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Introduction

India's education system is divided into different stages i.e. pre-primary, primary (grades 1-5), upper primary (6-8)
, secondary (9-10), higher secondary (11-12), undergraduate and postgraduate, wherein up to higher secondary level, it is school education and beyond comes under higher education. The Right to Free and Compulsory Education (RTE) Act, 2009 mandates all children in the age group of 6 to 14 years to attend school and places eight years of elementary education as compulsory education. Although there has been considerable increase in the participation and completion rates of schooling in the past decade, many students still leave school without the requisite qualifications for employment. Students who leave schools after Grade 8 (pupils less than 14 years of age) or Grade 9 (pupils less than 16 years of age) look for an alternative route to learning that suit their interest. Such school leavers may join the labour force directly, and acquire informal training on the job or may look for vocational courses, which are flexible in the length of training and cater to the skill demands of the learners. But the demands of employers, at least in the formal economy are such that they now expect learners to acquire relevant 21st-century skills (for example, critical thinking, problem solving, and creativity) before entering the workforce (Ertmer and Newby, 2013). The education system in India has not done well in responding to society's demands for learning, as learning levels of children completing schooling remain very low (ASER, 2014). In addition, there have been enormous challenges of skilling youth. The current formal education system does not focus on training young people in employability skills
 that can provide them with employment opportunities. According to Hoppers (1996) vocationalisation of education can be referred to as a ‘drive' to adjust the structure of education so as to create opportunities for pre-vocational options or for more extensive vocational courses, with a view to improve the overall "employability" of school leavers. We define skills of three kinds: cognitive ones (reading, writing, and numeracy); employability skills (teamwork, computing skills, and communication skills); and vocational skills (trade or occupation related). Schools have proved inefficient in imparting employability skills, especially because of the input based curriculum, rigid course structure and lack of linkages with the workplace learning opportunities. In addition, the major drivers of skills demand, which include  economic growth, expansion of primary and secondary education, urbanisation, demographic changes and global competitiveness call for higher-order competences and employability skills that can use new technologies and perform complex tasks efficiently. Schools have not been able to meet the needs of highly skilled workers, even in advanced countries, as opportunities for specialized and hi-tech training are very few due to lack of industries around the schools and also the syllabi are too broad to meet the requirements for handling advanced and new technologies (Mehrotra, 2012). 


The current annual skilling capacity in India is inadequate to match the skill demand, with many initiatives un-aligned and suffering from lack of coordination. Only 10% of the labour force aged 15-59 is vocationally trained (66th Round of National Sample Survey for 2009-10), and of those only a quarter received formal vocational training (Planning Commission, 2013). About 2.5 million formal vocational training seats are available in the country (MSD & E 2015), whereas about 7 million persons enter the labour market every year (Mehrotra, 2014). The situation is further complicated by the large number of States and UTs
 having different demographic situations and skill training needs, hence different skilling needs and challenges. With the current and expected economic growth, this challenge is going to only increase further, since more than 75% of new job opportunities are expected to be "skill-based". Mehrotra et al., (2013) estimated that the capacity for skill training that needs to be established by 2022 will be 200 million and not 500 million for vocational skills, which was projected in the National Skill Development Policy 2009 (MoL & E, 2009). In addition, they estimated that an additional nearly 100 million need to be skilled in the sense that India will need this number to have general academic education up to secondary level (i.e. Grade 10). More recently, the skill gap study commissioned and released by the Ministry of Skill Development and Entrepreneurship
 assessed an incremental human resource requirement across 24 sectors as 109.73 million by 2022 (MSD & E, 2015).
  A high participation rate in educational programmes along with e motivation of  individuals as well as subsequent utilization of the acquired skills in working life can be expected only if educational activities are designed in a way that they meet the needs of the labour market but also of individual participants (Pilz, 2016). 


The transition from school to work has become a main policy focus especially in relation to the reform of Vocational Education and Training systems in India. This paper discusses issues of skills developm to enhance youth employability  and highlights the key strategies that are being designed and implemented to align skill training programmes with learner's and labour market needs, especially through the National Skill Qualification Framework (NSQF)
 and National Skill Development Policy 2015. It focuses on the steps taken by the government and private stakeholders for enhancing flexibility in skill development programmes offered beyond schooling, including innovative approaches and models, placement linked schemes of government, collaborations between government and private stakeholders and curricular reorientation. The paper also examines the recent amendments in the Apprenticeship Training and introduction of Recognition of Prior Learning for promoting effective work based assessment and learning and school-to-work transition. The last section deals with the steps taken by the government to meet the needs of female and poorer students to improve their career interests and skills through various skill development schemes.  

Aligning Skilling Efforts to Learner's and Labour Market Needs
India is one of the youngest nations in the world, with more than 54% of the total population below 25 years of age (MSD & E, 2015). The government projects the labour force to increase by 88 to 113 million people between 2010 and 2020, mainly through the entrance of the young into the labour force who tend to be better educated. Mehrotra and Parida (2016) consider this estimate to be much too high for new entrants, since the Government of India seems to believe that the rate of increase of new entrants to the labour force will be same as in the very unusual period of 1999-2000 to 2004-05, when 12 million joined the labour force every year: never before nor ever since has such a large increase materialized. In fact, the rate of increase, as estimated by Mehrotra and Parida (2016), should be no more than 7 million per annum between 2011-12 and 2019-20. In the quest to realize the goal of skilling  youth and to promote lifelong learning, the government is now promoting skill development programmes outside schools, besides the vocationalisation of secondary and higher secondary stage. The main skill development areas for low-skilled employees should be generic skills, which include occupational health and safety, and information technology (IT) skills, whereas for highly skilled employees, the focus is on productivity and competence-building skill areas (e.g. technical and management skills, entrepreneurship development), and to the extent that they are undertaken at all, green skills. This applies to both manufacturing and service firms (OECD, 2013). 

Skilling efforts in India are being aligned with the requirements of the key growth sectors identified for Make in India mission. The Make in India mission is an initiative launched by the Government of India to encourage national as well and multi-national companies to manufacture their products in India. The initiative is to focus on job creation and skill enhancement in 25 sectors of the economy.  The 25 sectors include automobiles, chemicals, information technology, pharmaceuticals, textiles, ports, aviation, leather, tourism and hospitality, beauty and wellness, railways, auto-components, design manufacturing, renewable energy, mining, bio-technology and electronics (MSD & E, 2015). The government is entering into partnerships with private players in these high growth sectors to promote skill development. Nearly half of India's workforce (49%) depends on agriculture related employment, which contributes less than 15% of the GDP. However, the agriculture sector is projected to lose 15 million jobs (Planning Commission, 2013). Innovative public-partnerships are needed to meet the diverse skill needs of the informal sector (including agriculture), which involves not only training, but support services, such as assistance with running a small business, marketing and information on technology (Dar, 2008). 


