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Abstract

The paper reports on data and theorising from British Academy and ESRC funded projects as well as doctoral work undertaken within our critical policy community (Critical Education Policy and Leadership, CEPaLs). Such work is addressing the careers, activities and influences of consultants, promoting and marketing their skills and knowledges in English schools and colleges.  Consultancy, and its rapidly growing influences on varied forms and modalities of schooling, including pedagogical practice, leadership and governance, is an under-researched (and even less well theorised) aspect of education policy, connecting to the conference’s main concerns with legitimacy, accountability and the work of non-state actors in wider public sectors. Therefore, this paper will give an account of aspects of our work as well as the ways in which we are developing theorisations of it. In doing this, (a) we present a mapping process of consultants and consultancy, utilising functional, critical and socially critical dimensions; (b) consider the trends with regard to schooling and its shaping through the concept we borrow from Hood and Jackson of a ‘consultocracy’ and draw from data currently being analysed; (c) develop our central argument through the use of two sets of theoretical resources which we have employed (Bourdieu’s concepts of field and habitus and Bernstein’s pedagogic discourse and its recontextualizations).  We build upon the two social theorists’ work to argue that a dialogue between these two theorists assists our ongoing project.  Finally, we develop some reflexive questions concerning the challenges and potential of developing and utilising theoretical ensembles involving eclectic and multidisciplinary work, so as to map, analyse and critique these new formations. 
Introduction

In examining the relationship between the state, public policy and knowledge, we have identified and begun to map the role and impact of private providers of what is known and what is worth knowing in regard to educational provision. Our studies of education as a public service show the rapid growth of individuals, networks, and of companies who are labeled as consultants and who undertake consultancy as a means of ‘improving’ educational provision.
Specifically, individual organisations such as schools, groups or chains of schools, as well as local and national governments and agencies, are purchasing consultants to provide knowledge and knowing as expert knowers who are ‘in the know’. This is evident in regard to classroom matters where consultants can observe lessons, give feedback and provide new skills; consultants can fill spaces in organisations through taking up temporary posts; and, can enable schools to conform to inspection and performance regimes through pre-Ofsted organizational ‘health checks’ with visits, recommendations of what must be done, and post-Ofsted responses and planning.
We have been studying this through a range of projects: first, the Knowledge Production in Educational Leadership (KPEL) project (ESRC, RES-000-23-1192) (Gunter 2012); second, the Consultancy and Knowledge Production in Education Project (British Academy, SG121698) (Gunter et al. 2014); and third, the Consultancy and Literacy Project (unfunded) (Mills 2015).  In this paper we intend making a contribution to our thinking about knowledge production within and for public policy through reporting on our findings and specifically undertaking some thinking about how this is theorised. We begin by presenting an overview of our findings by deploying a mapping framework, before we then go onto to think out loud about our data by using conceptual tools from Bourdieu and Bernstein. 
Mapping consultants and consultancy

We have been studying the business of consultants and consultancy through examining webpages and in depth interviews, where we have information about 500 consultants who work in education and interviews with 50. In addition, Mills’ work has followed consultants into the field to observe them at work and to interview their clients regarding issues of options, choices, knowledge exchange and impact (Mills 2015). 

Our overview of this data can be best understood through a mapping process that we have developed in a range of empirical and conceptual projects (for antecedence see Raffo and Gunter 2008, Gunter et al. 2013). In focusing on knowledge exchanges and claims, we are therefore concerned with the trade in knowledge and knowing by knowers, and the assertions made about what is demanded and what is provided, and why. We identify two dimensions: first, we present Functional, Critical and Socially Critical approaches to consultancy; and second, we identify that each of these three approaches are distinctive through how they conceptualise Purposes, Rationales and Narratives.

