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Introduction

What I plan to do in this presentation is to consider the role of career services in supporting economic development, and its links to lifelong learning. I will then examine ways in which national and regional mechanisms can be forged to bring together relevant government departments, social partners and other stakeholders to support lifelong guidance strategies. Finally, I will explore ways in which career services can support programmes for encouraging enterprise and entrepreneurship, drawing from some UK examples in this respect.
I ought to state clearly at the outset that my definition of career guidance is a broad one. I adopt the definition used in report of the OECD Career Guidance Policy Review (OECD, 2004) (of which I was co-author). It covers services intended to assist individuals, of any age and at any point throughout their lives, to make educational, training and occupational choices and to manage their careers. These may include services in schools, in universities and colleges, in training institutions, in public employment services, in companies, in the voluntary/community sector and in the private sector. The services may be on an individual or group basis; they may be face-to-face or at a distance (including helplines and web-based services). They include career information (in print, ICT-based and other forms), assessment and self-assessment tools, counselling interviews, career education and career management programmes, taster programmes, work search programmes, and transition services. So the canvass is very wide. 
Careers services and economic development

In my view, most developed countries are in the midst of a paradigm shift in the nature of work and career. I have called it a ‘careerquake’ (Watts, 1996; 2000); Audrey Collin and I have talked about it as ‘the death and transfiguration of career’ (Collin & Watts, 1996). In the industrial era, the dominant concept of ‘career’ was progression up an ordered hierarchy within an organisation or profession. We talked about people ‘choosing’ their career, as though they then entered it and simply allowed it to unfold in an orderly way. It was a bureaucratic concept. It was also an elitist concept: some had careers; many only had jobs; many did not even have that. 

Now, however, that concept is fragmenting. The pace of change, driven by technology and globalisation, means that organisations are constantly exposed to change. They are therefore less willing to make long-term commitments to individuals; where they do, it tends to be in exchange for task and role flexibility. Either way, therefore, security lies not in employment but in employability. Individuals who want to maintain their employability have to be willing to regularly learn new skills.

This transforms the concept of ‘career’. In place of the traditional definition, it needs now to be redefined as the individual’s lifelong progression in learning and in work. ‘Learning’ embraces not only formal education and training, but also informal learning, in the workplace and elsewhere. ‘Work’ includes not only paid employment and self-employment, but also the many other forms of socially valuable work, in households and in the community. ‘Progression’ covers not only vertical but also lateral movement: it is concerned with experience as well as positions; with broadening as well as advancing.  

Careers in this sense are no longer ‘chosen’: they are constructed, through the series of choices we all make throughout our lives. Moreover, and crucially, career development defined in this way need not be confined to the few: it could be accessible to all. The task of policy-makers, working with career guidance practitioners, is to help make it so. Only if this is addressed is it possible to reconcile labour-market flexibility with a just society, in Rawls’s (1972) challenging definition of the term: one we would choose to live in if we did not know what position within it we ourselves would occupy.

In this context, public provision of career guidance, plus support for lifelong learning, are an important part of what is increasingly being discussed in EU circles as ‘flexicurity’. Governments cannot guarantee employment; then can, however, help individuals to maintain their employability. One of the means through which they can do this is by provision of high-quality careers services. In this sense, as well as others, careers services represent a public good as well as a private good.

As indicated in the OECD report (OECD, 2004), the public-policy goals which policy-makers expect career guidance services to address fall into three main categories. The first are learning goals, including improving the efficiency of the education and training system and managing its interface with the labour market. If individuals make decisions about what they are to learn in a well-informed and well-thought-through way, linked to their interests, their capacities and their aspirations, the huge sums of money invested in education and training systems are likely to yield much higher returns. The second are labour market goals, including improving the match between supply and demand and managing adjustments to change. If people find jobs which utilise their potential and meet their own goals, they are likely to be more motivated and therefore more productive. The third are social equity goals, including supporting equal opportunities and promoting social inclusion. Career guidance services can raise the aspirations of disadvantaged groups and support them in getting access to opportunities that might otherwise have been denied to them. 

