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The response of some Further Education colleges to youth training
under the New Training Initiative.

Clive Fayle Seale

Using the results of postal surveys of teachers and trainees
as well as case studies the provision for the Youth Training
Scheme (YTS) during 1983/4 made by a representative sample of
Further Education colleges is examined. The policy intentions of
governmental and quasi-governmental bodies are placed In their
political context, focussing on the curricular policiles of the
Manpower Services Commission (MSC) and the Further Education Unit
(FEU).

The policy of the government and the MSC to change the image
of youth training measures from that of a short-term social
support measure (current under the Youth Opportunities Programme)
to one of a permanent national tralning scheme 1s judged to have
had a large measure of success. YIS in the year concerned was
integrated with existing examination and apprenticeship
structures. However, a streaming process according to educational
level is identified, whereby lower stream trainees on college
based courses receive a student-centred curriculum to a greater
degree than tralnees on employer based YTS courses. The influence
of the FEU, struggling to preserve a liberal educational
philosophy in vocational preparation, is judged to have more
relevance for the (minority) lower stream courses. It is suggested
that i1f the FEU wishes to extend its influence to the rest of YTS
it will have to examine how 1ts educational philosophy may be
reconciled with the teaching style associated with traditional
examination courses in FE, which have generally been adapted for
YTS by teachers.

The views of trainees lend justification to the MSC policy of
promoting work-based learning, since trainees bring to YTS a
perspective that places great value on experiences that seem like,
or may lead to, real work. However, several aspects of MSC policy
designed to promote work-based learning are judged to have failed,
and an examination of employers' provision is recommended.
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CHAPTER ONE: THE POLITICS OF YOUTH TRAINING: SOME RECENT HISTORY.

1.1. Introduction.

The Manpower Services Commission (MSC) was set up in 1974 as a
quasi-governmental agency in order to take on some of the
responsibilities of the Department of Employment (D of E). Apart
from taking over the running of labour exchanges (re-named Job
Centres) the MSC, through its Training Services Division, took on
responsibility for organising government provision of training
opportunities for young people and adults. In 1976 the MSC, in
response to govermment concern about the growing level of youth
unemployment, added the Work Experience Programme (WEP)to its list
of special training measures. Over 15,000 places were provided under
WEP during the following financial year. In addition to this 15,000
places were offered to young people under the Training Opportunities
(TOPs) programme, which had previously catered solely for adults.,
All these courses were later to be combined under the general title
of the Youth Opportunities Programme (YOP) which, between 1978 and
1982, provided training and work experience for progressively larger
numbers of entrants (150,250 entrants in [978/9; 440,000 in 1981/2.
(Statistics from MSC Annual Reviews).

In their various forms YOP courses provided young people with
work experience and vocational preparation designed to make them
more attractive as potential employees, so that young peoples'
relative disadvantages compared to older job applicants might be
ameliorated. However, YOP had originally been conceived of as a
short term measure to be reduced once unemployment levels began to
fall. This prospect grew more distant with a worsening economic

<«
situation. At the same time the Government as well as employers'

organisations began to see this situation as an opportunity for the



restructuring and improvement of the industrial training system.
Thus, in 1981, MSC produced a consultative document proposing a New
Training Initiative (MSC 1981). This Initiative contained three
major objectives: firstly to restructure the existing apprenticeship
system, secondly to provide for adult training and re-training and
thirdly to institutionalise a national system of‘youth training
which would provide a bridge betwen school and work for young
people. This third objective was to be brought about by provision of
a Youth Training Scheme (YTS). One billion pounds was set aside by
the Government for YTS in its first year (1983/4) and it was hoped
that 460,000 school leavers would enter the programme. Eventually it
was expected that YTS would become a two year programme, an
aspiration which is likely to be realised since the Spring 1985
Budget contained a commitment to such an expansion.

This increasing provision for youth training has been directed
largely by the Department of Employment (D of E) by means of the
MSC. The expgﬁsion has meant that the MSC operation has come
increasingly to encroach on areas. where previously the DES (via
Local Education Authorities) was solely responsible. YTS has meant
that educationists, particularly in Further Education co;}eges, have
been exposed to a new philosophy of educgtion and training and have
had to deal with new organisational arra;gements. It is the purpose
of this thesis to examine how Further Education colleges responded
to YTS in its first year of operation (1983/4). This purpose will be
achieved by examining the extent to which college provision is in
accord with the policies of govermmental and quasi governmental
agencies concerned with YTS, and by assessing the extent to which
and reasons why provision deviates from policy guidelines. The study
also aims to document the experiences and views of trainees on YTS,

to relate these to policy consideations“and, in particular, to

examine whether different types of YTS schemes evoke different



responses from tralnees.

This chapter will be concerned with the policies and attitudes
adopted by the various bodies and social groups involved including
government departments, quasi-governmental agencles, employers, the
education service, youth workers and young people themselves. It
will become evident that there are strongly felt differences between
various groups about the purposes of youth training and that these
differences are influenced by both the forces of self-interest and
the legacy of traditional practices for the groups concerned. Each
of the differences about the purpose of YTS has associated with it
implicit statements about what should go on within the courses,
although the bodies concerned have not always worked out the
curricular implications in any detail. This chapter on policy
differences, then, will provide the necessary background to the

curricular issues considered in Chapter Two.

1.2. The MSC approach.

The MSC managing board consists of nine members, three
nominated by the CBI, three by the TUC, two representing local
authorities and one representing professipnal education. It is
accountable to the Secretary of State for‘Employment and its chief
executive functions are to "help people train for jobs which satisfy
their aspirations and abilities and to help employers find suitable
workers" (MSC 1976).

This emphasis in representation and the approach towards the
world of work is reflected in the MSC's provision for youth
training. Furthermore, while it recognises that without the
cooperation of the education service it is difficult to provide

quality training in the quantity desired, it will be shown that the

MSC is, nevertheless, critical of educational offerings.



1.2.1. Preparation for work or a social service?

Early special measures for youth training were seen as an emergency
social service to alleviate the negative effects of unemployment on
young peoples' morale. But the theme of preparation for work was
also evident. Thus the ex director of WEP, the precursor of YOP,

wrote that

“Ability to "speak the same language" as an employer and the
confidence which this imparts when being interviewed is
therefore perhaps the most valuable gain from work experience."
(Bayly 1978).
The Job Creation Programme (JCP), which operated at the same time as
WEP, was also seen as valuable in this respect. It was seen as
cultivating "good work habits among young people...experience in
work disciplines" (MSC 197%Z).

WEP and JCP were envisaged by the MSC as temporary measures to

be disbanded once unemployment fell:

" WEP was originally proposed for a life of one year only, and
although more profound considerations were never absent, the
principle objective was simply to give unemployed young people,
especially school leavers, something worthwhile to do for up to
nine months or so, while waiting for the labour market to
recover." (Bayly 1978).
As unemployment rose steadily each year from 1976 onwards, so the
prospect of cutting back on special measures to cope with the young
unemployed receded. The deliberations which led to the Holland
Report of 1977, which proposed the Youth Opportunities Programme
(MSC 1977), reflect an acceptance, greater than that implicit under
WEP, that high levels of youth unemployment were likely to persist.

The growing mood in the MSC and the government at this time was

that, paradoxically, the problem of youth unemployment might be



exploited to benefit the training system. Youth training began to be
thought of as a means to economic recovery through the more
effective induction of young people into the world of work. Thus the
Holland Report contained the theme of training for work as well as
that of providing an emergency social service which had previously
held sway. YOP was seen as a ''bridge to work," improving the level
of understanding between young people and their employers (Holland
1979). The MSC suggested that YOP would be required for at least
five years during which it would help preserve the nation's stock of
skills and increase the competitiveness of young people in a labour
market discriminating against them (MSC 19779 Thus in 1978 the MSC
were keen to emphasise the success of YOP in improving employability
by reporting the results of a survey showing that 847 of YOP leavers
were in jobs (MSC 1978a); another survey found that the main
emphasis of YOP courses was on improving employability (THES 1978).

Fear of the effects of unemployment on young peoples' attitudes
and general social ad justment was another key justification for YOP.
Thus young people were seen as being "in danger of losing their
confidence and sense of purpose," needing "encouragement and aid to
restofe self-confidence" so that they might enter the labour force
(MSC 197%). It was hoped that a training programme would prevent
destructive behaviour i1f young people unéérstood the reasons for
unemployment. "It prevents violence on the streets" said one MSC
scheme organiser in South Tyneside (Hofkins 1980).

According to the MSC the general effect of YOP on young people
would be to help them learn to be responsible adults and to cope

with adult work relationships:



"A basic difference between school and work lies in the fact
that the worker is principally a contributor rather than a
consumer, and has entered into a contract of his own free will.
The relationships with those in authority and with colleagues in
the two institutions are also different. A study of these new
work-place relationships will help to clarify the experience of

trainees." (MSC 1977%)

From about 1980 plans were being laid for a successor to YOP.
Several things influenced MSC and government thinking for this new
programme. Thus, comparisons with other European countries'
provision for youth training revealed that these were generally more
extensive and effective than Britain's (MSC 1982b). The MSC's
special programmes came to be conceibed by the Department of
Employment as a means to the permanent restructuring of Britain's
system for youth and adult training. Plans were made for the Youth
Training Scheme within the general structure of the New Trailning
Initiative. YTS would replace the first year of apprenticeship
training (MSC 1981). The intention was that the Initiative would
enable all young people under 18 to be trained or continue in
education and that this would replace the old time serving method of
apprentice training with a system of agreed standards. As plans for
YTS under NTI developed the economic arguments for the need for a

comprehensive training scheme were increasingly emphasised by the

MSC. For example: ;

"The scheme we propose will make a central contribution to
economic survival, recovery and growth. Our aim is to provide
for what the economy needs, and what employers want — a better
equipped, better qualified and better motivated workforce." (MSC
1982a)
The key difference between the Holland Report of 1977 and the Youth
Task Group report of 1982 which outlined the purpose and structure

of YTS provision is the greater emphasis of the later document on

economic arguments compared with the earlier document where the

emphasis was on training as a social service to avoid social unrest
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in a time of high unemployment. As if to underline this, the Youth

Task Group state in the first paragraph that YTS report is "not

about youth unemployment," but about providing a "permanent bridge
between school and work'" (MSC 1982a).

The deliberations of the Youth Training Board (YTB) - a
committee set up by the MSC as a consequence of the 1982 document to
oversee developments in YTS - show a similar desire to maintain an
image of YTS as a training scheme. For example, in debating the role
of scheﬁes to cater for young people with special needs the Board
stated:

"Unlike the Youth Opportunities Programme EiTé] is not a special

employment measure designed to provide work experilence for young

people who have particular difficulty finding employment" (YTB

1983a).
The Youth Training Board in 1983, on learning that not all places on
YTS had been taken up by 16 year olds, resisted suggestions that the
scheme should‘be extended to 17 year olds on the grounds that this
would give people the impression that it was simply a short term
measure for the unemployed. For similar reasons they also resisted
the idea that YTS leavers who failed to find jobs should be allowed
back on the scheme. "In short, the Board .continues to see YTS as a
training scheme - not another special measure for the unemployed"
(YTB 1983b).

The failure of YTS to recrult large numbers of employed people

in its first year was disappointing for MSC. This was precisely

because, as Fennell (1984) points out

"until there are substantial numbers of employed trainees on YTS
it is in danger of retaining its 'unemployment scheme' image."

From this there can be no doubt that the MSC wished to get away from

the idea that YTS was aimed simply at giving the unemployed



something to do. It is paradoxical that it is high youth
unemployment which has made such a training scheme possible and YTS
will be judged by many political commentators on the extent to which

it succeeds in disposing of a public image inherited from YOP.

1.2.2. MSC's view of the education system.

As the MSC's provision for young people increased so did its volume
of criticism of the education system. As will be shown some of this
criticism took the line, similar to that of employers, that schools
were lnadequate in preparing pupils for work (Young 1982b MSC 1980)
Similar criticisms by the MSC focussed on the Further Education
system.

When YOP began it was felt by the MSC that the trainees were
likely to be disillusioned with and resentful towards school, so
that, if motivation were to be retained, it would be wise for
training schemes to be as little like school as possible (eg:
O0'Brien 1978). This would necessitiate teachers in FE colleges
having to learn new ways of working with groups of unemployed youth
and the teachers should have experience of the industrial. world
(Maclure 1982). This sort of advice was qildly expressed by the MSC
in the early days but with plans for YTS under way the MSC's view
became stronger and more confident, becoming associated with an
increasingly clear view of education's role as a support service
rather than a central agency for organising youth training. This 1is
best exemplified in a speech given by Geoffrey Holland in September
1982 to the annual meeting of Regional Advisory Councils for Further
Education where he argued that the provision of FE for the Youth

Training Scheme would have to be substantially different from that

@



provided for YOP. The YTS scheme

"must be work-based and therefore employer-based, not classroom
based...the role of the education service must be a support
role, the role, at best, of a partner not of a focus around
which all else must or should, revolve." (Holland 1982a).
He went on to say that the FE response to YOP had tended to treat
young people on YOP schemes as inferior and second rate and had
failed to offer trainees something which they saw to be of value.
Social and Life Skills were taught to the exclusion of more
important skill training for occupations. Indeed, Social and Life
Skills were sometimes '"an alibi for those who have no real idea of
what to do or what the market requires.' (Holland 1982a). Criticism
of FE by MSC officials continued as YTS got under way. In 1984
Tolley, in charge of monitoring the quality of YTS for MSC,
suggested that the education service had a "holier than thou”
attitude, urged it to "abandon prejudices" and to support his
attempt to improve quality in YTS. Unless this happened, Tolley
suggested, private training agencies would take the work away from
colleges (Tolley 1984).

Sﬁrveys of the provision of YOP courses by the colleges have
indicated that the MSC did not approve schemes which included what
they considered to be too much general ed&cation, even though there
was disagreement between MSC officials as to what this might
involve. Thus, in a survey by the West Midlands Regional Curriculum
Unit (WMRCU 1980), colleges reported the MSC as varilously
disapproving the inclusion of health care, physical activity,
leisure activity and a residential period. In a survey of ILEA
college provision White (1981) discovered the MSC recommending, in
some cases, that particular courses should include nothing to do

with unemployment and should exclude literacy and numeracy teaching.

Perhaps the most widely publicised incident of this kind



occurred when the MSC sent a letter to colleges in November 1982
suggesting that political and social education should not occur
within YTS. Teachers and their unions as well as other educational
interests reacted very strongly against this. Watts(1983), for
example, regarded this as "a direct attack on the principles of
liberal education." However, when the Youth Training Board came to

debate the issue in 1983 it concluded that it

"accepted the need for clear guidance on political activities

but...shared a strong concern about unworkable restrictions on

the scope of legitimate off the job training." (YTB 1983c)
Returning to the subject a month later the Board suggested that
dealing with the "world outside employment' should not be regarded
as an opportunity to propagate political opinions but should

¥

"reflect the Scheme's primary aim of enhancing individuals' skills
and effectiveness" (YTB 1983d). Thus the Board sought to defuse a

situation which had touched on some of the deeper sensitivities

underlying the introduction of YTS.

1.3, Rélations between government departments and the MSC.

1.3.1. Department of Employment.

Because of his known political leanings, it has been suggested
that, with the appointment of David Young to the chairmanship of the
MSC in 1981, it lost any independence it had and became a political
instrument (Cunningham 1984, Wellens 1984). Government intervention
in the appointment of the educational representative on the Youth
Training Board provoked similar claims (TES 1984a). But, as was
shown earlier, the MSC is accountable tc the Department of
Employment and was originally sét up to carry out duties previously

10



carried out by the Department. It is no surprise, therefore, to find
‘considerable congruence of views between the Government and the MSC.
It has been suggested (MacLure 1982) that when the Labour Party is
in power the TUC has the upper hand in the deliberations of the MSC,
and that with the Conservatives in power the CBI has the most
influence.

Both Labour and Conservative party policy involve pressing for
the sort of comprehensive training programme for youth that the New
Training Initiative involves, but with certain significant
differences in curricular emphasis. Thus in 1978 a Conservative
Party study group argued for the importance of 'developing among
young people a respect for moral values" in any social education
component of training (Guardian 1978). It has been claimed that it
was pressure by the Conservative government that led to the MSC's
attempt to ban political education from YTS (TES 1982b) and a
Department of Employment memo in 1983 confirmed that it was the
government's aim to exclude material concerning the "organisation
and functioning of society" from YTS (TES 1983b). The Labour Party,
on the other hand, emphasised a "critical awareness of society
throuéh economic and political literacy” (Labour Weekly 1?82) as a
chief aim for a social education component of training. The party
endorsed the inclusion of cultural and rééreational activities and
opposed suggestions by the Conservatives to include military
training as an option. It also followed TUC policy in its concern to
ensure that YOP and YTS schemes should not be doing work that would
otherwise have been done by paid employees (Labour Weekly 1982).
Plans for the implementation of YTS involved reliance on a voluntary
response by employers rather than the statutory ome that the Labour
Party would have preferred (THES 1981). As YTS has progressed so the
Labour party has criticised underfunding of the programme (TES
1984b).

11



The Department of Employment under the Conservative government
has pressed the economic arguments for youth training and advocated
a closer relationship between training and education, exhorting both
employers and the education service to respond generously to MSC
plans. These themes are evident in the 1981 White Paper on youth
training (Great Britain 1981) and in the statements published in
various magazines of employers' organisations (eg: Dept. of
Employment 1982). Tebbit, Secretary of State for Employment, has
also been concerned to encourage employers to back YIS generally and
to provide sufficient work experience places (TES 1984c, Guardian
1983a).

However, not all the Department's policies in the field of
youth training have been supportive of MSC plans. An important point
of issue was the proposal in the 1981 White Paper (Great Britain
1981) to reduce trainees’ alloﬁances and to make the scheme
effectively compulsory by withdrawing social security benefit to
those not taking part. Both these measures were retracted in
response to immediate and strong criticism by most organisations
associated with youth training, including the MSC (Guardian 1982a,
TES 1982a). Nevertheless, young people who refuse places on YTS are
denied some social security benefit and this has provoked claims
that an element of compulsion on YTS has been introduced (TES 1982a,
Guardian 1983b). These features are symptomatic of the considerably
tougher approach of the Department towards YTS compared to the MSC.
The 1981 White Paper did not have the same breadth of vision as did
the MSC proposals; for example, it did not place very much emphasis
on links with adult training, nor did it accept that the scheme
should be for young people in employment as well as the unemployed
and the MSC were critical of these things (Holland 1982b, Haxby

.

1982). An increasingly important priority for the Department has

been the need to cut down the length and cost of apprenticeships

12



(Tebbit 1982). This, and similar moves designed to save money, led
one commentator (Short 1982a) to claim that the government was using
youth training as a way of lowering wage levels for 16-19 year olds.
Indeed Tebbit has since been quite ready to applaud this strategy
(TES 1983c).

In November 1982 the Prime Minister announced the Technical and
Vocational Education Initiative in schools under MSC guidance, aimed
at instituting a programme of study more in line with the
requirements of employers. Another development along similar lines
occurred when, in the 1984 White Paper "Training for Jobs" (Great
Britain 1984) it was proposed that the MSC should become responsible
for a large proportion of non advanced and work related further
education courses. These developments tend to confirm the view that
the government has used the MSC to circumvent the usual channels of
control over education in order to more easily influence its

direction.
1.3.2. Department of Education and Science (DES).

Numerous commentators have pointed out the relative lack ef DES
Qontrol over plans for youth training (Goodlad 1983, TES 1982b).
Maclure (1982) considers this "a matter of almost paranoid anxiety
for the educational world." There are several indications that the
DES stood aside while the Department of Employment, using the MSC,
increased its direct line of control over educational and training
provision. The MacFarlane Commitee, a2 DES committee set up in 1979
to examine Further Educatlion was not encouraged to look at provision
for the unemployed as this was felt by the DES to be "the
responsibility of other departments" (DES 1981). Responsibility for
the Unified Vocational Preparation sche;é (UVP), a programme aimed
at providing training opportunities for young people, was also
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passed from the DES to the Department of Employment when plans for
YTS came to include such young people.

Curricular policy for vocational preparatiop has largely been
developed by a unit within the DES known as the Further Education
Unit (FEU). This unit exists to provide a lead for colleges in all
areas of the FE curriculum but in recent years has, in fact,
concentrated a large proportion of its effort on the various
provisions funded by the MSC. The FEU's proposals for a new full
time course in vocational preparation (known as ABC after the title
of the document concerned: "A Basis for Choice" FEU 1979 to be run
by the colleges, was aimed at the same type of young person as was
YTS. The proposals led to the introduction of the Certificate in
Pre-Vocational Education (CPVE - Joint Board for Pre-Vocational
Education 1984) which is an important initiative by the DES in this
area, But fears have been expressed that CPVE will not be able to
compete with YTS simply due to the fact that it offers a similar
diet to YTS (though with less work experience) but with no
maintenance allowance (TES 1982)). Furthermore plans for ABC's
implementation have been slow in coming forward from the DES and the
provision planned is for a group much smaller than YTS.

The DES, however, while content to a%low others to be
responsible for the overall rumning of YTS, has been energetic in
its exhortations to the education service to support the scheme. It
has also been more willing to comment on curricular issues than the
Department of Employment and has advocated the use of FEU
publications as guidelines for the YTS curriculum (DES 1982)

Much DES effort has been expended in persuading schools and
colleges to offer courses with content that is more relevant to work
than traditional educational offerings. This was true under the

A/
Labour Government as well as the Conservative. For example in 1976

Mulley, the then Education Secretary argued that
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"The essential feature of these courses must be relevance:
relevance to all the demands and opportunities of the adult
world which the young worker is entering, and relevance, above
all to his working situation.'" (Mulley 1976)

In 1978 Shirley Williams, also as Secretary of State, was saying

"Schools should not allow themselves to fall into the trap of
thinking that there was a clear and natural antithesis between
general and vocational education, and that the acquisition of
pure knowledge was of necessity of higher educative value than
the learning of applied skills." (Williams 1978)
She went on to uphold UVP as the ideal way of integrating education
and work in a relevant manner, a theme repeated in 1982 by another
DES spokesman (Hamilton 1982). On other occasions DES spokesmen have
argued variously for schools to be preparing pupils for the world of
work (MacFarlane 1980a), for more cooperation between schools and FE
colleges (MacFarlane 1980b) and for LEAs to be more involved with
providing for the needs of local industry (DES 1982).

However,‘the relatively mild approach of the DES to curriculum
matters may have changed under the Conservative government. 0'Connor
(1982) commenting on the 1981 White Paper (Great Britain 1981)
suggested that this emphasised a "more restricted educatipn for
work" rather than the "education for life" that the FEU's proposals
for ABC courses embodied. William Shelton (Under Secretary of State
in-the DES) speaking in June 1982 (Shelton 1982) attempted to
distinguish between what schools could provide -~ the more general
approach of ABC - and what FE could provide - more occupationally
specific work for the Youth Training Schenme.

Direct references to the role of the education service in

encouraging certain attitudes in pupils and tralnees have been

evident in DES statements since 1979:
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"Yocational preparation in the 4th and 5th year in schools
should provide a broad programme of general education but with a
practical slant; develop personal attributes such as a sense of
responsibility and the capacity for independent work, and help
students discover what kind of job they might expect to tackle
with success." (Shelton 1981)

"The education system bears a particular (though not exclusive)
responsibility for developing those personal skills and
attitudes which go beyond the technical requirements of the job
but are....essential in the work situation." (DES 1982)

What is evident, then, in relationships between government
departments and the MSC, is a shift in the locus of control from the
DES to the Department of Employment. Under the Conservatives the
Department of Employment has promoted policies for YTS that are
narrower than are acceptable to many educational interests. A

'
restricted definition of social education, a distinct wariness about
political education and promotion of the idea of military youth
training have been features of the Conser;ative approach. At the
same time the‘Conservative government has sought to make entrance to
YTS virtually compulsory and to reduce the allowance payable to
trainees. The DES under both Labour and Conservative control has
been concerned to exhort the education service to pay more attention
to the needs of industry. With the Conseﬁyatives the DES has come
increasingly to stand aside as the MSC has been used by the
government to exert a more direct line of control over vocational

preparation, via the Department of Employment, than had previously

been the case.
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1.4. The views of emplovers and industrial training bodies.

A review of the positions of employers and industrial training
bodies shows that to a large extent the developments in youth
training policy so far described conformed to what they wished to
see. This involves a more direct preparation for work than the
education service had offered previously. Thus the MSC programmes
have received general support from employers, and the Confederation
of British Industry (CBI) set up a working group with a brief to
recruit employers willing to provide work experience placements for
YTS. Economic arguments for the need for training have carried
particular weight with such bodies. Thus the CBI pointed out that

YTS

"would help to provide participating employers with a young
workforce with some competence and practical experience in a
wide range of related jobs or skills and help to provide the
country as a whole with a more versatile, adaptable, motivated
and productive workforce to assist us to compete successfully in
world markets.'" (CBI 1982,

Also, the British Association for Commercial and Industrial
Education (BACIE) stated that YTS offered employers

»

"3 much more assured supply of key skills; a more versatile,
more readily adaptable and therefore more productive workforce;
better utilisation of skills and more cost effective expenditure
on training." (BACIE 1981)

The CBI wished to see YTS as a training programme rather than a

social support measure. Thus they argued, in relation to the

Industral Training Boards (ITBs), that

17



"The relationship between the Boards and industry has been
adversely affected by the MSC 1link. There is a conflict
between the pursult of industrial objectives formulated jointly
by a Board and its industry and the pursuit of social and
political objectives promoted by [hsd] and formulated by the
Government and/or MSC." (quoted in MSC 1980. p.18)
Youth Training Board minutes show that the CBI members have been in
favour of reducing the level of funding for college based YTS
programmes that largely cater for students with special needs and
which may be viewed as more a social than a training provision (YTB
1982,

O0f the Industrial Training Boards the one that has been most in
accord with CBI views 1s the Construction Industry Training Board
(CITB). This Board wanted to have control over YTS provision in
their occupational area (CITB 1983) and their representatives argued
against the broad based approach to training advocated by MSC and in
favour of specific training for specific construction trades (Kemp
1983). For the first year of YTS (1983/4) the MSC allowed the CITB
views to prevaill since it was important to MSC's general strategy
that CITB deem the first year of YTS equivalent to a first
apprenticeship year. At least one MSC official, however, regarded
this as a "temporary trade-off" only (Robinson 1983).

Not all the ITB's have shared the Cf&B view. Occasionally the
economic argument has given way to the social support argument. For
example, the Rubber and Plastics Industrial Training Board pointed
out that '"destructive social behaviour" was a problem that training
must solve (RPITB 1978).

The CBI argued against the 1982 government plans to make YTS
compulsory and to reduce the allowance and this is one occasion
where they have not supported government plans (Harper 1982).

However, there is evidence to show that=the overall strategy of

lowering wage levels for the 16-18 age group has been welcomed by
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employers and training organisations. Thus BACIE (1981) argued that
both unions and trainees should accept that lower wage levels are
appropriate for those of trainee status and the CBI has said similar
things about wages for apprentices (CBI 1980h). The CBI on another
occasion resisted pressure to raise the level of trainees'
allowances (TES 1985p). The MSC has encouraged employers to regard
participation in YTS as financially advantageous to them. Young,

when MSC chairman in 1982, wrote that

"YTS...is attractive financially to employers. You now have the
opportunity to take on young men and women, traln them and let
them work for you almost entirely at our expense, and then
decide whether or not to employ them." (Young 19829.
The fact that under YTS apprentices are far cheaper for employers
has been pointed out in an economic analysis by Myers (1983).
Elsewhere, the CBI has shown that cost considerations are an
important determinant of employers' attitudes towards YTS. The CBI
has argued that the charge made by the colleges for off-the-job
training is too high (CBI 1982b) and has issued guidelines to
employers on how to argue for lower fees, advocating greater use of
part-time or temporary staff by FE (CBI 1984). Employers have also
been reluctant to release employees for training as YTS supervisors
due to the cost involved (CBI 1985).

