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‘Enabling’ participatory govern ance in education: a corpus-based
critical policy analysis

Jane Mulderrig
INTRODUCTION

The idea of the ‘enabling state’ has emerged in recent decades as a way of
theoretically conceptualising and politicaiypacting advanced libergovernance. At

its heart lies the assumption that the uiyn goal of the state is international
competitiveness and that this is besti@obd through economic liberalism and labour
market activation. The result is a growiamphasis on ‘productiveocial policy’ in

which the enabling state provides ‘workfdréicentives and structural opportunities
for the active citizen to work. Framed the rhetoric of reciprocity, of ‘rights and
responsibilities’ (@dens, 1998), this brings about a newentractual relation
between citizen and state. In an era whies state is no longer perceived to be
capable of offering economic guaranteesl asocial protectionsthe weight of
responsibility shifts to t individual. In 1990 theOECD proposed the ‘Active
Society’ as the future for social polioyy which the primary goal of governments is
no longer guaranteeing full employment butiligating full employability. The main
policy instruments to achieve this ardueation and traininglongside (limited and
contingent) income support, whereby thtate ‘foster[s] econoim opportunity and
activity for everyone in order to combpoverty, dependency and social exclusion’
(OECD, 1990:8). In terms of theocial relations of governancdhis entails new
forms of ‘active, participatory’ citizenghicoupled with a moréevolved, ‘enabling’
model of political leadership. In other wardadvanced capitalist societies have, it is
claimed, undergone a fundamental regunfation of the distribution cocial powey
rolesandrelationsin the state. This chapter usesical discourse analysis to explore
the extent to which this was historicallyought about in the UK through education
policy discourse.

Alongside these postulated changes i rblations of governance, there has
been an increasing emphasis in adeah capitalist economies on educational
investmentas economic investment. This is particularly explicit in the ambitions set
out in the Lisbon Agenda (2000) for tHeuropean Union to become ‘the most
dynamic, competitive, knowledge-based ecuowoin the world, with sustainable
growth, more and better jobs and greateciadocohesion’. At the heart of this
competitive economy is a new commodity: knowledge. With a post-industrial shift in
primacy from physical to intellectual labour growth is now seen to depend
increasingly on the production and applicatiof knowledge (Bell, 1973; Castells,
1998). It follows that in a knowledge @womy individual success for the ‘active
citizen’ (and protection from social andoaomic exclusion) lies in the ability to
acquire and market this commodity better than one’s competitors. In effect,
investment in learning imow seen as a key poliic mechanism for achieving
economic growth and social cohesion. Thias inevitable consequences for the
perceived value, function and contentsahooling, fundameniig challenging the
educational status quo andngeating structural and idiegical pressures to align
education more closely with economic policyatg Here again this process relies on
reshaping the roles and retais of education so as foster the lifelong learning
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citizen, whose responsibility is to sgteard her future ‘employability’ through the
accumulation of skills (Brine, 2006). The eastudy outlined therefore focuses on the
historic negotiation of theoles and relations of goveance in UK education policy
discourse during the tiea 20th and early 21centuries. In particular the analysis
examines how their historic reconfiguoat helped shape a new policy hegemony in
which an apparent consensus on, and tagsgimacy for, policy goals is construed
through an inclusive governmial identity. At the same time an ‘enabling’ and
distinctly managerial model of governancegressively reconfigures the balance of
power in education towards a more devdlvemanagerial modeA computer-aided
approach to Critical Discourse Analysisd€) is used to highlight the systematic
grammatical forms through which these tramngfations are historically enacted and
naturalised in policy discourse.

The remainder of the chapter is organised as follows. | begin by discussing
CDA as a distinctive approach to interpretargalysis and its poté&al contribution to
critical social research. A kecharacteristic of CDA is #t it explicitly acknowledges
the (normative) position of thresearcher and the interpretive process in the research.
In other words CDA has an explicitly emancipatory agenda in which critical
interpretationof empirical objects is seen asmechanism both for explaining social
phenomena and for changing them. This explicitly interventionist stance sets CDA
apart from some other approaches to social science, while it is nevertheless committed
to the same levels of scientific rigour. Instichapter | therefore gwe that rather than
a discrete stage in the research process, interpretation is integral to the multi-layered,
iterative methodology that typifies CDAnN essence this approach involves a
continual movement between, and criticaflection upon, the different stages and
levels of the research (formulation of thesearch object or ‘problem’; selection of
appropriate data; identificatiaf relevant conceptual and procedural tools with which
to analyse them; assessment of the significance and normative implications of the
findings).

CDA is inherently interdisciplinary, conmyg a theory of discourse and a range
of (always variable) text anglcal methods with social d@npolitical theories relevant
to the object of inquiry in aler to contextualise and impeet its findings. Thus the
social context of the data under investigatis always cruciato the interpretive
process. In the next section | therefgreesent a more detailed account of the
historical context of thizase study, framed in a political economic theorisation of
specific transformations in the Britistelfare state (Jessop, 2002; Hay, 1996; 1999).
This account of the politicaconomic context of the casedy is itself aheoretically
informed interpretation of the social practices foeducational governance) under
investigation. Moreover, thitheoretical account was used the lens through which
the research questions were refined, tha @ textual analysis identified and the
significance of the findingsterpreted Thus at every stage of the research process
the object of inquiry was shaped througbgasses of theoretical and methodological
interpretation Reflecting this integration | do not treat it here as a separate element of
the research, but rather point to its relevahceughoutthe research process.

Following a more general account of thistorical context of this study |
briefly discuss the rationale for focusing on, and questions formulated in order to do
so, the changing roles and relations n&oliberal governance as constructed in
education policy discourse. | begin witldascription of the combined corpus-based
methodology developed for this particulatudy, outlining the procedures this
involved. | then present the findings frothe research, drawing on the political
economic context of the data in order itderpret their potdral significance. |
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conclude with a brief reflection on the insights afforded by the interpretive analytical
process of CDA into the reality of salled ‘enabling’, participatory forms of
educational governance and the salient radgqd by discourse in their enactment. In
particular | suggest that as advanddeskral democracy moves towards greater
emphasis on ‘reflexive, participatorygovernance and ‘#ge, responsible’
citizenship, critical language awarenessvital for the defence of democratic
freedoms and the promotion of aftative visions for education.

CRITICAL DISCOURSE ANALYSIS AS INTERPRETIVE METHOD IN
EDUCATIONAL RESEARCH

CDA is an approach to social scientific rassh that brings a detailed account of the
role of language (and otherrfos of semiosis) in social life. In particular it offers a
dialectical theory of discose that recognises its salty constitutive potential
without reducing social practices (andeith analysis) to ‘rare signification’.
Combining detailed textual analysis witheoretically informed accounts of the
phenomena under investigation, CDA idensfithe processes by which particular
ways of using language (re)produce social fozas and help privilege certain ways of
doing, thinking and being over others. Themach has its origins in Linguistics,
although unlike some branchestbg discipline, it is noa discrete discipline with a
relatively fixed set of methods. Instead ig best seen asa problem-oriented
interdisciplinary research movement thatlides a variety of approaches, theoretical
models and research agendas (for recent overviews see Fairclough et al., 2011; in
education Rogers et al., 2008Yhat unites them is, broadlg, shared interest in the
semiotic dimensions of power, injusticéuae, and social change. The way | engage
with CDA is mainly influenced by Fairclough'discourse-dialectitacritical realist
approach (2003; 2006; Fairclough et al., 2002) srades with it a research interest in
investigating the impact of broad processa social and political change (here
characterised in relation to advancedetddism). Other approaches to CDA have
developed in different theoretical andtimedological directions depending on the foci
of research. The variability in theory amethod in fact stems from some important
theoretical principles andntological assumptions ungénning CDA. | begin by
outlining these, as well as the analytical concepts this gives rise to, and discuss the
interpretive and methodological implicatiofts educational and other areas of social
scientific research.

