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Good policy-making demands, amongst
other things, detailed and accurate informa-
tion on the existing situation, a medium to
long-term strategy and a careful use of the
most valuable resources available. In many
ways in the Member States of the Commu-
nity, one gets the impression that none of
these requirements are fulfilled with rela-
tion to the development of vocational train-
ing, and that in particular, information
about, and plans for using, one of the
scarcest resources, i.e. skilled trainers, are
particularly deficient. Most of the many
reports at international, European, nation-
al, regional and local level, dealing with
education and training reform, and in par-
ticular dealing with measures to improve the
transition from education to working life,
produced during recent years, have made
some references to the need for special
measures to assist teachers and trainers to
adapt to the changed circumstances caused
by demographic trends, new technologies,
economic recession and increasing unem-
ployment. Yet, it is not easy to find a
coherent strategy, at any level, which sets
about changing this recognition of a pro-
blem into a programme for action, that
takes into account the often apparently
conflicting interests posed by the needs of
the trainees, the professional and career
development of the trainers, and the limita-
tions of public resources.

It is not difficult to see why this is so.
Firstly, there is the fact that while, on the
one hand, the economic and social situation
changes relatively quickly, on the other
hand, education and training systems, and
particularly education systems, are relative-
ly rigid and change slowly. This means that
the systems in which educators and trainers
are operating are themselves faced with the
need to change, but without those responsi-
ble knowing in what direction, or how, to
change.

Secondly, there are enormous difficulties
with definitions and deciding who is a
trainer, and what, if any, are the distinc-
tions between ‘teachers’ and ‘trainers’. This
produces enough problems in one country

or language; on a multinational or multilin-
gual basis, it is worse; for example, in
English, in schools people ‘teach’, in indus-
try they ‘train’, but people also ‘train’ dogs,
while in French ‘on forme’ pupils, students,
trainees, but not dogs! . . . This is not a
semantic question. There follow questions
of professional status, of whether or not
similar objectives are being pursued and
whether or not the approach to particular
target groups is similar. Indeed, as Rhys
Gwyn says in his article, the essential pro-
blem for vocational training and education
is one of esteem. This question of how their
pupils/trainees, public opinion, and their
colleagues in other branches, regard them,
inevitably eventually affects how trainers
regard themselves and their work. One gets
the impression that for very many involved
in vocational training, it is not a career. For
many in industry, training is, for a training
manager or for a foreman or a skilled
craftsman, a part of his general duties, and
these may be changed at any moment on
criteria which have little to do with his
effectiveness as a trainer, or the interests of
the trainees. This may have positive effects
in terms of mobility and flexibility, but it
may also have a negative one, both in regard
to the planning of the training, and how
those involved see their role as trainers. The
status of trainers within training organiza-
tions and educational institutions will be
basically affected by the status of their
organizations.

All this means that when we start talking
about training of trainers, we end up talking
about the whole of the training system. This
may be avoided at a local or company, or
particular industry, level, but is more and
more difficult as one moves towards the
national and international level. The reader
of this Bulletin, who is seeking detailed
information about some programmes of
training of trainers, should probably not
read any further, as we have found in
preparing this Bulletin, as in the Cedefop
project on the training of trainers, dis-
cussing these issues results in the danger of
talking about everything and nothing.

Information about a detailed training of
trainers programme is of limited value,
unless the reader knows and understands
the institutional setting, the status, career
expectations and patterns, and the specific
tasks of the trainers concerned. This pro-
blem is reflected in a number of articles in
the Bulletin, and referred to briefly on
page 21 where Cedefop’s own work in this
field is introduced. It could well be argued,
for example, that the article by Friedemann
StoofB falls outside the scope of the subject
of training of trainers, but it does not.
While it addresses itself to the question of
what unemployed teachers can do, it in fact
raises the question of what teachers are
trained to do, and if they are so trained, how
can they be effectively used or retrained.

There is an apparent contradiction too in
the situation in many Member States, in
that due to the demographic trends, it is
suggested that there is a surplus of teachers,
particularly at the primary and lower secon-
dary levels, while on the other hand, it is
clear that many of the new programmes
which have been launched to assist the
social and vocational integration of young
people have major difficulties in finding
suitably qualified and motivated personnel.
Clearly, this raises the question of whether a
number of these teachers threatened with
unemployment could, after some re-train-
ing, be able and suited to play a part in these
new programmes. This underlines the need
for much greater mobility possibilities with-
in the overall teacher and training profes-
sion. The barriers to such mobility are not
just those of qualifications and training, but
also the question of status and esteem,
referred to above.

Another problem is that of flexibility and
the very different locations and structures in
which training, no matter how narrowly one
defines it, tends to take place. Accordingly,
trainers have different employers, different
career structures and are required to have
different types of qualifications. And this
multiplicity of situations is likely to contin-
ue and to develop further, because just as




one of the contributions of the ‘de-school-
ers’ has been to lead us to accept that the
teacher and school are only one of the
educational influences on young people, so
we are becoming more and more aware that
vocational training, particularly for adults,
and above all, for disadvantaged groups,
should, and must, take place in structures
that are less monolithic and more flexible,
in places which vary from on-the-job
in-company to the individual’s living room,
with methods varying from pencil and pap-
er to video packages, and with certification

processes which may lead to traditional
examinations, but also a degree of auto-eva-
luation. )

After this rehearsal of problems and diffi-
culties, we must ask ‘Are we then con-
demned to a type of (creative?) anarchy?’

If training is to be varied and multi-faceted,
is there any point in trying to develop
categories of trainers and detailed informa-
tion on how they are trained and on their

career patterns, qualifications etc.? This
must, to a large extent, remain an open
question, but there remains the overriding
factor that the interests of all parties con-
cerned, i.e. the trainees, industry (as the
users of skilled manpower), the trainers
themselves and the public authorities,
require that maximum use is made of
available resources, and there is a wides-
pread agreement that good trainers are the
most precious of these limited resources.
This will require possibilities for mobility,
re-training, re-employment, etc. IMA




It is for practical reasons that the training of
trainers is the most important issue in the
general field of vocational training, not so
much its position in the scale of priorities.
The whole range of problems that arise,
from new technology to innovatory teach-
ing methods, is encapsulated in vocational
training, and the solutions that are found to
these problems will act as spearheads, in
other words will point in the direction in
which vocational training should be going
and make the initial breakthrough. To
reflect on the training of trainers is the
soundest and most forward-looking way of
thinking about vocational training itself.

If we look at what has been happening in the
early 1980s in the training of trainers, one
point that strikes us is that it is beset with
great uncertainty. The same uncertainty
probably prevails in vocational training as a
whole, but it is easier to grasp when consi-
dered in the microcosm of the training of
trainers:

— uncertainty as to the cultural founda-
tion for training;

— uncertainty as to level of responsi-
bility;

— uncertainty as to the market for train-
ing.

B Teaching people how to
learn

The first area of uncertainty relates to the
optimum cultural and educational founda-
tion for the training of trainers. For many
years, the basic skills imparted were simple:
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trainers learned about specific tasks for
specific trades, certain intermediate or pro-
duction technologies, individual academic
and non-academic subjects and certain
organizational terms of reference. Today,
however, that certainty has been dispelled.
Skills, and the trades in which they will be
used, are changing fast and are no longer
appropriate as the basis for training in
general, still less for the training of trainers.
As technology becomes daily more complex
and sophisticated, the process of learning
and familiarization must take place in the
work situation, not before. Academic sub-
jects are finding it hard to hold their own
even in universities where research is con-
ducted; what chance do they have in the
vocational training sector, where they tend
towards inflexible and conventional pat-
terns? The organization of production is
now so heterogeneous (especially in coun-
tries like Italy where there has been so much
decentralization of industry and such rapid
growth in small and medium-sized enter-
prises) that it is impossible to provide a solid
grounding in organizational matters, let
alone to accumulate a standard corpus of
knowledge that can be used as a basis for the
training of trainers, which is necessarily a
long-term operation.

The old certainties, then, have vanished or
at best their significance is being seriously
questioned. There have been efforts, at least
in recent years, to replace them with new
certainties — perhaps even a single certain-
ty, the conviction that the lynchpin for all
developments in production and organiza-
tion over the 20 or 30 years will be data
processing, informatics, the interlinking of
informatics and advanced technology (espe-
cially robotics) the interlinking of informa-

tics and telecommunications (telematics, in
other words). This has led to a tendency in
vocational training to favour anything that
smacks of the computer, its languages and
its applications. Computer literacy seems to
be the one skill certain to be needed in the
training of tomorrow, and almost every
centre of training is striving to meet the
challenge of that certain need, even though
itis aware that such a radical innovation will
in the end inevitably overlap and merge with
all the existing training subjects, instru-
ments and options.

The next twenty or thirty years will indisputably
be affected by the computer, its culture and its
language.

DTV



I do not question the validity of this belief,
for the next 20 or 30 years will indisputably
be affected by the computer, its culture and
its language. But I should like to point out
that, in absorbing the computer, vocational
training as a whole will ultimately be neither
fish, fowl nor good red herring. In a good
two-thirds of vocational training, long-esta-
blished, sometimes antiquated, teaching
methods, curricula, instruments and refer-
ence concepts will persist, whereas in the
remaining third the aspiration will be to
modernize, all efforts being directed
towards that end, without practical refer-
ence to what has gone before. In such a
situation, the trainers will inevitably align
themselves with the old, partly because of
past shortcomings in their own training,
and will take up an entrenched position to
defend themselves against the new. As a
result, what is new will be segregated to its
own backwater and will virtually be
excluded from decision-making for the sec-
tor (by both unions and authorities, since
they are all so heavily conditioned by those
representing the interests — the old interests
— of trainers who are part of the establish-
ment).

With such a hotchpotch of guidelines and
options, there can be no real basis for
long-term evolution in the sector. On the
contrary, the tendency will be to cling even
more firmly to what already exists. If most
of the training of trainers conforms to an
existing pattern and only a small section
aims at radical innovation by placing the
stress, now or in the future, on the comput-
er, it will be impossible to update that
training as an integrated whole. What is
happening in vocational training and the
training of trainers is the same as in all fields
to which the computer has been introduced.
The system in general (decision-making,
careers and authority) retains its traditional
compartments while data processing goes
through a parallel channel, with its own
separate staff, decision-making, authority
and job opportunities, a channel that is not
an integral part of the overall system. One
need look no further, — at least in Italy —
than the situation that arises in administra-
tive systems such as banking, insurance or
the civil service when computer depart-
ments are forcibly introduced.

In the hope perhaps of steering their way
between Scylla and Charybdis, neither
becoming bogged down in established tradi-
tions nor being over-precipitate in the desire
to move with the times, over the past few

years the experts in the training of trainers
have been concerned less with the content of
training — the teaching of specific trades,
disciplines, basic or traditional technologies
or computer skills — than with the didactic
and methodological approach to training. It
is becoming increasingly common to talk
about the latest developments in learning, in
teaching how to learn, in lifelong education.
In other words, the focus is on the educa-
tional process itself, especially learning and
the ability first to spark off the desire to
learn and then to make it a continuing
process in trainers, trainees and workers
throughout their working lives and develop-
ment. I must admit I find this concern
basically more innovatory, more of a spear-
head, than the new information technology
I have been discussing. It profoundly alters
(or, more realistically, is capable of alter-
ing) the approach to vocational training and
the training of trainers. What is even more
important, it has a uniform effect on the
whole conceptual basis of training. If it
becomes a general concern, we shall no
longer feel we have to pursue each new
technology and subject as it appears or try
to keep abreast of continually changing
demand for new types of training that are
destined to be short-lived. We shall anchor
the training of trainers to a stable bedrock:
the aim will be to steadily develop and
update the training process, to create an
ability to learn.

Nevertheless, there are — as researchers are
beginning to agree with growing conviction
— three obstacles to be overcome before we
can achieve such an objective. The first is
that the goal is relatively vague, that it has
been arrived at intuitively in response to the
needs rather than in the light of practical
research and experimentation. There is still
a long way to go and much more work to be
done to translate ideas from the general to
the particular. The second difficulty is that
the goal (necessarily long-term) needs
exceptionally dedicated commitment. It
must be kept constantly in view despite all
the pressures that will be exerted over the
next few years (crazes and obsessions are
notoriously common in this field). The third
obstacle is probably the most substantial: if
the training of trainers is to be founded on
the creation and development of individual
learning processes, this profoundly alters
the responsibilities of trainers. In their work
they will be acting as training mediators
rather than, as is traditional, transmitting
knowledge and passing on academic sub-
jects and job skills.

B The trainer’s role and
responsibilities

This brings me to the second type of
uncertainty which I mentioned earlier on,
uncertainty as to the level and type of
trainers’ responsibilities and therefore the
act of training them. As I have pointed out,
the general long-term trend is for trainers no
longer merely to pass on a consolidated
corpus of scientific and vocational informa-
tion within a clearly defined and consoli-
dated training system, but to become res-
ponsible for acting as mediators dealing
with training variables and continuously
monitoring  training and vocational
choices.

Here again, old precepts have to be dis-
carded, while new fields of research and
experimentation are opening out. Now that
his task is to monitor the process of learning
(basic learning at first, then life-long educa-
tion), the trainer has to be able to mediate
between the diversity of variables involved
in that process:

subjective variables such as motivation,
cultural interests or optional propensities;
variables associated with the labour market
and trends on that market, such as the
tendency to self-employment or horizontal
and vertical mobility; variables associated
with the structure of the economy: expan-
sion of the service sector, the rise of the
small business or the modernization and
reorganization of large companies; scien-
tific and technological variables such as
changes in production processes and ser-
vices or the continuing process of small and
large-scale innovation; variables connected
with the ‘technical’ evolution of training
and learning processes themselves: the value
of oral transmission, the importance of
initial training and training on-the-job, new
educational technologies, etc.

We all know that individuals, especially in
their working lives, are called upon to make
judicious choices between all these variables
on their own, by rule of thumb (without any
background experience and without outside
help). We know, then, how necessary it is to
create the ability in individual workers and
their trainers to make such choices on their
own. We are all aware of the extent to which
this mediation and monitoring factor is
lacking in our system of vocational training
and in the trainers’ own cultural baggage.
We might say that one of the key factors in
the training of trainers over the next few
years will in fact be the ability to incorpo-




A new market for the trainer.

rate the ability to mediate among variables
and to monitor trainees during the training
process.

It will be no easy task but it is the only way
of radically changing the job of the trainer
and rescuing it from the threat of impover-
ishment and decline in its existing concep-
tual and organizational reference frame-
work.

This brings me to the final group of factors
which I feel is relevant to any discussion of
the future of trainers: their market.

B A new market for the
trainer

One thing we constantly take for granted
and see as beyond dispute is our definition
of a ‘trainer’: a member of the teaching
staff of a technical or vocational college or a

public or private-sector vocational training
centre. This is only right and proper when
we think about the large number of trainers
who are employed in those institutions, but
it is less so when we consider the quality of
needs and the prospects for training as a
profession. More than for any other type of
teacher, the market extends far more broad-
ly than the public-sector institutions. On
that market — in companies, in consultancy
firms, as part of international projects, etc.
— we find that there is ever-expanding
scope for people who have the professional
skills and the ability to monitor training
processes and to mediate among their var-
iables which I have already mentioned as the
long-term aim of the whole vocational
training system. Merely visiting the more
advanced industrial and service companies
in Italy one realizes how many people are
working there on training and the updating
of job skills linked with the companies’ own
needs, essentially as consultants. It could be

argued that the distinctions between the
trainer and the consultant/technical assis-
tant are becoming blurred and a more
complex, sophisticated professional is
emerging. The training of such profession-
als obviously creates even more complicated
problems than before.

Despite the emerging importance of the
company as a market for trainers as media-
tors and monitors, it is clear that most
vocational training takes place in tradition-
al training structures (in Italy mainly in the
public sector) which have various problems
and are far more traditional. Those pro-
blems have been documented in detail in the
literature and are well covered by research
within Italy and at European level. Our
concern here has been merely to try to
understand in which direction the ‘spear-
head’ is pointing, what qualitative innova-
tions are being introduced to the training of
trainers.

VOLLMER




The training of trainers

in view of current and future
labour market trends

Martin Baethge and
Manfred Schlosser

An unresolved paradox in
vocational training

One of the most disquieting paradoxes of
the present situation in vocational training
by the dual system as regards the develop-
ment of young people, we believe, is that, at
a time when a crisis-hit labour market and
wide-ranging technological change are
tending to increase the demands made on
the quality of vocational training, the qual-
ity of in-company training is generally
found to be deteriorating.! This is cer-
tainly true if vocational training is not seen
simply as the teaching of technical skills and
knowledge required for the moment but —
as the German Education Council did in its
time 2 — as a complex process of occupa-
tional socialization involving not only tech-
nical skills but also social guidance and the
development of the individual’s personali-
ty. In the following we examine this general
paradox from both sides with particular
reference to trainers. We begin by trying to
establish whether the crisis has increased the
demands on the trainer’s activities, reject-
ing the assumption that it is easing his
pedagogical task because young people
have become more willing to adjust. We
then consider how close the training of
trainers comes to satisfying these demands
and conclude by suggesting a few ways in
which such training could be improved.

Before we discuss these points in detail, we
should briefly refer to the methods we have
used. We are very well aware that there is no
such thing as the trainer or the trainee or the
training situation and that differing forms,
substance and quality play their part. We
can therefore do no more than indicate
trends and problems due to the training
place and labour market crisis. The discus-
sion does not, on the other hand, extend to

MARTIN BAETHGE and MANFRED SCHLOSSER, Sociological
Research Institute (SOFI), Géttingen.

an assessment of individual training situa-
tions or firms. It goes without saying that
examples can probably be produced to
demonstrate the opposite of most the state-
ments made, but this is not to dispute their
validity since they all concern average
trends. Not wishing to encourage miscon-
ceptions, we should also emphasize that not
all the effects of the crisis can be overcome
through the pedagogical activities of train-
ers: action under the labour market policy
and institutional measures will also be
needed. Failure to take such action and
measures will aggravate the trainer’s pro-
blems.

How the labour market crisis
affects training

The close links between the dual system of
vocational training in the Federal Republic
of Germany and the cyclical and structural
development of firms ensures great flexibil-
ity in the adaptation of vocational training
to technological changes on the one hand
and results in considerable dependence on
the cyclical development of firms on the
other. The coincidence of the labour market
crisis and a sharp rise in the demand for
training places over the last 10 years due to
demographic factors has raised a number of
problems. The most important of these
problems in the context of our discussion
can be summarized as follows:

B Despite an increase in absolute terms,
training places are becoming scarcer. This
trend has been accompanied by a qualitative
change in the supply of training places in
that there has been a relative shift of
emphasis from training in more demanding
occupations to training in which fewer skills
are taught. As a consequence of this trend,
it is precisely those categories of young
people already at the greatest social disad-
vantage whose prospects of finding a train-
ing place have been reduced. The chances of
a young person obtaining vocational train-

ing that complies with his interests, inclina-
tions and abilities are generally on the wane,
and this is increasing the competition
among young people.

B The qualitative shift in the supply of
training places towards occupations in
which jobs are far from secure and the range
of activities is too limited to ensure mobility
also makes it more likely that training will
be downgraded on its completion. Even in
large industrial and service companies
workers are finding that their qualifications
are not accepted or that the only work they
are offered has no connection with their
training.

B Our investigations show that selection
both for initial training and for subsequent
employment and further training is becom-
ing more stringent in all large and
medium-sized firms. Despite a clear rise in
the average level of school education among
applicants in the 1970s, the procedures
firms apply when selecting suitable candi-
dates for the training they provide have
become more extensive and more subtle:
greater importance is again being attached
to behavioural skills at the time of initial
recruitment and of employment on the
completion of training. As a result of these
selection processes, growing numbers of
young people without a secondary school
certificate, young foreigners and even hold-
ers of secondary school certificates (espe-
cially girls) are being left by the wayside
without any training, to form ‘problem
groups’ for whom special measures have to
be taken.

B Unemployment among young people is
generally on the rise. Even young people
who have completed their vocational train-
ing are increasingly finding themselves out
of work. Although youth unemployment
has so far been relatively short-term in
many cases, it often represents a break in
occupational development and disturbs the
view young people take of employment.




Training places are becoming scarcer.

There is unlikely to be a fundamental
improvement in the future if the crisis
factors described here are left to market
forces. Although fewer young people will be
coming on to the labour market from the
mid-1980s onwards, the backlog of demand
for training and the continuation of the
labour market crisis, which all the relevant
institutes predict will become worse, leave
little room for hope of change for the better
before the early 1990s.3

What challenge do the effects of the labour
market crisis outlined here represent for
vocational training? In the vast majority of
training situations we believe that it lies
primarily in the need for trainers to pay
greater attention to trainees’ motivation
and behavioural problems and to streng-
thening their self-confidence. There can be
no doubt that young people need to be very
independent and self-confident if they are
to cope with the often frustrating experience
of looking for a training place and with the
uncertainty surrounding their future em-
ployment. Furthermore, labour market
problems are hardly likely to be solved if the
individual is forced to become more compe-

titive in his attitude: what is needed is the
willingness to act in a spirit of solidarity in
the processes required to re-orient work.
Present training — as young people see it —
often seems to leave too little scope for the
very behavioural skills that are needed in
this situation: as a rule, it appears to offer
greater rewards for adaptation and a com-
petitive attitude. In conversations during
various research projects our attention has
frequently been drawn to this problem by
trainers who themselves take a sceptical
view of the pronounced willingness of
young people in training to adjust to the
circumstances. What many trainers regard
as a welcome relief — the fact that young
people are again ‘toeing the line’ and are
willing to follow instructions — causes
considerable ambivalence in others as
regards the achievement of the object of the
training they provide, which is to teach
skilled workers or salary-earners to be
self-confident, to contribute to thought
processes and to act independently in every-
day situations in the firm. This view clearly
shows that the adjusted, dependent
‘yes-man’ does not make a suitable
employee either for the firm that has a

skilled workforce and is equipped with the
latest technology or for the modern service
company. But what is to be done if the
external conditions to which young people
are very much exposed encourage the ten-
dency among them to adjust or resign, and
if a lack of solidarity and ruthless competi-
tion take hold even during the training
process? It will help those who do not want
such tendencies to become widespread to
take a closer look at the motives behind the
attitudes of trainees, to discuss the various
behavioural problems both with individuals
and possibly with groups, to consciously
encourage the weaker trainees, to obtain
information on alternative employment for
those who have completed their training
and to resist the temptation of believing that
training has become easier.

The increasingly selective procedures ad-
opted when training places are to be filled
are resulting in the marginalization of large
categories of young people. This is giving
rise to a special pedagogical problem for
these young people, many of whom are
educationally subnormal and/or socially
underprivileged. It is a problem that has
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Attention has been drawn to this problem by trainers who themselves take a sceptical view of the
pronounced willingness of young people in training to adjust to the circumstances.

also been referred to with growing frequen-
cy in the debate on vocational training
policy in recent years and is reflected in
government efforts to initiate and encou-
rage pilot projects for such young peo-
ple.* Given the size of this category,
which is growing as the crisis continues (and
also includes many young foreigners) we see
a need for a particular effort that extends
beyond mere special training courses to
include general in-company training and is
thus a task for all training personnel.

Compared with these two challenges to
trainers, which have been aggravated by the
labour market crisis, we feel that less impor-
tance should be attached to the problems
connected with adjustment to technological
developments and the pedagogical guidance
of categories of young people whose school
education has become more heterogeneous
in recent years. From our own experience
we know that the large firms concerned
make very sure their trainers acquire the
necessary skills when new technologies are
to be introduced, if only through private
study after work. Although our interviews
with trainers indicate that the formation of
groups of people at different skill levels may
in certain cases give rise to conflict, serious
difficulties have not yet been encountered.
How far this assessment reflects the external
image of a relatively trouble-free training
process rather than the problems which

young people have when too much or too
little is expected of them and which various
anxieties may even prevent them from dis-
cussing is, of course, another matter.

The implications for the initial
and further training of trainers

The description of the effects the labour
market crisis may be having on training has
shown that the greater demands made on
trainers do not primarily concern the theo-
retical and practical spheres but those
dimensions of the teaching of occupational
skills and work processes whose general
absence from the preparation of trainers for
their work was for a long time one of the
major criticisms levelled at in-company
training by academics and politicians.

