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Introduction
The 45" SCUTREA Conference: Adult Education in Austere Times

Adult education matters. It matters at home, in work, and in the community. It
matters to families, to the economy and to our health and wellbeing. Austerity
policies are marginalising adult education. Its decline is indicative of the huge price
this and future generations are set to pay for the politics of austerity. Yet it could be
argued that we are living through times that demand more adult education and
learning, not less.

It is far too easy to cut adult education. So what can be learned from ongoing
initiatives and projects in these areas? What messages can be sent back to
government politicians and policy makers? The papers from this conference explore
the education of adults within the contemporary context of austerity, neoliberal
economic policies, increasing inequalities and the positive impacts and benefits of
adult education.

N e

Dr Nalita James
Acting Head
Vaughan Centre for Lifelong Learning, University of Leicester
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PAPERS



The Contributions of International Organisations in
the Development of Adult Education and Distance

Education in Nigeria

Abdulkadir Adamu
University of Glasgow, UK

The paper suggests some key lessons that Nigeria can learn from UNESCO and
OECD activities in its effort of human and capital resources development. Even
though Nigeria is not among OECD member countries, still in the good work of
OECD in the member countries, can be a good model for Nigeria.

The Contributions of International Organisations in the Development of Adult
Education and Distance Education in Nigeria

Introduction

The United Nations Educational Scientific Cultural Organisation (UNESCO) and the
Organization for Economic Co-operation and Development (OECD) are two
important bodies that had a great influence in the development of adult education
and lifelong learning right from their inception in different parts of the world.
UNESCO was founded in 1945 to contribute in the promotion of peace and security
in the areas of education, science, culture and communication (Omoyeni and Ajayi,
2012). In its efforts in promoting its objective of lifelong learning and human resource
development in Africa UNESCO collaborates with National Open University of
Nigeria (NOUN) to train manpower through increasing access in higher education
Atabo, 2015).

While on the other hand, OECD is an international organization that plays an
important role in education and training policies of the member countries in their
resolve of promoting human resources development in many countries in the world.
OECD was established in 1961 as a result of the development of the Organization
for European Economic Co-operation (OEEC) after World War Il. OECD has
considered adult education as a primary engine in the maintenance of economic
standard of living of its member countries. The introduction of OECD economies and
society has made lifelong learning a major goal in education and training policies of
the member countries for them to improve man power development (Schneider,
2008).

The OECD believed that education is the mechanism through which countries
develop and maintain their economic standard of living and adult education is
considered to have a big influence in achieving the economic standard of every
country (OECD, 2014). UNESCO has nine objectives which are meant to be
achieved by the member countries and they include among others; fostering quality
and lifelong learning, empowering learners and shaping education for the future
(UNESCO, 2014). Lifelong learning came to prominence in 1970 as a result of the
advocacy of the Council of Europe for Permanent Education, recurrent education
and UNESCO Report of ‘Learning to Be’ from Faure Report but the term used from
the beginning is lifelong education valued through lifelong learning. Lifelong learning
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is considered as learning through life with the purpose of improving knowledge and
competencies in every aspect of human lives.

Lifelong learning is considered to be a flexible activity, which can take place beyond
the four walls a school settings (Bjernavold, 2000; and Delors’, 1996). In this respect
OECD considered lifelong education as a necessity for the pursuance of human
resource development; economic, social and cultural cohesion (OECD, 2014).
Therefore, the paper will present some of the influence of these organizations in the
development of adult education, lifelong learning and their impacts on human
resources within, Nigeria. However, the Human Development Report of UNDP
(2008) shows that Nigeria is still lagging behind in terms of human and capital
development in comparison with other emerging economies. The paper suggests
some key lessons that Nigeria can learn from UNESCO and OECD activities in its
effort of human and capital resources development. Even though Nigeria is not
among OECD member countries, but still in the good work of OECD in the member
countries, perhaps, can be a good model for Nigeria.

The main points to be taken on board are: training the trainers, and reflect upon
programmes in achieving their objectives in human resource development; improve
practice in building a body of organised education that would develop learners’
abilities to enrich their knowledge; mobilize stronger and sustainable support to
literacy programme through effective advocacy; making changes in the selection of
students in secondary schools; avoid segregation and inequalities in schools,
funding strategies that would be responsive to students’ and schools’ needs and
design a comprehensive system of education; introduce new initiatives in education
which implies expansion of learning opportunities, qualitative changes in the existing
educational system, different learning activities, settings and changes in the timing of
learning activities in the life cycle of an individual.

The Contributions of UNESCO in the Development of Adult Education in
Nigeria

UNESCO is responsible for helping the member countries achieving free access to
education for all (Omoyeni and Ajayi, 2010), in the areas of education, science and
culture. UNESCO as an organisation has a medium term strategy which is adopted
every six years in their general assembly conference; which set out the major
objectives of the organisation across the member countries. The objectives among
others include, the promotion of educational system to foster lifelong learning for all;
empower learners to be creative and responsible; shape the future educational
systems of countries across the globe; promote science, ethics and inclusive
development; transmission of cultural heritage of the member countries as well as,
freedom of expression and access to information and knowledge (UNESCO, 2014).

The UNESCO 1976 conference held in Lagos confirmed that the development of
human potentials in scientific, technical, economic, social change and education will
be the cardinal point of promoting lifelong learning globally (UNESCO, 1982).
Therefore, the relevance of UNESCO in education is there for all to see in their
conferences and activities especially in the research, funding and training of
educators. It can be argued that UNESCO in providing its support to the member
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countries for them to collect relevant information in achieving their objectives is most
concerned with its own aims and institutional procedural issues.

According to UNESCO’s (1982) conference title Conference of Ministers of
Education and those Responsible for Economic Planning in African Member States
have final report that, UNESCO helps member countries to undertake research for
the development of adult education, as well as funding the relevant projects and
programmes such as training the trainers, and the reflect programme in achieving
their objectives in human resources development, and the areas of quality assurance
and maintenance. The conference held in 1976 sets agendas for adult education and
lifelong learning for helping member countries such as Nigeria, Algeria, Namibia, and
Nepal. The conference of 1976 had recommended member countries to bring the
recommendations to the notice of agencies and organizations responsible for adult
education; the conference delineated the scope of adult education by giving
definition of adult education to include; body of organised education provided at all
level whether formal or non-formal to adults in order to develop their abilities, enrich
their knowledge, improve their technical or professional qualifications, which is pre-
requisite for human development. It was submitted that the process of adult
education is tailored towards learning, working and new direction for changes of
attitudes and behaviour of individual members of the community (UNESCO, 2013).
This provides the scope for adult education and lifelong learning in the development
of human resources of a member country.

The specific contributions of UNESCO in Nigeria includes; empowering related
governmental institutions, private organisation and individuals to be involved in adult
education as part of the strategy for achieving sustainable development in the
country (National Commission for Mass Literacy Adult and Non-Formal Education,
(NMEC), 2008)). The Organisations are obliged to provide funding to specific adult
education institutions for the execution of literacy and empowerment activities at
local and higher levels to ensure the human resources development in the country.
Besides the support of UNICEF, UNDP, and the World Bank, UNESCO is the fourth
donor agency that made the largest contribution in the development of adult
education and human resources in Africa and Nigeria in particular (NMEC, 2008). In
addition, UNESCO uses its knowledge and invaluable expertise to support Nigeria’s
renewed efforts and commitment to literacy (UNESCO, 2012). This has contributed
to the expansion of adult literacy and human resources in Nigeria, which provide
support as prioritize in the objectives of UNESCO:

“Mobilization of stronger and sustainable support to literacy through an effective
advocacy and communication strategy; development of framework for literacy and
Non formal education; support in the following areas identification gap in literacy
policy development and planning, programme designed and delivery, human
resources development, data and information management system and quality
assurance through assessment, monitoring and evaluation, promotion of multilingual
literacy; building effective and sustainable partnership for literacy and non-formal
education; innovation best practice and development of comprehensive literacy
programme”. (2012, p. 8)

This shows that UNESCO uses its knowledge and invaluable expertise to support
Nigeria’'s renewed efforts and commitment to literacy. Other areas committed by
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UNESCO in supporting Nigeria since its inception include; commitment to work in
building adult education and lifelong learning structures to ensure the development
of human resources in the country. Additionally, UNESCO’s (2012) Report has
shown that their major activities in Nigeria involved training of the trainers through a
programme known for revitalising adult and youth literacy to support the human
resource development in the nation.

The explosion of information and communication technologies (ICTs) offers a way of
meeting these challenges and holds vast possibilities for the future of distance higher
education (UNESCO, 2005, p 151). They also, provide support in the training of adult
educators who will train village level workers for the empowerment of local
communities. As part of the efforts for example, UNESCO, collaborated with National
Open University of Nigeria to provide increased access in education through which
many centres were created in various areas in Nigeria to support human
development (NOUN, 2012). For instance, as part of human resource development
and empowerment UNESCO therefore, ICT programme introduced a competency
framework for teachers that emphasises training of students to become

collaborative, problem-solving and creative and effective members of the workforce
(NOUN, 2013, p. 4).

