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Abstract

This research paper explores what we know aboufptbeess of transitions from
education into the labour market, with a particdtazus on the UK There is strong
evidence that even before the current recessight across the developed world
transitions were becoming longer, more complex@mdlitional than they used to be.
The paper explores what structural factors may diedéhese changes and their
implications for policy makers and those workinghin the education and training
system. The paper suggests that insofar as thestdogeents can be addressed by
policy, a major consideration is the role that esypls may need to play, not least in
terms of the attitudes and behaviours that theyplalystowards the process of
recruitment, selection, induction and developmémteav entrants to workforce.






Introduction

The issue of transitions from education/schoolimgo ithe labour market and
employment has been a focus of policy concern adies OECD for at least the last
30 years. The current recession has meant thartidems associated with the move
from learning to earning have tended to worsenegsignificantly, not least in the
USA but also in Europe (where youth unemploymergame countries has reached
genuinely alarming levels, for example Spain, whég per cent of the 16-24
population is now without work).

While not wishing to downplay these immediate peots, in some ways the
recession and its impact on youth employment ratektransition processes can be
seen as a distraction from a range of wider unohglyssues and structural and
conceptual trends that have been developing oeeltasgt decade or more. To put it
another way, even if the recession had never ceduthere would still be major
problems with designing and managing transitiomsnfreducation into the labour
market. This is because across the OECD initialeadrom all levels of education
and training into work have been extending and la@eoming more complex,
conditional and halting. What used to be relativehort and simple transition
processes have become very much more problematieagthy. Symonds, Schwartz
and Ferguson put it thus:

Today, the journey from adolescence to adulthoddrisnore daunting.
It takes much longer, and the roadway is filledwidar more potholes,
one-way streets and dead ends. (2011: 11)

As the period covered by compulsory and post-cosgayl education has
gradually tended to stretch, so the notion of ‘futabour markets and
unemployment has also extended (in the UK it useldet thought of as covering the
16-19 age group, but now encompasses 16-24 yesi. oldhe recession has worsened
this situation in some countries, but it did natate it. Youth unemployment levels
in the UK were rising several years before the ssiom struck (Wolf 2011, UKCES
2011a).

Moreover, in the UK the proportion of employerstthatually recruit young
people leaving the education system at any lewdlo@, college or university) has
fallen — again a trend that started long beforedhset of recession. In part, this
reflects the declining size of the youth labour kear— in 1976 more than three-

quarters of 18 year olds were in work, by 2009 thés down to 40 per cent. As a



recent report from the employer-led UK Commissian Employment and Skills
observed,

while this trend partly reflects the ‘pull’ of fumér and higher education,
it also reflects the ‘push’ effect of the lack obg for young people...
just under a quarter of employers recruit youngppedalirectly from
education, this falls to just six per cent taking school leavers.
(UKCES 2011a: 14)

In part, these developments reflect structurakshifat are taking place within
the labour market, particularly employers’ prefeenfor older workers, mass
migration/immigration, ongoing casualisation ane theed for workers who can
manage themselves between multiple jobs/locatibheé¢ryet al. 2010). At the
same time, there are other factors at play, perpaggularly within the Anglo-Saxon
‘family’ of countries. Two concern the fading ofhat might be termed populist
policy dreams around the development of the laloanket. The first of these is the
concept of the knowledge driven economy (KDE).

The Knowledge Driven Economy that Never Arrived

In the late 1990s and early 2000s the vision ohawledge Driven Economy (KDE)
took root across the developed world. Its antenisdgo a long way back (Drucker
1959), but in essence the work of Reich (1991) Aodda (2005) suggested human
capital as the sole unique source of competitixaathge (for firms and nations), and
from this developed notions of a future of work wehevorkers’ skills would imbue
their activities with high levels of autonomy, ‘Aotship’ and reward (Leadbeater
2000, Michael®t al. 2001, Florida 2005). The assumptions came tdéesooner or
later the vast majority of workers would be engaigeithis kind of labour.

Unfortunately, as time passed it became cleartthat'happy ending’ would
not be universal and that while there are knowledgeen sectors and firms, a
substantial proportion of paid employment remaiasd( will continue to remain)
outside this sunny upland (Toynbee 2003, Howartth ldienway 2004, Thompson
2004, Lawton 2009). At present about 22 per cémihe UK workforce are low paid
on EU definitions (less than two thirds median ewys), and almost a third of all
female workers fall into the category (Llogd al. 2008). Projections of occupational
growth show little sign that low paid employmenttire UK is liable to fall this side
of 2020 (Lawton 2009, UKCES 2009).



Indeed, in the UK at least, we have gradually mdveth a KDE for all, to a
slow trudge to the bottom for some sectors and mattons in terms of pay, working
conditions and job design. At the same time, grgviavels of under-employment and
qualifications mismatch/over-qualification have derstrated that a KDE cannot be
created simply by an education-driven ‘supply-pusfiect (whereby expansion of
publicly-funded education and training triggerstepschange in employers’ product
market and competitive strategies that shifts lagrions of the economy up-market,
see H M Treasury (2002) for details of the model).

Sophisticated HRM — the mirage fades

The second illusion to have gradually vanishedhet bf sophisticated/soft human
resource management (HRM). From the mid-1980s cdsuhere was a strong belief
in the UK that as old style industrial relationsned, it would be replaced by a new,
more strategic model of HRM that would be deploy@anaximise the commitment
and intellectual input of workers, treat them adued individuals within the
organisation and, via more and better trainingyeséo maximise their human capital
and hence productivity. Unfortunately, in all Busmall sub-set of organisations, this
model never gained much purchase. As Sisson arlP(2010) suggest, in the UK
the vacuum created by the disappearance of tradasiim much of the private sector,
and the collapse of bargaining power for those thatained, was not filled by the
rise of sophisticated versions of ‘soft’ HRM, buthrer by more or less arbitrary
unilaterally control by management and the conteeaof a ‘muddling through’
model of employee relations and personnel manageirftarats 2011, Mills and
Overall 2010). For many organisations the bulkhefir employees remain simply as

a factor of production and/or as a cost to be mggh

If the KDE and HRM are not coming to save us...

The overall effect of the fading of these two kepligy narratives, that seemed to
promise a more or less automatic happy-ever-afteing for the vast bulk of the

working population, is that in many countries we Baft with the general problem of
a labour market that contains too few jobs, paldity for young people, and of the
jobs that do exist too many are of low quality. obther words there is a quantitative

problem (not enough jobs available) and a qualggproblem (much of the work that



exists is insecure, pays badly and offers littlparpunity for progression). This has
implications for how we might ‘frame the problenroand youth employment and
transitions from education into the labour marketd in turn how best it might be
tackled.

