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An Evaluation of Training Modules for

Celine Castelino

Part-Time Workers
in Community Education

Pamela Munn

This report is one of a series focusing on training for part-time workers in
community education. It evaluates the effectiveness of three basic training
National Certificate modules written specifically for the workers in question.
Trainers and participants were interviewed about-their perceptions of the h
relevance, flexibility and suitability of these modules. We also report views on
assessment and accreditation. The report begins with a summary of main

findings and some key questions for those who provide training.
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Preface o

This report forms the third and final part of a project comunssmned by the Scottish Education : )
Department (SED) in 1987 to investigate the training needs of part-time community education - s
workers. The study, undertaken in collaboration with the Scottish Commnmty Education Council o i
(SCEC), included research, development and evaluation. The first strand of the project involved B
researching the views of part-time staff, their employers and trainers on training needs and on how iy
adequately these needs were being met. It also included a survey of national training provision, -
The second strand concerned the development of three training modules, based on identified needs.
The third strand (the work reported here) consisted of an evaluation of these modules, .

The evaluation would not have been possible without the help and support of many people. We
are very grateful to all those involved in piloting the modules who shared their expcnences withus -
and spared time to be interviewed. The report has had the benefit of the constructive crmcxsm of

tne research project’s advisory committee and of Lyn Tett at SCEC and Fiona O’Kane, the :

3 project’s development officer, with whom we collaborated in this research. We gratefully

acknowledge their support and encouragement. Finally, our thanks 80 to Anne Beer who typed
successive drafts quickly and accurately.

. Despite all these contributions to the work we should make it clear that sins of omission or of
’ comniission rest with the authors. The views reported here are not necessarily those of either the
& SED or of the Scottish Council for Research in Education.

Celine Castelino a :
Pamela Munn

" March 1990
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SUMMARY OF MAIN FINDINGS

A brief summary is provided as 3 handy reference tool and as a gvide to the main body of the
report. Details of the research design methods are contained in Chapter 1.

“
Y

Flexibility Modular training was perceived to bq;ﬁfeiiible in Chapter 2
% terms of form, content and training provision.
Relevance The pilot modules addressed perceived ‘training Chapters 2 & 3
: needs and were pitched at the right level for
trainees.

Teaching Methods  Descriptors suggested the use of participative Chapters 2 & 3
: teaching methods which weze preferred by trainees
und trainers.

c Negotiation Modules allow scope for negotiation within the Chapter 2
g limits of the learning outcomes.

Time Planning modular courses need not take more time Chepter 2
5, than preparing other. forms of training. Extra time

:, may be required to prepare performance criteria and

instruménts of assessment.

Trainees did not consider the time spent on  Chapter 3

’ preparing assignments outside class contact hours
- . as a problem.

On-the-job Training The modules encourage on-the-job training through Chapter 3
9 practical projects carried out in the workplace.

: On-the-job Support The modules eﬁcourége _on-the~job support by Chapter 3
- invoiving full-time staff in the planning and
o assessinent of work-based projects.

Multi-agency Multi-agency training offers many advantages but Chapters 3 & 4
X Training entails extra planning and administration.
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Support Networks  The modules encourage the development of support Chapters 2 & 3
networks directly through project work and

through bringing together workers with common
interests.

Feoee faega

Critical Assessment Project work, self-assessment and evaluation, in Chapter 3
o of Practice particular, encouraged trainees to assess their
practice critically and developed self-awareness.

fomeesene - o

g Assessment Trainees welcomed assessment and found it Chapter 3
N challenging.
§ Some trainers lacked confidence in their Chapter 2
assessments.

Effectiveness Overall, all those involved were satisfied with the Chapters 2 & 3
training modules and thought that the approach was
appropriate for community education training.




Status of Modules Traineus were concerned about the status of the Chapter 3

National Certificate and its potential for enhancing
employment opportunities or access to other

qualifications.
Compulsory Blanket training should be based cn expressed Chapters 3 & 4 =
Training needs. It could deter individuals from seeking

While we are aware that training provision is largely dependent on the ‘availéble budget, we thought s
it was worth drawing the attention of those responsible for framing training policy to the questions %3
below. We should also say that the questions refer to training issues in general and are not -
confined to the evaluation of the modules.

1.

10.

employment in community education.
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Is there an explicit staff developmen policy for i) part-time staff?
ii) trainers?

How are trainers recruited? What criteria are used? Given the importance of recent relevant t
experience to trainees, is this a factor that influences their selection? e

How are part-time workers recruited? Do induction procedures provide opportunities to geta
taste of community education work? Can new recruits drop out without losing face.

Is guidance readily available for part-time workers on their career prospects within %
community education? At a minimal level, are current vacancies drawn to part-titne staff’s—
attention? L

Is training currently accredited? If so, what is its status? ds
Are standards set and are they comparable to standards in other parts of the country?
Is the effectiveness of training currently assessed? g

Does cusrent training include on-the-job training and assessment? Is regular, structured .
support built into on-the-job training?

Should training for all part-time workers he compulsory? If so, would it deter some
individuals fromn becoming involved in the community education service? by

Is there co-operation between different agencies to deliver training to part-timers working for
different organisations? Would community education organisations benefit from this form of
ining?

vl
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Introduction

Background

Part-time staff represent a large proportion of the community education workforce and are csscnual
to both the voluntary and local authority sectors. Exact figm for the size of this woﬂ:foroe have
been difficult to obtain but our earlier research indicated that there are over 50,000 volunteers

within youth organisations, more than 20,000 paid or voluntary part-nme staff in the commumty - y

education services and 4,000 paid and volunteer tutors in adult basic: ‘&ducation. In view of the

important contribution part-time staff make to the service it seems smpﬁsmg that there is mlanvely

little information available about their training needs and the adequacy of current provxsxon. A two-

year research project was therefore commissioned by the Scottish Education Department (SED) to

address these questions and consider the possibility of systematising training through the use of
National Certificate modules. The research had :hree main strands:

1. An interview study in three contrasting case-study areas investigating the

perceptions of part-time-workers;-their trainers- and*employers*of"ttf““ﬁi‘mm‘ g

needs and their views on current provision. In addition, a postal survey of national
provision was urdertaken.

2. The development of a small number of modules based on the expressed
needs of the respondents.

3. The evaluation ot the modules.

Our initial research, published in three reports focusing on the training needs of part-time

workers-in youth-work;-adult education and commuity devélopment respectively, showed that
training provision is fragmentary and varies in quality. In order to begin to address the need for a
systemised and standardised approach to training, three mod 1les were developed. These aodules,
discussed in more detail below, are intended to meet key basic training requirements identified by
the initial research which are common to part-time workers in different branches of commumty
education. In addition, a number of other pressing training needs were identified which we hopc
will be catered for by module development groups.

This report concentrates on evaluating the three modules produced by the project’s
development officer. The perceived characteristics of good quality training identified by our
informants formed the basis of the evaluation criteria used to assess the effectiveness of the
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modules. Before describing these we have to say a word about the decision to develop modula
rather than other approaches to trining.

Why was a modular form chosen? :;r

The need for a coherent national pohcy on training in community education has been emphasised in- 3
a series of reports on the service. For example, Training for Change (1984), a report by | the :"
Training Committee set up by the Scottish Community Education Council (SCBC), which focused
specifically on training needs and provision, considered a number of approaches to mmmg and .
strongly recommended the adoption of modular training. These modules had been introducer in, 3
colleges of further education and were beginning to be used in other braniches of edycation. The 3
Committee favoured the modular approach because it offers flexibility at a number of levels, -
increases access to education and training, is adaptable to local and changing cnmumstam and can -]
provide a cumulative record of training credits.

Although few of our respondents had experienced modules they-were attracted to the xdel B
of modular training for the reasons outlined above. In particular they welcomed the possibility of -
gaining nationally recognised qualifications. In addition, modules provide wider access to 3
training, are intended o be student-centred and offer scope for gaining practical experience through .
on-the-job training. Some trainers, however, were not convinced about the suitability of the
modular approach or the need for standardised training and certification for part-time workers ii -
community education. We retum to this in Chapter 4. "

[4

Which modules were developed? 5
On the basis of key training requirements identified above, the project’s development officer :
developed three new modules which were: '
* to be generic, reflecting the diversity of groups who would undertake them;
* to be adaptable to the context in which the pammpants operated;
* to cater for a number of contrasting needs.
The three modules selected for development and piloting were: ;
Community Work Induction (mducnon), Imroducuon to Workmg with Gmups (group work) and -
Youth'Work I (youth'work). = - ~ T T T
The first of these is intended to fulfil the induction needs of new staff identified by the“'*‘
earlier research and may be used by a range of organisations. It covers the structure and aims of
the organisation, job remit, conditions of service, working practices and principles, support and :
supcrvision procedures, and available resources. ‘
All categories of community education workers plac_d the development of gronp work - - -
skills high on their list of basic training requirements. The second module, therefore, was written
to provide them with a basic understanding of different types and functions of groups, and of the
skills and methods for setting up, planning and running programmes for groups.