The dialectics of discourse

A key theoretical startingoint for CDA is the dynamic and mutually constitutive
relationship between discourse and other digoursive elements that comprises any
object of social research. It is this dielical approach which leads CDA to engage
explicitly with social scientific theorysince it seeks to correlate its close textual
analyses with a view of social pramias something which people actively produce
on the basis of shared norms of behavithat are partly constituted in language.
Further, it seeks to interpret these practices in relation to the formation and
transformation of social structures, thomaking one of its resech objectives the
investigation of social change. In sho@tDA seeks to explore the ‘ways in which
discourse ‘(re)constructs’ social life iprocesses of social change’ (Fairclough,
2005:76). A useful way to conceptualise tetationship between the discursive and
non-discursive is Harvey’s (1996) framewan which he posits six ‘moments’ of
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social processes. An ontological distinctioetween different elements of the social
world, the term ‘moment’ is deliberatelghosen to reflect their transient and
contingent nature. Briefly, these momentre 1) beliefs/values/desires (our
epistemology, ontology and serdeself), 2) insitutions (ways of formally organising
political and social relations on a moreless durable basis; for example education,
religion, politics, the military etc.), 3aterial practices (the physical and built
environment), 4) social relatns, 5) power (internalisingladther moments since it is
a function of them), and 6) discoufseEach of these moments has distinct properties
therefore researching them gives risadistinctive academic disciplines. One thing
that marks out CDA from other research itiads in Linguistics is its commitment to
dialogue with other disciplindsin order tounderstand theelationship between
discourse and these othemginsions of social life.

Discourse is a cross-cutting dimensionso far as it internalises atither
moments including values, beliefs, desires, and institutionalised ways of doing and
being. The discourse momentas its most potent as raechanism of sociocultural
reproduction when it is the most invisibledanaturalised. Criticallgnalysing (here,
policy) discourse therefore means highlighting the inconsistencies, assumptions,
vested interests, values and beliefs thatasn the relations gbower it internalises.
CDA offers the analytical apparatus to do this, illuminating how different
(representations and enactmerfismoments of the social@textured into discourse.
This ‘porous’, hybridising quality of discourse (in CDA terms its ‘interdiscursivity’)
is the conduit that allows the slippagevafues, norms, practices and power relations
between different domains of social praet(for example from business management
to education).

Key concepts in CDA

In the previous section we observed how tliscourse moment internalises all other
moments; hence the ideological and matesignificance of language and why we
should analyse it. Equally, because of its sbc@dnstitutive and constituted nature it
is possible and necessary ittentify different levels of analytical abstraction. The
analytical categories developed in Cbemind us that texts do not exist in a social
vacuum but instead form part of a pess through which discmse structures and
enables social life. The concept sdcial practiceswill be familiar to many social
scientists. It refers to the more or less stable, durabieentionalisedorms of social
activity that help (re)produce our institatis and organisations. In Fairclough’s terms
(2003), they mediate the possil{social structures) and thetual (social events). For
example the field of school education coispes a range of diffent practices like
classroom teaching, assessment, professional training, financial management, policy-
making, curriculum and materials design, aondon. Each has a discursive dimension
and is partly characterideby its distinctive set ofliscourse practices Taken
together these form therder of discourseof that social fied or institution. These
discourse practices essentially provitdee conventionalisedbut mutable and
contestable) resources for doing, thinkiagd being in a manner appropriate to
participation in a paicular institution or organisain. For this reason socialisation
and explicit training in a particular saetipractice (e.g. teaamy) involves learning
particular ways of using language. Discgirpractices can therefore be analysed
along three main dimensiongenres (ways of acting and interactingljscourses
(ways of talking and thinkig about the world from a p&ular perspective), and
styles (ways of being or self-identifying)Different orders of discourse are
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characterised by their distinctive configtioa of genres, discourses and styles. Given
that these are never entirely fixednderstanding change over time is about
understanding changes in tht®nfiguration. More cometely discourse practices
(made up of genres, discourses andesjyare instantiated in particulaxts (spoken

or written language or other forms of semiosis).

A given text may be simultaneously aysdd in terms of genres, discourses
and styles. For example a primary schossten may exhibit a brdey ‘child-centred’
educational philosophy through 1) a lessandtire that begins by presenting pupils
with a problem to solve and provides the interactional space for them to do this (e.g.
through group work) denre), 2) explicitly represemtig the lesson as a discovery
process in which the pupils will be ‘in the driving sedis€ourse, 3) a less didactic,
more informal style of teachingstyle)®. This kind of analysis highlights the
distinctive mix of genres, discourseand styles in a given text, or its
interdiscursivity . This important analytical concepliows us to capture the ‘porous’
nature of discourse through which it incorpias diverse elements of its wider social
context and therefore to investigate the rolediscursive change in driving social
change (Fairclough, 2003; 2005). For exangpleidely documented feature of recent
change in the UK education system ha&erb the increasing influence of market-
oriented managerial practices and ‘eslu This phenomenon can be investigated
through the lens of discourse by examinthg interdiscursivdinks between these
two fields and asking to what extent mgeaalism is enacted through new genres
(appraisal, audit, league tables), artitedathrough particuladiscourses (leadership,
excellence, accountability), and inculcatedotigh particular stylegmanifest in the
adjectives teachers feel ol#ig)to use about themselwgben completing their annual
professional development review). We caqually examine the interdiscursive mix
within a single text, exploring its hybrichix of other genres, discourses and styles.
Interdiscursivity is an inherent featureadf discourse; in Bakhtia (1981) terms texts
are always ‘dialogical’ coaining traces of other texts. For this very reason the
discursive ‘import’ of (corpeting) values, ideologiesnd beliefs from other social
fields may be readily accomplished, routinized, and ultimately come to be accepted as
common sense. Interdiscursive analysis allows us to render explicit these textual
processes of ‘normalisation’ and to trace sbeiocultural trajectories of the ideas and
values contained in discourse praees. Our reasons for doing this may be
explanatory (in order to explaisocial change or the persistence of certain practices)
or normative (in order to question thethjeal) acceptability of the practices
examined). In this sense CDA can contribute a focus on discourse to normative or
explanatory critical stal science (see Falough and Fairclough, 2012).

Interpretive Methodology

CDA typically begins by lookig at the social world in der to identify a particular
topic or problem to investigate — we might call thetage 1 (e.g. gendered patterns
of participation in the primarclassroom; the dominance mfarket competition in the
organisation of state education; the rolesotial class in educational attainment; the
construction of cultural diversity in teadlgi materials; the increasing salience of
‘entrepreneurialism’ in teachers’giessional identities etc.). Nexstage 2) it draws

on dialogue with other disciplines anitheories that address the issue under
investigation, incorporating éir theories and methods appropriate in order to a)
theoretically constructhe object of research (Bouedi and Wacquant, 1992) and b)
develop a model for analysing it. Theethodology, and the particular forms of
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detailed textual analysis, will vary from one research project to another depending on
the object(s) of research. For example analysis of political discourse in general will
logically (though not exclusely) entail a particularemphasis on argumentation
(Fairclough and Fairclough, 2012)hus having selected an object of research the
methodological procedure then involvesentifying further discourse analytical
concepts (like argumentation, transitivitgpdality, metaphor etc.) likely to support a
critical exploration ofthe research object(s). In kesgp with the dialectical-relational
ontology underpinning CDA its methodologyreflexive and abductive, continually
moving back and forth between theomnethod and data in order to achieve
‘explanatory adequacy’ in the researchgass. In this way the findings from the
empirical analysis of text are set in digle with and interpreted in relation to (a
theoretically informed understding of) their social contéx Part of this process
involves making practical decisions aboug tvalidity and viabiliy of the research
design, as in the case study discussed below.

CASE STUDY: TOWARDS NEOLIBERAL ISM IN UK EDUCATION POLICY

The following case study illustrates one way of working with the interpretive
approach associated with CDA. The findirsggected for discussion here focus on the
New Labour government (1997-2005) buerst from a larger study exploring
historical change in the regsentation and legitimation ttie social relations of UK
educational governance (Mulderrig, 2009). Tdwerall project used a corpus-based
critical discourse approach to analyski@tion policy texts dating from the Heath
government of 1972 to that of Blair in 200Bgeoretically contextualising the data
with the aid of a neo-Marxist state theatatiaccount of the eevolution of the UK
state and its regime of economic growlilring this period (Hay, 1996; 1999; Jessop,
1999; 2002) and educational sociology to poaitthe findings withn this specific
area of social policy (Dale, 198%pmlinson, 2001; Trowler, 2003).

