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FOREWORD

The transition process for young people and the route from education to working life is
becoming more and more complex. Many traditional jobs in industry or business have
simply disappeared for unqualified workers. The importance of vocational qualifications
and the individual’s ability to choose the right pathway to working life is becoming more
and more important. Today there are more possibilities for young people than ever before,
but at the same time there are those who face difficulties in finding their own pathway to
employment. These young people need support and guidance in their everyday lives.

Friskie EU 2003-2006 is a Leonardo da Vinci program funded development project where
the partners create, plan, facilitate and run supervised group activities and individual work
in non-traditional learning environments. The central principle is to combine learning,
teaching, participation and activating methods in initial vocational education and the objec-
tive is to gain social skills that are necessary for independent living and working life. The
Friskie EU partners are Turku Vocational Institute and Turku Polytechnic in Finland, Uni-
versity of Trollhdttan/Uddevalla in Sweden, Royal Borough of Kingston upon Thames in
UK, Drenthe College in the Netherlands and Os Vidaregidaende Skole in Norway and Uni-
versity of Oviedo in Spain.

In the first part of this Friskie EU project report, “From Education to Work”, Eeva Timo-
nen-Kallio, Anette Bolin and Elsebeth Fog are examining how the transition process of
young people from education to working life is understood in the context of the Friskie
EU -project. Eeva Timonen-Kallio writes about the importance to establish new activities,
methods and arenas for inclusion to help young people to find their pathway to adulthood
and active citizenship. In order to meet the requirements of working life, an individual
must be able to make choices, plan his or her life, co-operate and communicate with oth-
ers. Can these kinds of social and citizenship skills be taught and learnt in vocational train-
ing? Elsebeth Fog’s article discusses how the Friskie workbook can be used as a vehicle for
exploring young people’s social and cultural capital. Anette Bolin’s article discusses the
value of working life for young people. How youth unemployment and youth lifestyles are
interlinked in the sense that being unemployed excludes groups of young people from a
wider choice of life. In the second part of the report, the Friskie EU partners examine
young people’s employment and unemployment in their countries. The partners also dis-
cuss the support systems for young people who are entering their life. The primary objec-
tive of this information is to describe the situation and the challenges of working life and
employment of young people. The secondary objective is to describe the role of vocational
education in providing important working life skills for young people. Thank you all part-
ners for your contribution.

Turku, Finland 27.05.2005
Outi Kivinen Friskie EU Project Coordinator
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YOUNG PEOPLE IN TRANSITION — VOCATIONAL SCHOOL AS
A PROMOTER OF PARTICIPATION AND ACTIVE CITIZENSHIP

Eeva Timonen-Kallio

The chances of an individual to manage personal life and to integrate into society depend
decisively on conforming to the systems of education and working life. Reaching adulthood
in the 21 century increasingly involves weighing up vatious educational alternatives, plan-
ning one’s career ahead, and making appropriate choices. To be able to transfer from
school to working life and thus to an independent adult life, young people need to com-
plete vocational qualifications. Vocational qualifications includes professional skills, aca-
demic skills and social skills.

The aim of this paper is to justify the need for social skills programme in vocational train-
ing. In this paper, I will discuss how it is important to seek and establish new activities,
methods and arenas for inclusion to help pupils to learn social skills and find their pathway
to adulthood and active citizenship. This paper also investigates possibilities for young
people for integration and participation in voluntary work and hobby circles in the fields of
culture and care.

Young people in post-modern society

It has been said that modern society is fundamentally an educational society, in which the
social status of an individual is basically determined by education. As a consequence of
educational society making a positive contribution to society is becoming more complex
for some groups of young people. The risk of dropping out from vocational training is on
the increase, as learning difficulties and lack of motivation are becoming more prevalent
among students. Up to 20 % of all students at one Finnish vocational institution do not
complete their training (Torniainen 2003). A project called Haavi has been launched to find
ways of reaching those students that have dropped out from vocational schools and to help
comprehensive school pupils in danger of social exclusion to move on to upper secondary
education (Torniainen 2003). In England this group is called NEET — not in education,
employment and training. In post 16 education e.g. in area of Kingston Burough 3,4 % are
not in education, employment or training.

According to Komonen (2001, 83), the reasons for low levels of education, negative atti-
tudes towards education, and lack of motivation might be found in the contents of educa-
tion. All students receive the same educational contents and are subject to the same expec-
tations irrespective of their previous experiences and personal interests. Komonen argues
that the prevailing faith in education is closely connected to a belief that storing young
people in educational establishments yeilds positive results in resocializing excluded indi-
viduals and in preventing social exclusion. She prophesies that this storage function that
emphasizes stability and order will be a key ingredient of social integration in the future. By
storing away a great number of idle citizens that the society has little or no use for, they can



be brought under control and assigned to an apparently meaningful existence. In Komo-
nen’s view, we have moved away from the morality of work towards the morality of educa-
tion.

Involuntary integration into the system is exemplified by social policies that have targeted
young Finns in recent years. The Finnish youth researcher Minna Suutari (2003, 103—104)
describes, how changes in legislation stipulating that unemployed people under the age of
25 with no vocational qualifications must apply for training or participate in various em-
ployment measures in order to qualify for labour market support are a clear signal that
dropping out of mainstream society is not acceptable. Since participating in education and
paid work is a sign of “normality” in Finnish society, not being involved in these activities
is often regarded as deviant or marginal behaviour. Accordingly, the authorities are keen to
bring those young people who are neither working nor studying swiftly back to mainstream
society and a predominantly middle-class way of life that proceeds from getting an educa-
tion through finding employment to buying a house or a flat and leading a stable life sur-
rounded by one’s family. However, Suutari claims that forced integration through educa-
tion may bring about social inequality and trap some people in poorly paid, precarious and
low-status employment.

The economic aspect of work is of crucial importance in the successful integration of a
young person. Being left outside the labour market and thus outside the field of economy
entails fewer opportunities in other fields particularly relevant to post-modern youth, such
as consumerism and hobbies. In many cases, it also involves prolonged financial depend-
ency on the support systems of the welfare state and on one’s family, above all parents.
Nonetheless, Suutari believes that work alone does not, at present, form a sufficient basis
for young people’s integration. The basis for young people’s integration consists of much
more than the labour market and the field of economy, and social exclusion is usually not
caused by unemployment alone. Suutari (2003, 105-108) points out that it is the young
people’s social networks that largely determine the values, attitudes and frames of reference
which they identify themselves with and which they adhere to in all important areas of their
lives, including work and education.

In a reality permeated by the ideology of individualism, young people’s individuality is de-
termined in different ways. According to Jarvinen (2001, 68), the individuality of those
young people who move swiftly from one level of education to another and eventually at-
tain good qualifications is determined in accordance with the values of the surrounding
society. These young people act purposefully and form a clear and optimistic view of their
own future. By contrast, those young people who have fallen out of the educational system
and have poor labour market qualifications are confronted with the downside of the ideol-
ogy of individualism. Jarvinen maintains that as social problems are to an ever greater ex-
tent interpreted as an individual’s personal crises, disadvantaged young people are forced to
take more and more responsibility for their own lives and for managing their own affairs.

The transitional stage of the welfare state and the weakening social support systems (family,
neighbourhood, social welfare services etc.) oblige individuals to work out their own ‘per-



sonal projects’ in their lives. On the one hand, welfare society offers a lot, but on the other,
it demands a lot. In post-modern society, making educational choices, entering working life
and managing one’s life in general require the kind of know-how that young citizens do not
currently receive at school. This might be one of the reasons why it has recently been sug-
gested that compulsory education in Finland should continue until the age of 18 instead of
the current 10, so that all adolescents would remain in education and benefit from the sup-
port and guidance offered by schools for another two years.

In addition to these barriers in one's personal life the high unemployment figures and di-
minishing employment possibilities have caused young people a serious problem when
trying to find their place in society in many European countries. A growing number of
young people are becoming more and more ‘not involved’ in working life and communi-
ties. The socio-political management of youth affairs, in other words the guidance and
counselling offered by professionals (student counselling, career counselling, joint applica-
tion systems, tutoring, mentoring), concentrates above all on supporting young people’s
educational and career choices and on steering them gently from school to working life.
However, it remains debatable whether these services aimed at young people succeed in
meeting their day-to-day expectations and needs. The choices young people experience are
hardly made less dramatic by the fact that nowadays it is easier than before to reverse
choices and start over. (Julkunen 2003, 400.)

Starting over is not always easy if you are not living in a supporting family. Barriers to suc-
cessful transition is listed (Thorne 2005) as lacks of:
e Lack of understanding of the options available
Biased advice from other people
Lack of a clear future plan
Lack of realism about choices being made

Batriers to progtression such as low esteem/self-confidence; poor basic skills; poor
presentation; difficult family circumstances; offending behaviour; teenage preg-
nancy; substance misuse; poor presentation skills, independence skills

e Lack of support from someone who can advocate for young person

e Not being in a place where there are any resources or support to research options

Group of young pupils are not capable to get advantage of those many kinds of options
there are available in extending main stream schools and are at a risk not completing their
studies. These pupils are most vulnerable because quite often they don't get support and
guidance from their parents.



How to learn to become an active citizen

The international research project Education and Training for Governance and Active Citigenship
in Europe: Analysis of Adult Learning and Design of Formal and Informal Educational Intervention
Strategies (ETGACE) found that the instruction and educational contents of schools had
little impact on the formation and consolidation of active citizens. Although it is clear that
the knowledge mediated by the educational establishment is indispensable, the people in-
terviewed by ETGACE did not feel that it had encouraged them to become active citizens.
Many of them critized the education they had received by saying that they had been taught
citizenship skills for the benefit of the school rather than for life outside school. The pri-
mary objective of the education had been to prepare the students to respond correctly in
different types of tests such as the matriculation examination. Schools had not sought to
teach their students how to cope with everyday life, let alone encouraged them to partici-
pate in political decision-making. (Laitinen & Nurmi 2003, 127-128; Laitinen & Nurmi
2002, 25.)

The Belgian ETGACE team set out to explain the process of becoming and/or learning to
become an active citizen at a transitional stage of one’s life from the viewpoints of chal-
lenge, capacity, connection, and context. In the Belgian model, becoming an active citizen
presupposes that one is faced with a challenge. A challenge can take many different forms.
It can be an opportunity or a threat that one is confronted by, and it may evoke a sense of
solidarity with those who find themselves in a similar situation. For example, the experi-
ence of having been treated unfairly or discriminated against can be interpreted as a chal-
lenge. It is equally possible that seeing others face challenging or threatening situations
make an individual feel that their help or contribution is needed. The principal motives for
becoming an active citizen can thus be either personal or social. It is often the case that
something of personal interest turns out to be important for others as well and then be-
comes the object of wider social and political activity. (Laitinen & Nurmi 2005.)

Laitinen and Nurmi take a critical approach to the model, but consider it an adequate basis
for examining the prerequisites for becoming an active citizen. The authors of the model
introduce three contexts on different levels that are instrumental in investigating how one
learns to become an active citizen. The first one is the sociocultural context, i.e. the na-
tion state, the second one is the social context which consists above all of groups, com-
munities and social environments and their values, and the third one is the context of
one’s personal life, that is to say the immediate environment of the learner.

Critical pedagogy is a field mainly concerned with schools and school pedagogy as tools for
socialization. Critical pedagogy focuses on the viewpoint of the oppressed and subordi-
nated and consciously views the world through the eyes of the underprivileged. It also
strives to make their voice heard in society. Critical pedagogues must oppose poverty, ra-
cism, patriarchy and class oppression, and defend universal human needs in words and
deeds. This requires an ability to perceive the various connections between schools and
society. Schools should constitute a public space where critical knowledge is produced and



where opportunities for change are identified. Students must learn how to bring about so-
cial changes and how to become critical citizens. They must be taught the language of cri-
tique and the language of hope. (Giroux & McLaren 2000, 17.)

Citizenship is a concept that has different meanings in different contexts. The formal
definition of the concept refers merely to the legal status held by an individual under the
authority of a certain state but the wealth of theories and studies dealing with the issue
suggests that there is something more about it than just the legal dimension. We can see
that it deals with questions like the relationship between the individual and the society and
especially the requirements there are for an individual to be able to take part into the life of
the society, to use her/his citizenship rights and fullfill her duties as a member of a
community. (Nivala 2003.)

One form of social participation and a context for learning to become a citizen is volun-
teering. The scope and scale of voluntary activity are significant. Compared to other Euro-
peans, young Finns are proficient in civic knowledge and skills, yet Finns rarely engage in
social participation. Many forms of social participation that are common elsewhere in
Europe are not part of Finnish tradition. Anne Birgitta Yeung, who has studied youth
activism and social capital notes that young people’s initiative and positive attitudes
towards grass-roots social participation should not be dismissed or underestimated.
Instead, it is important to consider how to activate and motivate them and inform them on
volunteering and other forms of social participation. Finnish research shows that some of
the most important factors discouraging young people from volunteering are that they do
not know how to get started and that no one has ever asked them to join in. Young people
should be recruited by inspiring and perhaps even provocative campaigns specifically
targeted at them. Young people are not passive and do not have negative views on all social
participation even if they are not interested in politics. (Yeung 2004.)

In the context of personal life, the education one receives may or may not foster the devel-
opment of citizenship skills. The opportunity to be a member of a community, to win the
approval of others and to be actively involved in decision-making in as many different
kinds of situations as possible is fundamental to democracy education. Young people
should gradually learn to participate and influence decision-making in more and more de-
manding contexts. They should be able to practise all the skills that they will need to be
able to participate in communal affairs and to successfully advance their interests in society.
To promote equality, the weakest and shyest in particular should be encouraged to take
part in public life and social interaction. A culture of participation is built on everyday situa-
tions and interaction. Many different methods can be applied, as long as they all systemati-
cally promote the participation of all citizens. (Vesikansa 2002, 23, 27.) It is worthwhile to
consider, for example, whether students can make their voice heard in the school commu-
nity. Do teachers and other education professionals encourage the students to express their
own ideas, or do they instead try to keep a tight rein on what goes on in the classroom?
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The workshop of citizens was aimed at providing young people who had completed their
compulsory education with individually tailored services to help them enter education or
the labour market (Karjalainen 1999). It is noteworthy that the project was called the work-
shop of citizens. The name of the project reflects the idea of a workshop for civic engagement
that is based on the principles of participation and close working arrangements with oppor-
tunity providers in community and municipality. The project was targeted 17 to 24-year-old
unemployed people with no vocational qualifications.

According to the working plan the workshop project addressed the following issues: learn-
ing to perform daily errands, discovering ways to influence local decision-making, develop-
ing the participants’ life management skills, and learning about sustainable development
and healthy living. The initial plan was to co-operate with the municipality and other part-
ners by organizing clubs and afternoon care for primary school pupils, assisting physical
education instructors and supervising children on an adventure track, and to work together
with organizations providing home help services and services for the disabled, kindergar-
tens, youth workers and voluntary organizations. Improving the participants’ life manage-
ment and teamwork skills were eventually recognized as the most important goals. Life
management included learning to take responsibility for one’s own affairs and finding
pathways to working life. The purpose of the project was to identify and strengthen skills
that are not based on paid work and labour market citizenship alone.

Skills for life as an educational content

In this social and political context, it is absolutely necessary to find new pedagogical solu-
tions to the integration problems of under-achieved groups in schools and to encourage
them to commit themselves to education and later on to work or some other social activity.
How should schools change so that the individual study, career and activation plans pro-
mote pupils' personal goals and that the plans would be socially just and realistic. Another
challenge is to find balance between placing services, practical training and workshops etc.
into the school and creating new alternative learning environments outside the school
community.

Storing disadvantaged young people in education and training could -in empowering sce-
nario- afford them an opportunity to learn citizenship skills, to prepare themselves for the
challenges of modern society and to help them to make choices that improve their lives.
The labour market need not be the only way to integration. But what kind of learning envi-
ronment would enable the students to learn these skills, and what kind of pedagogical solu-
tions and organizational culture should vocational institutions adopt?

In vocational training, on-the-job learning could be developed so that, in addition to ac-
quiring theoretical knowledge and vocational skills, the pupils would also learn citizenship
skills. Vocational institutions could open up more to working together with the third sector
and voluntary organizations. Partnership work would provide pupils with new opportuni-

11



ties for meaningful activities in real-life context where they could meet challenges and feel
that they are really needed.

