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Overview

Much is presently being debated about, and 1is happening with,
pre—vocational education. The debate revolves around the demise
of heavy industry, the increase in unemployment and the changes
in the apprenticeship system that has, for many years, been the
mainstay of vocational education and training. Associated with
this 1is the argument that, +or_ too long, schools have
concentrated upon more academic clients at the expense of the
"less able". These factors have resulted in an upsurge of new
courses in FE and in the introduction of pre-vocational education

courses into schools and colleges.

The aims of the study are to elicit whether:

(a) Pre-vocational courses (e.g. YTS, CPVE, TVEI and BTEC
1st Award) aftfect the style of management in

educational establishments;

(b) the management structure of the institution {(matrix or
departmental) has an effect upon the nature of the

delivery of pre—vocational courses;

(c) the style of management f(autocratic, democratic and

laissez ~ faire) in terms of how courses are introduced
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(iv)

and how decisions are communicated, affects the content

and learning processes of pre-vocational courses.

An initial consideration is made of pre—vocational courses and
their curricular issues, educational management styles and
institutional management structures. From this consideration a
questionnaire was designed (appendix 1) to elicit information

from teachers of pre-vocational courses.

Results from the questionnaire were collated from 23 teachers who
are employed 1in Schools, FE colleges, Tertiary colleges and
Managing Agents. The results were subjected to SPS5-X computer
analysis which gives category counts, percentages, and cross
tabulations between questions (which include chi square

computations) to assess the significance of the results.

It is found that:

(i) the type of pre-vocational course has no effect upon the

style of management;

(ii) when an institution has a matrix management structure,
pre-vocational courses are more likely to be offered in
the manner in which they are intended as indicated by

the amount of time that teachers spend on the elements;
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(v)

(iii) the manner in which a pre—-vocational course is
introduced to teachers has little effect on the way that
the curriculum framework is interpreted. However, when
courses are introduced in a democratic manner, then
there is a likelihood that more time will be spent on
the important curriculum elements such as core skills

and negotiation.

(iv) if course decisions are communicated in a laissez-faire
manner, less time is likely to be spent upon important
pre—-vocational curriculum elements than if they are

communicated in a democratic or autocratic manner.

The study also raises a number of questions including those
relating to the types of staff development that teachers of
pre-vocational education have undergone (if any) and how industry
and commerce view both the outcomes and dynamics of
pre—vocational education. Both of these aspects would be worthy

of further study.
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Chap tevr 1

INmntroduc £tiom

This study examines the management of pre-vocational courses. In
doing this it is necessary to discuss the the types of course,
their curriculum frameworks and their implications for successful
operation, and, from these, to Jjudge the issues that impinge upon

the management processes.

Initially it was considered that pre-vocational education was
initiated at the age of 16+, once pupils had left school.
However, due to problems with, amongst others, employment,
motivation and take-up of further education, the governaent has
seen fit to introduce this type of education from the agé of 14
through the Manpower Services Commission (MSC) and its
schemes (now the Training Commission). Since the
establishment of the original pre-vocational programmes around
the beginning of the 1980°'s, many changes have occurred with
respect to employment, education and training. YOP aﬁd UVP have
been replaced by YTS5S; CPVE is available in both schools and
colleges; TVEI, GCSE A/S 1levels and 14-16 pre-vocational
programmes have been developed, and the whole structure of
vocatignal duali+ications has been reviewed. Significant
unemployment for young people for the foreseeable future seems a
distinct possibility; and new technology is changing many work

roles. >
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There are many different pre-vocational courses in existence but
only four of them are specifically discussed in this study.
These are TVEIl, YTS, CPVE and BTEC First Awards. The reasons for
the choice of these courses above the others (e.g. RSA, City and
Guilds.) are that the four are those that are predominantly
offered in the North-East of England where the study has taken

place.

Since .the early 1980°'s there has been growing acceptance of
pre-vocational courses by both the education and training
systems. There now exist new attitudes to the way in which our
young people should be educated and trained so that they may more
successfully make the transition from school to work. The
acquisition and mastery of core (or basic) skills remains a key
element of vocational preparation, but there has also emerged a
greater acceptance of the necessity to construct programmes based
on the individual needs of young people related to their personal
development, self-evaluation and their ability to relate to local
employment demands. Thus, counselling, guidance and experience
in a work situation are now generally accepted as central

elements of such programmes.

Indeed, vocational preparation programmes have become a vehicle
for change for other educational programmes. Much emphasis has
been placed upon, for instance, student-centred approaches and
the provision of guided reflection on experiences. The focus of

vocational preparation programmes leads to a number of changes in
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content and emphasis in the design of the programme aims and the

curriculum. Some of these changes are indicated in a checklist

presented in "Planned Experience" = ghown in Fig. 1 as a

comparison between traditional and pre-vocational courses.

Traditional Programmés

Vocational Preparation
Programmes

Specific vocational training

Ownership of the skills by
the trainers or training
establishment

———— . ————— —— . — ——————————— i e +4

Working to a syllabus and/or
company/centre needs
Theory/information-based
learning

Didactic, non—-participative
Isolated elements occurring
in sequence

Informal, unstructured
counselling

Assessment as standards-—

Preparation for broader
vocational horizons

e —————

Orientation to trainee need

e, e ——————

Dwnership of skills by
trainees

e, —————
f e e, e ——————— ———

Negotiated learning agenda
for each trainee

e e e e e e e e e, —— e ——— e —— —

- g e et - - ——— A ——————— —— — — ——— — — ——

tinked, integrated elements
forming a defined whole
Formal counselling support
systems

| e e - e v = = —— . —— ——— ——

Assessment as counselling

checking

designs

Fig.

1 - Compar ison - -betwen traditional and

pre—vocational

courses
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The importance of this checklist as related to this study is that
it embodies many of the changes that have taken place in the
pre—-vocational curriculum. It can be wused as aichecklist to
consider if a particular programme "fits" the ideals of what is
intended as pre-vocational; it can provide a list of aims for
institutions and work-places for their particular programmes. In
terms of management, it provides a necessary focus for changes to
take place. The intention of this study is to consider whether
these aims are taking place and to attempt to evaluate reasons if
they are not. It is evident from the checklist that, as stated

by FEU =.

“Vocational Preparation involves a learning style
and ethos; It Is npot a component that can be

7

"bolted-on’ to existing delivery mechanisms.....

This, then, involves a change in direction from the traditional
programmes. The management of change is an aspect that education
has had to contend with over the past few vyears and it is one
which is still taking place. In ofder to both survive and be
successful, the change requires adept management with the
suggestion within the curriculum frameworks that course teams
should play a much more important role in the running of courses.

All of the partners in the schemes (students, teachers and

industfy) should interact in the operation of the programmes.
Traditionally, the teacher has been an individualist; he has had

a syllabus, his own student and his own examinations. With the
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pre—-vocational curriculum, this is no longer possible; teachers
must interact with each other, their students and their
industrial partners in order that the course is seen as a
coherent whole. This change requires effective management if it

is to be successful.

References
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Chap ter =2

PRE-VOCATIONASAL COURSES

2:1. The problems of Classification

In the main, pre-vocational courses are provided for post 16
year-olds (although TVEI is available from 14 years of age) with
the intention of. them being carried out in both schools and F.E.
Colleges. Boyd-Barrett® describes three categories of courses

for the 16-19 age group as indicated in Fig 2. These three

Courses/Schemes for
16719 year olds

|
|

(i) "Academic’ (ii) Traditional (iii)
Courses Vocational/Technical Vocational
e.g. GCSE e.g. CGLI Craft, Preparation

BTEC, NNEB, RSA, etc.

YTS UvP F/T Pre—employment
Courses e.g. CGLI
Foundation, CPVE,

CFE, etc.
Fig. 2 - Education and Training Provision for 16/1% year olds
categories draw the distinction between the traditional (for

schools) academic and the traditional (for FE) vocational courses
and the new pre-vocational courses. The justification for his

classification is the source of curricula in each case, namely:
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(i)

(1i)

(iii)

Courses

[im]
t1]
~

The syllabus of an academic subject is usually supplied by
an external examining anrd and is determined to a large
extent by the requirements of the next higher grade of
academic course for which it normally acts as entry
requirements. The syllabus aims to emphasise cognitive

development.

The crucial influence on the curricula of traditional
vocational <courses, which are invariably provided by the
vocational examining and validating bodies, are the claimed
requirements of specific occupations, industries or
professional associations, for which the students are being

prepared or have already entered.

For Pre—-Vocational (or, in Boyd-Barrett’'s terms, Vocational
Preparation) schemes, neither of these sources are
applicable. Students are not necessarily intending to

proceed to further academic study, nor are they necessarily
motivated to study academic subjects for their own sake. At
the same time the curricula cannot necessarily be derived

from a particular job due to:

(a) the uncertainty about the kind of employment that
the students wish, or can, obtain;

(b) students do not feel ready to make a firm commitment

to any specific training;
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(c) there is a high probability that these 'young people
will move, by choice or otherwise, in and out of a
number of different jobs in the early part of their

working life.

2:2. Pre-Vocational and Vocational Preparation Courses

This classification, however, is a little simplistic and it might
be worthwhile to consider the distinction of what 1is called here
Pre-Vocational courses and what Boyd-Barrett describes as

Vocational Freparation courses. This distinction is shown on the

spectrum of vocational courses in Fig. 3. The rationale for the
Pre-Vocational Vocational Preparation Vocational
Courses Courses : Courses
—
Increasing Vocational Elements

Fig 3 — Spectrum of Vocational Courses

spectrum is the increase in the wvocational elements from the
Pre-Vocational courses at one end, to the Vocational courses at
the other. Vocational courses ;re " provided for those who know
what they wish to do (or for those who are already employed),
whilst the Pre-Vocational course provide a certain amount of
"Planned ‘tasting’ across a broad vocational area"®

Greate; assistance with this distinction can be made through
consideration of the provision of courses uﬁder each of the

headings as shown in Fig 4. which has been adapted {from Boyd
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Barrett (op. city. Although there are large differences in the
Pre-Vocational Vocational Vocational
Courses Preparation Courses
Courses
Certificate of BTEC First BTEC National
Pre-Vocational Award Courses, Certificates and
Education. (CPVE) Diplomas.
Youth Training
Technical and Scheme (YTS) CGLI Cratt
§Vocational Courses. Courses.
Education
Initiative(TVEID) |Unified RSA Secretarial
Vocational . |Courses.
Certificate of Preparation (UVP) )
Fur ther Courses Nursery Nurse
Education. (CFE) Examination Board
Etc. Courses.
Etc.
Etc.
Fig 4 - Provision of Vocational Courses
vocational element of, say, a CPVE course compared with a YTS

course, the distinction between the two types 1is not clear-cut.
Indeed, within a CPVE course in the same institution and the same
class, a course designed for one student might have a much
greater vocational bias than it does for another student due, in
part, to the individual's greater’ability to know what he wants
to do. However , in general, Pre-Vocational courses have less

specific vocational bias than do Vocational Preparation courses.

This does not mean to say that young people should not be
encouraged to use an interest in a particular job as a focus for
their learning, but in the main the aim of Pre-Vocational and, to

a lesser extent, Vocational Preparation courses must be the
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development of the capabilities required to make a success of

adult and working 1life in general. An example of such

capabilities is given by the "common core" of these capabilities

as suggested by FEUe,

A further

course through their respective curricula as shown

distinction can be made between the different types of

in Fig. 5.

Pre—-Vocational
Courses

Vocational
Preparation
Courses

Vocational
Courses

. Academic

Courses

Curriculum
negotiated

Curriculum
negotiated

Curriculum
defined by
claimed job
demands.

Curriculum
defined by
the demands
of HE.

Integrated %
co-ordinated
components.

Training plan
with some
co-ordination

Partially
integrated

Subject-
based

Core Studies

Voc Studies &
planned work

experience

Planned work
experience +
on—-the-job
training

Usually an
objective
based

curriculum

Cognitive
separate
syllabus

Initial and
progressive
assessment

Continuous
assessment

Continuous and
end assessment

Mainly end
examination,
some cont.
assessment

Record of
Achievement &
Core Cert.

Record of
Achievement,
Core cert. and
voc. qual 's.

Vocational
gualifications

Subject
Certification

Fig 5.

Major Curriculum Elements of Different Courses

This shows the major differences in the operation of the 4 types

of courses. The pre-vocational courses are mainly institution-

based with a negotiated curriculum from a framework produced by
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the Joint (BTEC and CGLI) Board. The curriculum is co-ordinated
through core and vocational areas and has 1integrated work
experience associated with it. Assessment is through coursework
resulting in a record of achievement plus certification of the

core elements achieved. The vocational preparation courses also

have a negotiated curriculum (although the YTS courses have a
greater element of negotiation thaAa the BTEC First Award - the

latter only having negotiated assignment work).

2:3. Characteristics of Different Courses

Having looked .at the classification of the different courses it
is now necessary to consider four of them in greater detail. The
choice of the four courses are those that are used in the survey
and are those that are the most popular pre-vocational courses in

the North-East region of England at the moment.

2:3:1 Certificate of Pre-Vocational Education

The Joint Board of Pre-Vocational Education was set up in May
1983 by the Business and Technician Education Council and the
City and Guilds of London Institute at the request of the
Secretaries of State for Education and Employment to establish a
system of pre-vocational education on a national basis and to
have new schemes available for introduction into schools and
colleges from September 1985; OwWing to this deadline the Joint

Board concentrated on meeting the needs of 16 year-olds who would
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benefit from a further year of full-time education. It was the
intention that the programme should not be purely academic and
not be purely vocational but should assist the young peoples to

prepare for adult work and life.
The aims of the programme that was produced were to:

— form vocational interests through planned "tasting" across
a broad area, or to allow the more concentrated
exploration of possibilities within a narrower sector;

- develop competences applicable to jobs and to adult life;

- extend general education.

The framework that was produced is shown diagrammatically in
Fig. 6 and is based on Joint Board publications¥, 1t should be
noted that the word framework is used advisedly as the intention
of the course is that the curriculum will be negotiated between
tutors and students within this framework so that it 1is

appropriate to individual students.
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ADDITIONAL STUDIES
I(Community Activities, Leisure, Reflection, etc)

P ]

]
VOCATIONAL STUDIES

Bus. and Admin Services PREPARATORY MODULES

Technical Services

Production EXPLORATORY MODULES

Distribution

INTRODUCTORY MODULES
Services to People;:

Co-ordination and
Integration

Common Core (Ten Areas)

Fig. 6 - CPVE Elements

The main elements of the CPVE curriculum are the ten core areas
and their integration and co-ordination with the vocational
studies. It is not the intention that each of the core areas
should be separately "taught" (although some institutions have
this as a time—-tabled Subject!) bdt that they should be learned
through the completion of the vocational studies. The vocational
studies are sub-divided into five vocational areas; each area has
modules at different levels (introductory, exploratory and
preparatory). Studeﬁts are requireﬂ to co%piete +oué mbddles at
least two of which must be the exploratory levels. Process
objectives are developed for éach of the modules in each of the

vocational areas. Completion of the vocational studies means
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that students can choose modules from either one vocational area
or from a range (depending upon availability in the institution)

of areas.

The model given 1in "Experience, Reflection, Learning"®e jg the
preferred learning mode for the course. As the courses are
institution based, many of the learning experiences have to be
simulated work experiences in order to achieve the objectives of

the vocational studies modules.

The standards of performance of individual students are described
in terms of satisfactory attainment of the aims and objectives
for the CPVE. Assessments are available for all areas of the
core at different levels in order to determine the entry levels
as well as progression throughout the course as well as a set of
process objectives <for each of the vocational study modules.
Certification is througH 'a record of achievement of skills
demonstrated, together with a statement of the context within

which the skills were demonstrated.

2:3:2 Technical Vocational Education Initiative

Amang much furore, TVEI was hurriedly introduced into schools in
1983, following an announcement in Parliament in 1982.
Parliament asked the chairman of the Manpower Services
Commission, together with the‘ Secretaries of State, to develop a

pilot scheme. Initially fourteen LEA's were chosen to take part
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and, by 1983, participation in TVEI had increased té include the

majority of LEA's.

Following publication of three significant White Papers: Training

for Jobs?; Better Schools>® and Working Together:: it is evident
that TVEIl can no longer be viewed simply as a pilot scheme with a
short 1life expectancy. The nationwide replication of TVEI
announced in 1986, with a é?O0,000,000 budget over 10 years, is
being promoted as a success despite the paucity of evaluation
results?=, The implicatieons of the TVEI extension are that TVEI
and its philosophy will become part of the national system of
education and, as a consequence, The Training Agency will have a
major stake in the compulsory sector of education tq complement
ites already large colonization of the post—-16 education and

training through Work Related Non-Advanced Further Education

(WRNAFE) and YTS.

Gleeson *® suggests that TVEI contains certain unique features
which have important implications for secondary education. At
the policy level, hei argues, it represents a major initiative in
restructuring the education and training experiences of 14-18
year olds and re-organizing the environment in which learning
occurs. The general view is that within TVEI there is the
potential for curriculum innovation, both inh terms of teaching
style and a better deal for many young people in breaking away,

at least partially, from the traditional academic experiences.
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The intention of the initiative is to stimulate the.provision of
technical and vocational education for young people. It is aimed
at 14 to 18 year olds from a wiee ability range. Unlike other
pre—-vocational courses, it has no elosely defined core of skills,
aims and objectives. This is to allow L.E.A's to develop their

cwn curricula. But each programme, as suggested by DES/DDE2=

must fulfil the following criteria:

- equal opportunities {for both sexes;

- a four vyear curriculum designed to prepare young people
for employment in a rapidly changing society;

- general and technical/vocational elements throughout the
course;

- the course should develop the problem solving skills and
initiative of the students;

- the technical/vocational elements should be related to job
opportunities bofh within and outside the local area;

- planned work experience from the age of 15;

- links with further training/education; and

- regular written assessment and good careers counselling.

The MSC, as reported by Pickard?»=, is keen to attract high
fliers as well as less academic students, so, in many schemes,
there 1is provision for pupils to take GCSE and A levels. This
plan, Vhowever, is being rather undermined as AS levels are
introduced in greater numbere.as these probably leave too little

time for the technical/vocational side of the programme.
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Several problems have been raised with the introduction of TVEI.
An important feature is that if represents a four-year package
beginning at 14+ and progressing beyond the compulsory leaving
age to 18. Moreover, a major objective 1is to establish
curricular coherence and progression towards nationally
recognised qualifications backed by coherent programmes and
inter—-institutional provision. Yet, according to Gleeson and
Smith*e guch co-operation remains patchy and uneven, rendering
TVEI a 14-16 school-based prbvision. It is suggested that the
issue of priority and status afforded to TVEI by the post-16
sector is an important factor in the 16-18 debate. In examining
the reasons behind the neglect of the 16-18 phase, Gleeson and
Smith outline some of the policy issues which need to be overcome
if progression is to take place. These include the arguments of
central control where the government has effected, in a direct
way, changes in the curricula priorities of Secohdary schools and
FE. Another is a retufn to tripartism inherent in TVEI. Within
schools there is no evidence that this is taking place; however,

in the post—-16 phase Ransom, Taylor and Brighouse>” srgue that:

“What has almost been eliminated from secondary education
is now re—appearing _at tertiary level with Advanced
levels forming a more entrenched grammar stream, TVEI

e indicating a technical track, with YTS comprising

the new tertiary modern sector.”
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This, indeed, might be one reason that TVEI and YTS are being
kept separate by MSC, knowing that the traditionalists within
education will fight to preserve the third route (the A level

route) outside TVEI.

2:3:3 Youth Training Scheme

Following consultations on its "New Training Initiative"2®, the
MSC published far-reaching decisions and recommendations about
the future of Brisish industrial training in 1981.
Simultaneously with MSC's agenda for action?®, the Government
White Paper==_ A New Training Initiative: a programme for
action", was published reaffirming the three major objectives of
the New Training Initiative (NTI) and stressing the need for
urgent action. df the three objectives of NTI, the two important

ones for pre-vocational education are:

(i) “"we must develop skill training iIncluding apprenticeship in
such a way as to enable young people entering at different
ages and with different educational attainments to acquire
agreed standards of skill appropriate to the Jjobs available

and to provide them with a basis for progression through

I
.

fur ther learning;
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(ii) “"we must move towards a position where all young people under
the age of 18 have the opp&rtunity either of continuing full
time education or of entering a period of planned work
experience combined with work related tralining and

education.”

To achieve these aims the MSC provides a design framework for
managing agents consisting of "inputs" and “"outcomes". These are
the basis of the Youth Training Scheme which was introduced in
April 1983 providing .a year ' 's programme of on—and off-the-job
training and work experience for young people. From April 1986
the programmes Qere extended to cover two vyears so that young
people might be more successfully involved in wvocational
qualifications. The inputs and outcomes are shown in tabular

form in Fig. 7.

INPUTS QUTCOMES
- Planned work Experience on|- Competences in a Jjob
the job. ’ or a range of
- Dff—-the—-job Training/ occupational skills.
Education. - Competence in a range of
- Induction. transferable core skills.
- Initial Assessment. ‘1- Ability to transfer
- Participative Learning. skills and knowledge to
— Buidance/Reviewing. . new situations.
- Personal Effectiveness.

Fig. 7 — Y75 Inputs and Outcomes

It will be realised that YTS schemes are run by the Training

Agency (formerly The Training Commission and Manpower Services
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Commission — MSC) and that the DES has little or no éffect in the
operation of the programmes. The three types of programme
initially operated were Modé A, industry based; Mode B1,
community based; and mode B2, based in FE. From the outset, only
a small percentage of trainees were allowed go be based in FE.
The whole intention of the programme was that it should involve
industry more in the training of its workforce, and provide
training for unemployed school leavers. In order to operate the
programmes "Managing Agents"” have been appointed who co-ordinate
and generally oversee the programme for the trainees and, at the
same time, are responsible to MSC {or the running of the
programmes within the guidelines set by MSC in the Government

White Paper "Education and Training for Young People"=1 514
subsequently revised in-line with NCV® requirements in "Training

for Skillg"=:=,

FEU=® ghow these guidelines diagrammatically in Fig. B.
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Training content to be delivered through

integrated

Dff-the—-job
training/education

INPUTS
Planned Work Experience 4
and on—the—-job training
‘ expressed in a

training plan with
competence objectives

Induction and

delivered through
TRAINING PROCESSES

initial asseessment/Participative learning
Continuous assessment,Buidance/reviewing

to produce these
OUTCOMES

Competence in

a job and/or

a range of

occupational
skills

Competence in
a range of
transferable
core skills

Ability to

transtfer

skills and
knowledge to
new situation

Personal

effectiveness

Vocational qualifications,

which lead to
CERTIFICATION

plus a record of achievement

demonstrating occupational
competence, or credit towards such qualifications;

Fig B - The YTS Design Framework
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The MSC recommends that Managing Agents should set up a team
representative of all who are directly involved 1in training
individual trainees undergoing the same programme (on-the-job,
off-the-job, planned work experience) so that all aspects of the
programme are properly integrated and that unnecessary
duplication, repetition and omissions are avoided. The team
should be kept small and should meet at regular intervals to
discuss problems and develop the programme. The FEU®% consider
that the interposing of Managing Agents between the FE college
and the work experience providers has lengthened the

communication chain and has caused difficulties.