A National Skill Development and Entrepreneurship Policy 2015, which supersedes the National Skill Development Policy 2009 was unveiled on 15th July, 2015. It aims to provide an umbrella framework to all skilling activities and to align them to common standards and industry demands. It addresses the key obstacles in the skilling and entrepreneurship landscape, including low aspirational value, non-integration with formal education, lack of focus on outcomes and quality of infrastructure and trainers. Further, the policy aims to align skill supply with demand, bridge existing skill gaps, promote industry engagement, operationalise a quality assurance framework, leverage technology and promote apprenticeship training. In the entrepreneurship domain, the policy seeks to promote entrepreneurial culture through advocacy and integration of entrepreneurship education as part of the formal education. The policy encourages companies to spend at least 25% of Corporate Social Responsibility (CSR) funds on skill development, seeks to introduce fee paying model along with Skill Vouchers, and suggests setting up a Credit Guarantee Fund for skill development.
Government funded programmes with a focus on National Skill Qualification Framework 

In India, skill acquisition takes place through two basic structural streams - a small formal one and a large informal one. The formal structure includes: (i) higher technical education imparted through professional colleges in courses that last one year (certificate course), two years (diploma course) or a three-four year degree course,
 (ii) vocational education in schools at the post-secondary stage, (iii) vocational training in Industrial Training Institutes (ITIs) (these were earlier with the Ministry of Labour and Employment, but are now managed by the Ministry of Skill Development and Entrepreneurship), and (iv) apprenticeship training. Institutional training outside the school is mainly  provided through a network of 12,106 Industrial Training Institutes  (2,285 in government sector and 9821 in the private sector) spread across India with a total seating capacity of 1.694 million in more than 126 trades (70 engineering and 63 non-engineering trades). The courses conducted by these institutes are open to youth in the age group of 14 to 40 years, who have passed either Grade 8 or 10, depending on the trade. The duration of these courses range from 6 months to 2 years. Seats are reserved for Scheduled Caste (SC), Scheduled Tribe (ST), Other Backward Class (OBC), differently-abled and women candidates as per the State government norms. 

The training courses are selected by  learners based on the availability of seats rather than their competencies. There is a lack of awareness about certain trades, with only a few trades attracting the majority of the learners. Although there is a provision of reservation of 30% seats for women in ITIs, women participation in vocational education and training is especially low. There are a few reasons constraining interest/participation may be social and cultural norms and family responsibilities. There is a very strong gender bias in the enrolment for some type of vocational courses. Many skills are culturally and historically associated with a specific gender, such as home science and secretarial skills with women and industrial skills with men (FICCI and Ernst & Young, 2012). 

Since the introduction of the NSQF, vocational subjects have been introduced from secondary stage (Grades 9 and 10) in most of the States/ Union Territories for the first time in India's history. It was earlier available only at the senior/higher secondary level (Grades 11 and 12). A problem that all South Asian TVET systems, including India, face is the lack of articulation between lower and higher level TVET institutions (Mehrotra, 2015). The qualifications obtained in schools, as well as in ITIs are now being linked to formal educational qualification at appropriate level through suitable bridge courses, developed in consultation with State/Central Boards of Secondary and Higher Secondary Education, for providing academic equivalence and vertical mobility. The existing vocational courses in ITIs and Polytechnics are being aligned to the emerging competencies in the market and the requirements of the NSQF.  Curriculum is being reoriented on a continuing basis to meet the skill demands of  employers/industry and to align it with the self-employment opportunities. According to the National Policy on Skill Development and Entrepreneurship 2015, all formal and non-formal skill training programmes will have to align with the NSQF by December 2018. This is an extremely ambitious agenda, both in its timeline as well as in the assumption that competent vocational trainers would be available to train people as per the National Occupation Standards (NOSs) set by the Sector Skill Councils (SSCs). SSCs are autonomous bodies, incorporated either as Societies under the Societies Registration Act, 1890 or a Section 25 Company under the Company's Act, 1956 with the objective of bringing about necessary connectivity between the education and training providers and industry for development of NOSs, curricula and courseware and for conducting training and assessment of students/trainees (Mehrotra, 2016). The process so far has been understandably slow amongst the various stakeholders including SSCs, as there is little understanding about NOSs and Qualification Packs (QPs). 

Polytechnics

Polytechnics in India offer three year generalized diploma courses. These courses are classified in three categories: (a) Engineering and Technology (e.g. civil, mechanical, electrical electronics, production engineering, leather, textile, plastic technology); (b) Vocational fields (e.g. modern office practice, garment fabrication, beauty culture, library science, medical lab technology); and (c) Applied arts/crafts (e.g. interior design, architectural assistantship, commercial practice). Women's Polytechnics offer courses in garment technology, beauty culture, textile design, library science, and so on. There are 1292 polytechnics under the aegis of the Ministry of Human Resource Development (MHRD) with a capacity of over 2,95,000 offering three-year diploma courses in various branches of engineering with an entry qualification of 10th  Grade pass. Besides, there are 415 institutions for diploma in pharmacy, 63 for hotel management, and 25 for architecture. An additional 669 Community Polytechnics (CP), which are wings of the existing polytechnics provide a platform for transfer of appropriate technologies to rural masses and to provide technical support and services to the local community.
 

Community Colleges and Universities


Skilling is being increasingly integrated in higher education with community colleges and degree colleges affiliated to universities offering NSQF-aligned
 vocational courses and Bachelor of Vocational Education (B.Voc.) degrees. These courses are being aligned to a credit framework to provide horizontal and vertical mobility. The UGC has been implementing the schemes of Community Colleges and B.Voc. programme from 2014-15 onwards. The Community Colleges have been set up to provide aspirants with opportunities to avail higher education and to bring them at par with appropriate NSQF levels through bridge courses. Community Colleges are located to facilitate easy access to underprivileged students and such colleges could either be established as affiliated colleges of universities or as entirely autonomous institutions. Community Colleges serve as a crucial point of access to higher education, especially for those who otherwise would not be able to go for it due to several reasons.  There are 248 Community Colleges and 187 B.Voc. degree institutions approved by the University Grants Commission (UGC) for offering skill based vocational courses. The Skill Development Network (SDN) of Wadhwani Foundation is currently supporting 18 Community Colleges across Bihar, Himachal Pradesh and Jharkhand
.  Further, a total number of 65 institutions have been approved to offer these B.Voc. degrees. These fund a variety of skill training  programmes,  covering over 250 trades  across a range of sectors,  such as Retail, Hospitality, Health, Construction, Automotive, Leather, Electrical, Plumbing, Gems and Jewellery.  The UGC has set a target of covering 37,500 learners in 500 institutions between 2014-15 and 2018-19 in Community Colleges.  

