
		
			
				Imagining Futures

				

			

			
				

			

			

		

	
		
			
				

				Imagining Futures:

				Identity narratives and the role of work, education, community and family

				Helen Stokes

				[image: MUP_logosheet.eps]

			

		

	
		
			
				

				Contents

				Acknowledgments

				1	Developing identity narratives

				2	Imagining their futures

				3	Unequal imagined futures

				4	Young people, transitions and life choices

				5	Work as a site for identity development

				6	Post-school futures: Identity narratives and TAFE

				7	Education and the knowledge economy

				8	Identity narratives: Effective pedagogies in and out of school

				Appendix: Research sites

				References

				Index

			

		

	
		
			
				

				Acknowledgments

				Over many years as a researcher at the Youth Research Centre I have recorded and discussed the identity investments that young people make in their educational experiences and their transitions from school to post-school study, training and employment. This book is part of that broader focus. I would like to thank the many people I have worked with on different projects at the centre who have contributed to the understandings drawn together in this book. My PhD, which provides the basis for this book, was supported by a Staff Equity Fellowship Grant from the University of Melbourne.

				Many young people willingly shared their stories over a number of years, and I am indebted to them as their stories form the book. In particular I would like to thank Kathleen Stacey, who conducted the interviews for the Young Visions project with the young people in school in South Australia, and who provided such rich textual responses from the young people as they told her their stories; Malcolm Turnbull, who conducted the interviews with the Life Patterns participants (young people attending TAFE) as well as contributing conceptually to chapter 6 with his review of the literature; Johanna Wyn, who read, commented and provided structural editing for a number of chapters at different stages of drafting; and Lyndall Grimshaw, who read and provided comments on the final draft. Throughout the process I appreciated the ongoing support of my friends, particularly Penny, Kerri, Debra, Jenny and my god-daughter Clemmie , who encouraged me in my writing process with many coffees and discussions about life.

				Thank you to my family: Andy, James, Patrick, Katie and Nicky; my father Eric and my mother Lola: although she has passed away, her memory still provides me with support.

			

		

	
		
			
				

				1

				Developing identity narratives

				

				This book tells the stories of young people: some who are in the final years of secondary school and some in their final years of Technical & Further Education (TAFE). It is a book about possibility, futures imagined at a stage of life when the structure and relative certainty of school and further education is about to be left behind. It provides an insight into the options they see for themselves and into the strategies they use to make their imagined futures possible. In this sense, the book is about how young people see themselves, now and in the future, so it is about identity. It draws on their stories, or narratives, about who they are, who they aim to become and how. It goes beyond the question that older people usually ask younger people, ‘what do you want to be?’ to analyse the stories they have about themselves.

				These stories are called ‘identity narratives’, and they are important tools for young people. They give shape to the uncertainty that lies ahead, and they provide an important narrative thread that links past, present and future. Young people understand that work is one of the spaces in which identities are forged, and so the kinds of work (or career) that they envisage for themselves are central to these stories. Their narratives also provide insights into the resources that they seek for achieving their goals. Christie, whom we meet in chapters 2 and 3, provides an example.

				Christie is in Year 11 at a high school in a town reliant on fishing. She perceives herself as being in conflict with the teachers and the school because she doesn’t want to follow a career that involves tertiary study. She has made her own decision about her future with moving away from town and having fun being prime motivators. But she is not leaving this to chance. While at school she has gained a traineeship in hospitality that allows her to learn about what she would like to do in the future when she travels around Australia working in hotels. At times this places her in conflict with the teachers at school when she doesn’t meet deadlines for assessment but, for Christie, this is what will provide her ticket out of town and her future life for which she is preparing now.

				This book provides an in-depth analysis of the stories of the young people in relation to the contexts of work, school, TAFE, the community and the family. These are important sites for the crafting of identity narratives, and are the spaces in which young people find the resources on which they draw. These narratives were obtained through interviews within a participatory research framework. This approach allowed the young people to actively engage with the content of the research and make their own connections in regard to their career and identity narratives. Gathering their perceptions positioned them as the experts with a story to tell and an identity to rehearse, as they gathered their available resources to engage in the production of selfhood.