These goals are long-standing. But they are currently being radically reframed in the light of policies relating to lifelong learning, linked to active labour market policies and the concept of sustained employability. Career guidance is crucial to the success of lifelong learning policies. Government regularly state that such policies need to be significantly driven by individuals. The reason is simple: schooling can be designed as a system, but lifelong learning cannot. It needs to embrace many forms of learning, in many different settings. It is the individual who must provide the sense of impetus, of coherence and of continuity.

This places career guidance centre-stage. It means that if, as many governments believe, lifelong learning is crucial to their country’s economic competitiveness and social wellbeing, then their country’s future is significantly dependent on the quality of the decisions and transitions made by individuals.

This is reflected in OECD work on human capital (OECD, 2002), which suggests that the career management skills which are now a growing focus of career guidance policies and practices may play an important role in economic growth. It points out that less than half of earnings variation in OECD countries can be accounted for by educational qualifications and readily measurable skills. It argues that a significant part of the remainder may be explained by people’s ability to build, and to manage, their skills. Included in this are career-planning, job-search and other career-management skills. Seen in this perspective, it seems that career guidance services have the potential to contribute significantly to national policies for the development of human capital. The fact that such an authoritative and influential organisation as OECD views it in these terms is very significant.

The importance of lifelong guidance in this respect was affirmed in the Resolution of the Council of Education Ministers on guidance which was passed under the Irish Presidency in 2004. This stated that: ‘Services need to be available at times and in forms which will encourage all citizens to continue to develop their skills and competences throughout their lives, linked to changing needs in the labour market.’ It added: ‘Such services need to be viewed as an active tool, and individuals should be positively encouraged to use them.’ The same principle is likely to be evident in a further Resolution which is currently being prepared under the French Presidency, to be approved later this month. 

Strategic leadership

If countries are to develop effective lifelong guidance strategies, a wide variety of organisations need to be involved. There is accordingly a need for strong co-ordination and leadership mechanisms in order to articulate a vision and develop a strategy for delivering lifelong access to guidance. Such mechanisms are required within government, where responsibility for guidance services is often fragmented across a number of ministries and branches. Co-ordinating mechanisms are also needed more broadly at national level, to bring together the relevant stakeholder groups and the various guidance professional bodies (which in some countries are very fragmented). Parallel mechanisms are then required at regional and/or local levels, closer to the point of delivery. 
The European Commission has been encouraging member-states to establish national lifelong guidance forums, and a substantial number of European countries are now doing so, building on the experience of countries like Denmark and the UK which have had such forums in the past. A manual just published by CEDEFOP (2008) draws from the experience to date and outlines some of the issues that need to be addressed in establishing and sustaining these mechanisms. 
In Estonia, as I understand it, no formal body has yet been established, but there have been a number of inter-ministerial initiatives with other stakeholders to develop a lifelong guidance system. Moreover, you now have a formal contractual agreement between the two main ministries involved – the Ministry of Social Affairs (to which the employment services under the Labour Market Boards report) and the Ministry of Education and Research (which is responsible for guidance services for young people) – to promote more integrated policies and more integrated services. This is a considerable achievement, and gives you a firm base on which to build stronger collaborative structures. 

An important focus for such collaborative action is the development of strategic instruments which can be operationally useful across the whole range of the career guidance field and hold it together. One is competence frameworks for career guidance practitioners, of the kind developed in Canada and more recently in Australia. Another is organisational quality standards of the kind developed in the UK, covering how individuals are helped and how services are managed: these can be voluntary in nature, but can also be made mandatory for organisations in receipt of public funding. A third type of instrument, developed in Canada and subsequently also in Australia, drawing from earlier work in the USA, is the Blueprint: a list of the competencies which career education and guidance programmes aim to develop among clients at different stages of their lives, with accompanying performance indicators. Together, these three instruments can help to harmonise a lifelong guidance system, particularly if they can be linked to common branding and marketing of services.