The inputs of the two-year YTS programme are the planned wor k
experience integrated with 13 weeks per year of off-the-job
training. The advantages of planned work experience are cited==
as; more e++éctive motivation, involving young people in adult
life situations, a better learning environment for some skills
training and greater relevancé. This relevance 1is achieved
through relating the initial Sk;115 acquisition and off-the-job
training/education to the productive pressures and teamwork
often encountered in the work situation. The disadvantages
include the problem that the work place is not always conducive
to learning especially i+ trained and experienced trainers or
instrictors are not available. The off-the-job element of the
input should provide traineéé with opportunities to achieve a

range of core skills. In addition, the two—-year programme
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should provide a broad basé of foundation trainiﬁg leading to
more specific vocational training in the second vyear. All
trainees should seek to acquire- a vocational qualification or a
credit towards such a gualification which will be available in

the off-the—-job element.

The inputs are to be managed through participative learning,.

This was a new element introduced in 1985 because MSC felt that
some reference should be made to the style of learning in YTS
schemes. This requires learning by doing with student-centred
programmes designed and delivered with the needs of particular
students in mind. This involves tutors designing assignments
that involve trainees in some form é+ activity which is seen as '

relevant to them but at the came time develops their

broader understanding.

It will be noticed from Fig. B that the' inputs are to be
expressed in terms of competence objectives. This is in-line
with the requirements of NCVB=¢ wyhere vocational qualifications
are required to define comhetencés relevant to work and intended
to facilitate entry into, or progression in, employment, fur ther
education and training. Thus, as would be expected, the

outcomes are expressed in terms of competences.

MSC criteria requires that all Managing Agents should provide
occupationally based training that avoids narrow specialisms and

forms the basis for subsequent and more specialised training.
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Competence in a job or a range of occupational Skills is the

main_ _base within which the other three outcomes (core skills,

transfer and personal effectiveﬁess) can be developed. The core
ckills (MSC defines these as "those abilities commonly found in
a wide range ot occupations, in a variety of work settings, and
at many different levels") are given in five areas; number ,
communication, problem solving, practical skills, and computer

literacy. The main problem with these, as quoted by MSCE7’

is that computer literacy is not usually covered in the
on—the-job situation and the coverage o¥+—the—job is often not
appropriate to what the trainee might realistically be expected
to do in the normal work situation. The same MSC report also
discovered that the core areas were not being included in any
planned way, and that there was little attempt to enrich the
core areas by the use of work-based projects. An impor tant
aspect that will be discussed later is that core areas are not
linear in the sense that they need to be learned 1in some

sequential'order; they can be achieved at any time and in any

order.

The third outcome is the ability to ‘transfer skills and

knowledge to new situations. In terms of Bloom's Taxonomy of

Educational Objectives®®_  thig ability is called application and
is recognised as a high level ability. 1t requires both

knowlédge and understanding for it to take place.

The final outcome 1is personal effectiveness, In the MSC




Chapter 2 page 25 Courses

Record of Achievement Booklet prepared for the .revised YTS
design Fframework in 1984/85, this 1is described as "showing
initiative, accepting resﬁonsihility, handling relationships in
a constructive way, and becoming mature and independent. An MSC
review®% degcribed these as "the most important elements for
young people and their prospective employers, but ways of

assessing these outcomes need to be found'.

2:3:4 BTEC First Award Courses

BTEC First Award is not always considered a pre-vocational
course. It is included here because of its general nature and

due to the fact that it leads to a range of subject specialisms.

BTEC qualifications were substantially revised in September 1987
as a result a policy statement®® and a subseguent number of
circulars in 1986 starting with Cichlar 15 giving the overall
framework=2 Previously; courses that had been ‘validated 6y
BTEC had a unit design based upon product outcomes stated in
terms of general and specific objectives. The main difference
in the new format was that of the amount of integration between
the units which was to be achieved, in the main through
integrative assignments and the achievement of core skills. One
of the problems with the old scheme, as identified in an
evalu;tion of Technician Education Council’'s programmes®<, was
that the assessment procedu?és that were used (phase tests) and

"over—-full" syllabuses led to tooc much teacher-controlled
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learning. Thus, through the specification of core skills and
integrative approaches, it was anticipated that student-centred
investigation/design work would form a substantial part of the
programmes. The diagram shown in Fig. 9, taken +from the

Engineering Guidelines®=  gchows how this integration can take

place.

Problem Solving
—-Reasoning
-Synthesis
-Analysis ,

Planning k\\ Communicating '

Student-Centred
Appraising Investigation/Design Work Working with !
Evaluating others and |
Judging - Projects/Assignments independently|
- Teaching/bLearning situations : ’

-Problem Solving
Implementing X Sub ject/Practical
Skills

Fig. 92 — BTEC Core Skills

At the centre of the diagram is the 1learning approach and,

leading into this, are the core skills that are required.

In collaboration with the change in learning approach was also a
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change in curriculum specification. Instead of préduct general
and specific objectives being th2 main vehicle, there was a
change to process objec£ives. This, not only placed the
emphasis upon the process but also indicated that there were
different ways of achieving the same goals. The new terms used

are:

Principal Objectives

- giving the principal learning outcomes, and

Indicative Objectives -
- Indicating that objectives at a more detailed level

should be treated as indicative and not prescriptive,
or,
Indicative Content
- indicating the detailed content of a unit without

employing objectives.

BTEC show this diagrammatically in its guidelines to course and

unit design®4 (Fjg. 10) giving the two alternatives.
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-

either or

PRINCIPAL OBJECTIVES
entirely or mainly
process based

PRINCIPAL OBJECTIVES
including significant
element of process-—
based objectives

Y
INDICATIVE DBJECTIVES
including significant INDICATIVE CONTENT

element of process-—
based objectives.

Fig 10 - BTEC Curriculum Specification

It is further suggested by BTEC that process—-based objectives
are more likely than knowledge-based objectives to encourage the

development and assessment of vocationally relevant competences.

Another effect of the changes was to make the courses as

vocationally-relevant as possible (recognising that their

operation would be college based). Thus, the assessment

strategies are required to emphasise, wherever possible,

vocationally-relevant applications .
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Chap tervr =

PRE—VOCATIONAL CURRICUL UM ISSUES

The relevant aspects of the different pre-vocational courses have

already been described in Chapter 2. It can be seen from this
description that these "new-type" courses have certain
similarities. e.g. they all have an emphasis upon core and
transferable skills, have aspects of negotiation in their

curriculum, and rely upon co-ordination with work-based learning,
and records of achievement. Indeed, Fig. 5 (page 10) highlighted
some of these curriculum elements in terms of their applications
in the different courses. 1t is the intention here to look more
deeply at these curriculum elements so that, within the results

of the study, the reasons if and why differences occur might be

highlighted.

J:1. Core Skills

The growth of pre-vocational courses in further education and,
increasingly, in schools, emphasiées the need both - te continue
the general education of young people and to stress the central
impor tance of their basic skills and their personal and social
development: they have occupational relevance without relating
closely to a specific job. FEU's report "A Basis for Choice"®®
outlinegd the type of curriculum framework which could provide a

structure for such courses. It was suggested that there should

be:
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(i) a common core of studies (60%)
(ii) studies with a vocational bias (20%)

(iii) occupationally specific studies and experience (20%)

The common core of studies was intended to reflect the general

education to which all young people should be entitled. In "A
Basis for Choice"®> jt+ was expressed in terms of aims and
objectives which intentionally blurred the boundaries between
subjects, and referred to personal qualities, skills, attituaes
and practical knowledge which often go unmentioned in the formal
timetable of school or college. The reason for this was that
many of the competences that young people need for survival as
adults in a wor ld which is increasingly uncertain and
ill-defined, owe 1little to the content of traditional subjects.
They rely on the more generalised process skills of analysis and
problem solving, and personal qualities such as resilience, and
responsibility, and the ability to transfer knowledge and skills
from the context in which they are learned to new problems and
situations. .There is evidence to show that many students have
difficulty 1in transferring information and skills from one

cituation to another (Assessment of Performance Unit=e),

The ABC Common Core consists of the following 12 aims. Each of

I

the aims 1is expanded, in the ABC document, with objectives to

indicate how each might be achieved.
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1. To bring about an informed perspective as to the role
and status of a young person In an adult society and

the world of work.

2. To provide a basis from which a young person can make
an Informed and realistic decision with respect to

his or her Immediate future.

3. To bring about continuing development of physical and
manipulative skills in both leisure and vocational
contexts and an appreciation of those skills 1In

others.

4. To bring about an ability to develop satisfactory

personal relationships with others.

S. To provide a basis on which the young person acquires

a set of moral values applicable to contemporary

society.

6. To bring about a level of achievement in literacy,

numeracy and graphicacy.

7. To bring about a competence in a variety of study

[~

skills.

8. To entourage the capacity to approach various kinds
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of problems methodically and effectively, and to plan

and evaluate courses of action.

9. To bring about sufficient political and economic
literacy to understand the social environment and to

participate iIn 1it.

10. An appreciation of the physical and technological
environments and the relationship between these and
the needs of man In general, and working life in

particular.

11. To bring about a development of the coping skills
necessary to promote self-sufficiency 1In the young

people.

12. To bring about a flexibility of attitude and a
willingness to learn, suffiﬁient to manage future

changes in technology and career.

From these aims it can be seen that there 1is a great emphasis
upon, what is traditionally called, the affective domain; upon
the necessary attitudes that young people need to make a success
of their adult life. There is little emphasis upon traditional

subjects with the nearest coming in terms of aim &6 — literacy and

numeracy.
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Developments such as these constitute gquite a radical change in
the curriculum of adolescents and, increasingly, the common core
as developed 1in ABC has ‘been adopted by other examining and
validating bodies i.e. City and Guilds and BTEC in CPVE; BTEC in
the first award; and The Training Agency in YTS courses. Such
changes have provided a radical challenge for the management of

pre—-vocational courses. FEU=Z in their response to the 17+

qualification stated:

“For teachers and managers It is the transition
of single subject syllabuses into integrated
courses - wvia cross-disciplinary learning,
counselling, continuous assessment and an

occupationally relevant approach.”

Each of the pre-vocational courses relevant to this study have
taken the ABC core aims and used them to a lesser or greater
extent. All of them have a core.element and all of them are

slightly different.

The CPVE Core is given by the Joint Board®® in their Part B
Booklet. It is given as a list of aims and objectives which
reflect the general education to which all young people should
have access and whicﬁ can easily be matched to a range of
achievéments and experiences in a variety of contexts. It is
suggested that students Should.address all of the aims and that

the objectives might be used as a checklist in the planning and
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evaluation of programmes. In addition, the CPVE‘ Certificate

records attainment in all of the core areas.
The CPVE framework identifies ten areas. These are:

- Personal and Career Development

- Industrial, Social and Environmental Studies
— Communication

- Social Skills

- Numeracy

- Science and Technology

— Information Technology

— Creative Development

- Practical Skills

~ Problem Solving.

The CPVE framework recognises that the achievement of the core
aims and objectives will be met in a variety of ways, but
specifically identifies vocatiohal studies as a focus for the
development and application of the core. Core and vocational
studies must be integrated for a minimum of 207 of the total
course time, while core and vocational studies must occupy a

minimum of 757 of the course time.

1t is evident from the aims and objectives of the core areas that
their achievement will best come through activity-based learning.

Work experience is an essential component of CPVE providing
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opportunities to develop and apply core competeéces and to
reflect and learn from a real work situation. A system of
guidance and counselling 'relaeed to formative assessment and
profiling enables students to review their progress with tutors

and participate in planning their own programmes and learning.

The YTS core comprises four areas: number, communication, problem

solving and practical skills. Within these 4 areas, MSC=<
identified, through a "Quick Reference List", 103 core skills
classified under 14 headings. Additional core skills 1in

computing and information technology are also available.

Scheme organisefs are requested to bear these core skills in mind
when devising “cbmpetence objectives". The achievement of these
objectives over the 2 year programme will require trainees to
. demonstrate competences in all four outcomes including competence

in a range of transferable core skills.

The TVEI Core is not overtly stipulated like that of CPVE and
YTS, but, as suggested by FEU== “sn implied and intended core can
be extracted from those alims and criteria which contain pointers
to curriculum design”. The article goes on to articulate these
partic&lar aims and chara;teristits under headings of (&)

curriculum content - e.g. vocational relevance; practical

transferability; problem solving; planned work experience; etc.,
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and (b)) curriculum Fframework - e.g. counselling, guidance and
assessment; records of achievement; integration; etc. Thus, it
would be difficult to see a TVEI programme being designed that

does not contain all of the characteristics of a core.

BTEC Use the terms "Common Skills and Core Themes" for their

core areas. They define common skillsa: gc "those skille which

enable students to apply knowledge and understanding to real
situations, to cope with problems of an unpredictable nature and
to acquire pew knowledge." These are identified wunder 5

categories. i.e.

- self-development skills

- communicating and working with others

— problem tackling, decision making and iInvestigating
- information, quantitative and numerical skills

- practical skills.

BTEC expect that course teams should pfoduce statements of common
skills that take full account of the five major skill categories
and are related to the needs of the vocational area. However,
further guidance 1is given through the provision of Specimen

Skill Statements given in an appendix to the guideline.

~

The purpose of core themes jg to broaden the relevance of

courses and to enrich the assignments in which students develop
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common skills. They do not constitute subject matter but 1link
work across the course as a whole. Course guidelines identify a
number of themes that relate, for example, to particular jobs

and vocationally relevant cross-disciplinary studies, etc.

BTEC suggests that the development of common skills and core
themes depends on the whole course team being involved in
setting up and implementing appropriate curriculum strategies.
They require a programme of integrative assignments and project
work to enhance the development of common skills and this muét be
allocated a time equivalent to a unit value of at least 1.0 (60 -
90 hours) in each year of the course. In addition an assessment
grade is awarded to each student for work in the programme of

integrative assignments.

Thus, one of the many changes that have occurred with the advent
Q+ pre-vocational <courses, has'been ‘the provision of a core for
ALL of these courses. The ABC core aims and objectives provided
a starting point and a guide +9r the core elements of the
pre-vocational courses. Even TVEI has an implicit core, but the
curriculum frameworks of all of the others make the core
explicit. The core 1is at the base of the courses and it is in
this way that they become a preparation for life. Thus, the core

embodies aspects that prepare vyoung people for both subject”

content and the social aspects that are required for work. It
could be argued that the core provides the curriculum for the

continuation of general education as well as the introduction to
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the skills that will be required for work. As the cores of all
of the courses have this as their main aim, it is not surprising

that there are similarities between them.

It is, of course, not 1intended that the core 1is a separate
entity. It is important that the core is, at least partially if
not wholly, integrated with the other studies. This places
particular constraints upon teachers who have traditionally not
considered, for instance, communication, as part of their
teaching remit. With integration there is an implication that
ALL teachers are teachers of the core elements. Further, it is
necessary that all teachers assess the core elements and provide
feedback to students and trainees of their performances in these

elements.

3:2. Experiential and Work-based Learning

To implement the pre—vocationa% curriculum as given in the
various frameworks, teachers need to master specific skills and,
possibly, to adopt different teaching styles and attitudes. Many
writers4=sa> hayve stressed the importance of experiences, and the
planned reflection on the experiences, in learning. The
curriculum of pre-vocational courses are constantly encouraging

[

this +through the use of stqdent—centred approaches and planned

work experience.
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The use of experiential and work—-based learning implies the need

tor integration of the curriculum elements. Thesre are two main

ways in which this integration can take place:

(a) integration of occupational skills with core skills

(b) the integration of off-the—-job training with learning

in the workplace.

FEU#4 in their booklet "Converting Working into Learning" give a
diagram vrepresenting the integrated curriculum. This was
~specifically for a YTS programme. An adaptation of this diagram
is shown in Fig. 11 below wusing terms specific to this study
(e.qg. core skills for basic skills). This adaptation makes the
diagram applicable to all of the pre-vocational courses discussed

in this study.
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Fig. 11 - The Integrated Curriculum

The main features of the diagram are:

(i) The top and bottom sections within the four boxes correspond

to the phases of training and planned work-experience in the

progr

amme.

(ii) Box "A" is designed to show the structure of training within

the

first period of off-the—-job training.

The left side is
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(ii1)

(iv)

(v)

divided into sections to show the possibility o{.training in
one or several different occupational areas. The right hand
side shows the phases nécesgary for progression; exploration
takes place during the initial weeks where the trainee has
opportunity to sample a number of occupational areas before
deciding upon one. The centre of the box shows the core
skills, placed in this position to indicate their
integration with specific occupational skills. The presence
of "awareness" in a box indicates the importance of both

profiling and counselling to make students AWARE of their

achievements.

In box "B", work-based learning, core skills retain their
central position showing their importance during planned
work experience. The left hand side of the box shows the
work experience itself whilst the right hand side shows
experience itselfdf with the awareness again indicating

profiling and counsellihg.

Boxes "C" and "D" indicate further periods of off-the-job

and work-based learning.

The lines and arrows linking boxes "A" and "B" indicate the

connections that the individual student should make between

thé off-the-job training and the work-based learning. This

is the basis of the ideas embodied within the FEU

suggestions in "Experience, Reflection, Learning” (op. cit.)
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where the importance of providing periods of reflection upon

experiences is provided.

The diagram gives an indication of bow experiential and
work-based learning can be accommodated within a pre-vocational
programme. It does, of course, present problems to teachers in

its operation. It makes the premises that:

{(a) both the off-the-job teacher and the work-based supervisor
.are able and willing to operate as a team to the benefit of
student so that supervisors progress core skills and teachers

use the tasks completed on-the-job, and

(b) that all of the off-the—-job teachers are able and willing to

operate as a team to integrate the core and occupational

skills.

FEU=a (op. cit) suggest that counsellors have & central role to
pléy in ensuring that the bridge between teachers and supervisors

takes place. Fig. 12 shows the centrality of this role.
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Supervisor Teacher

Counsellor

Student Student
Planned Work Off-the-Job
Experience Training
Fig.12 - Central Role of Counsellor in Curriculum Integration

It is suggested in the document that the counsellor role is
”esséntia] to the negotiation of planned work experience and the
process of Integration.” Unfortunately this role, in the North
East of England, is not always'available and certainly not in the
capacity suggested by FEU. Itvis invariably left to the teacher
to complete any integration between the off-the-job and
work—-based institutions, especially with TVEl, CPVE and BTEC
programmes where work placément is given less importance than it
is by MSC in YTS programmes. The unfortunate result of this is
that teachers do not have,' of necessity, the trained skills that
the counsellor possesses in terms of 1liaison, matching the
student’'s occupational interests, personality and capacity for

placement.
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3: 3. Negotiation

A further aspect of integration 1is that of negotiation. A
Programme for Action<4= jdentified three types of negotiation when

discussing YTS programmes. These are:

- Management Negotiation concerned mainly with external
relationships between co-ordinators, managing agents and

others to ensure joining planning and practice;

- Organisational Negotiation mainly concerning an effective
internal communication and organisational structure with
defined roles to monitor control and evaluate the delivery

of the off-the-job element;

- Supportive Negotiation which is concerned with the

negotiation of learning opportunities with students.

Without intending to diminish the importance of either management
or organisational negotiation (they have been discussed in brief

above), it is supportive negotiation which is of concern here.

It is the curriculum intention in all pre-vocational programmes
that they should involve the student in a certain amount of
A negotiétion of the curriculum so that the content is applicable
to the needs of individualé with 1its supposed increase 1in

motivation. The curriculum frameworks themselves are not
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negotiable but within these there is opportunity for individual
learning assignments and the resources and methods with which

students approach them, may well be negotiable.

This concept of negotiation raises immense difficulties for both
students and teachers. On the one hand the place of negotiation
within the curriculum frameworks is not clearly defined and
teachers are not familiar with the concept; they are accustomed
to having specific curricula to follow. On the other hand
students are anxious to meet the expectations of the teachers,
without the added complication of negotiating aspects of these
expectations or targets. FEU2e suggest that, initially, YTS
programmes have “so far generally failed to involve the trainee.
A large number of YTS schemes surveyed did not .take account of
the trainees ability and aspirations.” 1t is anticipated that
"successful" negotiation can take place when there is planned
assignment work (like iﬁ the . BTEC framework) and open-ended
assignments (as in CPVE vocational modules - particularly

exploratory and preparatory modules).

FEU4” make the following suggestions for strategies which aid

negotiation:

- giving students practice/confidence by consistently

v negotiating small issues, e.g. alternative learning

assignments;
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- simulating negotiating situations;

- expecting students and teachers to provide evidence for

achievement at reviews of progress;

- following students' estimations of thelir own current
achievements for the purpose of planning agenda, even

if they seem to be over/under estimating themselves;

- working to confracts In which both student and teache;
agree:
— the starting point
— where they are aiming

- who will do what by wheny

- both tutor and student being clear about where the

limits to negotiation (e.g. college/school rules) lie.

Contract learning certainly has much to commend it in that both
parties to the contract place, in writing, their expectations.
This has a clear place 1in assignment work and can be a useful

addition to this type of learning.

-

It is suggested that the main limits to negotiation should
include the curriculum frameworks. In all of the pre-vocational

courses, aims and objectives have to be adhered to and this is a
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limiting factor both in assignment work and in negotiation.

