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INTRODUCTION

The Department of Adult Continuing Education at the University of Leeds is concerned
to promote lifelong learning in its broadest sense. By lifelong learning we mean
structured opportunities to learn throughout adult life. for people in paid employment, in
unpaid employment and in retirement. In addition to a large traditional programme of
liberal education, the department has developed Access to Higher Education courses.

part-time degree programmes. and educational work with trad= unions. uremployment
centres and community groups.

In September 1991 the Department of Adult Continuing Education at the University of
Leeds began a two year research project into the nature and growth of "Employee
Development’ (ED) learning programmes within the workplace. funded by the
Universities Funding Council.

The Leeds Adult Learners at Work project team have worked closely with colleagues in
other academic disciplines. including Economics. Sociology of Work, Industrial
Relations. Vocational Educational and Training (VET) and Public Policy. In particular
they have collaborated in the setting up of the Centre for Industrial Policy and
Performance (CIPP). a multidisciplinary team based in the School of Economics and
Business Studies.

This summary. like the main report. has four main sections:

Chapter Ore outlines the context of the research

Chapter Two reports on the methodological approaches
used in the study

Chapter Three reports the main findings of the research
project

Chapter Four suggests some of the implications of the
research for future practice in this area.
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CHAPTER ONE

The context of the research

Introduction

In the first part of this opening chapter, we explore the learning context for the growth
of Employee Development (ED) as a discrete practice. The concerns of the researchers
are located within the sphere of lifelong learning. A broad distinction is drawn between
ED and Training. Indeed. ED has expanded in a context of considerable stresses and
problems within the training field. Next we turn to the policy context and examine how
public policy has developed and the limitations of voluntarism in securing a better
qualified. better motivated workforce.

Education is often thought of as part of the general process by which children are
socialised into the adult world. In this view. it is followed by a period of training which
provides young adults with the generalised skills necessary in a particular area of
employment and/or the specific skills required in a given job. Additionally. education is
seen as having wider aims than training. in preparing children for all aspects of adult
lite as citizens, consumers, parents and so on. While these broaa distinctions are useful,
there are also positive benefits to be derived from the use of the term “learning”. This
emphasises the active processes which take place both within education and training.
but also in a wide variety of social contexts. not least in the workplace on an everyday
basis. However, the exclusive use of the term “learning”™ ignores the unequal
distribution of participation in all forms of adult education and training which is rightly
the concern of public policy (McGivney 1990. Sargant 1991, Courtney 1992).
Questions of power and control underlie the whole field. although they are not directly
addressed in this report.

The Department of Adult Continuing Education at the University of Leeds is concerned
to promote lifelong learning in its broadest sense. By lifelong learning we mean
structured opportunities to learn throughout adult life, for people in paid employment.
in unpaid employment and in retirement. Lilclong learning as a concept has a long and
distinguished history (Wain 1993). In 1919 the Final report of the Ministry of
Reconstruction referred to it in these terms:

Adult education must not be regarded as a fuxury for a very few
exceptional persons - but adult education is a permanent national
necessity. an inseparable aspect of citizenship and should therefore
be both universal and fifelong - the opportunity for adult cdtcation
should be spread evenly and systematically all over the
community. (Ministry of Reconstructon 98(1:5)

More recently. lifelong learning has become closely associated with the name ol Ettore
Gelpi and the work of the UNESCO Adult Education office in Paris. He has
emphasised that adult learning must be informed by working life but not controlled by
it and has stressed imagination and creativity rather than a narrow view of competence:

Education is hecoming a part of the social and productive process
and not ... only an initiation to work. The productive process is
changing permanently and this means a need for flexibility.
mobility, innovations, and psychological equilibrium to deal
positively with these changes: this means also permanent
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creativity in education, not only to pick up skills. but to understand
the complex nature of the emerging productive process and its
relationship to the working and non-working environment. This
creativity is reserved not only for the top managers. it has to
become the patrimony of the entire work-force of the productive
structure. (Gelpi 1986:233)

In September 1991 the Department of Adult Continuing Education at the University of
Leeds began a two year research project into the nature and growth of "Employee
Development” (ED) learning programmes within the workplace. Funded by the
University Funding Council. the research programme had the following objectives:

a) to investigate the extent of ED learning programmes
within British companies and public sector services:

b) to analyse the rzasons and circumstances within
workplaces. in Britain primarily. but also from an
international perspective, that gave rise to ED programmes:

¢) to explore the varied nature of ED programmes.

By "Employee Development’ schemes. we mean alt those training and cducation
initiatives in the workplace which:

a) provide a major focus on the personal development of
employees. ED schemes may encompass job-related learning
but are broader than job-specific training:

b) provide learning opportunities for substantial sections of
the workforce previously excluded from job-specific training
and educational initiatives (especially for those employees
with limited previous formal education experience):

¢) provide an employee-centred learning approach with
learning choices and opportunities available to participants:

d) provide continuous learning opportunities rather than a
one-off opportunity:

e) involve employees and/or their trade unions in the origins.
development and administration of the programme:

f) encourage the right to learning while at work.

Our primary objective has been to evaluate the extent to which Employee Development
(ED) schemes do provide increased opportunities for continuing general education and
training for adutt employees. At the same time, as Gelpi suggests. people’s learning
takes place within real social and economic circumstances. Within the constraints and
possibilities of their circumstances. people struggle to make sense of their lives and to
provide a decent standard of living and quality of life for themselves. therr families and
their communities (Giddens 1991). This relationship between adult learning and
cveryday living is at the core of our interest. Thus the Leeds Adult Learners at Work
project team have worked closely with colleagues in other areas of work. including
Economics. Sociology of Work. Industrial Relations, Vocational Educational and
Training (VET) and Public Policy. tn particular they have collaborated in the setting up
of the Centre for Industrial Policy and Performance (CIPP). a multidisciplinary team
based in the School of Economics and Business Studies at the University of Leeds.

9 !
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The learning context of Employee Development

Many of the important debates about workplace fearning were prefigured in the
important debate that took place in the 1970s and 1980s around the coneept of Paid
Educational Leave (OECD 1973, CERI 1978, Somerton 1979, Bird and Killeen 1981.
Mace and Yarnit 1987, SIT/TGWU n/d. Ficld 1988a. Miliband 1990, Schuller 1990,
Forrester and Ward 1991).

This debate took place in a context of ongoing argument about the nature of markets.
the ways in which it was desirable or possible to intervene in them and the relative
powers of capital and labour. From an early concern to extend the opportunities for
continuing education open to trade union representatives. it extended to the whole
workforce, and beyond to those sectors of society not in paid work. It has also been
targely a European debate. The second debi te has centred in the USA. and has
emphasised on the one hand a business concern for the profitabitity of industry and on
the other hand a humanistic concern for the “development™ of individuals. The two
strands (PEL and Employee Development) come together in the direct influence of the
Ford/UAW and GM/UAW experiences in the USA (Schurman et al 1991) on the
development of the Ford/EDAP scheme in the UKL which moves the argument about
Employce Development (ED) decisively towards the interests and rights of employees.

“The 1989 edited volume by Leymann and Kornbluh (Leymann and Kornbluh 1989)

combines work from US and European perspectives. and is an important source for
tracking the genesis of ED. In considering developments in production methods.
Schurman contrasts the optimistic view of Hirschhorn that “modern cybernetic-based
technology re-establishes the pre-eminence of human learning and the human role in
work™ with the pessimistic view of writers such as Arendt and Braverman that “the
workers” intelligence will be eliminated from the fabour process with advancing
automation ...” (Schurman 1989:49). Schurman argues that the present “curriculum of
work™ (by which we assume she means tradationally organised and rigidly hierarchical
business training) “prevents rvather than enhances workers™ capacities o engage in
(reflexive) learning™ (idem:62 - her emphases). Finally. she refers o a paradigm shift
that seeks o “reassert the process as well as the outcomes of work as an integral part of
human life™ (idem:64 - her emphasis). This might include industrial democracy. quality
of working life. worker participation. employee involvement and participative
managemert. This comes very close to Gelpi's view of the relation between education
and work which we quoted above (page 2).

Writing from a Swedish trade union background. Skold asserts that:

It should be a matter of course for workers to be able o develop
their all-round knowledge and skills in the workplace. to be able to
mect the changes that are tahing place in production processes and
in society. and to meet their own needs for other work tasks as they
mature (Skold 1989:13),

Leymann raises another important theme: the conflict between hierarchicatly organised
workplaces and the move to encourage self-reliant workers who learn as they work and
apply their fearning o the tasks they perform. He points out that the organisation of
work can cither support or contradict individual fearning going on within the workplace:
“Little heed is paid to the fact that the organisation itself as o learning environment may
reinforce or weaken the learning process, or even distort the subject matter it was
intended to teach.”™ (Leymann 1989a:122). Levmann explicitly relates the move towards
the workplace as a tearning environment with the move towords industrial democracy:

1
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People learn, change their way of thinking. their goals and
priorities, and adjust their communication in such a way as to make
action (which is a result of knowledge) possible. For this to happen
there must be one important condition which today is Facking in
countries and companies where indusirial democracy is poorly
developed or non-existen.. For people who have just learned
womething new to be abie o act on this knowledge. they must have
enough influence or autonomy to change the communicative
infrastructure of their workplace. tLeymann 1989b:288)

There are two recent studies which atempt to apply some of these ideas to the UK
content. albeit at a less theorised fevel, Wood s account of continuous development (CI)
was published by the Institute of Personnel Management (IPM). and indeed much of the
papularisation of these ideas is to be traced in the various journals. publications and
conference reports of the IPM. She argues that CD is a way of linking personal
objectives with business objectives. Some of her 12 case-studies are exclusively
concerned with management. but others show some attempt to “reach out” to the shop-
Moor and junior office levels. In the case-study of Toshiba. the influence of Japanese
methods is clear. with an attempt to obliterate traditional hierarchical divisions between
SKitled and unskilled. managers and shop-floor. The Managing Dircetor is quoted as
saving “We were more interested in people with the right attitudes rather than with high
levels of expertise. as we can teach them how to perform their role. but to change bad
attitudes is difficult it not impossible™ (Wood 1988:102). There is no attempt at critical
analysis of the concept of CD itselt and how it fits in with industrial restructuring.
Hughes. for example. claims that “Development is a polite word for what Schumpeter
(wo generations ago rightly called “ereative destruction™ ..oas changing technology and
competition between giant {irms alters (sic) the industrial Tandseape™ (Hughes 1991:62).
Knell has shown in a number of case-studies of US and Japanese inward investment in
West Yorkshire how incoming jobs are largety semi-skilted. with senior managerial
positions fitled by foreign nationals, and rescarch and development w ork remaining in
the firm’s country of origin (Knell 1992).

A further related arca that hie. attracted some research interest in the UK is the notion of
learning through work. in other words how learning experiences can be organised within
the workplace and linked to processes of educational accreditation (Duckenfictd and
Stirner 1992). Temple analyses the impact of Open Learning on the field of workplace
learning. She uses case-studies to exemplify the different ways in which Open Learning
is being used in industry and takes up a number of refated issues. such as the particutar
perspectives of small and medium-sized enterprises (SMEs). and NVQs. She returns to
the isstie of attitudes. which she refers o as “culure™ and also introduces the issue of
mativation. which. as our own case-studies have revealed. occupies a very high place on
the agenda of those coneerned to extend workplace learning:

It isv this which makes
programmes  of  personal “I didn't see myself being able to move
development such as those &t | yoihin the company, for various reasons. 1
business investment. In the didn’t seem to be taken seriously at

face of increased competition anything, probably because I was female,
and with the spread of quality so 1 thought, well, I can't do any more here,
Iatives. any company s within this office, so I need something to
stimulate my brain (...) I just wanted a little

Ford and Rover a clear eyed

more ithely to prosper it it can
find a  mechanisne o

engaging the brains of its bit more out of life.” (Office worker,
worhforee as well as their manufacturing firm)

hands. CFemple 1991:17 34
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In refation to Employee Development. the central interest of this research report.
Metealf has used the case-study method to Took very specifically at Employee
Development in the UK. (Metcaltf’ 1992). However, the published version of this report
is descriptive rather than critical. and does not substantially advance understanding of
the developments described. ED has responded to a concern about the refationship
between the level of education and training in the workplace and economic performance
in an increasingly global and increasingly difficult world economy. At the sanie time. it
has stressed that work is a major motivation for adults to undertake education. and that
personal development in the workplace is relevant to both the employee and employer.
We shall now turn to consider an aspect of industrial policy which has been considered
as unproblematically in the interests of employers: training.

The history of industrial training in the UK is well dealt with by Sheldrake and
Vickerstaff (1987). They emphasise that industrial training has traditionally been seen as
the function of employers. except in times of national crisis (war. mass unemployment).
As part of government policy. training has fulfilled both social and economic purposes
(Field 1988b:34). Despite many successful and innovative schemes. government
attempts to increase the quality and quantity of industrial training through the Industrial
Training Boards (1964 onwards) were never entirely accepted by emplovers and were
rapidly dismantled after 1979, Intervention in training through the Manpower Services
Commissions and its various successor bodies (1973 onwards) was beset by frequent
and contradictory changes of direction. a short-terim perspective and a greater concern
with the political problems of employment and unemployment than their training
components (Chapman 1991). There is currently a concern with a narrow-based view of
competence which appears to sit uncomfortably with the statements from the business
community (see next section) about the needs for more flexibility and adaptability in
cmployment. (Field 1991, Edwards 1993).