Although a first step towards remedying
this deficiency, and making the right to
work as a trainer legally conditional on
evidence of the ability to teach skills and
work processes, was taken with the 1969
Vocational Training Act and the 1972 reg-
ulation on the suitability of trainers, not
only researchers but even those directly
involved in training doubt whether the
training schemes for in-company training
personnel which were introduced, particu-
larly after the adoption of the regulation on
the suitability of trainers, have served their

purpose and improved training in firms.
The criticism is that not only does the
legislation not govern everyone concerned
with training, since the regulation on the
suitability of trainers, for example, does not
apply to many part-time trainers and also
exempts full-time trainers from the need to
prove their ability to teach skills and work
processes in certain circumstances, but
that

M ‘an instrumental view is taken of peda-
gogics’ and too little attention is paid to
enabling trainers to ‘reflect their own posi-
tion and occupational role and their occu-
pational experience’;®

B courses are too closely geared to the
acquisition of knowledge and to examina-
tions, and teaching methods used during
courses are not suited to the trainees;¢

B the content of courses is too closely
geared to the interests of the private sec-
tor.”

Contrary to what was really needed, criti-
cism of the practical training of trainers has
been brushed aside during the crisis and
government arrangements have been
watered down. As with the debate on the
protection of young people at work, legis-
lation designed to improve the training of
trainers is often discussed solely in terms of
the ‘obstactles to training’ it would alleged-
ly create.

Thus it was primarily labour market policy
considerations that led to the repeated
amendment of the regulation on the suita-
bility of trainers in 1982, resulting in an
increase in the number of trainers exempted
from the requirement to produce evidence
of their ability to teach skills and work
processes. This approach is short-sighted
where training policy is concerned and
questionable as regards the achievement of
the complex goals of occupational socializa-
tion defined above.

If our analysis of the situation is correct in
claiming that for many young people the
crisis means greater uncertainty about the
future, doubts about the point of training,
indifference to the content of training in an
occupation that many do not want, a more
competitive attitude, efforts to adjust and
the avoidance of-conflict, the opportunities
a trainer has for bringing about mental
stability, intervening to correct attitudes
and giving occupational and — possibly —
personal guidance generally gain in impor-
tance in his dealings with young people.
Furthermore, although the opposite may
appear to be the case, the trainer’s position




is also becoming more difficult: his credibil-
ity is bound to be questioned if he fails to do
what young people — openly or secretly —
expect of him.

If a trainer is to understand the links
between the crisis, the attitudes young peo-
ple have towards training and his own
position and to develop strategies for peda-
gogical intervention to suit the circum-
stances, we believe that three aspects of the
initial and further training of trainers
require improvement:

M It is important not only that instruction
on teaching methods should be improved
but also that more extensive initial and
further training should be provided both in
developmental psychology and the theory
of socialization (especially the theory of the
behaviour of young people) and in matters
relating to labour market and occupational
trends.

B We believe there is a greater need than
ever to step up the systematic exchange of

views on acute work and occupational pro-
blems encountered by trainers which does
take place in certain large companies and is
also arranged from time to time by various
chambers of commerce, industry, etc.

M In view of the growth of the ‘problem
groups’, a special supplementary course in
socio-pedagogics seems appropriate.

These initial and further training require-
ments apply in particular to trainers who
have so far had the least to do with problems
in the areas of occupational pedagogics,
sociology and psychology. They include
skilled workers who are not trainers but
look after young people at the workplace®
and the training personnel of small and
medium-sized firms.®

! For the trend in the quality of vocational training over
the last 10 years, see the report drawn up by a group of
independent researchers for the Metalworkers Union
and entitled Gutachten zur Finanzierung eines quan-
titativ und qualitativ ausreichenden und auswahlfihi-
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gen Ausbildungsplatzangebotes fiir alle Jugendlichen
in den achtziger Jahren: Frankfurt, 1983 (Schriften-
reihe der IG Metall 98).

See Deutscher Bildungsrat, Zur Verbesserung der
Lehrlingsausbildung, Empfehlungen der Bildungs-
kommission: Bonn, 1979.

See: M. BAETHGE: ‘Zu Strukturproblemen der
Berufsbildung in der Bundesrepublik Deutschland in
den 70er Jahren und zur Angebot-Nachfrage-Ent-
wicklung bis 1990°, in IG Metall (ed.), Finanzierung
der beruflichen Bildung: Frankfurt, 1983.

See Berufsbildungsberichte der Bundesregierung von
1983, (p. 78 et seq.) and 1982 (p. 100 et seq.).

R. ARNOLD: ‘Aus- und Weiterbildung des betrieb-
lichen Bildungspersonals’, in R. Arnold; Hilshoff
(ed.), Rekrutierung und Qualifikation des betrieb-
lichen Bildungspersonals: Heidelberg, 1981, p. 138.

See: K. KUTT. ‘Aus- und Weiterbildung der Ausbil-
der: Bilanz und Perspektiven’, in: Zeitschrift fir
Pidagogik. Vol. 26, 1980, No 6, p. 831.

See: A. LIPSMEIER. ‘AdA: Ausrichtung der Ausbil-
der?’, in Gewerkschaftliche Berufsbildungspolitik.
1974, No 1, p. 10 et seq.

The Federal Government’s 1983 vocational training
report (p. 79) rightly refers to the absence of further
training specifically for these workers.

See: K. KUTT, H. TILCH: ‘Weiterbildung der Ausbil-
der — Ergebnisse einer empirischen Untersuchung, in
Berufsbildung in Wissenschaft und Praxis. 1978,
No 4, p. 25 et seq.




Introduction

The popular view is that a teacher is a public
servant who works in a school teaching
children and young people what curricula
laid down by the authorities require them to
learn. He has prepared himself for his
profession by studying at a university and
has proved his aptitude during a second
period of training on the job, i.e. in a
school. A teacher’s professional qualifica-
tions and his work are thus closely related.
Anyone wanting to be a teacher must make
up his mind at an early stage, usually when
he enters university. A subsequent change
from, say, studying chemistry or physics to
teacher training or vice versa is a difficult
and circuitous process and wastes time.

This being the case, it may seem unusual to
ask whether teachers could do anything
else. At least, it is not a question that has
been raised in the past when teacher training
curricula and rules governing access to the
teaching profession have been drawn up.
The debate on the subject did not begin until
it became increasingly difficult to find
teaching posts for all the graduates wanting
them. In September 1982, for example,
19 400 qualified teachers were registered as
unemployed with the employment services,

FRIEDEMANN STOOSS: Head of the Occupation and
Qualification Research Department of the Institute for
Labour Market and Occupational Research (IAB) of the
Federal Employment Institution, Nuremberg

What else can
teachers do?

Friedemann Stoof}

5 100 more than the previous year. Some do
not even bother to register, or they are
appointed to teach for fewer than the
normal number of hours per week. And it is
generally expected that the crisis will
become even worse. The Kiel Institute for
International Economic Affairs forecasts
that 150 000 teachers will be out of work in
the 1990s.

Everyone in the Federal Republic of Germa-
ny, from Education Ministries to teachers’

associations and trade unions, is looking for
alternatives to the teaching profession. Var-
ious aspects of the current debate are briefly
outlined below, beginning with a descrip-
tion of certain nebulous features of the
‘teachers’ labour market’. The discussion
then turns to the obstacles a teacher
encounters when changing to a non-teach-
ing activity. The article ends with a summa-
ry of the findings of past analyses and
conclusions to be drawn for future
action.

This being the case, it may seem unusual to ask whether teachers could do anything else.
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The ‘teachers’ labour market’ —
a torso

Those who seek alternatives to teaching will
ask where there is demand for teaching
qualifications, who has vacancies and how
many. A comparison with other occupa-
tions — that of the engineer, for example —
shows that the teachers’ labour market is far
from perfect. There is no authority in the
Federal Republic of Germany today capa-
ble of saying precisely where — other than
in teaching — and how many posts might be
filled by teacher training graduates.

If the teachers’ labour market is likened to
commodity markets and their structures
(for a discussion of ‘market structures’ see
Handbuch der Wirtschaftswissenschaften,

Vol. 5, p. 107 et seq.), it can be said to
consist of monopolistic market segments,
each isolated from the others. The Educa-
tion Ministries of the Ldnder, having a
monolopy of supply, stipulate how many
teachers are appointed and on what terms.
Even private schools obey these rules, not
wanting to forgo government grants or to
find that the certificates they award are no
longer recognized.

The influence which the Federal Employ-
ment Institution in Nuremberg, by law the
country’s supreme labour market authori-
ty, is able to exert on the teachers’ labour
market is limited to the vocational guidance
it is required to provide: the information
and advice careers guidance officers give to
holders of university entrance certificates
help to determine which university courses
are avoided because they are considered too
risky and which are regarded as offering
good future prospects.

What the various authorities could do to
alleviate the problems teachers face in the
labour market is evident from the following
figures:

B Taking the 1980 figure of 560 000
full-time teaching posts as a basis, if the
Education Ministers of the Ldnder in-
creased teaching posts by 1 %, jobs could be
found for 5 600 young teachers.

B If the Federal Employment Institution
found non-teaching jobs for 5% of the
teacher training graduates unemployed in
1982, only 970 teachers would be out of
work.

The labour market will not therefore
improve for teachers unless all concerned
join in seeking solutions. They should tack-
le the problem before would-be teachers
complete their studies. It is not enough to

wait until they have completed their educa-
tion and then to look for jobs in which they
might use their professional qualifica-
tions.

Possible approaches in the
search for ‘alternatives’

Let us put ourselves in the position of a
teacher who, on the completion of his
training, is told that there is no post for him
and that he should look for a job outside the
profession for which he has been studying.
He will rightly ask whether the generally
recommended methods of choosing an
occupation should not be dropped. After
all, he has abided by the rules and precepts
of society and developed the skills that will
enable him to quality for a certain occupa-
tion, that of teacher. He has geared himself
to ‘teaching in schools as a civil servant’ and
his whole outlook to a lifetime of this
activity. And given the link between train-
ing and work referred to above, he will be
inclined to blame others rather than him-
self.

If we start at the beginning, it can be said
that:

M a professional qualification usually
reflects the job content of the occupation
concerned. The two profiles — the qualifi-
cation profile and the occupation profile —
correspond. This is the basic requirement in
the choice of any occupation: the coming

_generation is offered occupational patterns

on which to shape its abilities. This interre-
lationship cannot be abandoned without
grave consequences for the individual and
for society;

B training for an occupation means two
things: first, becoming competent in a given
field, i.e. learning to use tools (teaching
aids) in a certain working environment
(classroom) in such a way that a prescribed
task (the goal of teaching: imparting know-
ledge to pupils) is accomplished. In other
words, competence consists in the applica-
tion of the specialized knowledge acquired
and mastery of the relevant working
methods. Second, a qualification includes
social competence, meaning attitudes, va-
lues and views, which correspond to the
scope for action in the job. They are
determined by status (civil servant), level of
education (university) and working envi-
ronment (classroom).

Training for an occupation is thus closely
interlinked with the social context. It con-
cerns more than the specific area of study.
Social competence and the related develop-
ment of occupational identity are just as
much a part of it.

What else teachers can do is not, then, a
question that can be answered solely by
reference to competence in the specialized
field in which they have received their
training. The preservation and protection
of personal and occupational identity are
decisive factors if the transition from train-
ing to an occupation is to be accomplished
without difficulty. As long as his occupa-
tional identity is preserved, the individual
will be fairly safe when looking for work in
areas that are unfamiliar and make unac-
customed demands on him. The specific
barriers faced by unemployed teachers,

What else teachers can do is not, then, a question that can be answered solely by referente to
competence in the specialized field in which they have received their training.
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however, consist in the apparent threat not
only to their competence in their chosen
field but also to their social competence and
so to their personal and occupational iden-
tity.

If unemployed teachers do not react with
enthusiasm to offers of employment outside
teaching made by the employment services,
it is because of this twofold threat to the
qualification they have acquired. Lengthy
processes of reorientation must first be set
in motion. Only if progress is made, will
teachers accept non-teaching jobs in which
their professional competence will be use-
full. Finding non-teaching jobs for unem-
ployed teachers therefore presupposes that
an attempt is made with them to redefine
their occupational identity. Permanent inte-
gration into non-teaching activities is other-
wise unlikely.

Findings of past analyses

As the above reflections show, our question
cannot be answered simply by saying where
there are jobs which are similar in content to
teaching and in which the teacher’s compe-
tence can be used to advantage: the pro-
blems connected with the preservation and
protection of occupational identity must
first be resolved and the gaps that still exist
in research must be closed.

Past analyses have at least revealed a num-
ber of important indicators. Their findings
are summarized in Tables 1 and 2, which are
taken from the abridged report published
by the Nuremberg Institute for Labour
Market and Occupational Research on 24
March 1982. These conclusions were
reached in two ways:

B by investigating past ‘natural wastage of
teacher training graduates’: routes — so the
theory goes — which individuals took yes-
terday might today and tomorrow lead a
growing number of young teachers unable
to find teaching posts into other, suitable
activities. It is argued that the teacher could
use his professional competence in the jobs
referred to in the first column of Table 1 (see
also Table 2) and that the first task is,
therefore, to persuade firms and authorities
to offer unemployed teachers suitable jobs
to which ‘non-teachers’ have hitherto been
assigned;

B at a theoretical level, by comparing the
teacher’s occupational profile with others:
alternatives, according to this approach,
would be activities which have much in
common with teaching. Such activities are
listed in the fourth column of Table 1. The

Table 1: Alternative employment for teacher training graduates (compiled with the aid of selected studies)

1. Changes of occupation
in 1970
(occupational census)
(teacher training graduates

2. Non-teaching activities for arts graduates
(languages and literature)
(Source: interviews with graduates and employers conducted
by Forschungsgruppe Kammerer, Munich 1980, pp. 19, 27, 39)

(Source:

3. Non-teaching activities for
arts graduates**

Holtkamp/Teich-

ler: Gutachten fir die zen-

4. Potential activities for teacher
training graduates
derived from a comparision of
occupations

not occupying teaching posts trale  Studienreformkom- (Source: F. Stoof3, Nuremberg,

Source: K. Parmentier, Institutions* Duties/f K mission in Bonn, Kassel December 1979, unpublished

MittAB 4/1978, p. 241) nSLEuaons uties/functions 1980, p. 70) manuscript)
Businessmen, traders, Cultural institutions 24 % Initial and continuing Focal areas: Teaching/training:
executives/civil servants 42 % | Unpiversities, training, teaching 26 " | Communication/continuing Basic vocational training
Manufacturing academic institutions 23 %  Special departments training In-company training
occupations 16 % | Government agencies, (excl. education and Industry/trade and public Guidance on educational,
Scientists incl. social insurance 20 9o  culture 18 % | administration occupational and social questions
i 13 % tati i h 17 % i ——_—
(i researeh) 3% | Associations, clubs Sc1t.3nce, researc . * | Specific activities: Further training, rehabilitation
Social/health-care (e. g. travel couriers) 19 % Guidance, counselling 13 % . .. . . .

Fons social L . General/special editing, Leisure/social pedagogics, adult
Svcocipe?s ocial pedagogucs Press/publishing, PR work, editing 12 % | media/theatre education
: ’ libraries, archives 9 %  Education and culture :

occupational therapists) 11 % Other posts S0 de ':rtments S o P R work, :.adver}ls.lng, mark- | Indirect utilization of pedagogical
Domestic, catering P D:cumemation zg;‘ilf;nbchc opinion research, | and didactic skills:
occupations, etc. 6 % | Total 100 % lib hi ’ 5 0 Y . Archives, documentation, library

< tbrary, archives ? | Leisure activities/tourism Wotk
Engineers 5 %o (N = 1 489 teacher trainin Management, administration :
Communication occu- 4 g ’ Social, church and overseas | Editing in press, radio, TV

graduates) 2% | devel t :
pations (librarians cveloprcrt services Activities i ifi
4 it . . i . ctivities in specific areas:
journalists, etc.) 4% Other activities 2% | Diplomatic service, translation ) P
. blic administrati In special departments as employee/
Legal advisers 3 % Total 100 % | Public administration, civil servant
education planning
Total: 100 % (N = 1506 teacher training | ynpiversities/private schools, Customer-oriented activities of all
graduates) in-company initial and further | kinds:

(N = 28 900 graduates giving the
first State examination as their
final qualification)

training, adult education
Education and culture
departments

Library, documentation,
archives

International organizations,
associations, chambers of
commerce, etc.

Distribution, marketing, customer
service

Advertising, PR work
EDP-oriented activities:

(the application of information
systems)

* Selected from: A. Oeckl (ed.), Handbuch des dffentlichen Lebens, (1978 edition) and supplementary interviews.
** The entries under this heading reflect the findings of various studies. The original list has been modified for the purposes of the table (the activities have been

regrouped).

Source: N. Havers, K. Parmentier, F. StooB3: Alternative Einsatzfelder fiir Lehrer? BeitrAB 73, Nuremberg, p. 121.
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lower an activity appears in this column, the
less similarity it has with teaching. The
result is a list of activities which have more
or less in common with teaching but resem-
ble each other in that they pursue the goal of
‘relaying facts in such a way that they are
understood by others’.

Both courses — the investigation of ‘natural
wastage’ and the ‘congruence model’ —
lead to identical areas of activity, although
the figures vary substantially. One reason
for the discrepancy is that it is impossible to
conduct representative surveys of qualified
teachers in non-teaching jobs. The only
alternative, therefore, is to consider exam-
ples of non-teaching jobs suitable for qual-
ified teachers. The conclusion that must in
any case be drawn is that the work of
qualified teachers who have found jobs
outside teaching is similar to that done by
teachers.

The link between the two types of activity is
the ‘teacher’s pedagogical and didactic
competence’. It has yet to be established
what changes the individual had to make to
obtain the post he now occupies. It must
also be asked whether routes taken by
isolated individuals yesterday can be
offered tomorrow to thousands of grad-
uates as safe forms of transition. Those who
have sought non-teaching posts in the past
have usually done so because they felt their
original choice was wrong. The situation
today is that those who do not find teaching
posts have no choice but to seek alternative
employment. The fact that many only take
this course of action in the hope that one
day they will be able to teach is a further
major difference from the situation in the
past.

Conclusions drawn from past
analyses

It must first be emphasized that the end of a
two-stage period of training is a very unfa-
vourable time to point graduates towards
employment outside the occupation for
which they have been studying. If this
situation is to change, however, teacher
training courses will have to be restruc-
tured. The sooner they begin to cover areas
outside teaching in which pedagogical and
didactic skills can be used, the sooner the
mobility of graduates will be increased. The
researcher is unable to decide, however,
what approaches might be adopted in this
respect. He can but call on the institutions

Table 2: Recruitment criteria and opportunities for the utilization of knowledge in
alternative forms of employment for teacher training graduates

(a) Recruitment criteria applicable to teacher training graduates, by organizations with and without experience in the

employment of teacher graduates, in %

Organizations/ Organizations/
Recruitment criteria companies with | companies without
experience in the experience in the
referred Total
to by employers/firms* employment of employment of
teacher training teacher training
graduates graduates
Specialized knowledge
(of subject studied) 26 39 35
Pedagogical abilities 21 18 18
Other specialized knowledge 13 20 18
Personal characteristics 16 13 14
Work experience 12 6 7
Additional formal qualifications 6 3 4
Other recruitment criteria 6 2 3
Total (= 100 %) Sample size 275 748 1023

* The individual figures provided by institutions/companies have been taken to equal 100 %. They have been derived
from the random sample described in: Oeckl (ed.), Handbuch des dffentlichen Lebens (1978 edition), and from an
additional survey of major daily newspapers offering posts.

Source: Forschungsgruppe Kammerer, Munich 1980, p. 72 (study on ‘Beschaftigungsmoglichkeiten und -bedingun-
gen von Lehramtabsolventen geisteswissenschaftlicher Facher auBerhalb des Schuldienstes’; commissioned
by the Lower Saxon Minister for Science and Art, Hanover).

(b) The extent to which skills that teacher training students are encouraged to develop outside their chosen subject

area can be used in non-teaching activities

The skill concerned

Ne;turehof the S:_'" outside was developed can be used Difference
the chosen subject area during in non-teaching in O
teacher training activities o

Making oneself familiar with a
subject area through private study 87 77 -10
Summarizing texts, discussions,
conversations, etc. orally or in writing 65 60 ~ 5
Assessing the logic and meaning
of arguments 57 52 -7
Speaking before a fairly large
audience without notes 53 52 -1
Planning, organizing and checking
work processes independently 47 63 +16
Reducing complex subject matter to simple terms 39 55 +16
Working with others/cooperation 35 40 + 5
Looking after others
(e. g. as tutor) 20 28 + 8
Greater independence and the ability to
tolerate increased mental stress 5 + 1
Development of socially critical awareness 4 + 0
Total (multiple responses) 411 436

Source: Forschungsgruppe Kammerer, Munich, op. cit., p. 148 (obtained from N. Havers, K. Parmentier, F. Stoof3:
Alternative Einsatzfelder fiir Lehrer? BeitrAB 73, Nuremberg 1983, p. 122).

concerned to play their part in overcoming
the difficulties.

What strategies could be pursued to reveal
alternative activities for teachers is also

largely a matter of speculation. Past studies
allow of two opposing hypotheses, which
the above-mentioned report of the Nurem-
berg Institute for Labour Market and Occu-
pational Research describes as follows:
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B Hypothesis 1 regards the teacher pri-
marily as an ‘expert in pedagogical and
didactic questions’. His strength lies in his
ability to put across the substance of his
subject in such a way that it follows directly
on from the pupil’s/student’s previous
knowledge and a process of efficient learn-
ing is set in motion. Consequently, activities
similar to teaching are those in which
subject matter has to be prepared or discov-
ered for readers, listeners, viewers, users,
customers, etc. This presupposes that the
individual concerned has completed both
stages of his training and does not begin to
look for alternative employment until that
time, i.e. after taking the second State
examination, which qualifies him to teach.

Advanced vocational training or retraining
courses should also follow on from the
second stage of teacher training.

NB: This article summarizes essential aspects of a study
carried out by the Institute for Labour Market and
Occupational Research (IAB), Nuremberg: Norbert
Havers, Klaus Parmentier, Friedemann Stoof3, ‘Alterna-
tive Einsatzfelder fiir Lehrer? Eine Bestandsaufnahme
zur aktuellen Diskussion’, in Beitrige zur Arbeitsmarkt-
und Berufsforschung (BeitrAB). Vol. 73, Nuremberg,
1983 (with relevant bibliographical references).

B Hypothesis 2 assumes that the would-be
teacher has demonstrated his competence in
his chosen subject by passing the first State
examination. This opens the door to
employment in related areas. The second
stage of training merely hampers the trans-
ition to non-teaching activities, the danger
being that the individual will then identify
more closely with the teaching profession,
thus making the change to a different
occupation even more difficult.

A comparison of the two hypotheses with
the findings of past studies tends to confirm
the first rather than the second. Strategies
for reducing teachers’ employment pro-
blems which are based on the second hypo-
thesis soon come up against the limits to the
absorptive capacity of the relevant labour
market segments. This is particularly true of
courses in the humanities, but also of

alternatives now being offered by universi-
ties in the form of MA courses.

The researcher believes that students should
be able to complete both stages of teacher
training. Both should pay greater attention
to the development of pedagogical and
didactic skills which can be suitably used in
areas other than teaching. This would ben-
efit both aspects, teaching and non-teaching
activities.

What changes in courses of study this shift
in emphasis will entail is an interdisciplinary
question: it must be tackled jointly by
universities and school authorities. The
same applies to supplementary courses
designed to provide occupational guidance
or to guide teacher training undergraduates
into other occupations. They should look
more closely at the problem of occupational
identity and its protection in non-teaching
activities.
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Training personnel for ‘first and
second class’ systems

Rhys Gwyn

Introduction

My brief, in the preparation of this article,
has been to analyse some of the problems
facing the training of vocational trainers in
Europe, in the light of the traditional
bifurcation of the ‘dual system’* or sys-
tems of general and vocational schooling. If
it is true, as I believe it to be, that the wide
disparities and deficiencies in the training
available to vocational trainers is a cause for
concern at Community level, then it is
necessary to see this bifurcation as a key
element in the problem faced. We have to
recognize that the dilemma which it creates
is not a technical one alone, which might be
solved by added course provision here, or a
strengthening of resources there. There
exists, in fact, a philosophical and cultural
problem, the historical roots of which reach
very deeply and tenaciously into certain
assumptions which are basic to the
self-image which Western Europe holds of
itself. Unless governments are prepared to
recognize and tackle the problem at this
level — an eventuality which one has to
regard as highly unlikely — then no amount
of tinkering with the existing systems will
have any effective impact on the situation.
If there is hope at all that effective action
might be taken, then that hope can only
reside in the pressure which is increasingly
being generated on the dual system by the
rising tide of youth unemployment and by
the long-term impact of the new technolo-
gies; both are topics of interest, to which I
shall return,

* ‘Dual system’ is used throughout this article as
referring to the dual systems of general education on the
one hand, and vocational education and training on the
other. It does not refer to the dual system of
off-and-on-the-job training practised in some Member
States, particularly the Federal Republic of Germany.