Jan Shikshan Sansthans 


A central government initiative, Jan Shikshan Sansthan (or Peoples' Training Centres), provide vocational training to non-literate, neo-literate, as well as school dropouts by identifying such skills as would have a market in the local region. In order to improve the functioning of JSS, standardization of curriculum of vocational courses has been undertaken and 414 vocational courses have been adopted by JSS. The principal objectives of these efforts are to improve the quality of training imparted, which in turn, depends on the curriculum, quality of instructors or trainers and infrastructure available. In the selection of beneficiaries, priority is given to women, SCs, STs, OBCs, minorities and other economically weaker sections. Jan Shikshan Sansthans are imparting vocational training in 33 out of 90 minority concentration districts in the country. 


The problem that the Indian government faces is that there are 21 central government ministries that offer skill development courses which are being brought onto the NSQF platform, but the problems of coordination across ministries remain. The National Skill Development Agency (NSDA), created in June 2013 to coordinate and harmonize skill development efforts across various stakeholders is now a part of the newly formed Ministry of Skill Development and Entrepreneurship (set up in November 2014). The Ministry works primarily through the NSDA, National Skill Development Corporation (NSDC), and the Directorate of Training (erstwhile Directorate General of Employment and Training of Ministry of Labour and Employment). The role of the new Ministry involves coordinating and evolving skill development activities, mapping of existing skills and certification, and developing industry-Institute linkages, among others. Such coordination in skill development is needed as programmes being implemented by various ministries/departments/agencies of the Central Government have different norms, as regard to the eligibility criteria, duration of training, learning outcomes
, and monitoring and tracking mechanism. 

Private Sector Partnerships in Skill Development 

In India, a radical change in the skill development landscape is taking place with the involvement of private players and a paradigm shift from fully public funded to private funded programmes under the NSQF. The 12th Five Year Plan (2012-2017) document observes that the skill development programmes in the past are run mainly by the government, with insufficient connection with market demand. It has called for an enabling framework that would attract private investment in VET through Public-Private Partnership (PPP). Involving the private sector in VET has for decades been a successful part of the training systems of many countries. For example, the VET system in Germany is characterized by much higher proportion of youth participation, intensity of private participation and a basis in legislation (Mehrotra et al., 2014).
To foster public-private partnerships, the government of India has set up institutional capacity in the form of the NSDC and Sector Skill Councils (SSCs). These have spawned private vocational training providers (VTPs) or Training Service Provider (TSPs) on a for-profit business model. NSDC, which came into existence only in 2010, is almost entirely government funded and it has facilitated the setup of 2,856 skill development centres through its 203 training partners in the private sector, including 1148 mobile training units which are operating in 350 districts (covering 27 States and 4 Union Territories), or around half of India's 641 districts. These mobile units consists of fully equipped classrooms on wheels with laptops/tablets powered by solar panels to provide technology enhanced training in geographically diverse or remote areas. Around 14,00,844 people have been trained. The NSDC also operates a scholarship to encourage poor youth to take up vocational training (Box 1).


The Ministry of Skill Development and Entrepreneurship has reached out to Public Sector Units (PSUs)/ Companies under various Ministries for Corporate Social Responsibility (CSR) Fund for skill development and signed several tripartite Memorandum of Understandings (MOUs) for skill training projects to be implemented by NSDC and funded by PSUs, including National Thermal Power Corporation (NTPC), Coal India Ltd. and Power Grid Corporation of India Ltd. 

The non-formal VET system is fragmented and largely uncoordinated. Non-Government Organizations (NGOs) and specialized VET Institutions are offering short duration vocational courses, without proper curriculum and adequate training of trainers. There are a few successful examples of non-formal VET programmes run by various NGOs or Civil Society Organizations, which include (i) Dr. Reddy's Foundation, (ii) Don Bosco's Tech India, (iii) Rajasthan Mission on Livelihoods (RMoL), (iv) Institute for Livelihood Education (iLEAD) by Aide et Action, (v) Rural Development and Self Employment Training Institute (RUDSETI), (vi) Society for All Round Development (SARD), (vii) MAYA Organics, and (viii) Consortium of Women Entrepreneurs of India (CWEI) (Mehrotra, 2008). The norms and standards for input/output, funding/cost norms, third party certification and assessment cost across these various skill development programmes, while allowing flexibility to meet the requirements of different socio- economic groups are being formulated under the NSQF by the Ministry of Skill Development and Entrepreneurship. Greater autonomy would have to be given to VET Institutions to design their own programmes and use flexible delivery models, with the involvement of business and industry. To achieve effectiveness and efficiency of knowledge transfer, simplification of the guidelines and standardization of various components of the skill development schemes run by various  ministries has been undertaken by the government. There is a focus on the structuring, organizing, and sequencing information to facilitate optimal processing, active involvement of the learner in the learning process and meta-cognitive training in the skill development programmes. 

Recognition of Prior Learning

In India, about 90 per cent of the working population is employed in the informal or unorganized sector of the economy. The unorganized sector contributes more than 60 per cent share to the GDP and people working in the unorganized sector need a system for recognition of prior learning so that they get an opportunity to obtain relevant certification of their competencies acquired through informal learning and enter the formal education system, thus becoming lifelong learners. The learners are divided into three broad age categories: 15-18 years (school education), 19-23 years (college education) and 24-59 years (working age population) (FICCI and Ernst & Young, 2012). A very large number of workers in the informal/unorganized sector have acquired skills through experience or other non-formal learning channels. However, due to lack of formal certification, they are unable to properly market their services. Those who are traditionally burdened with social responsibilities within the household, often prefer non-formal training, which offers "flexibility in terms of entry and period of training" and also enable them to "earn while they learn" (Mehrotra, and Sacheti, 2009). However, the ‘technical' skills imparted to youth through the system of informal vocational training does not provide them the "life-long learning" opportunity which is necessary to bring about necessary behavioural or attitudinal changes and to make them aware of their social rights. They may wish to study part-time or at a flexible pace; their home and/or workplace may be away from the learning centre, so distance learning options may be attractive. 