Negotiation requires a shared wunderstanding of circumstances,
constraints and alternatives and this, in turn, demands
information and expianation. It also reqgquires a pooling of all
available ideas and experience, not just the teacher 's. DOne of
the strongest reasons for mutually agreed learning agenda,

targets, profiles and contracts 1is that the discussion and
explanation that accompany them, substantially increase the

understanding and commitment of both students and teachers.
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Chap ter 4

MANAGEMENT STYLES

4:1. What is Management?

Although it would be convenient, it is difficult to begin with a
definition of "management'. In one sense all teachers are
managers - they manage students, the 1learning process and
resources. Management 1is a flexible concept and it sometimes
helps to give it such a broad meaning. The difficulty with the
definition is +that different writers give different meanings to

the word. Koontz4® ctates:

“Management has far from a standard meaning, although
most people agree that it at least Involves getting

things done through and with people.”

The reason for the problem of a definition of management is that
much of the theory is related to action with 1little research
completed on the theoretical underpinning. Management research
has been completed as a practice in a variety of contexts and
theory from many different origins has been brought together for
the purpose of explaining, informing and guiding the practice of

%4

management..

Sears4% has written: "In common usage, the term administration is
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roughly synonymous with that of management. Besideslre+erring to
the process or activity of managing people and materials, the
term is regularly used to desigﬁate the person or persons in
charge of the aétivity.“ The definitional problem here largely
concerns the terms management and administration. This problem
will be discussed in more detail later. Suffice, at the moment
to say that teachers are becoming more and more involved 1in
administrative duties especially in pre-vocational education.
Thus, in this study the term management will be considered to
subsume administration. To assist with the definition, however,
it is possible to look at the elements and functions of

management and to use these to assist with the definition.

4:2. The Elements of Management

What are the primary, universal characteristics of the management
process? Probaﬁly the most influential writer has been Fayol=e
who produced a list of management functions from his experience
in the mining'industry. He defined five elements of management

as:

1. PLANNING - working out in broad outline the things that
need to be done and the methods for doing them.
2. ORGANISING - the establishment of the structure through

which work is arranged, defined and co-ordinated to
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achieve defined objectives.

3. COMMANDING - the task of making decisions and embodying
them in specific and general instructions, and serving as

the leader of the enterprise.

4. CO-ORDINATING - unifying all activity and effort. This

will involve the inter-relating of the various parts of

the work.

5. CONTROLLING -~ seeing that everything occurs within the
"rules" of the controlling/examining body and those of
the institution. This is sometimes seen as consisting of
REPDORTING: keeping those to whom the executive is

responsible informed as to what is going on.

It can be seen from this list of elements that management is not
the ekclusive responsibility of thelhead or senior members of an
organisation. When considered in terms of pre-vocational courses,
all of these encompass the responsibilitieé of the course leaders.
The extent to which they are completed depends upon the type of
institution in which they operate. Many of the elements, however,
can be considered administrative in their process.

The te;ms "administration" and “management” have different
origins. Administration is derived from governmental and civil

service practices. Within this tradition it means (a) the work of
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directing or executing - in our terms, the curriculum; in contrast
to deciding what the curriculum should be, and (b)) the work of
analysing and preparing pblicy documents for decisions by the
decision makers. Management, on the other hand, comes from
industrial usage. managers being those who have the day-to-day
executive control over the particular enterprise on behalf of the
owners. Within industry, management has come to be seen as a
policy-related activity, while administration is seen as more

concerned with ancillary 'housekeeping’, office’, or ’‘desk’ work.

The tradition in education has been somewhat different from both
of these two. In schools and colleges the distinction has beep
made between the teacher or academic on the one hand, and those
who service or support him and who are collectively known as "the
administration", on the other. However, as has been said above,
this distinction is being eroded although there are still
administrative posts. It is being recognised that, perhaps for
motivational purposes, the more invo}ved a teacher becomes with
all aspects of education, the more committed he will become.
Hence, he is being required to Qndertake more and more of the

administrative duties involved in the curriculum process.

4:3. Approaches to Management

The maif theoretical approaches within management studies which
inform the management Ffunctions and, in some cases, offer

empirically derived "tools" for managers are described below. The
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Open University®: gyggest a five-fold classification of approaches

and are summarised in Fig. 13.

behaviour and decision
social systems theory
approach approach

/

The human l The

The FUNCTIONS The

engineering OF p———————imathematical

or production MANAGEMENT and computer
approach approach

\ 4

The resources
or
cost approach

Fig 13 - Major Approaches to Management

Each of the approaches are described below but no hierarchy

implied by their order of treatment.

The Engineering or Production Approach,

This is probably the oldest approach and is sometimes known as
the scientific approach. I£s basis is related to the problems
of production and the analysis of the production process in
order to achieve sufficient quantity and gquality of product,

and efficiency in terms of cost of'productidn.

[

The problem, in educational terms, is in the formulation of

criteria for judging the sufficiency of quantity and quality.

is
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The Human-Behaviour and Social-System Approach,

This approach gives a cent?al place to "people" in management.
1t is concerned with +the complex of human relationships,
particularly- inter-personal relationships in an organization.
Much emphasis is placed upon the motivational factors involved
with the individual. 1¥ the engineering approach starts from

the process, this approach starts {from the man.

The Decision-Theory Approach,

This approach concerns itself with rational methods of decision
making, and particularly with models which display and evaluate
alternative courses of action or ideas. When a decision-making
situation is encountered, this approach will list a set of
alternatives for action. To each alternative is attached a set
of consequences - the events that will ensue if that particular
élternative is chosen. The decision maker selecﬁs‘kthe

alternative leading to a preferred set of consequences.

The Economic Approach,

Organizations, particularly educational ones, can be viewed as
a collection of scarce resources - people, money, time,
equipment. This approach would see the main purpose of

management as the maximization of output given constraints of

resources, or the minimization of costs given certain
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This might be

The Mathematical and Computer Approach,

The belief here is

gdecision making 1is a

terms of mathematical symbols and

approach to management

equation. This has
management with inputs,
the example shown in Fig.

processes of a college.

that,

can
resul ted

processes
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logical process,

be
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applicability
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relationships.
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a necessity for a
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or planning, or
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systems approach to
Latcham®* gives
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advice/information
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Staf+ Learning Qualified
Accommodation Teaching students
Equipment Administration .
Money Research Courses
Client Demands Consultancy
Students Learning

Curriculum
development

Staff
development

Student
services

Resource
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Help/Advice

Client
satisfaction

Source of
employment

Fig.

14 - Computer Approach of the College System

Here, the

college is seen as an input,. process, output system
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with each element placed in the appropriate category:

The fact that there are different schools of management theory, or
perhaps, more correctly, alternatives for management, poses the
gquestions: to what theory does the practising manager give support?
Does the particular a;tivity lend support to one school of theory?
It is probably the case that the manager makes his own synthesis of
theory pragmatically and gives priority according to the needs of a
particular situation. It is also possible that all the approaches

have some validity to pre-vocational education management, though

none has total applicability.

The engineering approach probably needs the complement of the human
behaviour approach. The decision-theory approach, if applied with
complete vigour, would exclude intuition and imagination. The

resources approach of getting goods at least at cost price could

not possibly be the main factor for education. The
operational-research approach may optimise certain logistical
operations yvet ignore subtle human factors incapable of

mathematical analogy. Thus, it can be suggested that:

(i) the total application of one approach might concentrate
upon one aspect of the organization to the detriment of

" the others, and

(ii) optimization of the management function 1is obtained by
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synthesis through the manager himself on a largely

sub jective basis.

4:4, Educational Management

Before considering educational management it is necessary to

consider two key concepts; bureaucracy and professionalism.

Weber (discussed in Bittner®=) produced the concept of bureaucracy
in the late nineteenth century when organizations were dominated
either by the whims of authoritarian industrialists or entrenched
political systems. He 1identified the features of an ideal
bureaucracy as shown in Fig. 15. 1t cshould be noted that a major
dimension was "Hierarchy of Authority", existing as a firmly
ordered system of superordinate and subordinate positions that

validate authority.

DIMENSIONS OF BUREAUCRACY

Hierarchy of authority

Division of labour

Technically competent participants
Procedural devices for work situations
Rules governing behaviour of members
Limited authority of office
Differential awards by office
Impersonality of personal contact
Administration separate from ownership
Emphasis on written communication
National discipline :

~ Fig. 15 - Characteristics of Bureaucracy

Though Weber saw bureaucracy as desirable at that time, it must be



Chapter 4 page &0 Management Styles

noted that it has now come to have a non-technical meaning that
conveys remoteness, excessive impersonality, delay, "red-tape™ and
inefficiency. Also some writers no longer see bureaucracy as the

form best suited to contemporary demands. Bennis®4 coeg the death

of bureaucracy because of:

(i) a new concept of man based on his complex and shifting
needs,
(ii) a new concept of power based on collaboration and reason,
(iii) a new concept of organizational values based on

humanistic, democratic ideals.

Webers "jideal-type" of bufeaucracy with its emphasis on
hierarchical control has been attacked by those who did not see
authority based on position as the same thing as authority based on
expertise and 'argued that some organizations are characterised by
having authority based on‘expertise.'.éuthority basea on expertise,
which is very important for education in general and pre-vocational
course management in particular, ;5 wholly connected with the
concept of professionalism. This concept has a number of

interdependent beliefs:

(a) theoretical knowledge as the basis of practice,
(b) Ehe importance of professional association as a core of

control of members,

(c) individual autonomy in decisions involving practice with
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clients.

In educationg {a) and (c) are true, but (b) is not. The teaching
profession does not have a pro+eésiona1 association like law and
medicine, which controls their members practice. However, the
professionalism arguments have considerably modified the original
concept of bureaucracy. In broad terms, according to GEMSw=,

writers have shown from empirical research that:

(i) organizational structure and decision making processes are
ctonsiderably modified from an "ideal type" bureaucracy when

there are large numbers of professionals.

(ii) the bureaucratic-professional dimension exists as a variable
for organizational structure within organizations as well as

between organizations.

The extent to which educational institutions depart from the ideal
bureaucratic model, and are modified by professionalism depends
upon the nature of the educational. establishment ' (whether it be
school, sixth—-form college, technical college ar tertiary college)
and the extent to which the teachers perceive themselves as
professionals. Cetzels®e jdentified two requirements of every

organization - the expectations of the organization and the

personaly needs disposition of the individuals who work in the
organization. The degree of professionalism, he suggested, Iis

directly related to the personal needs-disposition of the employees



Chapter 4 page 62 Management Styles

(Fig. 16). The implications of the diagram are that administrators
in colleges must pay greater attention to personal

needs—-disposition than administrators in factories.

Organization expectations

Personal needs-disposition

Factory Hospital School College
Fig 16 - Personal Needs—-disposition
The extent to which decision-making is ‘'"democratized"” 1in

educational institutions certainly seems to correlate with the
degree of professionalism. In colleges, the most professionalised
of educational institutions, the decisions are taken through
academic boards and their various sub-committees. Schools,
however, are the most beaureaucratized in terms of decision making
with the positional hierarchy dominating the making and executing
of the critical decisions. Those schools which actively involve
all staff and pupil representation in decision making are the
exception, - though teachers are’ increasingly demanding greater
professional autonomy. It will be interesting to see the results

of the Education Reform Act (19BB) on this process.

It would seem therefore, that educational institutions are modified
bureaucracies, yet with substantial differences in degree between

institutions connected with the extent of professionalization
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4:5., The Process of Generating Policy in Education

So far the elements of management have been described, some

appfoaches to management from different areas have been aligned to

education and the differences between bureaucracy and
prefessionalism have been considered, as well as how these are
related to education. When programme guidelines are presented to

educational managers, it is necessary to develop effective policies

to cope with the necessary implementation. At a conceptual level

Davies and Morgan ®7 discuss three possible courses of action:

1. Increasing the degree of rationality and structure in decision

making. This may involve:

- increasing the degree of structure and formality in the
organization, regulations and procedures related to
planning. ( This 1is wunlikely to succeed since non-
compliance and informal by-passing of formal structures

are likely to increase.)

- increasing coercion by the hierarchy. (This is also
unlikely to succeed due to increasing democratisation

of institutions.)

- applying shocks to the system through the control of

elements which influence teacher’'s job satisfaction -
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e.qg. control of money, course reviews. (This would

seem only possible in the short term.)

2. To use a "muddling-through" style of the planning process - non

interventionist and procedural.

It is arguable whether external agencies would allow
this to take place, what the cost to the courses would

be and whether problems of curriculum changeé would be

resolved.

3. To evolve a policy/planning process which recognises

the

problems but uses them positively and consciously to arrive at a

workable solution. This would seem to involve:

- seizing the opportunity within the planning process

of ensuring that small scale changes have maximum

dividends;

- ensuring that successful planning decisions create

internal commitment;

- ensuring that a firm and stable team exists over the

[

period of introductionAo+ the course.

The changes brought about through the introduction

of
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pre-vocational education courses have meant that poliéy decisions
have had to be made at different levels. However, those of
implementation have had to' be' made by ‘“middle management" in
ensuring that the respective curriculum frameworks have been

implemented as they were intended within the constraints of the

institution. From the three possible courses of action discussed
by Davies and Morgan (op. cit.) it is evident that their third
possibility is 1likely to be the most suitable for the management

of a pre-vocational course.

4:6. Comparison of Management Styles

It would seem that, in the main, three different management styles
are possible: (a) autocratic, (b) democratic, and (c) laissez-faire.

Fig. 17 shows a possible classification of:
(i) Fayol's five elements of management,
(ii) the Open University’'s five functions of management, and

(iii) Davies’ and Morgan’'s three policy generating processes

in terms of these management styles.
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Five elements of Five approaches| Three policy
management to management generating
processes
Organising, Economic Increasing the
Commanding, approachs; degree of
Autocratic Controlling. Engineering structure in
approach; Maths Jdecision making.
{Bureaucracy) approach
Co-ordinating, Human behaviour/{Evolve a process
Democratic Planning. social systems recognising
approach. problems and using
(Humanistic) them positively.
Using a non-
Laissez-Faire interventionist
and procedural
process.

Fig. 17 -~ Classification of Management Elements,
Approaches and Processes,

It would seem that the terms autocratic, democratic and
laissez~faire assist in simplifying the conceptual approaches that
have been made. They allow the similarities between the approaches

to be shown as well as giving comparisons between them.

These three terms can be applied to aspects of pre-vocational
course management like "the manne; that the courses are introduced
to new teachers", "how course decisions are communicated" and "the
way in which course decisions are made". These are all important
management functions in any educational course and, the manner in
which they are carried out will give indications of the styfe of
manage&ent that is being employeq. Fig. 18 indicates some of the
different approaches that méy be taken for each of these styles

with respect to each of the course management aspects.
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Management
Style

How courses are
introduced to
teachers

TR S R R PR SRR

Autocratic

Presented by
senior sta+f+f.

P

How course
decisions are
communicated

Ways in which
course decisions
are made.

Verbally at
meetings; .
Written form via
memor andaj;
Verbally by
senior staf+f.

RO moae S e
Imposed by
external body;
Decided by

senior stafdf

Democratic

Through working
as a team
member ;

Working with
colleagues who
have already
taught on the
course.

Arrived at
democratically
at team
meetings.

Decided by the
course team.

Laissez—-Faire

Left to work on
one’'s own.

In an ad-hoc
manner (e.g.
corridors)

in

Decided by
individual
teachers.

WL W g

RSy rh et e el S S A,

Fig.

1B - Management Styles applied to Course Aspects
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Chap ter >

INSTITUTIONAL STRUCTURE

In this study, there are two main types of institution; schools
and F.E. colleges. The structure of these types of institution
are also two-fold having departmental and matrix structures. It
has been suggested that the type of structure of the institution
might have an effect on the curriculum of pre-vocational courses
and, in conseqguence, 1t is necessary to conéider the two types of

structure.

In the departmental system the college or school is divided into
departments corresponding to broad areas of the curriculum:
engineering, business and secretarial, humanities, and so on.
Each department then operates semi-autonomously, allocating 1its
own budget, recruiting its own staff and students. Student hours
are computed for each department separately and the salary of the
department head and the number of lecturers at higher grades are

determined from the total of student hours.

In the matrix system, teams cover the whole institution and
individuals are responsible to the teams.” There are generally
two types of team: those with subject matter respénsibilities'and
those with college functions (e.g. resources). On a diagram the
two types of team are usuailf represented by lines at right

angles to each other. In appearance, this resembles a matrix in
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mathematics; a rectangular array of numbers obeying certain rules

of combination with other such arrays.

S:1. Departmental(Hiera:fhical)Structure
=

B

The basic principles of the departmental organizational structure

are:

1. Task specialisations - the range of the organization’'s
activities, the services of special skills.

2. Scalar principle - the chain of command.

3. Unity of command - only one direct superior.

4, Span of control - a superior can direct the operations of

only a limited number of subordinates.

Departmental structures are traﬁitionally used in both schools
and F.E. colleges. The differences between schools and F.E.
colleges are mainly due to size - an F.E. college being
(generally) larger than a school and consisting of larger
depar tments. The head of the iﬁstitution is designated Principal
compared with Headmaster in a school. A typical ‘college

structure, using the above pfinciples, is shown in Fig. 19.
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Principal

—— \Vice (Deputy) Principal

Etc
Head of Department Head of Department
| l | | |
Courcse Course Course Course Course
Leader Leader Leader Leader Leader
| N | | |
T 11 rrr1r 1t rrrnr1rut117f]
Lecturers in Subject Lecturers in Subject

Schools Schools

Fig. 19 - Typical College Departmental Structure

The diagram shows the structure of two of the departments within
a college with the staff subdivided into sgspecific departments
(e.qg. Business Studies, Engineering, etc.) with a number of
schools located in each éf the departments (e.g. in Engineering,
schools of electrical, mechanical and construction might exist.).
The course leaders might be Printipal Lecturers, Senior Lecturers
or Main Brade Lecturers dependant upon the size of the department
and the level of work within the department. It is possible that

lecturers ~within the departments will teach within different

schools.

McGregor®® nie pointed out that structures derived from highly

authoritarian sources like the church and the army are not
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necessarily appropriate for business, industry or social
organizations. He argues that social, political and economic
factors are very important. It might be added in an educational

context, that educational factors are also important.

Shephard®® gtates that "bureaucratic structures are designed for
a stable, predictable environment". He also suggested that new
organisational requirements will:result in & continuing decline
in the emphasis on hierarchy and increasing reliance upon

horizontal and diagonal informational flows.

However , there are very good arguments in favour of the
hierarchical structure. Those in favour suggest that the
hierarchical structure is fundamental to organizations just as it
is to systems theory. Opponents, on the other hand, say that the
traditional approach in emphasising the scalar <chain of command
and vertical relationships, neglect the horizontal and vertical

networks dealing with channels of communication outside the

vertical.
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Theodossine® ,rjiting about the change from a departmental to a

matrix structure discusses the advantages and limitations of the

departmental type of structure as:

Limitations

I. Difficulty in adjusting to changing demands.

2. Problems of adjusting to inter—-disciplinary and
courses.

3. Tendency towards Inertia and entrenched views.

4., Empire building.

5. Conflict between college and departmental goals.

6. Over—identification with subject discipline.

7. Inward looking approach.

8. Demarcation disputes.

modular

9. Problems caused by differences in the size of departments.

10. Problems caused by a "difficult’ head of department, or

senior lecturer, have a blocking effect.

Il1. Communication between departments is poor or non-existent.

Advantages

1. Empire building may and can give rise to excellence
thus attract students and good staff;

2.~ The identification with a discipline will also
professionalism with ifs-advantages.

3. The iInculcation of team spirit.

and can

produce
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4. Lines of authority and communication are clearly seen.

These points "must be considered alongside the demands of
pre-vocational courses. Such courses must be able to provide
choices for students and give them a "flavour" of a number of

different subject areas so that, at a later date, they can make a
more informed choice of their needs. The main aspect of a
departmental structure is that it provides for professionalism
and excellence within a subject discipline. _The narrowness of
the departmentally based course provision could be in conflict
with the flexible and broad based provision which is required to
enable pre—-vocational students to become adaptable to employment
opportunities as well as to their individual skills and

abilities.

A further problem implicit in the departmental structure
is based on the nature of communication between departments.
Theodossin®® =rp «it gyggests that such a structure leads to
insularity, empire building and lack of communication between
departhents. For pre—vocational’courses it would seem important
that teams of lecturers from different cubject disciplines got
together and provided a coherent course which consisted a common

approach across the disciplines.
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S:2. Matrix Structure

One alternative to the départﬁental structure is the matrix
arrangement based on either Faculties or Functional Directors.
The main difference with this type of structure 1is that it is
based on courses as opposed to staff and that staff may teach on
a number of different courses. One of the arguments against a
departmental structure is that some of the tasks that are
completed by the various departments are repeated by each of them
e.g. Student Affairs, Resource Management,. Curriculum Liaison.
Thus, the Functional Directors of, say, resources, look after
that aspect for all courses within the college. The intention of
the matrix structure is that it is more likely to break down
sub ject matter boundaries, improve the communication between
staff and produce a more cohesive institution. Fig. 20 shows a

typical structure diagrammatically.
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Principal
Vice-Principal — Functional Directors

1 2 3
—— |Lecturer Groups A
p-— B
e c
—— D
— E
— Etc

Fig. 20 — Typical College Matrix Structure

Underlying the structure shown in Fig. 19 are the duplicate Head
of Department general duties which might be more effectively
organized‘ along the lines of specialist Afunctions: hence
Functional Directors. Fig. 21 shows the communication networks

between the subject groups and the Functional Directors.
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Principal
Vice-Principal

Mechanical and Director ot
Electrical Crafts ) _ Studies

Eng. Technicians

Director of
Student Affairs

Science & Maths

Resources

Director of
General Education

Personnel

Fashion/Hairdress'g |/ Neg ' | Director ot

Hotel/Catering Serv. /
: Director of
Building i \ Adult Studies
Business, Management // 1 Chief Admin
& Secretarial Stud. |f \:EQSQ\ Officer

Fig. 21 — Communication Networks within Functional Directors

The basic principles for the organization between Functional
Directors and Senior Management are relatively simple due to the
small numbers of staff involved. Howevere, the Functional
Direciors cannot be expected to liaise withA all of the staf+f
within the college. This, then becomes the responsibility of the
Course Leaders who liaise directly with the various Functional

Directors.