				The book is an account of a period of life that for young people is often described as a transitional stage or phase (for example from school to post-school study to work). But this description does little justice to the complexity of the processes that are occurring and tends to ignore the significance of the identity work that young people are undertaking. Their stories enable an exploration of that complexity. Their stories also provide a perspective on schools and other institutions with which they engage on a daily basis; they reveal a lack of understanding by these institutions about young people’s lives. This is especially so for the work that young people must do to manage their lives across the domains of education, work, family, relationships and leisure.

				Young people today live in a society characterised by the impact of globalisation, technological change and restructured work and social relations. Living with and managing change and uncertainty are challenges for young people in late modernity, as they have to learn how to live with the realities of a changing labour market and unpredictable transitions. In late modernity, the transition experience is characterised by the development of a biography that is seen to be constructed individually, based on the need to make choices and be self-managed.1 This is in contrast to transitions in modernity that were perceived to be relatively predictable and linear moves between set markers of youth and adulthood, for example in education, paid work and household formation.

				Participation in secondary education has become the norm for young people. This participation at a national policy level has recently been reinforced by the National Partnership Agreement on Youth Attainment and Transitions,2 which aims to increase young people’s engagement with education and training with targets of 90 per cent of 20–24-year-olds attaining Year 12 or its equivalent by 2015. Despite this change, the vast majority of young people still attend educational institutions that are based, in many respects, on an industrial model of schooling developed for a bygone era.3 Mass secondary education and the transitions that young people make are also still largely based on the assumptions of that era, with a successful transition still placing young people in a trajectory from school to post-school study and then full-time work.4

				For example, the term ‘smooth transition’ is often used to describe the standard version of this linear trajectory (that is, the unproblematic and timely transition from school to work). Assumptions like this underestimate the complex uses that young people are making of the education system and the non-standard pathways they follow as they develop a sense of self within educational and non-educational settings. There is an emerging consensus within youth studies that the term ‘transition’ has become an inadequate concept for understanding the diversity of experiences that young people undertake as they negotiate their lives within an unpredictable labour market and a changing social world.5 This book contributes to the project of developing a broader reading of the concept of transition, by placing identity work centre stage.

				While education has now become one of the key sites where young people engage with the identity work that they must do to negotiate their way in an unpredictable and changing world, I was interested to expand the context to better understand the multiple sites for identity formation that young people inhabit while simultaneously engaged in education. These can include such sites as workplaces, moving beyond traditional sites for learning. Many educators largely overlook the important role of workplaces as a site for identity formation while young people are still at school. Indeed, school and work are seen to be separate and unrelated sites, and limited use is made in the school curriculum of the knowledge that young people gain from workplaces.

				An analysis of young people’s learning in workplaces helps us to understand how young people are experiencing and making meaning of their lives, developing narratives that draw on different life spheres and at times participating in contradictory discourses where they are positioned as student, worker, community member and family member.

				Questions of identity

				Discussions about the role of work, community involvement and careers with young people generate broader questions of identity as young people think about the questions of who they are and who they want to be. Young people’s involvement in the workplace (either through work placement or part-time work) and the community provides resources on which they can draw while still engaged with education to provide perspectives other than being positioned as a ‘student’ for the identity work they are undertaking.

				This book analyses stories from many young people (aged 15–24 years) as they engaged with the process of crafting their identity narratives. Drawing on these interviews key themes include:

				
						how young people are engaging with the production of selfhood in a time of global and social change

						how young people are drawing on enterprising subjectivities such as the need to be self-managing and responsible for their life-course directions despite the differing geographical, economic and social circumstances that they may inhabit, and

						how young people are drawing together resources to enable them to navigate their life situations and biographical patterns.

				

				The young people interviewed discussed the ways in which their sense of self was connected to their educational and other life experiences and transitions from school to post-school study, training or employment. Engagement with post-structural theorisations of the concept of identity development, as a crucial dimension of young people’s educational experience and transitions, allows for a broader reading of these processes as they engage with the production of selfhood. Developing an understanding of the multiple sites for identity formation that young people inhabit and negotiate better helps us to understand how they are experiencing and making meaning in their lives, developing narratives that draw on a range of resources. Young people’s identity work draws on social and material resources in all the places they spend time (families, with friends, in school, during leisure pursuits and at work). My analysis shows that at times they must manage contradictory discourses of student, worker, community and family member.