Problems around Youth Transitions

There has evolved a significant body of researchpiicy literature that focuses on
a group of perceived problems that besets eductidabour market transitions for
the young. The problems traditionally identifiey both policy makers and
researchers have included:

1. Employer dissatisfaction with the education systeproducts (a lack of
employability and work readiness among the young);

2. Extended and risky transitions;

3. Job quantity AND quality, including casualisati@mtry level employment
that has no training attached to it, temporary,t-pare and agency
working; as well as low pay, boring and/or unpledsaork, and lack of
worker ‘voice’ and task discretion);

4. Youth unemployment, allied to low levels of employecruitment of
young people generally — a long-term trend in the ldbour market
(UKCES 2011a);

5. Youth under-employment in terms of both working tspuand skill-
mismatches and over-qualification (UKCES 2011a);

6. Lack of subsequent progression — the trap of lowd-daad end jobs;

7. Rising skill (qualification) levels of young worlsemot feeding through
over time into underlying gross value added or pobdity rates. This is
coupled with a growing realisation that the linkagbetween skill
production and skill demand and utilisation to teea competitive edge
are much more complex and much less automaticeansed to like to
believe.

The research response

These problems are common across a large prop@ti@ECD member states, but
their relative intensity varies from country to otty. The research response to some
of these issues reflects, directly or indirectiyustural conditions and trends in the

labour market, but many have been framed withincthr@ext of the ‘*happy endings’



policy narrative of the KDE and HRM and tend toudsmn problems on the supply
side (education) rather than the demand side (gmm@ot). Overall, the research has
given rise to a vast body of literature/research on

* Youth education/labour market ‘insertion’/transitgoprocesses (mapping
and analysis);

* The category of young people who are Not in Edocatemployment or
Training (NEET), some of whom may have dropped olueducation,
often before the end of compulsory schooling (sesc&y and Kelly 2010
for a very useful overview of the topic);

« The issues raised by Jobs Without Training foryibeng people entering
such employment (see Maguire 2010);

* Industry/education collaboration to increase emgloljty;
* Employability, what it is and how to create it;

« What engages and motivates young people to leachyding barriers to
participation in post-compulsory learning and hdwe aspirations of both
young people and their parents/communities mighiduested,;

* Education and training schemes and programmes aimegarticular
segments of youth/education cohort/ability rangat tare supposed to
boost educational engagement and/or attainmenterbptepare young
people for the world of work, and/or smooth trainsis;

» Career choice and what drives and shapes it;
» (Careers) Information, Advice and Guidance;

» Access by disadvantaged groups to the labour marigtthow this can be
improved (for example for ethnic minority groupshet disabled,
Roma/gypsy children, those with learning difficetj young single
parents, etc.).

Unfortunately, much of this research is of limitegk to a broader audience, as it:

* Is very nationally specific in terms of the eduoatll and labour market
contexts being studied (sometimes local or regjoraaid as a result the
lessons it generates may not apply outside (or eeoss) the country
being studied;

e Evaluates individual schemes (often leading edge laighly resource
intensive) that may not be replicable by upscaling in other
environments;



e Evaluates schemes that are often small scale pitmtdransitory in nature;

* Is often numbers driven and describes trends atcbimes without being
able to fully explain what generates them;

* Is often written from an educational rather thanabour market or
employment perspective. This means it is veryr@sied in the staples of
mainstream educational inquiry — pedagogy, cumicyl assessment,
teacher quality, learning institution configuratiand management, student
motivation and teacher/student interaction, butmany instances has
surprisingly little if anything to say about thebtaur market and jobs to
which the learning or instruction is supposed tddaeling. As previously
noted, insofar as it does engage with the laboukk@bait often makes
highly generalised and optimistic assumptions (oftemsed around the
KDE literature) about the current and likely futuskape and nature of
employment.

This last bullet point is, from the perspectivewdfat follows, the most important.
What this paper will go on to argue is that in King about how to:

1. improve participation and achievement in educadiod training;
2. enable and ‘smooth’ transitions from learning tone®;

3. and ensure that public investment in education taaiding delivers the
greatest economic and social benefit;

it is extremely important to also bear in mind ttemand side of the equation — the
guantity, quality, geographic and sectoral distitou of the employment
opportunities towards which education and trainmigneant to be leading, and the
implications that these may have, both for learrmpathways and for the process of
transition. Thus, insofar as the process of ttemmsiis problematic, the difficulties
and barriers often stem from failings both upstréarside the education and training
system — the locus of failure which traditionallashbeen afforded the bulk of
attention) and downstream (inside the labour markgroblems which have often
been ignored) (Gracey and Kelly 2010).

Failure to give due attention to issues to do w&mand for skilled labour tend
to undermine the chances that reforms to the sugidly will work as intended, and
may well lead to new or deeper problems aroundifigetlons mismatch and over-
qualification. In particular, this paper will amguthat if the demand for better
educated and trained new labour market entramstisiniformly strong, then there
are liable to be serious problems with the incestithat the labour markets offers and
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the signals that it sends to some prospective éearend workers. Moreover, in some
economies the structure and extent of low end eynmdmt will also hinder
transitions, as the nature of such work (casualidedd-end, temporary etc.) makes
stable and permanent moves from the world of etut#&b the world of work hard to
achieve.

Finally, unless demand for skill is strong and éssto do with skills utilisation
have been addressed, there is a clear dangeittiealohg-term benefit will accrue to
investment in education and training in terms dbsaguently enhanced economic
performance. The case of Scotland has very clekmhyonstrated that a country can
create a relatively well-resourced and successfutation and training system that
creates large numbers of relatively highly qualifieyoung people whose
employability is quite highly rated by employersjtkstill end up with significant
problems of youth unemployment, problematic tramsg to employment, under-
utilisation of skills and little discernable imprawent in relative productivity at

national level.

The structure of what follows

In terms of structure, the rest of this paper treeaddress the following topics:

1. How intrinsically motivational is the vocational?
2. Employability — what problem, whose problem, antyable how?

3. Structural factors in workforce selection and erang their implications
for education and training

4. The problem of ‘bad jobs’ and the incentives thesate.
5. Weaknesses in vocational qualifications for inigdlication and training.
6. Careers information, advice and guidance.

7. Apprenticeships and work experience, defining ampleger contribution
to initial education and training.

8. The role of government and its agencies in suppgttansitions.

©

Key policy lessons from UK experience.



Treatment of some of these topics is interwovei wiat of others, and not all will be
accorded a separate section.

The paper has relatively little in detail to sayoabissues to do with skills
formation and learning, for example, curriculunpedagogy, but it will address some
aspects of assessment and certification, as tresebeen shown (in the UK context
at least) to be of considerable importance. Therotajor area that will be touched
upon, but not explored in detail, is the issue migpession within the labour market.
In recent times there has been a growing conceah ith the UK labour market
opportunities for progression have become moretdighand that, as a result, many
workers become trapped in low paid employment aatl fis a consequence, levels of
social mobility and the ability of families to mowait of in-work poverty is suffering.
This is a huge topic that cannot be dealt withyfllere, but where it has links to
initial education/work transitions some limited ebgtions are made. Given the time
available, the paper has of necessity been wrfttam a predominantly UK-centric

perspective.