Cherns®! hag commented that the bigger the organization the less
likely a matrix is to succeed. This statement is made in
spite of the fact that the aircraft industry in the United States
was one of the first successful matrix structures. This might be

as a result of the differences between educational and industrial
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contexts (with Chearns talking about education). An interesting
comment by Chearns 1is that teachers withdraw from a matrix
structure because they are more dependant upon their own skills
as opposed to the skills of a group, especially in terms of

career advancement.

Dne of the problems of the matrix structure, identified by
Nelsone=_ {5 that of divided loyalties. Teaching staff are
allocated to a subject group and yet their teaching is to a range
of courses which, organizationally, is separate. Fergusone=
in discussing this same point, suggests that if this is the case,
then the prime importance of the Course Leader should be
recognised. Sub ject leaders would have to be recognised as
acting in a supportivé role. In pre-vocational education this
has been recognised where highly specialised subject teachers
have reacted against this teaéhing because they can see their

career advancement declining.

Again, Theodossin (op. cit) gives advantages and limitations of

the matrix structure as:

Limitations

(%

1. Staff may be responsible to two or more course leaders with

possible dis-orientation.
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2. A feeling of lack of identity.
3. A feeling of lack of security.
4. Apparent structural complexity.
5. The engendering of frustration caused by the primacy of the

course leader with the subject leader In a supportive role.

Advantages

1. Combination of a pefmanent co]Jége organization with
temporary courses.

2. Ends problems Involved In Inter-disciplinary and modular
courses.

3. Reduces the influence of ”“bad” senior staff. .

4. Lateral communication easier.

S. Can end conflict between college and departmental goals.

6. Reduces the opportunities for empire building.

7. Allows for maximum flexibility.

The main problem of the matrix structure for pre-vocational
courses, as with othervcourses, would seem to be the apparent
structural complexity. Traditionally a Course Leader will have
been accustoméd to going to one person (the next one up in the
hierarchy) with any problems or suggestions; with a matrix
étructure he will have to decide which Functional Director will

be able to give assistance and, hence, the apparent complexity.



Chapter 3 page B0 Institutional Structure

S5:3. Implications of Institutional Structure for Pre—-Vocational

Courses

1t has already been shown (Chapter 2) that pre-vocational courses
differ in many respects from traditional courses. Not the least
of these differences is the negotiated, experience-based learning
which has its roots in broad vocational training as opposed to
narrow, subject specific learning. This means that the
teaching/learning situations need to be very much different {from
those seen in conventional courses. It could, therefore, be
argued that a dif%erent management structure might also be
needed. There is no doubt that a team approach must be very
important when integration of the various course elements is
required. Thus, it is the effectiveness of the team which has

implications for the successful operation of the course.

Futher implications are the job titles that are designated for

the management of the course: The following possibilities

exist:

1. Course Co-ordinator
A person responsible for the operation, planning and
development of a group of courses throughout the institution.
Thus, a YTS co—ordinator.would be responsible for the running

of all of the YTS courses within the institute. This
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involves the identification, with school heads, of course and
year tutors; liaison with industry and institute between the
on—-the-job and off-the-job fraining elements; overseeing and
monitoring of prdgress of students within the courses in
consultation with the staff concerned; initiation,
development and detailed planning of new courses in
partnership with the school heads directly concerned;
provision of essential and statistical and publicity
materials for the group of courses; maintaining liaison

between with school and industry committees.

2. Course Tutor

A teacher responsible to a course co-ordinator (or head of

department) for the day-to-day running of all of the years

and teaching groups of a particular course. This 1involves
day—-to—-day correspondence relating to the course as
designated by the course co-ordinator; recruiting and

.interviewing students; co-ordinating schemes of work and the
necessary integration of subjects; oversight and collation
of profiles and external ekaminations and maintenance of
student records; future planning and development of the

course.

3. Year Tutor

A teacher responsible to the course tutor for a particular
working group of students. This involves administrative

matters concerning the day-to-day running of courses;
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collation of reports and records; completion of student
profiles in consultation with students and, hence, negotiation

of individual programmes.

Personal Tutor

A teacher responsible to the appropriate year and course tutor
and to his school head for the pastoral care of a limited
number of individual students (e.g. typically not more than 10
students). This involves being the first person a student

should consult about problems of study, welfare and careers

problems.

Sub ject Leader

A teacher responsible to course leader of school head for the
teaching of a subject. This involves maintaining, improving
and co-ordinating the standards of his subject and its
teaching throughout the institute; control and development of

the specialist accommodation and eguipment allocated to the

subject.

Subject Teacher

A teacher responsible for the teaching of a particular
sub ject. This inyolves producing a scheme of work and
preparation and conduct ot lessgns; the setting and marking
o+ycoursework, internal examinations and continuous assessment

of students; maintenance-o? student records.
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Not all institutions will have all of these posts appointed;
often it depends on the sizé of the institution whether, for
instance, a course co-ordinator is appointed. If this is not the
case, the course tutor (or next in line) will have to shoulder

these responsibilities.

It will be seen from the above job descriptions” that
communication is required both vertically and horizontally. This
horizontal facet is more important when, for instance, a course
co—~ordinator is appointed. Consequently, the size of institution
might well have an effect upon the management structure required.
A small institute might benefit from a matrix structure which
facilitates the horizontal communication channel. On the other
hand, in a larger institution, the appointment of the

co-ordinator can ensure that these functions are carried out

without the need of the matrix structure.

There can be no doubt that pre-vocational courses need to bring
together different teaching subjects. The integrated curriculum
needs to be co-ordinated in some fashion; core skills need to be
taught by all of the subject teachers and need to be co-ordinated
to avoid both differences and duplication; profiling of student
achievements needs to be co-ordinated between tﬁe sub jects and
the process of negotiation, as a result of this process, needs to
be communicated to all of the course team. Interestingly, when a

matrix structure is formed, it is invariably done in an
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authoritarian manner {without consultation and wiéh imposition
upon the sta+ff). The team approach ideally needs to come from
the team itself without Baviné to be imposed by a specific
structure and, the question needs to be asked whether a team

approach can be imposed.
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Chap ter =

Pre—NVocatiomnal Course Mamagemen t

Pre—vocatipnal course management has two major aspects: staff
management and curriculum management. These two aspects can have
a different focus, can involve different personnel, can involve
different components and yet result in the same outcome - an
effectively and efficiently run course. Course management is
effectively about involvement through ownership (McBregor %), The
more that teachers and trainers are involved in the course, the
more they will feel a certain amount of ownership of it and,
hence, the more e++ectiveh and e++icientbit will operate. Yet
staff management is often seen as the province of "managers" who
are often assumed to be ‘"senior™" . members of staff
(Incentive Allowance "D" teachérs in schools, or Senior lLecturerg
in FE, and. above) 'while curriculum management, particularly at
classroom level, is o+teh seen to be the Aprovince of the more

junior staff.

It is important that staff "own" an initiative in their
institution For at least three reasons: first, it helps to
pre—empt and reduce resistance to change; second, it ensures that
the achievements of the initiative survive an initial impetus;

"3

third, it enables the changes to spread to other areas of work.
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5:1. Staff Management

Much has been written abéut éducational management (as was
explained in Cha&érs 4 and 5 when discussing Management Styles
and Institutional Structure) and vyet very little research has
been completed on the effect of management upon {particularly

pre—-vocational) courses.

b:1:1 Course Introduction to Stafd

The manner in which courses are introduced into institutions, and
the manner in which courses are introduced to new staff, is a
staff management function and has obvious implications for the

success of the courcse.

As pre-vocational courses are relatively novel, when they are
introduced into 1institutions they are often innovations. A
number of strategies for innovation have been identified and
there is a high degree of agreement among them. One of the most
comprehensive analyses of Str;tegies for innovation is that
offered by Chin and Benne®® who identify three major groups of
strategies:
(i) empirical rational;
(ii) normative-re—-educative; and

(iii) thirdly, power-coercive.
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Empirical—-Rational Strategies

Underlying this is the assumption that man is rational and
he will follow his rational self-interest once this |is
explained to him. An innovation is usually suggested by
someone who knows both its possible effects and the

individuals who will be affected by the innovation.

The main task of the innovator is to show as effectively as
he can the validity of the innovation in terms of the gains
to be achieved by adopting it. This attitude to innovation
is based on an optimistic view of man and sees the main
obstacles as 1ignorance and superstition; it presents him
with knowledge and assumes that the required changes will

take place.

Normative—Re-Educative Strategies

This is a more complex strategy than the empirical-rational
in that it assumes that patterns of practice and action are
supported by socio-cultural norms and by commitments on the
part of individuals to these norms. Change in a pattern of
praé%ice or action, according to this view, will occur only
as the persons involved | are brought to change their

normative orientations to old ‘patterns and develop
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commitments to new ones. These involve changes in
attitudes, values, skills and relationships, not Jjust

changes in knowledge.

Ouing to the complexity of this strategy, Nichollsee gyggests

that it is rarely used in schools and colleges.
Innovations, he states, concentrate upon specific aspects

and not on procedures and processes associated with the

innovation.

Power-Coercive Strategies

In this third group of strategies, power is not seen in the
sense of influence of one person upon another but in the
ways in which the power is generated and applied in the
processes of affecting change. In the emperical-rational
approach, knowledge is regarded as the source of power,
power—-coercive Strategies emphasise the use of moral power,

playing on feelings of guilt and shame.

Chin and Bennee® =r «it heljeve that this strategy is more
widespread than most people would be willing to admit. In

schools and colleges there is some evidence to suggest that
power-coercive Strategiés are widely employed despite the

cur¥ent debate about staff involvement in decision making.

It would appear that the three strategies outlined by Chin and
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Benne have much to commend them in terms of the ways that
pre-vocational courses are intrqduced in schools and colleges in
terms of either empirical-rational or power-coercive types.
However, a team approach concentrates upon some of the aspects of
the normative-re-educative approach in that an attempt is made to

change the attitude of all of those who are to be involved.

In terms of the introduction of courses to staff there are
differences between (i) the introduction of a new course into an
institution to all of the staff and (ii) the introduction of a
new member of staff into an existing course. With a new course
all of the staff are in the same position - the requirements are
new to all of them, whereas with an existing course its

requirements are only new to the new member .

With a new (TVEI) course in an institution, Davies®#” suggests the

following ways that they can be introduced:

(a) a "bolt-on" package - i.e. using the existing facilities and

pxperiences to provide a new pre-vocational course;

(b) using finance to buy new equipment and material resources to
increase the effectiveness of existing courses;
(c) plan and . set-up a completely new course structure in which

all of the elements are completely integrated.
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Davies (op. cit) suggests that, at his college, it wés decided to
use alternative (c) because, the best way of achieving long-term
curriculum change was to coﬁcen£rate upon the complete course.
This, he suggests, had significant implications for management
processes and structures. This was achieved through a Curriculum
Development Group with the brief of reviewing the existing
courses and d'mm&qu the existing courses with new pre-vocational
requirements; to integrate the core curriculum 1into the new
course, to provide guidance, counselling and profiling, to
integrate learning from (work) experience and to develop

student-centred learning methods.

The achievement of a team approach can come about as a result of
the way in which the course is introduced to the teaching team.
The way in which this is done probably depends upon the
management processes used in the institution as much as through

the requirements of the course itself.

Much emphasis within the operation of pre-vocational courses is
placed - upon the team approach. BTEC®® are explicit about this

stating:
“The Council reiterates its conviétion that the
quality of course management and the commitment
of the staff team are most Important factors 1In
the development of effective ..... courses”.
Other .pre-vocational courses are implicit in the demands of team
cperation through the curriculum aspects such as "core-skills"”

and student-centred approaches. This team approach involves all

of the staff who are involved in the course operating in the same
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mannetr , all of them being familiar with with- the course
requirements to a similar degree and all of them integrating with
each other. Reecee®? Stateé tHat the day has gone when the
teacher can be "king of his own domain" and "operate a closed

door policy" where he operates in isolation from his colleagues.

Three different approaches might be used to introduce new courses
to a team or to introduce an existing course to a new team

member. These would seem to be:

1. Initial presentation by a senior member of
staff and then leaving the staff member to

work on his ownjg

2. Through working as a new team to plan and

prepare course materials;
3. Working with other colleagues who have

already taught on the course or on COUrses

of a similar nature.

6:1:2 Communication of Course Decisions

A further management process which has an obvious effect upon the

operation of a team is the manner in which course decisions are

communicated to all members of the team. In terms of the
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management styles discussed on pages b6 and 67, the different

approaches that might be used include:

1. Autoccratic

- verbally presented by a senior member of staf+¥
after the decision has been reached,
- presented in writing via memoranda, etc.,

- presented verbally at meetings.

- in an ad-hoc manner in corridors, staff rooms,

2. Democratic

- arrived at through discussion and debate at

meetings.

3. Laissez-Faire

— in an ad-hoc manner in corridors, staff rooms,

In an HMI Survey”® of post 16, one year full-time courses, HMI
report under “Managemeﬁt of Courses" that:

“starf In FE colleges frequently emphasised that
regqular iIinformal contacts with colleagues were made In
staff rooms. Although the value of such contacts should
be acknowledged, they cannot take the place of a
systematic structure - especially when many staff are
involved. Formal meetings serve to ensure that all
teachers, including those who contribute from a variety

of departments, are fully involved.”
HMI here are laying emphasis upon the need for a democratic
process to be used in the management of pre-vocational courses

and, to ensure that this takes place, for a formal mechanism to
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be introduced. They conclude that, in the 64 courses that they
visited in autumn 1984, only one third had an effective

communication network between staff.

4:1:3 The Manner in which Course Decisions are Taken

Decision making is a continuous process for the successful
operation of a course. Further, it is a management problem which
must be addressed either explicitly or {as is more often the

case) implicitly by all courses.
The types of decisions that have to be taken include:

(i) administrative decisions - e.g. allocation of staff
to curriculum areas, spending of course budget,
allocation of rooms, purchasing of resources,
publicity, enrolments; etc.,

(ii) course delivery — e.g. seqguencing of topics, use of
teaching/learning stratégies, design énd. use of
teaching/learning resources, etc.,

(iii) student assessment and course evaluation - e.g.
assessment of student work, decisions about

certification, course evaluation, etc.

The continuous nature of the process is evident 4from the

administration to the course delivery and, finally to assessment
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angd evaluation. However , the evaluation should provide a
feedback loop in order to make judgements about the other aspects

of the course - hence a con{inui{y of the process.

The manner in which the decfsions are taken can again be
classified into the autocratic, democratic or laissez-faire
categories £hat have already been discussed. Some of the
decisions are imposed by the validating body (e.g. decisions
about additional studies in CPVE courses), but most of the others
are left to the institution, team or individual teacher. The
manner in which these decisions are made depend upon the
mangement structure and climate that exists within an
institution. It haé already been suggested that a democratic
climate has beneficial effects especially for pre-vocational
courses with their emphasis upon integration and co-ordination.
This process of collaborative decision making is one advocated by

Schmuck”* although he recognises the problems of time and

effected interests.

Thus, pre-vocational course decisions may be taken by one or more

of the following methods:

Autocratic

(i) imposed by an external body (e.g. MSC),
(i{) decided by senior staff in teacher’'s department,

(iii) decided by senior staff from another depar tment,
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Democratic

(iv) decided by the course team either at a meeting or by

other means of consensus,

Laissez-Faire

(v) decided by the teacher himself without reference to

senior staff or the course team.

6:1:4 Amount of Time Spent upon Course Activities

In an earlier discussion (see Chapter 3, Curriculum Issues) it
was suggested that the amount of central contol over the
pre—&ocational curriculum is limited; institutions are presented
with a framework upon which to design their own curricula. VYTS5,
for instance, as discussed by Stoney and Lines”=, gives

fesponsibility to the institutions (or managing agents) for

overall scheme design and negofiations with outside agencies. ‘-~

They further show that detailed design, delivery, negotiation and
co-ordination activities are dévolved to individual departments
in FE colleges, with only loose cbntrol being exerted from the
centre except in matters of finance. This poses a problem in
terms of scheme co-ordination and cohesion although it has the
advantage of ownership. They indicate that 704 of FE colleges
have “made an appointment of.YTS co-ordinator to assist with
scheme cohesion and their roles encompass negotiation,

co-ordination, curriculum and staff development. 1t would, then,
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seem imperative that, if ownership was to be meéning{ul and
fruitful, the devolution of power was not only to the
co—-ordinators, but to the cbursé team itsel+f. The more involved
the course team could become, the more innovative approaches
might be employed. Stoney and L{nes (op cit) find that senior
managers, when filling staff appointments, have looked for
adaptable, well motivated étaf+ who have already gained some
experience (not necessarily 1in an FE context) of vocational

preparation work and who have an empathy with young people.

6:2. Curriculum Management

There are considerable differences in curriculum management
between traditional, external syllabus with external
examinations and the pre-vocational curriculum framework. In
schools there are three main modes of curriculum design as shown

in Fig. 22 below.

Where the syllabus is set

Centrally Locally
Centrally MODE 1 MODE 11
Where
the exam
is set
Locally (MODE 1IV) MODE 111

Fig. 22 Modes of Curriculum Design

When the three main modes were introduced, it was not envisaged
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that schools’ examining boards would introduce a "fourth mode"
and it was not originally enumerated or named. The three main
modes of examining were recommended to GCE and CSE Boards when
Mode 1 was the normal mode. Hence, it took some time for the

various boards to offer all three.

In FE, central bodies that offer modes I, Il and IV are usually
called examining bodies, while those offering mode III are
usually called validating bodies. Pre-vocational education is
most akin to Mode 111 where, although a framework is suggested,
the "syllabus" is locally set (indeed it should be negotiated
with individual students) and locally "examined". The various
boards (Joint Board, BTEC and Training Agency) are, therefore,

validating boards.

The modes are useful in the showing of a ‘'decision matrix" for
curriculum intentions as shown in an FEU review”™ of major
curriculum designs in FE. This provides a Decision matrix which

is shown in Fig. 23.
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Content Learning Assessment
Situations
Course . = ‘
Level A A A
. ¢ ; ‘
Subject ki Y ‘ R
Level A ﬂ A
Lesson % % ﬁ
Level < ? - :

Fig. 23 Curriculum Decision Framework

The suggestion is that the decisions that relate to each of the
cells in the matrix should inter-relate. This is certainly the
case with the pre-vocational curriculum where it is important to
relate all three of the levels to each of the curriculum areas of
aims/content, iearning situations and assessment. This, has
clear implications for a course team approach as well as for the

manner in which course decisions are taken.

Traditionally, the lesson level decisions have been the province
of the teaéher, whereas deisions at subject and course level have
been taken by senior staff and/or examination/validating bodies.
With a curriculum framework as is presented by the pre—-vocational
bodies, many of the decisions are left to the institution. It
has been suggested by Dakes”# that the decisions are best taken
by the team which is going to deliver the course. He suggests,
similar to the suggestions above for commuﬁication of course
decisions, that the involvement of the team is most likely to
have a beneficial effect upoh £he design, delivery and evaluation

of the course. The democratic process, he 1implies, is more
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likely to 1lead to better implem=ntation than are éutocratic or

laissez faire processes.
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Chap ter d

DESIGN OF THE STUDY

7:1. Introduction

The present decade has a better claim than most to designation as
one of «crisis for education. All stages of education are in
the process of quite extensive changes: The Reform Bill  is
changing primary, secondary and tertiary education; changes in
the secondary examination system has seen the iﬁtroduction of the
new BCSE; the Training Agency (formerly the MSC) is making great
inroads into both secondary education (through TVEI) and post 16
education (through YTS) and by-passing the Department of
Education and Science; the increase of unemployment through the
demise of (particularly) heavy 1industry is changing the
apprenticeship system; the reform of Vocational Qualifications is
making sweeping changes to the post-16 education. Some of these
have already taken place, others are still in the process of

change.
Throughout all of these changes there are three common threads:

(i) there is a change to student-centred leafning and the

™

placing of more responsibility onto the student for his

learning;
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(ii) changes in management systems in education placing more
responsibility onto +the teacher {or the design and
operation of the courses;

(iii) a move away from the traditional academic course to ones

which are more vocationally relevant.

This, then, has 1led to much emphasis being placed upon
pre—-vocational courses; instead of starting these at 16 years of
age as previously, more of this type of course has been carried
out in schools starting at the age of 14. In addition, attention
has been focussed on major changes in the management and

operation of courses in the post compulsory sector.

7:2. Aims of Study

The aim of the study 1is to consider the management styles of
pre-vocational courses and to determine what effect, if any, this
has upon the curriculum offerings. There are, of course,
different typés of pre-vocational course and it may be that these
require different management styles. The more specific aims are

to seek whether:

1. The type of pre—-vocational course effects the style

I3

of management; and
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e type of institution in which the pre-vocational

course 1is located has an effect upon the style of

management.

3. Th

th

4., Th

le

The types

TVEI, CPVE

The style

approaches

subdivided

(a)

(b)

e management structure of the institution effects

e nature of delivery of pre—-vocational courses.

e style of management effects the content and

arning processes of pre-vocational courses;

of pre-vocational courses that will be considered are

, YIS and BTEC First Awards.

of management will be related to the different
that might be adopted. In general these might be

into those:

primarily concerned with costs and resources; an
emphasis on controlling, commanding, organising and

administration - this can be called Autocratic

primarily concerned with social aspects which
concentrate upon the individual and co-ordinate the

efforts of individuals - this can be called

Humanistic or Democratic
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(c) which allow decisions to be made by the individual and

have decisions made in an ad-hoc manner - this can be

termed a Laissez-Faire approach.

Any of these styles may follow the decision theory, mathematical
and computer or engineering/production approaches of management
depending upon the personalities and backgrounds of the

individuals concerned.

The type of institution in which pre-vocational courses are
located will be considered in terms of schools, FE colleges,

tertiary colleges, and VIth Form colleges.

The delivery of the courses will be considered in terms of the
requirements of the particular courses. Most of them,  for
instance, require the use of core. skills, involve a certain
amount of negotiation of the curriculum with the students, need
alternative assessment techniques to cater for such matters as

records of achievement.

Management structures in schools and colleges vary between

department and matrix structures and combinations of these two

major types.
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7:3-Selecting a Research Method.

Once the purpose of the sthy had been formed a decision had
to be made as to how information was to be collected. The
initial decision was whether to use quantitative or qualitative
methods. 1t was decided to wuse the former as this would give

more tangible evidence and that, as reported by Bell et al®*®, the

social evidence in the study exists and it needs to be
ascer tained. The following options for the use of the
approach are given by Bell (op cit) as to how the hypotheses

might be tested:

- action research,
- case studies,
- interviews,

- guestionnaire.