				Changing concepts of identity

				Understandings of identity have changed over time. These understandings can be seen in the difference between a humanist understanding of identity in which identity is seen as an inherent quality and property of the individual, and as unitary; and a post-structuralist understanding in which identity is seen as constructed, through interactions with others, and is generally unstable and multifaceted. A humanist understanding of identity is based on the idea that the self has a unified and essential core. The self is understood to be innately rational, autonomous, ahistorical and ‘endowed with a will, a freedom, an intentionality which is then subsequently expressed in language, in action, in the public domain’.6

				In contrast, a post-structuralist critique of identity acknowledges identity as a process in which the production of selfhood is both contingent and constructed and is therefore influenced by social and historical transformation.7 Melucci’s work highlights the multiplicity of meanings of identity and the lack of a definitive, stable identity story.8 As with a number of late modern theorists,9 he prefers to understand identity as ‘becoming’ rather than as a fixed entity. He notes that production of identity is a process of negotiation among different parts and times of the self and among different settings. For example, Melucci states: ‘Today identity is the product of our conscious action and the outcomes of self-reflection more than a set of given or inherited characteristics. Our identity tends to coincide with conscious processes of individuation: we experience it not so much as a situation as an action.’10

				It involves the capacity to respond to the multiplicity and contradictoriness of the elements at a given moment. Conceptually therefore it is important to shift from a consideration of identity in terms of a binary either/or to a non-linear perspective that includes multiple possibilities. This is very relevant for thinking about young people as they engage in the production of selfhood. For one thing, it opens up an understanding that young people are shaping their sense of self across different life domains. This approach has important implications for policies that rely on a notion of success and failure. As I have alluded to above, this notion tends to underpin transition approaches to youth policy, and to focus on a linear movement from school to work. When we pay closer attention to what young people are saying and doing—the non-linear—young people are also positioning themselves within discourses of leisure (including travel), the cultural economy and community involvement. The dominant discourse of school-to-work transition is therefore only one of many competing discourses as young people develop their identity narratives.

				This post-structuralist understanding of knowledge and production of selfhood influences my research in regard to young people’s perceptions of their lives and development of identity narratives. It allows for a rereading of how young people engage with the production of selfhood drawing on a range of discourses and subjectivities (for example where they are positioned as worker and community member) other than the dominant educational discourse where they are positioned as student. When positioned as student, young people take on the available subject positions (such as someone who will have information delivered to them or does not take responsibility for organising learning within that discourse) that may limit their production of selfhood, and those student behaviours, as Foucault argues,11 become defined as behaviours that are ‘normal’ for that group of people. I am therefore interested in theories of identity that seek to disrupt the normalising and categorising of young people within dominant societal discourses, including in education where young people are positioned as student.

				A relational view of self and development of identity takes away the need to search for a definitive story but instead places the emphasis on ‘the indeterminacy of identity, the relativity of meaning and the generation and exploration of a multiplicity of meanings’.12 This opens possibilities for exploration as well as a readiness to explore multiple perspectives from the point of view not only of the young people but also that of personnel in the school setting to enable a broader understanding of how young people are constructing and making meaning in their lives. When we meet the different young people in this book in the following chapters we will see how this plays out in their lives, their work and the educational settings they inhabit.

				As we meet the research subjects we explore how young people construct meaning from multiple viewpoints, including those of part-time work, work placement and community engagement experiences. Although these were important aspects of the young people’s lives, they often came into conflict with the presumed dominant discourse in their lives, that of the young person as student and the dominant views that teachers have in regard to the young person’s role as student. In the school setting this plays out in the way the young people are positioned as receivers of knowledge rather than constructors of knowledge,13 which then affects the young person’s gathering of resources (social, structural and relational) to develop their identity narratives. When the development of identity narratives draws on subjectivities such as being enterprising and self-managing, there is a mismatch in how young people are positioned in schools and the identity investments that they feel they are required to make to be successful in both the present and the future. For school personnel having a relational view of identity that includes multiple perspectives would allow for a broader understanding of young people, their transitions and identity investments.

				How do we come to know who we are?