The crisis of UK adult training policy as it emerged in the 1980s was a crisis rich in
contradictions. ironies. abrupt changes of policy and unintended outcomes. It also
increasingly took the form of & moral panic. with the concern to “do something about
the unemployed™ being replaced as unemployment began to decrease in the mid-80s by
a tendeney to aseribe all the ilts of British industry to a lack of training. If little was
achicved for the growing numbers of unemployed people. even less was achieved for
those atready in work. A significant feature was the retreat from computlsion with the
disappearance or downgrading of the ITBs. The assumption was that employers were
providing for the ongoing training of the labour force. an assumption which was being
generally questioned by the later 1980s. Indeed the level of public concern was only
matched by the determination of government to pursue a policy of non-intervention.
Sheldrake and Vickerstaff point to the ambivalent attitude to training in the UK. which
on the one hand ensures the “hands oft™ approach of the government. and on the other
hand ensures the very failure ot that approach:

We have fiacked both the individualistic approach. which pereeives
the pursuit of training as a matter of personal investment. and the
collectivist orientation which sees training as central to the genceral
enrichment of society as a whole, (Sheldrake and Vickerstalf
1987:54

Keep sees this as the crucial debate within the apparent consensus;
A growing awareness of the UK™s defliciencies has led to
widespread agreement across the political spectrum that
improyement of the UK sKills base is a vital prerequisite for
ceonomic success. The means by which such an improvement

might best be secured are. unfortunately . not subject to the same

0
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degree of consensus. In particular, the role of the state. and the
degree to which training policies and provision can be left to
market forees, is the focus of o heated debate. (Keep 1993:95)

Keep goes on to suggest four reasons for the failure of UK firms to invest in training:
the potential for training to disrupt caisting power relationships at work: the transition of
UK companies into British-based multinationals: the weakening of long-term
commitment to any one company within the business: the fact that demand for skills
from> employers is weak (idem:106/7).

tiven the actual extent « +aining in the UK has been an important arca of controversy.
The best source for thi: s the major study of training activities in the UK commissioned
by the Training Agency (TA 1989a). This is a complex document. The first point to make
is that it refers to rescarch carried out in 1986/7. with the economy just emerging from a
major recession, during which training is believed to have been cut back by many
enterprises. However, it is also clear that while a major purpose of the report is to
stimulate grewth in training, the report stops short of “blaming™ employers for low levels
of training. A Training Agency survey showed that one third of employees had trained
within the past year. one third since leaving school. and one third had received no
training. though follow-up suggested that half the latter group had had “learning
experiences related to work™ (idem:11). A British Socizi Attitudes Survey (1987) is
quoted which suggests 40% of employees lad traired within the previous two years.
However, what is also clear from the Training Agency report are the deep fissures within
the workforce. with training clearly related to gender. class and enterprise size. Men are
more likely to receive training than women. and those in big firms more likely than those
in small firms (idem). In relation to social class, 48% of social class | and I workers had
received training in the past 3 years compared with only 20% of semi- and unskilled
workers. While 18% of class T and 1T workers claimed to have never received training.
46% of the semi-skilled / unskilled classes 1V and V made this claim (idem:49).

In relation to the present study. one of the most significant findings was of a pattern of
enterprises providing high levels of training also having sophisticated personnel policies
and supporting employees to pursue general education courses: "It is clear, therefore.
that those establishments providing high levels of training were also those with a better
all-round range of personnel policies™ (idem:43). The close relationship between
developing personnel policies and developing education and training policies was
reflected in our own survey of large employers, which showed a closer integration of
both personnel and training policies with business objectives.

However. it is also important to set against this optimistic view of training the study
conducted by the Labour Rescarch Department {Bargaining Report 1990). There are
methodological problems about this. since
individual unions were invited to
participate. and these unions then invited
individual shop stewards to supply

“It’s all very well the (firm) having a
structured path for courses which are

information. The majority of the relevant to your work environment, that is
information was provided from two an essential part of the Training Group, but
“unions (TGWU and MSE). some of it of I would like to see in the future, maybe,

an impressionistic Kind by stewards courses which are designed (...) to stimulate

themselves, some completed by training your ability through assertiveness and to

" .o - become more confident (...) to be happy in
I'A study by confirming that “the majority com N fide t'( ) 'ppyz

of UK cmployees received no training yourself.” (woman clerical worker in bank)
in the course of o yvear™ tidenm:0). Tt further

managers. This study complements the
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suggested that at a local tevel there is more trade union involvement in training than
wits thought to be the case: 304 of respondents said that management consulted unions
over training, and 17% that training was agreed with the union (idem:6). These figures
match almost exactly our own survey finding that 45% of large companies had regular
negotiations with unions on education and training issues (Forrester et al 1993h:12).
The report also documents the probleras that manual workers and part-time workers
toften women) have in gaining access o training (Bargaining Report 1990:9),

What is clear is that it is no fonger helpful to try and separate the debate about training
from the debate about extending the educational opportunities available to adults hoth
within and beyond the workplace. The point was well made before training reached the
top of the political agenda:

For many . i not most workers, training will alway s display two
shortcomings, s narrowness will constrain them (o their present
cmployvment, rather than opening alternative paths of career
development: and it will be oo much concerned with the world of
work. We must ... address the relatioinship between education and
training. occupying. Gl now, largely separate existences. to the
benefit of the small eliee ... The influence of education should be
extended to training, rather than the other way round.”™ (Yarnit
1987:51).

This broader approach then allows i¢ to make more sense of the cliims which
frequently recur in the policy fiterature that we need to develop a “learning culture™ in
the workplace. This fearning culture will draw on elements traditionally associated with
both “training™ and “education™. It is here too that the significance of ED becomes
apparent. While it can encompass job-specilic training. it also emphasises the
importance of generic skills which can only be acquired through structured learning
experience. in a word, through education, Just as there is no simple mateh hetween the
mdividual and the labour market. so there is no simple relationship between education
and the labour-market. as is implied in the simplistic discourse of “skitls shortages™ and
“training for jobs™. The economy requires fewer and fewer people to do the ¢ssential
productive lubour, but the labour foree has actually increased in recent years with
increasing service sector employment. The labour market is segmented with great
regional variations. There are skill shortages in one area. high unemployment in another.
Greater sophistication is required to define and create jobs and prepare the workers to
fill them. It is difficult to see how a view of education which places the greatest
emphasis on initial (school-based) education. and within that on educating ap academic
clite. can accommodate these complex and often contradictory changes. Lifelong
learning offers the best hope in an uncertain world. For people in paid work. that implies
an extension ot existing ED schemes, with particular emphasis on those who have
henefited least from initial education.

The policy context of ED
We are cancerned at both o theoretical and practicat level with the Imhage between
research question:

Economy and Society: To what extent do existing schemes to extend cducation and

training opportunitics in the workplace perpetuate or change existing patterns of
adult participation in education and training?

8
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Education and Training: What is the relationship between job-related training needs
and broader work-ielated educational needs?

Economic restructuring, education and training: What is the relationship between
economic change and changing requirements for learning in the workplace?

We do not aceept that these linkages are setf-evident and uaproblematic. or that
definitive answers can be given. For this reason, we have been concerned at the policy
fevel to unravel the different approaches and perspectives of major actors in the
development of educational and training opportunities for adults in employment. These
include the Confederation of British Industry (CB1. the Trades Union Congress (TUC,
Industrial Society, Training and Enterprises Councils (TECs: LECs in Scotland). and
national and focal government. Education does not exist in a vacuum. At the same time
there is little proven causal relationship between on the one hand education and training,
and on the other hand economic performance. Esland has suggested that since Callaghan
launched the “Great Debate™ about education in his Ruskin College speech (1976),
public debate about education has been characterised by a discourse of blame through
which a mish-mash of complex issues are allocated a single cause - the failure of the
education system to deliver an educated (and/or trained?) workforcee:

The displacenment of responsibility for cconomic failure and decline
(rom the potiteal and economic arenas o the educational and
training institutions (and individuals within them) has had the
effect of distorting public policy debate about the relationship
hetween cconomic change, education and cmployment. The
concentration on changing the content of education and the
attitudes of teachers and Tearners has led o the negleet of the part
played by political and cconomic factors o in determining the
shape and quality of the national workloree. (Lstand 1991:v)

It is clear for example that there have been dramatic changes in “the cconomy™ and “the
labour market” since 1976, We want here 1o concentrate on the changes in production
methods in the advanced industriatised countries (Wood 1989), since these have the
most direct impact on education and training needs (Forrester et al 1993a). These
changes have been poputarised as o shift from Fordist techniques of mass production,
characterised by semiskitled work on an assembly line, to post-Fordist production, with
multi-skitled workers producing a more diversified range of products. with very short
times indeed to change trom one to another (Murray 199 1: Lipictz 1993). Much routine
assembly work has been automated. feading to large-scale redundancies but requiring
higher fevel of skills and attitudinal change on the part of the remaining workforee.
Murray has summed up these new working methods as involving:

a core of multiskilted workers whose tasks include not ondy
manutacture and maintenance, but the improvement of the products
and processes under their control. I post-Fordism, the worker is
destgned to act as a computer as well as a machine. (Murray
1991:02)

In terms of the Tearning requirenmients of the adult fabour force. Murray argues that:

Workers are no longer interchangeable. They gather experience.
The Tapanese job for tite wnd corporate welfare scheme provide
security. For the Tirm it secures an asset. Continuous training,
payment by senjority.  breakdown ol job denmarcations, are all part
ol the Japanese core wage relation. deniod)
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At the same time, the fabour foree is fractured between a minarity, core lahour foree and
“amajority of low-paid, fragmented peripheral workers, facing an undertunded and
inadequate welfare state.”™ (idem:64). This is achieved by productivity increases which
[eave large numbers of workers unemployed, and by contracting out as much work as
possible: “The tlexibility required by new working methods is produced at the core by
stability and at the periphery by instability (idenm:66: of Millward et al 1992, Beaumont
1990). A survey in the mid-80s claimed that: “nine out of ¢very ten manufacturing
respondents had been seeking o inerease the functional flexibility of their workforces
since 19807 (AtKinson and Meager 1991:79). This begins to make sense of the apparent
contradiction emerging from our study of large firms that training and indeed broad-
based Employcee Development schemes were flourishing at the same time as {irms were
declaring redundancies.

Despite the superficial consensus that “something should be done about™ education and
training. there is no clearly agreed way forward. The sitwation corresponds closely to
Ball's view of educational policy-mahing:

The mechanisms of restructuring and the policies which tacilitate
and legitimate change are actually brought about through the
actions and interactions of a whole variety of particular people and
groups. But at the tevel of social action these mechanisms and the
formulation and implementation of policies are neitber smooth nor
neat. (Balt 1991100y,

The main disagreement is that between voluntarism and compulsion: in other words.,
should employers be legatly required to take responsibility for the training of their
workforce? The CBEs view is that it is in the best interests of employers to promote ED
schemes: Tony Webb stated:

I think the reason why .. s because the companies 0ok a view
that .. it they were successtul in getting their workforee o tahe an
interest in furthering their own education, that would create a
culture within the organisations, which would be . had the spin-off
ol ... making them more receptive to training, So iU's not a, a
patronising ... iCs not charitable. iCs not a social phenomenon. 1
think it"s an cconomic one in terms of the companies have said.
“Well, a lot of the things that we provide under these programnmes
do not relate directly to business needs, but if we are suecessful in
eetting that culture, getting that change. then that will have the
spin-offs which will more than return the investment that we have
initilly made™." (1991 interview)

Yet the CBI rejects any element of compulsion, a view shared by the Industrial Society s
Andrew Forrest:

“On the whole the Industrial Society™s philosophy is that 1f you
look hard cnough you'll find examples out there where people
have tahen initiatives themselves and what government, T believe
what government can do is not so much to push money at things or
to start things of 1 necessarily . T think what government can do is to
encourage ke mad and .. make a Tuss ofin the nicest way. of the
good examples, The priime example that T have in mind is the
National Framing Awards which T othink have been o tremendous
suceess.” (1991 interview)

In more recent times, this encouragement has tahen the form of not only National
Training Awurds, but also National Education and Training targets (NETTs). which state
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that by 1996 all employees should be taking part in training or development activities
(NIACE 1993).