Adults with limited formal education can re-enter education by validating the competences they have acquired through work. It has particular relevance to migrants with skills and qualifications formally and informally acquired outside the country (Field et al., 2012). Recognition of Prior Learning evaluates the skills and knowledge gained from outside the formal education system, from paid and unpaid work or from life experiences. It is a process of certifying pre-existing skills and knowledge, used in many Organisation for Economic Cooperation and Development (OECD) countries to make the skills of prospective and current students visible to both education and training institutions and employers (OECD, 2014). It encourages an individual to return to education through the certification of relevant skills, and associated course exemptions. It is, therefore, important that training providers should offer RPL as part of the range of services offered to adults (OECD, 2014). 

In India, the NSDA has launched pilots on RPL in four sectors- Agriculture, Domestic Work, Healthcare and Gems and Jewellery. A separate pilot for the construction sector has also been initiated by the Ministry of Skill Development and Entrepreneurship. However, clarity in the role and functions of the various stakeholders is needed for greater acceptance and impact of RPL.  Effective implementation of RPL will help to promote transition for further and supplementary education and training. 

Achieving Flexibility to Acquire, Adapt, Apply and Transfer Knowledge to different Contexts 

A backbone of vocational training in India is the system of ITIs (Industrial Training Institutes), which exist both in the public as well as the private sector. About 70% of the training period is allotted to practical training and rest to theoretical training related to trade theory, workshop calculation, science, engineering drawing and employability skills, including environmental science and family welfare. But a serious problem is that this practical training is imparted within the workshops of ITIs rather than in enterprises. Efforts are being directed to improve upon the programmes offered by ITIs through greater funding, autonomy and flexibility in using the funds, making courses NSQF compliant (curriculum for Fitter, Welder, Electrician, Electronics Mechanic and Turner have been aligned with the NSQF requirements). Similarly there is an effort to develop extensive training and capacity development for trainers and promote new market-oriented courses that meet the current technical skill needs in the region. Moreover, efforts are on to build networks and collaboration between the ITIs and National and International training institutions for the introduction of short and medium length courses that target value addition. However, as a survey-based study shows, the aim of flexibility has barely been realized, the participation of industry is limited, and the employment of graduates of such courses is a problem, with 27% of them remaining unemployed even 18 months after they graduated (Mehrotra, 2014). This study also shows that the aim of flexibility remains a distant dream, as introducing a new course in a government ITI remains an extremely tedious process. Responsiveness of courses to local industry needs is also limited. Nearly 10, 000 private ITIs have been unable to ensure quality of training, as most of them have little infrastructure and the government has limited capacity to monitor the quality of their training or vouch for placements after training. However, some schemes have shown success in terms of providing flexibility in training. 

The Modular Employable Skills (MES) programme (Box 2), offered  through the ITIs provides multi-entry and multi-exit options, flexible delivery schedule and lifelong learning opportunities which are useful for those who do not have any formal skill certification. The main objective of the MES scheme is to provide employable skills to school leavers, existing workers and government/private ITIs graduates.


Workers will have to continuously upgrade their competence (knowledge, skills and abilities) through life-long learning opportunities to become "knowledge workers" (Mehrotra, 2008).  Employment adjustment has become a common phenomenon due to economic recession, change in occupation/job and employment policies, especially those related to hiring workers. People now increasingly move backward and forward between different forms of education and training (part-time courses, sandwich courses, etc.) and work (part-time or full-time). In a bid to expand the access to a variety of short term courses of various durations and to provide opportunity of earning through services and products, State governments are promoting specific skill development programmes. For example, out of 369 Government ITIs in Maharashtra, 337 ITIs have established Lokseva Kendras. In these Lokseva Kendras, there is no entry qualification and no age bar for the candidates who are trained in various vocational trades of duration ranging from 15 days to 3 months. The vocational trades include house wiring, painting, fabrication, vehicle maintenance, computer maintenance, plumbing, masonry, etc. Common Facility Centers are also made available for trainees, which they can utilize for providing services to the community at a reasonable charge. Of the total labour charge for services rendered, 90% charges are distributed among the candidates and the Institute charges only 10% of the amount as overhead charges. The number of candidates trained so far under the scheme is 2,76,030
 .


A Quality Assurance Framework (QAF) is being developed to improve the consistency of outcomes linked to certification and consequently improve the status of skills training. The QAF for certification and assessment will set minimum standards and provide guidance for effective, valid, reliable, fair and transparent assessment within the context of the NSQF. Development of NOSs by the SSCs is examined and reviewed by the National Skills Qualification Committee (NSQC) and thereafter conferred the status of ‘National Standards'. The problem, however, is that the NSQC is a committee of Secretaries to the Government of India - which is a contradiction in the sense that a NOS should really be approved in the final analysis by industry experts, not by a set of bureaucrats who are generalists by definition and not the subject specialists.

Apprenticeship Training 


Work-based learning encompasses a diversity of arrangements including apprenticeships, on-the-job training, internships and work placements that form part of formal vocational qualifications. Managed effectively, it delivers benefits for all participants and contributes to better labour market and economic outcomes (OECD, 2014). Work experience is a critical component of preparing youth for transition to the world of work. The discourses of ‘learning in the workplace' (Marsick and Watkins, 1990), ‘work based learning' (Boud and Solomon, 2001) and ‘informal learning' (Garrick, 1998) all promote learning that takes place at and through work and learning unmediated by educational Institutions or practitioners (Chappell, 2003). Potential benefits for youth who participate in work experiences include: 1) gaining career readiness skills including the "employability skills" that employers look for in entry level workers; 2) increasing one's knowledge of specific occupational skills and workplace settings; 3) establishing a work history and connections with employers that can aid in future job searches; and 3) developing an understanding of different occupations in order to make informed career choices. A study found students who participated in work-based learning were more likely to attend college or go to work, compared to their peers (Jobs for the Future, 1997). Although learning support programmes have been found to assist student transitions into higher education or the workforce by offering workplace skills, opportunities to work in small groups and develop teamwork and leadership skills are relatively few and up-scaling of such programmes poses a real challenge. 

In India, formal and informal apprenticeship training are the major tools for providing workplace learning experiences. The Apprentices Act 1961 amended in 1986 and then in 2014 makes it obligatory for employers in specified industries to engage apprentices in designated trades for imparting formal Apprenticeship training in industry to youth and person having National Trade Certificate issued by National Council for Vocational Training (NCVT). Apprenticeships match the supply of skills with demand from employers much more efficiently than is possible with a system of school-based full-time vocational education.
 