				Throughout this book there are stories from many young people as they undertake identity investments through work, study, family relationships and involvement in the community. Through these stories and narratives of both the self and culture, we constitute others and ourselves.14 Such stories and narratives are symbolic systems through which people are able to negotiate their lives and through which they can reflect on their lives. To have a particular identity, the narrative resources that enable that particular identification (for example to be a successful learner) must be available to that person and be culturally circulating. Therefore narrative identity is ‘socially and culturally constructed as well as constantly changing and dynamic’.15

				Davies describes the process of subjectification in which we actively take up available discourses (for example that of a successful post-school trajectory) that we desire as our own. The contexts of subjectification will be ‘differently located, culturally, historically, geographically, economically and philosophically but through our bodies being subjected within these available discourses we become the selves we take them to be’.16 Subjectification also involves being able to position and be positioned in regard to certain categories and storylines. These categories and storylines are often binary oppositional categories, such as child/adult and student/teacher. Being positioned as one entails not being positioned as the other, for example, female but not male. Through taking part in discursive practices that provide meaning to these categories and storylines we begin to develop narratives of who we are. This analysis is useful for example when thinking about young people involved in part-time work while they are studying. At school they may be positioned as student rather than teacher with the storylines that that entails whereas at work they will be positioned as worker, which may involve very different storylines.

				We begin to recognise ourselves and are recognised by others as being a member of a category or storyline.17 To do this we must develop characteristics of the category. In this way the constitutive effects of discourses allow us to be recognised and provide the ‘terms of our subjecthood’.18 As we meet the research subjects we find how young people take part in discursive practices that position them as ‘worker’ and then begin to recognise this as part of their storylines or narratives.

				In the process of subjectification, we both act and are acted upon by the available discourses we desire and internalise as our own. Davies notes ‘a tension between simultaneously becoming a speaking agentic subject and the co-requisite for this, being subjected to the meanings inherent in the discourse through which one becomes a subject’.19 This is described as post-structuralism’s double move in the construction of subjectivity in which ‘a subject exhibits agency as it constructs itself by taking up available discourses and cultural practices and a subject that at the same time is subjected, forced into subjectivity by those same discourses and practices’.20 Butler continues to describe becoming a subject as involving an ambivalence of mastery and submission that takes place simultaneously. She notes:

				The more a practice is mastered, the more fully subjection is achieved. Submission and mastery take place simultaneously, and it is this paradoxical simultaneity that constitutes the ambivalence of subjection. Where one might expect submission to consist in a yielding to an externally imposed dominant order and to be marked by loss of control and mastery, it is paradoxically marked by mastery itself … the lived simultaneity of submission as mastery and mastery as submission, is the condition of possibility for the subject itself.21

				Stories of hope and the future

				As I travelled around Australia conducting interviews I heard stories of rural communities dealing with difficult physical conditions such as drought, which was then tempering the optimism that the young people from these areas felt for the future. Other young people had stories of hope that included work both in Australia and overseas, travel, particularly wanting to experience the world before settling down and having a family in the future, while for some making decisions within the context of the family was the most important factor. The young people told stories of the different resources on which they were drawing to think about the identity questions that they faced. I heard many and varied stories that reflected the lives of the young people both past and present and what they hoped for the future as they developed their biographical project.

				The data provided a wealth of narratives from the young people about their activities and lives both in and out of school that could be analysed in greater detail and depth. The perceptions gained from the young people in which they discuss the role of work in their lives while still at school will further add to the debate about how schools and teachers can assist young people to make sense of the changes currently happening in society and plan for their lives now and in future. The perceptions will enable schools to draw on all available resources to assist young people who may not have the family resources on which others are able to draw.

				Identity narratives

				This book comprises many stories of young people as they engage with developing their identity narratives. Why use narrative as a way to understand what is happening in their lives? It is through their stories that we begin to understand their experiences of living with change and uncertainty in late modernity. Cohler and Hammack suggest that the narrative concept serves as a ‘useful heuristic anchor’ for young people confronting the shifting realities and dilemmas of late modernity: it is ‘through narrative that meaning is constructed’. Human beings create meaning in life by constructing life stories. They note: ‘In this way, beginning with adolescence and first awareness of futurity and of a presently remembered past, experienced present, and anticipated future, the personal narrative provides a sense of coherence for lived experience.’22

				The narrative approach to identity has become an increasingly popular methodology in recent years, predicated on the assumptions that human lives need to be recounted to be understood, and that understanding the past is essential to understanding the present.23 Atkins notes: ‘[W]hat is required for personal identity … is a model that can mediate and synthesise the diverse and heterogeneous aspects of life. That model is narrative.’