The CBI representatives on the Youth Training Board have argued
that employers should be responsible for recruitment to YTS in order
to select the best applicants, although this would exacerbate the
divide between employer based YTS and other YTS provision (YTB
1982a)., In a number of other ways employers have resisted what fhey
consider to be excessive demands on their time when providing for
YTS trainees. Thus the CBI has argued that YTS documentation is over

elaborate (YTB 1983e) and employers' réEistance to the work involved

forced the MSC to change plans for the introduction of a national
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profile assessment system for YTS trainees (TES 1983). A CBI Youth
Training Board representative argued, in relation to MSC's plans for
monitoring the quality of YTS, that they '"did not relish the
prospect of inspectors crawling all over the scheme getting in the
way" (YTB 1983f).

The MSC has sometimes found it necessary to urge employers to
do more work to support youth training, both in providing placements
and in recognising a duty to contribute to funding the scheme ( eg:
Holland 1982) and generally it has made every effort to make
participation by employers an attractive prospect, by reducing
paperwork (Into Work 1979) and allowing them a fairly free hand in
arranging off-the-job training (YTB 1982b). But a comprehensive
evaluation of the Unified Vocational Preparation programme (UVP), a
programme often held up as an example of good practice by the MSC
and as a useful blueprint for YTS provision (Wray et.al. 1982)
found evidence that many employers did not provide an adequate
training inpuﬁ and too often regarded the mere fact of participating
in the scheme as fulfilling their responsibility. There is anecdotal
evidence showing that employers used young people on YOP as cheap
labour (Into Work 1982b). The MSC has been concerned on behalf of
both employers and themselves to deny this accusation of cheap
labour (Bayly 1978). In fact the CBI has ;enerally been defensive
about employers’ level of effort in providing for YOP and YTS (eg:
CBI 1980a). They prefer to exhort the education system to greater
efforts, as will be shown.

Employers value highly both attitudinal and motivational
factors in job applicants, even though when asked what they look for
they often state only work skills and academic qualificatioms.
Research comissioned for the Holland Report (MSC 1978b) found that

employers turning down applicants for ijs did so most often on the

grounds of poor attitudes and appearance and lack of basic numeracy
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or literacy skills. Another, but small scale, survey (reported in
Plunkett 1979) found that employers felt that they could teach
employees specific work skills themselves, and that training should
concentrate on improving young peoples’ confidence. A Regional
Advisory Council report (Regional Advisory Councils for FE 1980)
pointed out that employers felt that the negative attitude of many
young people to industry was a problem that training should solve.
Employers' appreciated the increased commitment and confidence that
they.perceived in employees sent on the UVP scheme (Wray et. al.
1980). YOP and YTS offer an opportunity for employers to assess
these attitudinal and motivational factors that they evidently
consider to be important. YOP schemes have been found useful by
employers when used as a sort of probationary period or extended
interview. Seeing a young person in a work setting for a long period
enabled employers to assess their suitability in a more
comprehensive way than possible in a short interview (Into Work
1979, Raffe 1981), In this way less reliance could be placed by
employers on examination qualifications and more on actual
performance.

Employers' views of the content appropriate for youth training
courses are more narrowly restricted to vocational training than are
the views of the MSC. While the MSC has é;dorsed the view that some
preparation for life outside employment may be appropriate, the CBI
views such suggestions as 'defeatist’ (CBI 1981). The CBI's response

to the NTI proposals included the criticism that

"The document...tends to deal with the purposes of training in a
confusing variety of ways; as an activity of general benefit to
the community,., as a possibly helpful alternative to unemployment
and, in the more usual sense, as a preparation for a job or
change of occupation," (CBI 1981)
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The implication is clear that 'the more usual sense" is the CBI's

preferred version. Preparation for work should include studies of

the

"role, nature and importance of industry and commerce in the
nation's economic and social life...this approach would
contribute significantly to the vocational preparation of the
individual students concerned. It could have the added advantage
of helping to promote a general understanding of the means by
which the nation's way of life and standard of living is
sustained which we regard as vitally important for staff and
students alike throughout the educational system as a whole."
(CBI 1980b)
The reference to the need for teachers to have a greater
understanding in this last statement is in accord with the extremely
critical evaluations that employers generally express when referring
to education. It has been shown how the MSC has become more
outspoken in its criticisms of the educational provision for youth
training; employers and the CBI have always been critical. Thus the
research done for the Holland Report found that employers were
dissatisfied with the amount of vocational preparation in schools,
wanting more to be taught about '"the meaning of ‘earning a living '"
(MSC 1978b). The CBI (CBI 1981), commenting on the NTI proposals
were of the opinion that "solutions are being sought more in the
employment sector than within the education system" and remarked
further than the MSC had failed to push the education system to try

harder. The CBI noted that employers could not go on providing

“remedial education" for ever. Schools should

"enhance their contribution towards improving the general
employability of young people in terms of developing personal
skills and qualities as well as knowledge needed for working
life."(CBI 1981)

On numerous other occasions since the beginning of YOP employers and

tralning organisations have expressed views that schools are

unappreciative of the needs of industry (reported in Regional
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Advisory Councils for FE 1980), that education and training must be
brought closer together (RPITB 1978, Giles 1981) and that the
education system must rethink its attitudes and employ teachers with
experience of commerce and industry (BACIE 1981, Wray et.al. 1980).
In the light of these reservations about education that employers
hold it is understandable that, although they would like education
to take some of the burden of training provision from employers'
shoulders, the CBI has stated that they would make efforts to
"ensure that YTS 1s, as far as possible, employer based." (CBI
1982a).

To summarise, employers — and to a large extent training
organisations — want youth training to be work oriented and to
improve young peoples' motivation to work. They are unwilling to
regard YTS as a social support measure to help people cope with
unemployment but prefer the view that the MSC has come increasingly
to adopt, that YTS is a training measure that will promote economic
recovery. At tﬁe same time they are concerned to make YTS as cost
effective as possible. They are critical of the education system for
not performing the task of training as they see it, and have
reservations about allowing education to become the base for
training schemes in case training starts to include things of which

they do not approve.

1.5. Teachers and teachers' unions.

1.5.1. School teachers and thelr unions.

It has been shown how the growth of provision for youth
training has been accompanied by criticisms of the education system

by MSC and employers. Schools have been seen by both to have failed
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in supplying the need of industry for a motivated labour force and
the need of less academic pupils for a relevant education and an
experience of success. The response of schools to the need for
vocational preparation was cautious, compared to that of Further
Education, until the announcement of the Technical and Vocational
Education Initiative (TVEI) in November 1982. On this announcement
LEA's, iq spite of resenting the manner in which TVEI was announced,
were quick to submit proposals for the scheme to involve thelr
schools. Before this, schools at one stage were hoping for some
involvement with YTS (Schools Council 1982) but this desire was
accompanied by a reluctance to move wholeheartedly into training

rather than education. Thus a head teacher was reported as saying:

"My great fear is that everybody is putting such great emphasis
on the work ethic and on producing fodder for industry that they
may leave out the broader elements of education that are so
important to this age group." (Guardian 1982d).
A conference, in February 1982, organised by various educational
interests and the MSC for school personnel issued a statement to the

effect that schools were willing to contribute to YTS but wanted to

be assured that it was

"A serious attempt to solve the educational and career problems
facing the 16-19 age group and not just an attempt to turn
schools and colleges into "custodians", merely keeping
youngsters off the dole." (Schools Council 1982)

This same conference expressed the hope that schools should be
"equal partners" with FE in the New Training Initiative. In fact
this did not occur. It is difficult to avoid the conclusion that
schools were taken by surprise at the rapidity of developments in
the area and that the later TVEI has been welcomed as a way in which

@«
schools can mount effective competition to Further Education in

providing vocational preparation in order to stem the fall in sixth
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form rolls.

The NUT in the period preceding YTS was concerned about schools
being excluded from the scheme. They argued (NUT 1982), as did the
NAS/UWT (1982) and NAHT (Swallow 1979), that pupils staying on in
full time education in schools or colleges should be given a
maintenance allowance. A motivating factor behind this policy was
the fear of losing pupils to the training schemes. All the teacher
unions and associations wanted schools to play a bigger part in

vocational preparation than they did at that time.
1.5.2. NATFHE and the further education sector.

NATFHE (1977) welcomed the Holland Report, has argued (with the
NUT) for a comprehensive scheme of training for all in the 16—-19 age
group (Farley 1981) and have supported the MSC plans for NTI (NATFHE
1982a). The White Paper of 1981 (Great Britain 1981) led it to
oppose the Depértment of Employment's narrow approach (see section
1.2.2) and to urge the government to accept all parts of the MSC
Youth Task Group's proposals of May 1982 in preference (NATFHE
1982b5. NATFHE's opposition to the Conservative government's policy
went so far as to lead Farley, Assistant .Secretary for Further
Fducation in the union, to accuse Norman }ebbit of "advocating slave
labour rather than high quality training.” (Farley 1982).

The union noted that the expansion of provision for youth
training under YTS would mean more jobs for its members, but did not
want to accept lower conditions of service for these aditional
teachers (NATFHE 1982b, 1982c). It wished to be represented on
committees concerned with organising YTS courses and followed the
TUC in expressing concern about job substitution (Farley 1981,

NATFHE 1982c¢) and in urging the need for the monitoring of the

quality of YTS (NATFHE 1977, 1982a). Like the schoolteacher unions
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it would have preferred a maintenance allowance for all in the age
group (NATFHE 1977) for it feared that otherwise students would be
lured away from traditiomal full time educational offerings.

In line with the schoolteacher unions NATFHE was also concerned
that education was not being allowed enough say in what was to be
involved in youth training courses (NATFHE 1982d). In the early days
of YOP, NATFHE had argued that the DES rather than the Department of
Employment should be responsible for organising the provision.
Later, it argued that LEA's should be the fully accredited sponsors
of YTS schemes (NATFHE 1982a) and warned that YTS provision should
not be allowed to jeopardise full time vocational preparation
courgses (NATFHE 1982b). With intensifying criticisms of the
education sector coming from the MSC - and NATFHE's response here

was defensive (Education 1982) ~ Farley went so far as to argue that

"If the education service anywhere, either through its own
volition, or at the dictate of others, fails to become involved
in a substantial way in providing for young people then a
dangerous and major schism will arise. On the one hand there
will be young people in full-time education provided for through
the education service, and on the other will be those young
people in the Government's scheme provided for through the
Manpower Services Commission. This divide would ....exacerbate
current class divisions, further worsen race relations and widen
the gap between the 'haves' and the 'have-nots'." (NATFHE 1982e)

NATFHE has also been concerned to deflect criticism of off-the~job
training provision by FE on to other targets. Thus, 1t has been
very critical of private sector training provision for YTS (NATFHE
1984). It has also argued that the MSC should direct some of its
attention towards the provision for YTS made by employers rather
than college provision (TES 1983f). There is also evidence to
suggest that NATFHE 1s committed to student-centred methods of
educational provision within YTS, rather than knowledge or

-

skill-centred provision conducted solely to serve the needs of

employers. As early as 1977 there was debate within the union about

.
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how closely training should conform to the needs of employers
(NATFHE 1977) and a National Executive Council statement in February
1982 suggested that a general education component "may'" be necessary
(NATFHE 1982b). On other occasions union representatives have
endorsed the use of FEU publications as guidelines for courses (THES
1980) and advocated teaching styles that allow student participation
in making decisions about the content of their courses. (NATFHE
1982a). At the same time NATFHE represehtatives have argued for the
need for FE teachers to change their attitudes and methods for youth

training courses (Farley 1980). NATFHE has also stated that

"An important long term objective of the NTI must be to raise
the aspirations for continued education and training, whether
through further, higher or adult education." (NATFHE 1982b)
It is clear that one of NATFHE's aims has been to integrate YTS with
mainstream FE provision by making it easy for trainees to transfer
from YTS on to other FE courses (NATFHE 1982c).

Participation by colleges in YOP schemes was heavily weighted
towards providing short courses and Social and Life Skills inputs
(FEU 1978, West Midlands RCU 1980, Bedeman and Courtenay 1983). With
YTS this has changed, with vocational departments rather than
general studies departments playing more:of a part. There are some
indications that FE staff have been uneasy about the existence of
too strong a work bias in courses. Both a West Midlands Regional
Curriculum Unit survey (WMRCU 1980) and a survey of London colleges
conducted by White (1981) found some teachers complaining that the
MSC did not appear to trust their judgement on educational
components of courses. The West Midlands survey found that some
colleges were opposed to the idea of assessing trainees at all, and
in articles in NATFHE's journal to their members (Pates 1982, Barr

and Aspinall 1984) it has been claimed that many lecturers feel

uneasy about the bias of Social and Life Skills materials towards
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conformity to a work ethic. Teachers' opinions expressed in
articles vary from those who are hostile to YTS provision for
political reasons (eg: Moos 1983, Woolcock 1983) to those who feel
that participation is inevitable given economic realities and who
see positive benefits in MSC curricular policy (eg: Boffey 1984a).
Thus while the NUT and school teachers have had to accept that
plans for YTS do not include their participation, the FE teachers
and their union have been much more closely concerned. Evident in
NATFHE's position are two conflicting opinions. On the one hand
NATFHE wishes to defend its members' economic interests and
perceives that participation in YTS is essential if FE colleges are
to maintain a role in vocational preparation. On the other hand
NATFHE contains members who are strongly critical of the
Conservative government's educational and training policies and who

regard YIS as an embodiment of much that they find objectionable.

1.6. Youth workers’ organisations, youth workers and the careers

service.

Reviewing the opinions of these groups reveals that .youth
workers have generally been more critica% of youth training
provision than members of the education service. One important
organisation expressing the views of youth workers is Youthaid. This
organisation has varied between accepting MSC plans (as where it
defended them against tougher proposals from the government and
employers (Youthaid 1982a, 1984)) and criticising them. Criticisms
by youth workers tend either to be the sort that accept fundamental
aims but urge a much higher quality provision, or the sort that

criticise fundamental aims. Youthaid criticisms have generally been

-

of the fist type,
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Clare Short, ex-director of Youthaid and subsequently a Labour
MP, has on occasion seen great advantages in a departure from the
academic offerings usually made to lower ability pupils. For

example, she stated that in the best of YOP

"The world of work is used as an educational vehicle to develop

a range of personal abilities in each young person." (Short
1980).

and later:

"ﬁuocess training] aspires to exactly the same objectives as

the best of liberal education - the development of the talents

and the capacities of each individual." (Short 1982d).
Youthaid (1980) has emphasised the advantages to the economy of a
flexible workforce, has argued for "good quality tralnee-centred
education and training" (Youthaid 1981) and has emphasised that
youth training is both an economic and a social measure (Youthaid
1980). |

Youthaid's view of training, however, is certainly not one that
involves uncritical preparation for work alone. Short, in 1982,
criticised the appointment of David Young to the chairmanship of MSC
as she felt this made the MSC more likelz to follow Conservative
policies (Short 1982a). Youthaid had been reported as supporting the
FEU's suggestion that skills for unemployment should be included on
YOP courses (Hencke 1978). Elsewhere Youtﬁaid has argued that other
things than improving employability should be the focus of courses
(Youthaid 1979) and that preparation should be wider than just for
the demands of the current workplace (Youthaid 1980). In this bias
away from exclusive preparation for work Youthaid is joined by
Salmon, a youth worker, (Salmon 1982) who argues that NTI proposals

-

of the MSC "reinforce the ’'work ethic' at the very time when one

should be challenging it," points out the need for preparation for
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"creative leisure" and deplores the 1981 White Paper approach.

Most of Youthaid's lobbying has been concerned with ensuring
that quality is maintained in training schemes. Thus 1t has
criticised employers both for using training places as cheap labour
and for providing inadequate training facilities (Youthaid 1978,
1980, Sawdon 1978). Youthaid also has on various occasions
complained of inadequate FE provision (Short 1981), defended
trainee's rights (Youthaid 1978 ) and complained of a school
atmosphere in courses (Youthaid 1980). It has also complained that
trainees have had inadequate opportunity to contribute to running
YOP courses (Youthaid 1978), has argued that employers should top up
inadequate levels of allowance (Youthaid 1982 and pointed out a
need for more local control of schemes (Youthaid 1978). It has been
suggested (TES 1982e) that these sorts of criticisms have made less
welcome the idea that youth workers should be represented on
national and area boards that oversee the running of YTS schemes.

Since 1983 there have been signs that Youthaid's complaints
have become stronger. In an article in the TES (Short 1982a) its
director explained that while she used to be in favour of youth
training she had now become greatly disillusioned due to the
strategy of the govermment in using YIS as a means of reducing wage
levels. In 1983 Finn, working for Youthaia, presented an extremely
critical analysis of YTS derived from a sociological perspective,
viewing YTS as a crisis management measure by the State ideological
apparatus (Finn 1983, 1984). In 1983 the Youthaid director launched
an attack on the cheap labour aspect of the scheme (Hirsch 1983).

The opposition of some youth workers 1s fundamental. Salmon
(1982) has questioned the point of training for work in a time of
massive unemployment, and has argued that most low level jobs do not

.
require a year's training in order to learn the necessary skills.

Another strongly worded attack on youth training policy has been
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published by Davies, of the National Youth Bureau, arguing that the
MSC approach threatens liberal educational values and places the
needs of the workplace above those of individuals and destroys real

jobs:

"Today, almost unthinkingly, young people are defined first as

workers and only then - if at all - as people.' (Davies 1982).
Davies deplores the fact that the DES has opted out of plans for NTI
and resents the fact that the youth service has been co-opted to
recruit young people whose alienation he feels is justified. He sees
the whole initlative as an extension of repressive means of social
control. Similar analyses have been presented by Avis (1983), Loney
(1983) and Atkinson et.al. (1983). A historical study of the '"dole
colleges” of the 1930's has supported sociological analyses of this
type where, it is claimed, government provision then was similar in
its aims and methods to YOP and YTS and where - such is the
implication ~ similar deceptions were practised (Hornme 1983).

Both government ministers and members of the Youth Training
Board have shown concern that such views of YTS have also affected
the commitment of the careers service to YTS. In 1983 Morrison,
Under Secretary of State for Employment, ?rgued that the careers
service should '"lose its 'social engineering' image and act with
market forces," beéoming involved in a "massive persuasion and
educating job" in order to convince young people of the value of YTS
(reported in Webb 1983). In response to this suggestion a careers
service representative rehearsed a number of criticisms of YTS,
among which was a query as to what jobs the training would be aiming
for in a time of such high unemployment (Webb 1983).

Thus youth workers and to some extent the careers service have
probably more often expressed criticism;~of YTS than have NATFHE and

college teachers. It may be that this has been possible due to their
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'more peripheral involvement in the scheme compared to FE teachers.

1.7. Young people.

A survey of the literature shows that various bodies are prone
to making generalisations about young people according to how it
sults them to see the age group. Thus a Regional Advisory Council
publication (WMRCU 1980), as part of an argument defending the
education service, asserts that it is not true that young people
dislike education as much as is generally asserted. On the other
hand, an FEU publication, as part of an argument urging the
education service to change its ways, states that young people on
YOP do not like traditional educational approaches (FEU 1979). Youth
workers and sociologists tend to place much weight on the argument
that YOP programmes, and Social and Life Skills elements in
particular, reinforce trainees' feelings of pefsonal inadequacy by
making them feel that unemployment is their fault (Fiddy 1982, Into
Work 1979). Arguing from the same political perspective, however, a
writer (Pates 1982) criticising the bias towards a work ethic in
Sociai and Life Skills teaching materials has argued thatjtrainees
inevitably ignore such attempts to influence their attitudes,

In spite of the need for caution in ;ccepting such
generalisations, however, certain facts do emerge from surveys about
the characteristics and attitudes of the young people involved.
Research conducted for the Holland Report.(MSC 1978b) showed the
young unemployed generally had low qualifications or none at all and
were willing to participate in education and training geared to
getting them jobs. They also found unemployment boring and were
critical about the lack of vocational preparation in schools. In

1982 an OECD study (OECD 1982) of young®people in several European

countries came to similar conclusions, adding that most young people
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were not disillusioned with society, feeling their unemployment to
be due to deficiencies in themselves. Those that were likely to
display "actively anti-social" behaviour were the middle class young
unemployed whose high expectations had foundered (OECD 1982).

In 1981 a survey of ILEA colleges (White 1981) showed that only
just over 50% of available work experience places were filled and
the author concluded that "it may be that a large number of young
people in Inner London are simply not interested in the Youth
Opportunities Programme.” A study conducted by the "Into Work"
organisation (Into Work 1979) found many employers surprised at the
lack of young people to fill work experience places — it led the
authors to wonder whether there was really a need for measures to
alleviate youth unemployment. While Into Work attempted to explain
the low take up of work experience places by suggesting that the
careers service was unwilling to support the YOP programme, the
organisation also observed that the low pay allowance put off many
young people. This last factor has also been noted by Youthaid
(1981) though it is hard to know whether the claim is based on
proper evidence since youth workers generally are prone to argue for
a raised allowance.

Evidence from the research reviewed tends to lend weight to the
following generalisations about young people on training schemes:
young people dislike a school atmosphere and appreciate being
treated "like adults" (Wray et.al. 1980, Into Work 1979, Bayly
1978). They would have preferred schools to do more vocational
preparation (Guardian 1982c) though they are not wholly
disillusioned with school (Into Work 1979). At the same time they
are disappointed when work experience placements have no or only low
level training (Into Work 1979). They tend to evaluate courses

.

according to whether they help them get permanent jobs, sometimes to

the exclusion of other gains (Hofkins 1980) and they sometimes
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dislike Social and Life Skills elements (Plunkett 1979). They like
work experience more than college and they want more money,
especially when they feel they are doing the same work as other,

higher paid, employees (Bedeman and Courtenay 1983).

1.8. Discussion.

The preceeding review of the relative positions of the MSC,
politicians, educationists, employers and youth workers with
regard to the Youth Tining Scheme shows that the scheme has
demanded a major re—alignment of the roles and attitudes of these
groups. The argumentsnd counter arguments show that this process
has not been without some suspicion oﬁ all sides and many of the
arguments put forward are influenced by party political
considerations. Much of the debate in the political arena centres
on the differepce between an educational and a training approach.
YTS was the first of several measures which the éovernment has
used to bring the education system more into line with industrial
requirements. YTS, TVEI and the proposals in the 1984 White Paper
(Great Britain 1984) share this objective, and.the introduction of
each of these has involved cutting through the usual line of
control over education through the DES and LEA's. Educational
interests have, on occasion, resented the loss of control that the
growth of MSC provision represents. A considerable amount of
ideological debate about the proper approach to curricula and
pedagogy is implicit in the positions adopted by the various
groups.

Amongst the organisations and social groups reviewed in this
chapter there i1s a broad measure of agreement about the need for a

8
comprehensive national tralning scheme. To a greater or lesser

extent such a measure accords with the interests of the groups
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concerned. Thus, employers want a better motivated workforce,
educationists want jobs for themselves, unions want jobs for their
members and young people want something to do that will lead them
to a job. However, the same self interest, coupled with traditions
and beliefs carried over from past practice, means that the
various parties hold to ideological positions about the way
provision should be made. To some degree these positions are in
conflict and if Further Education is to provide for YTS
successfully it has to seek some way of accomodating them.

In examining the response of FE colleges in the first year of
YTS it will be possible to see the extent to which this
accomodation has been aéhieved both on an organisational level and
in what teachers do in terms of teaching and assessment methods.
The purpose of the present project is to establish, firstly, what
policies for the curriculum and organisation of YTS Have been put
forward by goyernmental and quasi-governmental agencies. These
policies, arising from the political debate that has been
described in this chapter, will be discussed in Chapter Two.
Subsequent chapters will describe the empirical investigation
conducted in order to fulfil the purposes of the study, to
establish the extent to which policies hdve been followed by FE
~colleges in their provision for YTS, as well as to establish the
reasons for deviations from these policles. Some assessment of the
effectiveness of policies as well as an investigation of trainees’
perspectives will also be possible as a result of the

investigation described in this thesis.
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CHAPTER TWO: THE CURRICULAR DEBATE.
2.1. Introduction,

It will be evident from the political debate described in the
previous chapter that the different groups involved in YTS had
differing aims for the scheme. The chief distinction is between
educational interests such as those of NATFHE and those concerned to
promote employers' interests, such as the CBI. As was shown, the
government through the MSC attempted to give greater prominence to
employers’ interests in the political debate about YTS. In the
debate that occurred about the curriculum of YTS the chief
protagonists were the MSC itself and the Further Education Unit
(FEU). The differences between these two bodies in their approach to
YTS will be shown later in this chapter. Firstly, however, the MSC's
requirements for the curriculum of YTS will be examined. In doing
this it should be borne in mind that a broad definition of
curriculum has been used. This includes not only the skill or
knowledge content of YTS courses, but also teaching and assessment
methods. Further, these things exist in an organisational context
which sometimes determines the nature of content and methods.
Policies concerning the organisation of YTS, in so far as they
relate to curricular issues, then, will also be discussed in this

chapter.
ervi mission.

The chilef sources of information about the MSC's basic
requirements for the curriculum of YTS in the year 1983/4 are the

document entitled "Content of YTS Schemes: minimum criteria for

schemes starting in 1983" (MSC 1983) and the collection of

36



Guidelines published in December 1982 '"Guidelines on content and
standards in YTS" (MSC 1982c). Where documents other than these are
drawn upon in the following discussion they will be referred to
accordingly. Otherwise, all information presented in this section is
taken from these two sources.

The Youth Task Group Report {MSC 1982b) proposed that YTS
should contain a minimum of 13 weeks off-the-job training, with the
rest of the year being taken up with work experience. Funding would
be made via three distinct Modes. Under Mode A funding (aimed to
cover 67% of trainees) employers, local authorities or other groups
would form Managing Agencies which would organise the provision and
either itself provide off-the-job training or pay another
organisation, such as an FE college, to provide it. Mode B funding
would be split into two separate forms. Mode Bl (aimed to cover 217
of trainees) would concern organisations such as Training Workshops
or Community Projects which would provide both work experience and
training. The organisation of Mode B2 YTS (aimed at 12% of trainees)
would be the responsibility of MSC local offices. Usually this Mode
would consist of an FE college designing and providing off-the-job
training relevant to work experience which the same college would
arrange. The college would report directly to a local MSC office.

Sponsors of schemes were asked to categorise their proposals
according to which Occupational Training Family (OTF) their scheme
fell under. Th: notion of OTF's was developed on behalf of the MSC
by the Institute of Manpower Studies (IMS 1981) and represents a way
in which occupations can be classified so that skills common to
"families" of jobs are grouped together (see section 2.4 and
Appendix Two).

Mode A funding was intended by the MSC to cover the majority of

YTS schemes and it is worth noting that Managing Agents, who were to

organise Mode A schemes, would be new organisations consisting of
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people who might often have had little experience of providing youth
training. The purpose of their introduction was two-fold. On the one
hand YTS was to be a much larger scheme than anything that had gone
before and it therefore made sense to devolve organisational
responsibilities from local MSC officers to other organisations. On
the other hand, Managing Agents were set up in order to promote a
major feature of the MSC's policy for the curriculum: work based
learning. Instead of allowing colleges to take over the provision of
YTS, the Managing Agent system was aimed to ensure that employers
retained control over the scheme. Colleges were to perform a support
role, providing off-the-job training packages bought from them by
the Agents and designed to Agents' specifications (see Holland
1982a).