By functional we mean consultancy that has descriptive and normative purposes. A situation is described, and some projects seek to normatively engage with how that situation needs to be and could be improved (this may or may not be linked to the evidence). The rationales tend to be about improvement and effectiveness, not least through the removal of dysfunctional activity, where narratives are about both strategic and technical changes regarding behaviour modifications, cultural norms and restructuring. Hence in mapping projects and outputs we would expect this to engage with who consultants are and what they do, and how they claim to improve the efficiency and effectiveness of exchange relationships with clients.
By critical we mean consultancy that has purposes that are focused on using description to reveal the realities of a situation. Here the rationales tend to make claims about how people go about their work in context, with narratives about working relationships, habits and the impact of change. In mapping projects and outputs we would expect such research to engage with the experiences of consultants doing consultancy with their clients, and how complexities and relational encounters interplay over time. 
By socially critical we mean consultancy that locates the meaning of functional and critical questions within wider economic, political and cultural contexts. Such purposes are supported by rationales that connect activity with how globalisation operates to build advantage and disadvantage, where narratives are about both competition and equity.  In mapping projects and outputs we would expect this to engage with the relationship between consultants and consultancy as a business within globalised capital accumulation, and what this means for public services. We connect with work from social theorists such as Bernstein and Bourdieu so as to address the connections between consultancy and the fields of power and of knowledge, its forms and its re-shapings.
We now intend providing an overview of key findings. 
Functionality: is dominant in both published work and in our data. There are published accounts of about how education researchers act as “consultants” (e.g. Ainscow and Southworth 1996, Learmonth and Lowers 1998) or as “critical friends” (e.g. MacBeath 1998). Descriptions and post hoc analysis of projects and experiences enable reflections on the process, combined with recommendations for change. For example, Collarbone (2005) demonstrates how a partnership between consultants in higher education and in business was used by New Labour in securing the remodelling of the school workforce, particularly through piloting and using a business-based change model. She argues that business sector knowledge workers can do things better because of their know how, and they “radiate a ‘can do’ attitude, no matter how major the task” (p77).
Our data shows a strong commitment to functionality. There is an emphasis on providing information and skills for the profession which often enables practitioners to meet the unrelenting accountability protocols which schools have to meet. This kind of activity needs to be understood in the context of a state that has become increasingly ‘reluctant’ (Ball 2012a) as it shifts from provider to commissioner:  
Clare: Most of the time I’m working on training and consultancy for individual schools…In addition to that there are about three companies that I do work for, as an associate consultant. So, I run training and consultancy for them as well. I do other things as well, with the odd inspection thrown in and it is generally the odd inspection.

Jane: I see a large part of my job as giving schools and teachers the tools they need to raise standards and to reach the standards that OFSTED demand of them. The big training that was centralised by the National Literacy Strategy and from other places has stopped. Local Authorities are not able to provide things in the same way. Schools are seeking the help of people like me to keep them above water
There is a strong emphasis on working within the system and enabling the reform process to work. Importantly, many of the consultants tend not to raise questions about privatisation; their disposition is to enable functional efficiencies: 

Olive: the main piece of work is with [government agency]… works with Teaching Schools, Federation partnership, Initial Teacher Training. 

Geoffrey: at the moment I am the Executive Principal of [name] Academy. 

Henry: I do quite a bit of work acting as Director of HR and Governance in a Multi-Academy trust…

Suzannah: I am there to provide solutions that match the outcomes they’re seeking…