Vocational institutions could co-ordinate schemes and projects to involve young people in
the surrounding society, for instance in the manner of the earlier mentioned workshop of
citizens. This would also broaden the pupils’ social network and familiarize them with dif-
ferent values and attitudes towards life. Thus, students will be presented with alternative
lifestyles and, in the best scenario, this will increase voluntary and community engagement.
Individual guidance should be improved and provided in general teaching to offer neces-
sary level of support and advocacy near pupils. With younger pupils the work with parents
is essential to explain options and support choices.
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THE VALUE OF WORKING LIFE WHEN YOU ARE YOUNG

Anette Bolin

In Sweden as well as in Europe there has been a rise in youth unemployment during the
1990’s. Research has shown that the gap between rich and poor widened and that it was
young people who were hit the hardest (Trondmand & Bunar 2001; Miles 2000). In a na-
tionwide research project called Youth in the Twilight Zone during the nineties, researchers
could conclude that it is a certain group within the wider section of youth who are the ones
who are most effected. These youngsters could be called working class young people, but
only if by this it is meant young people with immigrant backgrounds and young people
with Swedish backgrounds living in the suburbs of the larger cities (Bunar & Trondman
2001). My aim in this article is to discuss how youth unemployment and youth lifestyles are
interlinked in the sense that being unemployed excludes groups of young people from a
wider choice of lifestyles.

Anthony Giddens (1991) asserts that everyone in modern society has to select a lifestyle,
but that different groups will have different possibilities. Wealth would certainly seem to
increase the range of options. According to Giddens, ‘Lifestyle’ is not only about fancy jobs
and conspicuous consumption, though; the term applies to wider choices, behaviours, and
(to greater or lesser degrees) attitudes and beliefs. Lifestyles could be said to be like ready-
made templates for a narrative of the self. But the choice of ones lifestyle does not predict
any particular type of life story. So a lifestyle is more like a genre: whilst movie directors
can choose to make a romance, a western, or a horror story, we — as 'directors' of our own
life narratives — can choose a metropolitan or a rural lifestyle, a lifestyle focused on success
in work, or one centred on clubbing, sport, romance, or sexual conquest. The choices
which we make in modern society may be affected by the weight of tradition on the one
hand, and a sense of relative freedom on the other. Everyday choices about what to eat,
what to wear and who to socialise with, are all decisions which position us as one kind of
person and not another. And as Giddens says, "The more post-traditional the settings in
which an individual moves, the more lifestyle concerns the very core of self-identity, its
making and remaking' (Giddens 1991, 81).

What happens when a large group of young people are denied the possibility to choose a
lifestyle which they might want? And how are they effected when, simultaneously, they
encounter society’s mantra that “You can be what you want to be, you just have to want it
bad enough.” What, in reality, is the possibility of choosing a lifestyle if you have dropped
out of school? Maybe the life style you choose is in fact the only one available. But before
discussing the reality of choice, I would like pause briefly to look at the concept of ‘youth’.
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Conceptualizing youth

The term ‘youth’ is defined in different ways and we are not always in agreement about
what it means being young. Young people’s experiences are arguably so diverse that they it
almost becomes meaningless to categorize young people using the all-encompassing term
‘youth’. Steven Miles (2000), a British sociologist who writes about young people, suggests
however, that “young people do call upon their lifestyles as a common resources, a breath-
ing space within which they can actively, and at times creatively, cope with the constant
uncertainties apparently characteristic of life in a so called ‘post-modern’ world” (Miles
2000, 1.) Facing unemployment could enhance these feelings of uncertainty.

Sometimes young people are portrayed as risk-taking troublemakers, only motivated by
their own rebellious self-interest. That the everyday reality of young people is an expression
or a reproduction of the dominant values of society is a fact that, according to Miles (2000),
is often neglected. Jonathon S. Epstein (2002), an American sociologist and who conducts
research on adolescence and music writes that social scientists have long been both in-
trigued and confused by youth and, not infrequently, seem to define youth as social prob-
lem. The two opposite sides of viewing young people is either on the one hand, to define
youth as itself a problem or, on the other, to view it as resourceful and creative. What most
people can agree on is that the majority of Western societies view young people as the
holders of the nation’s destiny, which can in part explain the adult world’s interest in the
‘youth’. Many researchers have pointed out that young people are a barometer, or a seis-
mograph of social change. At the same time, young people might equally be conceptualized
as an index of social ills (Miles 2000.)

Different categories of youth groups have exemplified the media’s interest in the phe-
nomenon of ‘youth’. In the 1960s it was the hippies, in the 70s it was punk, in the 80s it
was rave, and in the 90s it was Generation X. All were movements depicted as being self-
centred and having no interest in anything or anybody other then themselves. One interest-
ing group to emerge on the youth scene was ‘DIY” an acronym for ‘Do It Your Self Femi-
nism’. Basically, the idea is a reinterpretation of the punks do it yourself directive. Accord-
ing to Kearney “Riot girls have adopted the radical political philosophy and practise of
separatism in order to liberate themselves from the misogyny, ageism, and, for some, ho-
mophobia and racism they experience in their every day life” (Kearney 2002, 140). But all
the same, the criticisms both of the media and indeed of youth researchers, is that they
tend to focus on the subordinacy of youth, and focus on sub cultures that have been per-
ceived to be deviant or debased, but also lower down the social ladder due to exclusionary
experiences based on class, race, ethnicity and age (Thornton 1997).

Miles (2000) argues that even if belonging to a specific youth sub culture give young people
the opportunity to experience the sense of a social reality independent of the adult world
(where adults provide the space within which young people can be young) we need to re-
member that young people’s cultural life actively reflects their relationship to dominant
power structures. Miles believes that the nature of such structures and their cultural expres-
sion have changed to such an extent that, nowadays, the notion of youth lifestyles is poten-
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tially more useful than that of youth subcultures. The majority of young people in Sweden
don’t belong explicitly to a distinctive group of young people, but the media is certainly
giving the picture of young people being harbingers of moral panic to such an extent that
young people’s real experienced problems, for example the opportunity to create an ordi-
nary life with somewhere to live and work, are being neglected. Drawing on my own ex-
perienced working as a social worker, when asked about the future a majority of the young
people I worked with wanted what we would call an ordinary ‘Svennson’ life. This, for the
young people I worked with in a middle sized town in Sweden, meant having a job at the
local automobile factory, a flat or preferably a house, and a husband/wife and some chil-
dren.

The vast majority — in excess of 90 % — of the young people between 16—19 in Sweden are
enrolled in full-time education, and of those who studied on a vocational program, only 70
% had work three years later.' 50 % of the young people between 20—24 years old and 15
% of those aged 25-29, study at university. Nearly 50 % of young people between 20-24
works, while 70 % of the 24-29 year-olds work. That means that the majority of young
people between 20-29 years old work. This article, however, focuses on the ones who
don’t work, the ones who might want to work but might say they don’t want to because
they know they that they only option they have is to join yet another youth project. These
are the young people who experience the effects of a limited choice of life styles.

Exclusion from the symbolic value of belonging to the work force

Exclusion in any society is a painful experience. Youth unemployment in Sweden can be
understood as a structural conception of alienation. Epstein (2002) means that in order for
alienation to be a structural variable there must be a discrepancy between the resources of a
society and the ability of certain groups to attain those resources. One important factor for
young people is how society views their chosen lifestyle. Is the young person’s choice in-
cluded in what is called the ‘common’ or the ‘hegemonic’ culture? The ‘hegemonic culture’
is created by those groups which possesses the greatest power, weight and influence in so-
ciety Lalander & Johansson 2002. *> In Sweden you could say that a dominant hegemonic
culture is that one of having a lifestyle which makes you financially independent through
having a job. To have a job provides both a symbolic, as well as economic belonging to
society. The common culture could be described as an expression of the everyday life of
the other social groups and classes. In this article, my focus is on the everyday life of un-
employed young people from the suburbs of bigger and medium-sized towns. So how

169 % of young pegple who finished a vocational training program 2000/ 2001 had work three years later in 2004.
For young people who finished higher education during the same period 92 %o had work. Part time work is more
common_for women than men, three of ten women worked part-time one of ten for the men.

2 The concept of hegemony is crucial to Gramsci's, an italian academic, thinking and embodies his most impor-
tant legacy. By "ideological hegemony' Gramsci means the process whereby a dominant class contrives to retain political
power by manipulating public opinion, creating what Gramsic refers to as the "popular consensus’.
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might I want to define what a life style is? Muggleston (1997) argues that youth life styles
appear, currently, more individualistic than sub-cultural. Life styles are an active expression
of not only the relationship between the individual and society, and between structure and
agency, but also individuals’ relations to social change. “A lifestyle enclave is formed by
people who share some features of private life. Members of a lifestyle enclave express their
identity through shared patterns of appearance, consumption, and leisure activities, which
often serve to differentiate them sharply from them with other lifestyles (Bella et al. 1985,
335 in Miles 2000). The relationship between lifestyle and identity as been explored by
Thomas Johansson and Fredrik Miegel (1996), who conduct research on young people in
Sweden. They argue that the core of a lifestyle is to be found in the identity of the individ-
ual. They have divided the concept of identity into three different construction of a per-
son’s life style. Adapting Bourdieu’s (1984) notion of habitus, Johansson and Miegel stress
the importance of internalizing abstract culture and of mediating between societal struc-
tures and subjective interpretation of, and attitudes towards these situations.

Pierre Bourdieu presents a theory of consumption and consumer lifestyles based on the
structure and agency relation. Pivotal to this theory is the term habitus, the everyday knowl-
edge or what can be called cultural capital that the individual gleans from her surroundings.
He defines the habitus as providing a group with a distinctive framework of social cogni-
tion and interpretation. These become the mental structures which individuals carry around
in their heads and which enable them to deal with the world. Bourdieu believes that the
consumer is not merely a product of social structures. He has created four categories of
capital as analytical instruments to understand people’s actions and thoughts; cultural capi-
tal, economic capital, symbolic capital and social capital. Cultural capital which, of the four,
has been the type of capital that has received the most academic attention, is seen by
Bourdieu as the embodiment of the cultural disposition and sensibilities which structure
group behaviour, for example language and cultural taste — whether it be football, the fine
arts e.t.c. He suggests that habitus is in fact instigated from early childhood through inter-
action with family and other various social agents. My own belief is that since young people
have different cultural frames to relate to, they will develop their “own” habitus which is
more greatly influenced by experience with peers than with family members. For example,
how will a young person’s cultural identity be developed when she or he is taking part in a
fifth program for young people who are unemployed without having ever been able to get
a job? Even if her family culture is that work is important for receiving respectability in
society, the young woman’s peers’ culture is that work is not important for who you are
because it is your style that shows who you are. But, given a choice, she and her peers
might say that work is important if they only knew it was possible for them to actually get a

job.

Economic capital includes the financial possibilities the young person has while symbolic
capital is defined by how other people value things, actions e.t.c. For example, the symbolic
value of being a good local hip hop artist who has dropped out of school might vary de-
pending on the context. When you are applying for a job in a restaurant it might not give
you any symbolic value, but if you apply for a job in a record shop it just might. Clothes are
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also often distinctive symbolic value artefacts. You are what you wear. Or, perhaps, if you
believe that we live in a consumer society, you are what you buy. Social capital includes, for
example who your family knows, whether any family friends can help you to find a job and
help to extend social contacts etc. Johansson & Miegel suggest that lifestyle is not the same
as total freedom of individuals in their choice of values, attitudes and actions although this
freedom may have increased. They mean that the core of freedom is, therefore, located in
cultural identity. Whereas the personal identity is non- individual, cultural identity can be
both individual and non individual.

In order to understand lifestyles in contemporary Westerns societies, one must understand
the dynamic relationship between the individual and society. Miles gives as an example that
young people in general and those pursuing criminal careers in particular, are dismissive of
the support provided by youth training schemes because they simply don’t provide them
with the resources they need to maintain the sort of lifestyle they want and have become
accustomed to through the opportunities provided by criminal activities and the from the
escape that can be found through drug culture. It is important to remember that lifestyle is
about identity, attitudes and beliefs. It is the symbolic value of being together. One example
provided by Lalander & Johansson (2002) is how a group of young boys vandalise a buss
shelter as an act of bonding and the symbolic value behind it is important. From an out-
sider’s perspective it can only appear to be a meaningless and pointless act of vandalism.
Attitudes towards work if you are young and unemployed, can be viewed in the same way
in that they provide a feeling of identity through belonging to an excluded group in society.
If you are not welcome as a citizen in society why bother? And if you cannot become eco-
nomically independent and rent your own home on the income you get from the youth
project, why bother to enrol in the first place?

Two Swedish youth researchers, Lundahl and Hansson, (2002) conclude that, during the
nineties, temporary youth projects became the common approach to handle a structural
problem with unemployment on an individual level. They argue that two thirds of the
projects (in a nationwide survey) focused on social upbringing (fostran) and integration, by
keeping the young people occupied and in this way trying to prevent social exclusion and
criminality. Only one fifth of the projects focused on the transition from education to
work. Lundahl and Hansson conclude that middle class young people most frequently
viewed such projects as a place to pass time before they moved on. For the young people
who had had contact with social services, the participation in project seemed to reinforce
that it was because of individual deficiency that they where unemployed, and not the result
of any structural reasons. In their view those projects that tried to change young people’s
‘heads’ (by focusing on personal development) instead of giving skills, were the least
successful. So, back to the original question: is it that the adult world, with all the bests
intentions, is nevertheless trying, via youth projects directing young people towards an
lifestyle — the lifestyle of a citizen who is working, who can create the lifestyle they want
due to economical resources — that, in fact, the young person herself is not interested in?
The only problem is that the young people have seen through this facade, because they
know that the chances of getting a reasonable job which they can support themselves from,
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is often virtually nil. The jobs that are around are often taken by middle class youth, or
youth who have finished school with good grades. In a way, it seems that we are cheating
socially vulnerable young people by pretending we are offering a route into society because,
in reality, what we are offering instead is a route into exclusion by being enrolled in a
“project”.
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THE FRISKIE WORKBOOK AS A VEHICLE FOR EXPLORING
YOUNG PEOPLES’ SOCIAL AND CULTURAL CAPITAL

Elsebeth Fog

The aim of the Friskie EU -project is to develop a social skills training programme for ini-
tial vocational education. It is targeted at young people who are not able to take advantage
of existing training and who are at risk of not completing their vocational education. The
Friskie partners create, plan and run supervised group activities and individual guidance to
facilitate learning in non-traditional learning environments e.g. in alternative forms of
study, in the workplace, at employment offices, in drama workshops etc. The partners in
the project are collaborating on the development of a workbook that can be used in differ-
ent contextual and cultural vocational training process in the different participating coun-
tries. In this article I will discuss how the workbook can be used as a vehicle to explore
young people’s social and cultural capital.

Often, the concepts of social and cultural capital are used as a positive concept. However
Wacquant (1998) indicates how ‘social disinvestment’ with the withdrawal of public ser-
vices can create a vicious cycle of decline in social capital. He distinguishes between ‘infor-
mal social capital’, that he describes as resourceful social ties based on interpersonal net-
works and forms of exchange with resourceful social ties based on interpersonal networks
of exchange and obligations, and ‘formal social capital’ which is the set of resources and
values that individuals may draw upon by virtue of their membership in, or connection to
formal organizations (Wacquant 1998, 28). Wacquant argues that the deterioration in public
services in America’s inner cities has proceeded to the point where public institutions oper-
ate as negative social capital that maintain ghetto residents in a marginal and dependent
positions (Wacquant 1998, 29). Sanderson in turn emphasises that the social capital per-
spective highlights the importance of access to a range of relational resources and the role
of disinvestment by private and public institutions in socially deprived localities in under-
mining the capacity of communities to combat processes of social exclusion (Sanderson
2004). This means that, in addressing the problem of social exclusion and promoting social
inclusion, it is necessary to work on individual, group and structural levels.

The first step might be teaching and helping young people to learn the social skills they
need to be motivated to put themselves in charge of their lives. The group process will help
them to identify what is needed, share experiences and identify differences. It might be the
first step towards the creation of a network where the process of creating positive social
capital can be started. For the social pedagogue ° the first step to be taken is to get an un-
derstanding of what the young person actually regards as social skills. How, for example, do
young people define these cultural, contextual and situational skills and, for that matter, can

3 In Sweden we use the concept Social Pedagogne while other countries i.e UK use the term social educator
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they explain how they were appropriated. According to Barbara Rogoff, appropriation is
the process by which individuals transform their skills and understanding through their
participation. Appropriation occurs in the context of engagement, often with others in
socio- cultural activities, but has its focus on the personal processes of transformation that
are part of an individual’s participation. (Rogoff 1993, 138). What the young person may
regard as being positive social skills might not in fact correspond with what are more nor-
mally seen as ‘proper social skills’. It might for example, according to Rogoff, be the “de-
velopment of practices the we prefer to prevent, such as learning to participate as victim
and perpetrator in abusive relationships or learn to handle life’s problem through aggres-
sions or drugs” (Rogoff 1993, 149).