The MSC's Guidelines required that Managing Agents should do a
number of things that were intended to ensure that work based
learning occurred. For instance, they were required to supply
information to providers of off-the-job training about the skill
content of the jobs for which the trainees were being prepared. They
were also required to provide a training plan which would "integrate
the on and off-the-job training with work experience" (MSC 1982c).
The MSC wanted training assignments (later called Work Based
Projects) to be designed by Managing Agents, the purpose of which
would be to proride trainees with tasks to do at work which would
aid the learning of relevant work skills. Managing Agents were also
given responsibility for liaison between work experience providers
and providers of off-the-job training in order to ensure integration
between these two elements of the scheme.

It was envisaged that Managing Agents would be employers or
consortia of employers who also provided work experience placements

for the scheme. It will be evident from what has been shown about

the MSC's expectations for Managing Agents that YTS would involve
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employers in a far more developed role in training provision than
was the case under YOP. Accredited Centres for training work
supervisors to take on their expanded responsibilities for trainees
were set up by the MSC during 1983. On-the-job training as well as
off-the-job is referred to in the MSC Guidelines, but the form that
this should take is not described in the same detail as off-the-job
provision. The only specific requirement of work experience
providers is that trainees should have a named person to whom they
can turn to for help or advice while at work.

One of the major aims of government and MSC policy identified
in the previous chapter was that provision should change from being
a social support scheme designed to help young people cope with
unemployment, to a national training scheme. One feature which the
MSC saw as being important in achieving this was that YTS should be
integrated with established apprenticeship schemes and the MSC
negotiated to this end with a number of bodies controlling
apprenticeship accreditation. Another aspect of organisational
policy for YTS designed to achieve this aim was the encouragement of
employers (using financial incentives) to send young people already
in employment on to the YTS scheme. As well as progressing to
further apprenticeship training it was hoped that a certificate
provided by the MSC to those completing YTS would achieve a status
sufficient to enable trainees to fulfil entrance requirements for
further educational and training opportunities, thus integrating YTS
provision with existing provision and removing its image as a
temporary emergency programme.

Linked with the provision of the YTS certificate were
statements in YTS Guidelines to the effect that assessment of
trainees’ abilities should take place at work as well as during

of f-the-job training. This assessment would be to pre-specified

criteria which could be derived from a variety of sources:
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"National, Industry and Employer specific" (MSC 1982¢). In fact,
this furthers an aim of the New Training Initiative (MSC 1981), to
replace the assessment of apprenticeship training on the basis of
time-serving with assessment based on pre-specified national
standards.

A frequently repeated theme in statements from the MSC is that
FE colleges and their staff need to change their approach in order
to cope with the type of young people that are involved in YTS.
Holland's (1982a) speech contains much along these lines; he starts

from the assumption that

"a classroom, academic base for the scheme...would be
demotivating for young people...who would not have gone anywhere
near further education if we had carried on as we have in the
past.”
Not only does Holland use this point to justify the provision of
work based learning, he uses it to justify a number of other changes
he feels it is necessary for colleges to make. Colleges should teach
to an "extended year" whereby traditional academic terms and
holidays are not kept to; teachers of YTS whould have experience of
working in commerce or industry; the colleges should not treat YTS
as a "low status" provision. Above all, college teachers should

accept that their role is one of support for an employer-led

provision whosc chief aim is to provide work based learning.

2.3. The FEU and the MSC.

It has been established that a broad aim of MSC policy was to
encourage the education system to change its ways, by moving from an
educational approach of which employers were critical to one where
preparation for the work role was far more evident., In examining

statements which the MSC made about the curriculum before the start
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of YTS and comparing these with those made by the Further Education
Unit (FEU) it is possible to see that as well as areas of agreement
between the two organisations there were also differences of
opinion.

In September 1982 the MSC and the FEU issued a joint statement
(FEU/MSC 1982) in order, as they sald, to "demonstrate the degree of
accord that exists between the two organisations.” Within that brief
document it was claimed that "It {is...our impression that at
national level there is little or no discrepancy between us." Yet in
May 1983 the director of FEU wrote in his introduction to

"Supporting YTS" (FEU 1983) that:

"Complete unanimity with the MSC criteria is not always possible
and there is evidence to indicate that some attenuation of the
principles and aspirations of the Youth Task Group is taking
place as the full demands of this ambitious scheme are
realised."”
It appeared to the head of FEU "regrettable and unnecessary... Ehaa
the place of education in YTS will have to be argued and
justified." Elsewhere, the FEU has criticised MSC for failing to
give proper value to college-based vocational Preparation courses
(FEU 1981 ).

There were indeed differences between MSC and FEU in their
approaches. In the debate about curricula differences in educational
philosophy wer: bound up with the economic and organisational
manoevres surrounding the introduction of YTS. Holland, as shown
earlier (p. 9), was critical of the contribution of FE to YOP. At
the start of YTS he was concerned about the subject matter to be
taught in the YTS courses that FE colleges were to provide. A large
part of the contribution of FE to off-the-job training under YOP was

in the area of Life and Social Skills (see section 1.5.2). Holland

noted reluctantly that "What we know as 'life and social skills!'
will still be needed," continuing:
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", ..though I have to confess that I sometimes suspect the title

is an alibi for those who have no real idea what to do or what

the market requires." (Holland 1982a)
The requirements of the MSC for the first year of YTS courses
contained no explicit mention of Life and Social Skills, although
much of what was included under this heading was included in the
five core areas proposed by the MSC for YTS (MSC 1983). As
negotiations for courses to start in 1983 proceeded it became clear
that the MSC's main priority was to establish employer—based courses
and that only in areas where insufficient numbers of employers came
forward would the MSC fall back on the colleges to make up the
difference.

The Further Education Unit exists to provide a lead in
curriculum matters for FE colleges and has been closely associated
with developments in the provision by FE for MSC courses. As FE
colleges were largely concerned with the provision of Life and
Social Skills for YOP it is perhaps inevitable that FEU documents
have often reflected the particular concerns of teaching such
material, rather than the teaching of more occupationally specific
material.

Thus the MSC's attempts to limit the input to YTS from FE
colleges and to curtail the increase in Life and Social Skills
teaching brougit it into opposition with what the FEU was concerned
to promote. It is in this context that it is possible to understand
the apparently contradictory attempts by FEU both to defend its
educational philosophy against MSC influence, and to assert that

there were no significant differences between the two organisations.
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2.3.1. Debating the meaning of words.

The FEU was keen to establish a role for 1itself within the
MSC's policy for YTS by providing a "curricular contribution' to the
MSC's organisational initiatives. Its document "Vocational
Preparation" (FEU 1982 ) was described as such a contribution and
"Supporting YOP" (FEU 1979b) and "Supporting YTS" (FEU 1983) were
seen by FEU as following this line. The repeated printing in FEU
documents of the Core Skills list which made its first appearance in
"A Basis for Choice" (FEU 1979a) underlined FEU's desire to put
forward a definitive statement on content. During YOP the FEU had
little competition from the MSC in the promotion of a curricular
philosophy. The "Instructional Guide to Social and Life Skills"
published by the MSC (MSC 1977b) was its only contribution to
curriculum content and was notable for the narrowness of its
educational vision (see 2.3.4).

However, with the introduction of YTS the MSC began to make
strenuous efforts to replace the FEU in the role it previously
occupied. The MSC devoted both time and resources not only to the
task of organising the programme but also to lay down its Guidelines
on course content (MSC 1982c). The MSC also sponsored a number of
projects developing Work Based Project materials for trainees.
However, publicstion of these materials did not occur during the
first year of Y1S so it would be unreasonable to expect them to have
been used to any great extent during the first year. The other main
MSC curricular initiative is represented by the work of the
Institute of Manpower Studies (IMS). This work is discussed later in
section 2.4 and it represents the beginning of the development of a
new curricular philosophy for this area. However, while some of the
ideas of IMS were current before YIS began, the more definitive

statements from this organisation appeared after the start of YTS.
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For this reason the MSC position on curricular matters discussed
here is largely that which was evident in the summer of 1983 since
it is at this stage that most YTS provision for the first year was
planned. In recognition of the fact that at that stage the MSC had
little to offer in terms of guidelines for an approach to the
curriculum, the FEU suggested (FEU 1983) to colleges that they might
use the FEU's "Minimum YTS core checklist" (a modified version of
FEU's standard Core Skills list to be found in FEU 1983). This is a
further indication that the FEU were attempting to fill the gap in
curricular policy which at that time was not adequately filled by
the MSC.

It is an indication of the relative positions of the two
organisations that in the MSC's "Guidelines on Content and Standards
in YTS" (MSC 1982c) there is not a single mention of the FEU's
efforts, yet in FEU's comparable publication "Supporting YTS" in
each section every attempt is made to lay out the MSC position on
each topic before describing how FEU's viewpoint complements that of
the MSC. It is also interesting to note that development of a
rationale for an occupationally specific curriculum content was
delegated by the MSC to the Institute of Manpower Studies - an
organisation with roots in training - rather than to the FEU.

The FEU, therefore, at the start of YTS was constrained to
fight a rearguurd campaign to preserve its curricular initiative in
YTS. Its educa.:ional philosophy was different from that of MSC and
this difference is reflected in arguments over the precise meanings
of certain key words (these will be discussed later in this
chapter).

There were attempts to deny the existence of differences and
one of the clearer examples of this is in the FEU/MSC joint

statement (FEU/MSC 1982) where it is written that
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"There are, inevitably, potential problems relating to the time
allocation suggested with respect to education and training
components. Many of the problems can be resolved by initially
designing programmes on the basis of mutually agreed aims and
objectves rather than distinguishing from the outset between
training, experience and education.”
This statement identifies the fact that there are - at least at the
level of time allocation - some problems that relate to the separate
strands of education and training. However, the advice on overconing
these problems is inadequate. The authors suggest that if aims and
objectives can be mutually agreed the problems will fall away. What
this advice fails to take into account is that the difference
between education and training is itself an expression of
differences in aims and objectives.

A somewhat less obvious example occurs in paragraph 18 of
"Supporting YTS" where an attempt is made by the FEU to maintain
that what they had been saying for the last five years was really
just the same as what the MSC was now saying with different words. A
table of equivalences is presented where, for example, the term
"Negotiation'" used by the FEU is said to be equivalent to the MSC's
term "Induction". As will be shown (in section 2.3.2) the two
concepts are different in crucial ways. Elsewhere (FEU/MSC 1982) the
FEU and the MSC try a similar translation exercise with the words
“profile" (FEU) and "portfolio of assessment" (MSC) in an attempt to
cover over very real differences between the two organisations in
their view of how assessment should be conducted.

What, then, was the nature of the differences between the FEU
and the MSC in their approaches to the curriculum at the start of
YTS? This is examined below by looking at several important topics

on which both made statements.
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2.3.2. Negotiation.

Evident in many FEU statements about youth training is a liberal
allowance for trainees' views that is absent from the thinking of
the MSC. This is shown in the FEU's attempts to ensure that trainees
should negotiate their programme of work with their teachers. In
"Vocational Preparation" (FEU 1982 ) the notion was put forward that
the curriculum should be a matter for negotiation between teachers
and young people, with a personal programme and contract being the
result. This concept was not taken up in the "Youth Task Group
Report" of 1982 (MSC 1982b) but reference was made by the MSC to the
idea in its Guideline on Induction (MSC 1982c). Here an extensive
list of things to be learned by trainees at this point in their
programme is presented, ranging from '"Rules and Regulations" to
"Names of Managers'" and "Security arrangements.”" In all 47 items of
this nature are specified as necessary. It is suggested that '"Most
young people will find much of the information difficult to
remember'" so "To reinforce the learning trainees should receive the
information more than once." The aims of the induction exercise are
described as being to ensure that trainees understand the purpose of
the scheme and their role within it, that they familiarise
themselves with the environment in which they find themselves and
learn something about safety. With this sort of programme it is hard
to see how trainees could do anything but listen and remember, but
the MSC writes "It should also, where possible, include an element
of negotiation about the nature of their planned learning."
Elsewhere (Guidelines no.4) a similar sentence occurs and it is
noted that negotiation '"has obvious spin~offs for the motivation of
young people...However, negotiation has to be tempered by the
necessary constraints within which the programme has to operate.”

The MSC allowance for negotiation, then, was small and accompanied
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by reservations. The FEU noted the attenuation of this principle

with some dismay:

"Eoung peoplé] have to be persuaded that what they get out of
YTS should be as much their responsibility as their Sponsors -
hence FEU stress on involving young people in negotiation about
the curriculum. Against this background the MSC criteria...could
be regarded as somewhat mechanistic unless interpreted in a
liberal way. Induction should be defined as an educational
process." (FEU 1983. para.27)
The instance referred to earlier where the FEU sought to equate the
MSC's term "Induction" with the FEU's term "Negotiation" was, in
this light, wishful thinking by the FEU. In fact the FEU regards
induction as an exercise with far broader implications than simply
settling trainees down into appropriate roles and telling them where
to hang their coats. It has "links with curriculum themes such as
guidance, counselling and assessment, and negotiation.'" The FEU
described this as a '"broader view of induction" and urged college
staff to promote it in their negotiations with Managing Agents (FEU

1983 para.29). Clearly the FEU felt there was a danger that such a

view would not succeed in establishing itself in YTS.

2.3.3. Assessment.

A keen coicern for trainees' views is also evident in
statements frcm the FEU on guidance and assessment methods. Under
YOP many college teachers argued that any form of assessment of
trainees' progress would have disastrous effects on both the
motivation and the willingness to cooperate of young people who had
often experienced only failure at school (for example FEU 1978 ,0r
West Midlands RCU 1980). However, as the MSC's idea of YOP as a
social support programme was modified in favour of YTS as a training

scheme to aid national economic recovery, it became clear that

opponents of assessment had no hope of prevailing. Assessment to
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national standards with accreditation for further training to ensure
progression from YTS became for the MSC a practical necessity. In
the light of this, the FEU concentrated its efforts on promoting the
most liberal form of assessment it could identify which was
trainee-centred reviewing using profiles. To some extent MSC adopted
this idea, but the MSC's view of implementation was, once again,
different from that of the FEU.

The FEU advocated that assessment in YTS schemes should be
viewed as part of the learning process and results should be fed

into guidance and counselling. In fact guidance and counselling were

said to be

"relevant and useful to the whole student—centred approach to
education ...an important focus for continuous assessment and
reflection and an integral part of the process whereby the
trainee is encouraged to become increasingly self-reliant and
confident."(FEU 1983 para.98)

It is perhaps on this matter of the end purpose of the scheme
that fundamental differences emerge between the thinking of the FEU
and that of the MSC. Both organisations stress the importance of
self-reliance in their statements on guidance but the MSC add to
theirs that "The context of this guidance is learning which leads
the young person to adopt the right role at work." (MSC 1982c.
Guideline no.7)

The FEU e iphasised that in their view trainee participation in
profiling was essential (FEU 1983 para.33) and that profile records
should not be confidential but available for all concerned to see
(FEU 1983 para.38). Profiles should record the competencies of each
trainee "in a vocabulary that is specific and supportive rather than
general and punitive" (FEU 1983 para.l06) and thus should record
what trainees can do rather than what they can't. According to the
FEU regular reviews of progress should lead trainees to use

assessment to reflect on thelr own progress, to contribute to the
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(assumed to be) continuing process of negotiating their programme of
work and to enhance their powers to decide things for themselves.
Each trainee should be given responsibility for maintaining his/her
own records (FEU 1983 para. 41) and assessment should not be
conceived of as simply a series of competency tests in the cognitive
area but a record of trainees' reflection on their experiences.

The FEU in "Supporting YTS" noted that certain Community
Project sponsors were ''uneasy about standardised asessment
procedures if they are embedded in a national system of
certification" such as the MSC proposed (FEU 1983 para. 36). Such
sponsors were said to be worried that such an assessment system
might affect the trusting relations that would otherwise grow
between teachers and trainees. The FEU reminds us here that the MSC
stated in 1982 (MSC 1982c¢ Guideline no. 8) that assessment should
involve the trainee "and if possible combine and reflect his/her
judgement with that of the assessor." However, the "if possible" is
a crucial qualification. The MSC saw the purpose of assessment as
threefold: to inform trainees of their progress towards established
standards, to inform trainers of trainees' progress in order that
they might "take appropriate action which may involve modification
of the trainees' programme' (MSC 1982¢c Guideline no. 8) and to tell
employers what abilities were possessed by trainees. The
establishment of standards was seen as a prerequisite of assessment
(MSC 1982c¢ Guideline no. 7). In so far as trainee participation in
asessment was recommended by the MSC, its main purpose appeared to
be to ensure that trainees' motivation to attend the scheme was
encouraged.

It soon appeared that employers were not particularly keen to
spend time completing profiles and the FEU noted that provision of a
"comprehensive personal profile" for YTS trainees did not appear to
be a likely prospect for schemes starting in 1983, The FEU
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considered that

"This is regrettable and it is hoped that colleges who are
participating in the scheme will be able to assist employers in
the construction of a profile.'" (FEU 1983 para. 101)

The FEU hoped that, at least, a profile might be prepared for the
college part of the programme.

It does seem, then, that the FEU accepted that its struggle to
preserve a liberal form of assessment was suffering setbacks and

that it might be relegated in this area to college provision only.

2.3.4. Social and Life Skills.

Although the MSC was not as forthcoming on curriculum matters
as the FEU it did, however, produce guidelines for the Social and
Life Skills teacher in its 1977 document "Instructional Guide to
Social and Life Skills'" (MSC 1977b). Three years later, in 1980 the
FEU produced a comparable document on the same subject: "Developing
Social and Life Skills: strategies for tutors." (FEU 1980) which was
over four times as long as the 15 page MSC booklet. Each
organisation approached the topic with a different perspective.
Whereas the MSC sought to provide the model syllabus and teaching
methodology it considered most appropriate the FEU sought to assess
the advantages and disadvantages of six different curricular
approaches and to provide teachers with a means of assessing their
own practices. It is only in the summary at the end that the FEU
made clear just what it considered desirable.

The MSC document was derived from the authors' experience of
industrial training organisations and described the entire purpose
of teaching this subject as being to prepare trainees better to

accept the conditions of working life. Social and Life Skills were

described as helping trainees with "an understanding of the wider
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social aspects of working life...life skills which feature
predominantly in working life"; "taking orders" was defined as a
"social skill™ (MSC 1977b section 1l.1.1). An individual's
"satisfactory private life" was seen as relevant to the teacher of
Social and Life Skills only in so far as it could "contribute to a
person's work motivation" and the sum total of the "skills"
identified by the MSC as being necessary for a satisfactory private
life were '"those of making friends, resisting provocation and making
conversation" (MSC 1977b section 1.1.2). Counselling was conceived
as a method of coping with a lack of inclination to conform to work

disciplines:

"4,2 The role of the counsellor
He/she must be aware of

4,2.1 any change in work performance against the trainee’'s norm
4,2.2 signs of alienation in matters of time-keeping, discipline
and

4,2.3 any unsatisfactory relationships

Any of the above must be seen as a need for counselling."
At the same time '"'the tutor or instructor E@usa have an
understanding of young people as human beings" otherwise none of
what was proposed would work. Social and Life Skills was seen
primarily as a means to keeping a check on an individual's
motivation to work. Discussion group teaching was advocated since it
was a useful method "of influencing those attitudes which cause
people to be ursuited to employment" but "It is possible for
discussion to harden attitudes and adversely influence trainees,
hence the tutor must structure and control discussions to avoid such
a trend" (MSC 1977b section 3.1). The topic of "Higher wages — the
only objective?" is described by the MSC as an area where
discussion might change attitudes. This 1is unfortunate given the
political arguments identified in Chapter One concerning the role of

the MSC in bringing down wage levels for young people.

The FEU's document, on the other hand, was produced by
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educationists who state: "In general we regard Social and Life
Skills as an area of personal development rather than a subject or
course." In the FEU document it is observed that there were many
different possible approaches and that preparation for the workplace
was one of many possible functions that Social and Life Sklls could
fulfil. Where the authors allowed themselves to state their own
point of view they described the subject as an aid to the trainee in
a "successful transition to adulthood in his or her own terms' (FEU
1980 para. 45). They were of the opinion that Social and Life Skills
might "most usefully be regarded as an aspect of personal
development." Unlike the MSC which advocated theuse of discussion
groups in order to motivate trainees towards a specific goal the
FEU, in similarly advocating "a participatory experience for young

people,”" regarded the purpose of such experiences as being '"to
promote self-sufficiency and self-reliance" (FEU 1980 para.45).
Whereas the MSC regarded the subject as providing support for a
successful adjustment to the demands of the workplace, the FEU saw
Social and Life Skills in terms of its general value for personal
development. In their statements on this subject, on assessment
methods and on negotiation it is evident that the MSC approach

centred on the requirements of the workplace. The FEU approach,

however, may be described as student—centred.

2.4. The Institute of Manpower Studies (IMS).

So far, the distinctions between the MSC and the FEU in their
approaches to the curriculum have been clarified. It has been
established that in spite of attempts by both organisations to
present a united front very real differences existed. These
differences evidently had their roots in the separate traditions of

education and training, the fundamental purposes of which were at
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times in conflict but which, in the special circumstances of the
Youth Training Scheme, were being combined. From the point of view
of the MSC the liberal educational tradition represented by the FEU
had failed the less able in the past. It also failed to prepare
young people adequately for the requirements of work. From the point
of view of the FEU the danger to avoid was the substitution of the
ethics of the work place for those of educational processes.

During the period when the FEU was struggling to maintain its
influence over the curriculum of YTS another body, the Institute of
Manpower Studies (IMS) was working on projects sponsored by the MSC
to develop an approach to the curriculum that covered occupationally
based training. In its work the IMS has produced a sophisticated
body of curriculum theory that may well achieve greater
respectability in the educational world than the MSC's previous
efforts. It has been suggested (Raffe 1983) that the MSC "has yet to
learn the liberal educationist rhetoric which comes so easily to
longer established educational bodies." It seems likely that the
work of the IMS will enable the MSC to enter this arena of discourse
with some confidence. At the same time the IMS, with roots in
training rather than education, has preserved the MSC's emphasis on
serving the requirements of employers, as will be shown.

The work of the IMS started from the premise that skills could
be defined in “wo main areas — core or basic skills and
occupationally specific skills. So far the IMS has done little work
on basic skills but largely focussed on the learning necessary to
perform effectively in jobs. The MSC's chief difficulty in
constructing a rationale for job training has always been to justify
training courses where the destinations of trainees could not be
predicted and would frequently be unemployment. Citing the provision
of such a rationale as a reason for their work (amongst others to do

with changes predicted in the nature of the labour market) the IMS
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in "Training for Skill Ownership" (IMS 1983a) made clear that a key
purpose of job training in YTS schemes would be to ensure that the
trainees would "own'" the skills they had learned so that the skills
might be transferred from one situation to another. The IMS
recognised that such skill redeployment was

probably the most important single criterion by which young

people will judge the value of YTS - once they have understood

that the scheme cannot guarantee a job." (Hayes et. al. 1983).
Such transfer of skills was felt to be promoted by the grouping of
jobs into Occupational Training Families (OTFs) which were supposed
to share certain common skills, although empirical justification for
the groupings is absent from IMS documents ~ see Seale (1984a) for a
fuller discussion. Nowhere in IMS documents is there cited
systematic evidence that some people are better at transferring
skills than others or that the ability to transfer could be taught.
Indeed the MSC at the time of writing (1985) is only now sponsoring
projects designed to test these assumptions.

Implementing ideas such as those expounded by the IMS in
"Training for Skill Ownership" requires detailed planning of
on—the-job as well as off-the-job training, using the principle that
trainees should be given the opportunity to practice and demonstrate
competencies (otherwise known as skills or learning objectives) both
in familiar an! unfamiliar situatioms. Practice in redeploying
skills in unfamiliar situations was seen by the IMS as enhancing
skill ownership and the ability to transfer skills. Assessment of
these abilities was intended to be conducted by a small army of
assessors and validators on the job rather than in the classroom,
using a rather complex series of profiles.

Like the MSC, the IMS commitment to encouraging trainees to

negotiate the curriculum with their teachers was hedged with

reservations. After specifying the curriculum necessary to achieve
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competency in an OTF and designing on and off-the-job training so
that these competencies would be reached, course planners were told
that they should "Discuss training plans with trainees and, where
possible, agree learning contracts." (IMS 1983b p.20.)

Assessment in YIS courses , as has been described in section
2.3.3, included the use of a profile system such as the FEU
advocated and the IMS stated that it was important that "the
trainee,..be actively involved in the reviewing process...Assessment
should be done "with" rather than "to" the trainee" (IMS 1983b
p.53). At the same time however the assessment that the IMS
advocated was not as student-centred as the FEU would have wished to
see. Indeed, such student-centred assessment may be impossible where
the things to be learned are pre-specified in the sort of detail
that the IMS required. Nor was there any suggestion from the IMS
that permission (as FEU recommend) be given by trainees before
things such as willingness, drive and reliability were assessed.

The IMS contribution to the debate about the curriculum
represents a compromise between the approaches of the MSC and the
FEU, which thus far had been on either side of the divide between
education and training. As well as going some way towards
reconciling these differences the IMS approach attempts to provide a
rationale for the problem which the MSC has in justifying training
for likely uner:ployment. The IMS ideas satisfy the ideological
requirements of key interest groups better than do those of the FEU
or the MSC and indeed the concept of Occupational Training Families
achieved wide currency during the first year of YTS. However, it is
another matter whether the rather complex ideas represented in
"Training for Skill Owmership'" will succeed in influencing practice.
It is not clear that the IMS approach is in sympathy with that of
most of the examination bodies working at this level. Further, as

was shown in section 2,3.3, the MSC ceased to insist on the use of
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profiles due to employers' resistance to the method. It is hard to
see employers welcoming the time consuming profiling system
advocated by IMS. For the present study it is more realistic to
concentrate on the ideas of the FEU and the MSC since these were

more developed and more widely publicised at the beginning of YTS.
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CHAPTER THREE: THE RESEARCH ISSUES.

3.1. Introduction.

It will be recalled that the aims of the project, as set out at

the end of Chapter One, were three:

1. To assess the extent to which YTS in Further

Education colleges met policy requirements.

2. To assess the extent to which provision by colleges

deviated from policy requirements and, if it did,

why

3. To investigate the perspectives of trainees to see
whether different parts of YTS evoked different

responses.

The review of literature reported in the previous two chapters
assisted in refining these aims. Firstly, 1t became clear that
different groups had different aims for YTS, and therefore their
policy requirements differed and were sometimes in conflict. The
literature review also had the effect of focussing the study on the
curriculum of YTS, with organisational features, such as the setting
up of Managing Agents, being regarded as contributing to influences
on the curriculum. Thirdly, the literature review identified the MSC
and the FEU as the most important organisations contributing to
policies for the YTS curriculum in FE colleges.

The review was conducted at the same time as an investigation

of pilot YTS courses was being carried out. These courses, funded by
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the MSC, were set up in order to gilve sponsors experience of
operating a year-long provision along the lines proposed for YTS.
The MSC's "Report on YTS Pilot Schemes" (MSC(1984c) describes the
MSC's evaluation of some of these. The schemes investigated in the
pilot study were also known as "enhanced YOP" schemes. These
preliminary investigations were valuable in providing
familiarisation with the field as well as making possible the
development of interview schedules and questionnaires. Reported in
this chapter is the contribution which investigations of pilot YTS
courses made to the formulation of the questions and hypotheses used
in the main research project. This will be followed by an account of
these questions and hypotheses.