RHys Gwyn, currently Principal Lecturer, Didsbury
School of Education, Manchester Polytechnic. He is a
former President of the Association for Teacher Educa-
tion in Europe (ATEE), and is editor of European
Jjournal of teacher education

Study on teacher training
for the Commission

My reflections are based on a study, carried
out during 1981/82, for Directorate-Gener-
al V of the Commission of the European
Communities.! The object of the study was
the preparation, in standardized manner, of
information concerning all identifiable
qualifications currently ‘on offer’ to intend-
ing teachers in the 10 Member States — in
all, a total of twenty-three autonomous
educational systems.? Some 225 qualifica-
tions were recorded, covering both general
and vocational education.

Work on the report immediately high-
lighted certain characteristics of the provi-
sion of training for vocational trainers in
the Ten. As an area, it is considerably more
complex than either of the other two fields
covered, namely the training of primary and
of secondary teachers.

Primary teacher training

The simplest area to cover is that of the
primary teaching qualification — itself, of
course, a vocational qualification in one
sense, though not the technical one used
here. Broadly speaking, there will be one, or
at most two, qualifications for this sector in
each system (Denmark is atypical in its
definition of ‘primary’).

Lower secondary
teacher training

Lower secondary teaching qualifications
are slightly more complicated in some sys-
tems, though not all. Typically, the
increased complexity is only as the level of
there being, for example, three qualifica-
tions available as in many of the German
Ldnder, though it is important to point out
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No-one would deny that the preparation of some pupils for a university career is an important
Sfunction.
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For ‘dual system’, read ‘first and second class’.

that this introduces the notion of hierarchy
(Gymnasium — Realschule — Haupt-
schule) found also in the Netherlands. The
Dutch system, in fact, introduces an added
complexity, since in this country vocational
training commences for some pupils at the
lower-secondary level, and this is reflected
in the teaching qualifications available.

Upper secondary
teacher training

But it is at the upper-secondary level (cor-
responding roughly with the end of compul-
sory schooling, but, surprisingly, not neces-
sarily so) that the complexity really
emerges, since we are here dealing with both
the continuation of general education and
the proliferation of vocational training.

So far as the former is concerned, it is
possible to say that, with due allowance
made for the national differences which are
essential to the fabric which we call Europe,
certain broad similarities of teacher prepa-

ration do exist; qualifications, while by no
means identical, are recognizable (in both
senses of the word) from one Member State
to another. But such comparability is far
more difficult to identify when we look at
the qualifications of vocational trainers,
whether the criterion be the actual range of
qualifications on offer, or the length and
content of training — or indeed, whether
training of the trainers is required at all.
And I am here referring only to State-recog-
nized qualifications; behind which lurk, of
course, the problems of identifying the
provision made in the private sector.

The general picture is of an ad-hoc provi-
sion. The boundaries between the two sides
of the dual system are themselves blurred,
and the institutions offering training to
vocational trainers may or may not fit the
pattern for the training of general educa-
tors. Some qualifications have to be taken
prior to appointment; some may be taken
later. The emphasis in the recruitment of
vocational trainers is upon their profession-
al skill and expertise, so that entrants are
often ‘mature’. It is not necessarily realistic

to require them to undergo lengthy didactic
and pedagogical (more accurately, andra-
gogical) study (at what level? for how long?
at whose expense?). The picture which
emerges is, as I have said, ad hoc and
untidy, and one is left with the inescapable
conclusion that, so far as State provision is
concerned, the training of vocational train-
ers has benefited far less than has that of
general educators from rational planning.
All is relative, of course, and a great many
professionals in the field of general teacher
training would be highly sceptical of the
claim that it is a sector which has been the
subject of ‘rational’ planning, but the
impression remains that vocational training
generally is seen as a lower order of prio-
rity.?

The basic issue —
One of esteem

And this, in a very broad sense indeed, is
what I wish to put forward as the root of the
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philosophical problem which I identified
earlier. I offer it as an hypothesis, namely
that the basic issue is one of esteem, at the
levels both of policy making and — very
importantly — of public opinion, and that it
is the lack of this esteem which is the
besetting weakness of vocational training.
The wider problem of esteem permeates, in
fact, the dual system in its entirety.

There s, I submit, a traditional hierarchy of
esteem affecting the teaching profession
which rests on the recognition of four
different functions. The ‘lowest’ of these
functions, let us accept for the sake of
argument, is that of providing vocational
training: we may caricaturize a little and say
that vocational training is seen as being
concerned only with manual skills — the
image is demonstrably false, and absurdly
so, but it persists. Moreover, in most sys-
tems vocational traning falls outside the
period of compulsory full-time schooling
with which all parents are necessarily con-
cerned, and for that reason also is of less
compelling interest than is general educa-

tion. At the other end of the hierarchical
spectrum we find what I shall call the
‘pre-university’ teacher, he or she of the
finely tuned academic mind, whose mission
it is to lead others towards a sharing of the
enlightenment; there is no question of the
high status of this class of teacher at least
where public opinion is concerned. In
between these two categories come both
those secondary-level teachers who teach
the ‘rest’, that is the majority of pupils, who
will not go on to higher education (and
whose teachers, consequently, need be
nothing much academically) and primary
teachers, who deal only with little children
and who also have a very undemanding
professional role.

Now, such a caricature is grossly over-sim-
plified. But it is not to be dismissed on these
grounds alone, for it embodies a very
important truth about our educational sys-
tems. True, the pre-university teacher is
almost a vanishing species, given the spread
of comprehensivization, but they remain a
very entrenched group, both in their new

redoubts at upper-secondary level and in the
privileges of their legal status in some
Member States; these privileges include any
or all of higher salary, fewer hours, special-
ization in one subject rather than having to
deal with two or more, and work with the
more committed pupils — in short, a pro-
fessional existence which is on a recogniza-
ble continuum from that of the university
professor.

No-one would deny that the preparation of
some pupils for a university career is an
important function of the general education
side of the dual system. What needs to be
re-examined, however, is the extent to
which this function has dominated and
distorted the collective image of what edu-
cation should be and do, with any other
function — such as that of training people
to do valuable and productive work with
their hands — seen as a necessary, but
clearly inferior, activity. It is an image -
which reaches back to the cultural values of
Renaissance humanism and of the Enlight-
enment, as enshrined in the phrase ‘a liberal
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education’, and is essentially elitist. (The
French Revolution, for example, did not
destroy this concept; it merely made access
to the elite open — if in theory only — to
all.)

True, population growth made necessary
the extension of the third (primary) rank in
the hierarchy, best identified with the Ger-
man concept of the Volksschule, the peo-
ple’s school, which has come to be institu-
tionalized in the form of universal primary
education. True, also, that the growing
demands of industry and commerce for
skilled labour did foster the growth of
vocational schooling. True, finally, that the
social climate of the 1960s and 1970s pres-
cribed prolongation of ‘people’s school-
ing’, creating the second of our four hierar-
chical categories. All of these developments
have helped shape the dual systems as we
know them today, but they have not
amounted to rational, cohesive planning,
nor have they made inroads into the hold
which the liberal education ideal has over
the collective imagination. Until we face
this problem, we cannot begin to reshape
our education and training systems into a
set of priorities which will fit them for the
demands of a post-industrial society.

Adverse impact of the ideals of
liberal education

The ideals of liberal education are fine in
themselves, and to attack them is to risk
apparent philistinism. None the less, their
total impact on our thinking about the
education of the totality of pupils, and on
the status of vocational training specifical-
ly, is demonstrably adverse on at least three
grounds:

B the ideals of liberal education are often
pedagogically unsound in that they mimic
the university mode of teaching with all its
emphasis on knowledge of the subject at the
expense of analysis of pupils’ learning
needs;

B because they have firm class and culture
origins, their content is often demonstrably
inappropriate to the situation of a great
many adolescents;*

B their existence as the pre-eminent norm
— as [ have said — implicitly denigrates all
other forms of education and training as
inferior. They even arrogate to themselves
the function of ‘protecting’ pupils against
the ‘harsh realities’ of the world of work.

To say this is not to cry for the abolition of
liberal education; it is merely to see it for
what it is: a form of education appropriate
to a relatively limited number of pupils, and
one which should not be allowed to distort
the provision made for all pupils.

Can the barriers
be broken down?

What are the ways ahead? Is there an ideal
solution? Are there any prospects for the
breaking down of the hierarchical barriers
in the dual system and for a creative inter-
penetration of the different sectors and
their teacher training?

An integrated secondary
education system

It is possible to construct an idealistic
blueprint for an integrated secondary edu-
cation of the future, in which, incidentally,
a great deal would be learned from the

;

What would follow, again naturally and logically, from such a concept would be a far greater integration of the training of vocational trainers with that
of general education teachers.
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pedagogy which has long been a growing
strength of primary training. By an inte-
grated secondary education I envisage an
education (and I here include the word
‘training’) as one founded upon the criter-
ion of appropriateness; appropriateness of
what is taught to the learning needs of the
child, to the culture in which the child lives,
and also to the society in which he or she will
live and work. To this criterion we should
need to add the double perspective which
underlies all educational activity, i.e. a
perspective centred upon the child as a child
and upon the child as a future adult.

It is possible to identify the broad compon-
ents of such an education. It would contain,
for all pupils:

B an inculcation of the intellectual skills
required to provide a base of knowledge and
to facilitate further learning;

B anintroduction to the cultural values of
Western society;

B the development of an understanding of
how society is structured and works;

B laying the basis for the personal and
inter-personal life-skills required by all
individuals;

B provision of an understanding and pre-
liminary experience of the world of work.

What would need to underpin such an
education would be the two concepts of
flexibility and continuity. Since entry to the
world of work comes earlier to some pupils
than to others, it is necessary to be flexible
in the balance of the five functions I have
identified as they are offered to different
groups of pupils, but to achieve this without
educational (and therefore social) divisive-
ness. And once the basic principle is
accepted that secondary education should
provide an appropriate entry to adult life in
all its aspects, then there no longer exists an
argument for maintaining the complete
separateness of the dual system; vocational
training should grow out of a re-interpreted
general education in a natural and logical
manner.

Integration of the training of
teachers and vocational trainers

What would follow, again naturally and
logically, from such a concept would be a

far greater integration of the training of
vocational trainers with that of general
education teachers — to, may I suggest, the
mutual benefit of both. The advantage to
trainer training would be that of closer
contact with the pedagogical and other
resources of Primary and Secondary train-
ing; the advantage to general education
sector training would be that of contact with
a real world of work and employment, an
aim which has already been identified in
more than one country. The advantage to
both sectors would be that of cohesiveness
and integration.

However, there remains a caveat. The mere
removal of barriers between trainer training
and general teacher training will not of itself
improve the status of the trainers and of
vocational training. I return to the question
of esteem.

Public opinion is slow to change. But a
determined effort at government level could
achieve a great deal. In addition to the
greater integration of the two areas of
teacher training, it would be necessary also
to take action on conditions of service and,
critically, on salary levels. Only by giving
the vocational trainer parity of esteem with-
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in the system in every sense can govern-
ments begin to raise the quality and provi-
sion generally of vocational training. The
resource implications are considerable.

Signs of change

Are there any signs of a movement in the
directions sketched here? Certainly, there
seems to be a recognition that some rethink-
ing of attitudes is called for. In the face of
the ever-growing number of young unem-
ployed, whose existence no emergency
training schemes can disguise, there is a
widespread realization that something fair-
ly drastic needs to be done about the
secondary education of those pupils whose
records suggest that they are not likely to
proceed to university or other forms of
higher education. The social alientation of
this group is already high, and it seems
inevitable that the rethink required will need
to take carefully into account the provision
not only of post-compulsory vocational

training but also a more solid foundation
within the secondary cycle.

And the impact of the new technologies has
still to be seen fully. Whatever this may
finally be, to those of us working in the
area, certain changes seem inevitable. They
include making all pupils aware of some of
the ways in which information technologies
(IT) will affect the earning of a living at both
personal and national levels. All pupils will
need, in different measure perhaps, the
skills required to co-exist with, and make
use of, the new technologies, not only at
work but also in daily personal life. Finally
though the topic is far too large to be
summarized in three sentences — our edu-
cational systems may have to adjust to a
new role: one of preparing children, not for
a life in which employment is the norm and
unemployment a temporary aberration, but
in which the amount of time which the
individual spends at work is in fact relative-
ly limited either at any one time or over a
lifetime.

If only some of the predictions made about
IT are true then — given also that the new

technologies are in fact a means of provid-
ing education as well — our education
systems must submit to fundamental re-ex-
amination. In such a re-examination, given
the nature of the IT phenomenon, it is to be
hoped that the absurdity of our present
system of treating preparation for working
life as something separate from what we call
‘education’ will be seen as the nonsense it is,
and that the status of what we now call
vocational training, and with it the training
and status of the trainers, will be vastly
improved.
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Training of trainers

J. Michael Adams

Many of the projects undertaken by
Cedefop have illustrated the need to focus
attention on the question of the training of
trainers. An earlier edition of Vocational
training (4/1979) was devoted to the
issue.

The objective of the study launched during
1981 was to identify hypotheses and initia-
tives to be implemented at Community
level, and in each Member State, in order to
develop the initial and continuing training
of vocational trainers, and enable them to
face technological, economic and social
challenges.

The problems of definitions and scope,
raised above in the editorial immediately
had to be faced. It was realized, from the
outset, that it was not possible to deal with
the question of the initial and in-service
training of trainers without considering
questions of where they worked, by whom
they were employed, what their terms of
employment were, which particular groups
they trained, etc. It was also found necessa-
ry, in order to limit the scope of the task, to
concentrate on the training of those whose
primary function was the training of young
people, i.e. those who were primarily con-
cerned with the training of people over 25
years of age, were not considered. Three
main groups of trainers were distinguished,
i.e. those who train in enterprises, those
who train in training organizations (partic-
ularly public ones), and those who train (or
teach) in organizations within an education-
al framework (vocational schools, further
education colleges, enseignement techni-
que, Berufsschule, etc.).

On the basis of guidelines agreed at meet-
ings in Berlin, national reports were pre-
pared in eight of the Member States of the
European Community between December
1981 and November 1982. These reports
were, in draft form, the subject of a discus-
sion with interested parties at national level.

The national reports are being published by
Cedefop in their original language, and in
English and French.

It will be seen that in the contributions
which follow from the Member States,
many of the authors are also the authors of
the national reports.

From the beginning of work on the project,
the need for a synthesis report was seen, and
indeed the author of the synthesis was
involved in preparing the guidelines for the
structure and scope of the national reports.
The task of general reporter was entrusted
to Mr Benoit Théry of Quaternaire Educa-
tion in Paris. His report which draws not
only on the national reports, but also on
discussion between the authors at meetings
in Berlin, has been published by Cedefop in
French, and will eventually also be available
in English, German and Italian. In the brief
article which follows, Mr Théry presents in
an abbreviated form some of the conclu-
sions which he arrived at.

Parallel to this work on the general question
of the training and occupational situation
of trainers, Cedefop launched a specific and
more limited study concentrating on the
situation of the training of trainers in
alternance training. The methods used were
similar. In this case, national reports from
three Member States have been prepared.

The authors of the national reports on
training of trainers for alternance training
are:

France:

Mr C. Bapst, Mr P. Barrault, Ms E.
Beauvallet-Caillet, Mr A. Dupeyron, Mr G.
Sarazin — ADEP.

Netherlands:
Mr B. Koegler — Pedagogisch Centrum
Beroepsonderwijs Bedrijfsleven.

United Kingdom:
Mr R. Johnson, Mr E. Singer — Ron
Johnson Associates Ltd.

These reports will also be published in their
original languages, in addition to English
and French. In this case, the synthesis is
being prepared by Mr Paul Maisonneuve of
Quaternaire Education in Paris. It will also
eventually be published. Cedefop’s inten-
tion is to present the results of both these
projects to a conference to be held, pro-
bably in 1984, at which policy-makers in
governments, representatives of the social
partners, and researchers will participate.
Cedefop hopes that with the participation
of the Commission of the European Com-
munities in the conference, some indica-
tions for future action by the Commission
and Cedefop at Community level, and by
the relevant national authorities, may
emerge.

The authors of these national reports on the training
of trainers are:

Belgium:

Mr E. Carlier.

Denmark:
Ms E. Koefoed — SEL.

Germany:
Ms B. Krais, Ms M. Krebstakies.

France:
Mr A. Cooblin, Ms A. Quincy — Onisep.

Ireland:

Ms S. L. Doyle, Ms B. McGennis — Research &
Planning Division — AnCO - The Industrial
Training Authority.

Italy:

Mr N. Delai, Mr A. Ferrari — Censis

The Netherlands:

Mr H. C. Schellekens — Pedagogisch Centrum
Beroepsonderwijs Bedrijfsleven.

United Kingdom:
Mr M. J. Kelly — Manchester Polytechnic.
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Towards a training of trainers
appropriate to its economic and
social context

Benoit Thery

In the environment for young people’s
vocational training in European countries
today, a real challenge is often created by
such factors as: headlong technological
progress spurred on by international com-
petitors such as Japan; the changing pattern
of the European economy resulting from
the redistribution of work and production
in the world (in which semi-industrialized
nations are taking a growing share); rising
unemployment figures or at best the stabi-
lization of unemployment at a high level,
youth unemployment in particular; and
sociological changes occurring within Eu-
rope.

On occasions, vocational training is being
expected to provide more now than it has
ever been accustomed to offer. It may be
called upon to play a role as a medium and
long-term investment or as a means of
regulating society, and these new functions
may make fresh demands on the trainers.

What are the implications of the changes to
the people who train young people for
jobs?

Trainer qualifications:
changing demands

The primary demand on trainers generated
by technological and economic change is
that they should expand and update their
own technical skills. People whose own
training dates back to the past have the task
today of training young people in the
technologies of tomorrow. Unless they
make regular, systematic efforts to update
their technical knowlege, the information

BENOIT THERY, Consultant, Quaternaire-Education,
Bureau d’ingénierie en formation professionnelle
34 Rue de Liege, 75008 Paris

they pass on to young people may be
irrelevant and out of date. ‘Updating’
implies more than keeping abreast of what
is going on in the workplace; they must look
even further ahead.

Trainers are frequently expected to have a
fairly broad scientific background so that
they can assimilate new technological sub-
jects. They will find that broad scientific
background particularly useful if they have
to master completely new technical skills, as
may be the case if the crafts they teach are
due to disappear or if there are radical
changes by comparison with the technolo-
gies traditionally used in a trade. When

assessing the desirable qualifications for a
trainer, these demands polarize in what
might be called the need for technological
expertise.

The climate of uncertainty that prevails
when considering how the economy may
change in the medium and long-term means
that trainers must have other types of
qualification as well. They must be capable
of adapting their method of teaching young
people in order to develop a sense of
initiative, mobility and adaptability. To do
this, however, they must first possess those
qualities themselves. They must also be
expert in various approaches to teaching:
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learning through discovery, to encourage
young people to find things out for them-
selves: project learning, to stimulate crea-
tivity, initiative and the ability to work with
others; and the organization of training into
cumulative modules, so that youngsters can
progress at their own rate and learn about
self-orientation in the situations they may
encounter in their jobs.

The atmosphere of uncertainty we have
described is aggravated by the high level of
unemployment, a social challenge for which
vocational training is has no direct respon-
se. One recent approach to the problem is
based, as far as training is concerned, on the
concept of ‘transferable key skills’. This
approach* is designed to teach young peop-
le basic skills that are useful in and appli-
cable to widely differing jobs, enabling
them to transfer those skills from one
employment sector to another and even
from one trade to another. The assumption
is that the trainers are themselves trained in
defining and transmitting such transferable
key skills.

These requirements point to the second of
the qualifications desirable for trainers, a
pole which might be defined as teaching
ability.

Because the youngsters are being trained in
a context of unemployment, trainers must
give them the best possible chance of gain-
ing a foothold in the working world. The
prerequisite is that the trainers themselves
are entirely familiar with how a company
works — its goals, production processes
and the organization of its production, its
social organization, working methods and
conditions, etc. Young people should also
be offered practical information about how
to run a business, since they may well set up
on their own (farming, doing a craft, run-
ning a shop or providing a service) to create
jobs for themselves.

In practical terms, this means that trainers
must have personal experience of business
enterprise, something that also helps them
to acquire first-hand experience of techni-
ques actually used on the shop floor — the
‘business experience’ that polarizes part of
the qualifications expected of them.

Finally, in today’s social context (underem-
ployment and sociological change), trainers
must be acutely aware of the difficulties
facing the more disadvantaged youngsters

* An approach that has been considered, for example,
by the Manpower Services Commission in the United
Kingdom for the Youth Training Scheme.
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These requirements point to the second of the qualifications desirable for trainers, a pole which might
be defined as ‘teaching ability’.

and be receptive to changes in patterns of
social behaviour. This awareness and recep-
tiveness polarize the fourth demand of
trainers’ qualifications, ‘social concern’.

The four areas of skill as defined could be
illustrated in the form of a diamond-shaped
diagram:

technological

expertise
teaching on-the-job
ability experience
social
awareness

The central point is the position of a trainer
who has struck a happy medium of all the
skill areas in his profession without undue
emphasis on any one of the four.

It would be a mistake to believe — nor is it
even desirable — that all trainers, whatever
their category, should cover all four skill
areas and achieve complete equilibrium.
Their aims in terms of qualifications and
training should be modulated to allow for
any distinctions in the job profiles for
trainers in Europe and their own terms of
reference. Trainers may occupy different
points in the °‘qualifications diamond’,
depending on their profile and mission.

The training needs of different
categories of trainer

In the light of observation of the profession-
al status of trainers, a distinction may be
made between three categories, to be found
in most European countries. Each category
can often be seen as having its own training
needs, as follows.
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B Trainers who provide a theoretical
grounding in a trade, such as the teachers of
theory in vocational subjects in the Beruf-
schule in West Germany or the LEP* in
France. These teachers have come to the
profession through the channel of higher
education and they now need a long period
on the shop floor or in the company and an
acquaintance with social issues (for example
in vocational guidance, job placement or
ergonomic advisory agencies).

B Trainers who demonstrate the practical
side of a job, such as the workshop instruc-
tor in the Berufschule, the teacher of prac-
tical subjects in the LEP and the trainer in
the MSC*#* Skill Centre in the United
Kingdom. These trainers have learned their
skills on the job and their basic technical
training has been at average level (skilled
workers or technicians).

These practical instructors or monitors need
further training in technology*** to make it
easier for them to update their technical
expertise or switch from one field of skill to
another. It may often be necessary to give
them extra instruction in the art of teaching,
as in many cases they have received no
guidance except an introduction to teaching
when they first started work as trainers.

B People within a company training young
people to do a job. These trainers are
particularly common in countries with a
‘dual system’ (Denmark and the Federal
Republic of Germany), but they are also to
be found in the other European countries,
in all of which apprenticeship systems are
more or less widespread and more or less
formal.

The foremost need of in-company trainers
is to learn now to teach in relation to the job
(not the theory of teaching), as well as
training in technology*** in some cases. It
is not desirable to turn these in-company
trainers into ‘professional educators’, as
they might then be distances from produc-
tion work and become white-collar wor-
kers; their prime value lies in their ability to
pass on the benefit of their own practical
experience of the job to the rising genera-
tion, and this might be lost.

There will obviously be slight variations in
each national situation and each country
will have differing requirements and expec-

* Lycée d’Enseignement Professionel.

** Manpower Services Commission.

*** Technology in this case implies a grounding in
technical subjects based on scientific abstraction.

tations of the qualifications for the indivi-
dual categories of training. The eight
national reports on the status and training
of these trainers, commissioned by Cedefop
in 1982, explain these variations in detail
and will fill in the details of what has been
described in all too sketchy an outline
here.

In conclusion, one point could be made: any
recommendations that are formulated on
the training of trainers may be less effective
if the training systems and institutions fail
to set up permanent opportunities for train-
ers to update their knowledge.

Apart from measures relating to the train-
ing of trainers proper (for example, defin-
ing rights and obligations in continuing
training), plans should be made for changes
in the way training institutions are run and
the status of the teaching staff in those
institutions.

