provided the
opportunity to study a foreign language, an aspect which was not included in the
Nuffield approach.

If the majority of students were opting to do the minimum, then how well did they
develop their work, what research did they undertake, how did they analyse such
information,and how did they decide if it was relevantor not?
"Initially they find it quite difficult but we build up to it Research
is the student's responsibility and the onus is on the student
completely by the end of the course ..... They become
selective. They learn to develop and use information as they
progress to the secondyear."
The PerformanceCriteda and rangestatementswere guides that the students used
for an indicationof what to include in an assignment. 'There is a tendency to copy
straight from books". However, due to the developmental nature of a GNVQ
programme it was the belief of most of the staff concerned with this investigation
that students did eventually learn to "researchin greater depth abstracting from
the theofy what is relevant", indicating that students did learn to question
informationfor its relevanceto the projectlassignmentin hand.
Overall, the GNVQ Advanced Business course was seen as progressive. It was
seen to develop new skills. The popular belief amongst the staff and students
was that the students developed greatly in the areas of time management and in
developing extensive research, investigation and study skills and therein selfconfidence. "Enhancement of creative spirit, innovative spirit .... confidence ....
and researchskills..... To be in charge of their own learningand time managemenr
The "freedom to set own work and deadlines" was important to the students as
they realised that they had "do work off your own back" in order to complete the
course. This was seen to require `matudV and effective "timemanagement
skills" These were not skills that staff thought most students had at the beginning
of the course but the mechanisms were thought to be in place to foster such
qualities and so they should be skills that can be taken with them from further
education.
The 'Real World'
Having benefited

from a programme of study where time management,
responsibility, maturity, research skills and initiative were seen to be an integral
part of 16 - 19 education and where social and communication skills were
developed, were these students ready for the 'real world'? Although students
believed they were prepared for their role in the 'real world' due in part to the
research and investigation skills they had developed and their increased
confidence with regard to communication with others, staff were of the opinion that
although their communication skills might be enhanced they were not aware of
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current affairs to any great degree. The consensus was that students very rarely
read a newspaper,let alone a 'quality' newspaper.
"They don't have any background knowledge about current affairs,
the economy, business or anything. They are totally naive
They
...
haven't got a clue."
'They're supposed to, but there's a great lack of understanding."
This was thought to be the case by the staff, as students failed to relate their work
to current world events. This was borne out in the student responses. With very
few exceptions the students interviewedwere not aware of current affairs, they did
not read a newspaper regularly nor watch the news. If they did, however, they
found it most interesting as they felt more able to understandwhat was going on in
certain situations and discuss it at a later date in class. One school provided
newspapers in its sixth form centre and teachers said they expected students to
readthem.
The majority of staff and students thought that GNVQ students would be better
equipped for the the 'real world' than A Level students since the course was seen
to deal with "relevant subjects" and "you are more used to dealing with people
that you don't know". The ability of the students to function effectively in higher
education was considered enhanced when compared to A Level students. Staff
and students alike attributed this to the extensive research and investigation skills
that they believed had to be developed and the self-study approach which
involved taking the initiative and developing self-confidence. With regard to
university progression the staff were of the belief that the students were well
equipped for higher education, "more so than A Levels" as the GNVQ Advanced
Business was seen as "a good preparation in terms of personal skills for higher
educationand working life" "Not for life but that's not its main purpose .... for work
and university I think it does" Reasons for believing that the GNVQ programme
prepared individualsfor employmentto a greaterdegree than A Levels includedthe
fact that students have to work to strict deadlines and the style of working was
thought to be more similarto employmentthan that of a purely academiccourse.
These responses indicate that the students consider themselves prepared for their
future roles in the 'real world'. However, they were not seen by the staff
,
concerned to be particularly aware of current affairs. If someone is to operate and
function in society they should also be aware of how that society operates and the
constraints it has to work within. If this is true then the case for including a general
area of study, which covers social, cultural, political and economic issues, requires
further consideration.
Hypothesis: An Education or a Qualification?
The original remit the Government set for NCVQ was to "prepare them (young
people) for a range of related occupations but do not limit their options too early"
(Department of Education &Science, 1991). However, in allowing any degree of
specialisation to take place, options are in fact necessarily limited. The interviews
found that GNVQs appear to be favourably received by those studying the
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GNVQ Advanced Business course. The students had made their career choices
"it (GNVQ Advanced Business) covers
and were happy with the outcome:
evetything ......It's what we wanr. They do also appear to come away with more
than the sum of the parts that make up the GNVQ: a broad-based programme,
which also develops qualities such as responsibility, maturity, confidence,
alongside researchand investigationskills, time managementskills and recognising
the importance of taking the initiative. Is this sufficient? Areas that appeared to be
lacking were political and economic awareness and to a lesser degree social and
cultural awarenessand creativity.
Business ethics and social etiquette do not feature in the course. These aspects
were to be found in GNVQs of other disciplines such as Health and Social Care
and Leisure and Tourism in the form of customer care. If the GNVQ Advanced
Business was broadened to include these areas, making for a more general
education with greater breadth and avoiding specialisation, students may well
become more rounded individuals, potentially enhancing their personal awareness
and personal currency. They may be better prepared for their role in the economy
and in society. But at what cost? When an individual makes a choice about their
career who is to say it is wrong? Is this a choice that can be made by policy
makers and those implementing the courses, or should the students have the
ultimate choice?

Both staff and students thought that the students had a satisfactory general
business background and sufficient skills in terms of the Key Skills of IT,
Applicationof Number and Communicationupon completionof the two year GNVQ
Advanced Business course. They were also thought to have developed skills of
research and investigation and time management. By the end of the two years
they were thought to be mature, responsible and confident individuals who
recognised their future potential and had the wherewithal to get there. They were
consideredto be fairly inventivewhen it came to carrying out their work, in terms of
taking the initiative and perhaps being creative about how they deal with
situations. Can we ask for any more than this? It sounds as though the GNVQ
experience is a positive experience as it stands. But should we be looking to
develop rounded individuals who are prepared for every possible outcome, even
that of not getting the job that they wanted, or not getting that university place?
Should we preparethem not just for their immediatefuture role, but for life? In doing
so students would become recipients of a worthwhile education where the
'Yearningexperienceshouldbe the aim not a qualification."

The Academic Vocational Divide
In 1992 one of the initial reasons for the introduction of GNVQs was that they were
supposed to bridge the gap between the academic nature of A Levels and the
vocational, compete nce-base d approach of NVQs. One could logically expect,
therefore, GNVQs to contain elements of the academic as well as elements of the
less
broad-based
Offering
one
would
also
expect
education,
vocational.
a
specialisation than found in NVQs, and in some A Levels. In achieving this
152

England and Wales would have three pathways for 16 - 19 education where, in
theory at least, students could pick and mix from any of the pathways. For
example: taking the GNVQ Business course alongside an AS Level in Spanish
and an NVQ in Information Processing, allowing for greater flexibility in the
provision of education for 16 - 19 year olds and would go part way to achieving
some correlation with European systems such as the Baccalaureate.This would
happen providing each of the pathways was equally valued, if parity of esteem
was achieved between the vocational courses and the academic nature of A
Levels; if GNVQs were actually seen as being able to bridge the so-called
academic/vocationaldivide. To date this does not appeared to have happened.
For example, as one curriculumimplementersaid, it is A Levels that are seen to be
equated to liberal education and it is A Levels that are held up by the British
Government as the 'gold standard', the benchmark of British educational
achievement. Such praise may be well deserved, but at what cost?
Parity of Esteem: A Levels & GNVQs
In the CurriculumCriticism(chapterfour) the academicnature of A Levelswas seen
to be equated with the scholastic achievement, and ideally the cultivation of the
intellect through the pursuit of knowledge, of a liberal education. Interview
respondentsfrom the realms of both education and industry also suggested that A
Levels were, rightly or wrongly, equated to liberal education. It may be that this
connection to liberal education (as well as the history that there is to A Level
provision) and the class based nature of that provision has meant that they have
become the education to aspire to, but to the detriment of broad vocational
programmes such as GNVQs. A serious question is raised by such an equation:
A Levels and GNVQs, when considering the content of each of the programmes
(see Chapter Four - Curriculum Criticism and Issler & Fourali 1995), share much
common ground; this is also a point highlighted by FEDA (1996) in a content
comparison of selected A Levels and Advanced GNVQs, Business being one of
the areas involved in the study. Why, then, are A Levels considered more liberal
than GNVQs? This question becomes increasingly poignant when one takes into
account the learning styles of each mode of study and the breadth of education
that each achieves. For example, A Levels can be seen as didactic in their
approach whilst GNVQs strive for student centredness. The degree of
narrownessand specialisationthat takes place in each of the programmes,A Level
study focuses on an average of three areas of study, whilst GNVQs try to offer a
broad, general programme of study which includes the Key Skills of IT,
Communication,and Application of Number as mandatory, and those of Working
With Others, Improving Own Learning and Performance and Problem Solving as
optional. Such considerations suggest that the GNVQ experience for the student
would in fact be more liberal that that of A Levels; greater autonomy is expectedof
the student studying on a GNVQ programmedue in part to the necessaryresearch
and investigation that they have to undertake to complete their work, promoting
and developing maturity and independence; qualities associated with liberal
education.
For the true value of GNVQs to be recogniseda period of stability is required and
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students have to filter through the system. Once this has occurred, and the
educational 'product' can be measured, then parity may be attained. Only time will
tell. However, what is of greater interest at the current moment is the reason why A
Levels, which themselves have come under some criticism, are still seen as the
benchmark, the 'gold standard'to the detriment of other, younger and perhaps more
in tune with current social and economic requirements, programmes of study. Is it
due to the perceived association with liberal education, bound up with the
inherently class-based nature of liberal education and latterly A Levels?
The Dominance of Liberal Over Vocational Education
One possible explanation relates to individuals' personal needs and desires.
Maslow's hierarchy of needs is one approach which can be related to personal
goals and fulfilment in educational provision.

Fig. 23 Maslow's Hierarchy of Needs

A

Self-Actualisation
Needs

Physiological needs are the basic requirements of existence; those of food,
shelter and clothing in meeting the needs of the body and for physical survival.
This basic level of need could be seen to be met at work by the exchange of
labour for a salary and by the physical conditionsof the working environment.
Safety and Security needs involve protection from danger in the attempt to
provide a predictability and order to life. Security of employment, pension and
sick-pay schemes could be seen to go part way to providing for these needs.
As illustrated, the basic instinctive needs of the lower levels of the pyramid could
be seen to equate to vocational education, in that they furnish the individual with
the capacity to function in the workplacethereby meetingthese needs.
Love needs relate directly to the emotions of the individual; their feeling of
'belonging'. In relation to education this could be met by team/group work carried
out during a course of study, or even in the workplace, and by socialising with
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fellow students/workers.
Esteem needs relate to an individual's desire for self-respect and the respect of
others. This will relate to what values society currently sees as valuable personal, self-development issues or qualifications and employment.

Self-actualisation needs are concerned with personal development and
individual creativity to achieve one's full potential. In basic terms it is these needs
that would relate directly to any form of liberal education that are seen as higher
order needs.
Maslow claimed that the lower levels needs are satisfied before moving on to a
higher need. If this is the case then it would be vocational education that would be
a fundamental requirement and liberal education that would be aspired to,
maintaining and perpetuating the dominance of liberal over vocational education.
This may well have been the case when the Protestant work ethic flourished in an
economy that could guarantee a job for life. Instead individuals can expect to
experience periods of unemployment, a series of jobs in a variety of industries. In
such a situation it would be the self-actualisation needs that may help the
individual to deal with, and make sense of, all that is happening in their
environment. In such a situation it would be liberal education that would fulfil these
needs.

Alternatively,and in support of the above argument,one could look directly to what
values society currently holds dear. Arguably there have been immense changes
in society; people may be experiencing uncertainty about their role in life caused,
perhaps, by recession, natural cultural changes that have occurred, the
ConservativeGovernmentscall for 'family values' and moral education all inferring
a fragmentation of values. To cope with such changes society could place
importance on developing and possessing certain qualities and abilities such as
free thinking, independence,maturity, self-developmentand self-fulfilment. If so, it
is these qualities and abilities that will provide the kind of knowledge,
understanding and analytical ability that would allow the individual to deal with
such changes and make sense of them; it is these qualities and abilities that will be
highly rated and bring with them higher status. In such an instance it would be
liberal education that was deemed appropriateand able to fulfil society's needs.
Yet it is vocational education that has spearheaded educational changes where
work related skills and knowledge have been deemed important for future
progression. In such a situation it is being able to relate things to your working life
that is the focus of attention. In the worst scenario greater importance is placed on
having qualifications, irrespective of what they concern. In such an instance the
qualification becomes the aim and there comes a tendency to forget what it is that
the qualificationis made of. This comes at the expense of the knowledgeabout the
rest of a person's existence, personal and societal interactions; it all becomes
forgotten, submerged in the contemporaryphilosophyof education.
155

CHAPTER 7-

The Introduction

SUMMARY&

CONCLUSIONS

of GNVQs

Change in the education arena is nothing new. With each change comes different
demands and requirements.GNVQs representone of the most recent innovationsin the
realm of education in England and Wales, initially in post-16 education and latterly
introduced for 14 - 19 year olds. They have been charged with the task of bridging the
academicfvocationaldivide, a gap which A Levels and NVQs maintain. To achieve such
an aim, GNVQs were designed to offer the chance of vocational specialisation, if in a
broad focus area, whilst also offering academic rigour in the form of underpinning
knowledge and understanding; thereby bridging the chasm that is perceived to exist
between a purely vocationalcourse and a programmethat is purely academic in nature.
However, their introduction has not been a smooth running operation. GNVQs were
originally designed around the NVQ system where testing if an individual was able to
'do' a piece of work via external tests was not a high priority - unlike the heavy reliance
placed on tests in an academic course. Consequently,tests did not feature greatly, if at
all, in the initial outline of a GNVQ. However,the Governmentspecified that there should
be some form of externality. The tests became a 'bolt on' extra2O.Over time they have
been criticised and they were occasionally charged with the same criticisms made of
NVQs namely by Smithers (1992). For the main part these criticisms revolved around
the close relationship of NVQs to the demands of industry and economic need which
had as its sole focus competence and the ability to do a given number of tasks in order
to function effectively in a given occupational setting. The most notable connection of
linking education with employment can be seen in the merger of the Department for
Employment and the Department of Education thus becoming the single unit of the
Department for Education & Employment. Such a focus epitomises contemporary
philosophy of education; personal existence does not enter into the equation, all that is
of concern is the ability to function in a working environment. NVQs, and possibly
GNVQs as they built on the NVQ ethos, appeared to abandon most early educational
philosophies in favour of the competence movement implemented in the USA. A
question central to this study revolved around earlier philosophies and whether they
also still have somethingof value to offer.

The Research Aims
In order to answer, or shed light on, the issues outlined above and other interrelated
issues a set of aims was drawn up as an attempt to address such concerns. The
specific aims for this research programme were:-

to locate GNVQs within a pattern of curriculum 'ideal-types' developed from an
evaluation of the 16 - 19 curriculum and from educational theory more broadly,
20This is set to change in 1998. The tests will change from the multiple-choice format to
written format where appropriate, and there will be scope for the use of media such as case
studies in GNVQ Business.There will be a move away from conventional recall examination,
samples will be taken from the unit and require different kinds of application: they will become
more applied. This change is hoped to bring with it increased rigour.
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to examine the extent to which a liberal education is desirable for the current
climate, in view of the increasing importance being placed on progressive
vocational qualificationssuch as GNVQs
using the field of Business Studies as an exemplar, to explore the nature of
GNVQ course provision in school sixth forms and further education colleges, with
regard to the fact that further education colleges have greater experience of
vocational courses whereas school sixth forms are conducting GNVQs in a
climate conditionedby A Levels
to assess whether outcome-based systems, such as that offered by GNVQs,
can provide a liberal education.
In an attempt to resolve these aims, the research programme had to fulfil a number of
fundamentalrequirements.
Initially,core approaches to educational provision had to be established as ideal types;
these ideal types were identified as being embodied in liberal education, vocational
education and general education.To give such paradigms relevance in modern society
necessitatedthat they be compared to significant educationalprovision, in this instance
educational provision for 16 - 19 year olds. A curriculum criticism of A Levels, BTEC
Diplomas, RSA, NVQs and GNVQs was conducted, taking into account their historical
development,the philosophy behind each mode of provision, the aims, the content, the
teaching and learning methods and intended outcomes of each approach. To achieve
parity of comparison the field of Business Studies was used as an exemplar so that the
results could be made generalisable. The culmination of this stage of the research
required that the findings of the curriculum criticism be mapped against the established
ideal types. The rationalefor this was to identify traits within educationalprovisionfor 16
be
liberal,
19
to
to
that
general and/or vocational
year
said
equate
olds
could
education.
To support and add greater depth to the findings generated(a summary of which can be
found in 7.4 Curriculum Profiles) a series of interviews and an attitudinal survey were
deemed appropriate. The reasoning for this field work was to ascertain whether staff
and students concerned with GNVQ Business held the same belief as that generated in
the desk research and whether similarities and/or differences existed dependent upon
the type of institution,e.g: that of school sixth forms and further educationcolleges.
The final stage of the research programme was concerned with the future direction of
GNVQs in the light of the initial findings. This brought to the fore contemporary
approaches to education and compared them to earlier philosophies, namely those of
vocational education, including competence-and outcome-basededucation and liberal
education. Again, a series of interviews was conducted. This time with individuals
responsible for post - 16 educational development and industry representatives from
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the realm of training and development. To substantiate the findings of this series of
interviews staff and students were again consulted by way of verification of the
conclusions drawn. The focal point overall was to identify whether GNVQs were seen
as a suitable vehicle for 16 -19 year olds in education, and to analyse the concept of
liberal education in a modern context which would take into account the introduction of
GNVQs.