During the course of the research project other projects were
being undertaken by the National Foundation for Educational Research
(NFER) and the FEU. An investigation by H.M.Inspectors was also made
into college provision. MSC monitoring information and the informed
opinion of practitioners about the first year also became available
after the data collection for the present project had begun. None of
the results of these studies were available at the time of planning
the present study and so could not be used to inform either its
hypotheses or design. These other studies and their relevance to the
concerns of this thesis will be discussed in the final section of

this chapter.

3.2. Investigations of pilot YTS courses,

During 1982/3 interviews with 20 course leaders of YTS pilot
courses in six colleges were conducted. The aim of this small scale
study was to discover more about the nature of the courses as well

as to discover any problems that course leaders could report, so
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that lessons for future provision might be learned. Results are
contained in Seale (1984c) and are summarised below.

Most of the 20 courses were in specific vocational areas (eg:
motor vehicle mechanics, clerical work) rather than offering
introductions to a number of areas. The funding of these pilot YTS
courses was more generous than the funding was to be of YTS courses
themselves and this meant that more off-the-job training was
provided than in YTS. Course leaders in most instances reported that
the training led to an examination qualification from a body such as
City and Guilds, BEC or TEC. Some of the courses specified entry
requirements, as where TEC/MSC Technician Studies courses required
that applicants should have two or more CSE's at grade three or
higher. In fact on one of these TEC/MSC courses the course leader
pointed out that it was "really a full time TEC level one, using
more or less standard units."

The investigations showed that course leaders were sometimes
unhappy about relations with local MSC officers, whom they found to
be inconsistent in their requirements; it was also said by some of
the corganisers that delays in course approval had resulted in
hurried planning. Finding employers who were willing to provide work
experience was felt to be a difficult task by many of the course
leaders. However, the conditions which led to these various
organisational difficulties were to change under YTS. Many of these
course were of the type that would later be funded under Mode A
provision. Under this mode of funding the responsibility for much of
the course planning, for conducting negotiations with the MSC and
for finding work experience placements would be transferred from
course leaders to Managing Agents.

What was of greater relevance to YTS were the statements which

these course organisers made about the nature of their students and
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about the teaching methods used. It was noted in the report of the

investigation (Seale 1984c) that

"Teachers on the TEC/MSC Technician Studies courses and other
courses that had exam requirements at entrance found students
less trouble than teachers on the lower level courses. One of
the teachers had expected a 'rough lot' but had been pleasantly
surprised. A frequent comment from the higher level courses was
that these students were just like apprentices had been in the

past."
One of the course leaders argued that the college's staff
development programme for the new YTS courses was not relevant to

his situation because

"The lads we get aren't really a great problem ~ they fit into

the existing examination schemes, they are certified in the

usual way, they are monitored in the usual way. It's the

non-examinable MSC courses which need things like Trainee

Centred Reviewing and profiles more than we do".
The impression gained from the literature on YTS is that great
changes in curriculum and teaching methods would be necessary to
cope with a type of young person who, as was shown in section 2.2,
Holland (1982a) claimed "would not have gone anywhere near Further
Education if we had carried on as we have in the past." Apart from
the nature of the young people, there are other things to do with
the novelty of the aims of YTS which would support an expectation
that changes w)uld have to be made by college teachers in order to
mount successfil YTS courses. However, the investigation reported
above seemed to indicate that, for many course leaders, pilot YTS
courses were viewed simply as re-packaged versions of courses taught
previously to full-time students or apprentices.

The second investigation of pilot YTS courses conducted during

this period made it possible for this observation to be combined

with others so that a set of hypotheses about the nature of YTS
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courses was generated. This second investigation (reported in Seale
1984a) consisted of an evaluative study of five courses in ILEA
colleges. These courses were known as “Integrated Training and
Experience" courses (ITEX) and had developed out of previous YOP
provision where they had been known as Work Introduction
(WIC)courses. Unlike the vocationally specific pilot YIS courses
studied in the first investigation, ITEX courses were broad based.
Course leaders reported that ITEX catered for young people who were
finding it difficult to decide what type of occupation they wished
to train for. No examination qualifications were required for entry
to any of the ITEX courses.

The investigation of ITEX courses concentrated particularly on
the extent to which teachers had used the findings of a research
project known as the London into Work Development Project (LITW),
conducted by the Institute of Manpower Studies (IMS 1982). It aimed
to gather data about the skill content of jobs so as to identify
skills general to a number of occupations {generic skills). This
information was supposed to be used by ITEX teachers when deciding
what to teach their students. In fact, as the evaluation showed, the
use of LITW results by ITEX teachers was minimal (Seale 1984a).

However, the relevance of the ITEX course investigation for the
development of hypotheses for the present study lay in what was
learned of the teaching styles used on the courses. Teachers
described a workshop approach for many elements of ITEX, whereby
individual students negotiated with their teachers which activities
they would pursue. In the original ILEA document proposing ITEX
(ILEA '1982) it was even suggested that students should negotiate the
type, length and timing of their work experience placements.
Assessment, too, was described by teachers as taking place in the

context of individual tutorials where students discussed their
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progress towards the personal objectives they had formulated in
their negotiation with teachers.

The difference between the two types of course represented in
the two investigations was striking. It was noted that ITEX teachers
hoped that funding of their courses would continue under Mode B2
arrangements when YTS began. Course leaders in the first
investigation expected similar provision to their own to be made in
YTS under Mode A funding arrangements.

The experience of these investigations led to a series of
hypotheses about YTS courses which are described in the next
section. The central contention was that YTS courses would involve
streaming by entrance requirements and that higher level courses
would be funded under Mode A and that lower level courses,
particularly the broad based Work Introduction (WIC) courses, would
be funded under Mode B2. Different teaching methods would be used on
these types of course, with WIC courses conforming to the FEU model
(see Chapter Two) much more closely than Mode A courses. In other
words, Mode A courses under YTS would be most likely to repeat the
features of the pilot courses studied in the first investigation,

while WIC courses would be more like the ITEX courses.

3.3, The questjons and hypotheses of the research project.

The review of literature and the pilot investigations reported
above led to the formulation of specific questions and hypotheses
that would further the three main aims of the study.

The first set of questions to be answered by the study

concerned the extent of FE college provision for YTS. It was felt
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important to establish what proportion of college work YTS
constituted, what type and how many colleges were involved, and
whether YTS was replacing courses previously run by colleges or
simply adding to them. The study also sought to establish the
proportion of YTS that fell within each Mode of funding, and to
establish which Occupational Training Families were represented. The
answers to these questions, apart from being necessary to answer in
their own right if the importance of YTS to the FE system was to be
estimated, would also be necessary if a sample of courses for
further study was to be representative.

As well as this, some indication was sought of the consequences
of YTS for internal college organisation. Pilot investigations had
revealed the existence in some colleges of specialist departments or
units devoted to YTS provision. Establishing how widespread such
arrangements were would also enable an assessment to be made of the
impact of YTS on the colleges. It was also relevant to enquire into
the extent to which extended year arrangements (advocated by Holland
1982a) were operated. Holland had also expressed concern that YTS
should not be regarded as a low status provision by colleges (see
section 2.2) and it was intended that the study would gather
information about this issue.

An important group of questions arising from the review of
literature relited to the general issue of the extent to which MSC's
aim of encouraging work-based learning was being achieved. Thus the
study aimed to collect college teachers' evaluations of their
Managing Agents. Were the Managing Agents doing what the MSC
required in terms of providing adequate information to organisers of
off-the-job training about their requirements? Were they ensuring
the good liaison between providers of work experience and college

teachers that the MSC required? Was integration between off-the-job
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training and work experience occurring and were the type of
work-based training assignments that the MSC advocated 1n order to
promote good integration being used? It was felt important, too, to
establish teachers' and trainees' evaluations of work experience.
Were employers involved in planning and contributing to training?
Did they provide the guidance for trainees that the MSC required and
did they participate in the assessment of trainees? How was their
involvement judged by teachers?

Another set of questions related to the extent to which the MSC
was achieving its aim of changing YTS from a measure seen by the
general public as primarily designed to provide emergency support
for the unemployed, to a national training scheme that would provide
a permanent bridge between school and work. It was felt that
establishing the extent to which YTS attracted employed young people
as well as young people with better qualifications (who could
readily have entered full time FE courses) would provide indications
of the MSC's progress towards this aim. Exploration of trainees’
reasons for entering YTS could also provide information about the
public image of the scheme. The extent to which qualifications
gained on YTS led to other training and educational opportunities
such as apprenticeships or full time courses was also relevant here.
The integration of YTS into established patterns of education and
training, however, could only be achieved if YIS trainees proved
willing to enrnl for such opportunities sc it was necessary to find
out whether they were willing to do this. It was also felt important
to enquire about the extent to which trainees were also prepared for
unemployment, which would be likely to be the experience of a large
number of trainees at the end of YTS.

Another set of questions related to perceptions of the success

of YTS, particularly when compared to YOP. The study aimed to
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discover teachers' and trainees' perceptions of success. Was YTS
better than the last two years of school according to trainees (as
the MSC hoped it would be)? What parts of the course were valued the
most? Did trainees think that YTS made them more employable? Did
teachers think it was better that YOP?

The extent to which new teaching and assessment methods were
adopted by college teachers was also an important area of enquiry.
It has been shown that the FEU advocated the use of student—centred
methods, involving trainees in negotiating their curriculum and
learning objectives, the use of profiles as aids in reviewing
sesions and a style of teaching that allowed trainees to pursue
individual programmes. It has also been shown that the MSC
emphasised that changes were needed from previous practice, although
their commitment to a student-centred approach was much less strong
than that of the FEU. An important purpose for the study was to
establish the extent to which these things occurred.

As well as the broad areas described above, a number of
questions that relate to the implementation of specific points of
MSC policy were asked. These include such miscellaneous issues as
whther computer literacy was taught on the schemes, whether teachers
had a background of experieunce in work as well as teaching, the
extent to which teachers were involved in course teacms that planned
and monitored rovision and the extent of their involvement in the
recruitment of trainees.

Finally, a set of hypotheses that arose from the pilot
investigations reported in the previous section were an important
determinant of the type of data collected. It will be recalled that
as a result of these investigations distinctions were observed to
occur bewteen low level Work Introduction (WIC) courses and higher

level, occupationally specific courses. It was hypothesised that WIC
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courses, provided under Mode B2 funding during YTS, would maintain a
distinction from Mode A courses. A summary of the expected
differences between the two types of course is presented in table

3.1. which is taken from Seale (1984c).

Table 3.1. Hypothesised differences between YTS courses derived from
pilot work.

Low level High level

eg. WIC courses eg. TEC/MSC Technician Studies
courses.

No qualifications needed Minimum entry requirement 3 x CSE
grade 1/2

In the past frequent job In the past apprentices on FE day

and no contact with FE release

No progression to other Progression to further training

opportunities likely

Negotiation for individual Knowledge pre-determined

need.

Student—-centred assessment Teacher-centred assessment

Work experience with Work experience with same employer

different employers.

Next year college based. Next year employer based
Teaching style recently Teaching style same as previous
developed on YOP courses vocational courses

Remedial education Training

It was felt that WIC courses would be in accord with the FEU
approach to teaching and assessing to a greater degree than Mode A
courses. Much of the data collected for the main study was analysed
in a manner that enable comparisons between the two types of course
to be made, in order to establish whether the differences expressed
in table 3.1 held true and to establish any other important

differences that might add to the picture.
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3.4, Studies of the first year of YTS,

A great deal of interest in YIS was evident amongst
educationists during the first year (1983/4). A number of research
and evaluation projects were initiated at the same time as the one
reported here and some of these projects had similar aims, although
none of them produced results in time to be of use in the planning
of the present study. The MSC conducted a monitoring exercise for
all YTS schemes as well as a special investigation of a selected
group of courses. Other organisations, which included the NFER, the
FEU, H.M.Inspectors and the Further Education Staff College (Coombe
Lodge) also mounted evaluative projects. Apart from the MSC study,
all of these studies concentrated on the Further Education colleges'
response to YTS. It remains the case that the contribution of
private training agencies and of work experience providers has not
been evaluated on a scale equivalent to that of the studies of FE
provision.

The MSC's monitoring strategy and special investigation go some
way towards remedying this deficiency. They also provide some
information about the extent to which off-the-job training was
achieving the objectives set for it. Discussion of the MSC studies

will be followed by discussion of the other studies.

3.4.1. Monitor ng of the first year of YTS by the MSC.

In the months preceding the start of YTS in 1983 the
educational press contained many reports to the effect that the MSC
would be unable to recruit sufficient employers to the scheme (eg:
0'Connor 1983, TES 1983g). These reports were often accompanied by

the assertion that the MSC would therefore have to fall back on
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colleges in order to fulfil its promise to provide a YTS place for
every school leaver who wanted one (TES 1983g,TES 1983d). MSC
officials made strenuous denials that this was the case (eg: Young
1983) and were, in the event, proved right since employers came
forward in excess of MSC's requirements (TES 1983e).

However, a problem that did materialise concerned recruitment:
take up of places by young people was poorer than expected. In fact
throughout the first year take up was estimated by Robinson (1983)
to be approximately 20% below the expected level. In fact, by May
1983 only 325,000 entrants were recorded, lower than the planned
460,000 (MSC 1984d) and representing a shortfall of nearly 30%. In
addition to this, according to one source, 83,000 of the 1983/4
entrants left YTS in the first six months (Guardian 1984). Certain
colleges suffered considerably from this, in that they had
over-committed resources to YTS (eg.TES 1983h, 1983i).

Approximately 52% of all YTS trainees attended Further
Education colleges during the year concerned (DES 1984). The rest of
the young people on YTS received their off-the-job training from
other agencies. This figure represents a slightly lower proportion
of the total trainees receiving off-the-job training than was the
case under YOP (59% of all YOP off-the-job training was provided by
FE colleges in 1982 - Greaves et. al. 1982). However, because all
YTS entrants raceived off the job training as opposed to only 26% of
YOP entrants (reaves et. al 1982), college provision of off-the-job
training underwent a large increase for the first year of YTS
compared to previous years’' provision for YOP.

During the year 1983/4 it became clear that there were many
differences between Mode B and Mode A courses. Firstly, the
recruitment to Mode B2 courses was poorer than for other courses. On

26th January 1984, according to MSC statistics, 53% of the Mode B2
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places available were not taken up compared to eqivalent figures of
19% and 18% for Mode A and Mode Bl respectively (YTB 1983g).
Secondly, it became clear that Mode B courses (and B2 in particular)
catered for young people who were much more disadvantaged than those
on Mode A. Even before YTS had started it was becoming clear that
this would occur. Thus notes taken by a member of the Youth Training
Board in October 1982 refer to the "unconscious apartheid between
Mode A and Mode B," and suggest that '"Mode B is for youngsters who
can't get a traineeship with an employer"™ (YTB 1982g). The minutes
for a later meeting state that "Mode B2 schemes are for unemployed
young people only (as distinct from Mode A schemes which involve an
employers' normal recruitment)" (YTB 1983h). At least one MSC
officer noted in 1984 that, in practice, recruitment for Mode A
courses tended to be selective, with trainees who failed to join
Mode A being relegated to Mode B courses (Barlowe 1984). An analysis
of YTS entrants conducted in November 1983 (YTB 19831i) revealed that
Mode B courses generally contained a disproportionately large number
of trainees from ethnic minorities. While 4.29% of all Mode A
trainees were non—-white and of non~-European origin, the equivalent
figures for Mode Bl and Mode B2 were 6.73% and 9.05% respectively.
This has also been noted in other reports (MSC 1984h Commission for
Racial Equality 1984) which claim that widespread racial
discrimination occurred on YTS.

Because c¢f the a low take up of B2 places and, perhaps, due to
a desire by MSC to save money, cuts in the places available under
Mode B were proposed for the second year of the scheme. The places
available under Mode B2 funding would be cut from 55,000 to 20,000
places and those under Bl from 80,000 to 70,000. It was proposed to
increase the number of Mode A places to make up the necessary

numbers (THES 1984). These measures were greeted with dismay by
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those concerned to preserve the social support that B2 courses
provided for the disadvantaged (Youthaid 1984).

The MSC's monitoring of the quality of YTS produced several
conclusions during the first year. The MSC monitoring strategy has
been criticised in the educational press on the grounds that it was
conducted by people with no knowledge of educational processes who
were obsessively concerned with bureaucratic procedures (TES 1984d).
Whatever the faults of the procedure, reports by those responsible
for monitoring to the Youth Training Board indicated that by
December 1983 approximately 25% of the existing schemes had been
visited by MSC assessors. About 70% of the schemes visited at this
stage were judged to have met "current requirements' (YTB 1983j). At
this stage the MSC assessors suggested that the main problems in the
schemes were, firstly, that the initial assessment of young people
was too superficial. Secondly, induction procedures and the
reviewing and recording of trainees' progress were judged to be
inadequate. Thirdly, there was a lack of integration between off and
on the job training (YTB 1984). In spite of these problems the MSC
assessors were able to report to the Board in December 1983 that
"gyverall the quality development of YTS in its first year had been
better than had been expected by many observers" (YTB 1983k).

The criteria used by the MSC monitoring staff for making the
above statemenis are unknown since no published material exists
which explains them. It should also be remembered that the
statements refer to all YTS courses, not just to college provision.

The MSC also conducted a more detailed evaluative study (MSC
1984d), which again covered all types of YIS course, drawing up a
sample which consisted of 32 schemes. In each scheme a number of
personnel, representing work experience providers, off-the-job

trainers and scheme organisers were interviewed, as well as six
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trainees. Full details of questions asked of these people are not
presented in the report and most of the reporting consists of
recommendations for action by the MSC to remedy deficliencies
discovered, rather than a detailed report of the findings of the
study. However, certain points emerge quite strongly.

The study was largely aimed at assessing the extent to which
various aspects of MSC policy were being put into practice. The
authors found that work experilence providers often lacked
understanding of "the aims of YTS...their role in the scheme... and
the need to provide training as well as work experience." (MSC
(1984d). As a matter of urgent priority the authors recommend that
work experience providers should in the future be designated "Work
Experience and Training Providers" in all MSC literature, in order
to emphasise to the employers concerned their training
responsibilities. The MSC team were concerned that there was a
general lack of understanding by scheme staff of the need for broad
based training and the need for teaching and assessing core skills.,
The understanding of staff of the concept of skill transfer was also
perceived to be poor.

Integration between off-the-job training and work experience
was felt to be generally poor by the authors. They recommend that
Managing Agents make better arrangements in the future for liaison
between staff oroviding each of these elements and that programme
review teams b2 set up in order to achieve this aim. The authors
also feel that the greater use of work based training assignments
would help in this area. The chief criticisms which the authors make
of colleges are that they tended to provide off-the-job training in
standardised packages which made it difficult for trainees'
individual training needs to be catered for. While the authors

assert that "Hardly any trainees expressed dissatisfaction with the
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course," this contradicts a finding reported in an appendix to the
report which shows that 297 of the trainees claimed that the
off-the~job training was not relevant to work experience. The
authors also report that trainees were very unwilling to fill in the
self-assessment log books that they were required to do by the MSC.
Unlike other studies (see later) the authors do not identify this
last problem to be a fault of the log books but prefer to recommend

stricter enforcement to compel trainees to complete them.

3.4.2. Other studies and investigations.

The results of the study of FE provision for YTS conducted by
researchers from the NFER will not be published before September
1985, However, an interim report based on case studies of 20
colleges conducted during 1983 and 1984 was published (Stoney and
Scott 1984)., In this report the researchers emphasise that the
statistical frequency of the features they describe will be
established only when a questionnaire survey has been completed.
Nevertheless, the interim report presents some interesting, if
tentative, findings.

The researchers suggest that, with the shift in the locus of

control to employers, colleges have a '

'more reactive and supportive
role" under YT3 rather than their '"proactive" role under YOP.
Uncertainty about the level of provision required and last minute
changes by MSC to the structure of YTS led to considerable
disappointment and confusion 1n colleges. After examining the
organisational changes brought about in colleges by the introduction
of YTS the the pros and cons of various management approaches are

discussed.

Enthusiasm for and knowledge of what the researchers call "YTS
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philosophy" was not found to be universal amongst the teachers
concerned with YTS and some felt themselves unprepared for the new
clientele represented by the YTS trainees. The colleges faced
various difficulties in liaising with the newly created Managing
Agents and an important one was that FE teachers were being excluded
from visiting trainees on work placements. The researchers state

that:

"It is now becoming widely accepted that integration and quality
on Mode A schemes would be greatly enhanced if time and
resources .... were allocated for FE tutors to visit work

placements."

One investigation that has resulted in a final report was that
conducted by H.M. Inspectors in February 1984 when visits to 80
colleges covering 500 schemes were made. Employers and Managing
Agents were also consulted (DES 1984). The HMI report provides no
indication of the extent to which its findings may be generalised.
Terms like "A few colleges," "Many trainees" and "Much of the
further education'" are typical. Statements are made for which no
evidence is presented and the report is, in fact, a collection of
the impressions of (admittedly experienced) educationists.

Nevertheless, with this limitation in mind, the findings are of
great interest. In general they are in accord with the findings of
this study. It is claimed that most trainees saw YTS as a route to a
job with the work placement being the "central ingredient". (para
9). Those parts; of the college programme that offered "an
opportunity to acquire skills and certificates relevant to the
labour market" (para 11) were liked the most and trainees preferred
a narrow rather than the broad based approach advocated by the MSC.
Some mismatching of trainees to courses was evident.

The inspectors note that many of the YTS courses could lead to

qualifications that were normally offered by FE colleges to young
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people on full time and day release courses. They also note that
certain Mode B schemes, coordinated by individual educational
establishments (presumably, therefore, Mode B2) showed "enterprising
curricular innovation" in that they "often involved the trainees
negotiating parts of learning programmes" (para 18) and emphasised
transferable skills. The relationship between off the job training
and work experience is described as "Overall....insufficlently
related" (para 23). Various reasons are given for this, amongst
which are the diversity of placements and lack of time for teachers
to visit placements. In this respect the NFER and the HMI reports
are in agreement, HMI also make comments on the standard of teaching
skills shown by the teachers of YTS courses. They note examples of
assessment procedures of which they approve and others of which they
disapprove and note that "a number of" trainees found the filling in
of log books tedious (para 31).

On organisational matters the inspectors claim that
relationships with Managing Agents were very variable in quality.
They feel that where colleges acted on behalf of LEA's to fulfil the
function of Managing Agents themselves the overall coordination of a
scheme was '"more structured and effective" (para 39). They note that
the Careers Service too often tried to fill Mode A places in
preference to Mode B, which were then used to take up any overflow.

The FEU siudy of FE college provision for YTS has not to date
been published in full. The account given here is based on a draft
report written in September 1984 (FEU 1984a) and on a publicity
document from October of that year (FEU 1984b) which summarises the
findings. The methodology of this project is poor and, while
providing a host of ideas suitable for use as debating points, has
resulted in an account of college practices that appears to be

coloured by the pre-judgments of the researchers. The researchers

74



appear to be keen to defend the reputation of Further Education
colleges and, in particular, those parts of YTS provision which are
most in accord with the ideas of the FEU.

In the course of the FEU study thirty colleges in the Midlands
were visited by the team during 1983/4. The researchers do not state
how many people they involved in discussions about YTS courses and
nor do they report what the researchers asked them. However, the
authors do attempt to estimate the number of trainees spoken to
("the researchers have interviewed and held discussions with about
2,000 trainees'" FEU 1984a. para 6.1.1) but at the same time suggest
that this was mostly by means of group discussions. The account of
methodology is very brief. A check list of items was constructed in
an attempt to achieve some degree of consistency between members of

the team:

"Subjective data and opinion collected as a result of applying
the checklist during the survey has been translated onto a simple
numerical scale. In this way a 'norm' for the .... sample has
been calculated for more than 60 different topic areas.'

In this manner a false appearance of objectivity is achieved in
the reporting of the results. Numbers derived from this procedure
occasionally appear after terms like "many" or "a large proportion"
which purport to indicate the strength of the findings. The
difficulty of drawing valid conclusions from such an approach can be
illustrated by two examples from the text concerning the
researchers' judgements of trainees' maturity:

"The degree of change in the maturity of YTS trainees in the FE
college appears to be higher than the change in maturity of
full-time FE students" (para 5.5.3).

"(in mixed ability groups) many of these groups have high morale
..+ Considerable maturation seems to have taken place",. (para

4.4.7)

In neither case has the term "maturity" been defined by the
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researchers and how this characteristic was measured is nowhere
explained. No study of the "maturity" of full-time students is cited
in order to justify the first of the two statements. It is left to
the reader to take the researchers' word that these things have
happened. There is also bias in their account of college based Mode
B2 courses, where these are praised to an extent not justified by
any evidence that the researchers have presented.
"In these courses, a high degree of integration between the
off-the-job education and training and the work experience
providers has been possible. On such schemes ... the
cohesiveness of the programme was one of the factors that

motivated the students and their experience of FE were far more

satisfactory than their colleagues on Mode A schemes" (para
2.1.4.)

"Most of these groups have responded enthusiastically to the
off-the—job training and have nothing but praise for the overall

curriculum and the staff who designed it" (para 4.4.7)

"the degree of integration.... achieved on these courses is
unrivalled by any other programme' (5.3.5)

In fact the researchers have decided that trainee opinion of

college in general is favourable:

"For a high proportion of the trainees interviewed, probably
over 80%, there was no criticism of the range of FE
opportunities they had been offered at the college and no
particular area of work appeared better or worse than any other"
(para 6.1.10)

These four statements are presented without supporting evidence
and are, in fact, in contradiction with the findings of the present
study. Indeed, the finding by H.M.Inspectors that poor integration
is often caused by having a wide diversity of work placements would
mean that poor integration would be more likely to occur on broad
based B2 courses because on these courses the work placements are
much more diverse than in other courses. The HMI report also found
that trainees were quite clear about which parts of the college
programme they found to be more useful than others. One area of

agreement between all three studies,however, is that the existence
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of Managing Agents has meant that college teachers have been
excluded from visiting trainees on work placements. The FEU team
also agree with the other studies that a great deal of "off the
shelf" packages leading to traditional Further Education
qualifications have been provided by the colleges to meet the
requirements of Managing Agents.

All the studies reported in this section exhibit a similar
defect in that they all rely on the reporting of the researchers’
impressions of the situation. In the NFER study this is because it
was only a pilot investigation in preparation for a more extensive
survey. In the cases of the FEU study and the HMI investigation they
reported their impressions because this is how the authors believed
such evaluative work should be conducted. It is unfortunate that
studies like that of FEU, which purports to be written "from an
educational research point of view" (para 6.1.15), should make this
fundamental mistake. Perhaps encouraged by the influence of
"illuminative evaluators'" (such as Parlett and Hamilton 1972) much
educational research in Britain, particularly the type that seeks to
evaluate the effectiveness of educational programmes, has adopted a
methodology that relies excessively on the researchers' own
impressions of the situation studied. This cannot be because an
adequate methodology for the collection of qualitative data does not
exist. For example Becker's classic participant observation work
with students .n Kansas State University (Becker et., al. 1968) and
his subsequent methodological reflections {Becker 1970) provide a
firm basis from which to conduct evaluative studies. The essential
point of difference between Becker's work and that of the studies
reported here is that Becker aimed to record objectively the
subjective opinions and perspectives of participants in the

educational programme under evaluation. The studies of YTS in this
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section all relied on the reporting of the researchers' subjective
impressions of what participants think. They also failed to provide
numerical indications of the frequency of the features they
identified. While it is possible for such studies to produce
findings which, in the light of more rigorous studies, produce a
fair account {(as in the case of the HMI study) it is never possible
to know at the time whether the generalisations made can be relied
on since no proper evidence is presented for them. As the FEU study
shows, biassed accounts may be given a pseudo-scientific
credibility.