Vocational Learning and the Disaffected

The relative roles, characteristics and strengthacademic and vocational learning
are a huge topic that cannot be addressed in aay Here. The one aspect that is
flagged up concerns the tendency to imbue vocdtiedacation and training (VET)
with general powers to motivate certain groupseaifrhers. One of the key beliefs
within the mainstream education and training dissewn vocational learning has
been that vocational courses have, relative to eanaxd subjects, an inherently
superior ability to re-motivate and engage the ftksged learner. Vocational
offerings have been seen as the way to reducealrofrem full-time compulsory and
post-compulsory education and training, and thefchieans of ensuring that low
achievers can be retained within learning. VET thas become the social inclusion
route of choice in many countries.

This belief in the capacity of VET to act as a mational catalyst is often
stated as a given fact, with little or no discussaf the reasons for it, and scant
attempts to provide any substantive evidence tp@tphe assertion (see Symorads
al. 2011 as an example). Unfortunately, as Wolf (2Qqidints out, the evidence base

that supports the case for VET's superior perforreaim meeting these goals is



actually extremely slender. It is unclear whetME isthe answer to re-engagement
and re-motivation, or whether academic subjectghtiin a more practical, hands-on
way might not achieve the same (or indeed bettetgames (see Pringt al. 2009,
Gracey and Kelly 2010, Wolf 2011). Indeed analgsiaducted for th&Volf Review
of Vocational Educationsee Rosst al. 2011) found no indication that English
school students made any substantial improvemantseir attainment as a result of
being placed on more vocational courses (Wolf 2009).

What can be established is that there are twofggnt potential drawbacks to
seeing VET as the route of choice when channethegstudies of low achievers, the
disaffected and those at risk of disengaging frearring. First, if VET is used in
this fashion there is a danger that the status BT Yuffers by association, with it
becoming seen, not least by employers, as a vetuicksocial inclusion rather than a
high status learning pathway in its own right (edler and Unwin 2003 for a very
useful discussion of this tension in relation te English apprenticeship system). As
a senior official in one UK education and trainaggency put it:

...vocational education is also presented as a mefaasring certain
social ills, as opposed to serving industry andrass in a direct and
efficient manner. There are a number of very gosaksons to use
education to cure social issues, but this shoutdorao the detriment
of vocational training. (Gracey and Kelly 2010).24

Second, unless VET courses and qualifications eségded with great care,
they may end up lacking rigour and/or breadth asd &hose elements that would
allow a subsequent return to academic learningthi$f does occur, as it has in the
UK, it produces the strong risk that young peopleovare directed into lower level
VET offerings end up trapped in low end jobs (orjolos at all) with little prospect of
being able to re-engage with adult learning awallthat would allow them to achieve
significant progression in the job market (Keep 20Reep and James 2010a, Wolf

2011). Thisis an issue to which we will returrgmeater detail below.

Employability

The traditional story about youth unemploymentngraons into the workplace and
the skills of those leaving the education and trgrsystem in the UK (and in the
USA — see Symondst al.2011) has been one that has revolved around dmmsa
that the education and training system produceg laumbers of young people who
are not readily ‘employable’ and who lack the skiknowledge and attitudes required
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to perform well in the modern workplace (see Kefptlicoming) for a review of
some of these issues in a UK context). The pabsponse has been endless attempts
to improve education and training achievement amanmg people, more and better
industry/education liaison and collaboration, afgbdo build greater employability
into mainstream academic and vocational offerirtgalldevels (school, college and
higher education).

Interestingly, in the UK this policy narrative ha®me under increasing
scrutiny and question, first from academics (Gleessnd Keep 2004, Keep
forthcoming), but also (and much more importandygn from employers and their
representatives. Whatever the scale and natugenpfoyability problems in the past,
given all the reforms that have been made, doesidfieit narrative around young
people’s skills still hold good? The UK Commissitor Employment and Skills
(UKCES) has recently published a major review @f youth labour market (UKCES
2011a) and this notes that:

Our evidence suggests, therefore, that althougHogmpility skills are
an issue for some employers, it is not the maisaedor them not
recruiting young people. While tackling employdilissues is
important, there is a risk that employability skibecome over-stated
as anissue... (2011la: 19).

Large scale surveys of employers conducted by UKQfthcate that in
England, 66.3 per cent of employers in the sampghe Wwad hired young people
thought the 16-year old school leavers they reeduivere either well-prepared or
very well-prepared for work; 74 per cent of thodeovguestioned thought 17-18 year
old leavers were well- or very well-prepared; aBdo@r cent saw leavers from higher
education as well- or very well-prepared (UKCES 2A2117).

Moreover, insofar as there was dissatisfactiony litle of it appeared to stem
from deficiencies in the formal skills — even amaihg recruiters of 16-year old
school leavers (most of whom will tend to be theg®o are not high academic
achievers). Only 2.3 per cent of employers wereceored about low general
education, and just 3.4 per cent were worried alibair recruits’ literacy and
numeracy skills (UKCES 2011a: 18). Most probleraste on attitude and lack of
experience and maturity. Moreover, as the UKCEBm@ssioner overseeing the
project, Valerie Todd, observed:

Those of us who do employ young people rate themy Righly, while
most employers who find young people poorly pregatomplain that
they lack work experience... There is a clear meskage: if we want
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young people who are ready for the workplace wel tede willing to
help build their employability skills. (UKCES 204:13)

In other words, if the main part of the remaininglgem revolves around
work experience and the kind of skills that cant lkesacquired inside the workplace
(Gleeson and Keep 2004, Wolf 2011, Keep forthcomintigen responsibility for
resolving this now comes to rest with employers.

That such a change of perception and diagnosishenpart of employers
should take place is not as surprising as it maghfirst appear. Rising levels of
achievement, significant advances in the embeddsdoieemployability elements in
courses, an over-supply of qualified youngsterkisgeemployment and the often
modest skill requirements of many UK employers, rmkkan that the traditional
narrative had become increasingly hard to sustdihis is not to say that it will
disappear, indeed attempts to revive and sustairdigtourse of educational failure
go on apace (see Recruitment and Employment Caorafieole 2010, Confederation of
British Industry 2011, Keep forthcoming), but itligble to carry less certain weight
with policy makers and practitioners as attentioadgally shifts to other issues, not
least what employers may need to do to help creat&in kinds of employability
skills (such as team working).

Labour Market Structures and the Implications of Low End Employment

Many of the problems that surround:

» transitions,

* entry into the workforce and subsequent progression
* theincentives to learn and

» disengagement from learning among the young

revolve, at least in part, around the shape ofgheur market and the incentives that
it creates. As the author has suggested elsewKe®p 2009), understanding the
incentive structures that motivate both young pe@pld adults to engage in learning
Is extremely important if policy is to identify theost urgent problems and barriers to
more participation and achievement in education taamiding, and in thinking about

where scarce policy resources (time, energy, momeght best be deployed to make

a difference.
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Understanding the incentives to learn

In trying to get to grips with incentives, this papleploys a typology of incentives to
learn and a framework for their analysis which haen elaborated in an earlier
SKOPE Monograph (Keep 2009). The section that Wadldries to summarise the key
points of this framework as they pertain to workl @mployment-related learning.