More recently, Atabo (2015) confirms the UNESCO'’s effort in providing training to all
relevant stakeholders through its collaboration with distance learning institutions. For
instance, UNESCO through its workshop with NOUN’s education stakeholders
encourage the country to embrace Open Educational Resources (OER) policy and to
discuss the positive impact of OER on teaching and learning in the country. The
introduction of OER in NOUN also shows the significant contributions of UNESCO in
promoting distance education, this emphasized the importance of training the
required manpower for building national economy (2015).

However, in terms of adult literacy mobilization, the literacy rate in Nigeria between
1970 and 1980 was high but with the intervention of UNESCO in mobilization,
literacy and lifelong learning activities the illiteracy rate has dropped by 60.5%
(Omoyeni and Ajayi, 2010). In addition, National Bureau of Statistics (NBS) (2013)
estimates of the total adult literacy rate based on the ability to read and write in
English and/or any language to be 56.9% among Nigerians. The breakdown among
males’ shows 65.1% while among females shows 48.6%. This indicates effort needs
to be mounted in order to achieve human resources development in Nigeria even
though the trend has shown an unprecedented development when comparing the
two reports above. UNESCO’s efforts of sponsoring activities and conferences in the
promotion of adult education and human resource development must be
acknowledged in Nigeria, notably from the 1976 conference to date.

Statistic has shown the increased in adults' enrolment in adult education from the low
696,367 figure of 1990 and 503,071 of 1991. Federal Ministry of Education (FME)
(2003, p. 68) Report has shown increased of an enrolment figure of 546,256 in 1991
and 1,143,737 in 1996 (consisting of 603,906 males and 539,831 females).
Generally, from 1991-1996, the Comprehensive Education Analysis (CEA) observed
increase in enrolment by gender from 310,113 for males and 236,143 for females in
1991 to 603,309 for males and 539,831 for females in 1996”. The following table
provides details of enrolment in literacy classes from 1997-2000.
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YEAR MALE FEMALE TOTAL

1997 598,166 557,366 1,155,532

1998 666,131 598,130 1,264,289

1999 712,326 605,370 1,317,696

2000 701,798 705,156 1,406,953
Table: 1

These figures show a progressive increased in enrolment from a total of 1,155,532
participants in 1997 to 1,406,953 in 2000. Among the states, the highest enrolment
for 2000 came from Edo, which recorded 144,250 while the lowest came from
Bayelsa with 400 participants followed by Enugu state with 3000 participants (FME,
2003, p. 70).

Part of the UNESCO and Federal Government of Nigeria’s (FGN) commitment to
human development have also shown more effort in eradicating illiteracy by
mobilizing community enrolment in adult literacy activities, mobilizing instructors,
reaching the learners in many locations across the country and making learning to
be functional and establishment of adult education departments. Additionally,
UNESCO supported a pilot radio literacy programme in over 12 states of the
Federation to sustenance human resources development and assist with logistics
and funding various programmes in most of the institutions (NMEC, 2008). In view of
the above, Nigeria has benefited from the interventions of UNESCO in human
resources development through, Basic Education Sector, Adult Literacy Sector,
which recorded as an incredible progress in the entire educational system in Nigeria
(FME, 2003).

The contributions of UNESCO in Nigeria’s literacy activities also, reawakened a
number of interested donor agencies and international development partners such
as; UNICEF, UNDP, the World Bank, DFID, ADB, USAID to contribute significantly to
the efforts of the FGN in the education sector to fight against illiteracy (FME, 2003).
Consequently, FME directed the all 36 states of the federation to enhance mass
education programmes for betterment of youth and women through Agencies for
Mass Education (NMEC, 2011).

The Contributions of OECD in the Development of Human Resources in its
Country Member

The Organization for Economic Cooperation Development (OECD) is an
organisation established in 1961 as a development of the Organization for European
Economic Co-operation (OEEC) after World War Il. The expansion of OECD has led
to the economic development of European countries and beyond, such as; Australia,
Canada, Korea, Mexico, United States and Japan among others (OECD, 2014).
Although, there are selected non-OECD members such as Nigeria, India, South
Africa, and Argentina among others who, have benefitted from the OECD
contributions between 1991 and 1997 (OECD 2001). The inception of OECD has
made lifelong learning a major goal in education and training, in their member
countries, for them to improve manpower development (OECD, 2007). The
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development gives a structure through which OECD play an important role in
education and training, in its member countries. OECD places emphasis on adult
education it is a first and foremost engine in maintenance of economic standard
living of human resource development among the countries involved (Golding and
Katz, 2010). OECD believes that the progress in education more especially in the
development of technology can help build innovation, improved productivity and
adjust the structural changes in member countries (OECD, 2007).

The OECD conferences held in Paris during the 1960s held provided a good ground
for promoting policies to achieve economic growth, rising living standards,
employment rates and the maintenance of financial stability; all as an attempt to
contribute toward the economy and human resources development in its country
member (OECD, 2001). In addition the OECD effort to develop a viable economy
across the member countries OECD (2012) observed that in every five students in
member countries one does not meet the minimum level skills to function in the
society and this could be attributed to low socio-economic background of the
student. Moreover, OECD provided considerable support in order to recover the
economic stand of those countries, therefore lifelong learning activities have turned
into the main focus of such growth strategy to promote the situation (OECD, 2012).
Observing the situation of the member countries, where the high rate of failures are
recorded OECD creates the amount of valuable contributions that can influence the
human resources development through adult education programmes. Therefore,
OECD made five recommendations in order to support the economy of those
countries:

“Eliminate grade repetition; making changes in the selection of students in secondary
schools; avoid segregation and inequalities in schools, funding strategies should be
responsive to students and schools needs and design a comprehensive system of
education to ensure completion rate in the member countries experiencing failures in
their educational system”. (OECD, 2012, p. 10)

By implication the OECD is showing how education might affect the economic
productivity of a country. Therefore, the heavy investment in education in the form of
lifelong learning is what the OECD is embedding in most of the educational policy
and structure of the member countries for them to function effectively. In addition,
OECD’s (2001) Report, has provide the following objectives; “promotion of policies to
achieve economic growth, employment and raising the standard of living while
maintaining financial stability to contribute to the global economy; contribute to
economic expansion and to contribute to the expansion of world trade on a
multilateral and nondiscriminatory way” (OECD, 2001, p. 3).

The OECD considered education as the bedrock for the achievement of its
objectives. The implementation of its objectives through education plays a vital role
in promoting the economic growth of member countries. OECD (2001) suggests that
the promotion of lifelong learning has shown the increases in economic output
across the OECD countries; improved the standard of living and working conditions
amongst individuals; and, health and educational attainment. The OECD meeting of
1996 adopted a mission of lifelong learning that resulted in the promotion of
significance of learning throughout their life cycle of individuals. Therefore promoting
the design of strategies for ‘learning to be’ in order to make education more
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accessible to citizens of the member countries. The OECDs mission was to ensure
that the new initiatives in education will imply expansion of learning opportunities,
gualitative changes in the existing educational system, different learning activities
and settings and changes in the timing of learning activities in the life cycle of an
individual (OECD, 2001).

OECD at their 2006 meeting which consisting members of countries from the globe
deliberating over promotion of lifelong learning to both public and private industries
as a ground for improvement in international economic growth (OECD, 2014). It
recommended that China, even though not a member of OECD, should allow more
foreign investors into its economy. The OECD analysis is to the fact that more
investors in the Chinese economy would increase economic and fostering good
foreign relations with other countries in the World. Those member countries
attending then returning to their own countries with the discussed recommendations
were latterly seen to have significant influences over their foreign policy (OECD,
2014). Nigeria as a country has benefitted from such important development, even
though not directly a member of OECD countries.

Contributions for Human Resource Development in Nigeria

The contributions of UNESCO and OECD have shown that they placed more
emphasis on the conscious and deliberate enhancement of human resources with a
view to harnessing global economy, increase production, control additional dropouts
in schools, reduction in poverty and achieve a broad economic growth and
development of lifelong learning. The following are major lessons for Nigeria to learn
from UNESCO and OECD activities in human resources development across the
globe;

Training the trainer, to be reflected in programmes to achieve their objectives in
human resources development.

Learn from the 1976 conference to improve practice in building a body of organised
education that would develop learner’s abilities to enrich their knowledge, improve
their technical and/or professional qualifications or turn them in a new direction and
bring about changes in their attitudes or behaviour.

The country to mobilize stronger and sustainable support for literacy programmes
through an effective advocacy and communication strategy in order to produce more
able manpower that would work in all sectors of the economy.

Eliminate grade repetition; making changes in the selection of students in secondary
schools to control the increased of dropout; avoid segregation and inequalities in
schools, funding strategies should be responsive to students and schools needs and
design a comprehensive system of education to ensure completion.