The present study, which uses interviews and postal surveys and
does not use participant observation, nevertheless obeys the logic
of Becker's approach: the subjective perspective of participants is
recorded as accurately and reliably as possible and the reporting of
results seeks to distinguish between the opinions of the

participants in the YTS programme and those formed by the researcher.
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CHAPTER FOUR: METHODS.

4.1« Introduction.

In order to answer the questions outlined in the previous
chapter a survey of Further Education college provision was
undertaken. A combination of postal surveys and interviews conducted
during case studies of selected courses was judged to be the best
combination of methods. A postal survey had the advantage that a
large number of colleges and courses could be covered. The
disadvantage of this method was that the depth in which individual
courses could be investigated was limited. Case studies would be of
use in gaining more information about individual YTS courses than
was possible in the postal surveys. Further, case studies could
provide a check on the accuracy of data collected by means of postal
surveys, since those interviewed in case studies would also have
completed returns for the postal surveys.

In fact, the survey exercise consisted of four distinct
surveys. The first covered principals of all colleges in England,
the second covered college based course organisers of a selected
sample of YTS courses and the third and fourth surveys covered
teachers and trainees on the same selected courses. The method of
developing and administering surveys and case studies will be

described in taiis chapter.

4.2, Establishing the nature of the population.

All the studies that were conducted at the same time as the
present study (reported in the previous chapter) share a common

iimitation. In each case the sample of YTS courses chosen is based
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on no knowledge of the nature of the total population of YTS
courses in FE colleges. Thus no estimate may be made of the extent
to which these studies are representative of FE provision. The
first postal survey of the present study was designed to provide
information about FE provision of YTS in the country as a whole,
so that the subsequent sample of courses could be drawn up so as
to be as representative as possible.

In England alone, according to the Education Authorities
Directory (School Government Publishing Co. 1983) there are 466
colleges of Further Education. The present study was limited to
this group because resource constraints (time and money) inhibited
coverage of other parts of the U.K. In October and November 1983 a
questionnaire (Appendix la) was sent to all colleges of Further
Education in England. Its main purpose was to determine the number
of trainees in each Occupational Training Family and under each
Mode of funding that colleges were at that stage planning to
recruit. Two mailings produced a response rate of 65.5% (305
colleges) of whom 249 (81.6%) were involved in providing for YTS.

Several respondents indicated that the figures they were
giving were only estimates because recruitment was not complete at
the time of answering. Indeed, as is now known, only 286,000
trainees out of an eventual 370,000 had been recruited by November
1983 and recru.tment levels were below expectations. At the time,
however, the preliminary survey represented the best possible
method of establishing the number of trainees attending YTS
courses provided by colleges as the MSC were either unwilling or
unable to release figures.

FE provision for YTS, expressed in terms of trainee numbers,
is shown in table 4.1. Trainee numbers are classified by Mode of

funding and Occupational Training Family (OTF). Difficulties were
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TABLE 4.1 — Numbers of trainees planned for by
English FE colleges October/November 1983
Occupational Training Family.
1 2 3 4 5 6 7 8 9 10 11 12 13 14 ALL

Mode| N 9909 6039 7539 6496 947 4598 1539 3464 10446 2041 1378 5263 764 703 61126
MODE A % 12.29 7.49 9.35 8.06 1.17 5.7 1.91 4.3 12.96 2.53 1.71 6.53 0.95 0.87 75.8
Mode| N 514 424 2069 336 65 260 15 722 168 986 0 458 1759 498 8274
OF Bl | 2 0.64 0.53 2.57 0.42 0.08 0.32 0.02 0.9 0.21 1.22 0 0.57 2.19 0.62 10.3
Mode | N 631 233 1297 1022 187 892 31 698 558 618 0 323 4492 218 11200
FUNDING B2 | %Z 0.78 0.29 1.61 1.27 0.23 l.11 0.04 0.87 0.69 0.77 0 0.4 5.57 0.27 13.9
TOTAL 11054 6696 10905 7854 1199 5750 1585 4884 11172 3645 1378 6044 7015 1419 80600
7 13.71 8.31 13.53 9.74 1.49 7.13 1.97 6.06 13.86 4.52 1.71 7.5 8.7 1.76 100

NB: Categorisation of OTF's (see Appendix Two for further detail).

1.
2.
3.
4,
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.

Administrative, Clerical and Office Services.

Agriculture, Horticulture, Forestry and Fisheries.

Craft and Design.
Installation, Maintenance and Repair.
Technical and Scientific.

Manufacturing and Assembly.

Processing.
Food Preparation and Service.
Personal Services and Sales.
Community and Health Services.
Transport Services.
More than one OTF.
Special needs and broad based (WIC).
Computer related.
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experienced in classifying by OTF since the system produced by the
IMS (IMS 1981) allows some jobs to be categorised in more than one
family. The OTF's under which each type of course was classified for
the present study are shown in Appendix Two. Some categories in
addition to the eleven OTF's were used to cover courses that could
not be included in the IMS system. These included courses which
covered more than one OTF (usually two or three), courses that were
related primarily to learning about computers and courses which were
so broadly based that they covered more than three OTF's, or were
designed to cater for trainees with special remedial needs or who
had not yet decided which type of OTF they wished to work towards.
This last category (category number 13) includes the Mode B2 Work
Introduction (WIC) courses.

Table 4.1 shows that the occupational families for which the
greatest provision was made by colleges were Personal Services and
Sales, Craft and Design (including most construction trade courses)
and Administrative, Clerical and Office services. Occupations in the
Technical and Scientific area, Processing and Transport services
were less frequently provided for. Just over 75% of the YTS trainees
were on Mode A courses, with the remainder on Mode B2 (14%) and Mode
B1(10%). Most WIC courses were under Mode B2 provision and WIC
courses in all modes covered nearly nine per cent of all YTS
trainees in the colleges.

For the cilleges responding to the questionnaire a number of
other facts about their background and the nature of the local area
were collected, using sources other than the questionnaire. These
included the unemployment rate in the local area, the size of the
college, geographical location and whether the college had a
specialist focus or was a general subject college.

The unemployment rate in the local area was taken from figures
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provided in August 1983 by the Central Statistical Office (1983).
The distribution of colleges involved in YTS by local unemployment
rate is shown in table 4.2. Colleges here are categorised so that
they fall into one of four levels of unemployment rate. Cut-of f
points were chosen so that roughly equal numbers of colleges fell
into each level so that subsequent statistical tests of significance

could draw on cells containing adequate numbers.

TABLE 4.2 - Colleges involved in YTS and local
unemployment rates in August 1983.

Unemployment Colleges
rate N %

0 - 9.47 67 26.9
9.5 - 10.5% 55 22.1
10.6 - 13.6% 63 25.3
13.7 - 24.1% 64 25.7

Total 249 100

The relationship between the subject specialism of the colleges

and involvement in YTS courses is shown in table 4.3.

TABLE 4.3 - College provision for YIS according
to subject specialism (numbers of colleges).
Involved Not
Involved

N % N %
General subjects 201 98.5 3 1.5 1007
Agricultural 28 87.5 4 12.5 1007
Art 7 29.2 17 70.8 100%
Other 13 28.9 32 71.1 100%
To :al 249  81.6 56 18.4 100%

This shows that general subject colleges (that is, colleges
where a range of subjects were offered) were more likely to be
involved than other colleges, and that agricultural colleges were
more likely to be involved than other specialist colleges. In fact
most of the courses in OTF number Two (Agriculture, Horticulture

etc.) were taught in agricultural colleges under Mode A funding.

83



Figure One. Geographical Areas.
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Geographical area was split into three categories: South,
Middle and North. The map in figure 1 shows the precise boundary
lines which are based on the areas covered by the Regional Advisory
Councils for Further Education. Details of the distribution of
colleges according to this variable, as well as that of size, are
given in section 4.4 where procedures for selecting a representative

sample of YTS courses are presented.

4,3, Constructing postal survey questionnaires and interview

schedules.

Three separate postal surveys were planned to follow the survey
of principals; one for course organisers, one for YTS teachers and
one for trainees. In addition, an interview schedule was designed
for use with each of these three categories of respondent during
case studies. The questionnaires used in the postal surveys are
included in Appendix One and the interview schedules are included in
Appendix Three.

The questionnaires contain three types of item. The first are
items requiring a yes/no answer or the reporting of a specific piece
of information. For example, such items occur when respondents are
asked to tick a box indicating their sex, or to write in the
subjects that they teach. They were intended to gain answers to
questions such as whether computer literacy was covered on a course.
For this purpose trainees were asked if they had learned to use a
computer keyboard while on the course (item 11, trainee
questionnaire. Appendix 1d).

The second type of item required respondents to write their
reactions and thoughts about a certain toplic. The intention of these

items is to explore the issues that respondents see as important,
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and to allow them to identify the problems and solutions in pursuing
a particular goal. Thus the question of what teachers think
employers have contributed to the scheme and how effective teachers
think this is can be answered in part by item 21h on the teacher
questionnaire which asks teachers for their views about employer
involvement in off the job training (Appendix lc).

The third type of item asks respondents to rate the level of
their agreement with a particular statement on a Likert—type scale.
Section 20 in the teacher questionnaire and section 16 in the
trainee questionnaire are of this type. To take an example, the
first item of section 20 in the teacher questionnaire (appendix lc)
reads: "The course is effective in providing individualised
programmes of learning for trainees". This item is one of several
designed to test whether teachers think the courses encourage the
sort of negotiated learning programme, allowing for individual
needs, that the FEU would like to see occurring. The answers to
items of this type were treated both individually and in combination
with each other at the stage of data analysis in order to create
scores which measured teachers' or trainees attitudes or
evaluations. Factor analysis was used to identify the underlying
structure to the relationships between responses (see the relevant
sections of chapters 5 and 6).

In this weéy the questionnnaire design allowed for both closed
questions seek:.ng the answers to specific questions, for attitudes
and evaluations to be expressed by respondents, and for open—ended
response. The questionnaires for course organisers and teachers were
pre-tested with groups of teachers in order to establish that the
items were satisfactory. Two groups of trainees on a college based
WIC course were asked to complete the tralnee questionnaire as a

trial and here particular attention was paid to the literacy demands
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of the items. The questionnalres were modified as a result and those
used are the final versions after these trials with potential
respondents.

One aim of the interview schedules used with college staff and
trainees was to gather information similar to that gathered by
questionnaires so that checks could be made on the consistency of
results achieved by these two methods of inquiry. The second aim was
to gain more information than was possible in postal surveys about
the particular individual circumstances of each case. The interview
schedules (Appendix 3) used during case studies were developed with
the research questions in mind as well as the experience gained from

studying pilot YTS courses reported in section 3.3.

4.4, Selecting the sample.

The preliminary survey of college principals provided
information about the population of YTS courses in FE and in spite
of the limitations identified earlier (p. 80) this gave the best
estimate of FE involvement in YTS available at that time. The most
important factors to take into account in drawing up a
representative sample of courses were Mode of funding and
Occupational Training Family. Geographical location, size of
college, unemp.oyment rate in local area and whether the college
specialised in a particular subject or not were also taken into
account.

A total of 223 course organisers, whose names had been provided
by college principals, were selected and sent the questionnaire
reproduced in Appendix l.b. The sample was chosen so as to be as
representative as possible taking into account the variables

mentioned above. However, a disproportionately large number of Mode
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B2 courses in the special needs and broad based category (category
13- WIC courses) was deliberately chosen. These WIC courses were
selected because of the importance of the hypotheses expressed in
section 3.3, to the effect that these courses would differ
significantly from Mode A courses in the teaching and assessment
methods used. If valid tests of statistical significance were to be
conducted adequate numbers of WIC courses had to be in the sample.
This meant selecting more of them than would otherwise have been
necessary. After two mailings during January and February 1984, 163
course organisers (73.1%) returned completed questionnaires.,

By reference to the results from the preliminary survey of
college principals, representative samples of teachers and trainees
on courses for which the course organiser had returned a
questionnaire were then selected using the variables listed at the
head of this section. The course organiser responses were slightly
skewed: for example there were slightly too few Mode Bl returns for
the course organiser response to be considered representative and
there were slightly too many Mode A agricultural courses in OTF
no.2. For this reason, and because courses varied in the number of
trainees they catered for, it was decided that each course would be
sent the number of teacher and trainee questionnaires which would
ensure representative samples.

In April and May 1984 the course organisers were sent for
distribution a total of 636 questionnaires for teachers and 1592
questionnaires for trainees (see Appendix lc, 1d). In order to
ensure confidentiality envelopes were provided in which respondents
were invited to seal their questionnaires before returning them to
the course organiser who then returned the package of completed
questionnaires. After some follow up calls 337 teacher

questionnaires (53% of those sent out) were returned representing
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81.4% of the courses in the sample. The trainee questionnaire was
returned by 954 trainees (59.9% of those sent out) representing 847
of the courses.

Course organisers sometimes explained why they had not returned
some or all of the teacher or trainee questionnaires. In the case of
the teachers, in a few instances, this was because there were fewer
teachers on the course than had been originally indicated by course
organisers. Another reason was that by then the course had finished.
Trainees in some instances dropped out during the course and this
had meant that fewer trainees than originally indicated were
available. Courses finishing also meant that trainees were
unavailable, In some cases, also, work experience was carried out as
a block in the final months of the course and course organisers felt
that administering the questionnaires to trainees would be difficult
under these circumstances.

The results were analysed using the Statistical Package for
Social Sciences (SPSS - Nie et.al. 1975)., While the sampling of
course organisers, teachers and trainees was conducted so that
samples would be representative according to the variables listed
earlier the incomplete response meant that the returns were skewed.
The weighting procedure available in SPSS provided a means whereby
the imbalance in respect of Mode of funding and Occupational
Training Famil’ could be redressed. However, limitations in SPSS
meant that it 7as not possible to extend the weighting procedure for
the other variables: unemployment rate, location, size and subject
specialism. Tables 4.4 to 4.7 show how the questionnaire returns
compare with the population parameters identified by the preliminary

survey of principals, once weighted for Mode and OTF.
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TABLE 4.4 - Comparison of population and eventual sample
according to size of college (percentages)

Size English colleges Course Teachers Trainees
(student 1involved in YTS organisers
numbers)
0 - 520 15.7 9.2 6.7 7.2
521 - 1150 22.7 17.1 14.4 14.8
1151 - 2340 34.7 38.8 35.8 35.1
2341 - 26.9 34.9 43,1 42.9
N= 249 153 337 920
10 cases 34 cases
missing missing

TABLE 4.5 - Comparison of population and eventual sample according
to unemployment rate in local area (percentages)

Unemployment  English colleges Course Teachers Trainees
rate involved in YTS organisers
0 - 9.4% 21.9 23.3 26.4 26.7
9.5 - 10.5% 22.4 21.4 21.0 16.6
10.6 - 13.6% 26.4 24,5 24.5 26.6
13.7 - 24,1% 29.4 30.8 28.1 30.1
N= 249 157 337 954
6 cases
missing

TABLE 4.6 ~ Comparison of population and eventual sample
according to geographical location (percentages)

Geographical
location

South
Middle
North

English colleges
involved in YTS

Course
organisers

49.1.
21.4
29.6

157

6 cases
missing

Teachers Trainees

52.3
16.4
31.3

337

51.8
15.9
32.3

954
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TABLE 4.7 — Comparison of population and eventual sample
according to subject speclalism (percentages)

Specialism English colleges Course Teachers Trainees
involved in YTS organisers

General 80.7 89.0 90.5 89.4

Agricultural 11.2 7.5 6.8 6.8

Art 2.8 0.5 1.0 0.8

Other 5.2 3.0 1.8 2.9

N= 249 163 337 954

It is clear that small colleges are under—represented and large
colleges over-represented in all three samples (Table 4.4). There 1is
a slight tendency in the teacher and trainee sample for areas with
the lowest unemployment rates to be over represented at the expense
of areas with an unemployment rate of between 9.5 and 10.5% (Table
4.5). The South is slightly over represented at the expense of
Middle region colleges in all three samples (Table 4.6). General
subject colleges are over represented at the expense of others
(Table 4.7). However, this last factor should be tempered with the
consideration that art and "other" colleges tended to deal with only
small numbers of trainees compared to gemeral subject colleges.

In the case of the trainees, written comments in response to
open ended questions were numerically coded and were therefore
amenable to analysis by computer in the same way as other numerical
results. It was therefore possible to apply the weighting procedures
for Mode of funding and OTF to this data. In the case of teachers'
written commen :s and of some of the course organisers, numerical
coding of responses proved too difficult since the responses were
too various for reliable categories to be used. These written
comments, therefore, are reported in unweighted form. The chief
consequence of this is that Mode B2 courses in OTF 13 are over
represented for this data since, as explained earlier, a

disproportionately large number of these was selected.

91




Apart from this, all results reported are weighted according to
OTF and Mode of funding. Where figures are reported in the text a
reference number refers the reader to notes at the end of the
chapter which provide the unweighted results and missing cases
(signified by"U=" and "M="). Tables included in the text, unless
indicated otherwise, present weighted results. Corresponding tables
with unweighted data appear in Appendix 4, where the same numbering
sequence as in the text is used. Generally, weighted responses are
similar to their unweighted equivalents. In circumstances where this
is not the case it is reported in the text,

One purpose of case studies was to make it possible to check
the accuracy of data collected by postal surveys. They were also
conducted in order to provide more information about individual
courses than was possible to collect by means of postal surveys.
Thus, whereas the surveys might indicate simply that teachers think
WIC courses allow for individual needs to a greater extent than Mode
A courses, case study material provides description of the teaching
methods that achieve this state of affairs. The rationale for the
selection of courses for case study is explained at the beginning of

Chapter Seven.
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CHAPTER FIVE: THE COURSES AND THE TEACHERS.

5.1 Introduction.

This chapter reports the results of the postal surveys of 163 course
organisers and 337 teachers described in the previous chapter. It also
contains some additional information derived from the initial survey
of principals of English colleges. The reporting of results, in each
section, is followed by a commentary which summarises the key parts of

each section and explains their significance.

S5.2. Basic characteristics of provision.

5.2.1. The courses.

The advent of YTS had occasioned some organisational changes for
the colleges involved. The survey of college principals revealed that
68 (27%) of the 249 colleges involved with YTS had set up a department
or specialist unit to provide an organisational base for YTS
provision. While 41 of these achieved this by extending the role of an
existing department, 27 colleges set up specialist departments or
units under such titles as "Youth training department," "YTS section,"
or "Special programmes section" to co-ordinate YTS work. YTS had meant
that new posts for co—ordination were created. A total of 219 (88%) of
the 249 colleges involved with YIS in this survey had one or more
member of staff responsible for co-ordinating YTS courses and 70 (28%)
of the 249 had made this the full time responsibility of an

individual.
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It was shown in section 2.2 that the MSC aimed to encourage
employers' control over YTS, and thereby encourage work based
learning, by setting up Managing Agents to organise Mode A schemes.
Holland (1982¢) made a particular point of arguing against the notion
that colleges themselves should become Managing Agents. However, in
spite of this 31 of the colleges acted as Managing Agents themselves
and a further 19 had responsibilities attached to rumning a Managing
Agency delegated to them by their local authorities. Another 21 had a
strong involvement in setting up Managing Agencies, either having the
Agent's office based in the college, or acting as an organiser for
consortia of small employers. In total, then, 297 of the 249 colleges
involved in YTS in the survey were either Managing Agents themselves
or effectively took over most of that role. This apparent reversal of
MSC policy is likely to have been necessitated by the policy being
seen as impractical in many areas. This was particularly the case in
rural areas, or where a large number of small employers were in the
majority in a particular trade (eg: hairdressers) the main institution
in the local area with experience of organising and providing training
would have been the local college. Such small employers may have
recognised that they did not have sufficient expertise to organise an
Agency and turned to the college for help. This was certainly the case
in the one example reported by Davies (Davies 1984) where the college
took the initiative in organising employers. All the Mode A
agricultural coucses in the sample were organised by colleges acting
as Managing Agents.

While 72% of the 163 courses in the course organiser sample
started in September 1983, 127 started earlier and 15% laterd A
minimum of 13 weeks off the job training is stipulated as necessary by
the MSC. In view of this it is surprising that 137 of course

organisers reported an allocation of less than 13 weeks? In the
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majority of courses the off-the-job training lasted for 13 weeks (59%)
and for a further 28% off-the-job training was longer than this.3
Release of trainees for off-the-job training was by both block and day
release; 277% of the courses used block release only, 32%Z day release
only and for 41% both block and day release was used? No WIC courses
used day release only, though 44% of Mode A courses did so (p<<
0.0001).5

Although Holland in 1982 (Holland 1982a¢) argued strongly that an
extended college year would be desirable for YTS in colleges, most
(56%) of the YTS courses had no teachers involved in providing
off-the-job training in college holidays to the same extent as in term
time. In 267 of courses there was a small amount of involvementq WIC
courses were more likely than Mode A courses to have teachers involved
in off-the—-job training during the holidays, with only three of the
WIC courses (14%) having no involvement while 61%Z of the Mode A

courses had no such involvement (p=0.0004)j
5.2.2. The teachers.

Two thirds (67%) of the 337 teachers in the sample were male? In
the weighted sample there was no significant difference between Mode A
and WIC courses in this, but there were significantly more female
teachers of WIC courses in the unweighted sample. Nearly all (91%) of
the respondents 1ere in the two lowest categories of the FE teachers'
pay and promotion scales (Lecturer 1 or Lecturer 11) or else on
temporary or part—time contracté% No significant difference was found
between WIC and Mode A teachers in this respect.

It was shown in Chapter Three that Holland (1982q) argued that it
would be a good thing if the teachers of YTS had experience in

industry or commerce. Table 5.1 shows how much work experience (as
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well as teaching experience) the YTS teachers had.

TABLE 5.1 - Amount of work and teaching experience
teachers reported (percentages)

Work experience (years) Nil 1-5 6-10 11+
6 21 22 51 N=335 =2

Teaching experience (years) 0-5 6-10 11+
32 28 40 N=337 M=0

The table shows that just over half the teachers had over 10
years work experience in industry or commerce and more than two
thirds had over five years teaching experience. YTS, therefore, was
not on the whole being taught by young or inexperienced teachers and
this was true for both WIC and Mode A teachers as no significant
difference was found in the lengths of experience between these two
groups.

In addition to most of the teachers having had experience of
industry or commerce a large number were experienced in MSC funded
youth training. Over half (62%) of the teachers had previous
experience of MSC funded youth training work, presumably under the
Youth Opportunities Programme or in pilot YTS c0urses.10

No figures are available for the departmental specialisms of
teachers on YOP courses. However, in view of the surveys reported in
section 1.5.2 to the effect that most of the FE provision for YOP
consisted of Sucial and Life Skills, it is likely that teachers from
General and Lioeral Studies departments were mainly involved. Table

5.2 shows the departments that the YIS teachers in the present

sample were based in:
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~
TABLE 5.2 - Departments teachers belong to (percentages)

Secretarial 18
Construction 14
General Education/Studies 11
Business 8
Engineering 8
Maths/Computing 3
Adult/Open Education 3
Painting/Decorating 2

Other vocational (eg:
hairdressing, food and

fashion, technology) 33
N= 310
Missing= 27

N

The table shows that Secretarial and Business departments were
heavily involved, with Construction, Engineering and General Studies
departments slightly less so. It is likely that the introduction of
YTS meant that teachers from specialist vocational departments were
becoming involved in MSC funded youth training work for the first
time, a suggestion that is also made by Stoney and Scott (1984). WIC
teachers were more likely to be in contact with their YTS trainees
for longer periods of time than were Mode A teachers, since the
class contact hours of the WIC teachers averaged 9.3 hours per week,
while Mode A teachers averaged 6.2 hours per week (p=0.0013;}- WIC
teachers in the sample were also more likely than Mode A teachers to
be from General Studies departments or to teach some form of Social
and Life Skills. Thus 67% of WIC teachers were of this category
compared with only 33% of Mode A teachers (p=0.0001).12

Thirty on: per cent of the teachers in the sample were on
part—time contracts of employment and 667 of the courses used some
part—-time staff.lSThis high percentage is probably due to the
uncertainty surrounding YTS provision at its start since college
administrators probably did not wish to commit themselves to taking
on full time staff when student numbers were not assured.

However, some of the data collected indicated that part time

teachers of YTS might have experienced problems related to their
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status. Six part-time teachers and onme full time teacher wrote
comments on their questionnaires about the special problems that
part-time staff faced. Two felt there were too many part—time staff
and another found that this made for poor continuity for the
students. Another four complained of isolation, with inability to
attend staff meetings or staff development sessions being mentioned.

One of these wrote:

"] get most frustrated at times to be able to participate in
staff meetings about this course and problems that arise but no
staff meetings including part time staff ever take place and yet
75% of class contact hours are from part—time staff."

5.2.3 Commentary.

The results make it clear that while YIS meant new
organisational initiatives for colleges, these were not always in
accord with MSC policy. The high number of colleges acting as
Managing Agents contradicts the MSC's aim of encouraging employer
control over YTS, which it hoped it would further by setting up
Managing Agencies. However, this consideration should be tempered
with the observation that colleges acting as Managing Agents still
probably covered only a small proportion of all Mode A schemes.

Most of the schemes conformed to the MSC's requirement of
providing 13 w eks off-the-job training, but it is disturbing that a
few of the course leaders report less than 13 weeks of off-the-job
training. The fact that few colleges operated an extended year is
also unsatisfactory from the point of view of the MSC. However, MSC
policy should be furthered by the fact that teachers of YTS
generally had extensive experience both of work and of teaching and

more than half had dome MSC youth training work before. It may be
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that this experience is what encouraged some local MSC officers to
accept that colleges might act as Managing Agents.

It is clear that YTS meant that some staff new to MSC funded
youth training work became involved, and it is likely that these new
teachers were mainly from specialist vocational preparation
departments. WIC courses, however, tended to use teachers of Social
and Life Skills from General Studies departments who, individually,
had a greater amount of class contact time with the trainees than did
Mode A teachers. As is shown in table 5.3 in the next section (p.100D.,
WIC courses had generally been developed from previous provision under
YOP. The greater use of day release in Mode A courses may reflect the
fact that many of these courses followed patterns derived from
previous experience of apprenticeship training and were not related to
previous YOP provision.

The CBI's policy 1s to advocate that Managing Agents buying
off-the-job training packages from colleges should press for the
employment of part-time teachers in the interests of economy (CBI
1984) The high incidence of part time employment of YTS teachers is of
concern if the comments reported, to the effect that part time
teachers were unable to become fully involved in the courses, should

prove to be of general validity.

5.3. Planning.

5.3.1. Delay in approval.

Planning of pilot YTS courses suffered from late notification by
MSC to colleges that the courses could proceed (Seale 1984a). It would
seem that this problem again arose with YTS proper. This is shown by

the fact that 52% of course organisers were not satisfied with the
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14
amount of time available to plan their contribution. It is likely
that this problem will lessen because such extensive planning will not

be required in future years as at the start of YTS.

5.3.2. Managing Agents.

The MSC stated (MSC Guideline No.3. MSC 1982¢) that a function of
Managing Agents should be to provide course organisers with
information about what was required in off-the-job training. Thirty
seven percent of the Mode A course organisers in the sample reported
that this had not occurred.lSWhere it had happened (63%), organisers
were asked to comment on the adequacy of the information provided. Of
the 53 written comments 27 praised the quality of the information,
four both praised and criticised and 22 criticised.