¢ 10




The third module was written for the largest category of part-time worker, the youth
workex, but would also benefit the generic community worker who would inevitably have some
contact with youth groups. It introduces the trainee to the aims, objectives and development of

. youth work, develops contact and basic relationship building skills, and explores methods of
2 obtaining resources.

e

How were the modules evaluated? =
Before describing our research methods, it is necessary to discuss the criteria on which the -
evaluation was based. These were informed by the kinds of training needs and perceptions of the 2
features of effective training which weie identified by our case-study findings and were 2_.
operationalised into a series of structured 1°terview questions. While there is some overlap, they .

may be grouped into features which were particularly important to part-time workers, to trainers
and those which were important to both:

Features important to part-time staff
* relevance to perceived needs
*  not requiring too much of the participants’ own time
* encouragement of on-the-job support

e e S ’
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Features important to trainers/employers
* adaptability to different organisations
~ * encouragement of critical assessment of practice
* offering opportunities for local involvement

Features important to both
* opportunities to practice work-related skills

* use of directly participative teaching methods such as group discussion, role-
play
*  promotion of flexibility in training provision

In addition we wanted to find out whether those participating in the pilot regarded modular “
training as a suitable approach to training for community educatior. workers. As we mentioned ‘
carlier, few of our respondents in the earlier phase of the rescavch had had direct experience of -
modules and were therefore, responding to the idea of modules. The pilot, on the other hand '
offered the opportunity to comment on the suitability of this approach based on direct experience of
modules .vritten specifically for community education workers.
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Evaluation methodology . .‘,.::
Selection of pilot sites T F
Draft modules were sent out to about 40 individuals or organisations in the field for comment on .
thcu' structure and relevance The mtmst gencrated by the process of oonsultnnon fncthwed the

seminar at which the piloting and evaluation of the modules was dxscussed and planned. Sxx si‘_'
were selected, two for each module. Details of the sites and participants are provided in 'l'ables l l :
and 1.2 N
Each module was to be piloted at two dxfferent sites in urban mral onntennedxm

and was to include as wide a range of workers as posszble Participation i in the pllot was voluum'y
and dependent on whether the modules could be dehvered within the nraelable of the  project. The:.
forms the modular programmes took and the recruitment of trainees were the rcsponsntllny of the
participating organisations. Table 1.1 lists the participating organisations, the modcles bemg‘
piloted and the forms they took. :

'\4

Tadle 1.1: Modules and partlcfpant organisations
Y

Module Name Sites Form

Community Work Induction ! Borders Regiona! Council 2 full days over one month‘
Lanark Division, Strathclyde | 3 Sundays over § months =
Regional Council

Introduction to Worhng with | Women & Health Tutors, 6 evenings over 4 months

Groups Lothian Regional Council
Castlebrac Community *e
Education
Lothian Reglonal Council

Youth Work 1 West Lothian College 1 aftcrnoon per wcek over2
Grampian Regional Council |4 Sundays and 3 evenings ovrr . :;-‘

l 5 months B B

* Compulsory training for part-time community education assistants
** This course did not take place on schedule as explained below
Modules in four of the sites were planned by community education trainers, two of these,
an induction and a youth work module, were open to staff from voluntary organisations. The fifth__
pilot was planned by an inter-agency group concemed with v.omen’s health, and the sixth was
undertaken by full-time students on a health and community studies course at a college of further

12



included in Chapter 2.

Table 1.2:

Participants were engaged in several different community education activities and worked
for a variety of organisations and 1ocal authority departments. Table 1.2 gives details of the
participants’ community education work.

Participants’ community education occupations

education. Fmtherdemlsaboutd)emodulesmaybeobmaedfromthensomcepackprepmdby A
the development officer. Unfortunately, one of the group woﬂ: modale pilots. had to be Ppostponed. )

atthelastmomentbecausetwoofthemtorsfellmandtheornnmuonsmvolvedwexeunableto :
arrange alternative dates within the timetable of the pmject bmnse of emfhcnng demands onthe .
part-time workers time. However, we did inter iew the ovmll trainer whose comments are .

Module Category of Worker Trainer

Community Work Induction Community Education Assistants Community Educ....on Officer ) 0
(based at community centres and Community Worker -
= engaged in a range of activities) Gk
Information Workers (responsible for ~ 5
3 pmdncmgnewsleummdamwemg 7
Lanark Division Youth Workers Community Education Officer :
Members of Community Centre s

Committee j{i}

Women’s Aid volunteer i

* Voluntary Care Organisation worker

: Group Work st
- Lothian Region Health Visitors Freclance trainer with community =
Women'’s Group workers cducationexperience- - - - |- =
= - NALGO Representative S
i Bangiadeshi Women'’s Centre <
- workers R
o Women Unlimited worker =
i Adault Education Tutors
i N -~ ————1Craigmillar Children’s Project———f———— — —— - = o T A
Castlebrae Community Education | Craigmillar Festival Society workers | Community Education Workes 7

Office Youth Workers Youth Worker 5

Save the Chikiren Fund workers 5

Youth Work I =

Lothian Region Full-time students Lecturer with community education i
Grampian Region Paid and Volunteer Youth Workers | Senior Community Education & “
. Worker &
Specialist Trainers -
7 P
13




lmemews and Observauon

Pnor to mta'vxewmg the pamcxpants, a small amount ot' observatxon was camed ougby;the 5

allow the respondents to discuss related issues at greater length without the rescarchet»havmg f
take too detailed notes.

Table 1.3: Numbers interviewed

Module Number of | Number of Total | Trainees
Trainees | Interviewees

M F
Community 24 2 10 12 3

Work
z Induction b
= GroupWork =1~ 11- |~~~ 5 | s~ " 2 T
Youth Work I 20 46 10 3 5
3 ]
o Total 55 6 21 27 8
: T H
* We are thus able to write with confidence about the views of all the tfainers who developed

and delivered training programmes based on the module descriptors, and about half the part-time P?“
a workers who experienced the training. Overall satisfaction was expressed with the modules by the ,

trainers, as reported more fully in Chapter 2, and with the training programmes by the trainees as’ ;v
described in Chapter 3. Chapter 4 sums up our findings and considers their implications.
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Trainprs!:fﬂews;f;;_;: S :

In this chapter we report the views of the trainers on the expeneucee they gamed, the lessons they
learned and the' pmblems they cncountered whcn pxlotmg the Ngnonal Cemﬁcatc modules. :

effectiveness in relation to the evaluanon criteria. The cmphas1s, themfore, is upon the tramcxs
perceptions of the modules’ effectiveress in terms of:

o * flexibility can a module be devcloped in different waiys so that

it is appropriaté 16 different organisations working o
in different coritexts? )

is there scope for involving others beyond the
designated “trainer” in the training process?

can the module be delivered in different forms?

o relevance can a module be developed to meet the perceived
: training needs of different groups of workers
- within the same organisation, or alternatively,

- - - workers ".dOing:_—simﬂap:.—jgbsfrin":‘diffﬁcnt, e
organisations?

* critical assessment . g s
of practice does a module encourage trainers to build in

opportunities

a) to assess their own effectiveness as trainers?

b) for trainers to assess their own skills and
knowledge in ‘real’ contexts?

We discuss the flexibility of the modules at dlfferent levels and their relevance to training

needs within the different community education contexts. In addition, we foct.s on the following
aspects of the pilots:

* approaches to deve dping the module;
* teaching methods suggested by the module and those used by the trainers;

, 15
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. support networks encom'aged by the module;
. nmerequmed forpreparmon andfollow~upwork;
eﬁ‘ecnvenessoftbemodularappsmhfotmmmgmmmumty educanon

e b o

It is important to éttes§ thas the trainers undertahngthe pilots were all famlhar thhScotv'; i

fleshing out process, had dehvered madules and used sumlar ass.ssment proceduxes "to
suggested by the pilot training my<ules. They werc \herefom rather dxfferent fmm many:
trainers/employers intérviewed in the first phase of the research who had little orno, expenexice.
using modules, and who h::d not conside. :d modulansmg ensnng tralmng Y

t@ége

Approaches to developing the modules
We begin by looking at how the trainers used the descriptor to plan and devexop tramm

programmes to meet the needs of different categories of part-time staff; how they ﬂeshed out. the
modules; and the range of teachmg methods they used.

context and could adapt their teaching materials and methods to the requirements of the descnptor,,
as the following comment illustra}es: '

1 decided 1o use the module as a framework for a ... course I was doing anyway to
provide a guideline and structure.

Only the community work induction module was completely new to the trainers and required a
slightly different strategy. However, both the organisations which piloted this module had been
reconsidering their policy on induction training and took advantage of the opportunity to try out the

module. One trainer, working with a fairly homogenous’ group employed by the same

organisation, described her approach to the induction module as a ‘marriage process’ explamm
that she:

took the needs of the (employing organisation) and tried to use the moaule
essentially to fulfil these needs. 1 then took a learning outcome alongside an
instrument of assessment and translated that to a set of needs.

To sum up, training needs identified by the employing organisations suggested the content of the
modules while the descriptor defined the goals for the person planning the course. This brings us
on to the second stage in the planning process during which the module was fleshed out. %

10




Fleshing Out

Astheterm‘ﬂeshmg out’ uuphcstramersused ﬁxedescnpﬁorasaskeleton ;nucmreamundwhu:h
todeslgnatmmngprogramme hgenaﬂ thxsprocesswasfomd tobgnmeoonsnmmgbntnot
 difficult. Mmostcaswtheywmeasﬂyablemadaptmdmdwstedpmmmesmdmatmalsm =

c\Ns

suit the requirements of the module. The two crucial clemcnts in this process‘were the. leammg
outcomes and instruments of ussessment:

»-

1 tended tv look as what the outcomes were ... thex set.the module aside and looked
at work I had done in the past and areas I had v9vcrcd and what had worked ...
then went back to the learning outcomes and juggld vhe two. fx

Although most of the trainers said they took the learning outcomes as their stamng point, two -, .
sometimes began with the instrumants of assessment and worked their way backwards. The most f g
tite consuming aspect was working out the instruments of ascssment due, in part, to the trainers’ ' =
limited experience of this process.

The trainers preparing the community work induction module had the fewest ready-made
resources relevant to the course and had to design it from scra -h. One of them used some -
materials from other training courses, while the cther prepared fresh ones. They both called on the
services of other staff, such as manageriai, administrative and personnel staff, who would not -
normally contribute directly to formal training for part-timers. The latter approach met with mixed
success. On the one hand it brought staff together who v ould rarely meet, encouraging a better
understanding of each others’ jobs and widening the workers’ range of contacts. On the other
hand, full-time administrative staff may have little understanding of the realities of the part-timers’

situation and are not necessarily trained to be sensitive to their needs. We discuss this further
below and in Chapter 3.
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Teachmg meihods JH

All the trainers said that the modules offered sufficient scope for using a variety of teaching
- approaches particularly participative methods many of which are suggested by the descriptors.