Alternative Philosophies of Education
For the purpose of this study three philosophies of education are identified: those
epitomised by liberal, general and vocational education. Classically, the dichotomy
which exists in education is between the liberal and the vocational. Such a division has
its roots in the Greek tradition of Plato and Aristotle and latterly in the tradition
established by aristocracy where the favoured elite were encouraged to embark or the
Great Tour of Europe. Subservient to this was the role of the artisan whose concern
was with daily functions, as opposed to the art of high conversation, the good life and
aesthetics. In addition, there is general education; education that is sometimes equated
to liberal education,although Dewey's work shows it to be distinct.
A complex picture emerges when one tries to view the three ideals together. Questions
arise such as: what actually is a liberal education,or a generaleducation,or a vocational
education and what do they mean? The Ideal Type Analysis of chapter three is an
attempt to give a comprehensiveoutline of their individual natures, a summary of which
is given below.
Liberal education has developed a dual vision; there is the humanisticobjective and the
knowledge objective. The humanistic objective is concerned with the knowledge that is
necessary for life and living with others where societal aspects are of high regard. On
the other hand, the knowledgeobjective holds knowledgeas an end in itself, knowledge
is content. The cultivationof the intellect is the desired goal. Both of these objectives are
historical ideals. In reality, and in a more modern context, they no longer hold the same
values. Both have become a distortion of the original ideal through modernisation. The
humanistic objective has come to be represented in the present day by etiquette and
good manners which, if well developed, can be used to one's advantage in social
gratification and social climbing. The knowledge objective can also be seen as a
distortion of the original ideal for use in modern society. It has become -a form of
scholastic and academic achievement where the qualification allows an individual to
progress onward and upward. This is often represented by the A Level system,
(which can be a narrow programme of study: not something that was advocated in the
original ideal), which is used as a platform for university entrance and the future gains
that it is seen to embody. Both of the more moderninterpretationsof liberal educationare
the antipathy of the original ideals.
Vocationaleducationhas historicallybeen seen to be in direct oppositionto the ideals of
liberal education: vocational education could not possibly offer a liberal education.
Rather than considering self-development and individual fulfilment as with liberal
education, vocational education is led by the demands of the economy. It aims to
158

transmit society's norms and values intrinsic to the world of work. It is an educational
approach which aims to empowerthe individualto learn specificskills necessaryfor their
role in society and their occupations. Specialisation occurs in varying degrees; it is
closely linked to industryand commerce.Knowledge, understandingand skills are those
which are important for the world of work. Knowledge is an instrument for attaining
economic and social goals and is necessary for economic well-being. In its most
progressive form it aims to foster attitudes and dispositions such as entrepreneurship
and enterprise.Yet in its most narrowestconceptionit can mean impartingcompetencein
very specific tasks.
General education appears to bridge liberal and vocational education. It holds valuable
aspects of both liberal and vocational education. Like liberal education it aims to offer
breadth in education, knowledgeand understanding.The knowledgeis hypotheticalbut
regardedas a meansto an end. It is an instrumentused for the developmentof character
and the enrichmentof life experience.Like vocationaleducationthe empowermentof the
individualis important.There is a focus on the world of work as well as the enrichmentof
life. This can be seen to be of increasing importance in a world which holds work as a
focal point of one's existence.

Curriculum Profiles
Having establishedthe three ideal types of liberal, general and vocational education the
next stage of the research was to develop a set of curriculum profiles; these profiles
were taken from past and present post-16 educationalprovisionconcernedwith the field
of Business Studies. A profile was created for each of the following: the GCE A Level
Business Studies, the BTEC Business & Finance diploma, RSA Background to
Business, NVQ Business Administration and GNVQ Business. The main focus of
attention was at GNVQ Advanced Level or equivalent for reasons of parity and
generalisability.
GCE A Level Business Studies
The A Level Business Studies holds as central to its being the overall philosophy of
GCE A Level programmes; that it should be a disciplined and rigorous programme of
study which can be used as a platform for further study, for example at degree or
equivalent level. A Levels aim to develop critical thinking abilities such as analysis,
evaluation and synthesis, in those who follow the programme. The A Level in Business
Studies would expect these skills to be in a business setting, taking into consideration
local, national and international levels of operation.
Assessment methods focus greatly on the terminal examination which aims to test
knowledge, comprehension and application as well as analysis, evaluation and
synthesis of material. The passing of a terminal examination requires that a student must
follow established patterns, thoughts and truths. Sustained reading, memorising and
revision of theoretical material is commonplace to achieve this. This is supported by
formal lectures and essay writing which necessitate hard work and discipline - where
drill becomes a necessity when assessment focuses on a terminal examination. Didactic
teaching methods are often in use where the direction and pace is that dictated by the
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tutor leaving little room for individualcreativityor imaginationto be developed.
The focus on the acquisition of knowledge, reason and logic can be seen as a form of
liberal education. The academicnature of A Levelsoften means that they are equated to
liberal education. However,the narrow field of inquiry,of two-to-four subject areas, and
the didactic teaching methods can be seen as being in direct opposition to the original
ideal of the knowledge objective in liberal education. It has more in common with
scholastic achievement as opposed to knowledgefor its own sake. In addition, such a
formal approach to learning may be seen as a very illiberal rather than a liberal
approachto education.
BTEC Business & Finance
By their very description, BTEC programmes are, or in some cases were, vocational in
nature. Their philosophy was concerned with giving individuals the opportunity to
specialise and develop skills that are important to industry and personal effectiveness;
this was not to be at the exclusion of underpinning knowledge and understanding.
General education traits can also be identified in a BTEC programme. There was a
required understanding of the world of work, not only the ability to carry out one's
chosen profession effectively, but also to develop communication and negotiation skills
that would help in the work place and in social situations - an element of both vocational
and general education. The consideration given to personal development manifested
itself in the form of a set of Common Skills which were seen as the transferable element
of a BTEC programme.

Assessment methods included projects, assignments and examinations allowing
theoretical as well as practical approaches to study. These were supported by the
teaching and learning methods utilised. Role play, case studies, group work and
exercises, related to business at all levels of operation and integration of subject matter
suggest a student centred approachthat would facilitatethe assessmentprocedures.
The combination of vocational and general education tendencies suggests a
progressiveform of vocationaleducation.
RSA Background to Business
Although now no longer in existence, the RSA Background to Business programme had
as a concern the attainment of both individual and national economic goals. In attaining
such goals, through practical education and training, a skilled and knowledgeable
workforce was the desired outcome. This was achieved through the unity of
competence in its broadest sense which also holds underpinning knowledge and
understanding as important.
Training in specific areas, along with underpinning knowledge and understanding, were
pivotal. Are as deemed important and worthy of study were those which would help the
individual in practical reality, in the world of work. In equipping individuals with such skills
and knowledge the RSA Background to Business course could be said to be meeting
the needs and demands of the economy. A focus such as this was inextricably linked to
the vocational training objective of the vocational ideal type. For example, the RSA
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Background to Business focused on administrative support and external factors which
affect the world of business, a major concern of which was the rapid pace of
technologicalchange. It did also, however,have an element that could be perceived as
a concern of the vocational education objective due to the importance placed on
underpinningknowledgeand understanding.
The focus on the world of work and the priority given to work-based experience was
evidently connected to the vocational ideal type; such concerns also feature in general
education. The unity of competence,however, did equate the programmemore with the
vocational than the general ideal type.
NVO Business Administration
The economic focus of NVQs, whereby those competences that are deemed important
are those which industry has specified for economic survival and well being, points
toward the vocational education ideal type. The NVQ in Business Administration
focuses on the unity of competence whereby the aim is to promote the ability to perform
specified activities in a business setting, in line with the vocational ideal type.

The role of experience in the work place is central to such courses as the NVQ
BusinessAdministration.This at first glance suggests connectionswith the general ideal
type. However, the role of underpinningknowledge and understandingappears to play
a significantly less important role than in the RSA programme - to the detriment of its
general education connections. Occupational competence demonstrated in the work
place or in a realistic simulation is the sole aim. In such an instance NVQs attract the
criticism of being too narrow in their conception(Hyland 1993,1994a&b, Smithers 1993).
The unity of competence can allow for underpinning knowledge and understanding but
does not appear to do so in this instance. NVQs, when we consider the lower levels of
have
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be said to be vocational training in one of its most narrow forms, or traditional
vocationalism(Hodkinson1991a).
GNVQ Business
GNVQ programmes have much in common with its predecessor, BTEC programmes
and in this instance the BTEC Business & Finance. They are vocational in their
conception in that they are a form of preparation for work in a broad career area. This
initially points towards the vocational ideal type. However, there is also the inclusion of
a series of Key Skills, which have been seen as the transferable element of the
programme - skills which the student can adapt to changing situations. The inclusion of
such elements, with the view to helping the development of character and life
experience, has strong connections to the general education ideal type.

The focus given to the world of work, the considerationof underpinning knowledge and
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understanding
leanings towards both the progressive vocational and the general educational ideal
types. The aims of GNVQs (to prepare individualsfor employmentor higher education)
and the suggestedteachingand learning methodsare to providea student centred mode
of learning. In addition students are supposed to develop time management skills,
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planningand organisationalskills throughthe requiredaction planningof their work. Such
aims and methods reinforce the connections that GNVQ Business has with both
vocationaland general education.
However, to a lesser degree, some aspects of the GNVQ Business have connections
with liberal education. Firstly, the continued focus on the developmentof communication
'
skills can be seen to relate to the socialisation aspects of liberal education evident
initially in the humanistic objective and latterly as forms of etiquette where codes of
conduct and behaviour have become the focal point. Secondly, the option of including
the developmentof problem solving abilitiescan be relatedto the critical analysis criteria
of the knowledge objective.Thirdly, and this could be true of each of the programmesin
question, the ability of individuals to make their own choices about what to study could
be seen to relate to freedom of choice,which has somethingin commonwith the freedom
aspects of liberal education.
As can be seen, the GNVQ Business is a complex programme. It has strong vocational
and general education tendencies; but what should not be ruled out is the potential also
to achieve some kind of liberal education.This potentialis more concernedwith the way
in which GNVQ programmes are delivered than with their content. The student centred
approach advocated in GNVQ aims to develop independence, self reliance, self
confidence, initiative and resourcefulness.It is the way that students tackle their work
for example, planning their scheduleor setting goals to be met for the completionof their
work; finding and using alternative sources of information such as relevant literature
and/or approaching businesses or individuals for information; and in the evaluation of
their work, that go part way to achievingthis.

The Field Research
Having typified the theoretical backgroundto liberal, general, and vocational education
and characterised a number of past and present post-16 educational programmes, and
correlated these two sub-sets of information,this informationwas then to be compared
to what was thought to be happening in the educational establishments that were
dealing with GNVQ programmes.
The field of Business Studies was used as an exemplar to explore the nature of GNVQ
course provision in school sixth forms and further education colleges. The two types of
institutions were involved in the study due to the fact that further education colleges
have greater experience of vocational courses whereas school sixth forms were
conducting GNVQs in a climate primarily conditioned by A Levels.

The Initial Exploratory Interviews
GNVQs in general were felt to be valuable qualifications by those involved with this
initial stage of the research. The breadth offered in a GNVQ was considered wide
ranging in its vocational context. Greater breadth was considered a possibility if
increased class time was made available on the programme of study; this increased
breadth was consideredbeneficialfor preparingindividualsfor the multitudeof situations
that they will subsequently encounter.
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The student centred approach advocated in GNVOs was favourably received.
Students expressed the desire to see greater delivery of materialfrom the lecturer at the
introductory stages of a unit. A combination of initial formal input followed by individual
and group work would help to develop the students' independenceand act as a form of
preparationfor all kinds of future progression.
It was the opinion of those staff and students interviewed at this exploratory stage that
the way in which GNVQs compare to other modes of study in terms of parity,
equivalence and standard at the time of the investigation needed to be more clearly
defined. The value of GNVQs also needed to be recognised,as did the fact that GNVQ
programmesare not in direct competitionwith A Levels;GNVQs are an alternative mode
of study which cater for a group of students who wish to follow a more defined career
path which was said to be umorerelevant to life and equal to, if not better than A
Levels".
A number of problems were identified at this stage of the research by the interviewees.
These problems were mainly due to the pace at which GNVQs were introduced. Key
Skills, their delivery, assessment and grading were seen as problem areas. All areas
have undergone change since the time of the investigation and more changes are
planned for September 1998; externally set assignmentswill be introduced in all of the
Key Skills areas and in one of the Mandatory units per GNVQ Level, Application of
Number will also be tested and changes to the current multiple choice tests are planned
and will be in the form of short answer questions. The rationale for such changes is to
increase the rigour of GNVQ programmes and to achieve the desired parity of esteem
with other post-16 programmes such as A Levels. In doing so it is hoped that GNVQs
will fulfil their potential and provide a valuable enrichmentof the 16 - 19 provision.
The information, generated out of the initial exploratoryinterviews,was then, along with
material formed out of the ideal type analysis and the curriculum criticism, used as the
basis for further verificationin the form of an attitudinalsurvey/questionnaire.
The Attitudinal Survey
The over arching themes to come out of the attitudinal survey follow, for the main part,
the hypothesis generated out of the initial exploratory interviews, adding validity to the
findings.

GNVQs were favourably received by those implementing the programme; they were
seen as comparable to alternative systems such as A Levels and GCSEs that should
not be seen as the easier option, since they were considereddemandingprogrammesof
study in their own right - not necessarily the correct choice for lower ability students or
those not suited to A Levels. Parity of esteem between GNVQs, A Levels and GCSEs,
in terms of level of demand and the challenge offered by each programmeof study, was
seen to be achieved.
The inclusion of Key Skills elements into the GNVQ programmewas seen as a positive
approach which has since been advocated in academic programmessuch as A Levels
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(Dearing 1996). They were seen as the transferable elements of a GNVQ programme
that provided breadth to a vocationally specific area - breadth that was considered
sufficient and did not warrant the inclusion of any further Mandatory Key Skills. The
current Key Skills were seen as being able to assist individual students in coping with
the academic side of a GNVQ, with the development of study skills; both of which were
seen as necessary for progression to university or to the world of work.

The student centred approach advocated in GNVQ implementationwas seen to be a
distinct advantage of the system; it was seen to help in the developmentof confidence,
independence and individual responsibility, and to help maintain student interest and
motivation.
Competence-based (as with NVQs) and performance-based (as with GNVQs)
programmes have been the subject of much debate and have come under attack since
their inceptions in 1986 and 1992 respectively, most notably by Smithers (1993),
Hyland (1993,1994a&b) and Wolf (1990). The central theme of this criticism has
focused on the possible detraction from underpinning knowledge and understanding
when implementing a competence-basedsystem. The findings of the attitudinal survey
found that competencewas believedto mean more than skill attainment,it was equated
with skills and knowledge. The common opinion was that to 'do' something required
some degree of understanding; it was not thought possible to carry out a task if
students were unaware of its implications. Students on GNVQ programmes were
required to apply their knowledgeand understandingto their specialistvocational areas;
this was seen as a distinct advantagewhen compared to A Levels.
The range of subjects in a GNVQ was thought to promote a broad, general education;
the students were considered competent in a wide variety of situations. However,
concern was expressed about covering the PerformanceCriteria (which in themselves
were seen as prescriptive, mechanical and detrimental to depth attainment) in a
superficial way; the students would have knowledge of a variety of topics and
subjects, but misgivings were expressed about the possibility of students knowing
very little about each of these topics and subjects; competence was seen to detract
from depth of knowledge. This was seen to be a possibility if students were solely
directed to achieving the Performance Criteria and little else. Potentially breadth,
generated out the vast number of PerformanceCriteria, was seen to be at the expense
of depth. In addition, and in line with the criticism expressed about competence
attainment, a further area of concern involved the issue of externally set and marked
end of unit tests. These were viewed with some suspicion by those implementing the
GNVQ programmes.The main concern was that the testing of 'facts' was considered to
be in direct opposition to the developmental,performance-basedoutcomes of a GNVQ
programme.
Consensus over what constitutes a liberal education and, to a lesser degree, general
education is hard to come by; this study was no exception. A general.education was
equated to the coverage of a wide range of material through which the student was
encouraged to question facts and develop an inquiring mind. A liberal education was
concerned with those processes that broadened the mind and freed the person from
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narrow thought. In both instances some concern was expressed about defining such
broad concepts by a limited number of statements, in that both of the educational
paradigms were seen to be far-reaching and encompassing many varied aspects that
were not quantified but were subject to further investigation via a final series of
interviews with education policy makers and industrialists as well as staff and students
concerned with GNVQ Businessprogrammes.
Having generated a broad consensus of what may be considered liberal and general
education, the next issue was whether GNVQs had the qualities perceived of these
educational ideals. GNVQs were seen as being able to offer a general education due to
the wide range of subjects studied on a GNVQ programme; the vocational nature of a
GNVQ was not thought to detract from this. They were also thought to be able to
provide greater breadth than the A Level alternative, in this instance the A Level in
Business & Finance.
With regard to GNVQ's ability to offer a liberal education,the findings from the attitudinal
survey indicated that this was a distinct possibility, providing best practice was
implemented and individual students were encouraged to question facts. However, to
ensure that a liberal education was achieved through GNVQs the students should also
be encouraged to think for themselves, a process that was not thought to be evident at
the time of the investigation. Furthermore,GNVQs were not seen to broaden the mind
and free the individualfrom narrowthought-a prerequisiteof liberal education.
The core belief of the respondentswas that a liberal education was an individual's right,
throughout the whole of their studies, and that it was necessary to prepare post-16
students for many facets of their future life. There was some accord that a general
educationwould be sufficientbut the argument in favour of a liberal educationwas more
substantial.
Comparison With the Curriculum Profile
GNVQs were introduced as part of the attempt to provide standardisation of the
vocational education system but also in an attempt to bridge the so-called 'academic
divide' between academic programmessuch as A Levels and competenceprogrammes
such as NVQs. GNVQs were seen as the middle ground, encompassing theoretical
elements that were concerned with a broad vocational area, limiting specialisation.
Underpinning knowledge and understanding of a wide range of topics was one aim;
transferable skills in the form of Key Skills were also a main feature, the inclusion of
which was to promote greater breadth in vocational education allowing a student to
progress into a variety of future career paths or higher educationcourses.
The research findings indicate that GNVQs, on the whole, were seen as a valid and
valued addition to post-16 educational provision and have the ability to redress the
academic divide, since they were seen as equally demanding programmes of study
when compared to A Levels. They were seen as an excellent preparation for work and
an acceptable preparation for HE; A Levels were thought of as the better route when
pursuing HE. Such attitudes may change when GNVQ students have actually
completed HE courses and there is sufficient data in support of such progression; the
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FEFC (1995) however already suggest that GNVQ applicants for HE courses are
positively received and that the standard achieved by such applicants is comparable to
students who have followed the traditional HE route of A level study.