As the writer is not directly involved in the management of any
pre-vocational course it was decided that the method of data
collection would have to be eifher interviews or gquestionnaire.
As the latter would allow more information to be collected it was
decided that a questionnaire would be designed and distributed.
It was realised that this method of data collection would be less
valid (Russell”®) — but this would be offset by the greater

amount of data collected and that statistical analyses could be

used to gauge the reliability of the information collected.
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A further reason for the use of the guestionnaire was that
computer analysis would be available for the analysis of the
results. This would be used to give ‘'category counts"” of
responses to the various gquestions and, as a social science
package (SPS5-X7”) was available, correlation between the

categories would be able to be made.

7:4-0Obtaining a Representative Sample

As the quantitative methéd was to be used the issue of a "postal”
questionnaire had to be considered. Access to various teachers
attending the in-service Certificate—in-Education would be quite
easy to arrange and these would give the information required, so
it was decided to use this as one source. However , the
researcher would not be present (nhor would it be necessary for
this to take place) during completion, soO consideration would
have to be given . to improQing the receptivity o+t the
questionnaire. This was achieved through an initial page and a

covering letter which:

(a) attempted to give conviction that the investigation
was a worthwhile piece of work,

(b) explained why the investigation reguired the co-
'operation of the person being approached, and

(c) indicated the use to be made of the eventual research

materials.
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The research required the collection of information from schools,
colleges and managing agen£5 éo care had to be taken to ensure
that information was collected from each of thase sources as well
as different management structures (i.e. Tertiary and Matrix and
Depar tmental types). As the Certificate-in-Education teachers
would not supply this cross-section, questionnaires would have to
be sent to specific schools, colleges and managing agents. It
was realised, however, that some of the colleges would themselves
be managing agents for the YTS Students. Thus, questionnaires
were sent to specific institutions in the North of England where
it was realised that Certificate-in-Education teachers would not
supply the required information. In order to attempt to have
some ‘“control", in each case the questionnaires were given to
Staff Development Officers (where these existed) and they were
requested to distribute to teachers who were involved in

pre-vocational courses through either teaching or management or

both.

In order to attempt to increase the response rate of the postal

questionnaires, a stamped, addressed envelope was enclosed for

the return of the questionnaire.

7:5-Development of the Questionnaire

The decision had to be made whether to use open or closed
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guestions in the design of the guestionnaire. The following
advantages and disadvantages of the two were considered as shown

in Fig. Z24.

Open Buestions Closed Questions
Allows freedom of Limited to researchers
expression. gquestions.

Difficult to analyse. Easier to analyse.
Responses might be long. Responses short (ticks).
Longer time required to Shorter time required to
complete. complete.

Aspects might be All aspects brought to
forgotten. attention.

Fig. 24 Comparison between "Open" and "Closed" BQuestions,

Dwmjto this comparison and the fact that computer analysis was to
be used, it was decided that, in the main, "closed" questions
would be used that required only a fick for their completion.
However, to overcome the problem that such a design does not
allow freedom of expressiocn ahd that the researcher might bave
omitted some important facet of a particular pre-vocational
éourse, it was decided to have ; final page to the questionnaire
that invited "any other comments" (see questionnaire, appendix 1,

page 9).

As easy access to teachers who were attending the "Advanced
Diploﬁé in Pre-Vocational Education and Vocational Preparation”
course was available, and that these teachers had knowledge of

the content of the requirements of the questionnaire, it was
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decided to use these teachers to pilot the questionnaire. In
addition, two persons who were very experienced in computer
analysis were wused for this purpose. All were invited to

complete the questionnaire and to comment upon the following:

- any ambiguities,;

- types and sequence of questions,
- length of questionnaire,

- layout of instrument,

- clarity of questions, and

- any other comments that might be useful.

and, the computer experts were invited to comment on the layout

for ease of data collection for computer analysis.

A separate page was inserted as page 2 of the pilot guestionnaire
co that these persons could indicate their thoughts. This
resulted in many changes in the aesign of the instrument in terms
of the number of gquestions, the overall length of the instrument,
the types of questions asked, the layout to be used, and chénges

to individual questions to overcome some of the ambiguities.

The questions included in the questionnaire were designed
specifically from the information that was required to be
colleeted. There were B initial gquestions asking information

about individual teachers and the institution

in which they work. i.e.
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1. Type of course in which the teacher is involved.
2. Type of involvement.

3. Special responsibilities

4., Length of involvement in pre—vocational course.
5. Grade of teacher.

6. Subject area of teaching.

7. Type of institution in which the teacher works.

8. Management structure of the institution.

These were followed by two questions (numbers @ and 10) about the
management of the pre-vocational courses in which the tgacher is
involved. Duestion 9 asked how the pre-vocational course was
introduced to teachers; whether it was introduced autocratically,

or democratically or in a laissez—faire manner. These were

presented as:
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Style Method of Introduction

Autocratic Introduced by a senior member of
staff anr left to work on own.

Democratic Through working as a member of a
team to plan and prepare materials

Laissez-Faire Working with other colleagues who
have already worked on the course

Buestion 10 asked how course decisions are communicated to staff.

Again the autocratic, democratic, laissez-faire styles were used.

These were presented as:

Style Method of Communication

Autocratic -~ Verbally by senior staff, or
- In written form via memos, or
- verbally at meetings.
Democratic — Democratically in staff
meetings.

Laissez-Faire | — In an ad-hoc manner - e.g.
in corridors.

The next question (No. 11) identified fourteen important facets
of pre-vocational course organization in terms of (a) course

administration, (b) course delivery and (c) course evaluation and

asked teachers how decisions were made (using the autocratic,
democratic and laissez - faire continuum again) in their
institution about each of the facets. The various facets used

were:
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Category Facet of Course Organization
Course — Allocation of staff to subjects
Administration |- Allocation of rooms

— Manner in which budget is spent
- Purchasing of resources

- Decisions about publicity

- Decisions about enrolments

Course - Sequencing of topics

Delivery - Decisions about additional studies
- Use of teaching strategies

- Use of teaching resources

- Design of teaching materials
Course - Assessment of student work
Evaluation - Decisions about certification

- Dverall effectiveness of course

The final question (No. 12) identified 37 aspects of the
operation of pre-vocational courses from six catégories (i.e.

(1) curriculum planning; (2) teaching preparation; (3) curriculum

delivery -—teacher centred; (4) curriculum delivery - student
centred; (5) aspects of pre-vocational curriculum, and (6)
student assessment/course evaluation. The questions asked if the

aspect ~was applicable to their particular course and, if so, if
they spent more, less or abou£ the same amount of time on the

aspect with pre-vocational courses compared with other courses.
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Category Aspect of Course Operation
Curriculum - Attend team meetings
Development - Discuss coursework with employers

- Discuss coursework with teachers

- Work as a team member to modify course
- Attend course planning meetings

-~ Consult employers about the course

- Attend design meetings

- Read teaching books/journals

e e e~ e e e i e o o - = s ———————— ————— — o = o S b S T~ e e e e e e e

Preparation — Make visual aids
for - Negotiate the curriculum with students
Teaching - Participate in team teaching

- Prepare handouts/worksheets

e e e et = e e e i — —————— o ———— = - — & > L e = e T e e T

Teacher - - .Dictate notes to students

Centred Meth. — Present a lecture to students

Use Student- - Use problem-solving/project work
Centred - Give assistance outside class time
Methods - Advise about further opportunities

- Use role-play, etc.

- Hold small group tutorials

- Conduct discussion sessions

- Allocate time for private study

Impor tant - Use experience-based learning
Pre-Vocational |- Associate learning with workplace
Curriculum - Develop personal and social skills
Aspects - Use contract learning

- Use guidance technigues

- Involve students in community work

- Use residential experience

- Concentrate on communication skills

- Use common core teaching and learning

Student - Discuss assessment with colleagues
Acssessment and |- Discuss assessment with students
Course - Use graded assessments

Evaluation - Use profiling techniques

- Mark test papers .
— Maintain records of student work
— Invite comments from students about

the course

%3

Instead of having these questions in the sequence above and
sub-divided 1into categories, they were presented in a random

order in the guestionnaire.
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7:6-Data Collection

A total of 250 questionnaires were photocopied. These were
distributed to teachers in four FE institutions (one with a
matrix structure, one with a departmental structure, and two
tertiary colleges), and three schools, as well as to teachers who
were completing the Certificate-in-Education and Advanced Diploma
courses in Durham whose institution was not speti4ica11y known

but who attend from FE/HE institutions, schools and managing

agents.

0f the 250 gquestionnaires photocopied, 203 were dist;ibuted and
93 were returned. This gives a response rate of 45%. As the
questionnaires were returned they were numbered 1in
chronological order of return, and the results from each of the
questions was quantified. i.e. each response was related to a
number. This enabled the results to be placed onto a spreadsheet
for easy access into the computer. The SPSS program required
that - each of the questions wés named with not more than eight
characters. This is done to allow for ease of identification in
the print-out as well as to allow for dif{erent questions to be

cross—tabulated in the analysis.
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7:7-Data Analysis

It has already been explained that the SPS5-X Social Studies
computer package was to be used to analyse the data. Initially
this package gives basic statistics as an overview of the data.
This gave the following data presented here as an example of
question 1 which asked the type of pre-vocational course that
respondents were MAINLY involved (they were asked to tick only

one box):

Value Value |Frequencyl|Percent{Cumulative
Label Percent
YTS 1 49 352.7 52.7
CPVE 2 15 16.1 68.8
TVEI 3 B B.6 77.4
BTEC 1st 4 14 15.1 22.5
Other 5 7 7.6 100.0
TOTAL 93 100.0
MEAN = 2.0354 STD DEV = 1.354
Thus the Ffrequency shows the numbers who responded in a

particular category (e.g. 49 were teachers on YTS courses) and
the percentage that this was of tﬁe whole sample (in this case
$52.7%). This is repeated for each of the values and for each of
the questions. The standard deviation dives an indication of
the "spread" of responses around the mean value.

Once the data had been summarised in this matter it was then
considered important to cross—-tabulate the initial 8 questions

(see page 111) with questions 9 (how courses are introduced to
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teachers), 10 (how decisions are communicated to teachers), 11
(how decisions are made), and 12 (the pre-vocational curriculum
aspects). If the example above of guestion 1 is taken - the type
of course that respondents taught upon - this would be cross
tabulated with, for instance, the Ffirst part of question 12.
i.e. Whether "more time", about the "same time", "less time"

or not applicable", was spent upon "Attending team meetings
about curriculum development, etc." Thus, the cross-tabulation

would shown whether the effect of teaching on a particular course

had an effect upon the attendance at team meetings.

The SPSS-X package for this, required the following instructions
to be typed into the computer in order to execute this

requirement:

CROSSTABS  VARIABLES=COURSE (0,5)SUBJECTS TO EFFECT(0,6)
TEAMMEETS TO LECTURE (0,4)/
TABLES=COURSE BY SUBJECTS TO LECTURE
OPTIONS 3,4

STATISTICS 1,2,3
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The print-out from this gave the following results:

Course IPCT! More | Same | Less : Not Row
' it Time | Time | Time | Appl Total
YTS iNo | 24 | 12 6 1 7 49
V% 00 49.0 4 24.5 4V 12.2 1 14.3
CPVE ‘No | 11 21 1 1 15
V40 73.3 0 13.3 6.7 | 6.7
TVE] ‘No | 6 : 1 3 ' 1 8
V4 0 75.0 4V 12.95 1 i 12.5
BTEC itNo | 8 ' S | ' 1 14
Found V4 5701 0 35.7 0 ' 7.1
Other iNo | 2 3 1 1 6
V74 10 33.3 1 S0.0 1 16.7
Column 51 23 8 10 92
Total ' 55.4 25.0 8.7 10.9 100.0

This, then, shows how the 92 teachers who responded to the
question (1 failed to respond) were distributed between the
courses and the amount of time they considered was spent at team
meetings compared with other courses, both 1in terms of actual

numbers and percentages. It would, however, now be important to

consider if these results happened by chance or not. Thus, a
statistical test would need to be applied to the results. As
both the course and the attendance at team meetings, (the two

variables) are independent, it was decided to, use the CHI-SGUARE
test for discrete categories to determine the significance
between the two groups of variables. The chi-square statistic

shows “ the significance of the observed results compared with

those expected other than by ﬁhance.
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Siegel”™™ gives the following example of a chi square test. He

wished to test whether tall and short persons differ with respect
to leadership qualities. The table below shows the observed
frequencies with which 43 short people and 52 tall people are

categorized as "leaders", "followers" and as "unclassifiable.”

Short Tall Total
Leader 12 32 44
Follower 22 14 36
Unclassifiable 3 6 15
Total 43 52 75

The null hypothesis would be that height is independent of
leader—-follower position, i.e. that the proportion of tall people
who are leaders is the same as the proportion of short people who
are leaders. With such a hypothesis, the expected frequency for
gpach cell may be determined. This is done by multiplying the two
marginal totals common to a particular cell; and then dividing
this product by the overall total of cases to obtain the expected

freguency., Thus the expected frequency for the lower right hand

cell in the above table is:

(52) (15)
E = - = B.2
22 93
The Eable below gives the expected frequencies, shown in

brackets, of each of the 6 cells for the data above.
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Short Tall Total
Leader (12.9) 12 }(24.1) 32 44
Follomer (16.3) 22 |19.7) 1a | 36
Unclassifisble|( 6.8) 9 | 8.2) & | 15
Total 43 52 95,

The value of chi square is then <calculated from the using the

formula:

({Dbserved - expected) sqguared
Chi Square = Sum of ————————————————=-——————-————-
Expected
for the above table this becomes:

2 2 2 2 2 2
(12-19.9) (32-24.1) ((22-16.3) (14-19.7) (9-6.8) (6-8.2)
——————— 4+ —m—mmmme 4 e 4 ——m——— = mm——— o ——m——

19.9 24.1 16. 3 19.7 6.8 8.2

3.14 + 2.59 + 1.99 + 1.65 + 0.71 + 0.59

10.67.

1t 1is obvious that if the observed frequencies are 1in close
agreement with the ex%cted frequencies, the differences will be
small and the value of chi square will be small, and vice-versa.
The lafger the chi square value the more likely it is that the
two groups differ with respect to the classifications. However ,
to make this easier, tables of critical valués of chi square are
published to indicate with a specified percentage as to how sure
it isyté accept or reject the hypothesis that is being tested.
In the case above, from the published tables, the null hypothesis

can be rejected with 99.9% certainty.
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To return to the SPS5-X results of the pre-vocational survey, it
is required to see if there is any certainty that there 1is no

relationship between (a) the type of course upon which a teacher

operates, and (b) the amount of time that he suggests that he

spends at meetings. The null hypothesis is that there 1is no

relationship between these two variables. The results are shown

to make

(%4

significant

reference

the value needs to be below 0.05.

to

the

published

tables.

below.
Cours {PCT! Less | Same + More | Not Row
' ! Time t Time | Time | Appl Total
YTS iNo | 24 12 1 6 7 49
V%) 49,0 4+ 24.5 ) 12.2 1 14.3
'EZ ) 47.1  52.2 1 75.0 + 70.0
CPVE iNo 11 2 i 11 1 15
V% 73.3 4 13.3 v 6.7 0 6.7
VEYZ OV 21.6 1 8.7 { 12.5 | 10.0
TVEI ‘No | 6 : 1 | 1 8
V4 0 75.0 1 12.5 1 it 12.5
VE4 1 11.8 1 4.3 | i1 10.0
BTEC iNo | 8 : 5 1 : 14
Found V%4V S7.1 0 35.7 H 7.1
) 1EY% 1 15, V21,7 i1 10.0
Other ‘No | 2 3 1 1 6
V% 33.3 1 50.0 1 16.7 1
VEX4 3.2 + 13.0 | 12.5 1
Column 51 23 B 10 32
Total 55.4 25.0 8.7 10.9 100.0
CHI Square D.F. Significance
10.54 12 0.57

Here, the significance is already calculated, so there is no need

In

The significance

order to be
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above is well in excess, 50 it can be accepted that the above

values could have occurred by chance.

The intention, using the chi square statistic, is to sﬁan the

calculated values to see which of the results HAVE NDT occurred

by chance.
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Chap ter S

RESUL TS

B:1 — Introduction

It bas already been described in Chaper 7 how the study was
organised and how the questionnaires were distributed. The
results of the sample are explained in the {following
paragraphs. The first set of questions in the questionnaire
(numbers 1 to B8) involved the bio-data of the sample,'
questions 9 and 10 asked how the pre-vocational course and
its decisions were communicated to teachers, question 11
asked questions about decision making, and question 12 asked
the amount of teacher time that was spent upon various

aspects of the pre-vocational curriculum.

8:2. Bio-data of Sample

B:2:1. Type of Pre-Vocational Course

Buestion 1 of the questionnaire asked teachers in what
pre-vocational course the teachers were mainly involved.
Fig. 25 shows that the main course taught, with over 50%,
was YTS —courses; with almost equal numbers (167% and 15%

respectively) teaching on CPVE and BTEC courses, and B%

teaching on TVEIl courses. Although this, at first glance,
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looks a skewed distribution, YTS is by far the most popular
pre-vocational course in the region and TVEI is in its

initial stages in many of the schools.

& of the respondents were involved in "other" courses. Those
who stated what this was (as requested) said that they were

City and Guilds 365 and CDT Technology.

HUMBERS IH SAMPLE THYDLUED IN VARIOGUS COURSES

...... f—,’l
N | X‘g&f‘ ....... R
\\ ..... ;@ ..... VA l ..... Ky
NNEEENE %&&/ NRN

CPUE BTEC TUEI OTHER

Fig. 25 - Involvement of Sample in Courses,,

8:2:2 — Involvement in Course

A\

Buestion 2 asked teachers what sort of involvement they had
in pre~-vocational courses; whether it was teaching, or
adminZstration, or a mixture of teaching and administration.

The results (see Fig. 26) show that the majority of the
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Teaching Only 25 replies (277)
Tagministration Only | 1 reply )
Teaching and Administration | 66 replies (71%)

Fig 26 — Course involvement of the Sample

sample (717 were involved in both teaching and
administration. This must be to the advantage of the course

members in that teachers are involved in all aspects of the

course (see page 91).

B:2:3 — Special Responsibilities

The third question asked teachers if they had any special
responsibilities with pre-vocational courses and, if they
had, to state what these were. SBY% replied that they had
special responsibilities and 40%Z said that they had not. Not
all of the S58% who said that they had special
responsibilities stated what these were. Those who did

however, said that there responsibilities were:

—~ Course Tutor 27 teachers
- Work Placement Officer 7 teachers
— Course co-ordinator 5 teachers
- Broup tutor 1 teacher
- Links with employers 1 teacher
— Counsellor . 1 teacher
- Member of CPVE Review Group . 1 teacher
- Regional Assessor for RSA Integrated Scheme 1 teacher
- Staff Induction 1 teacher

Thus, the majority of the responsibilities involved those of
being a course tutor (see page B81) but, interestingly, 7 of

the teachers had responsibility for work placement and one

with links with employers. Thus, an important aspect of the
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pre-vocational courses, that of planned work experience and

on—-the-job training, is being carried out.

B:2:4 - Length of Involvement

Question four asked how long the teachers had been involved
in pre-vocational courses. Fig. 27 shows how. the sample

responded to this question.

LEH6TH OF THVOLVEMENT OF SAWPLE IW PRE-UBCATIOHAL COURSES
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Fig. 27 - Length of Involvement of Sample

in Pre—-Vocational Courses

This shows quite an even distribution between the categories
but the smallest category was those with less than one year's
involvement. This is advantageous for the study as the sample
will have experience upon which to draw to respond to the
subseauent questions.. It might also give an indication of
the lack of movement in the 14-19 sector of education with

few new teachers coming into the profession.
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B8:2:5 - Grade of Teacher

It has already been said that gquestionnaiveS were distributed

to both FE and School teachers. The percentage returns from

each of these categories were:

FE Teachers - B7%

School Teachers - 13%

Question 5 asked the teachers to indicate their grade. Fig.

28 shows the teachers response.

F.E. LECTURER GRADE OF SAMPLE SCHOOL TEACHER GRADE OF SAMPLE
................................................................................................ G et e r e
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Fig. 28 - Grade of Teacher N

This shows that the majority of the teachers (over 60%4) are
at the lowest grade - this even though the majority had
specific responsibilities related to pre-vocational courses.

This predominance of lower grade teachers is not surprising
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in that, both in schools and FE, pre-vocational education
does not attract the highest standing; it rarely attracts
promotional posts and, being a relatively new curriculum

development, requires hard work to operate successfully.

B:2:6 - Teaching Subject

Question six asked respondents to indicate the subject in
which most of their teaching takes place. Fig 29 shows the

results of this question with the largest areas being

SUBJECT KEY
TEACHTIHG SUBJECT OF SAMPLE -

Z

Social Studies
Bus Studies
Inf. Tech’y

. Service Eng,

. Production

. Craft-based

. Distribution

. Health
Recreation

{10, Foed Services
11, Comnunication,
12, Personal/Social
13, Computing? >
14, Other

O OO N T LN da G N

Fig. 29 — Teaching Subject of Sample

Business Studies (13 teachers - 147%), Service Engineering (15
teachers — 16%), and Craft-based subjects (24 teachers -

25%). Thus, in the histogram, areas 2, 4 and 6 were the most

popular. This reflects the employment possibilities within
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the region with far more employment possibilities occurring
in these areas as opposed to health, recreation and food

services.

14 respondents indicated "other" as their teaching subject.

These who stated what their subject was indicated.it as:

Agriculture. - 3 teachers Mathematics - 1 teacher
Science - 2 teachers Electronics - 1 teacher
Rural Studies - 1 teacher Media Service - 1 teacher
Technology - 1 teacher Hairdressing - 1 teacher
Some of these are very specific (e.g. rural studies and

media services), mathematics and science could be considered

as core skill areas, but the others are minority areas.

8:2:7 - Type of Institution

Question 7 asked teachers to indicate the type of institution
in which they worked. Fig. 30 shows the numbers  of
respondents who work in the various types of institution and
indicates that the majority of the teachers worked in an FE

institution (63 — 68%).
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Fig 30 - Institution in which Teachers in Sample Work

This reflects the distribution of pre-vocational education
within the nothern region as indicated by Davies”® wifh the
majority of off-the-job work being completed in colleges'with
the 16-1%9 age group. These are either FE or Tertiary
colleges. Schools, on the other hand, deal with the 14-16
age group with TVEI or the bost 16 age group in the "New
Sixth Form". However , these pgst 16 students are mainly
limited to CPVE courses as YTS is not available iﬁ schools,
TVEI mainly deals with 14-16 ages, and BTEC has not made

large inroads in schools.