				Gone, Miller and Rappaport similarly highlight the ability of narrative ‘to represent the temporal nature of unfolding human experience’, and they acknowledge the centrality of biography in the construction of individual identity,24 while Somers maintains: ‘Social life is itself storied … that people construct identities … by locating themselves or being located within a repertoire of emplotted stories.’25 Just as narrative identities are constructed both through internal dialogue and interaction with others, they are sustained and modified or transformed through social relationships: As Ezzy comments: ‘Self-identity is formed in a narrative … a complex interaction between events, imagination, significant others, routines and habits.’26

				Who are the young people?

				The narratives are drawn from interviews with young people from two larger studies.27 The interviews conducted with young people in schools were from the Young Visions study conducted about young people’s perceptions of carer education, enterprise education and part-time work. The young people interviewed while at TAFE have been part of the Life Patterns project. The young people were attending school and TAFE in Victoria, New South Wales, South Australia, Tasmania and Queensland. (A more detailed description of the sites for the Young Visions study is provided in the appendix to this book.) Of the schools the young people attended, six were in metropolitan areas while three were in regional areas and two were in rural areas. The young people were attending a mix of government, Catholic and independent schools. Of the TAFEs the young people were attending, two were in regional areas and four were in metropolitan areas. The young people at school were in Years 10, 11 and 12. The young people at TAFE were in their fifth year post–Year 12.

				Living in rural Australia

				Many of the young people interviewed for this book live in rural or regional Australia. I was interested to explore what it meant to have place-based identities, such as rural. When living in a neoliberal world characterised by progress in a globalised context, place-based identities such as rural identities are seen as limiting their personal futures and are often associated with a lack of mobility and inability to be part of that globalised world.28

				In writing the narratives of the young people I have tried to acknowledge their physical location, for example attending a school in a regional area, and to draw on their discussion of rural subjectivities that they expressed as they developed their identity narratives.

				There are many different and potentially conflicting definitions of ‘rural’, which is often defined demographically using criteria of population density, or economically where ‘rural’ is equated with economic disadvantage, or by sociocultural characteristics with lifestyles offering ‘closer community links, increased safety, a more friendly, sharing and supportive community’29 as well as location or remoteness from larger cities.

				Definitions of young people according to physical location are contested particularly in regard to what defines ‘rural’. One of the defining characteristics or meanings of rurality for young people interviewed in this research was their access to educational opportunities: that they have to leave home to further their education. For some this happened while they were at school (attending boarding school in a regional or metropolitan area), and for others it was to access post-school options. Although regional centres may have a university, rural areas did not. This concurred with other research on young people who accessed higher education from rural areas.30

				A number of the girls and boys interviewed from regional private schools came from remote rural properties. Despite living in a regional area for schooling these young people drew on rural subjectivities and defined themselves as rural, which alerts us to one of the difficulties of trying to define ‘rural’. A person may define him- or herself as ‘rural’ because they draw on rural subjectivities as they develop their narratives of self, but they may not be physically located in a rural area.

				One young man described his school holidays on the family property that assisted him in defining himself as ‘rural’ while living in a regional area:

				I work on the property in outback New South Wales. It’s 3500 acres, and there are cattle, horses and wild pigs. In the school holidays I do stock work with cattle and horses and maintenance of the house and the garden as well as baby-sitting. I shoot and sell the pigs, or I run with the dogs and knife the pigs. You need to have a licence because you have to be hygienic with the meat.