For example, can a technical instructor be
recruited solely on the basis of theoretical

knowledge alone? Does he have the statu-
tory right to continue teaching a subject that
has fallen into disuse? How can he preach
the virtues of adaptability, job mobility and
teamwork to young people if he has no
opportunity to practise these virtues him-
self? Can he take part in an alternance
training scheme without having experienced
such a scheme as part of his own training or
without organizing exchanges with trainers
in the institution that is a partner in the
scheme? How can he work as an in-compa-
ny trainer if he is subject to the same
production goals and constraints as his
colleagues? Can he ask young people to
produce a job-related project if the institu-
tion for which he works suggests no project
for himself or for the educational team of
which he is a member?

These are some of the questions which may
be put to the training institutions and
systems. Do they themselves provide forma-
tive experience for their trainers through the
way they are run and their statutes?

These trainers have learned their skills on the job and their basic technical training has been at average
level (skilled workers or technicians).
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The training of trainers:
a changing pattern of problems

‘Young blood doth not obey an old decree’,
to quote from Shakespeare’s Love’s
Labours Lost (I1V, 3). Since the 1930s the
inability of the educational system to move
with the times has been a feature of our
countries — and Belgium is no exception.
There have been several factors, however,
that have broadened the gap between theory
and habit on the one hand and, on the other,
actual requirements. More and more, ‘de-
crees are becoming older’.

Factor one: the collapse of whole sectors of
industry. Belgian trainers who used to work
in Borinage, the Charleroi area, Liege,
Limbourg or Antwerp had been specifically
trained — and were working — in fields
such as coal-mining, the iron and steel
industry and shipbuilding. Instructors
worked and were needed in coal-mining
until 1960 and in steel and shipbuilding until
1970. Since they had been recruited on a
massive scale after 1945, they all tended to
be in roughly the same age group, particu-
larly the trainers in the steel and heavy
engineering industries.

Factor two: the sudden boom and no less
sudden fall in secondary education (virtual-
ly an obligatory path to more advanced
vocational training). From 1955 (when Col-
lard was the Education Minister) to 1972
(the Dubois Ministry), everything combined
to bring about growth: a mini-boom in the
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birth rate, the voluntary prolonging of
education (with more than 80 % of young
people continuing in some form of seconda-
ry education up to the age of 18) and the
access of girls en masse to all forms of
university education and most types of
technical training.

Furthermore, the introduction of a new
type of comprehensive secondary education
— known as ‘type I’ — combined various
fields of learning better and created a far
more multi-faceted start to secondary edu-
cation, one practical result being to reduce
the pupil/teacher ratio. This led to an influx
of very young teachers, the average age of
those teaching 13 to 18-year-olds plunging
to about 32. But then, for the (all too
familiar) financial reasons in particular, but
also, in certain respects, for ideological
reasons, there was a sudden reversal in the
trend. No new teaching posts are being
created and hundreds of jobs are being lost
in secondary education every year. When
these administrative factors are combined
with the sharp fall in the birth rate today,
the obvious conclusion is that Belgian
teachers are members of an ageing profes-
sion, their average age soaring in every
sector of education. Are we approaching an
era of ‘gaga-gurus’ and ‘Senior Citizen
Canes’?

Factor three is one on which few words need
be wasted, since it is common to every
European region with a long-established
tradition of industry: the structural crisis
(companies going out of business, endemic
unemployment in which young people are
the hardest hit, inadequacy of skills,
etc.).

The aim of education in Belgium is of
course to meet these three challenges, but it
is readily apparent that any response will of

necessity be complex. Belgium, for exam-
ple, has two Ministers for Education (one
for French and the other for Flemish-lan-
guage schooling); and circumstances have
fanned the embers of a long-standing rival-
ry between its different systems of educa-
tion and training — not only those for
which the two Education Ministries are
responsible but also those coming under the
Ministries for Small Firms and Traders,
Labour, Agriculture, Health, etc.

This is not all: the terms of reference for the
powers decentralized to the executive
authority in each Belgian Community
(Flemish, Walloon and the Brussels area)
differ. In one case the executive may be
responsible for training in the computer
field and ‘new technology’, while in another
it may have responsibility for training
teachers in their subjects and in teaching
methods, etc.

It will readily be appreciated that the overall
picture of training is highly complex, but
the position with regard to trainers is even
more complicated. A teacher’s career will
be determined at different times and in
different respects by one ministry rather
than another or by one of several ‘organiz-
ing bodies’ such as the central government,
the provincial or local authority or a private
employer, etc.

The final factor is an important one: in the
aftermath of recent legislation, the central
government has decided that, starting in
September 1983, the minimum school-leav-
ing age is to be gradually raised from 14 to
18. This is affecting the ‘residue’ of 43 000
young people who, for various reasons such
as geography or their family situation, but
mainly because they do not fit into the
existing educational and training systems,
have not joined the immense horde of
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youngsters who have continued in seconda-
ry education of their own free will.

This poses a fresh challenge for the trainers
and also for the various teacher training
systems.

The problem has been widely aired in the
literature, and we shall merely mention the
research published by CPEONS (official
subsidized education) and the Secretariat
for Catholic Education, together with the
studies that have been carried out by the
University of Louvain on the subjects of
‘education and social change’ and the ‘crisis
in education, crisis in employment’. The
journals, for their part, are increasingly
concerned with the extra-scholastic aspects
of youth unemployment: lack of initiative,
inability to adapt, difficulties in finding a
first job, etc.

It must be admitted that, with a few notable
exceptions, the various training systems

have as yet failed to tackle these newly
revealed factors.

Adapting and reacting

There are signs, nonetheless, of a salutary
reaction. For example, the universities
attach growing importance to what it
known in Belgium as the ‘agrégation’, a
diploma testifying to the holder’s teaching
proficiency. ‘Certificats d’aptitude péda-
gogique’ (CAP) are also growing rapidly in
popularity. These credentials can be
obtained by ‘professionals’ from many
walks of life (ranging from bricklayers to
doctors) who are tempted by — or inveigled
into — the teaching world and show that
they are capable of instructing others in
their subject.

New paths towards education and training
have come into being and are gaining in
importance:

B corespondence courses, organized by
the State or by the private sector, one of the
advantages being their value as refresher
training;

B radio and television broadcasting
through which the Education Ministries,
Office National de I’Emploi (national
employment board), Ministry for Small
Firms and Traders, etc. can provide ‘further
training’ in a number of fields;

B Open University, workshops on the
teaching of science, etc.;

B courses with clear-cut goals like those
arranged by the Ministry for Foreign Trade
or the Ministry for Development Coopera-
tion (the latter a manifestation of Belgium’s
traditional export-mindedness);

B a series of schemes set up by the Office
National de ’Emploi to improve the train-
ing, especially in the area of psychology,
and selection of trainers in many sectors, as
well as encouraging flexibility so that they

In view of recent technical breakthroughs, should trainers become narrow subject specialists as quickly as possible?
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can adapt to diverging situations in indivi-
dual regions.

Old decrees and
innovatory laws

In Belgium as in other countries, it is an
uphill task to overhaul obsolete laws. To
take one example, ‘homologation’ — recog-
nition of certain certificates awarded by
various educational networks — was origi-
nally justified by the multiplicity of organ-
izing authorities and a need for a measure of
standardization, even homogenization, of
training channels; but ‘homologation’ by a
central authority soon degenerated into a
complete stereotyping of curricula, studies
and streams of education, with a disastrous-
ly stultifying effect on innovation in
general.

Even recent legislation has been diverted
away from its original intention. The law of
April 1973, for instance, on ‘credited hours’
is not applicable to trainers, depriving them
of an opportunity to adapt to changing
needs. In the same way, the ‘modular
system’, which enabled the social advance-
ment education system to set up short
courses to help trainers (and trainees) to
adapt for refresh their knowledge, could
not be implemented as was intended by the
law-makers. The Court of Auditors (Cour
des Comptes) refused to authorize payment
for work done by teachers outside the
hallowed framework of the ‘school year’.

On the other hand, the original aim of the
‘Blocking Law’ of 8 July 1966, updated by
the law of 11 July 1973, to economize by
allowing the creation of a new section only
if another section is eliminated, has been
altogether diverted — in a more satisfactory
direction. It now takes less time to prune
obsolete or out-of-date courses and to set up
instead a type of training more in line with
changing needs, although those needs must
of course be correctly assessed.

Jack of all trades or master
of one?

In view of recent technical breakthroughs,
should trainers become narrow subject spe-
cialists as quickly as possible? Or, on the
contrary, should they have a broad-based
training, bearing in mind that ‘advanced’
technologies often become common curren-
cy within the space of a few years?

Each of these options has its supporters and
detractors. An industrialist who is, quite
properly, concerned about profitability will
look more favourably on a training system
if it is matched up to actual requirements,
existing equipment and so on. A sociologist
or the head of a major future-oriented
industrial concern will opt for the constant
ability to adapt acquired through a
wide-ranging basic training. There are argu-
ments in favour of both solutions, but the
alternatives differ radically in their implica-
tions.

Belgium seems to be gradually equipping
itself to offer a valid twofold response to
these contradictory needs. For example, the
budget allocated to the Direction Générale
de I’Organisation des Etudes (the Directo-
rate for Educational Administration), the
department responsible for instructors’
retraining and refresher training, is 50 times
larger than it was 10 years ago, thus ensur-
ing that existing training staff can keep
abreast of change.

At the same time, there is evident progress
in the initial training of trainers. Curricula
are evolving, more suitable teaching mater-
ials are being used and practical work is
based on a more thorough grounding in
theory.

Changes in real needs must still be closely
monitored to avoid sending trainers off on a
wild-goose chase. Let us quote one instance.
Although the National Bureau for the Plan
had predicted an increase of 6 200 jobs in
banking between 1981 and 1985, employ-
ment in this field in fact declined. A rapid
switch-over was called for: what was needed
was to train fewer people for certain bank-
ing jobs and more people to use the com-
puter systems that were to take over the
banking work. In the past few months,
however, a new trend has been emerging:
some sectors of computing have themselves
reached saturation point.

As demonstrated by this see-saw fluctua-
tion, it is no easy matter to train the trainers
to satisfy actual market requirements.

Taking the overall view, it could be said that
the main tendency in the training of trainers
in Belgium is to pay more heed to the
demand for polyvalence than to relatively
‘incidental’ needs for a high level of special-
ization.

Even so, in a few cases highly specialized
trainers are being produced as the result of
cooperation between employers and social
advancement centres for the Ministry of
Labour. The Office National de I’Emploi

has arranged for a glassworks to train
engravers, the instructor in this case having
been trained on the spot. A forward-looking
cable factory is to send some of its staff to a
social advancement centre to train skilled
personnel there, even though this will raise a
few problems linked with statutory regula-
tions.

The Belgian system is ambivalent in that it
responds to social needs in two different
ways. Simplifying somewhat, it could be
said that the training of trainers is 80 %
generic — in other words, designed to
satisfy continuing needs — and 20 % spe-
cialist and evolving.

There is a growing need for such trainers to
continue their training but no sign as yet
that the Education Ministry, which turns
out most of the trainers, is equipped with
the necessary facilities to react to the needs,
still less to anticipate them.

Consensus Belgian-style

Despite the reticence of the authorities and
employers’ associations, there is broad con-
sensus regarding the need to make basic
training and not one but many continuous
training schemes more flexible and comple-
mentary. The people who set up the training
and those at the receiving end, the unions
and the trainers themselves are in general
agreement about ‘going down the same
path’.

Greater flexibility: ‘regulations should be
revamped to ensure that paper qualifica-
tions are not so specific as to exclude people
from training’ (to quote the Directorate for
Educational Administration); ¢. .. need
for a sharp change of direction to allow the
mastery of new techniques’ (a regional
development company); ‘teachers must
move with the times and be prepared to be
self-critical . . .> (a union newspaper).
Many more observations along these lines
could be quoted.

Improved continuing education after
initial broad-based training

‘Specific vocational training needs would be
more readily met if teachers’ training were
to be multi-disciplinary’ (Directorate of
Educational Administration). ‘However ex-
cellent the model of training, it should not
constrict the teachers’ (a union journal).
‘...We are prepared to contribute
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towards the setting up of retraining in
educational psychology and practical work
for trainers’ (Belgian Employers’ Federa-
tion). ‘We must provide more facilities for
lifelong training’ (Institute for the Lifelong
Education of Small Businessmen and Trad-
ers).

All this is indisputable evidence of a growth
in common awareness. In practical terms, it
could lead to a series of institutional meas-
ures and regulations, coordination among
the various bodies responsible (which does
not mean that healthy, invigorating compe-
tition cannot co-exist) and certain changes
in the ways that basic and continuing train-
ing complement each other.

Of the dozens of proposals advanced, three
will serve to illustrate the directions that
must be taken. Certain factors are common
to all: no suggestion challenges any funda-
mental tenet, no legislation is needed to
implement any of them and all are within
the immediate scope of decision-makers.

Example 1: job skill workshops should be
available to those teaching practical work in
colleges of education;

Example 2: information should be ex-
changed (why are the excellent ‘bulletins’
produced by some of the Institute for
Lifelong Education centres not circulated to
the Education Ministry?);

Example 3: contact should be established
between the vocational guidance centres,
the National Employment Board’s job
agencies and the schools: the faster news
about changing needs travels, the sooner
can training be updated.

A new outlook

All this clearly points to certain new ele-
ments:

B a trainer’s career is no longer a ‘linear
progression’; it must always start with
broad-based foundation training;

B because of the scholastic education of
the young people with whom the trainer will
be dealing, they will have to go through an
initial period of training which will of
course be technical but which will make
them more aware of social dynamics and
sociology;

B thestranglehold of rules and regulations
should be loosened — if only the rules as to
the paper credentials required in teaching;

B there must be a substantial reallocation
of funds from basic to continuing train-
ing.

The overall verdict might be that the system
of training of trainers in Belgium is:

very satisfactory in the initial stage (techni-
cal field);

satisfactory in terms of consciousness-
raising for teachers (especially over the past
few years);

only fair in terms of periodical updating of
teaching skills during the course of trainers’
careers;

deplorable in terms of the stranglehold of
red tape (however socially justifiable the
rules and regulations may have been in
former times).

We feel no complaisance in sketching this
outline picture of the training of trainers in
Belgium, although we are almost certain
that the consensus already achieved and
Belgian practical common sense will help us
to move with the times before long.
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The situation of vocational
teachers in the 1980s

A combination of several factors within the
community has left its mark upon the
working situation of Danish vocational
teachers in the last few years:

B a change of government;
M economic recession;

B the demographic trend;
B technological progress.

In order to make this description of the
teachers’ situation comprehensible to read-
ers in the other European countries, it is
necessary to describe, quite briefly, the
special characteristics of the Danish voca-
tional training system. The main features of
its structure can be seen from Figures 1 and
2, for the technical training courses and the
courses within the field of commerce and
office work, respectively.

Vocational training —
two parallel systems

The majority, by far, of vocational teachers
work within basic vocational training,
which follows on directly after the nine
years of compulsory general education
(‘folkeskolen’).

Basic vocational training comprises two
parallel systems, apprentice-training proper
(‘mesterlaere’ — master-craftsman course)
and ‘basic vocational training within a
trade’ (bvtt), introduced as an experiment
around the year 1970 and made permanent
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by law in 1977. Both systems come under
the Ministry of Education and are con-
trolled through a number of councils and
committees, with considerable influence
from the social partners, employers and
employees. The source of finance is mainly
public funds, but vocational schools have
the same status as private institutions.

Basic vocational training is alternance train-
ing under both systems, with alternation
between attendance at school and in firms,
the main difference being that apprentice
training begins with the conclusion of a
contract for the apprenticeship and has
alternation between practical work and
school throughout the course of training,
whereas bvtt starts with a broader basic
training, normally of one year’s duration,
during which the range of instruction grad-
ually becomes narrower, and only then does
practical work in the firm take place, alter-
nating with shorter attendances at school.

In addition to the vocationally-oriented
subjects, the ‘directed subjects’, the basic
training has a substantial content (up to
about 40%) of general subjects, called
‘common subjects’.

There is no well-established tradition in
Denmark for any actual vocational high
school. A kind of vocational school of
commerce exists, leading to the higher
examination in commerce and a corres-
ponding technical high school, leading to
the higher examination in technology, was
started in a few places in the country in the
autumn of 1982.

The whole of vocational training — not
merely the practical part — is administered
by private business in only quite a small
number of largs firms and within certain

special sectors. This applies to the courses in
the firm @K (East-Asia Company) and the
training given in banks and insurance com-
panies.

Vocational training courses for adults
(‘labour-market courses’ — arbejdsmar-
kedsuddannelser), as they are called — are
financed mainly from public funds and are
controlled via the Ministry of Labour
through a system of committees of repre-
sentatives of the social partners. These
courses embrace the following:

B courses for semi-skilled workers (includ-
ing both people in work and unemployed
persons);

B further training of skilled workers;

B induction courses for youths and for
chronically unemployed persons.

Background for vocational
teachers

A general requirement for the teachers is
occupational experience, and occupational
training at a higher level is not — as in some
other countries — counted as equivalent to
this actual experience in a job. Many voca-
tional teachers within the technical and
industrial fields have had only the seven
years’ schooling which up to 1972 was the
compulsory number of years in Denmark,
followed by apprentice training which was
very specifically trade-oriented and directed
towards practical work. They can have
problems today, supervising students who
have nine years of general education behind
them.

For engagement on the permanent staff of a
vocational school, it is necessary to have
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had basic teacher training organized by the
National Vocational Teacher Training Col-
lege (SEL) an institution which comes under
the Ministry of Education. The conditions
for teachers at technical schools and those
for teachers at schools of commerce are
rather different.

Teachers at technical schools

. . must have had occupational training at
the same level as that at which they teach, at
least, and in addition a minimum of five
years’ experience within the occupation
concerned. They are engaged on probation

_and in order to be taken on the permanent
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staff they must have undergone the basic
teacher training, given in accordance with a
course-model as outlined in Figure 3, within
the first two years. The main idea behind
this model is to provide a course which —
like the basic vocational training itself — is
founded upon the principle of alternance
training, with the four theoretical modules
of each of the three-week whole-day courses
alternating with periods of instruction at the
school employing them, where an exper-
ienced teacher instructs the candidate in
giving practical instruction in the trade
concerned. Teachers at the technical
schools have favourable conditions for
teacher training, since the school at which
they are employed pays them the full salary
and provides a supply teacher for the per-
iods in which they are training.

Since 1982, the requirements for the theo-
retical part of the course have been more
stringent. Previously, it had only been
necessary to attend during the time of the
course; now an oral examination is taken at
the end, based upon a written paper on a
subject of vocational teaching. This subject
can either be set centrally, or be formulated
by the individual candidate or group of
candidates. Experience so far — during the
short time in which the scheme has been in
operation — shows that most of the candi-
dates prefer to work from topics which they
have chosen themselves.

As will be seen from the course model, it is
necessary to carry out the theoretical part of
the training in order to proceed to the
practical test at the end of the course, which
consists in preparing and giving a lesson at
the technical school where practical instruc-
tion has taken place. The test is assessed by
the instructor and an examiner appointed
by the ministry.

Teachers at schools of
commerce

. . can have vocational training which is
largely based upon private study and which
ends with the examination for sub-
ject-teachers in commerce (handelsfaglaer-
ereksamen), the level of which is that of a
university subsidiary-subject examination.
SEL is responsible for organizing and

Teachers at technical schools.

implementing this examination system, and
also arranges supporting courses in a num-
ber of subjects, which back up private
study. However, there are many teachers at
schools of commerce today whose back-
ground is examinations at university and
places of higher education.

Their teacher training takes place under
conditions which are less favourable than
those for teachers at technical schools, since
they do not receive any pay during the time
which they spend on training. Apart from
this, the practical part is similar to that
taken by teachers at the technical schools,
namely, 80 hours of instruction with an
experienced teacher, ending with a test-les-
son. The theoretical part is largely based
upon private study, but includes a compul-
sory course in theory of education, of about
100 hours’ duration. Where necessary, pri-
vate study in theoretical pedagogics and
psychology can be supplemented by sup-
porting courses arranged by SEL, in the
form of study groups or distance education
(student-centred studies). Written examina-
tions are held at the end.

Teachers for ‘labour-market

courses’

" ... have, for the courses for semi-skilled

and skilled workers, occupational training
and occupational experience similar to that
required for teachers at technical schools.
Although the labour-market courses come
under the Ministry of Labour, these teach-
ers, too, do their pedagogic training with
SEL.

For the measures concerning unemployed
youths and the chronically unemployed, the
teachers have a more varied background of
training and practical experience. Until very
recently, these measures were regarded as a
transitional phenomenon and therefore did
not, it was thought, necessitate pedagogic
training for these categories of teachers.
Now, it is recognized that the measures are
of a more permanent nature and the re-
quirements are therefore the same as for
the other teachers.

Instructors in firms

. . . bear considerable responsibility for the
development — both vocational and social
— of the young persons on courses which
follow the principle of alternance training,
like the Danish courses. Firms which accept
apprentices and student trainees must satis-
fy requirements of competence in the staff
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with regard to their background of vocatio-
nal training; but no requirements are impo-
sed with regard to pedagogic training. This
causes surprise whenever foreigners are
being informed about the vocational-trai-
ning situation in Denmark. It is a problem
that has been debated in Danish circles also,
of course, and models have been formula-
ted for instructor-training with a view to
work with youths under basic vocational
training; but they have never been applied in
practice. However, it must be added that
courses exist to provide instruction in work
for the staff of firm in trade and industry;
but such courses do not deal with the special
problems of a pedagogic and psychological
nature which are involved in the work with
quite young trainees.

The work situation — a general
view

A vocational teacher’s pay was for many
years lower than what the teacher could
earn in business. Since then, however, the
pay and working conditions have improved
and, in addition, owing to the economic
recession a number of occupational-
ly-trained persons have sought the more
secure occupation of teacher in preference
to being employed in — or being the
proprietor of — a business under threat of
closure.

A vocational teacher on the permanent staff
has conditions similar to those of a salaried
civil servant; but there are also a number of
teachers who are employed on a hourly-paid
basis.

As is the case for the corresponding areas in
business, the distribution between the sexes
among vocational teachers shows a consid-
erable preponderance of males: less than
10 % of the teachers at the technical schools
are women, and at the schools of com-
merce, about 25 % are women. The female
teachers teach in what are traditionally
women’s subjects, such as on courses relat-
ing to food and in hairdressing in the
technical fields, and languages, subjects
relating to shops and typewriting, within the
commercial field.

Change of government

Danish policy on education has for a num-
ber of years been characterized by socialistic
ideas on equality and on equal right to
education.

One of the results of the application of these
ideas, among others, was the stipulation of
a background equivalent to nine years’
school attendance, with no school-leaving
examination, as the sole requirement for
admission to basic vocational training.
Because of this, the great variety of trainees
on basic vocational training makes great
demands upon the vocational teacher. In a
basic-training class there can be students
who, owing to physical or mental handi-
caps, received special instruction even in
primary school, and also students who have
passed the examination qualifying them for
university entrance and who wish to have
basic vocational training, either because of
a special interest, of because they have not
been able to start a course of further
education owing to restriction of admis-
sion.

The Social Democrats have also endeav-
oured, through a long series of special
measures within education and the world of
work, to protect the portion of 16 to
19-year-olds who are unemployed. These
special measures have usually been of a kind
which do not confer qualification.

The change-over to a non-socialistic
government in the autumn of 1982 gave rise
to other tendencies in policy on education.
More effort is now being made to integrate
youths in the normal educational system
and this is being done under the slogan
‘there is always room for one more’, i.e.
expansion of the capacity of the educational
system — not by means of increased grants
for equipment and teaching staff, but by
increasing the size of classes. This policy is
being applied both for the basic vocatio-
nal-training courses and for the further-
training courses. At the same time, the new
educational policy is characterized by mar-
ked restraint with regard to trial and expe-
riment within the educational system.

The change of government has also meant a
change in attitude towards the problems
relating to the parallel training systems,
basic vocational training and the apprenti-
ceship course. The Social Democrats origi-
nally aimed to achieve a complete
changeover to bvtt, and in some industries
this has taken place by agreement between
the social partners. In other sectors, efforts
have been made to devise a unified form of
training, developed on the basis of experien-
ce of the two systems. A basic course in
ferrous metallurgy has thus been introduced
on an experimental basis within the main
occupational field ferrous/non-ferrous
metals. The present government has, howe-

ver, held up the establishment of the
apprenticeship course.

For the vocational teacher, this unclarified
situation is of significance in the day-to-day
teaching situation, in that there are some of
the smaller subject-areas where, in the last
part of the course, the teacher has to take
classes with a mixture of students from the
two training systems, who therefore have
different requirements for their instruc-
tion.