Critical work is evident in published accounts and in our data. Cameron (2010) has revealed how Secondary National Strategy (SNS) consultants were integral to reform design and delivery. Examining the social inter-relational encounters between professionals and consultants shows the complexity and dynamics of the process of consultancy, and while this has functional aspects regarding the descriptions of activity, the criticality is located in the accounts of how consultancy is a relational and complex process. The interplay between consultant and teacher is assessed as: “the SNS consultant often sought to operate to further create developmental experiences that resonated with teachers’ experiences and school or departmental needs. But, while attempting this, they may have also served to increase the control of teachers’ workspaces” (p621). So like the social science research about business and government this study shows the consultant as “benign” and as a “critical friend” (p622) but also “controlling” (p621).
Our data reveal the realities of how knowledge exchange processes take place within practice, as well as some of the intricate and complicated patterns of consultants’ work and their engagements in schools. We go on to illustrate some of these exchange processes in this paper.  The data also reveals the kinds of ‘shapeshifting’ between the public and the private defined by Newman and Clarke (2009).  For example, in case studies that Mills (2011a) has documented in which primary schools were working with consultants in the extremely ‘high stakes’ arena of literacy, there was clear evidence of diverse patterns of ‘hiring’, contracting, sub-contracting, and  complex ‘third party’ agents that characterises other work on marketization in schooling (e.g. Ball 2012b). In one primary school, a local authority in the North West of England had ‘bought in’ the services of a large private company to boost standards and test scores in many of their ‘underperforming’ schools. In addition to offering training in skills and classroom practices, the company were also involved in the marketization of their published resources and techniques for teaching. This therefore gives recognition to the layering of our analysis and the need to examine socially critical approaches. 
Socially critical work is increasingly evident in published accounts, where investigative journalism (e.g. Beckett 2007) illuminates the relationships between knowledge production, marketization and profit.  Mapping is taking place regarding the inter-connections between knowledge actors within knowledge flow processes (e.g. Ball and Junemann 2012, Grek et al. 2009, Gunter 2012), and interestingly Cameron’s (2010) study of the SNS and Mills’ (2011a,b, 2012) study of the NLS recognises the existence of ‘state-appointed consultants’. 
An interesting case is from Mills’ (2011a,b, 2012) project that focuses on New Labour’s National Literacy Strategy (NLS) intervention to raise standards of reading and writing in primary schools (DfEE, 1998). The NLS was one of the first major examples of a large-scale education policy being ‘contracted out’, first, to the not-for-profit company, CfBT (Centre for British Teachers); later (after re-tendering processes) to Capita, a private sector firm with a variety of diverse interests in public sector work. In effect, the local authority based consultants, and academics who worked either full-time or on an ad hoc basis for the NLS, were employed by these companies. Those who ‘market’ phonics products (training, learning resources) are members of the Reading Reform Foundation, who include major publishers such as Richard Jolly, of Jolly Phonics, and Debbie Hepplewhite, of Phonics International. Even though research has challenged the evidence base (e.g. Ellis 2007; Goodman et al. 2014, Wyse and Styles 2007), they act as policy advisers and have been members of influential committees. Illustrative of ‘consultocracy’ trends in education policy is the case of Ruth Miskin who was a primary school headteacher, is now the owner and managing director of one of the biggest ‘for profit’ consultancy companies in the field, Read Write Inc, and was awarded the OBE in 2012. Miskin’s strong connections to the New Labour and the Coalition governments are illustrated in research (Clark 2014) and journalist accounts (e.g. Private Eye 2012, Wilby 2008).
‘Troubling’ consultancy:
In summary, our reading of our data alongside and with published accounts shows the dominance of functional approaches to knowledge exchange and claims. The consultants locate their purposes, rationales and narratives within the neoliberal modernisation project as exemplified through the simultaneous privatisation of services, and the introduction of managerialism into retained public services. In terms of engaging critically with their work, some do give recognition to the realities of what they do, the challenges of it, and how some aspects (e.g. doing inspections) are disliked. In the main, there is little recognition of the relationship between their activity and capital accumulation, and the impact this is having on public services. However, there are examples in our data of consultants’ own ‘troubling’ of their roles and their work. Such ‘troubling’ enables us to draw on the kinds of critical resources that we go on to bring into play in this paper.
There are a number of things to be said about this. First, there is strong evidence that the majority of consultants are in this role through either taking retirement (usually early) or through being made redundant. Second, the legacy of teacher and headteacher identities is strong and enduring, as Alice says:  ‘its all about improving what happens to kids in classrooms’. Third, they are mainly in responsive mode with speedy work, and rely in their networks to generate project and income opportunities regarding how schools handle new challenges in the quality of their provision. Fourth, these networks are important because they each vouch for each other, and can are recognised as essential for benchmarking quality, particularly through references to ‘mythical’ consultants who do not conduct themselves in approved of ways. Fifth, the relocation into the private sector is often based on having undertaken ‘private sector type’ work within a local authority, and a number of consultants are explicit that they are continuing to do what they have always done but they have some choice about what they don't want to do that they had to do as a member of staff in a public organisation.
What is interesting about these issues is that they illustrate an emerging private sector work force that has been trained and professionally inducted through public sector systems and cultures. Some of this has had to be rejected in order to operate in a market place, but some of it is being used to enable private sector markets to work in education as a public service. 
Interestingly, the consultants base their quality on their expertise through professional roles as teacher, subject leader, headteacher, advisor, and on their shared identity with those in professional roles in educational services and new types of schools and chains of schools. The rolling back of the local authority means they lost their jobs but also schools are buying them in through private contracting, and so they can continue to support in ways that they have always done. Importantly, this seems to be the unique selling point – people like us with similar experiences can help people like you. However, as these people retire the pool of public into private sector consultants will dry up, and interesting issue is whether consultants who use templates rather than knowledge and identity can provide this type of service. 
Therefore it seems that there are some opportunities for consultants to operate in counter hegemonic ways, to challenge and enable public values to be retained in a privatised sector, but the issue is for how long? 
Our respondents handle the change from a salaried role in a public institution to business fees in a company (or as a sole trader) through identifying the importance of direct accountability through the contract process. They do not necessarily problematize this in relation to their power within educational services: what seems to matter is how they answer to fellow professionals and whether they receive additional or new work as a result of the service they give. Politics through the operation of local democracy and answerability to local authorities seems to have been removed. We would like to trouble this. 
Hood and Jackson (1991) have coined the label ‘consultocracy’ for the integrated relationship between consultants and public administration/services. The removal of salaried and publicly accountable professionals from central and local government means that the work is made redundant and hence only of value if it is economised and traded. The challenge as Saint-Martin (2004) has identified is that “once politics is out of public administration… it should no longer be difficult to import into the bureaucracy management ideas and techniques from the private sector because the presence of politics is the only thing that made public sector organizations different from businesses” (p21). However, we would agree that this should not be over played (Saint-Martin 1998), and it seems to us that they are forming “a new advocacy group” (p111) where there are important trends and patterns to their work, and where they seek to both undertake public sector activities regarding the inclusion of children in high quality learning and operate in markets that are about diversity and competition. However, we would like to acknowledge that the removal of political debates with options and choices in favour of consultancy solutions is a challenging trend, not least through the replacement of local debates through the market and trusted networked consultants who can help professionals deliver changes which the locality can no longer comment on or influence. 
Thinking with theory
Our preliminary mapping and emerging understandings of consultants and consultancy in educational services in England has generated an opportunity to think with theory in creative and interesting ways. As colleagues working closely together on a joint topic which we came through from different ‘directions’ it has provided opportunities for collaborative work and for a ‘pooling’ of disciplinary and professional backgrounds. 
We had separate interests in the theoretical resources and conceptual frameworks and dispositions of Basil Bernstein (1924-2000) and Pierre Bourdieu (1930-2002). Interestingly, these two theorists were near contemporaries. They drew on one another’s others’ work, often in critical ways. Bernstein’s (2001) very last published paper, a posthumous one, paid a brief tribute to Bourdieu.  Significantly, although their objects of study (of symbolic control; of capital, both economic and symbolic) overlapped, very few serious analyses have been made of their similarities and differences. In this ongoing theoretical dialogue, we must first acknowledge our debts to the account of Harker and May (1993) who set the terms of a valuable analysis of the complementarity and the (useful) fissures between Bernstein and Bourdieu’s work that we now seek to develop and build upon.
Thinking with Bernstein:
Bernstein provides us with thinking tools that enable us to examine, analyse and theorise consultants and ‘consultocracies’ in ways that focus our attention on the kinds of knowledge and knowing that are being dealt with by consultants when they work in schools. We are able to probe the structure and the forms of that knowledge. We are able to look at knowledge’s modalities and its movements from one location to another. 