It is important to stress from the outset thateéhare many incentives to learn
that are generated beyond the workplace and maog geasons to learn that have
nothing to do with the needs of employment. LifgJdearning and the need for
learning generated by cultural, political, sportisgcial and community activities,
and by a desire for personal fulfilment, are allportant goals for education and
should not be ‘crowded out’ by the needs posediyyl@yment and the economy — as
has happened far too readily in much UK educatiod &aining policy. As
Livingstone argues, ‘workers may be overqualified their jobs but they can hardly

be overeducated for life’ (Livingstone 2010: 224).

I ncentive generation
The incentives to invest time, energy and monelearning are generated through
two sets of forces:

1. The Pull of opportunities, both to learn and to then wilthat learning,
either for personal pleasure (intrinsic reward)pamefit others (altruistic
reward) or for tangible gain through some form aidpemployment; and

2. ThePushof resources, expectations and social relatiosshivpich enable
and sustain learning.

These push and pull factors will singly or in camgtion give rise to incentives of
varying strength and effect that will in turn impagon and motivate different
individuals and groups to act in different waysr Egample, Grimshaw and Rubery
(2007) demonstrate how the undervaluing of womentwk impacts on pay,

progression and therefore the incentives to engatyaining.

There are two main types of incentive:

! These resources cover a range of tangible andgitte elements, including financial support to
students from whatever source(s) and social, fampte, well-educated parents who encourage the
child to learn through support, exhortation andneple providing ample opportunities through a
supply of educational toys, visits to museums amakb.

12



« Type 1 (internal) Incentivemre generated inside the education and training
system, and create and sustain positive attitumkeartls the act of learning
itself and towards progression. In other words, ynagpe 1 incentives
produce, or are the result of, intrinsic rewardsegated through the act of
learning.

* Type 2 (external) Incentivemre created in wider society and within the
labour market, and the rewards they give rise ¢éceaternal to the learning
process itself.

The strength of the effects being induced will vatithin and between Types 1 and 2.
Type 2 incentives tend to be structurally embeddexhd mediated through the fabric
of society, the labour market and wider economiacstires. This, coupled with the
interaction of the economic and social dimensiafgn makes Type 2 incentives
relatively long-lasting and powerful compared tonpdype 1 incentives.

In the UK, under the New Labour governments rekaon public subsidy to
act in the absence, or instead, of Type 2 incestigenerated by other actors
increased. Education Maintenance Allowances (EMAs)d Adult Learning
Allowances (ALAs) are two examples (these werentiysubsistence allowances paid
to youngsters and adults from low income backgrsundbrder to help support them
as they studied — in essence a form of student)griimese subsidy-based incentives
are a sub-category of Type 1 incentives.

Some UK policymakers argued that by increasingedtatded education and
training provision, a sufficiently massive increaseskills supply could be created
that would lead to a change in companies’ produelrket strategies thereby
catapulting the economy to a higher skills equilibr. In turn, the demand for (and
the rewards that accrue to) skills — higher Typmc&ntives — would increase thus
creating a virtuous circle (see HM Treasury 200R)is open to question how
believable such a scenario is. It is possible gmarthat, in general, the causality runs
in the opposite direction: the structure of demdiutiates levels of provision and the
demand for learning (see Keep al. 2006). It should be noted that in the wake of
spending cuts the Coalition Government has redimezls of training subsidies and
wants ‘to ensure the tuition paid for by the Gowveent is focused on those who need
it most so that limited public funds are used ia thost effective way’ (BIS 2010:
16). EMAs are being scrapped.

The evidence suggests that positive and negatizentives tend to cluster

around certain kinds of jobs. Higher status andhdrigpaid employment, often
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requiring substantial initial and continuing edusatand training, generates much
stronger and mutually re-enforcing incentives tarme By contrast, low paid
employment is often repetitive, offers less pleasarrking conditions, holds limited
discretion and intrinsic interest, provides wealkeentives for further education and
training, and, crucially fewer opportunities foogression (Lloycet al. 2008, Lawton
2009, Metcalf and Dhudwar 2010). This is not tp teat people in low end jobs will
not necessarily want to acquire new skills, butrteongest incentives to learn may
well be not to do with employment, but with leamithat is bound up with other
aspects of their lives (parenting, social and caltactivities, hobbies and so on — for
a fuller discussion see Keep 2009).

At the same time, incentives will vary in intensagross space. Local and
regional labour markets offer very different patgeiof opportunity, particularly in
terms of wages and the range of jobs on offer (K2@e@5: 535, Green and Owen
2006). Moreover, both Gutman and Ackerman (2008) Himtrea et al. (2011)
demonstrate how different patterns of opportunayenconsequences for patterns of
choice about post-compulsory participation in edocaand training. This will be

discussed further below.

Weak or negative incentives for some

The main consequence of the foregoing is that thape of labour market
opportunities will tend in turn to structure the@mtives to learn in order to access the
different kinds and levels of employment that available. These incentives will
then feed back into the education and trainingesgsimpacting on the choices made
by students and trainees (and their parents), dynstitutions that serve them, and by
those who design provision via the curriculum andldications and assessment
regimes. The information and signalling producea different types and levels of
Type 2 incentives from the world of employment widdve profound implications for
study and for patterns of labour market entry.

For the purposes of this paper, the exposition thlbws is focused on
choices made by youngsters. In their case, if @eep@t that within any given labour
market there is a job queue and at any particutanenmt in time:

» the number of jobs is finite and is exceeded bystngply of those willing
and able to undertake the work;
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« and the number of good/desirable jobs is a finitb-set of the jobs
available,

then the labour market will create losers. Sonuwpleewill get jobs but they will not
be good jobs, and some will not get jobs at altlugation and training is one of the
factors that can move people up and down the j@uguelative to one another, but of
itself it may not have a huge direct effect in tirgeither more, or more and better
jobs. In other words, it can redistribute oppotties rather than necessarily create
them.

This matters from the point of view of young leasen that there are
feedback mechanisms between the labour market lmmdeducation and training
system. They operate in both directions, but dgyfram the labour market into the
education and training system form a set of powe(positive and negative)
incentives that act upon learners. Thus, allrathiegs being equal:

the higher the levels of unemployment, particulgdyth unemployment;

» the higher also the levels of inequality in ternigad quality (working
conditions, wages, progression opportunities etcrpss the different jobs
available;

» the larger the pool of ‘bad/poor’ jobs relativethe good ones (particularly
within specific local labour markets);

* and the weaker and more patchy the wage returms froalifications,
particularly lower level vocational qualifications;

the more likely it is that those contemplating istheg — time, energy, effort and
money (directly or through wages foregone) — inreway will be faced by relatively
complex, uncertain and therefore risky incentiveekearn.