0f the 27 course organisers finding the information given to be
good 21 wrote comments like "Adequate," 'more than adequate," "fine."
Three more praised the detail in which information was given. A
further three felt that the information was adequate and they had
adapted it to meet local needs. Of the 22 criticisms, six complained
of the late arrival of (usually CITB) information, two felt there was
too much to cover in the time and a further two felt the information
was too theoretical and not practically viable. The other criticisms
concerned points which did not form any consistent pattern. Elsewhere
in written commeiits on the questionnaires seven of the organisers had
criticisms to make of Managing Agents, the most frequent of these
being that there was poor communication between themselves and the
Agents (4 comments) .

Thus written comments suggest that neither praise nor criticism
of Managing Agents dominated the schemes and that where criticism

occurred it most frequently centred on the late arrival and poor
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communication of information.
5.3.3. Teachers.

Thirty three per cent of the 337 teachers were involved in
planning the courses and in this there was no significant difference
between WIC and Mode A teacher@iéonly two teachers made complaints
about the planning process in their written comments on
questionnaires. One of these teachers disliked the fact that senior
teachers had not consulted the other teachers involved; another that
the planners had not consulted trainees. In Sections 5.8.2 and 5.14.3
it is shown that teachers who took part in planning the course were
both more satisfied with the course and more likely to endorse a
student—centred approach than those who did not take part in planning.

In order to establish the extent to which planning of new courses
had been made necessary by the introduction of YTS, course organisers
were asked whether the course had been run before in the college.

Results are shown in table 5.3.

TABLE 5.3 - Course organisers' answers to the question of whether
the course has run before (percentages)

All Mode A  WIC
Yes 12 11 18
In a slightly different form 43 45 73
No 45 44 9

N=163 N=113 N=22
M=0  WIC/Mode A p=0.0085

This table shows that most colleges had run the same or similar

courses in the past and that this was especially true for WIC courses.
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5.3.4. Commentary.

It was perhaps inevitable that with the start of a programme as
large as YTS there should be some confusion and delay. The lack of
time for planning reported by over half the course organisers 1s one
result. Also evident is that not all Managing Agents were following
MSC requirements because many did not supply colleges with information
about what was required for off-the—~job training. Stoney and Scott
(1984) observed that in a number of instances colleges were in the
position of advising Managing Agents, inexperienced in organising
training courses, as to the best way of providing for YTS. The MSC's
assumption that Managing Agents would be capable of specifying what
was required in off-the-job training was clearly misplaced for many of
the Agents. The relative inexperience of Agents in providing training
may be contrasted with the extensive experience of many teachers and
colleges in providing youth training courses.

The figures reported in table 5.3 suggest that much YIS provision
was made along similar lines to courses that had been run before.
Evidence reported later in this chapter (section 5.10.1) as well as
the evidence of other studies (MSC 1984d, DES 1984) suggests that much
FE provision of off-the-job training consisted of "off-the-shelf"
packages, adapted only slightly for YTS. This may explain why only one
third of the teachers were involved in planning since for many their
contribution to {TS may have been a continuation of their teaching a

module taught before on other courses.
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5.4. Recruitment.

5.4.1. Achileving recruitment targets.

MSC was not successful in achieving target figures for
recruitment in the first year of YTS, as was shown in section 3.4.1.
This is reflected in the sample under consideration here. As Table 5.4

shows, about one third of the places available remained unfilled.

TABLE 5.4 - Course organisers' reports of places available and
places filled.
All courses Mode A WIC
Average places available 54.7 57.1 52.1
Average places filled 36.5 37.8 31.8
Percentage filled 66.7 66.1 6l.1
N=139 N=108 N=19

5.4.2. Patterns of recruitment according to gender and ethnic

origin.

The MSC has funded studies concerned with furthering its policy
of eliminating racial and gender discrimination from recruitment to
YOP and YTS (Stares et.al. 1982, Brelsford et.al. 1982)., This being a
part of the policy of the MSC, the current study included the
collection of data designed to discover the extent to which ethnic
group and gender were associated with the type of YTS courses trainees
entered.

Course organisers were asked to indicate how many male and female
trainees had been recruited to their course (question 22, appendix 1b)
and how many trainees from ethnic minorities were on the course
{question 28, appendix 1b). Thirty three per cent of the 163 courses17

had at least one trainee from an ethnic minority and the average

number of such trainees per course over the whole sample was 1.3. WIC
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courses had more ethnic minority trainees than Mode A courses (average
4.1 as against 1.0. p=0.014). This follows the national pattern
whereby Mode Bl and B2 courses contained greater numbers of ethnic
minority trainees than Mode A courses (see section 3.4.1).

Male trainees outnumbered female trainees in the courses in the
sample by almost 3:2. Thus the courses contained an average of 21.7
boys and 15.6 girls. Table 5.5 shows that boys or girls predominate
in those courses in which it 1s traditional for them to do so. In
Manufacturing and Assembly, seven of the nine courses had boys only
and boys predominated in the other two. Thirteen of the 15
Installation, Maintenance and Repair courses contained only boys,
which was also the case with 24 of the 27 Craft and Design (usually
Construction) courses. Girls predominated in Secretarial, Community

Care and Personal Service and Sales courses.

TABLE 5.5 - Course organisers' reporting of variations in
preponderance of male trainees — High to Low.

Name of course. No. of Examples
courses
Manufacturing and Assembly (9) Engineering HIGH
Installation, Maintenance A
and Repair (15) Electrical
Craft and Design (27) Construction
Transport Services (2)
Agriculture, Horticulture,
Forestry and Fisheries (28)
Computer related (3)
Technical and Scientific ()
Broad Based (25) WIC courses
Food Preparation & service (6) Catering
Processing (2)
Personal Services and Sales (16) Hairdressing, shops
Community and Health Services (8)
Administrative, Clerical and Community Care v
Office Services (19) Secretarial LOW
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5.4.3. Criteria for entry.

Most of the courses (77%) required no examination qualifications
of trainees on entryulgf the 237 which did ask for these, in the
majority of cases this consisted of a requirement for a certain number
of CSE passes (usually three). None of the WIC courses requested
examination qualifications on entry, which reinforces the point that
WIC courses catered for trainees with a lower level of educational
attainment than did Mode A courses.

The 337 teachers were asked to comment on recruitment practices
and of the 204 who made comments, 16 referred to the intake being of
mixed ability and 13 of these were critical of this feature. Two of
these 13, however, felt there would be problems in recruiting more
selectively, one considering that it was '"financially and socially
impossible' and another because government policy appeared against it.
Teaching problems may have been at the root of this dislike of mixed
ability as the following quotation from one of the 13 critics
suggests:

"Its my belief that during recruitment the interlectual (sic)
abilities of the student should be matched to give a class of

about the same intelligence. This would benifit (sic) both the
quick and slow learners'.

5.4.4, Recruiting agencies.
Responses to a qlestion about which agencies conducted recruitment

(table 5.6) show that recruiting was mostly done by the Careers

Service.
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TABLE 5.6 — Course organisers' reports of who recruited trainees.*

Careers service 847 N=148 M=14
School contact 347 N=148 M=14
Media advertisement 35% N=148 M=14
Other 387% N=148 M=14

* Some organisers reported more than one agency.

In most cases the source under "Other" was a Managing Agent. The
Careers Service was clearly mostly responsible for recruitment. All
the WIC organisers reported that the Careers Service was used for
recruitment compared to 81%Z of Mode A organisers (p=0.0261)}j)WIC
organisers gave fewer answers under "Other," no doubt because Managing
Agents were not involved in WIC courses (14%Z as against 397,
p=0.0227).20

There were more criticisms than praise of recruitment procedures
expressed by both course organisers and teachers in written comments
on questionnaires. Thus of the 64 teachers making evaluations of
recruitment procedures, 21 felt that the system was working well and
43 had criticisms to make. Of the 48 organisers making evaluative
comments, 13 praised and 35 criticised the system. Teachers tended not
to give reasons in the instances where they felg the system was
working well, but they were more likely to explain their reasons when

making criticism,. The criticisms made by the teachers are presented

in table 5.7.
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TABLE 5.7 - Teachers' criticisms of recruitment procedures expressed
in written comments on questionnaires (unweighted numbers).

It is a bad thing that we
are not involved. 20

Trainees were badly motivated
or selected according to the
wrong criteria. 8

Recruitment was
conducted too late. 6

Problems arose from intake being
staggered. 5

Liaison with the Managing
Agent poor 4

Mode B2 schemes are used as
'dumping ground' for those
unable to enter Mode A 4

It will be seen that lack of involvement was the most frequent
complaint and this may be because in many instances Managing Agents
took on the responsibility for recruitment. One of the teachers who
complained of a staggered intake wrote:
"quite frankly a shambles. Students did not begin the course
until late, some as far into the first term as 8 or 10 weeks...

So for the first term the teacher saw a class of constantly
changing faces which made teaching difficult."

Another teacher, complaining of poor standards, wrote:

"Most of the trainees accepted on engineering courses at this

college have been of very low ability. Educationally and

practically they would not normally be offered an

apprenticesnip. Because there are no selection standards

required the whole scheme is a dissipation of resources."

The pattern of criticisms followed by course organisers was

similar to that of teachers except that they had more criticisms to
make of the Careers Service, with 14 of the organisers' comments

falling into this category. The most frequent criticism of the Careers

Service was made by four of the organisers who suggested that careers
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officers saw YTS as a poor option. For example:

"YTS still seen as replacement for YOP by schoolchildren,
schoolteachers and Careers Offices and thus school leavers
advised to "get a job" first and then, if all else fails, go on
to YTS".

Like the teachers, conducting recruitment late in the year due to

the late approval of courses by the MSC was criticised, in this case

by seven organisers.

5.4.5. Commentary.

Recruitment for the sample of courses followed the national
pattern of an incomplete take-up of places available. As was shown by
MSC statistics (section 3.4) Mode Bl and B2 schemes recruited a
disproportionately large number of trainees from ethnic minorities.
This pattern is followed in the sample under consideration here, where
WIC courses (which fall under Mode B2 provision) are compared with
Mode A courses. As is shown later in this report, Mode B2 trainees
faced significantly worse job prospects than did Mode A trainees and
their courses were less likely to lead to examinations or
apprenticeships. This suggests that trainees from ethnic minorities
were at a significant disadvantage when entering YTS compared to other
trainees. Any further investigation of this shortcoming in the
effectiveness of MSC policy would need to examine the practices of
recruitment agencies. In view of the fact that some teachers noted
that trainees teaded to be "dumped" on Mode B2 after being rejected
for Mode A schemes, examination of the recruitment practices of
Managing Agents (who conduct much of the Mode A recruitment) would be
worthwhile.

The equal opportunities policy of the MSC with regard to gender

differentiation may also be held to be somewhat ineffective given the
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figures reported in table 5.5. However, as the present author
demonstrated elsewhere (Pratt et.al. 1984), curricular differences
between boys and girls are well established by the stage of 13-plus
option choice in school. Further study would be necessary to establish
whether the statistics in table 5.5 represent an increase in sex
differentiation on the situation obtaining in the last two years of
secondary schooling.

As for the recruitment system itself, the delays in approval of
courses coupled with a degree of uncertainty about the size of
provision required from FE colleges at the start of YIS led to some
problems. It might be expected that in future years these factors
would be absent as provision becomes more established. Many teachers
were excluded from the recruitment process; the data reveals
dissatisfaction over this. It may be that such exclusion is due to
Managing Agents taking over responsibility, whereas previously
teachers were used to doing their own recruitment. Such exclusion was
blamed by some teachers for producing the mixed ability groups which
were clearly an unwelcome surprise for them.

The Careers Service remains a crucial element in recruitment,
especially for WIC trainees, and even for Mode A Managing Agents have
by no means supplanted the Careers Service in conducting recruitment.
The fact that WIC trainees tended to be recruited by the Careers
Service almost erclusively, and that WIC courses did not require exam
qualifications o. trainees on entry, support the claim of some
teachers that such courses were used to "mop up" those unable to enter

higher level YTS provision.
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3.5. Teaching styles.

Many of the questions that this study seeks to answer relate to
teaching styles (see section 3.3). In particular, the extent to which
the FEU approach involving the negotiation of learning objectives with
trainees and the adoption of a student-centred style are issues which
concern teaching styles. A number of items on the questionnaires were
designed to galn information on these points. In particular teachers
were asked about what they saw to be important influences on their
teaching, about the extent to which they felt teaching styles had to
be modified for YTS and their perceptions of YTS trainees. They were
also asked to describe their methods and to indicate how
student—centred they perceived these methods to be. The questionnaires
also provided information about the extent to which teachers felt they

taught for skill transfer.

5.5.1. Influences on teaching.

In the teacher questionnaire, teachers were asked (Question 19,
appendix l¢) to rate thirteen items according to how important an
influence each was thought to be on their teaching. Thelr ratings are
considered in greater detail in other sections of this chapter (see
particularly pp..23-4 ); their responses are, however, presented in
table 5.8. Table 5.9 presents the same results in a way that makes
more evident the rank order in which teachers rated the various
influences and, in particular, allows comparisons of Mode A and WIC

teachers to be made.
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TABLE 5.8. - Teachers' ratings of influences on teaching (percentages)

1.

9.

The course
syllabus

. MSC published

documents

. FEU published

documents

. Institute of

Manpower Studies
documents

Other teachers

. The learning

needs of
trainees

Knowledge of
what happens 1in
jobs for which
trainees are
being prepared

Educational or

other research
findings

Employers

All
Mode
WIC

All
Mode
WIC

All
Mode
WIC

All
Mode
WIC

All
Mode
WIC

All
Mode
WIicC

All
Mode
WIC

All
Mode
WIC

All
Mode
WIiC

Very
important
1 2
48 23
A 46 26
18 28
9 17
A 9 11.5
13 15
5 22
A 5 18
5 18
2 9
A 2 6
3 3
25 28
A 23 27
34 29
72 21
A 74 19
85 13
52 26
A 55 25
44 28
11 19
A1l 19
10. 21
20 24
A 20 23
26 26
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16
16
33

29
31
33

25
25
26

20
20
23

32
34
32

w o

13
11
18

28
27
21

22
21
15

Not at all
important
4 5
5 7 N=331 M=6
5 7  N=242
10 10 N=39
WIC/Mode A p=0.0073
18 28 N=328 M=9
19 30 N=240
18 20.5 N=39
WIC/Mode A p=0.6954
17 32 N=322 M=15
18 34 N=235
20,5 31 N=39
WIC/Mode A p=0.9939
19 50 N=320 M=17
21 51 N=236
18 54  N=39
WIC/Mode A p=0.8808
5 10 N=330 M=7
6 10.5 N=243
3 3 N=38
WIC/Mode A p=0.3379
0 2 N=332 M=5
0 1.5 N=242
0 0 N=39
WIC/Mode A p=0.6505
3 6 N=333 M=4
3 6 N=244
5 5 N=39
WIC/Mode A p=0.63
22 20 N=326 M=11
22 20 N=239
18 29 N=38
WIC/Mode A p=0.7513
11 23 N=331 M=6
12 23  N=243
8 26  N=39
WIC/Mode A p=0.7885




10.MSC Officers

11 .The examina-
tions trainees

All 4 16 23
Mode A 3 14 23.5
WIC 10.5 13 37
All 32 23 16
Mode A 34 27 15
WIC 9 11 11

are being
prepared for

12 .Your in-
service/ staff
development
training

13.Your initial
teacher training
course

10 21 21

Mode A 10 18 19
WIC

19 15 25

Mode A 20 17 26
WIC

10 18 23

19 39 N=322 M=19

18 41 N=235

13 26 N=38
WIC/Mode A p=0.0666
4 24 N=320 M=22

4 21 N=238

6 63 N=35

WIC/Mode A p<0.0001

16 32 N=319 M=17
17 36
16 18

N=233
N=38

WIC/Mode A p=0.0875

15 26  N=320 M=15
15 23 N=233
18 31 N=39

WIC/Mode A p=0.55

TABLE 5.9 - Teachers' ranking of influences on teaching.

Whole sample

1. Learning needs of
trainees

2. Knowledge of what
happens in jobs

for which trainees
are being prepared

3. The course syllabus

4. Examinations

trainees are being

prepared for
5. Other teachers

6. Employers

7. Initial teacher
training course

8. In-service staff
development/
training

9, Educational or
other research

findings

10.FEU documents

Mode A teachers

Learning needs of
trainees

Knowledge of what
happens in jobs

for which trainees
are being prepared
The course syllabus
Examinations
trainees are being
prepared for

Other teachers

Employers

Initial teacher
training course

Educational or other
research findings

In-service staff
development

FEU documents

112

WIC teachers

Learning needs of
trainees

Knowledge of what
happens in jobs
for which trainees
are being prepared

Other teachers

Employers

The course syllabus
In-service staff
development/
training
Educational or
other

research findings

MSC documents

Initial training
course

MSC officers




11 .MSC documents MSC documents FEU documents

12.MSC officers MSC officers Examinations
trainees
are being prepared
for
13.Institute of Institute of Institute of
Manpower Studies Manpower Studies Manpower Studies
documents documents documents

It will be seen that the learning needs of trainees were rated
very highly by the YTS teachers as an influence on theilr teaching. It
is interesting that this is ranked slightly above knowledge about what
happens in the jobs for which trainees were being prepared. This
suggests that teachers did not see themselves as solely providing for
the needs of industry, but were concerned to take trainees' own needs
into account. Whether this meant that teachers wholeheartedly adopted
a student—centred teaching style may be judged from findings reported
elsewhere in this chapter. It is significant that the documents and
officers of the various organisations producing curricular policies
are rated the lowest of all influences on teaching, suggesting that
policy makers have a long way to go before their suggestions make an
impact on teachers equal to that of other influences.

Examinations and course syllabuses are an important influence,
and this is more the case for Mode A than WIC teachers. It will be
shown later in this chapter (p. 51) that Mode A courses frequently
consisted of "off-the-shelf" packages designed to lead to standard
Further Educatio qualifications. The implications of this for MSC

policy will be discussed at a later stage.
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5.5.2. YTS and other FE teaching

As was shown in Chapter Two, both the MSC and the FEU have argued
for teaching styles and approaches which they say are significantly
different from what has gone on previously in the colleges. The MSC,
through Accredited Training Centres, and the FEU, through Regional
Curriculum Bases, funded major programmes of staff development during
the first year of YTS in order to encourage teachers to make the
changes they required. The results of the surveys reported here make
it possible to see whether teachers agreed that new teaching methods
were necessary, what methods were in fact used and whether teachers on
WIC courses used different methods more than did Mode A teachers.

Teachers who had experience of teaching on non—-MSC funded courses
were asked whether their teaching approach was any different for YTS
courses and whether they found more discipline problems on YTS. Table
5.10 shows that teachers agreed that their teaching approach differed
for YTS somewhat more frequently than those disagreeing. When teachers
were asked whether discipline problems were worse on YTS than on
non-MSC courses numbers agreeing and disagreeing were about evenly

spread.
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TABLE 5.10 - Teachers' answers to items comparing YIS with
other FE teaching (percentages)

My teaching approach on this course is very different from my
teaching approach on non MSC courses.

Strongly Strongly
agree disagree
1 2 3 4 5
All 32 17 17 14 21 N=264 M=2
Mode A 27 19 16.5 15 23 N=192
WIC 53 13 7 10 17 N=30

WIC/Mode A p=0.0736

I find more discipline problems on this course than on non
MSC courses.

Strongly Strongly
agree disagree
1 2 3 4 5
All 26 17 12 10 35 N=264 M=2
Mode A 28 20 11 10 31 N=192
WIC 17 10 10 23 40 N=30

WIC/Mode A p=0.1295

There is, however, a strong difference on the two items when the
results for WIC teachers are examined, since they tended to agree that
their teaching approach was different but to disagree that they found
more discipline problems. A number of written comments by teachers
indicated the extent to which they found a change in teaching methods
was necessary with YTS. Twenty nine teachers indicated that no changes
were necessary between the YTS course and other courses (all were Mode
A teachers) and eight indicated that changes had been made. Three of
those reporting changes wrote that following a syllabus had determined
this. One of themn felt that treating the YTS course as much as
possible like the usual day release apprenticeship course gave the
students the best chance of job advancement. Three indicated that only
slight modification was necessary and two more complained that the
approach used was too traditional with one of these writing that it

was the "same old FE approach.”
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Some of the teachers identifying motivation as a problem
speculated as to why this was the case. Poor job prospects (2
comments), poor pay (1), understanding the '"hidden purpose" of YTS
(1), their negative school experiences (1) were all mentioned.
Indiscipline resulted according to three teachers although two found
trainees to be of '"good quality" and "marvellous" to teach. One
teacher found motivation was particularly poor in his subject, Social

and Life Skills:

" Social and Life Skills 41is a relatively tangential subject -
at least in the students' view, who regard the typing, accounts
and computer aspects as relevant — my own subject is
irrelevant".

Another teacher of Social and Life Skills found that it was

possible to overcome poor motivation to some extent:

"Initially it was difficult to overcome the hostile attitudes of
trainees to the course, but through time and patience I feel
that their resolve weakened and they reaped some benefit and
actually enjoyed the exercise to a limited degree'.

After motivation, the ability level of trainees and particularly
the occurrence of mixed ability groups was the next most frequently
mentioned factor in determining teaching approach. Four wrote that
trainees were of low ability and that this affected their approach and
thirteen more relerred to having a mixed ability class. Two of these
thirteen simply recorded that they therefore had to adapt their
teaching to this but eight of them found mixed ability to be a bad
thing (all Mode A teachers), with three of these wanting streaming in
future.

One comment by a WIC teacher suggested that teaching methods on

WIC courses might be determined largely by teachers' perceptions of
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TABLE 5.10 - Teachers' answers to items comparing YTS with
other FE teaching (percentages)

My teaching approach on this course is very different from my
teaching approach on non MSC courses.

Strongly Strongly
agree disagree
1 2 3 4 5
All 32 17 17 14 21 N=264 M=2
Mode A 27 19 16.5 15 23 N=192
WIC 53 13 7 10 17 N=30

WIC/Mode A p=0.0736

I find more discipline problems on this course than on non
MSC courses.

Strongly Strongly
agree disagree
1 2 3 4 5
All 26 17 12 10 35 N=264 M=2
Mode A 28 20 11 10 31 N=192
WIC 17 10 10 23 40 N=30

WIC/Mode A p=0.1295

There is, however, a strong difference on the two items when the
results for WIC teachers are examined, since they tended to agree that
their teaching approach was different but to disagree that they found
more discipline problems. A number of written comments by teachers
indicated the extent to which they found a change in teaching methods
was necessary with YTS. Twenty nine teachers indicated that no changes
were necessary between the YTS course and other courses (all were Mode
A teachers) and eight indicated that changes had been made. Three of
those reporting changes wrote that following a syllabus had determined
this. One of them felt that treating the YTS course as much as
possible like the usual day release apprenticeship course gave the
students the best chance of job advancement. Three indicated that only
slight modification was necessary and two more complained that the
approach used was too traditional with one of these writing that it

was the "same old FE approach.”
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5.5.3. Teachers' perceptions of trainees.

Teachers' perceptions of what trainees on YTS courses were like
inevitably affected the teaching style adopted. Some of the teachers'
written comments contained their perceptions of trainees. Twenty two
referred to the motivational factors which they found in trainees
being a determining factor in their teaching. Increased disciplinary
measures were found to be necessary by three of those referring to
motivational problems and an increase in formal methods of teaching

was mentioned by two more of these teachers. For example:

"Due to general lack of motivation towards success in either
assignments or the final exams, teaching and therefore learning
processes should be based on direct guidance by the teacher.
Discovery learning is apparently unsuccessful...."

Two of the teachers who identified motivational factors as an

influence wrote:

""™SC Multiskills have been a handful and guidance has been in
groups towards a more socially acceptable way of behaving".

"I have had to abandon what I believed to be a thorough system
of teaching which helped individuals.. They can no longer be
regarded as a 'group' but a series of difficult individuals and
I am exhausted with teaching the same simple concept 7 or 8
times. They also appear to resent their lot, quite
understandably, and that does not help".

Two felt trainees only came to college for the money:
"The majority of students 'only want to work' and attend classes
just to avoid losing their 'jobs' and their increased money
benefits'.
Three felt that poor timekeeping and absenteeism was not helped
by a lack of will to impose penalties.
"The college needs the backing of (MSC or employers) as regards
discipline in poor attendance and not producing work on time or

even at all"
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Some of the teachers identifying motivation as a problem
speculated as to why this was the case. Poor job prospects (2
comments), poor pay (1), understanding the "hidden purpose" of YTS
(1), their negative school experiences (1) were all mentioned.
Indiscipline resulted according to three teachers although two found
trainees to be of "good quality" and "marvellous" to teach. One
teacher found motivation was particularly poor in his subject, Social

and Life Skills:

" Social and Life Skills 1is a relatively tangential subject -~
at least in the students' view, who regard the typing, accounts
and computer aspects as relevant — my own subject is
irrelevant".

Another teacher of Social and Life Skills found that it was

possible to overcome poor motivation to some extent:

"Initially it was difficult to overcome the hostile attitudes of
trainees to the course, but through time and patience I feel
that their resolve weakened and they reaped some benefit and
actually enjoyed the exercise to a limited degree".

After motivation, the ability level of trainees and particularly
the occurrence of mixed ability groups was the next most frequently
mentioned factor in determining teaching approach. Four wrote that
trainees were of low ability and that this affected their approach and
thirteen more reilerred to having a mixed ability class. Two of these
thirteen simply recorded that they therefore had to adapt their
teaching to this but eight of them found mixed ability to be a bad
thing (all Mode A teachers), with three of these wanting streaming in
future.

One comment by a WIC teacher suggested that teaching methods on

WIC courses might be determined largely by teachers' perceptions of
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the ability level of trainees. The teacher wrote:

"Some of the students on this course are almost unemployable.
For some of these the course may tip the balance in their favour
eg: by helping their self-esteem or by being in a part
educational part work experience, favourable, safe situation for
an extra year after school (where they have mainly failed). For
others, however, their problems are of very long standing and
deep seated and are found to be beyond our ability to influence
to any great extent on this course".
Summarising teachers' comments on this subject: a perception of
poor motivation on the part of the trainees led some teachers to adapt
their approach to deal with this. The existence of mixed ability

grouping created particular problems for some teachers not used to

dealing with such groups.

5.5.4. Teaching for individual needs.

Teaching for individual needs in a way that allows each trainee
to make progress towards learning objectives negotiated between the
teacher and the trainee, formalised in a learning contract stating
these objectives, is an approach which, as was shown in Chapter Two,
the FEU has advocated for YTS. A number of items on the teacher
questionnaire were designed to discover the degree to which teachers
felt such an approach to be appropriate, as well as whether they used
such an approach themselves. From the data it is also possible to see
whether WIC and 4ode A teachers differed in the extent to which they
taught for individual needs.

It was shown in section 5.5.1 that the learning needs of trainees
were rated as the most important influence on teaching by teachers,
with 93% rating this as important or very important. (see tables 5.8
and 5.9). No statistically significant difference between Mode A and

WIC teachers was found. Table 5.11 shows how much teachers agreed with
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statements that concern the extent to which they planned for
individual differences. These statements were included as part of a
list of 30 statements (section 20 on the teacher questionnaire,
appendix lc). Teachers' ratings of their agreement with all 30 of
these statements were ranked in comparison with each other, so that
those with which teachers agreed the most were ranked the highest, and
those with which they agreed the least were ranked the lowest. The
position of each item in the rank order is shown by the "Ranked" (R=)
figure reported by each item concerned. The items concerned with
planning teaching to allow for differences in ability (item 1) or for
individual needs (item 2) are ranked high (4th and 5th out of 30
respectively). On both of these items there was more agreement
expressed by WIC teachers than by Mode A teachers.