The Position of the Researcher

The motivation for this project (and the identification of the research problem)
stemmed from quite personal judgment®wat the changing face (and language) of
UK politics shaped by my own past experiences. Having spent several years abroad, |
returned to Britainin 1998 to find Tony Blair athe head of the government and
seemingly omnipresent in the media. | was struck by his charismatic style, which
seemed to me so polished it actually drattention to the rhetorical manipulation
involved in political rule. When | later canb@ embark on a PhD my aim was to try to
place the ‘Blair phenomenon’ in its wider fiimal context by exploring the escalating
use of promotional techniques used ttye New Labour government in ‘selling’
politics and policy. Returning to a long-heidterest in education, my particular
concern lay with the political discourse eflucation. | initially approached this
problem, following Fairclough (1992a), thugh the concept of ‘marketization’,
whereby the practices and content of eadion (or any other extra-economic social
practice) are progressively reshaped acogrdd (or colonised by) the practices and
principles of the market antk institutions. The goal of mgesearch would be to try

to explain, through the lens of languadmw this had come about. Thus having
identified the social problem qtage 1) | attempted to construct a theoretical
framework with which to explore this gst®n. In the course of doing this my
research question became more defined arthmdoncept of governance. In order to
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explain why marketization happens at athe must first have an understanding of the
significant role of the econommg shaping the social world. | thus arrived at a political
economic understanding of the social pheanan | wished to investigate, which took
shape as the interdisciplinary framework flois case study. In turn, this shaped my
understanding of the discourse practice | w@ho investigate, and the historical
conditions of its development. Moreover, thigtical inquiry intothe wider context of
political discourse, its conditions, causasd consequences refocused my line of
inquiry into matters of poer and legitimacy in the art of governing, and the
negotiation of change over time. As Ro$899) observes, a crucialement in this is
the discursive enactment of governmendkgntity. Thus, through social theoretical
inquiry, | returned full circle to the questiof self-presentation ipolitical discourse.
This time, however, my exploration ofetliliscourse was shaped by an understanding
of the historical conditions of its @duction. A study of histical change in
government self-presentational style conldw be understood in its socio-political
context as an investigation of changesthe practice of govaing. This logically
suggested the textual analysis of policy digse, which is a historically constant
mechanism of educational governance throwghch educational leadership at a
national level is enactechd legitimated. Thus my owimterpretationinformed the
research at every stage: from initialrgeptions about the political landscape,
selection of the object of research, its tte¢ical construction and refinement, to the
selection of data and methods, and the afspolitical economicheory in order to
historically contextualise and interprehe significance of the findings. This
(theoretically informed) understanding of thistorical context loutline in the next
section.

The Political Economic Context

The historical context of the data examined in this study was a turbulent period of
political and economic change as Britailike other liberal Western economies,
instituted a range of state-restructurisgrategies that enabled the progressive
dominance of neoliberal, market-valorisingngiples in the exercise of state power.
Key symptoms of this were progressipevatisation and marketisation of public
services alongside labour market flexibilisation and welfare retrenchment. In
education this entailed a reconfiguoat in the balance and loci of power,
progressively removing it from the middle tier (LEAsnd increasing it at the top
(nationally imposed curricular and assment regimes; government audits of
individual and instittional performance) and at the bottom (creating a differentiated
market among quasi-autonomous state schodhese interventions in the social
practices of education nessarily ran alongside discuwsi change. As Dale (1989)
has it, this period saw a afge in the ‘vocabularies of motives’ - the discourses that
articulate the goals and values of edima- redefining the rtare and purposes of
educationl. Thus the restructuring of UK stateuedtion was in part enacted through a
change in the orders of discourse of education. New genres emerged like°Ofsted
reports, league tables, performance eesd; new discourses of accountability,
competitiveness and targets; and new entrepreneurial and competitive styles of
participating in education for teachers, psiand parents alike (see Mulderrig, 2003).
This discursive restructuring was in part instituted and legitimated through policy
discourse, a discursive baneter of the changing goa#nd values of educational
governance. Thus, reflecting a progressialignment between education and
economic policy goals, from the early 19988 insistent call to competitiveness
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became one of the key drivers underpinningcation policy in the race to create a
globally successful ‘knowledgeconomy’ (Mulderrig, 2008).

The focus of the proceeding discussion is the New Labour government, under
which it is argued the neoliberal trajegtoin education policygained particular
momentum. As observed at the outset of ghepter, at the heart of this is the
assumption that education can and shdwdda key vehicle foproductive social
policy, linking economic competitiveneswith an entreprengial and lifelong
learning model of active citizenship. Thisregremise is reflected in the following
extract: ‘the wealth of nations anduccess of individuals depend upon the
imagination, creativity, skills and talents of all our people’ (Department for Education
and Skills, 2003: 2)it assigns each citizen responstiiinot just for her own but for
the nation’s prosperity. By linking togethigr equal grammatical weighting national
economic goals with individual well-being,dtaws a relation aéquivalence between
the two. It also illustrate the centripetal movemermtf power in contemporary
governance, towards an ‘enabling’ modelwhich the individual assumes greater
levels of responsibility for their own Ware and economic psperity, while the
government assumes a more manageaiadl devolved form of power. | have
elsewhere argued (Mulderrig, 2011b) that timisdel of governance can be linked to
the general idea of ‘soft power’ in whigdolitical power becomes much less about
coercion and much more about providimgentivesand structurabpportunitiesfor
others to act (Courpasson, 2000; Nye, 2004)s is a hegemonic form of power,
attempting to secure conseftr decisions rather than enforcing them. Drawing
evidence from a corpus of New Labour pglidiscourse | argue that such political
‘powers of attraction’ restdavily on a highly distinctive set of discursive strategies.
Moreover | suggest that by emphasizing tlportance of indivdual participation
this form of power alsoillites responsibility for govement decisions, shielding it
from criticism. Any renegotiation of pav entails new roles, relations and
responsibilities for the acterinvolved (both individual red institutional). In the
analytical terms outlined abovthe power shift suggested by ‘enabling’ model of
governance means new discursive waybeshg (styles), doing/relating (genres) and
thinking (discourses). The primary focus tbe analysis is therefore on the way in
which the government represents its own acts of governing, the institutional identity
this entails and the (power) relations this constructs.

Questions, Data, Methods and Dilemmas

As explained above the object of reseanttthis study was progressively defined
through dialogue with political economic theohy general terms this was a historical
investigation of tk (re)negotiation (through policgiscourse) of power relations
between state and citizen afed by the emergence of a broadly neoliberal model of
educational governance in the UK (alongsideeotadvanced liberaconomies: Peck,
2001; Thrift, 1997). An explanatory critigseeks to describe and understand both the
significance and success of these postulatethges in their dcursive dimension.
Thus having identified and theoretically pmsed the object(s) of research it is
necessary to formulate a set of linguisguestions througtwhich to guide the
analysis. Here again there anethodological and practical dilemmasposed for the
researcher: What kind of and how muchadaill be appropriate? How do you decide
which aspects of it to explore? What limgfic analytical tools will be appropriate?
How do you know that your chosen focus foxttel analysis ist’biased? Some of
these issues can be addreésteough careful methodologic@ecisions relating to the
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handling of the data (e.g. triangulation), while others call for a reflexive
acknowledgement of the researcher’s interpretive rolethis study the principal
guestion about power and idiy in educational governae was formulated in terms
of the following linguistic questions:

1. Who are the prominent actors in education policy

2. How and to what extent do grammatical patterns construct for these actors

distinctive roles, relationsnd differing degrees of agency?

3. Do these patterns change over time?
In this study the decision was made to use a smgicdlly grounded model of textual
analysis, ‘systemidunctional grammar® (Halliday, 1994) to examine patterns of
reference (construing actors and actionsg¢nag (control over actions), and modality
(commitment to propositiofns The study also used WalLeeuwen’s sociosemantic
model for analysing social action (1995).drder to trace historical change a large
body of data was required. Thus all education policy docuffdsssied during the
relevant time period (1972-2005) were caiéet in a digital corpus of around 0.5
million words. The decision to analyse every document in this historically constant
genre had the advantage of représeveness but generated yet further
methodological dilemmas how to handle such a larglataset? The decision was
made to incorporate these textual anedjt methods with corpus linguistics, a
computer-based method for analysing large bodies of textuaf.déancorporation
in CDA has been a relatively recent developifer®ne advantage this combined
approach brings is a relatively systematitd readily replicable approach to CDA.
There is also a heuristic value to thigntined approach in gicting the analyst’s
gaze in unexpected and often fruitfulretitions. Combining this essentially
guantitative approach with the qualitative methods typically associated with CDA
also, however, throws up furtherggtical and theoretical problems.

Corpuslinguisticsinvolves using ‘concordancing’ stware (here ‘Wordsmith’

by Scott, 1997) designed to perform a ranfisearches for various textual patterns.
This software was used to search therentbrpus, its subséohs, and to compare
against a reference corptisMost corpus software tools offer the same basic
functions: ‘keywords’ (list of the mosinusually frequent words in your corpus —
ranked by ‘keyness’ - compared with a reference corpus); concordances (every
instance of a particular search word witthco-text); and collocate information (those
words frequently co-occurring with thagearch word, including the statistical
significance of the pairings). These sedatctions can serve as a useful entry point
into the data, providing a principled and@uated means of narrowing the analytical
focus and reducing the corpus to a more rgaable size. In short, they provide an
‘automated gaze’ on the data (though monheutral one), highlighting particular
sections of it for more detailed analyditowever, there are important limitations to
this procedure. Narrowing the focus of ais& in this way inevitably means that
other potentially significant elements ofetltexts may be entirely overlooked. It is
also important to remember that corposl$ present the data to the analyst in the
form of short extracts remogtdrom their context, thereby inevitably making retrieval
of all relevant discoursal and contextualformation virtudly impossible. Any
analysis of these findings must thereforesben as a partially informed interpretation
of the data.