For example, in the UK qualifications serve asnian end goal for the bulk
of VET, and are assumed to act as a form of cuyremithin the labour market,
whereby a given qualification can be traded foiveery type of job. This means that
the hold and effect that qualifications are seehawee upon job acquisition decisions
and pay rates act as a transmission mechanism (bmghive and negative) for
incentives from the labour market into the educatmd training system. Thus, if
vocational qualifications do not in fact deliveetmtended labour market outcomes,
or only do so in a very uncertain fashion, thenlikelihood is that the incentives to
acquiring such qualifications will be weak.
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As discussed in much greater detail elsewhere (K&€9, Keep and James
2010, Wolf 2011), the UK has a particular problenthat it has created a set of lower
level vocational qualifications that have limiteddtion on recruitment and selection
decisions (see Keep 2009, Keep and James 2010pyarch in turn, generate very
limited, nil or even in some cases negative effectssubsequent wage levels. As
Wolf (2011: 7) notes, ‘the staple offer for betweequarter and a third of the post-16
cohort is a diet of low-level vocational qualificats, most of which have little or no
labour market value’. Unsurprisingly, such offgsncreate very weak incentives to
participate and as Wolf (2011) notes, young peofilen react rationally to this either
by not participating or by dropping out of educatand training in order to get a job.

Perhaps the key lesson is that in economies amuulamarkets where the
proportion of low paid, dead-end jobs is substraral liable to remain so (or even
rise further), the incentives to learn for thoseovelne either in or are being expected
to enter courses that lead to a low level vocatiopalification, and who believe
themselves destined to enter such employment, mayall. This problem becomes
even more acute if young people’s labour marketyeppints tend to be clustered
within sectors that have a high percentage of kingd of employment, and where
casualisation is endemic, as is the case in theviere young people’s employment
iIs dominated by retailing, hotels and restaurddt§GES 2011a).

This is because insofar as students and their izsnlerceive there to be a
‘pecking order’ or hierarchy of achievement, theage at the top of this hierarchy are
liable to believe that they are the ones who haweasonable chance to compete for
the finite supply of good jobs, and therefore a®etl with relatively strong incentives
to continue to participate and achieve. By comtth®se further towards the bottom
of the hierarchy may well see themselves as liilbe destined for the less-good
jobs or even for unemployment, which means thair theentive to participate and
achieve may be relatively weak (Keep 2009). Asé¢hare exactly the young people
whose material resources and cultural capitaltegertost limited (Billetet al. 2010),
they are liable to be risk-averse and to want cleaambiguous and strong signals
and incentives from the labour market.

Much has been made in the UK policy literature alibe need to improve
working class parent's and children’'s aspiratioms relation to educational
achievement and the job market. The problem isltiva or limited aspirations may,

at least in part, reflect knowledge of the state¢hefjob market and the nature of the
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competition for those jobs/good jobs that are add. In other words, aspirations are
sometimes structured, at least in part, by materadditions rather than simply
reflecting individual attitudes/states of mind, @rsense of individual or collective
defeatism. Those who believe, perhaps becauseavil&dge of the labour market or
the experience of family members, that they arelyiko be destined for bad jobs or
unemployment are liable to perceive limited incesdi to invest in learning and
achievement. Thus, if, ‘there are no ‘better’ logds requiring higher level skill
levels for higher pay, then it is entirely ratiortal stay in a low-level job without
training’ (Gracey and Kelly 2010: 9), rather thaturn to college and try and upgrade
one’s skills.

In part, this problem is magnified because peopdeah least sometimes aware
that social advantage tends to be transmitted fyeneration to generation (more so
in some countries than others) and that the labmarket often discriminates against
members of certain groups. People from such grofips realise that they are less
likely to secure good labour market outcomes fratwestment in education and
training. Given very high levels of youth and a@duhemployment, the limited
demand for skills from many employers and the ldajeen rising) proportion of low
paid, insecure and dead-end employment that isffen 8ometimes concentrated in
particular local labour markets) it seems plausilhat many disadvantaged
youngsters will see little point in learning. Ash®on puts it:

In considering different possibilities for theirtfwe young people are
aware of the barriers that may hinder their ambgio The expression
of educational expectations is intertwined with ge@tions of

opportunities and constraints, and young people fless privileged

backgrounds are generally less ambitious than tieire privileged

peers...(2010: 100).

As a result, it can be argued that the UK’s gehenabor record on post-
compulsory participation and achievement is, imsigant measure, explicable by
reference to the levels of demand for skill thatpyers have and the signals and
iIncentives this sends to students:

Unfortunately, Britain has long been caught in\a-gualification trap,
which means that British employers tend to be ligety than in most
other countries to require their recruits to be cated beyond the
compulsory school leaving age. Among European c@stonly in
Spain, Portugal and Turkey is there a greater ptigoo of jobs
requiring no education beyond compulsory schooeréhs some way
to go before British employers place similar densaad the education
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system as are placed in the major competing regioEsirope. (Green
2009: 17)

Similarly, in the USA, Symondst al. (2011) register their surprise and dismay
at the daunting levels of high school drop out pltent among students from black
and Hispanic backgrounds. One reason for this nfigtthe fact that many black and
Hispanic students know that in their local labowsrkets a high proportion of the
work is low paid (roughly a quarter of the entir& Workforce is low paid — earning
less than two-thirds the median wage) and that sumtk tends to be concentrated
among members of their ethnic community.

The lesson is that economies that rely upon thste&xie of relatively large
quantities of low paid, sometimes low skilled (&&adt in terms of the formal
qualifications required) work will find it diffical to motivate participation and
achievement among those segments of their schabtaltege cohorts who believe
themselves destined for such employment. Moredabnur market transitions into
such work are often uncertain and transitory bezaighe nature of many of these
jobs — seasonal, casualised, part-time or agencit.wAs Billet et al. (2010: 473)
note, those students who have not done well in a&chrc often ‘face a lifetime of
struggle to secure worthwhile, on-going and welldlpamployment’. This suggests
that, in order to change aspirations, more thanviddal acts of optimism and
willpower may be required (Archer 2007).

There are two policy approaches that can be adopted

1. Efforts to raise family’s and young people’s asfimas and their desire to
achieve in education, which can also be allied &itiange of measures to
help raise the attainment of learners from disathgad backgrounds (see
Goodmaret al.2011 for an overview of the UK’s efforts in thesgard and
the success with which they have been attended).