Some of the obvious challenges that confront the Indian government in its attempts to reform the apprenticeship system include the small size of the apprenticeship system, lack of alignment of expectations of employers and apprentices, uneven quality of curriculum, uneven participation in the apprenticeship system among socio-economic groups and other groupings, lack of confidence in the skills of graduates of the system and the difficulties associated with a predominantly informal economy (Planning Commission, 2009). 

The Apprentice (Amendment) Act, 2014 (Act no. 29 of 2014) has amended the provisions of original Act i.e. The Apprentice Act, 1961 (Act no. 52 of 1961) to provide for age of 18 years as minimum age for apprenticeship in the designated trades related to hazardous Industries. However, the minimum age for being engaged as an apprentice is still 14 years. One of the positive changes brought about by the Act is that it now includes the non-engineering and short duration courses apart from engineering and vocational courses. Further, the Act will not only include apprentices who have undergone training in a school or institution affiliated or recognised by a state council, but other courses approved by the Central government. India has three categories of apprentices: (i) trade apprentices
; (ii) graduate or technician apprentices
; and (iii) technician (vocational) apprentices
 (for an analytical comparison of the three types see Mehrotra, 2014).

 At present there are 28,500 establishments covered throughout the country for trade apprentices under the Apprentices Act, 1961, which is miniscule as compared to the number of establishments in the country. Currently India has only about 300,000 apprentices, across 254 trades (126 subject fields for graduate and technician apprentices and 128 subject field/trades for technician (vocational) apprentices). Only 2,12,817 training seats for  trade apprentices have been utilized against 3,91,625 seats identified. Similarly, 48,122 training seats for Graduate, Technician and Technician (Vocational) Apprentices have been utilized against 1,35,139 seats identified for these categories (DGT, Annual Report 2014-15, MoL&E, 2015) . 

For a country with a labour force of 475 million ( in 2012), the fact that the total number of formal apprentices in the economy is barely over 200 000 is not only a symptom of the failure of the Act but is compounded by the fact it has taken half a century for government to recognize that there is a problem with the apprenticeship system, given that only the largest enterprises in the private sector and mainly public enterprises have been willing to take on apprentices (Mehrotra, 2014).

	Table 1: Training Statistics of Graduate, Technician and Technician (Vocational) Apprentices

	Position as on 30.09.2014

	S.No.
	
	Graduate
	Technician
	Technician (Vocational)
	Total

	1. 
	No. of Seats located
	56386
	50106
	28647
	135139

	2. 
	No. of seats utilized
	18699
	24795
	4628
	48122

	3. 
	% Utilization of seats
	33%
	49%
	16%
	36%

	Minorities/Weaker Section

	
	Scheduled Caste (SC)
	811
	2238
	538
	3587

	
	
	4%
	9%
	12%
	7%

	
	Scheduled Tribes (ST)
	159
	319
	141
	619

	
	
	1%
	1%
	1%
	1%

	
	Minorities
	637
	749
	164
	1550

	
	
	3%
	3%
	4%
	3%

	
	Person with Disability (PwD)
	26
	72
	13
	111

	
	
	0.14%
	0.29%
	0.28%
	0.23%

	
	Women
	4731
	3247
	1982
	9960

	
	
	25%
	13%
	43%
	21%

	Source: Department of Higher Education, Ministry of Human Resource Development 

	Annual Report of the DGE & T, Ministry of Labour & Employment (2014-15)


Apprenticeships can meet the specific skill needs of a business more cost-effectively than skilled workers from the external labour market, as apprentices who have been trained to the specific needs of the business can be more immediately productive than workers recruited from outside. Attrition rates amongst Apprentices, however, are very high because of long training periods, low stipend and complex procedures (Planning Commission, 2009; Mehrotra, 2014). There is also concern about an over-complexity of regulation, the under-representation of women and minority groups in apprenticeships and the availability and quality of sufficient trainers (ILO and OECD, 2011). Women's choice of apprenticeship occupations have remained focused primarily on business and service sector occupations, despite campaigns to attract them to predominantly male occupations.  

In countries with high proportions of young apprentices (under 25 years of age) relative to the employed population - Austria, Germany and Switzerland, youth unemployment is currently much lower (ILO, 2012). Germany places two-thirds of its apprentices in full-time jobs with host firms
. More than 80 percent of training costs are met by employers and youth unemployment in Germany has been below 8 percent (by comparison to 56 percent in Spain and 38 percent in Italy)
. The key feature of the dual system of Germany is the cooperation between the two learning sites - the vocational school and the training company. 


Informal apprenticeship is a well-established practice in India. Acknowledging the importance of informal apprenticeship by including it in policy frameworks and legislation and developing a national training system might help in improving not only technical skills but also employability skills that include the ability to adapt to organizational values, discipline, team work and leadership roles. The work-based learning should be systematic, quality-assured and credit-bearing. The learning outcomes expected from the work-based learning component need to be defined, so that what the student has learnt can be assessed, and linked to credit (OECD, 2014). Rotating learners through different enterprises over the period of a training programme and creating opportunities for apprentices to take brief pre-apprenticeship courses, covering issues such as occupational health and safety, basic technical skills, and rights and duties at work, can attract greater number of students to apprenticeship training. 

Addressing Generic/transferable Capabilities for a Changing Work Environment through Modifications in Training and Curricular Reorientation
Generic skills, which apply across a variety of jobs and life contexts are important in all aspects of life. These are skills that employers expect workers to have from day one. These include communication skills, interpersonal skills, decision making skills, and lifelong learning skills. One promising approach is to integrate basic skills with vocational training so that these skills are acquired in meaningful practical contexts (OECD, 2014). The National Policy on Skill Development and Entrepreneurship 2015 notes that all skill training programmes shall include basic modules of computer literacy, finance, language and generic skills like etiquette, appreciating gender diversity in workplace, building positive health attitudes and social and life skills to enable youth to be employable and market ready. The curriculum should be so designed as to develop skills of the levels and quality acceptable to the employing agencies; the acid test of effectiveness of the curriculum will lie in the employability of the learner. 

 Raffe (1994) defines four forms of flexibility: individual, curricular, pathway and delivery flexibility. Curricular flexibility may be pursued through modularization or other changes in the structure of the curriculum, through decentralising control in education, through a greater reliance on the `market' to ensure responsiveness to economic changes and through promoting closer links with the world of work, at national and local levels (Kämäräinen and Streumer, 1998). It should enable the system to cater for and attract students with different backgrounds and circumstances, and especially adults, disadvantaged students and dropouts or those at risk of dropping out, for whom conventional styles of delivery are less suitable (ibid).