Yet there are also strong views ranged against the efficacy of voluntarism. Sheldrake and
Vickerstaft assert baldly: “there is no historical basis for believing that voluntarism will
produce an increase in adult training opportunities™ (Sheldrake and Vickerstaff
1987:62). The TUC have pointed out that the UK government stands alone in its
reliance on market forces in this area:

In Skills 2000 (1989). the TUC observed that: “in no developed
cconomy is the market vested with such power over training today”
and that nowhere else “is it considered that individual investment
decisions will provide the sort of trained workforce that a
developed cconomy of the next century will need”. (Tuckett
1991:13)

While the view of the CBI reflects the interests ot large firms in avoiding government
intervention in the field. and the rescarch findings do indeed suggest that a significant
number of large firms are making major contributions to the education and training of
the UK workforce, some SMEs, especially at a time of economic recession, look to
government to set a lead in education and training issues. But since there is (a) no
compulsion on firms to educate and train, and (b) no right to education and training for
employees. the net result is that many SMEs do nothing. The one exception to this
absence of pubtic policy and structures in adult education and training is the
development of the Training and Enterprise Councils (TECs) in England and Wales. and
the Local Enterprise Companies (LECs) in Scotland. which represent a significant if
contradictory intervention by government in the training arcna. While David Miliband
of the Institute for Public Policy Rescarch (IPPR) deplored the paucity of LEA and trade
union representatives on these councils. he thought it would be “retrograde to somehow
abolish the TECS™ (1991 interview) because they are an essential local fink. One clear
contradiction is between the broad aims of TECs to “be a catalyst for change within its
community”™ (TA 1989b:1) and the obvious fact that 90% of their budget goes on Youth
Training (YT) and training schemes for unemployed adults - Employment Training (ET)
and Training for Work. Frances Graham of Workbase. a well-established consultancy
specialising in Basic Skills training in industry and public services, made the equally
important point that local initiatives are unlikely to succeed without a national

framework:
T also think that there needs to be an overall strategy ... There has
been a government policy saying everything is going to be regional
and local but before they start bringing any tunding into it. T think
there has to be an overall political strategy of how education and
training is really going to
work, what the principles are
and what the entittements are “I've actuallyjoined the library, two
and what's at stake for the 4 yuo0ks goo, the first time I've ever done
nation. rather than tetting .. )
focal TECs do it in the way it in my life, and got books out, and
they want to.” (1991 reading books now. Never thought I'd
nterview ) . ' s
ever do it, never! ... It’s opened up a
The substantive case for the link between whole new way of life for me, I've got a1
cconomic l‘wullh and training policies is second chance, and I'm (going tc} iake
made by Cassels (1990), who produces 't with both hands.” (Gol
detailed evidence. based on a number of it with both hands.” (Golf-course
other research studies. which support the supervisor, City Council)
findings of Daly et al, that “lack of
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technical expertise and training, rather than a simple lack of modern machinery, is tie
stumbling block fin Britain|™ (Daly et al 1985). Cassels refers (o “an elite™ of companices
distinguished by their record on education and training, and in a sense this research
report is a study of a group of employers who may well have more in common with one
another than with employers outside the study. The existence of “backwoods™
employers refuctant to make the significant move from seeing labour as a cost to secing
fabour as an investment is highty probable (TA 198Ya:11). The Employment
Department report. Skill needs in Britain (1991) found that 294 of British companies
have no training plan and 34% no training budget (Hurrison 1992:236). The CBl1
complained that only 48% of enterprises have a written business plan and only 1% a
written training plan (CBI 19917,

Yet bencath the superficial consensus of late 1980s policy statements, a number of
distinet strands may be identified. Such publications share an assumption that it is the
quantity of training provided. rather than its quality, or its refationship to educational
issues, which is the problem. Scecondly, the apparent consensus also fargely ignores
evidence which shows that training, like education, is unequally spread through society
(Tuckett 1991:12-15). Thirdly, many of these studies also of course edit out the
cconomic conditions and associated political decisions which are part and parcel of any
“solution™ to Britain’s economic decline,

Conclusion

In this opening chapter we have defined the context of the research in terms of lifetong
learning and the growth of ED as a distinetive approach to workplace fearning. We have
also outlined the policy debate around the skills requirements of the workforee as it has
developed in the UK in recent years. Chapter Two goes on to outline the main concerns
of our own research, and the methodotogy used.
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CHAPTER TWO

Methodology

Figure 1. Methodological summary

I. Interviews with significant actors

|

. Questionnaire survey of large employers (private sector)

3. Case-studies (private and public sectors)

Preliminary work

The project was launched at a joint National Institute for Adult Continuing Education
(NIACE) and University of Leeds Department of Adult Continuing Education
conference in September 1991 The conference was attended by a broad variety of
people from universities. colleges. employers and other interested bodies. Key-note
speakers included representatives of the CBIL TUC. NIACE and a local Training and
Enterprise Council (TEC).

In order to get some idea of the range of firms involved in Employee Development,
approaches were made to @ number of organisations and individuals with interests in the
ficld. A number of these contacts were made through the conference. Major interviews
were conducted during this period at Workbase, the Industrial Society. the CBI1 and
IPPR. Additional contacts included researchers at other universitics, including Bradford.
Nottingham and Lancaster (Centre for the Study of Education and Training). which was
conducting rescarch into Basic Skills training in firms in the North-West of England.
Project staff have continued to work closely with colleagues at Lancaster, and we would
like to acknowledge their help and assistance at a number of points in our own study.

We also made contact with two of the better established ED schemes: Ford/EDAP
(Employee Development and Assistance Programme). whose pivotal role in‘introducing
ED into British industry was mentioned in Chapter One. and Lucas CET (Continuing
Education and Training). There are important differences between these schemes, and
initial consideration of such differences led us to adopt a broad definition of Employee
Development, For example, while Ford/EDAP specitied that courses must not be job-
related (in order to keep a clear line between ED and business training). Lucas CET
specified that courses should be work-related. Ford/EDAP was established as part of
collective bargaining, while Lucas CET was set up with money from a company trust
fund designed to be used for the benefit of employees. While union involvement wis an
important part of Ford/EDAP, union involvement at Lucas was limited to regular
meetings al which union representatives would be kept in touch with how the money
wits being used.
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[t was clear that our methodological approach would need to be broad enough to
encompass schemies with very different organisational parameters. Further. since there
were relatively few schemes as focussed as Ford/EDAP and Lacas CET, it would be
necessary to cast our net widely in order to find out if other firms were achieving similar
ED objectives by quite different means, not least using different terminology to describe
them.

Methodological rationale

We began with a set of research questions. expressed in the form of project criteria.
Irom this set of project criteria, a number of evaluation criteria were developed. This

is summarised in figure 2.

Figure 2: Project criteria and evaluation criteria

Project criteria

Evaluation criteria

The extent to which schemes have trade
union involvement or other employee
involvement in their setting up or
running.

The extent to which schemes ofter
employees choiee in relation to education
and training,

The extent to which schemes prioritise
the tess well educared and less skilled
and compensate in some way for
previous negative experience of
education and training, and contribute to
cqual opportunities in employment,
cducation or training.

4

T T T

t. The origins and motives of the scheme.

2. The analysis of social, cconomic and
technical change that has taken place.

3. Trade union involvement in planning
and implementing the scheme,

4. The choices employees have. Possible
restri-tions on types of courses. The
mode of delivery - on-site, off-site. Open
Learning? Matching the particular
requirements of part-time and <hift
workers.

5. The quality of advice and counselling
available,

0. Attempts o prioritise the fess skilled
and less well educated workers. including
attempts to compensate for previous
negative experiences of education and
rraining.

7. Attempts to overcome some of the
generally agreed barriers to adult
fearning, ¢.g. Situational: time, cost,
transport, time of day. childcare:
Dispositional: attitudes, perceptions,
expectations: Institutional: the
unresponsive system, education and
social selection, reference groups
(McGivaey 1990,

8. The attention paid to the education and
training needs ol women and black
people.

|
:
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The basis that schemes have in an 9. An emphasis on education / truining / ‘]
|| analysis of technicul. cconomic and learning (as defined in this project). {
5 social change. 10. The relationship between the scheme {
; and other training poticies and inttiatives i
; within the enterprise. !
i! 1. The motives and outcomes for ll
} emplovers, unions (if applicable) and
; emplovees,

[ — e SN B e
! The extent to which ED schemes i 12, The policy implications that can be
represent significant educational drawn from the scheme.

innovations and new structures for adult
learning. and have policy implications
for the extension of lifelong fearning.

13, The relationship between the scheme
and the size and type of enterprise.

14, The transterabitity of the scheme.

15, Links with educational providers.
both proactive and reactive.

16. The overall contribution to adult
learning.

However, in order to operationalise these evaluation criteria for use in assessing
workplace learning schemes through cither questionnaire or case-study. it was necessary
to define the quantitative and qualitative information required in order to answer the
questions set in the evaluation criteria. These then constitute the operationalising
Criteria.

1. SIC categories. The rescarch employed conventional SIC (Standard Industrial
Classification) categories not refined beyond single digits. This offers comparability
with other studies, for researchers wishing to do secondary analysis of the data. SI1C
definitions can be cotlapsed into broader definitions such as public / private, or service /
manufacturing. There are methodological reasons for excluding certain sectors te.g.
Agriculture because almost entirely small employers: central government because of
problems of access o Civil Service).

2. Size of enterprise. We were not. generally, concerned with small and medium size
enterprises (SMEs). One useful definition of the SME in this context links it to the
absence of a specific member of staff with responsibility for training. The range in this
study was between 400 and 240,000 employees. Further information on this can be
found in the Large Firms Survey published by the rescarch projeet in December 1992
Copies are available from the Department of Adult Continuing Education, University of
Leeds.

3. Extent of scheme: budget, numbers of employees taking part and percentage of
workforce, part-time / full-time employees, types of education and training covered.

4. Employer culture and ideology: cthos of firm, union involvement and / or attitudes.
industrial relations climate. links with educational bodies, skills and occupational format
of workforce, views on cducation. training and learning, views on cconomic and
technical change.

15
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X Approach to education in scheme:

control: who defines the parameters of the scheme?

* on / off premises

#* emphasis on work-related or non-work-related courses
* educational methodologies used

# provision of advice and counselling

* how does it relate to previous education of employees?
* how does it relate to business training of employees?

# types of educational institutions involved

organisational questions: single agency. inter-agency.

6. Who benefits?

# benefits to employer

# henefits to trade unions (f involved) and industrial relations
# henetits to individual workers:

#in relation to oceupdiion and skill levels

* in relation to initial education

*in relation to equal opportunities issues (ruce. gender ete).

7. Identifying transferable aspects: organisation. finance. process, content and types
of provision. removal of barriers. individual learning outcomes.

Are there aspects of schemes which are company and industry specific? Or which can
only be understood in terms of the local labour market?

8. Monitoring and evaluation: what is being done? who does it?

In order to gather this information, it was decided to conduct a questionnaire survey and
a number of case-studies. The next section of this report covers the collection and
analysis of questionnaire data. This is followed by a section on the particular
methodological problems associated with rescarching the public sector. Subsequent
sections deal with the development of the case-study method. and how gencralisations
can be made on the basis of questionnaire and case-study data.

Collection and analysis of questionnaire data

A questionnaire was devised. piloted and revised. Those commenting included
Ford/EDAP and Lucas CET. The questionnaire sought to relate employer involvement
in Employee Development to wider issues of workplace culture, personnel and training
policies. In addition to closed questions with yes / no answers (e.g. asking whether firms
had an Open Learning Centre. supported Open University study, and so o), open
questions were asked seeking to test employers™ understanding of changes in
production, personnel and training policies. Questions were also asked about union
involvement and the impact on Industrial Relations, and about priorities in terms of
particular groups of workers (e.g. unskilled) and subjects (e.g. Basic Skills)

Questionnaires were then sent to 70 firms who were cither known to have set up ED
schemes or were regarded as leaders in the field of training. In cach case. the firm was
contacted betore mailing in order that the questionnaire went to a named relevant person
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in the firm. Thus if the questionnaire was thrown in the bin. at least this would have the
status of an informed decision! This careful procedure achieved a response rate ot 50% .

Questionnaires were then sent to a control group of firms. selected wecording to
industrial sector using Standard Industrial Classification (SIC) codes. size and location
to match as closely as possible the first group surveyed. Only 20¢% in the control group
replied. which made it impossible to draw any reliable concelusions about differences
between firms in the two groups. It is thus important to emphasise that this is largely a
study of the market leaders in the field of ED. and the reader. far from generalising from
the sample. would be advised to make no assumptions about what is happening among
other UK employers. Certainly. none of the 14 firms who did reply in the control group
had an organised ED scheme, though seveiral might have been included in what we
describe in chapter 3 as the “super-trainer™ group.

The questionnaires received back from the target group cover {irms employing nearly 1
million employees though this figure declined during the period covered by the research
(1991-93). They give a clear picture of the current position with regard to ED and
training in a sample of large British emplover: the “market leaders™ in these tields.

The Public Sector

The research methodology originally envisaged a parailel questionnaire to the private
sector one being carried out with public employers (e.g. local government, health
authorities), However, it was clear from the relatively poor response in the private sector
“control group™ to the kind of detailed questionnaire we felt appropriate for this subject.
that employers not actually running Employee Development schemes were unlikely to
find the time to complete the questionnaire. It was therefore decided by the rescarch
team to adopt more naturalistic methods. In addition to a number of public employers
alrcady known to us. contacts were established with a number of public and academic
bodies involved in focal government and other public sector employment and training in
order to identify public employers who operate Emplovee Development schemes. This
proved a difficult endeavour which produced little useful information. For example
contact with bodies representing metropolitan., district and county councils all referred
us back to the Local Government Management Board (the lead body for training in local
government) who appeared to not recognise ED as a separate category. Workbase was a
valuable source of information at this stage. and we also benefited from discussions with
colleagues at Ruskin College who had been working with Oxford City Council on ED
(Hughes and Mayo 1991) and with colleagues at the Scottish Community Education
Council (SCEC). who have been promoting ED in Scotliand (SCEC 1990: Castelino
1989). ’

Eventually three detailed case-studies
were carricd oute using the same

I learned more on a TUC Health and Safety

categories of staft and adapted versions course with discussions, than on a
ol the interview schedules developed for fortnight’s training course. That was an
the private sector case-studies (and intense training, nothing like this - you sat

discussed in the next .xcc.lmnlA 'he there, they gave you work, one section, then
employers were: Humberside County

Council. Glasgow  City  Council, ti‘w next section struight after; then again
Sheffield City Council. In the case of the right at an end you had an exam. It was

Sheftield  “Take  Ten™  scheme, more like being at school, (Thompson 1992)
estiblished 1n 1983, which we believe to
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be the oldest ED scheme in Britain, we were also able to make use of a considerable
amount of written data on the scheme and copies of student writings. Publications are
available from the Take Ten office in Shetfield (useful addresses are included in an
Appendix to this report). Sheftield students are also represented in the Not just a number
book available from CSET. Lancaster University.

Case-studies

From the beginning. we were committed to the use of case- udy methods. in addition to
survey, not least because it was clear that there were limitations to the survey method in
applying some of the evaluation criteria. The format for the large firms survey and case-
studies was fitted into the framework established by the evaluation criteria. though
given the approach to theory in the research (see below), later case-studies also
contained an element of hypothe :s testing.