Salj6 (2000, 139) argues that learning is determined by the situation we find ourselves in
and the opportunities that it presents, since, according to Silj6, “all our acts are determined
by our own knowledge and experience and by what we, whether consciously or uncon-
sciously, assume that any specific situation allows or demand of us”. He stresses the value
of situatedness as a tool of interpretation and points out that it is important to establish an
awareness of the fact that contexts are constantly changing and never exist independently
of human action, whilst, at the same time, the context is also part of the learning process.
Silj6 believes that learning depends on who we are i.e. the prior experiences we bring to a
new situation and what we know. The prior knowledge we bring with us is equally as nec-
essary as a contextual ingredient, as the situation we are in. Learning outcomes depend, of
course, on how we conceptualize the impressions we obtain, how we interpret the situa-
tion, what it demands from us, and what it makes possible or permits. So, the next question
to be answered is why these social skills were important in the socio-cultural situation in
which the young person is participating. Through careful questioning and understanding
the reason why, processes of blame and victimisation can be avoided and the different ex-
periences can become a starting point for forms of education which identify problems and
which are based on dialogue (Freire 1972, 61) and which lead, eventually to enlightenment.

This notion is a key concept in the British self-directed group workers who are working
from the principles of social action. Their work is based on anti-oppressive principles and
the notion that people can gain collective strength through working in groups (Mullender
& Ward 1991.) They are influenced by the work of Paulo Freire, and they emphasise that
by asking the question about the reasons why things are as they are gives people “the op-
portunity to widen their horizons of what is possible, to break out of the self-perpetuating
narrowness of vision, introspection and ‘victim blaming’ induced through poverty, lack of
opportunity and exclusion” (Ward & Boeck 2000, 46; Quoted from Aubrey 2004, 13). The
Centre for Social action has created six fundamental principles which guides its work
(2001)

1. Social Action workers are committed to social justice. We strive to challenge inequality

and oppression in relation to race, gender, sexuality, age, religion, class, culture, disability or
any other from of social differentiations.
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2. We believe all people have skills, experience and understanding that they can draw on to
tackle the problems they face. Social action workers understand that people are experts in
their own lives and we can use this as a stating point for our work.

3. All people have rights including the right to be heard, the right to define the issues facing
them, and the right to take action on their own behalf. People also have the right to define
themselves and not have negative labels imposed upon them.

4. Injustice and oppression are complex issues rooted in social policy, the environment and
the economy. Social Actions workers understand peoples experience problems as individu-
als but these difficulties can be translated into common concerns

5. We understand that people working collectively can be powerful. People who lack power
and influence to challenge injustice and oppression as individuals can gain it through work-
ing with other people in similar position.

0. Social action workers are not leaders, but facilitators. Our job is to enable people to
make decisions for themselves and take ownership of whatever outcome ensues. Every-
body’s contribution to this process is equally valid and it is vital that our job is not ac-
corded privilege. (Quoted from Aubrey 2004, 14-17).

Their approach is guided by a methodology that engages practitioners and young people in
a joint approach in collectively analysing issues and then taking planned action. The starting
point for the learning process is that the social pedagogue helps the individual or the group
to identify and analyse their lives in relation to the identification of their shared issues,
problems and concerns in the wider context. The next step is to decide how to achieve
change where the social pedagogue takes the role of a facilitator by providing vehicles to
take planned action and evaluate the process step-by-step (Fyle 2004). This approach builds
on the assumption that the young people are ready to go into the hard interactive work and
are ready to be challenged to analyse previous behaviour and come into terms with norms
concerning relevant and responsible behaviour. This approach also builds on the assump-
tion that the social pedagogue and the young person trust each other so they can share
common assumptions about the nature of relevant knowledge and the kinds of ‘know-how’
that are needed to coach the young person in her interaction with society.

Learning to learn

As the learning process is a parallel process where both the social pedagogue and the young
people are learners and educators, it is important for the professional to develop compe-
tence by exploring the young persons’ socio-cultural background and context. It is impor-
tant at an initial stage to ascertain the nature of the groups’ social and cultural capital and
how can these be used in order to prevent social exclusion and promote social inclusion.
Social pedagogical work takes its point of departure in people’s motivation and every day
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life situations. It is a reflective and communicative interactive learning process in which, as
Paulo Freire expresses it, we learn to learn. Freire saw teaching as a transitive process
which is initiated by a Socratic dialogue about how differences help the other to discover
by herself that which she is carrying with her. It is a process where both the teacher and the
pupil learn.

In a response to Paulo Freire, Augusto Boal describes Freire’s method by giving an exam-
ple from a rural teacher: “I taught a peasant how to write the word ‘plough’ and he taught
me how to use it — it is only possible to teach something to someone who teaches us back”
(Boal 1998, 128). This means that if you are working from a social pedagogical perspective
it is important to respect “otherness and the other, difference and the different. My fellow
creature resembles me, but he is not me; he is similar to me, I resemble him. By engaging i
dialogue we learn, the two of us gain, teacher and pupil, since we are all pupils, and are all
teachers. I exist because they exist.” (a.a., 129). This means that we have to explore not
only my personal reality and that of the people I am working with, but also to explore the
limitations of experience in the sense that we can live in the same city but are still living in
different worlds. We can be members of the same class, but still have different experiences
since we have been exposed to different kinds of social exclusion. The power dimensions
in the exclusion of young people, those who are banished to a remote place from where
they have difficulties in getting into the labour market, has to be explored and we have to
look into the wider questions of social inequality and injustice. A point of departure might
be to look into how the other’s life is influenced by institutions, the reason why, and what
credibility is given to the fact that, in order to diminish suspicions of professionals, a com-
mon assumption is that “people have to decide that they’ll empower themselves (Oliver
1990, 13—14 in Whitmore 2001, 94).

Dialogic pedagogy demands a reflective approach where the starting points are concrete
situations in which the young person must confront the unexpected, the unusual and com-
plex situations where problem-posing, rather than problem-solving becomes the focus
(Moreau 1989). Through reflection with others, the young people can come into contact
with their personal and learning needs and with the ways in which they approach and inter-
pret different situations that can be perceived as challenging. Mezirow (1981) pays attention
to the fact that the reflective process often starts in situations where the obvious is con-
fronted with the unknown and that might create a crisis. He categorises reflectivity as affec-
tive reflectivity, discriminating reflectivity and judgmental reflectivity. All of this, Mezirow
claims, is combined with practice wisdom — and by this he means ‘knowing’ ‘insight’ and
‘understanding’ all of which are forms of contextual judgement in the construction of
meaning out of new situations. Another question is how the professional and the young
person translate prior thinking into terms which can help them to more easily engage with
new situations. This is what Fook, Ryan and Hawkins (2000, 190-191) call the transferabil-
ity of knowledge. By this they mean the ability to modity, change and develop theory and
knowledge so it can be made readily relevant in different contexts and where the emphasis
is on relevance. (Fook, J., Ryan, M. & Hawkins, L. 2000, 190.)
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The development of a metacognitive language

Since the learning process is build on communication and relationships, the learner has to
learn to develop a metacognitive language that can be used to communicate about the
learning process from their horizon and where the professional takes the role of the facili-
tator. However the lack of an adequate vocabulary about learning can mean that the young
person might not feel inclined to participate either in her own or in the learning processes
of others (Fritzén 2001). Since learning is a communicative process, the metacognitive
process can be facilitated by the appropriate use of metaphors, good examples or simply
letting the young person write his or her own school story and then analyzing it together.
This process can be one of creating a bridge between experience, social skills and academic
skills. It is a retrospective process in which the young person analyses the situations that
have experienced as problematic and the reasons why they acted in the way that they did. It
thus becomes possible to consider what they could have done differently and how they
would have reacted today in order to identify and fence in acceptable and unacceptable
behaviour, even if there was a reason for that latter form of behaviour.

When it comes to how to read literature, the social pedagogue must be conscious of how
she can use and work with literature that is written in and for another cultural reality, and
with examples taken from research from yet another cultural context and with different
understandings of basic concepts, such as, for example, the notion of family. Is the family a
single mother or a collective? And what does ‘help” mean? Is it what you get from your
network or family, or is it social acceptable to seek help from public services? What, we
have to ask is, do the concepts mean when they are transported into different cultural con-
texts, and what is the tacit understanding that is embedded in the concept under examina-
tion?

One way of circumventing cultural shocks in the learning process can be that the group
creates a textbook that has its point of departure in the interest of the young people. Using
a language and concept that are familiar to the young people, but which is nevertheless
transformed into a more academic kind of language, they can see the difference between
everyday and academic discourses. They can thereby become conscious of the meaning of
the words in different contexts and group settings, whilst at the same time act as cultural
guides in for example the process of creating a fashion book where they describe how dif-
ferent clothing styles symbolise group belonging.

For the social pedagogue it is necessary, in order to facilitate this learning process, to have a
healthy dose of curiosity. More knowledge is required; factual knowledge, intuitive knowl-
edge, understanding and skills connected to how to do things with your hands, so that the
group members can come into terms with the fact that what I know is important, as well as
how I learn and what I have learned. But it is also important that they experience the group
leader as a trustworthy person with whom both negative and positive learning experiences
can be shared, even if she or he presents a challenge by demanding that you move on from
your previous experiences.
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The importance of including the young people in the planning and evalua-
tion processes

During the process of working with the Friskie project it has become clear that it is impor-
tant as a starting point to contextualize the workbook and to develop tools that fit the
group you are working with. This provides a tool for problematizing what you did, and for
reflecting upon and evaluating learning processes and outcomes. The questions that has
been raised is how do we include the young people in the planning process so that we can
set realistic goals in relation to the specific group being worked with, and to agree on rights
and responsibilities so we can all become a group that can help the individual members to
become independent. One important question concerns the role of the group leader. What
academic and social skills are needed in order to facilitate metacognitive communication
and allow participation in educating the group so that they understand why social skills are
important and why it is important to become a good citizen, whilst at the same time under-
standing the individual’s cultural needs and exposure. During the process of developing the
Friskie workbook we have been working with ways of developing self-awareness, personal
development and what Stig Arne Berglund and Gunbritt Sandstrém (2001) call ‘being pre-
pared for preparation’. They argue that the learning environment has to create a space,
apart from the everyday world, where a reflective mood is promoted and where it is per-
missible to allow vulnerability to surface. The learner needs help to tune in his/ her own
subjectivity, to trust feelings, to know and appreciate the emotional world of herself and
others, even if the teaching model might be at odds with the dominant concerns of acade-
mia; i.e. theoretical-rational skills and knowledge.

This can be achieved via series of practical exercises by means of role-plays both for the
young people and the social pedagogues, where they can take the role of the other in situa-
tions where they explore different ways of working with self esteem, and ways in which
young people can, with help, be encouraged to move on.

Evaluation is a very important part of this reflective learning process. Questions that the
young people need to address include, for example, how they felt about taking the role of
the professional or a young person — i.e. facing the problem from the other’s perspective.
In shifting positions and in the construction of meaning, the process of reflection is dual in
nature and one in which meaning is constantly constructed and reconstructed in new situa-
tions and which involves a shift in position and an ever-changing shift in identities (Razack
in Napier & Fook 2000, 220).

Brainstorming is another important tool used by professionals. This is important for social
pedagogues who have regular contact with people from different ethnic groups and who
depend heavily on knowledge provided by informative insiders in order to learn how to
become culturally observant when encountering people who have different ethnic back-
grounds. Questions that can arise from such brainstorming can include, what expectations
do I have as a professional when I am talking about approaching adulthood? What is
needed for development and what tools does a citizen need? How can we live together
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when we belong to different cultures and as individuals as part of one nation? What factual
knowledge is needed about, for example, how to find accommodation, money manage-
ment, how to manage a parent’s responsibility etc. What, for example, are your legal rights
and responsibilities as a citizen? In short, these are all processes where you explore the mi-
cro processes in a macro world (Bronfenbrenner 1993, 31).

Being in another socio-cultural context requires that you have to think about the meanings
of words you are using in the social context and about the content of the narratives that
were told. The influence of tradition and, for example, ways of encountering people, re-
quire a knowledge and awareness of culture and traditions. Respect is implicit in both ver-
bal and non-verbal language. Respect involves identifying individuals with superior knowl-
edge and having an awareness about what can be learnt from them. But, it should also be
emphasised that the change of an organisational system might not bring any real change if
efforts are not made to learn how to manage the system and how to treat people properly.
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YOUNG PEOPLE AND WORKING LIFE IN FINLAND

Outi Kivinen
Anna-Liisa Lindstrom
Teija Suominen

Young people and labour legislation

According to the Ministry of Labour (9 February 2005), the Constitution of Finland stipu-
lates that ’the public authorities shall take responsibility for the protection of the labour
force”. Special provisions concerning young workers, i.e. the Young Workers’ Act and the
Decree on the Protection of Young Workers, are applied to workers under 18 years of age.
The Young Workers” Act is also applied to work done by young persons at educational
institutions, even when the work does not take place under an employment relationship.
General acts under labour law like the Employment Contracts Act or the Working Time
Act, and the acts on work safety are also applied to the employment relationships of young
people. Persons who have reached the age of 15 and have completed their compulsory
education can be employed for regular work. Young people usually finish their compulsory
education and leave comprehensive school at the age of 16.

What kind of work can young persons do?

Young persons may only do work which does not harm their physical or mental develop-
ment, does not cause them excessive physical exertion, and does not require them to take
more responsibility for their own safety or that of others than what is reasonable consider-
ing their age, experience and skills. Young persons must not work alone in cases where
there is an obvious risk of accident or violence. The maximum working time for young
workers who have reached 15 years of age may be of the same length as the regular work-
ing time for adults doing similar work.

According to the Employment Contracts Act, the employer has in an employment relation-
ship to observe at least the pay terms which have been prescribed in a universally binding
collective agreement on the work concerned or similar work in the branch in question.
Thus, the minimum wage is determined by the terms of the universally binding collective
agreement. The employer has to ensure that a young worker who has no skills, experience
or knowledge of the potential hazards of the work receives instruction and guidance. For a
young worker, a health examination should be arranged within one month from the begin-
ning of the employment relationship at the expense of the employer.
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Youth unemployment, employment and attitudes concerning employment
in Finland

Since the economic recession of the early 1990s, Finland has suffered from a relatively high
rate of unemployment. Youth unemployment also rose with the recession and more and
more young people now choose to educate themselves rather than enter the labour market.
Upper secondary education has effectively become part of compulsory education in
Finland. At present, over 90 % of each age cohort continue their education after complet-
ing comprehensive school: over half of them in upper secondary general schools and a
third in upper secondary vocational institutions. The latter do not enter the labour market
before the age of 17 to 20. The fact that 6 to 8 per cent of comprehensive school leavers
do not immediately go on to some other form of education has become a matter for public
concern. (Koulutus 2002:8. Oppilaitostilastot 2002. Helsinki: Tilastokeskus.)

Since 2000, the employment situation in Finland has improved somewhat. In December
2004, according to the Labour Force Survey of Statistics Finland, 195,000 Finns were un-
employed and the rate of unemployment was thus 7,7 %. The male unemployment rate
was 7,9% and the female unemployment rate 7,5 %. For the age group 15 to 24, the unem-
ployment rate remained high at 16,7 %. The seasonally adjusted youth unemployment rate
stood at 20,5 %. (http://www.stat.fi/ tup/tiedotteet/v2005/tiedote_003_2005-01-25.html.)

The stability of employment for newly qualified employees

Young people are more likely to be employed under short-term and fixed-term contracts
than other members of the labour force. In 2003, more than half (57 %) of all working 15
to 19-year-olds were in fixed-term employment, while the corresponding figure was 42 %
for 20 to 24-year-olds ja 27 % for 25 to 29-year-olds. Of the entire working-age population,
only 16 % were in fixed-term employment. Fixed-term employment is particularly common
among young women. In 1997, almost half of 15 to 29-year-old women were in fixed-term
employment, whereas this was true of only a third of the men in the same age group. It
should be noted that many young people specifically choose to work on a temporary basis.
Moreover, many tasks typically performed by young employees are by nature casual or
temporary.