Economic recession

The economic recession of the last years is
leaving its mark upon the work situation of
vocational teachers — even if there have as
yet been no threats of redundancy in this
field; on the contrary, an expansion of
vocational training has taken place in recent
years; but the recession has been a contrib-
utory factor to the great difficulty exper-
ienced in achieving an adequate number of
trainee posts on practical work in firms for
youths after they have completed the year of
bvtt. In theory, this is the youths’ own
problem; but many vocational teachers try
to help the young people by establishing
contact with the firms in trade and industry.
From the vocational teacher’s standpoint,
there is another aspect to these problems,
namely that it is very difficult to motivate a
basic-year student to make an effort in his
studies if the student concerned has already
lost faith in the possibility of obtaining a
practical training post with a firm. More or
less the same applies to the motivation of
students on the second part of the course,
within trades where there is considerable
unemployment among the trained work-
ers.

The demographic trend

The number of youths aged 16 — i.e. at
the end of their compulsory schooling and
therefore on the threshold of their basic
vocational training — will reach a peak in
1984 and thereafter decline continuously in
the years to come. This will result in a falling
demand for vocational teachers within bvtt
and apprenticeship training, which are the
primary field of work for vocational teach-
ers.

This trend is one of the arguments behind
the present government’s policy of larger
classes; in this way, the need for physical
extensions and for larger teaching staffs —
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which would no longer be required in a few
years’ time — is avoided.

The future threat of unemeployment, impli-
cit in the falling trend of the youth
age-groups, has prompted many vocational
teachers to widen their range of qualifica-
tion through further training. Special-sub-
ject teachers in bvtt have further training in,
for example, common subjects such as
sociology and mathematics — which, inci-
dentally, improves their chances of enter-
ing, with qualifications, inter-disciplinary
teaching, which is gaining more and more
ground in bvtt.

Technological progress

Technological progress makes its demands
upon the vocational teacher in three funda-
mental areas:

B edp, as an aid within both technological
and commercial occupational areas
(CNC-machines, word processing, etc.);
B computer-aided teaching;

B technological appraisal.

Only a few vocational teachers have had any
contact at all with these fields in their own
basic training and an enormous effort of
further training is therefore necessary, if
they are to be equal to the technological
development of the 1980s.

VOLLMER

The number of youths aged 16 i.e. at the end of
their compulsory schooling and therefore on the
threshold of their basic vocational training.
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Fig. 1: One part of the field of work for vocational teachers. Training courses within the
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Fig. 2: Thesecond part of the field of work for vocational teachers. Training courses within

the field of commerce and office work.
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The facilities offered by SEL within this
field will be greatly increased from 1984
onwards and the aim is to satisfy the many
different kinds of training needs which arise
among vocational teachers, with a complex
training structure on a modular basis.

New tasks

Finally, a field of work for vocational
teachers will be mentioned which seems to
be in course of development especially at
this time, namely participation in training
activities for developing countries. Until
now, the national vocational-training sys-
tem in Denmark has undertaken such tasks
only to a very limited extent. Now, both the
Vocational Training Directorate in the Min-
istry of Education and a group of vocation-
al schools have begun work on exporting
Danish vocational training courses. There is
a challenge for vocational teachers here and
hence also new further-training require-
ments.

Instruction in

practical teaching | | PG1 —» | PG2 —>
skills

30 hours 96 hours 96 hours
Instruction in
practical teaching |9 PG3 —> PG4 —>
skills

30 hours 96 hours 96 hours

T Instruction in Examination in

NG et et I —> practical teaching | practical teaching

educational theory

skills

skills

20 hours

Fig. 3: Flow chart of the basic training of teachers at technical schools. The theoretical part
of the training is divided into modules, labelled PGl, PG2, PG3, PGH4.
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Trainers and teachers
in vocational training*

From the title that has been chosen for this
article it will already be clear that a basic
distinction can be made in the Federal
Republic of Germany between two types of
instructor in the vocational training system:
on the one hand, the trainer, who is either
the owner of a firm or an employee of a
fairly large company and has the task of
organizing, carrying out and monitoring
training and learning through practical
experience, and on the other, the teacher at
a State or private vocational school, who
gives instruction in the theory and practice
of given occupations as a complement to
practical, on-the-job training and exper-
ience, the school being attended on a full- or
part-time basis.

Both categories have many variations, each
with its own set of tasks and quantitative
significance.

Trainers in the firm

It is difficult to give a clear-cut definition of
the category of people who act as trainers in
firms. Those who are given the task of
training others differ considerably as to the
powers allotted to them, the training they
themgdelves have had, their functions and
their position in the firm’s hierarchy, and
this both within a given firm and in com-
parison with other firms. This variety is also

* This article by B. Sellin is based on the study by Beate
Krais and Marlies Krebstakies (see ).

In the Federal
Republic of Germany

Burkart Sellin

evident from the many titles commonly
used for in-firm training personnel: training
workshop manager, chief instructor, train-
ing officer, training engineer, instructor,
training manager, trainer, apprentices’
foreman, training assistant and so on.2 The
legal basis for deciding who is a trainer is
provided by the 1969 Vocational Training
Act, the Crafts Code and the regulations on
the suitability of trainers? or, in the case of
the crafts, the regulations governing the
requirements to be satisfied in master
craftsman examinations. In practice, the
chambers of commerce, industry, etc. are
also guided by the recommendations of the
Federal Vocational Training Committee,
which are in no way legally binding, and in
this instance by the 1972 Recommendation
on the suitability of places of training. The
Vocational Training Act makes an initial
distinction between:

B owners of firms who themselves do the
training;

B full-time trainers;

B part-time trainers.

Where the owner of the firm does not
himself train young people, he must instruct
others to perform this specific task:
full-time or part-time trainers (section 6(1),
No 2, of the Vocational Training Act).
Section 33(2), No 2, of the Act requires such
persons to be registered with the appro-
priate body (chamber of industry and com-
merce, chamber of crafts, etc.). It is not,
however, clear whether all the persons per-
forming training functions at a place of
learning must be registered. In fact, it is
generally assumed that the number of peo-
ple actually performing training functions is

far larger than the number registered with
the chambers.

In many small firms the owner himself does
the training. Full-time trainers are essential-
Iy confined to firms with over 500
employees and very largely to industry. In
trade full-time trainers are the exception
2 %).4

The legislation does not specify the profes-
sional and pedagogical qualifications an
employee needs to become a trainer. How-
ever, the Vocational Training Act, which
applies to all sectors of the economy except
the civil and public service, and the Crafts
Code at least set out the vocational training
certificates required and what is regarded as
an ‘adequate period’ of practical experience
in the occupation concerned. Three to four
years of practical experience is usually con-
sidered sufficient. In the crafts a master
craftsman’s certificate is proof of suitabili-
ty. This possibility also exists in agriculture
and domestic science.

A more detailed definition of the meaning
of ‘professional and pedagogical suitabili-
ty’ is provided by the 1972 regulation on the
suitability of trainers, which requires train-
ers, i.e. those engaged full-time in or res-
ponsible for training, to show that they have
the knowledge specified in the regulation,
usually by taking an examination. This
professinal and pedagogical knowledge can
be broken down into the following four
areas:

B basic vocational training questions;
B planning and conduct of training;
B young people in training;

M legal bases.
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Trainers in the firm.

From the outset, however, certain in-firm
trainers were exempted from this regula-
tion. It has also been repeatedly amended
(see also the article by Baethge and Schlos-
ser in this issue).

In 1979 there were, according to the 1981
Vocational Training Report, 381 127 places
of training in the sectors covered by the
chambers of crafts and industry and com-
merce, i.e. excluding lawyers’ and doctors’
practices and other establishments in the
‘liberal professions’ which train young peo-
ple. Some 60 % of these places of training
are craft firms. On everage each craft firm
offering training has 2.9 apprentices and
each place of training in industry and
commerce 5.0 apprentices. There are about
600 000 trainers registered with the appro-

priate authorities,* the word ‘trainer’ being
used here in its widest sense, i.e. owners of
firms who themselves train young people
and full and part-time trainers. This is an
estimated figure and should be treated with
caution. At a rough estimate, there is one
trainer per place of training in the case of
craft firms and in the ‘liberal professions’,
since anyone who satisfies the requirements
to head a firm in the liberal professions or
crafts is usually considered to satisfy the
requirements regarding suitability to act as
a trainer.

Trainers in small firms have far wider
decision-making powers than their counter-
parts in large firms, the division into staff
and line functions in training being general-
ly less pronounced in smaller firms. Most

decisions on questions connected with the
establishment of the firm’s training plan
and trainee promotion plans and the selec-
tion of training places are taken by the
trainers or training managers in large
firms.¢ These tasks are directly related to
training, and the training staff enjoy rela-
tive freedom in this respect. Trainers and
training foremen are, however, less fre-
quently called upon to perform such organ-
izational and planning functions and are
therefore less independent.

A division of labour consisting in certain
trainers being involved only in practical
training in the training workshop or the
firm, while others give only theoretical
instruction, is similarly not very pro-
nounced. This is also confirmed by the
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study made by Pitzold in 1977,7 accord-
ing to which most trainers teach both
theory and practice.

An examination of the tasks of trainers and
training foremen on the one hand and
training managers on the other reveals a
clear difference in the focus of their activi-
ties. While trainers and training foremen
are mostly involved with practical instruc-
tion, training managers are more concerned
with the teaching of theoretical skills.

The ‘typical’ trainer

As the statistical information on trainers is
far from adequate, the attempt is made,
using the various data and impressions
gained from empirical studies, fragmentary
statistics and statements by experts, to
describe the ‘typical’ full-time trainer. This
produces the following approximate pic-
ture:

The ‘typical’ trainer is employed by an
industrial firm with a workforce of more
than 1 000. He works in the training work-

shop. He trains young people in an indus-
trial/technical occupation and is a sala-
ry-earning technician or a master crafts-
man. His regular monthly income is around
DM 3 500. He went to a secondary school,
then became an apprentice and worked as a
skilled worker for a time. Before becoming
a trainer, he attended an engineering school
or took his master craftsman’s examina-
tion, but despite this he is still relatively
young, between 35 and 40. He has not
therefore long been a trainer, perhaps four
or five years. And our ‘typical’ trainer is, of
course, a man.

Vocational school teachers

Many vocational school teachers are only
part-time. When the number of hours per
week taught by full-time and part-time
teachers is considered, however, it becomes
clear that full-time staff are responsible for
by far the greater part of the teaching
workload at all the types of school of
interest here. Compared with schools pro-

viding a general education, where less than
5% of the lessons each week are given by
part-time teachers,® part-time staff at voca-
tional or specialized vocational schools play
quite an important part in the in-school
training of young people, accounting for
15 to 18 % of all instruction given.

Whereas teachers at State schools providing
a general education are almost all civil
servants, the staff at vocational schools
include some teachers with employee status.
The staff of vocational schools in any case
include a far wider range of teachers than
schools providing a general education. A
count made by the Conference of Education
Ministers in 1971 revealed at least 34 differ-
ent official titles and at least 80 different
careers, the distinction in the latter case
depending not only on official titles but also
on the area of activity, training and remun-
eration.’ Since then some standardization
has been achieved!® although the Ldnder
continue to use different titles for the same
types of teacher in some cases. There are
today three basic types of teacher at voca-
tional schools: the technical teacher, the
commercial teacher and the practical teach-

The ‘typical’ trainer is employed by an industrial firm with a workforce of more than 1 000.
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er, who is also known by other names
depending on the Land.

The technical teacher teaches industrial/
technical subjects at vocational and special-
ized vocational schools and in the basic
vocational training year, e.g. at schools
which focus on metal-working, electrical
engineering, building, textiles and clothing,
chemical engineering, etc. He receives his
training at a university, where he studies for
at least eight semesters, and during
post-graduate pre-service training at a
school. He is a civil servant and begins his
career as a Studienrat (secondary school
teacher), thus having the same professional
status as a grammar school teacher.

The commercial teacher teaches commer-
cial subjects at vocational and specialized
vocational schools and in the basic voca-
tional training year. He is therefore
involved with young people who want to be
salesmen, office clerks, administrative spe-
cialists, book-sellers, forwarding clerks,
assistants to economic advisers and accoun-
tants, and so on. Like the technical teacher,
he has studied at a university for at least
eight semesters and has then as a rule spent
18 months in post-graduate pre-service
training at a school, after which he begins
his career as a Studienrat.

Where the practical teacher is concerned,
matters are more complicated. Not all the
Ldander of the Federal Republic have pacti-
cal teachers (Berlin does not, for example),
and those which do, have different rules on
access to this occupation and different
conditions governing the employment of
this type of teacher. The practical teacher
works primarily in full-time schools, i.e.
schools where young people can take the
basic vocational training year, specialized
vocational schools and in-school schemes
which prepare young people for an occupa-
tion. Practical teachers play a subsidiary
role at part-time vocational schools, where
they are to some exent involved in preparing
and carrying out experiments and exercises
as part of or in addition to the theoretical
instruction given. Under the outline regula-
tion adopted by the Conference of Educa-
tion Ministers practical teachers should
have the following education:

B acertificate of education at intermediate
level;

B acertificate as evidence of the successful
completion of at least three semesters at a
technical college (technician’s examination)
or a master craftsman’s certificate;

B at least two years of employment to
complete his vocational training;

B 18 months of training as a practical
teacher in a form similar to the post-grad-
uate pre-service training of the Studien-
rat.

The systems adopted by the Ldnder depart
from these recommendations. For instance,
not all insist on the certificate of general
education at intermediate level or on the 18
months of training.

For a very long time vocational schools
suffered an acute shortage of teachers, and
the situation has only begin to improve in
recent years. Even so, the target pupil-
teacher ratios have mnot yet been
achieved: while the General Education Plan
called for a ratio of 44:1 at vocational
schools by 1980, it was still 55:1 at part-time
vocational schools in 1979. On the other
hand, the ratio of 15 pupils to one teacher in
specialized vocational schools set as the
target for 1979 was achieved. It should be
noted, however, that the figures for the
various regions differ substantially from the
national average: in 1979 Hamburg had the
lowest ratio for part-time vocational
schools at 38:1, Lower Saxony the highest at
69:1.11 At present a national average of

Table: Vocational training schools, 1980

Teachers
Type of school scst;?)toels z:rl;zztlz Pupils F'u]l‘ P.art-
time time

Vocational schools

Full-time * 1077 48 108 623 5333 2796
Part-time 1351 51 1 848 447 32 560 18 996
For the disabled 62 109 12 584 558 808
Specialized vocational

schools 2271 530 352 029 21 544 16 411
Public health schools 846 852 96 660 2 515 27 889

* This heading covers vocational schools at which young people take the basic vocational training year or a

vocational preparation year.

In 1980 there were some 62 510 full-time
and 66 900 part-time teachers at vocational
schools in the Federal Republic of Germa-
ny. The above table shows the various
types of school providing initial vocational
training, the number of full-time and
part-time teachers and the number of pupils
in 1980. As with trainers, the only figures
available on teachers are very general. Even
a national breakdown of the total into the
general categories of technical teacher,
commercial teacher and practical teacher or
by subjects taught by teachers is impossible.
Furthermore, the table again reveals the
significance of training by the dual system:
by far the most young people beginning a
course of vocational training in 1980
attended a part-time vocational school, i.e.
they were obtaining their training by the
dual system (excluding those who were
unemployed or young wage-earners Or
young salary-earners).

some 10 % of planned instruction still has to
be cancelled for lack of teachers.

Technical and commercial teachers are
today civil servants in the Studienrat career
bracket and so have the same status as
grammar school teachers. This equality
with the highest-graded category of teach-
ers, achieved by standardizing the admis-
sion requirements and raising training to
university level is the outcome of a process
of professionalization that was only com-
pleted in the 1970s.'2 The problems raised
by the relationship between technical and
commercial teachers and practical teachers
and indeed by the very need to have practi-
cal teachers and to increase their number are
an indication, however, that professionali-
zation of the occupation of technical teach-
er in particular has been achieved at the cost
of creating a hierarchy among vocational
school teachers.
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Notes

1 Extracts from the report with the same title by Beate
Krais and Marlies Krebstakies, recently published by
Cedefop.
See W. SCHULZ, H. TILCH: ‘Betriebliche Ausbilder
und Lehrer fiir Fachpraxis — Wege und Abstim-
mungsprobleme der Qualifizierung’, in: Berufsbil-
dung in Wissenschaft und Praxis, 4 (1975), No 1,
D23
The first such regulation, and the most important
because it pointed the way, is the Regulation of 20
April 1972 on the pedagogical suitability of persons
for vocational training in trade and industry. This
was followed by:

(i) the Regulation of 5 April 1976 on the suitability

of trainers in agriculture;

~

w

(ii) the Regulation of 16 July 1976 on the suitability
of trainers in the public service;

(iii) the Regulation of 29 June 1978 on the suitability
of trainers in domestic science.

4 For further details on this and the figures quoted
above see Berufsbildungsbericht, 1981, p. 89 et
seq.

5 For further information on these figures see Berufs-
bildungsbericht, 1981, pp. 11/89.

6 See K. Kutt et al.; Ausbilder im Betrieb, Berlin
(West), 1980.

7 G.PATZOLD: ‘Der betriebliche Ausbilder im ,,dualen
System“ der Berufsausbildung’, in: Die Deutsche
Berufs- und Fachschule 73 (1977), No 4,
pp. 264-277.

8 See: Statistisches Bundesamt, Fachserie 11, Reihe 1:
Allgemeines Schulwesen 1980, pp. 39/45.

? See W. MATZKE: ‘Fragen einer Harmonisierung der

Lehrerbildung im Bereich beruflicher Schulen’, in:

Die Deutsche Berufs- und Fachschule, 1972,

pp. 422-434.

See the outline agreements of the Conference of

Education Ministers of 6 July 1973.

See: Stindige Konferenz der Kultusminister, Doku-

mentation Nr. 67: Schiiler-Klassen-Lehrer, 1977 bis

1979.

See W. LEMPERT: Der Gewerbelehrer, Stuttgart,

Enke 1962, and W.-D. GREINERT, H.A. HESSE;

‘Zur Professionalisierung des Gewerbelehrerberufs’,

in: Die berufsbildende Schule, 26 (1974),

pp. 621-625 and 684-695.
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In France there are two channels through
which vocational training can be acquired:
basic training and continuing education.

The basic training system is graded, each
step corresponding to a grade of skill
(skilled production and clerical workers,
technicians, highly-skilled technicians).
General academic subjects, science and
technology are combined with vocational
subjects at each level. Nearly all this train-
ing is provided by Ministry of Education
establishments.

The second channel is continuing educa-
tion, designed for adults who have already
embarked on their working lives. It takes
the form of further training, retraining,
refresher training, etc. In some cases the
courses lead to the same national diplomas
as basic training courses and they are then
treated as equivalent in value. With the
economic crisis and rising unemployment, it
has become apparent that many young
people are leaving the educational system
without having acquired any job-related
skills, forming the group hardest hit by
unemployment under today’s economic
conditions. There has been an evident need
to create a training system that takes
account of their social and cultural posi-
tion, and instructors from the two systems
— basic and adult training — have been
brought in to develop such a system. We are
only beginning to gauge the extent of the
changes that this new venture is making to
the working status and teaching practice of
both types of trainer as well as the inevitable
repercussions on their own training.

ANDRE COQBLIN: General Inspectorate Mission Head,
Director of Onisep (Office National d’Information sur
les Enseignements et les Professions).

In France

André Cogblin

The current situation

Teachers have traditionally been trained in
colleges of education (écoles normales) of
two types. The first is the Ecole Normale
Supérieure de I’Enseignement Technique
(ENSET), training those who will go on to
teach ‘long cycles’ in the secondary educa-
tion. Entrants are recruited from those who
have taught at a high level of theoretical
education and include teachers of practical
and technical subjects. The second is the
group of écoles normales d’apprentissage
(ENNA), which trains people for a teaching
career in lycées d’einseignement profession-
nel (LEPs — secondary schools providing
short-cycle vocational education). Their
entrants are teachers of general academic
subjects or the theoretical or practical side
of vocational subjects. (If a teacher of
practical subjects has a few years’ exper-
ience of employment in industry, he may
not need to be qualified at the highest level
of theoretical studies.) ‘

LEPs provide training in over 90 specialist
subjects. Not all the teaching staff there
have gone through the ENNA system. To
cope with the growing number of pupils, the
government has had to recruit a substantial
number of auxiliaries with a university
education but no training in technology or
teaching. In many cases, graduates go
straight from university to take up teaching
work in a lycée.

There are several important features of the
training imparted in ENNA teacher training
colleges. A single establishment caters for
future teachers of all types of subject —
general, technical and vocational. The syl-
labus covers both the school and the work-
ing environment, with trainee teachers

going to work in outside companies for long
periods. Great stress is laid on teaching
methods for the transmission of knowledge;
trainees can ‘apply’ their theoretical know-
ledge in a LEP associated with the college,
and they also spend periods in other
LEPs.

ENSET, the higher college of technical
education, trains the teachers who will be
responsible for scientific and technological
subjects in the ‘long cycles’ of secondary
education (i.e., courses leading to the bac-
calaureate or technician’s diploma) and in
the ‘short cycle’ in higher education (high-
ly-skilled technician sections). At ENSET,
trainee teachers work for their licence and
maitrise (bachelor’s and master’s degree)
and then for the competitive examinations
for teaching careers in their special field.
Not all teachers go through ENSET:
courses leading to the same qualifications
are also offered by the universities.

In the technical and practical disciplines
forming part of the long cycle of technical
education, there are many (70) specialist
subjects, but the level of staffing is some-
times low. Those who will be teaching these
subjects train at centres de formation de
professeurs techniques (CFPT). The stan-
dard of academic education on admission
and graduation is fairly close to that of
ENSET sections. Entrants are not expected
to have prior experience of outside employ-
ment.

Teachers who have trained at an ENNA,
ENSET, CFPT or university account for
more than two-thirds of vocational training
teachers. The other third consists of’:

B technical subject teachers in private edu-
cation and teachers of agricultural subjects,
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most of whom are recruited in the same way
as teachers in State schools in general;

M teachers in (private) establishments in
the health sector, recruited solely on the
basis of their professional diplomas;

B teachers in Instituts Universitaires de
Technologie — TUT, or university institutes
of technology — most of whom were pre-
viously teachers in secondary education and
are not expected to have experience in
industry (in the IUTSs, a third of the time-
table is in theory taught by people who have
their own outside careers);

M trainers from the Association pour la
Formation Professionnelle des Adultes —
AFPA or the association for adult vocation-
al training — mainly engaged in the basic

and other training of the under-25s. They
must have had five years’ working exper-
ience of their special subject. Those whose
special subject is electricity or data proces-
sing have a higher standard of academic
education than those training youngsters
for office work, trade, emergency repairs
and building.

It should also be borne in mind that a
substantial proportion of skilled blue and
white-collar workers (almost 30 %) learn
their craft under apprenticeship schemes
that link training within a company with
training in a special centre. The person in
charge of apprentice training in a company
(known as the maitre d’apprentissage) must
have a diploma: a brevet professionnel or
brevet de matrise, certificates testifying that

they have attained a given standard of
vocational skill. In the centres de formation
d’apprentis (CFA — apprentice training
centres), teachers responsible for technical
and practical subjects must have taken a
diploma that has entailed job experience
and is at a higher level than the diploma for
which their students are working.

A final group consists of the ‘non-establish-
ment’ trainers: the skilled workers within
companies who show youngsters how to
acquire a skill in a more or less informal
manner as part of their job, the ‘tutors’.
Unlike most other trainers, up to now they
have received no instruction in how to
teach, however short; this year, such ‘tu-
tors’ have benefited from a 70-hour training
course for the first time.

It has been a constant concern fto strike a happier medium between teachers from mainstream education who know little about life in the
working world and instructors in practical subjects who are less concerned with theory and the abstract.

40

CAMERA PRESS



_ Dossier |

Present trends

It has been a constant concern to strike a
happier medium between teachers from
mainstream education who know little
about life in the working world and instruc-
tors in practical subjects who are less con-
cerned with theory and the abstract. A
general rise in the standard of recruitment
to the profession over a number of years has
brought us closer to the ideal of rapproche-
ment, which has been reflected in the sta-
tutes by the creation of a single body of LEP
teachers and has given official sanction to
the training methods characteristic of
ENNA. Not all of the teachers working
today, however, have had the advantage of
ENNA training, and it was vital — and still

is — that they should receive further train-
ing, especially as technological change is
accelerating whereas the influx of new
teachers is about to slow down. The reason
for this fall is the youthfulness of the
teaching body following massive recruit-
ment over the past 15 years; and, in view of
population trends, it is likely that the size of
that body will remain about the same.