The competence issue is most significant in relation to NVQ programmes where
enormous impetus is behaviourismand functional analysis, but is sometimes related to
GNVQs (Smithers 1993) due in part to their performance-basednature and the required
achievementof the PerformanceCriteria. The PerformanceCriteria, as part of a GNVQ,
are supposed to be an indication of what each GNVQ student is able to do and are
there to ensure that the full range of a given topic is covered. In line with one of the
objectives behind GNVQs and the inclusion of PerformanceCriteria the field research
findings suggest that GNVQ students were competent in a wide variety of subjects and
had acquired skill, knowledge and understandingsurrounding a given topic. The wide
range was seen to be promoted by the Performance Criteria whereas the knowledge
and understanding was demonstratedby the student in their application of the abstract
to their chosen vocational field. However, some concern was expressed by the
respondents in this area: the Performance Criteria were considered prescriptive,
mechanicaland detrimentalto the attainmentof depth of knowledgeand understandingpoints which have much in common with the criticism levied at NVQs and competencebased programmes. The concern was that although students studying for a GNVQ, in
this instance that of Business, cover a wide variety of subjects and topics, the question
was raised whether such skills, knowledgeand understandingwas in fact superficial.
Breadth, identified as a central point to GNVQs by the attitudinal survey respondents,
was seen to be achieved due in part to the number of subjects studied and the number
of Performance Criteria for each of those subjects. The inclusion of Key Skills,
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were designed as nationally determined personal transferable skills. In line with the
rationale for including Key Skills in post-16 education provision those involved with this
study agreed that they were a vital part of the GNVQ; they were seen as the
transferable element of a GNVQ which provided breadth to the vocational programme.
This was supported by the fact that the attitudinal survey respondents thought that
Key Skills assisted students with the development of study skills, the academic or
theoretical side of the GNVQ programme and in whatever future progression they
undertook.
The student centred nature of GNVQs was favourably received by those implementing
such courses, and those studying them. Students were asked to undertake a variety of
approaches to their work and was seen to develop student confidence, independence
and individual responsibility; they were also factors that were considered central
elements of providing breadth in education. The student centred approach, as
advocated in GNVQ implementation, is said to include a variety of activities. BTEC
(1993c p.42) identifies a number of activities including case studies, role play, work
placements, individual and group work, projects, assignmentsand report writing, as well
as such activities as planning and organising events and designing products and
services. The research findings indicate that such approaches and methods are
undertaken by the students to a greater degree of satisfaction than perhaps a straight
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lectureprogrammewould receive.
In Relation to the Ideal Types
GNVQs are clearly vocational in their conception whereby their initial focus is that of
preparation for a broad career area. In line with the vocational ideal type, which typifies
the vocational as being of utilitarian pragmatic assumptions,knowledge attainment in a
GNVQ is concerned with that which can be used as an instrument for individual (and
perhaps subsequentlynational)progressionand life enhancement.
The inclusion of a series of Key Skills is seen to add breadth to the vocational area of
study by those designing the courses, those implementingthem and the students who
follow such programmes, suggesting some element of general education to a GNVQ.
Further testament to general education elements in a GNVQ is the status given to
personal experience and development, with instrumental, subjectivist overtones, as
outlined in the general educationideal type.
The approach to GNVQ implementationadds further confirmation to the connection of
GNVQs to vocational education and general education. The focus on the application of
knowledgeand understandingto the 'real world' and the world of work, and the inclusion
of Key Skills make this apparent. The teaching and learning methods, combined with
the assessment techniques which monitor planning, information seeking and handling,
evaluation aspects as well as the quality of the work, give further corroboration to
general and vocational aspects.
In line with the information generated out of the ideal type analysis, briefly sketched
above, the survey findings show that a general education was equated to breadth of
knowledge and the ability to question facts and develop an inquiring mind. It was these
qualities that confirmed GNVQs, by the interview and questionnaire respondents, as
general in their educational approach; the vocational bias not seen as detracting from
this. The required applicationof abstract knowledgeto the chosen vocationalarea, along
with the various methods students were requiredto undertake in the completion of their
work, the wide range of subjects studied and the number of PerformanceCriteria, were
all seen to contribute positivelyto the general educationorientationof GNVQs.
Confusion was apparent with regard to the common perception of liberal education.
Little, or no, consensus existed among the field research cohort at this stage of the
investigation.This may have been the fault of the statements included on the attitudinal
survey, as a large percentageof the respondentsexpressed concern over limiting such
a broad concept (howeverdefined) to two or three all encompassingstatements;greater
scope was asked for. However, elements of liberal education were seen to include,
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individual from narrow thought. In relation to GNVQs liberal education was not seen to
be attained; they were not thought to broaden the mind and free the individual from
narrow thought; students were not thought to be encouragedto think for themselves in
any great way.
In a more positive light the common perception was that, in the best practice, over the
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period of the GNVQ programme,and possibly more towards the end of the programme
of study, the students were encouraged to question facts rather than just accept them
and a liberal education (to some degree) was thought to be a possibility, if not a reality
at the time of the investigation.This informationcorrespondsto that generatedout of the
ideal type analysis combined with the GNVQ curriculum profile which indicated that
certain aspects of a GNVQ were potentially liberal in the approach to education. The
inclusion of personal transferable skills, the student centred approach, the focus on
problem solving abilities and the open ended nature to a GNVQ programme,were seen
to offer great potentialfor liberal educationovertones.
GNVQs overall, and GNVQ Business in particular, can be seen to have strong
vocational and general education tendencies; it may also have the potential to fulfil
certain liberal education criteria even though such potential may not yet have been met.
The concern here is that it was liberal education that was seen by the majority of field
work respondent, to be every individual's right throughout their education; it was liberal
education that was considered necessaryin preparing post-16 individualsfor their life in
general (of which work must play a large role). A general education was viewed
favourably but to a lesser degree when compared to liberal education. Problems that
this raises surround the belief that GNVQs offer a valid and valuable form of vocational
and general education but it was liberal education (however defined) that was seen as
the ideal way forward in post-16 educationalprovision.
GNVQs; and a Liberal Education
The original remit the Government set for NCVQ was: "prepare them (young people)
for a range of related occupations but do not limit their options too early" (Department of
Education &Science, 1991). However, in allowing any degree of specialisation to take
place, options are in fact necessarily limited. The question of whether this or any other
aspect of a GNVQ automatically excludes a liberal education was the focus for the final
round of interviews. These interviews were initially conducted with individuals from the
realms of educational policy making and industrialists with training and development as
their main concern, followed by interviews with GNVQ Business staff and students by
way of confirming the findings. These findings can be found in Chapter 6- GNVQs in
the Light of Liberal Education, a summary of which follows.

The findings of the interviewswith those from the realm of educationalpolicy making and
industrialists indicated that a liberal education was seen to be concerned with selfdevelopment and self-growth; this was related to the development of sets of values
and beliefs, a moral conscience and social, political and cultural awareness. These
factors were identified as enabling the individual to become more fully aware of what is
happening in their immediate environment and in a broader context thereby facilitating
their individualdevelopment.
Equally,another common denominatorof liberaleducationwas identifiedas 'knowledge'.
Liberal education was associated with cultivation of the intellect through the
developmentof an inquiring mind, where independentthought and reflectionwould allow
the individual to make informed decisions and choices, separating knowledge from
subjective opinion; factors bound up with the knowledge objective. Such mind training,
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when-combined with the self-development aspects, was perceived as being able to
allow the individual to make sense of the world in which they function: "liberaleducation
as well as looking at the knowledge,is trying to make use of that knowledge to make a
better person... " said one individualconcernedwith curriculumimplementation.
,
These dual functions,identifiedas being concernsof a liberal education,are described in
the ideal type of liberal education set out in the Ideal Type Analysis of chapter three;
liberal education was associated with the humanistic objective where the art of right
conduct and the 'good life' were pivotal, and to the knowledge objective where the
developmentand the cultivationof the intellectthroughan inquiring mind was paramount.
When trying to relate these perceptions of liberal education to GNVQs the common
belief was that GNVQs were not originally designed as vehicles for liberal education,
nor should they have been. This was felt to be best fulfilled by A Levels. However, this
was not seen to mean that they could not offer some form of liberal education within the
broad-basedvocational programme.A problem that was recognisedat this stage of the
investigation revolved around one of the original aims behind the introduction of
GNVQs: that of bridging the academic vocational divide. To do this they must contain
both a vocational and academic element; the concern being that a stronger focus given
to either of these elements would mean that they would no longer be fulfilling their
objectives. Nevertheless, the overarching belief among educational policy makers and
industrialists was that individualswould in fact benefit from a more liberal if not general
approach.
For GNVQs to attain something akin to a generaleducation, or even a liberal education,
a flexible programme of study was thought to be the way forward where the
opportunity to balance the vocational with the general or liberal should be given. To
achieve this there was a call for more units which were common to more than one
GNVQ, allowing individuals to experience greater breadth in their studies. Such a
broad-based nature to GNVQs was seen as a positive step forward in the provision of
vocationalcourses, greater breadthwould also be welcomedin terms of greater focus on
personal development classes. In an attempt to add liberal overtones to a GNVQ
personal development alone was not seen to be sufficient; 'values' were thought to
warrant some attention.
Taking the focus away from the vocational had two opposing responses. The first of
which, being positive, was that providers of 16 - 19 education would be able to focus
on the "learningexperience" rather than just the qualification.This in itself was seen to
go some way to promoting liberal approachesto education, in that it would concentrate
on developmental processes and methods of learning. Such an approach would also
counteract the criticism that, currently,"GNVQs are too reliant on concepts such as
masteringlearning" .
Conversely, if GNVQs were broadened and the focus shifted from the vocational to the
general or liberal, the concernwas that a liberaland/or generalfocus to educationfor 16 19 year olds was not necessarily the 'best' way forward for students because taking
the option to study a vocational programmeaway from individualswas seen as being in
direct opposition to a liberal approach.
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This information was then used to develop a set of research questions directed at
GNVQ tutors and students at the Advanced Level of study. The rationale for these final
interviews was to investigate the learning experience of those studying for a GNVQ, in
an attempt to locate liberal education potential within a vocational programme of study.

The overriding opinion expressed in these final interviews with staff and students was
that the students appeared to come away with more than the sum of the parts that make
up the GNVQ: a broad-based programme which also develops qualities such as
responsibility; maturity, confidence, alongside research and investigation skills, time
management skills and recognising the importance of taking the initiative. Is this
sufficient? Areas that appeared to be lacking were political and economic awareness
and to a lesser degree social and cultural awareness and creativity. Also, business
ethics and social etiquette did not feature in the course. These aspects were to be found
in GNVQs of other disciplines such as Health and Social Care and Leisure and Tourism
in the form of customercare.
Upon completion of the two year GNVQ Advanced Business course both staff and
students thought that the students had a satisfactorygeneral business background and
sufficient skills in terms of the Key Skills of IT, Application of Number and
Communication. They were also thought to have developed skills of research,
investigation and time management. By the end of the two years they were thought to
be mature, responsible and confident individuals who recognised their future potential
and had the wherewithal to get there. They were considered to be fairly inventive when
it came to carrying out their work, in terms of taking the initiative and perhaps being
creative about how they deal with situations. Can such outcomes be solely vocational
or even general education? Or do they have something in common with ideas of liberal
education?

Conclusions
Historically,one of the oldest and revered philosophiesof educationhas been that
in a varietyof forms,
whichis liberalin its orientation.Its concernwithself-development,
andthe perceivedbenefitsthat it can bringto an individual'sdailyexistencehavebeen
this reverence.In morerecenttimesacademicprogrammes
centralto maintaining
of study
in the form of degreecoursesand A Levelshavebeenequatedto liberaleducationdue
to the importancethat is placedon knowledgeacquisition.When consideringpost-16
educationit is A Levels that are seen to be equatedto liberal educationand it is A
Levelsthat are heldup by the BritishGovernmentas the 'goldstandard',the benchmark
Under
British
suchconditionsnewapproachesto education
educational
achievement.
of
will alwaysbe playing'catch-up'irrespectiveof the valuethey may hold.
Recent changes in the post-16 educational arena have been in the form of vocational
education, where work related skills and knowledge have been deemed important for
future progression. In such a situation it is being able to relate things to your working life
that is the focus of attention. Yet if one could look directly to what values society
currently holds dear, those values that society considers as valuable to have, wh is to
'0
say that they are necessarily work related, particularly in a society that has no
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guaranteeof a job for life.
Arguably, there have been immense changes in society; people may be experiencing
uncertainty about their role in life caused, perhaps, by recession, natural cultural
changes that have occurred and the ConservativeGovernment's call for'family values'
and moral education inferring a fragmentation of values. To cope with such changes
society could place importance on developing and possessing certain qualities and
abilities, such as free thinking, independence, maturity, self-development and selffulfilment. If so, it is these qualities and abilities that will provide the kind of knowledge,
understanding and analytical ability that would allow the individual to deal with such
changes and make sense of them; it is these qualities and abilities that will be highly
rated and bring with them higher status. In such an instance it would be liberal education
that was deemed appropriateand able to fulfil society's needs.
Is it only a liberal education that can fulfil the needs of society? Does a vocational
education, that is led in part by the demands of the economy,automaticallyrule out such
outcomes as self-development and individual fulfilment? In all likelihood, in the worst
possible scenario, yes it probably does, but it is not something that can be said of all
vocational programmes. I would suggest that it is something that may also be possible
in certain academic routes also, particularly if society comes to value qualifications per
se, irrespective of what they concern (A Levels, NVQs or GNVQs). In such an
instance, the qualification becomes the aim and there arises a tendency to forget what
the qualification is made of. This comes at the expense of the knowledge about the rest
of a person's existence, personal and societal interactions; it all becomes forgotten,
submerged in the contemporaryphilosophyof education.
Working on the premise that liberal education does have some intrinsic value in a
modern context, what is required is a consideration of all that is deemed 'good' in
educationalterms, with regard to historicaland contemporaryphilosophiesof education.
If a programme of study is able to unite elements of both philosophies, by default or
design, then it too will merit the same reverencethat is given unconditionallyto academic
programmes of study such as A Levels.
One of the initial reasons for the introduction of GNVQs was that they were supposed
to bridge the gap between the academic nature of A Levels and the vocational,
competence-based approach of NVQs. One could logically expect, therefore, GNVQs
to contain elements of the academic as well as elementsof the vocational. Being broadbased, one would also expect less specialisation than found in NVQs and in some A
Levels. Research undertakenfor this project indicates that GNVQs, although vocational
and arguably general in the inception, are in fact able to offer some form of liberal
education.
The liberal element in a GNVQ can be seen to come from a variety of sources; the
inclusion of Key Skills being identified as the transferable elements of a GNVQ
programme, enabling the individual to interact effectively in a variety of situations and
that of Communication in particular being seen as developmental and related. to the
societal aspects of a liberal education. The Key Skills that as yet are not defined as
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Mandatory are also of great importance: Working With Others, Improving Own Learning
and Performance, and Problem Solving if implemented could aid in the development of
critical analysis skills, in the development of an inquiring mind through independent
thinking and reflection, allowing individuals to make informed judgments.
The student centred approach advocated in GNVQs also offers some potential for a
liberal education experience. The research and investigation skills, the action planning
and time management skills that are a necessary part of a GNVQ mean that GNVQ
students should be able to identify that information which is relevant to the study and to
separate knowledge from opinion thereby developing their intellect in striving for
excellence. The approaches to learning that a GNVQ student experiences are
potentially liberal. The case studies, projects, role plays that involve group and
individual work; the contacting of external bodies for information can all help to develop
confidence, maturity and self-reliance. It is factors such as these that will enable
individuals to make sense of the world in which they operate.

Qualities that were identifiedas evident in the nature of a liberal educationalso included
aspects such as cultural inheritancethat would come from moral conscience, political
awareness and, to a certain degree, self awareness all of which are bound within a
social critique which appreciates and respects the value systems of others. It is these
factors that were identified as lacking in GNVQ students; the GNVQ system was not
promoting or developing such aspects. The question arises whether any educational
system can in fact promote or develop such aspects but in a time that has seen the call
for 'family values' and moral education surely they should become part of the post- and
pre-16 curriculum. Allowing time for personal development classes, and what has
previously been seen as general studies classes, would go part way to redressing the
balance. It would offer greaterbreadthin educationwhich would in turn create fuller, more
rounded individuals who could hold their own in any number of differing situations.
Concentration would be placed on the education experience and not the qualification.
Students would be the recipients of a worthwhile education that would facilitate future
progression and allow them to become competitivein a European context and the post16 educational system of England and Wales would not be found wanting when
compared to the rest of Europe-a point that was a major concern in the late 1980s and
was one of the reasons for introducing NVQs and subsequently GNVQs.
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A Level Business Studies Syllabus
AES SYLLABUSES FOR_1996 EXAMINATIONS: ACCOUNTING,BUSINESSSTUDIES, ECONOMICS (AES 1994)

rauidance'Notes
Basic business organisatiom

and tWr objectives

SECTION 1
The tommion and aims of the different tonns of
business organisations.