The initial set of project criteria (figure 2) provided a basis for selecting case-studies,
each of which was intended to iHuminate « particular area. e.g. trade union involvement
or prioritising the less skilled. However. it became rapidly clear to us that the survey had
failed to uncover important aspects of certain schemes. Thus as we came to find out
more about particular workplaces. so more criteria appeared relevant to them. While
case-studies were selected with careful regard to methodology. choice was also
constrained by questions of gaining access.

Choice of case-studies

The validity of case-study evidence depends on the thoroughness with which it is
prepared and carried out. rather than on the quantity. Thus the Centre for Educational
Research and Innovation (CERID) report on PEL (CERI 1978). which covered both
private and public sectors. was based on between 2 (Italy and Yugoslavia) and 7
(Sweden and US) case-studies. The original intention of the Leeds project team was to
carry out a relatively small number of very detailed case-studies. However. given that
the phenomenon of ED is an elusive and variable category. and also that finance was
limited. it was decided to opt for a larger number of case-studies which would generally
be limited to one day visits. In practice it generally proved necessary to make one
introductory visit in order to make contact with a firm and prepare the ground. This was
especially the case with a large utility such as British Telecom. where an initial visit to
Head Office in London was followed by a local site case-study.

We approached all the firms who had answered “yes™ to the suggestion in the
questionnaire of a follow-up visit. plus 3 others we had made contact with subsequent to
the sending of the questionnaire. and which related very directly to the project criteria.
Of 18 firms approached, only 2 refused outright to participate further in the project.
although in a further 5 cases it proved impossible for operational reasons to complete
the case-studies. This left us with 11 firms which eventually provided a set of case-
studies which show geographical spread and reflect a range of industrial sectors. The
relative bias towards SIC2 (Steel and Chemicals) and SIC 3 (Engincering) reflects the
particular interest of these sectors in ED. and their strong representation in the
questionnaire survey.

The eventual case-studies in both the private sector and the public sector are listed in
figure 3.
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Figure 3. Case-study employers

‘ SIC CODE f FIRM
- e e~ - ; e e i
2 British Steel Teesside 1

. ICI Teesside :

| Norsh Hydro ;

f Scott Bader 1

R ] Baxi Partnerships

: Peugeot Talbot

: Vauxhall Motors Luton ;

: '. Venture Pressings ]
e — e o e Uy S Lo U ——— e e =
4 ; Colmun’s of Norwich }

} . ; e e n

7 British Telecom !
! T ST T TR T T e T :
8 | Girobank 1

- S - . U U
: 9 ! Glasgow City Council :

Humberside County Council
Sheftield City Council

Developing the case-study method

The categories of people we wanted to interview were: personnel and training managers.:
senior managers (¢.g. departmental): trade union lay officers: employees. In some cases.
we were able to interview more than one person in cach of the first three categories.
However. it did seem o us that the absence of one of these categories would not
invalidate the case-study. What was essential was to interview actual employees who
were taking part in ED activities. and in the cases where this proved impossible. we
have omitted that case-study completely. This was unfortunate. as in several of these
cases we were aware of significant and innovatory aspects to the schemes. However. it
seemed to us that without “user validation™ no case-study could be deemed to have been
conducted with the rigour appropriate to university rescarch.

In cach category. a Hst of points was drawn up of information that we would want to
acquire, based on the evaluation criteria.. This in turn was developed into an
interviewing schedule. However, questions askhed were generally of an open-ended
nature. there was some flexibility in the timing of interviews, and the interviewee
generally altowed to devetop her or his points in any order, provided they covered the
necessary ground. In this way. individual social actors are given scope 1o make their
individual contribution to the project. which may go bevond the limits established by
acudemic rescarchers who do not have intimate knowledge of the workplaces they are
visiting, We regard this point as crucial in defining both the cthical and scientific value
of the case-study method. In many cases the st of questions was used merely as a check
fist. Interviews were generally recorded. with the permission of the interviewee. on the
understanding that no individuat person would be identified by name. and that where
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critical comments were made about a particular employer. these would be presented in
such a way that the firm could not be readily identified. In general these assurances
produced a series of {rank and revealing insights into company policy and practice.
employee experience and trade union perspectives.

[t is not our intention in a report of this length to comment in detail on cach category of
interviews, However, since a major focus of our interest was the employee experience. a
few additional remarks are relevant. The required information covered: age. sex. gender.
detatls of job. previous educational experience. details of ED undertaken, how ED
retated to work and other aspects of the employee’s life as individual. family member.
citizen, and benefits 1o firm. selt and anyone else. This information was eventualty
transferred to a pro forma sheet. cither directly if the employee did not wish the
interview to be recorded. or from the tape-recording. We made full use of taped
interview to record verbatim employees” views on substantive issues. The original tape-
recordings have been archived and will be available to bona fide researchers under strict
conditions to protect confidentiality.

Finally in this section, it is important to note that in later case-studies there was an
clement of hypothesis testing in relation to the reseavch criteria. Thus, for example. in
relation to operationalising criterion six (Who benefits?), a question might be phrased in
this way: “someone I spoke to at another firm said that ... Is that something vou would
agree with?” This flexibility is another important part of case-study method (Payne
1990).

Generalising from questionnaire and case-study material

The project criteria can be seen as retlecting a set of initial hypotheses. based on
readings and on initial contact with key actors in the field. The gquestionnaire then acted
as a filter to further delimit the relevant ficld of study. The case-studies. then. are not to
be seen as “representative” of a wider whole. In so far as they have any representative
value, it is only in terms of the typology which we establish in chapter three of “super
trainers” and “personal developers.”™ The case-studies, together with other well-known
examples (e.g. Ford/EDAP. Lucas CET. Sheerness Steel substantially cover those firms
working at the leading edge of Employee Development policies and practice (et Metealf
1992y, Each stage of the research can be seen as feading on to the next in an organic
manner:

Initial hy potheses

J

Questionnaire

J

Case-studies

lFaced with the wealth of material from the case-studies. a major tool of analysis was
thematic analyvsis, Given the lifelong learning perspective which informs the whole
study. the views of employees held the status of a privileged body of knowledge. At the
same time, the particular way in which we approached those employees owed mueh to
the initial hypotheses. and. for example. the conceptual work undertaken on definitions
of vducation. training and learning. The thematic analysis was enniched by the views of
other relevant actors: emptoyee-students who had recorded their views in published
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Figure 4: Coastructing a view of workplace learning

CONSTRUCTING A VIEW OF WORKPLACE LEARNING

Conceptual work and formulation of hypotheses

J

Employee Interviews

4

Other primary material
eg student writing

Trade Unions interviews Management interviews
External union views External business views

J 4

Academic Studies

$

Reconsideration of hypotheses

$ J J

Development Development Development
of theory of practice of policy

writings, the views of management and unions both within the case-study firms and
heyond. academic writing on the subject area. In reconsidering our initial hypotheses.
we were then able to reach a series of recommendations (chapter four) which we believe
will inform future theory. practice and policy in this field. This process is charted in
figure 4.
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CHAPTER THREE

Project findings

Introduction

This chapter begins by dealing with conceptual issues related to the origins of ED. and
suggests a typology based on two ideal type employers: the “super-trainers™ and the
“personal developers™ The findings of the project are then reported: the extent of ED
and how this relates to the changing UK Tabour force: who paticipates in ED: the costs
of ED: evaluation of ED: ED and Industrial Refations. We then define the outcomes of
ED for employees. Finally. we look at the perspectives of employers and what they hope
to achieve through ED.

The origins of ED

ED is a complex response to a complex problem. Broad differences between “super-
trainers”™ and “personal developers™ as groups (a typology outlined below) and within
cach group can be explained partiy by different objective situations of firmis. but also by
different levels of understanding of how employers should be reacting to changing
technotogies. working methods and economic conditions.

These changes are also outlined below. What were the more immediate factors? Firstly
FORD/EDAP was unique in being the only scheme in our survey which was set up
following a trade union inttiative. itself imitating the successtul collaborative efforts in
the USA between the Union of Automobile Workers (UAW) and Ford and General
Motors. Al remaining schemes cluimed to be management initiatives. with or without
trade union involvement. and 83% of firms had learned irom the experience of other
firms. usually through visits. Such links are especially effective within the
manufacturing sector, and the 17% who had not had this sort of contact were more
likely to be non-manufacturing firms. A group of twelve firms meet occasionally.
Facititated by NIACE. to exchange ED experiences. Nine of these 12 employers are
manufacturing firms.

An ED typology

It will atready be apparent that there are significant differences between firms in their
approach to ED. The evidence collected by questionnaire survey. strengthened by
subsequent case-studies, is that among employers investing in ED. there are ideal tvpes:
the "Super-trainers™ and the “Personal developers™. These ideal types have a significant
impact on who participates and the outcomes for individual employees, However, these
are ideal types: personal development takes place within the “super-irainers™ training is
not absent from the “personal developers™

The super-trainers

The working methods of this group are characterised by multi-tasking and multi-
skifling. an emphasis on team-work, and the application of Informaaon Technology at
all levels, Interms of training they normatty have an Open Learning Centre. and provide
advice and guidance for employees. This may in turn be related to the annual appraisal
svstem. They will have contact with at feast one educational institution and sponsor
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some employees on technical and professional courses in Further and Higher Education,
They do not usually have trade union involvement in training. They do not normatly
emphasise personal development as an objective, or if they do so. place it in a narrow
Human Resource Management context which is more concerned with the firm’s needs
thun employees” needs.

The personal developers

These firms are remarkably similar to the “super-trainers™ in terms of working methods
and approach to training, By contrast, they are much more likely to have trade union
involvement, and are normally able to separate out the budget for Employce
Development from the general Training budget. Their approach emphasises the personal
development of employees, offers choice of subjects to be studied and establishes an
clement of entitlement to education. It is in this sense that our working definition of ED
points out that it may include job-specific training but that its scope broadens out to
include opportunities for personal development through education.

Implications of the typology

In the Large Firms survey, 52% of employers demanded that courses should be work-
related. However. it does not necessarily follow that this distinction is identical to that
between “personal developers™ and “super-trainers™. We have already noted the
difference between a particular firm which demands that courses shall not be job-related
and the requirement of another firm that courses shall be work-related. What is more
important is the way such distinctions are negotiated between social actors at site level.
For example, one unskilled employee in the “work-related-only™ firm was being
sponsored to study Cookery. Yet the desired outcome was to boost this person’s
motivation and personal confidence in the belief that s/he might later want to study
something of more relevance to the firm. The same firm had developed a Return to
Study provision in conjunction with a local College which hed very broad educational
objectives. In the other firm. the requirement that courses should be “not-job-retated™
seems 1o us not something intrinsic to ED but a feature of a scheme jointly negotiated
between management and union, in a firm where union desire to ensure that ED is not
used as a way of culling training budgets coincides with management desire to continue
to exercise close control over training.

The significance of this typology is that it helps us to begin to understand just why the
debate referred to in chapter one with its apparent consensus around the need to promote
“education and training™ is so facile. If a learning culture is to take root in UK firms,
with the «.ctive support of employees and their trade unions, it seems vital that firms who
wish to “do something about™ developing their workforces should seriously consider the
“personal developers™ model. This argument will be taken up again in chapter four, as
will another fundamental issue which emerges from the typology: the exact relationship
between general education or “learning™ in the workptace and the business requirements
of the firm.

The extent of Employee Development

The completed and usable questionnaires were concentrated in 4 S1C sectors:
I. Coal. gas and power

2. Steel and chemicals

3 Lingineering

6. Retailing
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There was an even split between UK-owned firms ¢many of them UK-based
multinationals) and foreign owned multinationals, However a higher percentage of
forcign-owned firms (82%) than UK-owned firms (53%) have established fully fledged
ED schemes. Otherwise. it is difficult from this sample to draw reliable conclusions
about what sorts of firms are likely to establish ED schemes. For example. some firms
operated on just one site. others on multiple sites. While Ford/EDAP and Lucas CET are
good examples of multi-site EID schemes. Sheerness Steel and Colman’™s of Norwich
“Nice Little Learner™ are examples of single-site schemes.

There was some evidence from the survey that firms with fully-fledged ED schemes
were more likely to have had ditficulty in the recent past in recruiting staff. were
conscious of the need to develop new technical skills, and were more tikely to have had
discussion with trade unions, 1t did seem that the “personal development™ aspect of ED
was seen as an employee benefit that could be “traded off™ against improvements in
skill levels and the proniotion of a “learning culture™ in the firm.

Atthough since completing the survey we have heard of a small number of firms who
are setting up ED schemes. it is unlikely that the UK total excecds 50, For further
details. see the Large Firms Survey report issued by the Leeds rescarch project in
December 1992, and Metealt (1992).

A changing workforce

The concerns uppermost in the minds of management at the time of the survey were
clear from a number of “open™ questions asked in the large firms survey. Many firms
were making employees redundant. but at the same time they were expecting more of
those who remained. A major requirement was multi-tasking. which involves un
clement of multi-skilling. although it is clear that “skill™ in this sense is closer to the
idea of a “semi-skilled worker™ than the traditional notion of the time-served skilled
worker, Other demands were for increased productivity, the introduction of Information
Technology and a new emphasis on quality in highly competitive international markets.
This involved the workers in acquiring certain new technical shitls, but significantly as
many respondents mentioned personal skitls (53% in cach case). This is at the heart of
the concern for Basic Skills in several schemes. From the employer’s point of view,
Employee Development is about attitudes (motivation) and working relationships
(e.g. team-work), as well as about skills in the more traditional sense. Employee
Development can thus be clearly located within a consideration of Human Resource
Management and the drive tor Total Quality Management. These concerns were
reinforced rather than modified by subsequent interviews conducted with managers.
One feature that beeo  :very clear in case-study interviews but which did not emerge in
the questionnaire survey was the extent to which motivation was central to ED. both to
reconcentrate minds on the firm following restructuring and redundancies, and to
persuade employees that the firm was genuinely interested in them as individual human
beings. A further point that was clarified by subsequent interviews related to the 60% of
employers who claimed to have experienced difficulties in recruiting staff: the
development of internal labour markets wis an essential part of ED schemes. with
particular interest paid to the junior management levels and how employees might
progress to them from clerical. manuat and technical grades.