The Corpus-based Procedure
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In the first stages of the analysis | reencordance searches for the most prominent

(in terms of ‘keyness’) forms of actoepresentation used in the corpsshpol(s), we

and governmenrif). | then used functional grammar (Halliday, 1994) to code each
instance according to thgpe of action it performd. This first stage of the analysis
displayed a marked trend in the New Labsaction of the apus: the government

itself becomes by far the most prominent actor in the corpus and undergoes a marked
shift in the way it is represented towards an increasingly personalised identity. It is
this trend which | discuss in the next section.

PROXIMISATION 18

As an institutional entity, the government ceefer to itself with either the third
person the governmetor the first ve). The former makes a clear separation of the
government from the governed; the lattkres not. As Wilson (1990: 62) puts it,
‘indicating self-reference by means other thamwe is said to represent a distancing
strategy on the part of the speakeecduse the choice of pronoun indicates how
close-distant the speaker is to the topic umtiecussion, or the picipants involved

in the discussion’. The use of first persoference in policy discourse we might thus
characterise as a ‘proximisation’ strategygwing the public closeio and apparently
involving them in the policy-making process.

One of the most striking findings in tkéhole corpus was a ghfrom third to
first person reference under New Labour, where the pronewventually displaces
the termgovernmentalmost entirely’. This is illustrated in the following graph
depicting the use of these two terms over émtire corpus (New Labour begins at
point 13 on the graph).

Figure 1: Textual prominence of the New Labour government
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The graph clearly indicates a dramatic surge in the overall textual prominence of the
government (taking both forms of refereriogether), almost doubling the figure for

the preceding period, with an averdggire of 1.34% compared with 0.74% under
Major. As shown in the graph, the use of the pronaenin New Labour is not
entirely without precedent, although its usenegligible until Thatcher where it is
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used in a limited and fairljnconsistent way. This is ifact quite surprising, given

that we is acknowledged to be an importanetdrical resource irpolitics and its
strategic use by Thatcher herself in speeches and interviews is well-documented
(Fairclough, 1989; Wilson, 1990). It has beshrown that the increasing use of the
pronounwe, alongside other discursive strategigspart of a general trend in recent
decades towards the ‘perstisation’ of public discours® removing explicit textual
markers of power asymmetries in favour afmore inclusive and collective style.
Sometimes referred to asoiporate we’ the phenomenonusually thought to have
originated in the world of commerce, @are the success of businesses may rest on
their ability to projecthe right corporate ghtity to the public.

Despite its increasing salience in pulaliscourse more generally, the findings
clearly indicate that this pronoun plays ay kele in constructing a distinctively
different mode of self-identification t{de) for the New Labour government (and its
successofd) from that of preceding governments. the realm of politics it has
particular significance; by collapsing the distinction ke#w the government and the
people, this mode of regsentation draws citizens intthe very processes of
governing, thus implicating them in palidecisions. When adverts or commercial
organisations adopt this ‘persalised’ collective identity, theffect is not the same. It
may generate greater affinity and identifioa with the brand or company in question
(as it is doubtless intended to), but it dat draw us into the governance processes
of that organisation. In Ne Labour discourse the pronoume may have been
favoured overthe governmentwith its inherent markingf authority, in order to
create a discourse style marensonant with its claims to participatory democracy.
Moreover, this pronoun plays a strategic role in the legitimation of New Labour
policy decisions. It does so by systematicakploiting the semantic complexity of
this pronoun (explained below). Therefore ipteting the rhetorical and sociological
significance ofwe in this study involved referende both its distintive linguistic
properties and the wider potiil and cultural context ivhich it is used and with
which it is likely to resonate.

Deixis and the Meanings ofve

The pronounwe belongs to a closed clas$ deictic expressions like you hereg
yesterdaywhose meaning is not encoded ingfoally but instead depends on the
context of utterance in order to ‘anchéimie meaning. The meanings of deictic items
are anchored in terms of their relativeoximity to or distance from the ‘deictic
centre’. The default or ‘unmarked’ centretlist of the speaker or writer (1) and the
time (now) and place (here) otterance. Deictic choicesways entail a particular
demarcation of participatogoundaries in the ‘discourse vas created in texts; of
speakers’ and hearers’ relative positionghi events describeohd their involvement
with them. In politcal discourse roles and respoiigibs are negotiated in part
through the deictic system (Chilton, 200&@entral to this process is the pronoue
which can bothinclude and exclude participants from the deictic centre. Most
analyses capture this duality by drawing a distinction between ‘inclusive’ forms
whose reference includes the addressees (‘we the nation’) and ‘exclusive’ forms
where it does not (‘we the government’). ¥vé inclusive forms are used in policy
documentswe the public’ thus acquire a presence in the discourse world of policy-
making and its arena of accountability. Decidwigich form is intended is frequently

a tricky matter of context-ggendent interpretation. Sidicantly, policy texts are
widely recontextulised (Fairclough and Wodak, 2008hd ‘repackaged’ for diverse
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audiences, making the retrieval of sucmtext-dependent meaning quite problematic.
However, this can also be a strategic rhetorical resource. Grundy (2008: 28) cites this
example from Salman Rushdie’s writt@pology for the distress caused by his
‘Satanic Verses’, issuedtaf an Iranian fatwa on hilmd been pronounced: ‘living as
wedo in a world of so many faiths,ishexperience has served to remusthat we
must all be conscious dhe sensibilities of others’. If we interprek ‘exclusively’
this statement appears more apelog it is more accusatory ike is taken to be
‘inclusive’ and moreneutral if its reference is left ambiguous. This kind of deictic
vagueness is in fact exploited quite sysa@oally in New Labour policy discourse.
For this reason | identify a third category of ‘ambivalem& in order to assign full
weight to the rhetorical significae of this ‘strategic vagueness'.

In the corpusve can variously refer to ‘the govanent’, ‘the nation’, ‘citizens
of the world’, ‘England and Wales’, ‘bussses’, ‘the partners of government’ or
‘those people concerned abaducation’. | theref@a coded each instance wk as
inclusive (1), exclusive (E) or ambivalent %) then analysed their clausal
environments throughout the data.

Functional Distribution of we

The New Labour government makes stratagie of the referdial ambivalence of
this pronoun to merge its identity witthat of the people, thereby blurring
responsibility for more contentious claimsdamplicating us all irthe legitimation of
policy by assuming, rather than building, census. It does this by systematically
texturing the different forms ofve with distinctive speech & (in square brackets),
forms of propositional content and modalifunderlined), as illustrated in the
concordance extract below:

Figure 2: Concordance extract fare coded by speech act

[Promise] Challenge and How [E] We Will Meet It. Skills for Employers,
[Assertion] skilled, qualified people[?]\We will not achieve a fairer,
[Assertion] re inclusive society if [?]we fail to narrow the gap between the
[Exhortation] term. To achieve that [?] we_need to act in five key areas
[Evaluation] where it is vital that [?]we identify best practice and share
[Evaluation] our experiences. [I] We all know that skills

[Evaluation] that skills matter. But [I]we also know that as a nation we do
[Evaluation] know that as a nation [I]Jwe do not invest as much in skills as
[Evaluation] as much in skills as [IJwe should. Compared with other
[Comparison]with other countries [I] we perform strongly in some areas
[Assertion] er education. But [I] we have major shortfalls in

[Assertion] consumer demands [E]\We are under no illusion about
[Assertion] their contribution [?] we can make much faster progress
[Exhortation] shared objective. [?7] We_must put employers’ needs
[Exhortation] to those needs [?]\We_must raise ambition in the demand

This extract illustrates a widespreadttpm in the corpus whereby there is a
systematic correlation between exclusme and boasts about the government's
achievements or its futuretemtions. Secondly, inclusiwee is regularlytextured with

evaluative statements comparing the rettachievements of different actors or
nations. Finally claims about the imptvas arising from economic globalisation
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(usually realised through adalised forms) regularly collocate with cases of
ambivalentwe so as to obscure responsibility for the claims made.