This sec:ion is included Sincea knowleCgeof the forms
of businessorganisation is a necessaryintroduc:ton a
to
BusinessStudies course. Candidwes will be expecedzo
have knowledgeof: limfted c=panies. multinaticnal
firms, sole Madersand partnerships.public =morawns
and co-opera&e societies.

The problems of initially setting up an organisation.
Structural reorganisation inckiding location and siting,
and management structures to meet changing
objectives and size.

Candidatesare not expected to know the detailed
requirementsof the Companies Acts but they should
know the effect that they have an the firm.

The need for andproblemsof effectivecornrnunicWion
withina business.

Communication.Candidates should be aware of the
importanceto 9 sections of industry of effective
communicationand the problemsthat can arise if this is
laddng, for example, in relationshipsbetween employer
and employee,seller and customer and between
business and governmem and the society.both national
and intemaýonal, in which A operates.Communication
aspects should be covered in all sectionsof the syllabus.

Communications between business and ownem,
customers and other interested parties.

Candidateswill not be expectedto have
knowledgeot the way in which the technologyof
communication(e.g. telex) operates but they should
know the uses to which this technologycan be put

The use, preparationand interpretationof businessdata.

Candidateswill need to have some historical
backgroundcovering developmentsin the post-1945
period - where they are relevant to the present
position.These, however, will not be examined
specifically.

Candidateswill be expected to understandthe concepts
and the applicaton of the arithmeticmean, the mode, the
median and trends and be able to prepare and interpret
tables, graphs, histograms.bar charts and pie charts.

Internalfactorsaffectingbuslitessesin the pursuitof
their objectives
Candidatesshould understandthe interrelationships
between people, finance and marketingaspects of
buskwss.
Productionhas not been given a separate headirg.
Howem, some study of productiorkits pmblem and il
inteaelationshipswith other sectionsof twiness and 9
econoffryis impfxýt
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J,ubiect Content
,

Guidance NoteS

SECTION 2
The interpretation of simple balance sheets. Sources of
long
between
term capital.
short
and
relationship
capital:
Capital gearing. The deployment of capital between
different types of assets. Oepreciationpolicies.
Investment decisions including the principles of DCF.
The importance and management of cash flow.
The disýnction between capftal and revenue.
The nature of income and expenditure. The profit and
loss accoi nt and determination of profd. Profit utilisation.
Effects of sustained kxses.

This section does not require a study of bockkeeping
techniques.
Candidatesshould be able to examine the publisheo
accountsof a firm and be able to say whether the firm is
doing wed or badly - and to take into ac= -rit inflation
to their concius ins.They should also be
when =ris
capableof interpretiN :x=
ng reports and financ:al
reports.Aspects of cash flow management to be studied
includestock-coritmi, debt facuuing. leasing verv is
purchasing.

FLxedand variable expenditure. Break-evenpoint
Pricing methods.
The nature and significance of key accounting ratios.
The eff ect of inflation an the accuracy of balance sheets
and reported prol'its

SECTION 3
The role of marketing in the firm. MarketingdecWons price, quality, packaging, product differentiation,
tome.
distibution,
sales
promotion.
sales
advertising.
transportation. The constraint of compelftion.Sources of
infoffnation irxIuding market reseamh. Marketing and
the inteffelationship betWeenpeople, investment.
Obsolescence
and
and
price
profits.
quality,
production,
innovation of products and production medwds.

Candidateswig be expected to have a knowledge of the
functionsof rnadaning and a general outline of procedure
They should be able to discuss the forrns and ethics of
advertising.Marketing as an integrating procedure shmic
be an kriportant part of the course.

SECTION 4
The Importance of people in achieving objecfives.
Employer and employee relationships.
Recruitment, selection and training. The means, cost
and returns of training.
Negotiation (inicludinga study of trade union and
ernployer orgariwbom).
Collective bargairikv. Remuneration and other
conditions of employment termination of empkqmeM
BaMak*V positions.- concifiabon and arbitratim the
rde of the state in wage bargak&V and conditions of
wnpbyrnent.
Factors influencft modyation - reward, job
involvvmeM
problemsof
and
I
communicabon. job sadstaction and acttievement

kwdemhipstyies;delega:
tiom

The trade union elements should not include a history of
the movement. except as it affects present day conditiorv

Subi#ct Content

GLjidance Notes

Factors external to business which affect the
attainment of objectives.

SECTION 5
Economic considerations. Changes in demand,
investment. ouW and employment. The united
Kingdom's role as a trading nation and its depend
on intemational trade. the susceptibifityof British
buskwss to world economic conditions.

This section allows the candidates to examine the
pmblemsthat businesses have to face resulfing from Me
actionsof organisations outside the firm.

Government policy - the effects of home and overseas
governments'action and policies on business in the
United Kingdom.
Legal considerations - the effects of local, national and
international legislation on Bfth business, with
particular reference to employee protection, consumer
protection and company law.

Social considerations - pressure groups, changing
attitudes to work and authority, the physical and
social environments, sodokxfical structure of maAets
at home and overseas, the current ethical climate.
The integrated natum of business decisions and
objectives.

SECTION 6
A study of business reveals themes which ernPhasise
both the integrated nature of the business waid kW
and as integration in turn with the society of which it
is a part.

Legislationconcemirg business is extremely wide and
candidateswill not be expected to have detailed
knowledgeof the coments of differentActs but rather a
knowledgeof the effects of legislationon business.
Candiftes should be aware of any appropriate legislWion
that is enactedduring their course.
The main areas of legislation that should be examined are:
tions-,
constitAon of business orgardsa:
consumerprotection:
temis and conditions of employment.

This section is not designed to introduce additional areas
of study into the syUabus.but shouid rather be seen as an
opportunityof bringing together the woricalready covered
in the five preceding sections.
CandidateswiHbe rewarded for using an integrative
approachthmuhout the examinationand wiHbe given a
Section
in
derrxx=rate
this
to
SWU
opportunity
particular
of Paper2. Candidwes' attention shouid be drawn to the
aimsof Me sydabus.

TWs Uftnnation has beenextmcted from:
BUSINESSSTUDIES,ECONONCS
AEB SYLLABUSESFOR 1996EXAMINATIONS:ACCOUNTING,
AEB 1994a pp. 10-13
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BTEC Business & Finance Syllabus

The BTEC First Diploma in Business & Finance has four compulsory subjects and
four optional subjects; the compulsorysubjects being:
"Business World - looks at the different ways organisations are
structured and how they work. This subject covers the relationship
between businesses and the wider community and between
organisationsand their customers.
Administrative Systems and Procedures - looks at ways of storing
and finding information, and develops a range of communication skills,
including written, telephone and fax communication. This subject
includes using word processing and spreadsheet packages and
information processing equipment to produce a variety of business
documents. It also covers health and safety, and the importance of
developing good business relationships.
Business Resources and Procedures - examines the financial,
physical and human resources used by a business. This subject also
covers basic accounting, and looks at ways of measuring how well a
job or task is caffied out
People in Business - covers the role of people in an organisation,
including rights and responsibilities between employers and
employees. It looks at job roles and how they fit in with the
organisation's goals. Students also develop a career plan as part of
this subject."
The four optional units available in a BTEC First Diploma in Business & Finance can
vary depending upon the resourcesof the centre. They can be drawn from the following
areas: Administrative Support; Business Information Technology; Consumer Law;
Customer Care; European Business; Insurance; Languages; Production; Travel and
Tourism.
The BTEC National Programme in Business & Finance (1993b) all programmes
contain Working in Organisations. This is made up of eight compulsory subjects.
There are then a number of optional subjects available; four in the National Certificate
and eight in the National Diploma. The compulsory subjects in Working in
Organisations are:
"Business Structures and Goals - looks at the sorts of goals that
organisationshave, and how they structure themselvesto achieve their
goals.
Business Environment - investigates the UK's business and
industfial structure, the government's role in the economy,the banking
and financialsectorand internationaltracingrelationships.
Marketing Process - covers the market system, evaluating potential
markets for a product, gathering market information and responding to
external factors. Students develop a marketingplan.
Physical Resources - examines the physical resources, such as
buildings, materials and communication systems, used by different
organisations.
F7,
nancial Resources - covers preparing a budget for a business
project and interpretingfinancialstatements.It also looks at the financial
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needs of organisations.

Human Resources - analyses the human resources of an
organisation. It looks at aspects of personnel management, such as
appraisal systems, training and disciplinary procedures. It also
develops skills in planning and time management.
Administrative Systems - investigatesthe roles and responsibilities
of individuals within an organisation.It examinesdifferentcommunication
and administrative systems, and students develop information
technology skills.
Innovation and Change - looks at the constant need for innovation
and the factors that cause change in ofganisations and the business
world. Students examine the impact of change on people at work, and
"
make recommendationsfor changein a particularorganisation.
The optional units available in the BTEC National Programmein Business & Finance
extend the subject range when compared to those offered in the BTEC First Diploma,
from:
drawn
be
in
detail.
Selection
topics
of
optional
subject
can
are covered greater
and
Accounting Procedures; Advertising; Banking; Behaviour at Work; Business European
Studies; Business Information Technology; Business Law; Business Location and the
Environment; Business Statistics; Financial Planning and Control; Housing Studies;
Insurance; International Marketing; International Trade; Languages; Library and
InformationWork; PersonnelPoliciesand Procedures;Sales; Small BusinessEnterprise;
Social Care and the Community; Transport Traveland Tourism.
In addition to all of these, each BTEC programmeaims to develop a range of general,
transferable skills.These skills are termed 'Common Skills' and cover such areas as:
self-development; learning and studying; self-managementand organisation; working
with others; communicating;informationseekingand analysis;numeracy;practicalskills;
science and technologyskills; and designskills (Warren1988).
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RSA Background to Business Syllabus

The RSA Background to Business stage I syllabus topics specified for this level,
by the RSA in 1990a (pp.30-34) are:
Goods and Services
The range of goods and services purchased by an average family;
Changes in patterns of consumerexpenditure;
Consume rabies/Durables;
The provision of goods and services in the public and private sectors.
Organization of Production
The development of specializationboth by product and by process, indicating the
resulting increase in productivity;
Distribution of the working populationby industry;
Occupations within a selected industry;
National occupationalstructure;
The main purposesof Trade Unionsand employers' organisations;
Simple treatment of the different forms of ownership in both the private and public
sectors;
Size and type of companies- multinational/mediumsized/ small, drawing attentionto
location, product range,markets,numbersemployedand turnover,
Organizationalstructurewithin the firm. Functionsof basic departmentsin theory.
Marketing
Marketing and its role in businessenterprise;
The need for a distributionsystem;
Goods and services;
Retailingfunction;
Wholesaling function;
Need for documentationin buyingand selling in the home trade;
Outline of the main purpose of legislation relating to buying and selling in the home
b-ade.
Insurance Services Required by Business
Importance of insurancefor business;
Insurable and uninsurablerisks;
The pooling of risks;
A general overviewof the insuranceinstitutionsto meeting business needs;
Selecting and taking out an insurancepolicy*,
Basic principles of insurance.
Financial Services Required by Business
The main purposeof accounting;
Cost, revenue, profit, turnoverin relationto a trading business;
The main elementsof the BalanceSheet
Current and depositaccounts,loans and..
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Giro (bank and Post Office);
Sources and uses of finance.
Business and the Framework in which it Operates
This unit could be incorporated in a continuing study of the firm (unit 2); This unit
should draw on and unify the work which has been covered in previous units of the
syllabus.

The syllabus content for RSA Background to Business at Stage 11, as
specified by the RSA in 1990a (pp.38-43), is as follows:
Business Organizations
This involves being able to distinguish between two different types of firms;
drawing up organizational charts and explaining the functions undertaken by
businesses in relation to the environment in which it operates; consideration of
national economies and the opportunities and threats encountered therein; legal
distinctons of business organizations.

Finance
Explanations of accounting functions; consideration of the main accounting
processes;the use of financialratios;sourcesof finance;the functionof the Stock
Exchangeand the functionof foreigntrade.A casestudyis givento reinforceissues
discussed.
Insurance
General;Prindiples;Organisabons;
andTypesof Insurance.
Communications
Meefings/Forums/Discussions;Formal
Systems; Public and IndustrialRelabons;
Channelsof Communication;
Structures;
and notedexceptions.
communication
Transport
Transport to intemal/national markets; Transport to intemational markets; Real
World' transport examples;Passengertransport.
Marketing
Marketing in general; Legislative aspects of marketing; Distributive aspects of
marketing - ()i Consumer& (i)i Industrial.
Competftors
In a given market; Competitive devices; Patterns - national and international.
Implement all of the above using a case history.
Governrnent and other Organizations
State provision; Government influences over the firm due to legislation;
Contributions to and from the government*,Government regulation of the market
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Gove_rnment and non-government aid and advice available.

Raw Materials and Commercial Services
Supply and demand; Functions of the buyer,seller,distributor middle man.
Labour
As a resource; the impact of technologicaladvance; Changes in terms of economic
environments;Administrativeaspects;The role of Trade Unions.
Technology
Current trends; Changes
International Economy
Pattems of intemationaltrade; The export of goods and services.

The syllabus content for RSA Background to Business at Stage III, as
specified by the RSA in 1988 ýpp.47-50), is as follows:
Business
Planning; Operations; Control; Measuring and Evaluating Performance; Business
Dynamics.
Technological Change
Innovation including its impact, its management,the necessaryawareness;Access
to information;Decisionmaldng.
Using case material, analyse marketinginformationand produce a policy for product
planning.Analyse the implicationof technologicalchange.
Legal Aspects
Relating to 'real situations' discuss the setting up of a business; trading; contractual
obligations; consumer protection;health and safety; and employment law.
Economic 'Climate'
Governmenteconomicpolicy;
Trends in Consumer spendingand marketopportunity;
Levels and direction of investment
Competition.
Socio-Political Aspects
Private, public and national industries; The distribution of wealth; Business
Obligations - depending on sector, Political, social, and environmental issues,
including conflicts; De-industrialisation;The conceptof value added; In reality.
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NVQ Business Administration

Typical competences under consideration in the NVO Business Administration
suggested by the RSA (1990b, c, & d) are as follows:
Level I Units:
Filing
1
CommunicationInformation
Level 11(ASF)
2
Data Processing
3
Level 11(AF)
Processing Petty Cash & Invoices Level 11(AS)
4
Stock Handling
5
Level 11(ASF)
Mail Handling
6
Level 11(ASF)
Reprographics
7
Level 11(ASF)
Liaising with Callers & Colleagues Level 11(ASF)
8
Health & Safety
Level If (ASF)
9

as

S- SecretarialF- Financial: denoting the units providing
A- Administration
'credit towards' Level 11accreditationfor particularroutes.
C&G (1 988c p. 1) when discussing Business Administration Level I also include units
of Telecom munications (which is covered in the Communicabon Information unit of RSA);
Elementary Keyboard Skills which is covered in the Data Processing unit of RSA); and
Office Consurnables. Stock Holding is the unit to be found in the RSA programme.