Those they reported using included ice-breakers, brainstorming, case-studies, discussion, peer-
group interviews, role-play, simulations, worksheets, visits to othier groups or orgamsanons,
practical activities, such as games, and lectures. In this way they were able to demonstrate
methods that the participants could use in their own work. The limited observation that the

researcher was able to undertake confirmed that active participation was encouraged in variety of

ways with preference given to large and small group discussion followed by plenary sessions with ;5
significant points recorded on a flip chart. Small group discussions were conducted without the .
tutor, while he or she generally led large group discussions but occasionally deliberately avoided ‘“
taking a leading role. Table 2.1 provides details of teaching methods used in the particular g
. Y
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sessions observed by the researcher. These are just a sample of the methods used. Tablc 3 1
provides a better flavour of thc full range as reported by thc trainees,

Table 2.1: Observed teaching methods b

Method Module “Title
Group Work Induction Induction ©  Youth Work 'Yoifﬁ"work

Brainstorm * * . N
Case-study ] .
Discussion:
Tutofhd L] L4 ° Y °
Small group
without tutor ° . . .
Large group . . . . .
W [ ] [ ] [ ] [ ] [ ]
Ice-breaker * * .
Mm [ ] [ ] [ ] [ ]
Negotiation ¢ .
Role-Play .
Vikeo .
Written
Exercise L] o ‘ ° ) .

While the descriptors stipulate specific teaching approaches for certain learning outcomes, z
the trainers said that, in general, they selected methods they felt comfortable with and which had
proved effective in the past. Two of the trainers, however, thought that they had played a more é’
dominant role than they would normally and had tended to be more didactic because they felt

pressured to provide adequate information, within the limits of class contact time, to enable the
trainees to do their assignments.

B

S R
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So far we have been describing how traincl:s__\len,t.about_prcparingm;eaching,modules’ _We-are— =
now going on to discuss their perceptions of the effectiveness of the modular programme.

Flexibility :}

As have described above, the modules were not perceived as restrictive with regard to choice of %

teaching methods. We now focus on the scope they offer for varying the form of the programmes, .. Q
the content and the target groups. :

Form
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The variety of forms in which the modules were delivered is indicative of one aspect of their - =
flexibility. Two groups met from one to three hours a week with a break half way through thc
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course, one group met on two full days within a month, and ;hc other two met on three Sundays. B
over five months. Clearly there are limits to the ﬂcxibilitf t}ia‘t can be built-in to any trgmng .
programme and restraints were imposed more by the amount of time and resources available for -
training rather than the requirements of the module itself. Héiifeven the pilois;db‘ﬁhc;va that ..
modular courses can be designed to meet the resources of the employing ‘organisation. For
instance, the induction course trainers said,mag-thm_wom:g}ny?bc@ﬁfﬁciént numbergﬂﬁnevf
employees at any one time for such a course to be viable. For this reason, one of the employing
organisations, in 2 rural area, had decided to deliver the course as a distance learning package in the
b future. This approach raises a number of questions regarding employees’ broader needs,
: particularly those connected with peer group support and opportunities to share experiences and
g ideas in a group situation. We return to this in Chapter 3. , ] ,

The majority of the participants were able to meet the attendance requirements and trainers
) said that they offered remediation to the few individuals who missed training sessions. Special
provision was made for two participants with literacy difficulties on two of the p-lots, both were
given extra tutorial time, one was allowed to tape-record answers to assignmen:s and the other was
offered the services of a scrive. Also, as one tutor pointed out, first level modules require very
little written work. Creches or reimbursement for childcare expenses were offered to the
participants on all but one pilot. Ironically, aithough respondents in the first phase of the research
had placed childcare provision high on their list of needs, none of the participants, several of
whom were mothers with young children, made use of the creches or claimed childcare expenses.

Target Groups

Arother aspect of flexibility was that target groups also varied on each module, for example, one.
induction module was delivered to a group of cort:nunity education assistants and the other was
*___ open to both local authority and voluntary sector workers: one ‘youth work module was -
7 undertaken by youth workers from a community centre and the other by full-time students
specialising in different aspects of community care. The multi-agency training seemed to work as
far as the learning objectives were concerned, and offered many benefiis to the agencies and
ix ~ trainees, but it was much more demanding in terms of organisation and administrative planning,
As mentioned earlier, the second group work pilot was delayed because of problems of co-
;- ordination between the target groups. The multi-agency group work module for women and health
tutors ran relatively smoothly, however, because it had been planned well in advance by a long-
established committee which also provided administrative backing for the trainer and took on the
responsibility for liaising with the many organisations involved.

One problem that the multi-agency and free-lance trainers, mentioned was that of being
- unfamiliar with the course participants, the realities of their jobs and their training needs. For
instance, one trainer had assumed that trainees doing an induction module would be predominantly

: youth workers and fleshed out her module accordingly. However, the group was more diverse

-

P
O

R

;
i
-
R
3¢
23
58
v
[
i
A
5
S
£
#3
oo
o
el
i
y
&
*

PRy

Ly 13
S 19




meeting with participants and, perhaps, supervisory staff or building in extra ume into the course
to allow space - for negotiation. :

Negotiation
The modular framework did not prevent the trainers from incorporating some aspects ncgouated by
the trainees. Project work appeared to be the main area offering scope for negotiation and“ 3
encouraging a me~sure of self-assessment. For instance, youth workers studying the range Qf
youth work provision were asked to select an organisation each to research and colyl‘o;c;ti,ve‘lv)l' to
formulate a questionnaire to be used for the assignment. In addition all three trainers who
incorporated visits or placements in their respective modules said that the sites used were chosen :
by the students themselves. On other pilots, trainees who were to be assessed at work, wefe.
encouraged to identify the skills and qualities necessary for their jobs. These were subsequcntly '
included on a checklist for the trainer or others observing them carrying out a practical asslgnment ;
as an instrument of assessment. : :
Time was identified as the most inhibiting factor in providing scope for ncgouatlon. Thus,
trainers delivering a module over a long period and with plenty of class contact time (twenty hours
or more) were best able to cater for any expressed training needs. One trainer intending to. dehvera
module on one afternoon a week over ten weeks, for example, said that she had only planned the ~€\
first few sessions in order to allow the trainees’ necds to shape the rest of the course. Anothet
trainer, with very little class-contact time, said that if she were to deliver the module again sheg
would have a pre-course meeting with the participants in order jointly to develop the course. :
The observation indicated that the trainers tried to be sensitive to participants’ expressed. J
needs by offcnng them opportunities to ask for what they wanted whenever possnblc, most .

A

frequently by encouraging thém to share their own experiences, problems and concerns in the %
context of group discussions, but also by programming specific items for r, ~gotiation as part of thc
course. Thus on one pilot trainees were asked what they did and did n.. want out of a trammg :
rourse at the outset. They were also asked to formulate questions about-their-working-condi
for their employers, rather than being presented with general information about terms and }i;;;,
conditions of employment. ) :

As described above the trainers’ experience has demonstrated that modules may be A
delivered in a variety of forms and, with a few reservations, to a range of target groups. This -]
leads us on to the trainers’ perceptions of the relevance of modules to the trainees and the
employing organisations.
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Relevance

In general trainers considered the content of the modules to be relevant and pitched at the right level

for mexpenenced workers. Some tramers expressed womes about,desxgmng courses for mxxed
ability groups which stretched the capabilities of all the pamctpants thhout bexng too easy for
some and too difficult for others, but all welcomed the fact that trainees could work to their own
level of ability. - IR --w~.‘;

Specific criticisms were levelled at some features of the modules. In the youth work ,
module, for example, both the trainers thought that it was not possible to acquire basic counselhng
skills in the time available and that it would not be appropriate for inexperienced workers. 10 mempt
to deal with situations requiring such skills. This view was shared by a guest tutor, a counselhng
trainer who was not a youth worker. Similarly some of the instruments_of assessment and
performance criteria were not considered to be appropriate, did not work in practice or nequued to
be more clearly defired in order to reduce ambiguity. Because of the lessons learned from the
pilots, all these have been subsequently altered to meet the recommendations of the trainers.

A major concern of employers/trainers in our earlier research had been that national
certificate modules would reduce the scope for including issues of immediate concem at a locat
level and would be of little relevance or benefit to their part-time staff. The pilots would suggest
that this fear is unfounded and that it is possible to tailor the module to the needs of participants
working in different geographic areas and having different responsibilities. As one trainer pomwd
out, exploriag each other’s different experiences and activities is as important as sharing common
ones. In fact all the trainers were observed to relate personal experiences to wider issues rather
than focusing only on the immediate concerns of the employing organisations.

Group discussions afforded ample opportunities for the participants to compare, contrast
and learn about each other’s experiences. Sharing a common subject area diminished the necessity
of belonging to a narrowly defined locality. For example, one-of the-more-disparate groups, the
women and health tutors, included participants working with: ethnic minority groups; women
suffering from mental illness; female members in a union; and non- -specialist groups, yet the tutor
said she had no difficulty in planning a course to meet general and specific needs of all the

“individualsinv~lved. Students also found the course relevant as we shall see in Chapter 3.

We have shown that the trainers regarded the modules as relevart to the training needs and
leaining abilities of the trainees and that they offered scope for including local issues and concemns.
We now ask whether the modules encouraged local involvement and, if so, whether this led to the
identification of sources of support networks for trainers and trainees,

Local involvement and s:pport

We begin by looking at how trainers were supported during the piloting of the modules. Before
we discuss the local situation we should say that in this instance all the train' rs were supported by
the project’s development officer who visited each of them before and during the pilot and could be
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contacted throughout the project. It was also hoped that the trainers who had met at a pte-pﬂot
seminar would contact each cther for support and to shaxe ideas but time and dtstauce dtsoounged“:
them from doing so. However, they were kept xnt'ormed about each othet s work through the
visits of the researcher and development officer. Clearly, tlus soume of support and medxum
through which trainers could maintain contact would not nomu\lly be avulable AN

At alocal levél, the employing organisations were very mvolved at all stages of the ptlot. %
but particularly in the development of thet module.” For exiiii'ple. employers demonstrated their
interest by making financial and material resources ava:lable, provldmg admmtsuatxve back up and .
cither assisting in the design ofthecom'sedu'ectly or being : avmlable 1fthe tmnerwnshedtooons\ﬂ
them. In addition, two senior members of staff with a remit for mglonal trammg volunteered to
deliver some of the training themselves. Local involvement and support could be increlsed by
using training teams comprising the trainer and local full-time workers as was the case with the, g
induction module in the Borders and the youth work module in Forres. This approach had
advantages at three levels: it provided mutual support for the trainers; increased the avmhbthty of
tutor support for the trainees; and augmented the pool of trainer: for the employing organisation. -

Multi-agency courses increased the scope for local in. lvement by bringing together 1
workers from a wide range of voluntary and other organisations. The free-lam & tramer, for
instance, was a member of a multi-agency committee concerned with: women’s health who were
able to support the trainer and offer her the benefix of their varied perspectives on the subject. 'me
group, in its turn was also able to profit from the insights offered by individuals involved in
different aspects of women'’s health, such as issues specific to ethnic minorities or women in the
workplace. The postponed group work module was to include workers from voluntary and local *
government agencies and to be delivered by trainers from three different organisations with the
intention of encouraging inter-agency relationships in the neighbourhood. i

Further scope for drawmg in members of dtfferent orgamsatxons or departments of the x
employing organisation, was provided by the use of guest tutors, but it is important to emphasise .
that these individuals must be well supported by the overall trainer. In most cases the trainers met
the guests to discuss what was expected of them and attended their sessions.