2. Efforts to improve the quantitative and qualitatiegels of demand from
the labour market.

These two approaches are not mutually exclusiveygh to date in England almost
all the policy emphasis and most of the academenton has been focused on the
first, and almost none on the second. However, ithigradually starting to change,
and there is beginning to emerge a realisation ithatight be easier to change
aspirations if opportunities, and the incentiveat tthey create, were improved. To
put it another way, aspirations often have somemplng in material underpinnings,

and unless these can be changed in ways that secrgaod opportunities that
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generate strong incentives, uplifting aspirationaynprove hard to achieve. As
Archer (2007) notes, to date UK policies have tentbeaim at, ‘changing individual

minds rather than collective circumstances’. Ateralative approach, embodied in
the EU’s long-term goal of ‘more and better jobfecs a key component in helping
to provide stronger incentives to learn and raigisgirations, not least for those from
disadvantaged backgrounds. Thus economic develupnab creation and job

guality enhancement policies, as well as efforteethuce the levels of low paid work,
are highly important in giving disadvantaged grolgester incentives to learn and

achieve.

Structure, Agency and Individualisation

One of the strands in Anglo-Saxon policy that hasrbthe focus for comment and
debate has been the tendency in recent times twidodlise responsibility for
educational outcomes, career choice, course clwoidehe management of transitions
(Billett et al. 2010). This movement to grant students autonomy therefore
responsibility suffers from a number of drawbaos&which the most important is
that, ‘individualistic views downplay the importanof the mediating role that access
to cultural, social and economic capital is likedyplay in the negotiations involved in
making a productive transition’ (Billeét al.2010: 471).

Moreover, one of the key problems in some nati@thlcation and training
systems (not least in the UK) is that those stuglerito often come from the poorest
and most disadvantaged backgrounds, and who havievad the least during
compulsory schooling, are then confronted with & rfeore complex, difficult to
interpret, and poorly funded array of provisionrttsaudents who are on the academic
‘royal route’ to higher education (Prirgf al. 2009). Making good choices within

such an environment is difficult.

Mismatch, over-qualification and under-employment

A further problem is that a combination of:

e national policy goals to increase post-compulsomd atertiary/HE
participation;

* inadequate (in terms of coverage and quality) cargdormation, advice
and guidance;
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* increasing positional competition for the bettdsgan the labour market;
and

» credentialism and the inflation of entry requiretseby employers (Wolf
2011)

have resulted in the UK in significant levels ofatjfications mismatch (between the
levels of qualification held across the working plapion and the qualifications
actually needed to access and do the jobs avgilahkk over-qualification (UKCES
2009, 2010, Wolf 2011). This situation is by no meaunique — other OECD
countries are also experiencing similar problemse (sivingstone 2010 for an
exploration of the Canadian experience). It is thismatch that has helped prompt
increasing policy attention on the issue of sKilisation.

Commenting on the nature and extent of the prolgesed by ‘credentialism’
in youth labour markets, the UKCES observed that:

This is where employers use certain qualificationggrees in
particular, as a filter when selecting potentialdidates even when the
job does not require this level of qualificatiomhese practices may
explain the fact that the proportion of degree-tjieal 24-29 year olds
in the UK who are working in jobs that do not reguhis qualification
level is 26 per cent... compared to an OECD averd@3 @er cent...
This also occurs at intermediate level, but theemixts far lower (12
per cent)... Furthermore, despite lower mismatch levels than at
graduate level, when we look internationally the U&s the second
highest rate of under-employment at intermediatellen the OECD.
Of 30 countries, only Spain has a higher level...SEhgures present
a picture of ‘mismatch’ in the youth labour markehereby large
proportions of young people risk being under-emgtbyn terms of
their skills while at the same time non-graduates significantly
disadvantaged. (UKCES 2011a: 14)

This situation is plainly liable to have signifidalong term implications for
policy on both the size of the higher educationteaysand for the proposed further
expansion of craft/intermediate level apprentigashi Many of the UK’s problems
with graduate transitions into the labour marketeesially stem from an over-supply
of graduates relative to the scale of demand fadggtes in many of the occupations
towards which study has been aiming.

Besides causing problems and disappointment fogthduates involved, the
fact that a significant proportion of graduates doeced to ‘trade down’ in

occupational terms in order to find employment aasscade effect within the labour
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market, thereby often displacing other, less waldiied young people from jobs that
in other circumstances they could readily fill (Keend Mayhew 2004).

Insofar as young people and their parents are biegoamvare of this issue, it is
likely to generate complex results. For those Wwkbeve that a relatively good job
might be in their grasp, the incentives to puraurgher learning are high, in that if
credentialism is at work then if one does not asguhe credential one cannot
compete in the race for the jobs to which it leabfsorder to win the lottery you have
to buy a ticket, it allows you to compete for thiezp though its purchase by no means
guarantees winning (Keep and Mayhew 2004). As atdit above, for those who see
themselves as destined for low end jobs, partigultiopportunities for progression
out of these are perceived as limited or non-existe weak labour market for youth
combined with significant levels of general ovegtfification will tend to act as a
disincentive to learning.

In the UK much of the policy rhetoric has, impligjtdeployed the lottery
ticket metaphor, often allied with optimistic foests of future high skilled
employment growth. However, given the:

e sharp reduction in student support for the 16-1@ agoup via the
reduction of a sub-category of Type 1 incentiveg.(¢he abolition of
EMAS);

» the new system of much higher student fees forargities;

* high levels of youth unemployment (20 per cent esishg of 16-24 year
olds);

» the realisation that the financial returns to salegrees (depending on the
student’s gender, the course, the institution atlwi is being studied and
the classification of the degree) are now nil (LomdEconomics 2011);

e a growing awareness that a substantial proportiagraduates are under-
employed; and

* a growing awareness that the wage premia genebgtedany low level
vocational qualifications is also nil (see Wolf 2011

an interesting (not to say painful and messy) penb adjustment in expectations,
aspirations, the shape and scale of post-compulpavyision and the resultant

transitions that it generates seems almost indeit&s a young person interviewed in
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a study of English vocational students who had digtinot to progress into HE
observed:

You just hear these little stories about peopley tlvent to university,
got a really high qualification and then endedmp really boring little
job like working in a restaurant or something, jusirking there for a
bit. You hear little stories like that don’t youAyhsley and
Crossouard 2010: 138)

Careers information, advice and guidance

One of the most oft-repeated, but also most fretlyiégnored recommendations in
the field of UK VET over the last 30 years has b#sm need for more and better
careers information, advice and guidance (IAG).e Tieed to upgrade what is on
offer to young people has been a consistent thdmeugh endless government
inquiries, official reports and policy pronouncertee(see Pringt al. 2009, Education
and Employers Taskforce 2010, Gracey and Kelly 2QKICES 2011a, 2011b).

The reasons for this are reasonably clear. Thesmomplex and narrowly
divided the job openings (and the education anititrg courses and qualifications
that lead towards them), the greater the needigdr quality IAG in order to ensure
that young people know what options they have amohoose wisely between them.
Insofar as employers and government can help cilazai@der career pathways for
young people (as is the case in New Zealand) tlilisheip make the provision of
IAG easier and the choices it presents young pesipfeewhat simpler.

Pathways notwithstanding, the provision of high lgqyaand timely IAG is
likely to help support more effective transitions b

e Helping structure and match individual abilitiedasareer aspiration with
what is actually on offer in the labour market;

* Making young people aware of what skills and qudifons they need to
acquire in order to enter the occupation of choice;

» Helping ensure that young people undertake eductatd training courses
that can actually enable them to access the jobfatmon(s) that they have
chosen.