Level
2
3
4
5
6
7
8
9
10
11
12
13
14
is
19
20

11Administration Units:
CommunicationInformation
Data Processing
Processing Petty Cash & Invoices
Stock Handling*
Mail Handling*
Reprographics*
Liaising with Callers & Colleagues*
Health & Safety*
Creating and MaintainingBusiness Relationships*
Providing Informationto Customers/Clients*
Storing and Supplying Information*
InformationProcessing*
Telecommunicationsand DataTransmission
Reception
ArrangingTravel and Meetings
ProcessingPayments

Level
2
4
5
6
7

11Secretarial Units:
Information
Communication
ProcessingPettyCash& Invoices
StockHandling*
MailHandling*
Reprographics*
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89
10
11
12
13
14
15
16
17
18
19

Uaising with Callers & Colleagues*
Health & Safety*
Creating and Maintaining BusinessRelationships*
Providing Informationto Customers/Clients*
Storing and Supplying Information*
InformationProcessing*
Telecommunicationsand DataTransmission
Recepfion
Text Processing
0R
Audio Transcription
Shorthand Transcription
ArrangingTravel and Meetings

Level
2
3
5
6
7
8
9
10
11
12
13
20
21
22
23

11Financial Units:
Communicationinformation
Data Processing
Stock Handling*
Mail Handling*
Reprographics*
Liaising with Callers & Colleagues*
Health & Safety*
Creating and MaintainingBusinessRelationships*
Providing Informationto Customers/Clients*
Storing and Supplying Informaton*
InformationProcessing*
Processing Payments
Processing DocumentsRelatingto Goods and Services
ProcessingPayroll
MaintainingFinancialRecords
Common Units for all Level 11Routes

The C&G (1988c p.2) data also identifies the three optional routes of administration,
focus
for
Level
11
include
Unit
financial.
titles
on telecommunicabons,
secretarial and
RSA
in
line
the
keeping
financial
YAth
applications,
computer
methods
and
record
various
units detailed above.
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GNVQ Business Syllabus

GNVQ Business Intermediate Level four mandatoryunits must be studied:
Business Organisations and Employment - this covers the types of public and
private sector business organisations: their roles, locations and products; and
investigatesthe UK employmentmarket.
People in Business Organisations - this examines the job functions of individuals
within businesses and the rights and responsibilitiesof employers and employees.
Financial Transactions - you learn how to record and present financial informationfor a
business over a period of time; covering sales, purchases, payments, receipts and
security.
Consumers and Customers - this investigates the relationship between a business
and its customers; consumerdemandfor goods and services, how these are met; how a
business looks after its customersand how it promotes its products. (BTEC 1993b)
GNVQ Business Intermediate Level - two Optional Units must be taken. These can
chosen from a range such as those offered by BTEC (1993b):
Operating Administrative Systems - this examines the systems normally found in
a business organisation. Looks at types of office services and equipment; reception
procedures; organisation of meetings; business travel and accommodation
arrangements.
Financial Recording - this extends the knowiedgegained in financial documentationin
the Mandatory Unit. It covers recording and monitoring simple financial transactions;
calculatingwages and salaries;stack recordingand control.
Information for Business in Europe - this focuses on the skills needed by a
business functioning in Europe; currency transactions; comparison of costs in EC
countries; the rights and responsibilitiesof businesstravellersthroughoutthe EC.
Selling - this investigatesand analyses selling methods in the retail sector the ways in
which different retailersattractand retaincustomers;personalselling sIdIls;customercare
and service.
The Additional Units which BTEC (1993b) offer include: at Intermediate Level:
Production Systems; Business Enterprise; The Organisation and the Community;
PersonalFinance;and RetailPractice.
GNVQ Business Advanced Level - eight Mandatory Units studied, building on the
learning achievementsof the IntermediateLevel.The MandatoryUnits are:
Business in the Economy - this examines why businesses exist, the supply of
goods and services by businesses, different methods of managing economies and the
effect of government policy on businessdecisionsand actions.
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Business Systems - this investigates administration, information processing and
communicationsystems and assesses how they can meet the needs'of the organisation
and improve business performance.
Marketing - this covers market research and sale forecasting techniques, how
businesses use market information to identify consumer demand and how they provide
goods and services to their customers.
Human Resources - this looks at how an organisation manages its workforce to
improve business performance, examines types of business organisationsand the job
functions of the individuals in them, and evaluates the effecfiveness of different
recruitmentmethods.
Employment in the Market Economy - this investigatesemploymentrends in the UK
influences,
different
business
EC
their
sectors,
examines
external
such as new
and
and
technology or government intervention on employment, and the measures businesses
take to respond to these; analyses working practces and employee performance in
different organisations.
Financial Transactions and Monitoring - this explains the purpose and use of
financial transaction documents, covering purchase, payment, sales and receipts
documents and investigates ways of monitoring business performance by analysing
accountinginformation.
Financial Resources - this examines financial planning, sources of finance, budgets,
loss
indirect
flow,
direct
the
services,
and
statements
and
profit
costs
of
goods
and
cash
and balance sheets.
Business Planning - here you collect all the necessary legal, financial and marketing
data to produce a business plan and a sales and marketingplan for a product or service
(BTEC 1993b).
GNVQ Business Advanced Level - four Optional Units must be studied. These can be
(1993b):
BTEC
by
those
from
offered
a range such as
chosen
Business Law - this covers the legal implications of business transactions: legal
structures, ' status and formation of companies; responsibilities, relationships and
liabilities;contracts;consumerrights and protection;legal proceduresthroughthe courts.
Financial Services - this examines the financial needs and services of different
business organisations: methods of obtainingcapital and protectionagainst risk or loss;
financial
different
services,
the
of
effectiveness and competifiveness
analysis of
including insurance companies, banks, building societies, investment managers and
governmentagencies.
Financial Planning and Monitoring - here you discover how organisations use
financial informationin making businessdecisionsand assessingbusinessperformance:
by comparing different methods of financial management examiningthe ways in which
186

they monitor use of their financial resources; and investigating the factors considered in
preparing budgets.

Production - this unit builds on the MandatoryUnits Business Planning and Marketing.
It examines production methods in different organisations;how purchasing, production,
design, marketing, finance and personnel are coordinated. The student prepares a
prcduction plan, taking into account all of the above factors.
Design - here the student evaluates the impact of various design techniques; analyse
customer requirements; and prepare a design working to a brief - for example for a
brochure, leaflet or new office lay-out
Business Within Europe - this focuses on the knowledge and skills needed by a
business functioning in Europe.lt gives and overview of economic and social trends in
different regions within the EC; identifies potential business activities in them;
investigates ways of establishing new markets.
Behaviour at Work - this looks at behaviour of individuals and groups at work and
influenced
by
be
behaviour
how
that
managementattitudes and styles.
can
shows
Foreign Language: Listening - this develops the ability to understand a foreign
language in every day and business contexts. The student learns to follow simple
broadcasts.
television.
telephone
or
radio
messages
and
understand
conversations,
Foreign Language: Speaking - here the student develops the ability to communicate
in every day situations, conduct simple conversations and acquire some business
vocabulary.
The Additional Units which BTEC (1993b) offer include: at Advance Level: Corporate
Identity, Sales, Advertising, Small Business Enterprise, Introduction to Insurance,
Financial Accounting, InternationalTrade, Social Environmentof Business,Quantitative
Methods for Business,and AdministrativeSupporL
The Key Skills units of GNVQ Business are the same regardless of whether they
Skills
Key
RSA.
The
C&G,
BTEC,
by
the
communication,
is
of
or
offered
course
information technology and application of number are essential and certificated at the
level of GNVQ studied:
information
it
interpreting
language
to
this
present
and
using
Communication covers
listening,
ideas,
the
writing and reading.
speaking,
through
of
processes
and
Application of Number - this includes gatheringand processingdata, represenfingand
taciding problemsand interprefingand presenfingdata in a pracdcalcontexL
Information Technology - uses informationtechnology to carry out practical tasks in
work-relatedsituations.
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GNVQ Business - Example of Set Assignment
(Source NCVQ 1997)
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a)

Teacher Guidance: Thats Entertainment

b)

Student Guidance: Thats Entertainment

c)

Resource Pack: That's Entertainment
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Gk

GNVQset assignment
Level Advanced
Subject Business
Unitnumber 1
unittitle Businessin the economy
Document
title

Teacherguidance:
That'sentertainment

AdvancedBusinessGNVQ- Setassignment
in the economy
Unit I- Business

I

Teacher guidance
That'sentertainment

Summary of stages
Stage 1: Preparatory work (no time limit)
This provides a general researchfocusfor studentsto prepare for the set
assignment.
To be completed before setassignment
Stage 2: Set assignment (20 hours)
A series of set tasksdesigned to produce evidence which meets the
Students
the
must complete the
unit
specification.
of
requirements
assignment within a given time period.
To be completed by end February 1997
Papers and mark sheets to be returned to your awarding body
By I March 1997

I

Background to the set assignment
Introduction
This assignment has been designed to meet the full as ssment requirements
of this unit. To achieve the assessmentrequirements students will need to take
learning
in
programme which covers the underpinning skills
a
planned
part
and knowledge (content) of the unit.
The assignment has been planned in two parts.
Stage 1: Preparatorywork
This consists of suggested preparatory learning activities. These are based on
in
Students
for
background
the
may
work
assignment.
the
research necessary
involved.
individually
the
tasks
to
out
carry
groups, pairs or
Stage 2: Set assignment
This is the formal assessmentactivity. It is a clearly structured activity based on
the preparatory work. Students should work individually to plan and produce
20-hour
limiL"
the
to
time
the
tasks
within
set
their own response
The teaching team should endeavour to ensure that each student
understands:

Business
Advanced
GNVQ
Set
- assignment
in theeconomy
UnitI- Busýness

Tea,:her guidance
That'sentertainment

that the learning from the programme and the preparatory work have been
designed to give them the necessaryskills and underpinning knowledge
needed for the set assignment
* the areas of understanding covered by the set assignment.

Timing assumptions
In drafting these materials it has been assumed that the SCE
assignment time
limit of 20 hours for the four tasks represents approximately one third of the
time avaflable for the uniL

Prior leaming
This assignment has been designed to draw upon learning from a broad-based
programme for Unit 1. Centres could either use the assignment asa vehicle
for delivering the whole unit, when combined with taught inputs, or run the
assignment at the end of the unit asa sununative assessmentactivity.
Preparing for the assignment

Studentsshould be encouragedto preparefor the assignmentwell in advance
to allow time to researchthe information. Eachstudent should keep a detailed
log of all sourcescontacted,including thosewho havenot responded,so that
credit can be given for the researchundertaken.In addition, eachcentre hasa
responsibility to ensurethat there is adequateinformation and resources
within the library to fully support this assignment.As suchit would be useful to
ensure that all library staff are fully briefed about the nature of the assignment
well in advanceso that relevant articlesand materialscanbe collated.
Tutors may find that the evidence for this assignment can also be used for
other units that the students are studying for. This is particularly true for the
market research which students are required to undertake. Tutors may find it
useful to plan assignments for other units around the theme of 'arts and
entertainmeni: so that students can maximise the use of their market-research

findings.

4

AdvancedBus,InessGNVQ- Setassignment
in the economy
Unit 1- Business

Stage 1: Preparatory

Teacherguidance
That'sentertainment

work

Research activities
It is the teaching team'sjob to moth-ate the students to meet the assessment
how
So
to introduce the assignment please refer
planning
when
requirements.
to the specifications or the assessmentgrid (based on the specifications) at the
back of this guidance.
Activity 1: Undertakeresearchinto thearts and entertainmentindustrYat botha
leve,
in-depth
(eg
'
;
particular
t)pe
an
study
ofa
ncluding
andregional
national
Your
idenfý&
dance).
the
to
theatre,
should
attempt
research
museum,
cinema,music,
folloudng.-

howcompetitive
themarketis
famm which influencethedemandforand supplyofdýfferentformsof
entertainment

intervenes
Government
tosupportand regulatethe
the
- examples
ofhow
industry.
Yourresearchshould distinguish between
national and Tegionalprovidem

It is suggestedthat studentsstart their researchby looking at the artsand
Resource
The
in
the
pack
articlesincluded
provision.
entertainment national
for
background
information
intended
this phaseof the work.
to
provide
are
The study of local provision may be undertaken individually or asa group
important
it
is
is
If
that each
the
study undertaken asa group activity
activity.
her
log
his
individual
keeps
detailed
contribution aswell asthe
or
a
of
student
be
Progress
by
team
reviewed
should
members.
contributions made other
formally at regular intervals.
In undertaking this activitystudentsshould be encouragedto analysethe
demand and supply for all forms of entertaipment notjust thosewhich they
*
his
her
This
is
in.
interested
the
presents
or
true
student
when
particularly
are
(Task
4).
facility
for
or
service
new
a
proposals
In analysingcompetitivenessstudentsshould be encouragedto consider both
impact
In
the
of
studying
competitivenessand non-competitiveness.
government on the arts and entertainment sectorstudentsshould consider
the support provided by government (eg financial, publicity, advice)and the
licensing,
legislation).
(eg
imposed
and
mergers,
monopolies
regulations

GNVQ- Setassignment
AdvancedBusiness

in theeconomy
UnitI- Business

Teacherguidance
That'sentertainment

Activity 2: Producea questionnaireand undertakeresearchinto whetherpeoplefeel
that their arts and entertainmentinterestsor needsare currentlybeinzo,,
cateredfarin
identt6Through
try
the
an areaof thearts and
research
and
area.
your
demand
by
local
is
industry
provision.
currently
where
not
met
entertainment

Studentsshould, if possible,prepare their questionnairebefore the Christmas
break, to maximisetheir opportunities to interview a broad sectionof people
do
Even
'segment'
local
though
to
students
not
need
opinion.
representing
likely
in
it
is
for
this
that
unit,
and
entertainment
arts
the potential market
in
different
identify
the
to
groups
order
to
Niews
of
consider
they will need
Task
for
4.
the
requirements
meet
which
opportunities
Time allocation (centredefined)
There is no specified time limit for the preparatory work. Centres should set
aside a suitable amount of time to meet the needs of their students within
programme constraints.
Working conditions
Preparatory work is like any other piece of coursework. Tutors are responsible
for managing students' learning and should provide support and advice to
meet individual needs.

Assessment
Students are expected to keep records of their preparatory thinking. They are
Th,
is
'the
in
hand
were
most
useful'.
evidence
which
to
notes
research
asked
LearningskiUs
for
be
the
to
grading
when makingjudgements,
referred
will
theme.

I

Stage 2: Set assignment
Tasks
Students wUl be able to use the 'What to hand in' sheet to help them in

Skills
it
Key
is
develop
To
suggestedthat at
generating appropriate evidence.
least one piece of evidenceis produced using IT. Working from the newspaper
Element
2.4.
All
for
Communication
of the tasks
evidence
articles may provide
Communication
be
to
relevant
will provide someevidencewhich may
Vement 2.2.

raiw, 4 - sm a5sqrMent
in the economy
Unit 1- Business

Teacherguidance
That'sentertainment

Task 1: Basedan your researchinto thearts and entertainmentindust7yat the
natio,nal levelin thepreparatorywork,you must nowproducea summaryreport.
Yourreportshould includethreemain sections.
Section1: Researchinto thearts and entertainmentindustry at a national level,
identifying howcompetitivethemarketis.
Section2: A detailedstudyoftwo,dýfferentmarketswithin thecrts and entertainment
industry at a national level(suchas theatre,dance,music,museumsetc)- one
competitive,onenon-competitive.
Section3: A desaiption ofthe waysin whichthe Governmentintervenesin thearts
and entertainmenti
The articles mentioned in relation to --ach section should be regarded as
background reading, and not as material for extensive quoting. Students will
be expected to demonstrate their understanding of competitiveness by
identifying the characteristics that make the arts and entertainment industry
competitive in nature and in the process illustrating why in some
.
circumstances it might be non-competitive. In the processstudents are
expected to demonstrate their understanding of the complex nature of
both
be
which
markets
can
competitive and non-competitive. Evidence of
students' understanding of non-competitiveness urill be further addressed
through their proposals for Task 4.
Task 2: Preparea shortpresentationan theprovisionfor arts and entertainment
by
This
suitablefor
your
area
should
within
use your managerat a committee
meeting.
consistofa setoftresentation slideswhichsummariseand illustrate thefindings of
your research.71eseshouldcoverthefollowing information:
o an analysisofthe arts and entertainmentindustry within your areaand the
different needsthat are cateredfor

thefactm whichaffectthedemandandsupplyofservice4within
yourregion
howdemandhasaffected
thesuppýofservices
andpricescharged
howcompetitive
themarketis
howchanges
in theconditionsofdemandandsupplyrdght changein thefuture
chaTged.
and howthiscouldaffectwhatis suppliedandpTices
This task covers many of the same issuesthat will have been addressed by
students in their work on Task 1, but requires them to produce very different
evidence. Students should be encouraged to consider any similarities and or
differences between provision in the local area as compared with national
provision.

Set
GNVQ
Business
Advanced
- assignment
in theeconomy
Unit1- Business

Teacherguidance
That's
entertainment

As demand and supply curves are economic tools used to illustrate economic
data
to
the
are
not
expected
actual
to
provide
theories
students
principles and
illustrate
Instead,
diagrams.
they
the
EO
typical
use
their
should
curves
support
have
if
behaviour.
For
their
through
the
research
students
example,
market
concluded that the demand for a particular service is elastic then appropriate
graphs should be used to illustrate this point.
Task 3: Having undertakenresearchinto opinionswithinyourarea to identify
being
interests
their
that
are
cateradfm;summariseyour
needs
and
whetherpeaplefeel
ýis
I
using appropriategraphical means.
conclusionsand support
This task provides an opportunity for students to demonstrate their ability to
analyse the results of their questionnaire and present their conclusions using
have
IT
If
to
access appropriate
graphical means. possible, students should
facilities for this task. However, students should not be penalised for using
is
important
It
that students choose appropriate methods
techniques.
manual
for representing their data, including labelling and use of axes,which are best
illustrate.
they
tojustify
and
which
wish
the
to
conclusions
suited

Task4-.Preparea writtenproposalforthedevelopment
of an aspect
of theartsand
Louery
by
National
befunded
bid
industry
the
to
to
a
withinyourarea
entertainment
In
identify:
Governmentfunds.
particularyourproposal
must
or other
in
by
is
interest
that
yourarea
services
andfacilities
existing
not met
" an
or need
interests
pmvide
to
those
to
orneeds
caterfor
a
service
"a newfacility
oftheinterestorneedthatmakeit unique
" thecharacteristics
in
demand
in
the
how
the
the
service
change
might
andsupplyfor
"
conditions
future and how this vdght affectPrice
thesocialcosaand benefitsto thewidercammunuýofyour"osal

shouldit

pme to besucawfuL
ly
into
be
Yourrecammendations
thearts and
to
mearch
need
supported
investigation
the
indus"
servicesoffered
opinion
of
ofpublic
and
an
entertainment
within thearm

This taskis designedto provide an opportunity for studentsto be creativein
The
facility/service
facility/service.
for
ideas
new
a new
their thinking and
This
locality.
for
in
being
demand
the
catered
currently not
should satisfy
for
additional
opportunity
studentsto showtheir
an
provide
criterion may
find
The
support
should
markets.
proposal
understanding of non-competitive
in the market researchundertaken and the rationale for the chosenidea.
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Students may have the opportunity to use ima,(,,,
esin producing this proposal,
which would be likely to provide evidence for Communication Element 3.3.
Students may find it beneficial to present their proposals to the group,
An
although this may not be feasible within the limited time suggested.
00
evaluation sheet has been included in the Resource pack for this purpose.