8:2:8 — Management Structure

[

The final question in this section asked respondents to

indicate whether the management structure of the institution
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in which they worked was departmental or matrix. The results

show @

Departmental - 62 teachers (67%4)

Matrix - 31 teachers (33%)

which approximately reflects the comparative numbers of
teaﬁhers within the region who work in departmental and
matrix structures. DOf the 1B FE colleges in the North-East
region, only two have true matrix management structures. As
suggested in Chapter 5, it is the smaller institutions who
move to a matrix structure and this has been reflected in the

numbers above.
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B:3-Communication Channels

The second set of questions in the questionnaire (after the
bio-data questions) related to how pre-vocational courses
were introduced to the sample and how decisions about their
pre-vocational courses were communicated to them (questions 9

and 10 in the questionnaire).

How the teachers reéponded to course introduction is shown in
Fig. 31. The histogram shows that approximately equal
numbers suggested pre-vocational courses were introduced (a)
through their presentation by senior staff, (b) working as a
member of a team on the new courses, and (c) working with

colleagues already teaching on the courses.

HOW PRE-VOCATIONAL COURSES ARE
IHTRODUCED TO TERCHERS

N
1.

Presented by
Senior Staff

2. Horking as a
new tean

3, Horking with
colleagues
already

_ teaching on

...................... pre-vocational

course
DN [ 4, Othe rs

‘\ \ ‘_/' o

\\4 m“”\§$§§
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i. 2. 3. 4.

Fig. 31 - Communication of Course Aspects
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Fig 32 shows a histogram of how teachers responded to
question 10 - "How Course Decisions are Communicated to
Them". The results show that the main way that these
decisions are communicated is through a DEMOCRATIC process at
meetings .(24 teachers - 24%), but that almost as many
(21 teachers - 23%) suggested that an AUTOCRATIC process was
used by senior staff verbally telling them of decisions that

had been made.

ROW DECISIOHS RRE CGHMUHICHTEb T0 SAMPLE

D mperereet s s et ettt S 1. Presented b
Zh ; Senior Staf
224-0eenee e e 2. Presentgd Ui?
204 NNy [reeseeemsensnemennenenennescnnnnemeseserenes mnemoranda, etc.
184 ‘\‘\ .................................................... 3. Presented
\Sb\ verbally at
16 et N a— R hoetings.
i;— ....... i§: .................... VQ§ T - 4 Presgnged in
S e Pl DU an ad-hoc
104 \§ .”.§Q§\ . *s\ .“.;§§§ manner .
gd..] \&§ .u.§§\ ““Q§\\ .“.Xxi\ 5. Arrived at
N AN \§§\ A democratically
R AN at meetings,

6. By other means.

NP

X\

1. 2. 3, 4.

¥

Fig'32 - Methods of Communication of Course Decisions,

It will be seen from the histogram that 8 of the respondents
suggested that "other" means were used to communicate course

decisions. Most of these suggested that no single method was

used but that a combination of methods were‘appropriate for
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their situation. One respondent suggested that "it depends

upon the urgency of the change" as to what method would be

used!
B:4 - Decision Making,
B:4:1 - Manner in which Decisions are Made

Question 11 related to the way that decisions about the
pre—-vocational - courses are taken. It presented 6
options from autocratic, to democratic and laissez-faire and

invited teachers to indicate how decisions are reached about

14 different nominated course aspects. The course aspects
were:
1. Course Administration (11:1 - 11:6)

- allocation of staff to subjects
- spending of course budget

- allocation of rooms

- purchase of resources

- course publicity

- enrolments

2. Course Delivery (11:7 - 11.11)
- sequencing of topics
- use of teaching strategies
- use of teaching resources
- design of teaching materials

3. Course Evaluation (including student assessment)
(11:12 - 11:14)

- assessment of student work

- decisions about overall student certification

- evaluation of overall effectiveness of the course.
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The six options that were presented were as follows:

(a) Autocratic - Imposed by an External Body,

- Imposed by Senior Staff from own

depar tment,

- Imposed by Senior Staff from another

department.

(b) Democratic - Decided by the Course Team
(c) Laissez-Faire - Decided by oneself.
8:4:2 - How Decisions are made about Administration,

Delivery, and Course Evaluation.

The results from the sample are shown by cumulative barcharts
in Figs. 33 - 35. It will be seen in these barcharts that
not all of the bars summate to the 93 responses. This is
because some of the teachers thought that a particular aspect
was inapplicable and indicated this. Particularly, decisions
about "additional studies” were considered not applicable by
30 of’ the teachers and, to a lesser extent, the manner in
which the course budget was spent was considered not

applicable by B teachers.

Fig 33 shows how decisions are made about the course

administration aspects. From the barcharts it can be seen
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that most of the aspects are decided very autocratically with
the largest sections showing that these decisions are made by

senior staf+f.

HOW DECISTOMS RRE MADE ABOUT COURSE ADMINISTRATION.
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Fig. 33 - Making Decisions about Course Administration

Fig 34 shows how decisions are made about the course delivery
aspects. This‘ shows the  reverse of the course
administration; suggesting that most of the decisions are
made in a laissez—-faire manner. Apart from decisions about
additional studies, decisions are mainly made by the teachers

themselves.
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Resul ts

HOW DECISIOHS ARE MADE RBOUT COURSE DELIVERY.
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Fig. 34 — How Decisions are made about Course Delivery

Fig. 35 is about student assessment and course evaluation.

It shows that student assessment is
laissez—faire manner but that course
certification and evaluation itsel+)

democratic process by the course, team.

e
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Fig. 35 - How Decisions are made about Course Evaluation

8:5 - Time Spent on Aspects

The +final guestion in the questionnaire (No. 12) asked about
the time that was spent upon various curriculum aspects. It
asked respondents to consider a total of 37 curriculum
aspects and, to consider for each aspect, whether more, less
or the same amount of tim? was spent upon them in
pre-vocational courses compared with other courses that were
taught. It was recognised that not each of the aspects
would‘ be applicable to each of the courses so, & fourth
category of "Not Applicable" was included.

The t;irty seven questions can be sub-divided into the six
categories shown below. Each aspect indicates the question

number that was used on the questionnaire (see Appendix 1).
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1. Curriculum Planning:

B 1
D2
D3

B 6
828
Q29
R33

35

Attend Team meetings

Discuss course with employers

Discuss course with teachers from other colleges
or careers officers

Work as a team member to modify the course

Read books and journals concerned with teaching
Attend course planning meetings

Consult employers about the course they would wish
to see provided

Attend course meetings

2. Preparation for Teaching:

o 7
12
Q25
032

Make visual aids

Negotiate the curriculum with students
Participate in team teaching

Prepare handouts/worksheets for students

3. Use Teacher-Centred Methods:

36

Dictate notes to students

37 - Present a lecture to a group of students

4. Use Student-Centred Methods:

10 - Use problem solving and project work
D14 - Give assistance to students outside class time
15 - Advise students about further opportunities
23 - Use role-play, etc.
24 - Hold small group tutorials
P26 - Conduct discussion sessions
P30 - Allocate time for private study
S. Adopt the important aspects of the Pre-Vocational
Curriculum:
@ B - Use experience-based learning
D 2 - Associate learning with the workplace
B11 - Develop perscnal and social skills
P12 - Use contract learning
13 - Use guidance techniques
18 - Involve students in community work
P12 - Use residential experience
P20 - Concentrate upon communication skills
@21 - Use common core teaching and learning

6. Student Assessment and and Course Evaluation:

04
o3
D16
e17
22
27
831

Discuss assessment methods with colleagues

Discuss assessments with students
Use modular course design and graded assessments

Use profiling techniques

Invite comments from students about the course
Mark test papers or internal examinations
Maintain records of students work.
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The results about each of the areas are shown in the
histograms in Figs 36 - 41. with the numbers responding in

each of the categories.

B8:5:1 - Time Spent on Planning

Fig 36 shows the numbers of the sample who responded in the
four categories ("more time", "same time", "less time", or
"not applicable") for each of the aspects of curriculum

planning.

AMOUHT OF TIME SPEMT OM CURRICULUM PLANNING
COMPRRED WITH OTHER COURSES )
ot fApplicable
100+
90... Fi Less Time
80- ER Same Tine
704 Y More Tine
60+ i1l - Team Meetings
304 82 - Discuss with
404 Employers
@3 - Discuss Lourse
30+ 6 - Work as Teanm
20 - (28- Read Books
£29- Course Plan
10- Hoetingg
033- Consult
0 E,._‘_..--.-
Ap10Yyers
139~ Course Heeting
FIG. 36 — Time Spent on Pre-Vocational Curriculum

Planning compared with Other Courses

In most of these categories "more time" is spent upon them

apart from:
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— BQuestion 33 - consultation with employers where
44 respondents (47%) considered that this was "not
applicable", and
- Buestion 3 - discuss course with teachers from
other Colleges where 37 respondents (407%)
considered that this was "not applicable”.
The greatest amount where '"more time" was spent upon an

aspect was considered to be attending team meetings about

curriculum development (question 1) and attending course

meetings (question 35).
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Spent on Preparation for Teaching,

Fig 37 shows

the

Although the

amount

of time

spent

upon

how the sample responded to the

Preparation for Teaching,

sample considered that more time

gquestions about

was spent upon

AMOUMT OF TIME SPEHT OM PREPRRATION FOR
TEACHING COMPARED WITH OTHER COURSES, T3 kot felicab]
i Hot Ppplicable
JDD s e vevmeerenreenmemensessessses st et sttt s
Yi [ P e Less Time
111 SO Vo EEE L Same Time
[ S §§§ fiore Time
604 QRN giues - R <
804 % l ...................
40-4-------- B : :*f ....... 5 3%1 T
30 - g - §§§§
ol BTN =
104 \\\\ .................... %§§§;\
)} N o \Ed \\\\\\\\ <
Make Uis, MNegotiate Team Teach Prepare
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Curriculum
Fig. 37 - Time spent upon Praparation Aspects of

Pre-Vocational Courses compared with Dther Courses

most of the aspects, "nmegotiating the curriculum with
studénts", -and "preparing handouts and/or worksheets", both
received 36 responses for mor e time; however , 30
respondents (32%) considered '"negotiating the curriculum” was

inappropriate to their course preparation! The table below

shows the actual percentages for each of the aspects.

»
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Preparation Aspect More|Same{lLess|[Not app-
Time|Time|Time|licable

Making Visual Aids 257 (| 62% 7% 6%
Preparing handouts/worksheets{40% |S5S0% 5% 5%
Negotiating the Curriculum 3I9%4 | 20% 7% 347
Team Teaching 26% }118% S% 1%

8:5:3 - Time Spent on Teacher-Centred Methods

Two guestions, numbers 36 and 37, asked about the time spent

in pre-vocational courses upon teacher-centred approaches

compared with other courses that the teachers taught. Fig.
38 shows that, for both “"dictating notes" and ‘'giving

lectures", only 5% for each aspect considered that MORE

TIME was spent upon these aspects.

" AMOUNT OF TIME SPEWT ON TERCHER-CEHTRED
APPROACHES COMPARED WITH GTHER COURSES
## Hot fipelicahle
100+ _ _
30 ] Less Time
80 p Same Time
704 More Time
60
50
40
304
204
ind A
== DEROEL oA EESRRER
0 T R
Dictate Hotes Lecture to Groups

Fig. 38 - Time Spent on Teacher-Centred Approaches

with Pre-Vocational Courses compared with Other Courses
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B:5:4 - Time Spent on Student-Centred Methods

The next set of questions related to the use of

student-centred approaches in pre-vocational courses. Fig.

392 shows that the sample considered that all of the aspects

were allocated "more time" compared with other courses.

KX More Time

010 - Ppojact Hork
(14 - Help Outside
Class Tinme

Q15 - further
Opportunities

23 - Role Play

X 024 - Tutorials
NN NN £§§m- E&QNI 026 - Dizcussion
010 014 015 @23 024 026 030 | 030 - Private Study

Fig. 32 - Time Spent on Student-Centred Approaches

with Pre—-Vocational Courses compared with Other Courses

I+ the categories "more time" and "same time" are summated,
it can be seen from the histograms in Fig. 39 that only

private study received less than 50% of responses; all of

~

the other aspects received 70% or more.
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B8:5:5 — Time Spent on Pre-Vocational Curriculum Aspects

The gquestionnaire identified nine important pre—-vocational

curriculum aspects, ranging from "the wuse of experiential

learning" to "the use of contract learning” and "teaching to
a common core". The guestions again asked the respondents if
more time was spent upon these compared with other courses
that were taught. Fig 40 shows the numbers from the sample

who responded to each of the nine aspects.

AMOUNT OF TIME SPENT OH IMPORTAMT CURRICULUM KEY
RSPECTS COMPARED KWITH OTHER ASPECTS,

Hot fipplicable.

1007
and... ) Less Time,
IR R S B % 52 55 B8 Same Time.
?0_““ . Hore Time,
604
504- 0 § - Experiential
: f 9 - Link to Hork
407 % g 011 - Social Skills
204 ) LR @12 - Contract
NN Learning
20+ AV AN LA - 012 - Guidance
VNN ENEN N [#i6 - Community ok
4. RN AN R AN AN AN '
10 N &N N N E\\% &\S 019 - Residential
0 BN AR WL NI S\ £20 - Communication

Q12 013 018 @19 020 Q21 lpoy _ rommon Core

Fig 40 — Time Spent upon Important Pre-Vocational

Curriculum Aspecf_s compared with Other Courses

[

1t can be <ceen from the histograms that ALL of the aspects
had "more time" spent upon them. Again if "more time" and

"game time" are summated, the average amount of time is 75%
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or above. It is worth noting from the histograms,

that community work and

residential experiences

Results

considerd "not applicable" by more

respondents.

than 350% of

B:5:6 - Time Spent on Assessment and Evaluation

The final set of questions related to asse

ssment

however,

were

the

of student

work and course evaluation, Fig. 41 gives an overview of

how the sample responded.
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Fig. 41 — Time Spent on Student Assessment and Course

Evaluation in Pre-Vocational Courses compared with Other

(%4
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profiling and the associated discussion about assessment

with students. Quite a high proportion (20%) considered

that "less time" was spent on marking tests, although I1%

considered that "more time" was spent upon this aspect.

B:6. Cross Tabulation

B:6:1 Tabulation of Management Structure and Decision Making

The SPSS-X package was used to cross tabulate the
depar tmental/matrix management structure of institutions with
the autocratic/democratic/laissez faire — manner in which
decisions are made. The results are shown in Fig. 42. Here
the percentage of the responses as to whether decisions about
the various aspects are made autocratically, democratically,
or in a laissez—faire manner are sthn. The percentages pé
not summate to 100% as, for the-sake of <clarity, some of the

minor categories have been omitted.
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1 = Autocratic Matrix Depar tmental
2 = Democratic
I = Laissez-Faire 1 2 3 1 2 3

COURSE ADMIN

Subjects Y-y &7 6% 647 13% 13%
Budget S53% 167 137% 457 15% 107
Rooms 507% 237 1% 70% S% 107%
Purchase S0% 237 20% 487 207% 207
Publicity S0% 177% 3% KISYA 15% 117
Enrolments 607 137% 10% 3IB8% 16% 11%

CBOURSE DELIVERY

Topic Sequence 207 33% 437 7% 347 S3%
Add ‘1 Studies 30% 7% 137% B% 25% 11%
Use of Methods - 37% 607% S% 29% 617
Use of Resources| 10% 307% 607 B% 18% 707
Material Design 3% 33% 63% 27 247 707
COURSE EVAL'N

Student Ass’'t 3% 33% S3% 3% 0% &0
Student Cert'n 3% 50% 17% 10% 3I7% 157%
Course Eval’'n 177% 607 7% 8% 607 B%

Fig. 42 - Management Structure vs Decision Making

The table - shows that there is little difference between the
two types of structure in the way that decisions are taken.
For administrative aspects  the decisions are mainly
autocratically made; for course delivery éspects decisions
are mainly made in a laissez-faire manner; for student
assessment and course evaluation, decisions are mainly made

democratically.
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B:6:2 Tabulation of Management Structure and Time Spent on

Pre-Vocational Curriculum Aspects

With the SPS55-X package question B (management structure of
institution) was cross tabulated with guestion 12 (the amount
of time that was spent upon variocus pre-vocatonal curriculum
aspects compared with other courses that the respondents
taught). On each of these aspects, as can be seen in
Appendix 1) respondents were asked whether they spent "more
time", "same time", "less time" or whether the aspect was
"mot applicable". In Fig. 43 below the "more" and "same"
time have been summated in order to show comparisons between
the two types of management structure. The barcharts show
the percentage of the total that indicated "more" or "same"
time had been spent upon the aspects. The lower part of the
barchart shows the percentage from the matrix structure
institutions and the upper portion, departmental structure.
Thus, if equal percentages were indicated, the two portions

would be equal (i.e. at 50%Z each).

1t can be seen from the charts that, in all except three
cases, the matrix structure section is greater than the 350%
level. Hence, in almost all cases, the percentage from
MATRIX structure institutions considered that they spent more
or géme time on the aspects compared with other courses. The

full results of this are shown in Appendix 2.
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B:6:3 Tabulation of How Course Introduced with Time Spent

on Pre-Vocational Curriculum Aspects

A cross tabulation was made between Question 9 (The manner in
which the course was introduced to teachers) and some elements of
Question 12 (the time spent on pre-vocational curriculum
elements). Fig. 31 (page 132) has already shown how the sample
responded to QBuestion ? with almost equal numbers having the

course introduced:

(a) autocratically by senior stafdf,
(b) democratically through working as a member of a team, and

(c) in a laissez—-faire manner working with colleagues.

For each of the nine main pre-vocational curriculum elements,
respondents were asked to indicate whether they spent "more"
time, "same" time, "less" time,‘or whether for their course the
element was '"not applicable”. In order to make a comparison
between them, the more and same time were summated and shown as
a percentage of the whole who responded. i.e. if, From the

autocratic introduction the sample responded:

More time = 397
Same time = 42%
Less time = JZZ

Not applicable B%
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Thus, 39% and 42% were summated to give a total of B1l%Z who
allocated more or the same amount of time to this element. This
summation was completed for each of the elements. Fig. 44
compares autocratic and democratic introduction of the course
with the amount of time the sample spends upon pre-vocational

curriculum elements with the barcharts showing the summated

values for each element.

The results show that, in every case, more time was spent on the
aspeéts when the course was introduced in a democratic manner
(i.e. working as a team member) than when the course was
introduced autocratically through senior staff. The greatest
increase is shown in question 12 ("negotiate the curricuium with

students and use contract learning"); when the course has been

MANNER IN WHICH PRE-UGCATIOHAL COURSE IS INTRODUCED KEY
RELATED TO OPERATION OF CURRICULUM ELEHEHTS aut ti
q Autocratic
00 o evevvmmessossssereessses s Hanagement
o —_ .. | ms Democratic
904 - HManagenment
0 9 Use Experience
80—& based lear nl"g.
704 & 9 Rssociate work
with Employnent
60 (11 Develop Personal
/Social fispects
20 iz ise Contract
fearning
40+4- 13 Uge Guxdance
2 Techniques
304 g1 Community Hork
204 019 Use Residential:s
020 Concentrate on
104 Comnunication
% ! 3 , = f21 lise Conmnon Sore
0 L = : {eaching an
Q 8 @9 Gll Q12 013 QlB G19 QZD 021 Learning

Fig 44 - Autocratic/Democratic Course Introduction
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introduced autocratically 54% of the sample used this aspect
"more" or the ‘same" amount of the time, on the other hand when
the course was introduced in a democratic manner 78% of the

sample used the aspect "more" or the "same amount of the time.

Fig. 45 compares the democratic course introduction with, this
time, a laissez—-faire introduction - where the course was
introduced through working with colleagues who are already
working on the course. Again, all except one of the bars are

larger when the course has been introduced democratically.

i
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; 1S
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Fig. 45 - Democratic/lLaissez-Faire Course Introduction

The exception is with question @ ("Associate learning with that

-

in the workplace"). The relative percentages for this curriculum

element are:
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Course introduced democratically = Q47

&%

i

Course introduced in a Laissez-Faire manner

Thus a high percentage of each group spend either more or the
same amount of time on this element. In this instance it is
necessary to break the percentages back down into their

individual elements. This then becomes:

More Same Less Not
Time Time Time Applic.
Democratic 697  25% ISYA 07

Laissez-Faire S0% 467 o7 av.

Thus, when this is done, it shows that a much greater percentage
of teachers consider they spend "more" time on the aspect when

the course has been introduced to them democratically.
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CHAFRPTER <

CONCILUSIONS

@:1 Introduction

The aims of this study have been to consider whether:

1.

The type of pre—-vocational course affects the

style of management,

The type of institution in which the pre-vocational
course is located has an effect on the management

style,

The management structure of the institution affects

the nature of delivery of pre-vocational courses, and

The style of management effects the content and

learning processes of pre-vocational courses.

Each of these aims Qill be considered in terms of the results

that

have been obtained from the questionnaires and in terms of

the theory in Chapters 2 - 6.
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G9:2 Course Management

It bhas been shown that, in general, more time 1is spent by
teachers of pre-vocational courses on the majority of their work,

than they spend on other courses (Section 8:5 - pages 138-147).

Two aspects of management are important in consideration whether

the type of pre-vocational course will be affected. These are:

(i) how courses are introduced to teachers and how

decisions are communicated, and

(ii) the style of management that is used with respect to
administration, course delivery and course

evaluation.

The types of course that have been chsidered are YTS, CPVE, TVEI
and BTEC 1st Award with the distribution of respondents shown in
Fig. 25 (page 124). Thé styles of management that have been
cohsidered are Autocratic, Democratic and Laissez-Faire with the

various elements associated with each shown on page 112 and 113.

It has been suggested (Chapter 6) that pre-vocational cburses, to
allow them to be integrated and co-ordinated, should possess a
team approach to administration, delivery and evaluation, as
opposed to an individual one or have it imposed by senior stat+f.

