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Abstract — This paper discusses the relationship betweeansiy schools and life-
long learning as provided by Further Education (R6Jleges in the UK. It argues that this
relationship is often problematic, both as a regflprevailing market ideology and of his-
torically-grounded discourses about the relativatss of the two sectors. The paper ques-
tions the notion that learners transferring to FE1® are exercising a real ‘choice’; but
also draws attention to evidence that significantnbers of them nevertheless find FE a
more engaging and rewarding experience than school.

Abstract — Questo articolo esamina la relazione tra scudaadaria e lifelong lear-
ning, prevista dagli istituti di Further EducatiqfE) del Regno Unito. Si tratta di un rap-
porto che si configura spesso come problematic,pgr il prevalere dell'ideologia del
mercato, sia per i fondamenti storici inerenti liatsis dei due ambiti. Poiché gli studenti
entrano nel sistema FE a 16 anni, ci si chiedess® &iano esercitando una vera e propria
‘scelta’, ma si richiama anche l'attenzione suligenza che, tuttavia, un numero significa-
tivo di essi la considerano un’esperienza piu colgente e gratificante di quella scolasti-
ca.
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1. Introduction

The relationship between secondary schooling aad.ifelong Learn-
ing sector in the UK is a complex one, as this papk argue. Added to
these complexities is the current question of hosvskould refer to the
post-compulsory, vocational sector, the term ‘lafed Learning’ having
become inextricably associated with the educatiwh taaining policies of
the Labour government between 1997 and 2010, l@gela result of the
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establishment, in 2005, of the organisation knowhitelong Learning UK
(LLUK). This was a sector skills council whose ral@as to regulate the
professional development of teachers and trainetfie post-compulsory
sector. The dissolution of this council by the présgovernment, and the
resulting uncertainty over the future of teachaming for the sector, fur-
ther emphasised by the publication of the LingfiReview (2012), have
contributed to a discourse in which the phraseltifig learning’ is now
seen as politicised, representing discarded peliared subsequent failings
within the sector. As a result, an earlier, apgdititerminology, including
Further Education (FE); Further Education and Tingr(FET); and Voca-
tional Education and Training (VET) is coming banto use. Colleges of
Further Education are currently the main provid#rgocational education
and represent the interface between compulsoryosiagoand lifelong
learning. It is therefore on that aspect of theaethat this paper will focus
its argument.

Learners’ progression from school to FE carriehwita weight of his-
torical implications, both social and political. g higidly hierarchical struc-
tures and prejudices of the nineteenth century lbasea long shadow over
the UK education and training system. This is silparent in the assump-
tions about status, value and class which attatdarmers who take the vo-
cational rather than the ‘academic’ route postM6reover, the introduc-
tion by the Thatcher administration in the 1990 afuasi-market in edu-
cational provision further complicated the relasbip between post-16
provision in schools on the one hand and FE callegethe other, under-
mining the concept of learners’ ‘choice’ aboutgmession (Ball, Maguire
and Macrae, 2000). The current relationship betwsstiools and lifelong
learning in the form of FE, therefore, is dominagdssues of competition
and status. This paper will focus on the consegentthis, in terms of its
impact on learners and teachers in the sector.

2. Competition: the impact of market ideology

The introduction in the UK of he Further and Higher Education Act
1992 radically changed the funding, governanceapetations of FE Col-
leges, removing them from Local Authority controldatransforming them
into corporate bodies, responsible for managingr tbein budgets and
funded on a performance-related basis. This tramsftion in operation
and status became known la€orporation and had far-reaching conse-
guences for the sector’s relationship with schddthools themselves were
now allowed, under the same Act, to introduce etgmef vocational edu-
cation into their post-16 curriculum. With its pisn no longer under the
strategic control of local government, and its fimgdno longer guaranteed,
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the FE sector found itself in a position where egdls were obliged to
compete for students not only with one another dsi® with schools in
their local area. The policy of introducing marketces into educational
provision was driven by an ideological claim thatmpetition would lead
to higher standards of provision and the closurepobrly performing
schools and colleges. What it did not highlight evélre repercussions such
a market would have on students’ freedom of chower their route for
progression at the age of 16.

3. Competition and notions of ‘Choice’

The options for school-leavers aged 16 in the UKelsewhere in Eu-
rope, are limited. Most must remain in some soreddication or training
for a further two years. The notion of ‘choice’l®&, however, has become
a problematical one, since it is usually the decisof the schools, rather
than of the students themselves, as to who wilalbmved to stay on for
further study and who will be refused that optilmevitably, such decisions
are based on students’ attainment and ability,esthe success of schools’
performance is measured by these criteria. It iscimols’ interest, there-
fore, to retain their most able students up toattpe of 18, and to encourage
lower achievers to leave at the age of 16 and woattheir education or
training in the lifelong learning sector. Thus #és a strong argument that
the imperatives of market competition in education training compro-
mise the impartiality of the progression advice athschools are required
to provide in the form of information, advice andidance (IAG), to stu-
dents considering their progression options towandsend of their com-
pulsory schooling (Fuller and Macfadyen, 2012).