Time allocation (20 hours)
The recommended time for the tasksis 15-20 hours. Suggested timings have
been given for each of the four tasks.These have been included to help
students and teachers allocate their time effectively. They should not be seen
as prescriptive - don't panic; use your discretion. Data will be collected as part
of the evaluation on the length of time assignments actually took.
Resources
Students will need accessto materials and equipment for producing their
written work and illustrations, manuaUy or using a computer.
Absence
If a student is absent for a long period during the preparatory work or task
sessionsthey are unlikely to be able to produce sufficient evidence to meet the
full requirements for the unit. However this will be a matter ofjudgemenE by
centres on a case-by-casebasis.As part of pilot evaluation, data may be
requested on attendance and the average amount of time students spent
working on the preparatory research activities.
Students with particular needs
'Me standard awarding body regulations regarding students with particular
As
to
the
assignment.
part of the pilot evaluation, data may
will
apply
set
needs
be requested on the communication skills of students and any other particular
needs.

Assessment
The assessmentgrid overleafis basedon the unit specification.Injudging the
discretion
follow
usual
professional
and centre
please
expertise,
evidence
your
policy.
Use the pilot assignmentassessment
record to record your finaIjudgements.
Pleasereturn your completedsheetsto your aurardingbody by 1 March 1997.
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Controlled conditions
As part of the evaluation of the pilot it is important that awarding bodies and
NCVQ can gauge the effect of differing levelsof controlled conditions on
student performance in the set assignment. For this reason all centres are
in
Advanced
the
task
assignmentsunder more
to
one
specified
asked operate
for
than
an activity of this nature.
normal
conditions
precise
In the assigmnent for Advanced Business this will be Task 3.
During this task please ensure that the Mowing instructions are followed.
1. The task is to be undertaken and completed in the classroom.
2. The time limit given on the task should be applied.
3. Throughout the time period the students should be under the direct
supervision and observation of a tutor.
4. Supervising staff should ensure that the work completed in the sessionis the
students own work and is not the result of collaboration or sharing within
the group.
5. Students are allowed to bring in any materials they produced during the
preparatory tasks and can use dictionaries, spell checkers or calculators as
necessaryand any other resources normally available.
6. Students should hand in the completed work at the end of the session.
If any of your students did not complete the specified task under the above
conditions or required additional time, pleaseindicate this on the pilot
details
(eg
brief
the extra time
assignment assessmentrecord and provide
required).
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Consider the following quotation:
'p-It-Is-impossible,nbt. to be-i!npressedýy.the sheerbreadih of
grand opera to ppp,. frcým
:'A'oyaIA6dLiijpytoýoýt*on6lth6at;
rg,.th6feissomethinýfoý. -'
Pý"p
,

--e

ry,0c
0
-0

.0

jqzz an ::s
--'4b
6ut
ob
one wqyofqhbthk.
C-UltUre.
Vultures,,lo the-hilfthý-Kiý`Fs'.25Mciust.. 1996
This quotation clearly illustrates the high level of demand for arts
and entertainment in Britain. It is a highly competitive market
involving the public and private sector and charitable
organisations offering a continually developing service. It also
includes examples of non-competitive behaviour, where a service
be
facility
so unusual ortargeting a specific audience
or
may
within a locality, that it has no real competition. As such the sector
provides a useful casestudy through which to investigate the
business
in the economy.
operation of

ýffporar.
'Fzicontgr
.

What is the assignment

about?

You are employed as a researchassistantby the local authority.
Your manager has asked you to investigate opportunities for
funding
for
local
in
arts and
a
project
government
attracting
entertainment. This Will require you to investigate changes in the
demand for different types of entertainment at a national level
(such as dance,.cinema, museums,music,theatre) and illustrate
how this is reflected locally. From your researchyou will be
being
identify
demand
is
to
not
catered
where
currently
expected
for in your area and based on this, propose an idea for a new
be
findings
Your
will
used
and proposals
entertainment venture.
to'inform members of the committee involved in making a bid for
government funding or to the National Lottery.

-as-s
-srucrent
19--m-yrr,
n
lhat'sentertainment

act,
Unit1- Business
intheeconomy

a0000*

Research activity

I

Undertake research into the arts and entertainment industry at
both a national and regional level, including an in-depth study of
a particular type (eg cinema, music,theatre, museum, dance).
Your research should attempt to identify the following:
how competitive the market is
factors which influence the demand for and supply of different
forms of entertainment
examples of howthe Government intervenes to support and
industry.
the
regulate
Your research should distinguish between national and regional
providers.

Research

activity

2

Produce a questionnaire and undertake research into whether
feel
that their arts and entertainment interests or needs
people
are currently being catered for in your area. Through the research
try and identify an area of the arts and entertainment industry
where demand is not currently met by local provision.

Business
Set
GNVQ
Advanced
- assignment
in theeconomy
UnitI- Business

Studentassignment
That'sentertainment

Planning
Before you start work, write a plan for completing the
assignment. This should take account of all the factors involved in
preparing for the tasks and also cover your initial research work, if
include
dates
it
would
also
appropriate.
or deadlines and likely
have
information
IF
that
to adapt
you
will
need.
you
of
sources
this plan in anyway you should keep notes on the changes and the
reasons for making them.

hours)
(suggested
0
I
Task
time"I
e
Based on your researchinto the arts and entertainment industry
level
in the preparatory work, you must now
the
at
national
produce a summary report. Your report should include three main
sections.
Section 1: Researchinto the arts and entertainment industry at a
how
level,
identifying
competitive the market is.
national
Your analysisshould identify the popularity of different forms of
f
(you
may ind the article'Culture vultures to the
entertainment
hilt' The Sunday rimes, 25 August 1996 useful, although you
should support this with f urther researchof your own from such
sources as The Annual Abstract, Social Trends,and The Economist).
You need to demonstrate your understanding of competitiveness
by identifying the characteristicswhich makes a market
competitive or non-competitive.
Section 2: A detailed study of two different markets within the arts and
level
(such
industry
a
national
as theatre, dance,
at
entertainment
music, museums etc) - one competitive, one non-competitive,
identifying:
the causesof change in supply and demand for its products and
servicesin each market
the pricing and non-pricing strategies used to improve the
market position
the ways in which these changesinfluence the range of services
'offered and the pricing decisionsfor the market

TEXT
OFF
ORIGINAL

CUT
IN
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the effect of level of services and pricing on competitor
organisations
how changes in demand relate to price elasticity.
The articles'CDs top of the pops' The Observer, 13 February 1994,
'Local theatres face "spiral of decline"' The Guardian, 31 May
1995, and 'J uke box f ury' The Sunday Times, 27 March 1994 may
be of help although you should support this with further research
of your own.
Section 3: A description of the ways in which the Government
intervenes in the arts and entertainment industry.

This should include the development of servicesusing government
be
In
lottery
addition
consideration
should
money.
grants and
be
bodies
by
how
to
may
monitored
regulatory
activities
given
Mergers
Commission.
Your
Monopolies
the
and
such as
investigation should consider the ways the Government has been
able to support and regulate the activities of the entertainment
industry (WH Smith plans to form biggest UK music chain; Virgin
Retail' The rimes, 3 March 1994, 'Giveaway of the century;
National LotteW The Times,25 March 1995andMusic companies
hit by f 50 million cost of CIDprobe' The Observer,22 May 1994
further
be
this
you
should
support
although
with
useful
may
research of your own).
hours)
4
(suggested
time
2
Task
*
Prepare a short presentation on the provision for arts and
for
by
area
your
suitable
within
use
your manager
entertainment
This
should consist of a set of
at a committee meeting.
findings
illustrate
the
summarise
which
and
slides
of
presentation
following
These
information:
the
should
cover
research.
your
industry
the
arts
and
entertainment
of
within your
analysis
an
"
different
for
that
the
needs
are
catered
area and
demand
f
the
affect
the
which
and supply of services
actors
"
within your area
has
demand
how
affected the supply of servicesand prices
"
charged
how competitive the market is
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Student assignment
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That'sentertainment

how changes in the conditions of demand and supply might
change in the f uture and how this could aff ect what is supplied
and prices charged.
* Task 3 (suggestedtime 2 hours)
Having undertaken research into opinions within your area to
identify whether people feel that their interests and needs are
being catered for, summarise your conclusionsand support this
using appropriate graphical means.
* Task 4 (Suggestedtime 4 hours)
Prepare a written proposal for the development of an aspect of
the arts and entertainment industry within your area to be f unded
by a bid to the National Lottery or other Government funds.
In particular your proposal must identify:
by
interest
is
that
an
need
not
or
met existing servicesand
"
facilities in your area
for
facility
interests
to
those
to
provide
a
service
new
cater
or
"a
needs
the characteristics of the interest or need that make it unique
how the conditions in demand and supply for the service might
change in the f uture and howthis might affect price
the social costsand benefits to the wider community of your
proposal should it prove to be successful.
Your recommendations need to be supported by researchinto the
arts and entertainment industry and an investigation of public
opinion of the servicesoffered within the area.
(The article'Up to your ears in art' TheSunday Times,29 January
1995 may be helpful but should be further supported by research
of your own. )
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1A summary report which provides an analysisof the competitive
industry
the
and
entertainment
at a national level
arts
nature of
[Task 11
2 Presentation materials on the arts an.d entertainment industry
within your area incorporating visual and written information
[Task 21 3A copy of the original questionnaire usedto seek opinions and
[Task
3]
the
results
analyses
of
written and graphical
4A copy of the proposal including a written rationale in support
[Task
ideas
4]
of your
In addition, any written materials or plans which provide evidence
on how you planned the tasks, gathered information or evaluated
yourwork.
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Guidance for students

Background

information

'CDs top of the pops' The Observer, 13 February 1994

'Culture vultures to the hilt' The Sunday Times, 25 August 1996

'Giveaway of the century; National Lottery'The Times, 25 March 1995
'Juke box fury' The Sunday Times, 27 March 1994

'Local theatres face "spiral of decline"' The Guardian, 31 May 1995

'Music companies hit by E50million cost of CD probe' The Observer, 22
May 1994
'Up to your ears in art' The Sunday Times, 29 January 1995
IW Smith plans to form biggest UK music chain; Virgin Retail' The
rimes, 3 March 1994

GNVQ- Setassignment
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The aim of this assignment is to help you apply the economic
concepts of supply and demand to an interesting and thought
provoking casestudy. It is important that you appreciatethat
although the market for arts and entertainment is in itself
extremely competitive you will be able to illustrate your
understanding of non competitive markets by identifying a
service or facility which will cater for such a specific need or
interest in your region that there will be no real competition f or it
at least in the short term. Examplesat a national level may include
the Glastonbury Music Festival, the Imperial War Museum and the
Edinburgh Fringe Festival which becauseof their unique nature
face no real competition within their niche market.
A number of newspaper articles have been provided to support
theassignment. Even if you don't use them all or quote from
them within your work it is important that you read them
thoroughly so that you have a broad understanding of the arts
and entertainment market. You should also undertake your own
research and refer to this in your work asthis will f orm part of the
criteria on which you are graded.
Your tutor may suggest that you undertake the survey of local
provision for arts and entertainment and present your findings as
part of a small group activity. If this is the case it is important that
you document very carefully your own individual contributions
and those of other group members.
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'CDs top of the pops' The Observer, 13 February 1994

The
SOURCE: The Observer
CDs top of the pops
EMILY BELL

Guardian
DATE:

and The
13 February

Observer
1994

an CD-ROM
BUS

PAGE:

01

industry
its
THE British
in 1993,
record
played
way out of recession
increasing
improvement
785.7 million,
to pounds
sales
a 13.5 per cent
on
1§92.
Figures
in recorded
the revival
out tomorrow
will
show that
was
music
discs
by compact
92.9 million
This
spearheaded
which
sold
copies.
makes it
in history,
format
held
by vinyl
the best-selling
LPs
a title
previously
in 1975.
91.6 million
sold
which
industry's
The cheering
the UK music
news will
coincide
with
glittering
Brit
Awards
Palace
tomorrow
ceremony,
o be held at Alexandra
evening.
Rupert
Perry,
Phonographic
Industries
chairman
of British
and head of EMI
is the end of the recession
Records,
for
'This
says:
really
us. We never
believed
the claims
that
all
pop music was dead.,
in the CD single,
A further
boost
fuelled
by
was the growth
almost
entirely
fiveýpiece
the success
Take That.
CD single
of teen heartthrob
sales
rose
40 per cent
from 1992 and now represent
45.1 million
to pounds
more than
half
85.4 million
the pounds
singles
market.
One reason
for
has been the decline
in the sale
pop music's
revival
of
for
income of the crucial
the disposable
computer
13
games, which
compete
While
furnish
to 19 age group.
Awards will
the Brit
pop's
glitterati
with
for
Perry
ample opportunity
self-congratulation,
says there
are still
a
the industry.
number
of issues
challenging
is the pending
into
Most notable
MMC inquiry
disc
compact
although
pricing,
in
has receded
the spectre
the growth
price
reduction
of a forced
with
CDs and the closing
between
mid-price
and cut-price
of the differential
the US and UK.
have the outcome
'we also
of the George Michael
court
case coming up this
have implications
industry,
for
' says Perry.
the whole
year
which
could
between
The messy divorce
label
the vocalist
proceedings
and his record
Sony threatens
between
to change the status
of contracts
artist
and record
company.
has been the failure
A further
for
to
of British
matter
concern
artists
in overseas
in the US recently,
fared
'We haven't
pull
sales.
so well
and
is a very
big market,
I says Perry.
that
He also
the BBC over the radical
at pop radio
criticises
changes
station
Radio
One. 'While
I accept
that
for
they had to attract
a younger
audience
is now a massive
Radio
One, there
audience
of 25 to 45-year-olds
who have
for
A natural
their
needs.
no BBC station
solution
catering
would be to
he says.
Radio
2 for
that
revarp
audience',
(C) 1994.
All
Contact
Guardian

data
on the
Newspapers

CD-ROM is in copyright.
Ltd for permission
to

reproduce

TEXT

BOUND
INTO

THE

SPINE

Unit I- Business
in the economy

That'sentertainment

'Culture vultures to the hilt' The Sunday TI'mes, 2S August 1996
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has this
Never before
boom
country
contemplated
such a colossal
potential
dilemma.
Ten thousand
or faced such a fiendishly
complicated
million
pounds
is expected
to be available
to endow Britain's
over the next five
years
heritage,
arts,
sports,
and other
good causes.
charities
have been dismissed
A few years
dream,
but
as a fanciful
ago this
might
the habit
among us have acquired
of spending
now that millions
a portion
of
for the National
hundreds
Lottery,
our savings
week on tickets
week after
into
flooding
fund
Lottery
of millions
of pounds are already
special
accounts.
This week marks the first
rounds of early
announcements
as to who gets
from lottery
50 per
the booty and how much. Of the turnover
ticket
sales,
for administration,
12
and 15 per cent is earmarked
cent goes in prizes,
leaving
23 per cent for quarterly
distribution
per cent for tax,
or monthly
Council,
Council,
Heritage
the Sports
the National
to the Arts
memorial
Charity
Board,
Lottery
Fund, a National
Commission,
and to the Millennium
a
fund which has been established
five-year
to finance
special
rolling
to mark the turn
of the century.
projects
has over Pounds 40 million
in the kitty,
is
Each of the five
already
banking
Pounds 4 million
to have at least
a week, and expects
a further
The new munificence
has set the
Pounds 150 million
to spend this
year.
juices
flowing
among all
sorts
of organisations
accustomed
to
creative
funding.
in from
levels
Proposals
of public
are pouring
starvation
local
bureaucrats,
government,
politicians,
academics,
architects,
and
And enquiries
have
all
an orgy of developments.
centres
planning
community
hot lines
been flooding
the switchboards
of special
set up by the five
funds.
has logged 11,000 serious
Council
from the
The Sports
requests,
ranging
towards
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the new Manchester
contribution
national
stadium,
Pounds 10,000 to extend
its
to a small
club in Devon wanting
sports
hall.
The Arts Council,
a new community
changing
rooms and build
sports
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has been similarly
from the chronically
with enquiries
meanwhile,
from the Pounds 60 million
arts
world,
ranging
scheme to turn
underfunded
into
Palace,
the South Bank Centre
a new Crystal
to the more modest
for Pounds 5,000 to improve
in Pudleston
the lighting
application
village
Herefordshire.
hall,
North
Commission perceived,
for some
Trustees
on the board of the Millennium
fund are personally
as the jackpot
some of them
under siege,
reason,
up to 100 proposals
a week from such organisations
receiving
as the British
Dragon Boat Racing Association,
which has lodged an ambitious
application
for
Pounds 500,000
to build
an activity
centre.
The benefits
to the nation
of wise distributions
are potentially
But so are the dangers of hurried
distributions.
enormous.
or ill-judged
with
the stakes
so high,
that
and the erroneous
the money
perception
rife
is to be handed out on a first
the brave teams of
come first
served basis,
trustees
and board members weighing
up the merits
of the thousands
of
must be acutely
aware of their
responsibilities.
proposals
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Date (1994)

Venue

14 April

-

INTERVIEW SCHEDULE (1)
Time

THOMAS DANBY COLLEGE

Awarding
Body
STEC

16 April

SHELLEY HIGH SCHOOL

C&G

13.00

17 April

BEVERLEY COLLEGE OF FE

STEC

9.00

22 April

BRADFORD & ILKLEY
COMMUNITY COLLEGE

C&G

11.00

25 April

HULL COLLEGE

RSA

9.00

25 April

GREENHEAD COLLEGE

RSA

13.15

29 April

OULDER HILL COMMUNITY
SCHOOL, ROCHDALE

STEC

9.30
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INTERVIEW QUESTIONSIFORMAT(l)
GNVQ COORDINATORS

My name is Vikki Smith, I am a research student at the University of Huddersfield. I am
investigating GNVQ courses. I am expecting the interview to last about half an hour and
everything discussed here will be totally confidential.
Establishment
Awarding bcdy

School Sixth Form
BTEC

RSA

FE College
C&G

What aims and objectives do you think GNVQs achieve?
2

What currency do you think GNVQs will have in Higher Educationand in the
GCSEs
/
A-Levels?
to
compared
employment,

3

The press have directed much attention to GNVQs attracting lower ability
students. What is your response to this?