Nigeria to learn from OECDs mission of introducing new initiatives in education
which implies expansion of learning opportunities, qualitative changes in the existing
educational system, different learning activities and settings and changes in the
timing of learning activities in the life cycle of an individual.
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Conclusion

A number of member countries have benefitted from OECD and UNESCO’s
contributions in peace and security building in the areas of education, science,
culture and communication (UNESCO, 2014) as well as the promotion of policies to
achieve economic growth, rising living standards, employment rates and the
maintenance of financial stability (OECD, 2001a). OECD has influenced the
economic growth of the member countries through policies and structures in lifelong
learning for human resource development OECD (2014). OECD and UNESCO have
the specific objectives of promoting lifelong learning in their respective member
countries in order to develop economic standard as well as education, science and
culture. UNESCO helps member countries in undertaking research for the progress
of lifelong learning, funding of educational projects and programmes in the areas of
adult education such as reflect programme. The influence of UNESCO in the
development of lifelong learning for over forty years is of great benefit on the policy,
structure and implementation of lifelong learning in the country. In addition, the
expansion of OECD led to the economic development European countries and other
countries like Australia, Canada, and Korea Mexico united states, Japan (OECD,
2014). Finally to conclude it can be argued that there has been a significant
contribution made by both these Organisations (UNESCO and OECD) to their
country members and indeed to non-members. Nigeria being a prime example as
outlined in this Paper of a non-member countries adult and distance education
systems enhancement and development through consideration of such models.
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Is adult literacy education still on the policy agenda

or have the gremlins gone now?

Gwyneth Allatt
University of Huddersfield, UK

Introduction

This paper considers whether, in times of austerity, adult literacy education is still as
high on the government’s agenda as it was at the introduction of the Skills for Life
strategy in 2001, or is now being marginalised, perhaps in favour of literacy
education for younger learners. It also explores the perceptions of literacy presented
in current policy with a focus on adult literacy education in England and Wales and
compares this with the views of literacy teachers. For ease of reference, it will mostly
use the term ‘literacy’, although the Government has advocated the replacement of
the term with ‘English’ (Department for Business, Innovation and Skills, 2011b). Adult
learners are considered to be aged over nineteen. Much of the policy referred to is
that of the UK’s Coalition Government (2010 to 2015). There appears to be no new
policy in the area of adult literacy education since the Conservative Government
came to power in 2015.

Adult literacy has featured in UK educational policy and in the media since at least
the 1970s, with a series of initiatives aimed at improving adults’ literacy skills
beginning with Right to Read, launched in 1973, which involved a media campaign
led by the BBC and the provision of government funding for adult literacy education
in England and Wales (Hamilton and Merrifield, 1999). Hamilton and Hillier (2006)
charted the progress of adult literacy policy in the UK from the ‘Right to Read’
campaign, when there was no standard curriculum and few qualifications available,
up to the introduction of the Government’s Skills for Life Strategy in 2000 which
included the development of the first national standards in adult literacy and
numeracy and a core curriculum in the subjects, along with a set of national
gualifications at a number of levels. The initiative also featured a high profile
government media campaign using gremlins as a metaphor for literacy difficulties
(Kendall and McGrath, 2014). Claims have been made that by 2010 the strategy had
achieved its aims, and that over two million adults had improved their skills in literacy
and numeracy (Hamilton, 2012). It would appear, however, that other than the
replacement of Skills for Life qualifications with Functional Skills qualifications for
adults in 2012 (Department for Children, Schools and Families, 2010) there has
been little in the way of major new policy with regard to adult literacy since the Skills
for Life strategy was launched.

Methodology

This paper has emerged from research into the ways in which literacy is currently
perceived by policy makers, teachers of adult literacy and literacy learners, using
documentary analysis, telephone and face-to-face interviews with teachers and, at a
later date, focus groups with learners. The research employs a Critical Discourse
Analysis approach, and is also influenced by the work of the New Literacy Studies
(NLS) movement, and its social practice approach to literacy in which literacy is seen
not as a fixed concept or as simply a prescribed set of technical skills, but rather as a

19



socially determined collection of practices (Street, 1997). Central to the NLS
approach is the desire to find an alternative to the ‘deficit model’ of literacy, which
represents literacy as an attribute that people either have or have not. Rather,
advocates of NLS suggest that people use different ‘literacies’ depending on their
current context, which might include their ‘domains’ of work, home and social life,
and education (Smith, 2005, p. 321). During the early stages of the research,
difficulties in identifying current policy on adult literacy education led me to question
the extent to which the issue is still a feature of the Government’s policy agenda.

Previous Policy

The most significant policy change affecting adult literacy education in England and
Wales since the Skills for Life initiative, seems to be the Government announcement
that the Adult Literacy and Numeracy Qualifications that existed under the strategy
would be replaced by Functional Skills from August 2012. Functional Skills
qualifications were intended to provide the skills both young people and adults
needed ‘to operate confidently, effectively and independently in learning, life and
work’ (Department for Children, Schools and Families, 2010, p.1). They did not make
separate provision for adult learners.

Along with the move to Functional Skills, adult literacy received attention in a number
of other Government publications, including the consultation on further education
reform, New Challenges, New Chances: next steps in implementing the further
education reform programme (Department for Business, Innovation and Skills,
2011a) which outlined the Government’s aims for 19+ education, including
improvements to the standards of teaching and learning, funding reform and the
reduction of bureaucracy within the sector. The document repeats the claim that in
England a lack of literacy and numeracy skills was still affecting ‘millions of adults’
and expresses the intention to provide ‘a second chance to acquire those skills.’
(ibid., p. 25) by reviewing the way provision is delivered, raising the standards of
teaching and increasing qualifications amongst literacy and numeracy teachers, and
encouraging the use of new technologies to support literacy and numeracy learning.
In the response to the consultation on further education reform, New Challenges,
New chances - further education and skills system reform plan: building a world
class skills system (Department for Business, Innovation and Skills, 2011b),
reference is made once again to the numbers of adults without functional skills in
literacy and numeracy; 15% in the case of literacy despite improvements made in
recent years in literacy achievement at level two and above (ibid., p.12). The
document outlines a series of actions relating to adult literacy (and numeracy)
education resulting from a review undertaken. The actions include the re-
establishment of the terms ‘English’ and ‘maths’ within adult education and the
prioritising of ‘young adults’ who lack skills in English and maths (ibid. p.13). Prison
education and the training of teachers also feature in the intentions for adult literacy
education. Adult literacy is, however, only one of a number of areas of policy reform
outlined within the document.

Current policy?

The search for current policy on adult literacy education proved problematic,
however. It was difficult to identify exactly the current government policy on adult
literacy education due to an apparent lack of recent policy documents on the subject.
Numerous searches of the UK government website failed to find any comprehensive
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expression of policy specifically relating to adult literacy since the introduction of
functional skills qualifications for adults in 2012. The focus appeared to be more on
younger learners, as in the policy paper on Further Education and Training
(published in December 2012 and updated in May 2015) which outlined a series of
major policy actions, including the introduction of Study Programmes and the
Technical Baccalaureate, plus the requirement for students leaving school without a
minimum of a grade C in GCSE English and maths to be funded to continue studying
the subjects (Department for Business, Innovation and Skills, 2015).

In a further attempt to identify current policy | asked the literacy teachers interviewed
about the policies that governed practice within their own organisations. A number of
participants, however, had difficulty identifying the policy that governed adult literacy
provision in their organisations. Others highlighted Functional Skills as the most
influential policy, while others felt that Skills for Life was still having a significant
influence. The Government’s drive for more adult learners to complete GCSEs rather
than Functional Skills qualifications was also raised on a number of occasions. Some
participants seemed quite vague about policy, with one respondent acknowledging ‘I
haven’t got a clue’. Although this did not help in my search for current policy, | felt the
responses received were still very significant. While some variation in response was
to be expected, especially as some of the participants’ roles within their
organisations were probably quite removed from policy and curriculum decision
making, the different responses and the amount of uncertainty might imply a lack of
a current definitive policy for adult literacy education.

Amongst the documents finally selected for analysis, the one which appeared to
provide the most current expression of policy relating to adult literacy education was
the Government’s response to the Department of Business Innovation and Skills
Select Committee’s inquiry into adult literacy and numeracy. The inquiry was carried
out in 2014 and gathered information from adult learners and teachers to try to find
out why so many people still struggle with literacy (and numeracy) and what more
could be done to help to improve standards. The response, which claims to explain
how the Government’s intentions regarding the funding and delivery of English (and
maths) for adults will address the Committee’s recommendations, considered each
recommendation but did not agree with them all. In doing so it provides an indication
of the Government’s current approach to adult literacy education, which involves:

¢ A pledge of funding for free tuition but no national campaign to raise public
awareness of the literacy (and numeracy) support available

e Focus on GCSEs in English (and maths) as the preferred qualifications for
adults though acknowledging that for some adults Functional Skills may be
more appropriate.

e ‘no cross Government strategy for raising adult literacy and numeracy levels’
(p.25) or collaboration between Government departments in the
implementation of policies relating to adult literacy and numeracy

e Focus on various categories of learners, including the unemployed, members
of the army, prisoners, homeless people and 18 to 21 year olds

e The establishment of the Behavioural Research Centre for Adult Skills and
Knowledge (ASK) which includes English within its remit

(Department for Business, Innovation and Skills, 2014)
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The response suggests a commitment to the development of literacy or English skills
but without few specific measures which are particularly for adults or purely related
to literacy. It concludes with the claim that supporting English and maths ‘continues
to be a high priority for the Government’ (p.25) though not particularly stressing
‘adult’.