Exclusivewe: towards managerial governance

Instances of exclusivere were by far the most nunaars (totalling 83% of the 2421
instances ofve in the New Labour datd. The verbal collocates of exclusiwe are
variously past tense actions and presestuations typicallyfunctioning as boasts
(we have already made it easy to become an Academy; we have put in place major
reform programmes; we are on track with our reform of schamtsl irrealié*, often
hedged (underlined), statements functionasgpromises about future policy action
(we want to create a spectrum alongiethschools have the freedom to develop
further). Wilson (1990) observes that it is ofusafer in politis to use explicitly
exclusive pronouns with future claims becasseh irrealis forms don’t yet exist and
are thus less vulnerable to attack. e have seen under New Labour there is a
marked shift towardsthis more personalised ankiclusive governmental self-
representationatyle. Analysis of the verbal collocates of excluswealso reveals a
change at the level gienrein the actions, roles (and powetations) it constructs for
itself and others. Mental dnverbal processes likeonsider, believe, evaluatend
consult, discuss, asire a characteristic feature thfe genre of policy documents
because of their inherent function pfesenting and weighing up arguments about
policy decisions. These kinds of actions were the most frequent in the preceding
governments. Under New Labour, however, there is a marked increase in the number
of material processes of ‘doingnéke, createwhich for the first time become the
most numerous kind of action representedtfi@ government. In fact many of these
‘material’ processes represent quitestaéict and somewhat vague managerial
activities like providing leagrship and delegating respornibiles. Styligically this
helps create a more dynamic image for the government and resembles strategies found
in other public, promotional genres like adisang or the external communications of
large corporations (Wodak and Koller, 2008here are two main kinds of material
process through which the government camdsr its management role. One type
draws on building, transportati and sporting metaphors lideliver, esablish, build,
pilot, carry forward, benchmark, target, drivA large number of examples draw on a
managerial discourse in representing axdiovhich are very vague and difficult to
classify:set challenging targets; tackle regeaton; bring the criteria for approval

in line with one another; benchmark our progre¥sie steadily increasing use of
managerial discourse in policy is a kdguctor in explainig this apparent
‘materialization’ of representational f@erns under New Labour. Despite the often
irrealis nature of comigency-planning and strategaalculation involved in the
highest levels of management, its actiesd to be represented, typically through
metaphors, as concrete, decisive and dyossounding actions, located in the here
and now. This suggests that an inherentufeabf the character of the manager is a
self-promotional identity. In the rigours tfie competitive neoliberal marketplace,
survival demands a dynamic, ‘take no prisoners’ social idéhtitthe second main
kind of material process peesents the government oesttrating in some way the
actions of others. Often this is relativelirect through a particular category of verbs
like ensure, help, prage support, enablehich | call ‘managing actions’ and which |
discuss in more detail below. Overall then, exclusiehelps construct a dynamic
identity and managerial role for the government.
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Inclusive we and shared (neoliberal) values

‘We are at an historic tuing point: we now have an eduat system that is largely
good, after eight years of investment...are poised to become world class.’

This extract typifies the use of inclusiveve in the data. It mainly occurs with
(relational) processes that draw comgams either between Britain and its
international competitors, or the Britain of today and that of the past. Many of these
constitute an implicit or explicit evaltian (underlined) of some aspect of the
education system. Examples includex now have an education system that is largely
good; we are poised to become worldsslawe have the beswer generation of
school leaders; we have_a highly flexible labouarket; we now have some first class
schools; we have particular skills ggpse perform strongly in some areas; we face
new challenges at home and from international competifbnese evaluations of
Britain and its education system are fregfhetextured with ambivalent caseswé
articulating concomitant policy imperative$his rhetorical patterning thus helps
construe the rationale for future policy initiatives in terms of the globally competitive
landscape in which education now takes place. In this sense inclusivelps
internationalise the context of educationcaess is doing betterah our international
competitors. Viewed from the persgpige of argumentation these are the
circumstancegpremises) in which policgoalsare being formulad. As Fairclough
and Fairclough, forthcoming) observe, ‘thentext of action restricts the range of
actions that can be thought of and the clotbat can be made’. Thus contextualising
education policy within the logic of globédconomic) competitiveness makes it much
easier to create a functional equivaemetween economic aeducational goals.

Inclusivewe s also used in more explicit evaluative claims that help texture a
set of shared values, which again servehasrationale for the government’s policy
decisions. For example: [education provididg skills and attitudes we need to make
a success of our lives; we all know that skitiatter; we all have a vested interest in
their [pupils] success; as we, quite rightly, become a society that seeks an ever higher
level of achievemenSuch examples construct a pautonsensus on a broad set of
social and economic needs. The nationthascollective referent of inclusiwee, is
represented, through mentabamelational processes (undedd), as having particular
knowledge, desires and needgelation to educatioand society. Inclusiveve thus
allows the government to make privilegeldims about shared attitudes and beliefs.
These shared values appear to betivelly uncontroversial (who wouldn’t want
success?). Indeed the rather generic ahe@rently unobjectionable nature of these
claims is the source of their rhetorical pywvirtually any policy initiative could be
introduced in their name. Create consensus over the values underpinning policy and
consent over the policy may follow. Heagain, in argumentation terffisdiverse
practical argumentsabout what should be done (9l actions) are consistently
presented as being in accordance with a sealoksinforming policygoals

Ambivalent we and policy imperatives

Ambivalentwe is most frequently used to repeas exhortations with varying degrees
of explicitness. Thus under New Labour #és an increased tendency to obfuscate
social responsibility, in respect of thabligations and desires that constitute the
rationale for policy proposaldn practical argumentatiothe context for action is
frequently seen as a problem that somellowatens the agent’s (shared) values. The
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proposed action is then seen as #wution to the problem (Fairclough and
Fairclough, forthcoming). In fact a problem-stobn logic is at the heart difie policy
genre; its core function is to define thagraeters of what ithinkable and doable in
education in relation to a historically speciset of politicaleconomic circumstances
and values. Further, it articulates a sepolicy problems (or ‘challenges’) to which
policy proposals are presented as the swiutWe can therefore expect to find in
policy discourse a problem-solution textual pattern. In the case of the New Labour
data, the causal relation bet@n policy problem and poligolution is represented as
social necessity. Policies ateereby construed as meetisgme form of shared need,
where the (grammatical) subjecttbht need is the ambivalene

The necessity is of two main tygea duty to act in some wawé must do X
or a particular felt needve need X In both cases the government effectively acts as
a spokesperson, making statements on behailh einspecified collective. In a similar
pattern found with exclusivere,the former typically invole rather vague managerial
actions steering others’ agengye must ensure that all pupileave the skills and
capabilities; people learn how to be ctea; all schools deliver high standardbhe
latter type of exhortation by contrasbrstrues social necessity in evaluative
statements likeTo carry out the agenda for ramgy standards in education we shall
need a new form of government involvemenive need an active industrial polidyn
a similar way to the examples of inclusiwe discussed above, which assume shared
values and needs, these examples alguige a causal impetdsr policy decisions,
presenting them asreecessaryesponse to a sef imperatives:

‘In February the European Commission published its Action Plan on BkiJlsThis
details particular areas where we nead additional emphasis at the European level
to ensure_we develop a labour force whiws the_necessary skills as well as the
capacity to adapt and acquire new krnedge throughout their working lives’

This extract contains aeaar intertextual link to aliscourse of lifelong learning, a
prominent feature of Third Way politics, in which the continuing acquisition of skills
is construed as the solution to labour market insecurity. The referemeehefre is
unclear in both cases. The co-text sugge&igrapean scale of inclusion, but whether
this extends beyond governmental organisataepeends on who are likely to be the
agents responsible for dewping the labour force. Presumably this also involves
employers (particularly when we considiat the remit of this particular policy
document extends beyond schoolingover workplace training).

Textual sequencing: evaluatin + exhortation + promise

The success of the strategy'mfoximisation’ in legitimating policy rests on semantic
slippage across the different types wé Often this slippage works simply by
juxtaposing various statementsntaining the different forms oive. This extract
illustrates how the strategy can be used gitirrate a neoliberal model of citizenship
through the assumption afshared consensus.