Fixed-term employment poses problems when it is time for young people to settle down
and make life choices about their personal relationships and living arrangements. In addi-
tion, economic fluctuations may adversely affect those in fixed-term employment. At the
beginning of an economic downturn companies first cut back on recruitment and often
decide not to renew fixed-term contracts. If it is considered necessary to lay off permanent
employees, the youngest employees with the least amount of company-specific experience
will be the first ones to go. On the other hand, with an economic recovery, the demand for
young workers increases proportionally more than the overall demand for labour.
(Hédmaldinen 2002.)
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The position of poorly educated young people has worsened

With the overall rise in the educational level of the population, the increased uncertainty in
the labour market, and the increasingly strong correlation between one’s qualifications and
employment prospects, education has become a necessary but no longer a sufficient condi-
tion for integrating into the labour market. Those young people who lack vocational upper
secondary qualifications find themselves in the weakest labour market position. Since the
1990s, developments in education policy and changes on the labour market have compelled
young people to start competing with each other in an effort to receive the best possible
qualifications, and to continually strive to improve their performance. Young people are
expected to be flexible and adjust themselves to prevailing labour market conditions. Stud-
ies show that young people have, in fact, manifested a willingness to adapt themselves to
the requirements of a flexible labour market. (Jirvinen 2003) However, the requirements of
flexibility and adaptability place a high demand on their social skills. They have to know
how to seek employment, how to advertise themselves, how to prepare for temporary peri-
ods of unemployment and how to manage their personal finances. Again and again, young
people are required to adjust to new jobs and new workplaces, to get along with new peo-
ple, and to learn to perform new tasks. This is especially hard for those with poor interper-
sonal and vocational skills.

Young Finns’ perceptions of the working world according to the 2004 Youth Barometer

The Advisory Council for Youth Affairs (NUORA) has for several years now monitored
young people’s perceptions of and attitudes to various social phenomena and their personal
lives. Issues related to work, education and unemployment form the basis for the survey,
and they are supplemented each year by topical themes such as tolerance or the use of in-
toxicants. The 2004 Youth Barometer was conducted in December 2003 by interviewing
1,820 young people aged 15 to 29 over the telephone. Young Finns’ attitudes towards the
working world were fairly conventional. They wished to commit themselves to a perma-
nent employment relationship and were unwilling to change jobs often. This is in marked
contrast with the wide-spread notion that young people have a short attention span and
that they wish to commit themselves neither to their employers nor to long-term personal
relationships. (NUORA 2004, 6.) As many as 84 % of the respondents felt that work is an
important part of a person’s life, while a mere 5 % disagreed. Young people were willing to
commit to their work and believed that, their success depended to a considerable extent on
their own attitudes. When asked about their personal priorities, the respondents ranked
finding employment and having a secure income as very important. Worrying about the
stability of their employment was seen as the most important cause for feelings of insecu-
rity and uncertainty (NUORA 2004, 16.)
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Income security during unemployment

Finnish unemployment benefits provide a basic income during periods of unemployment.
A valid registration as a job seeker at the employment office is required to be eligible for
unemployment benefits. Unemployed job seekers are obliged to actively seek employment
and to accept any work or training offered to them. Forms of unemployment benefits
include unemployment allowance, labour market support, training subsidy and training
allowance, pay guarantee and unemployment pension. In 2005, the basic unemployment
allowance is €23,24 per day, and it is paid for weekdays only.

Regarding labour market support, the following limitations apply to persons under the
age of 25 with no vocational qualifications:

1. Persons under the age of 17 are not eligible for labour market support.

2. 17-year-olds are only eligible for labour market support while participating in em-
ployment training, work practice, work try-outs, or rehabilitation arranged by the
labour administration.

3. 18 to 24-year-olds are eligible for labour market support during unemployment on
the condition that they have not without valid grounds refused work, resigned or
been dismissed from work and that they have not declined to participate in any
employment measures offered to them. In order to remain eligible for labour mar-
ket support, persons under the age of 25 with no vocational qualifications are re-
quired to apply for suitable vocational training.

From vocational training to working life

The school-based training pathway has predominated in the Finnish vocational system and
the volume of apprenticeship has been very low among the young people. Although vari-
ous types of practical training have been included in vocational education programmes, the
system as a whole has been basically institution-centred. This has been possible because
vocational schools and institutions are well equipped with up-to-date workshops and other
types of learning environments. In the late 1990s, closer co-operation between the educa-
tional system and the working world became a central target for education and employment
policy. The reasons for seeking a new relationship are familiar: rapid technological change,
problems in matching employees’ skills with their tasks, high unemployment among young
people and the increasing importance of lifelong learning. Vocational education must en-
hance the students’ employability and provide them with self-employment skills.

The Ministry of Education decided that, from 1999 onwards, all three-year programmes in
vocational education and training would include six months of practical training in a genu-
ine working environment. This is called on-the-job learning, in contrast to conventional
practical training. On-the-job learning is guided, focused and assessed in accordance with
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the educational objectives determined in the curriculum. The training is planned and im-
plemented co-operatively by the educational institutions and employers. This means that in
the near future the Finnish system of vocational education and training will be moving to-
wards a combination of instruction in vocational institutions and instruction at workplaces;
hence, the educational system will become less school-centred. Vocational schools and
educational institutions will, however, continue to play a major role in preparing and guid-
ing young people to employment and the working world.

Every year, approximately 40,000 young people enter vocational education and training,
two thirds in three-year programmes and the rest in two-year programmes. The implemen-
tation of on-the-job learning in the workplace will create a need for more than 40,000
trainee places every year. On-the-job training must offer benefits and motivation for all
parties involved. For the student, on-the-job learning provides an opportunity to work with
real problems at a real workplace and to assess their own competence. All this makes it
easier to get a job after school. For the school, organising on-the-job learning provides an
opportunity to improve the training programmes to meet the needs of the working world
and to explore and refine educational objectives, instruction and assessment. In companies,
students in on-the-job training may offer examples of new working methods and ap-
proaches and involve the company's personnel in a shared learning process. From the pet-
spective of the society, on-the-job learning consolidates the personal and social qualities
that facilitate a young person's entry into working life and their capacity to function as an
active member of society. As the transition from school to working life becomes easier,
youth unemployment and marginalisation will decrease and productivity will improve.

The Vocational Education Act of 1998 contains several provisions concerning contacts
between employers and education and the arrangement of on-the-job learning. Training
arranged in the workplace is based on a written contract between the education provider
(the school) and the workplace. However, the student is normally not hired by the em-
ployer. The contract between the school and the employer must specify the tasks of the
parties, arrange supervision and assessment of students, provide for any remuneration to
the employer and handle any other issues related to training. The occupational safety of the
students is a matter of special concern. The training periods are assessed by the teacher
responsible for the instruction and the on-the-job instructor or trainer appointed by the
employer. Generally speaking, the tasks of student assessment include supporting and mo-
tivating learning, developing the students' self-assessment skills and producing information
on the level of skills attained. The assessment of on-the-job learning should preferably be
based on a variety of methods, such as work demonstrations, assignments accounts, re-
ports, and possibly tests, project results, portfolios and peer assessments.

Students receive a study grant and student social benefits such as free meals and compensa-
tion for any travel expenses incurred. They usually receive no wages during the on-the-job
learning period, except when an employment contract has been made. Educational institu-
tions may pay the employer for on-the-job training, although the educational authorities
maintain that such compensation, as well as any compensation for the work done by the
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student, should be an exception; in the long run, all parties concerned will benefit from the
system.

During the training, the employer is responsible for the students' occupational safety in
accordance with the law and other regulations covering employees, even if the student does
not have an employment contract with the employer. The workplace appoints an on-the-
job instructor, who will participate in instructor training. The instructor's duties and use of
time shall be agreed on at the workplace, thus securing practical opportunities to supervise
the student.

(National Board of Education, On-the-job learning incorporated into vocational education
and training in Finland www-sources, 23.2.2005.)

Vocational training and on-the-job learning

The objective of vocational training is to provide employers with qualified workers and to
ensure that young people have a chance to apply for further education and to grow as indi-
viduals. It is the responsibility of educational establishments to offer young people the lat-
est knowledge and technical skills with due regard for their needs and abilities. This means
catering for the individual and varying needs of each student on the one hand while taking
into account the requirements of society and the working world on the other. It should also
be borne in mind that various factors causing uncertainty in young people’s lives can affect
their training. At present, vocational training includes interaction and co-operation on a
number of issues between the staff, the student, the student’s family and their whole social
network. This involves keeping an open mind and discovering and exploring new ways of
working together with the students. Since early childhood, young people have grown accus-
tomed to choosing and seeking alternatives that suit them. In vocational training, it is cus-
tomary for students to include individual elements in their study programme and to com-
plete their training in a manner that best suits their personal objectives and their life as a
whole. Traditional occupations and tasks have changed and new ones are constantly emerg-

ing.

Transitional period co-operation between comprehensive schools and upper secondary
schools

Moving on from compulsory education to an upper secondary school and finding a suitable
training programme is an important stage in a young person’s life, but it is also of interest
to the educational establishments involved. Since 1999, Turku Vocational Institute has
been co-operating with seven comprehensive schools to guide school-leavers through the
transitional period, and in 2005, all upper level comprehensive schools in the city of Turku
will join in. The focus is on pupils who are in need of special support or have health con-
cerns or social problems. The student counsellors at comprehensive schools are experts on
the subject of their pupils; together with the career planners and student counsellors at
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Turku Vocational Institute they prepare the pupils in need of support for the transition.
For such pupils, finding a suitable field and training programme usually takes quite some
time and may require individually tailored measures such as

1. On-the-job learning periods at vocational schools or workplaces that have the nec-
essary resources for instructing young workers.

2. Training try-outs at vocational schools.

3. Co-operation between comprehensive schools, families, vocational schools and
other partners.

During their training at Turku Vocational Institute, students have access to student welfare
services but may also receive additional support if necessary.

Continuous admission

Since 2000, the Tommilankatu unit of Turku Vocational Institute has applied the policy of
continuous admission to its special needs education. The continuous admission procedure
allows young people to start their training flexibly, depending on their own situation and on
whether there are vacant places in the training programmes. Those applying in the middle
of the term are admitted for a probationary period. During the probationary period, stu-
dents have the opportunity to show that they are willing and able to meet the standards of
the educational institution in question. After the probationary period (2 to 4 months), the
principal decides whether the applicant is accepted as a student. Courses completed during
the probationary period are entered into the student’s record. It is often the case with
young people who attend upper secondary vocational education and single-term house-
keeping courses that they have not been admitted to the education of their preference and
many of them are still unsure about their vocational interests. This may result in switching
to another line of study, or dropping out due to lack of motivation or pregnancy (in the
school year 2003-2004, 18,3 % of the students discontinued their training).

A flexible way to achieve vocational qualifications

To be able to help students complete their vocational qualifications in a flexible manner,
allow them to make individual choices and guide them into working life, schools and
teachers have had to adopt new policies and procedures. About 9% of the students at
Turku Vocational Institute need special support and have an individual study plan (ISP).
The ISP includes an individual educational plan (IEP), an important document mapping
out the student’s short-term goals. The ISP is a working plan for the teachers and the stu-
dent and it lays out the student’s learning objectives. After an assessment discussion with
the teachers, the student is aware of what he or she already knows and which skills still
require practice. Documenting each student’s progress is an integral part of completing
vocational qualifications in a flexible manner. Students are awarded credits on the basis of
the assignments, goals and assessments recorded in the ISP, which makes it possible for

36



them to choose the most suitable learning environment (e.g. on-the-job learning) for each
stage of their training and to make use of a variety of different learning techniques.

On-the-job learning and vocational skills demonstrations

On-the-job learning and vocational skills demonstrations offer young people an opportu-
nity to show their skills in practice and to advertise themselves to employers. On-the-job
learning is an essential component of upper secondary vocational education and vocational
skills demonstrations will be included in all training programmes from 2006 onwards, as
prescribed by law. The purpose of a demonstration is to show that a student has acquired
the core skills of a vocational study module. Unlike adults, young people may not com-
plete vocational qualifications through demonstrations alone. Vocational skills demonstra-
tions are part of student evaluation and are comparable with e.g. practical examinations.
The evaluation of on-the-job learning comprises examining the results of the on-the-job
learning period and the entire learning process.

On-the-job learning at Tommilankatu vocational education unit

At Tommilankatu vocational education unit, the on-the-job learning of students wishing to
complete vocational qualifications is carried out individually, as part of preparing the stu-
dents for working life. Students are encouraged to find a workplace where they can im-
prove their skills in accordance with the curriculum and pursue their individual interests.
The first on-the-job learning period takes place in the spring term of the first year of train-
ing. The students are urged to look for a workplace indepedently but teachers and instruc-
tors are there to help them if necessary. If students have reservations about working out-
side of school, they can work at Tommilankatu or some other unit of Turku Vocational
Institute. On-the-job learning periods are mostly organized at the final stage of training so
as to promote the students’ chances of finding employment after they have completed their
vocational qualifications. On-the-job learning is geared to meet the student’s strengths and
learning potential, with the aim providing them with the best possible qualifications.

Skills-based qualifications

Turku Vocational Institute is one of the participants in a project co-ordinated by the Fin-
nish National Board of Education, the purpose of which is to develop work-centred upper
secondary vocational education. The project targets young people who, on account of
learning difficulties, maladjustment or other reasons, are unable to complete their training.
Skills-based qualifications involve learning the know-how and skills needed in a particular
field and polishing them through practice, with the final aim of finding employment at the
end of the training. The training is planned and carried out in co-operation between the
school, the students and the workplaces. During the training, the students and their instruc-
tors at the workplaces try to identify the skills most relevant to each individual, so that,
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later on, they might find work in the open labour market or perform duties specifically
designed for them. The students are mainly trained at workplaces. They may continue their
training and achieve upper secondary vocational qualifications at some later stage if they
wish to do so.

Coaching for working life as part of training

Many young people have a relatively vague conception of the working world and its de-
mands and they often lack the necessary job-seeking skills. The career and recruitment ser-
vices of Turku Vocational Institute do their best to ensure that the students are well-
equipped to move on to the working world after they have completed their training. In-
deed, the Vocational Institute regards promoting the students’ chances of finding employ-
ment as one of its primary responsibilities. The career and recruitment services’ tasks also
include providing local employers with information on vocational education and bringing
job-seeking students and employers looking for workforce into contact with each other. In
practice, this means that students are offered coaching for working life while they are still
in training. The career and recruitment services are also responsible for honing the teach-
ers’ marketing skills and actively seeking contacts with local businesses and employers. In
addition, students have the electronic employment and information service
URALINJA.NET at their disposal. In the main, coaching for working life is offered to
students at the final stages of their training. However, in certain fields of education and for
certain groups of the students, finding employment and preparing oneself for the working
world is unusually difficult, and in these cases, coaching may be offered eatlier on.

At the Tommilankatu unit, coaching for working life started in the autumn 2004 and stu-
dents are continuously asked to give feedback. At Tommilankatu, coaching begins in the
first year of training, as the students are preparing for their first on-the-job learning peri-
ods. Students also receive coaching and guidance in seeking summer jobs. As students pre-
pare themselves for on-the-job learning, they plan their future employment and their goals
with a teacher’s assistance. Gradually, the teacher becomes less involved. During the sec-
ond year of training, the students start planning their career and employment in more de-
tail. On-the-job learning periods are more and more focused on planning the students’ em-
ployment after they have completed their training. The students now think carefully about
what skills they possess, how they would like to present their skills, how they should pro-
ceed to be hired for the kind of work that they are interested in etc.

The purpose of courses that offer coaching for working life is to enhance the students’
awareness of their own skills and to teach them to plan their career and their entry into the
working world. Positive feedback and the students’ support for one another are important
elements of coaching courses. Teaching methods include discussions and group work as
well as practising job interviews, visiting workplaces and gathering information. The
courses deal with topics such as finding employment, getting to know the local labour mar-
ket and identifying summer job opportunities, composing job applications, thinking about
how to meet an employer’s expectations, introducing oneself at a job interview, and ques-
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tions related to starting a new employment relationship. It is also important to discuss
work-related challenges and potential problems in finding employment and to think of
different ways to deal with them. Coaching is intended to boost the students’ self-
confidence and to help them form a realistic impression of their own capabilities, strengths,
and areas in need of improvement.