Also significant in indicating commitment to adult literacy education is the
Government response to the OECD’s International Survey of Adult Skills, part of the
Programme for the Assessment of Adult Competencies (PIAAC) which aims to
survey the literacy and numeracy skills, plus the abilities in ‘problem solving in
technology-rich environments’ of 5,000 people in over forty countries between 2008
and 2019 (Organisation for Economic Co-operation and Development, n.d.). The UK
was included in the first round of the survey, the results of which were published in
2013. Analysis of the results has indicated that the UK performed relatively poorly in
comparison with other countries (Wheater et al., 2013).

It has been suggested that the results of PIAAC will lead to literacy returning as a
significant issue in European policy agendas (Milana, et al.,2014) and certainly the
UK Government’s response, in commissioning research with the apparent intention
of learning from the outcome of the survey and of informing future policy, may
suggest that concern with adult literacy is, at least to some extent, still a feature of its
policy agenda. A paper published in the wake of this research around the PIAAC
results argues for continuing investment in the development of adult literacy (and
numeracy) as a result of the poor PIAAC performance and warns that without this
there could be a failure to ‘build on’ the gains made as a result of the Skills for Life
Strategy by not ‘building capacity in the sector.’ It also mentions the ‘current policy
commitment to fund free training for any adult who wants to improve their literacy
and numeracy up to level 2..." (Carpentieri et al., 2015, p.10). However, the further
comment is made that the success of this may be hindered by adults’ lack of
awareness that such support is available to them, along with insufficient advice for
people looking for courses to improve their skills. The Government, however, had
previously denied that a national campaign to raise public awareness of literacy (and
numeracy) education provision was necessary or would be worth the investment
(BIS, 2014). The true indication of commitment will be the extent to which the
Government acts up on the research it commissions.

A further indication of commitment to adult literacy education could be the
Government’s attitude towards specialist qualifications for teachers of adult literacy
(the Level 5 Specialist Diploma in literacy / English). No evidence is currently
available that this is either being actively supported or not, other than in the author’s
own organisation where the qualification is no longer part of the curriculum offer due
to low demand resulting, it is believed, from a lack of financial support with fees. The
Government has rejected the recommendation that it becomes more involved in the
provision of teaching qualifications in the further education and skills sector, arguing
that it will leave this to the Education and Training Foundation (Department for
Business, Innovation and Skills, 2014) perhaps suggesting that teacher qualifications
are no longer a high priority. This issue is beyond the scope of the present paper but
is perhaps worth consideration at a later date.

Perceptions of literacy
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Earlier analyses of Government policy on adult literacy education, including the Skills
for Life media campaign based on images of gremlins, identified the recurrence of a
‘deficit’ model of literacy, in which the focus is on literacy as something illiterate
individuals lack (Taylor, 2008; Burgess and Hamilton, 2011; Kendall and McGrath,
2014). The Government’s current approach seems to echo this ‘deficit’ view,
presenting literacy difficulties as a problem or a barrier which must be tackled and
overcome and literacy as an attribute lacking in some people (Department for
Business, Innovation and Skills, 2014).

Current policy defines literacy as involving speaking, listening, reading and writing;
skills which are ‘essential for learning and for operating in work and everyday life.’
(ibid., p.2). The term operating is particularly significant in identifying the way in
which policy-makers perceive literacy, introducing a discourse of functionality and
employability which are even more apparent in the use of financial and economic
terminology, such as returns, investment, market, performance, outcomes, drivers,
Net Present Value and sustainability (ibid.). A discourse of employability can also be
discerned in regular repetition of the terms work, employment and employers.
(Department of Business, Innovation and Skills, 2014, p.4).

Consideration of the data from document analysis and telephone interviews seems
to suggest some similarities in the perceptions identified in policy documents and
those expressed by participating literacy teachers. The concern with the ability to
function and with employability occurred regularly within the interviews, for example,
and the need to communicate on a practical, every day level also arose on a number
of occasions. Less frequently mentioned was the need for critical awareness and to
make informed decisions about one’s own future, although one participant added
autonomy and empowerment to this which might hint at a rather different, more
political, concept of literacy. Being self-sufficient and avoiding isolation were also
given as reasons for being literate.

There was, however, a greater frequency in the occurrence of the term
‘independence’ in the telephone interview responses than in the policy documents
and more of a sense of individual, rather than social or national, benefits from
improved literacy. Fewer suggestions were made of literacy involving anything other
than print-based reading and writing in the policy documents than in the telephone
interview responses, but what comes across particularly strongly in both the
documentary analysis and the telephone interviews is the association of literacy with
the achievement of qualifications.

In response to a question regarding the skills or abilities a literate adult should have,
most participants indicated reading for different purposes and with different kinds of
text. Some also mentioned writing and a number suggested that computer and digital
skills were linked to being literate. When asked about the Government’s move to re-
establish the terms ‘English’ (Department for Business, Innovation and Skills, 2011,
p.11) there were differences of opinion amongst participants. Some felt it had not
made any difference to their practice. Others thought it had. Where participants felt it
had made a difference their responses appear to link the concepts of ‘English’ and
‘literacy’ to particular courses or qualifications; linking literacy to Skills for Life, for
instance, and English to functional skills.
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Documentary analysis and telephone interviews also identified a number of shared
absences in the perceptions of literacy expressed by policy makers and teachers,
particularly the notion of reading or writing for pleasure or simply learning for the
sake of it. The assumption appears to be that literacy is about gaining qualifications
to help people find and sustain employment with little or no consideration of adults
who, rather than looking for work, may simply wish to improve their skills to be able
to read with their children, help with homework, or play more of a role in their
community. The focus is on functionality, with the sense that literacy is something a
person uses because they need to, not because they might gain some enjoyment
from it.

Conclusion

PIAAC results for the UK, and the Government’s response to this, suggest that the
concern with the standards of adult literacy is still present; the ‘gremlins’ have not
gone away (Kendall and McGrath, 2014). However, comparison of current policy with
the earlier ‘Skills for Life’ strategy suggests that there is now a less proactive
approach to adult literacy education. Current policy, while making a commitment to
funding for adults to achieve qualifications in English up to GCSE appears through
its denial of the need to publicise this, along with the lack of any other specific
measures for adult learners, suggests that the issue is not receiving the focus or
urgency that it did at the introduction of the Skills for Life initiative. Hamilton (2012,
p.4) identified a change in policy regarding adult literacy education, with the UK ‘just
emerging’ from ‘a period of major state funding for literacy, numeracy and ESOL’ in
the form of the Skills for Life Strategy. However it would appear that no one
significant policy is replacing it. Instead adult literacy education features as one of a
number of areas covered by several policy initiatives, with an apparent focus on
young people leaving school without qualifications in English. Policy seems to be
based on a perception of literacy as a set of clearly prescribed skills in speaking,
listening, reading and writing which is very functional, leading to the achievement of
gualifications which are necessary for employment and coping with everyday life.
Adult literacy education seems to be just a small part of a broader skills agenda.
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“Work experience, learning and self-efficicacy — why

it matters for individual careers”

Dr. Eva Anslinger
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University of Bremen, Germany

Introduction

Enhancing career and employment opportunities is a key aim of European education
and employment policies. The OECD publication “Career Guidance and Public
Policy. Bridging the Gap” (OECD, 2004) hence emphasises that guidance services
for vocational and career orientation need to be improved and better aligned with
requirements of lifelong learning. It furthermore underlines the key role of individual
and student-oriented services that have a complementary function to career
guidance provided at the workplace and by public employment services. In the
context of educational policies, vocational and career guidance have been further
enriched by a life-course perspective, underlining that guidance services should
meet individuals’ varying needs across the lifespan and should, therefore, address
young people and adults as well as the ‘third age’.

This approach also takes account of the dynamic and growing complexity of the
education and employment system, which have induced the de-standardisation and
individualisation of work and employment trajectories over the past decades. As a
consequence, individuals perceive their trajectories ever less as linear and
progressive, as they are expected to redirect their occupational choices and
pathways more frequently. This can be considered both as an opportunity as well as
a burden. The same applies to lifelong learning which has become a necessity
closely linked to the on-going process of shaping one’s own career and work
trajectory.