Beyond these subjects, we[?] need to bdident that everyonkaving education is
equipped to be an informed, responsible, active citizen. In an ever more complex,
interdependent world, where an engaged population is crucial to the health of our
society, we[E] continue to put citizenghat its heart too.And we[?] need real
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confidence that our schools and collegesllyedo give young people the skills they
need for employability DFES, 200514 - 19 Education and Ski)ls

In the extract ambivalenive textures an hortatory evaluation about the role of
education in socialisation. The secondtsace paints a picture of the global
economic context for education policy iwhich individual responsibility is
paramount. The next sentence juxtaposessdiizenship argunrg with an economic
responsiveness discourse of educationer@ithe emphasis is on the acquisition of
skills to enhance individual employability. While not explicitly conflating them, this
textual arrangement construes a cloggsociation between employability and
citizenship. Significantly, where such workft discourse (more or less explicitly
advocating ‘workfare’ rathethan ‘welfare’ principle¥) is evoked the agency of the
evaluation is absorbed in an ambivalem® Throughout the Blair data the semantic
slipperiness ofve helps construct an apparent cemsus on the nate of the world
we live in and the inescapablesponsibilities 18 creates. In turn, this supposedly
inexorable context of global economic nopetitiveness is used to preface and
legitimate policy proposals made by the gowveent. Through this rhetorical device,
government policy decisions effectively become harder to criticise since their
legitimacy rests on global economicrdes apparently beyond the government’s
control. The legitimation is implicit, trigged only by juxtaposing: ‘we (1) live in a
changing world’, ‘we (?) must respond wixhactivity’, and ‘we (E) will provide the
following policy solution’. Moreover, give the way this device exploits the
semantics of the pronoume, the political effect is that we are now all implicated in
the rationalisation and legitimation of pglicin this way, political consensus is
assumed, not jointly produced.

MANAGERIALISATION ?°

The preceding discussion illustrates how titaglitional authority and control of the
government has progressively given way tma@re managerial form of institutional
identity. This also extends to the aciied represented for the government, which are
increasingly concerned wittontrolling and monitoring thactivities of an ever wider
range of actors. Linguistically this is realisedotigh a distinctive grammatical
construction that allows the government teestothers’ activitiesit a distance. | call

this verbal construction ‘managing actionés argued at tb beginning of this
chapter, the historical context of the New Labour government is one in which the
post-war bureaucratic regime and itsntcelly regulated ndustrial economy had
eventually given way to an emergent ligeral model of ‘enabling, participatory’
governance. A key figure in this newylst of governing is the active citizen-
consumer, empowered and responsibilisednke choices that further their own
interests or those of thedmmunity’. Importantly, thisrequires a shift in power
relations: citizens must have greater ayeaver their own actions; the government
less direct control. We might posit thatthuan ‘autonomising’ model of democracy
would be capable of absorbing potehtigonflict by instead offering choice,
opportunity, possibility, and so forth. Witreater reliance omdividual volition, this

form of ‘soft power would seem to béess coercive and more intrinsically
democratic. However, | will argue that the discursive forms this takes, do not so much
remove coercion as mask it in more subtle forms.

Managing Actions
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As the name suggests the term ‘managing astiefers to a set of lexicogrammatical
resources for getting people to things. Typical examples aensure, require,
expect, supporndhelp. Their identification arose froran initial classification of the
verbal collocates ofve/the governmenising systemic grammar. However when it
came to the New Labour data an increasing number of them proved impossible to
classify using SFL because they do not represent a simple relationship between agent,
process and object. Rather than the dimgptnt of processes, in these cases the
government is the instigator or controllef others’ actionsThus there are two
participants: the manager (X - heree tgovernment) and the managed actor (Y).
Some cases involve caiwe-type verbs likenableor allow followed by a managing
action realised in various forms. Howeyvenot all examples involve causative
structures or even verbs at all. For example, in some cases the managing action may
be nominalised In fact managing actions overlagth a variety of surface forms.
Moreover, systemic functional grammar fails to capture their sociological
significance, thus following Van Leeuws approach (1999) | formulated a
sociosemantic typolod for these actions, grouping them into three categories based
on the type of managerial leothey construct for thgovernment and the kind of
power relation implied between the managed the managed. | then analysed their
distribution and function tloughout the data. Thus, my typology attempts to move
beyond the purely textual level in order to waip the important role of social power

in the discursive representation anca@ment of management. In the examyple

will take powers to allowschools greater freedom to innovamwer relations are
semantically encoded in the lexical foradkow andfreedom In other cases, they are
assumed, as in examples representingytivernment’s expectations of others, where
the successful instigation of others’ actions is vested in its institutional authority.
Thus, forms of managing vary in coercivesand intersect with the power relations
between the participants. It follows thaese relations may in gabe reproduced or
transformed through the forms of managemepresented. For example there is a
tendency for more explicitly coercive forms of management, as encoded in the
semantics of the verlexXpect require) to be textured with institutional actors whose
power and influence we know to be in dee|l namely LEAs (Dale, 1989; Trowler,
2003). Conversely, actions which semanticalycode greater freedom and/or less
coercion énable, allow, encourageend to be textured with schools, which accords
with the principle of school autonomy the creation of an educational market of
‘independent state Bools’ (Blair, 2005).

The full typology is reproduced in ttegpendix and summarised in the table
below. Examples of each type are included in brackets, along with the implied power
relation involved in each case. To the extent that managerialism is becoming an
increasingly significant aspeof the art of governing, these categories help provide a
more detailed picture of thgpe of managerialism thgovernment employs, in what
domains and with what people.

Managing Role Implied Power Relation

Overseerdgnsure, make sure  ‘Without X, Y wouldn’t do it’
Leader (equire, expedt ‘Without X, Y wouldn’t do it’
Facilitator enable, help ‘Without X, Y couldn’t* do it’

*(for want of either opportunity or ability)
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In effect, these managing actions can \@iously positiond along a cline of
coercion. The Overseer is the most coercole, where the manager is in control of
the managed actor’s behavioseeing it through to comglen. In other words, they
encode the meaning ‘without X, Y wouldrdio it'. Completion of the activity is
assumed semantically. The Leader role m&suthe manager’s authority to instigate
others’ actions, but the future orientatiencoded semanticallgneans there is no
assumption of their completion. Finally the leesercive is the &cilitator role. Here
the manager’s authority over the managed actor is assumed, but completion of the
action is not necessarily assumed. Thegode the meaning ‘without X, Y couldn’t
do it’, for want of either ability or perission/opportunity. Here, the coercion works
by assuming the managed actor is willingatd and as such, although on the surface
the least coercive, is nertheless a particularlyegemonic formulation.

| argue that managing actions playiarportant role in constructing the type
of ‘soft power’ associated with an ‘erladgy’ model of governance. This works on two
linguistic levels. Firstly thes actions are semantically pre-evaluated; they subtly
encode positive meanings like necessity and desirability (this being the most
common). Such meanings carry their ownspasive power, convayy their own soft
‘power of attraction’ andhus hortatory impetus. Secondly managing actions encode
assumptions about the capacity and nghess of managed actoto carryout the
represented activitie€ompare the following:

A: We will ensure that LEAs devolve more power to schools
B: We will enable successfsthools to expand furthéo become Centres of
Excellence

The first example implies that the stated outcome would not happen without
government intervention and has an eq@raspeech act function of a command. By
contrast the second example implies thhbsts want to do this and the government’s
role is merely to dcilitate. Here the equivalent speeatt function is an offer. The
second example assumes more willingnesksd encodes less coerciveness than the
first. Thus through ‘managing actions’ gommental power operates in a subtly
hegemonic way, making assumptions abitt desirability ofthe proposed policy
actions and about the willingness of diveeeslucational actors to be managed.

General Findings

| used this typology to examine the usdhise managing actions throughout the data.
As illustrated in the table belothere is a huge surge in thase from just 9 instances
under Thatcher, to 43 under Major, to 358 under Blair. By 2005 they account for 20%

of all verbal collocatée’s of the government.

Figure 3: the use of managing actioimspolicy discourse 1979-2005
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Managing Actions as % of verbal collocates
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Despite the New Labar government’s cbims to ‘offer an active, endling
government, it is intereing to noe that this $ its leasfprominentrole in thedata.
Instead its met textually prominentrole, and p some magin, is actally that d the
traditional manager. It uss its Leaderole to oersee, berfamark andmonitor oters -
types of actvities thatinvolve fewer freeadms for elucational actors tha the
government rakes claimgo.