For most of those who are not advised or seledestay on at school,
the main progression route is into colleges of His means that learners
may find themselves on a vocational programme withio any real sense
having made the choice to be there (Fuller and Maafn, 2012). Such a
route and its trajectory may not coincide with wtiegy consider to be their
needs or aspirations (Ball, Maguire and Macrae02U0allace, 2002); and
this in turn can lead to lack of motivation and aggment on their part,
since they feel no personal investment in the toedheir education has
taken (Wallace, 2010). Recent research in FE osdlesuiggests that such
disengagement is often the underlying factor in-oempliant or disruptive
behaviour (for example, Spenceley, 2007; Wallad,22 among 16-19
year olds in FE; and particularly among those amelolevel courses. One
consequence of this is the perpetuation of theodise that presents 16-19
provision in FE colleges as second-best, and saixihl forms as the pres-
tigious route of choice. Demotivated 16 year-olds @irected into FE be-
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cause of the way that sector is perceived; and thsulting disengagement
or non-compliant behaviour then serves to reinfdioe sector's image
(Baird et al, 2012). This can be described aswual damnation model
(Wallace, 2007), perpetuating a discourse whichitgasrigins in British
social history.

4. The historical legacy

In the eighteenth and nineteenth centuries eduwtiprovision in the
UK was closely linked in the national perceptionntmtions about social
class. For the ruling classes ‘education’ had ingtho do with preparation
for work but was solely concerned with acquirindfute. A curriculum de-
signed to equip the learner to earn a living wassitered inappropriate for
the offspring of the higher social classes; andridertake any form of edu-
cation that could be described as ‘useful’ in tieispect would be to com-
promise their social standing. The elite grammdosets took their name
from the teaching of Greek and Latin grammar. Suibjsuch as science
were still being largely excluded from their cuulem even as late as the
second half of the nineteenth century, as the Regioithe Clarendon
Commission (1864) pointed out at the time. The Repent on to argue,
however, that the maintenance of classical GreekiLain as the core ele-
ment of an English educatiofat outweighs the error of having clung to
these studies too exclusivefguoted in Maclure 1986, p. 89). Four years
later, the Report of the Taunton Commission (1888)out a hierarchical
ranking of educational needs according to soced<! It presents a taxon-
omy in which there are three grades of parents désire their children to
be educated. The first are those who want theildi@n to continue in
school up to and beyond the age of eighteen walraculum of Latin and
Greek. These parent$tave nothing to look to but education to keeprthei
sons on a high social scale. And they would nadbwshave what might be
more readily converted into money if in any degtéends to let their chil-
dren sink in the social scal¢Report of the Taunton Commission, quoted
in Maclure, 1986, p. 93).

Here we see questions of value, status and sdaiadisag attaching to a
liberal, as opposed to an instrumental curricul@arents described by the
report as ‘second grade’ would keep their childiereducation until the
age of sixteen and wish them to study Latin, baba range of subjects
useful for the world of business. This would in@uchathematics, natural
science and perhaps a foreign language; little Weattoday would term
‘vocational’. Below them on the social scale wetleirtl grade’ parents,
who would keep their children in education to tige af fourteen to study a
curriculum of reading, writing and arithmetic — kekills for employment
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in those days as they are still today (Maclure,6)98elow these three
grades, and uncategorized by the Report, were Hjerity of the popula-
tion; the poor and the underclass whose childrenladvbe unlikely to re-
ceive much if any formal education beyond an eldargnlevel. These
‘grades’ bring to mind Plato’s allegory of the tarmetals, where citizens
are rigidly categorized according to their statod eole. And they demon-
strate clearly two key components of a discoursaualeducation, status
and value still prevalent today in the UK. Firsttiiere is the notion that
curriculum subjects increase in status the furtBeroved they are from as-
sociation with vocational training arsefulnessand secondly, there is the
idea that prestige attaches to a lengthy educatisnhool, and that conclu-
sions about social status may be drawn from the@géich an individual
continues their schooling. Thus the status of tmlajudents who leave
school at 16 for an instrumental and competenceebasrriculum in the
lifelong learning sector, is still largely prediedton a set of unexamined
nineteenth century notions about worth and sotaaddng.