 In India, the traditional supply driven curriculum is being increasingly made flexible through modularization of the units and granting leaner's more choice. A shift from input oriented curriculum to outcome oriented curriculum
 is taking place to conform to the requirements of the NSQF, where learning outcomes to be achieved by the learner are the key elements of qualifications. Learning outcomes are perceived as an instrument to enhance link between VET provision and the labour market.  Standardisation of learning outcomes based on NOSs is being done. Emphasis is on producing observable and measurable outcome through competency based curriculum, teaching learning materials and assessment procedures.

Technology based Models

Technology is being innovatively used by various VET providers to address 21st-century skills gaps and to reach out to people living in remote areas. We present some examples.

NIIT Yuva Jyoti

Yuva Jyoti, a joint venture of National Institute of Information Technology (NIIT) and NSDC aims to reach out to the youth of India living in cities, small towns and villages and provide them with job specific training to enable them to get jobs across different service sectors. The salient features of the venture include skill registry with unique identification, career counselling workshops and industry endorsed certification or qualification. A mix of ‘core' and ‘occupational' skills, optimum delivery mix, including collaborative projects, occupational lab/virtual lab, and blended learning (technology based training, self-paced learning, synchronous learning technology) are being used to provide learning experiences in a simulated environment. For example, one interactive classroom consists of a projector connected by broadband satellite (VSAT) links to one or more studios where the expert faculty conducts the training activity. Special software are being used by expert faculty taking training sessions from studios and students located at the remote classrooms that fully replicates all features of face-to-face teaching. Thus, students and expert faculty interact in real-time through this software, and the students perform all tasks/actions that they would utilize in a face-to-face teaching environment.
  

(Source: http://www.niityuvajyoti.com/; accessed on 23rd May, 2016).

i-Saksham

i-Saksham is another private initiative that aims to improve the capability of individuals through the use of ICT tools by promoting digital literacy. It promotes engagement of the individual with ICT tools to become an active stakeholder in development process through improved capabilities. ​​i-Saksham provides in-situ education and skill development services in remote, isolated, and backward regions using digital technology and content. Low cost android tablets are used as platform for education delivery. These tablets are loaded with digitized content on elementary education, and video lectures on various vocational courses. Solar charger kits are provided in areas without electricity. The services are delivered either by community tutors or school teachers. 

(Source: http://www.i-saksham.org/; accessed on 23rd May, 2016).

Placement-linked Models

The skill component of National Rural Livelihood Mission of the Ministry of Rural Development, Aajeevika Skills has been revamped as the Deen Dayal Upadhyaya - Grameen Kaushalya Yojana from 2014. The revamped scheme follows a 3-tier implementation model. The primary tier is the National Unit (NU) that functions as the policy-making, technical support, facilitation and investing agency. The next tier is the State Skill Missions (SSMs) under the State Government/ State Rural Livelihood Missions (SRLM); who co-invest as well as directly supervise and/ or engage with implementation agencies. The last tier is the Project Implementation Agency (PIA). The funding under the scheme is linked to the placement of the trainees.
 


The training is divided into three skill components (i) vocational skills, (ii) IT skills, and (iii) generic skills. Generic skills include English language, communication skills, team work and interpersonal skills. The duration of courses ranges from 576 hours (3 months) to 2304 hours (12 months). All courses are certified by National Council for Vocational Training and Sector Skill Councils. The minimum entry age has been reduced from 18 years to 15 years to enhance capacity. There is a provision for mandatory coverage of socially disadvantaged groups (SC/ST 50%; Minority 15%; Women 33%).
 Deen Dayal Upadhyaya Grameen Kaushalya Yojana (DDU-GKY) being implemented by Ministry of Rural Development, provides for placement - linked Skill Development Programmes under which there is a mandatory coverage of 33% women candidates in each skill development projects. 

Don Bosco Tech India
Don Bosco Tech (DB Tech) India which is a non-governmental network of 300 skill training centers spread across 29 States provides employment-linked and market-driven short duration vocational courses to the economically and socially marginalized youth. It addresses the training needs of the marginalized youth in the age group 18-35 years. With funding from the Ministry of Rural Development, Government of India, DB Tech India aims at empowering youth from Below Poverty Line (BPL) through the Bosco Academy for Skills and Employment (BASE) project. Under this project, around 46,000 underprivileged youth from 24 states will be trained in market-driven courses and placed in entry level opportunities in various sectors. The number of beneficiaries who have been trained so far through the various skill based activities is 24,720. Don Bosco Tech has also partnered with various organizations to provide VET to underprivileged youth. For instance, it has partnered with NSDC to train 2.2 million youth over the next 10 years and with Ministry of Rural Development to train 46,000 underprivileged youth from 24 States. Don Bosco Tech Society in partnership with the Ministry of Rural Development, Ministry of Minority Affairs and other ministries is implementing the skill development programme for youth. The project is PAN India and it aims to skill 2 million youth by 2022. In the last 5 years DB Tech has trained over 2 lakhs youth and facilitated employment for more than 75% of the candidates.
(Source:  https://www.dbtech.in/; accessed on 23rd May, 2016).

Meeting the Needs of Female and Poorer Students to Improve their Pathways 

Children from low Socio-economic Status (SES) families are more likely to leave school early and have lower retention rates. Low socio-economic status can have a negative effect on a variety of aspects of an individual's life including, physical health (Singh and Yu, 1996), mental health (Wight et al., 2006), cognitive functioning, and academic achievement (Bradley and Corwyn, 2002). Sometimes the availability of VET programmes is driven by student's demand and the capacity of training institutions, rather than by industry needs. Schemes or programmes that aim to match skill training with employment opportunities or align with their career interests and skills have been introduced by the central and state government. Currently, over 70 skill development schemes across various sectors are being implemented by over 20 Central Ministries/Departments. A majority of these schemes aim at providing short-term training programmes to students with low SES background and unprivileged youth. 


Gender-wise classification of the enrolment in various courses in ITIs in 2009 showed that a majority of them were males, which implies that enrolment of girls in the courses offered by it is low. Across trades, the proportion of females was the highest in computer related courses (Mehrotra, 2014). To increase participation of girls in male dominated courses, multi-skill courses are being introduced in schools and skill development centres so that the girls can develop sensitivity and ability to using workshop tools. Special enrollment drives and guidance and counselling are being undertaken to encourage girls to take admission in different vocational courses.