Blair the Overseer

The single mat frequenty used maaging verlis ensure which consructs a stering
role over boh economicand eduetional pratices. It es so byguaranteeig an
abgract visionof excellece and socess in bdt spheresin an expasive, positvely
affective disourse, tle government offes eva-widening opportunities for
improvement,access, iformation, and particpation. Themost freqiently marged
acors are young peoplewho are stered intolifelong learning pratices. Thes are
corstrued ashe keys tofull participation in oth work ad society,underlinirg the
certral role ofeducation gpecifically skills) inNew Labouw’'s Third Way alignmet of
sodal justicewith econanic participation. It is ilustrated m the following extract:

‘We will ensue:
e youngpeople_dedlop knowledge and skills to [taketheir place in society;
e people can obtan the learning and skills they need to [take on new
challerges at wok];
e learn how to becreative am enterprsing to gewerate ides, productsand
innovéions’

The alignmen of social justice with econonct partici@tion entais a blurrirg of
boundaries baveen eduation andemployment policy. It achieves liis by meging
sodal roles, elations an actiors from different social pactices. Inother wods it
brings togethe competig ways ofdoing andbeing in seh a way & to makethem
appear compable. Textully this is achieved athree leves; by constuing a sels of
relations of @uivalencebetween diferent so@l roles, vays of dong and wgs of
being. [1] Saial roles: the extrat construesan equiglence beween (in guare
brackets) parttipation insociety (their role as @izens) ad participaton in the ldour
market (theirrole as wokers). Moeover, thisrelation ofequivalen& is emphaised
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through parallel textual patterning, both verliak@; and nominal oung peopleas
objects of education policy angdgoplg as objects of employment policy. [2]
Instrumental ways of doinghe extract brings diverserfas of activity in education
and society under a single commodifying logice items in bold illustrate how
education is reifiednto a product to be acquiretidhowned by individuals (through
the verbs of possession underlined) in ortte sell those ediational outputs in a
competitive labour market. A competing visioheducation might instead see it as a
process of mutual growth and empowermd8t Instrumental ways of being: the
extract also brings the range of possiaigys of being in education under a single
instrumental logic oriented to particular material outcefire the third bullet point).
The dispositions construed here typifiye entrepreneurial, economically-oriented
discourse through which education is increghi represented as the most direct key
to economic growth. While innovation is rmamendable, there is a danger that the
logic of entrepreneurialiswill pervade education polycentirely, encouraging young
people to divorce themselve®in the intrinsic value aheir own learning, narrowing
the perceived value of education tce tleconomic dividends#t yields, and thus
reinforcing a commercial ‘exchange-valuview of eduction among all those
involved. This type of logic forces studentssee their educatn as an increasingly
expensive purchase, and educators to see themselves as purveyors of quality-assured
products. Such an arrangement discourdgls from taking the kind of intellectual
risks from which genuine learning and intellectual indimvacan arise.

Blair the Leader: delegating and coordinating

In its leader role, the government is reprasd as institutionalisg and orchestrating
joined up governance. It thus manages actoino are represented in terms of their
organisational properties or functionaimi¢ These include middle-tier governmental
and non-governmental orgarisas, partnerships and other more-or-less abstract
networks of actors Hducation Action Zones, Regional Development Agencies,
Learning and Skills Council, Sector Skibdevelopment Agency, Local Forums, Local
Strategic Partnerships, and the Skills for Business Network,))LEBAsh institutional
actors areexpected, askedndinvited to engage in predominantly semiotic middle-
management activities. Under Major proerih attention was given to macro level
economic goals (competitiveness) while flocus of educaihal power was moved
towards a hollowed out model, removing e from the middle tier (LEAS), a key
pillar in the former bureaucratic govermanof state education. The Blair government
builds on this, elaborating a specificallyillskbased growth strategy, developing new
roles, relations and institutions of a netked or ‘joined up’ model of governance.
This extends also to LEAs who are to @me brought back into the configuration of
power and assigned new ‘middle manager’ solEo the extent that we can call the
flows of power under Major a ‘hollowing Buof the state, we might therefore
characterise those underaBlas “filling in’.

Blair the Facilitator: enabling neoliberal change

The facilitated actors are institutionscliools, universities, collegesccupationally
represented actorge@rners, heads, teachers, workers, employers, parents, trainers
or the sectorally definedusinessThe most frequent form of facilitating ssipport

While a variety of actions are managed by it, a recurrent theme is that of skills.
Businesses are helped to succeed by focussirthe skills of their workforce, while
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learners and young people are supportedemweloping them, as are heads and middle
managers. Thus, in what is in fact thestt@xtually and politially prominent theme
of the Blair data, the governmestipportsa variety of actors tapgrade, acquire,
develop, renew: (key, core, basic, advahcerofessional, work-related) skills
Meanwhile schools are helped to takeamnincreased rangd responsibilities
for securing both excellencnd social inclusion. The gowvement’s facilitation of
schools is textured with both a discourfecompetitive marketisation and a more
pastoral discourse of needsd social problems, constngi a central role for schools
in securing social inclusion. Thus ¢ime one hand they will be helped raise the
guality of teaching and learning; deliver greaféexibility; meet tlke needs of talented
and gifted children; develop furtheéo become Centres of Excellen®éhile on the
other hand, they will be helped tecome healthy schoofthis refers topressing
public health problemsncluding smoking, drug and alcohol abuse) anelet the
needs of children with special educational neddsally, we will [P] help schools
[M] deliver this[M] focused[P] support(for young peoplevho are struggling to
reach, by age 14, the required standard set for them in government targets). The
represented actions in this example hepture a pastoral discourse [P] with the
managerial [M], so that support and sbcinclusion become a matter of meeting
external targets, evemhile still at school.

SUMMARY AND DISCUSSION

The concept of ‘enabling, participatorgovernance, increasingly associated with
advanced liberal states, logically impligseater levels of public involvement and
autonomy in the relevant domain of fiab(and private) lie. It suggests a
reconfiguration of power away from tleentre and towards the periphery. This case
study illustrates the salient role of langeain bringing about this model of
governance. In particulathe use of personal pronoutlps construct a more
personalised, inclusive governmental identity. The devolution of power implied in the
concept of ‘enabling’ involves a dispergdlagency in the implementation of policy
actions. Under New Labour this was pasiyacted through grammatical innovations,
implying a reconfiguration of power ieducational governance towards a more
devolved, managerial model. In particunsureappears to be a prominent textual
mechanism for coordinating increasingly cdexpnetworks of activity across larger
political and social spaces. While this permits greater governing at a distance, it
doesn’t necessarily imply a weakng of power, simply a chge in how it is applied,
for example by monitoring performancadaemphasising desired outcomes. Moves
towards a more ‘participatory’ democratiodel (as exemplified in concepts like ‘the
Big Society’) also require a new consensu gocial life is increasingly a matter of
shared responsibility between the state &s citizens. Deictic expressions likes
potentially provide a vehie for achieving this. Through a process of textual
‘proximisation’ we are all apparently vited into the deliberative processes of
educational policy-making. However, this doed necessarily entail genuine political
agency. Closer scrutiny of how this pronoumnised in the data shewhat its inherent
semantic ambiguity is systematically exploited so asageumerather thanwin
consent over policy proposals, therebgitienating de facto policy decisions and
obfuscating lines of political accountabilitfaken together, these two trends in New
Labour discourse (‘proximisation’ and ‘megperialisation’) helpconstruct a subtly
hegemonic and managerial mode of goaege that has all the appearances of
‘enabling government’ and ‘participatory rdecracy’, while masking the reality of
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limited, contingent and unevenly distuted agency. The ‘soft power of
contemporary ‘enabling’ governance reliasreasingly on dismurse through which

we are invited to participate, deliberaaad acquire self-steaag capabilities. This
necessarily implies a key role for critical discourse analysis in interrogating the
language through which these new relatibatveen citizen and state are introduced,
reproduced and naturalised in society, arsl élktent to which they afford genuine
freedoms and forms of political agency.
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! Briefly, ‘workfare’ is an alternative to traditional social welfare in which the state provides monetary
protection against unemployment. Designed to stimulate some form of social contribution from
recipients, workfare schemes have been operationalized in different ways. They also vary in the nature
of the activities required (e.g. demonstrable effortsetek work, interviews to determine ‘fitness to

work’ among those with disabilities, mandatory training or education, or compulsory unpaid work) and
the levels of coerciveness entailed. Becaus&thrkfare principle is iherently vulnerable to

exploitation it is a controversial mechanism for social protection.

2 Here | am extrapolating from Harvey and for the sake of simplicity conflating his two-part label for
this moment: ‘language/discours&he ‘language’ aspect refers to taaguage system as an internally
organised resource, whereas ‘discourse’ is given a very wide definition that resembles the notion of
semiosis: ‘the vast panoply of coded ways available to us for talking about, writing abd

representing the world’. | am using ‘discourse’ to cover both concepts of the linguistic system and
semiosis in all its forms (since the latter subsumes the former).

% Following Fairclough, this entails working in aghsdisciplinary’ way incorporating where relevant

the theories and methodologies of other disciplines (Fairclough, 2005).