Before outlining and defining some of these concepts, and showing how we have ‘put them to work’ in our studies, it is useful to locate the concepts within aspects of Bernstein’s wider project which sought to examine cultural reproduction and to uncover the processes of symbolic control, defined by him as ‘the means whereby consciousness is given a specialized form and distributed through forms of communication which relay a given distribution of power and dominant cultural categories’ (Bernstein 1990 p134).  
Bernstein situated his work within wider currents of social theory, and throughout his large corpus of work, was conscious of, and reflexive about, that location. He acknowledged that his theorisations shared concerns with other social theorists (including Bourdieu’s), viewing schools and schooling as reproductive of class relations; legitimating, reflecting and reproducing hierarchically arranged bodies of knowledge, which usually – and this is crucial for our analysis here – reinforced the interests of dominant social groups. He argued for empirical descriptions of the ways in which ‘specific agencies of cultural reproduction’ do their work in ways that (we would claim) give his concepts a particular potency to our current work.  
So, in seeking to illuminate the kinds of empirical descriptions that Bernstein argued for as a part of his wider project, we have first utilised sets of concepts that look at knowledge and pedagogy: knowledge’s classification, as well as its forms (horizontal and vertical). Pedagogy, identified by Bernstein as visible or invisible, also has potency for our analyses.   Secondly, we have utilised Bernstein’s theory of pedagogic discourse, which contains within it formulations of knowledge’s production, re-production and (central, we would claim, to consultants’ work) knowledge’s recontextualizations from location to location.  
Bernstein’s concept of classification is important in terms of its explanatory power in relation to curriculum knowledge and the way it is structured. Classification (Bernstein 1971) refers to the relationship between the content/s of the curriculum and of knowledge. Where classification is strong, contents are well insulated from each other by strong boundaries. Where classification is weak, there is reduced insulation between contents for the boundaries between content are weak or blurred. (Bernstein 1971 p205).  As a concept, it is closely related to what Bernstein defined as the forms or construction of knowledge, distinguishing between horizontal and vertical forms of knowledge. The former he described as ‘the form of knowledge usually typified as everyday, oral or commonsense knowledge’. It is ‘local, segmental, context dependent, tacit and multi-layered’ (Bernstein 1996 pp 170-171). Vertical knowledge, by contrast, ‘takes the form of a coherent, explicit, systematically principled structure, hierarchically organized’ (Bernstein 1996 p171).
These contrasting structures and formations of knowledge relate closely to Bernstein’s overall notions of pedagogic practice, defined by him as ‘a fundamental social context through which cultural reproduction-production takes place’ (Bernstein 2000 p3). He defined two generic types of pedagogic practice. In visible pedagogies, the rules about hierarchy (how knowledge was structured); sequence (in what order knowledge was to be transmitted) and judgements about how learners’ ‘performances’ were to be judged were explicit and regulated. Visible pedagogies have strong classifications of knowledge underpinning them.  Social control tends to be explicit.  Within invisible pedagogy, by contrast, the hierarchies (of knowledge and of control) are implicit. Classifications are weak. Social control is more masked.
Bernstein’s formulations and concepts are often criticised for being over-deterministic, structural and rigid in form and framing (e.g. Atkinson 1985).   Several critics have identified dilemmas in difficulties in working empirically with such ‘static’ concepts. In contrast with Bourdieu, who, as we go on to show in this paper, emphasised ‘strategies’, Bernstein tended to formulate his descriptions in terms of ‘rules’. However, we have found his concepts productive in making descriptions and subsequent theorisations of consultants’ work. To illustrate these concepts ‘at work’, we draw on some of our data derived from Mills’ (2015) study of consultants in the primary school literacy field. Detailed case studies were carried out of eight people who were ‘bought in’ by schools to help them develop knowledge and to adapt pedagogy to enhance their practice in reading, writing, speaking and listening. Significantly, many of the schools were navigating the pervasive accountability agendas that tend to be dominant in English primary schools (inspection with a focus in pupils’ performance in statutory tests at 7 and 11). 