The demand for tlexibility in the workforcee. and the related arcas of training.
development and apprasal. represented the chief locus of change in personnel practices.
There are contradictory processes at work here: flexibility includes flatter structures
(which at one fevel can be seen to be in the employees™ interests, but in practice can lead
to fierce competition for fess supervisory positions). single status (clearly in the interests
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of a majority of employees) and redeployment and abolition of job descriptions (likely
to be in management's interests). In at least one very large employer. ED was being
resisted because it was seen as a management ploy to achieve multi-tasking.
Significantly this scheme was closely tied to appraisal and entirely management-led.
with little employee choice, However. it was also clear that the unions were also in
danger of losing support through what was perceived by some of their members as
unreasonable opposition o “personal development.”™ Union concerns were reflected in
the Personnel Manager’s survey response which saw a new emphasis on
“individualism™ in the workplace. and less “collectivism™

ED - who participates

An important distinction between ED schemes is between those firms where itis offered
in response to individual employees (management prerogative) and those firms where
there is an clement of right (e.g. as a result of a management-union deal). Closely refated
to this is the participation rate. varying from 100% to single figures, and in one case less
than 1%.

Our survey figures suggest that the broad-based ED schemes do reach a significant
percentage of the workforee. Our most accurate calculation of an average figure for
“super-trainers”™ would be 13.5% . though this discounts a small number of firms (e.g.
Venture Pressings) where a conscious effort has been made to train the “whole
workforce™ to operate new plant using new working methods. Although several ED
schemes we saw were relatively unsuccessful and attracted very small number of
cmployees. it is nevertheless true to say that on balance the “personal developers™
involve a higher percentage of their employees in education and training than the
“super-trainers”. The figures for Ford/EDAP (44% ) and Lucas CET (23%) indicate the
potential of ED. One way in which firms such as Ford. Lucas and Baxi. and public
authorities such as Sheffield and Glasgow City Councils and Humberside County
Council. have attempted to move learning activities from a minority to a majority
activity (i.e. to establish a “learning culture™ at work) is the priority placed on semi-
skilled and unskilled employees, women employees and those wanting to improve their
Basic SKills. Each employer will, of course. have their own emphases within these
overall priorities. It was therefore disappointing to discover in the Large Firms survey
that only 26% of employers prioritised unskilled workers. as against 39% prioritising
management. Seuting priorities also relates to equal opportunitics issues: since black
people and women are more fikely to have left school at the minimum school-leaving
age and not to have participated in Further Education or Training (Sargant 1990). they
are the people who have most to gain from broad EDD schemes.

At the same time. there are communalities between employers in both tdeal types which
are also significant. The payment of fees for “approved™ courses was universal in the
questionnaire survey. 8194 provided time
off for study. 94¢% paid Open University
or Open College fees. 844 had an Open “Ifsomebody gets some satisfaction
Learning Centre. 909 on-site classes. . . .

744 used customised college courses, out Ofdomg Somethmg which helps
and  90%  provided advice and them, which makes them happy at

counselling. All of these indicate ways work, you've done something f:
forward for the development of a » you ve done sometiing jor

learning workforee, though significantly them you know ...” (Departmental

the last 4 of these features would all be PR
L. . N manager, manufacturing firm
difficult to facilitate in smaller firms, a g f gf )

point taken up in chapter four.
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The costs of ED

It has proved very difficult to provide details on costs, since ED costs are not always
disaggregated from general training costs. may be caleulated at corporate, plant or
departmental tevel, and may be expressed as a percentage of turnover or payroll. Costs
are most obvious where schemes establish an entitlement for employees to take courses
up to a particular amount of money (this may vary from £50-£200 per employee). Those
few firms which have attempted cost-henefit analysis point out that ED costs are small
compared with total training budgets. It is also the case that many of the gains (e.g.
confidence. positive attitude to work) are difficult to quuntify.

Evaluation of ED schemes

In theory, any education or training experience should be evaluated. In practice. training
is all oo often judged by quantity and duration rather than by quality of outcomes. Qur
case-studies revealed scepticism about and resistance to formal training courses by
many employees we interviewed. There was evidence of a disenabling separation
between theory and practice, between trainers intentions and trainees perceptions. Job-
specilic training was seen as often irrelevant to both the current job and to future jobs.
This reaction seems to occur at all levels in the workforce. For example, a debt-collector
in a bank had been on a two-day Letter-Writing course which taught such skills as
“How to reply to a nasty letter politely™, but found the learning hard to implement: “We
get back to work and then you haven't atways got time to put into practice what you've
learned because it takes o tong™. He felt that if he followed the advice given on the
course. “you'd be out on your car because the work is so intense.” These harsh views on
conventional training match a critique of the notion of competence which informs much
current thinking on vocational education and training( VET). Chapman writes:

Competency based assessment, in its present form, threatens to
become the new Fordism of the education system. The
proliferation of competency specifications and the increasing
precision with which competences are stated paratlelts the
“parcellisation™ of the workforce and labour process. As
competences are differentiated more finely. so it becomes more
and more possibie to narrow the scope of initiative and field of
responsibility of cach individual in her work: the coherence and
goals of the organisation accordingly become less rather than more
intelligible, As well as inviting burcaucratisation, this process is
likely to foster alienation from work rather than revive the work
cthic. (Chapman 1991:50)

He points up the contradiction between the “control™ and “subordination™ aspects of this
approach and the desire to promote flexibility in the face of technological and economic
change (idem). Some VET seents o remain wedded to a behaviourist view of leamning
which attempts to divide fearning up into smail chunks which are “fed™ one-by-one
from instructor to traince. Edwards (1993) has commented adversely on the same
process.

The negative reaction to some forms of job-specific training created a very unfavourable
contrast with the positive reactions o broader educational courses within Employee
Development schemes. Yet clearly while any evaluation in terms of outcomes for
employees is very positive indeed. we do not yet know enough about the relationship
between generic educational skills and generic employment shills to even design an
evaluation scheme which refates Employee Development direetly to the requirements of
industry. "This creates a deeply flawed situation: while the costs of ED are only too casy
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to quantify (tuition costs: cover: promotion and administration of schemes: guidance)
the benefits are much more difficult 1o express in financial terms (changes in attitudes:
improved confidence: positive approach to change).

Employee Development and Industrial Relations

I our Interim Report. we noted that while 524 of employers in our survey registered an
improvement in Industrial Relations as a result of the implementation of ED schemes,
23¢% saw no change. and 23% did not complete this section. We found this surprising.
since ED is clearly rooted in Human Resource Management. which in trn is commonly
seen as an alternative to adversarial Industrial Relations. In the case-studices it became
clear that this was an aceurate reflection of what was happening on the ground. While in
some firms, there was positive co-operation over ED and both management and unions
felt committed. we found two aother prevalent attitudes:

1. ED. like other training matters, was considered to be a
management prerogative

2. Where not negotiated as a vights ED was seen as o way of dividing
the worktoree. and developing channels of communications with
cmployees that by -passed their union representatives.

Both these attitudes are damaging for the growth of ED. Human Resource Development
suggests both alternative models of Industrial Relations, but can itself be perceived as an
alternative to Industrial Refations. a way of side-lining the unions for the foresecable
future. It seems a high risk strategy. As we shall make clear in the next three sections.,
there are clear gains for both employees and employers in ED. and i chapter four we
shall make a number of recommendations as to how those mutual benefits can be given
structure and Torm. with the active involvement of unions and other worker
representatives.

The benefits to the employer and employee

It will be clear from the description in chapter two that in our interviews we were
seeking to separate the benefits for employer and employees. tn the evento we were
surprised by the frequency with which either employees recognised mutual benefit. or
their accounts of the benefits accruing to themselves matched very closely the benefits
described by managers. These “mutual benelits™ identified by employees are seen as
improved performance at work. greater satisfaction and motivation and an opportunity
to further develop a carcer cither within or outside the firm. Similar benefits accrue to
the firm: the developed worker is seen as more committed. more open to change. 1 is
this mutual benefit which makes Emplovee Development such an attractive option for
firms wanting to move away from management-labour conflict. restrictive practices and
<o on. At the same time, it is afso clear that whereas the outcomes for individuals are
quite specific. those for employers are related closely to other management techniques
they may be emploving to improve human resource management and profitability,

Outcomes for individual workers

There are conceptuad and methodological problems in discussing ontcomes. Unlike job-
specific training, which can be measured using narrow judgments of competence based
on a functional analysis of work processes, the outcomes of tearning activities designed
to promote personal development are more tikely on balance to be fong-term rather than
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shon-term. and we subject to unpredictability. This emerges both as a general finding of
evaluative studies of adult learning (Sargant 1991, McGivney 1990, Fraser and Ward
1988) and from the project case-studies. The consistency with which particular themes
were picked up in the 60 employee interviews does begin to suggest important themes
which have a significance beyond the limits of the rescarch project. We have also been
able to use some published material containing learners™ views (Frank 1992 Muce
1992}, as we suggested in figure 4 (chapter two. above). Interviewees were selected by
the employers rather than by the rescarchers. although we did of course specify the rvpe
of employees we would tike to interview (balance of gender. “race’. manual: non-
manual. office: shop-floor).

The following positive outcomes for participants in ED have been identified:

Participation outcome I: The opportunity to resume education in later life can
compensate for negative experiences of initial education.

These negative experiences can have a variety of causes. The stories we heard included:
family moving from place to place: low expectations by families, especially of girls:
illness during adolescence: school phobia: large class sizes: the availability of jobs in
the 50s and 60s and consequent [ack of motivation to achieve at school: rebellion
against harsh school discipline. Since success in initial education is the biggest single
factor in determining subsequent participation in adult education and training
(McGivney 1990; Courtney 1991). ED has made a significant contribution to bringing
back into learning members of a group who characteristically do not participate.

Participation outcome 2: Flexibly operated ED schemes, especially where Open
Learning is a component, can help to break down the barrier to participation in
conventional Further and Adult Education represented by shift-work patterns.

The raality of life on the shop-floor can place many obstacles in the way of workers
who want (o “better themselves™ A process operator in a Chemicals firm was being
sponsored by the firm to do an HNC at a local college. but on night shift this meant he
missed two shifts a week to atiend college:

(Interviewer: "How do your mates feel about ic?™y “Very bitter (..)
They seem to think is a skive. it's a day’s holiday. that 1 take
money for old rope. they ‘re carryving me one day a week. 2 days
sometimes. That's about it, it’s been fike it for 2 years now.”

Versions of this particular story were told to us on several occasions. The problem of
shift-work can also be defined as sleeping badly on night-shift. or general weariness.
One particufar firm scemed to have this better under control than others. using both an
Open Learning Centre and a supportive management structure to enable shift workers to
attend evening classes. They work 10-6 and 2-10 week on. week off, and change shifts
for one day per week on the Tate shift to allow attendance. Fully flexible working helps.
The team leader interviewed admitted it took a lot of juggling to make the scheme work,
but since he was also taking a sponsored evening class, he had a clear interest in making
it work! Union involvement in this scheme meant that problems in some sections where
team leaders were less keen on ED were brought up swifthy and. where possible.
resolved.

Ata Chemicals plant with a 2-shift pattern, a Plant Operator doing a supervisory course
through Open Learning actually found the shift sy stem worked to his advantage:
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=1 must admit, people who've been doing the course who've
worked disys have found it a lot harder than 1 have working shifis.
actualty getting the time to do it “cos they finish work at 4 o”clock.
they find it difficult to get started on a night (= in the evening).
where being on shifts T eould do a couple of hours in the afternoon
or in the morning before Teame to work. So they had trouble fitting
it in. But having the time that | had. T got ahead rather quickly ¢
1t one of the benetits of working shifts (. T find it hard to adapt
to days.”

Some continuing problems: Muking time for studyv can be difficult for the
emplovyee, while providing cover at work for released emplovees can be difficult for
the emplover.

Employees participating in ED schemes are almost embarrassingly full of praise of the
cducational opportunities they are receiving. At the same time. there are the tamiliar
problems of fitting study into a busy schedule. Even where Paid Educational Leave is
provided. there is still study to be done at home. The problem is particularly acute for
women, who continue to do most of the housework in addition to their paid jobs:

“That's been one problem. is the time. You've got written work to
do, and because vou're doing a job as well. youve got to. most of
us have got family commitments as wetl because we're at that age
and the essay work, the project work, you know. you really have to
squeeze it ing and it does make you think that maybe i you'd done
it a few vears ago. that might not have been such a problem as it
was.

By the same token, the “double burden™ of women’s work makes the availability of Paid
Educational Leave even more vital for working women, if they are to get access to
education. (Mace 1987 and 1992).

The other serious problem that recurred in the fieldwork related to cover when
emplovees are released to go on courses. There are considerable variations on this
theme: proper cover may be organised: cover may be sporadic: work-mates may rally
round and share out the work: the individual employee may simply cram § days work
into 4. The problem is especially acute where direct personal services (e.g. Social
Services Care Assistants) are involved. and the last-mentioned solution is not possible. It
is difticult t see how this can be resolved without a proper budget for cover. and firm
corporate commitment to ED.

Education and training outcome: ED schemes allow for the development of
emplovees hevond the limits of training iequired for current tasks.