4

GNVQs were designedin an attempt to bridge the academic/vocationaldivide.
How, if at all, do you think this has this been achieved

5

Do you think GNVQs provide a'general education'? If so, how?

6

Do you think that the range available in GNVQs promotes breadth in terms of a
generaleducation?

7

How much tension is there between the depth and breadth of GNVQs?

8

To what extent do you think GNVQs offer a liberal education?

9

What role do you think'Core Skills' play in GNVQs?

10

Do you think that 'competence'is an either/or matteror are there degreesof
'competence'that ought to be recognised?

11

How do you think 'competence' affects the advance towards offering breadth in
a generaleducation?

12

How are you coping with the increasedcompetitionform the likes of School Sixth
FormsI FurtherEducationCollegesin offering GNVQ courses?

13

Due to the level of resourcesrequired to offer GNVQ courses, can you see a
two-ter system developingin School Sixth Forms/ Further EducationColleges?

14

Is there anything else that you would like to add about your GNVQ
experiences?

215

(1)
INTERVIEW
QUESTIONS/FORMAT
GNVQ STAFF
My name is Vikki Smith, I am a research student at the University of Huddersfield. I am
investigating GNVQ courses. I am expecting the interview to last about half an hour and
everything discussed here will be totally confidential.
12b

Establishment
Awarding body

SchoolSixth Fonn
BTEC
RSA

FE College
C&G

1

What do you understand to be the GNVO 'ethos?

2

What changes have had to be made to accommodateGNVQs?

3

How has this affectedyour teaching and leaming methods and processes?

4

Are the resourcesavailable for the adoption of these (new)
approaches?

5

Are you looking for different criteria,than previously,when markingwork?
If so, what?

6

What do you see as the transferableskills?

7

How far do you think underpinningknowledgeand understandingis necessary in
GNVQs?

8

To what degree do you integratethe content of GNVQs? (includingCore Skills)

9

What role do you think Core Skills play in GNVQs?

10

Where do you see the breadth in GNVQs? (Is it in Core Skills, or from other
areas?)

11

How much tension is there between the depth and breadth of GNVQs?

12

To what extent do you think GNVQs offer a liberal education?

13

Do you think that GNVQs are equivalentin standard to BTEC First/GCSE or
BTEC NationaVA-Levels?

14

How feasible do you think it is to have a qualificationwhich is a preparationfor
Higher Educationand employment?

15

Is there anything else you would like to add about your experiences of GNVQs?

216

INTERVIEW QUESTIONS/FORMAT(1)
STUDENTS
My name is Vikki Smith, I am a researchstudent at the Universityof Huddersfield. I am
investigating GNVQ courses. I am expectingthe interview to last about half an hour and
everything discussed here will be totally confidential. 12c:

Level
Establishment
Awarding body

Intermediate
SchoolSixth Form
BTEC
RSA

Advanced
FE College
C&G

1

Do you like your course?

2

What other courses did you consider?

3

Why did you choose this particularcourse and establishment*7

4

What do you think is the differencebetween GNVQs and GCSE/A Levels?

5

How do the teaching and learningmethodsdiffer from your previous courses?

6

What do you think the purpose of Core Skills are?

7

How are Core Skills taught? (are they integratedat all?)

8

What do you intend to do when you finish this course?
How well do you think will GNVQ students be able to compete for university
places or jobs, compared to GCSEIA-Levelstudents?

10

Is there anything else that you would like to add?

217
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INSTITUTIONS INVOLVED IN SURVEY QUESTIONNAIRE

SCHOOLS: TONG SCHOOL
Westgate Hill
Bradford BD4 6NR
Tel. No: (01274) 861455

COLLEGES: BLACKBURN COLLEGE
FeildenStreet
Blackbum

WHITCUFFE MOUNT
Turnstead Avenue
Cleckheaton

HOPWOOD HALL COLLEGE
Middeton
GreaterManchester
Lancs

BELLE VUE HIGH SCHOOL
Thome Lane
Bradford
West YorkshireB09 6NA

BEVERLEY COLLEGE
Gallows Lane
Beverley
EastYorkshire

BRIGHOUSE HIGH SCHOOL
The Sixth Form Centre
Halifax Road
Brighouse
West Yorkshire H06 1AY

DEWSBURY COLLEGE
HalffaxRoad
Dewsbury
West Yorkshire

LONGCROFT SCHOOL
molescroft
Beverley
East Yorkshire

HULL COLLEGE OF FE
Queen's Gardens
Hull
EastYorkshireHU1 3DG

OULDER HILL COMMUNITY
Hudson's Walk
Rochdale
Lancs

THOMAS DANBY COLLEGE
RoundhayRoad
Sheepscar
Leeds
ROCKINGHAM COLLEGE
Wath-Upon-Deme
RotherhamS63 6PX
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STAFF

QUESTIONNAIRE

[IFIXill
Ret
NATIONAL RESEARCH PROJECT
GENERAL NATIONAL VOCATIONAL QUALIFICATIONS
BUSINESS STUDIES
This questionnaire should be comideted by those involved with GNVO Business at
Intermecfiateor Advanced Leveis. The aifn is to measure the atVWes of pecoe corx:emed
with GNVOS at all levels. Please tk* the boxes where appropdate and give commems
where invited The task of comple&v tfis questonnare should take approzmately 20
minutea
Confidentiality of institutions and individuals will be maintained at all stages.
Type of estWishment

El
El

a) FLx#w EducationCollege
b) SchoolSbcthForm

2

How long has your institution been runningthe GNVQ Business AdvancedLevel?
El
a) Thisis the fkv year
b) This is the secondyear
c) Thisis the third year
How long has your insdution been runningft GNVQ Business lntem*C=e Lover?
1: 1
a) Thisz tie fkst year
Cl
b) Thisis the -secoid year
r 1
1:
c) TNs is Me ftd year

4

Are you tead*xj:

0
0
0
0

a) mandatoryunits orty
b) CoreSkIls units only
c) boM of the above
d) noneof the above

5

Are you the GNVQ coordinatorfor GNVQBusiness?
a) Irterm

0
0
0
0

Level onty

b) AdvancedLevel only
c) bothof the above
d) noneof the above

2is

4

Tick the box which most
your feelings with regard
statements

accurately represents
to the following
j;;

GNVQS &A LEVELS
The nationalqualificationof GNVQSdoes not mean that a nationalstandard
6
111111
has been attained

0

El 0

GNVQs provide an alternativeto A Levelswhich has credibility and status

7

EIC EIEI EI
GNVOs provide the 'middle band' of studentswith a good course

8
9

GNVQs are academicallyequal to A Levels

10

GNVQs attract onlythose students who are not suftedto A Levels

11

110

0

11

0

11

El111:1 D
El ElEl El El

A Level studentswould find an Advanced GNVQ and A Level equallydemanding
0

0000

12

GNVQ Intemediate is easierthan GCSEs

13

GNVQ Advancedis easier than A Levels

14

divide
GNVQs are successfulin bridgingthe academicIvocational

15
16

El0 El1:1 El
El111:
1D El
11
ElElEl El

GNVQs are for students of lower abilitythan ttme puzuing A Levelso
Good GCSE studentswig stil automaticakygo on to A Levels

11111:

1

1: 111 E] 11

D
D

QQRE SKILLS

El 11El El n

17

Core Skills are the transferableelementof a GNVQ

18

Core Sldls help the student to cope with the academicside of a GNVQ

1:11:1[In El
1111
ElEl F1
El0D EJ El

19

The purpose of Core SIdIlsis unclearto me

20

Core SIdis providebreadth to a vocalionaftyspecificarea

21

The number of Core Sldlls that are mandatoryshould be increasedso that a more general
educaon can be achieved

ElEl0 1:1 D

CQMPETENCE
22

Competence means.having enough jJ& subNe for a given purpose

Ell] 0 1:1 11

>%

3:
C) cm 0
tn < < -0
4.1

23

Competence means having enough

L- w
'. 1 -

V) 0

0a
0 ie

knowledc suitable for a given purpose
and
-2killg;

El 00 FJ El
24

Underpinningknowledge and understandingis taken a stage further in GNVQsthan A
Levels, as it goes on to be applied to a vocationalarea

0 ElEl El El
0
EIEI0 El

25

Underpinningknowledge and understandingis crucial to GNVQs

26

The external tests are about facts and do not encourage the development

El El1:1El 1:1

underpinning knowledge and understanding
27

Competencedetracts from depth as it can be covered in a purely superficialway

El El El n Mi.
El El 1:1F-I 1:1

28

You can do something even if you do not understandit

29

GNVQ Businessstudents have to be competentin a variety of situations

El D El El El
BREADTH IN EDUCATION
30

Depth cannot be recognised in GNVQsdue to the prescriptive nature of the Performance

31

Crfteria
Depth and understandingdo not have to be attainedas they is not specifiedin a GNVQ

32

The range in a GNVQ ensure that a generale&cation is achieved

33
34

The number of PerformanceCriteriain a GNVQgeneratesbreadth
A general educationmeans that a wide range of subject matter is covered
0 11

35

A general education aims to develop an kKpMng mind in the student

36

A liberal education

37

The wide range of subocts

38

1:1Ell] 0
1:1ElEl El
11111:
1
El
0 11
El 0

broadens

the mind and therefore

0
El
0
n

El El El

111111

El
11
frees the person from narrow thought
DO ElEl El

on a GNVQ promotes a broad, general education
1111

GNVQs, being vocational, prepare irKbiduais for eaming a Wng

0

ElD El
EIEI1:1 0

2ý
CM

.0
*J

W

&. 4

CLI
L.

CO

Z 4)

00

<

.2
0

0

r-

C ý14

11

El0 El
ElElElD 0

39

GNVQs promote free thinking

40

GNVQs are more general #w A Levels

41

GNVQs are concernedwith a vocationallyspecific area and cannot therefore be broad

ElElEln El
1:1ElElEl El
11
El110 El

42

Breadth is developed more in GNVQs than A Levels

43

There is no breadth in GNVQs

44

The vocational nature of GNVQs meansthat a liberal educationcannot be achieved

EIEIEIC EI
El ElEl El EJ

45

Breadth in GNVQs comes at the expenseof depth

46

GNVQs do not teach students to think for themselvesin any great way
11

47

Ell] EJ El
1: 1
Students are entitled to a liberal educationthroughouttheir studies
IIEI El IJ

49

A liberal educationpost-16 is necessaryto prepare individualsfor life in the 21st century

D ElEl El El
49

A general educationis a more appropriatepreparalionfor life in the 21st centurythan a
lberal education

ElEl1111 11

TEACHING & LEARNINGMEMODS

1El 11
El1:11:

so

Students would learn more if there were more lectures

51

Lectures would be more interesting for the students than a student centred approach

52
53
54

ElElEll]

D
The level of responsibilityon the students studying on a GNVQ is too much
Ell] 1:11:
1 El
Assessment using an evidence gatheringbased activity followed by an externalmemory
based test is a contradiction
ElEl00 El
When grading work there is a focus on the methodologyand not on the content

1:1Ell] El D

55

Core Skills should include:

a) a mandatoryforeign language
b) personalinterest subjects
c) both of the above
d) no other subjects

56

Separate classes should be providedfor GNVQ students in:
a) adCore Skills
b) communication,nurneracy& LT only
c) none of the Core Sidlis

57

b) confidence & dependence
c) confidence,dependence & responsibility
d) none of the above
The student centred approach helps maintain: a) interest
b) mofivation
c) both of the above
d) none of the above
59

Facts have to be analysedby svAents in:

a) GCSEs&A Levels
b) GNVQs
c) both of the above
d) none of the above

60

A Levels offer a:

a) kwal education
b) generaleducation
c) both of the above
d) none of the above

61

0
0
0

The student centred approach of GNVQs develops students:
a) confidence

58

0
0
0

GNVQs offer a:

a) kwal education
b) generaleducation
c) both of the above
d) none of the above

Thank you for your participation

in this project

0
0
0
0
0
0
LI
0
0
0
0
0
0
0
0
0
U
0
U
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STUDENT

QUESTIONNAIRE
1111FICIE]
Re

NATIONAL RESEARCH PROJECT
GENERAL NATIONAL VOCATIONAL QUALIFICATIONS
BUSINESS STUDIES
If you are a student on a GNVQ Business ca=e, at Advanced or IMMedate Level,
please comPlete M quesdannafm The a&n is to measwe me aaftees of smidwts
GNVQ
The
the
task of =npie&V ttis quesminairt; shoue
programme.
wiM
concemed
take approidmat* 20 minutes. Please dck the boxes wftm appvpdata
Your responses will be completely confidentiaL
1

where are you studying?

a) Further Education College
b) School SbahForm

2

Whx level of GNVQ wxse are you on?
a) Advanced first year
b) Advanced secondyear
C) Intermediate

3

Are you

3) MWO?
b) Fenmw ?

11

El
1: 1

El
El
11
11
11

4

Are you aged

a) 16-1v
b) 20 plus?

224

El

How much do you agree with the following
statements?
Tick the most appropriate box for each one

ov
Iaa

<<

QORE SKILLS

ME] El 11 El
0
El EJEJ 11

5

Core SldHs help students to cope with the academic side of a GNVQ

6
7

'Me purpose of Core SkilLsis not cim to me
Core Skills develop students in areas that are necessaryfor university and employment
13111111
11

8

Core Skills help to develop study skills

91

El El 0 El El

have to take too much responsibilityfor the developmentof my own Core Skills

El El EJ0 El
QOMPETENCE
Competence Means having enough 2KII12
10
suitable for the given purpose

01ElElD El
Competence means having enough skill and knQwledg suitable for a given purpose
11
OE]nn El
GNVQ students are competentin a wide rangeof tasks and subjects El 11El El El
12
GNVQs resticts the students to being competentin a vocational areaEl 0D 11 EJ
13
14

Students studying for a GNVQ can pinpointexacttywhat they are able to do

15

You can do somediing even if you do not understandft

16

GNVQ Businessstudents are competentin a variety of situatJorts

1 11
1:111111:
DEIOD 0
El0 El0 11

BREADTH IN EDUCATION
A general educationmeans that a wide range of subject matter is covered
17

18

ElDO El El
A general educationaims to develop an inquiringmind in the student 000
El 0

19

A liberal educationbroadens the mind and therefore frees the person from narrow thought

20

ElEll] 0 1:1

The wide range of suboas on a GNVQ promotesa broad, general education

ElElEll] 0
21

GNVQs, being vocationaJ,prepare indWduals for earninga Oving

22

GNVQs promote free thinldng

D

El El 11

El0DD

11

El

N

7F3
c 41
03

4;

v
4)

4)

2ý 0
CM6-

< <

11

El EJEl 0

23

GNVQs are more generalthan A Levels

24

GNVQs are concernedwith one vocational area and cannot therefore be broad

El
El
R
El
D
1111
El El F1
111111El El

25

Breadth is developedmore in GNVQs than A Levels

26

GNVQs need to include a wider range of subjects in each vocationalarea

27
28
29

El El FJEl 1:1
0
El 1:11:1 F1

GNVQs offer too many options
The amount of time spent per week studying in class for a GNVQshould be increased

1:11:1El El F1

More class time for a GNVQwould allow me to develop an understandingin a greater

El El El El El

variety of toocs
TEACHINGA LEARNINGMETHQ12S

El El 1:10 0

30

1would lem more if there were more lectures

31

Lectures would be more interesting than the student centred approach

32

The student centred approach of GNVQs develops my-.

ElElD 1:1 0

a) confidence
b) confidence & dependence
c) confidence, dependence & responsibility
d) none of the above
33

The student centred approach help to maintain my.
a) interest
b) motivation
c) both of the above
d) none of the above

34

Separate classesshould be provided for GNVQ students in:
a) all Core Skills
b) cat a, unicatiort,numeracy& LT only
c) none of the Core Skills

El
El

35

Core Skills should include:
a) a mandatory foreignlanguage
b) personal interestsubjects
c) both of the above
d) no other subjects

36

Facts have to be analysedby studentsin:

EJ
11

a) GCSEs&A Levels
b) GNVQs

EJ
El

c) both of the above
d) none of the above
37

El
El
El
1: 1

A LeveLsoffer a:a) liberal education
b) general education
c) both of the above
d) none of the above

38

El
FJ

GNVQs offer a: a) liberal education
b) general education
c) all of the above
d) none of the above

Students studying
question number
Students studying
Fill in this
next
39

at Advanced Level please go to
51
at Intermediate Level only to
section

3:

tn a

0

D ElD 1:1 1:1

GNVQs are easierthan GCSEs

11

El1:11:1 11
El1:1El1:1 1:1

40

GCSEs are a betterpreparation for hx#w educationthan GNVQs

41

GNVQs are a better preparationfor employmentthan GCSEs

42

The level of responsibilityon the studentsstudying on a GNVQ is too much

ElEll] 1:1 El
43

The degree of formal lectureson a GNVQis far less than on a GCSEprogramme

000

4

F1 1:1

44

Upon completionof this course, what do you intend to do?