We draw here on interviews with two such consultants. Lyn tended to draw on her training and interactions with practitioners on strongly classified, vertical knowledge (about children’s writing) and on very visible pedagogies:

I aim to give teachers the tools to do their job. My approach to writing is straightforward and explicit. I give them a range of resources and techniques. The structures are all in place….the processes are all in my materials.

Dave, another consultant working in the area of children’s writing, was a contrast in that his knowledge appeared to be more weakly classified and horizontal. The pedagogies he promoted to teachers in their own teaching (and those he demonstrated in his own training) were more invisible.

  I essentially want to give teachers a set of choices and options. I take them through my thinking on writing. I draw on all sorts of things for that. After all that, I listen to their anxieties. But I want to get them thinking.  

These different approaches to the forms of knowledge and to the modes of pedagogy have sought us to begin to theorise and to ‘think aloud’ about various aspects of consultants’ work as well as about the wider themes of consultancy and consultocracies. We can best frame these at this stage as questions, drawing upon the critical and the socially critical approaches outlined above.
(i) What happens when there is a mismatch between the views and the requirements relating to knowledge and to pedagogy between consultants and those who are ‘purchasing’ their services?

Two extracts from our data illustrate these themes. Zoe was a deputy head teacher of a school who had hired in Lyn’s services to assist them in their teaching of writing. She experienced a lack of agency, and an  over-prescriptiveness in Lyn’s techniques (‘I appreciate Lyn’s knowledge and experience but I didn’t feel I had much space. There seems to be just one way to do things’). In contrast, Pete (a class teacher in a school who had employed Dave) experienced difficulties in Dave’s less classified, less visible approaches to knowledge and pedagogy about writing:   

I wonder if Dave really appreciates the pressure we are under. He was almost saying follow your nose and do what is best for the kids you teach. The messages we got from Inspectors were different. We were ‘done’ for not doing things in particular ways. I guess I need to think about how to put those two things together… 

Engagment with the concepts concerning knowledge and pedagogy are leading us to ask more critical sets of questions of our data. These include:-
(ii)   Are certain kinds of knowledge, and modes of pedagogy, more amenable to marketization and commodification?

(iii)   What are the power perspectives involved when consultants promote particular kinds of knowledge and pedagogy in schools?  

We now want to go on to examine the movement and re-location of knowledge, illuminated by Bernstein’s concepts, which, we would argue, are central to our investigations of consultants’ work.  
Bernstein defined pedagogic discourse as a ‘principle for appropriating other discourses and bringing them into special relation with each other for the purposes of their selective transmission and acquisition’ (Bernstein 1990 p181). He argued that the concept had the facility to enable an examination of how the reproduction of culture actually takes place through knowledge becoming shaped in specific ways in pedagogic practices. In our terms here, the concept’s value is in mapping how certain kinds of knowledge get moved into schools. Bearing in mind that our particular focuses in our empirical work to date have been knowledge/s about leadership and administration and knowledge/s about literacy, we are concerned with mapping whose knowledge is seen as being important (and marketable?)