A network of Institutes, both under Central and State Governments, has been setup to extend vocational training facilities solely to women, which aim at stimulating employment opportunities among women of various socio-economic levels and different age groups. Training facilities are being offered to women through 11 Institutes spread across the country - One National Vocational Training Institute (NVTI) and 10 Regional Vocational Training Institutes (RVTIs) financed and managed by the Central Government. Besides providing regular training under the schemes, short-term training is also provided in areas for which infrastructural facilities are available. The NVTI/RVTI for women provides modular pattern training programmes. These courses are offered to those have passed Grade 10 or 12 and meet the specified eligibility criteria. 

Apart from the regular courses, these institutes also organize short term courses as per the requirements for the industry. Short term courses include training in employability skill for general women, housewives, students and school drop-outs. Approximately 9000 women are trained annually in long term and short term courses in NVTI and RVTIs so as to enable them to secure self and wage-employment. Since the inception of the scheme in 1980, NVTI/RVTIs have trained around 1,17,884 women (till October, 2014) in various training courses. Training is also provided through Skill Development Initiative Scheme (SDI) through 10,000 training providers across the country under which 1.26 million women have availed the benefit since its inception in 2013. Similarly in Pradhan Mantri Kaushal Vikas Yojana, there is a significant participation of women for skill training (94,227 women). 

Training includes generic skills, personal grooming, behavioural change for cleanliness and good work ethics. State Governments are being encouraged to setup Kaushal Vardhan Kendras (KVKs) at panchayat level for mobilising and imparting skills pertaining to local employment/livelihood opportunities to school drop-outs, adolescent girls, housewives and rural youth. Each KVK is linked to the nearest ITI or Advanced Training Institute (ATI) for capacity building, curriculum development, assessment and certification. The KVKs will also function as counselling and guidance centres for youth to help them make informed choices. 

The Ministry of Micro, Small and Medium Enterprises (MSME) have been implementing Entrepreneurship Development Programmes (EDP), Management Development Programmes (MDP) and Industrial Motivational Campaign (IMC) for women. Approximately 24,888 women have benefitted under these schemes during last three years. 

The private sector also offers some interesting examples of skilling aimed at women. For example, the Hindustan Unilever's Shakti programme, where the company trains rural women to sell its products in nearby villages, develops a powerful grass-roots distribution channel. In the process, it has empowered 70,000 women, called Shakti Entrepreneurs (Shakti Ammas), by imparting skills that are transferable and enabling them to become micro-entrepreneurs, earning an average of INR 1,000 per month, serving 165,000 villages and 4 million households. These Shakti Ammas are complemented by 48,000 Shaktimaans, who are typically the husbands or brothers of the Shakti Ammas
. 

Conclusion

In spite of the recent upsurge in the enrolment of youth in skill development programmes in India, VET still suffers from social stigma and is rated as second class education. The low level of skilling in India has been a major impediment to the development of a skilled and productive workforce. The fragmented nature of delivery of VET is a major issue amongst the government and private VET providers. Public-private partnership needs to be promoted to ensure greater participation of private sector and to enhance the relevance of curriculum and training.  Lack of availability of trained trainers and low relevance of the curriculum add to the variability and low quality of VET. Private VET providers need to be carefully monitored to ensure that the VET programmes offered by them conform to the delivery of cognitive and practical skill training aligned to the NOSs and conforms to the quality assurance framework.

Employers generally employ general education graduates as they perceive that the graduates from general education stream have the ability to adapt and deal with new situations at work and can easily solve problems on-the-job and adapt to the new technologies.  The challenge therefore, is to prepare vocational graduates with adequate general academic knowledge and skills besides the technical skills in the field. The cognitive content in skill development programmes is being increased to prepare knowledgeable and multi-skilled workers.  The Indian government is framing a new National Education Policy to bring about necessary educational reforms so as to provide greater access, equity, inclusiveness and quality in education, with a greater focus on integrating general education with skill development. With the implementation of NSQF, due emphasis is being laid on outcome based approach to teaching-learning. The NSQF is stimulating the reforms in skill development by facilitating establishment of nationally standardized and industry accepted qualification system. It is also facilitating recognition of prior learning so as to bring about necessary equivalence and parity between the formal and informal system of VET. 
Engagement of private sector in skill training, assessment and certification is crucial for encouraging placement and a smooth school-to-work transition of the vocational graduates, especially for those who do not aspire for higher education. However, information bases on skill demand in various sectors are needed to reduce the skill mismatch between the demand and supply of skilled manpower and enhancing the employability of the youth. Private sector is often not committed enough to participate in policy dialogue and implementation of skill development programmes. Multi-level engagements of private sector with VET providers should take place for a paradigm shift from government managed institutions to private funded and managed institutions. Significant challenges, however, exists in the development of modular competency based curricula for the various job roles as per the NOS as it is difficult to get qualified people for such work.  

Although serious attempts are being made to introduce bridge courses that provide horizontal mobility and multi-entry and exit points, but the educationists are still grappling with the issue. In TVET system, there is a need to define clearly agreed ‘admission criteria' for students wishing to progress move from one qualification to another e.g. from academic to vocational and vice versa, from one stream to another, and from one VET provider to another. The learners require a system where a qualification is recognized for horizontal and vertical mobility as well as for entering the world of work, something that many countries have in the form of National Qualification Framework. The Polytechnics, Community Colleges, General Education Colleges, Universities and Institutions under AICTE and UGC should reconstruct their curriculum in accordance with the NSQF. 
Teachers and trainers have to deliver knowledge and skills as per the NOSs set by the SSCs. Trainers need to undergo regular short term training programmes which are run by specialized institutions or industry and conform to the NOSs. In Australia, for example, VET practitioners are required to hold a Certificate IV in training and assessment as a minimum qualification and must be able to demonstrate vocational competencies at least to the level of those being delivered. 

The informal sector will continue to absorb the vast majority of new entrants to the workforce in India, therefore Recognition of Prior Learning should be given due emphasis to recognize the skills that are essentially needed to raise the productivity and income of workers in the unorganized sector. Provision of supplementary training on employability skills for those who are undergoing informal apprenticeships should be made through the PMKVY and other skill development schemes. 
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Box 1


Pradhan Mantri Kaushal Vikas Yojana (Prime Minister's Skill Development Scheme)





The National Skill Certification and Monetary Reward Scheme, popularly branded as STAR (Standards Training Assessment and Reward) was an incentive based skill development model. It was unveiled on August 16, 2013 with a budget outlay of INR 1000 crores and a target to motivate 1 million youth to acquire vocational skill during the first year of its implementation. It was replaced by the Pradhan Mantri Kaushal Vikas Yojana (PMKVY) in 2015 which was  started with INR 1,500 crore corpus ($ 225 million). The PMKVY aims to provide monetary reward of INR 8,000 to trainees on successful completion and certification of skill training course. It would cover 2.4 million persons that would include 1.4 million youth who would be skilled and 1million workers who would be given recognition for prior learning. A special focus of the scheme is to train Grade 10 and Grade 12 (less than 18 years) dropouts. Training is being imparted against NOSs for specific job roles, formulated by industry-driven bodies, namely the Sector Skill Councils. All skill training includes employability skill training as part of the training curricula. Third party assessments for skill training are being done on the basis of national and often global standards. Trainees with prior experience or skills and competencies are assessed and they are also given monetary rewards for undergoing assessments. It facilitates the process of skill upgradation and re-skilling of the existing workforce. Under the PMKVY, 19,73,116 candidates are enrolled and 19,68,352 have completed the training  and 9,16,532.