				Positioning myself in the research process

				It is important to position myself within the research process and to acknowledge that the experiences and understandings that I hold, as well as the interactions I have, shape the research process. Hermeneutics acknowledges that ‘every researcher brings assumptions and a tradition of understanding to their research’ and ‘that these assumptions shape how the research is conducted, what is done and what is found’,31 or, as Ball asserts, ‘We know ourselves and relate to others from where we belong.’32 Richardson argues that post-structuralism as a particular type of post-modernist thinking provides direction for qualitative writers. She notes: ‘First it directs us to understand ourselves reflexively as persons writing from particular positions at particular times and second, it frees us from trying to write a single text in which we say everything at once to everyone.’33

				I spent considerable time in the interviews asking the young people about what they would like to do or be in the future. They had to imagine themselves in five years time and then imagine themselves in ten years time. Where would they be—would they be in the same location, would they have developed alternative family arrangements, would they be financially secure? The young people often spoke of wanting to do something in the future that allowed them to travel, and they wanted a job that would enable them to do so. I was brought back to my own position within the interview process when one of the interviewees, knowing I had travelled extensively to conduct interviews as part of my work, asked:

				So what is it that you do?

				As I explained that I travelled around Australia to conduct interviews with young people, he said:

				Well, I hadn’t thought about a particular job before, but I will just get one like yours.

				While I immediately thought about the difficulties and insecurities involved with being part of the contract research process, I could also acknowledge that this also provided synergies with the neoliberal economic climate within which these young people would have to construct their life. The research process allowed me glimpses into aspects of young people’s lives of which I was previously unaware. To then write the stories of the young people is to give a picture of the complexity of their lives.

				The questions about my position in the research process brought home to me how privileged I have been to be able to hear so many stories about young people’s lives in many differing communities from the coastal towns of Australia to more remote rural locations in inland Australia. While these people were students at a school as I had once been, they came from very different locations and backgrounds and faced very different challenges as they imagined their futures from what I had as a white middle-class woman from a metropolitan area with a university degree and employment in a university. I did not have to face any of the difficulties that some of these young people would face in accessing further education, or, in some cases, secondary education, and I had little knowledge of life in a rural area. I found it important to acknowledge the experiences that these young people were living. To do so I described where I came from and then asked them to explain in detail what their experiences were of their area. They, as the narrators in the process, were the experts in their area, and it was their voice I wanted to hear. The students gained considerable enjoyment from telling me about their school, their location, their activities outside school, including in the workplace, and their thoughts for the future. Despite the very obvious difference in both social and physical location in some cases, the students, as Bourdieu notes in regard to experiences of mutuality when interviewing, seem ‘to grasp this situation as an exceptional opportunity offered to them to testify, to make themselves heard, to transfer their experience from the private to the public sphere: an opportunity to explain themselves’.34

				It is important to ensure when analysing the data that the interpretive framework is based on categories generated by young people from the post- or late-modern era rather than being based on the norms of development and transition from the modern era, as is much youth research at present.35 Initial themes about a society characterised by risk and uncertainty predominated but, as I continued, a number of questions began to arise. I became interested in exploring the dominant subjectivities on which young people draw as they live in social contexts characterised by risk and uncertainty and a neoliberal economy. The theme of the enterprising or self-managing self came to the fore as young people negotiated the uncertainty of their school to post-school transitions. But what did this mean in practice? Where did young people draw resources to become that enterprising or self-managing self? Was it a subjectivity available to or taken up by all young people as they crafted their identity narratives? Were the resources to do so equally available to all young people? In some it is seen as natural to be enterprising and self-managing, but this underscores the level of investment that young people make to develop these resources. What role did education play in providing opportunities to develop those resources? Where else did the young people turn?

				Stories of self-managing and individual responsibility

				Young people make complex identity investments as they actively participate in their production of selfhood. There is a high level of self-management and individual responsibility that the young people describe as they tell their stories of the past, present and future. How then can post-structural theories begin to deconstruct why the young people (even those not regarded as successful at school) are telling stories that exhibited high levels of personal responsibility for their individual futures?

				Foucault’s theory of governmentality provides insight into understanding why young people were explaining their lives and production of selfhood with constant reference to self-management. Foucault developed the concept of governmentality as a way of thinking power differently, where power is internalised rather than being imposed from outside.36 He developed four technologies that he also called ‘truth games’ as specific techniques to analyse how human beings understand themselves. These four technologies are ‘technologies of production’, ‘technologies of sign systems’, ‘technologies of power’ and ‘technologies of the self’. He used the last two technologies of power and the self to then study the management of individuals in institutions, for example in asylums, prisons and schools. He describes the interaction between these two technologies of power and the self as governmentality.