Continuing training for all teaching staff
has now been established and should help to
ensure that the trainers (and therefore their
students) meet the demands of technical and
economic change by having a more multi-
disciplinary training, by being better pre-
pared for job mobility and by enjoying
greater autonomy in the process of teaching
and learning. Technological and vocational

knowledge in particular will be updated in
the light of changing techniques and trades
through the schools and the working world
(with further training and retraining for
trainers).

The more radical challenge to trainers,
however, is to change their overall attitude.
Retraining in technical skills is undoubtedly
important, as is the maintaining of close
contact with the working world, but there is
also a growing need to cater for the target
audience of youngsters to be trained and
respond to their aspirations. The goal can
no longer be restricted to following a sylla-
bus and teaching the tricks of a trade; it
must also be to help them achieve those
aspirations and gain a foothold in the world
— not just the working world but society in
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general — however hard they may find it to
express themselves and however anarchic
their manifestation of their needs. For
many trainers, retraining means unlearning
how to be the ‘professional teachers’ that
they have been all their lives and learning a
new approach to the art of teaching.

It is something of a paradox and, when all
is said and done, a comforting observation
that even in this highly technological civili-
zation, faced with the growing refusal of
young people to be governed by the dictates
of production, a new generation of trainers
is emerging: they are more in tune with the
evolution of technology and life in the
working world while at the same time they

are as much teachers as technicians, as
much pastors and guides as teachers. They
are well equipped to help their students do
more than acquire the expertise needed in
order to enter the working world; they can
also foster the personal development of
those youngsters and encourage them to
take their place in society.

One important experiment along these lines
is now being conducted under the name of
‘opération jeunes’. This ‘operation youth’
is aimed at 16 to 18-year-olds (although the
age range is soon to be increased to 16 — 25)
who have left school without qualifications
and have not found jobs. The scheme
consists of closely coordinated periods: six

weeks’ ‘in-depth guidance’, in which the
young people are tried out in several jobs;
‘social and vocational integration’ periods
for young people who are segregated from
society; and ‘skill-acquisition’ periods.
Those participating in the operation side by
side with the Education Ministry are other
ministries, semi-public organizations and
agencies of several kinds, many of them
members of trade and professional associa-
tions, and of course the employers. The
intercommunication, pooling of informa-
tion and mutual influence resulting from
the scheme will undoubtedly speed up
change and enrich the spirit, methods and
effectiveness of vocational training as a
whole.
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Training of trainers

‘Training as is provided in most firms is in
general characterized by obvious signs of
wear and tear. This institutional breakdown
cannot be repaired simply by changing
trainers, training methods and training con-
tent’ *

Training in Irish firms is not, to the best of
my knowledge, in imminent danger of ‘in-
stitutional breakdown’ but there is, at pre-
sent, a feeling of unease about the role and
the future of the training function in Irish
industry. In this article I shall consider
trainers in many areas, not only those in
industry, but my contention is that, if the
training function within industry is not
effective, much of the preparatory work by
vocational teachers and other agencies will
be in vain.

Irish people have always had a great respect
for education. However, the emphasis in
secondary education was and still is aca-
demic. The reluctance of Irish middle-class
youth, educated in these secondary schools,
to enter industrial employment is well docu-
mented.

The first small advance was the establish-
ment of vocational schools at the beginning
of our first industrialization push in the
1930s. They were very limited in scope
which was, in a way, useful because, other-
wise, the powerful church-run secondary

* Francois Viallet in Vocational training, No 9. y
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school system might not have been so
benign about the establishment of State-run
schools. We had to wait over 30 years for
the next movement. The doldrums of the
1950s and the haemorrhage of emigration,
was followed by a period of pragmatism
and the steady industrialization of the late
1960s and 1970s. It was a time of change, of
optimism and of self-confidence. It
spawned AnCO (the Industrial Training
Authority), the regional technical colleges,
the National Institute of Higher Education
and new forms of secondary education
which went some way to redress the imbal-
ance between vocational and academic sub-
jects.

So much for history. Who are the trainers in
Ireland today and where are they?

Trainers in industry

The biggest grouping is within industry,
where there are over 2 000 training mana-
gers and almost 2 500 instructors. One
might wonder at the high ratio of training
managers to instructors but, in effect, only
about 25 % of those described as training
managers devote the major part of their
time to training. It may be assumed that
many of the other 75 % of training mana-
gers, for whom training is a secondary job,
were appointed in response to the economic
terms of the Levy/Grant Scheme adminis-
tered by AnCO. This scheme is under review
and the possibility of its being changed or
eliminated is a cause of some consternation
among training managers.

Trainers in vocational schools

The second largest group is that of teachers
in vocational schools. There are over 2 000
of them and it is expected that there will be
an annual recruitment of 200 per year
throughout the 1980s. There are almost

760 000 students in the schools and educa-

tion runs for the full six years leading to the
Leaving Certificate whereas previously they
only handled a limited number of vocation-
al subjects on a two-year course.

AnCO

The third largest grouping is in AnCO
which operates 16 direct-training centres.
They employ over 600 instructors, more
than half of them in apprentice training.
The other instructors are involved in
direct-training of unemployed youths
(where the placement rate is about 70 %), in
community youth projects in rural areas
and in community workshops in disadvan-
taged city-centre areas.

In AnCO’s Training Advisory Service there
are over 200 training advisers who liaise
with training departments in the firm.
Assignment units carry out training, nota-
bly supervisory training, for smaller firms
who for financial or other reasons are
unable to avail of the services offered by
independent training organizations.
(AnCO’s charter does not allow it to dupli-
cate training schemes already in exis-
tence).
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ACOT

The fourth largest in ACOT, the Council
for Development in Agriculture, which
organizes both full-time and part-time
courses. Over 1 300 students attend full-
time courses in agricultural, horticultural
and home-economics colleges. The main
part-time course, for young entrants to
farming is the Farm School which runs 30
courses with a total annual participation of
over 600. There is also a Farm Apprentice-
ship Scheme. There are over 100 full-time
teachers. They are required to have a rele-
vant qualification and experience in teach-
ing and/or advisory work in agriculture.

Irish Management Institute

Next in terms of trainers is the Irish Man-
agement Institute (IMI) which is an inde-
pendent member-owned management
centre, among the biggest of its kind in
Europe. There are 18 full-time management
trainers, 6 on well-nigh full-time contract
and 15 associates who lead and take full
responsibility for their own programmes. It
has probably the highest penetration of its
national market among European manage-
ment centres with over 5 000 managers per
year taking part in programmes which range
from one-day conferences to two-year mas-
ter programmes.

It is involved in management development
and training of trainers in other countries
and is an innovator in training methodolo-
gy. It runs the AnCO/IMI basic programme
for industrial training managers.

Other organizations
with trainers

Next in line come the Army apprentice
school with 27 instructors (22 of whom are
civilians on secondment from vocational
education), the Electricity Supply Board
where 20 instructors look after 600 appren-
tices, the Hotel and Catering Training
Authority, CERT, which has 14 training
advisers and performs interesting work in
the development of trainee managers, and
the national transport company CIE which
has 10 instructors in its apprentice school.

The banks and hospitals have considerable
training sections. Training is also carried
out by and for voluntary organizations. The
latter category includes the National Social
Service Board and APSO which prepares
volunteers for work in the developing coun-
tries.

Northern Ireland

While this article is largely concerned with
the situation in the Republic of Ireland, it is
worth mentioning that the situation in Nor-
thern Ireland is different from either the
Republic of Ireland or Great Britain. Unlike
Great Britain, all but one of the Training
Boards remain in existence. They operate
in the following industrial sectors: engineer-
ing, construction, road transport, clothing
and footwear, textiles, distribution, cater-
ing, food and drink. Unlike the monolithic
structure of AnCO, training is handled
independently by each training board. This
arrangement raises the problem of scale of
operation since Northern Ireland is a small
economy and, with notable exceptions,
industries are of small or medium size.

In many ways the role of the industrial
trainer in Northern Ireland mirrors that of
his southern colleague, but there is a higher
percentage of full-time training managers in
the Republic or Ireland.

Selection and training
of trainers

That is an approximate picture of the
training establishment in Ireland. How are
trainers selected and trained? In most cases
they are selected for technical rather than
training experience. The training period
involved is in many cases quite short.

There is, however, one bright spot and I
shall start there. It concerns the training of
vocational teachers. Previously most of
them had a craft background supplemented
by a Department of Education diploma but
since 1979, Thomond College has run a
four-year degree programme which in-
cludes:

Main-area studies in one of the four special-
ized areas of wood and building technology,
metalwork technology, general and rural
science and physical education.

Education studies in the history, philoso-
phy, sociology and psychology of educa-
tion.

Complémentary studies in sciences related
to the main area of study.

Teaching practice in second-level schools.

It is intended that graduate teachers will be
able to plan and implement curriculum
change. They are expected to have a profes-
sional awareness of developments within
technology and educational studies.

Painting one wall of a room shows up the
unpainted walls and makes them look scruf-
fy. Thomond College highlights the imper-
fections in the training of trainers else-
where.

The present situation is that while most
organizations require new trainers to have a
technical qualification (and even that is
sometimes waived), prior experience of
training is generally not a prerequisite for
employment as a trainer. Organizations
provide short courses in training skills fol-
lowing recruitment. In-service improve-
ment courses are also provided but tend to
be limited in scope and in the resources
allowed, although organizations such as
AnCO, ACOT, and the IMI provide further
development for their trainers through
overseas courses and study-trips.

Training training-managers

The principal programme for newly
appointed training managers is the AnCO/
IMI ‘Introduction to the training manage-
ment function’, which is run by the IMI.
The programme consists of three modules
of 41/, days each with a considerable
amount of project work between modules
Subjects include adult learning, systematic
training, identification of training needs,
data collection, presentation skills, report
writing and influence skills, management
and supervisory development, operator
training, programme design, implementa-
tion of training, evaluation, costing and
budgeting of training. As one can imagine
with such a wide range of topics, the
programme is intended only as an introduc-
tion. Unfortunately, only a minority of
participants take part in follow-up pro-
grammes. It would appear that, while train-
ing managers can help in the development
of others, senior managers either do not
recognize their own development needs or,

44



Dossier

if they do, do not regard them as impor-
tant.

The Irish Institute of Training and Devel-
opment, which represents the training prac-
titioner in industry, runs a three-year
part-time course leading to a diploma in
training management in association with a
college of commerce. It tends to attract
entrants to the field rather than practition-
ers and is not well supported by industry.
This may be a reflection on the lack of status
of the training manager and on his lack of
professional standing.

There is a growing feeling that, unless the
training manager breaks out of his subsid-
iary role within the personnel function, and
becomes involved in the mainstream of
organizational processes, the function will
go into decline. That concern was expressed
at the 1983 conference of the Irish Institute

of Training and Development. While some
would blame the weakness of the training
function in industry on senior management,
one must ask what the training managers
themselves have done to expand their role?
Most of them are happy with a subsidiary
role; research shows that 65 % see advance-
ment in terms of personnel management,
only 10% in terms of general manage-
ment.

The training manager whose work is a
changeless routine limited to repetitive
operator-training finds himself in a very
small corner. If he is to gain credibility, and
prove the relevance of this work to output,
he must expand his role in the direction of
organizational development.

The case of the training manager in industry
illustrates the general need for a systematic
approach to professional development of

trainers in Ireland. The Research and Plan-
ning Division of AnCOQ, in the course of a
study,* identified four main factors which
would improve trainer motivation:

B A more positive climate within organi-
zations towards training, evidenced by
senior management support and sufficient
resources.

B An adequate career structure.
B Encouragement for further professional
development of trainers.

B Regular updating of trainer skills and of
knowledge of training technology.

The above is a guide for action. It spells out
the need for professionalism among all
trainers in Ireland.

* The vocational trainer of young people in Ireland, a
report for Cedefop by Sue Leigh Doyle and Brenda
McGennis, August 1982.
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The group of trainers working in the field of
vocational training in Italy is both nume-
rous and highly structured. The marked
differentiation within that group is partly
due to the institutional structure of voca-
tional training activities.

Vocational training in Italy

Very roughly, vocational training activities
may be broken down as follows:

O Vocational training within the State
school system. At the post-compulsory level
of school education, such training is provi-
ded by:

B Istituti Professionali (IP). Each ‘voca-
tional institute’ specializes in one of many
fields such as agriculture, industry/crafts or
trade. On completing the course, which
usually lasts three years, trainees have a
qualification enabling them to seek skilled
employment, although they may also decide
to continue their education.

B Istituti Tecnici (IT). There are agricultu-
ral, industrial, commercial and many other
types of ‘technical institute’, each of which
in turn offers training in a variety of
specialist fields. For example, an industrial
technical institute will have courses for
those intending to work in the mechanical
engineering, chemical, electronic and other
industries. During their training, usually for
five years, trainees work for a diploma
leading to employment as technicians or
office workers, although they may go on to
study at university level.

ARNALDO FERRARI: Researcher at Centro Studi Inves-
timenti Sociali (Censis), Rome.

In Italy

Arnaldo Ferrari

[0 Vocational training within the training
system for which the Regional authorities
are responsible. This consists mainly of
basic training courses, directed towards
industry, trade and other service sector
activities. The courses, which follow the
period of compulsory education, are held at
Centri di Formazione Professionale (CFP).
After attending these vocational training
centres for what is usually a period of two
years, the youngsters are qualified to apply
for employment as skilled workers. They
may continue their studies only if they pass
an examination entitling them to return to
the school education system.

[0 Apprenticeship, under a special contract
of employment that places an obligation on
the employer ‘within his own undertaking,
to impart instruction, or arrange for that
instruction to be imparted, to the apprentice
taken into his employ so that the latter may
acquire the technical ability he needs to
become a skilled worker, the employer
making use of the apprentice’s labour in the
undertaking itself’ (Law 25 of 1955, Article
2). The apprentice is trained by means of
practical training in the workplace and
theoretical and supplementary instruction
through attendance of courses arranged
either by one or more companies authorized

Apprenticeship, under a special contract of employment.
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to do so by the regional authority, or by the
regional authority itself, since the region
also has responsibility for the training
aspects of apprenticeship. The period of
apprenticeship varies, and is usually speci-
fied in the contracts of employment for
individual trades. The training courses
proper consist of at least 200 hours a year,
i.e. 8 hours a week. On completion of their
apprenticeship, provided that they pass an
aptitude test trainees receive a certificate
and can either continue with the same
employer or seek skilled employment else-
where.

In 1982, about two and a half million young
people were receiving vocational training,
as follows:

B more than 1'/, million in vocational
institutes (458 000) and technical institutes
(1 800 000) out of a total of 2 434 000 in
upper secondary education;

B about 250 000 in vocational training
centres, out of almost 300 000 young people
taking vocational training for which the
regions are responsible;

B almost 700 000 apprentices, out of a
total of slightly more than one million
under-20s in employment.

Italy has just over 4 600 000 young people
in the 15— 19 age group, in other words the
population from which almost all basic
vocational training users are drawn. It
could be stated, then, that more than half of
the young people in this age bracket are in
vocational training. This is, however, only a
theoretical figure, because of the appren-
ticeship situation. The breakdown of train-
ing under apprenticeship schemes in the
period before responsibility was decentral-
ized to the regions, combined with pressure
for the abolition of apprenticeship (al-
though this has now ceased) has led to a loss
of commitment to this form of skill acqui-
sition, with the result that apprentices have
been receiving no training other than their
practical instruction in the workplace.

The trainers

Trainers in the various fields of vocational
training fall into the following categories:

B the teaching staff of vocational and
technical institutes, both State and private
(a total of about 150 000);

M instructors at the vocational training
centres set up by the regional authorities or

by subsidized associations and agencies
(totalling over 20 000);

De-facto trainers in the smaller companies.

B the staff of in-company training centres
in the larger private and public-sector com-
panies (a total of a few thousand).

In addition there are the de facto trainers in
the smaller companies who are responsible
for introducing young people to work and
training apprentices on the job. There can
be no hard-and-fast job profile for a trainer
of this type, as he may be the head of the
firm himself in one case and, in another, an
older employee with a good deal of exper-
ience. In the same way, it is difficult to
arrive at a precise figure for the numbers
involved; on the basis of an apprentice
population of almost 700 000, the number
of unofficial trainers might be estimated at
a few hundred thousand.

Even if we disregard the de facto trainers
because of the lack of reliable facts and
figures, we find marked differences in the
sociological composition of the various
categories of trainers.

A breakdown by sex shows that most
trainers are men. Even so, there is a sizeable
percentage of women on the teaching staff
of vocational institutes, and they are even
better represented in the technical institutes
(two out of five are women and a very high
proportion of women teach general sub-
jects).

A breakdown of trainers by educational
qualifications shows that most of those
working in vocational and technical insti-
tutes have a university degree, except for the
technical/practical instructors working in
the laboratories and workshops. The largest
group on the teaching staff at vocational
training centres, which employ far more
practical instructors, is of trainers having a
secondary school diploma. No figures are
available on in-company trainers.

The composition of vocational training
staff in Italy, then, is complex and seg-
mented.

The profession is complex because it
embraces a wide diversity of trainers, dif-
fering not just in their job profiles but also
in social status and level of education.

The profession is segmented in that there is
a great variety of working relationships and
job profiles within each category.

Occupational status of trainers

There are also institutional differences
between individual categories of trainer, for
example in training, recruitment and
refresher training. The first points to be
borne in mind are that:
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B most of the teaching staff at vocational
and technical institutes are public sector
employees (except for the staff of private
schools);

B some of the teaching staff at vocational
training centres are public sector em-
ployees, although here their employers are
the regional authorities or other local bod-
ies; the others are employed by various
types of associations and agencies, although
they essentially come under the heading of
private sector employees;

B most in-company trainers are employed
by the companies in which they work; even
those who are on loan from independent
training centres are covered by the
nation-wide or company-level collective
labour agreements for the industry in which
they work.

0 The careers of trainers working in voca-
tional institutes and technical institutes, on
a par with those of other members of the
teaching profession, are regulated by Presi-
dential Decree 417, issued in 1974, setting
out the regulations governing the legal
status of teaching, managerial and inspec-
tion staff of . . . State schools. Insofar as
experimental work, research and refresher
training are concerned, their status is regu-
lated by Presidential Decree 419 (1974) on
educational experimentation and research,
cultural and vocational refresher training
and the establishment of institutions there-

for.

Recruitment to the permanent teaching
staff is competitive, based on examinations
and paper qualifications. One of the re-
quirements of applicants competing for
teaching posts is that they should have
completed their university education, ex-
ceptin the case of those who will be teaching
vocational or technical (and arts) subjects
calling for special skills. An applicant who
is successful in the competitive examination
and whose name is published in the final
list of successful candidates, which is
graded and gives assessments, will be as-
signed to a teaching establishment. After a
trial period of one academic year there, his
status in the teaching career will become
permanent.

The official teaching hours for secondary
school teachers are 18 hours a week, plus 3
hours a week in the case of teachers of
technical/practical subjects to give them
time to set up their lessons. In addition, all
teachers work for 20 hours a month on
non-teaching activities associated with the
running of their school.

Further training is defined as both a right
and a duty for the teaching staff. Its aims
are seen as:

B keeping teachers abreast of scientific
developments in their own disciplines and in
the links between disciplines;

B furthering their knowledge of teaching
methods;

B taking part in research and innovation in
the didactic/pedagogic field.

There is to be annual planning of these
updating activities within individual school
establishments, which will call on the ser-
vices of outside experts and teachers.
Research, experimentation and educational
refresher courses are organized by ad hoc
institutes (IRRSAS), under the overall
supervision of the Ministry of Education.

These are the regulations, but they are as yet
only the backdrop to what is actually hap-
pening. Over the past few years, recruit-
ment has boiled down to little more than
arranging for the status of teachers who
have already been working on a temporary
basis to be converted to that of permanent
staff. Very few young graduates have been
recruited to the profession, and efforts to
update the knowledge and improve the
qualifications of existing trainers have been
spasmodic rather than systematic and plan-
ned.

(O The work of instructors in vocational
training centres is governed by the ‘Outline
law on vocational training’” (Law 845
(1978)). Most of the measures relate to
teachers in public-sector vocational training
centres, who will be on the permanent
teaching staff employed by the regional
authorities. Insofar as their pay and general
conditions of work are concerned, reference
is made to labour contracts signed by the
regional authorities, the government and

the unions and also to the legislation to be
enacted by individual regions.

The only legal provision governing teaching
staff employed by the training agencies
operating in the sector is that their financial
status should be comparable to that of
personnel employed by the region.

Today, four and a half years after the
outline law has come into force, not all the
regions have brought in their own legisla-
tion on vocational training and only 10 or so
have passed specific measures relating to
teaching staff. In the meanwhile, the
three-year national collective labour con-
tract for vocational trainers employed by
private-sector subsidized agencies was ex-
tended in June 1981 by the schoolteachers’
unions which are members of the union
federations and representatives of the lead-
ing private agencies, in the presence of
representatives from the regions.

There are two contrasting trends in the
status of both public and private-sector
teachers as regards recruitment, earnings
and conditions of work and qualifica-
tions:

B the first is positive, in that their status is
more clearly defined and made more formal
than in the former era of ‘wildcat’ admin-
istration;

B the second is negative, in that the status
of vocational trainers is being too closely
modelled on that of teaching staff in the
State school system, which is not altogether
appropriate to the duties and tasks of the
former.

Finally, attempts to introduce further train-
ing are being hampered by the difficulty of
coordinating ventures and activities because
responsibility is fragmented between the
Regions and private agencies and because
the background and standards of training
of the staff themselves are so varied.

[0 Lastly, there are extreme differences in
the status and work of in-company trainers
from one company to another. It is hard to
define a single model for the job of the
trainer, and trainers’ roles and duties may
be very diverse.
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Two groups of teaching staff can be distin-
guished in Dutch vocational education,
namely (i) the teachers employed in voca-
tional schools and colleges (of lower, inter-
mediate, shorter intermediate and higher
vocational education and apprentice train-
ing) and (ii) the practical instructors
employed in industry. Despite similarities in
their functions there exist between the two
groups great diffences as regards identity,
position and organization.

Teachers in vocational
education

The identity of the teacher can be defined by
reference to three factors:

B the subject that he or she teaches;

B the level or grade of the qualification
which he or she possesses; and

B the appointment and position which he
or she holds. With regard to each of these
three factors it is the case that the identity of
the teacher in vocational education is sub-
ject to statutory definition and regula-
tion.

[ The subject taught

Some 52 000 teachers are employed in the
Dutch vocational training system, of whom
37 000 are men and 15 000 women. Gener-
ally they teach one subject or a combination
of subjects within the same group (e. g.
mathematics and physics in the ‘exact sub-
jects’ group). Five groups of subjects can

H. SCHELLEKENS and B. KOEGLER: (Members of the
academic staff of the Vocational Training Centre for
Trade and Industry PCBB, ‘s-Hertogenbosch).

H. Schellekens and B. Koegler

be distinguished in vocational schools,
namely:

B Languages (Dutch, English, German,
French, etc.);

B Exact subjects (mathematics, physics,
chemistry, etc.);

B Social and cultural studies (geography,
history, sociology, religious studies, etc.);
B Creative and expressive studies (music,
physical exercise, etc.)

B Subjects of direct or indirect relevance
to the type of occupation with which the
particular school or college is concerned.

The numbers of periods which staff mem-
bers teach every week in the subjects for
which they have been appointed vary from
case to case.

Unlike the vocational subjects, which are
specific to particular categories of school,
the general subjects (languages, creative
studies, etc.) are taught in all vocational
schools, with the result that teachers of
general subjects have a wider range of job
opportunities open to them than do teachers
of vocational subjects. This fact makes it
more attractive for the prospective teacher
to opt for a training course in a general
rather than a vocational subject, and as we
shall see in the next section the numbers of
trainee teachers studying general subjects
exceeds the number who have opted for
vocational subjects.

[ The level of qualification
-

The Secondary Education Act distinguishes
three levels or grades of qualification which
teachers may possess, the first grade being
the highest and the third the lowest (so that a
teacher with a first-grade certificate is also

: In the Netherlands

qualified to teach at the second or third
grade). There are also teachers in vocational
schools who are in possession of a minis-
terial declaration or exemption certificate
or who hold no formal qualification.