-.All the trainers maximised local involvement-through-project-work-to be undertaken-at th
workplace or in the local community. For example, trainees on both the youth work pilots and one *
of the induction pilots were asked to visit local organisations which were either involved in a ,
similar field of activity or could provide help and support to the worker or the clicnt group. The =3
full-time students all undertook placements in local community organisations where they were ».fif;_:
supported by staff who were responsible for assessing their performance. In this way, the trainees
were able to establish relationships in areas where they may wish to work and share their
experiences and knowledge with each other. The local organisations, in their turn, were able to - :,,
contribute to the course through consultation with the trainer and to the training of potential 2
employees. '
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ork-based projects could bé used to build relationships between full-time and part-time
workers Our earlier research had revealed that poor communications between full-nme and pan--
time workers was quite 2 common problem, ’l‘hxslednothepm-nmfeelinguolmd.hehegm
direction and anxious about the quality of their worck. In order mo mcreue supemsoly mff’s o
involvement in training, the trriners on the pilots included pto;ects  which requined these mdiv:duals :
to observe and comment on practical tasks undertaken by, trainiees.. Thus, trainees.on the.group»w
work module would be observed conducting a session, or a youth worker might be observed )
demonstrating contact skills at a youth club. Ideally, the trainee and supervisor would meetto  :
discuss the task, undertake the task and then review and jointly assess what happened. - g
: In some cases, these projects highlighted deficxencnes in support systems ‘within
organisations ranging from supervisory staff disclaiming respnsibiliiy for part-time workers on
i their team to full-time staff not returning telephone calls or answering queries from parucxpants e
V researching projects. Trainers also said that they tried to foster supportive networks and build -;;g
friendships among participants through small group work and by keeping the atmosphere as " ;'
informal as possible. This was borne out by the observation, during which trainers were seen to :
vary the groups for some tasks to ensure that all the participants got to know each other or,on ; K5
other occasions, grouped together particular individuals doing very similar jobs.
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Critical assessment of practice B
There was a consensus about the importance of encouraginz part-timers critically to assess their
practice and the skills being imparted by the modules. The amount of theory included in any of the
modules was dependent on the trainer’s assessment of the participants’ needs and abilities 1. cher ;
than the guidelines of the descriptor. While they did not explicitly introduce theorv to any extent ‘ e
during the sessions that were being observed, the trainers encouraged the trainees to explore the s
reasons_why they used particular skills and the philosophy-underpinning their organisations
through discussions and assignments. Two tutors also provided handouts summarising some of i

the theoretical background to the skills being developed. : ;:,;1
Trainers singled out practical assignments as the main process for encouraging trainees to .
"~ develop a critical understanding of working practices in community education. For example, some ¢

trainers said they initiated the process by asking participants to identify skills and qualities

necessary in particular work contexts, either through brainstorming or small and then large group s
discussion, which they related to wider issues. Trainees would therefore be expected to carry out ““
their assignment with a basic understanding of the principles by which they were operating. If the ‘
course timetable allowed it, trainees would take their experiences back to the group who would

discuss, analyse #nd leam from them 1 2 supportive atmosphere. In this way trainees were able to 3
= contribute to the criteria on which their practice was evaluated and develop a theoretical critique that 5
' made sense to them. Overall, the trainers were satisfied with this aspect of these modules and the

following comment reflects the general impression:
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ne of (the module’s) successes was that we dzd actually manage 0 lmk a
rheore:icalfrmemrk to a practice base.

In their turn, tmnmwerealsoencomagedcﬁticallyloasses:tlmrownpuctieeandT
qmuonwhutheywmtrymgwdomdwhytheymdomgmpuncnhﬂywhﬂepmdn
courses. Obviously they would have to have aclearnndumadm;oftbeshlhnﬂhowledp

_meymuymgmdewlopmmemm.memeﬁecmemdndsmmmdmmju

which the training was being developed. Inaddmon.theyhadtobeawareoftbemmdmof
introducing miodular training as opposed to using other approaches. -No.dotibt: tl\ei'reﬁﬂcal
awmncswashaghwnedbyﬂw&aﬁmmuwuamlmmd.!hmfae.dwfocmofm .
the project team as well as their employers. ’mus,mhpropmwumbjecwdmm" :
scrunnyandanalys:sthmwouldnoxmauybedwcase 'l‘mningmmmgnlulxtmwhw

—— e ety o rrn mer e Wt s e

waluaw:hemmmdfomofﬂwmaxdwhaddehieﬁngmmﬂnthme@bm

Immmnngwnomhmhemodulesappemdwhmdxmgedthenseofonem
of criticism, that is, participant evaluation. Onlytwotmnmukedmemueesmﬁllmemum’
sheetsassessmgsessxons,andonlyoneofthcseusedd\ematﬂlemdofeverysessmwhﬂe(be“
others relied on verbal feedback or instruments of assessment m;ndgewhedm the tnfneeshlil‘
absorbed the training message. Clearly, the latter practice reduces che trainees’ opponunmes
provide feedback to the trainers about their needs and to infli. «<e the development ofeounés
which are intended to be student centred.

Time '

All the trainers said that they would expect to spexd quite a lot of time preparing tmmnt,
programmes, particularly if they were starting from scratch. In general, they did not thuik thit the
pilot modules deinanded more time than they would have spent on smuhrleannngouwammdle ‘
past. They were ynable to quantify exactly the extra time involved._They,.nevertheless said.that-
preparing instruments of assessment and performance criteria and assessing assignments, which °
are not normal features of community education training, inevitably required more time than other-
forms of training. One trainer also pointed out that National Certificate modules entailed extra )
paperwork. On the other hand less time was spent on course design and time was saved by:

having a skeleton structure, rather than a blank sheet of paper and a group in mind.

In addition, as mentioned earlier, trainers said that focusing on the instruments of assessment

influenced their planning and this too may have saved time. ;

Trainers differed on the question of whether the recommended period of 40 hours was
«fficient to complete the module. Two felt that some of the learning outcomes mEnﬁﬁFmE J
but, in fact, completed the module well within the recommended time. Another thought that haif. - 3

modules would be more appropriate for part-time workers given their work pattems. other - ‘
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commigments and degree of motivation. Ideally, they would all have L >d more group contact time
but were restricted by the time available to them, to the trainees, and the availability of suitable
venues. The following comment was echoed by most of them;

In terms of contact time we were pushed but that wasn’t a constraint of the module.

Attitude to assessment

In our earlier research some senior staff saw formal assessment as a stumbling block to the
inzroduction of modular training. Assessment in itself was not a problem, but marking was not
regarded as compatible with community education ethos =~d could create opportunities for failure.
To some extent, half the trainers in our sample shared this view. For instance, one trainer pointed
out that she was accustomed to emphasising the positive aspects and playing down any deficiencies
in the skills of the part-time workers whom she supervised, and would therefore find it very
difficult to ‘fail’ them. Partly for this reason several trainers appeared uncomfortable using
assessment proceures and did not always clearly inform participants that they were being assessed
or emphasise that assignments would be marked. They were also very aware that most of the
limited class contact time was spent preparing participants for work that was going to be marked.

On balance, however, the trainers perceived advantages in using assessment procedures
diagnostically to ascentain whether or not the trainees had absorbed the training message and
because it could provide evidence of attainment of skills. Only the college lecturer was accustomed
to using such procedures. The others would normally have relied on trainee evaluation and
informal observation to judge whether inservice training had been successful. Nevertheless, they
felt that instruments of assessment were more effective in gauging how much the trainees had
learned than relying mainly on trairees® evaluative feedback. Because modules use continuous
assessment opportunities for failure were minimal, even for people with leaming difficulties who,
as we have seen, were offered remediation or assistance with written assignments.

Another of their misgivings about assessment procedures arose from the trainers’ lack of
confidence in the instruments of assessment they. had developed and the criteria on which they
judged the trainces’ performance, because of their own limited experience of using criterion
referenced assessment. Clearly, this has implications for the training of trainers as is bome out by
the following comment:

Marking is probably the most alien aspect to community workers. Community
workers are not rained in that - teachers are.

The trainer added that community education organisations need to spend time deciding on
the standards they expected from each module and that they also need to train individuals with a
background in community education as moderators to ensure that these standards are uniformly
applied throughout the country.
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Disadvantages of isodular training
Trainers were hard pressed to identify the disadvantages of this form of training. In fact, nunyof i‘;’
the problems and difficulties they encountered had Jittle to do with the modules themselves: bnt %3

were connected with organisational or administrative failures or timing. chuﬂleless, they dnd
express a few concems about National Certificate modules. One trainer, for example, wlule 1
appreciating the berefits of being able to learn in ‘bite-size chunks’ f+~ adult returners with lirtle ;
time to spare for study, was concemed that such an approach may encourage a rather narfw ficus
rather than the broad understanding of the many facets ofoo:mmxmtyedmﬁonpmwdedb;oeu\. o8 .;
and diploma courses. Looking forward to the possibility of a modular curriculum for commumty g

education training, another trainer was worried 3

..whether people would select the right modules for themselves as part of a package 73
N

but hoped that resources would be available for career guidance as part of training provision. Two
trainers were concerned about raising part-timers’ expectations with regard to job prospects, We
discuss this further in Chapter 3. :

Finally, several trainers were very concemed about who would deliver the modules. Wlule
the community education trainers were rot iotally opposed to thest. medules being delivered by
further education colleges, they stipulated that trainers should be community educatira trained and :
close contacts should be maintained between the college and the field. This was certainly the case
with the pilot ndertaken by the further ecucation college where the trainer was a tnmed
community worker with five years experience as a youth worker and all the students -gained
praci:cal experience through placements in community education organisations,

o

Overall satisfaction
When asked whether National Certificate modules were an efiective approach to tmmng the 5
trainers were unanimous in responding affirmatively. Tt most attractive features o the modular EQ’
approach identified by the trainers were: A

* their flexibility; s

* their potential for widening access to training to adult returners;

* the introduction of nationally recognised standards;

o theirdivision into well-defined manageable lcaming outcomes. :

The inherent flexibility of the modules at different Jevels was emphasised by the trainers, all
of whom believed that the modules could be adapted to suit the training needs and personal
circumstances of participants as well as the requirements of the employers. This quality, ia
particular, fulfils an ultimate aim of community education which is to increase access to education—+
and training to all members of the community. As qualifications become more highly valued in the
employment market, therefore, it is equally i important that training should be validat_d:

o
\
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Now that we are looking at graduate entry qualifications ... it is. mevimble,
particularly for older people coming into the Dprofession who want a professional
qualification, that (part- umesamaregomg:ohavetomdmwmu'azm.