Supporting and facilitating young people’s entry into the labour market
through legislation and public services

The Act on Rehabilitative Employment (189/2001) stipulates that the local social welfare admini-
stration and the employment office must draw up an activation plan together with persons who have
been unemployed for more than 500 days and have received labour market support or living allow-
ance. The unemployed person’s ability to work and function can be improved through rehabilitative
employment. For persons under the age of 25, an activation plan is prepared when they have received
labour market support for 180 days during the past 12 calendar months and remain eligible for labour
market support. If a person under the age of 25 has without valid grounds refused rehabilitative em-
ployment offered to him, he may lose his right to labour market support for a fixed period of time or
his living allowance may be reduced. For persons over the age of 25, participating in rehabilitative
employment is voluntary. The purpose of an activation plan is to help young people to find their way
to the working world. The plan may include employment services by the employment office, various
social welfare and health services, education, rehabilitation, and rehabilitative employment. Rehabilita-
tive employment may, for instance, consist of practical training periods at workplaces, work try-outs,
or different types of courses and training. The employment office and the local social welfare admini-
stration draw up the activation plan together with the client. Among other things, the activation plan
establishes how the employment office and the social welfare administration are to support the client
in implementing the plan. (http:/ /www.mol.fi/ tyonhakijapalvelut/kuntouttava_tyotoiminta.html.)

In Turku, rehabilitative employment for the long-term unemployed is offered by the em-
ployment service unit TYPY. The unit houses career planners and the KOHO programme.
Two social workers, and a career advisor also work at the unit. The KOHO programme
specifically targets unemployed people under the age of 25. It offers assistance and guid-
ance in finding ways out of unemployment, taking into account the clients’ individual
interests and their situation as a whole.

TYPY is an example of multiprofessional co-operation between several organizations. Such
co-operation has also spawned an employment service centre, a joint effort between the
city of Turku, the local employment office and the local office the Social Insurance Institu-
tion (KELA), which is located in the same premises as TYPY. The centre offers intensified
employment services for the long-term unemployed in Turku.
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Youth workshops — a pathway to the working world

Workshops are one of the activities offered to people who are under 25 years of age and
have been unemployed for a period of three months. In 2003, there were 230 workshops
throughout the country that trained a total of 7,000 young people. There have been youth
workshop activities in Finland for thirty years. During this time, the cooperation networks,
target groups and the content of activities have changed. The Structural Funds available for
the activities since Finland's accession to the EU and the economic recession in the eatly
1990s gave impetus for the development of the workshops to their present form. The
workshops are now cross-sectoral activities, which at their best also cover the areas which
fall between the administrative sectors. They make use of the special expertise of each sec-
tor - youth, education, social affairs and labour - combining them in a new way for the best
of the client. The focus of the youth workshops has shifted from primarily providing work
experience to preparing young people for education, work and life by strengthening their
social and life management skills and supporting the development of skills needed in edu-
cation and work. This change is reflected in the change of the job title of workshop instruc-
tors to workshop coaches.

The key elements of current workshop practices are Individual and Working Training. The
contents in a nutshell are:

— Individual training is for improving the beneficiary's life-management, general well-being
and capacity for independent living

— Work training is for improving a person’s working capacity - skills, educational capacity
etc.

The main point is to balance these aspects of life-management in a way that best serves the
needs of each individual. Combining these in an appropriate way with a chance to practise

work in a real environment makes all the difference compared with previous, less-coherent
methods. (http://www.valtakunnallinentyopajayhdistys.fi, retrieved 23.2.2005)
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HOW THE YOUNG PERSON IS PREPARED TOWARDS
WORKING LIFE AND EMPLOYMENT IN VOCATIONAL
EDUCATION IN SWEDEN

Anette Bolin

As of 2000, there are 17 national programs, all of which are 3-year programs. The programs
provide a broad general education and eligibility to study at the university or post-
secondary level. Thirteen of the programs contain at least 15 weeks at a workplace outside
the school, so called ‘workplace training’. In four of these — the Arts, Natural Science,
Social Science and Technology — workplace training is not compulsory, though even these
programs offer the possibility of conducting parts of the program at the workplace.
248,000 people were in Upper secondary school 2002/2003 and 53 % of them studied on
the vocational programs and 47 % on the theoretical programs. On the vocational courses
in social care nearly 30 % doesn’t complete the course, in the industry program about 30 %
and on the building and construction nearly 35,5 % who doesn’t complete the course.
(Wennemo, K. & I.)

You can also specially designed programs by combining specific subjects from
different programs; a municipality can put together specially designed upper secondary
programs to meet local and regional needs. For example in Trollhittan Volvo and Saab
have together with the municipality designed two programs with the intention that the
pupils are offered work place training and after the three years of education employment.
A specially designed program also includes the eight core subjects and project work, and
corresponds to a national program in terms of the level of difficulty and number of hours.
Special programs can also be designed to meet an individual student’s specific learning
needs.

You also have the third biggest program in Sweden the Individual programs. An
individual program can vary in length and content and is determined by the needs of the
individual student. It is open for students who has all the grades needed to enter the
national program as well as for students who has not. For example a student of sixteen
might want to work but cannot find a job and choose to ake a break from class room
teaching for a term. The amount of workplace training varies from everyday to a few hours
a week. The aim is for the student to later transfer into a national- or specially designed
program. Otherwise, the student receives a final grade (learning certificate) from the
individual program, when he/she has completed the set program syllabus. The organisation
of this program varies from municipality and some have there own workshops for example
woodcraft or textile. The methods used for teaching differs from the more traditional
programs, for example is work based learning in focus, life competence is a subject which
is in focus. The students are being prepared to enter the workforce by having the
opportunity to be at workplace, to reflect on the experience together with supervisor and
the teacher.
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In Trollhittan there is an example of good practice: the Cross cart project. The learning can
be divided into social learning and cognitive learning although it is not possible to separate
them. The PRIV is an individual program especially for students who are not eligible for
national programs due to their not meeting the requirements for passing grades in Swedish,
English and Mathematics.

General overview of employment and unemployment of the young people
(under 25 years old)

In Sweden the government believes that a good working life with well-functioning
employment conditions is a right for all people. There is Work /ife policy which covers issues
concerning employment terms and conditions such as the work environment, working
hours and employment legislation in general. Specific issues can include the organisation of
work, continuing professional development, wage formation, mediation in labour disputes
and government wage guarantees in the event of bankruptcies. The effect of work life
policy shall be to ensure that people enjoy a good working life with well-functioning
employment conditions and a good and stimulating working environment.

The long-term goal of the Swedish Government's labour market policy is to achieve full
employment. A well-functioning labour market and an efficient labour market policy are
important prerequisites for both growth and welfare. To achieve this, it is important to
make it easier for potential employees and employers to find one another in an efficient
manner. The Government is taking steps to equip people seeking work to meet the needs
of the labour market and to facilitate labour force mobility so as to avoid shortages of
labour occurring, either locally or regionally.

The task of labour market policy

Labour market policy has three principal tasks:

e to channel work to the unemployed and labour to employers

e to take measures against shortage occupations and bottlenecks

® to take initiatives to help those who have difficulty obtaining work.
Further, labour market policy must aim to help break down gender divisions in the labour
market.

Employment goals

The long-term goal of the Swedish Government's labour market policy is to achieve full
employment. An additional goal was set in 1998: the proportion of the population between
the ages of 20 and 64 in regular employment should grow from 74 per cent in 1997 to 80
per cent in 2004. The workforce is based on the people who are 20 to 64 years old. Some
people who are in that age are not able to work due to sickness, pension or other reasons.
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The people who are able and who want to work is usually what’s ment with the workforce.

(http:/ /www.sweden.gov.se/sb/d/2192/a/19783.)"
Work and skills principle

The Swedish Government gives active measures designed to enable the unemployed to

"work-

leave unemployment and begin working priority over passive cash handouts. This
first principle” is the foundation on which labour market policy builds. In recent years, the

work-first principle has evolved into a work and skills principle.

The work-first principle means that employment always takes priority over labour market
programmes or the passive payment of cash support. If no work is available, the
unemployed may be offered appropriate education or training or a trainee post, which in
turn may lead to a job.

Gender equality policy objectives

Women and men shall have the same opportunities, rights and responsibilities in all
significant areas of life:
e cqual division of power and influence between women and men.
e the same opportunities for women and men to achieve economic independence.
e cqual terms and conditions for women and men with respect to owning their own
business, work, employment conditions and career development opportunities.
e cqual access for gitls and boys, women and men to education and the development
of personal ambitions, interests and talents.
e shared responsibility for work in the home and with children.

Age limits on working

If you are younger than 13 years old you are not allowed to work. But you can do easier
task such as feeding animals, manual berry picking and similar things on a farm if it’s
owned by some one in your extended family. You can also sell things such as May day
flowers but only if you yourself decide when and how much you should work. If you want
to work as extra in films or as an actor the person who wants to employ you must apply for
a specific work permission certificate.

After you are 13 years old you can work during school holiday which last at least a week,
maximum 7 hours per day and all together 35 hours in a week. If you are attending school
you can work maximum two hours a day and altogether 12 hours a week. You are not

+ Ministry of Industry, Employment and Communication
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allowed to work between eight pm and 6 am and you need 14 hours off in one go in a day
and 36 hours off in one go in a week. And you have the right of 30 minutes break if the
working time is more than 4 2 hours a day.

What kind of work can 13—15 years old do? You can do more simple no risk work such as
working in a kiosk or in a shop. But you are not allowed to be on your own or responsible
for the money. You are not allowed to work with dangerous chemicals or machines. The
employer needs permission from your parents that you are allowed to work for them. You
cannot work between 78 pm and 6 am. You are not allowed to work between eight pm and
6 am and you need 14 hours off in one go in a day and 36 hours off in one go in a week.
And you have the right of 30 minutes break if the working time is more than 4 2 hours a
day.

In principal 16-18 years old can take any work she or he would like except the ones who
are explicitly dangerous. It is not so many laws or rules specific for this age. You should not
work alone if there is risk of being robbed or harmed in any way. You can work 8 hours a
day. You are not allowed to work between 10 pm and 6 am. And you need 12 hours off in
one go in a day and 36 hours off in one go in a week. And you have the right of 30 minutes
break if the working time is more than 4 2 hours a day.

Employment and unemployment

Open unemployment came to 4,9 per cent in 2003 and at the end of 2004, the proportion
of unemployed in the work force was 5,6 percent. The regular employment rate for 2004 is
estimated to 77 per cent. The target set by the Government is that 80 per cent of the
population aged 20—64 should be in regular employment.

Table 1. Unemployment for young people 18 years old to 24 years old (including young people in programs).

Unemployed 44 946 18 % of total workforce
Young women 19 165 43 % of young people
Young men 25 781 57 % of young people

Table 2. Within above figures the division of different classification of unemployment statistics from 2003.

Long term unemployed (more than 100 About 3 684
days)

Long term registered unemployed About 1152
Activity grantee About 538
Konjukturpr. (different programs) About 24 929
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Table 3. For example Trollhdttan the fignres wonld look like this:

31 January 2005

31 December 2004

31 January 2004

Unemployed in the
country

250 541 (4,4%)

246 351 (4,3%)

263 069 (4,6%)

-youth (18-24) in the
country

44 872 (6,1 %)

42 952 (5,9 %)

48321 (6,7 %)

Open unemployment

in Trollhattan

1903 (5,7 %)

1876 (5,6 %)

2006 (6,0 %)

In programs

1123 (3,4 %)

1147 (3,4 %)

728 (2,2 %)

In programs via 047 649 519

Trollhittans council

-young people in 162 153 84

Trollhittan programs

-work disabilities 117 117 127

-other 85 (24 of them 79 (21 of them 64
young) young)

Table 4. 1f you dived the numbers of unemployed young people 2005 Janunary 18—23 years old to looking at countries of birth it

looks like this:

Number of Total young

unemployed, 18 — people in

24 years old Sweden
December
2004

January 2005

Born in country Men Women Total

Sweden 22 064 16 596 38 660 552127

Nordic (exkl 164 139 303 5261

Sweden)

Europé (exkl 1284 935 2219 26 483

Nordic)

Outside Europe 2230 1460 3690 49 229

Total 25742 19 130 44 872 633 100

Nordic born % 86 % 87 % 87 % 88 %

Outside Nordic 14 % 13 % 13 % About 12 %

born %
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Table 5. In total there were 18—23-years old in Sweden in December 2004.

Sweden 552127
Nordic countties 5261
Rest of Europe 26 483
Rest of the wotld 49 229
Total 633 100

(Internet services of the Swedish National Labour Market Administration AMV)

86 % of the unemployed male young people are born in the Nordic countries included
Sweden. 14 % are born outside the Nordic countries. 87 % of the female young
unemployed are born in the Nordic countries and 13 % outside Nordic countries. 12 % of
the young people in total are born outside the Nordic countries. 88 % ot the total are born
in the Nordic (inc Sweden) countries. The unemployment is slightly higher for young
people born outside the Nordic countries but only with 2 %. These figures does not take
into account if you are the child of parents who immigrated to Sweden although research
shows that young people with non Swedish background has a higher degree of
unemployment (ref)

Young people who has parents of which has immigrated to Sweden are often named a
young person with immigrant background although the question is: when someone stops
being a person with immigrant background? It is not easy to answer. Even children and
young people who are born and raised in Sweden are often referred to as having immigrant
background (Knocke & Hertzberg 2000). According to Statistics Sweden is a central
government authority for official statistics the demographic development mean an increase
of people who has immigrant background to amount to about 2 million people. Every fifth
citizen will have immigrated or be born by someone who has.

In 2002, an average of 80,9 per cent of those born in Sweden in the age group 20 to 64
were employed. The corresponding number for those born abroad was 62,7 per cent. If
labour force participation rates in the future are assumed to remain unchanged with respect
to age and country of birth, the average rate of employment for those born abroad will fall
to 58,3 per cent in 2020. The reduction depends on any shifts in the composition of this
group during these years. The percentage of persons born outside an enlarged EU, the
group currently with the weakest link to the labour market, is expected to grow rapidly.
However, the percentage of those born in the Nordic countries and the current EU
countries will decline markedly. In the estimates made for this Survey, it is assumed that the
labour market position of those born abroad will gradually approach that of those born in
Sweden. In the baseline scenario, the average employment rate of those born abroad is
estimated to increase to 64,2 per cent in 2020. The increase is especially pronounced in the
group that currently shows the most difference in a comparison with the native-born, that
is, among foreign-born women and persons born outside an enlarged EU. (The Long Term
Survey of the Swedish Economy 2003/04SOU 2004:19; Arnell Gustafsson 2003.)
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A special feature in the employment/ unemployment of the young in Sweden is what we
call the “Project employment”. In the 1990s temporary youth projects became a common
approach to handle youth unemployment. You can notice the difference in how to report
youth unemployment, if you count all young people in programs it is 18 % and if you take
them away it is 6,1. Another important development is that during the 1990 has school and
education become more and more important for the possibility to get a job. During the
beginning of 21 century girls are in majority entering university. Transition from education
to work has changed its character. Established at the labour market is delayed and many
young people are spending a relative long time at what we can call the “youth labour
market” including youth projects. For example year 1976 50 % of the young people
between 16—19 years old men worked fulltime and 40 % of young women. 2002 11 % of
young men worked fulltime and 8 % of the women. Ulla Arnell, Swedish researcher,
concludes that young people during a longer period is placed in a work market which is
characterised by relatively high numbers of part time jobs, relatively unqualified jobs and
relatively high unemployment. An increase of number of young people who are, what, she
calls inactive, not seeking employment or studying or working. The development towards a
upper secondary school for all has contributed to the longer periods in education.

Table 6. A propotion of young people in education by age groups.

Age In school 1972 In school 2002
16 68 % 96 %
17 60 % 93 %
18 39 % 91 %

In the beginning of 20th century the school system changed so that all upper secondary
school became tree years. The biggest change was for the vocational courses. It also meant
that the number of young people who entered the work market decreased during a period.
During 1992-93 it was less young people who worked full time than during 1990-1991.
Also a higher number of young people started university year 2000 34 % of young men
started university and 43 % of the young women of 25 years olds. The number of new
university student’s increase with 40 % from beginning of 1990 to 2000. (Statistics Sweden,
National Labour Market Board and Ministry of Finance.)

Facts on unemployment insurance

Unemployment insurance compensates for part of the wages lost through unemployment.
It consists of two parts, basic insurance and voluntary income-related insurance. Basic
insurance is a basic amount of up to 320 SEK per day. It is paid to individuals who meet
the necessary work or study criteria, and who are not registered with an unemployment
insurance fund or have not been registered with one for a sufficient length of time.

You must be at least 20 years of age to claim basic insurance. Voluntary income-related
insurance is paid to individuals who have been registered with an unemployment insurance
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fund for at least a year and meet the necessary work criteria. A daily amount is paid
equalling up to 80 % of your previous income. For the first 100 days the amount is up to
730 SEK per day. The rest of the benefit period the amount is a maximum of 680
SEK/day.

Unemployment benefit is taxable and provides a basis for pension. The amount of
unemployment benefit you receive depends on your normal working hours, your normal
wages/ daily earnings (voluntary income-related insurance), how many hours per week you
are able and willing to work and how many hours per week you are unemployed.