				Governmentality has therefore been described as the ‘the art of governance’ and ‘government at a distance’.37 It has further been described by theorists at a broader social level as a mentality where the aims and the purposes of government are linked with the technologies of governing, through programs, practices and techniques, and where technologies of the self, interact with the technologies of governing.38 I became interested in this theory in regard to the development of transition policy and then the way these policies promote the need for young people to individually manage their identity narratives. So, through this process, people’s inner lives are brought into the domain of power and people are educated to govern themselves.

				For young people, the development of an identity narrative that involves post-school education or training becomes an important part of realising the objectives of the knowledge economy. While the young people interviewed would never articulate an understanding of or needs of the knowledge economy, they still strongly articulate the need to have a career pathway that involves some form of post-school study or training. Rose describes this as occurring through the project for responsible citizenship being linked with the individual’s project for themselves. Power is therefore exercised through seduction rather than repression and through ‘technologies of self’ (disciplinary practices), which are described as self-steering mechanisms or practices such as self-reflection, self-examination in which individuals experience, understand, judge, evaluate and conduct themselves.39

				In the new social order of neoliberalism, subjects both position themselves and are positioned as ‘entrepreneurial selves’. The term ‘entrepreneurial self’40 is then used to describe the formation of a dominant subjectivity that includes young people reflecting identities that enable them to engage reflexively and continuously in the processes of constructing themselves as choice-makers. As Rose theorises,41 neoliberalism functions at the level of individual subjects, who, while in fact being extensively governed, define themselves as free. Stephen, whom we meet in chapter 2, provides an example.

				Stephen is in Year 11 at a large metropolitan high school. He has consistently made choices about the subjects he does at school, his part-time work and in his extra- curricular activities that will further his imagined future in the corporate world. In his part-time job he joins committees and positions himself as a leader in those committees; he articulates that he is a peer mentor at school to further his leadership skills and studies subjects that relate to his corporate goals. He actively seeks out contacts in the corporate world while he acknowledges that his family provides little support or knowledge about his goals in regard to this.

				As Edwards argues, it is the ‘ethos of enterprise that helps to re-shape subjectivity through self-fashioning in the processes of governing in advanced liberalism’.42 Edwards contends that education has become a site for restructuring in the era of neoliberalism. The ethos of enterprise is produced through technologies (for example the school curriculum) that, while not wholly deterministic, seek to govern the conduct of individuals. These technologies seek to produce individualised and responsibilised subjects. Governing in this way is not determining of people’s subjectivities but, through the exercise of choice on the part of the individual, fosters and promotes certain attributes such as reflexivity, active citizenship and social responsibility as well as enabling individuals to develop their capacities to look after themselves.43

				We see then that identity, although not predetermined, is not something that is ‘free floating’. It has a political dimension. Identity exists within what Foucault calls a ‘regime of truth’44 and within socially constituted discourses that define what can function as true and what can be thought possible or sayable within those ‘regimes of truth’. Those ‘regimes of truth’ then define what can be an acceptable and/or dominant identity and what identities are marginalised or seen as inferior.

				To develop a particular identity, though, means being able to access the narrative resources that enable such identification. The neoliberal discourse provides one example of narrative resources that are currently culturally, economically and philosophically circulating. Young people are currently drawing on subjectivities such as being enterprising and self-managing as they position themselves within a neoliberal discourse as reflexive, responsible and choice-making citizens. Post-structural analysis of subjectification allows us to deconstruct this process as young people engage with neoliberal discourses. The process of subjectification acknowledges that we both act and are acted upon by available discourses, so, while young people may appear free to choose in regard to future careers and imagining their futures, they are, as Rose notes, also ‘obliged to be free and enact their lives in terms of choice’.45

				Plan of the book

				Throughout this book we meet young people who are engaging with the questions of who they want to be and then thinking about how that process might unfold. Throughout these discussions a number of themes emerge at both the individual and societal levels. These themes are discussed through the unfolding of the young people’s narratives of identity.

				Chapter 2 focuses on how young people respond when thinking about their futures in a society dominated by a discourse of neoliberalism. Developing a career and identity narrative is linked to the multiple contexts that young people inhabit, including family, social, national and global contexts. What does this mean for young people when the economic national and global context that they inhabit is that of neoliberalism? Is there resistance and fracture as young people imagine their futures? To what extent is the only future that young people can imagine that of a neoliberal subject? These questions are explored through the stories of ten young people from six of the different research areas in New South Wales, Victoria and South Australia.