3 N - ™~
el L 3o . .

The pilots demonstrated the cffectiveness of  the modules in t!ns sense as the pmpomsm
“included pcople of different ages, abilities and educauonal backgrounds few of - whom had
sexperienced any form of community education training in thepast.

’

Summary

In this ehapter we have described the views of the trainers dehvenng the pilot modules. Our
findings mdmnc that overall trainers were very satisfied wuh the modulcs and:egardodthema&an .
effective approach to training. We have shown that they were perceived as ﬂexlblc in terms. of
form, content, adaptability to a variety of local contexts and needs of mdmduals with different -
educational experiences. They offer scop~ for a range of teaching methods to be used, can
encourage on-the-job support and critical assessment of practice.

Although preparation and follow-up work required a greater time comnntment than other -
forms of training, trainers felt that this was time well-spent. More time may also need to be spent -
on administrative procedures. On the other hand, having ready-made guidelines on which to base
a course can save time. Trainers perceived advantages in using assessment procedures but were
concemned about the quality of their assessments.

Looking into the future, concerns were also expressed about how a modular curriculum
would work in practice, about trainers without community education experience delivering
modules and about who would act as moderators.

It should be remembered that the trainers were all experienced in preparing and delivering
modules and were working in a supportive environment, helped by the project’s development
officer and supported by their own employers. Furthermore, the numbers involved were small and
so it would be unwise to generalise from their experience. What we can say about their experience
is that none of the fears about the possibly detrimental effect of assessment, or lack of relevance, or
theory/practice divide needs to arise because of modules.

So far we have concentrated on trainers’ views of preparing and delivering modules. Did
the trainees share the trainers’ generally positive view? We discuss this in Chapter 3.
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modules. In particular we concentrate on their perceptions of the followmg aspects of the
effectiveness of the module.: N

 relevance of content and methods;
* support networks encouraged by the module;
* time commitment.

trairees had to say about the overall effectiveness of modular training.
As before, our data were obtained from interviews and supplemented by or contmswd with” 4
that gathered through observation and informal conversations with the trainees. We begin by’-\
briefly describing how the trainees came to do the module and then discuss how relevant the:
trainees found the teaching methods and content to their needs. '

Motivation for undertaking the modules
It will be remembered that data were collected from five groups piloting three different modules:
 an Introduction to working with Grdups (group work) undertaken by women
and health tutors; ‘
* Community Work Induction (induction) piloted by one regional authority for its
own staff and by another for staff from different agencies;
* Youth Work I undertaken by staff in a community centre and by full-time
students in a college of further eduration.
Of course, people attend training courses for a variety of reasons and the reasons which prompted
initial attendance may change over time. Our trainees identified the following reasons for doing the 7
pilot modules: R
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* to gain a qualification wl'uch would i improve employment pmspects This was
particularly prevalent among the fullonme students and mdmduals who were.
relatively new to community educanon,

* to update skills and knowledge. The women and-health tutors for example. o
had applied to do a group work skills oourse notknowmg that they would be
offered a module. Experienced youth and community ‘workets viewed the
modules as refresher courses; , ,

* to conform to the employer’s training policy. One Jf the participating regiorial
authorities had recently implemented a mahdaw tmmng policy, which would
include the induction module, and the others are considering doing the same; -

* for personal development and pleasure. Some participants who considered little
of the content to be relevant to their iraining needs, nevertheless enjoyed their
course and derived benefits from it.

Relevance

A major issue emerging from the previous research was that training had to be seen as directly
relevant to the trainees’ own area of work, If part-time staff were predominantly involved with
youth work with 12 to 14 year olds, for instance, they did not appreciate training sessions on
youth work with younger age groups. There were two main aspects of relevance explored with the
trainees, teaching methods and content. In essence we wanted to know if the teachmg methods
used in the modules could be used by part-time staff in their work. We also wanted to know if the
module outline was sufficiently flexible to permit the content to be adapted to the different contexts
in which part-time st-if worked. We begin by describing the teaching methods mentioned by the
respondents and then discuss their perceptions of the effectiveness of these methods.

Teaching Methods Used

All the trainees said that a wide variety of teaching methods were used and that the tutors’ own
input was well balanced by participative activities. All the courses began with some form of ice-
breaking exercise, a kind of game with the purpose of introducing the participants to each other and
encouraging them to relax. Some trainers used these at the beginning of each session. Within the
sessions tutor-taik and discussion were the predominant methods. Trainers rarely spoke for any
length of time (ten minutes or more) without interruption but generally initiated some kind of
dialogue by inviting questions from the group or asking questions. During the observed sessions
this method sometimes encouraged lively discussion while on other occasions the group remained
passive. Brainstorming was popular and was used to raise the groups’ awareness of all aspects of
a particular topic and to stimulate discussion. Participants were frequently asked to split up into
groups of three or four to discuss specific topics, solve problems or do group exercises. An
example of the first might be jointly to identify qualities required for a particular job. Case-studies
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range of teaching methods reported by the respondents.

Table 3.1: Reported teaching methods

Method

Group Work

Induction

Module Title

Induction

Youth Work Youth Work

Brainstorm
Case-Study
Discussion:
Tutor led*

Small group
Large group™**
Handouts
Ice-breaker
Lecture
Negotiation
Role-Play

Video

Visits
Work-based
Projects

Written Exercise
Used by Trainees
in their work

§

0 mixed respoase

*  Large group discussion with tutor taking a dominant role

** Large group discussion where tutor does not dominate

Perceptions of the Effectiveness of Teaching Methods “
The majority of trainees enjoyed the range and variety of methods modelled by the trainers. They
saw possibilities of using them in their own work. For a few, however, such as part-time youth
workers involved in sports or those whose work was administrative, the methods were not seen as
useful for their own work. Nevertheless, these trainees saw the range of methods used as effective .

in terms of their own training.
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The participants’ views on the effectiveness of different teaching methods confirmed our
carlier research findings. Respondents in both phases of the project emphasised their preference
for learning through active and participative methods rather than passive ones. Fortunately this

‘view was also held by the trainers delivering the modaules, Inexperienced workers emphasnsed

~ iow much they gained from learning how their more experienced colleagues approached their
work and, whatever the length of experience, all the respondents said that they were stimulated by
learning about different approaches or reassured that other people used similar methods to their
own. Likewise, sharing problems and difficulties was perceived as reassuring and found o reduce
anxieties and feelings of isolation: '

It's supportive to know that I'm not the only worker Who comes across difficult
pople...It's great to look at different ways of dealing with situar 1s.

In addition, trainees said that they gained confidence from having their experiences valued by other
members of the group and contributing to their colleagues’ leaming,

Some trainees said that they would rather work in several small ‘groups rather than a single
large group which could be inhibiting for shy members. Although most people probably found it
easier, and would have had more opportunities to contribute to a discussion in a small group,
participants on only one module expressed a marked preference for this. Reasons for their view
may be sought in the form the course took and the backgrounds of the participants. They were
from different organisations who met once a week in the evening and did not gel very quickly.
The contrast is illustrated by the following comment made after the first session:

(In the large group) memters c-ntributed willingly when asked - but there was very
little dialogue between members, only between individual members and the co-
ordinator. (In the small group) communication was much more free, though we
were clearly still at the getting-to-know-each-other stage.

Once the group did get to know each other, however, the size of the group became less important
and by the third session:

There was much more discussion between 8roup members. It felt much more like a
group than a class.

Groups of individuals from the same organisation who already knew each other or who met for a
full day were less concerned about the size of the group and, during observed sessions, seemed to
contribute freely in large or small groups, although some individuals said little in the large group.
However, it would appear that emphasising small group discussion at the beginning of a course

could facilitate the gelling of the group and enable the participants to get to know each other much
more quickly.
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activity but with using such a potenually powerful mcthod in what may bean emononally charged
situation for the individuals with whom they work. Therefore, they felt that more hme needed 0
be spent on developing a better understanding of the advantages and disadvantages of the vanous
methods. Other respondents, however, expressed no concern about rolc-play, some smd they
enjoyed it and found it stimulating: )

1 like a bit of role-play. Ir's good to get up and do something instead of sitting -
down all the time. You have to take risks.