Table A shows the numbers and propor-
tions of teachers with each level of qualifi-
cation in 1979-80. Half of all teachers were
‘third-graders’.

Table A: Numbers and percentages of teachers
with each level of qualification

Qualification Number %
First grade 11 276 22
Second grade 9 336 18
Third grade 26 038 51
Declaration/exemption 2 233 4
No formal qualification 2716 5

Total 51 599 100

Source: Central Bureau of Statistics.

In recent years there has been a sharp
increase in the number of teachers with
second-grade qualifications working in
technical schools: in 1977-78 such teachers
numbered 2 328, in 1978-79 3 060 and in
1979-80 3 952, an increase of more than
1 600 in only two years. This shift is in large
part due to the availability of second-grade
conversion courses, of which many techni-
cal-subjects teachers with third-grade qual-
ifactions have taken advantage.

[J The appointment and position held

There are no rules in Dutch labour law
governingthe establishment of employment
contracts; such rules are, however, laid
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down in educational legislation. In this
connection a distinction is made between
public secondary schools (run by the State)
and private secondary schools (run by pri-
vate or voluntary bodies, sometimes of a
religious nature, but with financial support
from the State).

The rules governing the establishment of
employement contracts for teachers in pub-
lic secondary schools are set out in Title IT of
the Legal Status Decree issued under the
Secondary Education Act. The Decree’s
provisions include the requirement that the
school authority must provide each teacher
with a memorandum of appointment show-
ing among other things:

B whether the appointment is to a tempo-
rary or.permanent position;

B the nature and if possible the level of the
post and the workload involved;

B the relevant salary arrangements and
guarantee provisions.

The rules relating to memoranda of ap-
pointment in the case of private secondary
schools (Catholic, Protestant or non-de-
nominational/non-religious) are set out in
Section 51 of the Secondary Education Act;
they coincide substantially with the parallel
provisions of the Legal Status Decree.

Teacher training

(0 Training options

Prospective teachers have several training
avenues open to them: both full and
part-time courses exist, leading to qualifica-
tions at the first, second and third grades, in
a range of subjects.

B New teacher-training

The New Teacher-Training courses
(NLOs), which have been in operation since
1980, embody the modern conception of the
teaching function. Students are trained in
two subjects up to the level of second and
third-grade qualifications. This approach is
entirely new, since formerly a qualification
could be obtained in one subject only. There
are now 10 institutions providing the new
courses, one of which concentrates solely on
technical subjects.

B Secondary teacher training institutions

Another way of training as a teacher is to
follow a course leading to a secondary
teaching certificate (MO-akte). Such certif-
icates are awarded at two levels, the A-akte
being equivalent to a second-grade qualifi-
cation and the B-akte to a first-grade qual-
ification. Most MO courses are part-time.

B Other institutions

As well as the NLO and MO courses there
exist a number of other routes to a teaching
qualification, including correspondence
courses, part-time courses for technical-
studies teachers and courses for teachers of
art. Table B summarizes the various
options, showing the number of students of
each sex on each type of course.

Table B: Numbers of students on teacher training courses

Total Male Female

New Teacher Training (NLO) 16 705 8 684 8 021
Secondary certificate (MO) 24 188 12 267 11 921
Correspondence courses 9 046 4 683 4 363
Other 22 788 12 879 9 909
Total 72 727 38 513 34 214

Source: Central Bureau of Statistics.

(NB: Table B does not include university courses leading to a first-grade qualification in a particular

subject area.)

The government plans to concentrate all
secondary teacher training in a small number
of institutions. In future all second and

~ third-grade courses are to be provided by

the NLO institutions, while the first-grade
courses — both full and part-time — will be
run by the universities.

(1 Subject choices

Table C shows the numbers of students
taking each subject or group of subjects.
The large proportion taking languages,
social and cultural subjects and expressive
and creative subjects is striking.

Table C: Numbers of students on teacher-training courses, grouped by subject area (based on CBS

publications)

NLOs MO courses Other Total
1. Languages 9 346 11 306 — 20 652
2. Exact subjects 5 687 1 909 — 7 596
3. Social and cultural studies 6 054 8 143 — 14 197
4. Creative studies 7 150 2774 8 113 18 037
5. Technical subjects 270 — 4 809 5079
6. Domestic science 1679 — 32 1711
7. Health and hygiene 1854 — 748 2 602
8. Commercial studies 1265 708 — 1973
9. Other 7 348 18 132 18 487
Total (no double counting) 16 705 24 188 31 834 72 727

Source: Vocational Education Statistics 1980/81

(NB: The table includes some double counting as a result of the two-subject NLO courses.)
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Practical instructors

O Introduction:
A varied group

In comparison with school-based teaching
staff the practical instructors employed in
industry are more difficult to classify into
groups or types, and in the Netherlands
there exists no general definition of their
function.

Any firm may distinguish training tasks
within its own structure and link them with
other (equivalent or subordinate) functions,
and a measure of creativity in the differen-
tiation and combination of such tasks can-
not be denied to firms. Instructors thus
form a very varied and somewhat ill-de-
fined group — ill-defined because the title
given to a trainer by no means always

Practical instructors.

indicates the training activities with which
he or she is concerned, and because in many
firms training is provided without this fact
being reflected in job titles or descrip-
tions.

Instructors in industry clearly do not fit into
a single category or even a small number of
categories. This may not in itself be a cause
for concern, until it is proposed to institute
national measures to ensure that all instruc-
tors function as effectively as possible: it
then proves difficult, for a whole range of
reasons, to gear the proposed measures to
the very varied situations in which instruc-
tors of different types have to carry out their
training function. If national measures are
to be introduced successfully, it will be
necessary to divide up the multifarious class
of practical instructors, distinguishing
‘theoretical’ types to which such measures
can be directed and geared.

[ Factors relevant to the instructors’
situation

In the Netherlands as elsewhere a number of
factors affect the functioning and classifica-
tion of practical instructors. For the sake of
brevity we shall mention only a few:

the fact that for firms training is always a
means to an end and never an end in
itself;

the type of training given,

the size of the firm and the industry;

the aspect of the training function con-
cerned.

Existing training activities in industry can
be divided into three main groups:

B training to meet the needs of the indivi-
dual firm, job training, instruction days and
refresher training;

B training to meet an industry’s needs
(such courses are geared more to a type of
occupation rather than to a specific job with
the firm concerned);

B work experience for students on school
or college courses (here the firm is simply
providing facilities for obtaining certain
learning experiences).

Our attention focuses on instructors
involved in industry-oriented courses and
work-experience schemes forming part of
school and college courses. In general firms
are more likely to be willing to contribute to
such training work (and thus to meet needs
which extend beyond their own) if the ratio
of costs and benefits is not too unfavour-
able from their point of view.

There are major differences depending on
whether the training activities are carried
out in a large or a small firm. In small and
medium-sized enterprises, in particular,
training is given in the normal course of
work and there is little need for specific
remuneration for trainers or for links
between training activities and particular
positions in the firm. Such activities simply
form part of the production process, with a
limited number of trainees generally receiv-
ing all their training from one ‘all-round’
instructor. Larger firms, characterized by
extensive specialization and division of
labour, isolate a large proportion of their
training activities in special centres with full
or part-time training officers who may be
involved in the training of one or more
groups of trainees.

Four aspects of the training function may be
distinguished, largely corresponding with
the divisions which can be observed in larger
enterprises. They are:
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the coordination of training activities,
tuition, up to the level of the relevant
vocational qualification , given at the var-
ious training locations (which may be spe-
cial centres or the workplace itself);

trainee supervision,
development.

[0 Types of instructor

In firms the same categories of instructor
are found to be responsible for both
firm-oriented and industry-oriented train-
ing activities. In large firms the various
categories are associated with the following
aspects of the training function:

Coordination — Director of Train-
ing or Head of Training
Centre.

— Training centre in-
structors;

Workplace instructors
involved in the produc-
tion process.
— Master
ter).

— Full or part-time
development officers.

In smaller firms all these functions are
generally carried out by a single instructor
for the benefit of one or a small number of
trainees.

Tuition

Supervision (leermees-

Development

In the case of industry-oriented training
there exists in the Netherlands a category of
instructors who are not attached to partic-
ular firms. Some 500 consultants, divided
between 32 national training bodies (train-
ing institutions organized by and working
for the industry concerned), help and sup-
port around 20 000 firms in the provision of

vocational training. Originally their task
was to supervise and counsel trainees, but in
the course of time this has shifted to one of
advising and stimulating the trainers. They
are the principal element in the national
structure for coordination and cooperation
in vocational training.

In the case of work-experience schemes for
school and college students separate super-
visors (department heads) are usually
sought by a work-experience tutor
(‘stage-mentor’), who maintains contact on
the firm’s behalf with one or more work-ex-
perience coordinators attached to schools in
the region.

Back-up services

O General

In the Netherlands a number of instruments
have been developed — mainly by the 32
national training bodies, in the framework
of the apprenticeship system — to help
practical instructors working in industry to
function effectively. This has involved:

M the development of national training
programmes;

B the establishment of national qualifica-
tions and the maintenance of standards
(through examinations);

B the advisory and quality-control services
of consultants;

M the provision of teaching aids on a
national scale;

B the organization of regional training
activities;

B the organization of regional consulta-
tions among instructors;

B the organization of refresher training
courses covering both course content and
teaching methods.

[0 Training the trainers

In addition to private training facilities
there has grown up in the Netherlands a
fragmented system of government-funded
training schemes. The following national
schemes are currently being operated inde-
pendently of one another:

1. two-year part-time courses for practical
instructors;

2. seven-day refresher courses for practical
instructors;

3. in a number of industries, training
schemes lasting several days;

4. in-service training for consultants.

Certain courses are geared to the capacities
and requirements of particular categories of
instructor.

Coordinating training activities

The division of responsibilities between and
coordination of training in industry on the
one hand and training in schools and col-
leges on the other are organized by various
means in the Netherlands. In the case of
industry-oriented vocational training this
includes:

1. the establishment and formulation of
national programmes;

2. the structure and operation of central
examining boards;

3. the national support system provided by
consultants in each industry.
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Pressures for change:
employment availability

The situation of trainer training is under
strong pressure to change. There are two
major sets of issues underlying this pres-
sure, the first involving employment availa-
bility. As EC Commissioner Ivor Richard
says in Cedefop News No 5 (1983):

‘. . . credibility of training, particularly
in the eyes of young people, will depend
upon the availability of employment
thereafter. Job availability following
training and/or retraining has a major
effect upon the training of trainers
involved in the activity and applies a
strong ‘‘market’’ pressure upon the con-
tent and methods of training arrange-
ments.’

Pressures for change:
motivating the training

Why training is undertaken, or provided,
affects how the trainers are trained. Three
factors are important in this respect:

M Firstly, the explosion in unemployment,
particularly youth unemployment, has pro-
duced a response which has been called the
‘social rescue programme’, comprising
massive new training and re-training initia-
tives, such as the youth training scheme
(from September 1983), the Manpower Ser-
vices Commission’s open tech programme

MIke KeLLY works in the Staff Development Unit of
Manchester Polytechnic and specializes in exper-
ience-based training

In the United Kingdom

Mike Kelly

for updating and retraining, particularly of
technicians, the professional, industrial and
commercial updating schemes (PICKUP),
developed by the Department of Education
and Science, and the MSC’s technical and
vocational education initiative for 14 to 18
year-olds.

B Secondly, major pressure for change has
come from the changing patterns of
employment in the UK stemming from the
substantial decline in manufacturing indus-
try (down from nearly 40 % of the work-
force to 26 % over the past 20 years), plus a
‘vertical’ shift out of unskilled and
semi-skilled jobs, and the effects of the new
technologies coming on-stream over the last
decade.

B Thirdly, substantial manpower policy
reviews with serious economic purposes by
training and employment specialists is ques-
tioning many of the foundations upon
which the UK’s employment and training
policies were constructed: the efficiency and
effectiveness of off-the-job-training, its res-
ponsiveness to industrial and commercial
needs, public versus private provision of
such training, the proper source of its
funding and the responsibility for the design
of the curriculum of an effective training
process — all these, as well as increased
interest in the adaptability and development
of on-the-job-training arrangements, are
multiplying the pressures for changed pro-
grammes of training provision.
I

The current situation

Until comparatively recently, trainer-
training provision in the UK was rela-
tively straightforward to describe. Those

trainers whose situation I described in the
UK monograph on the situation of trainers
(Cedefop, 1983) some 60 000 of whom are
recognized in their job title as ‘trainers’,
with a further undefinable number, proba-
bly over 100 000, whose job includes some
element of on-the-job-training in enter-
prises (both the public and private sectors),
have two major sources of legitimation as
‘trainers’:

B extensive and comprehensive experience
in a range of occupationally-based skills;

B proven expertise in such skills, often
backed by professional qualifications.

However, the levels of pedagogical training
and expertise, in both public and private
sector trainers, on and off the job, are much
more variably distributed. Not more than
50% of trainers in public, semi-public, or
private sectors have pedagogical training or
qualifications; in some training establish-
ments, the proportion would appear to be
considerably lower than this. The financial
resources devoted in the UK to this peda-
gogical aspect of the training of trainers,
excluding capital building and salary costs
of trainers themselves, has been estimated,
for the purposes of the UK monograph
referred to above, to be around 3 to 5 % of
the overall education and training expendi-
ture of some UKL 12 000 million.

Trainer formation and
updating for the future

The key components in the training and
updating of trainers are currently in the
process of being defined, and, to some
extent, implemented. Such implementa-
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tion, particularly that which takes account
of the major changes in the needs and
demands of the trainer for the 1980s, is
tending to occur according to market
forces, rather than in the more leisurely and
traditional ways, based in the public sector
educational institutions. Much train-
er-training occurs on the job, and as specific
needs arise. Both the Manpower Services
Commission and the statutory education
and training providers (nationally the
Departments of Education and Employ-
ment, and regionally and locally, bodies
such as the nine Regional Advisory Coun-
cils for Further Education, the 30 Polytech-
nics, and the Local Education Authorities),
are in the process of identifying changing

needs of trainers resulting from the changes
in employment and training arrangements,
and developing, updating and retraining
short courses, on and off the job.

In addition, companies and private training
centres are doing the same. Though this
tends to meet particular needs, it can be
short-term, and uneconomic within the UK
as a whole, and efforts are being made to
rationalize the provision where possible.
Further, such a ‘market forces’ model does
not always solve the problem of the training
required where the skills involved are at the
‘sharp edge’ of the new technologies, where
the personnel involved in new technology
production cannot be spared from the pro-

GLASER

A number of investigators have identified as vital in the trainer population the attributes of flexibility

and adaptability.

ductive process to train other workers in
their operation. This problem is likely to
grow.

Changes in the trainer-training
situation

Three main changes in the trainer-training
situation are emerging:

B The trainee target population in the UK
will become increasingly different over the
next 10 years. Due to the changes in employ-
ment availability, skill needs in the labour
force, and training philosophy and scope,
the target population for training and
retraining will be covered more comprehen-
sively. The youth training scheme (YTS)
operating from September 1983 is aimed at
every school leaver, i.e. every 16 year-old
who is not going on to full-time education.
At first, 460 000 places primarily for those
unable to gain employment will be pro-
vided, but this will aim to be extended as
soon as possible to ‘form a permanent
bridge between school and work’ (Youth
task group report, MSC, April 1982), for
unemployed and employed young people.
Further, it aims to include 17 year-olds too,
as resources are available. This target pop-
ulation includes those who are unmotivated
by training provision, the less able youngs-
ters, and the disabled. Such a major change
in population will call for considerable
changes in the trainer staff, particularly in
their personal and professional skills and
attitudes.

B This change in the trainee population,
allied to changing philosophies of teaching
and learning approaches, will call for dif-
ferent pedagogical skills in the trainers.
Curricula are being designed to allow for
roll-on/roll-off access to off-the-job-train-
ing, individualized learning packages, more
flexible modes of learning, specific training
packages tailored to specific job and occu-
pational needs delivered by a wide variety of
providers, for use on and off the job, and,
increasingly, computer and video-based
training. The use of traditional class-
room-centred training in many public-sec-
tor vocational institutions will occur less
often, and with more discrimination. Per-
formance criteria, rather than paper quali-
fications, and standards — based compe-
tence, rather than a time-served approach,
will become the markers of effective train-
ing. The trainers’ pedagogical skills are
having to change significantly to accommo-
date these new ways of working, and, as
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noted earlier, they are having to change on
the job, and at a faster pace than is normal
in trainer training.

B Thirdly, trainers are themselves in need,
in some cases, of considerable technical
retraining. The technical knowledge and
skills repertoire of many of them, more
particularly in the off-the-job training sec-
tor, are often the very skills for which
demand is in decline in the UK economy at
large, and major updating and retraining
needs are coming to the surface as industrial
and commercial training needs concern
skills areas which are inadequately covered
by the trainer population.

These three areas, combined with other
more general changes in values and philos-
ophy related to the workforce as participa-
tors in flexible teams rather than as indivi-
duals in a hierarchy, demand significant
re-orientation in the training of trainers.

Favoured trainer profiles

The trainer profile most appropriate to
meeting the needs of trainees in the light of
the changes in recruitment and employment
systems in the UK may be used to point to
the necessary changes in trainer — train-
ing:

B A primary characteristic of trainers
remains that of sound technical knowledge
and expertise. As already indicated, this
cannot in many cases any longer depend
upon experience and qualifications gained
much more than 10 years ago, because of
the major changes in production and deliv-
ery systems in the modern economy. There-
fore, updating and retraining has become
an essential for many trainers in their
technical knowledge and expertise (Helping
young people to learn, Singer and Johnson,
IPM/MSC, 1983).

B Allied to this technical soundness, Sin-
ger and Johnson see as essential in trainers a
‘liking for young people and an ability to
relate to them’, particularly in initial train-
ing, as well as a sound organizational base
for training structures, recognized. and sup-
ported within the institutes and enter-
prises.

B A number of investigators (including
Hayes, Singer and Johnson, Kelly and
Bagenal, Wellens) have identified as vital in
the trainer population the attributes of
flexibility and adaptability. In an uncertain
situation, with the advent of new technolog-

ies, an accelerated rate of change, and
difficult employment scenarios, trainers
will increasingly need to be flexible and
adaptable, developing an entrepreneurial
approach to meeting market needs: for this,
there will need to be, in the short to medium
term at least, increased resource support to
enable staff to adapt to changing demands
and needs.

B Such support may well be particularly
necessary in the development of pedagogi-
cal skills where a changing trainee popula-
tion, and an expansion of the concepts and
philosophy of the design and implementa-
tion of training curricula, are likely to place
extra strain upon the professional expertise
of trainers. Essential areas for development
here include such things as:

the pedagogy of training design;

the pedagogy of presentation, including
computer-assisted learning, independent
and distance learning;

the psychology of experience-based learn-
ing;

skills of counselling and guidance, personal
and vocational;

skills in the assessment of trainees, and the
evaluation of programmes and schemes,
on-the-job and off-the-job;

the understanding of, and expertise in skills
ownership and transfer, enabling trainees to
truly gain ownership of the skills learned, so
as to be capable of transferring their use to
unfamiliar contexts.

M Finally, trainers need to have, at least,
an awareness of the range of values at work,
in society at large, and personal to trainees
— values which may well be considerably
different from their own. This points to a
minimum capability in the area of human
relations, interpersonal and team develop-
ment skills for which training can be devel-
oped and promoted amongst trainers.

Issues and action for the future

In conclusion, six issues for priority action
may be highlighted in the development of
the training of trainers in the UK. The first
two relate to the vocational training system
and its interface with general education and
the employment market:

Ul Priority 1: Traditional apprenticeship is
in substantial decline, but the concept and
practice of traineeship can become an effec-
tive substitute, appropriate to the changed
and upgraded needs of the enterprises,

public and private, of the 1980s and
beyond. Already in the UK, the construc-
tion, engineering, hotel, catering and allied
services, and agriculture industries are in
the process of developing training which, to
a greater or lesser degree, incorporate the
first YTS year as the initial stage of formal
training requirements, including, where
they still occur, formal apprenticeship
training. Trainers need to become more
conscious of this approach and more sensi-
tive to its implications for all levels of
training, and for ‘progression’ through all
levels of training, with its consequent need
for relevant and appropriate certification
and accreditation of experientially-based
learning.

U] Priority 2: The pressure is now intense,
and probably rightly so, for trainers to
produce a credible and employable training
product, i.e. trainees who have relevant and
marketable skills, developed through ade-
quate understanding, and ‘hands-on’ prac-
tice, in a variety of contexts. Trainers need
support in their own training to enable them
to effectively guarantee skills ownership
and transferability within at least occupa-
tionally related skills, and perhaps between
one or two related occupations, so as to
produce flexible and adaptable trainees who
are aware of the ‘continuing’ need for
development over a whole lifetime.

The next two issues for priority action in
trainer training relate to the personal and
professional needs of the trainers them-
selves.

[ Priority 3: Opportunities have to be
found for trainers, both off-the-job and
on-the-job trainers, to update their own
technical knowledge and expertise. Short
courses and secondments across the
off-job/on-job divide can be effective in
such technical updating.

O Priority 4: In addition to the trainers
gaining technical up-dating, there is a need
for pedagogical training, as has been indi-
cated earlier in this article, to allow staff to
consider and to practice a variety of training
approaches. Such training will frequently
be enriched if trainers from both
off-the-job and on-the-job situations come
together for such activity.

The last two areas for priority action con-
cern 2 particular areas of up-dating and
retraining for trainers which are compara-
tively new, and potentially both demanding
and rewarding areas of development.

[ Priority 5: New training initiatives, for
young people, and for adults, make new
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demands on trainers in the area of interper-
sonal and guidance skills. Provision for
human relations training, and counselling
and guidance skills development are
increasingly becoming necessary for train-
ers.

(J Priority 6: The influx of the new tech-
nologies do not only affect production and
services in the economy at large. They are
also becoming more and more a part of the
training process itself. Computer-based

training, and the use of video, make differ-
ent demands on trainers, particularly where
he or she is involved in the production of
appropriate software.

Conclusion

The situation of the training of trainers in
the UK is perhaps the next major item on the

nation’s agenda, following the introduction
of the youth training scheme, and its conse-
quent effects on the whole of vocational
training provision. In spite of the con-
straints, there appears to be considerable
energy and imagination for trainer — train-
ing to be adapted and adjusted appropriate-
ly enough and quickly enough for the
trainees to benefit and to make an effective
contribution to the UK manpower needs of
the next 10 years.
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Les tuteurs en entreprise

Francine Vincent

Publications de la Sorbonne (in the series
entitled “Travaux et publications du Centre
d’éducation permanente de I’Université de
Paris I’)

Paris 1983, pp. 169 (in French)

In France, in the aftermath of the law
enacted on 12 July 1980 and the Schwartz
Report issued in September 1981 (see Voca-
tional Training 11/83, p. 37), debate is
continuing on the issues of alternance train-
ing, apprenticeship for the 16-18 year olds
and their integration into society. The ordi-
nance of 26 March 1982 and ministerial
circulars on the implementation of alter-
nance training (8 February and 4 April
1982) have helped to define more clearly the
role of companies accepting young people
for training and the function of the ‘tuteur’,
whose task it is to work with other in-com-
pany trainers to make sure that the young
apprentice does not find his first contact
with the working world too traumatic.

This is the theme of the recent report by
Francine Vincent, a well known expert and
consultant at the Centre d’Etudes Générales
et d’Organisation Scientifique (CEGOS),
attached to its ‘Culture and Vocations’
section.

In Part I, the author reviews the function of
the ‘in-company tutor’ in everyday life in
the light of interviews with tutors operating
in various sectors of the economy (craft
firms and industry) and public bodies (pro-
viding work experience in pursuance of the
Pacte National de I’Emploi, universities,
etc.). These interviews, compiled into short
monographs covering each sector, make it
clear that the primary considerations to be
borne in mind by the tutor are manpower,
selection and recruitment needs rather than
the needs of trainees.

The second part of the report compares the
data compiled with the findings of other
theoretical research on the subject (for
example, by B. Schwartz, the Association
pour le Développement de I’Education Per-
manente (ADEP), Information sur la For-
mation Permanente (INFFO and Cedefop).

In so doing, the author brings into sharper
focus the basic function of the tutor, the
nature of alternance training and the (re)or-
ganization of apprenticeship in companies,
which are increasingly being seen as ‘loci of
training and education’.

The final part (Enclosures) starts with the
inevitable reference to apprenticeship in the
West German dual system, and then repro-
duces official documents, ministerial circu-
lars and laws. This is followed by a useful
‘essential bibliography’, arranged by sub-
ject.