This contribution delineates individuals’ work orientation and career development
across the lifespan, thereby seeking to identify the role of initial vocational choices
for individuals’ subsequent work trajectories. It postulates that in the context of
lifelong learning, career guidance services could be better targeted by taking a
subject-oriented approach based on a biographical perspective. Methodologically, it
is based on narratives of students who obtained a University entry qualification by
following the so-called ‘third educational pathway’. This pathway facilitates the
transition into Higher Education (HE) for individuals who are commonly qualified at
skilled workers level and who do not have a University entry qualification. The
narratives were developed from 38 interviews with students from German
Universities, who were qualified as skilled workers in different vocational domains
(i.e. who had completed a vocational or apprenticeship training typically of duration
of three years). Data were generated in the framework of the research project
“Learning biographies of students following the third educational pathway”
(“Lernbiographien von Studierenden des dritten Bildungsweges”) funded in the
context of enhancing the permeability of the German educational system and
supporting transition into higher education for individuals with a vocational
gualification (Heibilt and Anslinger, 2012). With Germany being among the countries
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with a particularly low level of University graduates as compared to many other
industrialised countries (OECD, 2013, p. 26), enhancing the permeability between
the vocational and academic track has become a priority of German education
policy. With the 2009 decision of the “Kultusministerkonferenz” (KMK) (“Standing
Conference of the Ministers of Education and Cultural Affairs of the Federal Republic
of Germany”), this approach was politically supported and has, in the meantime, also
been legally anchored (for an overview see Nickel and Puttmann, 2015).

Conceptual Framework

Super’s career development theory (Super, 1990) provides a useful conceptual
framework to link individuals’ work orientations to lifelong learning. It conceptualises
vocational and work orientation as a lifelong process that requires the individual to
prioritise and make decisions that need to be integrated into their life history.
Thereby, the first occupational choice when making the transition from school to
work is particularly decisive as it presents a crossroads, setting future directions of
subsequent career development opportunities. However, initial occupational choices
can be altered, particularly by identifying windows of opportunity that open up
alternative career pathways (Oram, 2007).

The “Social Learning Theory of Career Decision Making” (SLTCDM) by Krumboltz
(Mitchell and Krumboltz, 1990) focuses on the interplay between learning
experience, external influences and opportunities. It considers the individual’s
perception and cognitive assessment of positive and negative incidents to be the
result of multiple learning experiences from planned and unintended situations.
Krumboltz identifies four influencing factors that direct individuals’ occupational
choices: (i) genetic endowment; (ii) environmental conditions and events; (iii)
learning experience; and (iv) task approach skills. Individuals can interpret and
rationalise the complex interplay between these four factors in various ways. To
reduce the complexity of learning processes the individual uses the mechanism of
generalisation when expressing own ideas and opinions. This ability described as
generalised self-observation and generalised opinion, enables the individual to relate
different learning experiences in a somewhat coherent and sensible way. Krumboltz
underlines that this process of career decision making is a lifelong undertaking. It
can be considered successful when people reach individual satisfaction (ibid.).

Empirical Findings

The empirical findings from interviews with students following the third educational
pathway also show that participants seek to create coherence by making sense of
their narrated learning experience and life events. Despite career redirections and
periods of transition the participants reconstructed connecting patterns to rationalise
why they took up University studies. In the following, this will be exemplified by three
contrasting narratives taken from the overall sample. Based on participants’ learning
biographies, we will apply the SLTCDM by Krumboltz to delineate how initial
vocational choices influenced subsequent career development opportunities and
how individuals retrospectively made sense of their work and learning trajectory.

Narrative 1: progressive career: “...this has always been the plan”

Karen, 31 years, has a vocational background in pedagogy. At the time of the
interview, she was a first year student in Educational Sciences.
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Back at school, Karen’s performance was average. For her, learning should have a
direct impact in her everyday work: “I am really a practical person. | have to be able
to apply what | have learned. | did not consider learning at school to be useful at all”
(Z. 264-265). She sees herself as an active person and is interested in sports
(genetic endowment). As her vocational interest is socially oriented, she completes a
three-year vocational training as a pedagogue specialising in youth work. She
rationalises that this initial vocational choice was a result of the positive experience
she had with babysitting jobs and that she likes the interaction with children and
young people (learning experience). She enjoys the vocational training, which also
provides her with a new perspective on school-based learning, as it is an applied
field. The training makes it possible for Karen to combine personal and vocational
interests which enhances her self-efficacy.

Upon completion of the vocational training, Karen starts working for the youth centre
in her home-town, taking care of boys aged 10 to 16 years who live together in a
small residential unit. She likes the group and gets support and positive feedback
from her colleagues. While she thinks she was a bit overwhelmed at the beginning,
overall she rationalises that this was a positive working experience that she could
handle (task approach skills).

To be better prepared for new challenges at work, Karen completes a series of
additional training courses, including a specialisation of 30 months in experimental
education. She considers that these trainings were very helpful to become more self-
confident and professional in her work (learning experience). A couple of years later,
she is offered to work as a team leader for a group of violent young boys. While
hesitating at first, she takes up the task trusting that the trainings she did will help her
to manage the new challenge. In this job, she can apply her professional knowledge
and skills, but also develop her talents and professional interests as with this group
she spends much time on outdoor activities applying experimental methods. She
also completes a course on victim-offender mediation, which she can directly apply
in her daily work: “For me this has been an extremely valuable training that | think
has also influenced my future” (Z. 780-781). Once again, through strategic
engagement with learning, Karen broadens her professional skills and can increase
her self-confidence. A critical incident in the group gets Karen to her personal and
professional limits (environmental conditions and events). Despite her sense of
professional identity and trust in being able to handle difficult situations at work, she
realises that she does not want to continue with her current job. Based on the former
positive learning experiences she moves into higher education to stabilise her
professional career.

Karen’s initial occupational choice was based on her persuasion that working with
children and young people is something she really likes and also corresponded with
her abilities and interests. Although she never consulted professional guidance,
former babysitting jobs generated an interest in the field and expectations of self-
efficacy in relation to this kind of work. Additionally, Karen displayed professional
ambitions that were reflected in her continuous engagement with learning and taking
up new challenges at work. Her career redirection was initiated by working with a
new group. While she first had problems adapting, a supportive work team and her
own professional skills helped her to grow into her work. However, with time she was
drawn to her personal and professional limits, occasionally feeling burned-out and
realising that she was no longer able to align her own professional ambitions with her
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daily work. This discrepancy led to the desire to move into prevention and to enrich
her work experience with theoretical knowledge. This resulted in the decision to start
an academic career.

Narrative 2: Self-realisation: “l am a late developer”
Michael, 53 years of age, trained as a cook and worked for several years as a
registrar. When the interview was conducted he was a fifth-year student in History.

Partly deriving from a difficult family situation, Michael has problems in secondary
school. He rationalises that this was due to laziness, but also due to lack of support
from his parents (environmental conditions and events). When consulting the career
counsellor at the employment office at the age of 16, he is advised to follow a crafts-
based training (such as toolmaker) given his poor school grades. Michael himself,
however, prefers an office job, but is discouraged by the career counsellor: “And
then he said ‘well, what about cooking?’ And then my mother said ‘oh, what a nice
trade” (Z. 879-881). So, Michael starts to train as a cook although it is not his
vocational preference. He follows the recommendation of the counsellor and his
mother (environmental conditions and events), thinking his grades are too poor to
realise his own career aspirations.

Michael finds the vocational training as cook okay despite being underpaid and with
unfavourable working hours. He completes the training, but does not want to work as
a cook. Instead he continues with a technical college to be able to study nutrition
science, but has to give up due to his bad performance results (genetic endowment).
He is aware that he does not want to work in a job he does not like and that he
needs to continue with formal schooling to be able to realise his vocational interests
and ambitions, but he is not good enough at school to succeed. He gives up and
remains unemployed for a couple of months. Michael then gets a job as kitchen
manager in a public children’s day care centre. Although being very young he is
given the position which entails great responsibility, thereby affording gives him self-
confidence. He considers working for the public sector to be a good option, also for
his future professional development as it might be a starting point to move into
administration in line with his initial vocational ambitions. After eight years as kitchen
manager, he applies as assistant administrator at the civil registry office and gets the
job. Despite earning considerably less, he is happy to have moved closer to his initial
vocational interests (task approach skills). He is also supported by his partner. Due
to staff shortages at the civil registry office, Michael is quickly moving on in his job by
taking on ever more challenging work. Supported by his boss and colleagues, he
completes a further training course in administration to qualify for the intermediate
and upper intermediate service-level (learning experience): “At some point | said to
myself ‘okay, let’s see how far | can get.” And actually everything was quite easy
(laughing). Well, | am a late developer” (Z. 1620-1623). The clear job hierarchies and
well-trodden career paths in the public sector help Michael to develop an idea about
his own possible professional development.