Indeed, as shown in Chapter 3, the curriculum frameworks are
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desﬁgned in such a manner as to facilitate this type of approach
(e.g. integrative assignments in BTEC, planned work experience
and off-the-job training elements in YTS). Fig. 33 (page 136)
shows that the majority of decisions about course administration
are made by senior staff (as opposed to being made by the course
team); Fig. 34 (page 137) shows that the main decisions about
course delivery ére made by individuals (as opposed to the course
team) ; however, as shown by Fig 35 (page 13B), the course team
mainly makes decisions about student certification and course
evaluation. Thus, it would appear that, in the main, only the
traditional elements of student certification and course

evaluation are, to any degree, attracting a team approach.

SPSS-X was used to cross—tabulate the type of course with:
(i) question 11 - decision making, and

(ii) question 12 - time spent on curriculum aspects.

and an overview of the results of the cross tabulation between
"type of course" and "course management decision making" is shown
in Appendix 2. In an attempt to compare the results between the
courses a mean percentage for each of the major aspects was
calculated together with its standard deviation. This is shown
in the table below where "Dem" is democratic, "Aut" is Autocratic

and "L.F" is Laissez-Faire course management.
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YTS CPVE TVEI BTEC
DemlAuttL.F DemjAut]L.F{}Dem}Aut]lL.F Dem'Aut‘L.F

Administration Aspects

MEAN 13%16%97%) 4111846274 187§ 27743 S6% 157} 154} 70741117
S.D. 4 8 4 8 8 3 25 31 3 8 }J17 |10

Course Delivery Aspects

MEAN 7 22%111%153% 12143 21%]158% 134474} 1672574} 344} 117.{48B%
S.D. 7 8 |25 15 §15 {13 24 }15 17 16 112 {21

Assessment and Course Evaluation Aspects

MEAN % IBLY277%1297% 1877320743171 467337741 13% 1} 64% ] 167147
S.D. 13 113 |19 15 5 119 21 {27 10 18 g 120

The results of from the table show that there 1is 1little
difference between the four different pre-vocational courses. It

shows that, in general, for all of the courses:

(a) administration decisions are taken autocratically,

(b) decisions about course delivery are the domain of the
individual teacher, but that

(c) decisions about student assessment and course evaluation

are the only ones that are taken democratically.

However, in (c) above, the standard deviation is high suggesting
that there is no strong degree of agreement between the teachers
responses. Thus, in arriving at an average percentage, some of
the individuality of response is lost.

In order to furthér see whether the result was significant, a chi
square test was completed on the cross tabulation individual

aspects. The results - of the chi-square test were scanned to find
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which of the results were significant. In terms of DECISION
MAKING (Questions 11:1 - 11:14), the only result that was
Signgficant (i.e. below 0.03) was ‘'decisions about additional
studies" (question 11:8 - an aspect of Course Delivery) with a

chi square of 31.8 at a significance of 0.045. Thus it can be
certain (with 992.45% certainty) that the type of course affects
these decisions. This is not surprising as additionai studies
are a specific element of CPVE and are less important in the
other pre—-vocational courses. In terms of time spent on
PLANNING, (Buestions 12:1 - 12:37) two aspects attracted a
significant chi sqguare, both relating to relationships with
emplovyers. These two aspects were "discussing coursework" and
"discussing the type of course expected by employers". It was
suggested in both of these cases that more time was spent on YTS
courses on this aspect than with other courses and this can be
accepted with 992.89% and 99.61%Z certainty respectively. A
fur ther two aspects associated with the CURRICULUM were
significant. These were "involving students in community work"
and "using residential experie?ce”. More time was spent on
community work within CPVE and TVEI courses, and moré time was

spent on residential experiences within YTS courses.

Thus, it can be concluded that the type of course has no effect
on the style of management” apart from the exceptions above.
This, in itself, is an interesting +finding. Although little

published research has been completed on this aspect, Triggsee

makes out a case for research to be completed by suggesting that
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the four typologies (educational values held by members of statf)
cf liberal educational, radical, trainer and vocational are seen
as arising from a discussion of issues relating to pre-vocational
education. He suggests that these typologies have a greater
effect upon the curriculum elements of pre-vocational courses
than, for instance, style of management. Thus, as an extension,
it would appear that the typology is 1likely to have a bearing
upon the style of management. This, however, does not arise from
any investigation of practitioners in the field, but from an
analysis from published materials relating to the courses.
Indeed, he‘uses the article to suggest that “a prima facle case
for fnvestigation does seem to exist - along with a way of

framing the enquiry”.

1t would, then, appear that, tradition, or personalities, have
more effect on the style of management than do the type of
course. It is still the case that teachers accept decision
making from senior colleagues and only.are allowed to make

decisions about course delivery themselves.
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9:3 Effects of Management Structure

Respondents to the questionnaire were asked whether the
institution in which they worked had a departmental or matrix
management structure. The results (page 131) show that 677% of
the sample taught in a departmental structure and 337 in a matrix
one. The intention of a matrix structure, as was shown in
Chapter 35, is that it can assist with the communication channels
particularly with courses that have a cross institution base.
Pre-vocational courses are intended to provide a broad vocational

training as opposed to narrow, subject specific elements.

Thus, it is important to consider if institution structure has an

effect upon management style -~ as it 1is intended. For this
purpose "management structure" (question B) was cross tabulated
with "decision making" question 11. Fig. 42 (page 148)

gives an overview of the results that were obtained from this
cross tabulation. This showed that there was little difference
between the two types of structure in the way that decisions were

taken about pre-vocational courses.

The next stage to consider is whether the institutional structure
has an effect upon the curriculQm offerings of pre-vocational
courses. Thus, "management structure" (question B) was Ccross
tabulated with ‘“aspects of pre-vocational curriculum (question
12). The results of the cross tabulation have been shown on page

131 where the indication is that teachers who work within matrix
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structure management organizations spend more time upon the
complete range of pre-vocational curriculum aspects than do their
colleagues who work within a departmental management structure.
This complete range involves all of the pre-vocational curriculum
elements like core curricula, negotiating with students,
residential experiences, etc; as well as the use of student
centred approaches. Appendix 3 shows the full results of this

cross tabulation.

A chi square test was applied to see whether these results could
have happened other than by chance. The results show that four

of the aspects can be accepted with 92.5% certainty as not having

happened by chance (i.e. significance of ©0.05 or less). These
are:
Question No. Aspect Chi Square|}Signi+
4 Discuss assessment methods 2.6 0.02

with colleagues.

8 Use Experience based learning. 8.26 0.04

9 Associate learning with that B.96 0.02
in the workplace.

19 Use residential experience. 13.5 0.004

Thus, the null hypothesis that there 1is no relation between

management structure and curriculum aspects can be rejected. In

~

other words, the results of the study show that there is a
relationship between the type of management structure (matrix and

depar tmental) and the manner 1in which the pre-vocational
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curriculum is operated. Teachers who work in a matrix structure
organization spend more time upon planning, delivery, assessment
and eyaluation aspects of their work than do their colleagues
who work within a departmental structure. Further, they spend
more time upon the important pre-vocational curriculum aspects
like negotiation, core curricula, experience-based learning, etc.

This might be due to several factors. Theodossin®* reports

that, when a particular college changed from departmental to
matrix structure, response time to external initiatives was much
more rapid. This, he says, was realised by MSC with the YTS pilot
and the Careers Service with an understanding of the curriculum

offerings of courses. Stoney and Lines®2 (jgcuss a gradual

dismantling of the departmental structure in favour of matrix

structures in which course teams are likely to play an

increasing role”. Similarly, Davies®3 {4 his discussion on
the introduction of TVEI, highlights the problems for curriculum
development (Qven when focussed on course teams) within. a
traditional vertical management struEture based on depar tments.
In general, the matrix structure institutions that were sampled
were small institutions and, as such, the communicatuion channels
might Bbe easier to achieve, and thus it might be pasier for the
course teams to opérate more easily together. However , it
appears that a matrix structure has a beneficial effect upon the

pre-vocational curriculum if spending more time upon important

curriculum aspects is a guide.
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?:4 Effects of Way Course is Introduced

The questionnaire asked the respondents how the Pre-vocational
course was introduced to them (gquestion 9); whether it was
introduced autocratically, democratically, or in a laissez-faire
manner. The results of how the sample responded to this question
is shown in Fig. 31 (page 132), with almost egual numbers having

the course introduced in each of the different ways.

The reason Ffor this question was to see whether the manner of
introduction had an effect upon the way that the course was run.
?igs 44 and 45 (pages 152 and 153) indicate that, when the course
is introduced democratically, more time plus the same amount‘of
time is spent upon the important pre-vocational curriculum
elements. Appendix 4 gives an overview of the cross—tabulation

between manner of course introduction and the way the courses are

rune.

As previously, it is now necessary to consider whether this
result could have happened by chance and a cthi square test was

applied accordingly. The results of this are shown below.
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Question No. Aspect Chi Square}Signif

8 Use experience based learning 11.05 0.27

Q Associate learning with that 15.62 0.08
in the workplace.

11 Develop personal and social 6.71 0.65
aspects

12 Negotiate the curriculum with
students and use contract 8.77 0.46

learning

e e — .t e e e e e e - —— i —— 7 —— . —— ——— — — —— ———— ———— —— g ———— o= —— — — — oo

- — ——— — — —

13 Use guidance techniques during Z.98 0.35
class time

18 Involve students in community 8.73 0.46
wor k

19 Use residential experience. 6.358 0. 68

20 Concentrate upon communication 12.17 0.20
skills

21 Use common core teaching and 17.52 *#0.,04*%

learning

This shows that only one of the aspects has a significance of
below 0.05. Only the result associated with common core teaching
and learning (question 21) gives a high enough chi square value
to lower the significance below 0.05. Hence the null hypothesis
that there Is no relationship between how a pre—vocationaj course
Is Introduced to teacher and the amount of time spent on
curriculum aspects must be accepted. However, from the category
counts and raw scores, it can be suggested that a democratic
manner of introducing the course has a beneficial effect upon the
amount of time spent upon the curriculum aspects. The assumption

here is that, working as a member of a team means that there is

more liklihood of applying the course as it is intended in the
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curriculum framework than if it is introduced either

autocratically or in a laissez—faire manner.

Team approaches were part of the NFER research conducted by

Stoney and Lines®= (op cit). They report:

“The research has indicated that the way that staff are
organized has a significant Impact on the functioning of
the colleges' own YTS schemes and off-the-job training
provision. It appears that the most successful approaches
have occurred where small, cohesive course teams have been
brought together....... It would seem crucial that they
have time available to meet as a team in order to discuss
implementation issues, review progress and engage In
curriculum and staff development activities. The roje of
the course tutor is important in acting as a focus on
behalf of the team for liaison by colleagues Inside and

outside the college, for disseminating information to team

"

memberSeeeeeseeeees

Thus, the stress here is not only on the team approach but the
implication 1is upon the democracy that is required by the course
tutor. The availability of time for course team meetings can
only lead to a democratic apbroach and the roles suggested for

the course leader imply that this should not be taken

autocratically.
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?:5-Effects of Way Decisions are Communicated

Question 10 of the questionnaire asked teachers to indicate the
manner in which course decisions were communicated to them;
whether they were communicated democratically at meetings,
autocratically via memo, etc, or in a laissez—-faire manner (e.g.
in corridors). The results of how the sample responded are shown
in Fig. 32 (page 133), and, from this it was shown that almoé&h
equal numbers had decisions communicated democratically and
"presented by senior staff". However, if autocratic presentation
is considered to be the summation of categories 1, 2 and 3 (all
methods of presentation as opposed to agreed democratically),

then the autocratic method of communicating course decisions is

much larger with an almost 2:1 ratio.

Again, the reason for the question was to see whether this has
any effect upon the way in which the course 1is run. Hence, the
result o% this question was cross tabulated with question 12 (the
amount of time that was spent upon the thirty seven
pre-vocational curriculum aspects). The results of this cross
tabulation are shown in Appendix 5. For each of the five MAJOR
curriculum areas a mean response and standard deviation was

v

calculated. The result of this is shown in the table below:
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Major Curriculum Mean % Response
Aspect Democratic| AutocraticllLaissez-Faire

M S L M S L M 5 L

Curriculum Planning|35%|26%4} 1%4|39%]122%4}10%4128%|297}10%
Prep. for Teaching [36%[46%} D% 41%4|32%) SAU|1974|33%} B%

METHODS:

- Teacher-Centred Q%1447 I3Z112%4120%126%) OLI317])35%
-Student-Centred 437 142% 1 441427413774 67.134%1297%4)127%
PVE Curriculum S6%4124%) 17144%129%) 67122713471 9%

Assessment/Eval 'n SBYA|39%) 34IS14125%) BA36% {327 T4

More time spent on aspect
Same time spent on aspect
Less time spent on aspect

rmX
o

This, then, shows that in all cases the laissez—-faire approach to
the communication of decisions results in a smaller percentage ot
responses, hence less time being spent on the curriculum aspects
- except for the use of teacher-centred methods. However, the
intention of the pre-vocational curriculum is that LESS time is
spent on teacher-centred methods, not more time as is indicated
on the table. Therefore, it can be concluded that the effect of
laissez faire communication of decisions is detremental to the

operation of the pre-vocational curriculum.

The caée for the democratic/autocratic dichotomy 1is less well
made. More time is spent on all of the aspects when the
decisions are coﬁmunicated democratically except for "Preparation
for Teaching". Thus, it can be concluded that, for most aspects
of the operation of the -pre—vocational curriculum, it is

preferrable that decisions are communicated democratically.

)
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Stoney and Lines®= (5p (it) discuss three common management

scenarios for YTS courses:

(i) The college holds responsibility for overall scheme design

with departments holding responsibility for scheme delivery.

(ii) Responsibility to most design, delivery, negotiation and
co-ordination activities devolved to individual departments

with finance being controlled from the centre.

(iii) Most major responsibilities held by the head and staff of

one department (of vocational preparation) unit.

They suggest that situation (iii) offers the greatest opportunity
for innovation, co-ordinated approaches and for close working
relationships. It would seem that this third situation would be
the most likely to benefit from a democratic leadership style
alfhough, as suggested by the authors, care would have to be

taken to aviod ‘ghetto’ approaches.
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F:6 Overall Findings

The results and conclusions cof the study have obvious
implications for the management of pre-vocational courses. It

has been shown that:

(a) the type of pre-vocational course has no effect upon the

style of management.

(b)Y the management structure of the institution has an effect
on the pre-vocational curriculum offerings with a matrix
structure having a beneficial effect upon how the courses

are interpreted.

(c) in general from the category counts, if a course is
introduced to teachers in a democratic manner, then there
is a 1liklihood that more time will be spent on the
important pre-vocational curriculum elments like common

core learning, negotiation, etc.

(d) if decisions are communicated in a laissez-faire manner
less time will be spent upon the important pre-vocational

curriculum aspects.
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(e) in the main, decisions about course administration are
made autocratically, decisions about course delivery are
made by individual teachers and decisions about student

assessment and course evaluation are made democratically.

It has been argued that a democratic style of management would
seem important if a pre-vocational curriculum is to be operated
as is intended. Yet traditional, autocratic approaches seem to
be used to a large extent in many of the institutions. Team work
is only in evidence in a minorify of the responses and yet this
would seem importantito adequately offer many aspects of the

curriculum,
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Q:7 Future Work

The bio data of the sample shows that the majority of the sample

taught on YTS courses and many worked in FE institutions. It
would, however, in the light of developments gince the start of
the study, be important +for future pre-vocational course
management to include more respondents who are involved in TVEI

courses, especially those who teach in the school sector.

Much of the structure of (arguably) the most influential partner

of pre-vocational education, the Training Commission, is
undergoing change itselfes, College principals and education
officers, TVEIl teachers and careers officers, teacher trainers

and curriculum devélopment specialists, as well as people running
training projects in voluhtary agencies and industry, have
learned to live 6vér the past ten vyears with, what has been
known for most of that time as the Manpower Services Coﬁmission.
Many have had to accept that they have to allow the Commission’s
officials a say in their planniAg, and often in the way that they

carry out their teaching, in exchange for financial support.

The Commission’'s role in education has been as an instrument of
change. It has made a decentralised education system bring what
and wa it teaches in line with what has been decided at the
"centre". Its chief allies'within education have been those who

wanted to see change, those who wanted to see experiential
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education in schools or the introduction of high-powered

marketing in colleges.

Changes have been brought about 1in schools, in colleges and in
the training that has taken place in industry. Now, the advisory
bodies in terms of the commissioners themselves and the area
manpower boards are being dismantled and the name has changed to
"The Training Agency". However, now that the programmes are
established, they are unlikely to change in the near future

merely because their advisory bodies have gone.

As far as further work is concerned it would be useful to gauge
the respondents attitude and thoughts to change. In the
questionnaire it was initially thought that the amount of
experience that teachers had (question 4) would give indications
of an individuals attitude to change. e.g. the more experienced
would be less susceptible to acceptance of change. However, the
results did not show any siénificance when the responses to-this
question' were cross tabulated with the respective management
guestions. This would benefit from further investigation and the
addition of either further questions or, perhaps, interviewing a

sample of the respondents.

No attempt was made in the survey to include industry and
commerce. As a useful extension, it could provide important

information as to how they saw the management of pre-vocational

courses especially in terms of (a) their own involvement and (b)
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in terms of the students who had been part of the various
courses. An impressive body of material now exists documenting
student attitude to wor k experience. ~ The attractions of
non-school work is evident in several surveys of secondary school
children due to 1its motivating character®s snd when compared
with school work®e, Pre-vocational course evaluations also
find it a preferred activity®e =p éitl e, It would be useful
to find whether this attractiveness is continued into working
life and to consider the assistance that the work experience has

been once full time employment has been gained.

By comparison with their foreign counterparts, British employers
have played a more restricted role in the organization of
vocational eduéation and training®®, Part of this problem, as
described by Stokes®?, is the 1low esteem in which crattsmen,
technicians and engineers have traditionally been held in the UK.
He argues that theseltraditions do not burden, for example, the
craftsmen or engineers in Germany. Thus, a dichotomony exists.
One the one hand the works .experience within pre-vocational
courses 1is Seeh as attractive when compared with school workj; on
the other hand employers have only a restricted role in
vocational education. This, then, would provide a useful and

interesting extension to the study.

The involvement of industry and commerce is increasingly
important both as a partner in the management process of the

courses and as a partner in the "on-the-job training”. 1t would
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be important to obtain the perceptions of whether industry and
commerce wanted to be involved, whether they benefitted from
being involved and whether they were able to influence the
o{f—thé—job offerings to their own advantage. Again, a body
of information has been gathered that industry considers the work
experience aspect of pre-vocational courses as the main
recruiting medium for young employees (especially where there is

no tradition of apprenticeshipsve) | 0'Grady=: in her

description of work experience, suggests that many employers in
small companies, Seé this aspect ras ar '"extended interview"
where they can find out much informatiom about young people. It
would be useful to discuss with (a) students, (b) employers and
(c) education, their perceptions of the management of the courses
and to observe the similarities and differences between the three
especially when the three had the common element of a specific
student/course. This, of course would mean the identification of
specific aspects which, in the gquestionnaire used in this survey,
were avoided; perhaps the advantage of énonymity would be lost

and have to be overcome.

A further extension of the study would be to be more specific
about the types of staff development that had taken place for the
implementation of +the pre-vocational offerings. It has been
shown that (a) course administration decisions were mainly made
autoératically, (b) that course delivery decisions were mainly
made by individuals and (c) that only student assessment and

course evaluation (and it was left unclear how much of this
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latter aspect was completed explicitly) decisions were made by
the course team. Why is this? Do teachers not have the
gualifications/training to make administrative decisions or are
they not allowed to? Do they not see the need to have the
complete team decide'upon the aspects of course delivery? Have
staff development opportunities been given to the course teams?
Do teachers not have specific time set aside during the
working week for course development? Are course teams so large
that it is difficult for complete teams to meet? These are all

questions that have arisen from the results that have been

obtained and would benefit from further investigation.
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MANAGEMENT OF PRE-VOCATIONAL COURSES

This questionnaire relates to the management of pre-vocational
courses. The intention 1is to determine i+ the management
structure involved in the running of the course has an effect
upon the type of course that is offered.

As pre-—-vocational courses are completed in both schools and FE
institutions, both are being invited to be involved in its
completion.

You will see that the questionnaire is to be completed
anonymously and there is no intention to either name or draw

conclusions about specific individuals or institutions.
Indeed, all of the results will be averaged in terms of the
type of institution as well as the results gained. In

consequence, please complete the gquestionnaire as honestly as
you are able.

When complete please return it in the s.a.e. provided for the
purpose.
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This questionnaire is addressed to full-time and part-time
teachers who spend (or have spent) some or all of their time
involved with pre-vocational courses.

1. In which of the following YTS 1
pre-vocational courses are you CPVE 2
MAINLY involved. Please circle TVEI 3
the appropriate number. B/TEC Foundation 4

Other (please state) 3

PLEASE CIRCLE ONLY ONE NUMBER. ALL OF THE FOLLOWING BUESTIONS
SHOULD BE ANSWERED RELATING TO THAT ONE COURSE.

2. What is your involvement in that Teéching only 1
pre-vocational course? Administration only 2
Teaching & Admin. 3

3. (a) Do you have any special responsibilities for the

pre-vocational course either inside or
outside your institution (e.g. course tutor,

external moderator,etc.)? YES 1
NO 2
(b) 1f "YES", list these responsibilities.

4, How long have you been involved less than 1 year 1
with the pre-vocational course? 1 - 2 years 2
Please circle the appropriate 2 - 3 years 3
number. 3 - 4 years 4

more than 4 years )
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5. (a) In which department do you work?

(b) Please indicate the grade of your present post by circling
the appropriate number below.

Principal Lecturer 1 Scale 4 7
Senior Lecturer 2 Scale 3 8
Lecturer Grade 11 3 Scale 2 Q9
Lecturer Grade 1 4 Scale 1 10
Associate Lecturer ) Instructor F/T 11
Part—-time Lecturer 1) Instructor P/T 12

6. In which ONE of the following subject areas do you do most of
your teaching at the moment? Please circle the appropriate

number below.