If you have had extra jobs or gainful activities that you were able to do for at least six
months alongside a full-time job, this may be regarded as a secondary employment.

If you are an unemployed business owner, special rules apply regarding your
unemployment benefit and the calculation of the daily amount you are paid.

Sickness Beneficiaries and conditions for entitlement all residents in Sweden are eligible for
national health insurance system, subject to no conditions. You and family members
accompanying you will receive general medical and hospital care at a cost of a patient’s fee,
provided that you work in Sweden, are seeking work here or normally reside here. Various
medical, hospitals, dental and other services come under the national sickness insurance
system. They are financed through taxes and government funding. Patients are charged a
fee for consultations. Fees for private doctors and physiotherapists are coordinated with
those of national health practitioners. Patients receive a rebate for pharmaceutical products
(officially registered medication). People whose medical or pharmaceutical costs exceed a
certain limit over the year are entitled to free treatment and medication for the remainder
of the relevant twelve-month period. Patients are free to choose a doctor under the
national health system or a doctor participating in the national sickness insurance system.

Cash benefits

All permanent residents in Sweden are covered by sickness insurance, the housing-based
benefits. All people resident in Sweden are automatically registered with a regional public
sector insurance scheme from the month when they reach the age of 16. It is a general
benefit system so that if you are not in employment you can receive support
(forsorjningsstod) although parents are oblige under the Children and Parents Code to
support their children until they are 18 years old or until they stopped education often
when they are 19 years old.

Persons working in Sweden are insured for employment-based benefits. Cash sickness
benefit/ sick pay are paid at a rate of 80 % of a person’s normal pay from the second day
of sick leave onwards (the first day of sick leave is not paid). (Sources: Statistics Sweden,
National Labour Market Board and Ministry of Finance.)
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Young people and possibilities of employment — supporting system for
young people

There are one million young people between the ages of 15 and 25 living in Sweden today.

They should enjoy the same rights and opportunities to participate in society as other

groups and they should have good living conditions in all areas. To encourage development

in this direction, the Swedish Parliament has adopted three main objectives for youth

policy:

Young people shall be given the preconditions for leading an independent
life.

For example, the right to good education and the possibility of getting both a job
and accommodation.

Young people shall have genuine possibilities for influence and
participation.

For example in their municipality and in their school and through access to public
discussion.

Young people's commitment, creativity and critical thinking shall be seen
and utilised as a resource.

This should apply both within the activities of authorities and in municipal politics.

It is the first principle which covers the rights and duties when it comes to unemployment.

The public employment service offers four specially designed work programs for young

people:

Kommunalt  ungdomsprogram (Local youth program) If you are under 20 your
municipal can offer a youth program. One condition is that the municipality has
agreed with the local employment office to collaborate. The program will consist of
practical and theoretical moments which should lead to work or studies. You might
be offered a placement or education with a private or public employer. The
municipality and the unemployment office will together agree on the educations
context and the role of the placements. Unemployed young people who do not
attend upper secondary school are entitled to the program. The council should
offer a place within 100 days from the day you became unemployed. During the
program you should be registered unemployed. An individual plan will be designed.
The pay varies. If you have completed uppers secondary school that municipality
decides the amount. If you have not completed upper secondary school the pay is
approximately 151 euro a month. You will have to pay tax. You have work injury
insurance as if you when doing a vocational training course at upper secondary
school. During the program.

Ungdomsgaranti (Youth assurance) program. If you are between 20 and 24 years old
your municipal can offer an activity program. One condition is that the municipality
has agreed with the local employment office to collaborate. To be entitled to the
program you need to be registered unemployed at your local unemployment office.
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The municipality should offer you a place within 90 days after you have registered
as unemployed. The salary can be your unemployment benefit if you been working
before or a development support of 3 280 Swedish kronor (about 360 euro). If you
are entitled to social security benefit you will receive similar amount. The
development support is tax free. You are also insured as being employed in a
regular way.

Projktet Via, Vigen in I arbetsiivet (The route into working life). For unemployed
young people between 20-29 years old and who are registered unemployed. The
project is run by nine Swedish Folk High Schools in collaboration with the
unemployment office and the private sector. The aim is to create an interest and
promote grater self confidence by the young people through coaching within the
frame of individual plans. The goal is that the young people should get work or
start education. Altogether there are 230 places during March to December 2005.
The pay is the same as the person would get as unemployment benefit which is 80
% of previous pay in employment (a roof amount of approximately 2200 euro
before tax). If you are not qualified for unemployment benefit you will get 25 euro
per day before tax, about 125 euro a week)

Prova pa — plaster (Try — employment placement). The aim with this program is to
enable people who have immigrated to Sweden or been granted asylum who are
unemployed and with no, or hardly any experience from working life in Sweden.
This program was created on the initiative from the privet sector the supported by
many of the big unions. Try — a work placement can last maximum for three
months and should be fulltime. The pay I based on activity support. Activity sup-
port— if you are taking part in a labour market programme If you are taking part in
a labour market programme, such as employment training, occupational rehabilita-
tion, practical job experience, work at a computer centre, business start-up or de-
velopment guarantee, you may be able to get activity support. Activity support is
normally equal to the daily allowance you would otherwise have been paid from
your unemployment insurance fund. It is payable for five days a week. The amount
payable is calculated and paid out by the Insurance Office. Activity support is a tax-
able benefit.

There are no specific programs for young people with disabilities; they will be
included in above programs although there are some specific rules around people
with disabilities in general.

If you have a disability you can apply for a personal assistant to help you at work.
The employer can apply for funding for this maximum 1100 euro a year.

You can gain employment with Samhall which is a state run company which

responsibility is to arrange work for people with impaired working capacity. The
employment office can allocate work at Samhall. To fit the criteria you need to have
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a psychiatric condition, intellectual disability, physical disability. You get paid
according to the ordinary pay system negotiated by the employer and the unions.

Examples of good practice

A majority of Swedish municipalities had local youth employment project during late — 80
and nineties. In an article (Hansson & Lundahl 2004) two Swedish researchers could
conclude that if you are young and unemployed and if you are lucky you will come to a
local youth project which has a clear goal and a clear structure. If you are unlucky you will
come to a project with unclear goals and unclear structure. The researchers conclude that if
you are from a middle class background the consequences is not that serious. You just pass
some time in the project and move on. But if you have previous experience of failure in
school, labour market and if you have had contact with social worker and happened to be
in a bad project the consequences are more serous. If you have taken part in five projects
and still not managed to get a job the learning from taking part in the projects is that
something is seriously wrong with you. The failure becomes individualised and the
responsibility is put upon the young person and not on the fact that it is difficult to fin a
job because there is no jobs especially if you have dropped out of school for example.

The researchers followed 35 young people between 17-25 years old for two years. The
young people came from a small town, a middle sized town and a big city. One of the
important conclusions of the research in my view is that the project for the young people
who are unemployed is seen a solution for a bigger structural problem i.e. unemployment.
The old solutions doesn’t work because of the number of unemployed young people
(more specific education towards a certain job and unemployment benefit) and the adult
world doesn’t know how to solve the problem to day. The new approach might look good
on the outside that trust the young people own recourses. As long as the gain good self
confidence and access their own capacity for taking initiative will the unemployment
disappear. The projects reproduce class and gender patterns of working life, despite
flexibility and individualisation of chose. The concept of structured individualisation can be
applied her according to the Swedish researchers. One other conclusion is that the projects
with clear goal and clear structure and who doesn’t aim at changing the young persons head that
means who focus on personal development on an psychological way are more successful
than the ones with unclear goal and focus on the young persons personal development.
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THE FRISKIE EU -PROJECT AT OS VOCATIONAL HIGH
SCHOOL IN NORWAY

Kristine Skatun

Employment and youth unemployment in Norway

The seasonally adjusted unemployment rate for Norway is very low compared to many
other European countries. In December 2004 the unemployment rate was 4,4 % of the
labour force. Unemployment remained on a stable level, but has declined somewhat from
the previous year. The number of employees continued to rise in December 2004 and
moved towards the record level from the spring of 2002.

2003 was a year of an increase in unemployment. The average for the year was 92,600
completely unemployed people; an increase of 17,400 or 23 % compared with year 2002.
The increase in unemployment in 2003 was highest among people in the 20—24 age group
with up to four years’ higher education after upper secondary school. The highest rise in
unemployment was in scientific occupations, while other occupations with large increases
included industry, building and construction, and administrative and humanistic work.
(http:/ /www.ssb.no/akumnd en/.)

Most job seekers found quickly new jobs. This is why the average level of unemployment is
much lower than the total number of people who lost their jobs. The average of 92,600
completely unemployed job seekers for the year conceals 335,000 individuals who lost their
jobs at some point. This shows that the turnover among unemployed people was high.
Despite a high level of throughput of unemployed people, many of those registered with
Aetat, the Norwegian Public Employment Service, have been unemployed for relatively
long periods. There was a 27 % increase in the number of long-term unemployed com-
pared with 2002, to 26,300 people. From 2002 to 2003, registered unemployment among
people in the 20-24 age group increased by 28 %.

The Norwegian educational system guarantees to all young people at least 13 years of edu-
cation. This means that most young people are entering to the labour force for the first
time at the age of 19 or older. The comparatively high % of unemployment in the lowest
age group (20-24), reflects the fact that this is the persons without any practise/former job.

In vocational education, there is the 242 curriculum: 2 years at school and then 2 years
apprenticeship. After this they have to get a job. In addition the high percentage of unem-
ployment in this group reflects many dropouts that have not finished their education. Per-
haps because they could not get a contract for vocational training? It is also considered a
bigger problem being unemployed before you have even started working-life. The educa-
tional system, the employment administrations and the social services are very aware of
this.
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The role of the employment administrations — Aetat

Aetat, the Norwegian Public Employment Service, follows developments in the labour
market and implements the labour-market policy laid down by the political authorities.
There are a total of 175 local employment offices around Norway. Aetat Employment
Counselling is represented in every county and provides Aetat’s local employment offices
with specialist expertise in helping job seekers who experience particular obstacles and
restrictions in relation to work and training. Aetat Centre for Vocational Rehabilitation
provides a service to job seekers with reduced working capacity, for example difficulties in
concentrating, or visual or hearing problems.

The objective is for the unemployed to find new jobs more quickly as a result of closer
follow-up by Aetat and more active job seeking. Aetat has made several organisational
changes in recent years. The number of management levels has been reduced, and respon-
sibility and authority have been delegated from a central to a local level.

Work to coordinate the employment and welfare services is also organised as projects and
networks internally within Aetat. The projects give managers and employees experience in
handling several reporting channels at the same time.

New ways of working

Several of Aetat’s new priority areas are organised as projects. The service has developed its
own methodology for project management and can set up groups at short notice to deal
with new challenges which the service encounters or is required to address. New electroni-
cal services at www.aetat.no have been developed. Every vacancy advertised in Norway is
entered into the jobs database, and employers can also register vacancies themselves di-
rectly in the database free of charge. Work to coordinate the employment and welfare set-
vices is also organised as projects and networks internally within Aetat. The projects give
managers and employees experience in handling several reporting channels at the same
tume.

Aetat will closely follow up all job seekers who do not manage to find work on their own.
Recipients of both unemployment and rehabilitation benefits are expected to seek work
actively. If a period of individual initiative does not lead to a job, Aetat will step up the
effort. The longer a job secker has been unemployed, the more assistance they will be
given. Aetat is particularly concerned with preventing long-term unemployment, i.e. unem-
ployment lasting more than six months.

One specific goal is to prevent young people being unemployed for a long time before hav-
ing a chance to prove themselves in a working situation. And the results have been pleas-
ing. In 2003, 5,074 people in the target group received help from Aetat. Of these, 3,406
people or 67 per cent participated in labourmarket measures. A questionnaire survey
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among the participants shows that approximately 60 per cent have subsequently started
work or training.

From the spring of 2004 job seekers needing to register with Aetat can do so themselves,
without being dependent on the service’s opening hours. Employers can register vacancies
and search for candidates among all job seekers, not just among those who have chosen to
place their CV on the net. Aetat is the first publicservice to offer users the opportunity of
selfregistering and changing their information in a public register containing personal data.

New services for job seekers

Job seekers register their own qualifications and can therefore influence how they appear to
employers. They can choose to keep their personal data anonymous, but all qualifications
registered with Aetat will remain visible to employers. Registered job seckers have their
own page — "My page” — at www.aetat.no.Those who were registered in the case-registry
system before the new services were launched can log on at www.aetat.no and gain access
to their qualifications summary. These services also make it easier for job seekers to struc-
ture their job seeking. The new services feature better search options. By storing current
vacancies, creating search profiles that carry out automatic searches in the vacancies data-
base, and adding more job requirements, job seekers can more easily get to grips with job
seeking, which in turn makes it easier to find work. (http://www.aetat.no. 28.02.05)

This new services will acquire a certain level of ICT-literacy amongst the users. Most young
people have this, and one benefit from this is that there will be more time left for the peo-
ple who needs more help. This electronic service is for the average person seeking jobs, if a
person needs job training or any other help they have to meet with a counsellor.

One of the goals for the Friskie project is to prepare and train young people for this situa-
tion. We “rehearse” job interviews, and the school counsellor or the parents can, if neces-
sary, follow the young people to their first interview with the counsellor at Aetat. We think
that how to practise the situation when you are looking for work should be a part of the
new Friskie workbook.

Unemployment benefits

Most employees are entitled to unemployment benefits if they lose their jobs. Unemploy-
ment benefits are being given on the following conditions:

e The recipient must have earned a minimum of NOK 88167during the last twelve
months. For young people entering the labour market without any previous in-
come, social benefit or disablement benefit is the only source of income.

e The recipient must be a genuine applicant and to be able to work.
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e He or she must be registered as an applicant at Aetat and stay in touch with Aetat
on a fortnightly basis.

® The recipient must be unemployed entirely or partly without any fault of your own.

e Unemployed who are not entitled to unemployment benefits are being advised to
apply for social care.

Supporting young people in finding a job

The Norwegian law of secondary education grants the students certain rights as far as edu-
cation is concerned. It also states the responsibility of the school authorities to prepare the
young persons into labour market on the local and on the national level. The Norwegian
Public Employment Service — Aetat — is the largest marked place for employers and em-
ployees in Norway. Aetat has an extensive information service of vacancies and education
opportunities in addition to assistance to applicants with a need for further qualifications.
Non-governmental employment agencies also operate in this labour market.

On a non-regular basis, Aetat will pay the school to give a group of job seekers a specified
education, i.e. as truck-drivers or shop assistants. At Os vidaregiaande skule, we have had
this cooperation with aetat for years. aetat can also give a job seeker unemployment benefit
while he or she goes to school in a normal class, if this is a way to get him/her better pre-
pared for the labour market.

At the present the social security of Aetat and Trygdekontoret (the National Insurance) are
being organized into one unit. This to make it easier to get the help needed. Os vi-
daregaande skule is also working close with aetat on an individual basis with some pupils.

Labour marked initiatives by Aetat

One primary objective for Aetat is to improve the applicants’ job opportunities. The most
important initiatives to achieve this goal are the following:

job training

job training for refugees and immigrants

temporary employment

apprenticeships both in the public and the private sector.

information about vacancies.

Aectat will facilitate geographical mobility in the labour market and give employers incen-
tives to hire unemployed and disabled people. These incentives include financial grants.
Unemployed people may also receive financial grants making it easier to move where the
jobs are. Aetat also encourages the applicants to get in touch with each other for moral
support.
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If young people still are unable to find a job they are entitled to unemployment benefits or
social benefits.

Secondary education in Norway and its role in preparing young people
into working life

The Norwegian law of education grants students the right to three years of secondary edu-
cation. In special cases this right may be extended to five years. The objectives of secon-
dary education in Norway are:

e to give students access to higher education (college or university)

® to give students vocational skills (carpentry, plumbing, mechanical skills etc.)

e to give students qualifications at a more basic or lower level.

The educational program intended to qualify students for university studies emphasizes
theoretical skills.

Vocational training leads to a certain profession or trade. Students who choose vocational
training may also qualify for university studies through an additional year which emphasizes
theoretical skills.

Currently twelve different educational programs are being offered. The students start with
a one-year basic course. They continue with a secondary course which is more special-
ized.After the second year a student may continue with a third theoretical course to qualify
for college or university studies, or he/she may apply for a third year of vocational training
required by some professions or trades. However, most of the students doing vocational
training, go on to learn the practical skills of the trades they have chosen. This practical
part of their education takes two years. Thus a full vocational training program will take
four years to complete.