After ten years working as a registrar, a friend tells him about a new University entry
regulation that gives people not holding an academic background access to higher
education. He consults the Student Advisory Service and starts studying history:
“That was really exciting, and there was no other subject for me than history. When |
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knew that this was possible, well, | only got to know about this possibility very late”
(Z. 2104-2109).

Michael's case shows that compromising when making the transition from school to
work can induce a long search process. However, Michael tried to make the best out
of it. Working independently and having a responsible job gave him self-confidence
to undergo a career change. Crucial in this process was the support he received
from his partner and colleagues. Being able to advance at his job through
challenging work rather than formal training in the first place enhanced his self-
efficacy, which then fostered the motivation and interest in learning up to the level of
making the transition into higher education. All this supported his personal growth
and continuing professional development.

Narrative 3: Social mobility: “taking risks”
Peter, 29 years, trained as foreign language correspondent. He studied political
science at the time of the interview.

Peter has an indifferent attitude towards school, which during the final years of his
education is negatively influenced by the difficult interaction with the teachers. He is
not very interested in school, but spends a lot of time playing video games. Through
his local peers he develops an extreme right-wing attitude while he has hardly any
contacts with his classmates. Today he sees himself as somebody who was drifting
then, not knowing what to do with himself. When finishing school, his mother
encourages him to go into languages based on his affinity and talents (genetic
endowment). Hence, he trains as foreign language correspondence clerk, which he
likes. In particular he likes interacting with people from different nationalities and
enjoys the learning experience, which is more applied oriented than learning at
school (environmental conditions and events). Finding himself in an intercultural
environment, he makes new friends and starts critically reflecting upon his extreme
right-wing ideas (task approach skills).

After completing the national military service, Peter gets a job in the Sales and
Marketing department of a company. Shortly after, he is promoted as authorised
officer in the international company branch. This promotion positively influences his
self-efficacy. However, he has problems with his boss and feels exploited, criticising
the bad working conditions and unfair treatment of employees in the company. He
leaves his job (environmental conditions and events) and, after a short period of
unemployment, starts working for another company as an accounting clerk. This job
involves much routine work which Peter finds boring. Still, he remains with this job
for some time, but starts exploring alternatives, including possibilities of further
training and moving into higher education. However, based on his perceived low
social status and lack of qualifications he does not follow-up on this idea any further.
He considers this pathway as too risky, as it involves instability and financial
constraints. He also thinks that he will not be able to meet the intellectual challenge
(genetic endowment). With growing dissatisfaction at work and the separation from
his partner, he re-visits the possibility to study and tries to get more information
about it. Still, initiating the transition process is difficult for Peter since it involves
experiences of instability and insecurity. Moreover, he does not receive any support
or guidance from his friends and social environment. He feels that his social
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background is the main hindrance for realising his educational and career
aspirations.

By chance, Peter comes across the notification that it is possible to study without a
University entry qualification. After the first failure, he re-applies to different
Universities and is finally admitted. Retrospectively, he considers the application
process as time-consuming and difficult, but he draws from his work experience and
administrative competence. Part of his language skills are also being credited
against the study programme. When starting the course, Peter is still unsure whether
he will be able to meet the learning demands, but with passing the first examinations,
he becomes more self-confident.

Peter’s learning biography features social mobility based on learning and continuing
training. His performance at school was average and when completing school, he
neither had an idea nor any ambitions concerning his professional future. His initial
vocational choice was mainly directed by his mother. His motivation for learning later
in life was fostered by positive learning experience from informal and self-directed
learning based on his interest in politics and history. This approach also led him to
critically reflect upon his extreme right-wing attitudes and social status. In addition,
learning at work enhanced his competence to act and, in turn, self-efficacy in relation
to his capabilities and achievement potentials. The decision to study was
accompanied by a long process of introspection and consideration.

Discussion

The three narratives demonstrate that initial vocational choices play a crucial role not
only for individuals’ subsequent professional development, but also for their self-
perception and self-efficacy. Further learning experience throughout the life-course
helps to substantiate professional aims and career ambitions. When individuals are
able to connect their learning experience with expectations of self-efficacy, they are
also more likely to pursue their career ambitions more strategically. Equally, it is
easier for them to revise former career decisions and realise a career change. This
obviously is a chance, but also requires considerable efforts. Continuing training and
vocational guidance thereby can support the re-orientation process. Seeking new
(learning and work-related) challenges can be interpreted as an expression of high
expectations of self-efficacy.

In the case of Karen, we can see that while being purposeful about her initial
vocational choice, further training is necessary to support the development of self-
confidence and her professional identity. Here, the combination of (positive) learning
and work experience leads to a coherent career narrative and high expectations of
self-efficacy. When this coherence is eroding due to adverse experiences at her job,
she re-orientates her career and induces, through moving into higher education, a
reflection process that ultimately enhances her professionalism and personal growth.
Michael’s biography, by contrast, is structured along vocational re-orientation and
career changes. Starting with a misleading initial vocational choice, he is
continuously seeking to realise his vocational interests and career ambitions.
Realising that his initial vocational choice was based on external influences, positive
(further) learning and work experiences help him to stabilise his own career
aspirations and to develop different strategies for following a specific professional
pathway. This also enhances his self-efficacy, leading into an academic pathway
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despite poor performance results back at school. Finally, Peter’s biography is
structured along an inner conflict related to his social status and political extremist
attitudes. His ability to reflect upon his own personal development combined with
professional success enhances his self-efficacy and makes him realise that he is
able to shape his own future. Hence, he learns to defend his critical thinking and to
become more strategic about overcoming the administrative hurdles for realising his
educational and career aspirations.

A life-course perspective of learning alters the key influence of initial vocational
choice for individuals’ subsequent career development. Moreover, further learning
experiences may enable the individual to successfully realise a career change later
in life. In this context, the concept of self-efficacy can be understood as a process
supported by work experience and self-realisation in different work and learning
settings. The three narratives exemplified that there may be various influencing
variables, including the external environment, the job, the family, colleagues, friends
or other social and/or contextual influences. However, all of these variables may also
generate new perspectives that can support individuals to ultimately realise own
professional ambitions. People qualifying via the third educational pathway are a
particularly good example to illustrate the contingency of vocational and career
orientations and to explore how individuals are able to realise their professional
aims, irrespective of their age and school-based qualifications.
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Parental influence on HE decision making: The

continuing power of local culture.
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Introduction

There has been a great deal written about parental influence and whether parents
play an important role in individuals’ choices when deciding whether to participate in
Higher Education (HE) (Archer, 2003; Brooks, 2003). This paper seeks to explore
why a group of young adults, with level 3 qualifications, living within traditionally
working-class communities in the north of England, choose not to participate in HE,
and concentrates on the influence that parents have on such decisions. A number of
authors have illustrated how young adults have been shown to rate their parents as
the source of information that they would listen to most when deciding about HE
participation (McShane, 2003; Dodgson 2004). This paper discusses the continuing
importance of parental influence and highlights how objective social structures such
as the family can influence values, cultural rules and decision making pertaining to
HE patrticipation. This paper indicates that the majority of participants had strong
affective bonds with their parent(s) and it appeared that specific dispositions had
been formed that endowed a sense of solidarity in both the participants and their
parent(s), what Bourdieu (1998) called a ‘family feeling’.

Methodology and data collection

This qualitative research draws on the work of Pierre Bourdieu, who suggests that
the two orders, objectivity and subijectivity, are “...tied together through actual social
practices, wherein objective social relations are produced and reproduced within
particular situations” (Layer, 2006, p.194). Therefore, this paper considers the
subjective points of view of the young adults, but also pays attention to factors which
appeared to have shaped and moulded the 36 participants’ participation decisions
(Herzberg, 2006). This paper utilises some of Bourdieu’s relational thinking tools to
interrogate the decision making of the participants. Particular attention was paid to
practice, field, habitus, capital and symbolic violence, “...to effect the synthesis of
objectivism and subjectivism...” (Wacquant, 2008, p. 267). A general thematic
approach was employed to analyse the qualitative data, this allowed the examination
of the ways in which events, realities, meanings and experiences impact upon the
participants’ decision making (Braun and Clarke (2006).

Findings

The quotes that are referred to within this paper were chosen because they were the
most interesting and they best represented the participants’ points of view. The main
themes that emerged from the data were: rules, values and expected behaviours;
the appearance of initial support; lack of parental information about university and
abandoning the family.

Rules, values and expected behaviours
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In keeping with Brennan'’s (2005) work on the influence of local culture which is
broadly represented by rules, values and expected behaviours, for the majority of
participants (25-36 participants), it appeared to be an expected behaviour that they
placed value on the opinions of their parents. The values of the young adults
appeared to have been moulded by the parent(s) and this, in turn, influenced the
rules and behaviours which were deemed to be acceptable, particularly when it
came to employment and their families. As participant 18 contends:

...It shows more initiative if you've gone straight into employment into
something that you want to do and want to learn from the bottom up...not
many people nowadays will take the lowest jobs and work their way up. My
mam thinks that’s the best way to go.