Arts/Social Studies i
Business/Administrative Studies 2
Information Technology 3
Service Engineering 4
Production - Manufacture S
Production — Craft-based Activities 6
Distribution 7
Health & Community Care 8
Recreation Services 9
Hospitality (including food ¥ accommodation) 10
Communication 11
Personal and Social Development 12
Computing 13
Others (please state) 14

Managing Agent b6
School 3
Upper School 4
VIith Form College- 3
Tertiary College 2
FE College 1

B. What is the management structure of your institution?

Departmental 2
Matrix 1
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Puestionnaire

9. Which of the following statements best represents how
the pre-vocational course was introduced to you?

- Presented by a senior member of staff and

left to

- Through
prepare

- Working
already

— Others

work on owne.

working as a new team to plan and
course materials

with other colleagues who had
taught on the courses.

(please state)

@ 8 8 & 5 8 & ¥ 8 3 p W E E S A E S S e E S B S S S EE LSS

10. Which ONE of the following statements be

decisions

that affect the running of

course are usually communicated to you?

- Verbally presented by a senior member
of sta+f+f

- Precsented in written form via memoranda,

~ Presented verbally at meetings

- In an ad—-hoc manner (e.g. in corridors)

- Arrived at democratically in staff/team
meetings

- Others

(please state)

st represents HOW
your pre-vocational

etc. 2
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11. DECISION MAKING

The following question relates to the ways in which decisions
are taken about your pre-vocational course. These may be:

- Imposed by an external body (e.g. MSC) ....... 1
- Decided by senior staff (e.g. S.L./

HOD) in your department .....¢.ciucitennccnnns 2
- Decided by senior staff (e.g. S.L./

HOD) from another department ....c.eceeceensen 3
— Decided by the course team ... eierrancassonss 4
- Decided by yourself ....... Cees et an e ce S
— Not applicable ...iiciecieneenotsncerannas cee e 6

For each of the aspects below please indicate HOW decisions
are reached by placing the most appropriate number from the
list above (1 - &6) in the appropriate box.

i Most appropriate
i number (1 - &)

3 ! Allocation of rooms/laboratories/
i workshops

4 | Purchasing of resources : :
S | Decisions sbout course publicity & 2
6 i Decisions about emrolments . !
7 i Sequemcing of topics for teaching i '

'
:
i purposes
1
)

Decisions about additional studies (e.g.
additional ‘0’ levels)

13! Decisions about overall student
! certification/gqualification

14! Evaluation of the overall effectiveness
i\ of the course
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12. DECISION MAKING

The following statements describe activities on which you may
be engaged as part of your normal duties. By placing a tick
in the appropriate column, please indicate whether you spend

proportionally more time or less time on each activity in

connection with your PRE-VOCATIONAL programmes compared with
the time spent with your other teaching programmes.

Please Note:

(a) The study is interested in the differences that can be
attributed more or less directly to pre-vocational
Ccourses. Please discount differences that arise {for
other reasons (e.g. change of job).

(b) DD NOT OMIT ITEMS. Please check each page to ensure
that every 1item has been ticked in the appropriate
space.

(c) If the item represents scomething that you have never
done as part of your job in relation to PRE-VOCATIONAL
PROGRAMMES or others, tick the "Not Applicable" column.

‘More time!About theiless timeiNot appl-

»

)
'with pre—-isame time!with pre—-i icable |
i voc. i voC. 1 :
icourse. i icourse. |

Attend team meetings about i
curriculum development, :
teaching methods, assessment|
etc. i

Discuss course work with
prospective employers.

Discuss course work with
teachers in other
institutions or careers
officers.

Discuss assessment methods H b H ;
with colleagues. : i : |

Discuss assessments with H
students. \

Work as a member of a team
to develop or modify the
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‘More timeiAbout theilLess timeiNot appl-

11

12

13

14

15

17

18

19

20

21

22

Use experience-based
learning

Associate learning with that
in the workplace

Use problem solving and
project work

Develop personal and social
aspects

Negotiate the curriculum
with students and use
contract learning

Use guidance techniques
during class time

Give assistance to students
outside normal class time

Advise students about
further opportunities

Use moHular course design
and graded assessments

Involve students in
community work

Concentrate upon
communication skills

Use common core teaching
and learning

Invite comments from
students about the course
and methods of teaching

'
L}
iwith pre-isame timeiwith pre—-. icable |
' VOoC. , \vocC. : 1
\course. H icourse. H :
]
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255
26
28;
295

30

31

32

33
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‘More timeiAbout theilLess timeiNot appl-
‘with pre-isame timeiwith pre-i icable
i VOC. ivocC. :

Use role play, case studies,
gaming or simulation
techniques

Hold tutorial sessions with
1 - 4 students

Participate in team teaching!
with colleagues d
Conduct a discussion session
with students as part of
teaching '

Mark test papers or internal
examinations

Read books or .journals ]

concerned with teaching '
Attend course blanning
meetings

Allocate time to students
for private study during
normal class time
Maintain records of :

students work :
Prepare handouts/worksheets
for class distribution
Consult employers about the | :
kind of course they would : H
like to see propvided ' :
Consult employers about
student progress

Present a lecture to a
group of students
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A questionnaire of this nature cannot hope to cover every
aspect of the introduction of pre-vocational courses. If you
wish to make any further comments or suggestions, please use

the space below for this purpose. We shall be very grateful
for such comments.

THANK YDU VERY MUCH FOR COMPLETING THIS PUESTIONNAIRE

[%3

Before returning it in the s.a.e. provided, would you please
check that you have answered all of the questions fully.
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Append i x =2

Cross Tabulation between Type of Course and Course Management

Dem = Democratic Decision Taking
Aut Autocratic Decision Taking
L.F Laissez Faire Decision Taking

H ' YTS CPVE H TVEI H BTEC :
H DemiAutiL.F!

tAdministration H !

74hV734320%0 1134175711 2% 7741927%% 0%,

[N
O
™~

1Subjects ‘ 1 114%4169% H
i Budget V2 V12706970 6LV 2718712070 163%.0 0412570 1217457701487,
i Rooms b3 1 6%i8B3%0 BALIVII3L67L120%0 1504 13BLI 130 749370 07
iPurchase !4 11B%15S4%11B%) 12071607 120%1 13BAIS0%113%0 118713741297
‘Publicity + S 114%169%% 6%V 13%1677%113%10 04i8BBAI 12741 1297150%114%.
1Enrol Vb V167677 b I274160%013% 00 O4I8B7AV 134118071 T
i MEAN V13%069%) 97V VIBLI62%118%1 1274136411370 1157437071171
i 5.D. V4 1B 1 4 11 BB 3 1125 131 15 11 B8 117 110
BTEC g

<
-
n

CPVE HH TVE1 ;
DemiAutiL.F !

DemiAut iL.F!

iCourse Delivery | ' ' g
‘Topics i 7 1304114415371

3%i13B%1S0% 1 16541 O/ 135%:

‘ 2771204 153%:
‘More Study SZy13%% 01 1217413571147,

77412970 18%0 121740 7737173
IV O4I37%41129%0 771647,

iResources 10 114%) B%i76%112171147%164%,

B 121%:125% B4AI114%.150%135%1:
iMaterials 11 116%% 20.78B%AV 12770 7736771

H 1
H 2

'Strategies | 9 130%) 4416174 13411341 73%1 1757 O%Li23%1136%1 7741377
: S
i 6

V2270 11%055% 12171217158 %1 1477%116% 12571 13471 11%4:48%)
S.D. V7 1 B 125 1115 115 113 14124 115 117 1116 112 121

=X
+ m
>
=

: YTS p CPVE a TVEI i BTEC
iDemiAut iL.FiiDemiAutiL.F i 1 '

iAssessment & Evaluation | I
1Assessment 1 12 1224110%4165%01
iCertific'n | 13 139241417116% 11

I741147143%1
4712871 0%

3%113%:53%
0% 126%.133%.

=~

S%1 O4125%1
B7%1350%1 0%

o bW
N W~
oo P

Effect 14 154%129%110%4 1674120% 0 7% 125%162%4113% 6% 771 0%
i MEAN V3IBAI27Y4297% 4 V874120713170 1467037401370 1647016701470
H S.D. ' 113 113 119 111S P 5 119 1121 127 110 1118 1 9 120
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Chai Square Test

N.B. Values of less than 0.05 are Significant

RQuestion 11 - Decision Making

1B.No Aspct i Chi V' Signif-
: ‘ ! Square | icance
'Course Administration :
'11:1 !Allocation of Staff to Subjects. V 23.26 1 0.276 g
t11:2 !The manner in which budget is spent. 14,56 1 0.801 ;
*11:3 !Allocation of rooms/labs/workshops 1 30.14 1 *#¥0.017%
111:4 Purchasing of Resources vy 11,36 1 0.936 1
'11:5 !Decisions about course publicity v 27.63 1 0.118B
111 ‘Decisions about enrolments i 22.01 i 0.340 :
iCourse Delivery

111:7 !Sequencing of topics for teaching 19.49 0.4%90
'1{1:8 !Decisions about additional studies 31.81 *0.045%

111.9 !Use of teaching strategies v 15.11 i 0.9517

111:10iUse of teaching resources 17.27 0.368
111:11!Design of resources/teaching materials 19.10 0. 264
'Student Assessment/Course Evaluation

'11.12!Assessment of Student Work 20.25

O
H
Y
N

'11:13!Decisions about student certification v 21.91 1 0.345
'11:14!Evaluation of effectiveness of course ' H
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Question 12 — Time Spent on Curriculum Aspects

B.No | Aspct i Chi i Signif- |
g i i Square | icance
‘Curriculum Planning !
'12:1 !Attend team meetings about cur. dev't | 10.54 | 0.5369 '
112:2 Discuss course work with employers i 30.7B  1%0.002%
112:3 !Discuss course with external teachers | 11.62 | 0.477 :
112: 6 Develop course through team work i 16.30 1+ 0.178 ‘
112:28'Read teaching books/journals ¢ 10.30 | 0.3590 ]
112: 29 Attend course planning meetings 1 15.64 1 0.208B :
112:33!Consult employers about what they want ! 27.13 1%0.007% |
112:351Attend course meetings v 13.40 1 0.341
iPreparation

112:7 1Make visual aids 5.46 0.%41

112:12 ! Negotiate the curriculum with students 7 17.31 v 0.138B '

112:251Participate in team teaching 15.04 0.23%9
112:32!Prepare handouts/worksheets for class 7.99 0.790
{Teaching Methods !
'12:36:Dictate notes to students : 8.86 | 0.715 H
112:37!Present a lecture to students i 14,03 | 0.298
'12:10!Use problem solving and project work 1 12.32 1 0.42 '
'12:14!GBive assistance outside class time i 16.04 | 0.189 :
t12:15!Advise about further opportunities 114,67 v 0.26 :
112:23!Use role play, case studies, etc. v 15.06 1 0.238 H
112:24 ' Hold tutorials for 1 - 4 students i 20.192 1 0.064 :
112: 26! Conduct a student discussion session V17.64 1 0.127 :
'12:30!Allocate time for student private study! 13.43 | 0.339 '
‘Pre—Vocational Curriculum Aspects

112:8 iUse experience based learning ?.53 0.657
112:9 !Associate learning with the workplace 11.79 0.463
112:11!Develop personal and social skills 11.05 0.524
112:121Use contract Learning 17.31 0.138

112:131Use guidance techniques i 2.43 1 0.666 '

112:18!Involve student in community work 20.91 *0.049%
'12:19'Use residential experience 22.27 *¥0.035%
112:20'Concentrate upon communication skills 11.96 0.44%9
112:21!Uswe common core teaching and learning 13.99 0.301.
'Student Ascessment/Course Evaluation

112:4~ ' Discuss assessment methods 10.38 0.583
112:5 iDiscuss assessment with students 11.07 0.522
112:16!Use modular design & graded assessmentsi 11.70 0.470

112:17Use profiling techniques v 14.56 4 0.266 :

'12:27'Mark tests/internal examinations ?.53 0.658
'12:311Maintain records of student work 7.67 0.810
112:22'Invite student comments about course 6.79 0.871
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Appenndi x =

Cross Tabulation between Management Structure and
Curriculum Aspects

The +following results were obtained from the cross tabulation
between guestion B (Management Structure of the Institution) and
question 12 (Amount of Time spent upon various Pre-Vocational
Curriculum Aspects.

The +figures show the percentages associated with each of the
management structures. Thus, the raw scores have been changed to
percentages for comparative purposes. The question numbers refer to
the components of guestion 12 (see appendix 1 for full description of
each question).

' Matrix g Departmental H
' Component iB.No: More : Same | Less : More | Same . Less |
H ' v Time + Time | Time | Time § Time | Time |
iCurr. Plannimg ] g ] i g : ' :
 Team Meetings i 1V 704 %V 204 &+ 74 % 48B%L 4 277 4 104
" Employers Vo2 v 374 v 6% 4 104 0 4774 0 BA 4 BL.
i0thers v 3V 304 1 204 4V b4 4 294 % 2774 v D4
iWork as a Team V6V 6OL V274 v 74 v 314 247 % 1974
iRead Journals P 2B v 234 4+ 704 v 34 4 274 v S34 v B
iPlanning Meetings: 29 | 674 204 + 3% 1 474 1 284 v 74
i1Ask Employers v 33 0V 234 v 274 v 7740 v 324 4 154 v 274
iGo to meetings V35 4V 704 4 204 v 24 v 334 4 304 5S4
iPrep for Teaching
iMake Visual Aids 7 237% 73% 3% 267 S9% B%

'Negotiate curr'm | 12 434 V 234 + 74 1V 374 4V 194 % 74

1 Team Teach 25 287% 28% 7% 277 15% YA
iPrepare handouts 32 377 &0 KYA 437 467% 7%
' METHODS

i Teacher-Centred

iDictate Notes 36 10% 307 307 3% 25% 367
Present a Lecturei! 37 107 467 237 3% 407 367

1Student-Centred H H H : H ) : '
iProject Work i 10 | 53 1 43% : YA V' 49% ¢ 367 i 107% ]
' ' , H : : : :

iHelp. Students 14 307 637 3% 36% 42% 7%
iAdvise Students 15 43% 507 7% 447 447 3%
iUse Role Play 23 I3% S07%. 7% 417 35% 3%
16ive Tutorials 24 S3% 237 3% 437 287 -

iUse Discussion 26 407 53% - 507% 337 B
'Use Private Study! 30 237 47% 137% 20% 237 237.
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' Matrix ‘ Departmental '
H Component ‘0.Noi More ! Same | Less | More | Same | Less |
' : P Time  Time V Time | Time | Time | Time |
‘PVE CURRICULUM ! ! H ! ! ! ! !
Experience v 8 1 404 Y S74 0 34V 507 4 29% ) 137 !
‘Workplace V9 3 3824 1 38% V104 1 B3V 304 L - |
iPersonal/Social ¢ 11 1 70% i 23% : KyA Vv 62% v 2487 i 87 :
iContract Learning: 12 | 43%Z | 23% | 7% v 3BA 0 204 T4
‘Buidance v 13 0 474 4 434 v 34 4 43% 4 44%. v SY%
iCommunity v 18 Y 204 4 134 v 7% ¢ 23% v 24 v SY%
‘Residential v 19 Y 53% 1 134 - 254 v 34 -
iCommunication i 20 1 304 % 6O% 4 7YV 394 4 4bY v 2%
yCommon Core v 21 ) 534 4 334V 7% v 46%4 414 v 240
‘COURSE EVAL ‘N ' ' ' ! ' : ' '
Discuss Assess’'t + 4 | 77% + 20% + 3% + 43% V 3IB%L O 13%
1Assess students PSS V604 374 0 340 69 v 204 v 7Y
iGraded Ass ' ts ¢ 16 1 404 1 467 1 3% v 4074 4V 354 v 24
Use Protfiles V17 0 73% ' 7% i+ 3% i 634 4V 154 4 - ;
iInvite comments P 22 1 407 2 SO4 v 74V 447 ) 397 14%
Mark Tests v 27 v 474 1 207 v 23% i 237 4 4074 4+ 204
iMaintain Records | 31t | 70%4 | 30%Z + - ¢ SBL  V 354 v 24
1Consult Employers: 34 | 277%4 + 27% 3% { 48B% \ 15% + 3% !
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Appernnd i x

Cross Tabulation between How Course was Introduced and

Pre-Vocational Curriculum Aspects

were eobtained from the cross tabulation

results

following

The

Introduced to Teachers)

was

Course

(How the

of

between question 9

and

spend upon the important
The figures

teachers

time

amount

the

question 12.

of

pre—-vocational curriculum aspects

shown

each of the

percentages that responded in

the

ar e

categories.

More Time

M=%

S
L

Autocratici: Democratic. Laissez

7% Same Time

Less Time

Component

Curriculum Planning
Team Meetings
Employers

Others

Work as a team
'Read Journals

2B 123 1S7 112 125 139
29
33
33

]
¢
L]
1

P11

32 139
25 121
50

118
119
1 28

Planning meetings
Ask employers

6

141

19
1 31

123

+
1

4

25 |

168

4

58

Go to meetings

29 161 1+ 7
1 32 111

3
3
10

31 166 |
28

8
B
4

65
12
16
33

Prep for Teaching
Make wvisual aids

119
35
120

7
12
25
32

Negotiate curric’'m
i Team teach

118
21

] 150

1
1

32 120

123 1

1 29

43

METHODS

132

Prepare handouts

i Teacher-Centred

Dictate Notes

1 36

130

1 37

131

119

154

37

Present a Lecture

)
1

135 11

146

1 37

1 99

146

142

10

1Student-Centred
Project Work

iHelp Students

1 35

154

15

tAdvise Students
iUse Role Play

1Give Tutorials
tUse Discussion

Use Private Study

118

129

25

I0 112 127 115 125 134 23 .
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M=% More Time =  ————-—m—— oo
S = % Same Time Autocratic! Democratici Laissez :
L. = % Less Time H : Faire H

'PVE Curriculum

" Experience ' 8 139 142 112 1592 i38 1 3 143 1392 11 |
iWorkplace : 9 165 119 V4 16B 125 1 6 150 146 1 -
iPersonal/Social 11 158 127 112 1692 125 1 6 6B 121 1 4
iContract Learning 112 135 119 1 B8 150 2B + 3 132 18 111
iGuidance 113 142 142 1V B8 147 130 1 — 143 139 1 4
iCommunity 118 120 v 4 7 - 131 7 92 1 6 21 1 4 111 1
iResidential 119 128 0 4 1 B 144 113 1+ 3 129 ¢« 4 1 7
iCommunication i 20 146 138 1V - 140 53 1+ 3 129 57 1 4
iCommon Core ! 21 154 135 1 4 153 i3B 1 3 139 140 133 1
Average values of % More Time and Same Time for PVE
Curriculum Elements

' ' B. ‘tAutoc-iDemoc-iLaissez: Chi 1 Signi- |
' ! No ‘ratic iratic iFaire 1Squarei ficance.
‘PVE Curriculum i ' ' ' ' ' '
\Experience : 8+ Bl1Z + 7% 4+ 824 1 11.02! 0.27 |
‘Workplace : @\ B4Y |V Q4% 1 Q6% 1 15.62) 0.08
iPersonal/Social V11 857 + 947  B8B%L 1 b6.9211 0.65
iContract Learning V12 v 54% v 7B4 4+ 504 4 B.771 0.46
Guidance V13 ) 887 + 974 + B2  9.98% 0.35 |
iCommunity 118 247 ' 40% 4+ 254 + B.731 0.46
iResidential V19 I2%4 v 574 4+ 334 + 6.5B% 0.68 |
iCommunication 7 20 1 B47 ! Q3% i+ 864 + 12.17: 0.20 |
iCommon Core 21 4 B9%L L 91% v 79% 4 17.52%1 0.04
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Appernnd i x

Cross Tabulation between How Course Decisocons are
Communicated and Pre-Vocational Curriculum Aspects

cbtained from the cross tabulation

Course

results were

following

The
between

Decisions are Communicated
time

(How the

questicn 10

teachers spend upon the

the amount of

and

to Teachers)

The
of the

important pre-vocational curriculum aspects of question 12.

figures shown are the percentages that responded

categories.

each

in

More Time

%
YA
A

M =

S
L

Laissez

Democratic! Autocratic!

Same Time

Less Time

Component

Curriculum Planning
Team Meetings
Employers

Cthers

115

1 39

131

5

19

Work as a team
Read Journals

126 161

28
29

Planning meetings

Ask employers

43 138 110 139 131

170 126

35

Go to meetings

139 122 110 128 129

1

26 1

(%) ots]

Mean Response

Standard Deviation

Prep for Teaching

Make visual aids
Negotiate curric’'m

192

50 120 1
30

]
t

12
23
32

1
1

+ 35

Team teach
Prepare handouts

(7

Standard Deviation

Mean Response

t
¥
)
¢

METHODS

i Teacher-Centred
Dictate Notes

131

1 39

43 |

29

148 130 110

Q

37

Present a Lecture

1 35

1 31

36

120

112

133

144

()

Mean Response

Standard Deviation
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7% More Time
% Same Time

Y% Less Time

M
S
L

Democratic! Autocratic! Laissez

Component

Student-Centred
Project Work

1
4
)
]

131 123

146

43

143

163 137

10

Help Students

Advise Students
Use Role Play

23 130 148

Give Tutorials
Use Discussion

39 152

26

|
M I (N
N “ —
t
I T ¢
I N
- _ -
|
M | <
N " M
|
(6 N TN}
- |
-~ | --
|
< b
N “ M
|
M I N
M " <
|
~N o
— |
- _ -
|
O | N
M " <<
!
00 ™M
N “ <
|
O |
M1
|
= |
|
— ~~
> N
Dl -~
31
+ 0w
SO I
[ -
@@ 0
+ 1 a
T oW
> 1 W
- | X
Lo
a | c
t
ST
n | =
31

Standard Deviation

PVE Curriculum
Experience

143 114 154 123 115

1 33

1 38

163

Workplace

11

Personal/Social
iContract Learning

20
42

12 150 1
13

54

t
.

Guidance

Community

Residential

[}
1

124 141

20

Communication
Common Core

t
:

(4)

Standard Deviation

Mean Response

iAssessment/Eval 'n

125

23

31

146

13

129 1

48

4 171

Discuss Assessment

Assess Students
i1Grade Assessments

16

Use Profiles
tInvite Comments

115

27 148 130 117 124 138 124 139 i23

Mark Tests

Maintain Records
iConsult Emploters

14

29

44 117 1 33

34

25

31

3

39

(%) 108

Mean Response
Standard Deviation -