Those who were unhappy about using this method felt that some time should have been spent on
critically evaluating the advantages and dnsadvantages of different teaching methods in depth and,
given the limited class contact time, would have liked suggestions for further reading.

the trainees said that they were happy to listen to talks about relevant topics, as a prelude to a 0
participative activity for example, they were critical of tutors wko spoke at length, or seemed
unable to look at issues from the part-timers’ perspective, or dismissed their views or concerns or.
did not attempt to answer their quzstions with any sensitivity. It must be said, however, that the
guest tutors who aroused the mos: negative criticism were not trained for the task but had been
invited to contribute to the module because of their specialist knowledge. For instance, speakers
asked to provide input on the learning outcome conceming conditions of service from the mducuon -
module were singled out for criticism by both groups of participants. They spoke to the group for - :
about an hou: and also fielded questions about the terms of the part-timers’ employment. The i:fi
seminar revealed that there were many issues on employment policy needing clarification and guest 5 :
speakers would have been hard pressed to provide satisfactory answers to the part-timers’ .
questions. \
By contrast, the overall trainers and guest tutors, whose skills were regarded as good, were
observed to encourage dialogue, to pause and invite feedback and to be aware of unspoken signals,
such as lack of understanding or diminishing interest, from individuals.
As we found in the first phase of the project, on-the-job training opportunities were highly,
regarded by part-time workers. The trainees appreciated opportunities to practice jobskillsand to ¥
discuss their own competence with a supportive observer. They also recognised the value of -
work-based projects in the context of developing a deeper understanding of the principles
underlying the practice of their respective organisations. Examples of practical projects might

A';~
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include group work tutors running an actual session while being observed hy a supervisor looking
for evidence of skills listed on a checklist prepared by the trainer and trainees; ‘or youth workers
demonstrating contact skills when wclcomihg new young people to a gfdup or using- gauies to
, break down barriers between the young people in a group. In this way, they felt, connections
- between theory and practice were underlined and their felevance io the workers’ own job was made
explicit:

It's useful to have a base when you are working on (a practical assignment) you are
referring to something real.. rather than just thinking about why you do
something... you are questioning ‘what am I doing, why am I doing it' .

(Trainee on induction modul:-

1 think you learn more when your learning is related to what You are doing. I think
o Your work benefits because of the critical perspective that the learning provides and
. I think you are aware of your own performance and that the responsibility for
learning is on you and it's not a question of cramming in bits of facts and figures.
You're actually changing the way you think and the way you approach things rather
inan taking information on board.

(Trainee on group work module)

Finally, trainees given evaluation sheets to fill in which asked them to assess the way the group
worked, the content and their own performance said that they learnt a great deal from this exercise.
Only two groups were given evaluation sheets, the other trainers by contrast, relied on the
assignments or verbal evaluation at the end of the session for feedback on their effectiveness.
From the comments made by the former groups, it would appear that the formal evaluation
encouraged participants to feel more involved in their learning and reflecting on the cxpcriéncc
reinforced newly acquired skills and knowledge.
To sum up, our findings suggest:
* trainees appreciate a variety in teaching methods but have a preference for
participative methods;
* trainees value learning from each other as much as from the tutor and find it
easier to do so in a small rather than a large group until they feel comfortable
with each other;
*  guest speakers need to be selected with care and to be well-briefed about
trainees learning needs and preferences. The presence of the overall trainer
during the guest’s sessions is also helpful;
* trainers need to be more explicit about why they use particular methods,
especially if they are modelling methods to be used by trainees. Role-play,
above all, requires to be planned and prepared for;
* trainees value opportunities to practice skills in their workplace and receive
constructive criticism from sapervisors. They also learn from self-assessment.
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Content .
The content of the courses was prepared by trainers for specific target groups and, on the whole,

the respondents agreed that it met its mark. A few did say that some topics were not relevant to
their own situation but they found them interesting nevertheless. The one individual who reported
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that the content was largely irrelevan. to her needs, was-employed to pmdnegra-,comgnnni
newspaper but was obliged to do the induction module aimed mainly at staff ftomconnnumty
centres. The latter, on the other hand, were very satisfied with the way in which the course:
focused on their needs. Members of a group of youth workers attending a session on counselling
delivered by a tutor who had no youth work experience complained that some of the matenﬁ used
was irrelevant to their work. However, other members of the same group, who had an mgetest fn
counselling, were able to take a broader view by focusing morz on the skills demonstrated rather;
than the content. ' .

In addition, trainees reported that they were encouraged to contribute towards the content of 4
the course by offering their own experiences as topics for discussion or, more formally, as case- ?;"
studies for group exercises: e

A lot of it has relied on asking us about our experiences not... presenting us witha '
body of information. It was very much building on experiences that we already b
had. i

was pitched at the right level for them:

There’s nothing that I haven’t been able to understand. The assignment for A
example that was relatively straightforward. It wasn’t as if it were an impossible
task bus it did require effort. Things like that are challenging which is what I'm
looving for. It's just at the right level.

One participant, who spoke English as a second language, reported that she found the content B
difficult to follow at times but added that she nevertheless preferred to undertake the course in
English rather than her first language. In addition, she was supported by her supervisor who was
also undertaking the course and could therefore clarify anything she did not understand. **

Only two respondents said that they found that the modules were too casy and did not
stretch them, although they also said that they were satisfied with the courses and identified a
number of benefits derived from doing this form of training. Further probi.g revealed that these “’
individuals had expected the kind of test conditions they had experienced at school and had been
surprised to find the assignments and assessments well within their capabilities. Other
respondents, while satisfied with the training, said that they would have appreciated guidanceon
further reading on the topics they had been introduced to and would like to develop further.
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‘ Support
" 'One of the underlymg intentions of the modules was to’ encourage the development of drfferent,l
kinds of support networks among part-ume workers who freqoently work in lsolanon Partofthe
agenda of many traxnmg oourses. including these modules, is o enoourage pamc:pants to binld \

‘‘‘‘‘‘

orgamsauons and outside agencies. To thxs end, two of the modules include strategxes for =
identifying sources of support and developmg suppomve relatnonshrps The majonty of .
participants in our sample appear to have been well-supported durmg their training and i in thelr
work. o
All the trainers were contactable if necessary durmg the courses. Work-basedpro;ec ; i
necessitated the assistance of full-time staff who would act as observers or answerquesnoﬁ“bout‘f (
organisational structure and policy. The induction module was particularly helpful in this context
as the performance criteria required the formation of a support network and the demonstration of
methods appropriate to an aspect of the participant’s job which would be observed by supemsoryl
staff. The trainers instructed the trainees to solicit the help of their supervnsors to carry. out their
assignments and to interview them about their perceptions of their own and the trainees’ "roles
within the organisations. Full-time staff responsible for the community sducation assistants had
been briefed as to what would be required of them. These assignments clarified many issues
concerning support for the trainees and also, indirectly, for the o: rganisatio 1. For instance,
supervisors were forced to re-examine their relationship with part-time staff, and to define, justify,
or perhaps reassess, the responsibilities of their jobs and how ihey might develop. This does not
mean that such a process was not part of many supervisory staff’s normal practice, but that it
served as a consciousness raising exercise in cases where part-timers had been unable to
communicate their needs or expec ‘ations and had felt taken for granted. The debriefing session 8
which followed this assignment indicated that, whether or not the part-timers enjoyed good
working relationships with their supervisors, having time set aside to focus on these aspects of
their job gave them a clearer idea of their role within and contribution to the organisation and
enhanced their job satisfaction. In some cases considerable improvements in relationships were
reported, while in a tiny minority problems were identified for managerial staff to deal with. I
Some students on the multi-agency induction course experienced communication problems
of a different kind when trying to carry out an assiznment. Asked to arrange visits to local
authority organisations themselves, trainees in one area found it impossible to get in touck with
appropriate contacts simply because telephone calls were not put through, messages were not E
passed on and calls were not returned. Not surprisingly, the respondents who suffered this ¥
experience reported feeling frustrated and undermined by it but succeeded in carrying out their .
assignment with the help of personal contacts as opposed to going through the official channels.
Both groups of trainees doing the youth work module said that they were well supported
by supervisory staff. At the community centre, for instance, all three full-time community workers
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attended the training sessions, offered support sessions and acted as obsetvers for the pracncai
assignments. The college students had regular tutoriais with their trainer and those mtemcwed
reported having regular support meetings with individual members of staff or attending team
meetings when on placement. '

Support for participants doing the group work module varied from agency to agency,'
although most of the interviewees said that they were well supported by their employers or tlut
they could get support if they needed it. In one case it was not possxble to identify an appmpnate
person to observe the practical exercise within the employing organisation but the trainer was able
to fulfil this role. During one of the observed sessions, two full-time w~rke:s revealed that they
were very poorly supported in their workplace and said how the course h:  rovided an mvaluable‘:
form of support, not only through developing and boosting confidence 1., their knowledge ai
skills,but also through learning in a supportive setting with colleagues.

Most, though not all, respondents felt that participants were mutually supportive. Some ::f
groups also took longer to gel than others. Reasons for this appeared to depend on how much the f
group had in common and on the length of the course and sessions:

‘q

Lotk ol

There's one'drawback of it being short which is that you don’t have the opportunity

to build up as much of a relationship with the other people during the course as you
do over a lcnger period.
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For example, respondents from the group work course attending evening sessions once a week felt .
that the group took a long time to gel partly because the sessions were quite intense with a very
short break in the middle leaving very little time for building informal relationships. However, as ’
the course progressed they grew closer and several said that they intended to keep in touch with
each other for mutual support and to share ideas and information The full-time students too, said -
that they had not gelled as a group, although they found the other participants helpful and friendly
in the class. The in-house training groups were the most cohesive, perhaps because they had so
much in common and included members who ware already good friends. In addition, they spent
full days together which included several breaks during which they could relax together and chat
informally.
The youth workers employed in the same centre were particularly close although half of
them aad been employed only a few months before the course started and were only slightly °,
acquainted with their colleagues. Time spent together on the course provided an opportunity for
them to get to know each other 2nd develop a team identity, even though several only spent a few
hours a week at the centre. The extent of the support they offered each other was exemplified in an
observed session by the way in which they worked together to assist a colleague with literacy -
difficulties without revealing the problem to the guest tutor. The more confident participants ~*
pretended to*have difficulties in completing written tasks and asked for more time or asked for
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words to be §pelt out. Although the above group may have been the most supportive, all the
observed sessions indicated that participants were very willing to offer the bgneﬁt; of their
experience to their colleagues once a comfortable, supportive atmosphers was established and
several interviewees mentioned that they had contacted other participants outside class contact
hours. -

Clearly, such relationships would not develop so easily if the courses were done by
distance leaming. Ironically, the part-timers in the organisation planning to deliver the induction
course by distance leamning, most appreciated m.ting as a group and strongly expressed a wish to
do 5o on a regular basis. However, limited financial resources would not permit their meeting
regularly as a group in worktime and they would have to organise informal gatherings themselves
outside working hours.