Implicit within the interview testimonies was the respect participants had for their
parent(s) opinion and how important their family members were to each other. This
is illustrated by participants 16 and 21.:

Family is important to me... They’re really important to me; | trust them. |

know if | have any problems about anything that they will sort it out for me.

| do what my mam and dad tell me and we all do what my nannan
says.
Whilst participant 21 was discussing the family dynamic in a ‘tongue in cheek’
manner, a mutual respect seemed to exist within their family. This was also
apparent within the families of other participants; they appeared to perceive things in
the same way and even express things in a similar manner. The participants seemed
to have strong affective bonds with their parent(s).

The appearance of initial support

Whilst ultimately, the young adults chose not to participate, there seemed to be, if
taken at face value, evidence of clear, initial support from the parent(s) of the
participants in relation to them participating in HE. Significantly, all 36 of the
participants cited discussing the possibility of HE patrticipation with their parent(s)
and it seems to be clear that the parent(s), in the main, gave the impression that they
wanted their children to participate. As participant 5 points out:

Well, my mam she’ll just go ‘oh get yourself gone’ and that’s all she’ll say —‘it’ll
be good for you.

This is important because whilst it seemed clear that the participants placed great
value on the opinions and points of view of their parent(s), they still chose not to
participate. In a significant number (13-24 participants) of cases, participants did not
seem to believe that their parents really did want them to participate in HE, and this
seemed to influence their decision making. Participants 16 and 35 illustrate this well:

| asked my dad if he would really be happy if | went to university and

he said so, but he said that he was right worried about the cost of

uni and had | thought about getting a job, or even staying at college.

...'m not sure that | really believe them. My mam is always on about

Tesco’s and how | could get a good job there and work myself up.
Interestingly, once the participants told their parent(s) that they did not intend to
participate in HE, their parent(s) appeared to have made no attempt to change their
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minds, or encourage them to rethink their choice in relation to HE participation - the
participants were quickly steered towards employment. To some extent, this backs
up the participants’ belief that their parent(s) did not want them to participate. The
majority of the participants appeared to believe that their parent(s) would prefer them
to get a job, earn money and to stay in their locality, rather than participate in HE -
this seemed to be a cultural rule. It appears that for the parent(s), the most valuable
skills and rewards were likely to be gained in the world of work which is, of course,
inextricably linked to economic capital. As participant 4 states:

... when | said that I...didn’t want to go to uni they were like, well we don’t
mind you not going as long as you get a full time job and you’re doing
something...

Lack of parental information about university

Whilst the participants discussed the importance of parents’ opinions, significantly,
none of the parents seemed to be able to tell their children much about participation
in HE. As participant 30 points out:

My mum'’s told me some things about university that probably could’ve
encouraged me to go. She says it will help me get a job, but she didn’t tell me
much about it to be honest...

It became clear that very few of the participants could articulate, with any real clarity
or conviction, why they viewed parents as an appropriate source of information
regarding HE. Participants did not seem to know what it was they were hoping to
glean from their parent(s) and why it was so important that they “...get their blessing”
(participant 25). The testimony of participant 33 helps to illustrate this point:

Both my mam and dad want me to go to uni. | don’t know why

though; they don’t seem to be able to tell me about it, other than |

should give it a go.
Of the 36 participants interviewed, none of their parents had participated in HE in
any capacity and it was clear that parents were not good sources of information
when it came to HE, even though the participants appeared to crave their opinions.

Abandoning the family
There is some evidence to suggest that many working-class parents, whilst wanting
their children to participate in HE, fear that they would abandon their family and the
norms and values that they held (Thomas and Quinn, 2007; Crozier et al., 2010). In
trying to explain their thoughts about parental attitudes in regard to this issue, a
minority (1-12) of participants, either directly or indirectly, referred to how HE
participation might change them and how this impacted on their HE participation
decision making as they were worried about what their parents might think. This is
illustrated by participants 12 and 29:

| was having a bit of a laugh with my dad about it and he told me,

don’t be getting all posh on me if you go to uni...l told him, not

likely...I'm a Barnsley lad.

| think my mam is worried that | might change and if |1 go to uni |

might, might not live near her and my Dad...that really worries her...
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Discussion

Whilst | am aware that gathering data via semi-structured interviews can limit the
claims and assertions that can legitimately be made and that this, to an extent, limits
this paper’s ability to provide conclusive evidence. However, after accepting these
caveats, this research nevertheless sheds further light on the influence that parents
can have on HE patrticipation decisions.

As discussed, the influence that parents had on the participants’ decision making,
with respect to HE participation, was inferred throughout the interview testimony,
both directly and indirectly. All 36 participants outlined conversations with their
parent(s) but, not surprising, as none of the parents had participated in HE, they did
not appear to be able to pass on the information that the participants craved: the tacit
knowledge that only really comes when you participate yourself that lets you know
what university is really like (Reay, 1998). Whilst the participants had some
understanding of what HE participation might involve for them, they would never fully
know what to expect until they were able to obtain the information they would have
found most legitimate, from their parent(s), or at least this is how it seemed.

For Bourdieu and Wacquant (1989), capital confers a power over a particular field,
within the field of HE, the participants’ parents have no cultural capital whatsoever.
Therefore, it is likely that they were unaware of the rules and the functioning of the
field and, whilst a minority seemed to have an idea of the potential profits
engendered in the field of HE, the majority of parents seemed not to. Unlike middle-
class parents who are likely to be familiar with the field of HE, how it is organised
and understand the correct way of doing things, what Bourdieu (1984) called
‘legitimate culture’; the participants’ parents did not. This is perhaps a reason why
the young adults appeared to receive much less advice about HE participation from
their parents than was required to make an informed decision about it (Crozier et al.,
2010). The maijority of the participants’ parents did not seem to have extensive
resources of social and cultural capital that they could draw on in the pursuit of
information regarding HE, which they could then pass onto the participants (Reay,
1998).

As touched upon, whilst it seemed clear that the participants held their parents’
opinions in very high regard and whilst the impression given was that parents would
support their children should they wish to participate in HE, the participants still
chose not to participate. If the participants were to be believed, parent(s) always
seemed to have something to say, some advice to give or an opinion. Participants
were used to parent(s) telling them what they thought and felt; this appeared to be
the norm - a cultural rule. Their lack of advice and guidance, on this occasion,
seemed to disorient the participants and make them disbelieve their parents. They
appear to have taken a lack of parental information about HE as an indication of their
parents not wanting them to participate; this appeared to indirectly influence their
participation decision. A common pattern of reaction to this lack of information was
non-participation and this seemed to have its own intrinsic logic (Bourdieu, 1977;
1990a; 1990b). It appeared that a particular type of cultural capital and ethos had
been transmitted to the participants from their parents and such internalised values
appear to have contributed to the participants’ attitudes towards HE participation.
The impression given was that this was reciprocal, as one of the motivations behind
non-participation seemed to be based on the expectation that their family would
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suffer should they participate, both financially (Callender and Jackson, 2008) and
because of the potential for those who participate to abandon family norms and
values (Thomas and Quinn, 2007).

For the majority of the participants, a degree of interpersonal proximity was evident
within their lives. It seemed that they lived and socialised in the same place and
appeared to have developed similar dispositions and outlooks. The habitus of the
participants appears to have been shaped through social interaction within their
family with whom they had developed relationships and who also appeared to have
the same limited amounts of capital, so it is not altogether unexpected that they
could not get the information they required from their parents. Participants listened
to and valued what parents had to say there was a common understanding and a
mutual respect that was conceptualised in a set of practices that manoeuvred the
participants, in this particular instance, away from HE participation and towards the
world of work. What could be viewed as a personal decision seemed to have been
influenced by social activities within their families (Heath, Fuller and Johnston, 2010;
Fuller, 2011). Whilst there is likely to be some variation in the participants’ habitus
that might be the result of what Bourdieu described as cultural peculiarities that
distinguish them from each other, the participants seem to have, nonetheless,
collectively developed a sense of what was and what was not for the likes of them
(Crossley, 2012).

As a result of the dispositions and values that seem to be present within the majority
of the participants, they seem to be responding to the cultural rules that dictate how
they should respond to their parent(s) (Cuff et al., 2006; Webb et al., 2002). Their
habitus was embodied; it impacted on the way they acted, on what they said and did,
thought and felt. It appeared to capture how the participants carried their history and
how they brought this history into their present circumstances (Maton, 2012). The
participants’ habitus predisposed them to behave in a particular manner;
employment was much more likely to bestow economic, social and cultural capital.
In Practical Reason (1998), Bourdieu refers to ‘the family feeling’ and makes
reference to language that families use about the family and that, as an active agent,
it is capable of thought, feeling and action and that it is a place of trusting and giving.
A sense of family seems to have been inculcated in a majority of the participants
because of socialisation with the family and this appears to have influenced and
constituted elements of their habitus, both in an individual sense and collectively
within the family.