The concept “education™ is unlimited: the concept “training™ is premised on the notion
of limits set by company needs. As one Training Manager in an engineering firm
cyplained to us:

“The other thing that tended o happen was we reached a saturation
point because of the contines of having 10 ditferent skills to learn
and the percentage of need of those skills coutd range from 100¢

let's say on a quality aspect G2 o aspectalised aspeet €0 where
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you needed only 109, Eventually you're training for training’s
sake. and not for the company’s needs or personal development™.

The last phrase is particularly significant: in so far as training is part of ED.itis only so
within the confines of the usefulness of training to perform a particular job in a
particular place. Training which is not relevant is of no value to cither management or
trainee. In the same factory. we interviewed a middle-aged. male. semi-skilled manual
worker who had left school at 15, received no Further Education or training and whose
chief work attribute had been his physical strength. He had clearly benefited from
coming to work for a firm which put a high priority on training. However. he had
recently been off sick following an accident and had had great difficulty filling in the
necessary forms and writing letters to get sick pay and accident compensation he was
entitled to. His educational needs. unlike his training needs. were not limitéd by his job.
and yet this “super-trainer™ firm had no fucilities for personal development through
improvement in Basic Skills. This is especially important bearing in mind that 13% of
adults report difficutties with hasic Maths or English in either their working or home
lives (Hamilton 1987). These difficulties have serious repercussions for individuals. but
also aftect the quality of communication within both the “workplace community™ and
other communities with which the individual may identify. As Mace comments:

.. people’s use of literacy in workplaces. as in other places. can be
seen as more than a means to pursue carcer paths in a competitive
context. They concern. as wello an understanding of “work™ as a
place of common as well as individual interests. within which they
and other workers exchange varicties of communication. (Mace
1992: 121

Equal Opportunities outcome: ED schemes have particular benefits in unlocking
the aspirations of unqualified emplovees, especially women.

Women are especially likely to have succumbed to pressures to leave school carly or not
continue school after the minimum leaving age. Society’s low expectations of them are
interiorised as a sense that their futures depend more on marriage than a carcer. A 52
vear old bank employee who had left school at 150 and begun work in a cake-shop.
described her school as just “an ordinary secondary school and we never had any
exams.” Even where formal qualifications were on offer. they often led to routine
clerical jobs with little chance of progression. A clerical employee in a farge public
utitity explained that she had got O™ levels, but =T wanted to Jeave school™ A buank job
had ended when she left Northern Treland to live in London. There were plenty of jobs,
and she moved around trequently, mixing different kinds of work with bringing up 3
children. Only the TLEA School Meals Service provided her with any sort of training.
She is now being “developed™ in the direction of management. but she also regrets not
continuing her general education. She is interested in Computing. and would ike to try
“AT level Maths.

Personal confidence outcome: D can hegin to tackle the major problem of lack
of confidence that many adults experience in their working lives and beyond.

Confidence emerged as one of the major themes of the field-work. and one which has
sigmficance for employers. individuals, and the communities they identify with,
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For some employees. confidence building has a direct impact on their ability to do their
joh:

“Confidence with people. to do the job. You're picking up some of
vour shortcomings, like my spelling. It Fmowriting reports, it'1l be
done better. you know. and I'm constantly writing reports,
incidents in the hostel at night, 'ye got to leave for management in
the morning™. ¢Man Hostel Assistant, City Council Housing
Department)

“The course has given me the confidence to ask questions at work.”
(Waman Home Care Assistant. City Counctl)

“Before (.o djust sit and get on with my work, T mean. | give
opinions now, (.. And obviously for the company s sake. if T am
more confident, I'm working a lot betier .0 1 get imohved a lat
more now, whereas probably before T°d just come in and do the
job. Now | want o getinvolved. T want to see things happening.”
(Woman clerical worker, Chemicals firm)

In cach of these three cases. confidence is socially enacted through o sense of changed
social relations with oner people in the workplace. But in a wider sense it is intimately
connected with peaple’s self-esteem and sense of what is possible in all spheres of their
lives:

“Speaking personally, it makes you realise that you're probably
capable of doing more than what you have done. T mean. coming
here, Fdon™tsay we necessarity think of ourselves as being thick or
anything like that, but yvou come here and you realise probably
vou've gat g bit more going for you than what you thought you
had.”™ (Man Library Caretaker. County Councily

Labour markets outcome: ED can help emplovees prepare for the unpredictable
nature of the labour market, and the possibility of future redeplovment or redundancy.

This outcome foltows ¢losely on from the contidence-building role of ED. Increasing
confidence enables employees to raise their sights from the immediate task in hand. with
all its constraints and frustrations, and sets them thinking about their potential in terms
of internal and external labour markets, further education. and the contributions they can
make to family and community fife. The field-work interviews were carried out over
autumn/winter of 1992/93, at a time of deep recession and increasing unemployment.
Emplovees were realistic about the situation:

“Another string to my bow™ (Technical adviser in o manufacturing
firm learning Photography)

=1 would Tike 1o get on, but the way things are at the moment.
vousve got 1o realise that you've got 1o bide your time because (o
the recession and everything, The chances of getting on at the
moment are remote. but when things change. obviously. yes. ha ha.
cross your fingers. ves, obviously when things do change. by being
on courses like thiso it puts yvou to the front. people will notiee that
vou've been doing these courses, and it counts for a lot” (Control
Room operator, Chemicals firm. studyving lor a supervisory
qualification in the frni’s tme and an HNC m his own time)

At the same time., the cconomic crisis inhibits employees from taking risks. Full-time
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study would be a real option for many of these employees, but it is a risk that few are
prepared to contemplate:

“I think when 1 first started it T did think T would really like to go
on to some further education afterwards. but I think now with the
job climate as it is. T wouldn™t want to give up my job. It would
have to be something like an evening course i 1 do something
whereas before when | started 1 really thought 1 could do
something during the day.” (County Council clerical worker on
day-release Paid Educational Leave scheme)

Finally in this section, some workers are forced to confront redundancy. At a food
manufacturing firm in Lancashire, education and training were provided for 400
workers due to lose their jobs because of plant closure, They were provided with
guidance, a job search skills course and a communications skills course in the firm’s
time, and courses in Catering. Caring and Computing at the factory on a Friday
afternoon but in their own time. in addition to the chance to enrol on courses at the local
college and have their fees paid. Jean Hewitt (real name). a machinist, sums up some of
the possibilities and obstacles in the way of personal development:

While many people took advantage of the courses, others held the
attitude that they were a waste of time or they lacked the
confidence to try them ... At one time the Friday afternoon classes
clushed with the overtime and it was difficult for people to choose
between the two ... The result of all this activity for me. is that [
have gained confidence, learnt new skills, fearnt to deal with new
situations and now the future holds more promise than it did two
years dgo ... [ think that on shop floors all over Britain there are
workers who have talents that lie dormant because they are not
given the opportunity to find out what their capabilities are.
(Hewitt 1992:8)

Employers: perspectives and ambitions

“I don’t believe in training: I believe in development™ (Human
Resources Development Manager. Chemicals firm)

For a number of reasons, it is difficult to speak with confidence of “outcomes™ of ED
for employers. It is more ambiguous. less categorical than assessing employee
outcomes. Firstly. ED schemes differ greatly, both within the “super trainer™ and
“personal developer™ id al types. and also within those ideal types. Secondly. there is a
bigger gap between intentions and realisation, between the claims managers make about
their work. and what can be gleaned from looking at figures and talking to employees.
Thirdly. there is a lack of evaluative work on ED schemes. Last, and perhaps most
important, ED is usually only one part of Human Resource Development practices.
which in turn are only one part of overall management strategy.

Understanding the organisation: Emplovers hope that emplovees will acquire a
clearer understanding of how their jobs fit in with a broader whole firm
perspective. This should encourage them to identify with the firm's overall
objectives.
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In the private sector. both employers and employees commented on the opportunities
that ED could provide to meet employees from other departments or even sites, even
simply to “put a face to a name.” A number of firms were trying to encourage
participation. A Personnel and Training Manager in a common ownership firm
commented:

“We are an employee participative company, so everybody gets
imvolved in the decision-making and problem-solving, the
continuous improvement of the company.”

Interestingly, managers {from this firm had visited Nissan. and similar sentiments were
voiced in another firm. where they were placed totally in a “Japanisation™ context. rather
than as co-operative ideals:

“Weve taken the right kind of people. the people that believe in
the philosophy of involvement and providing we support them.
then we have got the best of the Japanese practices that they use in
Japan. without the commitment of the Company to the way of life
ot the individual .7 (Training Managery.

Other features of management practice which can be seen to support a wider
understanding of the organisation. its objectives, possibilities and constraints, include
single status agreements. single union agreements and variously named Advisory or
Works Councils. Ail of these featured in the case-studies.

There is a particular problem in local authority employment. where characteristic work-
sites include Residential Homes. Parks. Sports facilities, schools, as wetl as farge offices
arwl depots. The closer you get to the actual point of delivery of service, the higher
proportion of manual and clerical workers there are likely to be. Often they have liude
idea of how their particular job fits into
the whole counceil service (Humberside
County Council. for example. employs
40.000 staft and is still nealdy divided in
two by the River Humber. despite the

“I feel I can talk in front of a small group
without getting embarrassed, something

bridec!). So any event which brings I've always found difficult.” (Residential
together employees from different Care Assistant, City Council)

departments and work-sites is going o

hinve the value of giving employees some
feet for the “whole™ of council services:
“You realise you're all part of the whole
thing™. (Library caretakher. Humberside
County Council).

“We have to go away and tell our
colleagues about these courses. If vou just
These advantages are most explicit in the get a wee smidgen of each little bit you

case of the “Take Ten™ scheme in learn, vou're going to become more
Sheffield. a Paid Educational Leave
scheme for low-paid employees which
involves 10 days of paid attendance on

confident. These courses can only help
people 1o speak out more in a group, go to

the course. (Burke ot al 1987). their union meetings and speak out more,
“Understanding how the council works™ get a wee bit more self-confident. And even

is built into the course structure: "We
begin by building up a picture of the
Authority front council workers™ own . . o
cvperiences. have meetings  with voice, (it'll be worthwhile).” (Museum
counciliors and officers and then move on Assistant, City Council)

to smatl groups c.go on women's health,

if that only comes out of it, and you help
people to progress in their work, to be a
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council finance. redeveloping Sheftield. ete. These options are chosen by the group.™
tFrom an unpublished paper by Graham Birkin, Take Ten. Shefficld. 1992). Typical
comments from evaluation sheets completed by employees inctude:

“(Ive gained) a lot of knowledge of how other people in the
‘Council” work. listening to the other people in the group and the
work they do.” (Residential Care Assistant).

“I wouldn™t have known about the council. T wouldn’t have been
inside the Town Hallaf it wasn™t for the course. T also enjoyed
fearning about other council workers jobs” (Family and
Community Services Department).

Flexibility: ED is part of management strategy to encourage flexibility, i.e. less
rigid job demarcations, the ability to take on new tasks. team-work and positive
artitudes to change. )

“If the company’s willing to invest money in them. the theory is
that they re willing to put time and effort and motivation back in
during the day when they wre at work.™ (Personnel and Training
Manager).

Fleaibility involves multi-tasking. the concept that one worker can perform a number of
separate tasks within the firm. This in turn involves a greater or les.er element ol muiti-
shilling. This is crucial to understanding the renewed interest in training among UK
cmployers. However. it was clear that the more narrowly this was interpreted. the
arcater was the danger of reaching a point where skills Tevels exceeded company
requirements. and employvee aspirations could be dashed. Where unions are not
committed to management plans. they can obstruet them by defending older notions of
Kl and eraft” and the rigid demarcations which went with them. What ED adds is
the concept that learning may not be so closely tied to the jobs-in-hand. This Kind of
fearning. as we saw in the previous section. is seen very positively by employees. and al
the same time, learning pays off for the firm in terms ol a more positive attitude to work
and a4 more positive attitude to change. Better communications skills are a key to team-
work. which is now widely practised. In terms of productivity. the stakes are very high
indeed: a bulk steelmaker quoted figures showing that in 1992 4700 employces
produced 2.35m tons whercas in 1980 it took 23.500 people to produce 2.2m tons.

In some wavs, ED can be seen as the “sweetener on the pill”™ of changing work
practices. One Chemicals firm had introduced a compley new shift system which
allowed 1 dayv’'s training per 6 weeks work. ED makes business sense. which is why
firms e adopting it

Equal opportunities: ED schemes can contribute towards the aspirations of
emplovers to implement equal opportunities practices

“There™s just one obvious (priority ) and that is about encouraging
women. becatse so often they 've been left behind with the other
sorts of training and | think that's one thing this (Further
Education) poliey can help. You know the sort of thmg. courses
that are now availuble o get women to think ahout futthermg their
carcer rather than just training them at what they've been
doing tTrainmg Manager).
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There is then some evidence. as mentioned above, that women are benefiting especially
from ED. However. it is again difficult to disentangle the significance of quite small
initiatives. which include women only Assertiveness Training and a high take up from
clerical staft on general education opportunities. from the overall position of women in
the labour market (Payne. Joan 1991). Three of the case-study firms had women’s
networt  but in two of these cases the main concentration was in the high profile arca
of management training. Such a tiny proportion of the employees we interviewed were
black tunder 10%) that it is impossible to make any comment about how ED might
benefit black people: none of the firms we visited had any special arrangements to
develop their black employees. and the number of black employees interviewed was too
small to draw valid conclusions.

Learning culture: ED is a positive contribution towards developing a “learning
culture” in the workplace

. iUs not the knowledge that peeple have about their job that
really helps them to do the job better. it’s the cnjoyment they get
from it. the satisfaction they get from it and their own personal
self-respect and their ability to get on with other people.” (Human
Resource Development Manager).