The Norwegian law of secondary education is supposed to ensure that young people make
wise decisions concerning their own education. It is particularly concerned with the preven-
tion of dropping out from one educational program or the other. Dropping out may have a
number of reasons. The law requires that drop-outs are being closely monitored so that
certain difficulties a student may encounter have as minor consequences as possible.

According to the Norwegian Act of Education, all youngsters who have completed pri-
mary education are guaranteed three years of vocational or academic training at secondary
schools. Consequently, the schools are obliged to adapt teaching to meet the individual
needs of all learners, irrespective of their level of knowledge or disability. The school is
supposed to help students who are uncertain as to which branch of study they should
choose, students who are weak at theoretical subjects, students who were not graded in one
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or several subjects in primary school, students with social and emotional problems as well
as general learning difficulties.

The student should acquire education according to his or her capabilities in order to gain
social competence and professional qualifications. To reach this goal, the wishes and abili-
ties of the student must be identified. In this way the student can experience a sense of
achievement in selected areas. The student receives a certificate that shows how much the
student has achieved with respect to the (vocational) curriculum.

The courses consist of practical tasks and training in social skills in the school workshops,

various work assignments inside and outside the school, and a combination of school at-
tendance and ‘participation days’ in trade.

Ist year 2nd year

Training of social skills

Subjects
|

Hzmom—HZ OO0

Time

Figure 1. The structure of 1V ocational Studies at Os Vidaregaaerde Skole.

The important goal in the work with young people is that it will become more systematic
and thus meet their needs better. Cooperative learning in a small group will give these
young people a way of rehearsing situations they will meet. In Norwegian we use the word
“mestring”, the feeling and self esteem a person gets from knowing he is able to do some-
thing/cope with a situation.

Student counsellor

At Os secondary school there is a student counsellor who is responsible for assisting drop-
outs. The counsellor is concerned with the wide range of causes that may inhibit the
educational progress of young people. Special emphasis is placed on drug related problems,
absenteeism and violence. An important aspect of this work will of course be co-operation
with the student and his/her parents.
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Other educational programs

Student who for some reason or other do not fit into the ordinary educational programs,
may sign a contract with a company as an apprentice. The student will then on the one
hand be considered an ordinary employee in the company, but will on the other hand be
subject to a certain practical program specifically stating what the student should learn.
This program takes four years to complete.

Another category of students will take either the basic course or the secondary course in
two years. Some of these students simply use more time completing these courses or they
combine these courses with job training.

A third category of students will not obtain full qualifications by the time they have fin-
ished their secondary education. These students will get a certificate documenting the fac-
tual skills that the student has obtained. The student may then at some later point in time
go through further training to get a complete certificate.

Students with mental disabilities learn the most basic skills needed to manage everyday life.
This training will be given in combination with work in companies shielded from ordinary
competition.

As explained above there are various educational programs in addition to the ordinary
ones. What these programs have in common is the combination of theoretical and practical
training and the rather low emphasis on the theoretical aspects.

Practical examples how the pupils are supported in finding their way to
work and employment

Example 1:

A boy wants to become a plumber, and is accepted at a tertiary college. He attends this
institution for two years and during this period he receives both theoretical education and
vocational training (60 % theory/40 % practical training).

After having completed this programme, he signs a two years apprenticeship contract with

a plumbing company. If he passes his qualifying examination at the end of his apprentice-
ship he will become a licensed plumber.
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Example 2:

A girl who wants to become a nursery school teacher can choose between the two follow-
ing education programmes:

A. She can attend a sixth form college for three years doing A-level courses which prepare
for further academic studies.

B. She can go to a tertiary college for two years attending a programme which offers 60 %
theory and 40 % practical training in combination: one year at basic course health and so-
cial care studies + one year at advanced course preparing for the children and youth
worker-profession.

After two years in school she 7ay choose to proceed with her education until she qualifies
as an authorized children and youth worker. To achieve that she must be apprenticed to a
firm (day-care centre) for two years, and then pass her qualifying exam.

But if she wants to get started with her studies as soon as possible she can attend a general
studies supplementary course for one year after having completed her apprenticeship, and
then study to qualify as a nursery teacher.

What programme this girl chooses depends on her interests and the counselling she gets. If
she chooses a sixth form college she will get much theoretical knowledge and a general
university admission certification. If she wants to get an understanding of how it is to work
with children she chooses a tertiary college programme which emphasises both theory and
practice related to children.

If she chooses a two-year apprenticeship after having completed school she achieves an
advanced vocational education. This programme is most often chosen by those who don’t
wish to achieve an academic education. But some wants to take up academic studies after
having practised their profession for some years. They then have to complete a general
studies supplementary course to achieve their general university admission certification.
Experience proves that some pupils change plans when they get to know their future pro-
fession.

Example 3:
A boy wants to train as a car mechanic but has great learning disabilities. In his situation

the following programme can be tried (based on talks with the boy and his parents and the
recommendation given by the practical-pedagogical services at school).
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Year 1:
Preparatory basic course (maturation year containing a lot of practical work).

Year 2:
Adapted basic course mechanics: school and work placement in a garage in combination (3
days at school/2 days practical work in a garage).

Year 3:
Adapted advanced course light vehicles: school and work placement combined (2 days at
school and 3 days in a garage).

Subsequently the boy can become an apprentice candidate in a company. This arrangement
implies that his training continues in a garage, and that he can attend school one day a week
(common subjects). But it is difficult to find companies that are willing to enter such con-
tracts, though the job centre can be of assistance as a door opener.

This boy will after having completed his school attendance get competence at the lowest
level. Accordingly he is allowed to work within defined areas of the car mechanic profes-
sion. But he is not a fully authorized car mechanic, and can of course not compete with
persons that are skilled craftsmen.

Most likely the outcome of this situation will be that:
® The pupil gets a job in the company where he has got his job training (this applies
to youths that are stabile and able workers).
e The pupil gets a job in a sheltered workshop.
e The pupil is left without a job and will receive benefits or be dependent on social
welfare.
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WORK AND EMPLOYMENT IN UNITED KINGDOM

Timothy Woodhead

Introduction

Compulsory education in England ends when a young person reaches the age of 16, and
the young person has a choice whether they want to stay on in education or seek full time
employment but this choice does depend on their qualifications and background. One in
16 young people in England leave school without qualifications each year. The group that
are at particular risk are those young people who have been in care. In 2003/4 only 6 % of
young people aged 16 or over left care with at least 5 GCSE’s at grades A—C (i.e. passes).
(Statistics of Education — Children Looked after in England Issue.)

Full time employment

In the UK a young person cannot start full time work until they reach the age of 16 when
they cease to be of school age. A person ceases to be of school age on the school leaving
date. (This is the last Friday in June). This is in the school year in which you reach 16.This
is governed by the Children and Young Person's Act 1933. This legislation affects all young
people of school age. In the Borough of Kingston upon Thames most young people aged
16 and over enter post 16 education.

Table 1. Destinations of Year 11 school leavers in Kingston upon Thames 2002.

Destination %
Entering Post 16 education 81,7 %
Full Time employment 6,9 %
Not settled/not active 4.8 %
Work based/learning (without employment 1,5 %

status)

This table indicates the destinations of Year 11 school leavers in Kingston upon Thames in
2002 and shows that only a small percentage of young people enter full time employment
when they school at approximately 16. The number of young people in 2001 based on the
Census aged 16 was only 1679 living in Kingston on Thames.

In Kingston upon Thames, the number of people of working age was 100,600, which is
06,9 % of the population. The slightly higher than the figure for London of 66,1 %.(Nomis
official labour statistics, www.nomisweb.co.uk.) The number of people that are in
employment is 80,000. (79,1 %). The higher proportion of this group is male.
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Then table below shows the full and part time employment by age group for Kingston
upon Thames March 2002 to Feb 2003. (Annual local area Labour Force survey data.)

Table 2. Full and part time employment (000’s) by age group for Kingston upon Thames March 2002 to February 2003, not
seasonally adjusted.

Age Group All Full time Part Time
16-19 4 * *
20-24 8 7 *
2549 50 41 9
50 plus 16 11 5

This table shows only a small proportion of young people aged 16—19 are in full time
employment.

Qualifications help to increase the chances of securing good employment and this is
illustrated if we examine the economic activity rate. The economic activity rate in London
increases from 46 per cent for people with no qualifications to 83 per cent for people with
higher-level qualifications.

In London the difference in the unemployment rates between people with no qualifications
(11 per cent), people with lower-level qualifications (seven per cent) and higher-level
qualifications (four per cent) is steady, with an increase in qualifications leading to a lower
chance of being unemployed.

The economic activity rate is far higher among people with qualifications than without.
Someone with higher-level qualifications is almost twice as likely to be economically active
than someone without qualifications.

Qualifications have an important influence on occupation and career development. For
example, 83 per cent of people in professional occupations have higher-level qualifications
compared with only 1,4 per cent who have no qualifications. Meanwhile, 39 per cent of
people in elementary occupations hold no qualifications and over 50 per cent of people
who have never worked or have occupation not coded, have no qualifications

The census in the UK in 2001 indicated that significant differences between age groups,
where the percentage of people with higher-level qualifications increases from 21 per cent
among 16-24 year olds to 47 per cent among 25-34 year olds, which then decreases
steadily to 14 per cent in the over 65 age group.

Children who are looked after by local authorities have poorer life chances, in general, than
those who are not. Care leavers are more likely to have lower educational attainment and to
be unemployed.
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Looked-after children and young people from Black and Minority Ethnic groups are also
more likely to have difficulties concerning their confidence, self-esteem and ethnic identity.
(National Children’s Bureau Reseach Summary 2004.)

At March 31st 2003, there were 11,735 looked-after children in London. Fifty-four percent
(6,400) of these were in outer London and 46 per cent (5,400) were in inner London. There
were more looked-after boys than gitls (57 per cent/43 per cent). (DfES, Children looked
after by local authorities, year ending 31 March 2003.)

The number of looked-after children (in 2003) ranged from 85 in Kingston upon Thames
and 115 in Richmond upon Thames, to 680 in both Southwark and in Croydon.Rates show
a range from 26 children (per 10,000) in Redbridge and 27 in Kingston-upon Thames to
127 (per 10,000) children in Hammersmith and Fulham and 135 (per 10,000) in Islington.

The table below shows that there have been considerable increases in the percentages of
young people attaining at least one GCSE or GNVQ whom are leaving care since 1999/00.
However, the percentages in LLondon are consistently lower than elsewhere.

Table 3. The percentage of young people leaving care aged 16 or over with at least 1 GCSE  at grade A-G or a GN1Q.

Year England % Inner London % Outer London %
1999/00 31% 24 % 27 %
2000/01 37 % 33 % 25 %
2001/02 41 % 35 % 33 %
2002/03 44 % 38 % 37 %

(Social Service Performance Assessment Indicators 2002/3.)

The attainment of looked-after children also continues to compare unfavourably with
young people who have not been in the care system and, with the exception of 5 GCSE’s
A* — C, this attainment gap is slightly larger in London than in England as a whole. This is
illustrated in the table four:
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Table 4 GSCE or equivalent performance of looked after children in Year 11 compared with all children ending 30" September

2003.
London England
1220 4600
Number old enough to sit
GCSE or GNVQ exams
% sitting one of these exams | 54 % 56,8 %
1 GCSE grade A-G or a 50 % 52,9 %
GNVQ, Looked after
children (%)
1 GCSE grade A-G or a 95 % 95 %
GNVQ, All Children (%)
5 GCSE grade A-G or a 34 % 36,8 %
GNVQ, Looked after
Children (%)
5 GCSE grade A—-G or a 90 % 89 %
GNVQ, All Children (%)
5 GCSE grade A—C or a 10 % 8,7 %
GNVQ, Looked after
Children (%)
5 GCSE grade A—C ora 51 % 51 %

GNVQ, All Children (%)

(DfES Outcome indicators for looked after children, twelve months to 30% September 2003.)

However, the table below shows that London’s looked-after children were more likely to

be in full-time education than those in England as a whole. It also illustrates that looked

after children are less likely to be in education or employment than normal children.
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Table 5. Education and employment status at 30" September 2003 of looked after children in Year 11 in 2002/ 3 school year
compared with all children.

Total Full time | Full Full Time Full Time Part time
number | education | Time employment | employment | employment
of % Training | With With education or
children % planned planned training %
training % training %

London- | 1220 63 % 6 % 2% 2% 7%

Looked

After

Children

London | 77200 78 % 3% 2% 2% 1%

All

Children

England | 4600 57 % 8 % 3% 3% 6 %

Looked

after

Children

England | 608 000 | 72 % 7% 5% 3% 1%

All

Children

In Kingston upon Thames, the percentage of looked after children in year 11 who sat
GCSE’s or GNVQ exams was 71 %, of these 64 % got at least 1 GCSE at grade A to G or
a GNVQ in the twelve months ending 30" September 2003. (National Statistics — Outcome
indicators for Looked after Children 2003.)

In addition, the position of this group at 30" September 2003 was that 57 % remained in
full time education and 43% where in full/part time training or employment.

Financial

A minimum wage for 16-17 year olds was introduced on 1 October 2004, at £3,00 per
hour, but for children under the age of 106, there is no minimum wage protection. The
National Minimum Wage for adults (those for those aged 22 and over) increased to £4,85
with effect from October 2004, while the youth rate (those aged 18-21) was increased to
£4,10.

Employment rights

New regulations introduced in March 1997 (The Health and Safety (Young Persons)
Regulations 1997) require an employer to carry out a risk assessment before a young person
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under 18 is employed. Young workers are seen as being particularly at risk because of their
inexperience, possible lack of awareness of existing or potential risks to their health and
safety, and possible immaturity.

On the 1st October 1998, the Young Workers Directive came into force in the UK. It
gives young workers new rights to maximum working hours, minimum daily and weekly
rest breaks, restrictions on night work and minimum rights to paid holidays. A Young
Worker is defined as someone who is over compulsory school leaving age but who has not
yet reached 18.

Part time employment

Many young people who are still at school work in their spare time. Some do paper rounds
or work part-time in a shop to earn some money. There are strict regulations covering the
hours that they can work, and the minimum age that they can work. The main piece of
legislation covering the employment of young people under 16 is the Children and Young
Persons Act 1933, but there are over 200 other pieces of relevant legislation to take into
account, including European and international instruments, Acts of Parliament, and local
authority by-laws.

“Class struggles”, a survey of 2,500 schoolchildren in England and Wales (Trade Union
Congress 2001), revealed that many children are working longer hours than they are legally
allowed to. This survey indicated that one in ten school age workers had played truant at
some time to do their jobs. This survey also indicated that 289,000 young people under 13
to do paid work, which is illegal. Employment of 13-year-olds is restricted but again some
196,574 were working in jobs illegal for them including paper rounds and babysitting.

According to the amendments to the 1933 Act (national law) which were implemented in
1998, a young person under 14 may not work but 13 year olds may be able to do work
which is approved by local authority by-laws. They may only do what is called 'light work'
and they must not work:

before 7am and after 7pm

during school hours

more than two hours on a school day
more than one hour before school starts

more than two hours on a Sunday.

Local authority by-laws also set out the types of jobs which are regarded as unsuitable for
young people. These include:

e work in commercial kitchens

e work in cinemas, theatres and night clubs

e collecting money door to door and;

e delivering milk in glass containers.

68



Unemployment

Within London there is huge variation in local unemployment levels. Rates were lowest in
the Outer London boroughs of Sutton, Kingston upon Thames and Richmond upon
Thames — all three boroughs had rates below 4 per cent. Rates were highest in the Inner
London boroughs of Newham (12,3 per cent), Hackney and Tower Hamlets (both 11,8 per
cent). These three boroughs not only have the highest unemployment rates in London, but
also across England and Wales.

People with no qualifications are almost three times more likely to be unemployed than
those with higher level qualifications (11,1 per cent compared with 4,2 per cent). Rates for
those with no qualifications are very high across Inner London (17,1 per cent).

The Census in 2001 indicated that 60 per cent of all young Londoners (aged 16-24) are
active in the labour market, compared with 69 per cent of those aged 25—74. Participation
rates for 16—19 year olds are very low at 44 per cent, reflecting the fact that most of this
group are in full- time education.

Unemployment rates for those aged 16-19 are very high — of those active in the labour
market, more than one fifth are unemployed (a rate of 22,3 per cent, excluding students).
The unemployment rates for young men in this group are higher still at 25,2 per cent. The
rates for women are lower than those of men but at 18,7 per cent are still high.

Unemployment rates are higher for young people from looked after care. This is illustrated
in the table below.

Table 6. Employment status at 30" September 2003 of looked after children in year 11 in 2002/ 3 school year, compared with
all children.