Various pedagogic processes seem to have taken place that appear to have been
misrecognised as legitimate by the participants which have influenced their attitudes
and beliefs pertaining to HE participation. It was the pedagogic authority of the
parent(s), in the eyes of their children, which allowed the informal learning
(pedagogic action) that took place to be viewed as being legitimate. It may be that
their pedagogic ethos predisposes them towards work rather than HE and a
recognition that education is only truly of value if it translates positively into the
labour market.

Conclusions

This paper illustrates the continuing importance of parental influence and highlights
how objective social structures such as the family can influence values, cultural rules
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and decision making. The participants’ values appeared to have been shaped and
moulded by their parent(s) and as a result, the values they held dear and the
behaviours that they deemed to be acceptable. They seemed to be responding to
cultural rules that dictated how they should respond to their parent(s) (Cuff et al.,
2006; Webb et al., 2002). This paper has proposed that the majority of participants
had strong affective bonds with their parent(s) and it appeared that specific
dispositions had been formed that endowed a sense of solidarity in both the
participants and their parent(s), what Bourdieu called a ‘family feeling’. It seemed, to
all intents and purposes, that the majority of participants had developed common
patterns of reaction that they shared in relation to parental attitudes to participation in
HE (Bourdieu; 1977; 1990a; 1990b). This research indicates that in spite of initial
support pertaining to HE participation, participants’ parents appeared to quickly
exhibit collective expectations and socially inculcated beliefs (Bourdieu, 1998)
pertaining to employment and the need to earn money and not be in debt. The
socialisation that took place in the family made participants believe that non-
participation was best and that employment was the right thing to do. It appeared to
be the pedagogic authority of the parent(s), in the eyes of the young adults which
allowed the informal learning that took place to be viewed as being legitimate.
Without them consciously planning the way in which they did things, practices which
appeared to have their own built-in and intrinsic logic seemed to steer them towards
the world of work. Such decisions seeming rational, they made sense to the
participants.
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Avoiding The Clone Wars - The Adult Educator
Strikes Back: The impact of homogenisation of the

educator's role.
Dr Hazel Beadle
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Abstract

The achievement of financial security is acknowledged to be significant both to the
potential student and to the Adult and Community Learning (ACL) provider.
However the tutor of the course on which the student enrols, the adult educator, also
has needs to be met. Focus on the tutor is significant because of the role that that
individual plays in fulfilling the student learning experience and guiding students
toward course success. This paper draws on an examination of adult educator
profiles published in hard copy advertising material published by a sample of ACL
providers; a study undertaken because of the contrast that material provides to
digital resources. A perception of homogenisation is revealed through a
predominant focus on four factors: occupational interests, where the educator had
studied, recent career features and experience details. It is argued that this
approach has potential impact in relation to the adult educator's perception of job
satisfaction and their role performance.

Introduction and context

There is a need to sell educational provision, just as there is a need to sell other
wares. Alexander and Ketkanas (1998: 186) highlight that "no amount of advertising
could sell an unwanted product” and there is, therefore, a need to generate the
‘product’ desire within the target population. However educational provision is not
subject to a consistent perception and this is, in part, a consequence of the
numerous changes which have occurred in the funding arrangements across the
sector. Many of those changes are the result of efforts to respond to financial
austerity, what Johnston and Williamson (2014: xiii), albeit writing in a US context,
describe as amounting to “a tsunami of budget cuts and retrenchments that have
buffeted most, crippled some, and devastated others”.

Adult and Community Learning (ACL) is often regarded to be the 'poor relative' within
the UK education sector. Over recent years sector provision has reduced as
financial administration has moved, in turn, from local education authorities (LEAS) to
Learning and Skills Councils (who took over funding from LEAs in 2001) and more
recently to, in large part, charitable and voluntary organisations. Some provision has
been absorbed by the Further Education sector.

Where ACL provision remains, emphasis has changed from a focus on courses
which in many cases fulfilled a social need, to those which place a heightened, and
at times exclusive, focus on the development of career related skills (Andersson et
al, 2013; Nilson & Nystrom, 2013). There is an emphasis on students achieving a
financial return on their educational investment through the maintenance of their
earning potential. The effect has left the ACL sector trying to sell provision which is
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viewed in potentially different ways within the target market, and certainly in a
different manner to how it has historically been perceived.

The intention behind advertising educational provision is that that advertising
material will invoke action to be taken. In the case of the ACL sector, the initially
desired action is student enrolment. Contemporary approaches to selling
educational provision appear to be more cautious than the 'half-truth, near deception,
exaggeration and suggestion' indicated by Alexander and Ketkanas (1998: 195) as
being the language of advertising in the late 1990s.

Efforts to engage prospective students require a focus which is tailored to meeting
their emotive needs, with the achievement of financial security taking a heightened
profile. However students are not the only ones with needs. There is a significant
body of literature relating to motivation of the workforce, with some
acknowledgement of this in relation to the education sector specifically (Visser-
Wijnveen et al, 2012). The adult educator, the tutor of the course on which the
student enrols, is influenced by the context in which they undertake their role. Focus
on the tutor is significant because of the role that that individual plays in generating a
positive student learning experience and guiding those students toward course
success. However, despite the literature acknowledging this individuality, the way
that adult educator profiles are used in hard copy educational advertising suggests a
tendency towards homogenisation.

Homogenisation should not be regarded as inherently negative. Tomlinson (1995)
identifies, for example, that any such perception is the result of perspective. In this
paper the perspective is bounded by an Human Resource Management (HRM) lens
wherein standardisation and the effect of identifying sameness is acknowledged as
having the potential to influence role performance; for example as a result of the
individual's perception of job satisfaction.

Drawing on data from an examination of adult educator profiles published in hard
copy ACL advertising material, this paper explains the nature of that
homogenisation. It is from this base point that a number of considerations relating to
the adult educator's role performance and job satisfaction are raised.

Method

The educator profile data used for the study was drawn from hard copy advertising
material issued by six ACL providers in England during the 2014-2015 academic
year. There were no criteria for the data apart from the need for the educator's name
to be specified and for that name to be accompanied by some biographic detail. The
name was used for the purpose of ensuring that there were no duplicate entries in
the data, it not being uncommon for adult educators to work for more than one
educational establishment. Where duplicate entries occurred, the data was drawn
from the source which included the most detail by word number and, where there
was no distinction between the sources by word number, on the basis of the source
first accessed.

228 adult educator profiles were included in the study. No specific gender profile

was sought. Instead the study made use of the profiles which the author was able to
access, reasoning that this accessibility reflected the experience of potential
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students. Biographic detail codes were derived from the body of data using a
process of developmental open coding. Ordering of the profile data was on the basis
of when the relevant theme was first mentioned within the profile text.

Findings

Seven themes were identified to occur within the adult educator profiles. These
themes were detail relating to occupational interests; where the educator had
studied; recent career features; experience; membership of professional or trade
associations; awards won; and the location in which the educator had grown up.

Fifteen percent of the profiles provided only the barest of detail, one theme, with
occupational interests being the predominant focus. Fifty four percent of the profiles
provided two themes and, of these, 55% firstly mentioned occupational interests with
52% of those profiles following up the occupational interest detail with an example of
a recent career feature and 21% followed this up with detail relating to where the
adult educator had studied. Of the remaining fifty six profiles where two themes
were present, 36% firstly identified where the adult educator had studied.

Twenty nine percent of the profiles provided three themes of which 44% firstly
highlighted occupational interests. Where the adult educator had previously studied
was, in the presence of three themes, the most significant secondary feature
representing that secondary factor within 48% of the profiles.

Four was the maximum number of themes in any profile. This occurred on four (2%)
occasions. In three of these profiles, where the adult educator had previously
studied was the first mentioned factor. This factor was the third of the four themes in
the fourth profile; after the adult educator's occupational and experience details.

Whilst seven themes were apparent, just four themes were found to be a regular
feature of the descriptors provided by the six ACL providers whose documentation
was examined. Of these four, the occupational interest category was identified to be
the predominant focus, with recent career features and where the adult educator had
studied found to be secondary, but none the less prominent, factors. The fourth
theme was detail relating to the educator's experience. Homogenisation was evident
as a consequence of the adult educators being introduced using a limited number of
descriptive features.

Analysis and discussion
Source of the educator detail

Some caution in the use of adult educator detail is reasoned to be present, with the
time taken to produce hard copy advertising material providing one influence. This
time factor offers a contrast to where digital resources are used (Beadle, 2015a).
Clearly the ACL providers who produced the material will have had a significant,
indeed overriding, influence and it is this influence which is the central focus of this
discussion. The part played by power and politics, for example, is a significant
feature of organisational life and its influence cannot be simply dismissed (Beadle,
2015b). It should, however, be noted that ACL providers can only work with the
detail they gather from the individual adult educators, detail which is framed by both
the questions asked of those individuals and what the adult educators wish to reveal
about themselves.
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Much background detail is gathered from prospective workers at the recruitment
stage. Whilst the adult educators have influence over