* The concepts | outline here are primarily associafi#il Fairclough’s approach to CDA (Chouliaraki
and Fairclough, 1999; Fairclough, 2003; 2005), although other approaches are similarly committed to
working at different levels of abstraction and to focussing on the socially constituted and constitutive
nature of discourse in its historical context.

® Thus a distinction is made here between ‘discourse’ as an ontological category in thesgeseraf
language in use (and other forms of semiosis like visual images, symbols, gesture etc) and
‘discourse(s)’ as an analytical egory to identify the way in which language is used to talk about
particular topics from a particular point of view. For example we might distinguish between
Republican and Democrat discourses on healthpraxésion in terms of how this policy problem is
differently constructed depending on competing ideological perspectives.

® For an illustrative analysis of a political document using these three categories see Farrelly (2010).
" Local Education Authorities (the branch of local government traditionally responsible for overseeing
the content and structiof state schooling).

8 See West and Pennell (2002)

° See Mulderrig (2008) for an empirical study of tttignge in the ‘vocabularies of motives’ in state
education during the Thatcher, Major and Blair governments (1979 to 2005).
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10«Ofsted’ is the abbreviation for the Office for Standards in Education. It is the government body
responsible for carrying out regular inspections of schools in the UK.

M The use of systemic functional grammar has beengly associated with Falough’s work in the

field (especially his earlier work, for example 1992b; 2003). However, as he himself points olit (2005
there are no necessary ties between SFL and CDAdetligon to use it in this study was because it is
particularly useful for the analysis of transitivity and agency, which were the primary focus of interest
here. Other approaches draw variously on text linguistics, schema theory, pragma-dialectics and
argumentation theory (Reisigl and Wodak, 2009; van Dijk 2008; Fairclough and Faircloagh, 2

2 Those dealing with the content and organisation of schooling in England and Wales)Beat

not included as it has a separate education system. Some policy documents not fitting the content
selection criteria were also omitted (for examplese dealing with special educational needs in non-
mainstream schools or those proposing a programme of repairs for school buildings). &\nilerh
corpus contains 17 policy documents, the New Laeation contains five documents ‘Excellence in
Schools’ (1997); ‘Opportuty for All in a World of Change{2001); ‘Schools Achieving success’

(2001); ‘27" Century Skills: realising our potential’ (2003); '14-19 Education and Skills’ (2005). In
addition to these documents the following were also consulted in a follow-up study: ‘Higher Standards,
Better Schools for all: more choice for parents and pupils’ (2005); ‘Further Education: raising skills,
improving life chances’ (2006)

13 For a very accessible guide to using corpus linguistics in research and teaching see Hurton (200
14 For example: Mautner, 2005; applied to educational research: Mulderrig, 2003; 2008; 2009; 2011a
and 2011b; 2012 in press.

> The LOB and FLOB corpora respectively compesgoss-section of British English texts from the
1960s and the 1990s. Each contains 1 million words and comprises a range of texts fromweformati
and imaginative fiction (press, general prose, leawrdthg, and fiction). There exists a range of free-
to-access specialist and general corpora in a rarigagiiage varieties. A general distinction is made
between ‘stand-alone’ and ‘in-builtorpora. The latter come with their own concordancing facilities
(for example Mark Davies' onlinfacility providing access to and facilities for searching and cross-
comparing the BNC, COCA (cpus of contemporary American English) and a corpusroé

magazine. Available to registered userktyi://corpus.byl Stand-alone corpora, by comparison,

must be accessed using a separateordancer like Wordsmith orelslightly simpler but free-to-

access ‘Antconchttp://antconc.com These are useful when coanimg your own corpus with a

reference corpus (since the same concordancer can be used to cross-compare the two datasets).

'8 These are the only actors that regularly rank within the top 5 keywords (in the sakea$ this is
consistent throughout the wle corpus; in the case gbvernment/wehe distribution across the corpus

is significantly skewed). For aamalysis of how other actorsupils, teachers, young peopbre
represented, see Mulderrig (2003).

" Using Halliday’s functional grammar we can classify the elements of a clause according to its
Participants, Processes and Circumstances. Geneyaliyad as verbs, Processes are sub-divided into
sub-types, which map onto the three main realms of human activity: doing, being, and sensing. Th
they can be categorised as Material, Existerfdalational, Verbal, Mental, or Behavioural. The
representation of the government’s actions in the idatafact frequently very complex, abstract and
metaphorical. The analysis processlittherefore fed back into the development of descriptive tools,
with additional models of description overlaid ottie analysis as it progressed. Functional grammar
by no means offered an unproblematic means of classifying the data; in fact failing to find an adequate
grammatical model for parts of the data, | dediasnew sociosemantic category | call ‘managing
actions’ (see Mulderrig, 2011b).

18 For a more detailed account of this trend see Mulderrig (in press)

19 Under New Labour the pronoun moves to a higher ranking (2) among the keywords theéreeven
governmenhad occupied in the preceding data. It should be noted that it is very unusualrfonarco
grammatical item like a pronoun to attain a high keyness rating in a non-spoken corpus. Under New
Labour it is second only to the woséills.

%% Fairclough, 1992b; Pearce, 2005; Petersoo, 2007

2 preliminary findings from a search of 4 education policy documents issued subsequently under
Brown (Labour government to 2010; 3 policy documents) and then Cameron (current Coalition
government; one document) suggest that this trend, introduced under Blair, continigegantthi

2 5ee Mulderrig (in press) for a dia account of hoveach instance afewas categorised.

2 Of the remainder 13% were ambivalent and just 3% inclusive.

% |rrealis statements are those whose tenseateh that they have not yet happened. Hedged
statements are those which are modified in sughyaas to limit the speaker's commitment to it (e.g.
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through modality:l would like to go’(suggests | might not), or premodifietsr not sure you'll like

the movie).

% Note how the analytical conceptsganre (in this case the actions performed by the government)
andstyle (the identity constructed through stylistic choiggesliscourse) intersect to create a dynamic
picture of the role played by discourse in shgghis particular social practice; its forms of

participation, identificdon and interrelation.

%8 From ‘Higher Standards, better schools for all’ (2005)

%" See Fairclough and Fairclough, 2012a; 2012b for a detailed analytical model for investigating
argumentation in discourse. Relevant concepts herpracical argumentgarguments about what

should be done, as opposedheoreticalarguments about what shoudd the case), which end in

some kind of recommendedtion Such arguments are structured aba form of practical reasoning
wherein action A is seen as the besywhallowing the agent to reach tgals given the current
circumstancesnd in accordance with healues(or those ascribed to her). In the current analysis | see
the different forms ofve and the propositions they are textuvéth as contributing to the practical
arguments that underpin the recommended palitipnsproposed in policy documents. This operates

in a rhetorically differentiated way, whereby ‘exclusiwe typically recommends thactions

‘inclusive’ we provides thevalueswith which the recommended actions are aligned and/or the
circumstancesf the action.

28 Chief among the principles underlying ‘workfare’ schemes is the desire to combat the fecklessness
and structural dependency that staelfare benefits putatively creaféherefore a workfarist discourse

will logically highlight the importance of (individuatlsponsibilityandactive social/labour market
participation

29 For a fuller account of this trend and a theoretical discussion of its relationship to the ‘soft power’ of
contemporary governance, see Mulderrig (2011b).

|t is important to note that this typology has been derived in order to characterise thygsfindire

data examined; it is not intended as a universally applicable context-free grammar. Thus, for instance,
the specific power relations underlying the sopralctice examined here were factored into the

analysis. It would, however, be interesting to ‘téstinterpretive capacity in other social contexts.

Note also the typology only contains verbal collocatesedindthe governmenfThus other possible
surface forms like nominalisations have been omitted.

kkkkkkkkkkkkkkkhkkkkkkk

Appendix
Typology of Managing Actions

[1] Overseer
Ensure (that) -- does, Make sure (that) -- does

[2] Leader

Require — to, Expect — to, Look to — to, Wamnb, Envisage that — should, Urge — to,
Encourage — to, Ask -- ttnvite -- to, Promoté¢+ nominalization meaning ‘the doing
of X by MA']

[3] Facilitator

a) Ability

Support — (to/in doing), Help — to, Facilitate — to, Let — do, Allow — to, Enable — to,
(Transform/Enhance) the capacity of — to, Make it easier (for--) to,

b) Opportunity
Free —to, Give —(greater/more) freedoni, Provide/Increase/widen the)
opportunities for -- @, Provide for —to
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3L ‘Collocates’ are words that co-occiihus the verb co-occurring withee or the governmeris a
managing action in a fifth of all cases under New Labour.