Employed % Unemployed %
London, Looked After 11 % 20 %
Children
London, All Children 5% 7 %
England, Looked After 12% 23 %
Children
England, All Children 9 % 7 %

(DfES from the Connexious/Cateet Service Annual Activity Survey 2003.)

There are lower figures here for employment for Year 11 children as many young people
continue on into full time education. To encourage this government in the UK has
introduced an education maintenance allowance for these young people on lower incomes
to continue into education. To qualify for this the household income has to be less than

£30,000.
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The Department for Work and Pensions (DWP) is the main government agency
responsible for getting people into work. They deal with people of working age (16 to 60
for women and 16 to 65 years of age for men) and through Jobcentre Plus, are able to give
advice about work and offer benefits for those out of work. The type of benefits that a
young person can receive depends on a range of factors including age and their current

circumstances.

When a person first signs on at the Jobcentre they will be asked to sign an agreement with
an employment officer showing that that they are actively seeking work. This is reviewed
every fortnight and then at key stages in the months which follow. There are a number of
stages, where a person must join a number of programmes; a failure do so can mean a loss
in benefits. The aim of these programmes is to help a person build their confidence and
improve their skills in finding work.

Supporting young people in the seach for employment and higher
education

There are a number of support organisations that can help young people in the search for
employment and higher education. This includes the “E2E “ project and New Deal. Local
authorities such as Kingston also provide advice and training for these young people,
through such projects as Admovere.

The New Deal is a central part of the Labour Government's programme of helping the
long-term unemployed back to work. The New Deal for 18-24 year olds was introduced
nation-wide in April 1998. The New Deal gives four options to young people aged 18-24
who have been unemployed for six months or more (care leavers do not have to wait six
months) and who are claiming Jobseekers' Allowance. It contains a gateway period of 4
months, which includes help with job search, careers advice and guidance, and preparation
for and submission to the range of training and work options.Vocational training and
subsided work placements are available during this programme. In December 2003 the
number of all leavers who were between the ages 18-24 from New Deal was 995290 with
39 % in unsubsidised employment.

Jobclubs are often set up to meet particular client groups, for example the long-term
unemployed, people with disabilities, or people looking for executive or managerial work.
They are available for people who have been out of work for six months or more.
Attendance is usually required for four and a half days a week for a period up to 26 weeks.
If you a person has been paid or have been treated as having paid NI contributions they
may be able to get a contribution based job seekers allowance. Contribution-based JSA is
paid at a fixed rate based on age for up to 26 weeks. If they are on a low income they may
get an income-based job seekers allowance, even if you have not paid NI contributions.
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16 or 17 are unlikely to have worked for long enough since reaching age 16 to pay enough
NI contributions to get contribution-based JSA. 16-17 year olds may be able to get
income-based JSA for a short period in special circumstances. For example, if one of the
following applies:

e they are forced to live away from their parents.

e they will suffer severe hardship if they do not get JSA.

e they are a member of a couple who has responsibility for a child.

The personal allowance for a young person aged 16—-17 is £33,50 or depending on their
circumstances they may get £44.05. The personal allowance for young people aged 18-24
is £44,05. A young person is deemed to be an adult at 18 and ceases to be looked after. At
this age, they have to leave looked after care and can no longer live in looked after
accommodation. If they want accommodation, they have to register on the housing
register. Like most local authorities, the number of available housing is very limited. There
are some schemes, which provide accommodation for care leavers’ aged 16—20, however
they have to pay to rent. It is possible to get allowances for accommodation such as
housing.

Conclusions

The number of young people in Kingston who enter full time employment at 16 is very
low, most young people wait until they have obtained higher qualifications. Young people
who are in looked after care often leave education with lower qualifications than those who
are not and their chances of getting suitable employment is much more reduced than their
counterparts who are not in care. Many of these young people have had bad experiences at
school but perform well in educational situations away from the normal school
environment particularly when studying for vocational qualifications.
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ENTERING TO THE WORKING LIFE THROUGH THE
VOCATIONAL EDUCATION IN THE NETHERLANDS

Marchien Ties

When you are going to take a vocational training course, you can choose between two ways
of learning. One option, which involves going to school and doing a work placement, is
called the full-time option or the BOL (vocational training pathway). The other option
is called the BBL (block or day release pathway) in which you can combine working and
learning at the same time. You can choose the way of learning that suits you best. The fact
is, you learn the same things going through either programme. Only the way in which you
learn is different.

Two ways of learning

BOL (vocational training pathway)

Theory and practice: Your vocational training course includes a work placement, but the
emphasis is on theory. In the case of the vocational training pathway, most trainingcourses
consist of about 70 % theory and 30 % practice.

Work placements usually enable you to focus on your own areas of interest. You can opt
for a lot of different kinds of work placements, but it is also possible to do work place-
ments in a field of activity that you really prefer. So, if you make good use of your work
placements, you will be able to set a course for the rest of your career.

Most vocational training courses offer a variety of work placements: you can do a work
placement in different kinds of organizations, in different 'departments' and sometimes in
different positions. In the work placements you are always surplus to requirements in a
department or in a team. For that reason, you do not work without being supervised and
you are not deployed as an employee either. This way, the main emphasis is on learning. It
is only in the final year that you choose a specialization. That means that you can take your
time having a good look around before making up your mind.

BBL (block or day release pathway)

In BBL Programme working and studying are combined and you work in an organization.
You gain more practical experience during this programme than during a work placement,
which is usually shorter. In the case of the block or day release pathway, most training
courses consist of about 30 % theory and 70 % practice.
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Because you enter into an apprenticeship contract with an organization before taking a
vocational training course, you often choose your specialization line already in the begin-
ning of the course. However this depends on the organization where you are going to
work.

You cannot take the pathway until you have been taken on as an apprentice by a learning
establishment. So, first you have to apply for a job. Your salary depends on the organiza-
tion where you are going to work. You should also find out whether you will receive a sal-
ary for part of your vocational training course or for the entire training course. Among
other things, it depends on the training course that you choose and how the practical train-
ing and the theory lessons are combined.

If you are over 18 and in daytime education, you will be eligible for state financial aid for
students. In the case of some work-study programmes, you have daytime classes for a pe-
riod of time and then you work for a continuous period. In that case, you will be eligible
for state financial aid for students for part of the programme. Most students and pupils
cannot live on the grant, so they have to take out a loan as well and they accumulate a debt.
However, it will be smaller if they receive a salary rather than state financial aid for a period
of time.

You will have good career prospects seeing that there is a good chance that, after your vo-
cational training course, you will be offered a permanent job with the organization where
you have worked.

Entering to the working life through the centre for work and income (CWI)

The CWI is an independent administrative body (ZBO) and operates on the instructions of
the Ministry of Social Affairs and Employment. Jobseekers can go to the CWI to find
work or to apply for unemployment benefit or social assistance benefit. Employers
can get job placement services and information on the labour market from the CWIL. In
addition, the CW1I grants dismissal permits and work permits, and it also supplies informa-
tion pertaining to employment. The CWI does its best to match supply and demand in the
labour market. The CWI is a centrally administered body, but it has about 130 branches
throughout the Netherlands. These are staffed by about 4500 expert advisers.

The CWI matches up employers with jobseekers. The centres offer also to the jobseekers
means to find their way to work. The CWI also targets particular groups of jobseekers,
such as elderly people, persons re-entering the labour market, young people, ethnic minori-
ties and disabled persons. The employed persons' insurance administration agency (UWYV),
the municipal social services, and the CWI form the so-called ‘chain for work and income’.
The idea of ‘work before income’ is being translated into action by the CWI in close coop-
eration with the chain partners. The CW1 is the first link in the chain.
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In the first four months of 2004 the CWI helped 7329 young people get a job, almost 2000
more than last year in the same period. Most of the jobs were in the sales, production,
transport and building sectors. The Youth Unemployment Taskforce tries to persuade as
many employers as possible to offer jobs for young people. The objective of the Taskforce
— which officially started work on 18 March 2004 and cooperates closely with the CWI — is
to collect 40 000 jobs for young people during the present government's term of office. By
the end of this year 7500 young people must have a job that enables them to gain work
experience. Until now, employers have notified the CWI of only 535 jobs for young peo-

ple.

The CWI has set an example by creating temporary jobs at all 130 of the CWI branches. In
the near future, special steps will be taken in several regions and major cities. As an addi-
tional incentive, a so-called youth job cheque for € 1000 will be available to employers that
take on unqualified young people and offer them extra supervision or a short course. Of
the young people that register as jobseekers at the CWI, but get a job within six months, 90
% manage to do so within three months. If young people do not find a job within three
months, it becomes increasingly unlikely that they will get a job. To reduce youth unem-
ployment, it is important to create a job, temporary or permanent, or a work placement for
every young jobseeker as soon as possible.

Regional collaboration in helping young people to enter the working life —
regional notification and coordination centre for early school leavers
(RMC)

The Regional Notification and Coordination Centre for Early School Leavers (RMC) is a
regional collaboration group of authorities, schools and organizations operating in the areas
of employment services, education, justice, youth assistance services and welfare. The aim
of this cooperation is to keep young people from dropping out of school and to encourage
them to obtain appropriate qualifications for the labour market.

On 6 December 2001 a law was passed in order to improve ways of registering and dealing
with school drop-outs. This law complements the Secondary Education Act, the Adult and
Vocational Education Act and the Expertise Centres Act. The law in question concerns
young people who are over school age and are potential school drop-outs. The main
change is that the competent school authorities are obliged to notify the RMC of school
dropouts under 23 years.

Those young people under 23 who have dropped out of school and enter the labour mar-
ket without having any basic qualification a in a risk of being excluded from employment in
the future. Because the RMC is notified of school drop-outs, these young people stand a
chance of having better career opportunities.
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It is primarily a school's responsibility to retain its pupils. The school can take good care of
potential school drop-outs in different ways, for example by means of careers guidance,
pro-active contact with young people that have not enrolled in a subsequent course, and
through student counsellors. Not only schools, but also municipalities and/or parents, no-
tify the RMC of unqualified school drop-outs. Together with these young people, the RMC
tries to find a solution. That solution may involve attending a course or switching courses,
looking for a specific job or resolving personal or other problems.

Council for work and income (RWI)

To begin with, school drop-outs are all young people that leave initial education without
obtaining any certificate. They may return to education at a later date, get a job, become
unemployed or may no longer be part of the labour force. However, the basic qualification
policy implies that all the young people that have not obtained a senior general secondary
education certificate, pre-university education certificate or upper secondary vocational
education certificate should be regarded as early school leavers, i.e. including those who
have obtained an initial professional education certificate, pre-vocational secondary educa-
tion certificate, junior general secondary education certificate or upper secondary voca-
tional education 1 certificate.

During the European summit in Lisbon in 2000, a target figure was agreed upon in order
to reduce the number of school drop-outs. Compared with the situation in 2000, this num-
ber should be reduced by 50 % in 2010 and the interim figure in 2006 should be the out-
come of a 30 % reduction. Municipalities, educational institutions, and intermediaries in the
labour market have coordinated their efforts to persuade the largest possible number of
school drop-outs to get back to education, work or work-study programmes. The RWI
assumes that the Lisbon objective relates to pupils leaving school without basic qualifica-
tions.

As a matter of fact, figures relating to school drop-outs give a distorted picture as far as
basic qualifications are concerned. The figures do not include the number of school drop-
outs who, while employed or in search of employment, obtain a basic qualification some-
what later in life through adult general secondary education, the block or day release path-
way or part-time upper secondary vocational education.

In addition, it should be noted that the number of school drop-outs usually decreases in
times of rising unemployment, when the labour market can absorb fewer people. In 2007,
70 % of school leavers should obtain a basic qualification while employed, assuming that
they cannot be persuaded to get back to school.
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UWV (Employed Persons' Insurance Administration Agency)

The UWV is a combination of the five ‘old’ social security administration agencies Cadans,
Gak (Joint Administration Office), GUO (Joint Administration Agency), USZO (Social
Security Administration Agency for the Public Service and Education Sector) and the SFB
(Construction Industry Social Fund) en Lisv (National Social Institute). These social secu-
rity administration agencies continued their activities under the joint name of UWV (Em-
ployed Persons' Insurance Administration Agency) as from 1 January 2002.

The main duties of the UWV are:

e to assess entitlement to unemployment benefit or disability benefit;

® to grant benefits;

e to calculate and collect (employer's) contributions.
In addition, the UWV is responsible for helping those who are entitled to unemployment
benefit and disabled persons reintegrate if this is not an employet's responsibility.

The UWYV administers the employed persons insurance schemes WW (Unemployment
Insurance Act), WAO (Occupational Disability Insurance Act), Wajong (Occupational Dis-
ability Benefits (Handicapped Young Persons) Act), Waz (Occupational Disability Insur-
ance (Self-employed Persons) Act) / (Work and Care Act), and ZW (Sickness Benefits
Act). The UWYV assesses entitlement, level and duration of benefits, grants benefits en col-
lects contributions. In addition, the UWV is responsible for the reintegration of unem-
ployed persons and occupationally disabled persons who no longer have an employer. To
that end, the UWV engages private reintegration agencies.

“De Pasvorm”

The Drenthe College is a Regional Training Centre for upper secondary vocational educa-
tion and adult education that is characterized by the best possible service, accessibility,
quality and good employership and is future oriented. Its training courses and services are
constantly reviewed for social relevance, labour market-orientedness and possibilities of
moving on to subsequent education. It has to give consideration to updating the objectives
and content of the courses on offer, and the methods and learning environment for these
courses.

The large amount of eatly school leavers is typical for the Netherlands for years. They are
young people who have failed in mainstream education for some reason or other. Pupils
often become discouraged because they are given negative assessments and then develop a
negative self-image. De Pasvorm looks at them from an opposite angle and thinks in terms
of what students are able to do, rather than what they are unable to do. The common de-
nominator for the persons involved is the fact that their social position is largely deter-
mined by psychological or social factors that prevent them from completing a vocational
training course successfully. Using a different approach, “De Pasvorm™ tries to give the
students a new incentive to succeed.
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1.PRAKTIJK (practice) 2.ARBEID(employment)
/STAGE (work placement)

3. SCHOLING (training) 4.VORMING (education)

Figure 1. The name of De PAST ORM is symbolising these aspects.

1. PRAKTIJK (practice)

Practical training centres at De Pasvorm offer possibility to learn to work in a college en-
vironment. De Pasvorm has a number of professionally equipped practical training centres
that supply real products. For example, a shop whete you can buy new children's clothes. A
professionally run shop where you can pay in euros or pay using a bank card with PIN. The
shop's customers come from outside the training centre. In addition, there is a lunchroom
where students and teachers can get something to eat and drink. And where students learn
how to work! Most attention is paid to general and social work skills. A work placement
will show what a student needs to learn and what the work placement supervisor needs to
include in his guidance of the student. The student's work should be improving all the time.

2. ARBEID (employment)

Working and learning while doing a work placement. Students will do a suitable work
placement as soon as possible. If they do not quite know what they want, they will do an
exploratory work placement. At first most attention is paid to general work skills, i.e. being
punctual, keeping appointments, etc. The students are supervised by the businesses in-
volved, in close cooperation with De Pasvorm. A work placement will show what a student
needs to learn and what needs to be included in other parts of the training pathway to be
followed. It depends on what happens in practice.

3. SCHOLING (training)

To qualify as an assistant in a particular occupation. When the intake procedure shows
that a pupil knows quite well what he / she would like to do for a living and the pupil has the
necessary abilities, the pupil will follow a training course to obtain qualifications or modular
qualifications for a job as an assistant. However, a lot of students do not really know what
they want to do and the work placements will have to show where the students feel as if they
really belong. Only then will they follow a training course, if that is feasible. Guided by practical
experience!
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4. VORMING (education)

Learning how to live. When you decide to work and also do a training course, your life will
change a lot. You are expected to behave differently. Education is the key theme in the
methodology of De Pasvorm. However, De Pasvorm also pays attention to specific ways of
learning how to live, i.e. by having students train their social skills and computer skills, play
sports and games, etc.

At the end of a training pathway a student should have secured an employment contract and
obtained professional qualifications or modular professional qualifications.

To achieve all of its objectives “De Pasvorm” cooperates with a number of institutions in the
Netherlands, such as:

e CWI (Centre for Work and Income)

e UWYV (Employed Persons' Insurance Administration Agency)

e RMC (Regional Notification and Coordination Centre for Early School Leavers)

e Municipalities in Drenthe

References
http:/ /www.see-educoop.net/education_in/pdf/eurypres-ned-misc-t05.pdf

www.minocw.nl/english_oud/edusyst/ednl.u.htm
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