In seeking to connect the field of knowledge production (for example, in Universities, in academic research) to the fields of its re-production (e.g. in schools), Bernstein’s notion of ‘fields’ (a term he sometimes annoyingly uses in a very different sense than Bourdieu!) is useful. Bernstein writes of the field of production as one where new knowledge is constructed. In the field of re-production (schools again are a good example), this knowledge is enacted and utilised. Importantly for our purposes here, a field between these two is the field of recontextualization. This recontextualization involves a ‘de-location’, a selective appropriation of knowledge from the field of production. Further, there is a re-location into a new field. These processes (de-location; re-location) are never naïve and neutral, There is always ideology at play, and Apple (2000) catches this well in his reading of Bernstein:
When knowledge and discourse from the field of production is pulled within the recontextualizing field, it is subject to ideological transformations due to various specialized and/or political interests whose conflicts structure the recontextualizing field. (Apple 2000 p250).
Bernstein illustrated these processes of de-location, re-location and recontextualization through the particular   example of physics. It is useful to draw on this example in that it alerts us to the issues of selection, arbitrariness, power and ideology to which Apple alluded, as well as enabling us to give some indications of how the concepts can be utilised in our present work.

For Bernstein distinguishes between physics in the field of knowledge production, in Universities, or in industrial research, and physics as pedagogic discourse (in school and classrooms). In relocating one to the other, authors of textbooks are not practising, nor producing, physics. They are re-locating it. Physics is therefore undergoing a de-location from an original discourse and a re-location to another. He expresses this process succinctly:
The rules of relation, selection, sequencing and pacing (the rate of expected acquisition of the sequencing rules) cannot themselves be derived from logic internal to physics, nor from the practices of those who produce physics. The rules of the reproduction of physics are social, not logical facts. (Bernstein 1990 p185).