El
El
El
El

a) The Advanced Level GNVQ
b) Other Further Educationstudy
c) Employment
d) Further Educalion if there are no jobs
e) Other, please specify
45

How many GCSEsdo you currenttyhave?

a) 0-2
b) 3
C) 4+

46

How many of #me am at gradesA-C?

a) 0-2
b) 3
C) 4+

47

Are you studying additionalGCSEs nowl

a) Yes
b) No

48
49

El
El
11
El
El
El
El
El

If yes, how many?
Are you studying any Additionalunits as part of your GNVQ course?
a) Yes
b) No

50

If yes, how many7

Intermediate

Level students should finish here. Thank you for your participation
in this project

Students studying
fill in this
next

at Advanced
section

Level only to

C
0a0

6.

mam

<

GNVOs are easierthan A Levels

52

A Levels are a better preparation for universityttw GNVQs

53

GNVQs are a better preparation for employmentthan A LeveLs

54

The level of responsibilityon the students studying on a GNVQ is too much
110
The degree of formal inpiA on a GNVQ is far less tw

Cx

El110 El 0
El11El0 El
El110 El El

51

55

Ln a

El El El

an A Level programme

0 El El D El
56

Upon completion of this course, what doyou intend to do?

0
0
0

a) Higher Education
b) Employment
c) Higher Education d there are no jobs
d) O#w, please specify

57

How many GCSEsdo you currendyhave?

a) 0-2
b) 3
C) 4+

58

How many of tfiese are at grades A-C?

a) 0-2
b) 3
C) 4+

59

Are you studyingfor any A Levels now aWigside your GNVQ course?

U
0

a) Yes
b) No
60

If yes,howmmV.

61

Are you studyingfor any Additional units as part of your GNVQ course?

0
0

a) Yes
b) No
62

0
0
0
El
0
0

If yes,howmW

Thank you for your partfcipation

in this project
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INTERVIEW CONTACTS (2)

JOHN ANKERS
Training Manager
ZENECA
Leeds Road
Huddersfield

Tel: 433738

CHAHID FOURALI
CGLI
Senior Research Officer
Research Department
1 Giltspur Street
London EC1A 9DD

Tel 01712942468 ext 2620

TERRY HYLAND
Department of ContinuingEducation
University of Warwick
Coventry CV4 7AL

Tel: 0120 352 3523

ALAN McAVAN
Halifax Building Society
Permanent Buildings
CommercialStreet
Halifax

Tel: 01422 333333 ext 32389

ALISON MATTHEWS
NCVQ
22 Euston Road
London

Tel: 0171728 1908

AIDEN PETTrTT
Further Education DevelopmentAgency
FEDA
Citadel Place
Tinworth Street
Vauxhall
London SE11 5EH

Tel: 0171962 1280

DEBBIE THORNTON
Assistant Principal(Cuniculum)
York College
Tadcaster Road
York Y02 1UA

Tel: 01904 704141
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ALISON MATTHEWS
NCVQ
22-2Euston Road
London
JOHN ANKERS
Training Manager
ZENECA
Leeds Road
Huddersfield

-

INTERVIEW SCHEDULE (2)

Thurs. 23 November 1995
10:30 - 11:30 am
Tel: 0171728 1908
Friday 24 November 1995
10:00 - 11:00 am
Tel: 433738

DEBBIE THORNTON
Assistant Principal (Curriculum)
York College
Tadcaster Road
York Y02 1UA
Tel: 01904704141

Wed 29 November 1995
2:00 - 3:00 pm

CHAHID FOURALI
CGLI
Senior Research Officer
Research Department
1 Giltspur Street
London ECI A 90D

Friday I December 1995
4:30 - 5:30 pm

ALAN McAVAN
Halifax Building Society
Permanent Buildings
CommercialStreet
Halifax

Tel: 01712942468ext 2620
Tuesday 5 December 1995
2:30 - 3:30 pm
Tel: 01422333333ext 32389

AIDEN PETTITT
Further Education DevelopmentAgency
FEDA
Citadel Place
Tinworth Street
Vauxhall
London SE11 SEH
Tel: 0171962 1280

Friday 8 December 1995
11:00 - 12:00 noon

TERRY HYLAND
Department of ContinuingEducation
University of Warwick
Coventry CV4 7AL
Tel: 0120352 3523

Monday 11 December 1995
2:00 - 3:00 pm
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INTERVIEW QUESTIONSIFORMAT(2)

A prime concern of the researchproject is GNVQsand their place in the 16-19 education
sector. Recognising that GNVOs are intrinsicallyconnected to vocational education, my
aim is to explore the meanings of other possible forms of education provision. The
research so far has given a strong indication that confusion abounds over what liberal
and general education are and whether they are in fact different or synonymous.This is
one such problem I endeavour to clarify. A further point of interest is whether GNVQs,
being vocational, can then also offer a general or a liberal education and whether we
should want them to.
Once this stage of the research has been completed, I will forward a copy of the
findings to you.
I would just like to clarify that everything discussed here is confidential. If everything is
clear,we can begin.
Questions to be addressed in the interviews: How would you characteriseliberal education?

I

How would you characterisegeneral educabon?
PROMPT SHEET
3

You have highlightedsome similarities,what do you see as the main differences
between the two?

4

Which of these characteristicsdo you think should be presentin educationfor
16-19 year olds?

5

Which, if any, of these qualifies do you think are evident in a GNVQ?

6

What else do you think should be present in a GNVQ?

7

In your opinion, do GNVQs provide a liberal or a general educaton?

8

Do you think that a liberal or a generaleducationis the way forward for education
for 16-19 year olds? (Why?)

9

Do you think that GNVQsshould offer a fiberal/generaleducation? (Follow 08)

10

What afterationswould you make to GNVQsto make them more liberal/general?
Do you think that the vocational nature of GNVQs means that they are not
compatiblewith liberaland generaleducation?

12

Does liberal educationhave any place in educabonfor 16-19year olds?
(Back-up question)

13

Is there anythingelse that you would like to add?
232
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PROMPT SHEET

Please Indicate Which of the Following you Consider to Relate to Liberal
ancVo General Education: -

MORAL CONSCIENCE

AESTHETICS

EMANCIPATORY

CREATIVITY

VALUES

BELIEFS

CULTURAL INHERITANCE

SELF AWARENESS

SOCIAL CRITIQUE

SOCIAL AWARENESS

POLITICAL AWARENESS

ECONOMIC AWARENESS

TEAM WORK

SPECIALISATION

CULTIVATIONOF THE INTELLECT

INTELLECTUALEXCELLENCE

PURE KNOWLEDGE

APPLICATION OF KNOWLEDGE

SEPARATEKNOWLEDGE
FROM OPINION

UNDERPINNINGKNOWLEDGE
& UNDERSTANDING

BREADTH IN EDUCATION

DEPTH OF UNDERSTANDING

CRITICAL ANALYSIS

DATAANALYSIS

INDEPENDENT THINKING

DEVELOPING AN INQUIRING
MIND

INFORMED JUDGMENTS

REFLECTION

233

20

Prompt Sheet Responses

Moral Conscience
Four of the seven (56%) respondentsattributed'moral conscience'to liberal education. A
further respondent thought that it was a part of both liberal and general education, thus
70% related moral conscience to liberal education whilst only 14% equated it with
general education and qualified this by stating that it was perhaps to a lesser degree.
Not a single respondentthought that it was an elementof general education only.
Aesthetics
Aesthetics was seen to be a part of liberal education by three (42%) of the participants.
A further respondent indicated that it was part of both liberal and general education (to a
lesser degree), making 56% selectingthe liberaleducationvariable and 14% the general
it
in either category.
Three
to
participants
not
place
chose
education variable.
Ernancipatory
Liberal education was seen as emancipatory by five of the seven participants, with a
further respondent indicatingthat it was an elementof both liberal and general education;
thus 94% related 'emancipatory'with liberal education.
Creativity
Creativity was a complex issue. The point that 'creativity' could actually depend on the
topic of study was raised frequently. Subsequently two of the respondents said that it
further
lesser
if
degree,
to
both
liberal
a
whilst
and general education was part of
responses registeredone each for liberaland generaleducation.

Values
The question of whether educationaims to transmit 'values' showed that liberal
The
(four
this
84%
has
view.
seven)
out
of
registering
such an aim, with
education
holding
lower
42%
the
'values'
to
transmit
was
slightly
with
ability of generaleducation
Of
two
the
'values'were
shown
above,
that
education.
results
a
part
of
general
opinion
liberal
both
(28%)
thought
that
and general
part
of
the
were
values
of
respondents
education
Beliefs
The findings show that liberal education only was seen to fosterbeliefs' by 42% of the
it
A
further
that
thought
14%
respondent
only.
suggestedgeneral education
cohort whilst
five
then
liberal
equated
both
intrinsic
respondents
to
education:
and
general
was
'beliefs' to liberal education over general education. Two respondents did not place
'beliefs' in either of the two categories.
Cultural Inheritance
Uberal education was seen to promote cuitural inheritance by 84% of the participants.
Of this, 14% also saw it as part of general education.
Self Awareness
The findings show that 42% of the respondents thought that self awareness was part
234

of both liberal (but to a lesser degree) and general education. However, a further 28%
then 8-elected liberal education only whereas only 14% selected the
education
-general
only variable.

Social Critique
Three of the seven respondents(42%) related 'Socialcritique' with liberal educabononly
whilst a further 28% thought it was part of both liberal and general education - although
to a greater degree in liberal education. A further 14% selected the general educafion
only variable. Thus social crifique was seen as an essential element of liberal educafion
by five of the participants whilst only three equated it to general education, and less
strongly.
Social Awareness
Does education work towards making the individual socially aware? General educabon
was seen as promoting social awareness to a greater number than liberal educafion:
28% selected general education only, comparedto 14% selecting liberal educationonly.
A further 42% chose both liberal and generaleducationbut with liberal educationholding
it as a stronger issue.
Political Awareness
Political awareness was seen to relate to liberal education only by 42% of the
participants. A further 28% selected both liberal and general education whilst 14%
selected the general education only option. Subsequently, political awareness was
seen to be related to and an essential part of liberal education by five of the seven
respondents, but only three of the seven saw as part of general education.
Economic Awareness
General education was thought to promote economic awareness by 56% of the cohort.
Only 14% thought that it had any part in liberal education.Two respondentschose not
to place it any category.
Team Work
Team work was seen as an essential element of general education by 70% of the
cohort, of which 14% thought that it was also a part of liberal education. None of the
respondents thought that team work was a part of liberal educationonly.
Specialisation
Four (56%) of the participants chose not to relate specialisation to either liberal or
general education.Of the remainder,28% indicated that it was part of general education
whilst 14% were of the belief that specialisationwas a part of liberal education.
Cultivation of the Intellect
Uberal education was seen as promoting the cultivation of the intellect by 84% of the
Noin
it
Of
this
28%
that
thought
general
education.
was
also
promoted
respondents.
one thought that it was promoted in generaleducationonly.
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Intellectual Excellence
When asked if intellectualexcellencewas an aim in liberal or general education 42% did
not respond conclusively, 28% thought that it was a part of both liberal and general
education being a stronger element of general education. A further 14% selected liberal
education only and general education only respectively.Thus a difference of opinion is
registered whereby three respondents equally related intellectual excellence to liberal
and general educationbut evident to a lesserdegreein liberal education.
Pure Knowledge
A division over whether pure knowledgewas intrinsicto libeml and/or general education
exists with 28% each selected in the liberal education only variable and the general
education only variable. However,42% chose not to place it in either of the categories.
Application of Knowledge
Do either liberal or general education require that the knowledge that is leamt also be
be
knowledge
did
to
The
that
education
require
opinion
was
general
general
applied?
liberal
Of
thought
that
belief.
28%
holding
this
84%
this
education
also
applied with
required knowledgeto be applied. Separate Knowledge from Opinion
Was an individual requiredto separateknowledgeform opinion in liberal education?Two
(28%) of the participant held the opinion that liberal education did hold such a
further
A
14%
belief
held
28%
Equally
the
education.
of
general
same
requirement.
thought that both modes of education required that knowledge be separated from
opinion.
Underpinning Knowledge and Understanding
Underpinning knowledge and understandinghas become something of a buzz word in
The
in
liberal
have
Does
it,
however,
or
general
education?
place
any
recent years.
indeed
knowledge
that
a
84%
thought
and
understanding
was
underpinning
majority at
it
Of
28%
that
thought
this
was stronger a part of
also
majority
part of general education.
liberal educationthan generaleducation.
Breadth in Education
Breadth in education was seen as an essentialelement of general education by six of
the seven respondents (84%), 14% also saw it as part of liberal education. By
the
that
two
liberal
it
of
14%
out
showing
only
education
saw as part of
comparison only
liberal
breadth
in
to
education.
education
participants
related
seven
Depth of Understanding
Is depth of understandingseen as a necessityin liberal education? Surprisingly,it would
liberal
both
Only
it
14%
thought
that
and general education
part
of
was
a
not.
appear
A
further
4ZY6
it
chose not
42%
thought
that
only.
of
general
education
a
part
was
whilst
to place depth of understandingin eitherof the categories.

Critical Analysis
Critical analysis was seen as part of both liberal and general education by 56% of the
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cohort. A further 14% and 28% also registered the opinion that it was a part of general
education only and liberal education only respectively.

Data Analysis
Data analysis was not placed in either liberal or general education by 42% of the
respondents. A further 56%, however, did indicate that data analysis was a part of
general educationof which 14% also saw it as being part of liberal education.
Independent Thinking
Liberal education was seen to encourage independent thinking by 56% of the
respondents. Of this, half (28%) also thought it was a part of general education and a
further 14% thought that it was a part of generaleducation only.
Developing an Inquiring Mind
The ability of different modes of educationto develop an inquiring mind brought a mixed
response. Whilst 42% thought that a general education only had such an ability only
28% thought the same was true of liberal education only. However the remaining 28%
thought that it was a part of both liberal and general education but contrary to the
above, to a greater degree in liberal education. Subsequently, four of the seven
respondents strongly believed that developing an inquiring mind was an aim of liberal
education, whereas of the five who related developing an inquiring mind to general
education two were less convinced.
Informed Judgements
General educationwas seen to encourageinformedjudgments by 70% of the cohort. Of
this 42% thought that liberal education also encouraged such traits but to a lesser
degree and a further 14% thought that liberaleducationalone encouragedsuch a quality.
Reflection
Four (56%) of the participants were of the belief that liberal education encouraged
reflection. Of this group, 42% also saw it as a part of general education if to a lesser
degree. However a further 42% saw reflection as something that was encouraged in
general educationonly.
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INTERVIEW QUESTIONSIFORMAT(3) -STAFF

Other than the subjects or units, what else do you think the students learn on a
GNVQ programme?
2

Do you think that the course preparesstudentsfor the real world? How so?

3

Do you think the students are aware of what is happening in the worid? How?

What do you think the students learn about dealing with other people?
5

As well as looking at business subjects,are students aware of what is
considered to be acceptable behaviourin a business setting? Do you'have an
example?

6

And in a social setting?

7

Do you think there is a broad enough rangeof subjects?

8

Does the course focus too much on business?Would you like other asPectsto
be included as well? Such as?

9

Are there any other subjects at all that you feel the students would benefitfrom
their inclusionin the course?

10

Does the course allow students to take the initiative in their work? Can you give
me an example?

11

Does the course allow creativity in any wayl Can you give me an example?

12

Are students given the opportunityto developinforrnationin their own way?
How so?

13

Would you prefer more control to be given to individual students? In what way?
Why?

14

How do the students decide if the informationthey are gatheringis relevant or
not?

15

Do students have to apply the basics of businesstheory to real situations?
Can you give me an example?

16

Do you consider the course intellectuallystimulatingand challengingfor the
students? How so?
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SHEET
Please grade each of the following activities in terms of how often you use
such methods in your GNVQ class time.
4 Fairly Often
5 Regularly
3 Frequently
2 Sometimes
Code: I Never
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1

Individual Work
Group Work
Case Studies
Role Plays
Oral Presentations
Exhibitions / Displays
Project Work
Assignment Work
Acton Planning
Group Discussions, ie: 'brainstorming'
Work Experience Placements
Drawing on Personal Experiences
Formal Lectures
Report Writing
Group Debates
Interdisciplinary Approach
Student Centred Approach
Self-development
Self-management and Organisation
Information Seeking and Analysis
Practical Skills
Developing Moral Attributes
Promoting Interactive and Social Skills
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2
2
2
2
2
2
2
2
2
2
2
2
2
2
2
2
2
2
2
2
2
2
2

3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3

4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4

5
5
5
5
5
5
5
5
5
5
5
5
5
5
5
5
5
5
5
5
5
5
5
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INTERVIEW QUESTIONS/FORMAT(3)-STUDENTS

Can you tell me about something that you like or enjoy about your course?
2

How would you describe a typical good day at school / college?

3

What else have you learnt other than the units or subjects that you have
studied?

4

Do you think that your course has, or will, prepare you for the real world? How?

5

Do you think you are aware of what is happeningin the world? How so?

6

What have you learnt about dealing with other people?

7

As well as looking at business subjects, have you leamt anything about what is
considered as acceptable behaviour in a business setting? Do you have an
example?
And in a social setting?

9

Do you think you study a broad enough range of subjects?

10-

Does the coursefocus too much on business?Would you like other aspects to
be included as well? Such as?
Are there any other subjects at all that you feel you would benefitfrom their
inclusionin the course?

12

Has your course allowed you to take the initiative in your work? How?

13

Does your course allow you to be creative in any way? Can you give me an
example?

14

Are you given the opportunity to develop information in your own way? How?

15

Would you prefer more control over your work? In what way? Why?

16

How do you decide if the inforrnationyou are gatheringis relevantor not?

17

Do you have to apply the basics of business theory to real situabons?ln what
way?

18

Do you find the course intellectuallystimulatingand challenging?How so?

19

What teaching methods have you expedenced?Which of these did you like
best7 Whyl (Was it because of the teacher7)

20

Can you tell me what it is you like about being at school / college and about your
course in particular?
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