The report is an invaluable guide to all
those — in both the public and the private
sector — concerned with the training of
young people in the workplace.

Rekruitierung und Qualifikation
des betrieblichen Bildungs-
Personal

Ed. Rolf Arnold und Theo Hiilshoff
Esprint-Verlag, Heidelberg 1981, pp. 215
(in German)

The second volume in the series Betriebliche
Aus- und Weiterbildung (Esprint, Heidel-
berg), this is a miscellany of reviews and
research reports relating to the ‘company
pedagogy’ pilot scheme (Modellversuch
Betriebspidagogik), financed by the Rhine-
land-Palatinate region and the Federal
Ministry for Education and Science.

The title describes the theme of the book,
the recruitment and qualification of
in-company training personnel, its contri-
butors being experts and well known spe-
cialists on the subject. The subject has been
discussed at length from the scientific view-
point, but what is now (or, more appro-
priately, still) needed is an essentially poli-
tical solution in the form of clear-cut legal
measures to ensure that implementation is
delayed no further. We feel this must have
been the editors’ motivation in collecting
the essays and articles between the covers of
a single book, some of which have already
appeared in specialist journals or as
research reports. Most contributions offer a

detailed picture of vocational training in
companies in the Federal Republic of Ger-
many today, concentrating on the ‘profes-
sionalization’ of trainers.

The first part of the book discusses the
problem of ‘recruiting’ in-company trainers
(with articles by Arnold/Weis, Kutt and
Wollschlager). Part II tackles the subject of
their ‘qualification’ (Paschen/Boerger, Se-
bastian, Arnold, Déring, Schulz, Kutt,
Tilch and Stiehl). The publication ends with
an article by the two editors, calling for the
step-by-step creation of an integrated sys-
tem of normative and methodological stud-
ies for trainers and those in charge of
in-company training in the Federal Repub-
lic of Germany.

Notizario quadri della forma-
zione professionale (ENAIP)

Gianni Ascani, Director;

Editor, Mario Gilli.

Via G. Marcora 18/20, 00153 Rome
(in Italian)

This bi-monthly journal published by Ente
Nazionale dell’Associazione Cattolica La-
voratori Italiani per [’Istruzione Profes-
sionale, ENAIP, aims at a specific reader-
ship of the people in charge of vocational
training in Italy and others who are con-
cerned with the problems it raises. Each
issue consists of several sections on indi-
vidual themes. Section 1 is entitled Prospet-
tiva, ‘prospects’. It sets out ENAIP policy
guidelines and reports on the laws affecting
vocational training and the trainers. Section
2, Formazione professionale, is in turn
made up of sub-sections on individual
aspects of vocational training: agriculture,
industry, the service sector, retraining, edu-
cational advancement and vocational train-
ing abroad. Section 3, Esperienze regionali,
reviews experience and experiments at
regional and local level, whereas Section 4,
Diario dei Mesi, is a ‘diary’ giving news and
views on vocational training. The final
section, Documentazione, quotes the text of
regional legislation and describes proposals
and documents generated by the social
forces in the working world.
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Actualité de la formation
permanente

Jean Nacache, Director

Bi-monthly review of INFFO Centre
(Centre pour le développement de ’infor-
mation sur la formation permanente), Tour
Europe Cedex 07, 92080 Paris La Défense
(in French)

Published by INFFO (members of whose
board represent the leading French econo-
mic and social undertakings and the
unions), the journal consists of sections
entitled Pris sur le vif, Dossier, Etudes and
Documents. The first section reports news
from various professional sectors and pro-
vides information on the activities of
French, European Community and world
agencies responsible for training and the
problems of adult education. The theme of
the second section, the ‘Dossier’, changes
with each issue. For example, issue 63
(March-April 1983) contains articles on the
status of trainers (Jacquet), their qualifica-
tions and continuing education (Malglaive)
and training programmes for trainers of
16-18 years olds (Bapst and Beauvallet-Cail-
let). The third section is devoted to theore-
tical and scientific research, while the
fourth cites official reports, regulations and
bills associated with vocational and con-
tinuing training.

European journal of teacher
education

Journal of the Association for Teachers in
Europe (ATEE)

Editor: Rhys Gwyn. Administration and
publishers: Carfax Publishing Company

(PO Box 25), Abingdon, Oxfordshire OX14
1RW, England (EN)

Following a year of transition (1982, Vol.
5), this journal (1983, Vol. 6) continues the
series originated by its predecessor, Revue
ATEE Journal (1978-1981, volumes 1-4).
The three issues a year (March, June and
October) are concerned with policies for the
basic and continuing training of teachers,
especially in the European context. Every
article is in English or French (very occa-
sionally in German), preceded by a 100-150
word abstract in two languages, one of
which is English.

Each issue contains reviews of books and
journals in its field, followed by a list of the
new publications received. Apart from
bibliographical references, descriptors are
given in English, French and German,
based on the European Documentation and
Information System on Education,
Eudised.

Censis — Quindicinale di note e
commenti

‘Editor: Fabio Taiti

Piazza di Novella 2, 00199 Rome

Centro Studi Investimenti Sociali (Censis) is
one of Italy’s leading social research insti-
tutions. Its excellent socio-economic ana-
lyses of the Italian situation are guidelines
that contribute towards an understanding
of Italy’s society and economy and the
dynamic pressures by which they are being
changed.

These ‘fornightly notes and comments’ pro-
vide a medium for the wide dissemination of
the findings accumulated as a result of the

Centre’s investigations and research. The
publication tackles a whole range of vital
and topical social issues, but it reserves
specific space to education and vocational
training.

The ‘fortnightly’ is aimed at an influential
readership — senior management in indus-
try, civil servants, union leaders and jour-
nalists — seeking in-depth information
about what is happening in Italian society
today.

Two other Censis publications of special
interest are its series entitled ‘Ricerche’ and
‘Contributi‘.

Formazione domani

Monthly review of the Istituto Addestra-
mento Lavoratori (IAL).

Editor: Cataldo Di Napli
Via Tagliamento 39, 00198 Rome

IAL, an institute concerned with manpower
training, is linked with one of Italy’s three
leading trade union confederations, Con-
federazione Italiana Sindacati Lavoratori
(CISL). The institute is intensely involved in
vocational training under regional training
programmes and, to back up these training
activities, it conducts and promotes schotar-
ly research on the subject. The journal
brought out by IAL has a three-fold goal: to
generate and inform political debate, to
stimulate cultural commitment and to
report on vocational training programmes
and experience. It is of undoubted interest
to European observers wishing to keep
abreast of political changes and develop-
ments in training in Italy as seen through
trade union eyes.
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The future: an end to the
trainer’s diploma?

Interview with Nicolas Estgen
by Duccio Guerra

In periods of crisis and far-reaching change,
the vocational training variable is no longer
as closely linked with employment as it used
to be in boom periods, or at least the
‘training/employment ratio’ tends to be-
come negative in that lack of training — or
lack of sound training — adds to the risk of
unemployment.

With the breakdown of old-established
economic structures in the 1960s, there has
been a search for surrogate solutions and
the momentum of change has been gather-
ing. Vocational training is expected to func-
tion in support of change. Its primary role is
seen not just as the transmission of technical
knowledge and job skills to individuals but
as the ability to make that knowledge and
those skills highly flexible so that they can
be adapted to meet the challenge of
change.

All this induces us to reflect on the tradi-
tional role of trainers in vocational training
and on their own training.

On the world scene, Europe will probably
continue to set the pace in certain sectors of
production and services, provided that it
first of all raises and maintains the educa-
tional and training standards of its labour
force and trainers.

The Community’s social and economic
policies will inevitably be reflected in its
policies on education and vocational train-
ing, a subject we discussed with Mr Nicolas
Estgen, Vice-President of European Parlia-
ment. With his experience at directorate
level in the Luxembourg Education Minis-
try, he is particularly conscious of the
difficulties associated with schools and
vocational training.

NICOLAS ESTGEN: Vice-President, European Parlia-
ment, Former member of Cedefop Management Board,
Former Director of Technical and Vocational Education
at the Luxembourg Ministry of Education.

HOFFMANN

Faced by such sweeping changes as those
now taking place in the society and econo-
my of the European Community’s Member
States, what changes would you like to see
in the role of trainers in the field of
vocational training?

First of all, may I express my pleasure and
satisfaction at being with you here in this
European Centre in Berlin where I worked
with you for quite a time as the representa-
tive of the Luxembourg Government.

I was here when the Centre first saw the light
of day and in a sense I, with my friend the
Deputy Director, Mario Alberigo, was one
of the midwives at the birth of Cedefop’s
information policy. I must congratulate
you, you are doing sterling work. Speaking
for myself, I should like to see your field of
action extended even more widely.

To go back to your question, I would say
that, in the current economic and social
context, the role now assigned to vocational
training is innovatory in two ways.

Firstly, people like to think of it as the
miracle cure for unemployment, especially
youth unemployment. The second demand
made of vocational education is that it
should enable Community countries to
meet the challenge of Japan and Japanese
technology.

The implication is that trainers should know
all about the labour market and be familiar
with every movement and shift occurring on
that market and economic developments
and trends in their own region, in other
words within a radius of 60 to 120 miles, as
well as technological changes and trends in
their own field.

In other words, the basic technical and
practical training and the professional
expertise they have acquired will no longer
suffice.

In the future, there will be no such thing as a
trainer’s diploma testifying that a person
has the requisite qualifications, but rather
an attestation of the professional dynamism
and intellectual agility expected of a good
trainer. If trainers are to teach others, they
must constantly train themselves.

b

Under the generic heading of ‘trainers
comes a very wide variety of professionals:
practical instructors, teachers of theory,
technicians, teachers employed by public or
private-sector establishments, etc. Even
though they may all be lumped together
under this one name, do you not feel it is
vital to create new forms of dialogue and
cooperation between the school and the
working world, between teachers working
in the State system and trainers and techni-
cians working in industry?

Even in less troubled times, I always felt
there should be the closest collaboration

"between the school and the working world

on the subject of vocational training.
Today, such collaboration is even more
vital.
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I think that the Community, for example
through Cedefop, would do well to encou-
rage and fund pioneering ventures (starting
perhaps with one pilot scheme in each
Member State) involving a school, a voca-
tional training centre and an employer,
under the auspices of an official from the
Government concerned and in conjunction
with the appropriate trade associations. The
aim should be to create periods during
which the ‘people in the thick of things’ and
those responsible for training can think and
talk about what they are doing and pool
their individual experience.

The reason why I name Cedefop in this
context is because I have such a high
opinion of what it is doing and great
confidence in the experts who work here.

Cedefop could be the ‘sunrise-point’ both
for a new look in professional ethics and for
a new method of teaching vocational skills.

It could act as the Community corner-stone;
it could coordinate the strategy we hope to
see. At the same time it would be the focal
point for the compilation and interpretation
of information on the schemes, so that
others may benefit by the experience
acquired.

Keeping abreast of rapid changes in know-
ledge is a primary need for trainers hoping
to maintain their professional standards.
Do you think we should be content with the
tried and tested arrangements, periodical
refresher courses, or should we be thinking
about a fresh approach and new develop-
ments in the training of vocational train-
ers?

You can probably guess what my reply will
be from what I have said up to now. Yes, we
should undoubtedly be looking for a new
approach. In my view, the basic feature
should be joint action by the school and the
employer.

As you say, the tried and tested formula of
regular courses is no longer enough.

Trainers should not just go off every now
and then to take a peep at what is new in the
working world. We should be creating a
system of regular joint seminars where the
boffins who know about new technologies
can meet the practitioners working in indus-
try and the people who work in our schools,
teaching both theory and practice.

Furthermore, attendance of such basic and
refresher training seminars should not be
left to the goodwill of trainers; alternance
(the linking of the phase in which trainees
learn and the phase in which they adapt
their newly acquired knowledge) should
become a far more integral part of the
normal, official and remunerated duties of
their trainers.

In its political debates, how much attention
does European Parliament pay to the train-

ing of trainers? Is there any move towards
tackling this problem in the Community
context?

As yet there has been no political debate on
the specific subject of the training of voca-
tional trainers, nor has any report been
produced on it. One reason may be that
European Parliament prefers to respect the
autonomy of individual Member States in
matters of education and training. Even so,
I believe the time has now come to generate
a debate on such an important issue. There
would certainly be no opposition to any
such initiative, since Parliament has already
raised the problem of vocational training on
several occasions, seeing it as an essential
part of efforts to boost the European
economy.

Do you not think that the birth of a new
technological culture could provide an
opportunity for introducing common train-
ing elements into the training of ‘European’
vocational trainers? Have any political pro-
posals been put forward along these
lines?

Yes, I do think this; but no, no political
proposals along these lines have been made.
This is I believe a case in which teachers and
technicians should point the way and poli-
ticians should follow.

Here again, in my view Cedefop could be
the initiator and promoter.

Political and scientific proposals have been
made in European Parliament with a view
to a coordinated European policy on
research, technological development and
industrial advancement. Our teachers, our
trainers, should be missionaries and the
transmitters of new ideas. They should be
associated with this process of focusing our
efforts in the technical and economic field.
Such an operation could help to distill
common elements to be introduced into the
training of European trainers.




Training in the 1980s

Commission of the
European Communities

On 21 October 1982, the Commission sub-
mitted a draft resolution to the Council
concerning vocational training policies in
the 1980s, together with a communication’
setting out Community policy guidelines
and defining spheres of action. There are,
the Commission says, four main subjects of
concern:

B training policy for young people;

B ‘raining and equality of opportunity;
B conception and organization of training
at local and regional levels;

B exchange of information and exper-
ience.

The question of the training of trainers is
more specifically raised in connection with
young people’s training. A major invest-
ment is needed in the training of those who
will have the responsibility for the design
and content of new programmes of social
and vocational preparation. Greater
cooperation is required between teachers
concerned with different stages of training
— the final period of compulsory school-
ing, training for young people after the
school-leaving age and adult vocational
training — so as to build more bridges
between those stages and improve the ele-
ment of continuity in training provisions.
Since constant renewal of the content of
training is essential, as is a broad spread of
options that will attract young people, there
is a need for special encouragement for the
training of trainers and other key support-
ing personnel.

Moreover, to encourage a variety of imagi-
native responses to the design of pro-
grammes on offer to young people, the
Commission proposes the extension of its
demonstration projects on linked work and
training so as to create a systematic, Com-
munity-wide capacity to learn from each
other’s experience over the next five-year
period. These pilot projects would be
designed to focus on the following priorities
of common interest:

! Doc. COM(82) 637.

B the extension of guidance and support
systems to provide continuity of contact
with the young people involved and to
stimulate the coordinated and active provi-
sion of information and advice on job and
further training opportunities, especially at
local level;

B inter-professional cooperation among
teachers, guidance specialists and other
agencies, both public and private, con-
cerned with youth questions at local/
regional level, to extend the range of
options available to young people;

M the training of trainers involved in re-
designing the programmes on offer and in
equipping teachers and other specialist per-
sonnel for these new tasks;

B the design of assessment systems for
these programmes, based on training
modules which may be linked with the
overall systems of certification and thereby
recognized as a basis for entry into employ-
ment and further training.

To assist in the development of training/
production workshops, the Commission
proposes the establishment of a second
group of projects, which should serve as
points of reference within each Member
State and for comparative evaluation at
Community level. Special attention should
be paid to the training and management
skills and expertise required of the staff
involved in such projects, with the aim of
producing a practical guide or manual for
training instructors.

On the subject of the conception and organ-
ization of training at local and regional
levels, the Commission communication
stresses the need to link training policies
with wider social and economic strategy
designed to regenerate disadvantaged re-
gions. The Commission notes the growing
importance of various counsellors whose
role it is to act as agents for development by
animating, coordinating and supporting
local initiatives designed to promote
small-scale job creation.

The activities of such development agents
fall between the traditional areas of respon-

sibility of the training authorities and the
employment authorities. Their role is likely
to grow in importance in future and to
impinge increasingly on the responsibilities,
for instance, of vocational guidance advi-
sors and officials of local employment
agencies. The training requirements of all
such officials will have to be reviewed in
order to ensure that they have certain
elements in common and are able to work as
a team at the service of both those in need
and those involved in initiating job creation
schemes. An emphasis on inter-professional
training may also help to avoid the creation
of overlapping, wasteful or even conflicting
advisory facilities and encourage a degree of
mobility and interchange between educa-
tion, training and employment services
without detracting from the promotion and
career prospects of the specialists involved.
It will be equally important for Member
States to ensure that the trainers are equip-
ped to take account of these new develop-
ments and be fully aware of the range of job
creation initiatives and changing qualifica-
tion requirements, as well as having some
direct experience of inter-professional de-
velopments affecting the specialized per-
sonnel involved in their training pro-
grammes.

Under the heading of ‘exchange of informa-
tion and experience’, the Commission pro-
poses a modest programme of short study
visits for vocational training lace of that
human relationship.

On 11 July 1983, the Council of Ministers
adopted a Resolution* setting out these
proposals, including those concerning
trainers. Taking into account the role and
responsibilities of both sides of industry,
Member States should increase their efforts
to improve the quality and scope of the
training of instructors and vocational guid-
ance counsellors, paying particular atten-
tion to the training needs of those responsi-
ble for providing technical advice to stimu-
late economic activities at local level (devel-
opment agents).

* 0J C 193, 20. 7. 1983.
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Two thousand trainers a year

Interview
with Mr André Aboughanem
by Florence Gerard

Turin, 1965. The year in which the
International Centre for Technical and
Vocational Training opened its doors.
The concrete embodiment of 20 years’
work in the field of vocational training
by the International Labour Organiza-
tion, the Turin Centre came into being as
a result of growing awareness of the role
that training could and should play in
the process of development in countries
that had recently gained their indepen-
dence. Help with training had become a
key element of the development aid
furnished by the international organiza-
tions and under bilateral programmes in
the form of technical assistance.

Geneva, 1983. Mr Aboughanem, Direc-
tor of the Turin Centre and special
adviser to the Director-General of the
International Labour Office, replies to
questions from Cedefop about his
approach to the training of trainers and
developments in the Centre’s activities in
this field over the past 20 years.

Mr Aboughanem, could you first describe
the importance of the training of trainers in
the Centre’s overall work?

I should like to point out that the training of
trainers forms a vital part of the Centre’s
activities, although we are not speaking here
of trainers for vocational training in the
strict sense of the term. Even if we take the
broadest possible definition of vocational
training, it accounts for about half our
workload. We have a number of other
programmes relating to the training of
managers, cooperative staff and union
members, etc. In general, the training of
trainers accounts for 50 % to 60 % of our
activities.

The very name of the Turin Centre stresses
the concept of technical and vocational

training. Is this concept still valid? How has
the Centre adapted to the changes that have
been taking place over the past 20 years?

When it was launched, the Centre’s institu-
tional terms of reference were seen essen-
tially as the further training of vocational
training staff or even skilled workers and
craftsmen from countries which had not yet
acquired their own vocational training
agencies. During the early years of its
existence, then, the Centre provided advan-
ced technical training and it was equipped
with sizeable workshops. Although part of
the Centre’s role was to teach people how to
teach, this stage tended to complement its
primarily technical programmes. Things
changed considerably over the years as the
newly independent countries gradually set
up their own training colleges, with the
benefit moreover of international aid. By
about 1975 it became apparent that the
stress previously laid on advanced technical
training did not reflect the needs as closely
asin the past, since the nature of those needs
had changed. There was a review of the
Centre’s aims and activities in 1977-78,
leading to a change of course in the pro-
grammes. For the past five or six years, the
Centre has been essentially concerned with
the training of trainers and, more specifical-
ly, with the development of training
methods.

Another factor has led us to reconsider the
work we do. There is now a colossal mass of
trainers to be trained — something I believe
has become a vital concern of companies
and training colleges in most countries.
Everybody is now looking for ways of
training instructors in large numbers. In the
past, a few individuals used to receive
advanced training and were then found jobs
in training institutions, which were relative-
ly selective in the training they provided.
This is no longer the case today. Countries
which not so long ago were looking for a
few dozen trainers for the next few years
training and we have to go back to basics
and rethink our methods.

One point I should like to make relates to
our computerized technical documentation
unit, which gives trainees and the national
experts who pass through the Centre access
to the wealth of experience and thought that
has been accumulated on training systems
and methods throughout the world. This
documentation is supported by a network in
which Cedefop is a vital link as far as
Western Europe is concerned.

On the subject of training methods, what do
you feel about the aid that the Turin Centre
can give to trainers working in totally
different contexts, usually with limited
resources?

May I say first of all that we do not see
trainers as being merely teachers of techni-
cal subjects or instructors at vocational
training centres. We include under this
heading anyone who acts as a training
agent, whatever his or her status. For
example, executives with responsibility for
training policies and facilities come under
this heading, as do the staff of organiza-
tions who do not devote themselves to
training full time but have to do some
training in the course of their work. We
have become aware that any training
methods we might recommend to these
various categories of staff will in the final
analysis differ very widely and be greatly
influenced by their respective goals, the
socio-economic setting for the training and
to a great extent the cultural, academic or
scholastic background of the people being
trained. This is why the development of
educational technologies plays such an
important role in our search for solutions.
In essence, what we are doing is to see how
the training agent or trainer can be taught to
use the teaching aids best suited to his needs.
What we call educational technologies are
all the teaching aids and all the training aids
ranging from the simplest — in other words,
pencil and paper — to the most sophistica-
ted such as audiovisuals and now the micro
as well. In this field, our priority is to look
for the most suitable methods of training
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and above all to show trainers how to make
their own choice of the methods available.
What we are not trying to do in Europe is to
develop ‘all-purpose’ materials which must
be accepted lock, stock and barrel. My main
concern, on the contrary, is to teach trainers
to select, devise and implement the training
methods and facilities they will be needing.
May I quote a practical example: at one
point it was thought that modular material
could be developed, with the idea that it
could easily be introduced into different
countries by combining individual modules
to perform specific functions, like bits of
meccano. In fact, however, we realized it
was not so simple, as the materials them-
selves were not necessarily suitable for the
groups for which they were being used.
Cultural problems play a very important
part in people’s ability to ‘absorb’ such
materials and the underlying teaching mes-
sage. It was the same with certain experi-
ments in self-training, which did not always
come up to our expectations. It clearly
shows that it is the trainer who has an
absolutely central role to play.

How can you in fact be sure that your
methods and materials match up to the
specific needs of each of your groups of
trainees?

In each programme, we try to get the
students — the trainers — to react to the
different types of material we place at their
disposal, so that they can adapt the material
themselves. We have learned a very sound
lesson from our activities: it is that trainers
are reluctant to accept a prepackaged for-
mula. Basically I believe it is a peculiarity —
and perhaps a desirable peculiarity — of
anyone who teaches to be wary of materials
designed by other people. When it comes

down to it, you can teach something well
only if it has been well planned, and this
applies equally to vocational training.
Unless trainers learn how to use the material
by being associated with its design and
development, there will be little chance of
achieving good results. Here again, this is
an important aspect of programmes for the
training of trainers. They should be shown
what to do, how they can use the materials
and the benefits they can expect of them,
but above all they must be shown that the
materials, or the technologies, are highly
flexible and that trainers should be able to
adapt them to fit in with their own methods
of training. This is the essential approach
whenever we are dealing with trainers who
will be working in rural areas or in the
‘unofficial’ sector, in urban populations
where it would be hard to use prepackaged
materials.

To meet these needs, the Centre has develo-
ped extremely varied solutions based on
simplicity of presentation and the use of
teaching facilities with which the popula-
tion in question is already familiar.

We apply the same logic when we use
sophisticated technologies. For example,
we have recently been tring to teach certain
trainees about micro-computing so that
they can select and adapt the teaching
software programs that are available and
try to integrate them into their own work as
trainers.

But do you have a way of measuring the
impact of your efforts in the field when your
training basically takes place within the
country concerned?

First of all I should like to point out that a
growing proportion of our work is being

done within the applicant countries (more
than 15% in 1983, compared with 3% or
4 % a few years ago). Furthermore, many of
our programmes are integrated into long-
er-term projects that come before and after
the external training, under technical coo-
peration programmes set up by ILO and
other international or regional organiza-
tions, in which the European Community
plays a considerable part. We are also trying
to maintain contact with our former train-
ees and the institutions and companies for
which they are now working. Whenever we
can, we arrange follow-up workshops sev-
eral months after the end of the training
period in Turin. It is not easy, but we are
making progress.

Operational groups in the
Turin Centre

B Cooperatives
Rural development

Educational technology

Working conditions and
environment

Labour relations
Management training
Energy resources

Industrial training

Union training
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