				Chapter 3 is an exploration of the stories of a number of young people from rural, regional and metropolitan areas and examines the interrelationship between the geographical, social relationships and socioeconomic resources they are able to draw upon when crafting their identity narratives. How does this interrelationship influence the young people’s capacity to imagine their stories for the future? The young people interviewed are located within the discourse of neoliberalism, attracted by images of individual achievement, access to higher education and travel. But the young people’s stories and their imaginings for the future also reflect the social worlds that influence them and those resources they are able to draw upon. Within those stories are very different accounts of their geographical and social worlds that affect the story or identity the young person can create and craft for him- or herself. Through the stories of the young people there is an exploration of themes of gendered outcomes in family contexts; access to social and economic capital; and accessibility of post-school education.

				Chapter 4 considers in detail the sociological debates that have framed the research undertaken with the young people in regard to their development of career and identity narratives in a time of social change and uncertainty. There is a discussion of changes to young people’s transitions over the last few decades and then a critique of the use of the concept of transition. This chapter engages with the transition process as one element in young people’s development of identity narratives to provide a broader reading of the lives and biographical projects that young people are undertaking. The role of both agency and structure in defining young people’s biographical projects is discussed using concepts of access to social, cultural and economic capital. Finally, recent data on young people’s educational outcomes to provide the socioeconomic context for the biographical projects of the young people in the research is briefly outlined.

				Chapter 5 on young people’s perceptions of the workplace explores ways in which young people are using involvement in the workplace to draw on available cultural and social capital resources as they engage in active identity work. What is the impact of the capabilities and skills young people are developing through their engagement with part-time work, including those of communicating, managing time, planning for managing risk, taking responsibility and making choices? How does involvement in the workplace clarify and strengthen young people’s identity as students? Finally there is an exploration of a different role for schools whereby schools, rather than denying the existence of work in young people’s lives, embrace it as part of educating the young person holistically.

				Chapter 6 explores the role of TAFE for a group of young people who have had to rethink their post-school pathways and career narratives. How has TAFE been able to provide a second chance for this group of young people who, for a variety of reasons, including financial and mental health, were unable to pursue their initial directions after finishing school? What are the supports that TAFE has provided for these young people? Through a discussion of the relationship of the study/work nexus that these young people are experiencing there is a further understanding of the importance of work in the development of career and identity narratives. There is also a continuing focus on the need for family support once the young people have left school and are well into their mid-twenties. This is outlined through the stories of the young people, some of whom receive that support and some who have had to find that support through the institutions they attend.

				In chapter 7 the discussion is positioned regarding young people and their identity narratives within current educational policy discourses, including those of the knowledge economy. Where does enterprise education sit within these debates? What is the role of vocational learning in schools through the provision of Vocational Education and Training (VET)? How do young people perceive part-time work, and how do both VET and part-time work contribute to young people and their development of career and identity narratives? Despite the policy direction there is still a disjuncture between what and how young people are learning in schools and the ‘enterprising’ skills that young people perceive they need to plan and develop their career and identity narratives. This issue is explored through the example of work experience in the secondary setting.

				Chapter 8 explores some of the issues for schools today. Both state and federal governments have acknowledged the need for the curriculum to be modernised to meet the challenges of changing social contexts in the 21st century, including the need for young people to be self-managing and responsible, to be able to successfully engage with work and the development of the knowledge economy. What do the young people think would assist them in developing their career and identity narratives? What is the role for education, work, family and the community? I draw together the four sites—education, work, community and family—to analyse their role in the lives of young people and their development of identity narratives. The young people’s narratives about being students, workers, family and community members describe their conscious and unconscious efforts to construct their identities within the subject positions that are available despite there still being a vast inequity in those available subject positions. As young people engage in the discourses of education, work, the community and family, the boundaries of what constitutes youth, adult, student or worker becomes blurred. The subjectivities on which young people currently draw, including those of the enterprising self, provide a key to understanding the lives they are shaping as well as contributing to more effective processes to support
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