However, teaching to allow all trainees to learn the same
material at the same time (item 3) is ranked moderately high (9th). It
may be that teachers felt that this practice did not necessarily
conflict with coping with a mixed ability class or coping with
individual needs. The results show that Mode A teachers were more
likely to teach in this way than were WIC teachers.

In spite of ranking highly the aim to provide individualised
learning, the results indicate that teachers on the whole did not feel
that their courses were particularly successful in providing this
(item 4). However, WIC teachers (who rated the aim more highly than
Mode A teachers) felt they achieved this goal to a much greater extent

than did Mode A teachers.
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TABLE 5.11 - Teachers' answers to items about teaching
for individual differences (percentages).

1. I plan my teaching to allow for differences in ability between

students.
Strongly Strongly
agree disagree
1 2 3 4 5
All 49 28 16 4 3 N=336 M=1
Mode A 47 30 16 5 3  N-245
WIC 74 18 8 0 0 N=39
WIC/Mode A p=0.0251
Ranked _4
30
2., 1 attempt to teach for individual learning needs on this
course.
1 2 3 4 5
All 37 32 21 7 4  N=331 M=6
Mode A 35.5 31 22 6 4  N=244
WIC 77 18 3 3 0 N=39
WIC/Mode A p <0.0001
Ranked _5
30

3. In the part of the course that I teach it is usual for trainees
tc all learn the same material at the same time.

1 2 3 4 5
All 27 29 17 14 13 N=328 M=9
Mode A 27.5 30.5 19 12 11 N=239
WIC 8 10 18 20.5 44 N=39
WIC/Mode A p<0.0001
Ranked 9
30

4. The course is effective in providing individualised programmes
of learning for trainees.

1 2 3 4 5
All 7 20 34 24 15 N=334 M=3
Mode A 6 15 38 26 15 N=243
WIC 29 42 24 5 0 N=38
WIC/Mode A p <€0.0001
Ranked 25
30
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5. In my teaching on this course I offer trainees every
opportunity to negotlate their own programme of work.

1 2 3 4 5
All 12 21 23 23 21 N=333 M=4
Mode A 9 18 26 24 22 N=241
WIC 28 41 15 10 5 N=39
WIC/Mode A p<0.0001
Ranked 23
30

6. Trainees often tell me what they think of the course.

1 2 3 4 5
All 56 29 12 3 1 N=333 M=4
Mode A 57 30 11 2 0 N=244
WIC 61.5 28 8 3 0 N=39
WIC/Mode A p=0.9565
Ranked 3
30

There is a high level of agreement with item 6, concerning
trainees telling teachers what they think of the course. Clearly
teachers felt that this occurred even in a situation where trainees
did not have a say in their own programmes of learning.

The relative failure of courses to teach individualised
programmes may be explained by the fact that large numbers of teachers
did not agree that they offered trainees the opportunity to negotiate
their own programmes of work (item 5, ranked 23rd). A greater
proportion of WIC than Mode A teachers agreed with this statement. In
fact on all the items in table 5.11 where a statistically significant
difference is shown, WIC teachers appear more comnitted to teaching
for individual n:eds than Mode A teachers. This supports the
hypothesis expressed in section 3.3, to the effect that WIC teachers
would adopt a more student-centred style, more in accord with FEU
policy.

Course organisers were asked whether a learning contract was
drawn up for individual trainees since this is also something

advocated by the FEU as promoting a student-centred approach. This was
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defined in the questionnaire as a formal agreement between teachers
and trainees as to the learning objectives to be pursued by trainees
and the learning experiences to be offered them. Only 14% of the 163
course organisers recorded that they used such contractg}' As might be
expected from the findings reported here about the higher incidence of
negotlation and individualised learning in WIC courses, it was found
that WIC course organisers were more likely than Mode A organisers to
indicate that they used these contracts. They were used in 36% of the

22 WIC courses but only in 12% of the 112 Mode A courses (p=0.0106).22

5.5.5. Skill transfer.

It was shown in section 2.4 (pp. 52-5¢ that the Institute of
Manpower Studies (IMS) had promoted an approach to YTS whose central
feature was the idea of teaching for skill transfer. Tables 5.8 and
5.9 showed that documents produced by the IMS tended to be rated by
the teachers as an unimportant influence on their teaching. This is
probably in part due to the fact that these documents were not as
generally available during the first year of YTS as were FEU and MSC
documents. However, the concept of skill transfer was used on
occasion by both the MSC and the FEU in their own materials and a
number of items on the questionnaire to teachers were designed to test
the extent to which the concept had entered teachers' thinking. Table
5.12 shows that teaching for skill transfer was an important goal for

teachers.
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TABLE 5.12 - Teacher's answers to items about skill transfer
(percentages)

l. T ensure that trainees practice transferring their skills from
one job to another.

Strongly Strongly
agree disagree
1 2 3 4 5
All 22 29 31 10 7 N=318 M=19
Mode A 23 28 32 10 8 N=226
WIC 32 29 29 8 3 N=38
Rank = 13

30 WIC/Mode A p=0.6579

2., It is important to persuade trainees that the skills they learn
on the course can be used in a variety of jobs.

1 2 3 4 5
All 69 20 9 1 1 N=331 M=6
Mode A 69 19 10 0 1 N=244
WIC 77 15 8 0 0 N=39
Rank 1

30 WIC/Mode A p=0.841

Persuading trainees that they can use the skills learned in
various jobs received the highest level of agreement of all the 30
statements in section 20 of the teacher questionnaire. The more
specific item about ensuring practice of skill transfer - which is
advocated by IMS - was less strongly supported but nevertheless over

half the teachers felt they did this.

5.5.6. Commentary.

A great deal of MSC and FEU literature emphasises the need for
new approaches in teaching methods for YTS. However, the results in
table 5.10 reveal that there was no consensus amongst teachers that,
in this first year, teaching methods had changed from methods used on
non-MSC courses. It is likely that the widespread use of examination
syllabuses was one factor encouraging this conservatism (see also

section 5.10). The results in tables 5.8 and 5.9 in fact indicate that
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syllabuses were judged by teachers to be an important influence on
them, particularly by Mode A teachers. The same tables indicate that
the documents of policy makers were not seen as a very important
influence by teachers. These facts suggest that the success of YIS in
becoming integrated with the established Further Education system, by
providing training leading to recognised qualifications, may have led
to a situation where the innovations in teaching methods advocated by
the MSC and, particularly, by the FEU were inhibited. A frequent
assumption in the literature, too, is that YTS trainees are likely to
present poorer motivation and more discipline problems than previous
students (see, for example, Holland 19823). While only a minority in
the survey admitted to increased discipline problems, poor motivation
in students was a frequently mentioned characteristic in teachers'
written comments. These comments also show that some teachers were
unhappy about teaching mixed ability classes, an experience with
which, presumably. they were unfamiliar.

The replies reported in section 5.5.4 concerning teaching for
individual needs suggest that teachers felt that trainees' individual
needs were important. However, the evidence as to how teachers
actually catered for such needs 1s contradictory. On the one hand most
claimed to teach in a way that allowed for individual needs, and a
majority also claimed that trainees told them what they thought of
their courses. Ri:sponses to more speclfic questions about what
happened in the :lassroom, though, present some conflicting evidence.
Teaching trainees the same material at the same time was claimed by
most teachers; however few claimed to allow trainees to negotiate
their programmes and even fewer felt that the courses were effective
in providing individualised programmes. In only a very small minority
of courses were learning contracts used and these were sometimes not

as comprehensive as originally conceived by policy makers.
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J.6. Assessing, recording and reviewing progress.

It was shown in Chapter Two that at the start of YTS the FEU and
the MSC had different priorities for assessment. The FEU wished to see
a student-centred assessment strategy, involving trainees in reviewing
their progress towards learning objectives negotiated between
themselves and their teachers. Profiles were advocated as a useful way
of recording assessments. The MSC, on the other hand, was concerned to
establish a standards—-based system. Through the IMS (IMS 1983a) the
MSC was developing a strategy for assessment in the work place,
focussing on trainees' competence to perform work tasks. The MSC also
provided a log book or diary for YTS trainees, designed to aid their
reflection on their experiences during YTS.

A number of items on the questionnaires were designed to discover
the extent of the use of various methods of assessment and the degree
to which teachers endorsed a student—centred approach to assessment

and the results are reported below.

5.6.1. The methods used.

Answers given by course organisers to a question (no. 29,
appendix 1b) asking about assessment methods are reported in table
5.13 below. Course organisers were asked to report on methods used

both in off-the-job training and in work experience.
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TABLE 5.13 ~ Assessment methods used on YTS courses reported by
course organisers (percentages).

Used in off-the job Used at Work
training

Yes No Don't Missing Yes No Don't Missing

know cases know cases
(numbers) (numbers)
Profile 68 30 2 5 38 48 13 7
Log book 48 50 2 5 60 27 13 7
Diary 19 80 2 5 30 56 13 7
Exams 75 25 1 5 9 77 13 7
Other 22 76 2 5 11 76 13 7
N=163

The table shows that for off-the-job training, examinations were
the most frequently used method, followed closely by profiles. Log
books and diaries were somewhat less frequently used. Log books,
profiles and diaries were favoured more than exams for work experience
assessment. The large percentage of course organisers not knowing what
assessments were used on work experience probably reflects the poor
liaison by Managing Agents (see 5.3.2) between the providers of work
experience and the providers of off-the—job training.

Comments about assessment were made by 191 of the 337 teachers
returning questionnaires. Twenty one of these comments concerned the
use of profiles, with seven of these saying that they were useful and
fourteen criticising the method. Of these criticisms of profiling,
three demonstrated teachers' concern that they were time-consuming.

Thus, a WIC teacher commented:

"Whatever is used it should be simple, short and of use. NOT
pages of writing, profiles etc. that no-ome will look at."
Teachers made no comments about log books or diaries, but 21
emphasised that assessment was a continuous process on the course. A
further 18 wrote that their trainees were working towards

examinations. Only one of the teachers was critical of the use of
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examination syllabuses, on the grounds that the objectives of these
were inconsistent with the objectives of YTS. It is surprising that
there were not more teachers making this point, given earlier findings
that suggest that it was probably the influence of examination
syllabuses that inhibited teachers in changing their methods in line
with FEU policy on teaching methods.

It will be recalled that the FEU recommended the use of review
sessions with trainees so that their progress towards learning
objectives might be discussed. Such sessions were described by 21
teachers in their written comments on questiomnnaires. Sometimes these
comments indicated a commitment towards goals espoused by the FEU,
concerning the personal development of individuals. As an example one
teacher wrote that '"open assessment encourages much greater self
awareness and responsibility and maturity." Two teachers went further
than the FEU in giving responsibility to trainees, in that they
encouraged trainees to assess each other (peer assessment). On the
other hand, another teacher claimed that self-assessment by trainees
would be '"meaningless."

Fifty five teachers gave general evaluations of the assessment
system on their courses, rather than evaluating specific methods. Of

these, nine teachers praised their assessment system and 46 criticised

The problem most frequently identified was lack of time,

mentioned by 14 _.eachers. For example:

"Insufficient time allowed to have proper assessments for many
tasks....often assessed on first attempt which is not training".

Absenteeism by trainees caused problems according to five
teachers and poor design of forms was mentioned by another five.

Inadequate planning for assessment was mentioned by three and six
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judged assessment to be generally poor: "A very weak area', "A waste
of time in its present form". Three mentioned lack of time to get to
know students being a problem. Ten others mentioned a variety of
problems in assessing; no common theme for these was identifiable.

It was shown earlier (table 5.13) that a surprisingly large
number of course organisers did not know how trainees were assessed on
work experience. Not all the teachers were convinced that such
assessment should be done, with one claiming that trainees could be
better supervised if assessed at college. However, eight teachers
complained that employers did not assess, either at all or adequately.
Three were dissatisfied with the Managing Agent's approach to
assessment although two referred to good liaison with the Managing

Agent over work experience assessment.

5.6.2. Teachers' ratings of statements about assessment.

While the data reported in the previous section indicates the
extent of use of various methods and the problems which some of the
teachers identified in the use of these methods, this data doces not
reveal how these methods were used according to the whole sample of
the teachers. In particular, it was important to obtain some
indication of th: extent to which teachers' use of methods indicated a
student-centred approach. They were therefore asked to rate the extent
of their agreement with a number of statements about assessment, the

results of which are presented in table 5.14.
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TABLE 5.14 - Teachers' ratings of questions concerning assessment

(percentages).

l.Trainees on this course can inspect their assessment records if
they wish.

Strongly Strongly
agree disagree
1 2 3 4 5
All 73 14 8 1 3 N=307 M=30
Mode A 71 15 9 2 3 N=225
WIC 81 14 0 3 3  N=36
WIC/Mode A p=0.44
Rank = 2
30

2.T take into account other teachers' assessments of trainees’
progress when planning work for this course.

Strongly Strongly
agree disagree
1 2 3 4 5
All 21 34 22 10 12 N=324 M=13
Mode A 21 33 22.5 12 12 N=235
WIC 44 26 20.5 8 3 N=39
WIC/Mode A p=0.0252
Rank = 10
30

3.Trainees are fully involved in discussions of their own
assessments on this course.

Strongly Strongly
agree disagree
1 2 3 4 5
All 28 27 22 13 10 N=324 M=6
Mode A 27 25.5 22 14 12 N=234
WIC 53 34 8 3 3 N=38
WIC/Mode A p=0.0015
Rank= 12
30

4, Assessment of trainees' progress should be a matter for
teachers rather than trainees to conduct.

Strongly Strongly
agree disagree
1 2 3 4 5
All 19 17 32 15 17 N=328 M=9
Mode A 22 15 31 17 15 N=239
WIC 5 15 13 33 33 N=39
WIC/Mode A p=0.0004
Rank = 20
30
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5. The assessment methods I use on this course are no different
from the ones I use on non—-MSC courses.

Strongly Strongly
agree disagree
1 2 3 4 5
All 24 14 21 18 22 N=263 M=3
Mode A 27 15 23 19 17 N=190
WIC 10 7 10 17 57 N=30

WIC/Mode A p<0.0001

Item 2 in table 5.14 shows a majority of teachers claimed that they
took into account other teachers' assessments when planning work for
the course. WIC teachers were more likely than Mode A teachers to
respond in this way.

A number of the items were designed to measure how
student-centred assessment methods were. The responses show that there
was a particularly high level of agreement with the statement that
trainees could inspect thelr assessment records if they wished (item
1) with no difference between WIC and Mode A teachers. In fact, course
organisers were also asked whether tutorials were held with trainees
to discuss assessment results. Eighty five per cent of the organisers
agreed that this occurred, with no significant difference between WIC

and Mode A organisers being found.23

But trainees seeing their own
assessment results and discussing them with teachers are not
necessarily indications that the full FEU approach to assessment was
being implemented. These two things might be seen as fairly weak
measures of student-centredness. Stronger measures included item 30 on
the course organiser questionnaire where organisers were asked whether
students' own assessments of themselves were kept on course records.
Forty nine per cent of course organisers agreed that this was the
case324Here, there was a significant difference between WIC and Mode A
organisers because 487 of Mode A organisers agreed with the statement

25
and 747% of WIC organisers agreed (p=0.0383). However, the difference

was not statistically significant in the unweighted sample so this

130



result must be interpreted with caution. Items 3 and 4 in table
5.14 concern the extent to which teachers felt trainees were involved
in discussing their own assessments (item 3) and the extent to which
they felt teachers rather than tralinees were the best people to
conduct assessment (item 4). These may be regarded as stronger
measures of student-centredness than item 1., In both instances WIC
teachers were significantly more student—centred, being more likely to
agree that their trainees were fully involved in discussions of their
own assessments and more likely to reject the statement that
assessment should be a matter for teachers rather than trainees to
conduct.

Teachers with experience of non—-MSC teaching were asked whether
they felt assessment on YTS was different from that on non-MSC courses
(item 5, table 5.14) and the result shows that teachers’ responses
were almost evenly divided into those who agreed and those who
disagreed. It is of interest to note that WIC teachers who, as earlier
items in the table demonstrate, tended to be more student-centred,
were also more likely than Mode A teachers to feel that their methods
on YTS were different from those used on non-MSC courses. In fact, the
data reported in table 5.13 concerning the use of particular methods
was analysed separately for Mode A and WIC organisers. This comparison
revealed that examinations were more likely to be used on Mode A
courses than on "IC courses (817 as against 23% p<:0.0001)?6 No
difference was frund in the frequencies with which profiles, diaries
or log books were used. It is likely that the greater use of
examinations on Mode A courses explains why teachers of these courses
were more likely to agree that their methods were no different from

non-MSC courses.
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5.6.3. Commentary.

It is reported in a later section (5.9) that many (particularly
Mode A) courses led to examination qualifications. Much of the
literature from the FEU about assessment in YTS argues for a new, more
student—centred approach than has hitherto been the case generally in
FE courses, and it might be expected that the use of examinations
might hinder a move to the more student-centred approach advocated by
the FEU. On the other hand, it seems that both Mode A and WIC courses
frequently used profiles, a method of assessment favoured by the FEU
because it might encourage a student-centred approach. However, the
use of profiles 1s not in itself a guarantee that trainees will be
allowed to influence assessment procedures. The results show that on
several measures of student-centredness WIC teachers endorsed them
more than did Mode A teachers. This supports the general hypothesis
described in section 3.3, where it was predicted that WIC courses
would adopt the type of student-centred approach that the FEU has
advocated to a greater extent than would Mode A courses. The data
also indicates that a student—centred approach to assessment may often
be different from the approach normal on non-MSC courses, and this
provides further support to the idea that it was the widespread use of
examination syllabuses on Mode A courses that has inhibited the
development of a student-centred approach.

The lack of knowledge on the part of many course organisers about
assessment methods used on work experience provides further evidence
that some Managing Agents did not ensure adequate liaison between
providers of work experlence and providers of off-the-job training.
This may have had damaging consequences for the degree of integration
between these two elements, a topic covered in a later section in this

chapter.
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5.7. Student-centredness: the contributory factors.

The results reported so far indicate that there does seem to
have been a difference between the teachers of WIC and Mode A
courses in the extent of their endorsement of a student—centred
approach, in both their teaching and assessment methods. Having
established this, it is important to establish the relationship of a
student-centred approach with other variables. Such an exercise
could help in understanding the reasons why WIC and Mode A teachers
differed. Some exploration of this issue can be made by examining
the relationship of certailn variables - such as the sex of the
teachers, their age, the subject they teach - with a composite score
designed to measure the degree of student—centredness in teachers.
In selecting items for the construction of the score the results of
a factor analysis provided helpful information and this factor

analysis is reported here.

5.7.1. Factor analysis.

The responses to the 30 items from question 20 on the teachers'
questionnaire (appendix lc) were correlated and, in order to examine
the structure of the relationships between these responses, the
correlation matr'x was subjected to a principal component factor
analysis. Select:d factors were then subjected to a varimax
rotation.

The Statistical Package for the Social Sciences (SPSS - Nie
et.al. 1975) was used for the factor analysis. The widespread use of
principal component factor analysis in the social sciences provided
some justification for the use of this method. Supporting

theoretical and empirical evidence 1s provided by Gorsuch (1974) who
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TABLE 5.15 - Factor analysis on teachers' responses to
30 items. The three main factors.

FACTOR 1. Loading

l. The course is effective in integrating
education with training +0.727

2. Trainees are generally happy with the course +0.647

3. The main purpose of the course is to keep
people off the dole -0.646

4, A lot of what is taught on the course isn't
useful for trainees at work -0.586

5. There is a good level of integration between
work experience and off the job training
on this course +0.585

6. It is difficult to justify this training
course in a time of high unemployment -0.481

7. There is a team approach to teaching on this
course +0.453

8. MSC youth training work is of low status in
this college -0.435

9. The course is effective in providing
individualised programmes of learning for
trainees +0.429

10.The course suffers from being under resourced -0.374

11.I would prefer trainees to have real jobs
than be on a course like this ~-0.346

12.1 ensure that trainees practice transferring
their skills from one job to another 4+0.305

FACTOR 2

1. I attempt to teach for individual learning
needs on th.s course +0.602

2. I plan my teaching to allow for differences
in ability between students +0.599

3. The course is effective in providing
{ndividualised programmes of learning
for trainees +0.471

4. There is a team approach to teaching on
this course 40 .440

5. I ensure that trainees practice transferring
their skills from one job to another +0.401
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6. Work experience providers have a lot of say
in what happens in off the job training
on this course

7. In my teaching on this course I offer
trainees every opportunity to negotiate
their own programme of work

8. I take into account other teachers’
assessments of tralnees' progress
when planning work for this course

9. In the part of the course that I teach
it is usual for trainees to all learn the
same material at the same time

FACTOR 3

1. Assessment of trainees' progress should be
a matter for teachers rather than trainees
to conduct

2. It is important to teach trainees how to
cope with unemployment

3. It is important to teach trainees about their
trade union rights

4, In my teaching on this course I offer trainees
every opportunity to negotiate their own

programme of work

5. Trainees' personal problems are none of my
business

6. Trainees on this course can inspect their
assessment records if they wish

7. Trainees are fully involved in discussions
of their own assessments on this course

8. I attempt to teach for individual learning
needs on this course
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considers that it is only when there are few variables (less than
20) and some communalities are low, that real differences between
alternative procedures may be expected.

Alternative procedures for determining the number of factors to
be rotated have been described by Cattell (1971) and Lawley and
Maxwell (1971). Cattell's scree test provides a technique for
overcoming some of the weaknesses of the extensively used Kaiser
technique of considering only those factors for which the Eigen
value is greater or equal to unity. The justification for the scree
test, which 1is dependent in some measure on the subjective judgement
of the researcher, lies in the undue sensitivity of the Kaiser
technique to the influence of the number of variables in the study.

For the purposes of this study fewer factors than indicated by
the Kaiser procedure were rotated to avoid retaining too many
factors and risking what Cattell (1971) describes as factor fission.
Separate varimax rotations of three, four and five principal
component factors were completed and the first three rotated factors
compared. The factor pattern in each case appeared broadly similar
and it was considered that the 'three factor' solution provided the
clearest summary. These three factors are presented in table 5.15.
The items contributing to each of the three factors are listed in
order of their importance in contributing to the factor (ie: their
'loading'). Factor 1 accounts for 52.47% of the variance, Factor 2
for 33.67% and Factor 3 for 14Z. The other factor tables, showing
results for rotations of more than three factors, are presented in
appendix six for comparison.

Factor 1 1s associated with a broad support for the course and
a belief in its value. The course being seen as effective (item 1),
trainees being happy (2), integration being good (5), a team

approach being evident (7), being effective in providing individual
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programmes (9) and ensuring practice of skill transfer are all
loaded positively. Negative loadings include the course belng seen
simply as an alternative to the dole (3), feeling that what was
taught was not useful at work (4), finding it hard to justify the
course in a time of high unemployment (6), MSC work being treated as
low status (8), being under resourced (10) and preferring that

trainees should have real jobs rather than being on the course (11).

Factors 2 and 3 contain several items that were designed to
measure student—centredness, as well as one or two that were not
originally designed for this purpose. The association of items not
designed to measure student-centredness with those items that were
so designed may be regarded as contributing to an understanding of
what the teachers themselves saw as being the components of a
student-centred approach. The fact that there is a clear difference
between Factors 2 and 3 in the meaning that can be attributed to
each suggests that each measures a separate dimension of
student—~centredness. Thus they reveal the structure of the concept
in teachers' thinking. The impression gained is that Factor 3
reflects teachers' concern for students’' welfare as well as a desire
to respond to their interests; Factor 2 is more specifically
concerned with individualising instruction.

Thus the it>ms that are positively loaded for Factor 2 include
teachers trying :o teach for individual learning needs (item 1),
allowing for differences in ability between trainees (2), judging
the course to be effective in providing individualised learning
programmes (3) and offering opportunities to negotiate (7). An item
loaded negatively is where teachers agreed that trainees they taught
all learned the same material at the same time (9). Other items

loaded in the factor seem to have less to do with individualising
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instruction, although items 4 and 8, which concern the degree to
which teachers interact together as a team, may describe a feature
of teaching approach which teachers who answered the questionnaire
considered made an individualised approach possible.

The items positively loaded for Factor 3 suggest that a concern
for trainees' welfare is connected with a student-centred approach.
Positively loaded items include teaching trainees to cope with
unemployment (2), teaching about trade union rights (3), offering
opportunities for negotiation (4), inspecting and discussing
assessments (6 and 7) and teaching for individual needs (8). A lack
of concern for trainees' personal problems (5) and agreeing that
teachers rather than trainees should conduct assessment (1) are
negatively loaded.

From these results it was possible to create a measure for
student-centredness using items from Factors 2 and 3. Items 4 and 8
of Factor 2 concerning team communication were excluded since these
were judged to be things enabling a student—centred approach rather
than indications that such an approach existed. Items 5 and 6 on
this factor, concerning skill transfer and the influence of work
experience providers, were excluded because they too appeared not to
be direct measures of student—centredness. Thus the measure was
constructed on the basis of both empirical evidence from the factor
analysis about the meaning which teachers' ascribed to items and the
meaning apparent from the wording of items.

The measure of student-centredness (STCENT) was created by
adding responses to the remaining 12 items together (with suitable
reversals of values for items with negative loading). A high STCENT
value (maximum possible is 60) indicates that student-centredness is
low. A low value (minimum possible is 12) indicates that

student—-centredness is high. Only 293 of the 337 teachers who
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returned questionnaires were included in the analysis because the
other teachers each missed answering one or more of the items
contributing to the STCENT score. For the 293 remaining the average

STCENT score was 27.5.

5.7.2. Variables associated with student-centredness.

It will be recalled that the purpose of constructing the score
was to establish whether any variables were particularly associated
with variations in student-centredness, so that some indications of
the things that led to WIC teachers adopting a more student—centred
approach might be identified. As expected, when WIC teachers were
compared with Mode A teachers for their score on STCENT, WIC

teachers were significantly more student-centred. Table 5.16 shows

this.
TABLE 5.16 -~ WIC/Mode A teachers compared for
student—centredness.

Number  Mean T-value Significance
of STCENT
teachers score

Mode A teachers 217 28

7.26 p <0.0001
WIC teachers 35 19.7

The table sh)ws that the mean STCENT score is significantly
lower (remembering that a low score indicates high
student~centredness) for WIC teachers than it is for Mode A
teachers. This finding confirms the hypothesis outlined in section
3.3, suggesting that the FEU approach would have more influence in
WIC courses. Having established this, it was then relevant to test
to see whether variation in a number of other things to do with

courses and teachers were associated with variation in the
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student—centredness score. Those where no statistically significant

difference in T-tests was found were:

1. Whether off the job training was all conducted by college
staff or whether others were involved.

2. Whether the course led to an apprenticeship.

3. Whether the course had run before in the college.

4, Whether employers had been consulted about the course.

5. Whether teachers were LII or below or whether they were
in more senior positions.

6. Whether teachers were on full-time or part-time
contracts.

7. Whether staff had attended staff development courses

outside the college.