Such taxonomies persisted well into the twentiethtary, informing,
for example, the Education Act of 1944 which introdd selection at the
age of 11 for one of three types of secondary doifgpe grammar, modern
or technical schools -according to what were judigelle pupils’ needs and
aptitudes. Grammar schools with their academiciauum provided for
those children who performed best in the seledigsh The curriculum of
the technical schools, on the other hand, emplhsesdnical or science-
based subjects; and the secondary modern schdetedpractical subjects
such as woodwork or sewing, alongside reading,invgrignd arithmetic.
Schooling for those pupils ended at the age dddift There are clear paral-
lels here with the three categories of provisiosctdéed in the Taunton
Report almost a century earlier; and although dawere made that the
three types of schooling would be of equal statius,11-plus’ examina-
tion, as it came to be known, was recognised asdioator of success or
failure. The reward for success was a place at gy@nschool and the pos-
sibility of university and entry to the professionghile ‘failure’ led to a
secondary modern education which was viewed priynag a preparation
for the world of labour. While this system did eleabome degree of social
mobility, it was nevertheless underpinned by themme nineteenth century
discourses about work, class and culture.

The same can be said for the youth training schemnésh were intro-
duced into the lifelong learning sector in the fdggart of the twentieth cen-
tury (DES 1981), referred to by critics asaining without jobs’(Finn,
1987), and presented as an initiative to provideoskt leavers with the
skills that employers were looking for in their doyees. Implicit in this
discourse was the idea that youth unemploymentoaased by a lack of
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skills amongst school leavers (rather than byef@mple, a wider econom-
ic and political set of circumstances) Thsficit modelof young people in

the sector served to further compound the noti@at BE provision was

aimed at low achievers with low aspirations.

5. Teachers’ perspective

We have seen how historical and political discasirgleout education,
class and status, together with the undermininghbyket forces of student
choice at 16, afford us some insight into the ulytley causes of some stu-
dents’ disengagement or disruptive behaviour inlifieéong learning sec-
tor's colleges of FE. The explanations put forwhydsuccessive govern-
ments, (for example, DFES, 2006) tend to be bassttad on a deficit
model of the students or of the teachers (Clow1200@allace, 2002; Jeph-
cote and Salisbury, 2009) only capable of beinglves! through interven-
tions such as teacher training (Woodcock & Via2810). However, re-
search suggests that teachers themselves offdnearsst of explanations,
based on their professional experience and theardations with their stu-
dents (for example, Spenceley, 2007; Wallace, 20&&)lanations which
include factors such as social deprivation; therelego which parents are
generally supportive of college rules or of teashattempts to inculcate
good manners and safe practices; and the degrebith teachers them-
selves appear cheerful and well-motivated, and tavagher sense of
teacher self-efficacy (Woodcock, 2011). Teacherso ateport finding
pragmatic solutions to students’ lack of motivatighich have been found
to engage students at least in the short term.€elTimetude not setting stu-
dents a task unless: they have the ability to dihély can see some point in
doing it; they can take some pride in doing it;rdpit fits their image of
who they are (Wallace, 2012).

While it has been argued that this pragmatic ampraaay serve the
immediate needs of both teachers and students effexively than the ex-
ternal imposition of standards for teacher trainjBgaun, 2012), it can do
little in the long term to address the underlyirmgiges of student disaffec-
tion outlined in this paper.

6. The experience of learners

Despite all that has been said, however, thereviderce that some
young students report finding in FE a more prodwectaand mutually re-
spectful teacher-learner relationship than theyearpced at school, and
one which provides them with the confidence theyehiacked to engage
with learning (Fuller and Macfayden, 2012). Pe2@1@2) suggests further
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that specific groups such as young Black males, wlaon to have felt

themselves disadvantaged or alienated by theirrexme of compulsory

schooling, report finding the culture of FE a moeéaxed and inclusive

learning environment and become motivated to engadeachieve success
in their studies as a consequence. Of courserdfses the question of the
extent to which the decision to leave school for s an active choice
made by these students, and whether there is alaton between such
genuine exercise of choice and subsequent engagam$achievement.

7. Conclusion

This paper has attempted to disentangle some afdimplexities of the
school-lifelong learning sector relationship in tH&, arguing that it is a
relationship full of contradictions. On the one fathere are deeply en-
trenched notions about the low status of FE asogrpssion route from
school; on the other there are the claims of pal@akers, based on a dis-
course of deficit, that the current consequencesuoh notions can be re-
solved by surface measures designed to ‘improwEhers’ ability to raise
student motivation and performance. Moreover, énse that teachers may
have more faith in their own pragmatic strategyldog to motivate and
support students than in the imposition of suchonat teaching ‘stand-
ards’. We see contradictions apparent, too, indiseourse about students
making a ‘choice’ at 16, when in fact the powechmose, in a competitive
quasi-market, lies mainly with the schools.

However, in the claims of some individual studesmsl student groups
that their experience of FE is a more positive pratiuctive one than their
experience of compulsory schooling, we have whamight term a posi-
tive contradiction, and one which may repay furtimestigation and re-
search. Meanwhile, the current uncertainty overrtaming of the sector,
combined with the possibility that the impositio wational teaching
‘standards’ will no longer be presented as a eemtlfor all its ills, may
present opportunities to challenge the discour$dsvo status and failure
which still haunt lifelong learning in the UK.
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