Time

The time commitmeat demanded by the modules did not appear to constitute a particular problem
for the majority of the trainees, although few found it difficult to attend some of the sessions
because of personal circumstances. As we mentioned above funds provided for childcare were not
taken advantage of as other members of the family were available to care for the children in the
home. The only organisation not to offer childcare facilities delivered the module in worktime and
the trainer made sure that the session ended punctually. Preparation and follow-up work did not
encroach much into the participants spare time and fears about inflexibility in this form of training
were not realised. As one respondent who had not expected to be doing a module commented:

I was slightly concerned that (because it was a nodule)... it perhaps meant that it
was less flexible and had to be tightly structured... but that was not the case.

Few of the respondents spent more than a couple of hours per week on course work and many
were able to do assignments during work time. Those that said that they spent m:ore than four
hours a week on course work said that they did so out of interest rather than because they had to.
Of course, those with special learning needs did have to spend extra time on written assignments.
In general, as the following comment indicates, work-based assignments could have a dual
purpose:

I knew it was so closely related to work anyway. I wasn’t doing anything over and
above my work.

Trainees on courses that comprised three or four meetings over a period of about five nionths did
express concerns about continuity, maintaining momentum, and being able to remember what they
had learned. In fact, several respondents on the courses in question had difficulties in recalling
carlier sessions. However, those who had spent time on assignments in the interim found that
their learning had been reinforced through practice. Tiredness was mentioned as a drawback of
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undertaking the group work course in the evening particularly as some of the pamcxpants were full- : ‘%
time workers. It was rather interesting that when asked by the trainer, most of the pamcxpanu
expressed a strong preference for doing a follow-up course over a weekend. Although courses

concentrated over a weekend were preferred in some respects, respondents also stressed the value 5
of havmg time to reflect on what they had leamed between sessions. S el

LA

Assessmant g

A primary concern of the research was to discover perceptions of the impact of formal assessment j‘%
on traintes’ leaming and performance. Many trainers and employers interviewed in the first phase 3
of the research considered formal assessment to be incompatible with community educatun ethos.
Their main worry concemed the creation of opportunities for failure, but also- mcludedwoq{eg “
about how standards would be set and whether they would be suitable for their staff, Fo}md 3;}
assessment, of course, was the main distinguishing feature between the training modules and “:
traditional in-service training. ;?
A variety of instruments of assessment were used in accordance with the requirements of -
the module descriptors. Examples of these are included in the development officer’s resource pack.
but brief descriptions of some of them are provided below:

* assignment: trainees asked to set up a support network had to produce a
written outline of key contacts and their planned strategies for sustaining a
network.

* restricted responses: trainees were asked to complete statements or fill in
blanks. For example, those undertaking the induction module were asked to
complete blanks in statements connected with legal requirements,
responsibilities and other aspects of their jobs.

* extended responses: 1’ s might include project reports on the employing
organisation or other agenvies and structured by a pro forma or questionnaire.

* log dbook: this format was used to report on work experience and included
pro formas filled in at the end of every work-based session b the trainee and
the supervisor.

* practical exercise:, to assess a trainee’s ability to plan and run session for a
specific group he or she would meet the supervisor to preview and review a ;
practical demonstration. The supe:visor would observe the session during B
which the trainee had to demonstate competence in the skills on a checklist
covering aspects such as timing, group size, setting, use of teaching materials
and resources, anticipating d: ficulties, appropriate methods and structure for
the group. .

Few of the interviewees were able to comment fully on the instruments of assessment they had
completed as many had not received any feedback from their trainers at the time of the interview.
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While several said that the assignments had been relatively straightforward if challenging, a few
said that they did not always clearly understand what was expected of them. In addition, even
those who had found the assessments relatively easy were quite anxious about their performance
and would have preferred assignments to be returned quickly. The most satisfied in this respect
were the college students whose work was assessed 4. returned within a week and a céfiain
amount of self-assessment was encouraged during tutorials. In other cases trainees were unaware
that their work was being formally assessed and were therefore, not worried abou it. However,
those who were relatively clear about the assessment procedures identified continuous assessment
as a preferred feature of modular raining. Only one respondent had mixed feelings about the
assessment method:

Continual assessment suits me better. So I like it. But sometimes I think a wee test
would do the trick.

This was very much a minority view, most of the respondents found assignments instructive and
challenging in terms of analysing their practice themselves and being critically assessed while
carrying out practical tasks at work by experienced workers. Practical projects in particular were
not viewed as tests, to be passed or faled, but as a part of the process of professional development
from which the trainee could benefit, as highlighted by the comment below:

Being aware of areas where I could definitely improve. How I go about things and
also being aware of the way I operate as a participant in a group. It has given me
more insight into the way I am which is also helpful.

Overview of modular training
Before we sum up the trainees’ views on the pilot modules, we must point out that we have no
independent mvasures of the effectiveness of the modules or not. The award of the certificate is
dependent on whrther the modules are accepted by the validating body which had not yet endorsed
the instruments of assessment at the time of writing this report. In addition, as we mentioned
carlier, the trainees’ comments mainly referred to the modular courses they had experienced rather
than modular training in general.
We begin by highlighting the positive features of these training courses identified by our
respondents. In particular they appreciated:
~ the range of teaching methods used with a marked preference for participative
methe s;
* coursts relevant to their perceived needs;
* opportunities to practice the skills they needed for their jobs while being
observed by a supportive assessor;
* opportunities to meet other part-timers working in similar fields with whom
they could share problems, ideas and e»periences.




Many trainces said that the modules had met or exceeded their expectations. They,: <3
described their gains both mmofpmwandcmdevelopmem. Notonlydxdwyay
thndwyhadwqunednewshllsordewlopedmsungons, bmtbeyhadbecomemaelf-am :
mmmmma&wmmmmwmmmmmm
Finally, nwlyauofthemsuessedt!mmeyhademoxedthemmmt&
they appreciated are Lot unique to modules and are fmum that eontnbute to snoeess ofother
forms of training. However, their perceptions clearly demonstme that many of the won'iu )
expressed in the earlier research about the lack of relevance and inflexibility of modules, for .
example, were unfounded. ;

Few dxsadvantages of modular trainirig were identified and little dissatisfuction about the. |
courses was expressed. As we have muchedonmostofthmaspectsabovewebneﬂysummm
the drawbacks and problems mentioned by our respondents. These include:

* lack of ckallenge: this was very much a minority view but has implications

for trainers who may be over-anxious about trainees’ fears of failure or who are
preparing courses for groups with a range of educational and training
experience.

irrelevance: particular learning outcomes and instruments of assessment may
prove inappropriate. For example, the pilot revealed that a learning outcome
intended to develop counselling skills was inappropriate to youth workers with
limited experience and impossible to deliver in the time available. Likewise an
instrument of assessment, a matching exercise from the group work module,
produced ambiguous responses. The module developer subsequently altered
these aspects and made other improvements suggested by those piloting the
modules.

duplication: although this was not a problem with any of the pilot modules,
the full-time students, who were combining a number of related modules,
pointed out that some topics were repeated over their two year course  We
shoui.i emphasise that provision is made to avoid this occurting: p of of
successful completion of a leaming outcome can be accepted as part of another
module with the same outcome. '

venue: the importance of the setting within which training takes place should
not be underestimated and discomfort can adversely effect training sessions.
For example, during observed sessions, one group had to move from a warm
comfortable room fumished with soft chairs to another which was cold and less
comfortable; another venue was noisy. Respondents from: both these groups
complained that these factc : had effected their concentration and reduced their
enjoyment of the session.




Returning to the wider implications of modular training, part-time staff welcomed the possibility of
the introduction of appropriate training modules which they could undertake when necessary and
convenient. The perceived advantages of modular training included:

* increasing access to training;

+ gaining a qualification that has the potential of national recognition;

+ adaptability to leaming needs; -

+ continuous assessment;

+ opportunities for remediation;

+ range of teaching methods.
The following quotes neatly illustrate the above points:

1 do like the idea particularly... for someone who has SJamily commitments... To
build up to do a range of training by modules of this sort has immense possibilities
because it’s so flexible and because it could be geared precisely to what they're
doing.

You can work at your own pace. You can get help, you're not left on your own.

As we mentioned above, we do not claim that these features are unique to modular training.
However, concerns were expressed about the status of part-time modular training and the value of
National Certificates in the employment market. Trainees, particularly the full-time students, were
uncertain about where the training would lead in terms of career development and felt that career
guidance should be included in a modular curriculum and that employers should have explicit
career structures with clear signposts offering guidelines to facilitate career planning.

Although our sample was relatively small, our findings suggest that a modular curriculum
could complement or offer a viable altemative to current training provision for part-tirne communitv
education workers. However, if it is to be perceived as worthwhile, training issues such as long-
term goals and career development have to be addressed.
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Key Points for Trammg Providers

In conclusion we highlight key issues that we beheveshouldb&taken into account bycmployers
andmasmnonalc«uﬁcatemodummmmmglymbeusedmmdeuammgforpm-
time workers in community education. Finally, we sum up the lessons learned from the
experiences of the participants piloting the training modules. We begin by xdennfymg 1ssucs of:
o importance to trainers and end with points that policy mekers should consider.

Trainers ,
* Planning modules need not take longer than plannirg other comparable

programmes. Existing materials can be adapted to requirements of module
descriptors.

= * Additional time may be required to prepare performance criteria and instruments
of assessment. Once prepared, they provide an easily adaptable framework for
. subsequent groups of trainees.

* Modules may be delivered to multi-agency groups. These programmcs need
more planning and negotiation than in-house training. Once the groundwork
was done, it could provide the basis for further multi-agency training.

* Modules may be delivered in a variety of forms. Each of these has its own
strengths and weaknesses. Groups meeting for a few hours a week may take
longer to gel than those meeting for a full day or over a weekend. On the other
hand, intervals between meetings provide opportunities for reflection which
may be shared in group discussion.

* If the overall trainer is not acquainted with the trainees, it is helpful to have a
pre-course meeting, or to build in extra time, to discuss training necds,
negotiate content, facilitate group cohesion and begin to know the group.

* Modules offer scope for including contributions from guest tutors. Guests

: should bc well-briefed and have a clear understanding of what is expected of
: thenr und, if possible, trainers should be present during the session.

36 42




* Trainees must have support back at their work-base. Full-time staff at the
work-base must be well-briefed about what is required of them.

¢ These modules encourage the development of support networks either directly

as assignments or through miseting other part-timers with similar concerns and
interests.

*  Trainees prefer participative methods and a variety in teaching approaches, such
=s group discussion, brainstorming and practical projects.