Things where T-tests did show a difference were:

1. Teachers on courses leading to exams were less
student-centred.(p=0.012)

2., Teachers on courses where trainees recorded their own
assessments of themselves were more student-centred
(p<0.0001)

3. Teachers on courses where learning contracts were used
were mo:e student-centred (p<0.0001)

4, TFemale teachers were more student—centred (p<0.0001)

5. Teachers of Social and Life Skills, Literacy and Numeracy
were more student-centred than teachers of other subjects
(p<0.0001)

6. Teachers who had attended college-run staff development

sessions were more student—centred (p<0.0001)
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7. Teachers who had taught MSC youth training courses before
were more student—centred (p=0.004)

8. Teachers who helped plan the course were more
student—centred (p<0.0001)

9, Teachers who had attended staff development sessions
organised outside the college were more student—centred

(p=0.005)

It is not surprising that where trainees recorded self
assessments and where learning contracts were used teachers were
measured as more student-centred, since these things were advocated by
the FEU as furthering a student-centred approach. Teachers of Social
and Life Skills (on unweighted figures) and female teachers were more
likely to be on WIC courses (see section 5.2.2) so it may be that this
is why they were more student-centred. Courses leading to exams were
more likely to be Mode A courses, so this may be why teachers on such

courses reported being less student-centred.

5.7.3. Commentary.

The factors in the data suggest that the most important thing in
teachers' minds, when presented with the 30 items concerned, was a
judgement about the extent to which their YIS courses were successful.
The other two fautors indicate that the concept of student-centredness
could be separated into two aspects, one describing the extent to
which instruction could be individualised and another describing
teachers' degree of concern for trainees’ general welfare.

The use of the STCENT score provided results that confirm
conclusively the hypothesis expressed in section 3.3 that WIC teachers

were more likely to follow FEU policies than were Mode A teachers.
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Attendance at staff development courses also seems to be associated
with student-centredness, perhaps reflecting the fact that FEU ideas
have been promoted energetically in staff development exercises.

Being a Social and Life Skills teacher and teaching on a course
not leading to an exam are both associated with higher
student—centredness scores. Clearly the absence of an exam syllabus
must leave teachers more free than otherwise to adapt their teaching
to variation between the needs of individual trainees. The
relationship between being a Social and Life Skills teacher and
student-centredness may be confounded by the fact that a greater
proportion of these teachers are on WIC courses. However, it is
reasonable to speculate that Social and Life Skills is a subject more
suited to an individualised approach than other, more vocationally
specific subjects.

The fact that female teachers and also those who have previously
taught MSC courses are more likely to be found on WIC courses may also
mean that their relationship with student-centredness has been
confounded, although it remains interesting to speculate that an
independent effect is operating. Case study evidence (reported in
Chapter Seven) is of use in providing teachers' accounts of the
influence of some of these variables on their teaching and so sheds
further light on -he possible strength and direction of these effects.
The option of conlucting further statistical analysis to determine the
independent effect of these variables on student-centredness was
rejected. Some of the problems in conducting such an analysis have
been identified by Kerlinger and Pedhazur (1973) and they conclude:

"In nonexperimental or ex post facto research, however, the

independent variables are generally correlated, sometimes

substantially. This makes it difficult, if not impossible, to
untangle the variance accounted for in the dependent variable and
to attribute portions of it to individual independent variables.
Various authors have addressed themselves to this problem, some

concluding that it is insoluble.”
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5.8. Progression and certification.

5.8.1. Examinations and apprenticeships.

The results so far have indicated that examination syllabuses may
have played an important part in influencing YTS of f-the-job training.
Course organisers were asked whether the training they provided could
lead to an examination qualification for trainees. They were also
asked whether this was the case for all trainees or just for some. In
fact, 56% of all the courses surveyed provided this opportunity to all
the trainees who completed the course.zgf these, 597 offered a City
and Guilds qualification to all and 147% offered a B/TEC qualification
to all?zSOther awarding bodies include, for example, RSA, UEI, Pitmans
and the Red Cross. Thirty three per cent of the courses offered a
qualification only to some of the trainees on the course with City &
Guilds again being the major awarder. 29

WIC courses were less likely to lead to examination
qualifications, as only four of the twenty-two WIC courses surveyed
(18%) offered qualifications to all trainees on the course, while
60.5% of Mode A courses did this (p=0.0007). 30

One third (32%) of the courses provided exemption from all or a
part of a first apprenticeship year.sl Predictably, this was not the
case in any of tne WIC courses. These findings reflect the
considerable success of the MSC in integrating YTS with the rest of
the education and training system. However, as H.M.Inspectors (DES
1984) have suggested (without being specific about which requirements
they refer to), the widespread use of "off-the-shelf" examination
packages for off-the-job training may have meant that certain

requirements for YTS were not being met.
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5.8.2. Prospects.

Table 5.18 shows how course organisers and teachers estimated the

likelihood of trainees getting jobs in the area for which they were

being trained.

TABLE 5.18 - Teachers and course organisers.

Estimates of proportion of trainees likely to get
jobs (percentages)

Proportion likely to get jobs.
(expressed as percentage of total trainees on the course)

0-20 21-40 41-60 61-80 81-100 Don't

Teachers know

All 16 16 16 17 13 22 N=334 M=3
Mode A 13 17 17 18 16 19 N=244

WIC 37 29 13 3 0 18 N=38

Mode A/WIC p=0.0001

Course

organisers

All 16 15 22 16 12 19 N=158 M=5
Mode A 9 14 26 17 15 19 N=109
WIC 27 23 14 9 0 27 N=22

Mode A/WIC p=0.0428

The table shows that course organisers and teachers were in
general agreement about the likely job prospects for trainees. A
surprisingly high number were unable to judge prospects, indicating
that these teachers and organisers had no idea of the state of the
local job market. The job prospects for WIC trainees were judged
poorer than those for Mode A students.

Given the fact that college staff in a number of instances
predicted that a large proportion of trainees would fail to find jobs
it is of interest to see the extent to which teachers tried to prepare
trainees for unemployment. Table 5.19 shows teachers’' responses to two

items concerning this matter.
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TABLE 5.19 - Teachers and preparation for unemployment (percentages)

1. It is important to teach trainees how to cope with

unemployment.
Strongly Strongly
agree disagree
1 2 3 4 5
All 37 25 20 11 6 N=333 M=4
Mode A 37 24 22 9 7.5 N=243
Wic 61.5 20.5 13 3 3 N=39

Rank = _Z
30 WIC/Mode A p=0.0472

2. I make a point of showing trainees how they can use the
skills they are learning in unemployment.

Strongly Strongly
agree disagree
1 2 3 4 5
All 25 24 29 10 12 N=320 M=17
Mode A 22 24 28.5 12.5 13 N=236
WIC 46 26 18 8 3 N=39
Rank= 16

30 WIC/Mode A p=0.0119

The table shows that teachers were more willing to agree that it
was important to teach trainees how to cope with unemployment than
they were to agree that they showed trainees how to use skills during
unemployment. Given the poorer job prospects for WIC trainees it is
understandable that WIC teachers appeared to do this more than did

Mode A teachers.

5.8.3., Written comments about trainees' progression to other

opportunities.

Teachers were asked to write their comments about progression in
question 2lc on their questionnaire (appendix lc). A total of 187 out
of the 337 made comments. Twenty six of these comments were to the
effect that ensuring progression was not their responsibility.

Eight teachers thought that more should be done to help trainees with

progression to other opportunities and nine referred to programmes of
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guidance and advice which formed part of the course and which were
designed to help in this area. Six indicated that they had a general
commitment to helping trainees in progressing to other opportunities
but one of these was particularly troubled:
"Its all up to me - my initiative is the only thing that holds
it all together - if I do the ground work the results are there.
All my kids will be in work or on courses if it kills me. I will
have failed them if I can't manage to do that for them. They are
very nice kids — I would wish them all to have permanent jobs
above everything this course can offer."

While all these comments concerned the extent to which teachers
were trying to help trainees with progression, most of the comments
were concerned with estimating the likely prospects for trainees
leaving the course.

Thirty seven teachers described trainees' future employment
prospects as good; 26 suggested that progression to further education
was an option; 23 wrote that some of their trainees were guaranteed or
had already got jobs and 30 regarded prospects as poor. Of the 37
whose comments were to the effect that opportunities for progression
were good, fourteen simply stated this and six of them gave estimates
of likely employment rates, ranging from 70 to nearly 100%. Four of
the thirty-seven suggested that jobs were dependent on how hard
trainees tried. Four mentioned that employers liked YTS and four more
mentioned that students often got jobs in their work placements. Two
said the course and work experience gave trainees a good chance of a
job and a third w#rote that YTS was:

"an ideal way to start in the industry (agriculture), I welcome
the Youth Training Scheme as a positive step towards a well
trained work force".

Of the twenty—three who wrote that some of their trainees had
been guaranteed or had already got jobs, two complained that students

who got jobs should, but did not, continue with the course:

146






then ceased to attend YTS suggests that either the trainees or their

employers did not value YTS as a training scheme.

5.8.4. Commentary.

Part of the general strategy of the New Training Initiative was
to provide a system of training where YTS courses provided a bridge to
other opportunities. To some extent, and for some courses, this was
achieved in the first year by linking YTS to the first year of
apprenticeship in certain trades. However, apart from this it is clear
that many providers of off-the-job training were of the view that an
MSC awarded certificate of completion would have poor currency on its
own. Where feasible it seems that such providers tried to tailor their
courses to the established qualifications offered to students in FE
colleges. The results demonstrate quite clearly that Mode A trainees
generally received a programme more likely to count for an
apprenticeship or to lead to an established qualification, and that
their prospects were thus enhanced to a greater degree. This is a
contributing factor to the wide differences between Mode A and WIC
course organisers in their estimates of how many on their courses
would be likely to get jobs. It should be noted that regional
variations in unemployment rates might have obscured this relationship
to some extent.

The comments of the teachers again show great variation in the
extent to which they were concerned about prospects. It may be that
those who did not feel it important to teach trainees how to cope with
unemployment were also those who were confident that a large
proportion of trainees would get jobs. Some teachers indicated very
clearly that what happened to their trainees after the course was

finished was not their responsibility but someone elses’', while others
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showed great concern. To some extent, then, entering YTS with the hope
of it leading to a job was equivalent to entering a lottery. The Mode
of funding of courses, the occupational area trained for and the
degree to which teachers cared about what happened to trainees

afterwards were all factors which influenced the outcome.

5.9. Guidance and Counselling.

5.9.1. Teachers' views.

Policy makers (see particularly Holland 1982@) have commonly
assumed that YTS trainees present more motivational, personal and
guidance problems than other FE students. Teachers were asked to
estimate whether YTS trainees did present more problems, as well as
whether they thought this was an important thingfor teachers to deal

with. The results are shown in table 5.20.

TABLE 5.20 — Teachers and the personal and
guidance problems of trainees (percentages)

1. Trainees' personal problems are none of my business.

Strongly Strongly
agree disagree
1 2 3 4 5
All 4 5 14 21 56 N=336 M=1
Mode A 4 5 12.5 23 55 N=244
WIC 8 0 5 20.5 67 N=39
Rank=30
30 WIC/Mode A p=0.217

2. There are more problems requiring personal guidance and
support on this course than on non-MSC courses.

Strongly Strongly
agree disagree
1 2 3 4 5
All 38 23 18 8 14 N=334 M=3
Mode A 36 23 18 7 15.5 N=191
WIC 73 3 7 10 7 N=30

WIC/Mode A p=0.0016
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These results show that teachers felt very strongly that
trainee's personal problems were thelr business. More than half the
teachers replying agreed that personal guidance and support was needed
more on YTS courses than in other courses in FE, and WIC teachers felt
this more strongly than Mode A teachers. The lower educational
attainment of WIC trainees compared to Mode A trainees may partly be
due to their possessing more such problems. Clearly their teachers
recognise their needs.

Teachers were also asked (question 2lc, appendix lc) to comment
on the provision of guidance and counselling on their YTS courses. Two
hundred and seven of the 337 teachers wrote comments. Fifteen wrote
that they were satisfied with provision, writing '"good" or

"excellent,"

without giving reasons and forty-four comments referred
to guidance and counselling as being important or valuable. 'Very
important", "essential", "very necessary" "Most important part of the
course' are representative. Only three felt it was not very important.
This number of teachers in written comments saying that guidance and
counselling were important supports the earlier finding (table 5.20)
indicating the great importance that teachers attached to this area.
Many teachers gave further details of how guidance and

counselling were provided. These responses are summarised in table

5.21.
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TABLE 5.21 - Ways in which guidance and counselling sessions were
provided, according to teachers' written comments (unweighted
numbers).

Manner of provision Number of comments

A part of everyday
activities 66

Services of
specialists (eg:
chaplains, counsellors) 22

Specific tutorials 8

Managing Agent
provides 9

Group tutorial
sessions 6

Course organiser

responsible 7
Careers Service

participate 2
MSC participate 3

Occurs at the
workplace 2

The table shows that most teachers were involved in this activity as a
part of their day to day relationships with trainees. A typical
comment along these lines was:
"I believe that we at [hame of collegé] have made an effort at
guidance a1id counselling, but that many employers have not. Many
students inply that employers are just not interested..."
A number of other comments concerned problems encountered in providing

guidance and counselling. These are summarised in table 5.22.
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TABLE 5.22 - Problems identified by teachers in providing
guidance and counselling (unweighted numbers).

Comment No. of comments
Too little time 22

Teachers need more training
in this 9

Trainees reluctant to talk 5
Other people involved in

YTS (eg: employers, Managing
Agents) do too little 5

Inadequate resources 3

Clearly lack of time is the most frequently encountered problem,
followed some way behind by a lack of adequate training in the
necessary skills. Two of the other problems mentioned, however,

illustrate interesting aspects of the issue:

"Unfortunately [counselling sessions arg viewed by other staff
as a place for trainees to escape or run crying to if excessive
discipline is wielded by staff or it is seen as a discipline
machine in itself - if you have a problem send a trainee to a
counsellor."

"in my college there is a lack of the right sort of counselling
ie. ascertaining what trainees thoughts/feelings are about
employment in general ... and the despair I, myself, uncovered.
The notion of enforced 'leisure' is, for many trainees,
something of a nightmare. The psychological benefit of listening
to trainees real feelings on the subject instead of adopting a
bright and breezy manner implying all is well - is most
appreclated by counsellors/tutors. More listening is needed."”

5.9.2. Commentary.

Teachers clearly felt that trainees' personal problems were
important and that counselling could help with these. Teachers
evidently supported the assumption made in many of the policy
documents that YTS trainees would present an increase in counselling

and guidance problems, and this was particularly the case with WIC

trainees. Many of the teachers writing comments on questionnaires made
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the point that they were involved in day-to-day counselling, the chief
problem of which was finding the time to spend providing such
counselling. Both the MSC and the FEU policies of encouraging guidance
and counselling activities by YTS staff would seem to be fully

justified by the results reported here.

5.10.1. Teachers' views.

In Chapter One it was shown that many aspects of government and
MSC policy concerning the implementation of YTS were designed to
ensure that educational institutions played a support role to a scheme
that would be, essentially, employer—led. In section 1.5.1 it was
demonstrated that this had been a source of resentment for many
college teachers. Surveys of teachers' opinions of the MSC during YOP
were reported which showed that this had sometimes led to poor
relations between colleges and their local MSC area offices. The pilot
studies conducted for this project (see section 3.2) also revealed
some instances where complaints were made by teachers. In order to
establish whether this situation continued into the first year of YTS
provision, the teachers surveyed were asked to provide comments about
their relations vith the MSC (question 21f, appendix lc). One hundred
and ninety five «f the 337 teachers provided comments. In addition,
course organisers were asked to provide information about what changes
the MSC had made to their proposals for off-the-job training provision
(question 15, appendix 1b).

In only 8% of the courses surveyed had the MSC asked the course
organisers to change or omit a part of the course%zThese requests were
more likely with WIC courses than with Mode A courses (p=0.0001). This
suggests that Managing Agents had taken over from the MSC as the first
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line of contact for college organisers of Mode A courses, but for WIC
courses (under Mode B2 provision) the MSC local office remained the
agency to which course organisers reported in the first instance.

It was shown earlier (tables 5.8 and 5.9) that when asked about
the extent to which MSC documents and MSC officers influenced their
teaching, teachers rated both of these as having rather low influence
when compared to other things. Thus MSC documents were rated 1lth and
MSC officers 12th out of 13 possible influences. It is likely that
this was, in part, due to the fact that teachers mainly negotiated
with Managing Agents concerning the off-the-job training rather than
with the MSC.

In their responses to the question asking for written comments
about the MSC, 91 of the 195 teachers answering the question reported
that they had no contacts with the MSC. Eighty eight felt relations
were good although 29 of these had reservations and 42 felt relatioms
were poor. The teachers saying their relations with the MSC were good
only very rarely gave reasons for this. However, the teachers
expressing dissatisfaction more frequently explained their reasons and
a total of 45 specific criticisms of MSC were collected. The two most
frequently mentioned things were as follows:

Nine comments concerned the lack of knowledge by the MSC of

educational matters.For example:

" relation: were strained rather and it was thought that the
officer knew insufficient about course material and teaching
methods to make an informed judgement"

" have little idea of education systems and teaching eg: no
streaming is allowed problem in teaching mixed abilities"

Ten comments concerned the amount of paperwork or bureaucracy -

paying trainees on time and late approval of courses were mentioned.
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Having to find out about decisions made by the MSC from trainees was

resented. For example:

" 'News' filters back to college from MSC, but they seem slow to
approve courses and one often has to 'guess' their policies, or
stumble across them as problems arise"

" We have not always been informed when students have either
left the course or changed to another course ...... an
improvement in communications is vital"
Course organisers also occasionally wrote comments about relations
with the MSC, and ten out of 11 of these were critical, with four

concerning the time delay in initial approval of course proposals. One

wrote:

"MSC as the 'new boys' in FE hate FE colleges - LEAs and all
that they stand for including nasty academic exams like City &
Guilds Phase I Agriculture..... Gaining the trust of MSC staff
has been a major task this year and 25+ 1 day MSC visits to
monitor will now take place for us to prove that we are doing
what we set out to do".

5.10.2. Commentary.

The results show that because of the Managing Agent system most
of the teachers of YTS courses had less direct contact with MSC
officials than in the past with YOP courses although Mode B2 teachers
continued to submit their proposals directly to the MSC. As was shown
in sections 1.1.7/ and 3.4 in the months preceding the introduction of
YTS the educational press made much of the tensions existing between
the education service and MSC, highlighting examples of political
"interference." Evidence of frequent conflict about the content of
courses — whether political content or otherwise - between the MSC and
teachers was not reported to any great extent in the surveys. In fact
the direct influence of the MSC on teaching was given a low rating by

the teachers.
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Opinion as to the quality of the contact with MSC was divided
between those who thought it was good and those who were critical. In
order to overcome the criticisms made by the teachers, it would seem
that the MSC should concentrate on improving local officers' knowledge

of educational issues and on reducing bureaucracy.

5,11. Integration

The term 'integration' has had ascribed to it several different
meanings by those who talk and write about vocational preparation.
Here it is used to describe a situation where off-the-job training is
relevant to work experience and hence integrated with it. That is, a
course is well integrated when the trainees are learning things in
college that are of use to them at work. As was shown in Chapter Two,
many aspects of MSC policy weredesigned to ensure that such
integration would occur. Ensuring that off-the-job training is seen as
relevant to work was, according to the MSC, an important way of

motivating trainees to learn.

5.11.1. Teachers' judgements of the extent to which good

integration occurred.

Teachers were asked to judge whether their courses were well

integrated by rating their degree of agreement with two statements.

The results are shown in Table 5.23.
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TABLE 5.23 - Teachers' judgements of the degree to which their
courses are integrated (percentages)

l. There is a good level of integration between work experience
and off the job training on this course.

Strongly Strongly
agree disagree
1 2 3 4 5
All 16 19 29 16 20 N=326 M=11
Mode A 14 18 29 19 20 N=238
WIC 29 26 32 10.5 3 N=38
Rank = 21

30 WIC/Mode A p=0.0133

2. A lot of what is taught on the course isn't useful for
trainees at work.

Strongly Strongly
agree disagree
1 2 3 4 5
All 7 13 18 24 38 N=335 M=2
Mode A 8 14 19 24 34 N=243
WIC 5 8 18 31 38.5 N=39
Rank = 28

30 WIC/Mode A p=0.6646

The ranking of item 1 indicates a relatively low level of
agreement (when compared to other items) on the part of teachers that
good integration occurred. Nevertheless, they mostly did agree that
the course was of use to trainees at work (item 2). These results
appear somewhat contradictory. However, it may be that teachers felt
that while some of the material learned in off-the-job training was
not directly relevant to work, nevertheless those parts that were
intended to be relevant succeeded in being so. It will be noted that
teachers of WIC courses were more likely to agree that integration on
their courses was good, although this is not significant in the
unweighted sample (see appendix 54 ) so the result should be treated
with caution. Differences between WIC and Mode A courses in the extent

to which they were well integrated are of particular interest in view
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of the fact that the FEU evaluators of YTS courses in colleges (see
section 3.4.2) claimed that Mode B2 courses (being very frequently WIC
courses) were far better integrated than Mode A courses. The results
presented in the table above do not unequivocally support this FEU
finding.

Work based projects were advocated by the MSC (see section 2.2)
as a means to improving integration. It was intended that these would
involve trainees in conducting investigative assignments at their work
places, thus enabling learning directly relevant to work performance
to occur. However, when the teachers in the sample were asked whether
they used such work based assignments only 18% agreed that they did 33

Teachers, then, appear to have been uncertain in their judgements
of the degree of integration achieved and reported a low incidence of
the use of work based projects. However, as was shown in section 5.5.1
(table 5.8), as an influence on their teaching methods teachers gave
great importance to knowing what happened to trainees in the jobs for
which they were being prepared (rated second out of 13) This would
suggest that teachers at least felt that integration was a worthwhile

goal.

5.11.2. Teachers' written comments about integration.

The 337 teachers in the sample were asked (question 21 , appendix
le) to provide comments on the degree of integration they perceived on
the courses and .'24 made such comments. Of 157 comments evaluating the
effectiveness of integration, 122 claimed that it was poor as opposed
to only 35 claiming it to be good. Thus teachers were more critical of
integration in their written comments than in their rating of
statements. Good communication between scheme organisers and teachers
was cited as the most frequent reason for good integration being

achieved. Twenty-two teachers wrote that integration was a valuable
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goal and some of these described ways in which they personally tried
to achieve it. However, five teachers, all of General Studies, were
cautious about accepting an orientation to work rather than to life in

general. Thus one wrote:

"I see my subject as applicable to work and life in general. I
feel there are dangers in too much integration - ie. shaping
courses for the specific needs of particular employers who are
only interested in fodder for their own factory/office
/whatever; whereas we, the educationists, take a more all round
view - or should.”

The most common reason (26 comments) given for the existence of
poor integration was that the work experience placements were too
varied, so that a single course could not be expected to teach
material relevant to all of the work placements all of the time. This
was particularly the case in 13 agricultural schemes where the
seasonality of jobs also played a part. The second most frequently
mentioned reason (23 comments) was a lack of commitment to training by
employers and their tendency to put business considerations before
others. Thus three teachers felt that employers saw trainees as cheap
labour, with one of these writing:

"A majority of these employers (small companies that is) see
these boys as "cheap labour" to be used as necessary and then
discarded at will",

Four of the complaints about employers concerned their general lack of

understanding or commitment. Thus one teacher wrote:

"There is a lack of understanding/communications (mainly by
employers) who tend to think anything learned at college is
irrelevant and a waste of time. They are not interested in the
personal development of trainees and do not co-operate with
college staff."

However, the most frequent criticism of employers was that they failed

to provide adequate training, something which the MSC monitoring study
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of YTS schemes (MSC 1984d, reported in section 3.4.1) also noted.
Examples of teachers' comments that fall within this category are as
follows:

"This integration has been tried many times on many courses.
The employers/sponsors want the trainees to do what they want".

"This I feel 1s not being done in a lot of cases. I have had
complaints that when the lads are on work experience a lot of
them are being used as general labourers rather then showing the
student how to do the job he is being trained for at college".

"The scheme is often used as a free labour source for jobs
around the college rather than teaching".

The third most frequently mentioned problem with regard to
integration (16 comments) concerned the lack of opportunity for Mode A
teachers to visit trainees while they were on work placements, usually
because the Managing Agent had taken on this responsibility. Another
11 teachers were critical of Managing Agents for failing to keep
college teachers informed about trainees' progress on the scheme.
These are both features which earlier results (eg: section 5.3.2) have
shown to be widespread. Another seven comments concerned a lack of
time or resources causing poor integration and poor monitoring or
planning of trainees' work experience was mentioned by six teachers.
One of these in the last category made a recommendation which, if MSC
policy had been carried out, should have occurred anyway on the scheme

concerned:

"Planning of work schedules, at work experience, and the
divulgence of their content to the college would enable off the
job training to be more meaningful."

Thus, while teachers' ratings of statements about integration

show a somewhat equivocal picture, their written comments suggest that

integration was perceived by them to be poor on a large proportion of
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the schemes. Several of the evaluations of the first year of YTS
(including those conducted by the HMI and the MSC - see section 3.4.2)
reported poor integration as being a common problem. The results of
the present study appear to support these other studies and, further,

give some indications as to the causes of poor integration.

5.11.3. Commentary.

The results show that a large proportion of the teachers regarded
integration as poor, although results from ratings of statements
appear to contradict each other. Although identifying problems in
achieving integration, many teachers in their comments on
questionnaires felt that it was a worthwhile aim to pursue. The chief
difficulties in achieving this appeared to be in schemes where work
experience placements were very various, where employers lacked
commitment to training and where there was a lack of opportunity for
teachers to visit trainees on work experience because Managing Agents
had taken on that responsibility for themselves. Good liaison by
Managing Agents between the providers of work experience and providers
of off-the-job training appeared to create good integration, and poor
liaison to create poor integration. If it is accepted that the
results, supported as they are by other studies, show that poor
integration was a serious problem, it follows that the Managing Agent
system, set up ia order to make YTS more of an employer-based scheme
and therefore more relevant to work, was working against this aim in
practice. The setting up of programme review teams (recommended by the
MSC for schemes starting in 1984/5 - see MSC 1984¢) may go some way
towards solving this problem. These would consist of local
representatives from all elements of the schemes who would meet
regularly to discuss trainees' progress and inform each other about

the areas for which each were responsible.
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5.12. Employer involvement.

An important purpose of this study was to establish the extent to
which the MSC in the first year of YTS succeeded in encouraging
work-based learning (section 3.3). It has been shown in results
reported earlier (5.3.2) that not all Managing Agents ensured good
liaison between providers of work experience and providers of
off-the-job training. The results suggest that this 1is one reason why
integration between the two elements was judged to be poor by a large
number of teachers. It is also likely to be the reason why many course
organisers were unésle to report on whether employers were involved in
assessing trainees at the work place. The MSC's policy of encouraging
work-based learning involves increased responsibilities for employers
in terms of providing training and assessment. It was therefore felt
to be important to gather data that would enable an assessment to be
made of employers' involvement in planning the YTS courses, in
reviewing the progress of the schemes and in providing training.

Teachers’ evaluations of employers' contributions were also sought.

5.12.1. Off-the—job training.

Holland in 1982 (Holland 1982a) argued that it would be better if
the physical locztion of off-the-job training were shifted from
colleges to prem:ses closer to the work place. He felt that this would
encourage trainees to see the relevance of the training as well as
counteract the tendency for them to equate the training with previous
bad experiences of school work. The course organisers were therefore
asked whether this occurred and the results (table 5.24) show that the

actual incidence of this was low.
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TABLE 5.24 - Location of off the job training
reported by course organisers.*

Yes No Total Cases Missing
College premises 96% 47 100%Z N=163 M=3
Employers' premises 14%Z 867 100%Z N=163 M=3
Training workshops 10%  90% 100%  N=163 M=3
Other 9% 91% 100%  N=163 M=3

* Some course organisers reported more than one location for
"off-the—-job training.

In the light of the MSC's concern to promote employer involvement
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