Good IAG also matters because traditional modelgawéer choice, which
often appear to be predicated on a simple, lireaight line that leads from a simple
and clear decision around an ultimate desired atoupal destination through a

choice of appropriate learning to a successfullgdiambition, are deeply flawed. In
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reality choice is often halting, based on imperieérmation, and often turns out to
be wrong for the student involved, which then ledmlshew choices and often a
substantial change in direction — in terms of Hathre career and the education and
training needed to access it (Hodkinssmnal. 1996, Hodges 1998, Hodkinson and
Bloomer 2001)

In the UK we know that young people are very likiedychange both jobesnd
occupations during the early years of their tingda the labour market.

In the cohort born in 1991, 62% of employed youegple changed
sector in the one year interval between age 17/B18/19. About
40% also changed their broad occupational levekingpaan 11-year
period (1998-2008), an analysis of those in thég &nd early 30s who
remained in employment throughout showed that terame such
individual changed jobs 3.5 times, changed occapatR.5 times and
changed sector 1.8 times. (Wolf 2011: 37)

This pattern of behaviour has implications for tdesign of initial vocational
education and training programmes. They oughtetbrioad enough to equip people
with transferable skills and general academic iegrneeded in fields other than the
specific one towards which the programme is osbiydeading, and should not be
targeted at very narrow job categories (Wolf 201lt )also means that access to good
IAG is crucial, both before and after labour marketry.

Despite the apparently inescapable logic of a stoeshigh quality and timely
IAG, in England the funding for the locally-orga@isIAG services for young people
is in the process of being slashed as part of wapending cuts, with what little
money there is available being transferred to inldial schools and colleges, who
may then use it to buy in whatever expertise thay tind (or spend the money on
other activities entirely). For the post-19 ageuyr, spending on the creation of a
new, unified IAG service is small (less than thpse cent of the total funding for
post-19 teaching and learning) (UKCES 2011b). Témults of this situation are

likely to prove painful.

Employers, Apprenticeship and Work Experience

Declining job quality for the young
There are a number of different aspects to thethae employers play in supporting

or making more problematic the process of educatiork transitions. One is the
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general state and trajectory of the quality of jobffer to young people. In the UK,
the news on this front is not particularly encoumgg

We also know that the proportion of employees rgogiwork-related
training is on the decline, and while young peaogtié receive more
training than other age groups, the number recgiviraining is
declining faster. Young people are also twiceiledyt to be employed
on temporary contracts. Decreasing relative egenaombine with all
of this to suggest that job quality is deteriorgtior young people.
(UKCES 2011a: 4)

In particular, alarm has been expressed aboubtlejlality of some of the work on
offer to young people, for example, by the chieé@xive of Rathbone — a major
charity that works with disadvantaged young ped@dliams 2010). The picture is
complex (see Maguire 2010 for an illuminating imgegtion of the reality behind the
apparently simple concept of Jobs Without Trairfimgyoung people), but there are
plainly major problems within significant section$ the labour market, and these
problems have implications in terms of the inceamtstructures they create around
learning.

The other aspect of declining job quality that isimportance is under-
employment. The skills and/or qualifications misomaelement of this issue has
already been highlighted above, but there is arskespect of the problem and this
relates to working hours. According to the latéktfigures, 17.6 per cent of 18 to 24
year olds would like to work more hours than they and for 16 to 17 year olds the
figure climbs to 22.4 per cent overall (28.6 pentctor males) (see the statistical
appendix to UKCES 2011a).

Employers’ support for vocational learning

A common theme in recent policy debates in somin@fAnglo-Saxon countries has
revolved around a new emphasis on the role playeshiployers within the education
and training system. Suggestions that employelishave to do more are starting to
be heard (see Education and Employers Taskforce, 20blf 2011, UKCES 2011a,
Keep forthcoming, for consideration of these issireshe UK). Areas for new
employer effort include a major expansion of th@rapticeship system; far greater
involvement in IAG; and a very substantial risetheir offering of work experience
placements to school, college and HE students ehnikiseen as central to delivering

greater employability (Wolf 2011).

24



In the USA, Symondset al. (2011: 30) in making their call for the
development of career pathways and more vocatjanmeglaration for the young argue
that what will be needed is:

a sea change in the role of business and otherogersl Business
leaders certainly understand the need to improve education
system... But for the most part, they have left tie ¢f educating and
working with young adults to educator... but the patlis system we
envision would require them to become deeply endidagemultiple

ways at an earlier stage — in helping to set stalsdand design
programmes of study; in advising young people; modt importantly,
in providing greatly expanded opportunities for iwtinked learning.

In the process, employers would become full pastrerthe national
effort to prepare young adults for success.

Plainly, this is a big ask. In countries like tb& and USA employers have been
accustomed to acting as downstream consumers df,cammentators upon, the
system of initial education and training, rathearthplaying an active role as an
integral part of that system.

For example, as Wolf (2011: 51) notes, despiteeatgtleal of policy rhetoric
in England around the importance of apprenticeaki@a route for young people (16-
19), the reality is that it is very small scalettwinost of the growth in places coming
for older groups. As a result, there are far maald-be apprentices for each
training place that is actually available — overtere are about 15 prospective
apprentices for each place (Wolf 2011: 167). Theblem is the supply of
apprenticeship places not the levels of demandhiem (see Gracey and Kelly 2010,
Recruitment and Employment Confederation 2010, VE6If1). Moreover, many of
our apprenticeship places are simply low level canypinduction and initial training
schemes that have been ‘converted’ into governmansidised ‘apprenticeships’ (see
James 2010, Wolf 2011).

Recruitment and selection

The final area where employer behaviour impactstransitions is through their
recruitment and selection policies and proces3éss is a massive and (in the UK at
least) badly under-researched topic (for an ovenoéwhat is known, see Keep and
James 2010b). From the point of view of the subpéchis paper, the key issues in
the UK appear to be:

* Bias against young people and a preference forroled more
experienced workers.
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* Problems of credentialism by employers at the upgret of the labour
occupational ladder (see Wolf 2011), which has i@t knock-on
effects on those youngsters not entering HE.

* A problematic combination of lower level vocatiomnglialifications that
have little purchase on recruitment and selectietisibns, and the use by
employers of ‘informal’ recruitment and selectiomgesses that may well
make it harder for youngsters from some groupsdo @ccess to work
(Keep and James 2010b).

On the whole, UK policy has yet to fully engage hwissues to do with
recruitment and selection, except insofar as tledgte to discrimination (in terms of
social class, gender, racial group, sexual origmntagtc.). The wider implications of
recruitment and selection policies and practicasefducation and training and for
access to work are only just starting to emerge.

The lessons from UK experience in government affeemployers’ support
for the recruitment and training of young peoplartigularly those who are
unemployed, suggest the following (UKCES 2011a & b)

* Keep the ‘offer’ simple.
* Don't keep changing the offer or the programme.