The key point that we want to draw from Bernstein’s formulations at this point is that pedagogic discourse is distinct from other kinds of discourse in that it is totally dependent upon other discourses for its formation. There are always power relations at play. 
Marsh (2007) reminds us that the recontextualizing process is always one ‘shaped by ideologies’ and that ‘in the creation of pedagogic discourses, different groups of people will focus on and prioritize different areas of their ideological frameworks’ (Marsh 2007 p270). How then do these arguments about pedagogic discourse, and the rule of recontextualization, which, ‘selectively appropriates, relocates, refocuses and relates other discourses to constitute its own order and orderings’ (Bernstein 1990 p184) assist us in investigating consultants and consultancy?
First, we make the (perhaps obvious) point that  consultants’ work is always ideological in that they make selections about what kinds of work they wish to do and, and which kinds of knowledge they wish to promote. Second: the kinds of de-locations, re-locations and recontextualizations they make need careful and sensitive investigations. The claims they make about their work are often based on certain doxa or misrecognitions, a point that leads us to some of the key ideas which we have drawn from Bourdieu’s work.
Thinking with Bourdieu
Bourdieu also provides us with a set of thinking tools that can enable data to be examined in ways that have explanatory purchase for activities with wider power processes and ideologies. Essentially, Bourdieu is interested in the social production and reproduction of powerful interests.  Therefore we are able conceptualise consultants and the work they do in consultancy as social processes. Our data are illuminated through the interplay of agency and structure foregrounded by Bourdieu:  the decisions and choices that these individuals make in relation to the structuring of the changes to the state and the operation of the market. 
Consequently, in order to understand the biographies and activities of individual consultants doing consultancy, and having influence in ways that could suggest consultocratic tendencies, there is a need to draw on a number of thinking tools. Here we use field, habitus, codification, illusio, doxa, capitals and misrecognition (e.g. Bourdieu 1990a, 1990b, 2000). 
There are resonances here between the insights we gain from a reading of Bernstein and those we draw from Bourdieu. Following Thomson (2005) we would argue that the field of education (professionals, children, families, communities, public services such as local authorities and national government and its agencies) has been breached by the economic field. Fields have logics, and the economic field is dominant and seeks to economise capitalist exchange relationships on a global scale, not least through seeking new markets in previous state monopolies: through privatisation of previous public services, and through managerialist processes within retained services. Utilising the accounts that we present above, we also argue that the economic field has also changed the nature of knowledge itself. That which is commodifiable, we would argue, is easily marketed by consultants.
 These processes are all part of what Bourdieu termed the game in play (Bourdieu 1990a), whereby on going crises in the economic field generates the need for new markets, and where business agents work with agents in the symbolic,  political and media fields regarding restructuring and legitimisation. Such a game is reworked through sub games that are more congenial to those who are required to play, and so New Public Management is one such game and is framed around improvement and effectiveness. NPM is offered as a means of empowerment through leadership, of quality through curriculum projects (e.g. the National Literacy Strategy), and of improving professional standards through workforce reforms (e.g. changes to terms and conditions of service, and performance related pay). The logic of practice within such games is to promote autonomy, independence, risk and entrepreneurship, whereby necessary regulation is kept to a minimum with claims about innovation and new freedoms.
Our data illuminate how state employees in national and local government as well as agencies that deliver state services have been positioned to play these games within the system, and outside of it through changes to contracts of employment – retirement and redundancy. For example, the purchaser-provider relationship between educational professionals in different parts of the education system means that marketised practices have developed within and for activity, and this is transferrable to private sector businesses and consultancy companies. 
Playing such games is enabled through the codification of neoliberal ideology into social practices that link to existing cultures. Therefore, consultants can talk about the importance of functional support for professionals as a means of delivering the best for children: this speaks to professional codes of conduct of care and inclusion, while being supplanted by notions of customers and competitive individualism. Playing happens when “a set of people take part in rule-bound activity, an activity which, without necessarily being the product of obedience to rules, obeys certain regularities” (Bourdieu 1990a, p64, emphasis in original). The players in education policy reforms are usually ministers, civil servants, private sector consultants, private philanthropists, think tanks, headteachers and professors, who “have a feel for the necessity and the logic of the game” (p64), and so they staked their interests, ideas and careers in the game through the regularities of a harmonized disposition towards the importance and legitimacy of the game. In this sense our data is from people who play the game with each other, with others who they associate with (e.g. the profession) and with others who they are associating with for the sake of playing the game well (e.g. ministers, civil servants, philanthropists). 
The game is based on a doxa or self-evident truths regarding the validity of neoliberal ideas in the reform of public services. Such a doxa is around the idea of the school as a small business (e.g. through site based management from 1988) and increasingly as an independent business (e.g. academies from 2000, free schools from 2010) that is networked into and with other businesses through chains, and through consultancy support. This has generated an “illusio” where “being caught up in the game… as a fundamental belief in the interest of the game and the value of the stakes which is inherent in that membership” (Bourdieu 2000 p11). As former educational professionals find themselves without salaried employment they understood the game had relocated from public to private, and that they could play in ways that enabled them to continue to work in similar ways and to develop opportunities for new work that expanded their expertise. 
The call to join in with modernising policy enabled players to stake their capital: this was economic capital through funding reforms (e.g. academy sponsors funding schools and buying in consultants to support this); cultural capital through the embodiment, institutionalisation and objectification of changes as normal (e.g. ministerial and civil servant narratives about reforms) (Bourdieu and Wacquant 1992, p119); social capital through tapping into and generating “a durable network of more or less institutionalized relationships of mutual acquaintance and recognition” (Bourdieu and Wacquant 1992, p119) (e.g. headteachers and consultants taking on collaborative improvement projects); and, “the symbolic effects of capital” (Bourdieu 2000 p242, emphasis in original) is revealed within the game as the struggle for distinction and recognition, where through rituals a person enters a “social fiction” (Bourdieu 2000 p243) (e.g. winning a contract, being awarded a title such as Sir or Dame, and taking on a delivery role in turning around a failing school). 
These processes are generative. Strategizing through the staking of capitals in order to take up a position (as distinct from being positioned) is evident through our data. We show consultants learning about what it is they want to do and not do, and how they seek a position to control their own work, their client list, and who they network with. In a salaried position they had to work in a prescribed structure and be accountable to the public for public money through performance management. They had to work with ‘colleagues’ whether they wanted to or not, taking their share of organisational requirements. The neoliberal doxa has generated a capacity to control who they work with, to dispense with work they do not wish to do, and the people they do not wish to work with. Hence, while very busy and undertaking demanding contracts there is a liberation narrative in their accounts of change and purposes. 
Underlying these changes in their work are notions of practice and the interplay between agency and structure.  Bourdieu (1990, 2000) helps us to think about this through his thinking tool of habitus. Habitus is about dispositions to practice: “strategies are not abstract responses to an abstract situation… they are defined in relation to promptings, inscribed in the objective world, in the form of positive or negative indices which are not addressed to just anyone but which only ‘speak’ (as opposed to what ‘says nothing to them’) to agents characterised by possession of a certain capital and certain habitus” (Bourdieu 2000, p220). Hence, not everyone who has retired or been made redundant is a consultant doing consultancy. Our data show how people have found themselves in a situation where some have moved into consultancy smoothly; others have struggled with the idea and realities of it.
Our data also show self-descriptions with a calculation of worth about what they might do, and speculations about whether they can do it in the harsh world of competition. The use by some of our respondents of ‘mythical’ consultants to benchmark themselves against is illustrative of vulnerability about their place in the market, and about whether they are doing a good job - or the right job! 
Thinking more about this can be aided by Bourdieu’s (1990b) development of habitus through various projects, and here he provides a helpful description: 