Enterprise and entrepreneurship

So, within this context, what is the role of career guidance services in relation to enterprise, innovation, creativity and entrepreneurship? A wide range of programmes have been developed within educational institutions in EU countries to encourage such attributes.

In the UK, for example, there has been a long-standing interest in enterprise education within schools (Jamieson, Miller & Watts, 1988; Miller, 2007). It started, in a formal sense, with Young Enterprise, an organisation founded in 1963 (based on a similar scheme in the USA), which promotes and supports mini-companies within schools and colleges. The basic model is that a group of young people, normally high achievers aged 15-19, form a company, produce a product or service, and trade for a period, before winding the company up. Business advisers from local companies act as guides and mentors. All this usually happens outside the curriculum. Young Enterprise is still going strong, working with over 5,000 schools and colleges.
Subsequently, in the 1980s, a number of government initiatives extended the concept of mini-companies into the broader concept of mini-enterprises, with emphasis on the involvement of a much wider range of young people, on strong links with the curriculum, and on a wider range of organiational models, including co-operatives and social enterprises as well as profit-making companies. Social enterprises often involve students taking responsibility for planning, organizing and delivering a school event, or raising money for a charity, or some kind of community project.

More recently, since 2005, the Government has provided funding of £60m per annum to encourage enterprise education. The original idea was that every secondary school should provide for every student aged 14-16 the equivalent of five days’ enterprise activity (with over 20,000 euros per secondary school to support activities). This has subsequently been loosened somewhat. But it includes support for a wide range of programmes and initiatives – some within the mainstream curriculum, some taking place on days (or, sometimes, longer periods) when the timetable is suspended, and some outside the curriculum. These programmes may include mini-enterprises, but also school-based businesses, masterclasses by local entrepreneurs, virtual trading, and marketing and selling products from partner schools in developing countries. A survey in 2005/06 found that nearly 90% of secondary schools had a written policy on enterprise or were about to introduce one. 
A key phrase in defining enterprise education is the notion of ‘making ideas happen’.  Market research indicated that young people were turned off by the terms ‘enterprise’ and ‘entrepreneurship’ but were excited by the notion of making ideas happen.’ So enterprise capability is defined as ‘innovation, creativity, risk-taking and risk management, a can-do attitude, and the drive to make ideas happen’. It is supported by the twin pillars of business and economic understanding and financial capability.
Interestingly, while curriculum links have been made with a wide range of school subjects, Careers Education and Guidance was second only to Business Studies as the subject with the highest level of involvement: over two-thirds of schools said that there was ‘a great deal’ of involvement on the part of their careers programme. So the link with career development is clearly being made in a fair number of schools. In new national curriculum guidance, careers education, enterprise and work-related learning are combined in something called ‘economic well-being’ and every school has a duty to promote this for all their young people.
The national enterprise strategy from 2008-2011 includes expanding enterprise education into primary schools and the further education (VET) sectors. In general, there has been less programmatic emphasis so far on promoting enterprise education within the VET sector. It is of course well-established in relation to vocational areas where it is clearly relevant. So far, however, there has been less focus on institution-wide initiatives in this sector. If however high-quality VET is to provide the basis for innovation in the workplace (Council of the European Union, 2008), then VET programmes need more systematically to encourage creativity and enterprise.
In higher education, on the other hand, the concept of enterprise education has been given significant attention in the UK. The Enterprise in Higher Education programme (1988-96) was a major government initiative designed to promote institutional change in higher education. Universities were invited to bid for reasonably sizeable sums of incentive funding. Significantly, the term ‘enterprise’ was never firmly defined, leaving room for movement between three different definitions (Watts & Hawthorn, 1992):

· Business entrepreneurship – supporting students in setting up their own business.

· Working in enterprises – i.e. employability.

· Being enterprising – in the much more generic sense of capacity to innovate, create opportunities, take risks and respond to challenges.