“Quite i lot of people who havea't had any kind of education or
training for a long time. it they can actually go back into training
via (our ED scheme). then ves, they're getting back into the
learning environment.” (Personnel and Training Manager).

These two examples, the first from a “super trainer”, the second from a “personal
developer™. illustrate the potential of ED to generate new forms of experience and
refationships in the workplace. which are oiten described as a “learning culture™. Several
Personnel / Training Managers and several trade union officers commented to us about
the old dictum that the manual worker leaves his/her brain at the factory gate. It is now
generally recognised that most employees have much more potential than they use in
their day-to-day jobs. and employers are keen to tap that potential tor the firm. Yet
another Training Manager acknowledged. though. that ED is “not embedded in the
culture™. i.e. there is no tabuta rasa. but older attitudes and approaches remain embedded
in tirms. and have te be tackled before the new culture can be established. Of particular
concern to us was that this new culture was generally perceived to be an individualistic
ance: “the collective thing is a thing of the past - things just aren’t like that any more™
(Training Manager). Yet culture is by its very nature a collective. lived concept. and the
strength of the best ED schemes we saw came from the sense employees had of moving
forward with their work-mates in a common endeavour. Tt was significant that the view
quoted here was expressed in the one firm where there was overt trade union opposition
to ED.

Successtul participants in ED schemes were trequenty featured in company in-house
magazines and newsletters. partly to promote the schemes themselves, but also o
promote the concept of a “fearning culture™ within the workplace.

Internal labour market: ED can contribute towards creating a vibrant internal
labour niarket, which is of particular importance to employers with plans for
future expansion
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Succession planning was mentioned by a number of employers in relation to ED.
especially in relation to manual and clerical workers moving into junior management
positions, ED schemes here are also seen to include various activities such as MBAs by
Open Learning which could properly be seen as maragement training. As reported
above. many employees hoped that the courses they were studying would help them
with future employment. cither inside or outside their current employer, but their
uncertainty was matched by employer uncertainty as to what future labour needs would
be. At the same time, various employers had experienced labour shortages, especially
for skilled workers, in the late 80s mini-boom. and “growing your own staff™ was seen
as an alternative to depending on “graduates™ of either the education system or
government training scnemes.

Employer and employee perspectives: a summary

The material in the previous sections is summarised briefly in figure 5.

Figure 5: Employer priorities and employee outcomes

Employer priorities Cemmon interests Employee outcomes
Understanding the Equal opportunities Participacdon in
organisation education

Workplace culture Labour market Education and training
Flexibility Confidence building

While the benetits to employees are personal and specific. employer perspectives on ED
reveal that it cannot be considered apart from the wider Human Resources and
management strategies of the employer.

[
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CHAPTER FOUR -

Recommendations and implications

Figure 6: Summary of recommendations

Objective Short-term Long-term
{practice) {policy)
1. Setting up an Networking National
ED scheme Involving employees Employee
Development

Agency (NEDA)

tJ

. Costing ED

The need for clarity

Appropriuteness of
public support

3. Personal growth

Building broad-based
ED schemes

Balancing economic
and social aims
within employment

4, Transferability and
Progression

Liaison with educational institutions
Liaison with accreditation bodies. e.g. NCVQ.

Open College networks

S. A learning culture

Setting prioritics

Lifelong learning focus

6. Small firms

Networking
Local government
TECs and LECs

Appropriateness of
public support

7. Constructive
partnerships

Management models
Trade union models

NEDA

¥. Guidance

TEC initiatives
LEA initiatives
Educational institutions

NEDA

9. Monitoring and
Research

Establishing criteria

NEDA
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1. Setting up an ED scheme

Networking is an important means of generating new ED schemes, but in the
longer term a National Employee Development Agency should be established as a
focus for information, consultancy and evaluation.

We have already commented on the effectiveness of networking as an innovatory force
in ED. and the existence of an ad hoc group of employers, mainly in manufacturing
industries, meeting to exchange experiences. At a more local level, there are a number
of initiatives such as the Bedfordshire Open Learning Network which facilitates
exchange of experiences at a local level. and which involves representatives of the
Local Education Authority as well as private firms. Networking is important at two
levels, within firms and between firms.

Between firms. we see no reason why ED schemes should be regarded as “commercial
secrets”. As we demonstrated in Chapter Three, there are positive outcomes for both
employers and employees. but there are also costs in setting up and maintaining such
schemes. The sort of claims made by firms about the advantages of such initiatives
(Metcalf 1992:1.25) need careful evaluation before jumping to the conclusion that firms
can obtain competitive advantages through ED. She comments tor example:

Sheerness Steel had seen a rise in quality (getting the product right
first time) from 89 per cent to Y9 per cent. Part of this
improvement was attributed to their education initiative. (idem)

If the educational initiative is only “part™ of the reason for improved quality. and
assuming that “quality”™ is only one element of economic performance and profitability.
the case seems far from proven! It must also be borne in mind that employers have other
motives for setting up ED schemes, not least the strong Public Relations advantages to
be gained from successful ED schemes. This is especially apparent in the Ford/EDAP
scheme, given the poor record of Ford in, for example. Industrial Relations. (Metcalf
1992:1.26/7).

We explained in Chapter Three that there are clear advantages to be derived from ED
for both employer and employee. In practice. this will only happen if management and
unions work together to ensure mutual benefit. This in turn presupposes a greater
awareness on the part of unions of education and training as bargaining issues of
benefit to their members (Forrester et al 1993b) and on the part of management a
willingness to redraw the contours of management prerogative in relation to education
and training.

QOutside bodies such as the National Institute of Adult Continuing Education (NIACE).
public policy think-tanks such as the Policy Studies Institute (PSD and Institute for
Public Policy Research (IPPR). and universities all have roles to play as enitical
supporters of ED. as do specialist agencies such as Workbase, However. in the current
atmosphere of overlapping consultancies and research contracts. there are still problems
about where interested employers and unions can go for independent advice on setting
up schemes. and independent evaluation of existing schemes. So in the fonger term. a
National Emplovee Development Agency should act as a focus for information,
consultancy and evaluation.




2. Costing ED

The costing of ED schemes should reiate to clearly established priorities and offer
the saume entitlement to those within and outside paid work.

As we argued in Chapter Three. cost-benefit analysis is an inappropriate tool for
measuring ED. At the same time, employers thinking of setting up schemes must be able
to justify their investment to sharchelders (private sector) and taxpayers (public sector).
We were particularly impressed by one public sector model in which the budget for ED
was rigorously set against established priorities and decisions to support individuals
made accordingly. The current position in relation to adult learning is that most
cducational opportunities for adults are provided on the basis that the student will pay
the full costs. However. certain priority subjects (e.g. English, Maths. English for
speakers of other languages) receive a public subsidy. We believe that such subjects
should be offered on the same basis within workplace learning schemes (whether the
courses were held in-house or at a college). In the context of a comprehensive policy
towards adult learning for people both in and outside work. it may be appropriate in the
future to provide public support for general education opportunities provided at the
workplace, but we would argue for a consistent policy across provision for those in and
outside paid employment. For example. the effects of the NIACE proposal for 30 hours
paid plus 30 hours unpaid PEL per employce per year (NIACE 1993:50) would be
1zgressive if no movement were made to establish an entitlement for those not in work.

3. Personal growth

ED schemes should be constructed so as to maximise personal growth
opportunities for employees.

How can firms ensure that the substantial benefits for personal growth deriving from
broad-based ED schemes are made increasingly available to all employees? This must
involve moving from the “super-trainer™ to the “personal developer™ model. and
building ED schemes which include opportunities for adults to take part in a wide
variety of learning activities. As we have emphasised at various points in this report, ED
will always include training in the skills needed to do the current job, but is not limited
by those requirements. However, we are also conscious that this runs against the grain of
cconomic thinking, which is characteristically short-termist and profit-driven. However.
the free market has always been limited in practice by a combination of legislation
{increasingly at an international level). enlightened self-interest and social conscience
(from Quakers to the new ethical stance

of some employers on “green”™ issues).

‘Thus the balance between the social and “It’s given me confidence. It’s shown

cconomic functions of employment is

, . me I’'m not brain-dead, and I can do
continuously rencgotiated. and we are

’ ¢ ’ »
suggesting quite clearly that ED has a better than what I'm domg' It’s given

role to play as part of a new relationship me a chance, it’s a challenge,

between orofit and efficiency on the one . . Y
hand. and the provision of socially useful Somethmg to get to grips with.

paid employment and opportunities for (Oﬁice clerk, manufacturingﬁrm)
personal development on the the other,
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4. Transferability and progression

There is a common interest for employers, employees and government in
developing a comprehensive and transparent system for accrediting workplace
learning.

This is the only set of recommendations where it is difficult to draw a line between
short-term practice and long-term policy. since by definition, transferability and
progression focus on an indefinite future for individuals. Both in terms of general
educational opportunities and job-specific training. employers should liaise with
educational institutions and award-making bodies (c.g. NCVQ. Open College networks
(OCNs)) in order to ensure progression from one stage of learning to the next. while the
government must continue to work towards a system of accreditation which is
transparent to both individuals and their present and future employers. As NIACE
recently argued: “Government should promote a coherent and comprehensive
qualification system based on a credit framework which is able to take account of
academic, NCVQ and OCN accreditation.” (NIACE 1993:48). Although these issues
have not been central to our research concerns, it is not clear to us that current initiatives
are pulling in the same direction. For example. NCVQ are responsible for hoth the
competence-based NVQ system. and the GNVQ (General National Vocational
Qualifications) system with its core and transferable skills elements. Itis also clear that
without a national Paid Educational Leave scheme. employees wanting to continuc their
general cducation on a full-time basis. but who cannot afford to give up their job. are
going (o remain in a difficult situation (¢f Chapter Three. pp. 31/32 above).

5. A learning culture

Lifelong learning provides a context within which “a learning culture™ in the
broadest sense can grow and flourish in the workplace.

From the point of view of the employee. the focus of ED lies within the achicvement of
internationally recognised objectives of lifelong education - education available at any
point in an adult’s life when s/he may require it. However. we are also clear that itis in
employers” interests to develop “a learning culture™ within the workplace. Traditionally.
Vocational Education and Training (VET). as exemplified in the apprenticeship system,
was about “learning a culture”™ - the culture of the workplace. Increasingly it is about
developing “a learning culture™ within the workplace. The best ED schemes are
suggesting that there are transferable and core skills that are acquired in general
education and can later be applied to learning and performing specific tasks. There is
also evidence that the habit of learning (almost anything) predisposes individuals
towards further learning and <o contributes towards tlexibility and a “learning culture™
in the workplace. At the same time. there is little hard evidence about these issues. and a
clear need for ongoing evaluation and rescarch. Itis the specific logic of contemporary
capitalist development which demands an ever-increasing rate of change in both
products and production methods. This creates potentially more interesting work for
those who remain in employment, but also levels of anxiety about constantly changing
tasks and skill requirements, Thus “a learning culture™ does not suggest learning for its
own sahe. but fearning in order to fulfil the employer’s objectives, Further. “u learning
culture”™ implies the involvement of the whole workforee in development activities,
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which is also an aim of the National Education and Training Targets (NETTs). (NIACE
1993),

At the same time, the development of the whole workforce can in practice only be
achieved by setting priorities which make it clear that those employces with few if any
educational or vocational qualifications are in urgent need of development. OGtherwise it
will continue to be the case that those with more successful initial education and more
training in the past will be the ones who dominate development activities. This in turn
will give rise o a very destructive tension between a will to change at the top and
middle levels of the organisation and resistance at the lower fevels,

From an employer’s point of view. an enhanced programme of job-specific training.
such as that implemenied by the “super-trainers™. can deliver some of the objectives of
ED. However, only an extension of broad-based educational skills can prepare
employcees for the unpredictable demands of new production methods and cconomic
conditions as we move towards the year 2000, Further, only ED schemes can express the
social objectives of employers as part of the wider social fabric. as well as their
responsibilities to sharcholders and/or taxpayers of profit and efficient pubiic services.

6. Small firms (SMEs)

Most SMEs need external support in developing ED scheines.

SMEs constitute the overwhelming majority of enterprises in the country. and employ
many millions of people. At the end of 1989, 954% of UK businesses employed fewer
than 20 people. and accounted for 35% of employment outside central and local
government. (Daly and McCann 1992). What kind of structures and finance will enable
SMESs to establish Employce Development schemes?

We see little evidence that small firms are likely to devetop ED schemes without external
support. It is clear from studies of training (Training Agency 1989a) that smalt firms do
not provide as much training as large firms. At the same time. there are numerous cases
of good practice which suggest that the obstacles are more to do with “know-how™ about
training than objective factors within SMEs which make it impossible for them to train,
(Bannock and Stanworth 1990: Gubbins and Johnson 1991). One of the major problems
SMEs have had in promoting training has been releasing workers from production tasks
(rather than finance). Thus Employee Development schemes which assume education
and training will take place in the worker™s own time have clear advantages. It should
also be noted that NIACE runs an Employce Development scheme for their 20+ workers.
An obvious source of support for SMEs wanting to set up ED schemes is through TECs
and LECs. and their development funds.

Local authorities also have o role o play, with Economic Development Units working
alongside Local Education Authorities to make opportunities avaitable. The Derbyshire
Employee Development Initiative (DEDD is a good example of a local initiative. with
the involvement of the residential adult education Northern College. the Derbyshire
LLEA and tocal TIEC funding. SMEs will certainly require funding support if they are to
promote general learning opportunities through the workplace. However, once schemes
are set up. we see no reason why they should not operate as suggested above, with the
state taking responsibility for certain priority arcas. and the employer for other courses
of study.
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7. Constructive partnerships

There is an urgent need to develop models for the successful organisation of ED
schemes.