* Beware deadweight that is generated via governneemployment or
training subsidies.

« Government-led employer ‘pledge’ campaigns (tontraiore, or to recruit
more young people) don’t work.

* Information that is valued and used comes from ifipesources not from
general national advertising campaigns.

Vocational/career pathways

The concept of pathways has come to be seen inmberof countries (see Raffe
2008, OECD 2009, Billetet al. 2010, Symondet al. 2011, UKCES 2011b, Wolf
2011) as a potentially valuable means of securirange of policy goals around skills
formation, transitions and employment. Clearly irted pathways that link
schooling with either further study or work are wd to form one of the essential
elements of a well-designed transition system e 2008).

A pathways approach does, however, bring withrdrege of requirements. It

is likely to work better if conceptions of occupmati and the vocational learning
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required to access each occupation are relativehemusly specified — in other
words they embrace an element of general educé&Boeen 1998, Wolf 2011), and
also the notions of vocational preparation commomuch of Europe of entry into a
broadly defined occupation rather than task-spetifiining for a particular job (see
Green 1998, Brockmaet al.2011, Wolf 2011).

In labour markets where the UK’s pattern of eaoly aind occupational change
is the norm, it is clear that more general andsfienable VET offerings rather than
highly job and task-specific ones will tend to wdsktter for young people (Wolf
2011: 74). In the UK this is not the norm, as fwernment’'s design criteria for
vocational qualifications mean that every componemist directly relate to a
specified National Occupational Standard (Wolf 2023), which have been drawn
up to mirror the task-specific skill needs of catrpbs in a sector. There is therefore
considerable force in Wolf's comment that:

It should be recognised that some qualificationy bwappropriate for
young people, others for adults, and others foh.bd@ut beyond that,
the learning programme for a young person can hadlg be different
from occupationally specific training for adult vkers. (2011: 115)

Moreover, ‘Vocational education needs to give alliyg participants the skills they
need for later progression, including, if they wishreturn to education in later life’
(Wolf 2011: 69).

Better outcomes are also likely if the pathway as simply a pathway inside
the education and training system that leads tceriny level job in a specific
occupation or sector, but also extends at leaseseay within that occupation in
terms of lateral or vertical progression routesdasmployment. In this way, the
student or trainee can see how they might progtedsvhat they need to do in order
to facilitate progression.

The UKCES has gone further, suggesting that inrotdesecure increased
volumes and standards of work and training oppdrasfor young people, the
development and imposition of minimum professiastahdards (of qualification and
skill), voluntary licence to practice regulation job entry (so that access to given
occupations requires possession of prescribed fapaéilbns), voluntary training
levies, training requirements built into public amivate sector procurement
processes, and human capital reporting requirementempany reports, might be
desirable (UKCES 2011a:6). One aim of such dewetays would be to lead to, ‘the

creation of clear work-based training pathways prajression opportunities. This
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should open more doors, improve job quality andoarage young people to take a
work-based route to qualification” (UKCES 2011a: 6)his is a relatively radical

agenda, and it will be interesting to see how lgaernment and, more importantly,
employers, react to it. Experience over the p&sty&ars suggests that the main
reaction may be inaction and a refusal to engagietwe policy debate that UKCES is

seeking to create.

Final Thoughts

This paper has stressed the importance of unddistamcentive structures and their
effects — in the belief that understanding goesigeény attempts to try and change
incentives. The framework advanced by the autKeep 2009) offers one way of
systematically trying to audit the various inceatithat are on offer to young people.
In particular, where there are problems of paréitigm, completion and achievement,
their sources can be mapped against the diffeiadslof incentives and the source of
problems clearly identified. In the UK many deciss made about education and
training by young people that policy makers se@absh or ill-informed are, in fact,
reasonable and logical responses to the strucfupppmrtunities and incentives that
those young people face (Keep 2009, UKCES 2011df ¥041). By mapping and
understanding incentives we can identify the besraand blockages and have a much
better chance of targeting interventions and chavigere it really matters.

The role and actions of employers are also critioasuccessful transitions.
This means that the shape and size of the youthutaimarket matters, as too do job
quality and the willingness and capacity of empteye¢o offer high quality
opportunities for work experience, training andgyassion. If employers simply act
as more or less passive consumers of the outputeaducation system, then there
will be problems. Employers’ recruitment and sgtet methods and criteria also
matter. The labour market creates some of the pmserful Type 2 incentives to
learn, so the pattern of job opportunities and hbese are accessed will have
considerable consequences for patterns of participand achievement inside the
education and training system.

The design of qualifications, particularly vocatbualifications also matters.
There is a need to try to facilitate opportunifi@sprogression and for future learning

in even the most basic entry-level offerings tongypeople, and if certain types and
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levels of vocational qualifications have little oemcy in the labour market there are
serious questions to be asked about their purpd$e UK’s depressing record in
having several hundred thousand young people atramyent studying for vocational
gualifications that are more or less worthlesseémmis of their value in the labour
market is a stark warning of what can happen whemg$ go wrong (see Wolf 2011).

Another clear strand running though this papehéreed to join up different
elements of policy and practice. At one level bineging together of education and
training providers with forms of education and nrag delivered by employers
(apprenticeships, work experience, etc) is an alsvistarting point, but the need
extends far beyond that. It also needs to encosmg@iscation and training design and
provision, recruitment and selection and employmprdctices, the structure of
occupations and their skill requirements and capaghways; and the regulation of
the labour market.

A final key requirement is that in order to avoid at least minimise
unemployment, uneven and ineffective transitionsides-utilisation of skKills,
credentialism, qualifications mismatches, and whptgblic and private investment in
skills it is essential that:

* employers across the labour market have in placeuyst market,
innovation (broadly defined) and competitive stgaés that mean that
demand for skills is generally growing across maogupations;

* and systems of work organisation, job design angleyse relations
management help underpin high levels of skill séition, workplace skill
formation and a variety of forms of process anddpobd or service
innovation.

These issues and how they might be addressed chanatkled here, but it is
important to stress that in the UK we are onlyhatdtart of a journey (probably a long
and halting one) towards developing policy instrateeand approaches that can have
much effect in this area. Hitherto issues suclvask organisation, job design, the
conduct of HRM inside the workplace (except aroarféw very specific issues such
as discrimination), job quality, skill utilisatiomecruitment and selection practices
(again except in relation to various forms of disenation), workplace innovation
and choices of models of competitive advantage ladivieeen off the policy agenda,
except at the very margins. The capacity to coeceif, design and deliver new

policies in these areas is, as a result, curresty limited, although there are some
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examples beginning to emerge of localised pilojgmts. For example, see Bramley
et al. (2011) for an overview of work starting to be urtdken by local authorities in
England around linking economic development policth attempts to provide work
and training opportunities for youngsters who hbgeome or are at risk of becoming

disengaged from education, training and employment.
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