In practice, the programme was used significantly to support innovation in learning and teaching methods, with more attention to active forms of learning, including projects, working in teams, and the like.
More recently, since 2004, the government has funded the National Centre for Graduate Entrepreneurship, to provide support for activities related to encouraging students that are interested in business and social entrepreneurship. A number of universities now have incubation facilities to help students with the process of business start-up for real, including a workspace, access to business mentors, and various other support facilities. The enterprise agenda has also been increasingly linked to the government’s concern to encourage innovation and knowledge transfer in higher education. This enterprise agenda within higher education has been linked to three other agendas: employer engagement, which includes involving employers in work-based and work-related learning in the curriculum; employability, concerned with paying more attention to increasing the employability of graduates, including developing their skills and competences as well as their knowledge; and personal development planning, concerned with helping students to reflect on their learning in terms of such skills and competences and to plan for their personal, educational and career development. The four agendas overlap. 

From a student perspective, the relationship between them can be framed as shown in Figure 1. In this view, employer engagement can support the delivery of programmes related both to employability and to enterprise. Employability and enterprise are in some respects complementary: the entrepreneurial aspect of enterprise provides a potential alternative to employment (self-employment); while generic enterprise skills add a further dimension to employability. PDP helps students to convert employability and enterprise programmes into the language of personal competences and career development. Again, careers services in higher education have played an important role in many of these programmes. In many cases, the programmes have enabled careers services to play broader and more diverse roles within their institutions. In some cases, on the other hand, the programmes have led to significant restructuring of careers services (Watts & Butcher, 2008). In one university in which I am currently working, the University of Central Lancashire, the careers service is being merged into a new centre for enterprise, employability and careers, based partly in a hub at the heart of the university, and partly in spokes within each of the faculties.

Figure 1: Links between institutional agendas from a student perspective
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Relationship with career guidance services

In more general terms, a number of points might be made in relation to the role of career guidance services in relation to such programmes.

The first is that the link with career planning is critical to the success and impact of such programmes. Students need to consider how different fields of work offer opportunities for using competences related to enterprise, innovation and creativity. And those who are interested in establishing their own business should be helped to explore the opportunities for doing so in the fields in which they are interested. Only if this is done will they make full use of the competences they have acquired through the enterprise programmes.

Second, there is a case for viewing all career development as a form of enterprise. A book was published a few years ago by Cliff Hakim (1994) entitled We Are All Self-Employed. It contended that with the advent of the global marketplace and the decline in job security, we must all take more responsibility for maintaining our employability, which includes what we want to do, what skills we bring to the marketplace, and what others will pay us to do. It argued that this enables us to move from taking a passive attitude to our job to engaging our creativity and drawing more deeply on our talents, interests and values.

Third, we need to recognise that entrepreneurship is, for some, either the main focus or a part of their career development. Some people become entrepreneurs at an early stage, in the sense of setting up their own business, and remain so throughout their lives. But many prefer to spend a period in employment before doing so, in order to build up their skills, their experience and their networks. And some move in and out of employment and self-employment at different phases in their lives.

Finally, we need to recognise that one can be enterprising not only by setting up one’s own business but also within jobs in existing organisations. This is recognised in the concept of ‘intrapreneurship’, which is linked to opportunities for creativity and innovation within existing businesses. Some employers, for example, encourage employees to create projects which may develop new lines of business, sometimes providing seed-money for such purposes. Even where this is not the case, employers may respond positively to employees who put forward such ideas.
Conclusion
I have covered a number of different topics. I have argued that career guidance has a significant role to play in relation to economic development in general. I have also argued that it has a part to play in encouraging creativity, innovation, enterprise and entrepreneurship. Traditionally, careers services have played a relatively narrow role, helping young people to manage the transition to the labour market, and unemployed people to get back to work. The concept of ‘lifelong guidance’ which is being widely promoted within the EU – including a forthcoming Resolution which is expected to be approved by the Council of Education Ministers in November – is much wider than this. Not only is it lifelong, but it needs to embrace the issues being discussed at this conference. In doing so, it can add a powerful new dimension to the resolution of these issues.
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