There are mutual benefits in ED. but this mutuality can only be assured through a
partnership approach. If an ED scheme is to appear. someone must take the initiative.
This may come from management, trade unions. or outside agencies (e.g. TECs. LECs.
Workbase. the local authority). Workbase has a clear model for such initiatives. built on
the principle of a 4-way partnership between employers. employees and their
representatives. Workbase and educational institutions. The model clearly works.
However, there is no agreement within TECs / LECs, management professional
organisations or employer organisations about what constitute appropriate models of
partnership. In the longer term this is clearly a role which a National ED Agency could
perform. building on the experience of Workbase and employers who have successfulty
established comprehensive ED schemes.

We have attempted to draw up our own partnership model based on empirical evidence.,
i.c. on what happened in practice in successful ED schemes. Not everyone is in favour
of ED. especially where this involves study in the firm’s time or paying employees to
study subjects apparently unrelated to their day-to-day work. Opposition may come
from corporate Finance Directors, from hard-pressed departmental managers trying to
meet deadlines and from trade unionists suspicious that this is the latest manag :ment
scheme to soften up the workforce for redeployment and redundancy. We have
identified a number of fevels at which ED needs support if it is to grow:

External level Consultancies (e.g. Workbase)
Public agencies (e.g. SCEC. NIACE)
Professional networks
TECs and LECs

Central employer level Corporate Personnel department
Corporate Training department

Departmental employer level Training Manager or equivalent
Line managers

Employee level Individual employces
Trade union representatives or
other worker representatives

Educational level Higher education
Adult Education or Community Education
[Further Education

We would argue in general terms that a successful ED scheme is conditional on support
at cach of these levels, and for there to be communication between those levels. We
would further maintain that provided this condition holds. opposition {from one or more
partics within the structure can be overcome. Further that the greater the degree of
communication taking place. the less likelihood there is of one level attempting to
frustrate or subvert the efforts of another level. These are “working hypotheses™ which
need to be tested against further research in the field.
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8. Guidance

Given the complexity of adult motivation to learn, it is important to ensure that
independent guidance is available to employees within ED schemes.

Adult motivation to learn seldom presents itself in a “finished™ way. It is
characteristically tentative and vualnerable to failure but can grow and flourish over time.
A particular strength of the Ford/EDAP scheme is the existence of independent local
advisers: in many firms such guidance mechanisms as exist are too closely linked to
appraisal schemes to be perceived by employees as providing independent advice.
Sources of guidance within the geographical arca may include an Educational Guidance
service, but despite nearly two decades of development, this service is far from
comprehensive and chronically underfunded. A number of initiatives are in existence,
for example a scheme which provides vouchers for educational guidance to individuals
sponsored by Leeds TEC. There is a clear need to create organic links between
TEC/LEC initiatives and local Educational Guidance and Careers Guidance agencies. In
the longer term. the National Employee Development Agency might well assume
responsibility for promoting workplace Educational Guidance as an essential part of ED
work at a national level. This recommendation is compatible with the NIACE proposal
that “TECSs should promote the development of in-company advice and guidance centres
(and the development of links with careers services and LEA-supported EGSAs).™

9. Monitoring and Research

A key role of the National Educational Development Agency would be to research
and monitor ED.

Emptoyers have an urgent need to develop methods of evaluation which encompass the
broad aims of ED. As we suggested above, this is far from the case at present. In the
short-term, we would recommend the adoption of the evaluation criteria suggested in
chapter two. above. In the longer term. a National Employee Development Agency
would both provide consultancy on the management of evaluation and monitoring of
broad-based ED schemes. and also promote independent research in the field. Figure 7
summarises the range of activities suggested for the NEDA.

didn’t really matter (...)

worker, manufacturing firm)

“I was one of those that left school
when there were jobs around, so it

Qualifications on paper didn’t matter
so you just wanted to get out and go
to work and earn some money, and
there were jobs around.” (Assembly
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Figure 7: The proposed National Employee Development Agency
(NEDA)

Functions

I. to act as a focus for information, consultancy and evaluation

2. to offer advice on partnership approaches to Employee Development. building
on the experience of Workbase and successful employer initiatives

3.to assume responsibility for promoting Educational Guidance within the
workplace

4. to advise ~n relevant evaluation and monitoring techniques
5. to act as a focus for independent research in the field of Employee Development

6. 10 develop further public policy on Employee Development

Organisation

Discussions should take place on the establishment of this Agency. involving the
National Institute for Adult Continuing Education (NIACE). interested employers
and employee representatives, the Department of Employment (Training.
Enterprise and Education Directorate - TEED) and academic researchers.
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CONCIL.USION

The wider context: public and private provision

We believe that there s an urgent need to take action on education and training at all
levels. The need to view expenditure on education and training as an investment is a
point that many public agencies have stressed in recent years. As the CBI have put it
“the British workforee is under-cducated. under-trained and under-qualified™ (CBI
1989). The Nationat Education and Training Targets (NETTs) state quite simply that “by
1996, all employees should take part in training or development activities.” (NIACE
1993). We identify ED schemes as important ways of achieving those targets for tow-
paid and manual workers. and as an essential part of any future comprehensive structure
of education und training for adult emplovees. Sir Brian Wolfson, Chairman of the
National Training Task Force recently commented that ... one of the most eftective
investments a company can make in its future is to encourage and actively support the
continuous self-development of its workforee.” (NIACE 1993:33).

At the same time. we would like to see ED grow in the context of a nationatly agreed
entitlement to adult education and training. encompassing those in paid work. and the rest
of the population who are unemployed. in unpaid work (inctuding domestic work and
voluntary work) or retired. This raises farge issues of public policy in this field. Current
resources for adult education seem scarcely able to sustain the current structures which
serve predominantly those who have benefited from education and training in the past. let
alone reaching out to the millions of people who identify education with failure and have
received little training in their working lives. As NIACE have recently commented:

In summary. adults currently / recently engaged in formatl study
tend to be those from skilled and middle-class backgrounds who
benefited most from initial education. This significant minority of
adults who yvear after year willingly and enthusiastically engage in
study are. essentially . the alreads committed™. who will engage in
some form of learning because of the value they attach to such
activity. By themselves, they are not enough to fulfil the NETTS
for lifeume learning. Expansion in adult participation in education
and training - which, NIACE believes, is necessary for the
achievement of the national targets for lifelong learning - will only
be achicved through the recruitment of those others who
traditionally have been much less willing to participate.

In this sense. the difficult tasks lie abead. since strategies for the
recruitment and motivation of traditional non-participants are likely
to be compley and require @ willingness o change traditional
practices which has significant resource and staffing implications
{for cducation and training providers. The task will not be achieved
by a “quick fix " (NIACE 1992:13)

1Uis still unclear at the time of writing (September 1993y what the outcomes of the 1992
lurther and Higher Education Act will be for aduit learners. especially in the context of
a government committed to further cutbuacks in public expenditure. 1t is precisely those
groups of traditional non-participants who are least likely to be able to afford to pay the
full costs of adult education, even if they felt motivated to do so.
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It is for these reasons, concerned with the whole of society and not just exclusively with
those in paid work. that we believe that the establishment of an entitlement to education
and training is a more efficient and equitable way forward than legislating about what
proportion of their budget firms should spend on training. It is more efficient because it
recognises that education as well as training is an important economic priority, and
because it begins to harness the energies and interests of employees: it is more equitable
because it treats with equal seriousness the right to education and training throughout
adult life, independent of economic status. As we said at the beginning of this report:
“Within the constraints and possibilities of their circumstances, people struggle to make
sense of their lives and to provide a decent standard of living and quality of life for
themselves. their families and their communities.”™ We believe that ED has a significant
role to play in that process.
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APPENDIX ONE

Dissemination

As was emphasised in the Interim Report of the project (July 1992): “We are attempting
to share our thinking about the contribution of Employee Development schemes to the
devetopment of Lifelong Learning as we go along.”™ Part of the process is this Final
Report, which builds on the information contained in the Interim Report and the Large
Employers Survey Report (December 1992).

The Rescarch Fellow has made presentations about the project at three conferences
organised by NIACE. and at two organised by the Standing Conference on University
Teaching and Rescarch in the Education of Aduli~ (SCUTREA). Articles have been
written for Adults Learning (June 1993) and for the lmternational Journal of Lifelong
Education, A specialised publication has been produced for trade unionists interested in
Employee Development. and it is intended to hold a number of seminars to discuss this.
The main empirical findings of the project are contained in this report. A more
theoretical account of the field of workplace learning is being prepared for publication
in book form.

Project staff have also discussed the progress and findings of the research with
colleagues within the UK and other countries. The Research Fellow has taken part in
two symposia organised by the Lancaster University Centre for the Study of Education
and Training (CSET). and is contributing to a Collected Papers on Education and
Training in the Workplace to be published later this year by the Centre for the Study of
Education and Training. Lancaster University.

The two-year project began with a conference. “Towards a Learning Workforce™ (Leeds,
13 September 1991) and ended with an international conference. "Developing a
Learning Workforce™ (Leeds. 12-14 July 1993). A summary version of this Final Report
was produced for the 1993 conference. and formed the basis of a presentation to
conference delegates. The collected papers from this conference. when published. will
enable ED in the UK to be placed in the context of the global capitalist cconomy with its
many possibilities. contradictions and constraints.

The general field of workplace learning will remain an important arca of activity within
the Department of Adult Continuing Education. University of Leeds.
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APPENDIX TWO

Employee Development

Useful addresses

Department of Adult Continuing
Education

The University of Leeds
LEEDS

1.S29)T

Tel: 0532-333222

Centre for the Study of Education and
Training (CSET)

Lancaster University

LANCASTER

LATAYL

Tel- 0524-65201 x 2864

National Institute of Adult Continuing
Education (NIACE)

19b De Montfort Street

LEICESTER

LEL 7GE

Scottish Community Education Counil
(SCLC)

90 Haymarket Terrace

EDINBURGH

LEHI12 50O

Tel: 031-313-2488

Workbase Training
67a High Road
Wood Green
LONDON

N22 6BH

Tel: O81-889-8991

Adult Literacy and Basic Skills Unit
tALBSUY

2297231 High Holborn

LONDON

WOTN 7DA

Tel: 07 1-405-4017

Take Ten
Sheltield College
Fairticld House

I Broomhall Road
SHEFFIELD
S102DN

Tel: 0742-684257
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Institute for Public Policy Reseuarch (1PPR)
3(-32 Southampton Street

LONDON

WC2E 7RA

Tel: 071-379-9300

Paolicy Studies Institute (PSH

100 Park Village East

[LONDON

NW1 3SR

Tel: 071-387-2171

Employment Department
Training Enterprise and Education
Directorate (TELED)

Moortoot

SHEFFIELD

ST APQ

Tel: 0742-753275

The Industrial Society

3 Carlton House Terrace
LONDON

SWILY 5DG

Tel: 071-839-4300
Trades Union Congress (TUC)
Congress House

Great Russell Street
LONDON

WCIB 3LS

Tel: 071-636-1030

Scottish Trades Unions Congress (STUC)
16 Woodlands Terrace

GLASGOW

G3I6DF

Tel: 041-332-4946

Confederation of British Industry (CB
Education and Training Directorate
103 Oxford Street

LONDON

WCITA ITDU

Tel: 071-379-7400

Confederation of British Industry

S Claremont Terrace

GEASGOW

GITXT

el (41-332-86061
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Abbrieviations

ALBSU
CRI
D
CERI
CET
cIpp
CSET
DEDI
kD
LEDAP
EGSA
GM
GNVQ
HNC
1Cl
ILEA
IPM
IPPR
ITBs
LLEA
LEC
MBA
MSF
NCVQ
NEDA
NETTS
NIACE
NVQ
OCN
OLECD
Pl
PSI
SCEC
SCUTREA

SIC
SMES
SIT
STUC
TA

Adult Literacy and Basic Skills Unit

Contederation of British Industry

Continuous Development

Centre for Educational Rescarch and Innovation
Continuing Education and Training (Lucas Industries)
Centre for Industrial Policy and Performance. University of Leeds
Centre for the Study of Education and Training, University of Lancaster
Derbyshire Employee Development Initiative

Emplovee Development

Employee Development and Assistance Programme, Ford UK
Educational Guidance Service for Adults

General Motors

General National Vocational Qualification

Higher National Certificate

Imperial Chemical Industries

Inner London Education Authority (abolished 1990)
Institute of Personnel Management

Institute for Public Policy Rescarch

Industrial Training Boards (now Industry 1.cad Bodies)
Local Education Authority

Local Enterprise Company (Scotland)

Master of Business Administration

Manutacturing. Science and Finance

National Council for Vocational Qualifications

(proposed) National Employee Development Agency
National Education and Training Targets

National Institute for Adult Continuing FEducation

Nattonal Vocational Qualification

Open College Network

Organisation for Economic Co-operation and Development
Puid Educational Leave

Policy Studies Institute

Scottish Community Education Council

Standing Conference on University Teaching and Rescarch
in the Education of Adults

Srndard Industrial Classification (LK)
Small and Medium-siced Enterprises
Society of Industrial Tutors

Scottish Trades Unions Congress

Training Agency (now TEED)
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UK
UNESCO
USA
VET
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Training and Enterprise Council

Training. Enterprise and Education Directorate.
Employment Department

Transport and General Workers Union

Trades Union Congress

Union of Automobile Workers (USA)

United Kingdom of Great Britain and Northern Ireland

United Nations Educational. Scientific and Cultural Organisation
United States of America

Vocational Education ana Training
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