(Source: http://www.pmkvyofficial.org)








Box 2: Modular Employable Skills (MES) Programme


Under the Modular Employable Skills programme, 159 trades covering 12 sectors are being offered with a large number of Vocational Training Providers (VTPs). There is flexible delivery mechanism, which include short term courses (3 months) to long-term skill based courses (1 to 2 years) offered through part-time or full time mode during weekends or on-site/offsite. Testing and certification of skills is done by independent assessors. Emphasis is mainly on employability skill development. Courses are also available for persons who have completed 5th Grade and have attained the age of 14 years. Skill levels of the person already employed are also tested and certified under the scheme. Public-private partnership is envisaged at every stage of the implementation of the scheme. Candidates belonging to SC/ST category and women are given relaxation of 25% in fee. 


(Source: http://dget.nic.in/content/innerpage/list-of-trades-in-mes.php)








�  The primary and upper-primary grades together are also referred to elementary school, which cover the ages 6 to 14. The Right to Education Act 2009 applies to elementary level.


�   Employability skills are also sometimes referred to generic skills, capabilities or key competencies. Employers consider that employability skills are as important as job-specific or technical skills. There are two facets to employability skills: generic skills (skills that apply across a variety of jobs and life contexts) and personal attributes (loyalty, enthusiasm, motivation and sense of humour). Generic skills are also known by other names, such as key skills, core skills, essential skills, key competencies (widely used in Australia, Germany, United Kingdom, European Union and OECD countries) and transferable skills.


�  	India is a federal union of states comprising 29 states and seven union territories. As per the 42nd amendment of the Constitution of India in 1976, education has been included in the Concurrent list, which means the Central Government shall determine the policies, priorities and programmes related to education and provide funds and leadership for a uniform educational reform in the country.     


�  	It was established as a separate Ministry in 2014 to work as nodal Ministry for Skill Development.


�  	This, however, is a partial estimate since it covers a limited number of sectors. However, the National Skill Development Policy 2015 estimate a larger number to be skilled. The figures were estimated on the basis of the employment base in 2013 and the projected employment by 2022, as given in the skill gap studies reports of the various sectors done by the National Skill Development Corporation.   


�         The National Vocational Education Qualifications Framework (NVEQF), which was developed by MHRD (see Mehrotra et.al., 2012) was subsumed in NSQF in 2013.  


�   	The official labour force participation rate for men, which measures the proportion of the total male population in the labour force, stood at 55.6 per cent in 2011−12, unchanged from its level in 2004–5. For women, already scarcely represented in India's labour market, the labour market participation in the same period dropped from 29.4 per cent to 22.5 per cent.


�  	These vocational courses are offered in either polytechnics or colleges affiliated to universities.


�  	http://www.aicte-india.org/downloads/Approval_Process_Handbook_2015_16.pdf


�  	The NSQF consists of 10 levels, with level 1 representing the lowest and level 10 the highest level of complexity. It provides an opportunity for enhancing the quality assurance and recognition of skills gained through formal, non-formal and informal learning. As per the NSQF implementation schedule, after the third anniversary date of the notification of the NSQF (i.e. after 27th Dec 2016), government funding would not be available for any training/ educational programme/ course that is not NSQF compliant. All accredited training providers would need to comply with this requirement of the NSQF, failure to do which would lead to their de-listing by the NSDA or the concerned Ministry.


�      http://wadhwani-foundation.org/initiatives/sdn-india/


�  	Learning outcomes are defined in the European Qualifications Framework (EQF) as ‘statements of what a learner knows, understands and is able to do on completion of a learning process, which are defined as knowledge, skills and competences'.  


�  	http://dveopune.org/scheme/lokseva_kendra.php


�      For a full scale study of apprenticeships in India, see Mehrotra (2014)


� 	Trade apprentice means an apprentice who undergoes apprenticeship training in any designated trade.


� 	Graduate or technician apprentice means an apprentice who holds or undergoing training in order that the individual  may hold a degree or diploma in engineering and non-engineering or technology or equivalent qualification granted by any institution recognized by the Government and undergoes apprenticeship training in any such subject field in engineering and technology as may be prescribed.  


�   	Technician (vocational) apprentice means an apprentice who holds or is undergoing training in order that an individual my hold a certificate in vocational course involving two years of study after the completion of the secondary stage of school education recognized by the All India Council and undergoes apprenticeship training in any such subject field in any vocational course as may be prescribed.


�   	Training and Apprentice Divisions have been recently transferred from Directorate General of Employment and Training of Ministry of Labour and Employment to the Directorate of Training under the Ministry of Skill Development and Entrepreneurship from April 2015.


�          Federal Institute for Vocational Education and Training, 2012; www.bibb.de/en


�  	www.economist.com/news/europe/21578656-germanys-vaunted-dual-education-system-itslatest-export-hit-ein-neuer-        


           deal)


�  Input-oriented curriculum is based on the technical/scientific knowledge assumed to be required to undertake a work task, whereas output based curriculum is based on analysis of work. Therefore, the input approach separates theory and practice, whereas in outcome approach experiential learning involves the integration of theory and practice (Winterton, 2012). 


�   http://www.niityuvajyoti.com/Synchronous-Learning-Technology.aspx


�   	http://www.i-saksham.org/our-mission.html


�  	The scheme is being implemented currently in 33 States/UTs across 610 districts, partnering with over 202 Project Implementing Agencies (PIAs) covering more than 250 trades across 50 sectors. Till 30th November, 2014, about 1.094 million candidates have been trained and the total of 0.851 million candidates have been given placement.


�  	DDU-GKY has a target of skilling 3.4 lakh women during 12th Five Year Plan period against which 1.7 lakh women candidates have been imparted skill training and 1.32 lakh women candidates have been placed in jobs as of June, 2015.