“The conditionings associated with a particular class of conditions of existence produce habitus, systems of durable, transposable dispositions, structured structures predisposed to function as structuring structures, that is, as principles which generate and organize practices and representations that can be objectively adapted to their outcomes without presupposing a conscious aiming at ends or an express mastery of the operations necessary in order to attain them. Objectively ‘regulated’ and ‘regular’ without being in any way the product of obedience to rules, they can be collectively orchestrated without being the product of the organizing action of a conductor” (p53, emphasis in original). 
Using habitus to think about our data illuminates how the professional biographies developed through salaried employment in schools, local authorities, and agencies is a structured structure.  Everyday notions of collegiality, support, advice giving, through to more dramatic preventative measures regarding Ofsted preparation, or salvationist work in taking on executive headteacher roles to ‘turn a school around’, are deeply rooted in teacher and school leadership practices. This acts as a legacy which is stronger for some than others. There are those who have become marketeer consultants and adopted entrepreneurship, whereby previous work provides capital in the market place - but has to be challenged in order to operate in competition. There are those who are ‘adapting’ consultants, using their background as an anchor but realising that there is a need to take on new identities. There are those who are reluctant consultants, focusing on inclusivity values and a learner focus, but seeing the world changing around them and wondering for how long this work might be held onto.
In a sense, the structuring structures of the market impact at different speeds, and levels of adoption or resistance depend on family and the economic situation. Those who have a pension and/or partner can engage in ways that enable resistance to be fully economised. Those who need to earn a living have had to focus on their position in relation to the market. Those who are fleet of foot, risk takers, and strategisers within the game are able to respond to changing circumstances, and so changes within the market (e.g. ending of state funded and regulated curriculum strategies) means that consultants have to look again at their ‘product’ and ‘image’ and reposition themselves in the market. They perhaps make new alliances and formal partnerships in order that expertise and differentiation is pooled, and used to best advantage. 
How this is talked about does illuminate issues of misrecognition, what Bourdieu (2000) identifies as a failure to recognise how practice is constructed by the world a person inhabits. For example, there are claims to be working on behalf of all children – a residue of public sector professionalism – while working functionally to privatise public education through the setting up and management of academies, through the reform of the workforce and the employment of non-teachers to deliver learning, and the differentiation of the curriculum in ways that determine children’s economic contribution as future workers. Importantly, these processes also enable for-profit education to develop. Therefore, the idea and reality of advice for-profit in the consultancy business is normalised, and acts in a generative way within the cultures and practices of educational services in general. 
Thinking with theory?
The situation that we have outlined in public education is rapidly changing. Public sector trained and accredited professionals are increasingly relocated (whether they like it or not) into the private sector. By focusing on these rapid shifts, on the ways in which individuals and networks have responded, we have been able to bring perspective. Thinking theoretically in productive and novel ways through deploying Bernstein and Bourdieu’s analytical tools help us to think productively about power processes, about knowledge and its location, and the interplay between agency and structure. 
Bernstein began from Durkheimian rules and structures, and tended to work with ‘rules’ which he invited others to employ in scrutinising data.  Bourdieu tended to begin from data. Bernstein speaks to rules and codes that were developed through the study of schools and schooling; whereas Bourdieu speaks to practice and strategizing within a range of fields that are not only about education but science, arts and the economy. What we have gained through bringing sets of conceptual repertoires together (e.g. codes and habitus; symbolic control; recontextualizations) is a pooling of resources, and a way of looking critically at the novel circumstances in which we (and our students) work. 
We want to conclude this paper by asking a set of questions to steer our own ‘thinking aloud’.

(1) What do we gain (or lose?) by combining the (relatively) structural resources of Bernstein with the (relatively) mobile and generative concepts of Bourdieu?
(2) Are there further ways in which we might combine/develop/and utilise these two sets of resources?
(3) How might the concepts of ‘code’ and ‘habitus’ be further combined in our work?
(4) Bernstein’s work is often critiqued for not acknowledging actors’ agency. Can we develop the concepts within his work to enable the incorporation of such agency?
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