* Role-play needs to be introduced sensitively and the rationale for it needs to be
explicit. Some trainees have to be encouraged to participate. Debriefing is
¢ essential.

¢ Trainers should not be unduly concerned about using assessment procedures.

Trainees like assessment which provides a record of achievernent and includes

t— opportunities for remediation. Continuous assessment reduces opportunities
| for failure.

* Assignments must be returned quickly. Having to wait a long time can
encourige anxiety and risk reducing the effectiveness of the training message.

* Participant evaluation and self-assessment can help trainees to become more
critically aware of their practice.

* Trainers can benefit from participant evaluation of training programmes.
Relying only on assessments of student performance to gauge the effectiveness
of the training is limiting,

Policy Makers
¢ Training needs of those delivering the modules must be catered for. They have

needs in fleshing out modules, developing performance criteria, instruments of
assessment and evaluation.

*  Further education lecturers, although experienced in the process of delivering
modules, may lack recent community education experience. There would be
benefits in combining complementary skills of FE staff and community

37




education trainers. Mechanisms for bringing the two groups of trainers together
should be explored.

Regional authorities need to clarify their policy on the provision and
implementation of systemised and standardised training. If they wish to adopt
National Certificate modiiles they should be clear about the status of these
modules in relation to other forms of formal trammg. ’

Guidance on the kind of tfaining that is appropriate and on which modules to
undertake, is required by part-time staff or other individuals who may be
seeking access to a career in community education.

Regional authorities should also carefully consider the implications of
introducing blanket training without reference to the training needs of their
workers. This runs the risk of being perceived as irrelevant by some workers.

A blanket approach to training may increase access to training provision but
risks reducing choice and access. Members of the community who may lack
confidence in their learning abilities may be discouraged from becoming

involved in community education if they have to undertake a formally assessed
wuUrse.,

The issue of accreditation of previous training and experience needs to be
addressea. Trainees should not find themselves going over old ground or
having to do ~~urses which are toc easy and irrelevant to them. Likewise,
procedures for li:king moaules should take into account that the same learning
outcomes are occasionally repeated in different modules.

Moderators and subjeci assessors with community education experience are

required to oversee the development of nationally recognised standards of
assessment,

Conclusion
Finally, we draw ogether the views of both groups of respondents on the most significant issues
addressed by this evaluation. We must emphasise that the context within which the pilots took
place was quite unusual in that more sources of support were available than would normally be the
case. Nevertheless, although everyone involved was very committed to the success of the project
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the experience demonstrated this approach need not have the adverse effects that some individuals
feared as described in our earlier reports. Briefly their doubts concerned:

o flexibility;

¢ relevance,;

. appropriateness for community education ethos;

+ contact between full-time and part-time staff,

Flexibility

The modular approach was perceived to be flexible in terms of form, content and training
provision. The pilot modules were successfully delivered in different forms, each of which had its
own advantages and disadvantages. Distance learning has also been considered by one
organisation but was not favoured by trainees who stressed the benefits of learning in a group.

In most cases, trainers were able to tailor the content of the modular programme to the
specific training needs of each target group. It was more difficult to tailor the content to the
irserests of groups comprising mixed caegories of workers and a few respondents found some
aspects irrelevant to their needs but others enjoyed the variety.

Relevance

In general, both the trainers and train~«s found the modules to be relevant in terms of encouraging
the use of appropriate teaching methods and the development of local support networks.

Delivering the modules in colleges of further education does not necessarily lead to loss of
contact between fuil-time and part-time staff or reduce local relevance as feared by respondents in
the earlier research. To avoid loss of contact close co-operation between colleges and community
education organisations is required. In our case-study, one module was delivered in a college of
further education by a lecturer witir community education experience and students gained work
experience through placements in local community education organisations.

Assessment

Worries that assessment procedures would not be compatible with community education ethos
because they may create opportunities for failure were not realised. On the contrary, trainees said
that assignments were challenging and successful completion boosted their confidence. A minority
complained that the courses were too easy.

Trainers lacked confidence in some of the instruments of assessment that they had
developed because of their own limited experience in this field. However, they were satisfied that
the programmes successfully developed the skills and knowledge laid down by the learning
outcomes.

Finally, we -onclude with a brief comment on the issue of accreditation. The possibility
that modules may be used to build a cumulative record of credits which may provide access to a
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higher qualification was very attractive to part-time workers, many of whom would not be able uo
undertake a full-time course of study or lacked the formal qualifications required by lugher:z‘f
education establishments. There is still a long way to go before this hope can become a reality and. .;
care must be taken not to raise expectations that will not be fulfilled. Nevertheless, modules can’
improve job prospects because they give employers a clear idea of the skills and competemnes 4 '
achieved by trainees. In addition, employers should be able to identify training needs and select” M«'

modules to meet these needs, thus facilitating strategic planning and contributing to employees’ . :
career development. Whether modular training is the way ahead for part-time community .

education staff is a question to be seitled by policy makers. Our evaluation of three pilot modules?

suggests that trainers and trainees find mod-les an effective and appropriate approach to meenng

training needs.
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APPENDIX A

INTERVIEW SCHEDULE FOR PART-TIMEKS

Job Tide: Organisation: Length of Service:
Module: Form: Timetabls:
P " e T * o g E 03 - : - N

Could you briefly tell me how you came to do the module?

Teaching methods

Could you describe the way in which the module was presented?
What were the teaching methods used?

Would you use similar methods in your work?

Did you do any practical activities? (If so, what were they?)

Were you given the opportunity to contribute to the course? How?
Were you given the opportunity 0 share your concerns and problems?
How? Was it worthwhile doing this?

S O o A

On-the-job support

1. Did you receive any support during the training? From whom?
2. In what way were you supported?

3. Did participants support one another?

2, Were you encouraged to keep in contact after the course?

S. Do you see any advantage to keeping in touch?

Flexibility

1. Was the timing of the training convenient for you?

2. Did the module fit into your normal routine?

3. If no - was any action taken? What kind of action?

Time involved in preparation and follow-up work

1. How much time did you have to spend in preparation and follow-up work?

2. Did th*, fom of training take more time than others you have
experienced? In what way?
3. If extra time was required - did you feel that it was worth it?
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Local imvolvement

1. Where did the training take place and by whom was it planned?
2. Werelocal issucs and conditions raised during the course?

3.  Inwhatway?

4 Was this relevant to your situstion?

Practice/Theory

1. Was any theory included in the training?

2. Did you feel it was relevant/too much/too little?

3. Was it linked in any way to practical aspects of your job?

Reactions to module

A o

Can you remember your immiediate reactions to the module?

Do you remember what you expected from it before you started?
Did it come up to your expectations?

Were you clearly told what was expected of you at the outset?
Were you kept informed about your progress? How often?
What did you think generally about the assessment?

Content

1.

2.
3.
4

What did you think of the content?

Was it relevant to any aspect of your work?
Did you find the content ~asy or difficult?
What did you think of the teaching materials?

Satisfaction
1.

How would you describe the training in terms of:

a) Enjoyment

b) Understanding your job

© Relieving anxiety

d Acquiring new skillsknowledge

¢ Improving your performance

H Gaining confidence

4] Applicability to your job?

What did you think of the modular approach to training?
What were its best aspects?
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What were its worst aspocts?

If giveni the chance how would you improve it?

Has it helped you in your work or changed the way you do things?
Has it belped you outside work?

Any other comments;
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APPENDIX B

INTERVIEW SCHEDULE FOR TRAINERS

Job Title: Organisation:
Areas of responsibility: Length of service: -
Module:

1. Had you had any previous experience of modules?

2. Can yoz icll me how you decided o approach the module?

3. Cant you tell me how you fleshed out the module?

4, Was this quite straightforward/difficu’time-consuming?

s. Were resources easy/difficult to come by?

6. Did you receive any support/guidance in preparing the course?

Teaching methods

S A s

Tell me about the teaching methods you used

Why did you choose these particular methods?

Did you feel that you were given sufficient scope to choose from a variety of methods?
Were practical activities included? (What were they?)

Did you feel the module encouraged you to use these particular activities?

Did you monitor the trainees progress? How?

Did the trainees make any conuribution to the development of the course?

In what way?

On-the-job support

1.

Was any support offered to trainces during the training? (From whom?)

2 Did participants support one another?
3. Were they encouraged to iden.fy other sources of support?
4 Were you/they satisfied with the amount of support provided?
Flexibility
1. Did you find the module flexible or inflexible?
In what way?
2. What form did the course take?
3 Was there any fluxibility built-in?
4.

Were trainees able to meet the requirements or were special arrangements made?
(What were they?)
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1. Was the time allocated sufficient to complete the module or did you think it was t00 much or too little?
2. Did this approach require more time than other forms of training you have undertaken?

Ifyes - which particular aspect took the most time?

Ifno - how did you save time?
3. If extra time was required, did you feel it was worth it?

Local relevance

1. Were all the participants from the same area and involved in similar work?

2. Did you find ma'ewuscopetoincludeismofcommonmuntoaupmicipam?
3. Were local issues and conditions taken account of? (In what way?)

Practice/Theory

I. Did you feel there was sufficient scope for encouraging participants to assess their practice ceitically?

2. Is this something that is important 0 you?

3. Did you include any aspects of the theoretical background to the particular skills being developed by the
module?
If yes - in what way? Ifno - why’

Relevance

Was the moduie at the right level for your trainees?

Do yov feel that the main aspects of the participants® work were covered?

Did you think the leamning outcomes were appropriate?

Were the performance criteria appropriate? and the instruments of assessment?

Did you think the instruments of assessment adequately assessed the qualities you wanted to assess?
Would you have preferred to use different assessment procedures?

Did you find that the asscssment procedures influenced your teaching? How?

Did you have any standards in mind that you expected trainees to achieve?

e I e e

What are your views on the quality of your assessments?

Satisfaction

1. How satisfied are you with the module?

2 With the benefit of hindsight is there anything you would have done differently?

3 If given the opportunity is there anything you would add or take away from the module?
4, How does it compare with other forms of training you have undertaken?

5 What criteria do you normally use to determine whether training is effective?
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Do you feel that this module met your criteria?

Do you think the modular approach is appropriate for community education?
What in your view are the advantages/disadvantages of this approach?

Any other comments?
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